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This investigation was conducted for the purpose of 

developing and pilot testing an assessment center to 

determine job performance levels of caseworkers in 

essential job competencies. The results of the assess-

ment must be appropriate for use in making decisions 

relative to the training needs and continuing education 

needs of individual caseworkers. An assessment center 

program requires the utilization of multiple-assessment 

techniques and multiple assessors. The first major task 

of this study was to develop the assessment center 

program for caseworkers. Once developed, it was necessary 

to determine if there was correlation among the assessor 

ratings of caseworker performance. It was also important 

to establish the degree of correlation between the 

assessor ratings and the ratings of the caseworker's 

supervisor. An additional reliability check was to 

compare the assessor ratings with those of the individual 

caseworker's self ratings. The remaining relationship 

needed was one in which the supervisor ratings and 

caseworker self ratings could be compared. 



An important part of the assessment center program 

consisted of the dimensions, or competencies, upon which 

the individual's performance was assessed. The dimensions 

for this study were determined by means of a critical 

incident study conducted among caseworkers employed by 

the Texas Department of Human Resources. The study 

resulted in sixteen competency categories directly related 

to the performance of casework duties. The other main 

parts of an assessment center include the assessors, 

the techniques or exercises from which the caseworkers 

are to be rated, and the participant caseworkers. A two-

day training program was developed and conducted for 

potential assessors. Four assessment techniques were 

developed. There was an in-basket exercise, a series of 

case studies referred to as a situation exercise, a 

series of role plays called a simulation exercise, and 

a combined panel and group discussion. Participants 

were caseworkers from Region V of the Department of Human 

Resources which includes the Dallas-Fort Worth area. The 

caseworkers were from the Aged, Blind, and Disabled, 

Work Incentive, Vocational Rehabilitation, and Family 

Services Programs. Detailed procedures and instructions 

were included in the Program Administrator's Manual,which 

should be of assistance to any agency employing case-

workers in developing an assessment center program. 



The relationships among the ratings by the four 

assessors were established through the use of the 

Friedman's Two-Way Analysis of Variance. The Kendall's 

Coefficient of Concordance was applied as a supporting 

statistic. The correlations of the ratings by the four 

assessors were found to be statistically significant, at 

the .05 level, for fifteen of the sixteen competencies. 

The Spearman Rank Correlation Coefficient was the 

statistic used for comparing the composite ratings of 

the four assessors with the ratings by the supervisors 

and the individual caseworker's self assessments. It 

was also used to compare the supervisor ratings with 

the caseworker self ratings. The correlations were 

found to be statistically significant at the .05 level, 

for the three pairings, on all sixteen competency 

dimensions. 

This report concludes that the assessment center 

is a workable means of determining training needs and 

continuing education needs of caseworkers. The decision 

concerning the use of the method should be based on an 

objective comparison of the advantages and disadvantages 

of the assessment center with those of other performance 

assessment techniques. 
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CHAPTER I 

THE PROBLEM 

Introduction 

The goal of this study was to develop an assessment 

center for determining caseworker strengths and weak-

nesses in essential casework competencies. The 

performance assessments serve two purposes. First, the 

caseworker is informed concerning the job competencies 

in which improvement is needed. This enables the 

caseworker to select appropriate training and continuing 

education courses. Secondly, the training and continuing 

education resources are used more efficiently and 

effectively when the caseworkers who can benefit most 

from the training are receiving it. 

An assessment center involves multiple-assessment 

measurements and multiple assessors. As a concept, this 

procedure may be referred to as a "multiple-assessment 

system." When a multiple-assessment system is opera-

tional, it is conducted in a single location with 

assessors present and the proper materials and equipment 

prepared. It is then a distinct entity called an 

"assessment center." However, the term "assessment 



center" is commonly used interchangeably in reference to 

the process as well as the implementation. 

The task of assessing worker performance provides 

at least two alternatives. One is to compare the 

individual's behavior, while performing job-related 

functions, to the behavior of other workers who are 

performing the same functions. The second alternative 

is to compare the individual's job-related behavior to 

a previously agreed upon set of behavior standards. 

Although it is possible to use a combination of the two 

methods, the latter is generally accepted as the superior 

one in terms of achieving objectivity, reliability, 

validity, and general conformity with the principles of 

scientific inquiry (20) . The assessment center 

developed for this study utilized criterion-referenced 

methods of measurement. This is also true of other 

assessment centers described in the literature (1, 5, 

6, 9, 12, 16). 

Externally, validation studies have been concerned 

with the accuracy of assessment centers in predicting 

behavior as a part of a selection process. For example, 

validation studies of the multiple-assessment system 

process, used for managerial selection, show a highly 

significant relationship between the assessment prediction 

and later management success (6, 8, 9, 19). A more 



relevant concern of this study was internal validity. 

Internally, assessment centers are valid when they are 

shown to be job-related through their content. When the 

dimensions to be measured result from a thorough and 

accurate analysis of the job and the exercises accurately 

measure the dimensions, the content is job-related and 

the assessment center is valid (7). Extremely important 

is the fact that the assessment measurements provide 

quantitative datum, in the form of statistics, about 

activities that were previously considered to be 

unquantifiable (12). 

The data from previous assessment centers has been 

used for such purposes as selection, placement, job 

rotation, transfers, promotions, salary increases, 

training, and development (10). Regardless of the way 

the data are used, the principles and methods of measure-

ment incorporated in the assessment centers are equally 

applicable to other sectors of the work force (18). 

Statement of the Problem 

The problem is the investigation of an assessment 

center for assessing the training needs and continuing 

education needs of individual caseworkers. 
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Purpose of the Project 

The purpose of this project is to develop an assess-

ment center model for assessing individual caseworker 

performance. 

Research Questions 

1. Will there be a significant relationship among the 

assessor ratings? 

2. Will there be a significant relationship between the 

caseworker's self ratings and the supervisor ratings? 

3. Will there be a significant relationship between the 

composite assessor ratings and supervisor ratings? 

4. Will there be a significant relationship between the 

composite assessor ratings and the caseworker self 

ratings? 

Background and Significance of the Study 

This study focuses on caseworkers employed by the 

Region V of the Texas State Department of Human Resources 

(DHR). The work of DHR caseworkers consists of aiding 

and assisting other individuals, referred to as "client," 

who are aged, blind, or have some other type of dis-

ability. The client's age or disability renders a near 

impossibility in trying to generate enough income to 

maintain a standard of living that is considered to be 

acceptable in our society. 



The caseworker must initiate the client contact or 

respond to an initial contact made by the client. A 

relative, neighbor, or other advocate of the client may 

also make the first contact by alerting DHR concerning 

the client's needs. In any event, it is the respon-

sibility of the caseworker to interview and assess the 

status of the client, determine the appropriate services 

necessary to assist the client, locate the resources for 

providing the services, and maintain all the necessary 

records. 

The current employment qualifications for caseworkers 

in Texas require a baccalaureate degree, but not 

necessarily in social work. Caseworkers, who were 

employed before the baccalaureate degree requirement 

went into effect, remain under a "grandfather clause." 

Therefore, some DHR caseworkers have less than a 

baccalaureate degree. Other caseworkers have earned a 

master's degree in social work. Caseworkers, who have 

recently entered the field, have little or no experience. 

Others have been caseworkers in excess of thirty years. 

This variation in caseworker qualifications is 

compounded by continually changing job descriptions and 

the creation of new social services which result in new 

caseworker duties and responsibilities. The necessity 

for individual assessment of caseworker performance for 



education and training is easily recognized when the 

backgrounds of the caseworkers and various aspects of the 

job are considered. Once the individual performance 

assessments are completed, an education and training 

program can be custom tailored to strengthen each case-

worker' s performance in needed areas. Inefficiencies 

such as omissions and duplications, which are inherent 

in group needs assessments and group program planning, 

should be reduced or eliminated. It may seem impractical 

for the training and continuing education staff to pro-

vide the prioritized training to each caseworker at the 

time it is needed. However, if modern adult education 

principles are applied, the training and continuing 

education staff will assume the role of facilitator and 

advisor for the responsible adult caseworker who 

recognizes the need for personal improvement (14). 

The supporting organization for this study is 

Region V of the Texas State Department of Human 

Resources (DHR) located in the Dallas-Fort Worth area. 

The Regional Director requested assistance with the 

improvement of training and continuing education efforts 

for caseworkers. There are ten DHR regional offices in 

the state. The results of this study provides useful 

information to the other DHR regions and other state 

agencies which employ caseworkers. In fact, the study 



for the Dallas-Fort Worth Region of DHR should also be 

helpful to agencies employing caseworkers in other states. 

Initial orientation and training of caseworkers 

provides a basic understanding of the caseworker's role, 

specific duties, and line of authority. The state 

administration requires all new caseworkers to attend 

the orientation training. The only other state-wide 

mandated training is when a new policy or procedure is 

implemented. The caseworkers who attend skill develop-

ment training are left to the discretion of regional 

directors. 

The state administration has indicated an interest 

in a systematic needs assessment for several years. The 

diversity of individual abilities and the rapidly changing 

demands in responsibilities and duties make the task of 

determining the directions and scope of training 

extremely complex. 

A study was conducted by Jones (13) in 1977 to 

determine education and training needs of caseworkers in 

Texas as a group. The study incorporated critical incident 

and Delphi methods to establish caseworker competencies. 

The list of competencies served as the basis upon which 

the education and training needs were determined. The 

competencies were confirmed again in the current study 

for two reasons. One, it was important to see if the 
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competencies had changed since the Jones study due to 

possible changes of job descriptions. Second, the 

present study includes caseworkers from the Work Incentive 

Program, the Vocational Rehabilitation Program, and the 

Family Services Program as well as the Aged, Blind, and 

Disabled (ABD). The previous study had concentrated on 

ABD workers. 

The current study sampled only Region V among the 

ten DHR regions because the data was accessible and the 

caseworkers within Region V provided a purposive sample 

for the pilot study. This study also did not include 

caseworkers from the Child Welfare Program or the Aid to 

Families with Dependent Children Program (AFDC) for two 

reasons. One, the professional responsibilities for case-

workers in those programs require somewhat different 

skills than those needed in the ABD, WIN, VR, and Family 

Services Programs. This would necessitate a separate set 

of dimensions resulting in a different assessment center 

model. Second, the DHR regional administration requested 

that the pilot study be accomplished with the other 

programs and extended to the Child Welfare and AFDC 

Programs if it proved effective. The caseworker compe-

tencies provide the performance areas within which the 

levels of performance for individual caseworkers are 

determined at the assessment center. 



Terminology in the area of measurement of performance 

is not uniform. Some of the terms used include "per-

formance appraisal," "personnel appraisal," "personnel 

review," "performance evaluation," "progress report," 

"service rating," "measure of productivity," and "merit 

rating." The reasons for measuring performance are as 

diverse as the terms used for it. Beach (2) generally 

grouped them into broader categories including: 

Guide to job 
changes: 

Wage and salary 
treatment: 

Supervisor and 
subordinate 
understanding: 

Validation of 
employee 
selection: 

Productivity: 

An aid to decision-making for 
promotions, transfers, layoffs, 
and discharges. 

Measurement of employee 
performance is often directly 
related to decisions involving 
pay increases, merit increases, 
bonuses, fringe benefits. 

Carried out properly, a periodic 
appraisal facilitates mutual 
understanding between the 
supervisor and subordinate con-
cerning job expectations. 

The accuracy of predictions made 
in the employee selection process 
is often determined by comparing 
or correlating performance ratings. 

An evaluation of performance is 
followed up with an appraisal 
interview, it can aid in creating 
and maintaining a satisfactory 
level of productivity or it may 
contribute toward a more 
effective or improved performance. 
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Personal An appraisal may highlight needs 
development: and opportunities for growth and 

development of the individual. 
This is usually facilitated by 
self-study, formal education, or 
job-related activities such as 
job rotation or broadened 
responsibilities. 

Systematic employee appraisal techniques came into 

prominence during and immediately following World War I. 

Walter Dill Scott succeeded in persuading the U. S. Army 

to adopt his "man to man" rating system for evaluating 

military officers. During the 1920's and 1930's 

industrial concerns began installing rational wage 

structures for hourly employees. The policy of in-grade 

wage increases based on merit was established with early 

employee appraisal plans called "merit-rating programs." 

The term "merit-rating" was the most widely accepted 

designation until the middle 1950's. 

Beginning in the early 1950's, interest in the 

performance appraisal of technical, professional, and 

managerial personnel developed. This was closely 

associated with a wave of interest in formal management 

development programs. It was recognized that appraisal 

must be an integral part of any well designed development 

program (2). 

Performance assessment has become increasingly 

important in modern society. It has developed at an 

accelerated rate during the last fifty years. However, 
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many of the systematic appraisal systems are still rather 

crude due to untrained evaluators, imprecision, and 

subjectivity (23). When the employee task involves a 

single, observable skill, the measurement of performance 

is not difficult, but the duties of caseworkers involve 

multiple, simultaneous tasks. Cognitive skills, as well 

as physical, are involved. The results of the case-

worker s performance depend largely upon the reaction or 

response of other persons. The results are not apparent 

for days, weeks, or even months in some instances. 

Therefore, the problem of evaluating the performance of 

caseworkers is difficult. Similar circumstances are not 

uncommon in other occupations. Some examples would 

include educators, administrators, counselors, and 

psychologists. Many organizations, which employ personnel 

with very complex functions, believe the worker's per-

formance to be unmeasurable and make no attempt to appraise 

it. Other organizations provide a performance appraisal 

form to the individual's supervisor with very broad 

assessment categories including "quality of work," 

quantity of work," and "communications ability." Other 

categories on such forms are not job-related, but call for 

the supervisor's judgement of the employee's personal 

characteristics. Examples would include "appearance," 

"punctuality," dependability," and "attitude" (11). 
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The supervisor, who has no training in assessing per-

formance or standards on which to make evaluations, 

assesses the employee based upon his own perceptions. 

Instead of assisting the employee with his performance, 

the appraisal system frequently leads to damaged rela-

tionships between the employee, the supervisor, and the 

organization. 

Bray and Moses (4) conducted a survey of personnel 

selection techniques between January 1, 1968 and 

December 31, 1970. They found that one of the major 

trends was the rapid growth in the use of the assessment 

center technique. Some of the applications of assessment 

centers include the selection of salesmen (3), identi-

fication of business potential among disadvantaged college 

applicants (18), identification and measurement of 

creative abilities (17), and the selection of applicants 

for the Royal Military College in Australia (21). The 

major use of the technique has been for identifying 

managerial abilities (4). 

A typical assessment center, aimed at identifying 

the potential of candidates for management positions, 

wi-H generally proceed as follows. Twelve participants 

are nominated by their immediate supervisors. For two 

days, participants take part in exercises developed to 

expose behaviors deemed important in the organization. 
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A participant may play a business game, complete an 

in-basket exercise, participate in two group discussions 

as well as an individual exercise, and be interviewed. 

Several assessors observe the participant's behavior and 

take notes on special observation forms. After the two 

days of exercises, participants go back to their jobs 

while the assessors spend two more days comparing their 

observations. Then a final evaluation of each participant 

is made. A summary report is developed on each partici-

pant, outlining that person's potential, and defining 

development action appropriate for both the organization 

and the individual. Examples of the defined development 

action might include attendance at formal training 

sessions, more problem solving opportunities, and job 

rotation for broadened experience (7). 

Byham also points out that assessment centers differ 

greatly in length of time required to assess an 

individual's performance, cost, contents, staffing, 

and administration. The extent to which they differ 

usually depends on the objectives of the center, the 

dimensions to be assessed, the employee population, and 

the resources available. Essentially, an assessment 

center is a place where a multiple—assessment system 

is implemented using pre-determined dimensions identified 

as important for a particular occupation. It is 
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different from traditional appraisal techniques in that 

a number of individuals are processed at the same time, 

trained assessors conduct the assessment, and multiple 

exercises are used to evaluate behavior. 

This study should be of considerable importance to 

organizations that employ caseworkers. An assessment 

center was set up and the multiple-assessment system 

was tested as a gauge for measuring competency-based 

performance of caseworkers. The project provides 

direction to employers of caseworkers in an attempt to 

upgrade the casework profession. 

The Texas State Department of Human Resources has 

been working toward the development of a complete model 

for assessing the continuing education needs of case-

workers for about three years. The model was developed 

to the extent that casework competencies were determined. 

A system for group assessment of continuing education 

needs was devised. The question now is whether or not it 

is necessary to send every caseworker to each training 

session that was determined to be a group need? If not, 

how should a supervisor determine which training sessions 

will probably be most beneficial to a specific caseworker? 

This study provides the individual needs assessment 

capability for the Texas DHR model. 
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The employee appraisal process should be viewed as 

an integral part of the development of people in the 

organization. This development should be directed 

toward improved job performance and the acquiring of new 

skills and knowledge by the individual. Attention has 

been diverted away from this purpose, to a considerable 

extent, in organizations that determine salary increases, 

merit raises, promotions, and career advancement from the 

results of the employee appraisal. The employee improve-

ment objective has often been overshadowed by the 

possibility of monetary and job changes. As a result, 

employees often become apprehensive and defensive about 

their performance appraisal rather than considering it an 

opportunity to improve (2). Assessment centers presently 

in operation are being used for purposes dealing with 

predicting behavior in new situations and job selection. 

The assessment center was tested in this study as a 

competency-based performance assessment system for custom 

tailoring a development plan for each caseworker. 

Finally, it is believed that this study makes a 

significant contribution to our knowledge of adult 

development. It deals directly with success on the job 

and opportunities to improve. Successful employment and 

improvement opportunities contribute to the individual's 

happiness and personal adjustment. Researchers in human 
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behavior have mapped the earlier years of life with 

painstaking thoroughness. When the individual emerges 

from formal education into what has been called the 

"performance period" our knowledge quickly diminishes. 

The difficulties of following people through adult life 

are partly to blame. Other problems involve establishing 

proper criteria. How would you measure whether a person 

is successful? Whether the person is contributing to 

society? Whether a person is happy or alienated? Or, 

whether a person has continued to grow intellectually 

through adult life (5)? We have made progress since 

Robert W. White (22) wrote the following words in his 

book Lives in Progress but, by and large, they still 

hold true: 

Much as we know about personality, there 
is a serious gap at the very center of the 
subject. Individual lives moving forward amid 
natural circumstances have received almost no 
scientific study and have played almost no 
part in our current understanding. 

Definition of Terms 

Assessment: To make an evaluation of an 
individual's performance in 
certain competency areas during 
job-related activities and 
exercises. 
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Assessment center: A place where several different 
types of assessment techniques 
are applied to the subjects and 
the final assessments are made 
by the combined judgements of 
several trained assessors 
concerning the subjects predicted 
behavior outside of the assess-
ment situation. 

Assessment factor; 

Assessor training: 

A job-related knowledge or skill 
dimension that is broad enough 
to serve as an umbrella term for 
two or more competencies. 

A formal training program aimed 
toward the application of 
procedures as an assessor in 
an assessment center. 

Category 
formulation: 

A process used in the critical 
incident technique of needs 
assessment to classify the 
critical incidents into assess-
ment factors. 

Competency: Sufficient knowledge, skills, and 
attitudes to meet established 
criteria; being able; qualified. 

Competency-based: 

Continuing 
education: 

Increased performance as a result 
of having identified and 
implemented behavioral 
objectives. 

Educational programs for the 
purpose of continuing growth and 
development of the individual. 
Most commonly used in the context 
of the individual's occupation 
and/or career. 

Critical incident 
technique: 

An observational method of 
collecting descriptions of 
activities within a defined 
setting. To be critical an 
incident must occur in a situation 
where the purpose or intent of 
the act is clear. 
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Delphi technique: 

In-basket exercise: 

Interrater 
reliability: 

Multiple-assessment 
procedures: 

Simulation: 

Situational 
exercise: 

Staff development: 

A method of developing and 
improving group consensus where 
convergence of opinion is 
advisable or desirable. 

An assessment technique that 
consists of correspondence and 
reports a person might expect to 
receive in day-to-day activities 
on the job. An assessment center 
participant would be expected to 
review the materials and take 
whatever action he deems 
appropriate. 

Consistency with which several 
assessors rate an individual on 
a particular competency through 
two or more assessment procedures. 

Assessment of an individual 
which are multiple in two ways. 
One, there are two or more 
assessors and second, there are 
two or more assessment techniques 
relative to a single competency. 

Problems are enacted as near as 
possible to real-life job con-
ditions and environment. The 
assessment center participants 
respond and react with whatever 
action seems appropriate. 

Situations are selected to be 
typical of those in which the 
individual's performance is to 
be predicted. The individual is 
placed in a situation whereby 
some basic job-related competency 
will have to be displayed in 
order to carry out the situational 
task. 

Learning activities provided to 
employees of an organization for 
the purpose of improving and/or 
updating job knowledge, skills, 
and abilities. 
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Summary 

This study has developed and examined a model for 

appraising caseworkers. It should be recognized that 

caseworkers, as in all other occupational groups, vary in 

their individual abilities to perform the duties and 

responsibilities required by their profession. Therefore, 

each caseworker also varies in education and training 

needs. A goal of the Department of Human Resources is 

to have the most highly skilled caseworkers available. 

The organization provides growth and development oppor-

tunities for individual caseworkers but accurate 

information relative to the current performance levels 

of individual caseworkers is needed. Past attempts at 

highly personalized appraisals have resulted in difficult 

problems of judgement and transmission of information. 

This study has attempted to determine whether a multiple-

assessment technique, using multiple assessors, is a 

resolution to appraisal problems. 

The second chapter of this dissertation reviews 

literature relative to the appraisal of performance and 

assessment center operation. Chapter three describes 

the steps taken to develop an assessment center for 

caseworkers and the experimental operation of the center. 

The collected data are analyzed in chapter four and the 

resultant findings discussed. A general summary of the 
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study, conclusions based upon the data, and recommen-

dations for future research are presented in chapter 

five. 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

An Overview of Performance Assessments 

Surveys generally indicate that most people think the 

idea of performance assessment is good. People feel that 

individuals should know where they stand with regard to 

the opinion of supervisors and administrators who control 

their future within the organization. If an employee is 

performing well, and people in managerial positions are 

pleased, the employee is entitled to that type of rein-

forcement. It is extremely rare for there to be no room 

for improvement in any employee's performance. If there 

are areas in which improvements are needed, the employee 

should know this also, in order for the improvements to 

be achieved. This means that, periodically, someone 

should assess the employee's performance and communicate 

the results to the employee. 

In actual practice, however, it is most unusual to 

find a manager who will willingly, and on his own 

initiative, undertake to assess the performance of sub-

ordinates . It is equally as unusual to find employees 

who welcome a performance assessment. Employees who 
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accept a performance assessment without feelings of 

anxiety or defensiveness are rare (64). 

If performance assessment is generally believed to 

be good, needed, and necessary, why the resistance? One 

problem is the variance between the intended purpose and 

the actual purpose(s). Management defines performance 

assessment as strictly a development technique. Once in 

operation, it is almost always infused with goals of 

salary justification, elimination of low performance, job 

transfers, promotion, demotion, and the correlation of 

employee behavior with organizational accomplishment or 

lack of accomplishment. A second problem lies in the 

means of implementation. Proper collection of adequate 

data, interpretation of the data into performance ratings, 

keeping the data up to date, subjective estimations 

based on impressions, bias, prejudices, favoritism, and 

inadequate treatment of the feedback to the employee, 

have all contributed to the difficulties of performance 

assessments. Patz (74) has identified two main types of 

barriers to good performance assessment systems. One is 

called the systemic barriers involving those built into 

the assessment forms and the assessment mechanisms. 

Systemic barriers consist of data collection obstacles 

and data analysis obstacles. The other main type of 

barrier is the behavioral barrier. Behavioral barriers 
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consist of political obstacles and interpersonal 

obstacles. An example of a political obstacle is when 

superiors try to work the assessment system to their own 

advantage by consciously or unconsciously reporting false 

evaluations of their subordinates. An interpersonal 

obstacle is the inability to communicate the results of 

the appraisal to the subordinate. 

EEOC guidelines (Equal Employment Opportunity 

Commission, 1970), have added some complexities to per-

formance assessments. Under Title VII any procedure, 

formal or informal, scored or unscored, which is used to 

make any personnel decision, is covered by EEOC guide-

lines. The guidelines state that any test or performance 

assessment system leading to differential personnel 

decisions of groups of employees may be discriminatory. 

EEOC places the responsibility for validating personnel 

procedures directly on the employer (70). 

Another aspect of performance assessments is one 

concerned with ethics. While employers do not often 

violate ethical principles in assessing performance 

deliberately, or consciously, it is very easy for them to 

do so without thinking. One obvious example is the 

violation of the confidentiality of the assessment 

information. A second example is using the information 

for purposes other than that for which it is intended. 
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An employee may be told that the assessment is for 

personal development although the information from the 

assessment is used later for salary determinations or 

some other purpose. Other examples are evident when the 

assessment is completed and conclusions are made about 

an employee's performance on the basis of information 

that is not representative, is not sufficient, or is not 

relevant to the person's work and value to the organi-

zation (48) . 

General attitude surveys (19, 57), as well as 

surveys among people who should be able to respond with 

a more informed opinion (25, 76, 78, 100), indicate a 

general ambivalence toward performance assessments. 

People at all organizational levels in one fashion or 

another, typically describe their performance assessment 

system as "better than nothing at all." One reason for 

this attitude of mixed emotions toward assessment is that 

a great void of interpersonal feedback exists in organi-

zations. Performance assessments offer an excellent 

potential for filling that void. Employees, who want to 

know how well they are doing in their work and within the 

organization, need frequent and accurate feedback. To the 

organization, feedback is an important element of con-

trol (60) . 
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One authority in the personnel field refers to 

performance appraisal as "the Achilles-heel of our 

profession" (46) . A review of the literature reveals 

that authors have frequently assailed this weak area. 

Some authors have offered suggestions for the improvement 

of various aspects of performance assessment systems. 

Occasionally, an idea emerges for a complete new system 

of assessing performance. Each new system is believed 

to correct or improve on the deficiencies of previous 

systems. Thus far, the systems devised have not sus-

tained the approval of a majority of employers and 

employees. 

The continued ambivalence surrounding performance 

assessment does not seem to stem from a lack of research 

or failure to use accumulated knowledge. Performance 

measurement and resulting effects upon the worker and the 

organization continue to be active research topics. The 

fruits of the research have developed improvements such 

as management by objectives, job enrichment, and 

participative management which are currently being 

applied by organizations. Still, dissatisfactions 

persist (60). 

Many authors have speculated on the cause of the 

dissatisfactions. Kearney (46) believes that organizations 

typically try to stretch the performance assessment 
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dollar too far. Time and money are needed to construct 

and administer good performance assessment systems. Once 

this time and money is expended, organizations try to 

spread the costs by using the same performance assessment 

instrument for several jobs and at more than one organi-

zational level. Also, it is easier to train all employees 

to use a single, common assessment instrument. The 

advantages are offset when specificity is sacrificed in 

isolating important determinants of performance in a job 

or job category. The advantages of generality is offset 

by the loss of precision and specificity. The reverse is 

also true. A precise and specific performance assessment 

instrument cannot successfully be applied to jobs or job 

categories other than the one for which it was designed — 

a basic dilemma with all performance assessment systems. 

Other authors join Kearney in citing the use of 

performance assessment results for multiple purposes as 

a basic problem. Much time, money, and effort have been 

expended in trying to develop or refine a single system 

to serve multiple needs. The needs can be categorized 

as "judgemental" and "developmental." The judgemental 

needs include problems with which managers need an 

appraisal instrument to help make decisions. Examples 

include salary increases, promotions, demotions, trans-

fers, layoffs, and other changes in personnel status. When 
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performance assessments are used to provide datum 

necessary for the improvement of performance, the pur-

pose is to try to fulfill a developmental need. Meyer, 

Kay, and French (64) say that the two purposes are in 

conflict. A single assessment system cannot satisfy both 

requirements. The salary and job situation decisions 

override the developmental objectives. Data which are 

generated by an instrument designed primarily to judge 

results or achievements are not helpful in providing 

behavioral guidelines for performance improvement. 

Those guidelines must be specific, job-related, and task 

oriented. 

Bishop and McKenna (4) speak of separate systems to 

serve the two separate purposes. One would be called a 

performance review. It would facilitate communications 

between the manager and the employee for performance 

improvement purposes. The performance appraisal, on the 

other hand, would facilitate management's judgement on 

the competitive worth of the individual which would form 

the basis of penalties or rewards. Morano (66) suggests 

that the performance assessment be used only for employee 

development. It would be used as a tool for counseling 

and coaching. This would not bring an end to managers 

making judgements about subordinates but the emphasis 
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would shift away from appraisal toward diagnosis or 

analysis of performance. 

Pym (78) has dismissed the idea that performance 

assessment will ever work successfully. It is assumed 

that the employee is the assessed and the employee's 

supervisor is the assessor. The relationship between the 

employee and the supervisor is an intangible, tenuous, 

and precarious relationship which results from intuitive 

observations and devices. The assessor would be foolish 

to state what is really believed to be the truth about 

the employee's performance and then expect the relation-

ship to continue as before. The worst part is the need 

for written formalization. Personal performance and 

interpersonal relationships cannot be captured in a 

static framework. The manager's ability to get optimum 

performance from the employee depends on interpersonal 

skills and understanding. The assessment is a threat to 

the entire scheme of things according to the author. 

However, he says that performance assessments will survive 

because it is a needed ritual designed to achieve social 

cohesion and control. Rituals are supposed to reduce 

personal anxieties and reaffirm past glories. The author 

does not make it clear how a single activity can destroy 

relationships and reduce personal anxieties at the same 

time. Pym says it is no longer possible for workers to 
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excel through achievements in today's large, complex, and 

bureaucratic organizations. The purpose of performance 

assessments is to recognize achievers. Emphasis in 

today's organizations is on lateral communications, inter-

dependent activities, and job instability. All of this 

disallows individual responsibility and diminishes the 

chance for genuine feedback about personal performance. 

