
Chapter 6 Procedures for the development of an evaluation test 
“How do I evaluate the competencies of my students?  How to communicate the results of an evaluation 
on competency? How do I make sure that the problem situation chosen to evaluate student competencies 
corresponds to the type of situations used during the training? 

These are the types of questions, whether general or specific in nature, basic or emanating from deep 
reflection, that are on everyone’s mind. The competency-based approach causes teachers to seriously 
question the delicate and difficult task of evaluating student competencies, a task which remains 
nonetheless inherent to the nature of the work […] 

The term “evaluation” seems to include too many different aspects to allow a coherent discussion on the 
subject with colleagues or with students.  This is why I find it necessary to mention its purpose every time 
I use the term.  The use of a descriptor will be sufficient for now.  Therefore, we will speak more 
precisely of: 

— Formative evaluation, when it is used to evaluate learning during the training period and regulate 
the learning process.  On the one hand, a regulation of student learning, when under the teacher’s 
guidance, errors are analyzed to identify acquired learning, learning still to be acquired, the learning 
process, resolution strategies, and errors in procedure and work methods. On the other hand, a 
regulation of the teacher’s instruction includes such things as providing additional exercises, 
explaining a rule, correcting student note-taking and providing more time to acquire the learning; 

— A summative evaluation is an evaluation that is done at the end of training.  Student performance 
will be rated by the professor according to predetermined coefficients, to determine if the student 
will succeed or fail in the trimester.”66 

To successfully evaluate learning, several questions relative to the “objects of evaluation” must be 
answered, notably: What distinguishes the objects of the summative evaluation from those of the 
formative evaluation?  What should the objects be for a given type of evaluation, a given type of course or 
in the comprehensive program assessment?  What indicators could be used to identify the objects of 
evaluation that are not directly accessible?  Answers to these questions are specific for each type of 
evaluation, and we can only provide general directions in the search for answers.   

                                                      
66  Translated from Mireille Houart, Évaluer des compétences. Oui, mais… comment?, Département Éducation et 

Technologie, FUNDP – Namur, p. 1. [http://www.det.fundp.ac.be/~mho/evaluation.htm]. 

http://www.det.fundp.ac.be/%7Emho/evaluation.htm


General steps recommended for an evaluation plan 

Activity 6: Planning the evaluation for the final exam 

Activity 6.1:  The training objective 

Activity 6.2: The objects of evaluation, performance indicators and evaluation 
criteria 

Activity 6.3:  The evaluation task 

Activity 6.4:  The marking grid 

Activity 6.5: Communicating the results 

Learning tools:  

Learning tool 6.A:  Procedures for developing an evaluation plan and tools for collecting data and 
making judgments:  

 

1. Analyze the training objective 

1.1 Characterize the training objective  

1.2 Formulate the training objective targeted in a course as a final integrating objective 

2. Select and identify the objects to be evaluated 

2.1 Choose the objects of the evaluation or essential learning to be evaluated 

2.2 Select indicators that will allow for observation of the demonstration of this learning 

2.3 Validate the connection between indicators and the objects of evaluation 

2.4 Determine the evaluation criteria, i.e. the components of learning to be evaluated 

3. Choose and validate evaluation tasks and tools 

3.1 Determine evaluation tasks suitable to the learning to be evaluated 

3.2 Specify the realization context of the evaluation task or tasks 

3.3 Guarantee the validity and reliability of the tools used 

4. Develop the tools for data collection and the evaluation judgment 

4.1 Build the tools for the collection of observable data:  marking grids and rating scales 

4.2 Select judgment and rating methods to apply to student learning 

5. Communicate the results and provide students with feedback 



Chapter Synopsis: 

 

 

Learning tool 6.B:  Tasks for the analysis of a training objective  

Learning tool 6.C: Tool for the analysis of a competency 

Learning tool 6.D:  Tasks to identify objects to be evaluated  

Learning tool 6.E:  Tasks appropriate for the evaluation of learning. 

Learning tool 6.F: Description of an authentic situation 

Learning tool 6.G: Guidelines for choosing evaluation methods 

Learning tool 6.H: Tasks to build data collection tools 

Learning tool 6.I:  Sample marking grid designed at Cégep Saint-Laurent 

Learning tool 6.J: Task to communicate evaluation results 

Documents: 

Document 6.A: The evaluation in authentic situations: tools 

Document 6.B: “Evaluating competencies. Yes, but… how? “ 



Activity 6 
 

Planning the evaluation for the final exam  

Heading Evaluation plan for the final course test  

Objectives Identify the procedures for developing an evaluation plan.  

Determine the prerequisites: training objective, subject matter, objects of 
evaluation, indicators and evaluation criteria. 

Develop an evaluation plan. 

Description This activity makes it possible to adopt a general approach for planning 
evaluations based on the following steps:    

— Analyze the training objective 

— Select and specify the objects to be evaluated 

— Choose and validate the tasks and evaluation tools 

— Develop the tools required for data collection and judgments on 
evaluations 

— Communicate the results and provide students with feedback 

The application requires the mobilization of prior concepts and knowledge 
relative to the development of an evaluation plan. 

Unfolding Activity 6.1 
Training objective 
(Tasks 1-2 of procedures for Learning tool 6.A) 

A. Presentation, clarification and group exchanges on procedures for 
developing an evaluation plan (Tool 6.A): Procedures for developing an 
evaluation plan and tools for collecting data and making judgments 

B. Analysis of a training objective: it is recommended to use the pedagogical 
material supplied by the participants.  Identify only one competency for 
the evaluation plan and only one competency per work team  
Learning tool 6.B: Tasks for the analysis of a training objective, Learning 
tool 6.C: Tool for the analysis of a competency 

Please note — Use the data taken from the general evaluation strategy if the activity 
has already been done. 

Activity 6.2 
The objects of evaluation, performance indicators and evaluation criteria 
(Tasks 3-4-5-6 procedures for Tool 6.A) 

C. Choose the objects to be evaluated. Refer to Tool 6.D: 
Identify the objects to be evaluated. (Task 3) 

D. Select indicators that allow for the observation of learning. (Task 4) 
E. Validate the connection between the indicators and objects of evaluation.  



(Task 5) 
F. Determine the evaluation criteria and the qualities targeted by the learning 

to be evaluated. (Task 6) 
Activity 6.3 

The evaluation task 
(Tasks 7-8-9 procedures for Tool 6.A) 

G. Determine the appropriate evaluation task or evaluation method. Use Tool 
6.E: Appropriate tasks for the evaluation of learning. 
Support documentation for this activity: 
Tool 6.F:  Definition of an authentic situation 
Tool 6.G:  Guidelines for choosing evaluation methods 
Support documentation: 
Document 6.A:  The evaluation in authentic situations: tools 

H. Document 6.B:     “Evaluate competencies. Yes, but…  how?” 
Personal assessment of learning and sharing of findings with group 

Activity 6.4 
The marking grid 
(Tasks 10-11 procedures for Tool 6.A) 

I. Infer and judge if the student has acquired the necessary learning, develop 
one or more tools for the collection of observable data compiled in a 
marking grid. 
1. Presentation, clarification and group exchanges on procedures for 

developing a marking grid using Tool 6.H: Tasks to build data 
collection tools. 

2. Evaluate a training objective studied in the preceding stages of the 
current activity, complete the marking grid recommended in Tool 
6.H. 

 3. Analyze the sample marking grid using Tool 6.I: Sample marking grid 
designed at Cégep Saint-Laurent  

J. Personal assessment of learning and sharing of findings with group. 

Activity 6.5 
Communicating the results 
(Task 12 procedures for Tool 6.A) 

K. Reading of document, Tool 6.J: Tasks to communicate evaluation results 
and provide students with feedback. 

L. Exchange and discussion on the repercussions of the evaluation results 
relative to the following topics: 
— how to communicate the results of the summative evaluation, 
— summary of feedback characteristics,  
— affective dimension of feedback. 



M.  Personal assessment of learning and group discussion on differences in: 
— attitudes and reactions of the teachers who communicate evaluation 

results 
— attitudes and reactions of the students who receive evaluation results  

Moderator’s role To create a climate favourable to reflection and discussion.  
To make sure the required material is at hand. 
To be available to coach the work teams.  
To implement all stages of the evaluation plan’s development process. 
To help the participants validate their evaluation practices. 

Participants’ role To support interaction with other participants.  
To apply work processes. 
To establish links. 
To specify personal choices regarding evaluation practices. 

Pedagogical 
material 

Tool 6.A: Procedures for developing an evaluation plan and tools for 
collecting data and making judgments:  

Tool 6.B:  Tasks for the analysis of a training objective 
Tool 6.C: Tool for the analysis of a competency 
Tool 6.D:  Tasks for identifying objects to be evaluated  
Tool 6.E:  Appropriate tasks for the evaluation of learning 
Tool 6.F: The definition of an authentic situation 
Tool 6.G: Guidelines for choosing evaluation methods 
Tool 6.H:   Tasks to build data collection tools. 
Tool 6.I:  Sample marking grid designed at Cégep Saint-Laurent  
Tool 6.J: Task to communicate evaluation results  

Support 
documentation 

Document 6.A: The evaluation in authentic situations: tools 

Document 6.B: “Evaluate competencies. Yes, but… how?” 

Comments The complete development of an evaluation plan for a final test in a course 
requires time. The activity will be more effective if it is distributed over 
several group meetings. 

Approximate 
duration 

Activity 6.1:  2-3 hours, depending on the in-depth level 

Activity 6.2: 3 hours 

Activity 6.3:  3 hours 

Activity 6.4: 3 hours  

Activity 6.5:  1 hour 
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Tool 6.A 
 

Procedures for developing an evaluation plan 
and tools to collect data and make judgments 

General approach67

Development process Tasks to be completed  
Stage 1: To analyze the training objective 1. Characterize the training objective: 

1.1. Connect the training objective with the 
statement(s) and components of the 
competency(ies) identified by the 
ministerial specifications. 

1.2. Formulate, if need be, the targeted training 
objective in the course as a final 
integrating objective. 

2. Determine the nature and role of this training 
objective. 

Stage 2: To choose and specify the objects to be evaluated 3. Choose the objects of the evaluation or 
essential learning to be evaluated.  

4. Select indicators that make it possible for the 
demonstration of learning to be observed. 

5. Validate the connection between the indicators 
and the objects of evaluation. 

6. Determine the evaluation criteria or required 
qualities of the learning to be evaluated. 

Stage 3: To choose and validate the evaluation 
tasks 

7. Determine the appropriate evaluation task(s) 
for the learning to be evaluated. 

8. Identify the achievement context of evaluation 
task(s). 

9. Guarantee the validity and reliability of the 
tools used. 

Stage 4: To develop tools to collect data and make 
a judgment on the evaluation 

10. Build the tools for the collection of observable 
data: marking grids and rating scales. 

11. Select the judgment and rating methods to 
apply to student learning. 

Stage 5: To communicate the results and provide 
students with feedback 

12. Communicate the results of the summative 
evaluations; 
Provide students with feedback. 

                                                      
67  Approach developed by Hermann Guy and Michel Poirier within the scope of a training activity dealing with the 

assessment of a competency, Collège de Valleyfield, CPE/C Performa, Université de Sherbrooke, 2001. 
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Evaluation plan  

Competency:  

Analysis of the training objective (nature, role, connection to the objectives of other courses) 

Objects of evaluation 
(essential learning) 

Indicators of learning (process, product, 
speech, attitude) 

Evaluation criteria 
(qualities, characteristics) 

Evaluation task(s) 

(evaluation methods) 

The realization context 
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Tool 6.B 
 

Tasks for the analysis of a training objective68

Task 1:  Characterize the training objective  
To characterize this objective, we must: 

1. Connect the course’s training objective to the statement(s) and components of competency(ies) 
identified in the ministerial specifications. 

The analysis of the training objective is the first stage in the development of an evaluation tool for the 
course.  The training objective targeted in a course refers in whole or in part to the statement(s) and 
components of the competencies identified in the ministerial specifications.  

This stage implies the comparison of the training objectives of the course to the ministerial 
statement(s) of competencies targeted by the course. 

There are two possible scenarios: 

A. The training objective comprises only one competency: 

— if a single competency is developed in the course (1 competency = 1 course), 

— if certain components of a single competency are developed (1 competency = several 
courses),  

Thus the training objective generally corresponds to the statement of competency described in 
the ministerial specifications and refers to some or all the components of this statement. 

B. The training objective encompasses several competencies: 

— if several components from different competencies are developed (N competencies = 
N courses), 

— if several competencies are developed in the same course (N competencies = 1 course), 

Thus the training objective becomes a final integrating objective. 

The teachers responsible for drafting the course’s framework plan generally formulate this 
objective during the program development stage. 

2. Formulate the course’s training objective as a final integrating objective, if need be. 

In the case where a training objective with an integrating nature was not formulated during the 
program development, it is possible to include it in the course planning stage. The formulation of a 
final integrating objective proves to be necessary to bring together competencies or parts of 
competencies that are targeted in a course. This approach makes it possible to respect the final, 
multidimensional and integrating character of a competency. The following page presents the 
characteristics of a final integrating objective.   
 

                                                      
68  Hermann Guy and Michel Poirier, Activité de perfectionnement portant sur l’évaluation d’une compétence, Collège de 

Valleyfield, CPE/C Performa, Université de Sherbrooke, Summer of 2003. 
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Characteristics of a final integrating objective or integrating objective69

 

“In training determined by its results,  
based on competency development,  
built through a curricular approach, 
and organized around a program approach, 
each course must target a final integrating objective.  
 
Every objective points to a change or development.  It identifies the nature and orientation, the content, 
the implications and impact. It is similar to an integrating objective: 

by nature, it is a high level objective:  it relates to the development of abilities to understand in depth, to 
compare, analyze, reason, resolve problems, make decisions, perform complex actions, make critical 
judgments, communicate, cooperate, demonstrate, and take charge of one’s evolution; 

it is oriented toward integration and competency: personal integration of the subject matter, transfer of 
knowledge when performing actions, development of the potential to intervene in an adapted and 
effective way;  

its content is multidimensional: intellectual development, cognitive development, psychomotor and 
technical development, socioaffective development; 

its scope is determined using specific guidelines as to the field or fields of learning, the types of learning 
situations, the learning context and the implementation of learning, as well as the results targeted by the 
learning;  

its impact is defined by the expectations regarding the demonstration of this integration or competency. 

The achievement of a final integrating objective or objective of competency requires: 

the acquisition of knowledge, skills, personal conduct and their integration in knowledge to think, 
knowledge to act, and knowledge to be; 

the capacity to intervene in an autonomous, adequate and effective way;  

within a specific role and relative to a specific field or area of intervention, when we have 
delegated responsibilities, 

when faced with problem situations … 

we must be able to carry out activities and tasks so we can analyze, explain and transform them.”   

Usually, the wording of the final integrating objective is identical or inspired by one or more of the 
competencies targeted in the course.  If a competency spans more than one course or if a course 
contributes to the development of more than one competency, the final integrating objective should 
correspond to a meaningful part of that(those) competency(ies) and respect its(their) nature. 

                                                      
69   Translated from François Vasseur and others, L’”objectif intégrateur”, “Journée pédagogique portant sur 

l’élaboration d’un système d’évaluation des apprentissages dans le cadre de la nouvelle PIEA”, 1998, p. 15. 
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First example of an analysis of a training objective 
 

Training objective: “To draft French texts”.  

To draft French texts, more precisely abstracts, the student must be able to: 

— analyze the mandate  

— analyze the original text, according to a specific method 

— develop a drafting plan 

— reformulate the essence of the original text  

— structure and write a faithful abstract 

— apply grammar, spelling and syntax rules 

Although certain rules relating to the analysis of the mandate, the structure of the texts and the application 
of grammar, spelling, syntax and typographic rules are common to all written texts. This competency 
opens the door to several writing concepts used in courses such as the minutes of a meeting, reviews, 
press releases, reports, internal newsletters, etc.  

Initially the course will propose a thorough review of key grammar rules essential for the mastery of the 
language in question. Then, as concepts are reviewed, they will be applied within simple phrases followed 
by complex phrases, then paragraphs and, finally, texts such as abstracts. 

 

Second example of an analysis of a training objective 
(refers to several competencies) 

 

The course Algorithmique et Programmation I introduces students to problem-solving, algorithms and 
programming.   

This course targets competency 016W – Produire des algorithmes (To develop algorithms) and, 
secondarily, competency 016S – Exploiter un langage de programmation structure (To use a  
structured programming language) and 016X – Produire une interface utilisateur (To develop a 
user interface). Components of the two secondary competencies developed in the course act as pillars for 
the competency of developing algorithms. They allow the student to apply his algorithms to a 
programming language and to complete the analysis and development until the validation of the program. 

This course is the first course in the “analysis and development” axis and has no prerequisites. It is a basic 
course for all programming courses and a prerequisite for the course Algorithmique et Programmation II. 
This course will allow the student to put into practice problem solving using an analytical approach and a 
procedure to develop algorithms to produce a program. The programming environment is the Delphi 
oracle, chosen for its ease of acquisition and its degree of correspondence with the selected algorithmic 
approach. The student will then use simple debugging procedures and program validation.  
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Clarification of a competency 
 

The competency To develop algorithms is one of the stages in the process of analysis and development, 
one of the tasks of the computer technician. The first stage relates to problem analysis and the gathering 
of elements to resolve it. The second stage consists in sectioning the problem into modules and then 
applying a gradually refined algorithm to each of these modules. These algorithms must be validated 
through manual execution. The next stage consists in translating these algorithms into a programming 
language.  The resulting program will then have to be debugged and validated to reach a final product.   

To help the student get a better grasp of the production stage of an algorithm and its connection to 
analysis and programming, the course will include components of the two secondary competencies 
Exploiter un langage de programmation structurée (To use a structured programming language) and 
Produire une interface utilisateur (To develop a user interface) so students will not only understand the 
algorithm but also realistically validate the results of their work.  

Problems presented to the students will be simple enough to allow them to slowly acquire an analytical 
approach and to continue this training in the course Algorithmique et Programmation II by working on 
more complex problems. The competencies in this course are a prerequisite for learning the knowledge 
and skills required for the tasks in Design and development of computer applications. 

