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INTRODUCTION
The Program Design and Development Guide is intended to help those who develop vocational training
programs to define the competencies and goals of the proposed training plan, validate the training plan
and establish the objectives and other components of the program of study. It includes the definitions,
information and tools needed to develop vocational training programs using the competency-based
approach.
The competency-based approach is based on well-known theories and models described in specialized
literature in the field of education. It has been tested and refined over the years as part of the program
development process in Québec, and has been the basis for the development and revision of vocational
and technical training programs since the reforms of 1986 and 1993.
Vocational training programs are aimed at providing students with the competencies they need to enter
the job market, practise a trade or occupation and continue to develop their occupational skills throughout
their careers. It is also aimed at meeting the need for a skilled work force. Although the term
“competency” can mean many things, the vocational and technical training sector of the Ministère de
l’Éducation defines it as the ability to act successfully and evolve in order to adequately perform workrelated tasks and activities based on an organized body of knowledge, skills in a variety of fields,
perceptions, attitudes, etc.
Program development is a step in a process that extends from an analysis of training needs to the followup of program implementation. This document deals with the design and development of programs of
study, whose aim is to establish and formulate the competencies required to practise a trade or
occupation on the basis of the job analysis, and to translate the resulting statements into objectives in a
program of study. All of these steps make it possible to define the components of a program in such a
way that each element is based on the result of the previous step. Each of these steps is described in the
following pages.
The first part of the document describes the proposed training plan and the main steps in its development,
including its validation. It also contains criteria for its analysis and evaluation, as well as details on the
presentation and validation meetings.
The second part describes the program of study. It explains the purpose of behavioural and situational
objectives and their respective components, and the rules governing their establishment and formulation.
It also explains the purpose of and rules for determining competency-related knowledge, skills, attitudes
and perceptions and the associated guidelines, and contains criteria for analyzing and evaluating the
program. Finally, it addresses the implementation of the program in the educational institutions.
In addition to excerpts from validation and update reports, the appendixes contain samples of each of the
sections of a proposed training plan. They also contain excerpts of educational aims and behavioural and
situational objectives in order to illustrate the rules governing their definition and formulation. These
samples are all taken from existing programs and reports. They have, however, been slightly modified to
reflect the most recent requirements. The different sections of the proposed training plan and program are
presented in their final, published format.
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1

Description

The proposed training plan is the first step in the development of a vocational training program. It provides
the structure for the program and establishes its goals and competencies. The training plan serves as a
tool for communicating with partners, particularly at the validation stage. It is also used as a reference
document in the stages following the validation. It is divided into sections as illustrated in Appendixes I, II,
III and IV. It contains administrative information, program goals, and competencies presented in a grid
and a table of correspondence. The purpose and content of each of the sections is described below.

1.1

Approach

Proposed training plans are developed using a competency-based approach. In vocational and technical
training, this approach essentially consists in defining the competencies inherent in the practice of a trade
or occupation and formulating them as objectives in a program of study.1 Thus, competencies are the
main learning targets. This approach contributes to the harmonization of vocational and technical training
programs and to the quality of training offered in educational institutions. It also promotes better trainingemployment correlation.
Training plans are based on the general goals of vocational training, which reflect the overall expected
outcomes. These goals are themselves based on the aims of vocational training and take into account
ministry orientations in vocational and technical training. The general goals of vocational training are:2
●

To help students develop effectiveness in the practice of a trade or occupation.

●

To help students integrate into the work force.

●

●

To foster students’ personal development and acquisition of occupational knowledge, skills,
perceptions and attitudes.
To promote job mobility.

Generally speaking, programs are based on an analysis of training needs, the purpose of which is:
●

●

●

1
2

To ensure consistency within and between the levels of instruction through sectoral studies and the
harmonization of programs.
To establish the need to develop or revise a program using preliminary studies or, if necessary, other
types of needs analysis.
To determine the competencies to be acquired in the program, in particular on the basis of the job
analysis.

Québec, Ministère de l’Éducation, Vocational and Technical Education in Québec: A System Integrating Educational and
Management Engineering (Québec: Ministère de l’Éducation, 2002), p. 48.
Appendix II contains a more detailed version of the goals of vocational training, as does the following document: Québec,
Ministère de l’Éducation, Élaboration des programmes d’études professionnelles : cadre général et technique (Québec:
Ministère de l’Éducation, 2002).
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1.2

Development Process

The development process may vary considerably from one proposed training plan to another but,
generally speaking, it involves a number of steps, several of which can be carried out simultaneously, and
each of which provides part of the final product.
●

Determine the competencies to be included in the proposed training plan. In general, this is done
using one of two approaches. The most common, the systemic approach, consists in outlining
specific competencies using trade-related tasks, and in inferring general competencies based on the
information contained in the other sections of the job analysis report. A more systematic approach
involves identifying the knowledge, skills, perceptions and attitudes required for all of the tasks and
operations defined in the job analysis workshop and then grouping them together.
In either approach, once this information has been gathered, the statements and details of the
competencies are formulated according to specific rules and assigned the appropriate taxonomic
level. Then, correlations are established between the competencies and the job analysis report, the
general goals of vocational training and, in certain cases, other determinants. The result is the
preliminary table of correspondence.

●

●

●

6

Determine the correlations between general and specific competencies. The result is the preliminary
grid of competencies.
Determine the application of certain components of the proposed training plan, estimate the duration
of training and revise the statements and details of the competencies. The results are the revised
table of correspondence and grid of competencies.
Formulate the program goals and revise the entire training plan. The result is a proposed training plan
ready for validation.
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Design

The first step in designing a proposed training plan is to examine the initial determinants, in particular
those specific to the trade or occupation. The necessary information is available in the job analysis report.
More general information can be found in the needs analysis, which describes the trade or occupation
and the major trends in its development. The general goals of vocational training, which are also
determinants, are combined with the program goals and should also be reflected in the competencies of
the proposed training plan. Finally, other determinants may include the characteristics of the students,
qualitative work force needs and ministry or government orientations.
It is important that the training plan be based on the job analysis report and other studies. An in-depth
understanding of the trade or occupation, as well as of its conditions, requirements and foreseeable
development, is indispensable in establishing the competencies to be included in the program of study.

2.1

Goals and Competencies

The first section of the training plan, immediately following the administrative information (see Appendix I),
deals with the program goals. It is often easier to formulate the program goals last, after the other
sections of the training plan have been written.
The program goals reflect the specific orientations of the program of study, as well as the orientations of
vocational training, and include the desired outcome at the end of the program and a general description
of the trade or occupation in question.
The program goals clearly state the aim of the program: “The (program title) program prepares students
to practise the trade or occupation of (trade or occupation).” The general description of the trade or
occupation is a summary of work-related tasks. It also describes the principal sectors of activity in which
the trade or occupation is practised, the different technical or technological tools used and the main
responsibilities of the practitioner. The program goals also relate the four general goals of vocational
training to the trade or occupation in question. The Ministère de l’Éducation, in collaboration with its
socioeconomic partners, has decided to emphasize two of these general goals. On the one hand, all
programs must focus on familiarizing students with the job market in general and the context surrounding
the trade or occupation they have chosen. On the other hand, programs leading to trades or occupations
in which graduates can start their own business, alone or in conjunction with partners, must also promote
entrepreneurship. Appendix II contains an excerpt of program goals.
The next section of the training plan contains a list of competencies. There are two types of competencies
in vocational training: specific and general. Specific competencies deal directly with the performance of
tasks and development in a work context; they focus on the achievement of the first general goal of
vocational training, i.e. to help students develop effectiveness in the practice of a trade or occupation.
General competencies add another dimension to the proposed training plan. Not specific to the trade or
occupation in question, they correspond rather to broader activities that extend beyond specific tasks,
while contributing to their performance. They are transferable, promote versatility and, in particular,
should facilitate the achievement of three of the general goals of vocational training:
●
●

●

To help students integrate into the work force.
To foster students’ personal development and acquisition of occupational knowledge, skills,
perceptions and attitudes.
To promote job mobility.
Vocational Training: Program Design and Development Guide
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2.2

Competencies

The expertise of the team members involved in designing the training plan (representatives employed in
the field and in education) will help in identifying the tasks and work-related activities to be included in
specific or general competencies.

Specific competencies
A specific competency is closely related to one or more occupational tasks. A preliminary analysis of the
information gathered in the job analysis workshop should make it possible to identify the tasks to be
translated into specific competencies. Specific competencies should reflect some or all of the
characteristics of the tasks, correspond to important aspects of the trade or occupation, describe the
expected outcomes and help identify the main responsibilities of the practitioner. The results should be
observable and measurable.
Analyzing work organization3 often provides a good indication of work-related tasks. It provides
information on how tasks are distributed among practitioners of a given trade or occupation and, in
general, on the manner in which goods are produced or services delivered. It also makes it possible to
identify relatively complete tasks that are independent of one another and are meaningful to the trade or
occupation.
It is important, however, not to confuse work organization with work process.4 Generally speaking, the
work process is a series of operations that a person carries out to perform a task; for a given trade or
occupation, this process recurs in most tasks. Its elements are usually more clearly defined and, insofar
as they correspond to steps in a process, they are often interdependent. Although the table of tasks in the
job analysis report may be based on a general work process, from an educational standpoint, the
competencies should not replicate the work process. If they do, it will be necessary to review the way in
which the tasks are presented and to establish a structure based on the products or services of a given
trade or occupation.
The tasks as they appear in the job analysis report seldom correspond perfectly to statements of specific
competencies. The tasks should therefore be reviewed so that the competencies can be formulated as
accurately as possible with respect to the situation in which the trade or occupation is practised. This
implies a certain amount of verification and adaptation. Also, it is important that the competencies meet
certain criteria and requirements (see Section 2.3). The following are examples of statements of specific
competencies:
●

Carry out periodic accounting tasks.