Another author suggests that there are workers in 

some occupations with unquantifiable outputs. Performance 

assessments are predicated upon a system where the per-

formance of certain tasks are measured, and comprehensive 

judgements are made of the workers' performance over a 

specific period of time. Newburn (69) contends that many 

professional and administrative jobs are too complex and 

oriented toward goals that are too long range for 

traditional performance assessment systems. The tasks 

are not only complex but several of them are performed 

simultaneously making direct observation difficult. The 

results are not only long range but often depend on 

responses from other people over whom the assessed have 

little or no control. 

Other criticisms are directed toward assessment 

methods, validity and reliability, assessors, instruments 

used, and other factors. Each will be discussed in 

subsequent parts of this chapter. 
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Methods 

The most traditional of industrial psychologist 

activities has been employee selection and placement. 

The challenging task of trying to distinguish "good" 

workers from "poor" workers, using various tests and 

other devices, attracted notable psychologists such as 

Hugo Munsterberg, Walter Dill Scott, and Walter V. 

Bingham into industry in the early 1900's (6). 

The various methods of assessment employed by 

industrial psychologists can generally be categorized 

as "clinical assessment," "psychometric procedures," and 

"work-sample approaches." Cronbach (16) contrasted 

clinical assessment and psychometric procedures. The 

principal features of clinical assessment involve the use 

of a variety of techniques, primary reliance on obser-

vations in unstructured situations, and integration of 

information by experienced psychologists rather than 

combining separate scores in a statistical formula. 

Psychometric procedures isolate separate dimensions of 

ability and personality and represent the individual by 

assigning scores on these dimensions. Statistical 

formulas are then applied to combine the separate scores. 

Other differences between the two methods concern 

the manner in which the data are gathered and the amount 

of data gathered and utilized. Clinical assessments 



34 

usually employ individual rather than group testing 

methods, generally require considerably more time for 

data gathering, and usually are concerned with more data 

than psychometric methods. Even though clinical assess-

ment provides greater quantities and complexities of 

data, there is no evidence to suggest that it is more 

valid than the psychometric approach. Meehl (63) 

reviewed twenty studies which compared predictions by 

clinical assessment with those made by psychometric 

methods. The latter was found to be far superior. 

Similar studies by Vernon (96) and Milholland (65) 

supported this conclusion, 

Cronbach (16) also concluded that disappointing 

results obtained from clinical assessment may be due, 

in part, to their being theory oriented rather than 

criterion or problem oriented. He noted that the few 

successful assessment procedures tended to be per-

formance tests which were essentially "work samples" 

of the criterion task. The results of a study by Gordon 

(36) revealed no significant differences in the validity 

of predictions favoring theory-oriented clinical assess-

ment over work-sample measurement or psychometric 

measurement. It was also found that each of the three 

approaches provided prediction significantly greater 

than would be expected by chance. However, where cost 



35 

effectiveness is considered, clinical assessment is by far 

the poorest choice, 

A 1964 article by Flanagan and Krug (28) states that 

published criticism of psychological testing has received 

wide attention but does not seem to affect the extent to 

which testing is used in industry for selection purposes. 

The article states further that "the continued use of 

psychological tests indicates that sweeping criticisms 

of testing have been relatively unconvincing." It is not 

likely that these statements would hold true today. The 

Civil Rights Acts of 1964 and 1972 have had a tremendous 

impact on procedures used to make personnel decisions, 

including hiring, promotion, transfer, salary determi-

nations, and dismissals. The law now requires scrupulous 

fairness in employment procedures and demands valid pro-

cedures of assessing performance. Any procedure used to 

make personnel decisions is covered by Federal guidelines. 

This includes performance assessment, personnel inter-

views, and standardized tests. Employers have sole 

responsibility for validating the employment procedures 

they use. In general, the employer must collect empirical 

data on the use of a procedure proving that it is valid 

for the purpose for which it is being used (70). The 

validation of a test in relation to a job or occupational 

group can be very time consuming and expensive. 
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Organizations are now utilizing alternative methods/ 

many of which are derived from the psychometric and work-

sample approaches. The most common approach is the 

assessment of the employee's work performance by the 

immediate supervisor. The supervisor is usually provided 

with some type of instrument consisting of a list of 

dimensions. The supervisor is then expected to rate the 

employee on past performance relative to each of the 

dimensions. The supervisor is expected to provide the 

rating based on personal observations of the work of the 

employee during a specific period of time. This, of 

course, is not applicable to pre-employment selection. 

It is a method that can be applied after the employee 

has been hired and has had an opportunity to display 

abilities through performance on the job (39). 

Many variations of the above have been developed. 

McAfee and Green (59) have listed the major ones, with a 

brief description, as follows: 

1. Employee Comparisons - Supervisors rank their 

employees in terms of their worth to the 

organization. 

2. Management by Objectives - Supervisors and 

subordinates are evaluated, usually by their 

supervisor, in terms of goal accomplishment. 
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3. Direct Indexes - Employees are compared by their 

supervisor in terms of objective measures of 

productivity such as the number of units 

produced, number of sales calls made, or sales 

volume. 

4. Weighted Check List - Supervisors are given a 

list of statements and are asked to check those 

which describe each of their subordinates' 

behavior. 

5. Forced Choice Check List - The supervisor is 

forced to choose, between several equally 

favorable or equally unfavorable statements, 

the one which best and least describes the 

subordinates' behavior. 

6. Essay - Each supervisor is asked to write an 

essay describing the subordinate's performance. 

The supervisor may or may not be told what 

performance dimensions to include in the essay. 

7. Rating Scale - Single Word Anchor - An employee 

is rated on a number of traits or dimensions 

such as appearance, initiative, dependability, 

and work attitude. Each trait is rated on a 

scale having one word anchors such as 

"Excellent," "Good," "Fair," or "Poor." No 

definitions are given for the anchors. 
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8. Rating Scale - Short Phrase Anchor - Same as 

above except that the anchors consist of short 

phrases instead of single words. For example, 

the supervisor who is rating an employee on 

"leadership" might choose from scale anchors 

such as "capable and forceful leader," "handles 

people well," "fails to command confidence," or 

"frequent friction in the department." 

9. Rating Scale - Paragraph - Same as the two above 

except the anchors are paragraph descriptions 

rather than a single word or short phrases. 

10. Rating Scale - Behaviorally Anchored - The 

subordinate is again evaluated in terms of 

various dimensions. However, the anchors 

represent specific job behaviors. For example, 

a supervisor evaluating a grocery checker on 

"organization ability" might choose from anchors 

such as, "When checking, this checker separates 

produce, meat, and other groceries," or "This 

checker often damages fragile items due to 

failure to separate from canned goods." Like 

other rating scales, the anchors are ranked 

from highly effective performance to highly 

ineffective performance. 
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Tagliaferri (90) also did a study of alternative 

performance assessment studies and ended up with a listing 

similar to the above. He did mention one additional 

method called "Field Review." This method calls for a 

staff employee to meet with small groups of raters to 

achieve uniformity and consistency in the rating process. 

Another technique cited occasionally in the 

literature is called the "critical incident" method. 

This is not to be confused with the critical incident 

method of determining dimensions or competencies which is 

discussed in detail later in this chapter. The critical 

incident assessment method requires the rater to keep a 

log of incidents related to the employee's performance. 

This grows out of empirical observations of the unreli— 

ability of human memory and of human ability to make fine 

discriminations. It is, however, costly in terms of 

time and effort (99). 

One other performance assessment method that should 

be remarked upon is also one of the older ones still in 

use. It is called the "Work Standards" or "Work Measure-

ment method. It entails time and motion studies and 

work simplification techniques. The objective is to 

analyze the total work load and the manner in which the 

work is performed. Improvements are suggested; standards 

of performance are determined including the frequency, 
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volume, and time of occurrence of the tasks comprising 

the work load; and the work load is redistributed as 

necessary. It is also a management control mechanism for 

monitoring performance and providing feedback (26). 

Analysis of Assessment Systems 

All methods of performance assessment described 

above depend upon human judgement. Because human judge-

ment is usually influenced by prejudice, bias, and other 

subjective and extraneous influences, the problem of 

obtaining objective and accurate assessments is very 

difficult. 

Guilford (40) classified the different kinds of 

constant errors which most frequently occur in the rating 

process. Constant errors are those which result from some 

systematic bias of the rater. One is called "Errors of 

Leniency." Some raters are generally easy or lenient 

while others are considered as hard or severe in their 

judgements or ratings. A very severe rater makes errors 

of negative leniency. Easy raters make errors of positive 

leniency. A second error is known as the "Halo Effect." 

The halo error is a tendency to let the assessment of an 

individual on one trait influence an evaluation of that 

person on other specific traits. It has been suggested 

that the halo error is most likely to occur with traits 

not easily observed, unfamiliar traits, traits not easily 
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defined, traits involving interpersonal reaction, and 

character traits (89). Other constant errors have been 

termed "Logical Rating Errors," "Constant and Similarity 

Errors," "Central Tendency Errors," and "Proximity 

Errors." 

The logical rating error is similar to the halo 

error. It involves a rater who tends to give a person a 

high score on one specific trait because he feels the 

individual rates very high on a second trait and he feels 

the two traits are logically related. The constant error 

refers to a general tendency on the part of a rater to 

judge others in a manner opposite from the way in which 

he perceives himself. A similarity error is just the 

opposite. The rater tends to rate other people in the 

same way he perceives himself. Some raters are often 

reluctant to make extreme judgements about other persons. 

This reluctance results in a tendency not to use the 

extreme scale scores on the rating instrument. The 

dispersion of scores is much less for this rater which 

results in a restriction of the range of criterion 

scores. This is the central tendency error. The 

proximity error results from the way in which the various 

items have been placed or ordered on the rating form. If 

the rater gave a very high or very low rating on the pre-

ceding item, the rater may tend to let the response carry 
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over to the next item on the list. The rating on the 

next item may be higher, or lower as the case may be, 

than would otherwise be given. The reverse may also 

occur. If the worker was rated high, or low, on pre-

ceding items, the rater may give a low, or high, rating 

on subsequent traits where only a moderate rating was 

deserved (40). 

Graphic Rating Scale 

The graphic rating scale method is the most commonly 

used performance assessment tool. This is probably 

because it is relatively easy to develop and use. The 

graphic rating scale is a chart which lists a number of 

traits such as job knowledge, initiative, creativity, 

and others. It also lists a range of performance levels 

from unsatisfactory to exceptional for each trait. The 

rater checks the score that best describes the employee's 

level of performance for each trait (18). 

Taylor and Hastman (91) have made the following 

observation relative to graphic rating scales. Graphic 

ratings have frequently been criticized because of the 

failure of two raters, evaluating the same group of sub-

ordinates, to agree with respect to their evaluations. 

Reliability is assured when an individual receives the 

same rating regardless of who renders it. To test this, 

all raters should bear identical relationships to the 
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individual being rated. This is rarely possible where 

superior ratings are employed. 

The most common criticism of graphic rating is the 

halo error. Presumably independent scales tend to have 

extremely high correlations with each other. Ewart, 

Seashore and Tiffin (24) did a factor analysis of graphic 

ratings, with multiple scale ratings, and found only two 

or three orthogonal factors. This raises questions as to 

the ability of raters to discriminate among performance 

in various behavioral areas. Validity is dependent upon 

various aspects of behavior being measured independently 

in a rating scale and not being influenced by each other 

on an over-all impression or bias that the rater may have 

for the ratee. 

A variation of the central tendency error is noted. 

Instead of the tendency to avoid the extreme rating, 

there is a tendency in graphic ratings for raters to use 

only the upper portion of the rating scale. Even when 

there exists strong indications of a wide range of 

productivity, graphic ratings are much more restricted 

in their range. Raters seem reluctant to use the low 

extreme rating categories. Therefore, a large number of 

those being rated fall into a small number of rating 

categories. This precludes the optimum use of the rating 

scale. 
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Finally, there is a tendency for supervisors to be 

generous in the evaluation of their subordinates while 

using graphic rating scales. This is the leniency error 

described previously (97). 

Employee Comparison 

There are actually two primary employee comparison 

methods. One is referred to as the "alternation ranking 

method," or "ranking method." The other is called the 

"paired comparison method." 

The ranking method is a single process which requires 

the rater to arrange subordinates in rank order from the 

best to the poorest or from most to least in terms of 

some characteristic (13). There are two major advantages. 

It is very easy to evaluate performance by simply arranging 

people in order from best to poorest on a trait or 

characteristic. Also, ranking is a natural kind of 

evaluation which is often made in everyday living. This 

type of assessment is the better one when raters are not 

able to use more complex systems. One of the major 

disadvantages is that the task becomes very difficult 

when the number of people to be ranked becomes very 

large (32). Another problem, as in any ordinal ranking, 

is the lack of a measurement to express the magnitude of 

the interval between two ranks. The individuals ranked 
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first and second may be much closer in their ability than 

the persons ranked second and third, and so on (82). 

The method of paired comparison is sometimes used 

for making subjective ratings of job performance although 

not commonly adopted for this purpose. It is considered 

easier to judge which of two workers is superior in 

relation to a characteristic than to arrange members of 

a large group of workers in order of excellence. In this 

method the rater compares each worker in the group with 

every other worker. The final ranking of the workers is 

determined by the number of times each was judged better 

than the others. Those who have used this system have 

expressed two areas of dissatisfaction. One, the 

preparation of the pairs of names of the subjects, the 

actual rating process, and the summarizing of results 

require too much time. Secondly, the rating process is 

very exhausting to the raters, especially if there are 

many people to be rated. However, a study by Lawsche, 

Kephart and McCormick (56) showed a high degree of 

reliability among the ratings of two or more raters who 

rated the same employees. They also found a high degree 

of reliability among successive ratings made on different 

days by each of three raters on the same employees. 

There was no accumulated evidence that indicated the time 

required was excessive. 
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Management by Objectives 

The performance assessment technique called manage-

ment by objectives, or MBO, is considered to be a 

results-centered method. The first step is to arrive at 

a clear statement of the major features of the job. This 

is a document drawn up by the subordinates, rather than 

a formal job description. The broad areas of the 

employee s responsibilities are defined as they work out 

in the realistic, day-to-day operations. The employee 

and supervisor make modifications as necessary until they 

both agree that it is adequate. From the statement of 

responsibilities, the employee establishes goals or 

objectives for a specific period of time, for instance, 

six months. The statements are specifically stated and 

accompanied by a detailed account of the actions he 

proposes to take to reach them. This document is also 

scrutinized and revised by the supervisor and employee 

to the satisfaction of both of them (71). 

After the pre-established period of time the sub-

ordinate performs his own assessment of what he was able 

to accomplish toward reaching the objectives. The 

assessment is substantiated with factual data as much as 

possible. The supervisor and employee together review 

the assessment. Then the process is repeated (62). 
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The advantages to this plan are considered to include 

the fact that it becomes more of a self-analysis per-

formed by the subordinate rather than an assessment by the 

supervisor. It also shifts the focus of events from what 

has happened in the past to what can be accomplished in 

the future. The consultations between the supervisor and 

subordinate are supposed to improve communications and 

relationships between them. The employee also has a 

better opportunity to relate career planning to needs 

and realities of the organization. Participation in 

setting assessment standards assures that the standards 

are specifically directed toward the employee and the 

job. Also, the employee should be thoroughly familiar 

with the standards. The supervisor's role is also 

changed. Instead of a judge, as in the other assessment 

systems, the supervisor becomes more of a coach, coun-

selor, and facilitator in support of the subordinate 

attempting to accomplish objectives (50). 

Management by objectives is not without limitations. 

Many of the limitations are related to possible failures 

on the part of the supervisor and employee to conform to 

the procedures set forth by the system. For example, the 

supervisor may set the objectives for the employee, or, 

the employee may set objectives believed to be the 

objectives the supervisor wants. Many managers may 
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assume that there is no need for them to counsel employees 

because the results are expressed in specific, quantified 

terms which are well known by the employee. Thus, the 

improved communications and relationships do not occur. 

A fundamental problem with all performance assessment 

systems is the inability or unwillingness of supervisors 

to discuss personal characteristics of the subordinates 

with them. This is also true with MBO. One other very 

important limitation of management by objectives is that 

it does not provide comparative data to be used for 

development programs or personnel decisions such as 

promotions and salary increases (14) . 

Forced Distribution 

The forced distribution system has been said to be 

the simplest of all rating systems yet yields results 

with greater reliability than many more complicated 

systems. Employees are rated on only two characteristics: 

job performance and promotability. According to Tiffin 

(94), the limitation of the traits to these two is based 

upon results of statistical factor analysis of the halo 

effect. The reasoning is that there is a tendency to 

rate people at about the same level when there are a 

variety of traits involved. Therefore, much time and 

effort can be saved by having the ratings made on only 

one trait at the outset. Also, other traits such as 
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cooperation and attitude are only worth considering 

insofar as they contribute to job performance. This is 

the basis of the forced distribution system. 

The forced distribution system is also called 

"grading on a curve." A five-point scale is used. One 

end of the scale represents best job performance; the 

other end poorest job performance. The supervisor can 

allocate ten per cent of the employees being rated to the 

best job performance category and ten per cent to the 

poorest job category. He can rank twenty per cent in the 

next to the best category and twenty per cent in the next 

to the poorest category. Forty per cent of the employees 

must be rated in the middle category. All raters must 

use the same 10-20-40-20-10 percentage distribution. In 

this way, the central tendency, halo, and leniency errors 

are avoided. The problem with this system is that it 

does not provide information for development purposes or 

feedback to the employee concerning the reasons for being 

placed in a particular category. Tiffin suggests that 

this be handled by printing a check list of character-

istics on the back of the rating card. The supervisor 

can check the traits that provide the reason for the 

rating. The check marks are not added to provide a 

composite rating. The job performance rating is 

obtained through forced distribution. However, this 
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would seem to take much of the simplicity out of the 

system for the rater. 

In addition to job performance, the only other 

characteristic upon which the employee is rated is 

promotability. The rating is on a three-point scale 

such as "very likely promotional material," "may or may 

not be promotional material," and "very unlikely to be 

promotional material." This identifies employees who 

have potential for promotion to more responsible jobs. 

However, the job performance rating and promotability 

rating are not combined to give a composite score. Each 

rating provides separate information in itself. 

The forced distribution system may not necessarily 

be limited to job performance or the two factors dis-

cussed. The principle may be combined with a chart 

system listing several characteristics. The idea is to 

insure that the whole range of performance levels is 

utilized on each characteristic. The possibility always 

exists, however, that the employee group is entirely 

above or below average relative to a performance standard 

or another group of employees. 

Forced Choice Check List 

A forced choice method of assessment requires the 

rater to choose, from several sets of four adjectives 

or phrases called tetrads, the most descriptive and least 
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descriptive of the person being rated. This system was 

developed for use in rating Army officers after World 

War II. For example, this system would present four 

statements as follows: 

Most Least 

1. Doesn't abuse his authority 

2. Knows his men's capabilities 
and limitations 

3. Low efficiency 

4. Uses a steady monotone voice 

Two of the characteristics appear favorable (1 and 

2), and two appear unfavorable (3 and 4). Items one and 

four have been found to have less correlation with 

efficiency than items two and three. In grading, the 

person being graded would receive a plus credit if number 

two was checked "most" but nothing if number one was 

checked "most." The ratee would receive a negative credit 

if number three was checked "most" and no credit if 

number four was check "most." The reverse is true if the 

"least" column is checked for number two. It would give 

a negative credit. If "least" is checked for number 

three, it would give a positive credit. Again, items one 

and four checked "least" would not count for positive or 

negative credit. The rater is not aware of which items 

are favorable and which ones are not (23). This reduces 

the rater s ability to produce any desired outcome, 
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favoritism, or personal bias by choosing obviously good 

or bad traits. 

Sisson's (85) report is very favorable toward the 

forced choice method. He states that it has been tried 

out on fifty thousand Army officers and the results have 

been compared with independent criteria of efficiency 

arrived at through group ratings. The forced choice 

method produced a better distribution of ratings. It was 

less subject to influence by the rank of the officer being 

rated. It is quickly and objectively machine scored. 

Most important of all it produces ratings which are more 

valid indices of real worth. Cozan (15) summarized 

several studies which resulted in more neutral con-

clusions. He said the claims about consistently higher 

validity through forced choice had not been borne out by 

experience. However, it does appear to insure greater 

objectivity in the rating process. Some of the problems 

in using the system are in the logistics of administration. 

For instance, training technicians to develop the per-

formance scale. Also, a different collection of tetrads 

for each job or occupational group is necessary. Another 

problem seems to be convincing supervisors to rate their 

employees when they cannot tell whether they are giving 

one person a more favorable rating than another. 
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Taylor and Wherry (92) performed a study of leniency 

in the methods which employ the graphic rating scale and 

those which use the forced choice technique. One of the 

implications of the study was that graphic rating scales 

are more susceptible to factors which are likely to alter 

the distribution of ratings than the forced choice forms. 

Other studies have supported this conclusion (1, 79). A 

study by Berkshire and Highland (3) found that forced 

choice forms, as well as graphic rating forms, are sus-

ceptible to leniency effects. However, forced choice 

forms possess some resistance to the leniency effect. 

Essay Ratings 

The essay rating, also referred to as the free-

written rating, is rarely used alone. However, it is 

significant because space is almost always provided on 

any sort of rating form for a brief essay, or narrative 

statement, about the person being rated. It is also 

important in the development of a forced choice check 

list. 

In using the essay rating someone who is in a 

position to know thoroughly a person's work performance, 

usually the immediate supervisor, is asked to describe 

that performance. This is often done in every organi-

zation whether it be part of a formal rating procedure 



54 

or not. The general idea sounds innocent enough but, in 

practice, there are several problems with it. 

First, some supervisors are better than others at 

writing reports. Some are just more conscientious about 

writing reports. The employee's rating is more affected 

by how well the report is written than by the employee's 

actual performance. Thus, an outstanding employee may 

have a supervisor who is poor at writing reports and, as 

a result, the employee's rating is not as good as it 

should be. Conversely, a below average employee with a 

supervisor who is very good at writing reports may get a 

much better rating than deserved. Second, essay ratings 

are much more time consuming for the rater than most other 

formal rating methods. Third, supervisors have varied 

perspectives with respect to job performance. This may 

result in two employees doing the same job being rated 

on different criteria because they have different super-

visors. Fourth, it is very difficult to derive any 

numerical expression thereby making it nearly impossible 

to make comparisons. Fifth, it is obviously a very 

subjective method of rating. 

Essay ratings have been used very successfully in 

the development of forced choice check lists. After 

collecting a sufficient quantity of the essays, they are 
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used to extract the adjectives or descriptive phrases 

which make up the tetrads (80). 

Weighted Check List 

The weighted check list is also known as a cumulated 

points scale. It requires the rater to check which of 

a number of adjectives, descriptive statements, or other 

attributes apply to the person being rated. The items in 

the check list might be valued at plus one for every 

favorable adjective and a minus one for every unfavorable 

adjective. In more sophisticated check lists, the 

different items may be assigned differential weights. 

Each person is assigned a total score based upon the 

particular items checked (6). 

Uhrbrack (95) scaled two thousand statements con-

cerning worker behavior. Each statement was given a mean 

scale value of its perceived favorableness in describing 

a worker. Statements were then selected for use on a 

check list which in turn is used by supervisors to rate 

their employees. The method of scoring can be based 

upon either the total score for those items checked, or, 

the median scale value of all the items checked. The 

weighted check list is subject to halo and leniency 

errors. Rater training is considered the best precaution 

to reduce them. 
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Critical Incident Check List 

The critical incident method involves identifying, 

classifying, and recording critical incidents in employee 

behavior. This method of assessing behavior was developed 

by the psychologist, J. C. Flanagan. 

Flanagan (29) explained that an incident is "critical" 

when it illustrates that the employee has done, or failed 

to do, something that results in unusual success or 

unusual failure on some part of the job. Critical 

incidents are facts, not opinions or generalizations, but 

not all facts are critical. Critical facts are the 

employee action that really make performance out-

standingly effective or ineffective. 

This method requires the rater to watch for critical 

incidents of employee performance. The incidents are 

then classified according to the headings given in the 

record sheet maintained on each employee and recorded. 

The incidents under the major headings are summarized 

before each performance assessment. 

Glickman (34) believes that this method is 

potentially one of the most effective methods of achieving 

the results desired from a personnel evaluation program. 

The recording of both strengths and weaknesses in 

specifically categorized areas provides concrete 

information that can and should be discussed with the 
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employee, preferably at the time the incident occurs. 

Recording incidents and not discussing them with the 

employee, or waiting weeks or months to discuss them, 

may cause the method to be looked upon by employees as 

the "little black book" approach to performance 

assessment. 

The time requirement by the supervisor might be an 

objection to the method. Gilman and Comer (33) report a 

study that found six minutes per day in recording critical 

incidents was the average time required for supervisors 

to keep the program going according to correct procedure. 

Recording is only one part of the program but the 

recording task is not as time consuming as would be 

expected. 

The critical incident method may also be used as a 

means to obtain behavioral descriptions which become the 

dimensions or competencies on other types of rating forms 

such as the graphic rating scale that was discussed 

previously (10). 

A modification of the critical incident technique 

was developed at the University of Tennessee by Gerald 

Whitlock. It is called a "specimen check list." 

Whitlock believes that observations of specimens can be 

remembered over a reasonable rating period, for example, 

six months. They can be recalled with sufficient accuracy 
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at the end of the period and reported when they are brought 

to mind by the check list. In addition, the check list 

includes not only items that are considered critical to 

job performance, but also incidents that would be con-

sidered secondary to the critical ones. The rater should 

have a more complete and valid performance assessment 

with the larger domain (84). 

The advantage of the critical incident check list is 

that it is based upon actual job behaviors or incidents. 

The supervisor is not required to judge worker traits or 

rank his workers. He responds in terms of whether he has 

or has not observed a particular incident on the part of 

each worker (6). A study reporting favorable results with 

the critical incident method was reported by Kirchner and 

Dunnette (51). 

Field Review Method 

The field review method of employee assessment is 

approximately forty-five years old. However, it is still 

not well known in organizations today. The method pro-

vides professional assistance to the supervisor in 

conducting employee evaluations. The name, field review 

method, comes from the fact that a representative of the 

personnel department goes into the "field" to obtain 

information about the work of individual employees. This 

simply means that the personnel representative goes to 
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the work place of the supervisor wherever that may be. 

The personnel representative is equipped with a list of 

employees in each unit, the name of their supervisor, and 

a list of questions he must ask about each employee. 

The personnel representative usually has the questions 

memorized in advance. They are asked and answered orally. 

The procedure is conducted on an informal, conversational 

level. The personnel representative either makes notes, 

takes along a secretary for this purpose, or records the 

conversation electronically. The supervisor has no paper 

work to do. This is an attractive feature to supervisors 

who feel they are already over burdened with paper work. 

When the interviews are completed, the personnel repre-

sentative leaves the "field" location, writes performance 

assessment reports based on the information provided by 

the supervisor, and sends them to the supervisor for 

approval. 

The supervisor, through the conversational interview, 

rates each worker as outstanding, satisfactory, or 

unsatisfactory. If the employee is described as out-

standing, the personnel representative asks such questions 

as "Do you believe this worker would be outstanding on 

other jobs?"; "Is the worker promotable?" If the worker 

is rated satisfactory, questions are asked such as "How 

could this person be helped to improve?"; "Is additional 
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training needed?"; "If so, what kind of training is 

needed and when can the training be provided?" If the 

worker is unsatisfactory, attempts are made to determine 

the unsatisfactory performance areas. Remedial programs 

are discussed. If the supervisor feels the employee has 

been given adequate assistance, and has not improved, a 

termination date is established. 

There are two essential elements for this method to 

be successful. The personnel representatives must be 

extremely competent. There must be strong support from 

all management and supervisory people, particularly the 

higher ranking managers. The reported advantages are that 

the assessment reports are done, regularly, and on time. 

A more comprehensive and accurate appraisal is developed 

by the conversation approach. The personnel department 

and management is more aware of the work of individuals 

and departments. The personnel representative, by going 

to the "field" location, observes conditions first hand. 

The responsibility for rating employees is shared by the 

personnel department rather than leaving the supervisor 

to work alone on it (42) . 

Behaviorally Anchored Rating Scale 

Among the major approaches to performance assessment, 

several are variations of the graphic rating scale. The 

only difference among the Rating Scale-Single Word Anchor, 
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Rating Scale-Short Phrase Anchor, and Rating Scale-

Paragraph Anchor is the amount of information provided 

in the "anchor." The anchor specifies what is meant by 

such terms, in the scale, as "extremely good performance," 

"good performance," "poor performance," and "extremely 

poor performance." The increased information is thought 

to improve the clarity of the performance atandards. 

This, in turn, is supposed to improve standardization of 

rater interpretation and interrater reliability (18). 

A variation of the graphic rating scale that has been 

more recently developed is called the Behaviorally 

Anchored Rating Scale (BARS). In the traditional rating 

scale, the anchors usually consist of some description 

of a trait or characteristic. As explained, above, the 

description may be a word, phrase, or paragraph. The 

anchors in a Behaviorally Anchored Rating Scale consist 

of specific behaviors observed to be necessary in the 

performance of a job (47). 

The behaviors, also called "dimensions" or "com-

petencies," are determined through some form of task 

analysis. One method of doing this is to collect critical 

incidents from persons currently working in the occupation 

or their supervisors. Through a series of steps, the 

incidents are analyzed and refined down to several 

clusters of behaviors. From the clusters of behaviors, 
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usually four to seven behaviors per cluster, the rating 

scale is developed (8 3). 

The advocates of the BARS method say that it provides 

better and more equitable assessments than other methods. 

One advantage is said to be that it is a more accurate 

measure because the scale is developed by people who know 

the job and its requirements better than anyone else. 

The behaviors gleened from critical incidents are more 

easily related to the job itself. It is easier to pro-

vide feedback to the people being assessed. Since the 

dimensions are independent of one another, the rater is 

less likely to let his rating in one dimension carry over 

to the other dimensions. Thus, the halo error is reduced 

(35, 47, 83). Blood (5) has found there to be several 

spin-offs from behaviorally anchored assessment pro-

cedures. One is that the behavioral items themselves 

provide the basis for training programs. Another is the 

assessment of accuracy of communication or organizational 

policy. A third one is assessing agreement of organiza-

tional policy between management and the workers. 