Page 13 de 383 



 

Task 2:  Determine the nature and role of this training objective  
 
Determination of the nature and role of the training objective targeted in a course is based on the analysis 
of ministerial documents70 that identify the competency(ies) to be developed in the course. 
This analysis is generally included in the documents written at the end of the elaboration process for a 
local study program (general plan, local program specifications). Examples of this type of analysis are 
found below.  They are guides to instructional planning. Tool 6.C is used to analyze a competency.   
These analyses are also used to direct planning activities for the evaluation of learning based on 
competency development. In this context, an analysis of the nature and role of the training objective is 
done to guide the different tasks carried out for developing an evaluation activity. 
The following table proposes questions to better grasp and complete the analysis of the training objective. 

Questions for the analysis of the 
training objective 71

Links to the tasks for developing an evaluation 
activity 

1. Concerning the nature of the training 
objective 

 

Analysis of the statement of competency(ies) 
developed in the course 

 

For each statement of competency: 
— What is the essential learning targeted by each 

statement? What learning skill will become an 
object to be evaluated?  

— What kind of production does each 
competency require? 

— What type of process or approach does it 
require? 

— Choice of objects to be evaluated 
— Selection of indicators (product, process, 

speech) 

Analysis of the components of a competency  

For each statement of competency: 
— What is the essential learning targeted by each 

statement? What learning skill will become an 
object to be evaluated?  

— What actions must the student be able to 
perform for mastering the essential learning to 
be validated? 

— What resources must the student mobilize to 
succeed in performing the required actions? 

— Choice of objects to be evaluated 
— Selection of indicators  
— Mobilization of resources to carry out 

evaluation tasks 

                                                      
70   Index cards show competencies written as objectives and standards. 
71  This can be connected to one or more competencies identified in the ministerial specifications. The analysis of 

components in relation to objectives and standards must take into account the connection between components. 
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Analysis of the realization context  

According to the ministerial definition: 
— Which contexts could be considered for 

developing evaluation situations? 
— What are the conditions and what support and 

assistance will be provided to the student 
during the evaluation? 

— Determination of evaluation tasks 
— Clarification of the realization context 

Analysis of the performance criteria  

According to performance criteria: 
— What qualities or characteristics must we rely 

on in order to judge accomplishments during 
the realization of evaluation tasks? 

— Which performance criteria are most closely 
connected to the evaluation tasks? 

— Which ministerial performance criteria can be 
regrouped?  

— What performance criteria must be refined or 
adapted to the nature of the evaluation tasks? 

— Determination of evaluation criteria  
— Selection of indicators  
— Determination of evaluation task(s)  
— Determination of evaluation criteria 
— Determination of evaluation criteria 

2. Role of the training objective  

Analyze information contained in general plans 
and local program specifications  

 

According to information on the role of the course 
in the study program: 
— What is the chronological position of the 

course relative to the development of the 
competency(ies) targeted by the training 
objective? 

— At the beginning? At the end? 
— If the course contributes to the development of 

more than one competency, what exactly does 
the course contribute to the development of 
each competency? 

— Choice of objects to be evaluated (minimum 
requirements) 

— Choice of objects to be evaluated 

According to decisions made by the development 
team:    
— What is the extent of learning in the course? 
— Are there expectations, minimum requirements 

for the learning to achieve in the course? 
— Does the proposed learning constitute a final 

stage in a course or program?  
— Does the recommended learning represent a 

stage in the training program? 
 

— Choice of objects to be evaluated (minimum 
requirements) 
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Example of an analysis of the training objective 
 

Program: Nursing  

Competency targeted: 01Q3:  “To refer to a concept in nursing to define one’s professional practice.” 

Course presentation: 

— This course is presented at the beginning of the nursing care program.  It targets competency 
01Q3 “To refer to a concept in nursing to define one’s professional practice”, the first competency 
on the “Work Processes” training axis.  It is a prerequisite for all other nursing courses in 
subsequent trimesters. 

— It allows the student to acquire knowledge in nursing in order to intervene in various care giving 
contexts.  

— This competency enables the students to develop their concept of the person and health care in their 
professional practice and to resolve problems in nursing with the help of work-related problem 
resolution processes.  

Clarification of the competency: 

— This course targets the profession’s socialisation process. The competency relates to the basics of 
professional practice:  concept of the person, health care and the nursing environment. Additionally, 
it requires reference to the Virginia Henderson care model and the adoption of a care giving 
approach.   

Competency: 01Q3 ”To refer to a concept in nursing to define one’s professional practice” 

Objects of evaluation Learning indicators  Evaluation criteria 

Reference to the 
Virginia Henderson 
conceptual model  

 

 

Adopting a care-giving 
approach  

— Adoption of attitudes and 
behaviours in agreement with the 
model 

— Use of work tools in agreement 
with the model  

— Implementation of the stages in 
care giving:  

o Data  collection 

o Analysis and interpretation of 
data 

o Planning of care:  
 formulation of objectives 

and interventions 
 partnership between the 

nurse / the client and  
close relatives 

— Evaluation of the approach 

— Obvious demonstration 
of pertinent attitudes 

— Correct use of the tools 

— Stringent respect 

— Adequate use of 
information sources 

— Accurate formulation of 
problems and their 
causes 

— Suitable formulation 

— Adapted communication 

— Adequate use of 
evaluation criteria 
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The realization context: 

— Based on a conceptual model of the nursing discipline 

— With the help or work tools and reference works  

— Using terminology proper to the discipline and to health sciences  

Evaluation methods: 

Refer initially to the teaching approach that directs the choice of evaluation methods:  

— The approach used in this course will gradually bring the student to acquire and integrate various 
concepts of professional practice. For that purpose, various concepts will be introduced using 
presentations, group discussions and reflection.  Moreover, the labs will allow for the use of the 
problem solving process using case studies, problem-based learning, role-playing and practical 
exercises.  

— Given the nature of the competency, the course will deal in part with the experience of using a 
care-giving approach in simple situations. 

— In subsequent sessions, the students will be encouraged to develop their mastery of using a care-
giving approach in a variety of increasingly complex contexts. 

Means selected:  

1. Case study (simple situation) 

2. Simulation in the  lab: care giving approach: to carry out data collection 
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Tool 6.C 
 

Tool for the analysis of a competency72

Dimensions → 

Document ↓ 

Nature Role Contribution 
How does the ministère define the 
competency? 

How and where does this competency 
fit within the whole of the training? 

How does the competency 
contribute to training in the 
program? 

Ministerial description of the 
competency (objective / 

standard index card) 

   

— Statement of competency What is the student’s capacity to act as 
described by the action verb? 

What competencies are acquired 
concurrently?  

What previous difficulties can the 
acquisition of this competency 
resolve? 

 Is the object or product of the action 
designated as direct object? 

To what other competencies is this  
competency closely linked? With 
what other competencies can the 
competency be grouped? 

This competency enables us to 
introduce what changes to student 
training? 

 To which fields of knowledge is the 
capacity for action connected? 
Cognitive/psychomotor /socioaffective? 

What are the competencies with 
which this competency forms a 
sequence? 

 

 At what taxonomic level do we find the 
capacity for action? 

Are there one or more competencies 
that are absolute prerequisites for 
this competency? 

 

 To what family of situations is the 
capacity for action connected? Work, 
training, life situation? 

In which other competencies is the 
learning that was acquired for this 
competency reinvested? In what 
way? 

 

                                                      
72  Translated from Hermann Guy and Michel Poirier, Activité de perfectionnement portant sur l’évaluation d’une compétence, Collège de Sherbrooke, CPE/C 

Performa, Université de Sherbrooke, Summer 2002. 
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Dimensions → 

Tools ↓ 

Nature 
How does the ministère define the 
competency? 

Role 
How and where does this competency 
fit within the whole of the training? 

Contribution 
How does the competency 
contribute to training in the 
program? 

Ministerial description of the 
competency (objective / 

standard index card) 

   

— Refer to action verbs and 
direct objects. 

Validate these details according to 
the data in AST and the table of 
correspondence. 

What details does the information 
contained in these documents provide on 
the skills, knowledge and attitudes 
mobilized by the competency? 

  

— Also refer to realization 
context and performance 
criteria. 

   

— Components of the 
competency 

What is the importance, depth and 
extent of each component relative to the 
development of the competency? 

  

 Do the components include: 
— The stages of acquisition of the 

competency (the process)? 
— The components of the 

competency (mini-tasks or 
products)? 
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Dimensions → 

Tools↓ 

Nature 
How does the ministère define the 
competency? 

  

Ministerial description of the 
competency (objective / 

standard index card) 

   

— Realization context  Under what conditions can the 
competency be demonstrated: 
— environment (location, milieu...)? 
— the context  (starting from…)? 
— the clientele (for/to whom...)? 
— level of autonomy (as an 

individual, in a team, in 
collaborative work...)? 

— support offered to students (to 
assist): tools, learning activities, 
references? 

— limitations (on..., for..)? 
— rules to be respected? 
What is the time and place for this 
demonstration of competency? 
— During training, on the final test, 

at the end of the training? 
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Dimensions → 

Tools ↓ 

Nature 
How does the ministère define the 
competency? 

  

— Performance criteria    

— Refer to nouns for indicators 
 
— Refer to adjectives for the 

required performances 
(criteria) 

What are the essential criteria for 
evaluating the acquisition of elements of 
the competency? 
— What are the indicators or the 

aspects to be observed? 
— What are the required 

performances? 

  

 What information on the contents is 
provided by the criteria?  
— Knowledge, skills, attitudes? 

  

— Learning activities    

 What information is available on: 
— administrative details (title, 

weighting, units, prerequisite 
studies)? 

— essential content? 
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Tool 6.D 
 

Task 3:  Identify the essential objects and/or essential learning to be 
evaluated73 

For administering a summative evaluation on the attainment of a training objective that is competency-
based, we must identify beforehand the learning to be evaluated. In the assessment of competencies, this 
learning is integrating and multidimensional by nature.  

Learning74 can deal with: 

— “Learning models and representations of reality that students develop and integrate by 
acquiring knowledge, adapting it, deepening their knowledge and relating it to situations in the 
workplace or a given field; 

— ways of analyzing and interpreting situations and problems; 

— the capacity to act in a procedural fashion that the student develops and integrates by 
acquiring work techniques, psychomotor skills, control of instruments, by automating and 
connecting them to each other and to situations in a given domain or field of intervention; 

— steps, strategies, procedures for problem resolution and management of one’s interventions; 

— personal behaviours and attitudes that students have developed and integrated by being put in 
control of their own learning, dealing with problem situations, communication, cooperation and 
responsibility; 

— conduct that is cultural, social and professional.”  

Examples of objects of essential learning:  

— Establishment of communications adapted to the needs of the client and his family 

— Communication of care-giving information to the care-giving team and other healthcare 
professionals in the field 

— Resolution of nursing problems using a scientific approach 

— Collection and compilation of forestry information and data using computer tools 

— Analysis of bio-physiological data and management constraints in forest management 

— Use of adequate terminology and good grammar in drafting a technical report 

The analysis of the elements of competency provides useful and pertinent information in determining 
the objects of learning. Validation of mastery over this learning is connected to: 

— The goals and training objectives (cf. Ministerial specifications, exit profile, competency, 
objective or final integrating objectives for each course, etc.); 

— The contribution they make to a further stage of the training (either within the current course or 
in a subsequent course). 

For those who prefer a different approach to the classification of learning, a typology developed at 
Cégep de La Pocatière is outlined below.  
                                                      
73  Translated from Hermann Guy and Michel Poirier, Activité de perfectionnement portant sur l’évaluation d’une 

compétence, Collège de Valleyfield, CPE/C Performa, Université de Sherbrooke, Summer 2003. 
74  The typology suggested here is translated from François Vasseur and others, “Journée pédagogique portant sur 

l’élaboration d’un système d’évaluation des apprentissages dans le cadre de la nouvelle PIEA”, 1998, p. 16-17. 
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The dimensions of learning75

Dimensions Types of objects of learning Examples of objects  
in nursing care 

Knowledge to 
think 

— knowledge of various fields and domains, of 
learning models and representations of reality, 
ways of analyzing and interpreting cases and 
problems 

— PPS, drugs, digestive system  
… 

— Approach to care giving, care 
giving models…  

— Data collection during the 
patient’s initial evaluation, 
during clinical monitoring… 

Knowledge to 
act 

— capacity for procedural action in real life, 
work procedures, psychomotor skills, mastery 
of instruments 

— steps, strategies, procedures  
o problem resolution   
o intervention management 

 planning 
 achievement 
 evaluation 

— report, administering 
medication, … 

— displacement of patient, 
injections 

— verification of 
solutions/serums 

— intervention in various types 
of clinical situations and 
contexts:  
o promoting prevention 
o therapeutic process 
o medical rehabilitation 

and quality of life 

Knowing how 
to be (personal 
conduct) 

— personal behaviour and attitudes in a situation 
requiring: 
o assuming control for training 
o confronting problem situations 
o communication 
o cooperation 
o exercising responsibility 

— conduct that is cultural, social and 
professional 

— motivation, commitment to 
the task… 

— stress management, … 
— attentive to patient 

characteristics, … 
— cooperation with the work 

team 
— punctuality, honesty, 

confidentiality 

                                                      
75  Table translated from François Vasseur and others, “Journée pédagogique portant sur l’élaboration d’un système 

d’évaluation des apprentissages dans le cadre de la nouvelle PIEA”, ITA de La Pocatière, 1998, p. 16 and 17. 
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Other examples of key learning classified according to  
the typology in use at Cégep de La Pocatière 

Knowledge to think: 

— To plan the drafting of various types of texts; 

— To organize the required information, collected beforehand, in order to write an informative text;  

— To reflect and develop a personal thesis relative to a problem or a given subject;  

— To plan and structure a report; 

— To connect certain communication situations; 

— To develop, as the sender, communication that is clear and adapted to the situation at hand; 

— To self-evaluate texts by adopting the recipient’s perspective; 

— To recognize personal, linguistic, socio-cultural and contextual factors that enrich and limit 
written communication. 

 Knowledge to act: 

— To write various types of texts; 

— To read various types of texts; 

— To seek information; 

— To use verbal and para-verbal components judiciously;  

— To develop a work project plan; 

— To correct errors relative to the code; 

— To orally present a written work or research results; 

— To locate certain formal elements within a text; 

— To identify the macro- and micro-structure of a text.  

Knowledge to become (personal conduct):  

— To take control of one’s learning; 

— To manage work periods within a learning process; 

— To be concerned with the quality of work carried out; stringency and rigour; 

— To be autonomous in the execution of certain tasks; 

— To be receptive to feedback on exercises carried out. 
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Task 4:  Select indicators that will allow for the observable demonstration of 
learning 

Learning acquired by a person is not directly observable.  To be able to judge its existence, we must have 
access to observable demonstrations. By observable demonstrations, we mean behaviours, actions, 
comments, processes and productions that make it possible, when the student is required to accomplish a 
task, to infer the learning or competencies, which are the target of evaluation.  
Observable demonstrations can be classified in three types of indicators: 

process:  how the student behaves when put in a situation where he must act:  procedure, 
technique, method, etc.; 

product:  what the student grasps when put in a situation where he must act:  object, image, 
construction, etc.; 

speech: what the student says when put in a situation where he must justify, explain, present, 
critique, etc., whether orally or in writing   

The process used by students to resolve the problem and the product or result they achieve, are two types 
of indicators of their capacity to use and apply their learning. Their speech, written or oral reveals what 
they have acquired (their knowledge in memory) and their awareness of this knowledge.  
Examples of indicators: 

in reference to the process: “use of a recognized budgetary planning approach”; 
in reference to the product: “presentation of the data and results in table formats”; 
in reference to speech: “explanation of a small company’s economic operations”. 
Object: Resolution of nursing problems based on a scientific approach 
Indicators for this object:  
— Data collection according to the Virginia Henderson model and in conformity with the 

client’s condition 
— Analysis and interpretation of the client’s case based on scientific knowledge and in relation 

to other health problems 
— Identification and formulation of the nursing diagnosis based on the taxonomy provided by 

the North American Nursing Diagnosis, Montreal chapter (ANADIM) 
— Planning and execution of interventions adapted to the client’s situation and consistent with 

the implemented approach  
— Evaluation of the approach used 
Object: Collection and compilation of forestry information and data using computer tools 
Indicators for this object:  
— Locating the property  
— Analysis of the photographs of different lots  
— Evaluation of the areas  
— Identification of plantings  
— Production of a plan of the lot, identifying the various plantings 

An evaluation based on indicators must specify the properties, characteristics and qualities of the 
indicators.  These are the evaluation criteria.
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Internalization Externalization 

Linked to Linked to 

observable
based on 

observable
based on

and and

evaluated 
based on criteria 

evaluated
based on criteria

 

evaluated 
based on criteria

example example example 

LEARNING INDICATORS AND THEIR CRITERIA

The integration
of learning

occurs

Integratio
n of o 
knowledge 

The integration
of acquired knowledge 
into one’s practice 

f  feedback 
organization 
personal awareness of the 
aquisiton  
 
 

actions taken 
and their justification 

Three types of indicators

1 
Process 

Approach, procedure 
method 

3
Speech 

What the student says 
or writes 

2
Product

Result of action taken

- clarity 
- coherence 
- accuracy (strength and weaknesses)
- integration of acquired knowledge
-scope 

- relevance  
- effectiveness 
-quality 

-  

- relevance of choices 
- stringency
- effectiveness of the approach 

exact use of a  
budgetary planning  

approach 
relevant presentation of  

data in table format
coherent explanation of  

the process used

  

Translated from Pierre Deshaies, 
November 1998. 
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Task 5:  Validate the connection between indicators and objects to be 
evaluated 

To complete the selection of indicators, the teacher or teaching team must validate the connection 
between the indicators and the essential learning to be evaluated. 

The following questions can guide this validation exercise:76  

— Do all the indicators reveal what we want to evaluate?  To what degree? 

— Are the indicators the same or are there different types?  

o Process  

o Product  

o Speech 

— When we observe student demonstrations, to what extent can the indicator infer that they have 
effectively acquired the desired learning? 