●

Make the basic pattern for a suit.

●

Handle requests regarding labour laws.

See Section 2.5 and Appendix IV for a table of correspondence illustrating the relationships between
specific competencies and tasks.

General competencies
While specific competencies are largely based on the tasks involved in the trade or occupation, general
competencies require an analysis of all the information contained in the job analysis report (e.g. tasks,
performance conditions, skills, behaviours) in order to identify work-related activities. For our purposes,
an activity is a set of coordinated actions extending beyond the specific scope of a task and involving
procedures or products that take into account the important dimensions of a person’s job or career.
In other words, work-related activities extend beyond mere tasks. The procedures or products to which
they correspond are transferable and can therefore be applied to a variety of tasks.

3
4

Work organization (among individuals, the definition of tasks and responsibilities, conditions, etc.) is characterized according
to the values, objectives and choices a company makes regarding the production of goods and the delivery of services
depending on its physical, human and financial environment.
See section 2.4.
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Characteristics and purpose
While remaining closely related to the tasks of the trade or occupation, general competencies should
correspond to work-related activities surrounding the tasks. These activities require more basic learning
and are transferable to a variety of work situations. One of the main purposes of general competencies is
to avoid training that is limited to the performance of tasks related to a specific trade or occupation.
General competencies should allow students to integrate the principles and concepts underlying workrelated tasks, so that they can adapt to a variety of situations and contexts. Since they extend beyond the
simple performance of tasks, general competencies promote autonomy and versatility, and allow students
to eventually exert a certain influence in the workplace. For example, “To communicate in French in an
accounting context” is not a task performed by accountants, but a work-related activity that is useful in
performing a variety of tasks. Important work-related activities are translated into general competencies.
General competencies should focus on important aspects of the trade or occupation and its foreseeable
development, which are not taken into consideration in the specific competencies. Although their scope
extends beyond that of specific competencies, like their specific counterparts, general competencies
should correspond to actual work situations and lead to observable and measurable results.
Definition
The general competencies should cover every important work-related activity. In order to identify these
activities, it is necessary to consult the “skills and behaviours” section of the job analysis report, which
deals with areas such as communication, management, human relations, professional conduct, laws and
regulations, the arts, science and technology, and languages and literature.
Activities can often be identified when analyzing the overlap between tasks, skills and behaviours in the
job analysis report. The following is a partial list of typical work-related activities that could be translated
into general competencies:
●

Make choices.

●

Establish relationships between phenomena.

●

Observe, analyze and assess situations.

●

Carry out work-related activities.

●

Establish interpersonal or working relationships.

●

Solve problems.

●

Design and create a product.

●

Make decisions.

●

Prevent certain situations.

●

Visualize a phenomenon or an object in time and space.

●

Perceive more or less apparent sensory phenomena or sensitive or intellectual realities.

In the case of cognitive competencies, the activities to be performed in a given situation may be directly
related to a specific subject area. For example, the application of scientific concepts or principles can be
useful or necessary in the practice of a trade or occupation. In such a case, although the subject area in
question will need to be specified in order to clarify the objective, it will be important to focus on the workrelated activity while avoiding a strictly subject-related perspective. Once the main activities have been
identified, each one will be associated with an actual work situation in order to clearly define the
competency to be acquired.

Vocational Training: Program Design and Development Guide
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Typical activities

Activities in actual work situations

Assess situations

Assess the potential uses of textiles and supplies

Analyze relationships

Interpret consumer behaviour

Establish interpersonal or working relationships

Interact in a variety of work situations

Design and create a product

Format a document

Make choices

Select installation products

The following are examples of statements of general competencies:
●

Determine their position on quality control.

●

Manage administrative information.

●

Prevent work accidents and occupational diseases.

2.3

Statements of the Competencies

Each competency should be unique and refer to a single integrated set of distinct skills, knowledge,
perceptions, attitudes and behaviours. Although a skill or behaviour may be included in more than one
competency, each set must be unique. One way of formulating a competency and its components is to
consider what the graduate will have to do, rather than know, upon entering the job market.5 Also, the
statements of the competencies must meet the following two conditions: they must comply with
occupational and training requirements, and they must respect taxonomic levels and the rules of
formulation.
Occupational requirements ensure that the competencies correctly describe the trade or occupation and
that they are appropriate. Training requirements promote the recognition of prior learning and the
development of programs of study and ensure that the scope of the competencies is appropriate.

Occupational requirements
Each competency should be meaningful, important and representative of the trade or occupation,
corresponding to an aspect of the trade or occupation or its foreseeable development that is easily
described by anyone who is familiar with it. It should lead to the production of a specific good or the
delivery of a specific service, or to verifiable products or procedures whose effects are observable and
measurable. Each competency should be well defined and relatively independent, in order to prevent
overlap and repetition. It should have a clear beginning and end, and aim to achieve specific results. If the
competencies are not unique, they should be reformulated. Each one should be able to stand alone,
limited in time and in scope.

5

10

The competencies in a vocational training program are always defined in terms of job market entry-level requirements, which
include all of the competencies normally required to practise a trade or occupation correctly. Although training is not limited to
the competencies required of a beginner, competencies related to specializations and those that extend beyond the usual
standards for the occupation in question are excluded. Thus, entry-level requirements indicate the level of performance
required in the execution of tasks and work-related activities of a person starting out in the occupation in which he or she was
trained.
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Each specific competency should reflect an actual work situation, that is, it should correspond to the
practice of the trade or occupation. A competency cannot simply encompass a set of knowledge, skills,
perceptions and attitudes, although these may be required to practise the trade or occupation. The
formulation6 of each competency should reflect the level of complexity of the task or activity and
correspond precisely to the level of difficulty of the work situation in question and the degree of
responsibility involved. Also, each competency should be multidimensional, requiring the investment of
certain knowledge, skills, perceptions and attitudes.
The structure of the specific competencies should reflect the organization of work, whether or not it is
formally recognized in a company. In other words, each task or activity, while independent, should be part
of a broader set of tasks and activities and fit in with its counterparts.

Training requirements
The scope of the competencies has an important impact on training. By definition, competencies are
closely related to the tasks and work-related activities they allow graduates to perform. The scope of a
competency is a function of the extent, relative importance and complexity of the related task or activity.
The scope of the task or activity can lead to a revision of the related competency.
Competencies should provide the appropriate guidelines for training and include all the appropriate
elements in a clear and accurate statement. The desired scope of a competency is defined by the
possibilities it allows of highlighting the main aspects and dimensions of the trade or occupation in the
proposed training plan.
●

●

If the scope of the task or activity is too broad, it will be impossible to accurately identify the
competency to be acquired. Competencies that are too broad are, by definition, less accurate and
can gloss over important elements. They provide incomplete information for planning and organizing
training.
Conversely, if a task or activity is too restricted, it will be difficult to define the competency.
Competencies that are too limited tend to break learning down and decrease the potential for
synthesis and integration. Also, they tend to multiply the objects of certification, making the evaluation
process unwieldy and more difficult to organize. The tasks and activities must therefore be grouped
together, although artificial groupings should be avoided. Competencies should above all correspond
to actual work situations.

The scope of the competencies should also promote the harmonization of vocational and technical
training programs. The harmonization of programs is based on a comparison of competencies, which is
always easier when the programs themselves are clear and precise. This requires competencies that are
neither too broad nor too limited.
●

●

Competencies that are too broad decrease the potential for harmonizing programs. In general, only
parts of competencies are recognized as being similar.
Competencies that are too limited and too numerous create confusion by multiplying learning
focuses, which are then difficult to integrate.

Another reason to avoid competencies that are too broad or too limited is to facilitate the recognition of
prior learning. Indeed, competencies include sufficient meaningful and qualifying reference points to allow
for the recognition of a variety of scholastic or experiential learning acquired in any number of settings.
●

●

6

Competencies that are too broad and too few make it difficult to recognize prior learning. There is
usually little correlation between overly broad competencies and the generally more specific and
precise competencies acquired through experience in the workplace.
On the other hand, competencies that are too limited and too numerous tend to unduly multiply the
number of objects of certification, also making the recognition of prior learning more difficult.

The taxonomic level of the statement of the competency reflects this degree of complexity, hence the importance of ensuring
that the competency reflects the actual work situation.
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At first glance, there may seem to be little relationship between the scope of competencies and the
degree of flexibility at the instructional level. There is no rule against breaking down a broad competency
into smaller elements or grouping limited competencies together in different ways. However, this type of
manipulation may result in disjointed competencies or artificial groupings. We can no longer speak of an
approach where competencies truly determine training, if the competencies lose their role as visible
targets that orient learning. After too much manipulation, competencies can lose their integrating function
and meaning, representing only a tenuous link between the school and the workplace. The scope of the
competencies should therefore be somewhere in between in order to ensure that they maintain their
status as principal learning targets.

Rules of formulation and taxonomic levels
From a technical point of view, the statement of the competency should be consistent with the rules of
formulation and the appropriate taxonomic level. It should be concise and explicit and made up of an
infinitive describing the action to be performed and a direct object specifying the expected outcome (good
or service). The choice of verb is based on recognized taxonomies (e.g. cognitive, psychomotor and
affective domains).
In Bloom’s taxonomy of the cognitive domain,7 for example, the action verb used should correspond to
one of the following levels:
●

●

●

●

Application, i.e. the use of knowledge, skills, perceptions and attitudes in specific, concrete situations.
For example: choose, organize, use.
Analysis, i.e. the breaking down of a whole into its component parts so as to clarify organizational
structure and relationships. For example: analyze, specify, determine.
Synthesis, i.e. the integration of elements or parts to form a new whole. For example: produce,
create, modify, plan, develop, synthesize.
Evaluation, i.e. internal or external assessment. For example: evaluate, judge, validate, appraise,
standardize.