Combining Methods 

More often than not two or more methods of assessment 

are combined in performance assessment systems. For 

example, if space is left for comments on a graphic rating 

scale, the essay is combined with the graphic rating 
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scale. If assessor's aire asked to cite specific incidents 

in the comment space, then the critical incident method is 

combined with the essay and graphic rating scale. If a 

specialist from the personnel department interviews the 

supervisor and writes up the assessment then the field 

review method is used. But the specialist may use some 

type of graphic rating scale with space for comments, 

thus combining the field review, essay, and graphic rating 

scale methods (18). 

Occasionally, an organization is found to be using 

two entirely different systems of assessment. For 

example, an organization may use the management by 

objectives method for setting goals and measuring results. 

The behaviorally anchored rating scale may later be 

applied to measure the person's specific job performance 

abilities for training and development purposes. 

Assessors 

Who should do the assessment in assessing the 

performance of an employee? Logically, there are only 

four possibilities. The immediate supervisor is one. 

The employee's peers are a second possibility. Third, 

the employee could do a self appraisal. Fourth, a 

committee of other persons who are familiar with the 

essential behaviors necessary in the performance of the 
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job could do an assessment. This could include other 

supervisors, trainers, or higher level managers. 

Most assessment systems utilize supervisor ratings. 

For one thing, the supervisor's rating is relatively 

easy to obtain. Another reason is that the supervisor 

should be in the best position to observe and evaluate 

the performance of subordinates. However, assessments 

by immediate supervisors are not without problems. 

Gruenfeld and Weissenberg (39) conducted a study that 

found the attitude of supervisors toward the assessment 

system was correlated with the supervisor's own effec-

tiveness. Another study showed a direct correlation 

between the supervisor's ratings and the number of non-

compliant employees. For example, a small proportion of 

non-compliant employees resulted in harsh evaluations of 

the resistant subordinates and only modestly favorable 

evaluations assigned to satisfactory subordinates. On 

the contrary, a large proportion of non-compliant 

employees results in resistant employees being evaluated 

less harshly and satisfactory employees receiving highly 

favorable evaluations (38). Yet another study found a 

strong relationship between the supervisor's attitude 

and the "leadership climate" in the organization. 

Leadership climate was defined as the attitude and 

behavior of the supervisor's boss. Some of the same 
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dimensions (consideration, structure, and initiative) 

were measured in this study as in the Gruenfeld and 

Weissenberg study (30). 

A very recent study by Granvold (37) has special 

significance to the present study. He found, not 

surprisingly, that social work supervisors are more 

oriented, and use supervisory procedures which are more 

oriented, toward worker objectives than toward organi-

zation objectives. On the basis of his study, he 

suggested that training of social work supervisors, to 

facilitate organizational objectives, must be oriented 

to attitudinal change as well as to supervisory 

procedures. 

Little research seems to have been done in the area 

of peer ratings for development purposes. Peer ratings 

seem to be very effective in predicting who will be 

successful following a promotion (20, 54, 58, 97). 

Roadman (81) had similar results but questioned the 

validity of the predictions if managers were told the 

results would actually be used to decide on promotions. 

Another problem is that peers sometimes simply agree to 

rate each other high in a reciprocal arrangement. Folkins 

and Spensley (31) reported highly reliable results using 

peer ratings for overall performance of a mental health 

team as opposed to promotion or selection. 



66 

Conflicting evidence seems to plague the potential 

usefulness of self ratings. A number of studies have 

found that self ratings tend to have higher mean values, 

or, leniency errors (73, 77, 93). However, other studies 

have found evidence that self ratings have a lower 

relative incidence of halo errors than supervisor 

ratings (55, 98). Heneman (41) found that self ratings 

possessed not only less halo error but also less leniency 

and restriction of range than did supervisor ratings. 

Using more than one rater, such as in the committee 

rating, is advantageous. The reasoning is that an 

average tends to reduce the impact of any single biased 

rating. The best evidence comes from studies conducted 

by the U. S. Army (2). The results showed a clear 

superiority for the average of ratings made by several 

individuals over those made by only one person. One 

study found a group of managers particularly considerate 

and kind to their subordinates. They also gave very high 

ratings. When averaged with the evaluations of more 

production-oriented managers the overly lenient ratings 

had less impact on the overall assessments (52). 

Effects of Feedback 

Studies performed at General Electric provide a 

major source of information on the effects of giving the 

results of assessments to the person who has been 
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evaluated (45, 64). Some of the findings were that 

criticism has a negative impact on the achievement of 

goals. Praise has little effect, either positive or 

negative. However, if praise is administered appro-

priately, it can have a very positive effect. Interviews 

for improvement of performance should not deal with 

salary and promotion at the same time. 

Overall, it can be concluded that only those ratings 

made specifically for motivational or developmental 

purposes should be provided to the rated person. Even 

then, only a trained and skilled interviewer should 

conduct the interview (49, 88). The primary orientation 

of assessment feedback should be to focus on the feature. 

The primary concern of the assessor should be to improve 

future organizational performance and the enhancement of 

employee potential (87). 

Assessment Centers 

Unofficially, the first use of the assessment center 

concept was by the Germans in World War I for the purpose 

of selecting intelligence agents. However, one of the 

first documented uses of the assessment center was in 

World War II when the method was used to select secret 

service agents for the U. S. Office of Strategic Services 

(72). The first widely used assessment center approach 

was developed by a group of psychologists under the 
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direction of Dr. Henry Murray of the Harvard Psychological 

Clinic. Assessment centers were also developed during 

the same period by the British War Office Selection Board 

and the British Civil Service Selection Board for Military 

and civil service officer selection (67). 

Business and industrial usage of the assessment 

center began in the early 1950's with the work of Robert 

K. Greenleaf and Douglas W. Bray of the American Telephone 

and Telegraph Company. The study performed at AT&T was 

called the Management Progress Study. It was a longi-

tudinal research project to follow a large sample of 

young business managers over a career in the telephone 

business. Their growth, development, and progress has 

been followed continuously. After eight years, the 

managers were reassessed. The results contributed a 

great deal to the validity of the assessment process. 

Strong relationships were found between the predictions 

made at the assessment center and subsequent career 

progress (9). Since the beginning of the AT&T study 

other organizations such as IBM, Standard Oil, Sears 

Roebuck and Company, Olin, Cummins Engine Corporation, 

The Department of Agriculture, General Electric, J. C. 

Penney Company, Ford Motor Company, Northern Electric, 

Eastman Kodak, American Airlines, and Merrill, Lynch, 
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Pierce, Fenner and Smith have established and used 

assessment centers (12). 

The definition for an assessment center accepted 

for this study is the one stated by Moses (68) as 

follows: 

An assessment center consists of a stan-
dardized evaluation of behavior based on 
multiple inputs. Multiple trained observers 
and techniques are used. Judgements about 
behavior are made, in part, from specially 
developed assessment simulations. 

An assessment center is a concept and, as such, there 

have been variations in the format. Regardless, of the 

format, there are certain components always present. One 

is the dimensions, or competencies, related to the 

performance to be evaluated. Secondly, there is the 

series of techniques designed to provide information 

useful in evaluating the dimensions. The other aspect is 

the assessors who must administer the assessment process 

and interpret the observed behaviors (86). 

If the dimensions are behavior based, as in this 

study, they must describe specific behaviors required in 

the performance of the job being assessed. This results 

in combining a behaviorally anchored rating scale with 

the components of the assessment center method. 

When the behaviors are properly described, and the 

assessed behaviors are matched with the pre-determined 

behavioral dimensions, the necessary requirements are 
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met for Popham's (75) definition of a criterion-referenced 

measurement. His definition states: "A criterion-

referenced test is used to ascertain an individual's 

status with respect to a well-defined behavior domain." 

Governmental guidelines, for selection procedures, 

imply that when assessment centers are used for selection 

the dimensions must generally be job-related. Kearney 

(46) outlined the major characteristics of a behaviorally 

based, job-related performance assessment procedure. 

Development goals must be emphasized. It must be job 

specific. Definite, observable, and measurable behavior 

must be identified. A differentiation is made among 

behavior, performance, and effectiveness. 

There are several methods of performing a job 

analysis. Byham (11) suggests the conference method. 

This is done through group interviews or brainstorming 

sessions with key management personnel. The disadvantage 

to this method is that numerous conferences and a great 

amount of management time may be involved if the job or 

jobs being analyzed are very complex. 

Another frequently used method is the mail survey. 

This can be a multiple-choice or check list instrument. 

With a written instrument, a broader population can be 

surveyed than with the conference method. Several jobs 

may be surveyed simultaneously with a relatively small 
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time investment. However, the inability to probe for 

additional information and clarify conflicting ideas is 

a disadvantage (61). 

A third method of developing dimensions is with the 

critical incident technique. It is an analytic tool 

developed by asking people working in or supervising the 

job being analyzed to write out descriptions of incidents 

which reflected particularly effective or poor behavior. 

Once collected, the incidents are then analyzed for the 

behaviors relevant to the job. Further refinement, 

called "category formulation," brings about job clusters 

consisting of four to seven behaviors each. These 

behaviors serve as the dimensions (27). 

Techniques 

The selection of the techniques to use depends 

entirely on the kinds of behavior to be assessed. 

Obviously, different exercises will draw out different 

types of behavior. The most common exercises being used 

by companies with operational assessment centers include 

the in-basket exercise, simulation games, and group 

discussion. Some were combining psychological tests with 

the situation activities. An in-basket exercise is a 

simulation exercise in which a subject is required to deal 

with the materials that have supposedly accumulated in the 

in-basket of a worker in the target job. The materials 
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might include letters, memorandums, telephone messages, 

and other related items. The exercise participant is 

asked to assume the role of a person performing the job 

and to respond directly to the in-basket items. This is 

done by writing letters or memorandums in return, 

arranging meetings, or whatever is appropriate. This 

has proven to be an effective technique if appropriate 

scoring techniques are used (7). 

Simulation games, involving the abstraction of parts 

of social or physical reality, allow a participant to 

interact with and become a part of the simulated reality. 

The simulation becomes a game when there is a prescribed 

criterion for winning (21). 

The group or panel discussion may be used when the 

sought after behaviors are difficult to draw out in any 

kind of "action" activities such as in-baskets, role 

plays, and simulation games. The participant usually 

receives unorganized data from which a presentation or 

discussion plan must be prepared. It is even more 

effective when combined with questions from assessors. 

In addition to the content of the participant's contri-

butions to the discussion, the assessors can also look 

for oral communication skills, the ability to analyze, 

organize and present data, judgement, stress tolerance, 

and other characteristics (17). 
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There are advantages and disadvantages to simulation 

exercises. The primary advantages include the ability to 

arrange for it to happen in a time and place where it 

can be easily observed. Also, simulation allows mistakes 

without any irreversible damage. Repetition of the 

event is usually easily arranged. The main disadvantage 

is that the participant knows the situation is not real 

and may not behave in exactly the same way as in the 

actual situation. This disadvantage is diminished with 

realistic social and physical surroundings during the 

simulation. The intensity of the exercise helps the 

participant to behave realistically (43). 

Assessment Staff 

Assessors have been discussed in relation to general 

performance assessment previously. In the assessment 

center, assessor selection and training are two of the 

most important aspects of the operation. In selection, it 

is recommended that the assessors be experienced in the 

job for which participants are being assessed. The 

assessors should be higher than the participants in the 

organizational hierarchy. They should have a good 

reputation for their knowledge and abilities in the 

subject job duties and responsibilities. Also, to avoid 

bias and prejudice, the assessors and participants should 

be unknown to each other (22). 
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Very little research is available concerning how 

assessor training should be done. It is one of the most 

important aspects of the assessment center yet there is 

very little agreement on procedures to be used. Most 

would agree on two points. One, it is essential that 

the assessors have a thorough understanding of the 

exercises used in the center and the behaviors resulting 

from them. Secondly/ the assessor must learn to be a 

good observer by recording specific examples of the 

behavior being observed (86). 

Summary 

Assessment centers received the approval of numerous 

researchers following validity and reliability studies. 

They seem to have passed the various tests of fairness 

toward all who attend them regardless of race or sex (8, 

44). The major objections that are mentioned in the 

literature concern the selection of people to attend the 

assessment center to determine managerial potential. 

Since the present study is concerned with assessing 

caseworkers for development purposes, these objections 

are not relevant. However, there are some questions 

about assessment centers that should be recognized. One 

question has been raised as to whether assessment centers 

really measure relevant characteristics. The answer to 

that depends upon whether a job analysis or critical 
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incident study was properly performed in order to arrive 

at the dimensions being used. Another question is 

whether two days of observation is enough to make 

decisions concerning a person's career. The answer is 

that it would be better if more time were available. 

In comparison with the length of time personnel decisions 

are usually made, the two days are an improvement. Still 

another question concerns the stress on the participants 

during the two days. There needs to be research conducted 

on this point. It can be improved upon by the way the 

assessment center director and assessors conduct the 

program. In fact, objections to assessment centers 

usually occur when the administration of the assessment 

center is not properly performed (53). 
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CHAPTER III 

RESEARCH METHODS AND PROCEDURES 

Introduction 

Houle (9) points out that the goal of staff develop-

ment in relation to identified behavioral objectives 

classifies the continuing education of caseworkers 

as essentially professional in nature, but requires that 

the principles of adult education be observed, bringing 

as it does people with varying backgrounds, experiences, 

and skills together in the classroom. Persons responsible 

for continuing education are being held increasingly 

accountable for the time, effort, and expense of training 

and development activities. To meet this responsibility, 

adult educators are turning to principles such as needs 

assessment, behavioral objectives, and purposeful 

developmental procedures. 

This study represents an attempt to design and 

implement an innovative approach to the assessment of 

the continuing education needs of individual caseworkers. 

It is an effort to improve upon, or eliminate, many of 

the limitations of current approaches by (1) estab-

lishing a competency profile of the successful worker, 

(2) measuring the relative strengths and weaknesses of 
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individual caseworkers with respect to this profile, 

(3) utilizing the concept of an assessment center in 

identifying these continuing education needs, and (4) 

integrating individual performance assessments so as to 

facilitate systematic program planning. Such an 

individualized assessment should then lead to caseworkers 

receiving continuing education in areas most appropriate 

to each individual. With the availability of accurate, 

descrete data that reflect the individual status of 

worker competency, the continuing education specialist 

can then effectively assume the role of change agent 

and the continuing education program will be able to 

develop to its full potential. 

An assessment center model for individualizing 

continuing education was developed. A description of 

that model follows. 

The Assessment Center Program Model 

The actual task of developing and organizing an 

assessment center program for the identification and 

development of personal competencies is complex. The 

diagram in figure one provides a pictorial repre-

sentation of the complete assessment center model 

development. 
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Fig. 1—The complete assessment center model for 
individual caseworker continuing education. 

The first step involves the administrative decision 

to provide continuing education in order to enhance 

employee performance. The purpose of continuing 

education in this context is to provide opportunities 

for the growth and development of employees in areas 

that are directly related to their job tasks. This 

overall improvement of employee performance should 

result in increased effectiveness and performance as 

well as employee satisfaction and personal growth. 

Included within the decision to provide continuing 

education is the determination of personnel groups to be 

involved, training capabilities within and outside of 

the organization, geographic location, and cost in time 

and money. Within this project, the Department of Human 
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Resources was committed to provide continuing education 

to caseworkers. Training capabilities, location, and 

cost had prior allocations. 

The second major step in the assessment center 

model is the identification of behavioral areas or 

competencies used and needed within the framework of 

casework. This process can be completed through the 

use of several research strategies including job task 

analysis, expert opinion, Delphi studies, and a critical 

incident technique. 

During 1977-78, Jones (11) conducted a needs assess-

ment of the continuing education needs of C.C.A.B.D. 

caseworkers within the State of Texas. This study 

utilized both critical incident and Delphi techniques 

to formulate thirty critical competencies needed by 

caseworkers in the effective performance of their 

jobs. Using this basic methodology, a study into the 

validity of these competencies for a specific geographic 

region was included in this project. A report of the 

findings of the validation study will be presented in 

the discussion of the assessment center process. 

The third step in the process is the individual 

performance assessment. A performance assessment is 

the process of identifying a possible discrepancy between 

a desired level and the actual level of performance. In 
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practice, this should result in a prioritization of 

training and continuing education on the basis of the 

existing discrepancies. The largest discrepancies 

would be given the highest priority. 

In this project, the assessment is an individual 

appraisal of caseworker competencies through an assess-

ment center process. The results of the study of the 

assessment center process will be presented in chapter 

four. The study was to determine the effectiveness of 

the assessment center as a systematic evaluation of each 

individual with respect to performance of job related 

tasks. The evaluation was not intended as a test 

situation on a pass or fail basis. It was to be viewed 

as a developmental activity to determine the ability of 

employees in job related activities and to determine 

those activities with the most potential for development. 

The assessment should provide the employee with infor-

mation concerning personal capabilities. Participation 

in an assessment center can be a developmental exercise 

in and of itself. The assessment exercises are direct 

derivations of job related activities and should highlight 

needs and opportunities for growth and development of the 

individual on both the personal and professional levels. 

The steps in formulating an assessment center are des-

cribed in the next section. 
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The logical outgrowth of the assessment would be to 

increase job competency through education and training. 

This step can be facilitated through identification of 

resources in all competency areas, but especially high 

priority areas. The resources should be multi-faceted 

and provide opportunity for continuing education in a 

number of ways and on a number of levels. The methods 

may include programs provided by the organization, self-

study, formal study through organized classes at local 

educational institutions, informal study groups formed by 

employees, supervisory personnel providing positive 

guidance, or job rotation, and changing responsibility. 

The final step in the assessment center model is 

the expected increase in employee performance and 

effectiveness. This step should be a direct outgrowth 

of the individual assessment and the resultant educational 

opportunities provided the employee. Inherent in this 

step is also an evaluation of the process model itself. 

An evaluation should be focused on every step of the 

process. It may be accomplished through formal or 

informal procedures. It should encompass, however, the 

administrative decision to provide on-going educational 

opportunities and the goals of these opportunities. 

Secondly, it should carefully monitor the competencies 

identified as needed in particular jobs. Changes such as 
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expected job roles, organizational goals, client popu-

lation, employee turnover, entry level requirements, and 

others can contribute to change in needed competencies. 

In order for the assessment to be accurate, it first must 

be based on relevant and current behavioral competency 

areas. The evaluation should center on the assessment 

itself. The assessment process must accurately and 

reliably identify need areas. The provided continuing 

education opportunities must relate to priority areas in 

order to ensure the enhancement of performance effective-

ness. Finally, the individual's performance must be 

evaluated periodically to determine if weak areas have 

been corrected and there is continued improvement in all 

areas. 

Assessment Center Development Process 

The key to the success of the assessment center model 

is the ability to accurately assess each caseworker's 

performance. The decisions were considered to be too 

important to be left to the judgement of any one 

individual. There had to be some method of minimizing 

the effects of judgmental errors by an assessor. This 

pointed to the need for multi-assessors in order to 

provide a system of comparisons and balance (10). 

After intensive research into the various assessment 

methods, it was decided to use the assessment center 
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concept on an experimental basis. It had the capacity to 

incorporate many of the better aspects of the other 

systems. Included in the experimental format was a 

behaviorally anchored graphic rating scale with a forced 

distribution. It was accompanied by a paragraph anchored 

description of each dimension. The assessment center 

was developed in ten major operations. Each operation 

is described on the following pages. 

Operation One; Program Objective 

The application of the assessment center concept to 

the caseworker population was one of the unique aspects of 

the approach utilized in this study. A second unique 

factor was the single goal of determining training and 

continuing education needs of caseworkers. 

When assessment is used to identify the strengths 

and weaknesses of individuals for developmental purposes, 

the assessment center becomes a type of diagnostic center. 

The intention is that the individual and the organization 

will seek out means, usually through education and 

training, to build on strengths and overcome weaknesses. 

There are several differences between the diagnostic 

assessment center and the assessment center used for 

selection or identification of potential. The most 

significant difference is that only the final, overall 

rating must have a very high degree of reliability with 
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the assessment center for selection or identification 

purposes. The diagnostic assessment center, on the other 

hand, must achieve reliability for each dimension 

assessed (2). 

Operation Two: Competency Identification 

As stated previously, a competency profile for 

C.C.A.B.D. program caseworkers was developed as a result 

of the study by Jones (11) using critical incident and 

Delphi techniques. The validation of the competency 

profile, so as to update the profile of competencies 

critical to the effective practice of casework, was 

extremely important due to the influx of additional 

personnel groups. It requires close attention to the 

process of category formulation described below. A total 

of 350 new positive and 350 new negative incidents were 

collected from C.C.A.B.D., Family Services, Work 

Incentive, Vocational Rehabilitation, and support case 

management personnel. The data collection instrument was 

the same as that used in the previous state-wide study. 

A copy of the data collection instrument can be found in 

Appendix A. 

An advisory group within the Texas State Department 

of Human Resources was asked to classify these incidents 

in order to provide a check on the completeness of the 

identified competencies and to assist in classification. 
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This advisory group consisted of staff within the Dallas-

Fort Worth Regional Department of Human Resources. They 

were each given twenty incidents to classify. The 

incidents were randomly assigned in order to prevent any 

systematic bias which might develop due to data collection 

procedures. The group identified critical behaviors 

which were subsequently confirmed through category formu-

lation. This provided the basis for validation of the 

competency definitions listed in Table I. 

All of the competencies validated were among the 

thirty original, specific competencies. No new com-

petencies were added. After careful study of all the 

behaviors within each category, eight of the competencies 

were found to be similar enough, for observation and 

assessment purposes, that they could be considered 

duplicates. 

In the initial study, incident categorization 

resulted in the utilization of five broad competency 

areas to encompass the behaviors described in the 

incidents. These included "Case Management and Pro-

cedures," "Casework Methods and Skills," "Interpersonal 

Skills," "Knowledge Base," and "Use of Community 

Resources." Based upon the systematic classification 

of all incidents, all of the broad categories were 

reaffirmed in light of the specific behaviors identified 
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with the exception of "Knowledge Base." The knowledge base 

competencies each stated that the caseworker must have a 

"knowledge of" certain casework principles. The other 

broad competency areas were comprised of competencies 

which called for the caseworker to have the "ability to" 

perform certain functions essential to casework. The 

nature of casework requires a knowledge of basic casework 

principles in order to successfully perform essential 

casework functions. It was reasoned that the necessary 

knowledge to successfully perform as a caseworker would 

be demonstrated in the ability to perform essential 

casework functions. Therefore, for purposes of this 

particular study, the knowledge base category and related 

specific competencies were deleted. 

The result of the category formulation validated 

sixteen specific competencies grouped into four broad 

competency categories. Table I lists the broad categories 

on the left side with corresponding specific competencies 

on the right side. Category formulation is a part of the 

critical incident technique in which behaviors are 

grouped together into categories representing a group of 

similar behaviors. A descriptive statement is then 

written for each group which consists of the critical 

requirements in terms of behavior. There are numerous 

ways in which a given set of critical incidents may be 
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classified. The consolidation of competencies is an 

accepted procedure within the category formulation 

system. The principal consideration in selecting the 

general nature of the classification is the manner in 

which the data are to be used. This is among the basic 

principles established by Flanagan (8) in early critical 

incident studies conducted at the American Institutes 

of Research. 

There are very minor changes necessary in the 

wording of two of the competencies. One competency, 

under the "Case Management and Procedures" area, had 

previously stated "knowledge of agency policies and 

procedures including the scope of casework responsi-

bilities." To make it possible to observe and assess 

this competency in a performance situation, this com-

petency was changed to read "ability to utilize agency 

policies and procedures in performing the scope of case-

work responsibilities." The other competency was in the 

"Use of Community Resources" area. The former wording 

was "ability to work as a paralegal advocate for the 

client." The new phrase simply stated "ability to work 

as a client advocate." This change was necessary in 

order to achieve applicability of the competency for all 

personnel groups participating in the current study. 
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The critical incident technique proved advantageous 

to this study in several respects. The actual incidents, 

taken from casework experiences, were utilized in pro-

viding behavioral definition to the statement of specific 

competencies. They were also used in the development of 

performance based exercises which were the vehicles of 

individual assessments. The dominant aspect of the 

critical incident technique, with respect to this study, 

is that it identified the critical job competencies 

which provided the competency based criteria for the 

assessment of continuing education needs of caseworkers. 

Operation Three; Design Assessment Measures 

Many factors must be considered in the conceptual-

ization of the assessment measures to be used. The 

behavioral competencies must serve as the basis of the 

design in order to be able to demonstrate job relevance 

and content validity. An assessment center had not 

previously been designed within the casework context. 

Prepared assessment measures could not be found for the 

particular set of competencies developed. The other 

alternative was to custom design the exercises which 

called for a considerable additional investment in 

development time, cost, and creative effort. 

Another consideration is the time frame within 

which the assessment center must be conducted. This, 
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along with the number of assessors required, and the 

number of caseworkers to be processed at one time, 

places certain limitations on the number of exercises 

and the length of time available for the various 

exercises. 

Before a competency can be measured, it must first 

be defined. With the assistance of the advisory group 

from Region V, Texas Department of Human Resources, and 

library research, descriptions of successful casework 

performance in each of the competencies were completed. 

From the descriptions, examples of observable behavior 

were derived. The descriptions and the behavior examples 

can be found in Appendix B. The exercises developed 

must be able to educe the behaviors necessary for as-

sessing the performance of each caseworker in each 

specific competency. 

The next step was to decide what assessment 

exercise formats should be used. A survey of the 

exercises being used in other assessment centers 

revealed an extensive variety. Many exercises were 

permutations of common formats such as the management 

simulation game. The extent and depth of the exercise 

depended primarily on the ingenuity of the staff, the 

realism desired, and the logistical arrangements 

available. The most commonly used exercises were found 
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to be participant interviews, in-basket exercises, case 

studies, management simulation games, leaderless group 

discussion, analysis and presentation, and group 

discussion. Additional commonly used exercises include 

self ratings, psychological and mental ability tests, 

personality and attitude questionnaires, and miscel-

laneous items such as personal history questionnaires 

and short, autobiographical essays (3). 

With the goal of assessing job-related strengths 

and weaknesses for professional development purposes 

the emphasis was on exercises that directly measure 

performance. The exercise formats finally selected 

permitted the opportunity for a design that was the most 

casework related thus providing the greatest degree of 

content validity and acceptability to caseworkers. This 

included an in-basket exercise, an adaptation of the case 

study called a situation exercise, a series of role plays 

referred to as an interview simulation, and a combination 

panel and group discussion. The in-basket and situation 

exercises were written while the interview simulation 

and panel and group discussion were experiential. Com-

plete sets of the exercises are provided in Appendix B. 

The in-basket exercise consisted of sixteen items a 

caseworker might find in an in—basket. The items con-

sisted of phone calls, memorandums, letters, and notes. 
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The messages were from clients, fellow workers, the 

supervisor, and other persons. Each item was derived 

from an incident received as a part of the critical 

incident study. Since the type of clients the ABD and 

Family Services workers would have are similar, one set 

of in-basket items was developed for them. A second 

set of in-basket items was developed for the Vocational 

Rehabilitation and Work Incentive workers because they 

deal with many of the same types of problem situations. 

A set of instructions was written for the program 

administrator concerning the administration of the 

exercise. A second set of instructions was provided to 

the participant. An example of the way a telephone call 

might be received and answered was provided. A second 

example of a memorandum that might be received and a 

possible response was also provided. Space was provided 

on the lower half of the page, of each item, for the 

participant to explain the response to the item relative 

to the order of priority this item would be given among 

the sixteen items, the person that would be contacted, 

the means of the communication response such as a 

telephone call or memorandum, and the response message. 

The participant was also asked to explain the reason the 

item was placed in the given order of priority and the 

reason the participant handled it in a particular way. 
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The participants were allowed one hour to answer as many 

of the in-basket items as possible. The time limitations 

make it unlikely that the participant would complete all 

sixteen items but it placed more importance on the 

prioritization of the items. The only other items pro-

vided to the participant were writing instruments and a 

calendar. Among the competencies listed in Table I, the 

in-basket exercise was designed to educe behaviors 

relative to the four case management competencies as well 

as competency numbers six, nine, eleven, fourteen, 

fifteen, and sixteen. Behaviors relative to any of the 

other competencies may also be exhibited as a result of 

the in-basket exercises. 

The situation exercise is a problem solving 

exercise consisting of twelve short cases. The case-

worker works alone rather than in a group as in the 

traditional case study situation. Responses are written 

in a short, essay format. The case problems are derived 

directly from the incidents collected during the critical 

incident study. Instructions for administering the 

exercise are provided to the program administrator. 

Participant instructions are also included. Some of the 

short cases are universally applicable to caseworkers 

whether they be in the ABD, Family Services, WIN, or 

VR programs. The other short cases apply to specific 
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programs. The participants are instructed to reply in 

detail to at least six situations as if working per-

sonally with the problem. Participants are further 

instructed to refer situations to the appropriate program 

which obviously should be referred. The competencies for 

which the situation exercises are specifically designed 

are numbers one, three, four, eight, eleven, twelve, 

thirteen, fourteen, fifteen, and sixteen in Table I. 

Behaviors may also evolve which are applicable to the 

other competencies as well. 

The interview simulation exercise is a series of 

role plays simulating in-depth interviews between the 

caseworker and client. Each caseworker is given two 

simulated client situations with which the participant 

will play the role of the client for two other partic-

ipants. This makes it possible for each participant 

to assume the role of the caseworker twice and the role 

of the client twice. Again, the simulated client 

situations were obtained from the incidents collected 

during the critical incident study. The client 

situations provided to the participant playing the role 

of the client are open-ended. They are intended only to 

create the interpersonal environment between the case-

worker and client roles. The caseworker is supposedly 

meeting the client for the first time and does not have 
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prior information about the client or the client's 

problems. The participant playing the role of the client 

is encouraged to elaborate and add details to the role 

play as appropriate. The participant playing the role 

of the client is also encouraged to express emotions 

and respond to the caseworker as much as possible the 

way a client would in real life circumstances. The 

participant playing the caseworker is instructed to 

conduct the interview and perform casework duties as near 

as possible to the way they would normally be handled 

under actual conditions. Combined instructions for the 

program administrator and participants are included. 