— Does each indicator provide information on the object being evaluated in its totality and all its 
complexity or only on a more or less important part of it? 

— For each object being evaluated, can we limit ourselves to one or more selected indicators or is it 
preferable to use several indicators?  If yes, which ones? 
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Task 6:  Determine the evaluation criteria and desired qualities of the 
learning to be evaluated  

To make an evaluation we need precise criteria (qualities) relative to the indicators used for dimensions of 
the targeted learning. The criteria relate to the expected qualities of the learning we want to evaluate. 
They must be highly consistent with what was pursued and taught.  

Qualities usually sought after: 

for the processes: 

— procedural method used  

— relevance   

— stringency 

— creativity  

— effectiveness  

— … 

for the products: 

— relevance  

— effectiveness  

— quality  

— realism  

— … 

for speech: 

— clarity 

— coherence 

— relevance 

— accuracy of topic and choice of terms 

—  … 

Examples:  

— exact use of a recognized approach for budgetary planning 

— effective representation of the data and results in table format 

— explanation of a small company’s economic operations  

— accurate identification by the student of problem cases 

— explicit modeling of situations using pertinent concepts 

— implementation of an explicit resolution process 

— effective problem resolution 

— accurate analysis of results, data and situations 

— justified self-evaluation  
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— highlighting of personal examples  

— justified criticism of an inaccurate performance  

— correct relationship between the components of the case 

— correct relationship between the concepts and procedures 

— pertinent use of knowledge in real life cases 

— appropriate adaptation of procedures to new case situations 

— richness of concepts, procedures and attitudes displayed 

— … 
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Tool 6.E 
Task 7:  Determine appropriate tasks77 for the evaluation of learning 
Having identified the targeted indicators and qualities, the teacher or teaching team then develops one of 
the evaluation tasks for the objects described. 

When it comes to evaluating competencies, the evaluation tasks are generally complex and call upon 
several types of knowledge and resources. They are authentic insofar as the realization context is as close 
as possible to situations in real life, higher studies or the workplace. 

These tasks must be developed for the purpose of soliciting “observable demonstrations” of learning by 
the student.   They must also make it possible to collect data relating to the indicators and selected 
criteria.  

The development of a complex evaluation task generally includes:  

— a description of the initial situation; 

— instructions relative to actions that will be undertaken; 

— precise details as to expected results and presentation methods for the results78.  

If the evaluation of an object includes more than one task, it is necessary to consider the arrangement of 
these tasks and the realization context (cf. task 8). 

Examples of complex tasks that students are required to carry out79: 

— Structuring a set of data, concepts, techniques, etc. (in a table, diagram, etc.) 

— Production of a plan (plan of a text, a research plan, intervention plan in a professional field, etc.) 

— Analysis, interpretation of results, data, etc., according to a context, based on a theoretical 
framework, etc. 

— Inductive, deductive reasoning 

— Developing arguments 

— Critical analysis 

— Writing different types of texts 

— Producing a summary on a theme, based on various sources 
— Research:  problematics, methodology, data collection, data processing, interpreting results, etc. 
— Intervention with a person or group of persons: analysis of the situation, determining problematics, 

planning the intervention, carrying out the intervention, use of technical resources, evaluating the 
results of the intervention 

— Problem resolution 
— Evaluating a process or production in a given domain or field of activity 
— Public presentation (performance, sports, presentation, etc.) 
— Composition, creation  

                                                      
77  Translated by Hermann Guy and Michel Poirier, Activité de perfectionnement portant sur l’évaluation d’une 

compétence, Collège de Valleyfield, CPE/C Performa, Université de Sherbrooke, summer 2003. 
78  For example, to develop a typical complex ‘problem situation’ task, refer to the chart presented and the problem 

situation examples in Pôle de l’Est, Processus de planification d’un cours centré sur le développement de compétences, 
p. 91, 1996, p. 303-305. 

79  List of complex tasks generally required of students in D’Amour and others, L’évaluation des apprentissages au 
collégial : du cours au programme, Fascicule III-IV, 2e volet-Doc. D1.2b, Avenues quant au comment faire. Comment 
faire l’évaluation des apprentissages? Comment faire l’animation pédagogique sur ce thème?, 1997. 



The choice and development of evaluation tasks must respect as much as possible criteria relating to 
integration and authenticity and focus on the competency. In relation to the situations in which the 
evaluation tasks will be carried out, Mitchell (1989)80 suggests the following process: 
— Begin by identifying tasks that can be carried out in real situations (ex.: work placement, probation 

environment, etc.); 
— If real situations are not possible, choose sample situations that relate to real tasks (ex.: partial work 

placement, laboratory, role playing, projects, etc.); 
— If it is not possible to select situations characterized by a ‘quasi real’ context, evaluate the student’s 

performance in simulated situations (ex.: problem situations, placing in context, case study, 
authentic problems, etc.) by evaluating when knowledge is used to solve problems or deal 
concretely with situations (in depth treatment). 

Continuum of appropriate tasks for evaluating a competency 
Less appropriate 

tasks 
 More appropriate 

tasks 
— Multiple 

choice 
— True or false 

— Exercises 
— Simple 

problem 

— Open 
questions  

— Problems 
— Essays 

— Problem 
situations 

— Analyses  
— Projects 
— Case study 
— Simulation 
— Role play 
— Production 

— Portfolio 
— Integrated 

strategy 
— Set of 

interventions 
within a 
training 
period 

Reasoning  (rational) 
Evaluation of 
isolated 
knowledge 

Evaluation of  
isolated skills 

Risk of  knowledge 
and skills 
remaining isolated 

— Integration 
— Authenticity 
— Focus on 
      the competency 

Evaluation system 
based on the 
integration of 
knowledge, its 
development and 
the evaluation of 
the competency in 
its totality 

Translated from Pôle de lest, Processus de planification centré sur le développement d’une compétence, 1996, p. 163. 

 

                                                      
80  Adapted from L. Mitchell, “Evaluation of competency”, quoted by J. Burke, Competency Based Education and 

Training, NY, The Palmer Press, 1989. 
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Task 8:  Specify the realization context for tasks used to evaluate learning 
These are the conditions and context relating to the type of test used to evaluate a competency. The 
realization context makes it possible to accurately define and understand the scope of the competency or 
each of the targeted competencies. It contributes to setting limits and understanding the degree of required 
complexity.  

The realization context specifies: 

— on what to base the exercise of the competency 

— what to use to help exercise the competency 

— in what environment to exercise the competency 

Examples:  

Carry out an artistic production:  

— Individually 

— As part of a practical test 

— Within a creative or interpretive context 

— Based on fundamental language elements or techniques appropriate to the method employed 

— Using all available tools that could prove necessary 

Treat a topical subject from an interdisciplinary perspective:  

— Individually 

— Based on an imposed subject or subject of choice (free selection) 

— In a scientific essay (1,500 to 2,000 words) 

— In an oral or written report 

— Using all pertinent reference manuals  

Decisions relating to how we determine the realization context impact the choice of evaluation tasks. 
These decisions take into account the minimal requirements established when the objects of evaluation 
were selected. 
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Task 9:  Assure the validity and reliability of tools used 
The validity and reliability of evaluation tools 

The last stage of developing an evaluation consists of assuring the validity and reliability of the 
instruments to be used. 

Validity of an evaluation tool  

We satisfy the validity of content requirements by presenting students with situations, tasks or problems 
that are as representative as possible of the competencies described in the exit profile for their study 
program and that correspond to the minimal entry-level requirements in the labour market or university.  

Ecological validity, the character of an experiment or an evaluation that takes place in a normal 
environment, has a sufficient duration to correspond to real practice and calls into play behaviour that is 
significantly representative of what is required of a novice on the labour market or at university. 
(Tremblay, G., 1994) 

It is necessary to verify the validity of an evaluation tool: does the instrument measure what it claims to 
measure? When evaluating a competency, a tool is considered valid: 

— if the evaluation situation forces students to use rich and pertinent knowledge; 

— if the evaluation context is similar to an authentic context; 

— if the student must use in-depth analysis of problem situations 

— if the problem presented gives students the opportunity to demonstrate what they have truly 
developed in terms of competency; 

— if the evaluation criteria are similar to those in real life (they result from an analysis of the targeted 
competency). 

Reliability of an evaluation tool  

This refers to a tool’s ability to measure with the same accuracy each time it is administered. 
(Legendre, R., 1993)  The reliability of an instrument is determined by asking: Is a student who is 
declared competent (or non-competent) following an evaluation really competent (or non-competent)? An 
evaluation is reliable if the evaluation performed does not vary from one teacher to another and if the 
judgment rendered proves accurate over the medium term. It is highly beneficial to: 

— verify the total competency in diverse situations (performances); 

— develop detailed evaluation scales; 

— assure that criteria and evaluations among teachers are comparable; 

— use exemplary performances to identify the criteria; 

— make sure that judgments are rendered by teachers entitled to do so; 

— ensure assimilation of the criteria by the teacher and the student; 

— require justification with regard to the conceptual and procedural knowledge of the performances 
and decisions (provides clues on the generalization required for a competency); 

— use student perception as a reliability index (if the students feel that the evaluation is unfair, that it 
deals with details, that it was ‘a surprise’, etc., then we should question its reliability); 

— compare long-term performances with performance in real-life situations (training period, work 
place, university, etc.) or other performances over the long term. 

It is not necessary to use all these means, employing a selected number of them will assure the reliability 
and validity of our instruments.  
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Tool 6.F 
 

Description of an authentic situation 
In recent educational writings, we often find the expression “authentic evaluation”, which refers to the 
characteristics and context in which an evaluation task takes place. In an authentic evaluation students 
demonstrate their mastery of the competency as directly as possible.  They do this in context and based on 
tasks with significant similarities to real situations that call the targeted competency into play.  

This authenticity of task and context can manifest itself in various ways: stimuli, complexity of the task, 
time allotted for accomplishing the task, accessible resources, amount of control the student has over the 
task realization process, quality and performance criteria, requirements, consequences, etc. Wiggins 
(1999)81 offers the following suggestions for making an evaluation situation authentic: 

1. it must deal with important questions and problems that are stimulating and valid, students must use 
their knowledge to achieve performances in an effective and creative manner; 

2. it incorporates characteristics of real-life situations facing “professionals”; 

3. it requires that students accomplish non-routine tasks involving various types of “real problems”; 

4. it requires that students carry out a concrete production or performance; 

5. it is evaluated based on clear criteria or standards that students understand; 

6. it can involve interactions between the evaluator and the person being evaluated (providing 
assistance, clues, resources, etc.); 

7. it requires that the student deal with both the process and the product, as both impact the student’s 
quality of work; 

8. it promotes an opportunity for students to demonstrate creative and personal skills; 

9. it provides enough clues to make the situation seem “real”, without giving away too much 
information on  “resolving” the situation. 

                                                      
81  Adapted from Grant Wiggins, “The case for authentic assessment”, Practical Assessment, Research & Evaluation, 

vol. 2, no 2, 1999. [http://ericae.net/pare/getvn.asp? v=2&n=2]. 

http://ericae.net/pare/getvn.asp?%20v=2&n=2%20
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Characteristics of an authentic situation82

— The evaluation contains only contextualized tasks. 

— The evaluation deals with complex problems. 

— The evaluation must contribute to the further development of student competencies. 

— The evaluation requires the functional use of disciplinary knowledge. 

— There is no arbitrarily determined time constraint during the evaluation of competencies. 

— The task and its requirements are known prior to the evaluation situation. 

— The evaluation requires some form of peer collaboration. 

— Marking takes into account the student’s cognitive and metacognitive strategies. 

— Marking takes into account only major errors in a perspective of building competencies.  

— Marking criteria are determined on the basis of the cognitive requirements of targeted 
competencies. 

— Self-evaluation is a part of the evaluation process. 

— The marking criteria are numerous and provide extensive information on competencies assessed. 

 

 
82  Adapted from Grant P. Wiggins, “Teaching to the (Authentic) Test”, Educational Leadership, vol. 46, nº 7, 1989, 

p. 41-50. 



The authentic evaluation83

A number of authors have summarized the characteristics of this type of evaluation*: 

— The authentic evaluation is integrated in the learning. 

— It is administered via problem situations that: 

— resemble real life  

— integrate several disciplines  

— include obstacles  

— constitute stimulating challenges  

— take into account student interests and their prior knowledge  

— do not have arbitrarily established time constraints  

— result in a production destined for the public  

— require from the students: 

o a mobilization of their knowledge  

o a definition of a personal approach  

o a regulation  

o a cognitive commitment  

o a form of interaction with their peers and the teacher  

o the production of an original response  

— combine various evaluation means that help students grasp the multiple facets of  learning 
(observation, interview, analysis of productions, etc.).  

— involve active student participation.  

— contribute to the further development of competencies (they are learning opportunities).  

— call on the teacher’s judgments to use evaluation criteria that are: 

— multiple  

— known in advance by the students  

(See next page for a table showing the differences between traditional tests and authentic tasks) 

* Inspired by publications by the following authors: 

                                                      
83  Taken from [http://recit.csbe.qc.ca/scnat/reforme/evaluationauthentique.html]. 
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DEPOVER, Christian et Bernadette NOËL, “L’évaluation des compétences et des processus 
cognitifs ”, Pédagogie en développement, De Boeck Université, 1999.  

JONNAERT, Philippe et Cécile VANDER BORGHT, Créer des conditions d’apprentissage, De 
Boeck Université, 1999.  

LOUIS, Roland, L’évaluation des apprentissages : Théorie et pratique, Éditions Études Vivantes, 
Laval, 1999.  

PERRENOUD, Philippe, “L’évaluation des élèves ”, Pédagogie en développement, De Boeck 
Université, 1998.  

TARDIF, Jacques, Intégrer les nouvelles technologies de l’information, ESF éditeur, Paris, 1998.  

WIGGINS, Grant, Assessing student performance, San Francisco, Jossey-Bass, 1993. 
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Key differences between traditional tests and authentic tasks 

Traditional tests Authentic tasks Indicators of authenticity 

Require only exact answers. Require a quality product or 
output and its justification. 

We evaluate if students can 
explain, apply, adjust or 
justify answers without being 
limited to exact responses 
produced using facts or 
algorithms. 

Must not be known in 
advance to ensure their 
validity. 

Are known in advance, as 
much as possible; imply a 
degree of excellence to 
accomplish common tasks 
that are demanding and 
predictable; there are no 
“traps”,. 

 

The evaluation tasks, criteria 
and standards are predictable 
or known (a story, a theatre 
play, an engine to repair, a 
proposal for a customer, etc.). 

Are disconnected from the 
context and realistic 
requirements. 

Require that knowledge be 
connected to the real world; 
the student must “experience” 
history, sciences etc., based 
on realistic simulations or real 
situations. 

 

The task is a challenge and 
presents a set of true 
constraints that are common 
to professionals, citizens or 
consumers. 

Contain isolated elements that 
require recognition or the use 
of known skills. 

Constitute integrated 
challenges where knowledge 
and judgment combine in an 
inventive manner to shape a 
quality product or output. 

Even though the task has a 
“correct” answer, it offers 
multiple facets and is not 
routine. We must clarify a 
problem, proceed by trial and 
error, adjusting and adapting 
to the case or facts in 
question, etc. 

Are simplified to allow for 
easy and reliable marking. 

Involve complex tasks, 
criteria and requirements. 

The task involves major 
aspects of the output required 
or challenges common to 
individuals in a same field of 
studies, rather than those that 
are easy to mark. It does not 
sacrifice validity in favour of 
reliability. 
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Allow for only one attempt. Are iterative: the essential 
tasks, types and requirements 
are recurrent. 

The work is designed to 
establish if, over time, the 
student has acquired a true or 
artificial mastery of the 
subject matter, real 
knowledge or simply a 
familiarity with the subject 
matter.  

Are dependent on highly 
technical correlations. 

Have an obvious value; they 
involve tasks that have been 
validated based on roles 
common to adults and 
challenges in the discipline.  

The task appears valid and 
fair at first glance. It therefore 
arouses interest and 
perseverance; it seems 
suitable and stimulating for 
students and teaching 
personnel. 

Make it possible to obtain a 
grade. 

Provide useful diagnostic 
feedback (sometimes 
concomitant); the student can 
confirm the results and make 
required adjustments.  

The evaluation is not limited 
to only verifying the output 
but to future improvements. 
The student is perceived as 
the primary “consumer” of 
the information.  

Taken from Grant Wiggins, Educative Assessment: Designing Assessments to Inform and Improve Student Performance, San 
Francisco, Jossey-Bass, 1998. 
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Tool 6.G 
 

Guidelines for choosing evaluation methods 

Evaluation activities (François Lasnier)84

Type of activities Actions 

Informal formative, non 
interactive (activities without tools) 

— I ask students to write down what they know about the 
disciplinary content to be worked on, and if they carried 
out similar tasks (activation of prior acquisitions). 

— I observe what students do, without any specific goal in 
mind, and I relate my observations to them. 

— Following the informal observation, I provide one or 
more students with clues on how to complete a certain 
part of the task.  

— I ask students to use a specific learning strategy. 

— During the execution of the task, I correct understanding 
or execution errors (individually or collectively). 

Informal formative, interactive 
with the teacher (activities without 
tools) 

— I discuss with students what they know or don’t know 
about the disciplinary content to be worked on and any 
similar tasks already completed (activation of prior 
acquisitions). 

— I ask the student to repeat his understanding of what I 
said or the instructions for carrying out the task.  

— I plan “question & answer” sessions. 

— I ask students to identify their errors and to comment on 
them.  

— I ask the student to explain what he is doing and how he 
is doing it; I help him make the connections to the 
capacities required by the targeted competency. 

— I ask the student to choose a learning strategy and explain 
its usefulness for the situation in question. 

                                                      
84   Translated from François Lasnier, Réussir la formation par compétences, Guérin, 2000, p. 434-437. 

Page 41 de 383 



Informal formative, interactive 
among the students 

— I plan “question & answer” sessions between the 
members of a work team.  

— I ask the students, in groups of 2 or 3, to compare their 
results on a task or an activity and to explain their results 
to others.  

— I ask the students, in teams, to explain and discuss the 
steps they used to carry out their task or activity 
(metacognition, verbalized out loud). 