Quantitative guidelines
Coherent, applicable training plans involving 1 500 to 1 800 hours of instruction should include
approximately 25 competencies. There is no strict rule governing the number of specific competencies
with respect to the number of general competencies.
As we saw earlier, the number and scope of the competencies are closely related, as are the number of
tasks and activities and their scope. Therefore, a competency should require between 15 and 120 hours
of instruction to meet training requirements as well as requirements related to feasibility. However, in
order to avoid the fragmentation of learning, competencies involving less than 30 hours of instruction
should be kept to a minimum.

2.4

Grid of Competencies

The grid of competencies is used more than once in the program development process. When the
competencies are being established, it is used as an instrument for analysis, synthesis and reflection, and
promotes the coherence of the proposed training plan by offering a systemic view. It also presents the
development team’s choices with respect to the relationships between the general and specific
competencies based on an interpretation of occupational tasks and a logical learning sequence. The grid
can ensure coherent instructional organization by arranging the competencies in an organized structure
established by the development team. The grid is provided for information purposes only. It offers an

7

12

Examples of taxonomies can be found in: Renald Legendre, Dictionnaire actuel de l’éducation, 2nd ed. (Montréal: Guérin,
1993).
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integrated and meaningful view of the competencies to be acquired, thereby ensuring the coherence
inherent in the program approach.
The grid of competencies is a double-entry table. The specific competencies appear on the vertical axis,
and the general competencies (and sometimes the work process), on the horizontal axis. It also provides
an estimate of the number of hours required to develop each competency, as well as an indication of the
type of objective (behavioural or situational). The grid shows the correlations between the elements on
the two axes. There are two types of correlations, represented by white and shaded symbols:
●
The first type indicates a correlation, in an actual work setting, between a work-related activity
(general competency) and a task (specific competency), indicated by a white circle, or between a
step in the work process and a specific competency, represented by a white triangle.
●

The second type indicates a possible application in a learning context. The symbols are then shaded
and indicate that these correlations are taken into account in the formulation of objectives related to
the specific competencies.

The grid therefore makes it possible to see, at a glance, the relationships between the competencies. It
also provides an overview of the proposed training plan, demonstrating its coherence and feasibility.
Since it is the only tool that indicates whether competencies are general or specific, and since the scope
of these two types of competencies has an impact on learning activities and educational aims, the grid
can be used by educational institutions in the development of learning activities. It is also useful in
determining a teaching sequence or instructional flowchart. Appendix III contains a sample list of
competencies and grid of competencies.

Developing the work process
The work process is established following an examination of the tasks defined in the job analysis
workshop. It is defined as an ordered sequence of steps resulting in a good or service. Since these steps
apply to a number of specific competencies, the steps in the work process should be directly related to
the tasks defined in the job analysis and to the structure of the specific competencies. Generally
speaking, the work process contains between four and six steps and, like the statements of the
competencies, is formulated using an action verb and a direct object.
As much as possible, the formulation of the steps should not be overly broad or based on the organization
of work, which often corresponds to workstations and overly specific work stages. The following work
process: 1) Become familiar with the work to be done, 2) Do the work, 3) Check the work and 4) Tidy up
the work area, provides little information about the actual nature of the tasks since it could apply to any
trade or occupation. The following are two examples of more specific work processes:
Example 1:
●

Organize the work.

●

Make drawings.

●

Check the work and make corrections.

●

Produce the final version and file it.

Example 2:
●

Gather and analyze information.

●

Enter data.

●

Do calculations.

●

Produce reports.

●

Verify and correct reports.

In some cases, because of the structure of the competencies or the nature of the tasks, incorporating a
work process in the grid of competencies would be inappropriate. The relevance of the work process
should therefore be evaluated when designing the proposed training plan.
Vocational Training: Program Design and Development Guide
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Production
At this stage, the production of the grid of competencies generally involves the following steps, many of
which can be carried out simultaneously:
●
●

●

●

●

●

●

●

Indicate the title of the program in the space provided.
From top to bottom on the vertical axis, list the statements of the specific competencies, in order of
complexity or in the order in which they will be applied in the workplace.
From left to right on the horizontal axis, list the statements of the general competencies and, if
applicable, the steps in the work process.
Establish the correlations between the general and specific competencies and determine which
ones will be taken into account in the formulation of objectives. A correlation ({) between a
general competency and a specific competency indicates that the general competency is a
prerequisite for the application of the specific competency on the job market. A shaded symbol (z)
indicates that the general competency will be taken into account in the formulation of the objective
related to the specific competency.8
Determine the number of hours needed to acquire each of the competencies and determine the
relative importance of the competencies as a whole and in relation to one another, in order to assess
the feasibility of the proposed training plan.
The total number of hours allotted to each of the competencies should correspond to the total number
of program hours.
If applicable, establish the correlations between the work process and each of the specific
competencies and determine which ones will be taken into account in the formulation of objectives. A
correlation (∆) between a step in the work process and a specific competency indicates that the step
could be involved in the application of the competency but that it will not be taken into account in the
formulation of the objective. A shaded symbol (▲) indicates that the step in the work process will be
taken into account in the formulation of the objective related to the specific competency.
Indicate the type of objective―behavioural (B) or situational (S)9―and number the general and
specific competencies, bearing in mind the correlations that will be taken into account in the
formulation of the objectives.

Once all of these steps have been completed, the grid of competencies should resemble the following:
GRID OF COMPETENCIES

Competency number

1

2

3

4

6

8

Type of objective

S

B

S

B

B

B
60

30

45

30

45

60

Statement of Specific Competency "A"

Duration (in hours)
8

B

45

)

#

#

#

)

Statement of Specific Competency "B"

12

B

30

)

#

#

Statement of Specific Competency "C"

15

B

60

)

)

8
9

See Section 7.6.
See Chapters 6 and 7.
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Verify and correct reports

Produce reports

Do calculations

Input data

WORK PROCESS

Gather and analyze information

Statement of General Competency "FF"

Statement of General Competency "EE"

Statement of General Competency "DD"

Statement of General Competency "CC"

Statement of General Competency "BB"

Statement of General Competency "AA"

Duration (in hours)

SPECIFIC COMPETENCIES

Type of objective

ACCOUNTING

Competency number

GENERAL COMPETENCIES

% % % % %

#

)

% % % % %

#

#

% % % % %
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2.5

Table of Correspondence

The table of correspondence is used to establish and verify the correlation between the training needs10
expressed in the job analysis report and the means of meeting the needs presented in the proposed
training plan and, later on, in the program. More specifically, the table of correspondence makes it
possible to visualize the relationships between the competencies included in the training plan on the one
hand and the information contained in the job analysis report (tasks, operations, skills and general
behaviours) and any other determinants on the other. It must therefore be possible to relate each
competency to at least one task, operation, skill or behaviour described in the job analysis report, as well
as to a general goal of vocational training. Relationships are also established between each competency
and the general goals of vocational training and any ministry or government orientations, in order to
ensure that they are taken into account in the proposed training plan.
Because of its structure, the table of correspondence also makes it possible to include details about the
content of the competencies throughout the process. The table of correspondence is therefore a written
record of the information processed during the development of the proposed training plan. In addition to
helping the development team establish the competencies and formulate the objectives, the table of
correspondence is essential for validating the proposed training plan. It demonstrates the relevance of the
competencies and provides details about the content, scope and limits of each one. These details, which
appear in the second column, are formulated according to the same rules as the competencies, i.e. using
an action verb and a direct object, making it possible to pinpoint the expected action and level of
responsibility without specifying the content of future objectives.
It is therefore recommended to take notes during discussions regarding the competencies and to record
these notes in the table of correspondence. Finally, by illustrating the relationships between training
needs and the program of study, the table of correspondence makes it easier to make changes reflecting
job market developments or other needs. Appendix IV contains a sample table of correspondence.

10

There are two major types of training needs: socioeconomic development needs and the personal development needs of
practitioners.
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3

Analysis

Before addressing the validation stage, let us examine a few criteria for analyzing the proposed training
plan. The following table contains questions that might help the development team take a critical look at
its work. Taking the necessary measures to be able to answer each of these questions in the affirmative
will result in a better product. Having someone who was not involved in the development process check
the training plan against these criteria will provide additional input.
Analysis Checklist

PROGRAM GOALS
●
●
●

Is the expected outcome clear?
Is the general description of the trade or occupation clear and sufficiently detailed?
Do the program goals relate to the general goals of vocational training?

COMPETENCIES
Determinants
●
●
●
●

Do the competencies cover all of the important dimensions of the trade or occupation?
Do the competencies take into account the aims and orientations of vocational training?
Do the competencies take into account the needs identified in the planning studies and the information
gathered during the job analysis workshop?
Do the competencies take into account the other determinants?
Characteristics of each competency

●
●
●
●
●
●
●
●

Is the competency multidimensional?
Does the competency correspond to a sufficiently important task or activity?
Does the competency reflect the scope of the corresponding task or work-related activity?
Does the number of hours devoted to the competency fall within standards?
Does the targeted level of complexity correspond to the level required to practise the trade or occupation and
does it comply with any occupational standards?
Does the verb used correspond at least to the “application” level in Bloom’s taxonomy?
Does each competency target different results?
Does the competency represent an actual task or activity rather than a grouping of several unrelated activities?
Statement of each competency

●
●
●
●

Is the statement of the competency explicit?
Is the statement of the competency unequivocal?
Is the statement of the competency made up of an action verb and a direct object?
Does the statement of the competency comply with standards in that it contains no qualifiers, adverbs or
performance conditions?
Type of competency

●
●
●

Does each specific competency relate to a specific task?
Does each general competency relate to a work-related activity?
Can each general competency be transferred to more than one specific competency?
Type of objective: behavioural or situational

●

Is the type of objective appropriate?