The competencies for which the interview simulation 

exercise was designed are numbers three, five, six, 

seven, nine, ten, eleven, twelve, fourteen, fifteen, 

and sixteen in Table I. Behaviors observed during the 

caseworker's participation in the interview simulation 

could also indicate abilities in any of the remaining 

competencies as well. 

The competencies under the "use of community 

resources" area are equally as important to successful 

performance in casework as the other competencies. 

The exercises described above will each give some 

indications of the caseworker's abilities in that area 

but an exercise was needed to give the assessors a 
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complete understanding of the caseworker's experience 

and capabilities in the development and use of community 

resources on behalf of the client. The method selected 

was a panel discussion. The panels consisted of four 

participants and the assessors were their "audience." 

The participants were allowed thirty minutes preparation 

time prior to the panel discussion. When the panel dis-

cussion began, each participant gave a five minute 

presentation on the community resources in the partic-

ipant's respective geographical area. The combined 

instructions for the program administrator and the 

participants gave the participants four broad questions 

to guide them in their presentation and discussion. The 

four questions were direct derivations of the four 

competencies in the community resources area. In 

addition to the identification and use of community 

resources, the participant was asked to discuss and 

give examples of recently made case referrals, services, 

and assistance from other programs and agencies, and 

the opportunities the caseworker has had to serve as a 

client advocate. When the presentations were completed, 

the panel was opened to questions from the assessors. 

The program administrator served as a moderator. Since 

this was the final exercise for the participants, the 

assessors were encouraged to use this opportunity to 
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obtain information from the participants in any com-

petency area in which the assessor felt the need for 

additional data. Therefore, the questions from the 

assessors were not limited to community resources but 

were opened to any competency area. At this point, the 

exercise evolved from a panel discussion to a group 

discussion. The specific competency areas for which 

the panel discussion was designed were competencies 

eight, thirteen, fourteen, fifteen, and sixteen in 

Table I. 

Operation Four: Design Program Logistics 

One of the earlier decisions made was to try to 

present a positive image of the assessment center 

program and to reduce the anxieties of caseworkers 

expecting to participate in it. To facilitate this 

image, the title of the program was changed from 

"Assessment Center" to "Professional Development Seminar" 

(PDS). The title of the raters was changed from 

"Assessors" to "Facilitators." 

Department of Human Resources administrators in the 

Dallas-Fort Worth Region decided that caseworkers could 

be relieved of their casework responsibilities for a 

maximum of two days in order to participate in the 

assessment center. Considering this time frame, and 

the measurement exercises to be conducted, it was decided 
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to plan for twelve participants in each assessment center 

program. Because the panel group discussion required 

participant groups of four, the participants were pro-

cessed through the assessment center in sub-groups of 

four. During the time one group was participating in 

the experiential exercises the other participants would be 

completing the written exercises. This required two 

people - the program administrator, and an assistant to 

administer and monitor the exercises. A three to one 

participant—assessor ratio was considered to be optimum 

for this particular study. The reasoning for this will be 

discussed in the "select and train assessors" section. 

For planning purposes, it would require four assessors 

to be present at each seminar. 

The experimental phase of the assessment center 

entailed four complete sessions. Two of them were con-

ducted in Dallas and the other two were in Fort Worth. 

The two-day schedule required almost constant involvement 

on the part of the assessors. For the participants the 

schedule was multi—form depending on the sub—group to 

which they were assigned. The schedule was planned to 

avoid idle time during the seminar. The assessors 

observed and recorded data on each sub—group during the 

time that sub-group was participating in the experiential 

exercises. During the time one group was participating 
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in the experiential exercises, the other two groups were 

completing the written exercises. This resulted in two 

of the groups completing the exercises in one day. Those 

two groups returned near the end of the second day for 

assessment feedback. The third group completed the 

written exercises on the first morning. They were dis-

missed in the afternoon of the first day. The third group 

returned the second morning for the experiential exercises 

and received assessment feedback on the second afternoon. 

This assessment center schedule is outlined in Appendix B. 

This schedule format allowed the four assessors to devote 

their complete attention to each group of four participants 

during the experiential exercises. The assessors reviewed 

and rated the written exercises during evening hours. The 

multi-form schedule also provided respect for the partic-

ipant's time by not keeping them waiting to participate in 

the exercises. All other facets of the program design are 

discussed under the other operation descriptions. 

Operation Five: Design Assessor Training 

There have been differences of opinion in the 

literature concerning the use of consultants who are 

skilled in observation, such as research psychologists, 

for assessors or to use people from within the organi-

zation who have knowledge of and practical experience 

in the targeted occupations being assessed. Most of the 
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organizations which are currently conducting assessment 

centers, or have conducted them previously, have elected 

to select assessors from within the organization. One 

of the major reasons for this is the development benefits 

to the assessors themselves. Between the assessor 

training and participation as an assessor, the assessors 

benefit considerably in terms of direct training (6). 

Whether outside consultants or internal employees are 

utilized as assessors obviously has a direct bearing on 

planning the assessor training. In this study, the 

decision was to use personnel from within the organization. 

There will be discussion concerning the way assessors 

were selected in a later section. 

There is a considerable difference in the emphasis 

placed on training assessors in organizations operating 

assessment centers. The training of new assessors range 

from a one hour orientation up to three or four days of 

intensive training (4). Effective assessor training is 

essential to the success of the assessment center. The 

primary objectives of the assessor training for this study 

were to: (1) thoroughly familiarize the assessors with 

the meaning of the competency dimensions, (2) develop 

skill in observing behavior in the assessment center 

exercises, (3) develop skill in classifying behavior by 

the dimensions, and (4) develop skill in interpreting 
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the behavior to a rating of performance in each dimension. 

With the objectives, dimensions, and exercises developed 

a two day assessor training session was planned. Any 

number of assessors can be trained at one time. Although 

only four assessors were needed for the experimental 

assessment centers, the Dallas-Fort Worth Region of the 

Department of Human Resources sent seventeen supervisors, 

continuing education specialists, and experienced case-

workers. In the event it was decided to continue with the 

assessment centers beyond the experimental sessions, DHR 

wanted to have trained assessors to rotate for subsequent 

sessions. Also, the extra personnel were in attendance 

in order to take advantage of the developmental benefits 

expected from the observation and evaluation training. 

It added some measure of security to the experimental 

sessions to know that a pool of assessors were available 

for call in the event of an illness or other emergency. 

A schedule of activities for the training is outlined in 

Table II. 

The approach used to enable the assessors to become 

knowledgeable of the dimensions was to get them involved 

in a critique and interpretation of the dimension 

definitions. This was accomplished by sub-dividing them 

into smaller groups and asking them to read, study, and 

discuss their interpretation of the dimension definitions. 
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Tiroes Activities 

First Day: 

8:00 - 9:00 

9:00 - 9:30 

9:30 - 9:45 

9:45 - 10:15 

10:15 - 11:15 

11:15 - 12:00 

12:00 - 1:00 

1:00 - 2:00 

2:00 - 2:30 

2:30 - 2:45 

2:45 - 3:15 

Introductions, description of the 
assessment center program 
including purpose and objective 

Distribution and familiarization 
with the Assessor's Manual 

Break 

Discuss the techniques and 
procedures used to develop the 
dimensions 

Assessors read, study, and 
discuss the dimensions in small 
groups 

Reports from the small groups 
concerning dimension definition 
interpretations 

Lunch 

Assessors study dimensions in 
small groups to determine 
behaviors expected of case-
workers for each dimension; 
each group lists behaviors 

Reports from the small groups 
for list of behaviors; compre-
hensive list developed for each 
dimension 

Break 

Introduction to assessment center 
exercises 
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TABLE II--Continued 

Times Activities 

3:15 - 5:15 

5:15 - 6:15 

6:15 - 6:45 

Second Day: 

8:00 - 9:00 

9:00 - 9:15 

9:15 - 10:30 

10:30 - 11:30 

11:30 - 12:30 

12:30 - 1:30 

1:30 - 2:00 

Assessors experience part of 
each exercise 

Match the behaviors from the 
list of behaviors for each 
dimension to the exercise(s) 
that are most likely to exude 
that behavior 

Comparison and discussion of 
behavior-exercise match 

Introduction to observation 
training and data collection 
(still pictures) 

Break 

Observation training and data 
collection continued (films 
and video tapes - interrupted 
and continuous) 

Practice with live observation 
and data collection 

Lunch 

Study and discussion of the 
levels of performance for 
each dimension 

Assessors observe an individual 
in an interview simulation, 
record data on the behaviors, 
classify data according to 
dimension, rate the behaviors 
on a scale of one to five 

2:00 - 2:15 Break 
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TABLE 11—Con t inued 

Times Activities 

2 : 15 - 2: 35 Ratings are written on blackboard 
and a data integration discussion 
conducted 

2 : 35 - 3: 05 Assessors observe a panel dis-
cussion, record data, classify, 
and rate the data 

3 : 05 - 3: 20 Ratings are written on blackboard 
and discussed 

3 : 20 - 4: 20 Assessors receive a completed 
in-basket exercise, record data, 
classify, and rate the behavior 

4 : 20 - 4: 35 Ratings are written on blackboard 
and discussed 

4 : 35 - 5: 25 Assessors receive a completed 
situation exercise, record data, 
classify, and rate the behavior 

5 : 25 - 5: 45 Ratings are written on blackboard 
and discussed 

They were to list any recommendations the group would 

make concerning additions, deletions, or alterations to 

the definitions. When all the sub-groups had reported, 

if there was general agreement that a change needed to be 

made, the definition was revised. The activity was 

therefore beneficial in further refining the definitions 

as well as enabling the assessors to become thoroughly 

familiar with the definitions. Time spent in training the 
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assessors in competency definitions saves time later in 

the assessment center data integration discussions. The 

assessors do not find it necessary to work out differences 

of opinion on the definitions during the data integration 

discussions. 

A similar small study group technique was used in 

training assessors in knowing what behaviors to look for 

as indications of performance in the various dimensions. 

The sub-groups developed a list of behaviors for each 

dimension. When each group reported their results, a 

composite list of behaviors for each dimension was 

attained. This list was then compared to the master 

list of behaviors per dimension previously developed. 

Where appropriate, the master list was revised. A 

major point of emphasis was that the actual observation 

data would have to be even more specific than the 

behaviors listed. For example, in the dimension relating 

to effective client interviews one of the behaviors 

listed was "makes client feel at ease." The assessors 

were asked to suggest specific things a caseworker might 

do to make the client feel at ease. Some suggestions 

included inviting the client to sit down, offering the 

client a cup of coffee, asking the client about his or 

her health, and so forth. The assessors were advised that 

these were the types of behavior they would want to 
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observe and more practice in this respect would be gained 

in the observation training the following day. 

The assessors were familiarized with the exercises 

by first having the exercises described, experiencing a 

part of the exercises, and observing the participation of 

others. It was explained that performance in the case-

work competencies can only be measured through the 

observation of behaviors that demonstrate levels of 

performance in those competencies. The exercises being 

used were selected because they provide the opportunities 

for the caseworker to exhibit those behaviors under 

simulated conditions. The exercise procedures were 

described to the assessors. Each assessor then partici-

pated m a part of each exercise. While awaiting their 

turn to participate in the experiential exercises, the 

assessors observed the other assessors participating. 

The first day of assessor training was concluded with 

the assessors, individually, matching the behaviors from 

the master list developed earlier to the exercises most 

likely to bring forth the specific behaviors. The 

assessors were cautioned at this point to not allow their 

expectations of behavior to become too narrow. This is 

why the master list of behaviors was left in relatively 

general terms. One caseworker may exhibit specific 

behaviors quite different from those of another caseworker 
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while both caseworkers are equally competent in the 

dimension being measured. For example, the competency 

concerning the "ability to identify and mobilize 

community and agency resources in behalf of client" 

has one behavior which says "develops community resources 

to meet client needs." One caseworker may accomplish 

this by making personal contacts with possible resources 

at regular intervals. Another caseworker may be more 

active in community affairs and civic organizations. The 

relationships established while participating in these 

activities make it possible for the second caseworker 

to develop community resources for clients. The 

behavior of the two caseworkers differ but their 

effectiveness in the competency area may be the same. 

This is the reason assessors must observe and record 

the caseworker's behaviors carefully. The assessor's 

interpretation of the behaviors is critical. The 

possibility of error should be diminished in the 

comparison of ratings from multiple assessors and in 

the use of multiple exercises. 

The purpose of the observation training on the 

second day was to develop the assessor's ability to 

observe and record all the details possible in a given 

situation. A multi-media approach was used which began 

with very simple observational circumstances and 



119 

progressed to very complex ones. The first activity 

was to use transparent film on the overhead projector 

with only a single object on each one. The image was 

projected on the screen for five seconds. The assessors 

observed the image and wrote down what they saw and 

remembered. Then they compared data. A completed data 

sheet had been prepared on each picture prior to the 

training. They compared their data with the prepared 

data sheet and with each other. The next progression 

was a series of slides. The first one had only two or 

three objects. The later slides had numerous objects 

and considerable detail. The same procedure was followed 

with each slide. The assessors observed and recorded 

data. Then they compared their own data with a prepared 

data sheet and with the data of the other assessors. 

The comparisons were for accuracy of the data as well as 

for quantity of data. The kind of details they were 

observing included the size, shape, position, and color 

of objects in the pictures. The assessors were 

cautioned to record only data actually observed and 

record the data in specific terms. For example, the 

assessors were counseled that an observation such as 

"The woman looked sad" was too general. It is an 

observation based on judgement and not fact. A more 

accurate observation would be to record that "the woman 
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had tears on her face," or "the woman's head was bent 

forward." When the pictures increased in detail, the 

exposure time remained at five seconds. As each 

assessor improved in observation and data collection 

abilities, the time of exposure was reduced to three 

seconds. 

When the assessors attained a reasonable degree of 

expertise in observation and data collection with the 

still pictures they were advanced to moving pictures 

using film and videotape projectors. The same procedures 

described above with the still pictures were used with 

the moving pictures. The only exception was the time of 

exposure. At first, the film was only allowed to run 

for thirty seconds. It was then stopped, the assessors 

were given time to complete the recording of data, and 

comparisons made. The exposure time was gradually 

increased to one minute, three minutes, five minutes, 

and ten minutes. When the exposure time reached five 

minutes, the sound was added to the action pictures. 

The assessors added data from audio observations to the 

visual observation data. When the exposure time reached 

ten minutes a videotape of a caseworker conducting a 

client interview was used. The "Priority Determination 

Sheets, Appendix B, were introduced to the assessors. 

The forms provide space for the recording of data and 
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the classification of the data under one or more of the 

sixteen competencies as the data is recorded. When the 

observation is completed, and the data recorded and 

classified, the assessor rates the data on a scale of 

one to five, and records the rating in the square in the 

lower right hand corner of the space provided for each 

competency. A "one" rating means that particular com-

petency should have a very high priority for training and 

continuing education in the caseworker's professional 

development plans. A "five" rating means a very low 

priority for training and continuing education is 

indicated. The "two," "three," and "four" ratings 

indicate a low, average, and high priority for training 

and continuing education respectively. A "one" rating, 

or, a very high training priority recommendation would 

mean that the caseworker's performance needed considerable 

improvement. A "five" rating would mean that the case-

worker's performance in that competency is very good and 

the priority for training and continuing education in 

that area should be very low. 

The priority determination forms were introduced. 

The assessors were asked to observe and record data in 

only four dimensions. This progressed to eight dimensions 

and finally all sixteen dimensions were included. The 

observation training was culminated with live ten minute 
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role plays with the assessors observing, recording, 

classifying, and rating behavior in all sixteen 

dimensions using the priority determination forms. 

The second afternoon's activities were begun with a 

study of the descriptive statements of the five levels of 

performance for each dimension. To assure the assessor's 

understanding of the levels of performance the assessors 

participated in an exercise in which they were provided 

the dimension statement followed by the descriptive 

statements for each level of performance. However, the 

descriptive statements were not in any particular order. 

The assessors, working individually, rearranged the 

descriptive statements in the order of the statement 

that represented the highest priority, a high priority, 

an average priority, a low priority, and the lowest 

priority. In other words, the assessors put the 

descriptive statements in the rating order of one through 

five. The remainder of the assessor training consisted 

of the assessors observing, recording, and classifying 

data as individuals participated in the interview 

simulation, panel discussion, in-basket, and situation 

exercises. The only difference in the role of the 

assessor in relation to the written exercises is that 

the data is extracted from written materials rather than 

live observation. Following each exercise the assessor's 
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ratings were summarized and put on the blackboard. This 

enabled each assessor to compare ratings. This was 

followed by a data integration discussion. The assessors 

were cautioned that their observations and ratings must 

be made independently until the formal data integration 

discussion. The data, or ratings, cannot be shared with 

other assessors until then. In the data integration 

discussion, the assessors whose ratings were more than 

one level away from the majority, explained their data. 

It was then determined whether the assessors in the 

minority or the assessors in the majority had the more 

substantial data. The final rating was made on the basis 

of the best recorded data whether the data were collected 

by just one assessor or a majority of assessors. 

Operation Six: Select Assessors 

The selection of the four assessors for the four 

experimental assessment center sessions was relatively 

simple. There were three qualifications that were 

required. First, the assessors had to be knowledgeable 

and experienced in casework. Second, the assessors had 

to have a good reputation and be respected among case-

workers for their casework record. Third, the assessors 

had to have no previous knowledge of the participants 

who would be attending the four experimental assessment 

centers. The assessors should not be acquainted with the 
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participants or have any knowledge of the participant's 

casework performance prior to the assessment center. 

The purpose of this requirement was to prevent any 

possibility of preconceived prejudice or bias on the 

part of an assessor toward a participant. The assessors 

who performed well in the assessor training, and met 

these three requirements, were selected. The four 

assessors selected included two casework supervisors, 

one continuing education specialist, and one upper level, 

experienced caseworker. The one-to-three assessor-

participant ratio was believed to be the most efficient 

and productive for assessment centers attempting to 

determine training and continuing education needs. Most 

centers, conducted for personnel selection purposes, use 

a one-to-two assessor-participant ratio (5). The assess-

ment center conducted in this study did not need extensive 

documentation, the assessors were well trained, there 

were an average number of competency dimensions on which 

participants were assessed, and the number of exercises 

were limited to four. The usual number of exercises in 

assessment centers range from three to eight (7). The 

actual attendance at the four assessment centers lowered 

the planned assessor—participant ratio. The center with 

the lowest attendance (seven) had a 1 to 1.75 ratio. 
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The center with the highest attendance (eleven) had a 

1 to 2.75 ratio. 

Operation Seven: Select and Train the 
Program Administrator 

The program administrator is a key person in the 

operation of an assessment center because of the important 

duties and responsibilities that must be assumed. Many of 

the program administrator's duties begin long before the 

assessment center. They usually extend well beyond the 

completion of the formal assessment process. The program 

administrator must be a skilled administrator who is 

experienced in conducting training and continuing edu-

cation programs. This study was fortunate to have the 

Dallas Education Director from the Department of Human 

Resources serve as the program administrator for the 

Dallas assessment centers and the Fort Worth Education 

Director as the program administrator for the Fort Worth 

programs. 

Both of the program administrators were involved in 

the assessment center from its inception. They were 

therefore familiar with the assessment center concepts, 

purpose, and issues. The two program administrators were 

included in early decisions such as those concerning 

record maintanance and dissemination of the assessment 

center results. The program administrators would 
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maintain a confidential file of the assessment center 

results. This information would be made available only 

to the participant caseworkers and their supervisors in 

addition to the education directors. These were the only 

people who had a need to know the results in order to plan 

the caseworker's future development. Decisions concerning 

the length of time the assessment reports would be kept 

on file were delayed pending the outcome of the experi-

mental phase of the assessment center study. If a case-

worker disagrees with the assessor's reports, that 

caseworker would be allowed to file a discrepancy report 

and this would be taken into consideration in planning 

the development needs. Should the assessment center 

program be continued beyond the experimental phase, the 

caseworker would have the option of being reassessed in 

the earliest assessment center that was using a different 

team of assessors. 

The two program administrators were either involved 

in or informed about each step of the development of the 

assessment center program. Therefore, they were familiar 

with the methods for developing the dimensions, the 

exercises, and the assessor training. As a result of 

attending the assessor training, the two program 

administrators gained a knowledge of the dimension 

definitions, behaviors to be observed, administration of 
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the exercises, the dimension rating scales, skills needed 

by assessors, and the communication of the results to the 

participants. They gained valuable experience and 

practice in conducting the data integration discussions. 

The Program Administrator's Manual, which can be found in 

Appendix B, provides detailed instructions in the 

administration of the assessment center for continued 

assistance to program administrators. 

Following completion of each of the assessment center 

programs the program administrator was responsible for 

communicating the results to the caseworker. To assist 

with this discussion, a graphic illustration (Training 

Priority Composite, Appendix B) showing the assessor's 

ratings in comparison with the participant's self 

assessment was developed. It was the program adminis-

trator's responsibility to work with the caseworker and 

the caseworker's supervisor in planning the caseworker's 

further professional development as indicated by the 

assessment center results. If the program administrators 

had not also been the education directors, this respon-

sibility would have become that of the education 

directors. 

Operation Eight: Select Participants 

An assessment center designed to select personnel for 

a particular position will have certain qualifications the 
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individual must meet before being selected to participate 

in the assessment center. This is not the case in an 

assessment center designed for personnel development. 

The purpose of this assessment center was to determine 

the participant's level of performance in each competency 

area regardless of what that level of performance might be 

prior to participating in the assessment center. This 

information would provide the basis of further training 

and continued education. Twenty-four participants were 

randomly selected from among the caseworkers in the 

Dallas area to attend the Dallas assessment center. 

Another twenty-four participants were selected at random 

from the caseworkers in the Fort Worth area to attend the 

Fort Worth assessment center. A total of thirty-eight 

caseworkers, from the forty-eight invited, were able to 

attend. Of the thirty-eight caseworkers, there were 

thirteen ABD workers, five Family Services workers, five 

workers from rural areas who were combination ABD and 

Family Services workers, nine WIN workers, five VR 

workers, and one caseworker currently assigned to a 

special project. Their casework experience ranged from 

less than one year to more than twenty-seven years. The 

Texas Department of Human Resources ranks caseworkers 

from a caseworker aide on the least experienced level 

up to a caseworker level three on the most experienced 
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level. Of the thirty-eight caseworkers attending the 

assessment centers, there was one caseworker aide, 

fourteen level one workers, seventeen level two workers, 

and six level three workers. Eight of the caseworkers 

had less than a baccalaureate degree. Twenty-five of 

them have a baccalaureate degree in social work, liberal 

arts, religion, social science, or natural science. 

Five caseworkers of the thirty-eight have an MA or MS 

degree. The assessors were not informed of the case-

workers' education levels, experience levels, or any 

other aspect of their backgrounds. 

Operation Nine: Conduct Assessments 

The four assessment center sessions were conducted 

as planned. The program administrators oriented 

participants to the center and introduced each exercise 

using the Program Administrator's Manual as a guide. 

One important facet of the program that has not been 

previously covered in detail is the assessment feedback 

to the participants. The assessors completed the assess-

ments for each of the participants, shared their data in 

the data integration discussion, and compromised on a 

rating for each participant in relation to each dimension. 

The program administrator then plotted the ratings for 

each dimension on a chart that provided the participant 

with a graphical illustration of the participant's 
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performance strengths and weaknesses. The self assessment, 

completed by the participant prior to the assessment 

center, was illustrated on the same chart in a dotted 

line. The chart is designed in relation to training 

priorities. A "one" rating is the highest priority 

indicating a low level of performance. A "five" rating 

is the lowest priority indicating a high level of per-

formance. An example of the "Training Priority 

Composite" is found in Appendix B. 

When all records were completed, the program 

administrator made an appointment with the participant 

to discuss the assessment. The higher training priorities 

and any discrepancies between the self assessment and 

the assessor's rating were discussed. If possible, this 

interview was conducted in the afternoon of the second 

day. If it was not possible for the assessors to 

complete their work, or for the program administrator 

to be prepared for the interview, the appointment was 

made during the first or second day following the assess-

ment center session. The program administrator had the 

data sheets from each of the assessors prior to the 

interview and was able to summarize the data for the 

participant on those dimensions under discussion. The 

interview was followed by a letter to the caseworker 

summarizing the assessment results with a copy to the 
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caseworker's supervisor. A meeting was then arranged 

between the caseworker, the supervisor, and the education 

director, to make future professional development plans 

for the caseworker. 

Operation Ten: Assessment Center Evaluation 

Data has been collected for many years by numerous 

organizations in various parts of the world indicating 

that the assessment center is an effective method of 

supervisory and management selection. High performance 

in the assessment center has proven to be a predictor 

of progress in salary, promotions, and rated potential 

for higher management (1). Unfortunately, similar data 

has not been collected on the assessment center method 

when it is used to assess performance for developmental 

purposes. The results of efforts made in this study to 

investigate the method for this purpose are discussed in 

the following chapter. 
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CHAPTER IV 

ANALYSIS OF DATA 

Introduction 

The design of this study was intended primarily to 

develop the assessment center program as a method for 

determining the individual job-related training needs of 

caseworkers. The full scope of the study would not have 

been completed without an inquiry into the effectiveness 

of the program. Chapter III described the conduct of the 

assessment center program in four separate applications. 

The data collected prior to and during the assessment 

center process are examined in this chapter. The prime 

concern is the intra-assessor reliability as well as the 

inter-assessor reliability with the casework supervisors 

and the caseworker's own perceptions of personal 

performance. 

The research questions, as presented in Chapter I, 

formed the basis for the statistical data analysis. They 

are repeated below: 

1. Will there be a significant relationship among 

the assessor ratings? 

134 
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2. Will there be a significant relationship between 

the caseworker's self ratings and the supervisor 

ratings? 

3. Will there be a significant relationship between 

the composite assessor ratings and supervisor 

ratings? 

4. Will there be a significant relationship between 

the composite assessor ratings and the caseworker 

self ratings? 

As explained previously, each caseworker was assessed, 

on a scale of "one" to "five," in sixteen competency 

dimensions. The scale is interpreted to mean that the 

caseworker should consider a competency as among the 

highest of training priorities if a rating of "one" is 

received. If a rating of "five" is received, the 

competency should be considered to have a very low 

training priority. The ratings of "two," "three," and 

"four" represent levels of training priorities between 

the very highest and the very lowest. This system was 

used in an attempt to assure a consistent degree of 

differentiation between dimensions, reduce rating time 

for raters, and provide a valid means of comparing the 

ratings for caseworkers participating in separate assess-

ment programs. The sixteen competency dimensions, on 

which each caseworker was rated, are listed in Table I. 
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Intra-Rating Relationships Among Assessors 

In addressing the first research question, con-

cerning the relationship of the ratings among the four 

assessment center assessors, it is important to recognize 

that there are two factors affecting each of the case-

worker's ratings. One factor is the caseworker and the 

other factor is the assessor, since each assessor may rate 

the caseworkers differently. Based on this fact, the 

Friedman's Two-Way Analysis of Variance by ranks was 

employed to determine whether there was a relationship 

among the four assessors, and, if so, to what extent. 

This test is closely related to the usual two-way analysis 

of variance frequently used in experiments. However, 

Friedman's Two-Way Analysis of Variance removes the 

variability among the raters in order to more clearly 

distinguish the variability of the ratings of the thirty-

eight participating caseworkers. The Friedman test 

statistic, Q, was used to test the question of agreement 

or disagreement among the assessors. A two-way analysis 

of variance was necessary because the four assessors each 

ranked the same thirty-eight caseworkers. Due to the 

correlation among the subjects, the ratings of the four 

assessors are related. Therefore, a one-way analysis of 

variance would be invalid. The Friedman Two-Way Analysis 

of Variance is an approximate test, not an exact one. 
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However, it is considered to be an adequate approach for 

this study involving four assessors and thirty-eight 

subjects. 

From a statistical point of view, using the Friedman 

test, the assessors would ideally assign each of the 

thirty-eight caseworkers to rankings of one to thirty-

eight. The rating method used in this study was a forced 

choice system of one to five. To compensate for this, 

midrankings were used for each of the caseworkers. That 

is, if assessor number one gave a rating of "one" to 

seven caseworkers, then each of them would receive a 

midrank of four ( 1 + 2 + 3 + 4 + 5 + 6 + 7/7 = 4). For 

example, consider the ratings assigned to the thirty-eight 

caseworkers by one of the assessors on the first com-

petency dimension "Ability to Utilize Agency Policies 

and Procedures in Casework." 

TABLE III 

EXAMPLE OF RATINGS ASSIGNED BY ONE ASSESSOR 

Rating 

1 2 3 4 5 

No. Receiving Rank 0 7 17 10 4 

Midrank 0 4 16 29.5 36.5 
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In this example, seventeen subjects were awarded a rank 

of three which represents a midrank of sixteen. Note that 

the sum of the midranks is constant for each assessor. 

In the above example, 7(4) + 17(16) + 10(29.5) + 4(36.5) = 

741, or, k(k+l)/2 = 38(39)/2 = 741. 

The Friedman statistic looks at the total midrank 

that each of the thirty-eight caseworkers received from 

the four assessors. For instance, one caseworker received 

ratings of 3, 3, 4, 3 for the competency dimension 

mentioned above. The midranks corresponding to these 

ratings are 16, 12, 28, 15.5. This caseworker's total 

midrank was 71.5 (R = 16 + 12 + 28 + 15.5 = 71.5). If it 

is assumed that the assessors were rating the caseworkers 

at random then each of the thirty-eight caseworkers 

should receive about the same total rank, which is 

approximately 78, since there were four assessors and 

the average midrank is 19.5 (4 x 19.5 = 78). 