— I ask the students, in teams, to identify any individual or 
collective errors they have observed in the tasks. 

Type of activities Actions 

Formal formative (with tools) — I ask for “objectification” with questions on subjects such 
as (what I liked, what I didn’t like, what I learned, how I 
learned, what strategies I used, the amount of effort, the 
quality of effort, the approach used based on the 
capacities of the solicited competency). 

— I use an “observation grid” that refers to the evaluation 
criteria to identify which capacity or competency the 
student has mastered (checklist, comments, quantitative 
or qualitative descriptive scale, or other types of 
observation grids). 

— I ask the student to complete a self-evaluation grid 
(several possible types – see examples in the chapter on 
“Evaluation”). 

o Checklist (presence or absence of a criterion). 

o List of comments (on the criteria for mastering a 
competency). 

o Degree of use of certain learning strategies. 

o List of sub-criteria derived from the criteria needed 
for success (partial success only). 

o List dealing with the overall criteria for successful 
mastery of a competency. 

o List of criteria with a qualitative scale. 

o List of criteria with a quantitative scale. 

o List of criteria with a descriptive scale. 

— I evaluate student tasks by using one type of grid among 
possible grid types. 

— I ask students to compare the result of their task with a 
typical task result. 
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Preparing for the summative 
evaluation 

(formative evaluation as a 
preparation stage for the certification 
evaluation) 

— Take into account the realization context. 

— Take into account the evaluation criteria (drafted by the 
MEQ). 

— Describe the mastery levels for each criterion (descriptive 
scale grades). 

— Establish a success threshold for each criterion. 

Note. Make sure there is a very close link between the formal 
formative evaluation, the preparatory stage to the 
summative evaluation, and the final test. 
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Comparison of various evaluation methods 

Methods 

 

Criteria 
Objective test  Oral test Performance 

Evaluation85

Goal 

Sampling of 
knowledge with a 
maximum of 
reliability and 
efficiency 

Evaluation of 
intellectual skills 
or the mastery of 
knowledge 

Evaluation of  
knowledge during 
teaching 

Evaluation of the 
ability to transfer 
knowledge and 
apply it to the 
situation in question

Type of tasks 

Verification of 
elements 

— Multiple choice

— True or false 

— Text to 
complete 

— Pairing 

Writing task Open questions 
with progressive 
deepening 

Written text or 
natural event 
structuring the type 
of performance 
required 

Student’s answer Reading, 
evaluation, choice 

Organization, 
composition 

Oral answer Plan, construction, 
original answer 

Grading 

Total of exact 
answers 

Judgment on 
comprehension 

Evaluation on  
value of the answer 

Validation that the 
attributes are 
present, evaluation 
of the demonstration 
and the performance

Main advantages  

Efficiency: can 
evaluate several 
elements 
frequently 

Can measure 
complex 
objectives on the 
cognitive level 

Relation between 
evaluation and 
teaching 

Provides rich data 
on performance and 
skills 

Potential source 
of inefficiency 

Weakness of grade 
value, importance 
given to facts and  
low-level skills, 
weak content in 
sample  

Low quality 
exercises, writing 
skills confused 
with knowledge, 
does not meet 
required criteria 

Weak questions, 
students lack 
desire to answer 
questions, few 
questions 

Weak sampling, 
vague criteria, lack  
of criteria, weak 
measurement 
conditions 

                                                      
85  Evaluation based on a production or a realization making it possible to verify student’s competency. 
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Influence on 
learning 

Encourages 
memorization if 
properly 
constructed; can 
encourage 
treatment skills 

Encourages 
treatment skills 
and writing skills 

Stimulates 
participation; 
provides 
immediate 
feedback to the 
teacher and the 
student 

Provides an 
opportunity to use 
knowledge and 
skills to resolve 
authentic situations 

Key to success 

Practice doing tests 
Ability to speak 
Speed 

Planned writing 
exercises  

Shaping the 
answer  

Reading time 

Sampling of 
questions 

Systematic 
preparation of 
performance; 
implementation; 
clear expectations; 
clearly defined 
criteria 
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The notion of complex production86

What does “complex production” mean? And what distinguishes it from other realities that may be the 
object of the evaluation. 

Let’s imagine, for example, a problem to resolve in the field of electric circuitry. We are faced with a 
complex network of resistances, some of which are arranged in series, others in parallel mode. The 
network is supplied by a power source with its own internal resistance. We are asked to determine the 
electromotive force needed to supply a current of “x” amperes. Solving this type of problem requires a 
variety of knowledge and different skills. It is relatively easy to identify this as a truly complex process, 
especially when the required task is new for the individual. But the required response, in terms of 
“production” or “product” is relatively simple, since it is simply a matter of writing down a number 
representing a certain number of volts. If necessary, this answer could be chosen from several other 
proposed answers, which would make the problem a “multiple choice question”.  

The above example shows us quite clearly that the resolution of certain problems, and similarly several 
other tasks, can call upon complex processes that lead to a product that, in itself, can seem very simple: a 
short or multiple choice answer.  

Process and product are therefore two distinct entities. We should also understand that, in many 
situations, the evaluation of the product or result of a process does not present any particular difficulties, 
since there is a “universally accepted” answer that makes it possible to objectively code the student’s 
answer: the answer is either good or bad, which makes it easy to judge. As for evaluating the process that 
led to a particular answer, we must take into consideration a certain number of aspects. In the case of an 
incorrect answer, we might want to attribute a few points for getting part of a solution to the problem 
right. Conversely, when dealing with a correct answer, we might want to appreciate the choice of one 
strategy over another for its “elegance” or its “efficiency”. Whatever approach we used, the evaluation of 
a problem resolution process (in keeping with our example) will not necessarily be based on purely 
objective choices.  

If a complex process can lead to an answer that is very simple in appearance (for example, write a word 
or a number, pick one answer from several proposed ones), there are still many other cases where the 
product itself is complex. For instance: write an adventure story, perform a piece of music, recite a poem, 
build a television set, carry out a laboratory set-up, execute a figure skating technique, etc. Each of these 
examples can be considered a performance or a product (or production). There should be no difficulty in 
admitting that the processes leading to “writing an adventure story” or “performing a piece of music” 
offer varying degrees of complexity. But, in each case, the product itself is complex, both in terms of its 
execution and in terms of its evaluation.  

To begin with, there is no single model that enables us to grade the complex productions mentioned in the 
examples above according to the “good—bad” dichotomy or according to progressive scales,. An 
adventure story and the performance of a piece of music both include several distinct aspects or 
dimensions that must be taken into consideration to render a judgment on their quality. Secondly, an 
individual who commits himself to one of these productions is usually placed in a situation of relative 
autonomy. This means it is up to the individual to call on the pertinent components in his own repertory 
of knowledge to carry out the production.  

The tasks included in the evaluation of complex productions must therefore involve the least amount of 
coaching possible, while imposing constraints that will serve as reference points for evaluation. (…) For 
example, if we ask a student to write an adventure story, we can include a certain number of constraints or 

                                                      
86  Translated from Gérard Scallon, L’évaluation formative des apprentissages, Presses de l’Université Laval, 1988, 

p. 152-154. 
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dimensions: creation of one or more characters, conception of a threatening situation, appropriate use of 
communication tools relative to story telling, respect of syntax rules, spelling, etc.  

At the end of a long learning process, all these implicit constraints must be part of the student’s repertory 
without having to necessarily remind him explicitly. In certain cases, we can add other constraints to be 
respected: tense of verbs, figures of speech, length of story, etc.  These constraints, of course, take away a 
certain amount of autonomy in the realization of the production.  The required autonomy in a complex 
production makes students responsible for calling on their basic knowledge and skills and gives them a 
margin for manoeuvre in the realization of their production. 
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Instrument 6.H 
 

Task 10:  Construction of tools for collecting observable data: marking grids 
and rating scales 

To infer and judge if a student has achieved the required learning in the course, the teacher or teaching 
team must develop one or more tools that will enable the collection of observable data during the 
evaluation tasks.  

The marking grid 

The observation grid is a measurement tool that helps us collect this data.  The observation grid makes it 
possible to note the particularities of a product, a process, a speech or an attitude. It provides us with a list 
of indicators as well as a method for recording the observations.  

Sometimes we use the expression “observation grid” and sometimes the term “marking grid”. What 
distinguishes them in reality is their ultimate use.  

The observation grid serves mainly to gather factual information. It is used repeatedly with certain themes 
or learning objects to render an eventual evaluation judgment, usually a formative evaluation, which 
therefore takes place during the learning process.  

The marking grid serves mainly to render a judgment based on indicators and criteria in a summative 
evaluation situation. Both grids can refer to the same observable manifestations.  

The observation grid is generally composed of a list of indicators and criteria and a rating grid that makes 
it possible to achieve an analytical grading by examining the product, the process, the speech or the 
attitude as regards each evaluation criterion. 

The rating scale 

The rating scale is an integral part of the observation grid. It is presented in the form of a continuum, it 
makes it possible to rate the quality or quantity of behaviour(s) described by the indicators. There are 
different kinds of rating scales: regular scales such as graphic, as well as numeric, figure and descriptive 
scales. This latter type of scale is by far the most useful and reliable in evaluating a competency. For all 
indicators and criteria, it “describes a set of performances ranging from what is acceptable to what is not 
acceptable”. The performance description is done to clarify for students what is considered an effective 
realization of the task and what is not.”87

 

Here is an example of a marking grid. 

                                                      
87  Translated from Louis Roland, L’évaluation des apprentissages en classe : Théorie et pratique, Éditions Études 

Vivantes, 1999, p. 95. 
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Proposed marking grid Name: ____________________ Course: __________________________ 

Marking grid 
Evaluation object: Example: marking grid for the final course test  
Evaluation means: Table showing the evaluation plan and the marking grid 

Indicators Weighting Criteria Rating scale 

 
 

    
 
 
 

Marking  /20 16-20 12-15 0-11 

 
 

    
 
 
 

Marking  /20 16-20 12-15 0-11 

      
 
 
 

Marking  /20 16-20 12-15 0-11 

Note:  
 On 100: ………………… 
 By letter: ……. 
Examiner: …………………. 

Comments, observations:  
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Proposed marking grid Name:_____________________Course: __________________________ 

Marking grid 
Evaluation object: Example: marking grid for the final course test 
Evaluation means: Table showing the evaluation plan and the marking grid 

Indicators Weighting Criteria Rating scale 

1. Analyzes the training 
objective  

 Pertinent analysis of the training 
objective 

Identification and 
connection of all 
components of the 
objective. 

Identification and 
partial relative 
positioning of 
components of the 
objective. The 
essential elements 
are identified. 

Identification and 
incomplete relative 
positioning of 
components of the 
objective.  

Marking  /20  16-20 12-15 0-11 

2. Specifies the  objects 
of evaluation 

 Pertinent choice of  objects of 
evaluation 

The objects have a 
global and 
integrating nature. 
They integrate all 
the components of 
the competency. 
They contribute to 
the implementation 
of the targeted 
competency. 

The objects have a 
specific character 
and integrate a few 
components of the 
competency. 
They contribute to 
some degree to the 
implementation of 
the targeted 
competency. 

The objects have a 
specific character and 
integrate only slightly 
or not at all, the 
components of the 
competency. They 
contribute only slightly 
or not at all to the 
implementation of the 
targeted competency. 

Marking  /20  16-20 12-15 0-11 

3. Identifies the 
indicators 

 Sufficient and adequate choice of 
indicators 

The indicators are in 
sufficient number. 
The indicators allow 
for observable 
demonstration of the 
objects. 

The indicators are in 
sufficient number. 
Most of the 
indicators allow for 
observable 
demonstration of the 
objects. 

The indicators are 
insufficient in number. 
The indicators allow 
only slightly or not at 
all the observable 
demonstration of the 
objects. 
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Indicators Weighting Criteria Rating scale 

4. Specifies the 
evaluation criteria 

 Adequate choice 
of evaluation 
criteria 

The criteria provide 
good descriptions of the 
qualities relating to the 
indicators. 

Most of the criteria 
provide good 
descriptions of the 
qualities relating to the 
indicators. 

Some of the criteria 
provide good descriptions 
of the qualities relating to 
the indicators. 

Marking  /20 16-20 12-15 0-11 

5. Indicates evaluation 
methods (one or 
more) 

 Pertinent choice 
of evaluation 
methods 

The methods chosen 
(one or more) 
correspond very well to 
the nature of the 
training objective. 

The methods chosen (one 
or more) correspond 
correctly to the nature of 
the training objective. 

The methods chosen (one 
or more) correspond very 
little to the nature of the 
training objective. 

Marking  /20 16-20 12-15 0-11 

6. Designs a marking 
grid 

 Adequate 
marking grid 

The tool includes and 
correctly formulates all 
the components of a 
marking grid (4/4) :  
— Indicators  
— Criteria  
— Scale   
— Weighting and 

marking   

The tool includes and 
correctly formulates a 
majority of the 
components of a marking 
grid (3/4) : 
— Indicators  
— Criteria  
— Scale   
— Weighting and 

marking  

The tool includes and 
correctly formulates some 
of the components of a 
marking grid: (2/4 or 
less) 
— Indicators  
— Criteria  
— Scale   
— Weighting and 

marking  

Marking  /20 16-20 12-15 0-11 

Grade:  
 On 100: ……………. 
 By letter: …………… 
Examiner: ……………. 

Comments, observations :  
 

Translated from a Grid devised by Hermann Guy and Michel Poirier. 
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Another example of a marking grid 
 

Marking grid88

Student’s name: ______________________________________________________ 
Name of work:_______________________________________________________________________ 
Date: _______________________________________________________________________________ 

Criteria Rating scale 

The task is relevant: it 
allows the student to 
demonstrate the targeted 
competency(ies). 

The task is relevant: it allows 
the student to demonstrate a 
portion of the targeted 
competency(ies). 

The task is not relevant: 
it does not relate to the 
targeted 
competency(ies). 

5 3 0 

Relevance of the 
task 
 
 
 
 
 
 
Quality of the task 
description  

All of the following 
components are present: 
— The object of 

evaluation 
— The realization 

context (duration, 
material, work 
methods: individual 
or in teams) 

The explanations are 
detailed. 

One of the following 
components is missing: 
— The object of evaluation  
— The realization context 

(duration material, work 
methods: individually or 
in teams) 

The explanations are 
summary. 

Two or more of the 
following components 
are missing: 
— The object of 

evaluation 
—  realization context 

(duration, material, 
work methods: 
individually or in 
teams) 

The explanations are 
very summary. 

/20 15-12 9-6 4-0 

All the selected 
observable components 
(statements) relate to the 
object of evaluation. 

Most of the selected 
observable components 
(statements) relate to the 
object of evaluation. 

Few selected observable 
components (statements) 
relate to the object of 
evaluation. 

10-8 6-4 2-0 

The list of statements is 
complete (all the 
important behaviours are 
present). 

The list of statements is 
incomplete (some important 
behaviours are missing).  

The list of statements is 
incomplete (most 
important behaviours are 
missing). 

10-8 6-4 2-0 

 
 
 
 
 
Representativeness 
of the statements 
included in the 
observation grid 

The statements are 
grouped as criteria. The 
groupings are pertinent. 

The statements are grouped 
as criteria. The groupings are 
more or less pertinent. 

The statements are not 
grouped as criteria.  
The groupings are not 
pertinent. 

/30 10 6 0 

                                                      
88  Translated from Joanne Munn, L’évaluation des compétences, pas si compliqué que cela, Notes de cours, Performa, 

Fall 2001. 
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Criteria Rating scale 

All statements describe 
observable and/or 
measurable behaviours. 

Some statements describe 
behaviours that are difficult 
to observe and/or measure. 

Several statements 
describe behaviours that 
are difficult to observe 
and/or measure. 

5-4 3-2 1-0 

All statements are clear 
and univocal. Sentences 
are complete and written 
in the affirmative mode. 

Most statements are clear and 
univocal. 
Sentences are complete and 
written in the affirmative 
mode. 

Several statements are 
difficult to understand or 
the statements are 
written in abridged form, 
ex: use of key words and 
incomplete sentences.  

5 3 0 

The choice of rating scale 
is consistent with the 
object of evaluation. 

The choice of rating scale is 
more or less consistent with 
the object of evaluation. 

The choice of rating 
scale is not consistent 
with the object of 
evaluation. 

5 3 0 

 
 
 
 
 
 
 
 
 
 
 
Respects writing 
rules 

The grid includes all the 
important components: 
— statements 
— rating scales 
— space for student 

name and user  
— points attributed 

One of the important 
components is missing: 
— statements 
— rating scales 
— space for student name 

and user 
— points attributed 

Two or more important 
components  are 
missing: 
— statements 
— rating scales 
— space for student 

name and user  
— points attributed 

/20 5-4 3-2 1-0 

The quality of the 
observation grid’s 
page setup  

The page setup is 
excellent and facilitates 
the user’s task: 
arrangement, characters 
used, statement sequence 
etc.  

The page setup is good. 
Some improvements are 
required to facilitate the 
user’s task. 

The page setup has gaps 
that complicate the 
user’s task.   

/10 10-8 6-4 2-0 
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Criteria Rating scale 

Critical analysis of 
work 

At least one strength and 
one weakness are 
identified. The 
explanations are very 
pertinent: possible 
improvements are 
identified.  

At least one strength and one 
weakness are identified. The 
explanations are pertinent but 
summary.  

At least one strength and 
one weakness are 
identified, but generally 
the explanations are only 
somewhat pertinent or 
not at all, or no strength 
or weakness is 
identified. 

/20 20-18 15-12 5-0 

 /100    

Examiner: 
Comments: 
_____________________________________________________________________________________
_____________________________________________________________________________________
_____________________________________________________________________________________ 
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Task 11:  Choosing the judgment and marking method to evaluate student 
learning 

The collection of observable data on student performance helps the teacher or teaching team evaluate the 
progress of student learning. The complex, multidimensional and integrating character of evaluation tasks 
generally requires that a judgment be rendered based on an overall set of indicators and criteria.  

This judgment can be applied to: 

— Each indicator and criterion and the application of mathematical weighting. See the example 
presented in tool 6.1 “Example of a marking grid designed at Cégep de Saint-Laurent”. 