Vocational Training: Program Design and Development Guide

17

Proposed Training Plan

Analysis Checklist (cont.)
GRID OF COMPETENCIES
●
●
●
●
●
●

Does the grid of competencies contain a balanced number of specific and general competencies and a
sufficient number of hours to acquire them?
Is there an appropriate number of competencies, i.e. approximately 25 for an 1800-hour program?
Is the number of hours allotted to each competency a multiple of 15?
Is the total number of hours the same as in the previous version of the program?
Are the relationships between the general and specific competencies appropriate?
Are the relationships between the steps in the work process and the specific competencies appropriate?

TABLE OF CORRESPONDENCE
●
●
●

Does the table of correspondence contain a statement and details of each competency?
Are the details of the competency formulated using an action verb and a direct object?
Are the relationships between the competencies and the determinants clear and accurate?

FORMAT
●

18

Does the proposed training plan contain all of the necessary sections (administrative information, program
goals, list of competencies, grid of competencies with introduction, table of correspondence with introduction)?
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4

Validation

The proposed training plan is validated immediately after it is developed and just before the program’s
objectives are formulated. During this stage, representatives employed in the field and in education are
consulted. This is a key moment in the program development process and a valuable source of
information for the Ministère and its partners, since adjustments can then be made to the training plan.
Participants’ comments are recorded in a validation report, which must include general remarks
concerning the relevance, coherence and feasibility of the proposed training plan, as well as specific
remarks about the relevance, coherence and feasibility of the program goals and competencies. The
validation report is distributed to everyone present at the meeting, but is not published.

4.1

Goals of the Validation Process

According to the frameworks for developing vocational and technical training programs, ministry
programs, if they are to adequately serve their purpose and meet requirements, must have four
characteristics: they must be relevant, coherent, applicable and harmonized. At the validation stage, the
development team seeks opinions on three of these characteristics—relevance, coherence and
feasibility—and informs partners about the possible harmonization of the competencies with those of
other programs. These opinions are provided by representatives employed in the field and in education,
ideally grouped together in a joint committee.
The relevance of the competencies in the proposed training plan is evaluated by people employed in the
field. Their opinions are based on the fact that each competency should relate to the work situation and
usually take one of two forms: a judgment as to whether the competency is used in the trade or
occupation, and additional specifications concerning the scope of the competency with respect to other
occupations and compliance with current laws and regulations (limits of professional responsibility).
The coherence and feasibility of the proposed training plan are evaluated by people employed in
education. Opinions concerning coherence cover several aspects: the order in which the competencies
are presented with respect to the complexity of learning, the relationships between the general and
specific competencies, and the distinctiveness of the content of each competency. Opinions concerning
feasibility usually cover three aspects: the time needed to acquire the competencies, the material and
financial resources needed to teach them and the professional development needs of teachers. It must be
feasible to develop all of the competencies contained in the proposed training plan in the number of hours
allotted.
Matters concerning professional development and material resources must be dealt with in such a way as
to allow educational institutions enough leeway to develop the appropriate learning activities. Any
difficulties foreseen by representatives of these institutions should be taken into account.
Validating a proposed training plan provides many advantages: it is essential for the formulation of
objectives, it makes it possible to reach a consensus on fundamental issues, and it ensures the
transparency of the process. Finally, it provides the Ministère’s partners with information, thereby helping
to establish the credibility of future programs of study.
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4.2

Presentation and Validation Meetings

Meetings
There are two types of meetings involved in validating a proposed training plan: a presentation meeting
and the actual validation meeting. These meetings can take one or two days depending on the plan.
If a large number of institutions are involved, a preliminary presentation meeting may be held before the
validation meeting. This is necessary because the validation committee comprises representatives
employed in the field as well as in education and, for logistical reasons, there is a limit to the number of
people who can participate in the validation meeting. The aim of the presentation meeting is to ensure
that all of the educational institutions in question are informed about the proposed training plan.
In either case, the person in charge of the proposed training plan is responsible for determining how long
the meetings should be.

One-day validation meeting
Purpose

Participants

Duration

Opinions and comments recorded

Presentation

Representatives
employed in the field
and in education

About 90 minutes

None

Validation

Representatives
employed in the field
and in education

About 6 hours

Relevance – Coherence – Feasibility
General comments about the proposed
training plan
Comments about goals

Validation meeting preceded by a presentation meeting for representatives of educational institutions
Day 1
Purpose
Presentation

Participants
Representatives
employed in
education

Duration
1 day

Opinions and comments recorded
None

Purpose
Presentation

Participants
Representatives
employed in the field

Duration
About 90 minutes

Opinions and comments recorded
None

Validation

Representatives
employed in the field
and in education

About 6 hours

Relevance – Coherence – Feasibility
General comments about the proposed
training plan
Comments about goals

Day 2
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Composition of the validation committee
The person in charge of the proposed training plan is responsible for setting up the validation committee,
in accordance with the partnership guidelines set by the Ministère. In addition to the members of the
development team, approximately 16 other people participate in the validation meeting:
●

●

Half the group is employed in education (e.g. institution administrators, teachers, other professionals,
if applicable).
The other half is employed in the field (e.g. job analysis workshop participants; managers;
supervisors; personnel managers; representatives of professional corporations, interested
organizations and ministries, and sectoral committees).

Representation must be balanced in terms of the regions of Québec and the socioeconomic situation of
the trade or occupation in question. The criteria are often similar to the ones used to select participants for
the job analysis workshop, but other criteria may apply depending on the specific situation and needs:
●

●

●

The group is made up of people from different industrial sectors or businesses; small, medium-sized
and large businesses should all be represented.
The group includes people from the different regions in which the trade or occupation is practised
(cities, towns, remote areas).
The composition of the group takes into account the fact that some occupations are practised in
several fields of activity (e.g. services, manufacturing, distribution, product development, sales) and
that not all tasks are necessarily performed by the same person.

Obviously, to limit the number of participants, each individual should meet several of these criteria. Once
the members have been recruited, the person in charge of the proposed training plan sends out official
invitations, accompanied by a copy of the training plan and any other documents deemed appropriate
(usually the job analysis report).

Composition and role of the development team
Generally speaking, the development team is made up of the person in charge of the proposed training
plan, a teaching specialist in charge of design and development and a program development specialist.
The program development specialist works closely with the person in charge of design and development.
A specialist employed in the field may also join the team at key points in the design of the proposed
training plan, including the validation stage. The person in charge of the training plan may be a program
development specialist.
Once the participants have confirmed their attendance, the development team prepares the presentation
and validation meetings.11
The presentation meeting involves three tasks: presenting a summary of the work done to date,
introducing the proposed training plan and facilitating the meeting. The validation meeting involves four
tasks: presenting each of the competencies in the training plan and the goals of the program, facilitating
the meeting, moderating the discussion and gathering information.
The teaching specialist should present the proposed training plan, since he or she is the one who is
responsible for most of the design and development. The program development specialist often takes over
the facilitation or, more specifically, the moderation of the meeting, ensuring that everyone has a chance
to express an opinion or ask questions. He or she also assists the teaching specialist in presenting the
training plan and answering questions related to methodology. The meeting is chaired by the person in
charge of the proposed training plan, who usually presents the summary of the work done to date. At the
validation stage, he or she ensures that the meeting’s objectives are met and requests corrective action if
11

Practically speaking, everything must be done to ensure the success of this stage in the consultation process. The meetings
must be held at a location that is easily accessible at little cost to those who will be attending. The room must be appropriately
quiet and comfortable, and the tables must be arranged in such a way as to facilitate discussion. Overhead projectors and flip
charts are extremely useful. Name cards and additional copies of the proposed training plan should be provided.
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necessary. Finally, he or she assigns someone to take notes or shares the task with the other members of
the team.

4.3

Implementation

Presentation meeting
The duration of the presentation meeting varies depending on whether it is held the same day as the
validation meeting or in the weeks preceding it (the meetings should be fairly close together). However,
the objectives of the meeting are the same regardless: to inform participants of the work that has been
done to date, present the highlights of the planning studies and job analysis report, report on the
development orientations, briefly explain the competency-based approach and, finally, present the
proposed training plan. The presentation meeting also includes a question period and an explanation of
the validation procedure. Each member of the development team will have been assigned a specific role
and have prepared his or her presentation and the necessary materials.
Each presentation meeting has its own requirements but, as a general rule, the focus should be on the
presentation of the proposed training plan and, in particular, on the table of correspondence and the
determinants rather than on technical information about the ministerial frameworks for program
development. It is essential that participants be made aware that the presentation meeting is not a
validation meeting and that any comments related to relevance, coherence or feasibility will not be
recorded. The members of the development team must make sure that the presentation and validation
meetings remain distinct.
Finally, it is important that the representatives of educational institutions understand the structure of the
grid of competencies so that they can evaluate the coherence and feasibility of the proposed training plan.
The development team must present the grid and clearly distinguish between the responsibilities of the
Ministère and those of the educational institutions in order to forestall opinions about learning activities
which, although relevant with respect to the institutions’ implementation of the program, should not be
dealt with at the ministry level.