In Appendix D the data from this study are presented 

in the form of a two-way layout of "k" rows and "n" 

columns. The columns indicate each of the four assessor's 

ratings. The rows represent the ratings of "one," "two," 

"three," "four," or "five." The observations by the 

raters represented in the columns are independent of one 

another. The rows are not independent because they 

represent the ratings for the same thirty-eight caseworkers 
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psrforming the same tasks in a controlled environment. 

The column totals are constant. Each column totals to 

thirty-eight. The row totals are affected by the 

differences among the ratings of the various raters. 

With the analysis—of—variance test, the requisite 

assumption can be made that the ratings were not applied 

discriminated and the rows would total about the same. 

Each expected row total would equal the average row total 

k(n+l)/2. The sum of squared deviations of the row 

totals around this mean would be zero. However, the sum 

of squares of the deviations are indicative of the amount 

of agreement in the ratings assigned. A larger deviation 

indicates a greater degree of agreement. Smaller devi-

ations indicate a lesser degree of agreement. 

The classical analysis-of-variance test statistic 

is customarily thought of as a ratio of two estimated 

variances or mean squares of deviations. Using the 

Friedman Analysis-of-Variance, the total sum of squares 

of deviations of all row and column ranks, around the 

average rank, remains a constant as in usual analysis-of-

variance problems. However, it can be partitioned into a 

sum of squares of deviations among columns plus a residual 

sum of squares. Gibbons (1) shows the analogy between 

the Friedman's test statistic and the classical analysis-

of-variance in Table IV. 
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TABLE IV 

AN ANALOGY BETWEEN FRIEDMAN'S TWO-WAY ANALYSIS 
OF VARIANCE AND THE CLASSICAL 

ANALYSIS OF VARIANCE 

Source of Variation Degrees of Freedom Sum of Squares 

Between columns N-l S/K 

Between rows* K-l 0 

Residual (N-l)-(K-l) St - S/K 

Total NK-1 St 

*There is no variation among rows here since the 
row sums are equal. 

A major advantage of the Friedman statistic, insofar 

as this study is concerned, is that it is directly 

related to Kendall's Coefficient of Concordance which is 

a measure of the agreement among the assessors. It should 

be noted that the Kendall's Coefficient of Concordance 

statistic, W, is always a positive number between zero 

and one. It would not be reasonable to consider negatives 

when comparing three or more judges. Therefore, the 

negative hypothesis, that there is no agreement among 

the assessor ratings, versus the positive hypothesis, that 

there is agreement among the assessor ratings, can be 

tested with the Friedman's Two-Way Analysis of Variance. 

Additionally, an estimate of the degree of agreement 

among the four assessors' ratings can be attained from 
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the Kendall's Coefficient of Concordance, Table V lists 

the Friedman's statistic, Q, comparing the four 

assessors' ratings of the caseworkers on each of the 

sixteen competency dimensions. 

TABLE V 

FRIEDMAN'S TWO-WAY ANALYSIS OF VARIANCE 
COMPARING FOUR ASSESSORS 

Competency Q* W Signif. 

1 67.4552 .4558 .0016 
2 56.3016 .3804 .0219 
3 65.9773 .4458 .0024 
4 67.6994 .4574 .0015 
5 61.4034 .4149 .0071 
6 76.2841 .5154 .0002 
7 66.1745 .4471 .0022 
8 68.9368 .4658 .0011 
9 64.7248 .4373 .0032 
10 39.4406** .2665 .3613 
11 52.9561 .3578 .0432 
12 61.6217 .4164 .0067 
13 70.7742 .4782 .0007 
14 58.9439 .3983 .0124 
15 67.3226 .4549 .0017 
16 67.4195 .4555 .0016 

Sd J.O ^ u n i | j a i . c u L U — b q u 

table, reject Ho if Q >x2
 ( 3 7 / > 0 5 ) = 52.192. 

**These values do not exceed critical values, 
52.192. 

The Friedman statistic was compared with the 95th 

percentile of a chi-square distribution with thirty-

seven degrees of freedom. If the Friedman statistic was 
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greater than the chi-square, 52.192, the negative hypoth-

esis concerning agreement among the four assessors was 

rejected. This was found to be the case in all but one 

of the competency dimensions which is indicated by an 

asterisk. Also listed in Table V are the W statistics 

for Kendall's Coefficient of Concordance and the signif-

icance levels. The four assessors show a significant 

level of agreement on all of the competency dimensions 

except one which is indicated with an asterisk. This is 

the competency which did not exceed the critical value 

with the Q statistic. 

Inter-Rating Relationships Among Assessors, 
Supervisors, and Caseworkers 

The power of the Friedman test improves as the 

number of rankings and the number of sets of ranks 

increase. The four assessors and the thirty-eight case-

workers provided adequate numbers in both areas. However, 

in testing the rankings assessed by the supervisors 

versus the composite of the assessor ratings, the case-

workers' self ratings versus the composite assessor 

ratings, and the supervisor ratings versus the self 

ratings, we have only two sets of ratings. The Spearman 

Rank Correlation Coefficient, S, was used as the test 

statistic in these instances because it is a more 

appropriate approach for tests involving two sets of 
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ratings. In fact, the Kendall's Coefficient of 

Concordance is exactly equivalent to the Spearman Rank 

Correlation Coefficient for Two-Sample (sets of ranks) 

tests. 

TABLE VI 

SPEARMAN RANK CORRELATION COEFFICIENTS 
FOR PAIRED RATINGS 

Competency 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 

Supervisor 
and 

Assessor 
Composite 

. 5528 

.4968 

.6335 

. 5355 

. 5 9 2 3 

.4966 

. 5560 

. 5500 

.6124 

.5538 

. 5 2 1 7 

.4488 

.6136 

. 6652 

. 7 0 0 3 

. 5 6 7 4 

Caseworker 
Self Ratings 

and 
Assessor 
Composite 

. 4994 

. 5480 

. 7 5 4 1 

.5298 

. 4 4 1 2 

. 4639 

.5459 

. 5 5 4 3 

. 5 5 3 3 

.5966 

.6176 

.4736 

. 7102 

. 6382 

. 5833 

. 6 2 6 1 

Supervisor 
and 

Caseworker 
Self Ratings 

. 6366 

. 6 2 6 3 

. 5210 

. 4696 

. 4607 

.4724 

. 4 7 4 7 

. 5 1 0 3 

. 5640 

. 4812 

.6236 

. 4625 

.6130 

. 4972 

. 5780 

. 5430 

With two samples, a normal approximation provided a 

more accurate test for data analysis. Therefore, SVn^I 

has an approximate normal distribution. To test the 

hypothesis that there is zero agreement between the two 
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sets of ratings versus the hypothesis that agreement does 

exist, the rejection region would bey/Tf ' S>1.645 for 

.05 significance level, or, alternately S > 6 4 5 = .2704 
VTT 

(1). 

Neither of the two above techniques make allowances 

for ties in the data. When ties are present, corrections 

must be made to adjust the statistics for the ties. The 

Friedman Two-Way Analysis of Variance and the Spearman 

Rank Correlation Coefficient are similarly corrected for 

ties. To adjust the Friedman test for ties, the following 

statistic was used (2). 
_ Q 

Q " 1 -£4 £38 (di j3 - dij) 

where dij = number of objects tied for rank 
j by rater i 

It is also beneficial to compare the actual data 

reported by the supervisors, assessors, and caseworkers. 

The tables in Appendix C compare the ratings of caseworker 

performance. The frequency distribution is indicated 

under headings for supervisors, assessor composite, and 

caseworker self ratings. It should be noted that the 

composite assessor ratings do not represent a mean of the 

four individual assessor ratings. After the assessors 

completed and reported their individual ratings, the four 

of them compared and discussed their observations of each 

caseworker's performance. A single rank for each com-

petency was then assigned. The tables in Appendix C 



145 

illustrate the ratings agreed upon by the assessors as a 

group. 

Discussion 

The Friedman statistics, and the associated 

coefficients of concordance, are illustrated in Table V. 

In examining the figures, it is found that the test 

statistic, Q, exceeds the chi-square value, with thirty-

seven degrees of freedom, at the .05 significance level, 

for all competencies except number ten. This indicates 

that the assessors did not assign the ranks at random 

and are showing some agreement in their ratings. The 

coefficients of concordance are in the range of .35 to 

.52 for the fifteen competencies in which there are 

agreement. This provides further substantiation of a 

relationship of agreement among the four assessors. A 

coefficient of about .4 is not impressive but it does 

convincingly suggest that the assessors evaluated the 

performance of the caseworkers in a discriminating 

manner, and used similar criteria in making their 

respective judgements. 

In comparing the assessor composite ratings with the 

supervisor ratings and caseworker self ratings, and in 

comparing the supervisor ratings with the caseworker 

self ratings, the Spearman Rank Correlation Coefficient 

was used. The three comparisons for all sixteen 
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competencies are displayed in Table VI. It has been 

previously determined that y/W ' S is an approximate 

normal statistic. Therefore, to test that any one of 

these correlations is zero, S * V37~ is calculated and 

compared to the critical values of a normal distribution. 

In testing at the .05 level, the critical value is found 

to be 1 . 645 . Since there is no sign associated with the 

Spearman Rank Coefficient, the test for the negative 

hypothesis is that the correlation between the two sets 

of ratings is zero versus the positive hypothesis that 

the correlation does not equal zero. Also, the nature of 

the data collected in this study does not allow the 

possibility of a negative statistic. 

To provide an example of the above calculation, the 

first competency in the assessor composite ratings and 

supervisor ratings correlation will be used. First, we 

compute V37" * S, or y/TT ' ( .5528) - 3 . 3 6 . The 3 .36 is 

greater than the critical value 1 . 645 , therefore, the 

negative hypothesis is rejected and it can be said that 

the correlation does not equal zero and there is some 

agreement between the assessor composite ratings and the 

supervisor ratings of the caseworker performance in the 

competency area. It is not necessary to calculate normal 

values for all thirty-eight coefficients. If y/yf * s is 

equal to or greater than 1 .645 then S would be equal to or 
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greater than 1-/£1
5, or, .270. When this is true, there 

V37 

is a significant, positive correlation between the pair 

of ratings being compared. Hence, there is significant 

agreement on all competencies for the three comparison 

groups in Table VI. 

The Spearman Rank Correlation Coefficient is a 

measure of the strength of the agreement. The coeffi-

cients in Table VI range from a low of .4412 to a high 

of .7544. It would appear that the assessor composite 

ratings and supervisor ratings comparison would not be 

valid for competency number ten. This would also be 

true for the assessor composite ratings and the case-

worker self ratings comparisons for the same competency. 

This was the competency on which there was found to be a 

lack of agreement among the assessors using the Friedman 

Two-Way Analysis of Variance test. The question could 

be raised as to the relevance of a composite rating 

comparison to other ratings when the assessors did not 

agree among themselves. It should be noted that the 

four assessors individually ranked the caseworkers during 

the assessment center process. After the individual 

assessors submitted their ratings, the four of them met, 

exchanged observational data, and agreed upon a single 

rating for each caseworker in each competency dimension. 

The individual assessor ratings were compared using 
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Friedman s test. The composite assessor ratings are the 

mutually agreed upon ratings among the assessors. They 

are the composite ratings compared to the supervisor and 

caseworker self ratings using the Spearman Rank test. 

It is interesting to note that the coefficient for 

the assessor composite ratings versus the supervisor 

ratings is higher for twelve out of sixteen competencies 

than the coefficients for the supervisor versus case-

worker self ratings. The coefficients for the assessor 

composite ratings versus the caseworker self ratings were 

higher for ten of the sixteen competencies than the 

coefficients for the supervisor versus caseworker self 

ratings. In comparing the assessor composite and 

supervisor ratings with the assessor composite and case-

worker self ratings, it is found that the higher coeffi-

cients are evenly divided between the two groups with 

eight each. 

The coefficients in Table VI for the supervisor 

ratings and caseworker self ratings range from .46 to 

.63. This reflects a reasonable degree of strength in 

their agreement. At the same time, the assessor composite 

ratings are more in agreement with each of the other two 

groups than the supervisor ratings and caseworker self 

ratings are in agreement with each other. One possible 

explanation may be found in examining the data tables in 
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Appendix C. There seems to be some indication that the 

caseworkers had a tendency to rate themselves more often 

in the higher end of the scale while the supervisors were 

prone to be a little more severe in rating the case-

workers. The assessor ratings apparently added support 

to one or the other of the other two groups, or to both 

of the other two groups, in thirteen of the sixteen 

competencies. There were three competencies in which 

the supervisor ratings and caseworker self ratings had a 

stronger correlation than either the assessor composite 

and supervisor ratings or the assessor composite and 

caseworker self ratings. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, RECOMMENDATIONS 

This chapter consists of a summary of the background 

and purposes of the study, the development of the assess-

ment center, and the experimental operation of the center 

to determine individual caseworker training needs. It 

reviews the findings of the data analysis and the 

resulting conclusions. Recommendations, based on the 

findings and conclusions, are also included. 

Summary of the Background and Purposes 

This study developed an assessment center model 

which provides an opportunity for the job-related 

behavior of caseworkers to be observed by multiple 

assessors. The assessors determine the competencies in 

which the caseworker shows job performance strengths and 

weaknesses. This information makes it possible to plan 

an individual program of continuing education for each 

caseworker. Organizations usually do not use methodical 

or systematic means for determining who should attend 

continuing education and training programs designed to 

improve job competencies. Individuals attending such 

programs do so voluntarily or they are appointed by 

151 
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their supervisor. Voluntary attendees are very often not 

the workers most in need of the training. Supervisors 

who appoint workers to attend training and education 

programs frequently do so on the basis of a biased 

opinion of the worker's performance, an isolated incident, 

or because a particular worker can more easily be spared 

from the work force at the time the program is being 

held. The individual may attend a continuing education 

program because the organization conducted a group needs 

assessment which indicated a majority of the workers 

needed the program. As a result of the needs assessment 

all workers are generally required to attend. 

Education and training programs are expensive to 

conduct. Included among the expenses are the research, 

preparation, and implementation time of the instructor(s), 

equipment, materials, supplies, facilities, and utilities. 

The time of each participant must also be counted along 

with the loss of productivity while the worker is away 

from the job. In addition to the direct expenses are the 

more subtle morale and attitudinal repercussions that may 

occur when a worker is required to go to an unneeded 

program. The worker who does not have the opportunity 

to go to a needed education or training program is like-

wise negatively affected. This worker faces the 

additional prospect of not being able to reach a potential 
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level of competence in a necessary skill or knowledge 

area. 

To assure a good match between workers and programs, 

an organization needs the most objective system possible 

for planning a continuing program for each worker. 

Organization programs must then be designed to meet each 

worker's training needs. The assessment center method 

has proven to be an effective, unbiased method for 

evaluating the abilities of candidates and selecting 

those qualified for management positions. This study was 

intended to determine if this method would also be 

applicable in evaluating the abilities of caseworkers 

and determining education and training priorities from 

the evaluation. Therefore, the purpose of this study 

was to develop an assessment center model for caseworkers 

and apply the assessment center model to determine its 

workability. A comparison was made among training 

priority assessments made by the supervisors of the case-

workers, the assessment center assessors, and the 

caseworkers' self assessments. 

Summary of Methods and Procedures 

The assessment center was developed in ten steps as 

follows: 

1. Establish the program objective. 

2. Identify competency dimensions. 
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3. Design assessment measures. 

4. Design program logistics. 

5. Design assessor training. 

6. Select assessors. 

7. Select and train program administrators. 

8. Select participants. 

9. Conduct the assessment center. 

10. Evaluate the assessment center. 

Four assessment center programs were conducted. Two 

program administrators, four assessors, and thirty-eight 

caseworkers participated in them. The caseworkers 

participated in four exercises during each two-day 

program. The assessors rated each individual caseworker's 

performance in sixteen competency dimensions. A scale of 

one to five was used to denote the level of priority each 

caseworker's individual training program should provide 

for each competency. A "one" meant the highest priority 

should be assigned. A "five" meant the lowest priority 

should be assigned. A "two," "three," or "four" meant 

high, medium, and low training priorities, respectively. 

Prior to the caseworker's participation in the assessment 

center, the caseworker's supervisor was asked to rate the 

caseworker in the sixteen competency dimensions, on a 

scale of "one" to "five," based on knowledge of the 
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caseworker s abilities. The caseworkers were asked to 

rate themselves in the same manner. 

To determine if there was a significant relationship 

among the ratings by the assessors, the supervisors, and 

the caseworkers' self ratings, three separate statistical 

analyses were made. The relationships among the four 

assessors were established by the Friedman's Two-Way 

Analysis of Variance and supported with Kendall's 

Coefficient of Concordance. The relationships between 

the supervisor ratings and the assessor composite, the 

caseworker self ratings and the assessor composite, and 

the supervisor and caseworker self ratings were determined 

by the use of the Spearman Rank Correlation Coefficient. 

Findings 

The primary contribution of this study is the develop-

ment of the assessment center model for caseworkers in the 

Aged, Blind, and Disabled, Vocational Rehabilitation, 

Work Incentive, and Family Services Programs. The 

development process, organization, and rationale for each 

step of the assessment center process was described in 

Chapter III. The details for conducting the assessment 

center are contained in the assessment center Program 

Administrator's Manual in Appendix B. 

For the effective operation of an assessment center, 

it was necessary to identify those competencies which are 
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critical for the effective practice of casework. The 

same competencies must also serve as dimensions which can 

be observed and assessed in exercises which are simu-

lations of actual performance of casework duties and 

responsibilities. Those competencies identified in this 

study are 

. Ability to utilize agency policies and procedures 
in performing the scope of casework responsi-
bilities 

. Ability to manage caseload and organize time so 
as to complete paperwork, fulfill obligations 
to client, and monitor service delivery 

• Ability to organize and coordinate services in 
response to multiple client problems 

• Ability to recognize and cope with agency 
limitations, including deadlines, interruptions, 
and financial constraints 

. Ability to conduct an effective interview with 
the client, gather pertinent data, and determine 
eligibility 

. Ability to establish effective, open, and 
on-going communications with the client 

. Ability to recognize and deal with the feelings, 
bias, values, and emotional reaction of self 
and others in a responsible manner 

• Ability to establish sound working relationships 
and cooperation with co-workers, supervisors, 
and community agencies 

• Ability to assess client needs and prioritize 
them in order of immediacy 

• Ability to counsel client problems and resolve 
conflicts with providers or families 

. Ability to utilize short-term crisis intervention 
techniques 



157 

. Ability to actively involve the client in setting 
realistic goals for the "mutual" care plan in 
accepting responsibility for self care 

. Ability to identify and mobilize community/agency 
resources in behalf of client 

. Ability to make sound case referrals 

• Ability to secure assistance for client from 
other agencies and programs 

. Ability to work as a client advocate 

Four exercises were found to be appropriate, in this 

study r for enabling the caseworkers to exhibit observable 

behaviors relative to the above competencies. The use 

of the critical incident technique, in determining the 

competencies to be measured, provided content for the 

exercises. The four exercises developed were 

. An in-basket exercise 

. A situation exercise consisting of short cases 

. An interview exercise consisting of a series of 
caseworker-client role plays 

. A panel discussion followed by a question and 
answer period 

Assessor training was found to be essential to the 

conduct of the assessment center in the following three 

areas 

. Understanding the competency dimensions and 
reaching agreement on their interpretation 

. Thorough familiarization with the assessment 
center exercises and .the behavioral competencies 
expected to be displayed as a result of 
participation in them 
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. Observational abilities, recording of data, 
and interpretation of the data 

Four assessment center programs were conducted in 

order to test the applicability of the assessment center 

for caseworkers in a live environment. The successful 

application of the assessment center model by personnel 

in Region V of the Texas Department of Human Resources 

provides indication that the model is workable. This 

also provided an opportunity to test the relationships 

among the assessed ratings. The four research questions 

listed in the first chapter provided the focus for the 

correlation testing. 

The first research question asked, "Will there be a 

significant relationship among the assessor ratings?" 

The finding was statistically significant agreement among 

the ratings made by the four assessors for fifteen of the 

sixteen competency dimensions. The one competency 

dimension in which there was found to be no significant 

relationship among the assessor ratings was number ten, 

"ability to counsel client problems and resolve conflicts 

with providers or families." The agreement among the 

assessors on fifteen of the sixteen competencies indicates 

that discrimination was used in making the assessments. 

The assessors were apparently using similar criteria in 

assessing the performance of the caseworkers in the 

fifteen competencies. Insufficient correlations among 
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the assessors in the one competency area can probably 

be corrected through stronger emphasis in that area 

during the assessor training. 

The second research question asked, "Will there be a 

significant relationship between the caseworker self 

ratings and the supervisor ratings?" A significant 

relationship between the two groups was evident in all 

sixteen competency dimensions. This determines that 

there is compatibility between the two groups. The 

degree of compatibility for each competency is illustrated 

in Table VI. These correlations also support the findings 

for research questions three and four. 

The third research question asked, "Will there be a 

significant relationship between the composite assessor 

ratings and the supervisor ratings?" A significant 

relationship was found to exist in all sixteen competency 

dimensions. The strength of the relationship for each 

competency is found in Table VI. This finding indicates 

that major changes in caseworker performance ratings are 

not likely to occur if an agency decided to use an assess-

ment center in place of the traditional supervisor ratings. 

The fourth research question was, "will there be a 

significant relationship between the composite assessor 

ratings and the caseworker self ratings?" Again, 

significant relationships were found to exist in all 
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sixteen competency dimensions. These coefficients aire 

also illustrated in Table VI. They provide indications 

that major discrepancies are not evident between the 

caseworkers' perceptions of their own performance and 

the assessor composite ratings. Acceptance of an assess-

ment program by caseworkers is more likely under these 

circumstances. 

Conclusions 

Resulting conclusions emanating from the conduct of 

this study include the following: 

1. The sixteen competencies used as assessment 

dimensions in the assessment center model will 

represent the major tasks performed by case-

workers in the Vocational Rehabilitation, Work 

Incentive, Family Services, and Aged, Blind, 

and Disabled Programs. 

2. Qualified personnel, who have received training 

as assessors, will base their judgement on 

similar criteria in assigning ratings to case-

workers in fifteen of the competency dimensions 

used in this study. 

3. Composite assessor ratings, from qualified 

assessors, will agree with ratings made by the 

caseworker's supervisor and the caseworker's 



161 

self ratings, when the instruments and 

dimensions from this study are used. 

4. The assessment center model is a workable means 

of establishing training priorities for 

individual caseworkers in the Vocational 

Rehabilitation, Work Incentive, Family Services, 

and Aged, Blind, and Disabled Programs. 

Recommendations 

Selecting people to attend a job—related continuing 

education program, or selecting continuing education 

programs for individuals, should be based on some type 

of needs priority. Prioritizing job-related training 

and education needs necessitates the evaluation of what 

the individual can and cannot do well. In other words, 

the individual's ability to perform essential skills and 

competencies, necessary in the performance of the whole 

job, must be assessed. The research methodology used in 

this study has been intended to develop an assessment 

center model for determining the order of priorities for 

individual caseworker training and continuing education. 

As a result of this study, several recommendations con-

cerning the usefulness of the assessment center model 

in this context can be made. 

The assessment center developed in this study should 

be used in additional studies with organizations employing 
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caseworkers. As a model, it can be adapted to other 

casework program personnel, other agencies, and 

institutions. To successfully employ the assessment 

center for prioritizing personnel development needs, the 

organization must be committed to assisting its personnel 

in personal and career growth. Further, there must be 

an organization commitment to develop an organized plan 

for continued training and education patterned to 

individual needs. This approach contrasts with frequently 

used methods of offering education programs that seem to 

meet the needs of some percentage of an employee group 

and then require everyone in the group to attend. This 

approach is also in contrast with sending employees to an 

education and training program without any organized 

method for determining that the employee needs that 

particular program. Any organization concerned with 

providing equal opportunities to all employees for 

attending personal and career development programs most 

suited to their individual needs should consider use of 

the assessment center. 

Further studies are needed to establish validity of 

the assessment center exercises in relation to the com-

petency dimensions being measured. Longitudinal research 

is needed to determine if the employees, attending the 

education programs addressing the competencies found to 
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be high priorites, as a result of participation in the 

assessment center, actually improve in job performance. 
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CRITICAL INCIDENT INSTRUMENT 166 

Think of a social caseworker you consider to be below average 
in competence. Think of the last time you saw this individual 
do something that exemplifies this low performance level 
(pause until you have a specific incident in mind). 

Did the action of this social caseworker reduce his/her 
effectiveness on the job? If not, can you think of an inci-
dent involving a social caseworker that did? By effectiveness 
we mean a positive client outcome, organizational efficiency 
and harmony, and personal job satisfaction. 

Describe in detail the general circumstances leading up to 
this incident. 

Describe exactly what this person did that interfered with the 
accomplishment of their job. 

Why did this result in an over-all decrease in effectiveness? 

Approximately, when did this incident happen? (year) 

Approximately, how long has he/she been on the job? 
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Think of a social caseworker you consider to be especially 
competent in his/her work. Think of the last time you saw 
this individual do something that exemplifies this competency 
(pause until you have a specific incident in mind). 

Did the action of this social caseworker help in getting the 
job done more effectively in solving a common occurring 
problem? If not, can you think of an incident involving a 
social caseworker that did? By effective we mean a positive 
client outcome, organizational efficiency and harmony, and 
personal job satisfaction. 

What were the general circumstances leading up to the 
problem? 

Explain exactly what this person did that was so effective at 
that time. 

Why was this so helpful in getting the job done well? 

Approximately, when did this incident happen? (year) 

Approximately, how long has he/she been on this job? 
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PROGRAM ADMINISTRATOR 

General Information 

The Program Administrator has the responsibility for the 

overall success of the Professional Development Seminar 

(PDS). Specifically, the areas of responsibility for the 

Program Administrator are as follows: 

1. Logistical Arrangements 

2. Administration of Facilitators 

3. Administration of Participants 

4. Administration of Activities 

Logistical Arrangements 

The essential actions are to schedule the dates and times, 

arrange for facilities, secure facilitators, notify partic-

ipants, and obtain the necessary supplies, equipment, and 

materials needed for the exercises. Following are some 

suggestions for accomplishing these tasks. 

Scheduling - The dates should be arranged as far as possible 

in advance. It is important to check with the supervisors 

of the units, from which the assessors and participants will 

come, to avoid conflicts with unit activities. It is also 

preferable not to schedule the PDS immediately prior to or 

following holidays or major training activities, conferences, 

or other seminars or workshops. 
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All participants should be present and ready to begin at 

9:00 a.m. the first morning. The schedule is arranged so 

that the participant's time is properly utilized. When the 

scheduled activities are completed, the participants are 

free to leave. Two of the three groups will complete the 

activities on the first day. They will be given an appoint-

ment to return the second day for direct feedback concerning 

training priorities. The third group will complete part of 

the exercises the first morning and the other part of the 

exercises on the second morning. The afternoon of the first 

day they will be free to leave. They will also be given an 

appointment on the afternoon of the second day for receiving 

the results of the PDS. 

Facilities - The facility requirement is for two rooms. One 

should be large enough to accommodate the total group of 

about eighteen to twenty people. The second room will need 

to be large enough for about ten people. It is preferable 

to have two or three tables in each room. One table in the 

larger room will suffice if the chairs are desk chairs with 

a writing surface. Restrooms and a drinking fountain should 

be nearby. Eating facilities should be near enough to allow 

time to eat and return in one hour. Coffee and soft drinks 

in the near vicinity of the meeting rooms are also desirable 

Facilitators - The primary qualifications the Program 

Administrator should look for in securing facilitators are: 
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1. People who are experienced and who have a good 

reputation for their knowledge and abilities in 

social casework. 

2. People who do not know the participants or do not 

have prior knowledge of the participant's casework 

abilities. 

3. People who are willing to give the time and 

dedication to perform the duties and responsi-

bilities of a facilitator. 

Participants - Two of the exercises, the panel discussion, 

and the simulation exercise require four participants to 

interact. It is best to have the number of participants in 

multiples of four for that reason. An optimum number of 

participants is considered to be twelve. Prior to inviting 

participants, the Program Administrator should coordinate 

with each participant's supervisor to avoid conflicts with 

other activities. Participants should be notified as far 

in advance as possible and provided with dates, times, and 

location. If the location is an unfamiliar one, a map 

should be included. Participants should dress comfortably. 

They should be informed that the Professional Development 

Seminar is a very concentrated activity. Telephone calls 

or other interruptions while the PDS is in session should be 

limited to emergencies only. 



175 

Administration of Facilitators 

Selection and qualifications of facilitators were outlined 

above. The lower the ratio of participants to facilitators, 

the better facilitators can do at observing, recording data, 

and rating. A one to one ratio would be ideal. Two to one 

is a good situation. A three to one ratio is about the 

highest ratio with which the PDS can be conducted success-

fully. 

As soon as the facilitators are selected, a facilitator 

training session, prior to the PDS, must be planned. The 

Program Administrator and facilitators should allow at least 

one full day for this purpose. The objectives of the training 

are to enable the facilitators to: 

1. Become familiar with the competencies and performance 

levels. 

2. Become familiar with the exercises. 

3. Be cognizant of typical rater errors. One of the 

most common errors is the tendency to be very 

lenient in rating (leniency errors). A second 

common error is to assume a caseworker is good in 

other competencies because he/she is good in one 

competency (halo error). A third common error is 

to use only the middle part of the rating scale, 

levels 2, 3, and 4. The extremes, levels 1 and 5, 

are never used (central tendency error). 
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4. Experience at least two exercises as a participant. 

5. Practice observing, collecting specific, objective 

data, and interpreting the data to performance 

ratings. 

Facilitators should be provided a copy of the "Facilitator's 

Manual." They should be encouraged to study the manual and 

list the types of behaviors anticipated in the exercise. 

The behaviors should then be related back to the competency 

levels. 

Administration of Participants 

The Program Administrator should conduct an orientation for 

the participants at 9:00 a.m. of the first day of the PDS. 

The major items to accomplish and/or discuss include: 

1. Participants should relax and feel at ease. 

2. The schedule. The participants should be assigned 

to groups of four. Times for each exercise should 

be established for each group and the individual 

exercises. 