— Each indicator and criterion and a verification that the minimal level has been reached (success 
threshold), followed by mathematical weighting. 

— The learning described by a set of indicators and criteria. The judgment and the determination of 
the rating are derived from the various performance levels achieved for a set of indicators and 
criteria.  

Within the scope of a global judgment, certain tools have been tried in the network89: 

— Student profile with minimum competency threshold90 (see following pages) 

— Student profile according to various levels of succes91 (see following pages) 

Based on the selected method or methods, the judgment should be rendered on a combination or 
integration of evaluated learning rather than on its juxtaposition. 

Here is an example of a marking grid. 

 

                                                      
89  For a general approach as to the development of these tools, consult Houle et autres, Les grilles d’observation pour 

évaluer les apprentissages, Pédagogie collégiale, vol. 11, no 4, p. 12.  
90  See example for a course given at l’ITA de La Pocatière and developed by Mélanie Cyr et Gaston Gagnon. 
91  See example for a training period given at Cégep de Saint-Hyacinthe developed by Julie-Lyne Leroux in 

collaboration with members of the department of Techniques d’éducation à l’enfance. 
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Example of a marking grid 
 

Targeted competencies:  Research and design of a recommendation and participation report for a seminar 

Purpose of evaluation:  Develop a written report and manage a research seminar 

Evaluation means:   The research seminar and handing in the written report 

Student’s name:  ________________________________________________________ 

Name of work:  ________________________________________________________ 

Indicators Weighting Criteria Rating scale 

 Clear and structured presentation of contents: 
— Introductory pages (thank you notes, list of 

tables, list of graphics, etc.); 
— Introduction; 
— Development (chapters); 
— Conclusion; 
— Annex; 
— Glossary; 
— Bibliography; 
— Index. 

The contents are very 
pertinent. The presentation 
is well structured. 

The contents are rather 
pertinent and the 
presentation is rather well 
structured. 

The contents are not 
pertinent and the 
presentation is not 
sufficiently structured. 

/25  20-25 14-19 0-13 

Presents a 
recommendation 
report in 
compliance with 
rules 
 
 
 
 
 
 
 
 
Properly drafts a 
long report  

 Written report respects language and 
vocabulary rules: 
— Application of the various rules (spelling, 

grammar, syntax and typography); 
— Sentence structure; 
— Syntax; 
— Proper use of tense; 
— Handling of relationship indicators; 
— Use of relative pronouns; 

— Punctuation. 

The overall report is written 
in correct and clear English. 
Sentences are error free and 
written using a sophisticated 
vocabulary.  

Most of the elements of 
the report are written in 
correct and clear English. 
Most of the sentences are 
complete and written 
using correct vocabulary 
with few mistakes.   

Several elements of the 
report are hard to 
understand and are 
written in language that 
is incorrect and not very 
sophisticated. 

 /25  20-25 14-19 0-13 
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Indicators Weighting Criteria Rating scale 

 Choice and respect of page setup standards for 
a complex report: 
— Presentation page; 
— Adequate page numbering; 
— Typographical grading; 
— Grading of headings; 
— Choice of font; 
— Order of presentation of elements; 
— Complementary documents: annexes, 

bibliographical references, synoptic tables; 
— Production of a table or graphic; 
— Use of advanced word processing functions 

for an automated page setup (styles, 
imported spreadsheet files, graphic 
illustrations). 

Most of the page setup 
criteria are respected. The 
order and choice of graphic 
elements are very pertinent. 

Most of the page setup 
criteria are respected, but 
the order and choice of 
graphic elements could be 
improved or added to. 

Little respect for page 
setup criteria. Too many 
gaps and several 
necessary graphics are 
missing from the report.  

Presents a page 
setup adapted  to a 
complex report 

/25  20-25 14-19 0-13 

Presents and 
structures a 
research seminar 

 Complete presentation of the overall research 
leading to the development of the 
recommendation report: 
— Visual effects, presentation supports; 
— Verbal communication; 
— Non verbal communication; 
— Richness of content; 
— Knowledge of subject; 
— Interest; 
— Originality. 

All the observable elements 
are judiciously respected and 
the presentation is well 
structured. 

Most of the observable 
elements are respected and 
the presentation is 
generally well structured. 

Few observable elements 
are respected and 
adapted to the seminar’s 
needs. 

 /25  20-25 14-19 0-13 

MARKING:  /100   
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Student profile and minimum threshold of competency 
(Example: course: Exercising the profession of horse trainer, Mélanie Cyr, ITA de La Pocatière, fall 2000)92

Optimal level 
A = 90 % 

Intermediate level 
B = 75 % 

Minimal level 
C = 60 % 

Insufficient level 
D = 50 % 

Non-existent level 
E = 40 % 

The student is able to ask 
himself all the basic pertinent 
questions when various 
problem situations occur and 
can analyze the situation in-
depth.  

The student is able to ask 
himself all the basic pertinent 
questions when various 
problem situations occur and 
can adequately analyze the 
situation. 

The student is able to ask 
himself the basic pertinent 
questions when various 
problem situations occur and 
can analyze the situation 
summarily. 

The student is able to ask 
himself some basic pertinent 
questions when various 
problem situations occur, but 
is unable to analyze the 
situation.  

The student is unable to ask 
himself basic pertinent questions 
when various problem situations 
occur and is unable to analyze the 
situation.  

His explanations are 
complete and attest to his 
ability to establish links 
between what he has learned 
in theory and what he must 
do in practice. 

His explanations are 
complete and attest to his 
ability to establish links 
between what he has learned 
in theory and what he must 
do in practice. 

His explanations are adequate 
and attest to his ability to 
establish links between what 
he has learned in theory and 
what he must do in practice. 

His explanations are vague 
and attest to his inability to 
establish links between what 
he has learned in theory and 
what he must do in practice. 

His explanations are nonexistent 
and attest to his inability to 
establish links between what he 
has learned in theory and what he 
must do in practice. 

The student executes very 
well all the techniques for the 
training, management and 
well being of horses, 
including working out and 
planning the breaking in of a 
colt and an adequate training 
program.  

The student executes well all 
the techniques for the 
training, management and 
well being of horses, 
including working out and 
planning the breaking in of a 
colt and an adequate training 
program.  

The student correctly 
executes all the techniques 
for the training, management 
and well being of horses, 
including working out and 
planning the breaking in of a 
colt and an adequate training 
program.  

The student is unable to 
correctly execute some of the 
techniques for the training, 
management and well being 
of horses, including working 
out and planning the breaking 
in of a colt and an adequate 
training program.   

The student is unable to execute 
the techniques for the training, 
management and well being of 
horses, including working out 
and planning the breaking in of a 
colt and an adequate training 
program.  

The student is able to 
rigorously to carry out all the 
recommendations of a more 
experienced trainer. 

The student is able to 
rigorously carry out all the 
recommendations of a more 
experienced trainer. 

The student is able to 
rigorously carry out all the 
recommendations of a more 
experienced trainer. 

The student is able to carry 
out most of the 
recommendations of a more 
experienced trainer. 

The student is unable to carry out 
the recommendations of a more 
experienced trainer. 

                                                      
92  Translated from  G. Gagnon et autres, Odyssée de l’évaluation, Profil de l’élève et seuil minimal de compétence, Exemple, ITA La Pocatière, 2001. 
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Optimal level 

A = 90 % 
Intermediary level 

B = 75 % 
Minimal level 

C = 60 % 
Insufficient level 

D = 50 % 
Non-existent 

E = 40 % 

The student is able to 
recognize a horse’s major 
qualities and faults. 

The student is able to 
recognize a horse’s major 
qualities and faults. 

The student is able to 
recognize a horse’s major 
qualities and faults. 

The student is able to 
recognize some of a horse’s 
qualities and faults. 

The student is unable to 
recognize a minimum of a 
horse’s qualities and faults. 

The student always adopts a 
good attitude with horses, is 
able to recognize his errors, 
accepts criticism and learns 
from the above. 

The student always adopts a 
good attitude with horses, is 
able to recognize his errors 
and accepts criticism. 

The student always adopts a 
good attitude with horses, is 
able to recognize his errors 
and accepts criticism. 

The student does not always 
adopt a good attitude with 
horses and is unable to 
recognize his errors or accept 
criticism. 

The student never adopts a good 
attitude with horses and is unable 
to recognize his errors or accept 
criticism. 

He demonstrates a very 
strong will to always learn 
more. 

He demonstrates a strong will 
to always learn more. 

He sometimes demonstrates a  
will to learn more. 

He does not demonstrate a 
strong will to always learn 
more. 

He does not demonstrate a strong 
will to always learn more. 

The student constantly 
demonstrates a capacity for 
responsibility, autonomy, 
commitment and 
professionalism. 

The student frequently 
demonstrates a capacity for 
responsibility, autonomy, 
commitment and 
professionalism. 

The student occasionally 
demonstrates a capacity for 
responsibility, autonomy, 
commitment and 
professionalism. 

The student rarely 
demonstrates a capacity for 
responsibility, autonomy, 
commitment and 
professionalism. 

The student never demonstrates a 
capacity for responsibility, 
autonomy, commitment and 
professionalism. 

The student has a very good 
understanding of the world of 
horse racing and can fit in 
easily. 

The student has a good 
understanding of the world of 
horse racing and can fit in 
without difficulty. 

The student has a good 
understanding of the world of 
horse racing and can fit in 
without too much difficulty. 

The student is able to 
understand the world of horse 
racing, but has difficulty 
fitting in. 

The student has difficulty 
understanding the world of horse 
racing and has difficulty fitting 
in. 

The student communicates 
and converses very well with 
colleagues. 

The student communicates 
and converses well with 
colleagues whenever 
necessary.  

The student communicates 
and converses with 
colleagues when necessary, 
but there can be constraints. 

The student experiences 
frequent difficulties in 
communicating and 
conversing with colleagues. 

The student does not 
communicate with his colleagues. 

All of the above can be 
achieved without any 
supervision. 

All of the above can be 
achieved with minor 
supervision. 

All of the above can be 
achieved with frequent 
supervision. 

Some of the above can be 
achieved only with a high 
level of supervision. 

None of the above can be 
achieved even with a high level 
of supervision. 
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Decision Algorithm 
Example: Profile of a minimal success level – 60 % 93
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Level  

                

  

  

Insufficient 
Competency 
Level 

    
* 

 
* 

  
* 

 
* 

  
* 

       
 

 
* 

 
* 

 

The success level is presented in the shaded areas: 03/20 superior, 01/20 medium, 16/20 minimal, 0/20 insufficient.  
* Achieving this level of performance implies the failure of a stage.  

                                                      
93  Translated from Julie Lyne Leroux, Profil de niveau minimal, stage d’animation (322-A52-Hy), Cégep de Saint-Hyacinthe. 
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Tool 6.I 
 

 

 

 

Sample marking grid designed  

at Cégep Saint-Laurent 

  

 

Design Team 

 

 

Céline Dufour, Monique Hébert, Marie-Paule Lachaîne, 
Chantal Laperrière, Isabelle Senkus, Lise Vendette 

 

 

Faculty of Nursing 

180-50Q-SL 

 

 

Evaluation manual for clinical teaching 

 

 

Competency 01QL 

To provide support for people requiring   
nursing care in mental health  

 

 

Session: ________________ 

Student’s name: _________________________________ 

Rating: __________ % 

Professor’s name: ________________________________ 

 

February 2003 
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01QL – Providing nursing care in mental health 
 

REALIZATION CONTEXT 

 
— Within the legal framework of professional practice 

— To promote health, the prevention of illness, treatment and rehabilitation 

— In a hospital centre (HP) or other resource centre (ex: transition homes) 

— In collaboration with mental health associations and organizations 

— Based on: 

o Laws applicable to the clientele, the care and services offered 

o A person’s health record and an intervention plan 

— With the help of: 

o Data collection tools or evaluation grids 

o Administrative documents 

o Didactic material 

o Treatment and information transmission equipment 

o Reference works 

— While respecting: 

o Individual ethics and ethical rules 

o Legislation in effect 

— By referring to the therapeutic approach adopted in that professional field 
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Overall profile: “Professional attitude” 
 

Rating for (student name): _____________________________ 

  

 

 

 

 

 

 

 

 

 

      

Superior 
competency 
level  

Total: 

       

Average 
competency 
level 

Total: 

       

Minimal 
competency 
level 

Total: 

       

PRESENTATION OF THE WORK 
PLACEMENT GRID 

• This overall profile assesses the final 
integrating objective for course 50Q-01QL. 

• It contains 35 performance criteria and 7 
criteria relating to professional attitudes. 

• The work placement marking includes only an 
evaluation of the 35 performance criteria. The 
evaluation of professional attitudes is done on 
a qualitative level. However, the non-
achievement of certain professional attitudes 
can lead to failure of a work placement. These 
attitudes are identified by an asterisk. 

• Similarly, an INSUFFICIENT mark on a 
performance criteria identified with an 
asterisk is reason enough to receive failure in 
the work placement. 

• The acquisitions of previous sessions MUST 
BE MAINTAINED. Failure to do so will 
result in the student being removed from the 
work placement. The student must then 
complete a pedagogical prescription in order 
to reintegrate into the work environment.  

• Any critical incident that could affect the 
physical or psychological safety of a client 
and his family can result in a failure in the 
work placement or the overall training periods 
that make up the session.  

• To be given access to the final course test, the 
student must have obtained a passing grade in 
all the training periods. 

Insufficient 
competency 
level 

Total: 
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* An asterisk indicates failure at this stage 
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Grid for interpretation of results 
 

MARK Superior 
(number of  criteria) 

Average 
(number of criteria) 

Minimal 
(number of criteria) 

Insufficient 
(number of criteria) 

100 % 35 - - - 

95 % ≥30 (including 
7.1, 8.2, 9.1, 9.2) 

5 - - 

90 % ≥20 (including 
7.1, 8.2, 9.1, 9.2) 

15 - - 

85 % ≥10 (including 
7.1, 8.2, 9.1, 9.2) 

25 - - 

80 % ≥5 (including 
7.1, 8.2, 9.1, 9.2) 

25 ≤5 - 

75 % ≥3 (including 
7.1, 8.2, 9.1) 

20 ≤11 ≤1 

70 % ≥3 (including 
7.1, 8.2, 9.1) 

15 ≤14 ≤3 

65 % ≥3 (including 
7.1, 8.2, 9.1) 

8 ≤19 ≤5 

60 % ≥3 (including 
7.1, 8.2, 9.1) 

- ≤25 ≤7 

55 % <3 - - >5 
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Integrated evaluation and marking grid 
No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context:  
According to MEQ specifications (p. 2 of the 
evaluation manual on clinical teaching) 

Criteria Rating scale  Elements of  
competency Indicator Quality(ies) Insufficient Minimal Average Superior 
1. To seek 
information in 
order to ensure 
continuity 
 

1.1 Collects 
information from 
various sources 
before the initial 
contact with the 
client and then 
makes daily 
entries in the 
institution’s  work 
plan. 

Complete and 
adequate 
consultation of 
information 
sources. 

Few available 
information sources 
were adequately 
consulted (files, inter-
service report, care 
plan, cardex, care team, 
interdisciplinary team, 
etc. …). 

Main available 
information sources 
were adequately 
consulted (file, inter-
service report, care  
plan, cardex, care team, 
interdisciplinary team, 
etc.…). 

Most available 
information sources 
were adequately 
consulted (file, inter-
service report, care 
plan, cardex, care 
team, interdisciplinary 
team, etc…). 

All available 
information sources 
were adequately 
consulted (file, inter-
service report, care 
plan, cardex, care team, 
interdisciplinary team, 
etc…). 

Marking  ⇒       
  Entering of 

pertinent 
information. 

Key pertinent 
information sources 
were not entered. 

All pertinent 
information sources 
were entered before the 
initial contact. 
Several non-pertinent 
elements were entered. 

All pertinent 
information sources 
were entered before the 
initial contact. 
One or two non-
pertinent elements 
were entered. 

All pertinent 
information sources 
were entered before the 
initial contact. 
No non-pertinent 
elements were entered. 

Marking  ⇒       
 1.2 Connects the 

collected 
information. 

Pertinent 
connection of 
information. 

The essential 
information has not 
been connected in a 
relevant manner. 

60% of essential 
information was 
connected in a relevant 
manner. 

75% of essential 
information was 
connected in a relevant 
manner. 

All essential 
information was 
connected in a relevant 
manner. 

Marking  ⇒       
2.  To conduct 
an initial 
evaluation of the 
person or update 
data 

2.1 Uses 
evaluation tools 
and methods in an 
appropriate 
context. 

Appropriate use 
of evaluation 
tools and 
methods. 

Inadequate use of 
evaluation tools and 
methods  
or 
Adequate use of 
evaluation tools and 
methods in an 
inappropriate context. 

Adequate use of 
evaluation tools and 
methods in an 
appropriate context in 
most cases. 

Adequate use of 
evaluation tools and 
methods in an 
appropriate context in 
almost all cases. 

Adequate use of 
evaluation tools and 
methods in an 
appropriate context in 
all cases. 

Marking  ⇒       
Comments, observations 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context:  
According to MEQ specifications (p. 2 of 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency 

Indicators Quality (ies) Insufficient Minimal Average Superior 

 2.2 Collects bio-
physiological and 
psychosocial 
information from 
the client/family. 

Collects all 
relevant 
information in 
an autonomous 
manner. 

The main data elements 
are not collected. 
or 
The main data elements 
are collected but require 
constant supervision. 

All relevant information 
has been collected with 
little or no supervision. 
 

All relevant 
information has been 
collected with minimal 
supervision in a 
complex context. 
 
 

All relevant information 
is collected without 
supervision in a 
complex context. 
 

Marking  ⇒       

 2.3 Evaluates 
functional 
independence. 

Pertinent 
evaluation of 
the 
client/family. 

The key relevant 
elements of the 
client/family were not 
evaluated. 
 

The main pertinent 
client/family elements 
were evaluated. 
 

All pertinent 
client/family elements 
were evaluated. 
 

All pertinent elements 
were evaluated. 
Feedback is provided to 
the client/family. 

Marking  ⇒       

 2.4 Involves the 
family/close 
relatives in a 
partnership 
perspective. 

Systematic 
involvement. 