Validation meeting
The validation meeting usually lasts one day, including about an hour and a half devoted to the
presentation of the proposed training plan, so there is little time to deal with questions about the
competencies and to gather general comments on the training plan and on program goals. The facilitator
should therefore be an experienced moderator.
It is important to explain the objectives of the meeting from the outset, clarifying the concepts of relevance,
coherence and feasibility. It is therefore necessary to specify the responsibilities of the representatives
employed in the field (opinions on the relevance of the proposed training plan) and in education (opinions
on its coherence and feasibility). Participants should be informed that there is much to do and asked to
limit their speaking time. It is important to emphasize that the facilitator will act as moderator. The
moderator must use facilitation techniques conducive to the creation of effective group dynamics.
●

●

●
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The first step is to examine the competencies in the order in which they are presented in the proposed
training plan. A competency is presented and participants comment on its relevance. If the
competency is deemed relevant, the participants comment on its coherence and feasibility, then offer
suggestions. The facilitator should remain flexible until the participants get used to the procedure. The
teaching specialist must be given enough time to present each competency and allowed to answer
any request for clarification.
As much as possible, the goal is to reach a consensus on the issues of relevance and limits of
professional responsibility. Participants should not waste time discussing the program development
process. Similarly, lengthy discussions about the best term to use should also be avoided.
Finally, the facilitator should avoid making decisions on the spot in order to preserve the consultative
character of the meeting and allow the development team the time needed to reflect on any changes
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to be made to the training plan. Finally, there is no need to spend time defending the training plan,
since the objective of the meeting is to gather as many opinions as possible from participants, not to
obtain their approval.

4.4

Results

Validation report
The validation report contains a clear, succinct account of the opinions and comments of participants at
the validation meeting. It should differentiate between input from representatives employed in the field and
from those employed in education.
The report should also indicate which opinions on important issues, such as limits of professional
responsibility or the feasibility of the proposed training plan, were given by representatives of professional
corporations or administrators of educational institutions.
The report should also mention when a consensus was reached or when opinions about important issues
diverged, without interpreting the participants’ comments or mentioning the decision made subsequently.
An analysis of the comments and suggestions will allow the program development team to evaluate the
content, impact and relevance of the suggested changes.
Unlike the job analysis report, the validation report is not examined for compliance. It is distributed to
those who participated in the validation meeting, as well as to the directors of the educational institutions
authorized to offer the program. Appendix V contains an excerpt of a validation report.

Decisions based on the opinions and comments gathered
Since the goal of the validation process is to gather opinions and comments about the proposed training
plan, once the report has been issued, the development team must decide how to act on these comments
and opinions. As a general rule, any consensus concerning relevance must be taken into account, while
opinions regarding coherence and feasibility are taken into consideration as much as possible.
Occasionally, the person in charge of the proposed training plan may decide to produce an update report
on the decisions made (see Appendix VI) for internal use. This report is usually accompanied by an
updated version of the training plan and is not distributed to participants in the validation meeting. Such a
report may be produced only once the program has been written, since the definition of objectives often
results in changes to parts of the training plan. The update report summarizes all the choices made by the
development team throughout the program development process.
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Program of Study

5

Description

A vocational training program is a coherent and meaningful set of competencies to be acquired,
formulated in terms of objectives, and divided into modules for administrative purposes. It is designed
according to an overall approach that takes into account factors such as training needs, the job situation,
goals and means of achieving objectives.
The program of study is a teaching/learning reference tool. Its objectives describe the expected outcomes
of the training and have a direct influence on the choice of teaching/learning activities. It does not,
however, contain learning activities, course content or teaching strategies or methods, which are the
responsibility of the educational institutions.
The program is also a reference tool for instructional organization. Its implementation in educational
institutions requires the mobilization of human, financial and material resources selected in keeping with
the requirements of the program.
The program is also a reference tool for the evaluation of learning and the recognition of prior learning. To
obtain a diploma, students must demonstrate that they have acquired the competencies described in the
objectives. The instruments used in the evaluation of learning and the recognition of prior learning are
based on these objectives.
Since the competencies formulated as objectives are mandatory targets of the program of study, students
must acquire all of these competencies to obtain a diploma. The program is therefore a reference tool for
the certification of studies. It allows educational institutions, which are responsible for implementing the
program, to guarantee, in a spirit of equality and justice, that all students receive comparable training.
Finally, the program of study is an exhaustive source of information about the competencies required to
practise a trade or occupation at entry level on the job market.
The program of study is a ministerial document made up of different parts, some prescriptive, others
provided for information purposes. First, it presents a synoptic table of information about each of the
objectives (e.g. number of hours allotted, administrative code). Then, it is divided into two parts: Part I
includes an overview and contains four sections: the program goals, the educational aims, the list of
competencies and the grid of competencies.
Part II of the program describes the objectives associated with each of the competencies, as well as the
related knowledge, skills, attitudes, perceptions and guidelines. Normally, it also includes evaluation
specifications for the purpose of certification, and other tools for the development of evaluation
instruments. The objectives and evaluation specifications are prescriptive in nature, while the knowledge,
skills, attitudes, perceptions and guidelines are provided for information purposes only. The Minister may
also impose examinations according to his or her own criteria or conditions, but the development of such
examinations is the responsibility of the educational institutions.

5.1

Program Goals and Educational Aims

The program goals are established in the proposed training plan and validated by representatives
employed in the field and in education. Since program development is a dynamic process, the statements
of the competencies and the program goals are likely to change, even once the training plan has been
established. These changes, of course, must respect the rules of formulation. This part of the program of
study contains an updated version of the program goals originally formulated in the training plan.
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The educational aims are based on important values and concerns and serve as guidelines for
teaching/learning activities, pointing teachers in a given direction when appropriate. They may include
important attitudes, work habits, intellectual skills and so on, and usually address important dimensions of
personal and vocational development that have not been explicitly included in the program goals or in the
objectives. They are ongoing and, in particular, help the students develop work habits, attitudes,
intellectual or motor skills and other dimensions not dealt with in the program’s objectives. The educational
aims help guide educational institutions in implementing the program.
Educational aims are based on an overall analysis of the program. They can also be based on the job
analysis report or on the comments of participants in the validation meeting. Generally speaking, there
should be between three and six educational aims. The following are a few examples:
●

Develop a sense of responsibility.

●

Develop the habit of self-evaluation.

●

Show more respect for themselves and others.

Appendix VII contains other examples of educational aims.

5.2

Objectives

In education, an objective is generally regarded as a precisely defined result expected of the student
during or at the end of a learning situation or program.12 In vocational training, the concept implies learning
objectives expressed in terms of observable and measurable behaviours (or behaviours whose results are
observable and measurable) with a precisely defined result or product expected at the end of a learning
situation, as well as the conditions in which the result or product is to be achieved. Objectives ensure
clear, unequivocal communication between users of a program.
Objectives are the cornerstone of a vocational training program. According to the Education Act (s. 461),
vocational training programs “shall include compulsory objectives and contents and may include optional
objectives and contents that shall be enriched or adapted according to the needs of students who receive
the services.” A program of study therefore contains objectives for each of the targeted competencies,
which in turn become mandatory learning targets. It also provides competency-related knowledge, skills,
attitudes, perceptions and guidelines for information purposes only. Certification specifications are
prescriptive in nature.
The objectives must be defined according to strict rules, in order to ensure unequivocal, concise and
effective communication between program developers and users. In vocational training, objectives can be
defined either in terms of a behaviour or in terms of a situation. The choice of technique is important since
each one derives from a different school of thought and has an impact on the teaching/learning and
evaluation approaches used.
The first technique, in which the objective is defined in terms of a behaviour, involves a more formal
instructional approach, which determines the expected outcomes. The second technique, in which the
objective is defined in terms of a situation, involves a more open approach, focusing on the student’s
progress. In the latter case, emphasis is placed on the student’s participation in learning activities in a
given context. Results may vary from one student to the next. Two such different but complementary
techniques provide sufficient leeway to meet a variety of instructional and practical requirements. The use
of the techniques varies from one program to the other depending on needs. Although there is no hard
and fast rule governing the number of behavioural objectives to be included in a program, behavioural
objectives are generally far more numerous than situational objectives, since they define specific results to
be achieved by the students.
The following pages address behavioural and situational objectives in greater detail.

12
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Dictionnaire actuel de l’éducation.
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6

Behavioural Objectives

Behavioural objectives lend themselves well to learning that is easily identified and accompanied by
objective data. In vocational training, behavioural objectives are particularly useful in defining behaviours
related to specific tasks or products. They translate competencies into observable actions and measurable
results expected of a student, while specifying, from the outset, the actions and results that will be used to
verify whether a competency has been acquired. They also make it possible to evaluate students on their
performance, in terms of specific conditions and criteria (without inferring success). Behavioural objectives
do not define content, procedures or the learning activities required to develop the competency.
Appendix VIII contains examples of behavioural objectives.

6.1

Statement of the Competency

Competencies are presented as general behaviours expected at the end of a module, for example: “Build a
roof,” “Bleach hair.”
When the objectives are being formulated, the statements of the competencies are already available,
since they were included in the validated and updated training plan. The statements of the competencies
should be the same as those that appear in the training plan.

6.2

Achievement Context

The achievement context provides information about the situation in which the competency is exercised at
entry level on the job market, that is, the first time a person performs a work-related task or activity on the
job. It makes it possible to determine and understand the competency’s scope, importance and field of
application. It helps set the scope of the competency and establish its degree of complexity. It indicates,
on the basis of the information contained in the job analysis report, the equipment, materials, references
and tools used, as well as the standards and regulations in effect. It also gives typical situations and the
degree of autonomy and responsibility required. It must be representative of the different workplaces in
which the competency will be applied and provide information that will remain valid in the long term. The
achievement context contains information such as:
●

●

●

●

Specific instructions and information, for example:
– given a drawing and instructions from the supervisor
– working with a colleague
– referring to current laws, regulations, standards and codes
The context in which the competency is to be applied, for example:
– working outdoors
– on a forest road
The necessary tools, equipment, materials and clothing, for example:
– using specialized tools and instruments
– using a numerically controlled machine tool
The necessary reference materials or technical manuals, for example:
– referring to technical documentation and the manufacturer’s manual
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●

The scope and field of application of the competency, for example:
– working on every generation of machine
– in spinning and weaving applications

The information about performance conditions gathered during the job analysis may prove useful in
establishing the achievement context. The achievement context should not specify the teaching/learning
situation or the performance criteria. The educational institutions are responsible for establishing the
teaching methods or learning conditions needed to attain the objective in accordance with the
performance criteria and achievement context associated with the competency.