3. Emphasis should be on professional improvement. 

This is not a performance appraisal for salary or 

job status changes but a method to assist with 

determining individual needs for training and 

development. 
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4. Caseworker performance in the activities should be 

as near as possible to the way casework is con-

ducted on a daily basis. 

5. Participants should understand that the direct 

feedback scheduled on the afternoon of the second 

day is an extremely important part of the PDS. 

Every possible effort should be made to be there. 

Administration of Activities 

Instructions will be provided for each of the activities at 

the very beginning of the respective sections in this manual 

in which the various activities are presented. The purpose 

of the activities is to provide opportunities for the case-

worker to demonstrate the way casework duties and 

responsibilities are handled, on a day to day basis, as the 

caseworker perceives that they should be handled. The 

activities also provide the facilitators with the opportunity 

to observe the caseworkers' performance. From this obser-

vation the facilitator can determine which casework 

competencies the caseworker is performing well, and needs 

no further training at this time, and which casework 

competencies the caseworkers need to improve. 
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SEMINAR SCHEDULE 



PROFESSIONAL DEVELOPMENT SEMINAR 

P a r t i c i p a n t Schedule 
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Group A Group B Group C 

Day One: 9:00 - 9 :30 
A l l P a r t i c i p a n t s 

O r i e n t a t i o n and Se l f Assessment 

9:30-10:30 
Simulation 
Exercise 

9:30-10:30 
In-Basket 
Exercise 

9:30-10:30 
Situation 
Exercise 

10:30-11:00 
Prepare For 

j Panel Discussion 

10:30-11:00 

Break 

10:30-11:00 

Break 

11:00-12:00 
Panel 

Discussion 

11:00-12:00 11:00-12:00 
Situation 
Exercise 

In-Basket 
Exercise 

12:00-1:00 

Lunch 

1:00-2:00 
In-Basket 
Exercise 

12:00-1:00 

Lunch 

1:00-2:00 
Simulation 
Exercise 

12:00-3:30 

Dismissed 

Day TWo 
9:00-10:00 
Simulation 
Exercise 

2:00-2:30 

Break 

2:00-2:30 
Prepare For 

Panel Discussion 

10:00-10:30 
Prepare For 

Panel Discussion 

2:30-3:30 
Situation 
Exercise 

2:30-3:30 
Panel 

Discussion 

10:30-11:30 
Panel 

Discussion 

Day Two: 1:00 - 4 :00 
P a r t i c i p a n t s Re turn on an Appointment B a s i s t o 
Receive D i r e c t Feedback from t h e Program 
A d m i n i s t r a t o r and F a c i l i t a t o r s Concerning 
T r a i n i n g P r i o r i t i e s 
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PROFESSIONAL DEVELOPMENT SEMINAR 

Facilitator Schedule 

Day One Day Two 

Assess 
Group A 

9:30-10:30 
Simulation 
Exercise 

Assess 
Group C 

9:00-10:00 
Simulation 
Exercise 

10:30-11:00 

Break 

10:00-10:30 

Break 

Assess 
Group A 

11:00-12:00 
Panel 

Discussion 
Assess 
Group C 

10:30-11:30 
Panel 

Discussion 

12:00-1:00 

Lunch 

11:30-12:00 
Facilitator 
Meeting 

Assess 
Group B 

1:00-2:00 
Simulation 
Exercise 

12:00-1:00 

Lunch 

Assess 
Group B 

2:00-2:30 

Break 

2:30-3:30 
Panel 

Discussion 

1:00-4:00 
Complete Assess-
ments and Provide 
Training Priority 
Feedback to 
Participants on 
Appointment Basis 

3:30-4:30 
Facilitator 
Meeting 
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COMPETENCY DESCRIPTIONS 
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CASE MANAGEMENT 

Scale 1 - Ability to Utilize Agency Policies and Procedures 
in Performing the Scope of Casework Responsi-
bilities 

The Caseworker: 

1. Creates problems and/or relationships from failure 
to carry out casework responsibilities according 
to agency policies and procedures. 

2. Inappropriately goes beyond the scope of casework 
responsibilities. Tends to shift casework respon-
sibilities to others. Agency policies and 
procedures not always followed. 

3. Demonstrates knowledge of most frequently used 
policies and procedures while conducting casework 
responsibilities. 

4. Demonstrates knowledge of most agency policies and 
procedures in conducting casework responsibilities. 

5. Conducts all casework responsibilities in accordance 
with established agency policies and procedures. 
Performs casework duties beyond expectations. 

The caseworker must be thoroughly familiar with the agency 
within which he works. The distinguishing factors between 
agencies include the source of support, the professional 
authority, and the particular function. 

The social agency has a structure by which it organizes and 
delegates its responsibilities and tasks, and governing 
policies and procedures by which it stabilizes and system-
atizes its operations. The caseworker needs to understand 
the usefulness of agency policies and procedures in order to 
do his job well. 

Every staff member in an agency speaks and acts for some 
part of the agency's function, and the caseworker represents 
the agency in its individualized problem-solving help. What 
a caseworker can do with and for his client derives both 
from his professional commitment and skill and from the 
agency which hires him. 
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Scale 1 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Ability to communicate and/or demonstrate knowledge of 
the: 

Formal organization structure 

Formal channels of communication 

Organizational goals 

Organizational policies 

Organizational procedures 

Rules and regulations 

Agency public relations activities 

Reports and preparation of forms 

Extent and limitation of casework duties and 
responsibilities 

Facilitator observations should be even more 
specific. 



CASE MANAGEMENT 1 8 4 

Scale 2 - Ability to Manage Caseload and Organize Time So As 
to Complete Paperwork, Fulfill Obligations to 
Client, and Monitor Service Delivery 

The Caseworker: 

1. Evidences inadequate ability to fulfill obligations 
to clients while monitoring service delivery and 
keeping paperwork current. 

2. Directs caseload responsibilities without evidence 
of planning and organization. Usually behind in 
obligations to clients, monitoring services and 
paperwork. 

3. Meets all responsibilities to client and monitors 
service deliveries frequently. Often gets behind 
in paperwork and has to catch up. 

4. Plans schedule for meeting client obligations, 
monitoring service delivery, and completing paper-
work. Usually current in all phases of casework 
responsibilities. 

5. Demonstrates ability to systematically organize and 
schedule caseload responsibilities and complete 
paperwork on time. 

Unless he manages himself effectively, no amount of ability, 
skill, experience, or knowledge will make a caseworker 
effective. 

Time management begins with a realistic self-appraisal to 
determine what our time wasters are. Once accomplished, 
the caseworker may then plan the allocation of his time, 
list the important tasks to be accomplished each day, and 
make a daily estimate of effectiveness. 

Planning time saves time. It is important to establish 
objectives and goals, then set priorities for the use of 
time. Being well organized is also essential. This includes 
organization of the work environment, the filing system, 
and handling reports and correspondence promptly. Reducing 
interruptions and handling decisions promptly are also 
recognized time savers. 
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Scale 2 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Plans the use of time 

Lists important tasks to be accomplished 

Reviews tasks completed 

Sets objectives 

Establishes priorities 

Organizes work environment 

Maintains systematic filing system 

Handles reports and correspondence promptly 

Takes steps to reduce interruptions 

Makes timely decisions 

Facilitator observations should be even more 
specific. 



CASE MANAGEMENT 
186 

Scale 3 - Ability to Organize and Coordinate Services in 
Response to Multiple Client Problems 

The Caseworker: 

1. Handles client problems one at a time without 
necessary coordination between the various 
services. 

2. Requires assistance in organizing and coordinating 
services for multiple problem clients. 

Arranges for services for some clients with 
multiple problems. Coordination of services 
limited. 

4. 

5. 

Arranges for and coor 
clients with multiple 

Develops, arranges, a 
clients who have mult 

When a caseworker has several 
it becomes a challenge to orga 
in response to those problems. 

In such situations, client goa 
series of interrelated plans ( 
comprehend and follow. One su 
relationships between services 
problems using a chart system. 

Some guidelines for organizing 
that have been found to be adv 

dinates services for some 
problems. 

nd monitors services for 
iple problems. 

clients with multiple problems, 
nize and coordinate services 

Is should be regarded as a 
or events) that people can 
ggestion has been to plan time 
for clients with multiple 

1. Be sure the services 
accomplish a goal for 

2. Be sure the services 
should be delivered t 
enable the client to 

3. Monitor the services, 
longer than necessary 
or be in conflict wit 

4. Evaluate the services 
changes, improvements 

and coordinating services, 
antageous, include: 

arranged are helping to 
the client. 

are planned. The services 
imely and in a manner that will 
receive the greatest benefits. 

They should not continue 
They should not duplicate 

h one another. 

frequently for needed 
and discontinuance. 
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Scale 3 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

With the client, sets goal for client services 

Plans and charts client services 

Monitors client services 

Makes sure services are delivered timely 

Services discontinued when no longer needed 

Services not duplicated or in conflict 

Evaluates services frequently 

Facilitator observations should be even more 
specific. 



188 
CASE MANAGEMENT 

Scale 4 - Ability to Recognize and Cope with Agency 
Limitations, Including Deadlines, Interruptions, 
and Financial Constraints 

The Caseworker: 

1. Discontinues efforts to serve clients when agency 
limitations present obstacles. 

2. Attitude toward casework becomes negative when 
faced with agency limitations. Attempts to cope 
with deadlines, interruptions, and financial 
constraints. 

3. Recognizes agency limitations in performance of 
duties and in serving clients. Occasionally finds 
agency limitations overwhelming and aborts efforts 
to serve clients. 

4. Continues efforts to serve clients in the face of 
agency limitations. Other avenues usually found 
to meet client needs. 

5. Conducts caseload responsibilities using alter-
native and compensatory actions when client needs 
must be met in the face of agency limitations. 

Since social work is conducted through the framework of 
agency structure, the worker must be able to identify himself 
constructively with the agency and learn to use its services 
and procedures helpfully with the client. The worker 
interprets the function of his agency both to the client and 
to the community, adjusts work routines to carry his caseload 
effectively, to handle priorities, to meet emergencies, to 
compile statistical and other reports. 

Agency limitations of an administrative sort are inherent in 
any division of labor. After an agency has clarified goals 
and priorities for its main lines of services, there will be 
marginal areas for which it is only partially equipped - or 
primary areas for which it is not adequately financed. This 
creates functional problems which can only be met by shared 
immediate and long-range planning. It has been found that 
acceptance of administrative limitations or authority itself 
is not a handicap but is, in fact, essential in sound 
community planning and makes for an intelligent division of 
labor. 
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Scale 4 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Identifies with the agency 

Supportive of the agency 

Assists the agency to improve client and 
community relations 

Accepts financial limitations 

Willing to assist in planning to overcome 
functional problems 

Maintains records and supplies statistical and 
other data when requested 

Looks for other resources when agency not 
equipped to assist client 

Performs casework duties and responsibilities 
as well as possible at all times 

Facilitator observations should be even more 
specific. 
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INTERPERSONAL SKILLS 

Scale 5 - Ability to Conduct an Effective Interview with the 
Client, Gather Pertinent Data, and Determine 
Eligibility 

The Caseworker: 

1. Attitude toward client is sometimes biased prior to 
interview. Predetermined eligibility decision not 
based on client qualifications. 

2. Uses a written list of questions for each interview. 
Only direct replies to the prepared questions by 
the client are considered in ruling on eligibility. 

3. Client interviews conducted by caseworker reveals 
surface data upon which an eligibility decision is 
made. 

4. Caseworker's management of client interview usually 
results in collection of applicable data and 
eligibility settlement. 

5. Controls the client interview in order that all 
relevant information is ascertained quickly and 
eligibility established. 

The obvious fact about interviewing is that it involves 
communication between two people. For the communication to 
be successful, the diverse fears of both the interviewer and 
interviewee must be allayed, and the diverse desires must be 
met. Rapport must be established between the two, a 
relationship that will enable the client to reveal the 
essential facts of his situation and that will enable the 
interviewer to be most effective in helping him. 

The essential conditions of a good interview begins with the 
proper physical setting. Privacy and a relaxed, comfortable 
atmosphere is important. The interviewer jots down certain 
factual information (names, addresses, and dates) but sets 
aside a few minutes after the interview for recording 
detailed notes. The caseworker assures the client that all 
information will be treated confidentially. 

The caseworker should be skilled in listening, observing, 
asking questions, and in providing leadership and direction 
to the client. 
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Scale 5 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Communicates well with client 

Establishes rapport with client 

Makes client feel at ease 

Takes down essential facts but note taking does 
not distract from interview 

Records detailed notes after the interview 

Assures the client of confidentiality 

Good listener and observer 

Provides leadership and direction to client 

Facilitator observations should be even more 
specific. 
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INTERPERSONAL SKILLS 

Scale 6 - Ability to Establish Effective, Open, and On-Going 
Communications with the Client 

The Caseworker: 

1. Atmosphere of suspicion, doubt, and uncertainty 
exists between caseworker and client. 

2. The caseworker does not always treat communications 
by the client in a responsible manner. Client 
does not always treat communications by the worker 
seriously. 

3. When understood, communications between the case-
worker and client are transmitted and accepted as 
truthful and sincere. 

4. A reciprocal understanding exists between the 
caseworker and client concerning what each says 
to the other. 

5. Establishes two way communication of thoughts, 
ideas, and emotions with client. 

The communication of ideas and emotions between caseworker 
and client is the fundamental business of casework. The 
relationship can be explained by identifying five pre-
requisites of the communicative process: 

1. What is said, either verbally or non-verbally, 
by one party is understood by the other. 

2. What is said by one party is accepted as truthful 
or sincere by the other party. 

3. What is said by the client will be treated 
responsibly by the worker; what is said by the 
worker will be treated seriously by the client. 

4. Both parties will have an expectation, during the 
entire course of the relationship, that the above 
prerequisite will be sustained. 

5. There will be some sort of contract or bargain 
that services will be rendered to the client in 
return for certain investments by the client -
in terms of time, money, or emotional energies 
expended. 
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Scale 6 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Verbal and non-verbal communications received 
and understood by caseworker and client 

Sincerity and confidence established between 
caseworker and client 

Worker and client assumes one another to be 
serious and responsible 

Expectations by worker and client are that the 
relationship will continue 

Understanding by worker and client that services 
will be provided to client in exchange for 
time, money, or emotional investment 

Facilitator observations should be even more 
specific. 
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INTERPERSONAL SKILLS 

Scale 7 - Ability to Recognize and Deal with the Feelings, 
Bias, Values, and Emotional Reaction of Self and 
Others in a Responsible Manner 

The Caseworker: 

1. Does not recognize own feelings, biases, values. 
No attempt to control own emotional reactions. 
Intolerant of others. 

2. Recognizes but usually does not attempt to deal with 
feelings, bias, values, and emotional reactions of 
self and others. Strained relationships result at 
times. 

3. Is successful most of the time in dealing with 
feelings, bias, values, and emotional reactions of 
self and others but loses control in times of 
stress, tension, and fatigue. 

4. Usually succeeds in being courteous, understanding, 
accepting, and non-judgmental of other people. 

5. Treats other individuals, irrespective of their 
behavior, as human beings with intrinsic worth, 
dignity, and importance. 

One of the greatest challenges in human living is to keep 
the emotions well ordered. The controlled emotional involve-
ment is the caseworker's sensitivity to the client's feelings, 
and understanding of their meaning, and a purposeful, 
appropriate response to the client's feelings. There are 
three components in the caseworker's controlled emotional 
involvement: (1) seeing and listening to the feelings of 
the client; (2) understanding the meaning of the feelings 
in relation to the client and his problems; (3) responding 
to the client on the "feeling" level. 

The function of the caseworker is principally to create an 
environment in which the client will be comfortable in 
giving expression to his feelings. The caseworker should 
be relaxed in order to help the client feel comfortable. 
The caseworker's mind should be relatively uncluttered with 
details. He should be able to listen attentively and 
purposefully. The caseworker may need to encourage the 
client to express his feelings. He should be aware of the 
client's rate of movement toward his goals. Unrealistic 
assurances, too early interpretation, and too much inter-
pretation can block the client's expression of feelings. 



195 

Scale 7 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Sees and listens to the feelings of client 

Understands client's feelings in relation to 
the client's problems 

Responds to client with feeling 

Encourages and helps client to express feelings 

Caseworker is relaxed 

Keeps client moving steadily toward goals 

Does not give unrealistic assurance 

Does not over interpret or interpret client's 
feelings too early 

Facilitator observations should be even more 
specific. 
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INTERPERSONAL SKILLS 

Scale 8 - Ability to Establish Sound Working Relationships 
and Cooperation with Co-Workers, Supervisors, and 
Community Agencies 

The Caseworker: 

1. Contributes little or nothing to good staff and 
inter-agency relations. Occasionally involved in 
conflicts. 

2. Identifies the need for cooperation among staff 
members. 

3. Stresses the need for cooperative working rela-
tionships; encourages others to practice them. 

4. Practices appropriate working relations; provides 
encouragement for the development of team work 
with other staff and other agencies. 

5. Demonstrates desirable working relations' skills; 
provides atmosphere for inter-agency and intra-
agency team work. 

The competent caseworker not only demonstrates and facili-
tates mutual acceptance and cooperation with his clients, 
but he supports the development of staff team work at all 
levels and between agencies. The caseworker serves not just 
as an individual, but as a member of an organization. 

The competent caseworker develops casework methods and 
techniques which encourage good working relationships 
between all staff personnel, including supervisors, peers, 
and co-workers, as well as between agencies. The importance 
of effective employer/employee relationships is delineated. 
Emphasis is placed upon the team approach and upon the 
mutuality of respect and confidence among all staff 
personnel. 

The caseworker should form, maintain, and utilize his 
relationships in order to create conditions that will 
enable him to achieve client related goals. 
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Scale 8 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Encourages and develops team work with staff, 
supervisor, co-workers 

Encourages and develops team work between 
agencies 

Shows respect and confidence toward all staff 
personnel 

Cultivates and utilizes relationships to attain 
client goals 

Facilitator observations should be even more 
specific. 



198 
SOCIAL CASEWORK METHODS 

Scale 9 - Ability to Assess Client Needs and Prioritize Them 
in Order of Immediacy 

The Caseworker: 

1. Listen to client explain problems and handles the 
case to the caseworker's convenience. 

2. Interviews the client and takes the most expedient 
actions first. 

3. Gains some understanding of clients' needs and 
handles most immediate and pressing problems first. 

4. Quickly grasps the client's situation, prioritizes 
the client's needs and determines actions to be 
taken. 

5. Identifies and analyzes relevant factors, under-
stands the client's situation, determines goals and 
strategies and correctly prioritizes the client's 
needs. 

The aim of client needs assessment is to answer a series of 
questions which are essential for planning and implementing 
a successful intervention strategy. 

What is the problem? Identification and classification 
of the problem(s) that the client presents clearly is 
needed. 

How serious is the problem? Is it isolated or are there 
multiple problems? What degree of impairment or dis-
ablement is associated with the problem? How long has 
the problem existed? What is the probability that the 
problem will respond favorably to treatment? 

What is the cause of the problem? For example, is the 
problem of unemployment from a lack of available jobs 
or an inability to hold a job? 

What are the clients' expectations of treatment? This 
provides at least the initial focus for the caseworker's 
intervention activities. 

What can be changed? What is to be changed? 

The answers to these questions are all essential for 
prioritization and goal setting purposes. 
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Scale 9 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Identifies the problem 

Determines cause of problem 

Classifies seriousness of the problem 

Determines multiplicity of problem 

Determines related problems 

Realistically predicts success of correcting 
problem 

Prescribes treatment 

Facilitator observations should be even more 
specific. 
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SOCIAL CASEWORK METHODS 

Scale 10 - Ability to Counsel Client Problems and Resolve 
Conflicts with Providers or Families 

The Caseworker: 

1. Conducts casework tasks with low priority on 
client problems. Tries to let conflicts with 
providers or families work themselves out. 

2. Directs client, providers or family to discontinue 
antagonistic behavior toward one another in 
conflict situations. Occasionally intensifies 
client problems rather than helping. 

3. Listens to client's problems. Discusses conflicts 
with providers or families as applicable. 

4. Assists client in resolution of problems. Works 
with client and family or provider in resolving 
conflicts. 

5. Advises client and urges acceptance of a plan to 
resolve problems and conflicts. Works diligently 
to reach a solution to conflicts with providers 
or families. 

The caseworker's approach to counseling client problems 
should be governed by these goals: 

1. To bring about some constructive change of behavior. 
2. To locate the root cause of the problem. 
3. To reduce frustration. 

The caseworker's counseling techniques will be effective if 
he observes the following rules: 

1. Remember that defenses are normal. 
2. Don't just try to sell your own ideas. Listen 

carefully. 
3. Help the other person get a more objective view of 

his own feelings by restating them in different 
words. 

4. Don't criticize. 
5. Aim for constructive change. 
6. Don't try to be an expert. Concentrate on mutually 

setting goals and reviewing achievements. 
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Scale 10 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Does not try to break down client defenses 

Listens carefully 

Does not try to sell own ideas 

Restates client feelings in different words 

Does not criticize 

Brings about constructive changes 

Keeps counseling sessions brief but frequent 

Obtains client participation in goal setting 

Reviews achievements 

Facilitator observations should be even more 
specific. 
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SOCIAL CASEWORK METHODS 

Scale 11 - Ability to Utilize Short-Term Crisis Intervention 
Techniques 

The Caseworker: 

1. Personal behavior in short-term crisis events 
does not effect or hinder the successful 
modifications of the crisis situation. 

2. Encourages calm in short-term crisis situations 
and attempts to mediate, reconcile, or effect a 
compromise in order to alleviate the problem. 

3. Intercedes in short-term crisis situations in an 
attempt to protect the physical, mental, and 
emotional health of the client as well as the 
safety of others. 

4. Demonstrates knowledge of short-term crisis 
techniques by taking action that reduces the 
intensity of the emergency aspects of the crisis. 

5. Displays knowledge or short-term crisis inter-
vention techniques through the ability to use 
influencing force to quickly settle crisis 
situations. 

The short-term relationship between the caseworker and 
client demands that the caseworker have the courage and 
skill to be appropriately outgoing and assertive. The 
caseworker must arrive at a quick, preliminary assessment 
decision. This requires the caseworker to be affirmative 
in drawing out the client to give the necessary background 
information quickly but accurately and at a pace with which 
the client can cope. 

The caseworker's persistence is also an important factor. 
There are many occasions when the client would withdraw 
were it not for the persistence of the caseworker. There 
are cases in which the worker must take firm and direct 
action in changing or modifying a client's proposed plan. 
The caseworker's skill is in establishing a relationship 
that will motivate the client to consider a different 
approach to his problem. If time is employed wisely, it 
becomes an enabling force in that both client and caseworker 
must use themselves to the fullest. 
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Scale 11 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Outgoing and assertive in short term crisis 

Makes quick, accurate, early assessment 
decision 

Does not act too fast for client 

Persistent in getting information and deter-
mining problem 

Motivates client to consider different approach 
if necessary 

Firm and direct in changing client's plan if 
necessary 

Uses time wisely 

Facilitator observations should be even more 
specific. 
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SOCIAL CASEWORK METHODS 

Scale 12 - Ability to Actively Involve the Client in Setting 
Realistic Goals for the "Mutual" Care Plan and 
in Accepting Responsibility for Self Care 

The Caseworker: 

1. Casework methods include little or no effort to 
encourage the client to set goals or accept 
responsibility for self care. 

2. Recognizes importance of involving client in mutual 
care plan and to accept responsibility for self 
care. Presents the opportunity to the client and 
lets the client decide on involvement. 

3. Solicits client involvement in setting realistic 
goals for a mutual care plan and to accept 
responsibility for self care. 

4. Plans, encourages, and provides many opportunities 
to client to become actively involved in mutual 
plan and to accept responsibility for self care. 

5. Provides thoroughness and resourcefulness in 
successfully involving the client in mutual care 
plans and accepting responsibility for self care. 

Neither the client nor the caseworker should be solely 
responsible for the formulation of goals. It is probably 
true that the client knows what is best for him - sometimes; 
and that the caseworker knows what is best for his client -
sometimes; but most times, client and caseworker together 
know what is best. Those goals are best, that are mutually 
arrived at after due deliberation by the expert and the 
afflicted. 

People do not have unlimited possibilities. Therefore, the 
watchword in relation to goals is realism in view of the 
potentialities of the individual. The goals and objectives 
of casework must be in terms of specific statements rather 
than global phrases. They must be posed in such a manner 
that their attainment is measurable and evident. Long-range 
goals should have intermediate check points in order that 
progress can be monitored. 

The ultimate goal of all casework should be to prepare the 
client to go about the business of living without the aid 
of the caseworker. 
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Scale 12 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Involves client in goal setting 

Client goals are realistic in terms of client 
potential 

Goals are specific 

Attainment of goals is easily recognized 

Intermediate check points toward the attainment 
of long-range goals 

Prepares client for independence 

Facilitator observations should be even more 
specific. 
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USE OF COMMUNITY RESOURCES 

Scale 13 - Ability to Identify and Mobilize Community/Agency 
Resources in Behalf of Client 

The Caseworker: 

1. Refers client to other caseworkers within DHR when 
community and/or agency resources are not immedi-
ately available. 

2. Assists the client in identifying some community 
and/or agency resources. Advises the client 
concerning procedures to follow in obtaining 
services. 

3. Locates the needed community and/or agency resources 
and assists the client in obtaining necessary 
services with the referral and directions. 

4. Determines the community and/or agency resources 
that can benefit the client and arranges for the 
client to receive needed services. 

5. Promptly determines the community and/or agency 
resources that can benefit the client and organizes 
those resources to enable the client to receive 
needed services. 

Aside from his personal and professional skills, and services 
provided by his own agency, the social caseworker must have 
available a minimum number of facilities and services from 
the community and other agencies. Some of the needed 
resources may have to be improvised by the caseworker. This 
requires a thorough grounding of knowledge as to the socio-
economic factors and social organization in the community. 
With this knowledge, the caseworker will comprehend resources 
for meeting social needs - statutory and voluntary, sectarian 
and non-sectarian, individual and group. 

Knowledge of the various social agencies includes under-
standing the personal, group, and social needs the agencies 
are set up to meet; their origins, structures, functions, 
concepts of service, and the degree and quality of their 
interrelationships. 

The caseworker who is equipped with the above knowledge will 
know when needed services are not readily available. He will 
also know what resources might be able to provide the needed 
services and how to organize those resources for immediate 
and active service in order to meet the requests which 
clients make for help with the problems of everyday living. 
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Scale 13 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Thoroughly familiar with economic and social 
organization of community 

Knowledge of social agencies and their abilities 
to meet personal, group and social needs 

Knows community resources, other than social 
agencies, which can be called upon for 
assistance 

Recognizes frequent client needs for which 
community resources unavailable 

Develops community resources to meet client 
needs 

Facilitator observations should be even more 
specific. 
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USE OF COMMUNITY RESOURCES 

Scale 14 - Ability to Make Sound Case Referrals 

The Caseworker: 

1. Case referrals are often inappropriate due to 
absence of investigation and accurate assessment 
of clients' problems, circumstances, and environ-
ment. 

2. Referrals are made after office interview with 
client. Decisions to refer clients are sometimes 
inappropriate. 

3. Decisions concerning case referrals are based upon 
caseworker's home interview with client. Referrals 
are usually appropriate. 

4. Case referrals based on caseworker's assessment of 
client's problems, circumstances, and environmental 
factors. 

5. Thoroughly investigates and correctly assesses 
client's problems, circumstances, and environment 
before making appropriate referral. 

It is of the utmost importance that the person who makes the 
referral should know exactly what he is talking about. In 
addition to a clear picture of the client's situation, the 
worker should have a thorough acquaintance with the resources, 
and the regulation of the agency to which he is referring 
his client. 

When a worker refers a client to another individual or 
another agency he should first get in touch with the person 
to whom the client is referred. Sometimes this can be done 
by phone; more often it should be done in writing; possibly 
it may be done by a telephone call that is followed by the 
detailed written referral. There are three questions, the 
answers to which the intake worker of the second agency 
should always be given: (1) What is the problem as the 
first worker understands it? (2) What is expected or hoped 
for from the second agency? (3) How does the client feel 
about the referral? Any referral from one caseworker to 
anotner carries with it some slight implication of rejection, 
and this must be minimized as much as possible. 
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Scale 14 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Has clear, complete knowledge of client's 
situation 

Thorough familiarization with referral resources 

Knows regulations of the agency to which client 
is being referred 

Explains fully the reasons for referral to 
client 

Follows up to determine results of referral 

Facilitator observations should be even more 
specific. 
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USE OF COMMUNITY RESOURCES 

Scale 15 - Ability to Secure Assistance for Client from 
Other Programs and Agencies 

The Caseworker: 

1. Advises clients to apply for benefits from other 
programs and agencies without providing assistance. 

2. Identifies another program or agency from which 
client may receive benefits. Attempts to get 
someone from that program or agency to assist the 
client in making application. 

3. Determines other programs and agencies from which 
clients may receive benefits. Assists client in 
making application to them. 

4. Inquires about application procedures to other 
public benefits programs as client needs arise. 
Assists clients in making application and in 
receiving benefits. 

5. Knows application procedures of public benefits 
programs, assists clients in providing eligibility 
and receiving benefits. 

Many clients frequently need assistance that can be supplied 
by other programs and agencies. The caseworker's ability to 
secure this assistance for the client is a major factor in 
the fulfillment of the client's needs. 

The caseworker should know which programs are based on need, 
and require a test of the client's financial means, as 
opposed to programs based on work, and have been contributed 
to by an employee or an employer. The caseworker should 
know the general purpose and coverage of each program and 
the agency that administers it. The caseworker should be 
very knowledgeable of details related to SSI, Medicare, 
Medicaid, and Food Stamps. 

An important part of being able to find additional infor-
mation about public benefits programs, and be able to assist 
the client, is to be able to read legal citations and legal 
reference materials. 
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Scale 15 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Identifies other programs from which client 
may receive benefits 

Knows application procedures of public benefit 
programs 

Knows eligibility requirements of public 
benefit programs 

Determines eligibility of client 

Assists client in making application 

Facilitator observations should be even more 
specific. 