Family involvement in a 
partnership perspective 
on rare occasions.  

Family involvement in a 
partnership perspective 
in 60% of cases. 

Family involvement in 
a partnership 
perspective in 75% of 
cases. 

Family involvement in a 
partnership perspective 
in all cases. 

Marking  ⇒       

3.  To ensure a 
clinical 
surveillance 
 

3.1 Validates the 
client’s physical 
and psychological 
parameters as 
well as his 
diagnostic tests. 

Relevant 
validation 

The main pertinent 
elements were not 
validated. 

The main pertinent 
elements are validated. 
Several validated 
elements are not 
pertinent. 

All key pertinent 
elements are validated. 
One or two validated 
elements are not 
pertinent. 

All pertinent elements 
are validated. 
 

Marking  ⇒       

Comments, observations: 
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No and name of course:180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support to persons requiring 
nursing care in mental health  

Realization context:  
According to MEQ specification (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

  Thorough 
verification 
done 
autonomously. 

The verification of 
elements is not 
thorough      or 
The verification is 
thorough but requires 
constant supervision. 

The verification of 
elements is thorough 
but requires some 
supervision. 

The verification of 
elements is thorough 
without supervision.  

The verification of 
elements is thorough, 
systematic and without 
supervision. 

Marking  ⇒       

 3.2 Interpretation 
of results. 

Correctly 
interprets the 
results. 

Incorrectly interprets 
the results relative to 
the clinical situation.   

Correctly interprets the 
results relative to the 
clinical situation in 
most cases. 

Correctly interprets the 
results relative to the 
clinical situation in all 
cases. 

Correctly interprets the 
results relative to the 
clinical situation in all 
cases and provides 
systematic follow-up. 

Marking  ⇒       

 3.3 Points out any 
important changes 
in a timely 
manner to allow 
for an effective 
intervention. 

Communication 
of pertinent 
changes. 
 

All pertinent elements 
of change have not been 
pointed out  
or  
were pointed out but not 
in a timely manner that 
would allow for an 
effective intervention. 

The main pertinent 
elements of change 
have been pointed out in 
a timely manner that 
allows for an effective 
intervention. 

All pertinent elements 
of change have been 
pointed out in a timely 
manner that allows for 
an effective 
intervention. 

All the pertinent 
elements of change 
have been pointed out in 
a timely manner that 
allows for an effective 
intervention and there is 
an anticipation of the 
changes. 

Marking  ⇒       

4.  To identify 
care giving 
needs 
 

4.1 Identifies  
problems relating 
to the nursing 
field and those 
that require 
collective 
involvement 

Identification 
of relevant 
problems in an 
autonomous 
manner. 

The main relevant 
problems are identified 
with regular 
supervision. 

The main relevant 
problems are identified 
with some supervision. 

The main relevant 
problems are identified 
without supervision.  

The main relevant 
problems are identified 
without supervision and 
a systematic follow-up 
is initiated. 

Marking  ⇒       

Comments, observations: 
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No and name of course:180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support  to persons requiring 
nursing care in mental health 

Realization context:  
According to MEQ specification (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality(ies) Insufficient Minimal Average Superior 

  Identification 
of problem 
priority. 

Priority problems are 
not identified. 

  Priority problems are 
identified 

Marking  ⇒       

5. To plan the 
care and work 
activities 
 

5.1 Establishes 
nursing care 
objectives by 
taking into 
consideration the 
expectations of 
the client/family 
and also the 
clinical situation. 

Identification 
of realistic care 
objectives in an 
autonomous 
fashion. 

Realistic care objectives 
are identified, with 
regular supervision.  

Realistic care objectives 
are identified, with 
some supervision. 

 Realistic care objectives 
are identified without 
supervision.  

Marking  ⇒       

  Precise 
formulation of 
care objectives 
in an 
autonomous 
fashion. 

The care objectives are 
accurately formulated, 
with regular 
supervision. 

The care objectives are 
accurately formulated, 
with some supervision. 

 The care objectives are 
accurately formulated 
without supervision.  

Marking  ⇒       

5. To plan the 
care  and work 
activities. 
(CONTINUED) 

5.2 Plans  nursing 
interventions. 

Identification 
of pertinent 
interventions in 
an autonomous 
manner. 

Pertinent interventions 
are identified, with 
regular supervision. 

Pertinent interventions 
are identified, with 
some supervision. 

Pertinent interventions 
are identified without 
supervision.  

Pertinent interventions 
are identified without 
supervision and the 
student initiates 
innovative relevant 
interventions. 

Comments, observations: 
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No and name of course: 180.50Q-SL 

No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context:  

According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency 

Indicators Quality (ies) Insufficient Minimal Average Superior 

 5.3 Organizes 
care activities. 

Effective 
organization of 
care activities 
in an 
autonomous 
manner. 

Care activities are 
organized in an 
effective1 manner but 
require regular 
supervision. 

Care activities are 
organized in an 
efficient and 
autonomous manner in 
70% of cases. 

Care activities are 
organized in an 
efficient2 and 
autonomous manner in 
70% of cases. 

Care activities are 
organized in an 
efficient and 
autonomous manner in 
all cases.  

Marking  ⇒       

6. To carry out 
interventions 

 

6.1 Manifests 
helpful attitudes 
(empathy, 
respect, 
authenticity, 
compassion, 
hope) with the 
client/family. 

Manifestation 
of helpful 
attitudes. 

Difficulty manifesting 
helpful attitudes. 

Manifestation of helpful 
attitudes in most cases.  

Manifestation of 
helpful attitudes in 
almost all cases. 

Manifestation of helpful 
attitudes in all cases. 

Marking  ⇒       

 6.2 Uses an 
approach suitable 
to the specific 
client/family 
characteristics. 

Manifestation 
of an approach 
adapted to the 
client/family 

Manifestation of an 
approach not adapted to 
the client/family. 

Manifestation of an 
approach adapted to the 
client/family in a 
current care situation. 

Manifestation of an 
approach adapted to 
the client/family, with 
supervision, in a crisis 
situation. 

Manifestation of an 
approach adapted to the 
client/family, without 
supervision, in a crisis 
situation. 

Marking  ⇒       

1. EFFECTIVE: the right intervention with the proper material in a reasonable time frame      2. EFFICIENT: effective and with low investment (time, 
material)   

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context:  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Appreciation scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

6. To carry out 
interventions 
(CONTINUED) 
 

6.3 Carries out a 
conversation 
adapted to the 
clinical situation. 

Use of pertinent 
verbal and non-
verbal 
communication 
techniques and 
relational 
strategies1. 

Use of verbal 
communication 
techniques only in a 
current care situation. 

Use of pertinent verbal 
and non-verbal 
communication 
techniques and 
relational strategies in a 
current care situation. 

Use of pertinent verbal 
and non-verbal 
communication 
techniques and 
relational strategies 
with some supervision 
in a crisis situation. 

Use of pertinent verbal 
and non-verbal 
communication 
techniques and 
relational strategies in 
an autonomous manner 
in a crisis situation. 

Marking  ⇒       
 6.4 Applies 

surveillance and 
security 
measures. 

Thorough 
application of 
surveillance 
and security 
measures in an 
autonomous 
manner. 

The application of 
surveillance and 
security measures is 
thorough, with regular 
supervision in a current 
care situation. 

The application of 
surveillance and 
security measures is 
thorough, with some 
supervision in a current 
care situation. 

The application of 
surveillance and 
security measures is 
thorough, with some 
supervision in a crisis 
situation. 

The application of 
surveillance and 
security measures is 
thorough and 
autonomous in a crisis 
situation. 

Marking ⇒       
 6.5 Carries out 

specific care and 
evaluation 
methods. 

Thorough 
execution of 
care and 
evaluation 
measures in an 
autonomous 
manner. 

Thorough execution of 
care and evaluation 
measures, with regular 
supervision. 

Thorough execution of 
care and evaluation 
measures, with some 
supervision. 

 Thorough execution of 
care and evaluation 
measures without 
supervision. 

Marking  ⇒       
 6.6 Applies 

specific care 
protocol and/or 
programs. 

Thorough 
application of 
care programs 
and/or protocol 
in an 
autonomous 
manner. 

Thorough application of 
care programs and/or 
protocol, with regular 
supervision. 

Thorough application of 
care programs and/or 
protocol, with some 
supervision.  

 Thorough application of 
care programs and/or 
protocol without 
supervision. 

Marking  ⇒       

1. RELATIONAL STRATEGIES: welcome, support, exploration, search for precision, immediacy, confrontation. 
Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context:  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

6. To carry out 
interventions 
(CONTINUED) 
 

6.7 Assists the 
client/family and 
reinforces 
independence. 

Assistance 
suited to the 
client/family’s 
clinical 
condition. 

The assistance is suited 
to the client/family’s 
clinical condition, with 
regular supervision in a 
current care situation. 

The assistance is suited 
to the client/family’s 
clinical condition, with 
some supervision in a 
current care situation. 

The assistance is suited 
to the client/family’s 
clinical condition, 
without supervision in a 
current care situation. 

The assistance is suited 
to the client/family’s 
clinical condition, with 
some supervision in a 
crisis situation. 

Marking  ⇒       

 6.8 Applies 
teaching programs 
according to the 
client/family’s 
needs. 

Exact content Inexact content   Exact content 

Marking  ⇒       

  Content is 
pertinent to 
the clinical 
situation, 
completed in 
an 
autonomous 
manner. 

Content is pertinent to 
the clinical situation, 
with constant 
supervision.  

Content is pertinent to 
the clinical situation, 
with regular supervision. 

Content is pertinent to 
the clinical situation, 
with some supervision. 

Content is pertinent to 
the clinical situation, 
without supervision.  

Marking  ⇒       

  Timing is 
appropriate.  

Timing is appropriate in 
less than 60% of cases. 

Timing is appropriate in 
60% of cases. 

Timing is appropriate in 
75% of cases. 

Timing is appropriate in 
all cases. 

Marking  ⇒       

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 
 

Realization context:  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

6. To carry out 
interventions 
(CONTINUED) 

6.9 Evaluates the 
results of his 
teaching. 

Pertinent 
evaluation of 
the clinical 
situation in an 
autonomous 
manner. 

The evaluation is 
pertinent to the clinical 
situation, with regular 
supervision.  

The evaluation is 
pertinent to the clinical 
situation, with some 
supervision. 

 The evaluation is 
pertinent to the clinical 
situation, without 
supervision. 

Marking  ⇒       

7. Administers 
medication 
 

7.1 Respects all 
the rules of 
preparation, how 
to administer and 
register 
medication. 

Pertinent 
knowledge 
(classification, 
therapeutic 
effect,   main 
side effects, 
interaction 
with other 
medication, 
compatibility) 
of the 
medication. 

Knowledge of the 
medication is not 
pertinent in all cases. 

  Knowledge of the 
medication is pertinent 
in all cases. 

Marking  ⇒       

  Thorough 
verification of 
the 
prescription in 
an 
autonomous 
manner. 

The verification of the 
prescription is thorough, 
with some supervision. 

  The verification of the 
prescription is thorough 
in all cases. 

Marking  ⇒       
Comments, observations: 
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No et name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context:  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality 

(ies) 
Insufficient Minimal Average Superior 

7.  To 
administer 
medication 
(CONTINUED) 

 Preparation 
and dosing 
done with 
dexterity  

Preparation and dosing 
are done with difficulty 

Preparation and dosing 
are done with dexterity 
in most cases 

 Preparation and dosing 
are done with dexterity 
in all cases 

Marking  ⇒       

  Preparation 
and dosing 
done in 
secure 
manner 

Preparation and dosing 
done in non secure 
manner 

  Preparation and dosing 
done in secure manner 
in all cases  

Marking  ⇒       

  Stringent 
registration of 
medication 
done 
autonomously

Registration of 
medication is stringent, 
with some supervision 
 

  Registration of 
medication is stringent, 
without supervision 

Marking  ⇒       

 7.2 Determines 
proper  conditions 
of application for 
prescription 

Decision 
whether or 
not to  
administer 
the 
medication is 
made 
autonomously

Decision whether or not 
to  administer the 
medication is pertinent, 
with regular supervision 

Decision whether or not 
to administer the 
medication is pertinent, 
with some supervision 

 Decision whether or not 
to administer the 
medication is pertinent, 
without supervision  

Marking  ⇒       

Comments, observations 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring 
nursing care in mental health 

Realization context :  
According to MEQ specifications  

Criteria Rating scale Elements of 
competency Indicators Quality 

(ies) 
Insufficient Minimal Average Superior 

7.  To 
administer 
medication 
(CONTINUED) 

7.3  Identifies 
alternatives to the 
medication 

Pertinent 
alternatives to 
the 
medication 

Few pertinent 
alternatives to the 
medication 

Pertinent alternatives to 
the medication in most 
cases 

Pertinent alternatives to 
the medication in 
almost all cases  

Pertinent alternatives to 
the medication in all 
cases 

Marking  ⇒       

 7.4 Conveys 
information on the 
medication to the 
client/family 

Conveys 
relevant 
information 

Little relevant 
information is conveyed 

Relevant information is 
conveyed in most cases 

Relevant information is 
conveyed in almost all 
cases. 

Relevant information is 
conveyed in all cases. 

Marking  ⇒       

  Conveys 
complete 
information 

The key elements of 
information are not 
conveyed 

The key elements of 
information are 
conveyed. 

The majority of key 
elements of information 
are conveyed 

Nearly all the key 
elements of information 
are conveyed 

Marking  ⇒       

 7.5 Carries out 
surveillance and 
follow-ups after 
administering the 
medication 

Appropriate 
surveillance 
elements and  
follow-ups 

Appropriate surveillance 
elements but follow-ups 
are missing or 
inappropriate 

The main surveillance 
elements and the follow-
ups are appropriate 

Most of the surveillance 
elements and the 
follow-ups are 
appropriate 

Nearly all the 
surveillance elements  
and the follow-ups are 
appropriate 

Marking  ⇒       

Comments, observation: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context :  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

   Criteria Rating scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

8. To evaluate 
interventions 
and the results 
of care 

8.1 Evaluates 
results obtained  
with the 
client/family and 
relative to 
satisfaction of 
needs 

Accurate 
appreciation 
of results 
obtained  

Accurate appreciation of 
results obtained in less 
than 75% of cases 
Or 
Inaccurate appreciation 

Accurate appreciation of 
results obtained in 75% 
of cases 

 Accurate appreciation of 
results obtained  in all 
cases 
 

Marking  ⇒       

  Systematic 
verification of  
satisfaction of 
client/family’s 
needs 

Verification is not 
systematic.  

  Verification is 
systematic 

Marking  ⇒       

 8.2 Modifies the 
care plan 

Relevant 
changes  done 
autonomously

Relevant changes 
completed with 
supervision 

  Relevant changes done 
without supervision 

Marking  ⇒       

  Appropriate 
delay for 
changes 

Delay in changes is 
inappropriate 

  Delay in changes is 
appropriate 

Marking  ⇒       

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context :  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality (ies) Insufficient Minimal Average Superior 

8. To evaluate 
interventions 
and results of 
care 
(CONTINUED) 

8.3 Evaluates the 
care activities 
entrusted to other 
persons 

Accurate 
evaluation 
without 
supervision 
 

The evaluation is 
accurate with constant 
supervision 

The evaluation is 
accurate with regular 
supervision 

The evaluation is 
accurate with some 
supervision 

The evaluation is 
accurate without 
supervision 

Marking  ⇒       

  Effective 
follow-up 
done 
autonomously

The follow-up is 
effective with constant 
supervision 

The follow-up is 
effective with regular 
supervision 

The follow-up is 
effective with some 
supervision 

The follow-up is 
effective without 
supervision  

Marking  ⇒       

       

Marking  ⇒       

       

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context :  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality 

(ies) 
Insufficient Minimal Average Superior 

9. To assure  
continuity of 
care and follow-
up  

9.1  Keeps 
accurate notes on 
file according to 
the model 
appropriate for the 
environment 

Keeping 
pertinent 
notes 

Less than 75% of 
essential information is 
present in the notes 

75% of essential 
information is present in 
the notes 

 All essential information 
is present in the notes 

Marking  ⇒       

  Precise note-
taking 
(including 
terminology) 
without 
supervision 

Precise note-taking, with 
regular supervision 

Precise note-taking, with 
some supervision 

 Precise note-taking 
without supervision  

Marking  ⇒       

  Precise note-
taking done 
autonomously

Precise note-taking, with 
regular supervision 

Precise note-taking, with 
some supervision 

 Precise note-taking 
without supervision 

Marking  ⇒       

  Notes are 
written 
(spelling, 
readability) in 
acceptable 
English 

Notes are not written in 
acceptable English 

  Notes are written in 
acceptable English 

Marking  ⇒       

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context :  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality(s) Insufficient Minimal Average Superior 

9. To assure 
continuity of 
care and follow-
up  
(CONTINUED) 

9.2 Provides a 
report when 
leaving the unit 

Report 
contains 
pertinent 
information  

The essential information 
is not present in the 
report 

  All essential information 
is present in the report 

Marking  ⇒       

  Report 
content is 
accurate 
without 
supervision 

The report content is 
accurate with regular 
supervision 

  The report content is 
accurate without 
supervision  

Marking  ⇒       

  Report 
content  is 
concise 
without 
supervision  

The report content is 
concise with regular 
supervision 

  The report content is 
concise without 
supervision 

Marking  ⇒       

    
 
 

   

Marking  ⇒       

Comments, observations: 
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No and name of course: 180.50Q-SL 
No of learning sequences: 3 or 6 (bloc A) 

Final integrating objective: (O1QL) 
Providing support for persons requiring nursing 
care in mental health 

Realization context :  
According to MEQ specifications (p. 2 of the 
clinical teaching evaluation manual) 

Criteria Rating scale Elements of 
competency Indicators Quality 

(ies) 
Insufficient Minimal Average Superior 

9. To assure 
care continuity 
and follow-up  
(CONTINUED) 

9.3 Applies 
administrative 
procedures to 
particular 
situations 

Thorough 
application of 
administrative 
procedures 
done 
autonomously

Application is thorough, 
with regular supervision 

Application is thorough, 
with some supervision 

 Application is thorough 
without supervision  

Marking  ⇒       

 9.4 Collaboration 
with the care-
giving team and 
the 
multidisciplinary 
team 

Adequate 
collaboration  

Collaboration is not 
adequate 

Collaboration is 
adequate in the majority 
of cases 

Collaboration is 
adequate in almost all 
cases 

Collaboration is 
adequate in all cases 

Marking  ⇒       

  Search for 
solutions 
when faced 
with 
particular 
problems 

Search for solutions is 
rare 

Search for solutions is 
done in the majority of 
cases 

Search for solutions is 
done in almost all cases 

Search for solutions is 
done in all cases 

Marking  ⇒       

 9.5 Orients the 
client/family 
toward resources 
appropriate to the 
situation 

Appropriate 
orientation 
done 
autonomously

Orientation is appropriate 
with constant supervision

Orientation is 
appropriate with regular 
supervision 

Orientation is 
appropriate with some 
supervision 

Orientation is 
appropriate without 
supervision 

Comments, observations: 
 
Note: In the original document, there is an additional page entitled Critical Incidents in which teachers can take note of events not included in this grid. 