6.3

Elements of the Competency

The elements of the competency describe the competency in terms of specific behaviours. They are
limited to the information needed to understand the competency, describing either the major steps in its
application or its main components.
The steps in the application of the competency establish a sequence of actions and results. This method
is used for specific competencies and for certain general competencies, if appropriate. The following
example, from the competency “To prepare wires and cables” in the Cable and Circuit Assembly program,
illustrates this method. The elements of the competency are:
●

Locate information needed to do the job in drawings, diagrams and work procedures.

●

Plan the work.

●

Cut and strip the wire and cable.

●

Prepare the crimping tool.

●

Perform crimping operations.

●

Check the quality of the crimping.

●

Tidy up.

In some cases, for example, when general competencies cannot be unequivocally explained by the major
steps in their application, the main components of the competency are presented instead. In such a case,
it is necessary to group together the skills in question. The following example, from the competency “To
manage administrative information” in the Secretarial Studies program, illustrates this method. The
elements of the competency are:
●

Prepare an inventory list of the types and series of documents.

●

Interpret a classification plan and a records retention schedule.

●

Classify documents.

●

File documents.

●

Process semi-active and inactive documents.

The formulation of the elements of the competency should take into account major steps in the work
process, indicated by a shaded triangle (▲) in the grid of competencies. It may also take into account
relationships with other competencies that should in particular be applied in the context of a work-related
task or activity. These relationships, which are indicated by a shaded circle ( ) in the grid, may give rise
to elements of the competency; it is important, however, to adapt them to the competency in question
when formulating them.
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Generally speaking, between three and nine elements are necessary to adequately describe a
competency. In addition, the elements of the competency should be formulated using action verbs
expressing observable and measurable behaviours (or behaviours whose results are observable and
measurable) and a direct object.
●

●

In the cognitive domain, elements of the competency are expressed in terms of the application of
knowledge, for example:
− Select tools and materials.
In the psychosensorimotor and socioaffective domains, they are expressed in terms of self-contained
actions, for example:
− Adjust the parts of a mechanism.
− Manage work-related stress.

The elements of the competency should be formulated using the appropriate taxonomic level, i.e. avoiding
actions that are too simple, for example “name,” “describe,” “list,” which refer to the expression rather than
the application of knowledge and often do not represent the actual work-related task or activity. The
elements should correspond to sufficiently complex and important actions. Elements that are too specific
should also be avoided, for example “Thread the sewing machine needle.” If this action is important, it can
be taken into consideration within a broader element, such as “Prepare the sewing machine.”
Finally, the elements of the competency should not refer to a learning sequence or learning steps. They
should take into account the requirements for applying the competency at entry level on the job market.
The information gathered during the job analysis about tasks and operations, expected goods and
services and transferable skills may prove useful in establishing the elements of the competency. The
same is true for the details of the competency that appear in the second column of the table of
correspondence13 in the validated and updated training plan.

6.4

Performance Criteria

The performance criteria define the requirements for judging the achievement of the elements of the
competency and, consequently, of the competency itself. In conjunction with the achievement context,
they specify the level of performance required to achieve the objective. Generally speaking, the various
components of the competency make it possible to judge whether the competency and, as a result, the
objective, has been achieved.
Performance criteria are usually formulated using nouns and adjectives. The adjectives help determine the
required performance. The number of criteria is usually limited to four or five for each element of the
competency, so as to avoid complicating the presentation of the objective.
Performance criteria can be inspired by suggestions made in the job analysis workshop for each of the
tasks or by information about transferable skills. For example, the criteria formulated for the elements of
the competency “To perform mechanical assembly tasks” in the Aircraft Mechanical Assembly program
are as follows:
Elements of the competency

Performance criteria

1. Do assemblies using threaded fasteners.

●

●

●

13

Proper use of techniques for assembling with
threaded fasteners
Observance of tightening and locking
techniques
Application of sealers at the appropriate points

Appendix IV contains a sample table of correspondence.
Vocational Training: Program Design and Development Guide

31

Program of Study

Accompanying each of the elements
The criteria accompanying each of the elements should provide accurate and comprehensive information
about the requirements related to the acquisition of a large part of the competency at entry level in the job
market. Together with the element of the competency, they should also help teachers establish relevant
learning content and activities that will allow students to achieve the objective.14 Performance criteria
should refer to observable dimensions and therefore be measurable. They are not used to evaluate the
competency, but as a reference tool in the development of evaluation and teaching/learning instruments.
They are therefore learning targets and prescriptive in nature. They are used for the purpose of evaluation
during the learning process or for the purpose of certification.
In the first case, the performance criteria define the requirements and accompany each of the elements,
providing information about the following aspects:
●

●

●

●

●

●

The quality of the good or service, for example:
– observance of form and positional tolerances
– clear drawing
The determination of an acceptable time frame, for example:
– observance of time allotted
The observance of processes or techniques, for example:
– observance of sequence of operations
– proper use of work methods
The relevant codes, standards and regulations, for example:
– observance of health and safety rules
– compliance with the Québec Electrical Code
Methods of using tools, equipment and materials, for example:
– proper use of tools and equipment
– proper use of software functions
The appropriate attitudes, for example:
– empathy
– respectful attitude toward clients

Related to the competency as a whole
Performance criteria can also be used to define general qualitative or quantitative requirements related to
the competency as a whole. To be considered relevant, these criteria should first be meaningful, that is,
they should provide the necessary information about the expected level of performance or about the
overall quality of the good or service. They must also be related to some or all of the elements of the
competency and provide important information that is not included in the elements or the criteria
associated with them, for example, a general attitude such as a concern for precision. They should not be
viewed as a summary of the preceding criteria. They provide information about important dimensions to be
considered in the learning process and in the definition of tools to evaluate the competency.
These performance criteria, like those related to each of the elements of the competency, provide
information about:
●

The quality of the good or service

●

The determination of an acceptable time frame

●

The observance of work processes or techniques

●

The relevant codes, standards and regulations

14
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The same does not hold true for the competency-related knowledge, skills, attitudes and perceptions presented in the program
for information purposes. The objectives, translated into statements and elements of the competency, the achievement context
and the performance criteria are mandatory, while the knowledge, skills, attitudes, perceptions and guidelines are merely
suggestions.
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●

Methods of using tools, equipment and materials

●

The appropriate attitudes

6.5

Correlations

When a development team, in order to promote the integration of certain learning, decides to take into
account the correlations between specific competencies and steps in the work process, or between
specific and general competencies, these correlations should appear in the objective. In the case of a
behavioural objective, they may be included in the elements of the competency or in the performance
criteria.
For example, in the grid of competencies in the Machining Techniques program, the following steps in the
work process are taken into account in the competency “Cut threads on a lathe”:
●

Interpret drawings and technical manuals.

●

Plan the work.

●

Do the work.

●

Perform quality control tasks.

●

Perform regular maintenance on the equipment.

These correlations are reflected in the elements of the competency as follows:
●

Identify, in the drawings and manuals, the information needed for the job.

●

Develop the process sheet.

●

Perform internal and external threading operations.

●

Control the quality of the threads.

●

Perform regular maintenance on the lathe, accessories and cutting tools.

In the grid of competencies in the Accounting program, shaded circles ( ) indicate that the competency
“Prepare the payroll” should be formulated in such a way that the students can pursue or, better yet,
integrate the learning related to the acquisition of a general competency. This learning involves doing
calculations and preparing source documents, writing correspondence and communicating in an
accounting context. These elements are taken into account in the performance criteria. Thus, the criteria
“Appropriate filing of source documents” and “Correct spelling and grammar” are associated with
“Effective management of conflicts involving personnel.”
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7

Situational Objectives

Situational objectives promote the development of competencies with a significant socioaffective
component, such as interpersonal communication and a concern for professional conduct. They focus
more closely on personal development and take into consideration profound dimensions of an individual’s
personality, such as values and attitudes, which extend beyond behaviours that are easy to identify,
predict and observe. In addition, situational objectives allow students, for example, to solve practical
problems in order to orient actions in variable contexts in which results are difficult to standardize: in such
a problem-solving context, it is generally impossible, given individual differences, to ensure that all
students will achieve identical learning outcomes. Situational objectives provide a certain flexibility that
takes into account important concerns that cannot be included in a behavioural objective: self-expression,
creativity, autonomy, team spirit, entrepreneurship, vocational integration and so on. On the other hand,
for evaluation purposes, situational objectives include observable activities or products that make it
possible to infer the development of the competency on the basis of the student’s participation in the
learning process.
Situational objectives are also conducive to a more open instructional approach. In particular, they
dispense with the need to rely on pre-established results as learning targets and open the way to selfexpression and creativity. They also make it possible to focus on the learning process and the quality of
the students’ participation rather than on performance.
Although there is no definite rule governing the number of situational objectives in a program of study,
they are usually far less numerous than behavioural objectives. Appendix IX contains examples of
situational objectives.

7.1

Statement of the Competency

In a situational objective, the competency is viewed as an expected outcome. It may be formulated as
follows:
●

Communicate in a customer service setting.

●

Provide care in a psychiatric setting.

When the objective is being formulated, the statements of the competencies are already available, since
they were included in the validated and updated training plan. The statements of the competencies should
be the same as those that appear in the grid of competencies.