212 
USE OF COMMUNITY RESOURCES 

Scale 16 - Ability to Work as a Client Advocate 

The Caseworker: 

1. Refers client to other caseworkers or agencies in 
cases of abuse, neglect, or exploitation. 

2. Brings abuse, neglect, and exploitation to the 
attention of authorities and requests that they 
take action. 

3. Intervenes in clients' behalf in cases of abuse, 
neglect, and exploitation. Assists client in 
getting situation resolved. 

4. Takes necessary steps to correct abuse, neglect, 
or exploitation. Represents client in advocate 
role. Follows up to see that corrections are 
made. 

5. Represents client through fact-finding and following 
up to see that client's rights are restored. 

To act as a client advocate, the caseworker must know what 
goals he is trying to accomplish and which goals are the 
most important. He must be sure he has the information 
necessary for intervention and when the circumstances are 
such that action is appropriate. 

When the caseworker knows the bases for his plan of action, 
and is sure of maintaining his own objectivity, he may 
proceed in using pre-determined advocacy methods and 
techniques. A good client advocate must be flexible enough 
to change his tactics as the situation requires. Docu-
mentation is very important. Everything that was seen or 
said must be recorded. 

Afterwards, the caseworker should evaluate. Was the 
problem solved? Were more problems created? Were the 
goals attained? 
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Scale 16 - Examples of Behavior 

Following is a sample listing. Many other types of 
behavior may be applicable to this competency. 

Has established and prioritized goals for 
acting as client advocate 

Gathers all necessary information prior to 
intervention 

Maintains personal objectivity and emotional 
control 

Uses pre-determined advocacy methods and 
techniques 

Flexible in use of tactics as necessary 

Detailed and thorough documentation 

Evaluates situation afterwards to determine 
goal attainment 

Facilitator observations should be even more 
specific. 
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IN-BASKET EXERCISE 
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IN-BASKET EXERCISE 

Instructions to Facilitators/Program Administrator: 

Participants should be instructed to assign a priority 

number to each item in the "in-basket.11 This number is 

entered in the blank on the right side of the page below 

the dotted line. They should then begin with the item 

which was designated number one in priority and complete 

the spaces at the bottom of the page. Participants should 

then complete the spaces at the bottom of the page for the 

item with the second highest priority, the third, fourth, 

and so forth, until all items are completed or the time is 

up, whichever is first. 

One group of items is directed to the ABD and Family Services 

workers. The other group of items is directed to the WIN 

and Vocational Rehabilitation workers. Each group consists 

of fifteen items. The first item is a "welcome" note from 

the secretary and does not need to be answered. The 

participant will have one hour to answer as many of the 

other fourteen items as possible. This allows four to five 

minutes per item. 

In grading the in-basket items, it may not be necessary to 

go through more than five or six items to get all the infor-

mation needed. It will be easily detected when the 

information becomes repetitious. The information from the 
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participant's answers should be screened and the relevant 

facts entered in the appropriate box on the priority 

determination sheets. For clarity, lets look at the 

examples. 

The example telephone call was given a priority number seven. 

The reason given for assigning that priority number was "this 

was not considered to be a real emergency but needed prompt 

attention. Items with higher priorities were more urgent 

and involved client safety." A notation of this should be 

put in block number nine on the priority determination sheet. 

It indicates that the caseworker had the "ability to assess 

client needs and prioritize them in order of immediacy." 

In the example memorandum, part of the reason for the method 

of handling was that the form letter will save time and effort 

from writing or calling each provider. A notation of this 

should be entered in block number two on the priority 

determination sheet because it indicates an "ability to 

manage caseload and organize time." 

This process should continue until the facilitator feels 

that a sufficient amount of information has been obtained 

from the participant's in-basket exercises. 
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PROFESSIONAL DEVELOPMENT SEMINAR 

In-Basket Exercise 

Instructions: 

In this exercise you are to assume the role you actually 

have in real life. You are a social caseworker in the Texas 

Department of Human Resources. The program you are working 

in is the same as the one you actually do work in (ABD, VR, 

WIN, Family Services). However, for the purpose of this 

exercise you are going to pretend that you have just trans-

ferred from another region within the state and had a one-

month leave of absence in the interim. You have been 

visiting relatives and vacationing during that month and 

just moved to town this past weekend. Your predecessor 

left over a month ago. The caseload has been covered by 

other caseworkers since that time. Today is Monday, 

November 5th. The time is 11:00 a.m. You have just arrived 

at your new job, been introduced to your supervisor, other 

caseworkers and office staff. 

The names and addresses of clients and caseworkers have 

been omitted intentionally. Phone numbers are fictitious. 

The situation is obviously hypothetical, but you are to 

work just as you would if you should find yourself in a 

similar situation. Although the situation is artifical the 

problems are real, obtained from actual situations case-

workers have encountered on their jobs. 
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You have to attend a training session Monday afternoon, 

Tuesday, and Wednesday. You will be very busy during those 

two and one-half days and will not be able to take along 

anything to work on. 

You have had about an hour's discussion with your new 

supervisor. You learned that your predecessor had done an 

adequate, although not outstanding job as a caseworker. 

Your supervisor was concerned about the status of the 

caseload. The other caseworkers have tried to keep up with 

the casework but it was additional duty since they already 

had full caseloads of their own. Your supervisor urged 

that you should get on top of the job as soon as possible. 

He would assign one of the more experienced secretaries to 

give your work special attention for the first two weeks. 

She is not overly efficient but should be of assistance to 

you in getting oriented. 

Your supervisor had little to say about the other case-

workers. He thought that they are good workers. He did 

not say any of them were particularly outstanding or 

necessarily poor. 

Now that you have a brief background for your new position, 

you are ready to begin the exercise. There is no one really 

available to help. The secretary also does secretarial work 

for other caseworkers. If you want her to do something you 
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should write it out for her to help her remember what you 

want done. 

Your working equipment consist of an in-basket containing 

materials for your attention. These materials include 

correspondence, telephone calls, and memoranda. You have 

an hour to do as much as you can toward taking care of the 

problems which the materials present. Please indicate on 

each item why you are taking the steps you have chosen and 

what you hope to accomplish. 

You are requested to write down everything you decide or 

do. The bottom of each item provides you with space and 

asks for specific information concerning your handling of 

the item. Include in the "Message" space anything you plan 

to do in the future and when you plan to do them. Every-

thing you decide or do should be written down. Use the 

back of the page if extra space is needed. Many of these 

things would normally be handled informally but you are new 

in your job, your time is limited and you will be out of the 

office for the next couple of days. 

Answer all items that could conceivably be relevant to your 

work, and your program, in real life. Refer all items that 

should be handled by another worker in another program. 

Explain who you are referring them to and why. 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Supervisor 

DATE: October 30, 1979 

While case reading, I noticed that the former caseworker 
has not been obtaining references frcm the providers. 
Please advise of any ideas you may have for obtaining 
the needed references. 

Priority No. 10 

Person(s) You Would Contact: Supervisor 

Means of Communication: Memorandum 

Message: 1 Plan to go through the providers' casefolders to see 

who needs to furnish references. I will then prepare a form letter 

requesting the references and send it to those providers. A personal 

phone call will be made to providers who do not answer the letter. 

Reason for Priority No. ; Priority is relatively low because 

this is a routine problem that apparently has existed for seme 

time. 

Reason for Above Method of Handling: Going through casefolders 

will prevent contacting providers who have references. The form 

letter will save time frcm writing or calling each provider. Only 

the few who do not answer the letter will have to be called. 
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Telephone Message 
221 

To Caseworker 

Date 11/5/79 Time 9:00 a.m. 

From Client Of 

Phone 384-9762 

Message Has a history of mental illness. Calls every day. 

Wants you to visit her at heme. Also has a history of calling 

other agencies to complain about caseworkers. 

Priority No. 7_ 

Person(s) You Would Contact: Client 

Means of Communication: Telephone call 

Message: Set up regular telephone contact. Told her to call at 

9:00 a.m. every Friday. Also arranged to visit her at hems Tuesday, 

November 13th at 10:30 a.m. Will discuss complaints she made 

to other agencies. 

Reason for Priority No. : This was not considered to be a real 

emergency but needed pronpt attention. Items with higher priorities 

were more urgent and involved client safety. 

Reason for Above Method of Handling: Needed to set up 

regular phone contact to give client feeling of security and to 

monitor her condition. At the same time, her daily phone calls 

needed to be reduced. Visit at heme will provide perspective on 

her mental, emotional and environment conditions. 



ABD - F S M E M O R A N D U M 222 

TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Secretary 

DATE: Friday, November 2, 1979 

Welcome to your new job. I ' ve gathered scare material 
for you that needs your at tent ion. Sate of th i s material 
are items your predecessor never got to and should have 
been handled weeks ago. Other items have accumulated 
during the month since he l e f t . Coning into a job a f t e r 
him i s going to mean an awful l o t of work for you as he 
had a way of avoiding certain important decisions. 

I a t me know i f I can be of help. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. 

Reason f o r Above Method of Handl ing: 



ABD - FS Telephone Message 
223 

To Caseworker 

Date 11/5/79 

From Client 

Time 

Of 

9:00 a.m. 

Phone 942-8439 

Message Calls every day! Says her SSI check has been reduced 

and she i s unable to get a re l iab le family care provider. 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No, 

Reason f o r Above Method of Handl ing: 
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ABD - FS Telephone Message 

To Caseworker 

Date 11/5/79 Time 9:30 a.m. 

From Your Supervisor of 

Phone Cl ien t ' s Number 688-2552 

Message Client was receiving family care services but i s no 

longer e l ig ib le . She doesn't know i t yet and i s asking for a 

provider. Please contact her . 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No, 

Reason f o r Above Method of Handl ing; 
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ABD - FS Telephone Message 

To Caseworker 

Date 11/5/79 Time 8:30 a.m. 

From Client Of 

Phone 746-5576 

Message Intruder broke in l a s t night, assaulted and robbed 

her. Her SSI check and food from the re f r igera tor are gone. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. 

Reason f o r Above Method of Handl ing: 
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ABD - FS Telephone Message 

To Caseworker 

Date 11/5/79 Time 10;00 a.m. 

From Unit Supervisor (not yours) Of 

Phone 

Message Conducting a group discussion on two pol icies tha t 

have been earning some confusion for other workers. Meeting 

i s a t 11:30 a.m. today. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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ABD - FS Telephone Message 

To Caseworker 

Date 10/31/79 Time 4;00 p.m. 

From Client Of 

Phone 747-1192 

Message Her doctor wants to hospital ize her . She has l o s t 

her medicaid card. The hospital wi l l not accept her without 

the card. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t 

Means of Communication: 

M e s s a g e : ^ 

Reason f o r P r i o r i t y No. 

Reason f o r Above Method of Handl ing: 
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Telephone Message 

To Caseworker 

Date 11/1/79 

From Client 

Time 1:30 p.m. 

Of 

Phone 224-1978 

Message Client needs information on Medicare. Called Medicare 

himself but does not understand the information they gave him. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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ABD - FS Telephone Message 

To Caseworker 

Date 11/5/79 Time 9:00 a.m. 

From Caseworker of MMJ 

Phone 748-7710 

Message Client i s being released fron a Nursing Home. Not 

medically e l ig ib le for care. Alcoholic and brain damaged. 

Family won't take him. Needs housing. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No . : 

Reason f o r Above Method of Handl ing: 
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ABD - FS Telephone Message 

To Caseworker 

Date 11/2/79 Time 2:00 p.m. 

From Doctor Of Psychiatric Clinic 

Phone 448-9012 

Message Releasing one of your c l ien t s on 11/9. He has been 

in—patient. Family won't take him back. Very reclusive. Needs 

transportation for psychiatric out-patient care. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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Dear Caseworker: 

I came by to see you today (Wednesday, October 31) but they said you 
won't be here till Monday. 

Your predecessor hired me as Provider for one of your clients. She 
is a heart patient, invalid and unable to walk. I signed a contract 
and worked three hours a day for a week. 

The other caseworker then told me that the client had not been 
approved as an applicant and her eligibility has to be determined. 
He said he had to let me go until all that was taken care of. But 
I haven't been paid for the week I worked and I need the money. 

Please call me at 942-1132. 

Provider 

Priority No. 

Person(s) You Would Contact: 

Means of Communication: 

Message: 

Reason for Priority No. 

Reason for Above Method of Handling: 
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Social Caseworker 232 
Texas Department of Human Resources 
Dallas, Texas 75235 

Dear Caseworker: 

It is my understanding that you have a client who is the grarx3mother 
of one of our students, who is nine years old and in the third grade 
at our school. 

The grandson is having problems in school which are both academic and 
conduct related. We have tried to talk with the grandmother but she 
becomes very violent and curses us. In our last meeting she said she 
was going to talk to you about food stamps. 

We would appreciate it if you could counsel with the grandmother as 
soon as possible and get her to cooperate so we can get some help for 
her grandson in his school work. 

Sincerely, 

Principal 
T. G. Terry Elementary School 
Dallas, Texas 

Priority No. 

Person(s) You Would Contact: 

Means of Communication: 

Message: 

Reason for Priority No. 

Reason for Above Method of Handling: 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Former Caseworker 

DATE: September 28, 1979 

Congratulations on your new job! One case tha t wi l l need 
your at tent ion i s Cleo Client. She i s mentally retarded 
and l iving with re la t ives who are abusing her. She i s 
a f ra id to move away for fear of r e ta l i a t ion by them. 

This abuse problem has been going on for several years. 
The agency took her two children away from tha t 
environment a year ago. I haven't been able to do 
any more about i t . Hope you can. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Supervisor 

DATE: October 26, 1979 

One of your c l ients was inadvertently assigned to two 
other workers. The c l ien t i s in Shady Acres Nursing 
Heme and wants out. 

Each worker thought the other one was making arrangements 
with the Nursing Home, the doctor and the family. One 
of the workers took the c l ien t out of the Nursing Home 
but had to take him back when she found that no l iving 
arrangements or any other arrangements had been made. 

Please work t h i s out. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Hand l ing : 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO. Caseworker FROM: Another Caseworker 

DATE: November 2, 1979 

I v is i ted Mr. and Mrs. Client today thinking they only 
needed family care services. Mr. Client i s crippled, 
has a r t h r i t i s and seni le . Mrs. Client i s a diabetic 
bed pat ient with open sores on her legs. 

They spent the i r l a s t penny on the old family pick—up so 
she would have transportation to go to the doctor i f 
someone would take her . They draw Social Security but 
have not applied for SSI. 

Hope you can take care of them. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Another Caseworker 

DATE: October 29, 1979 

Since your predecessor l e f t I have been taking daily ca l l s 
from one of your c l i en t s . She i s 74 and seems very con-
fused. She i s very anxious because her SSI check has been 
reduced and she i s unable to get a family care provider. 

The c l i en t l ives about 15 miles away and her caseworker 
never went to see her. He told her to contact Social 
Security about her SSI check. She has had several d i f f e ren t 
providers. I think the problem i s tha t the caseworker t r i ed 
to handle the whole thing by phone - even arranging for 
the providers. 

Hope you wi l l be taking th is c l i e n t ' s phone ca l l s from 
now on. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No . : 

Reason f o r Above Method of Handling; 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Supervisor 

DATE: November 1, 1979 

One of your c l ien t s has refused to cooperate with the 
Social Security Administration, and they have requested 
a Protective Payee. The c l i e n t ' s SSI check i s on hold 
unt i l a Social Caseworker obtains the Protective Payee. 

This was given to another caseworker almost three weeks 
ago but nothing was done about i t . The other caseworker 
said she was too overloaded to look a f t e r i t . In the 
meantine, we have had to help the c l i en t through local 
resources. 

Please arrange for a Protective Payee to make i t possible 
for the c l i en t to receive checks. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. 

Reason f o r Above Method of Handl ing; 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Secretary 

DATE: Friday, November 2, 1979 

Welcome to your new job. I ' ve gathered some material fo r 
you tha t needs your a t tent ion. Seme of th i s material are 
items your predecessor never got to and should have been 
handled weeks ago. Other items have accumulated during 
the month since he l e f t . Coming into a job a f t e r him i s 
going to mean an awful l o t of work for you as he had a 
way of avoiding cer ta in important decisions. 

Let me know i f I can be of help. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No, 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 11/2/79 Time 10:45 a.m. 

From Client Of 

Phone Will ca l l back 

Message Has called three times th i s morning. House burned 

down and has no place to go. Needs help. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 11/5/79 Time 10:00 a.m. 

From Client Of 

Phone 971-6040 

Me s s ag e Needs clothing for her children. 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t 

Means of Communication; 

Message: 

Reason f o r P r i o r i t y No, 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 11/2/79 Time 8:00 a.m. 

From Client Of 

Phone 883-9076 

Message Was supposed to s t a r t t raining today but the day care 

center did not pick up her children. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No, 

P r i o r i t y No, 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 10/30/79 Time 4;45 p.m. 

From Your c l i en t Of 

Phone 

Message In j a i l - needs ba i l money. Cannot ca l l anyone e l se . 

Only allowed one phone c a l l . 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

P r i o r i t y No, 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 10/28/79 Time 9:00 a.m. 

From Family Services Of 

Phone 651-7000 

Message Wants to know i f you have any appropriate c l ien t s 

for r e f e r r a l to the i r program. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No . : 

Reason f o r Above Method of Handl ing: 
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WIN - VR Telephone Message 

To Caseworker 

Date 10/30/79 Time 11:30 a.m. 

From Your c l i en t Of 

Phone No phone 

Message Has job beginning Tuesday. Needs money for uniforms. 

Will ca l l back Monday a t noon. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. 

P r i o r i t y No, 

Reason f o r Above Method of Hand l ing : 
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WIN - VR Telephone Message 

To Caseworker 

Date 11/2/79 Time 9:30 a.m. 

From Your c l i en t of 

Phone 

Message Her th i r teen year old pregnant daughter has run 

away fratt home. 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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To Caseworker 
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Date 11/3/79 Time 8:30 a.m. 

From Client Of 

Phone 

Message Wants an appointment to see you. Does not have phone. 

Will ca l l back. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Hand l ing : 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Caseworker FROM: Supervisor 

DATE: October 29, 1979 

A new c l i e n t has been assigned t o your case load . She 
i s without l i t e r a c y s k i l l s and should be r e f e r r e d t o 
Operation L i f t . P lease check and see i f she i s 
a v a i l a b l e during the day or evening f o r s tudy. Consult 
with TEC. Thanks. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means o f C o m m u n i c a t i o n : 

M e s s a g e : 

R e a s o n f o r P r i o r i t y N o . : 

R e a s o n f o r Above Method o f H a n d l i n g : 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Unit Staff FROM: Supervisor 

DATE: November 5, 1979 

This i s a raninder that there wi l l be a s ta f f meeting 
a t 9:00 a.m. on Friday, November 9. 

Also, one of our s ta f f i s being transferred to another 
o f f i c e as of Monday, November 12. There wi l l be a party 
sane time Friday. Please bring food or contribute to 
the purchase of food and refreshments. The secretary 
i s coordinating everything. 

P r i o r i t y No 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No . : 

Reason f o r Above Method of Handl ing: 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Unit Staff FROM: Supervisor 

DATE: October 19, 1979 

Each s ta f f member i s responsible for having Forms 4032 
typed prior to taking leave and as soon as possible 
a f t e r returning from leave. Waiting un t i l the end of 
the month to update leave records can resu l t in an 
inaccurate accounting of absences. 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. : 

Reason f o r Above Method of Handl ing: 
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TEXAS DEPARTMENT OF HUMAN RESOURCES 

TO: Unit Staff FROM: Supervisor 

DATE: November 1, 1979 

Each worker may re fe r nine families for the Salvation 
Army Christmas Upl i f t Program. Please provide a l l the 
information required by the application. 

The secretary wi l l be responsible for typing the 
applications. She has the o f f i c i a l forms and wi l l 
type than as the information i s provided. Refer as 
soon as possible, the deadline i s 11/12/79. 

Please see me i f you have any questions or problems. 

P r i o r i t y No. 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No . : 

Reason f o r Above Method of Handl ing: 
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WIN - VR 

Dear Social Caseworker: 

I have a job now. Thank you for your help. I l ike my job but I 
have to get up rea l early to catch the bus. So f a r , my kids have 
been able to get off to school okay by themselves. But I do worry 
about them. I need seme clothes for work and the kids need shoes. 
Thanks again for your help. 

Client 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means of Communication: 

Message: 

Reason f o r P r i o r i t y No. 

Reason f o r Above Method of Handl ing: 
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Social Caseworker 
Dallas-Fort Worth Region 
Texas Department of Human Resources 

Dear Caseworker: 

I bel ieve two of ray employees are receiving welfare even though 
they are working here f u l l time. As a private c i t i z e n and taxpayer, 
I do not think th i s f a i r . Will you please l e t me know i f they are 
on welfare? Will you please take steps to remedy the s i tuat ion i f 
they are gett ing a check? 

Your careful attention to th i s matter i s appreciated. 

Sincerely, 

President 
Monkey Grip, Inc. 
1001 Zoo Drive 
Dallas, Texas 

P r i o r i t y No, 

P e r s o n ( s ) You Would C o n t a c t : 

Means o f Communication: 

Message: 

Reason f o r P r i o r i t y N o . : 

Reason f o r Above Method o f Handl ing: 
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Social Caseworker 
Ttexas Department of Human Resources 

We released a twenty-eight year old female from this institution on 
October 15, 1979. She lives in your area. She is mentally retarded 
and has been emotionally disturbed. She was a patient here for 
eighteen years. 

This client needs to develop skills, confidence and peer relation-
ships. If she could find gainful enployment it would help a great 
deal. The client and her mother are having trouble adjusting to 
each other. 

Please contact her at 692—7143. Let me know if I can be of help. 

Sincerely, 

Social Caseworker 
Terrell State Hospital 

Priority No 

Person(s) You Would Contact; 

Means of Communication: 

Message: — 

Reason for Priority No.: 

Reason for Above Method of Handling: 
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SIMULATION EXERCISE 
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SIMULATION EXERCISE 

Instructions to Facilitators/Program Administrator: 

The purpose of this exercise is to give each participant the 

opportunity to demonstrate skills in social casework. It is 

structured so that each participant role plays a caseworker 

role and a client role twice. This is done so that you, as 

facilitators, have the opportunity to observe the participants 

in several situations. 

The facilitators will assist in directing the simulation 

exercise activities. Participant directions are written on 

the following sheets. The facilitators may give each 

participant a written copy or explain the process orally. 

This is left to the discretion of the program administrator. 

There are two sets of cards to use to start the participant 

group activity. The yellow cards are numbered one through 

four. The participants each select one of these cards in 

order to determine the order of play. The green cards contain 

descriptions of client situations. Each participant should be 

given two of these cards to start the exercises. These 

situations are used primarily to set the scene for the client 

situation and do not have to be followed closely. 

In order to start, the particxpants should draw the number 

cards to determine order of participation. They should take 
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several minutes to read and think about their client 

situations. Then, the facilitators should ask them to 

begin. The caseworker should start by introducing herself 

and requesting information from the client. For example: 

"Hello, Mrs. Jones, I am Mary Smith, a caseworker 

with the Department of Human Resources. I had a 

message that you called and wanted to talk with me." 

The facilitators need to keep track of the time. This 

exercise should take about one hour. Therefore, each role 

play should be between five and ten minutes. If the caseworker 

has not brought some closure to the situation at the end of 

five minutes, she should be given a two minute warning. This 

can be done by one facilitator simply saying "two minutes." 

If the situation is not finished after that time, stop the 

participants and proceed to the next situation. 

Each facilitator should observe the participants' behavior 

closely and take notes. The data will be interpreted to 

ratings later. 
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SIMULATION EXERCISE 

Instructions to Participants: 

In this exercise you will be the caseworker who is inter-

viewing a client. You will use your real name and assume 

the same caseworker and program position that you hold in 

your present job. This activity is for the purpose of 

giving you the opportunity to demonstrate your abilities 

in case methodology and interpersonal skills. 

Each participant will be asked to participate in this 

activity in several ways. First, everyone will be given 

the opportunity to interview two different clients who have 

two different problems. Second, everyone will be asked to 

play the role of the client for two other participants. 

There are a number of client situations described on the 

cards the facilitators will give you. The purpose of the 

client situations is to set the scene for beginning the 

interview. Elaboration and vivid details should be added 

by the caseworker playing the client in order to make the 

situation more realistic. You should use your personal 

expertise to provide problems, set the mood of the client, 

and respond as a client would in a similar situation. You 

should try to express emotions, display problems, and react 

to solutions as if you were a client. This makes the 
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exercise more interesting and gives the caseworker an 

opportunity to demonstrate several abilities. 

This is an open-ended type role play. Both the caseworker 

and the client should feel free to make up facts or 

experiences that are appropriate to the circumstances. 

However, the caseworker should not make statements that are 

unrealistic or inconsistent with his/her work in real life. 

Two points can be stated that will help you to have a 

successful role play activity: 

1. Do not consult the instructions or the role 

description once the role play begins. It is 

best to leave them in some other location where 

they will be out of your reach. Consulting 

written material distracts from the role play 

and the realism of the situation. Get your role 

and the situation firmly in mind before the role 

play begins. 

2. Be yourself. Do not try to act. Do what your 

experiences tell you to do in this particular 

situation and don't worry about whether you are 

right or wrong. Relax. 

Your group will have an hour to complete this exercise. 

Therefore, you will have five to seven minutes to complete 

each interview. Try to bring it to a close by offering 

some conclusion or referral before then. If you are not 
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through after five minutes , you will be given 3 two-minute 

notice that your time is about up. You must move through 

the exercise quickly so that each participant has the 

opportunity to interview twice. 

In order to begin the exercise, choose a yellow number card 

from the facilitator. The participant drawing number one 

will be the first caseworker while the participant drawing 

number two will be the client. At the end of the first 

situation, number two becomes the caseworker and number 

three the client. Number one then goes to the end of the 

line and will be the client for number four. Redraw the 

cards for the second round of interviewing so that each 

participant has the opportunity of working with a different 

client. 

Take a few minutes to review your client situations and think 

through your caseworker approach. The facilitators will tell 

you when to begin. 
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SIMULATION ONE 

You are Mary Johnson. You enter the DHR office and ask to 

speak with someone who can help you. You report that your 

sixty-eight year old father is an alcoholic living with your 

sister, Betty Smith. Your sister is a drug addict who takes 

the father's social security and VA checks to buy drugs for 

herself. The sister locks the father out of the house every 

two or three days and the father has to sleep in the car. 

The father cannot care for himself due to his alcoholism. 

You tried to keep the father in your home and manage his 

money for him but the father curses you if you don't give 

him money to buy wine. This living arrangement caused 

problems for you and your husband so that you had to ask 

your father to leave. However, the situation has become 

very bad and you wonder if DHR can intervene. 
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SIMULATION TWO 

You are Gladys Clark and have called the DHR office asking 

to see a caseworker. On the phone, you revealed that you 

are widowed and have had a stroke. You are now confined to 

a wheelchair. You often get very lonely and life does not 

seem very interesting. However, you want to stay at home 

and refuse to consider a. nursing" home. 

One of your neighbors has a DHR family provider and you 

would like to have this service. 
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SIMULATION THREE 

You are Wayne Jackson, a seventy year old man suffering from 

diabetes and high blood pressure. You live alone in your 

own home and were referred by your doctor. The doctor feels 

you are not able to perform all the personal or household 

chores you need and you do not participate in any social 

activities. Your home is about ten miles outside the city 

limits and you have no transportation. Can DHR help you so 

that you do not have to enter a nursing home? 
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SIMULATION FOUR 

You are John Davidson, 49, and have contacted the Vocational 

Rehabilitation office for your daughter, Sandra. Sandra is 

24, and a victim of cerebral palsy. She is seven months 

pregnant. Her husband, Don Haroldson, 26, is also blind. 

Even though you are employed, you do not make enough money 

to support your daughter and her husband, neither of whom 

are employed. Sandra has had no prenatal care. She is very 

immature and will not see a doctor. She and her husband 

will not go to Parkland Hospital for fear of getting lost. 

Can DHR help you or refer you to another agency that can? 
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SIMULATION FIVE 

You are Loretta Swenson, age 28, the mother of three small 

children. Each of the three children have different fathers 

and you have never been married. You have no skills and 

cannot earn enough money to keep the children in a day care 

center. The gas has already been turned off and the water 

is about to be turned off. The gas company wants a large 

deposit before the gas can be turned back on. Can DHR 

turn the utilities back on? 
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SIMULATION SIX 

You are Melvin Laird and have just arrived in town from 

Tulsa. You have no money, no clothes, and no food. You're 

willing to take a job but you don't know where to start and 

you have no shelter for the night. You came to the DHR 

office for help. 
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SIMULATION SEVEN 

You are Deborah Howard, a twenty-seven year old mother with 

two children, ages eight and eleven. Within the past four 

months you have lost four different jobs. You were fired 

from two of them and quit the other two. The WIN program 

requires you to participate but you really do not want to 

work. The caseworker has called you to say your aid will 

be cut if you cannot explain your latest job failure. 
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SIMULATION EIGHT 

You are Mildred Long, an elderly woman living in an apartment 

in the city. You have several relatives who live in and 

around the city but they rarely visit because of family 

arguments which occurred before your husband's death. You 

have been receiving home health services but because of 

financial cutbacks, your services have been denied. You 

would like some explanation from the caseworker. 



268 

SIMULATION NINE 

You are Helen Porter, the mother of three children. You 

are being evicted from your apartment because the rent has 

not been paid. You are already receiving food stamps and 

have a minimum paying job. Can the caseworker find you 

another place to live? 
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SIMULATION TEN 

You are Betty Beamer. You have just been released from 

Terrell State Hospital and cannot find all the places the 

social worker directed you to. Your landlady has called 

DHR to see if they can help. 
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SIMULATION ELEVEN 

You are Marie Gonzales, 79. You have applied for food 

stamps, SSI, and other government aid but you cannot locate 

your birth certificate. You state you were born in Texas 

near Laredo and are a United States citizen. You want the 

caseworker to help you document your citizenship. You 

speak very little English. 
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SIMULATION TWELVE 

As Beverly Pearson, you need medical attention and 

financial aid. You are 87, you live alone in your own 

home. You have been ill a lot lately but you have no one 

to help you and you hate to be a bother to your relatives. 