 

Tool 6.J 
 

“The perception students have of their own 
competency seems to have a greater influence on 
their motivation and therefore, on their 
commitment to the task, than their actual 
competency” (Tardif, 1992) 

Task 12  Communicate evaluation results and provide students with feedback 
Communicating results and feedback 

A. How to communicate the results of summative evaluations  

B. Summary of feedback characteristics 

C. The affective dimension of feedback 

 

A. How to communicate the results of summative evaluations94

The following text illustrates the major impact resulting from the various ways of conveying results to 
students and proposes possible methods for teachers to counter any negative impact. 

“I’m hopeless in math”, “I just can’t seem to learn how to spell”, “Languages are not my thing”, “Don’t 
pay attention to my pronunciation, I know it’s pathetic”… 

Most teachers realize how limiting such statements are, how deeply rooted and enduring such beliefs can 
be, and the disastrous consequences they have on the learning of children or adolescents who affirm them 
as well as how much energy must be devoted to deal with them. … In fact, the perception students have 
of their own competency seems to have a greater influence on their motivation and, therefore on their 
commitment to the task, than their actual competency (Tardif, 1992).  

Therefore “if an individual, particularly during childhood, shows a tendency to comply with the judgment 
and identity conferred upon him by his entourage, he may very well end up by confirming these to 
varying degrees” (Kourilsky, 1999). Consequently, it is our role as educators to do doing everything in 
our power to prevent these negative beliefs from taking root. 

The communication of results plays a major role in the perception students have of their own 
competency. Whether communicating results from grading, comments or assigned points, one important 
guideline is to act in a non-prejudicial manner toward the student, to help him every way we can to 
maintain a positive image, or at the very least not to tarnish his image. Strangely enough, it seems that 
obtaining an “insufficient” grading or a score of 2/10 on a writing assignment is less damaging to a 
student’s image than the comment: writing ability = not yet acquired. In other words, it is less painful for 
a student to fail a test in English than to be told he is incompetent in writing. What is at stake is the 
development of our students’ self image, and that is of great importance. Should we not therefore support 
the communication of results in a contextualized form?   

Another argument in favour of contextualized communication of results is its profoundly inferential 
nature, as reiterated by M. Romainville (2000). “To evaluate competencies is make fundamental 
inferences: based on the given student performance, I then judge that he has probably mastered a given 

                                                      
94  Translated from Mireille Houart, Évaluer des compétences. Oui, mais… comment?, Département Éducation et 

Technologie, FUNDP – Namur, p. 11. [http://www.det.fundp.ac.be/~mho/evaluation.htm]. 
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competency [...]. The broader the competency, the greater the inference and therefore, the greater the 
probability for error.” 

For example, to evaluate in a summative manner a competency such as reading implies that the 
competency itself must be observed in a specific context. For instance, the task could involve a series of 
questions based on an informational text. Based on the student’s performance on this test, to infer his 
competency in reading is an ENORMOUS leap. (If a student does not succeed, is it because of gaps in his 
reading skills or is it due to difficulties in his ability to draft answers?) Noting that the student has passed 
or failed the exercise does not, in itself, carry much inference. Would it not therefore be more adequate, 
when communicating the results, to refer to the required task rather than declare a student incompetent in 
reading? The competency grid, used internally, would then greatly benefit teachers during the learning 
stage, the preparation of the evaluation and the analysis of student results. 

Should we banish the summative evaluation of knowledge and skills?  

An analysis of the temporal model described below would probably lead us to reserve summative 
evaluations exclusively for the assessment of competencies and to cease conducting any summative 
evaluation of isolated knowledge and skills. Pedagogically speaking this “recommendation” is 
roadworthy and yet, if we were to impose it straight off, in such a radical fashion, would this not pose a 
great risk? 

There is a fear among teachers that:  “Formative evaluations are all very nice, but students will no longer 
study…”, “If it doesn’t count, the students won’t work”. “They only work if there are points involved”. 
“They already finish their homework on the bus to school … now they probably won’t even hand it in!” 

To shed some light on this matter, let us discuss briefly a motivational factor noted by R. Viau (1994). 
This factor is the perception a student has of the value of an activity, that is, the judgment he makes on 
the importance or usefulness of an activity relative to the goals he is pursuing. If the activity in question 
corresponds, for example, to the resolution of 15 homework equations, the study of Latin vocabulary, or 
the correction of a dictation with justification of grammatical agreements, the underlying question is: 
“Why should I do what the teacher asks me to do?  Why should I study specific information or train to 
develop a particular skill, if not to obtain a good grade?”  

Research results show that, most students are in school to pursue: 

— performance goals exclusively (they want to complete successfully the activity for the grade, the 
diploma, etc.) The students express this in statements such as:  “Does this homework count?”, 
“How many points for the exercises?” “I scored 9 ½ on the test!”). 

— learning purposes exclusively (they place a high value on an activity because it enables them to 
learn more on the subject, for example, the (rare)” student who prepares for a test by studying all 
the pages of the syllabus, even though the teacher has excluded some of them.  

— a combination of both learning and performance goals.  

Eliminating the grading system overnight risks destabilizing and de-motivating those who pursue 
performance goals exclusively. Does this mean we are to remain locked into a rigid school system that 
has conditioned our students for too many years already?  

One solution would implement a class spirit oriented to formative evaluations (identify, value and 
learn from errors, give less importance to points, stop reinforcing only correct answers, show interest in 
the process, etc.) with a view to helping students pursue goals and progress at school.  The presence of 
grades can be maintained for a period of time, given that evolution takes time. I personally experimented 
with this hypothesis and found that it took at least one trimester (from September to December) for my 4th 
year students to progressively come around to the logic of the formative evaluation (Houart et 
Vastersavendts, 1995). 
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To opt for a subtle alchemy, a well-blended cocktail of summative and formative evaluation of knowledge 
and skills fits in very well with the formative evaluation philosophy. The teacher can, for example, take 
into account the successes and ignore failures as long as the student demonstrates that he has overcome 
his difficulties. Implementing such practices favours the evolution of student concepts, while maintaining 
the ‘pressure’ that encourages them to study.  

The works of Viau, described above, offer further encouragement for taking the time needed in class to 
show students how the subject matter can be useful to them or, even better, generate student interest in the 
task to accomplish via class discussions, or better still, create links between student preoccupations and 
what they are in the process of learning. But here we are exceeding here the specific scope of competency 
assessment.  

In addition, if the implementation of a competency requires the mobilization of a set of resources, I don’t 
see why we should not allow ourselves to evaluate, at least partially, in summative fashion, the mastery of 
these resources, and therefore, this knowledge and these skills.” 

 
B. Summary of feedback characteristics95

 

“Feedback is probably the best way of influencing a person’s competencies in a learning situation.” 

This statement by Louise Lafortune (2001) sheds light on the various characteristics of effective 
feedback. 

“According to Wlodkowski and Ginsberg (1995), feedback is information provided to a person in a 
learning situation about the quality of his work. Feedback impacts a learner’s motivation and helps him 
better evaluate his progress, understand his performance, maintain his efforts, and receive encouragement. 
The authors add that feedback is probably the best way to impact a person’s competencies in a learning 
situation. Feedback can take several forms and be more elaborate than a few words on an individual’s 
progress. The following paragraphs outline general feedback characteristics according to Wlodkowski and  
Ginsberg. 

Feedback for information rather than control 

We must favour feedback that encourages increased effectiveness, creativity and autonomy. For example, 
“You identified three major information items. I appreciate the clarity of your work”, rather than “You 
have made progress and you are meeting the objectives that I established for this course.”  

Feedback based on objectives that have been agreed upon beforehand  

Persons in a learning situation appreciate feedback that provides them with information on their degree of 
attainment of pre-determined objectives. This enables them to clarify the criteria used to evaluate their 
learning and identify what remains to be accomplished for their learning to be even more effective.  This 
information can then be used to guide their efforts, practice and performance.  

                                                      
95  Translated from L. D. C. Lafortune, Accompagnement socioconstructiviste. Pour s’approprier une réforme en 

éducation, Sainte-Foy, Presses de l’Université du Québec, 2001, p. 109 and 110. 
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Well-targeted feedback is constructive 
It is difficult to improve performance if general terms are used to describe the progress.  Most people 
prefer to receive detailed comments and precise suggestions, which are more likely to help them improve. 
Quantitative feedback 
Quantitative feedback can be advantageous if it corresponds to the learning context. It must be precise 
and provide proof that minor improvements have taken place. Highlighting these minor improvements 
can have long-term effects.   
Feedback given at opportune moments (without excessive delay) 
This refers to feedback given in an opportune moment rather than immediately.  A delay in feedback can 
sometimes allow for a better learning experience. For example, some people are ill at ease if they are 
immediately corrected after completing a task. In some cases, a delay can help lessen anxiety, for 
instance, judging a public performance. In general, feedback must be given without delay, but we must 
take into account the fact that sometimes a delay can be beneficial.  

Frequent feedback 
Frequent feedback is more useful when learning a new concept. Generally speaking, feedback should be 
given when the individual has the best chance of improving. It becomes more difficult to modify one’s 
way of doing things when errors have accumulated.  
Positive feedback 
Positive feedback emphasizes improvements and progress rather than deficiencies and errors. It is an 
excellent form of feedback, since it increases the subject’s intrinsic motivation, his well-being, his 
perception of his own competency as well as his positive attitude toward the person giving the feedback. 
Negative feedback, for its part, leads to discouragement. Even if a person has committed errors, we can 
use positive feedback by indicating that the number of errors has been reduced from what it was 
previously. Positive feedback can be used at the same time as constructive feedback.  
Personal and differentiated feedback 
Differentiated feedback is feedback that uses self-comparison and emphasizes the personal improvement 
observed since the last learning activity. In the learning of a skill or a procedure, evaluating small 
progresses can be encouraging. The timing of this feedback can be important. The authors also 
recommend that we ask learners what type of feedback they prefer. It is important to be able to recognize 
the best time to give feedback. We sometimes realize that the person receiving feedback is not disposed to 
accept the comments at that time. It is also important to make sure that the feedback has been well 
understood.  
Wlodkowski (1988) suggests a number of effective feedback characteristics. According to him, effective 
feedback must:  

- be sincere 
- provide details and highlight subtleties 
- be shared among members of a group 
- be given out in measured portions 
- be presented publicly or privately, depending on the context 
- be respectful” 
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C. The affective dimension of feedback96

Roland Louis (1999) underscores the importance of taking into account the affective dimension of 
feedback, which has a major influence particularly on student motivation.  

“We recognize that there is feedback that deals predominantly with the affective dimension, particularly 
motivational characteristics that influence the manner in which a student approaches a task and identifies 
the strategies needed to accomplish it. This type of feedback tries to motivate the student to effectively 
undertake a task and succeed at it.  

The works of Chunk and Cox (1986) on the impact of feedback in relation the student’s effort to 
accomplish a task, to the perception he has of his competency relative to the task and his effectiveness to 
succeed at it, strike a chord in us. Included is a summary of results of the studies proposed by Viau (1994, 
p. 60 and 61). 

Feedback on student effort to accomplish a task improves the opinion they have of their competency to 
accomplish the task (Schunk, 1982). 

The students who received feedback on their abilities (for example: you succeed because you are good in 
arithmetic) saw the opinion they had of their competency improve more rapidly than that of students who 
had either received feedback on their efforts (for example: you succeed because you work hard), or 
feedback on both their efforts and their ability (for example:  you succeed because you work hard and you 
are good in arithmetic) (Schunk, 1983). 

In the study, the three groups of students received feedback in the following manner. Those who got 
feedback on their abilities on two separate occasions, those who got feedback on their abilities, then later, 
feedback on their efforts; and those who got feedback on their efforts on two separate occasions.  Students 
who received the ability-ability feedback sequence, or ability-effort feedback sequence improved the 
opinion they had of their competency more than students who had received the effort-effort feedback 
sequence (Schunk, 1984). 

 

A few characteristics of effective feedback 
Wiggins (1993) proposes a set of essential characteristics for effective feedback. We have listed those that 
we believe can be applied to a general class context. To be effective, feedback should: 

1. Provide the student with information that confirms whether or not the task was accomplished and 
identify the support needed. 

The student needs external feedback to exercise control and make the adjustments needed to 
successfully accomplish the task. Feedback that specifies a situation without providing the student 
with a guide for doing better would be ineffective. Even worse is feedback that deals with 
generalities without any relation to progress achieved: “If you put forth a little more effort, you 
would succeed in accomplishing the task.” 

2. Compare current accomplishments, the orientation of the task and desired results.  

The student needs guidance and validation relative to what he does and what he plans to do in order 
to meet expected results.  

3. Be as immediate as possible, understandable and directly usable by the student. 

                                                      
96  Translated from Roland Louis, L’évaluation des apprentissages en classe : Théorie et pratique, Éditions Études 

Vivantes, 1999, p. 112 and 113. 
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Feedback given too late is not effective. If the student cannot understand the feedback it is useless. 
For example:  A teacher returns a corrected paper to a student who submitted the work two weeks 
earlier, with the following comment in the margin:  “This paragraph is not clear.” 

4. Evaluate the student’s progress in relation to the accomplishment of the task. 

The student’s progress should not be evaluated in relation to other students. Rather, it is important to 
provide the student with details, examples showing what should be done versus what is being done 
to achieve the desired results.  

5. Use descriptive language 

For example: “You performed an addition instead of a subtraction; that is probably why you got a 
higher number”.  Feedback that evaluates a student in comparison to others is ineffective: “You are 
the only one to have gotten this result.” 

6. Make a diagnosis and recommendations specific to the error that has been observed. 

For example: “You performed an addition instead of a subtraction; that is probably why you got a 
higher number.” 

7. Allow the student to see tangible results from his efforts.   

Within a school context, one tangible result is the difference in grade between an initial assignment 
and a later assignment where efforts have been invested into the mix. Feedback should help the 
student realize that the efforts he made following the first task are worthwhile.  
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Document 6.A 
 

Evaluation in an authentic situation: tools97

Chapter 3 of this learning kit, “The vision and impact of study programs centered on competencies”, 
initially introduced the concept and foundations of the authentic evaluation. Document 6. A specifies the 
tools that support this type of evaluation in a text (p. 83-94) by Roland Louis (1999). 

Tools for an evaluation in an authentic situation 
The measurement of complex performances can be done in two ways: based on specific tasks 
proposed to the student, or through the use of a portfolio.  

Measuring based on specific tasks 

When developing the necessary tasks to measure complex performances, the teacher must consider 
the organizational characteristics and types of performance required by the task. 

The tasks can be subdivided, on the organizational level, into tasks done within class periods and 
tasks performed outside the classroom period. The tasks can be designed for individual or group 
accomplishments. In the context of an authentic evaluation, we generally resort to situational tasks. 
In placing the student in contextualized situations, these tasks will not only call on declarative or 
procedural knowledge, but conditional knowledge as well.  

Several authors have proposed tasks that make it possible to measure high-level intellectual skills in 
students. Marzano and others (1993) for instance, suggest a set of situational tasks that make it 
possible to measure complex performances. These authors classify the tasks according to the type of 
performance they induce in the student. They present tasks involving comparison, classification, 
induction and deduction, tasks dealing with analysis of errors, arguments, putting divergent ideas 
into perspective, tasks involving decision-making, development of definitions, historical or scientific 
research, problem resolution and tasks dealing with invention.  

The ministère de l’Éducation du Québec, in study programs developed for the entire Province, 
defines the intellectual operations that high-school students must be able to master upon completion 
of the study program. Here are a few examples. 

 

 

 

 

 

 

                                                      
97  Translated from Roland Louis, L’évaluation des apprentissages en classe : Théorie et pratique, Éditions Études 

Vivantes, 1999, p. 83-97. 
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Table 7.1 Examples of intellectual operations linked to a discipline 

Discipline Selected intellectual operations 

Mathematics Put in mathematical form (illustrate, transpose, translate, etc.), 

Perform operations (calculate, solve, transpose, verify, etc.), 

Analyze or synthesize (deduce, conclude, prove and explain). 

French Write a speech 

— Choose, organize and apply. 

Comprehension of speech  

— Identify, explain and react.  

English as a second 
language 

Language comprehension  

— Deduce, discover, repeat, research and compare. 

Drafting a speech 

— Rephrase, question, state and discuss. 

Physical sciences Characterize, connect and resolve problems. 

History Describe, analyze and synthesize. 

Geography Situate (locate an area or geographic location), 

Describe (characterize, recognize a geographic location) 

Connect (establish a relation of similarities, differences or 
interdependence and specify the causes or consequences of two or 
more geographic locations). 

Task development  

Figure 7.1 shows an example of an inductive task, adapted from Marzano and others (1993). 
We will use this task to shed light on its general structure.  That is:  

— a problem situation that contextualizes the task. Situating the task is designed to give the 
student a better representation of the task and stimulate his interest for the activity. 

Example: 

Supermarkets spend a lot of money each week to distribute advertising material promoting their 
sales. Each supermarket states that it has better prices than its competitors. 