7.2

Elements of the Competency

The elements of the competency establish the scope of and focus on the essential elements of the
competency, making it easier to understand the expected outcome. Their formulation should take into
account the competency rather than the learning content, process or activities. They should not be aimed
at obtaining uniform results and may refer to knowledge, skills or attitudes. They are not accompanied by
performance criteria since they do not aim at a predetermined performance but rather at results that may
vary from one student to another. Three to five elements are enough to provide the necessary information.
Too many elements will only confuse the issue. The elements of the competency should not be confused
with the steps in the learning context, which represent the learning process. For example, “Evaluate their
participation in the practicum or activity” does not provide information about the competency but about a
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step in the learning process. Elements of the competency should be formulated as follows: “Interpret the
needs and behaviours of people who have been committed.” The following are examples of elements of
competencies:
●

Recognize the importance of perceiving needs and understanding people who have been committed.

●

Be familiar with the general psychological processes related to human behaviour.

●

Be familiar with the psychological processes of people who have been committed.

●

Formulate hypotheses about the needs and behaviours of people who have been committed.

●

Be aware of the subjective and arbitrary aspects of the interpretation of needs and behaviours.

7.3

Learning Context

The learning context provides an outline of the learning situation designed to help students develop the
required competencies. It is normally divided into three phases of learning: information, participation and
evaluation.
The elements of the competency influence the learning context, but there is no direct correlation between
the number of elements and the number of steps in the learning context. Finally, the learning context does
not include learning content or activities. Generally speaking, the information in the learning context
serves as a reference point for teachers in the preparation of learning activities on a particular theme or
aspect. It is also important to suggest at least one or two types of activities to evaluate the students’
participation in each phase and to determine whether they are ready for certification. For example:
Information phase
●
Learning about the physical effects of ageing.
●
Thinking about the role of the family in the commitment process and the type of cooperation to be
established.
●
Testing transfer techniques for the safe handling of seniors.
Participation phase
●
Developing a care plan as part of a team, using hypothetical case studies.
●
Discussing the confidential and legal aspects of medical files.
Synthesis phase
●
Writing a report on their strengths and weaknesses in terms of communication.

7.4

Instructional Guidelines

The instructional guidelines provide suggested ways and means for teachers to ensure that learning takes
place and that the context in which it occurs is always the same. These guidelines may include general
principles or specific procedures related to instructional or material organization. For example:
●

Create a climate conducive to trust, openness and mutual respect among the participants.

●

Recognize the contribution of each participant during group discussions.

●

Provide the necessary support for self-evaluation.

●

Organize meetings with gerontology or nursing specialists to discuss basic care for seniors.

●

Make extensive use of exercises, simulations and role-plays to help the students integrate the
techniques taught.

●

Make available the audiovisual materials and equipment needed for the activities.

36
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7.5

Participation Criteria

The participation criteria describe the requirements the students must fulfill in each phase of the learning
context. They focus on how the students take part in the activities rather than on the results obtained.
Participation criteria are normally provided for each phase of the learning context. There should be no
more than one or two criteria for each phase so as to limit the number of observations and verifications the
teacher must make in order to evaluate the students’ participation and provide certification. Each
participation criterion should apply to at least one learning activity in the related phase of the learning
context, but may also apply to activities in the other phases. The criteria should focus on an important
aspect and relate to evidence of participation. They should never be used to verify the students’
performance with respect to the targeted competency; rather, they are intended to verify their participation.
They should be unequivocal, for example:
Information phase
●
Participate in discussions.
●
Recognize their strengths and weaknesses with respect to communication and teamwork.
Participation phase
●
Be available when asked.
●
Agree to take responsibility.
Synthesis phase
●
Share their opinions and feelings.
●
Write a report on their thoughts, preferences, interests, aptitudes and career choice.

7.6

Correlations

When a development team, in order to promote the integration of certain learning, decides to take into
account the correlations between specific competencies and steps in the work process, or between
specific and general competencies, these correlations should appear in the objective.15 In the case of a
situational objective, they may be included in the learning context or in the participation criteria.
For example, in the grid of competencies in the Industrial Clothing Production program, shaded circles ( )
indicate that the competency “To enter the workplace” should be formulated in such a way that the
students can pursue or, better yet, integrate learning involving occupational health and safety. The
participation criteria translate these elements as follows: Follow occupational health and safety
instructions.

15

A shaded triangle (▲) in the grid of competencies indicates that the correlation between the specific competency and the step
in the learning process has been taken into account. A shaded circle ( ) indicates that the correlation between the specific
competency and the general competency has been taken into account.
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8

Suggestions for
Instructional Planning

The final portion of an objective presents the competency-related knowledge, skills, attitudes and
perceptions, and the related guidelines, which teachers may use as a point of departure in their planning.
This part of the objective is thus provided for information purposes only and is intended to provide
additional support for teachers, who must guide the students in the development of the competencies.

8.1

Knowledge, Skills, Attitudes and Perceptions

The competency-related knowledge, skills, attitudes and perceptions define the essential and important
learning that the students must acquire in order to apply and continue to develop the competency. In
vocational training, they are the dimensions of the competency, i.e. the knowledge, skills in a variety of
fields, attitudes and perceptions that will allow graduates to adequately perform a task or work-related
activity. In a sense, they represent the competency’s potential. They can be used as reference points with
respect to the learning required to attain an objective and constitute a minimum of information that
teachers must adapt to the specific needs of their individual students or groups.

Definition
Knowledge, skills, attitudes and perceptions are based on the elements of the competency. They can also
be based on the performance criteria, but should not correspond to them exactly. Such a restrictive
formulation might imply that teaching is limited to the content that will be evaluated, which is not the
case.16 When formulating the knowledge, skills, attitudes and perceptions, it is important to take into
account how many hours are allotted for the competency, where the competency fits into the program and
who the target population is.
The objective should be analyzed in order to determine the scope of the competency and to clearly
identify what is needed for its proper application. The competency-related knowledge, skills, attitudes and
perceptions include everything the student needs to apply the competency as defined in the objective.
Generally speaking, knowledge, skills, attitudes and perceptions are established for each element of a
behavioural objective and for each phase in the learning context of a situational objective. However, it
might be wiser to group knowledge, skills attitudes and perceptions together when they are shared by
more than one element or phase in order to avoid useless repetition. Once all of the elements have been
taken into consideration, guidelines can be provided for the competency as a whole. In both cases, the
groupings are intended to avoid useless repetition and to present the information clearly and succinctly.
The knowledge, skills, attitudes and perceptions should correspond to activities performed by the
practitioner at entry level in the job market. However, they do not need to be observable and measurable,
since that would exclude a number of cognitive skills and attitudes. Examples of knowledge, skills,
attitudes and perceptions include:
●

Recognize the importance of doing quality work.

●

Work alone.17

●

Adapt to specific conditions.

16
17

The scope of the learning covered by an element of the competency extends beyond the level of performance to be achieved.
Some dimensions, such as “Work alone,” that apply to all of the competencies in a program of study will appear in the
educational aims at the beginning of the program. These aims pave the way for cross-curricular or generic competencies.
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Knowledge, skills, attitudes and perceptions are transferable and are not related to a specific task. They
are essential for the development of autonomy and employability.
It is important to ensure that the knowledge, skills, attitudes and perceptions specified are important
enough to require learning. They should not be a mere enumeration of “subelements” of the competency;
rather, they should help teachers plan and organize a variety of meaningful learning activities.
The knowledge, skills, attitudes and perceptions should be varied and include those required to develop
each part of the competency. It is important, however, to avoid providing a detailed list of learning
corresponding to relatively low taxonomic levels.
Competency-related knowledge, skills, attitudes and perceptions are limited to the formulation of the
expected behaviour, using an action verb and a direct object. The verb should correspond to a taxonomic
level corresponding to the actual activity in the workplace. The formulation of each one should make it
possible to identify the action the graduate will be able to perform. It is also suggested not to exceed the
“application” level in Bloom’s taxonomy.
Normally, there should be no more than five or six suggestions of knowledge, skills, attitudes and
perceptions for each element of the competency in a behavioural objective or for each phase of the
learning context in a situational objective.

8.2

Guidelines

Guidelines provide information about the scope or limits of competency-related knowledge, skills, attitudes
and perceptions. They relate either to the field of application, to the appropriate level of complexity for the
learning situations or to the content to be covered with respect to the knowledge, skills, attitudes and
perceptions identified.18 The following is an example of guidelines related to content. Other examples can
be found in Appendixes VIII and IX.
●

●

●

●

●

●

For “To draw in perspective,” the guidelines are: orthographic projection; perspective with one or two
vanishing points; interpretation of light and shadow using colour shades and gradations.
For “To use text tools,” the guidelines are: free text; graphic text; title text limited to a certain shape,
font, size, etc.
For “To create and modify shapes,” the guidelines are: curves and straight lines; creation and
modification of simple and complex illustrations.
For “To adapt to specific situations,” the guidelines are: complexity of illustrations; shorter production
time; new performance conditions (new equipment or unexplored software possibilities).
For “To use vector-based drawing software,” the guidelines are: importation of models; setting of
preferences; drawing tolerances; save format.
For “Set preferences in a drawing program,” the guidelines are: deletion and creation of preferences;
preparation for printing.

When establishing the guidelines, it is necessary to identify the most relevant and important aspects of
each of the dimensions. The detailed description of the content will be done later by the teacher. Like
competency-related knowledge, skills, attitudes and perceptions, the guidelines are not intended to
replace the teacher’s detailed planning. If the content must be mentioned, it should be limited to broad
themes, problems and selected cases and not consist in a detailed list of content elements, examples,
definitions and so on.
Finally, unlike the performance criteria, the guidelines should not be used to specify the expected
performance. They are formulated using nouns; they generally do not include verbs and are rarely
presented in a complete sentence. In the program of study, they are listed briefly following the knowledge,
skills, attitudes and perceptions. Normally, the number of guidelines is limited to three or four for each
dimension.
18
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The educational institutions are responsible for learning content.
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9

Analysis

At this point, let us examine a few criteria for analyzing a draft of a vocational training program.19 The
following table contains questions that might help the development team take a critical look at its work.
Taking the necessary measures to answer each of these questions in the affirmative will result in a better
product.
Analysis Checklist
GENERAL ASPECTS
●
●
●
●

Were the program goals changed to take into account the opinions gathered?
Do the educational aims address important aspects that were not explicitly formulated in the program goals or
competencies?
Are there between three and six educational aims?
Does the information in the grid of competencies correspond to the information in the objectives?