Your granddaughter called DHR to see if there is any way 

to help you. You really don't want "welfare" but you don't 

want to hurt the caseworker's feelings. 
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SIMULATION THIRTEEN 

You are the mother of three children receiving A.F.D.C. 

You must make monthly trips to Houston to receive cancer 

radiation treatments. The American Cancer Society has 

been paying your air fare but they are running low on funds 

and cannot continue to pay it. You have no money and no 

relative to help you. The fare, round trip, is $50.00. 
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SIMULATION FOURTEEN 

You are a client needing help in arranging day care for 

your children so you can look for work. You have two 

children, ages one and three. You are having a difficult 

time finding work because you have no skills and you were 

caught stealing merchandise and money on two previous jobs. 

Your oldest child has asthma very bad. You cannot pay very 

much for day care. 
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SIMULATION FIFTEEN 

You are in charge of a new Public Health Services Agency 

in a community adjacent to a larger community. You feel 

there is a need for better communication and understanding 

between your agency and DHR Social Services. You have 

called a DHR office requesting that someone visit your 

agency to discuss it. 

CASEWORKER: 

You have been asked by your supervisor to visit the above 

Public Health Services Agency to explain DHR Social Services 

and ways in which the two agencies might work together. 
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SITUATION EXERCISE 
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SITUATION EXERCISE 

Instructions to Facilitators/Program Administrator: 

Directions for this exercise are covered in the introduction 

to the exercise. It is simply a series of situations to 

which the participant is asked to respond. However, the 

exercise will provide a wealth of information for the 

facilitators. 

The assessment of this exercise should be done much the same 

as the in-basket exercise. The facilitator will need to go 

through the participants' responses, pick out relevant 

statements, and apply them to the various competencies. This 

is done by making notations on the priority determination 

sheets. The competencies for which this exercise is most 

likely to provide information are: 

1. Ability to utilize agency policies and procedures 

in performing the scope of casework responsibilities 

3. Ability to arrange services for multiple client 

problems 

4. Ability to recognize and cope with agency 

limitations 

11. Ability to utilize short-term crisis intervention 

techniques 

12. Involves client in setting goals for self care 

14. Ability to make sound case referrals 
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15. Ability to secure assistance for client from 

other programs and agencies 

16. Ability to work as a client advocate 

Information may be obtained for any of the other competencies 

as well. 
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SITUATION EXERCISE 

How Would You Handle These Situations? 

The purpose of this exercise is to demonstrate your ability 

to handle particular client situations. It also gives the 

facilitators an opportunity to observe your procedures of 

handling problems. 

You have one hour to complete the exercise. Try to pace 

yourself so that you respond to at least six situations. 

Respond with as much detail as possible. Any situations 

which do not apply to your program, refer them to the 

appropriate program. 

Begin by reading each situation and deciding how you would 

handle it. The answer should include (1) your immediate 

or first action, (2) your on-going approach, (3) any referrals 

you might make, (4) your method of involving the client, 

and/or (5) agency policies or procedures that might effect 

the situation. Feel free to add any information or comments 

you feel will help the facilitators understand your answers. 
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1. Your client calls. She has just been put out of her 
apartment. She and her children and the furniture are 
sitting in the middle of the sidewalk. 

Mrs. Blevins is an elderly client receiving home health 
services. You have come by for a regular visit and 
found her in the living room. She has been lying there 
with a broken leg for the past twenty-four hours. 
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3. Your supervisor tells you the region has overspent. 
Half of your clients must be denied service and the 
supervisor is leaving the decision to you. 

4. Mr. Jones receives family care services. So far he has 
had three women providers. Each of them has quit after 
a week but won't say why. You must talk to Mr. Jones 
about this. 
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5. Your client has received a letter from Social Security-
stating that they have overpaid her during the past 
year. They plan on deducting $35.00 from her $235.00 
check each month until the overpayment is recovered. 
Can you help? 

6. Your client calls. The electric company turned off her 
electricity for non-payment. This is the third time it 
has happened in the past two years. 
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7. Mrs. Jones, your client, is being committed to a 
state hospital by a niece. You feel this action is 
occurring so that the niece can gain control over 
some land Mrs. Jones owns. 

8. You discover that one of the other caseworkers in the 
unit is not visiting her clients. She merely falsifies 
the records and spends the time doing her own errands. 
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Mary is a WIN client. She is required to attend 
vocational classes in order to receive financial 
aid but she has refused to come lately. 

10. Everyone in town says Paul is a very mean, very dirty, 
rude person. He has been referred to DHR by the 
sheriff's office and your supervisor assigns the case 
to you. 
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11. Doris needs some medical help and psychological 
counseling. She refuses to keep her MHMR appoint-
ments and want you to go with her. This is the 
fourth appointment she has missed. 

12. Mrs. Smith is bedridden. She lives near her daughter. 
Her son-in-law takes her social security check and 
beats both Mrs. Smith and her daughter if they complain. 
However, Mrs. Smith needs the money for medicine and 
other necessities. 
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PANEL DISCUSSION 
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PROFESSIONAL DEVELOPMENT SEMINAR 

Panel Discussion 

The panel discussion exercise is concentrated on the com-

petency areas relative to the caseworker's "Use of Community 

Resources." In this activity you will be one of a group of 

four participants involved in the discussion. 

The program administrator, or a designated representative, 

will moderate the discussion. The panel discussion will 

begin with each of the four caseworkers spending about five 

minutes telling about community resources in the caseworker's 

own respective program and community. The caseworker should 

discuss available resources, needed resources that are not 

available, and some experiences in using community resources. 

The facilitators will be listening to the caseworkers. When 

the caseworkers have completed their initial discussion, 

the facilitators may ask questions of the caseworkers. The 

facilitator should designate the caseworker toward which the 

question is directed. The questions should be primarily in 

the "Community Resources" subject area but they may extend 

over into other areas of casework as well. 

The following questions may help you to plan for the panel 

discussion: 
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1. How are community and agency resources identified? 
How do you use these resources for the benefit of 
your clients? Cite some examples. 

2. Explain the usual procedure you follow in making 
case referrals. Give examples of referrals you 
have made recently. 

3. Discuss assistance you have obtained for your 
clients from other programs and agencies. What 
services are available that you have not yet had 
an occasion to use? 

4. Describe a few situations in which you have been 
able to serve as a client advocate. What are 
some circumstances in which you needed more 
knowledge and/or confidence in yourself to act 
as a client advocate? 

The panel discussion will not exceed one hour. You will 

have thirty minutes to prepare for it. Any questions should 

be directed to the program administrator. 
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TRAINING PRIORITY INTERVIEW 
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INTERVIEW QUESTIONNAIRE 

1. Name 2 . Program 

3. Length of Casework 4. Worker 
Experience Level 

5. Education Level 

6. Of the continuing education programs you have attended 
while working in this agency, can you recall a few in 
which you felt that you gained valuable new knowledge 
or skills to help you in casework? 

7. Of the continuing education programs you have attended 
while working in this agency, have there been any 
which you felt did you little or no good? If so, why? 
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8. Have your experiences in this seminar provided you with 
any additional insight as to kinds of continued 
education you might need? Can you identify any new 
priorities for yourself? 

9. Do you feel that the training priorities identified by 
the facilitators are a fair representation of your 
needs? 
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Name: 

Competency Priority Level 

1. Ability to Utilize Policies, 
Procedures 1 2 3 4 5 

2. Caseload Management 1 2 3 4 5 

3. Handling Multiple Client 
Problems 1 2 3 4 5 

4. Coping with Agency 
Limitations 1 2 3 4 5 

5. Effective Interviewing Skills 1 2 3 4 5 

6. Communications with Client 1 2 3 4 5 

7. Dealing with Feelings and 
Values 1 2 3 4 5 

8. Ability to Work with Others 1 2 3 4 5 

9. Assessing Client Needs 1 2 3 4 5 

10. Counseling Skills 1 2 3 4 5 

11. Crisis Intervention 1 2 3 4 5 

12. Goal Setting with Client 1 2 3 4 5 

13. Resource Development 1 2 3 4 5 

14. Information and Referrals 1 2 3 4 5 

15. Securing Outside Assistance 1 2 3 4 5 

16. Client Advocacy 1 2 3 4 5 
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Caseworker Program 

CASE MANAGEMENT INTERPERSONAL SKILLS 
Ability to Utilize 
Policies, Procedures 

Effective Interviewing 
Skills 

2. Caseload Management 6. Communications with 
Client 

3. Handling Multiple 
Client Problems 

Dealing with Feelings 
and Values 

4. Coping with Agency 
Limitations 

8. Ability to Work with 
Others 

Training Priorities 

1-Highest 2-High 3-Average 4-Low 5-Lowest 
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Caseworker Program 

SOCIAL CASEWORK METHODS USE OF COMMUNITY RESOURCES 

9. Assessing Client Needs 13. Resource Development 

10. Counseling Skills 14. Information and 
Referrals 

11. Crisis Intervention 15. Securing Outside 
Assistance 

12. Goal Setting with 16. Client Advocacy 
Client 

16. Client Advocacy 

. • 

Training Priorities 

1-Highest 2-High 3-Average 4-Low 5-Lowest 
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APPENDICES 
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FACILITATOR 

General Information 

The facilitator of a Professional Development Seminar (PDS) 

has a very important responsibility. Social caseworkers are 

dependent upon the facilitator to help them determine which 

areas of their profession they are most in need of further 

development. The facilitator fulfills this responsibility 

by observing the caseworker participating in the exercises, 

recording what is observed, and interpreting this information 

into education and training priorities for the caseworker. 

To aid the facilitator in performing the above tasks, this 

manual contains descriptions of each of the sixteen com-

petencies which the facilitator will be assessing. A list 

of behavior examples follows each competency description. 

This is a suggested list only to assist in assessing that 

particular competency. The list of behaviors is by no means 

the only behavior applicable to that competency. The 

behavior examples are also not as specific as the ones 

facilitators should be looking for. For instance, one of 

the behaviors listed for the "Interview" competency is 

"makes client feel at ease." The kind of behaviors the 

facilitator should observe might include "invited the client 

to sit down," or "complimented the client on her new dress." 
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The behaviors listed are to be used as guides only. If used 

in that way they should be of some assistance. 

Studies have found there to be several common errors in 

rating among raters of performance. Three of the most 

frequent ones, of which facilitators should be aware, will 

be mentioned here. One is called the "leniency error." 

This applies to the rater who is generous in giving good 

ratings beyond the point of honesty and candidness. It also 

applies to raters who are overly harsh in their ratings but 

this is much more rare than the overly generous rater. A 

second error is called the "halo error." This occurs when 

a rater sees a person as particularly good or especially 

poor in one or two competencies and assumes that person to 

be performing the same in all competencies. Therefore, the 

rater gives the person the same rating in all competencies 

based on performance in one or two competencies. The third 

common error is called the "central tendency error." This 

is the rater who uses only the middle portion of the scale -

never giving a rating on the extreme ends. For example, in 

using the five level scale such as is used in the PDS, the 

rater would only use levels two, three, and four. Levels one 

and five would not be used. This can apply to any rater who 

uses only part of the scale whether it be the upper portion 

(levels three, four, and five), the central portion as already 

described, or the lower portion (levels one, two, and three). 
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Using only the central part of the scale is most common and 

that is why it is called the "central tendency error." 

Through most of the PDS, the facilitator's role is to watch, 

listen, and record. At the end of the first day, and at the 

end of the second morning, time is allowed for the 

facilitators to review the written work of the participants, 

compare observation notes, and reach a consensus of the 

education and training priorities for each caseworker. The 

facilitator should observe and interpret the written work the 

same as the other activities. The only difference being, 

of course, rather than listening and recording what the 

participant said, the facilitator reads and records what the 

participant wrote. The additional dimension of being able 

to watch what the participant does is also not present. 

The last activity, the Panel Discussion, provides time for 

the facilitators to ask questions of the participants. The 

purpose of this activity is to determine the caseworker's 

level of performance in the use of community resources. 

The facilitator should be sure to ask questions and obtain 

data relative to community resources but this should also 

provide the facilitators an opportunity to ask questions and 

secure data on other competencies for which no data was 

previously obtained. The "examples of behavior" in this 

manual may be helpful to the facilitator in formulating 

questions. 



298 

Objectivity is the goal toward which the facilitator must 

continually strive to achieve. No one should serve as a 

facilitator who has been previously acquainted with any of 

the caseworkers participating in the PDS, or who has previous 

knowledge of the performance of any of the caseworkers. 

This will help to avoid any pre-conceived bias or prejudice. 

In order that all participants be treated equally, the 

facilitator should judge the caseworker's education and 

training needs solely on what is seen and heard at the PDS. 

Good luck to you in your role as a facilitator. As you 

become more accustom to this role, it will be a comfortable 

and enjoyable experience. 
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PARTICIPANT SELF ASSESSMENT 

On the following page is a list of "competencies" which are 

considered essential to the conduct of social casework 

duties and responsibilities. It would be very helpful to 

have your own perceptions concerning the degree to which you 

feel that you need, or don't need, additional education and 

training in each of these ability areas. 

You are asked to check one of the five levels of training 

priorities beside each competency. If you check the "lowest" 

level, it means you feel your abilities in that competency 

are excellent and the competency has a very low priority as 

far as your training needs. If you check a "highest" level, 

this means that you feel you are not performing well in that 

area of casework and your priority for training in that 

competency should be very high. 

Please think about each competency carefully and respond 

as accurately as possible. It will be very helpful to 

compare your perceptions of your training needs with those 

of the facilitators when the Professional Development 

Seminar is completed. 
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WIN - VR 

SELF ASSESSMENT OF TRAINING PRIORITIES 

Name: 

Highest High Avg. Low Lowest 

CASE MANAGEMENT 

Ability to Utilize 
Agency Policies, 
Procedures, Scope 
of Casework 

Ability to Manage 
Caseload, Organize 
Time 

Ability to Arrange 
Services for Multiple 
Client Problems 

Ability to Recognize 
and Cope with Agency 
Limitations 

INTERPERSONAL SKILLS 

Ability to Conduct 
Effective Interview, 
Gather Data, Determine 
Eligibility 

Ability to Establish 
Effective Communica-
tions with Client 

Ability to Deal with 
Feelings, Bias, Values 
and Emotions of Self 
and Others 

Ability to Establish 
Sound Working Relations 
with Staff and Other 
Agencies 
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WIN - VR 

SELF ASSESSMENT OF TRAINING PRIORITIES 

Name: 

Highest High Avg. Low Lowest 

SOCIAL CASEWORK METHODS 

Ability to Assess Client 
Needs and Prioritize Them 
in Order of Immediacy 

Ability to Counsel Client 
Problems and Resolve 
Conflicts 

Ability to Utilize Short-
Term Crisis Intervention 
Techniques 

Involves Client in 
Setting Goals for 
Self Care 

USE OF COMMUNITY RESOURCES 

Ability to Identify and 
Mobilize Community/Agency 
Resources for Client 

Ability to Make Sound 
Case Referrals 

Ability to Secure 
Assistance for Client 
from Other Programs 
and Agencies 

Ability to Work as a 
Client Advocate 
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ABD - FS 

SELF ASSESSMENT OF TRAINING PRIORITIES 

Name: 

Highest High Avg. Low Lowest 

CASE MANAGEMENT 

Ability to Utilize 
Agency Policies, 
Procedures, Scope 
of Casework 

Ability to Manage 
Caseload, Organize 
Time 

Ability to Arrange 
Services for Multiple 
Client Problems 

Ability to Recognize 
and Cope with Agency 
Limitations 

INTERPERSONAL SKILLS 

Ability to Conduct 
Effective Interview, 
Gather Data, Determine 
Eligibility 

Ability to Establish 
Effective Communica-
tions with Client 

Ability to Deal with 
Feelings, Bias, Values 
and Emotions of Self 
and Others 

Ability to Establish 
Sound Working Relations 
with Staff and Other 
Agencies 
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ABD - FS 

SELF ASSESSMENT OF TRAINING PRIORITIES 

Name: 

Highest High Avg. Low Lowest 

SOCIAL CASEWORK METHODS 

Ability to Assess Client 
Needs and Prioritize Them 
in Order of Immediacy 

Ability to Counsel Client 
Problems and Resolve 
Conflicts 

Ability to Utilize Short-
Term Crisis Intervention 
Techniques 

Involves Client in 
Setting Goals for 
Self Care 

USE OF COMMUNITY RESOURCES 

Ability to Identify and 
Mobilize Community/Agency 
Resources for Client 

Ability to Make Sound 
Case Referrals 

Ability to Secure 
Assistance for Client 
from Other Programs 
and Agencies 

Ability to Work as a 
Client Advocate 
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LIST OF MATERIALS NEEDED FOR PARTICIPANTS 

1. Welcome Letter to Participants - One for each participant 

2. Participant's Self Assessment 

Instructions - One for each participant 
Instrument - One for each participant 

3. Seminar Schedule - One for each participant 

4. In-Basket Exercise 

Instructions to Participants - One for each participant 
In-Basket Items (ABD-Family Services) - One for each 
ABD or Family Services caseworker participating 

In-Basket Items (WIN-VR) - One for each WIN or VR 
caseworker participating 

5. Simulation Exercise 

Instructions to Participants - One for each participant 
Simulation Exercises - One set for each group of four 
participants (normally three sets) 

6. Situation Exercise 

Instructions to Participants - One for each participant 
Situation Exercises - One set for each participant 

7. Panel Discussion 

General Instructions - One for each participant 

8. Training Priority Composite - One for each participant 

9. Thank You Letter to Participants - One for each 
participant 

NOTE: All materials needed by facilitators are in the 
Facilitator's Manual. The only exception is the 
Priority Determination Sheets. Each facilitator 
should have one extra copy of the Priority Deter-
mination Sheets for each participant. It would be 
a good idea to have several copies more on hand. 
Be sure to have pencils for the facilitator's use. 
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Dear Facilitator: 

Thank you for your participation in the Professional 

Development Seminar. It is hoped that you found it to 

be a productive, enjoyable, and worthwhile experience. 

It is recognized that there is room for improvement in 

the process and your comments and suggestions will be 

highly valued. If you would write them down on a slip of 

paper, and give it to the program administrator, it will 

be very much appreciated. 

Thank you again. You have just made a large contribution 

to the further development of social casework as an 

honored and respected profession. 

Dallas-Fort Worth Region 
Texas Department of Human 
Resources 
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Dear Caseworker: 

Welcome to the Professional Development Seminar. 

The purpose of the Professional Development Seminar is to 

assist you in determining your priorities for education and 

training in social casework. This will enable you, along 

with your supervisor and training coordinator, to plan on-

the-job training or attendance in courses, workshops, 

seminars, and other programs that specifically address your 

individual needs. This will facilitate your continued growth 

and improvement in the social casework profession. It will 

also reduce the wasted time and effort in attending training 

programs, concerning areas in which you already possess a 

high degree of competence, to a minimum. 

It needs to be emphasized that the Professional Development 

Seminar is strictly an assessment of casework skills for 

education and training purposes. It is not an appraisal of 

personalities, character, or any behavior unrelated to the 

performance of social casework duties. As you become 

involved in the exercises this will become more apparent. 

Included in the participant's information is the schedule 

for the seminar. You will be assigned to one of three 

groups of caseworkers. Each group will have four workers. 

All three groups are not involved constantly throughout the 

two days. Your time has been respected. If your group is 
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not scheduled for an activity, you are free to leave. On 

the other hand, when you are scheduled for an activity, you 

are expected to be present and ready to participate at the 

designated time. One group will not have activities on the 

afternoon of the first day. The other two groups are not 

scheduled for any activities on the morning of the second 

day. Once you have been assigned to a group, please look at 

the schedule and note the times your group is involved in 

the various activities. 

The instructions and information for each exercise will be 

provided to you prior to the activity. The exercises have 

been designed to replicate, as near as possible, the 

situations you might encounter in your day to day casework 

duties. Please try to respond to them as naturally as 

possible. In other words, just be yourself. This will help 

you to be more comfortable and it will help the facilitators 

to get a more accurate perspective of your casework skills. 

The afternoon of the second day has been reserved for the 

purpose of providing the results of your participation in 

the Professional Development Seminar to you. It is extremely 

important that this information be provided to you directly, 

if at all possible, rather than by mail or telephone. You 

will be given an appointment time. Please make every effort 

to be available at the given time. The results of your 

participation will be provided to your supervisor and the 
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education and training department in order that they may 

help you in planning for your further professional 

development. These results will not go to anyone else or 

be placed in any permanent personnel files. 

Best of luck to you in your Professional Development Seminar 

activities and your future professional development efforts. 

Dallas-Fort Worth Region 
Texas Department of Human 
Resources 
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Dear Caseworker: 

Thank you for your interest, time, and participation in the 

Professional Development Seminar. We hope you found it to 

be a productive and rewarding experience. 

Attached please find a copy of the composite chart outlining 

your education and training priorities as seen by the 

facilitators. Additional information will be provided by 

the program administrator, or designated representative, 

prior to your departure. Please feel free to ask any 

question you may have. 

You should meet with your supervisor and training coordinator 

to discuss your casework performance profile with them and 

begin making plans for your future professional development. 

Thank you again for attending the Professional Development 

Seminar. It is this kind of effort that contributes to the 

development of social casework as an honored and respected 

profession. 

Dallas-Fort Worth Region 
Texas Department of Human 
Resources 
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and Caseworker Self Ratings 
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COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY ONE* 
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Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 9 3 18 

4 14 13 15 

3 10 13 3 

2 1 7 2 

1 4 2 0 

and procedures in performing the scope of casework 
responsibilities. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY TWO* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 15 4 18 

4 9 9 12 

3 9 18 6 

2 3 7 2 

1 2 0 0 

organize time so as to complete paperwork, fulfill 
obligations to client, and monitor service delivery. 



COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY THREE* 
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Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 8 8 

4 8 12 

3 15 14 

2 5 4 

1 2 0 

23 

7 

8 

0 

0 

^ — -J 

coordinate services in response to multiple client 
problems. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY FOUR* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 9 5 13 

4 13 13 21 

3 8 14 3 

2 7 6 1 

1 1 0 0 

with agency limitations, including deadlines, inter-
ruptions, and financial constraints. 



COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY FIVE* 
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Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 17 3 21 

4 10 15 14 

3 8 14 2 

2 2 6 1 

1 1 0 0 

•Competency Five - Ability to conduct an effective 
interview with the client, gather pertinent data, and 
determine eligibility. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY SIX* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 13 8 20 

4 14 16 14 

3 7 8 4 

2 3 5 0 

1 1 1 0 

•Competency Six - Ability to establish effective, 
open, and on-going communications with the client. 
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COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY SEVEN* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 10 2 24 

4 12 18 5 

3 12 13 7 

2 4 5 2 

1 0 0 0 

with the feelings, bias, values, and emotional reaction 
of self and others in a responsible manner. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY EIGHT* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 10 3 16 

4 18 13 12 

3 9 19 5 

2 0 3 4 

1 1 0 1 

*Competency Eight - Ability to establish sound 
working relationships and cooperation with co-workers, 
supervisors, and community agencies. 
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COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY NINE* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 11 5 10 

4 12 18 17 

3 13 12 8 

2 2 2 3 

1 0 1 0 

and prioritize them in order of immediacy. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY TEN* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 5 2 14 

4 10 16 17 

3 12 17 5 

2 8 3 1 

1 3 0 1 

•Competency Ten - Abi; Lity to counsel . client 
problems and resolve conflicts with providers or 
families. 



COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY ELEVEN* 
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Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 4 6 9 

4 6 14 16 

3 12 15 10 

2 12 3 1 

1 4 0 2 

crisis intervention techniques, 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY TWELVE* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 2 2 7 

4 9 16 13 

3 11 17 13 

2 13 3 5 

1 3 0 0 

"uompeuentjy iwexve — nwiiiLy LU ciuuivciy IHVUJ-VC 
the client in setting realistic goals for the "mutual" 
care plan and in accepting responsibility for self care, 
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COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY THIRTEEN* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 3 10 12 

4 10 14 18 

3 20 11 5 

2 5 3 3 

1 0 0 0 

mobilize community/agency resources in behalf of client. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY FOURTEEN* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 10 9 17 

4 9 23 18 

3 18 5 3 

2 1 1 0 

1 0 0 0 

*Competency Fourteen 
referrals. 

- Ability to make sound case 



COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY FIFTEEN* 
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Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 5 10 8 

4 13 18 10 

3 14 6 15 

2 4 4 5 

1 2 0 0 

•Competency Fifteen - Ability to secure assistance 
for client from other programs and agencies. 

COMPARISON OF SUPERVISORS, ASSESSOR COMPOSITE, 
AND CASEWORKER SELF RATINGS ASSIGNED 

FOR COMPETENCY SIXTEEN* 

Rating Supervisors 
Assessor 
Composite 

Caseworker 
Self Ratings 

5 8 12 1 

4 9 11 13 

3 12 11 21 

2 8 4 3 

1 1 0 0 

advocate. 
- Ability to work as a client 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY ONE* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 4 2 5 4 

4 10 16 11 11 

3 16 17 15 16 

2 7 3 6 7 

1 1 0 1 0 

•Competency One - Ability to utilize agency policies 
and procedures in performing the scope of casework 
responsibilities. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY TWO* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 2 2 2 3 

4 7 8 2 8 

3 28 26 31 24 

2 1 1 2 3 

1 0 1 1 0 

•Competency Two - Ability to manage case. Load and 
organize time so as to complete paperwork, fulfill 
obligations to client, and monitor service delivery, 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY THREE* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 7 7 6 3 

4 10 10 10 9 

3 17 19 21 26 

2 3 2 1 0 

1 1 0 0 0 

v U ^ X A W Jf JL XX J. W ^ X ^ J. Ujr WJ. ^ MJl X -X. 4i >—* U11U 

coordinate services in response to multiple client 
problems. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY FOUR* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 8 6 5 5 

4 9 10 8 8 

3 19 20 19 21 

2 1 2 6 4 

1 1 0 0 0 

with agency limitations, including deadlines, inter-
ruptions, and financial constraints. 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY FIVE* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 8 8 12 4 

4 10 13 9 17 

3 8 1 4 13 12 

2 12 3 4 5 

1 0 0 0 0 

*Competency Five - Ability to conduct an effective 
interview with the client, gather pertinent data, and 
determine eligibility. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY SIX* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 10 5 11 10 

4 9 14 8 17 

3 6 12 17 9 

2 13 7 2 2 

1 0 0 0 0 

open, and on-going communications with the client. 



323 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY SEVEN* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 9 7 13 10 

4 9 12 8 19 

3 13 15 12 5 

2 6 4 5 4 

1 1 0 0 0 

•Competency Seven - Ability to recognize and deal 
with the feelings, bias, values, and emotional reaction 
of self and others in a responsible manner. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY EIGHT* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 4 3 5 4 

4 7 8 8 5 

3 25 25 24 29 

2 2 1 1 0 

1 0 1 0 0 

•Competency Eight - Ability to establish sound 
working relationships and cooperation with co-workers, 
supervisors, and community agencies. 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY NINE* 

Rating 
Assessor 

One 
Assessor 

Two 
Assessor 
Three 

Assessor 
Four 

5 4 5 8 5 

4 8 13 14 16 

3 23 16 12 16 

2 3 3 4 1 

1 0 1 0 0 

U i l C JTxXJ - L -L. J ; V - W C t . O O V _ . O O 

and prioritize them in order of immediacy. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY TEN* 

Rating 
Assessor 

One 
Assessor 

Two 
Assessor 
Three 

Assessor 
Four 

5 1 5 4 5 

4 11 11 12 14 

3 22 21 18 17 

2 3 1 4 2 

1 1 0 0 0 

problems and resolve conflicts with providers or 
families. 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY ELEVEN* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 2 4 4 5 

4 8 6 9 14 

3 25 28 23 16 

2 2 0 2 3 

1 1 0 0 0 

crisis intervention techniques, 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY TWELVE* 

Rating 
Assessor 

One 
Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 5 0 8 7 

4 9 18 10 11 

3 17 19 18 18 

2 6 0 2 2 

1 1 1 0 0 

iwuivt; — ±\uiiiuy uu a^uivci^ mvuivc 
the client in setting realistic goals for the "mutual" 
care plan and in accepting responsibility for self care, 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY THIRTEEN* 

Rating 
Assessor 

One 
Assessor 

Two 
Assessor 
Three 

Assessor 
Four 

5 8 10 17 14 

4 17 18 8 12 

3 7 7 11 9 

2 5 3 2 1 

1 1 0 0 2 

*Competency Thirteen - Ability to identify and 
mobilize community/agency resources in behalf of client, 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY FOURTEEN* 

Rating 
Assessor 

One 
Assessor 

Two 
Assessor 
Three 

Assessor 
Four 

5 12 6 10 10 

4 11 21 16 20 

3 12 10 11 7 

2 3 1 1 1 

1 0 0 0 0 

*Competency Fourteen - Ability to make sound case 
referrals. 
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COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY FIFTEEN* 

Rating 
Assessor 

One 
Assessor 

Two 
Assessor 
Three 

Assessor 
Four 

5 12 10 14 13 

4 13 19 14 13 

3 9 7 8 5 

2 4 2 2 7 

1 0 0 0 0 

WAllJw'V— J- J- J- i w y x j . a . w j ww ^ ww 

for client from other programs and agencies. 

COMPARISON OF ASSESSOR RATINGS ASSIGNED 
FOR COMPETENCY SIXTEEN* 

Rating 
Assessor 
One 

Assessor 
Two 

Assessor 
Three 

Assessor 
Four 

5 9 14 12 15 

4 10 12 14 9 

3 10 11 8 11 

2 9 1 4 3 

1 0 0 0 0 

advocate. 
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