BEHAVIOURAL OBJECTIVES

Statements of the competencies
●

Are the statements of the competencies formulated similarly in every section?

Achievement context
●
●
●
●
●
●
●

Does the context specify the necessary or mandatory context, tools, equipment, materials and clothing, and
the references or technical manuals used in the application of the competency in the workplace?
Is the context realistic with respect to job market entry-level requirements?
Does the context help describe the competency beyond the information contained in the other components of
the objective?
Are the statements clear and accurate?
Does the context specify the actual work environment, without referring to teaching, learning or evaluation
methods?
Are the statements limited to the information needed to understand the scope and limits of the competency?
Do the statements begin with words such as “given,” “using,” “in” and “for”?

Elements of the competency
•
•
•
•
•
•
•
•
•
•

19

Is each element related to the competency in question?
Do the elements help define the scope of the competency?
Is the scope of each element more limited than that of the statement of the competency?
Are the elements structured as processes or products?
Is the competency structured and written in such a way as to make it unequivocal?
Do the elements represent actual steps in a work-related activity rather than learning activities or knowledge
leading to the acquisition of the competency?
Are the elements formulated using an action verb and a direct object, without qualifiers, adverbs or
achievement requirements?
Is the verb different from the one used in the statement of the competency?
Do the elements of the competency reflect any correlations taken into account?
Are there between three and nine elements of the competency?

A draft is a program that has not yet been approved by the Ministère.
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Analysis Checklist (cont.)
PERFORMANCE CRITERIA
Are the criteria directly related to the elements of the competency?
Do the criteria indicate the quality of the products, outcomes or actions or the application or observance of a
method rather than the learning to be acquired?
Are the criteria realistic with respect to job market entry-level requirements?
Are the criteria sufficiently broad to enable the future development of more specific evaluation criteria?
Is each criterion unique?
Are the criteria presented in a logical order?
Do the criteria reflect any correlations taken into account?
Are there an appropriate number of criteria, at most four or five per element?

●
●
●
●
●
●
●
●

SITUATIONAL OBJECTIVES

Statements of the competencies
Are the statements of the competencies formulated similarly in every section?

●

Elements of the competency
●
●
●

Do the elements specify the expected outcome?
Are the elements clear?
Do the elements clarify the competency?

Learning context
●
●
●

Does the learning context include at least three phases?
Do the phases represent the learning process?
Can the information contained in the learning context be used to prepare learning activities?

Instructional guidelines
●
●

Do the instructional guidelines provide means of ensuring that learning takes place?
Do the instructional guidelines ensure that the same conditions apply wherever and whenever the course is
taught?

Participation criteria
●
●
●
●

Do the participation criteria describe the requirements that the students must meet during the learning
process?
Do the criteria refer to at least one important aspect of participation?
Do the participation criteria refer to evidence of the students’ participation?
Is each phase of the learning context accompanied by participation criteria?

SUGGESTIONS FOR COMPETENCY-RELATED KNOWLEDGE, SKILLS, ATTITUDES AND PERCEPTIONS
●
●
●
●
●
●
●

Are the competency-related knowledge, skills, attitudes and perceptions applicable in the workplace?
Are they important enough to require the planning and organization of learning that is worthwhile in the
training process?
Are there five or six dimensions for each element of the competency in the behavioural objectives or for each
phase in the situational objectives?
Are the knowledge, skills, attitudes and perceptions presented in the same order as the elements of the
competency?
Do the knowledge, skills, attitudes, perceptions and related guidelines identify the essential learning without
focusing on content (sufficient but not excessive information)?
Do the guidelines identify the most relevant and important aspects of each of the dimensions?
Are there three or four guidelines for each dimension?

FORMAT
●

42

Does the program contain all of the necessary sections: administrative information about the program, the
introduction to the program, information about the modules (administrative code, module number, number of
hours and credits), and glossary? Does the first part contain the program goals, educational aims, list of
competencies, grid of competencies and a section on harmonization with other programs? Does the second
part contain information about the objectives? Does the third part contain suggestions for instructional
planning?
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Implementation

At the end of the program development process, it is customary to hold a one-day implementation
session during which the development team presents the new program to future users. Participants in the
implementation session are usually teachers and education consultants employed in the educational
institutions authorized to offer the program.
The implementation session is an ideal opportunity to inform participants of the specific characteristics of
the new program and to answer questions. Above all, it is intended to help participants understand the
program and to do the instructional planning necessary for its implementation.
The format of the session may vary depending on the program, the extent of the changes made and the
number of educational institutions involved. If necessary, several sessions may be held consecutively in a
given region. The content of the session, however, remains the same.
First, the development team presents the history of the program, the main stages in its development, and
the major choices and significant changes made. It is important to remember that the participants have
not been involved in every step of the program development process, so they should be informed about
what has been done to date, for example, the preliminary study, the job analysis report and the validation
report.
Then, the team reviews the basic concepts underlying the competency-based approach used in
vocational training. The objective is to ensure that the participants have all the information they need to
understand each of the components of the new program and all the possibilities for its implementation.
Finally, the program is presented in detail, including the program goals and educational aims, each
objective and the suggestions for instructional planning. This information can be presented in a number of
ways but, whatever the means chosen, the presentation should be dynamic and promote the involvement
of participants. Reading the program in its entirety should be avoided, since that would only result in a
tedious, non-interactive session.
Although the main goal of the implementation session is of course to present the new program of study,
the development team may decide to present the instructional and material organization guide as well. It
is important to bear in mind the purpose of the session, which is to offer instructional support to users of
the new program.
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CONCLUSION
This guide was redone as part of the revision of the program development process in vocational and
technical training. Such a revision was necessary in order to update the documentation and the programs
developed since the reform of vocational training in 1986 and that of technical training in 1993.
The revised program development process in vocational and technical training involves three major
stages: the program’s evaluation; its planning and development; and its implementation, including the
resulting sectoral follow-up. This ensures that work force and personal needs are being met. These
stages are implemented in a continuum extending from a program’s design through its implementation, if
the need still exists. Each step is based on the previous step and paves the way for the next. The process
begins with a needs analysis and the identification of the program’s determinants. Then follows the
development and implementation of the program and, finally, a study of the need for revision. The
updated process is monitored on an ongoing basis by the sectors involved in order to ensure quality
program offerings and training-employment correlation.
To date, more than 250 vocational and technical training programs have been developed using the
competency-based approach, and some have been updated. In the coming years, many of the programs
will be revised in order to meet needs and to ensure the principal qualities of a good program, i.e.
coherence, relevance and feasibility, in as harmonized a context as possible.
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Appendix I
Administrative Information
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Appendix II
Excerpt of Program Goals
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Appendix III
Excerpt of a List of Competencies and
Grid of Competencies
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52
Interact in a variety of professional situations

Communicate in French in an accounting context

Write and format accounting-related correspondence in French

Organize and process data related to a company's resources

Ensure that they work efficiently

Commit themselves to the development of their career

ACCOUNTING

Use information related to legislation affecting businesses

SPECIFIC COMPETENCIES

Competency number
1
2
3
4
5
6
7
9
10
11
13
14
16
22

Objective
S
B
B
B
B
B
B
B
S
B
B
B
B
S

Duration (in hours)
30
60
60
30
60
90
60
45
30
75
60
60
75
30
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Handle cash
8
B
45

)
#
#
#
#
#
#
)
)
)
)

Prepare the payroll
12
B
30

)
)
#
#
#
#
#
#
#
)
)

Carry out daily tasks related to transactions
involving receivables and payables
15
B
60

)
#
#
#
#
#
#
#
#
#

Perform calculations needed to determine the
cost of goods and services
17
B
75

)
)
#
)
)
)
)
#
)

Perform end-of-period tasks
18
B
75

)
#
#
#
#
#
#
#

Perform year-end tasks
19
B
75

)
#
#
)
#
#
)

Produce an income tax return for an individual
20
B
60

)
#
#
)
)

Implement an accounting system
21
B
45

)
)
)

Enter the work force
23
S 120

)
#
#
#
Enter data
Do calculations
Produce reports
Verify and correct reports

)
%
%
%
%
%

)
)
%
%
%
%
%

#
)
)
%
%
%
%
%

)
)
#
#
%
%
%
%
%

#
#
#
#
#
%
%
%
%
%

#
#
)
#
#
#
%
%
%
%
%

)
#
#
)
)
)
#
%
%
%
%
%

#
#
#
)
)
)
)
)
%
%
%
%
%

#
#
#
#
#
#
#
#
%
%
%
%
%

Process source documents in different types of companies

Gather and analyze information

#

Write accounting-related correspondence in English

Format accounting-related correspondence

Do calculations and prepare source documents

Produce tables and charts

Research and exchange information

Determine their suitability for the occupation and the training process

Duration (in hours)

Objective

Competency number

GRID OF COMPETENCIES
GENERAL COMPETENCIES
WORK PROCESS

#

Appendix IV
Excerpt of a Table of Correspondence
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Appendix V
Excerpt of a Validation Report

Translator’s note: Since validation reports are never published, they are not normally translated into
English. The following text, however, will give readers an idea of their content.
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Appendix VI
Excerpt of an Update Report

Translator’s note: Since update reports are never published, they are not normally translated into English.
The following text, however, will give readers an idea of their content.
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Appendix VII
Excerpt of the Educational Aims of a Program
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Appendix VIII
Behavioural Objectives
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Appendix IX
Situational Objectives
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