We should mention that the problem situation goes beyond this text. We can consider the 
overall task as a complete problem situation.  However, an initial scenario, like the one in the 
example, is useful for the neophyte student. 
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Supermarkets spend a lot of money each week to distribute 
advertising material promoting their sales. Each supermarket states 
that it has better prices than its competitors. 

You are asked to study a group of advertising circulars from several 
supermarkets in order to: 

— find identical articles being advertised; 

— determine if supermarkets, on the whole, offer lower prices 
than local grocers and compensate for the low price by the 
higher price of another item. 

When considering the price, pay attention to the weight, size or 
quality of the merchandise. 

Take note of how supermarkets present their ads (items, prices) and 
entice the consumer to buy in their store rather than the competitor’s.  

Based on your analysis, formulate at least two conclusions on the 
perception that writers of circulars have of consumers.  A perception 
that guides them in their desire to attract customers to supermarkets.  

Your conclusions can begin with sentences such as:  

— The specialists who write these advertising circulars must think 
that consumers… 

— The specialists who write these advertising circulars for 
supermarkets must believe that… 

Support each conclusion with examples taken from the advertising 
circulars. 

You must present your work to your team in order to consolidate the 
information and prepare a report for the local radio station that will be 
broadcast next month. 

You work will be assessed based on the attached rating scale. 

 

problem situation 

 

 

 

 

actions 

 

 

 

instructions 

 

 

 

 

 

expected results  

 

 

application context 

 

 

rating scale 

Figure 7.1 Example of an introductory task  

— The principal actions that must be undertaken by the student.  The task must be clearly 
identified with the complex abilities that the student must use.  

Example: 

You are asked to study a group of advertising circulars from several supermarkets in order to: 

— locate the identical items being advertised; 

—    determine if the supermarkets, on the whole, offer low prices than local grocers, and if the 
low price of a given item is offset by the higher price of another item.  

Based on your analysis, formulate at least two conclusions concerning the perceptions that the 
writers of these circulars have of consumers and that guide them in their goal of attracting 
customers to supermarkets.  
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Example: 

When considering price, pay attention to weight, size and quality of the merchandise. 

Take note of how supermarkets present their ads (items, prices) and entice the consumer to buy 
in their store rather than the competitor’s. 

— The characteristics of the results expected for this task. 

Example: 

Your conclusions can begin with sentences such as:  

— The specialists who write these advertising circulars must think that consumers… 

— The specialists who write these advertising circulars for supermarkets must believe that… 

Support each conclusion with examples taken from the advertising circulars. 

— the definition of an audience and the real context of application of the results of actions. 

Example: 

You must present your work to your team in order to consolidate the information and prepare a 
report for the local radio station, which will be broadcast next month 

— the rating scale. 

The instructions and details f the work may vary depending on student characteristics.  For 
elementary level students and those enrolled in a special class, particular care must be given to 
the instructions and details. For students at a more advanced level, the teacher may provide less 
frequent instructions and details, or none at all, based on targeted goals. This will result in a 
situation where the student will have to resolve a problem that is more or less undefined and 
vague. As underlined by Frederiksen (1984) and Bennett (1993), the problems that we 
experience in real life are generally vague and undetermined. 

Developing a rating scale 

Given the importance of a rating scale in the development of a task, we believe it is necessary 
to look a little more closely at this tool.  

Measuring performances, whether complex or not, whether in an authentic situation or not, 
means using evaluation tasks with rating scales that allow judges to make judgments. 

In their approach to rating student performance, judges use well-defined criteria with which 
they are familiar. The term “rubric” is increasingly common when naming these criteria. This 
term comes from the Latin rubrica, which means “red earth, ochre”, the substance used in 
Antiquity to mark important events. These rubrics represent for us, the critical or essential 
attributes of the competency we wish to measure. Each rubric or dimension of the competency 
describes a set of observable performances that range from the highest performance level to the 
lowest one.  

In order to better evaluate the student’s progress towards his goal and help him improve in his 
learning process, the authors define performance according to a scale of three, four or five 
levels.   In the following pages, we provide some examples98 of rubrics and performance levels 
in use in some school environments.  These tools are presented for the sole purpose of 
promoting a better idea of the type of tools that can measure complex performances.  

                                                      
98  We thank the students enrolled in initial master class training at the Université de Sherbrooke (third year, fall 1997) 

who provided us with these examples. 
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We will also provide examples of tools devised to measure complex performances. According 
to the characteristics of the task, we classify these tools based on whether or not they induce a 
more of less authentic evaluation situation.  

Example 1: Measuring mathematical performance (Problem resolution) 

The period for garage sales coincides with the arrival of the nice weather. Your mother calls on 
you to ask you to help her get the items ready that she wants to sell on the following day, 
Saturday.  

She wants to put 20 square-shaped vases for sale, each one measures 10 cm in width. She 
would like to sell 30 flowerpot holders.  Each one measures 20 cm in length and 15 cm in 
width. She also would like to get rid of the 50 knick-knacks lying around the basement. These 
knick-knacks measure on average 5 square centimetres each. Your mother only has two tables 
on which to display these articles. One table measures 150 cm by 60 cm and the other, 125 cm 
by 95 cm. The sale permit granted by the municipality cost $5 and stipulates that only one table 
is allowed.  

Your mother asks you to: 

— pick the right table and set it up; 

— price each article for sale by category,  knowing she wants to make a $50 profit. 

She also expects you to list on a piece of paper, all the articles for sale, the quantity, the price 
per unit, total sales and total profit made. 
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Your work will be evaluated based on the following grid99 (see figure 7.2): 

R1. 

Mastery of the mathematical 
content 

— Applies the appropriate concepts, operations 
and transformation rules with ease and without 
error. 

— Applies the concepts, operations and 
transformation rules that were studied well, but 
with minimal errors, 

— Makes several errors in the use of concepts, 
operations and transformation rules that were 
studied. . 

— Makes numerous application errors. 

4 

 

 

3 

 

2 

 

1 

R2. 

Capacity to solve problems 

a) Effective use of  information: 

— Accurately identifies all the pertinent 
information and highlights the missing 
information. 

— Identifies all pertinent information. 

— Identifies most of the pertinent information. 

— Omits some pertinent information. 

b) Problem resolution process: 

— Presents an effective and very satisfactory 
solution to the problem. 

— Presents an acceptable solution to the problem. 

— Presents a solution that is not quite acceptable. 

— Does not succeed in finding a solution.  

 

4 

 

3 

2 

1 

 

 

4 

3 

2 

1 

R3. 

Capacity to communicate 

— Communicates the results clearly and 
accurately while making effective use of 
communication support. 

— Communicates the results clearly with adequate 
use of communication support. 

— The communication of results is not quite clear. 

— The communication of results is 
incomprehensible. 

 

4 

 

3 

 

2 

 

1 

                                                      
99  A student situated at level 1 or 2 can, with the teacher’s help, accede to a superior level (3 or 4). 
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Figure 7.2 Rating grid for the resolution of mathematical problems (example 1) 

The choice of headings for the example grid obviously expresses some of the evaluator’s 
expectations with regard to observable performances. Another evaluator might suggest different 
headings. Let us look at what these headings evaluate. 

Mastery of mathematical content: This dimension is designed to evaluate procedural knowledge 
linked to concepts, operations and transformation rules studied in class. 

Capacity to resolve problems: This dimension has to do with evaluating performance in the 
resolution of more or less complex problems. This dimension is very important because it helps 
determine if the student is able to apply declarative, procedural and conditional knowledge to 
find a solution to a problem found in everyday life.  

Communication: The importance of this dimension is justified insofar as we believe that 
communication is an important component of any social context. Problem resolution becomes 
interesting when the individual is able to communicate the resolution effectively and even 
convince others of its value. 

Example 2: Measuring French proficiency (written communication) 

At Sainte-Justine hospital there are a number of hospitalized children that are 10 years old. 
They can neither go back home nor go to school. Our school wants to offer a collection of 
stories of interest to children of this age. You must write a story that will get their attention. The 
best texts will become part of a collection to be published by the hospital and provided to the 
children for free.  

Your short story cannot exceed two pages in length. It may deal with a true story or an 
imaginary one. The story must be pleasant and amusing. 

The panel selecting the texts will use the following grid (see figure 7.3): 

R1. 

Text organization 
 

 

The text is perfectly structured: all the ideas are well 
put together, there are no contradictions, there is very 
good use of verb tenses. 

The text is well structured: all the ideas are well put 
together, there are few contradictions, and there is good 
use of verb tenses. 

The text is not well structured: certain ideas are poorly 
presented; there is incorrect use of verb tenses. 

The text is very poorly structured and incoherent. 

4 

 

 

3 

 

2 

1 

Page 93 de 383 



 

 

R2. 
Sentence organization 

 

The punctuation marks are adequate and all the 
sentences are well constructed. 

There are a few punctuation mistakes (2 or 3), but all 
the sentences make sense and are well constructed. 

There are several punctuation mistakes (less than 7) 
and some sentences are not well constructed. 

Nearly all the sentences present errors of construction 
and meaning (more than 7 errors). 

4 

 

3 

 

2 

 

1 

R3. 
Respect  

of  lexicon 

The words are written correctly (less than 2 mistakes). 

Most words are written correctly (between 1 and 7 
mistakes). 

Several words are written incorrectly (between 7 and 
15 mistakes). 

Nearly all the words are misspelled (more than 15 
mistakes). 

4 

 

3 

 

2 

 

1 

R4. 

Respect 
of  grammar rules  

The agreements of gender and number are correct as 
well as the verb endings (less than 2 mistakes). 

The agreements of gender and number are correct as 
well as the verb endings (between 1 and 7 mistakes). 

There are several mistakes in both cases (between 7 
and 15 mistakes). 

There are way too many mistakes in both cases. 

4 

 

3 

 

2 

1 

R5. 
Story interest  

The story is very interesting, amusing and original. 

The story is rather interesting, amusing and original. 

The story is interesting, but lacks originality. 

The story is not very interesting. 

4 

3 

2 

1 

Figure 7.3 Rating grid for written communication in French (example 2) 
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Example 3: Performance in history (critical analysis) 

Task 

The new Secretary General of the United Nations has retained your services to draw a 
composite of one of the many conflicts taking place in the last fifty years. He is insistent that 
the thinking of young people like you is the best way to further reflection on how to resolve 
world conflicts. He therefore asks you to select a contemporary conflict that raises questions for 
you and to draft a critical analysis in official report format for him.  Following this you will be 
invited to present your conclusions in front of a study committee set up for the occasion.  

Instructions 

Your work includes a written report and an oral report. You will work in teams of two. 

Your written report should be approximately six pages long. It must be typed, double-spaced 
and handed in by end of May. In this report, the reader must see that there is a critique of the 
information being offered. In other words, you must add a personal touch to your analysis. 

In the oral presentation, one of the team members will present a summary of the key facts of the 
conflict; the other will put the situation into perspective. You will be allotted 10 minutes to 
present to the class. 

Unfolding: 

— Form a two-person team. 

— Describe the problematics of the conflict. 

— Develop a hypothesis linked to the problematics. 

— Conduct research at the library. 

— Compare and analyze the different viewpoints exposed in writings you consulted and 
summarize them. 

— Confirm or describe the starting hypothesis. 

— Write a report according to the rules studied. 

— You are at liberty, throughout the task, to consult your teacher and ask for assistance. 

— The Secretary General will rate your report according to the attached grid (see figure 7.4). 
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R1. 
Respect 

of  historical setting 

The stages of the historical setting are entirely 
respected. 

The stages of the historical setting are partially 
respected. 

The stages of the historical setting are not well 
respected. 

The stages of the historical setting are not respected at 
all. 

4 

 

3 

 

2 

 

1 

R2. 
Quality of the critical 

analysis 

The report highlights the conflict’s essential points and 
presents a coherent assessment.  

The report highlights most of the essential points of the 
conflict and presents a coherent assessment.  

The report highlights some of the conflict’s essential 
points and presents a somewhat coherent assessment.  

It is difficult to determine the conflict’s essential points 
and the resulting assessment is either incoherent or 
absent. 

4 

 

3 

 

2 

 

1 

R3. 
Oral communication 

 

The communication is clear and easily comprehensible 
for the audience. 

Certain elements of the communication are ambiguous, 
but it remains comprehensible for the audience. 

The ambiguity of the message makes its 
comprehension difficult for the audience. 

The communication is confusing and disjointed. 

4 

 

3 

 

2 

1 

R4. 
Written communication 

 

The written report has fewer than 5 mistakes. 

The written report has between 5 and 10 mistakes. 

The written report has between 10 and 15 mistakes. 

The written report has more than 15 mistakes. 

4 

3 

2 

1 

Figure 7.4 Rating grid for a critical analysis in history (example 3) 
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Importance of the student rating grid   

One of the functions of the rating grid is to help students become aware of the characteristics of 
a task that is accomplished effectively. It also helps students achieve more effective self-
regulation in the achievement of the task. It will especially help the student determine the type 
of feedback needed. It may not be evident but the use of rating grids can help re-orient students 
from a perspective of graded results (grades expressed in percentages) where the grade itself 
seems to be the goal; to a model that encourages students to identify the realization stages of a 
performance. The teacher should therefore not only introduce a rating grid for the task, but also 
pay particular attention to teaching the students how to make effective use of it. However, grids 
like the one presented here, are relatively complex for students, particularly those in elementary 
school.  

The teacher should begin with more simple grids when used as objects of teaching. We suggest 
that the teacher begin with checklists. […] 

Later, the teacher can introduce the students to more complex grids. The teacher could, for 
instance, ask the students to construct a rating grid for an oral presentation that will be given in 
class. 

Developing the stages of a task 

We have seen several examples of tasks that reflect authentic situations as much as possible. 
Experience has shown that when it is time to develop tasks of this nature, difficulties often 
arise. The steps outlined below have been tested with students in master classes. They helped 
the students develop authentic evaluation tasks. 

Step 1: Determine the content of the discipline. The first stage consists in determining the 
content of the discipline, which will be the object of an evaluation, and the academic level in 
question. For example, a teacher might be interested in the drafting of a speech for a fourth year 
elementary school French course. Another might choose photosynthesis in biology, for a first 
year high school course. 

Step 2: Determine the action based on the performance to be evaluated. Since the 
performance observed will be the work or production of a student, we must identify at this 
stage what type of production will elicit the type of performance from the student that we wish 
to observe.  The production or work must call upon the student’s declarative, procedural and 
conditional knowledge. For instance, the teacher could choose a written argument for the 
student’s production. In science or mathematics, it could be the construction of a double entry 
table, a graph, a model, a process, etc. In social sciences, the teacher might choose the 
construction of a route, the development of a plan or geographic map, the production of a 
report, a document, etc.  

Step 3: Identify the necessary knowledge. At this stage, it is necessary, by describing them as 
performances, to identify the declarative, procedural and conditional knowledge required by 
the student to successfully accomplish the task. In an actual evaluation, declarative and 
procedural knowledge is easier to identify. Procedural knowledge often underlies declarative 
knowledge.  

Example 1 Procedural knowledge in mathematics: to accurately resolve a set of equations 
of the second degree. 

In this example, the declarative knowledge (necessary mathematical calculations) is part 
of the resolution process. If we want the final answer to deal with conditional knowledge, 
the performance can be defined in the following way (example 2): 
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Example 2 Conditional knowledge: to choose and validate a solution that resolves the 
given problem as effectively as possible. 

To evaluate conditional knowledge as in the previous example, we must be sure that the 
problem variables are not limited to equations of the 2nd degree.  The teacher must see to 
it that the student’s judgment is used to identify the best solution among several.  There 
may be situations where the teacher will be forced to limit himself to declarative 
knowledge.  This may not be the ideal situation and the classroom will cause certain 
limitations.  In the following example, the teacher has just presented declarative 
knowledge and wants to verify if the students learned it well. See example 3. 

Example 3 Declarative knowledge in history: proper timeline, comments and explanation 
on the main causes for the Patriots’ rebellion.  

We must keep in mind that for learning to endure, the student must be able to implement 
all three types of knowledge. 

Step 4: Select the required intellectual operations. It is now time to select the type of 
intellectual operation that the task will solicit from the student.  Here are a few examples of 
possible intellectual operations: to compare, deduce, analyze, classify, argue, resolve a 
problem, make a decision, take different perspectives into account, and experiment. 

We have also included examples of intellectual operations adopted by the MEQ with regard to 
the teaching of specific disciplines in high school. So, the teacher can refer to study programs 
when choosing intellectual operations. We should emphasize here that the complexity of the 
performance increases based on the number of intellectual operations required for the task. 
Therefore the first time we develop a task for an authentic situation, it is easier to select two 
intellectual operations only.  

Let us return to example 1 above. We could reason that the resolution of equations would be 
useful in a classification or problem solving task.  We therefore call upon these two intellectual 
operations (to classify and resolve a problem) in relation to procedural knowledge. 

In example 3, the teacher could choose to divide the declarative knowledge of history into two 
intellectual operations:  to make deductions and to prepare an argument. 

Stage 5: Write up the task. When writing up the task, think of a problem situation that is as 
realistic as possible and sufficiently authentic given the preoccupation of the students. Reflect 
on the motivation and interest that the problem situation will generate in the student. We should 
also take the practical use of the student’s production or work into consideration. The 
production or construction could be in relation to a recipient or an event.    

Stage 6: Develop a rating grid. Once the content of the task is spelled out, we must define a 
rating grid to evaluate the effectiveness achieved by the student. Since tasks generally require a 
production or work on the part of the student that are destined to a recipient, it is important to 
include the dimension “communication” in the grid. Communication recognizes the way in 
which the student constructs and communicates his production or work while bearing in mind 
the characteristics of the recipient.  We will therefore find rubrics in the grid that relate to 
intellectual operations relative to disciplinary content and communication. 

For each selected rubric, the grid lists performances ranging from acceptable to unacceptable. 
Performance descriptions specify to students what is required to effectively realize the task and 
what is not required.  Ratings of 1, 2, 3, and 4 are the norm for grade performance levels. These 
symbols make it possible to position the observed performance on the scale. Of course, the 
teacher can translate these ratings into grades, by weighting them or not. We believe that by 
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drawing students’ attention to the description of performances rather than the rating, we reduce 
the possibility that students accomplish a task only to get a good grade.  

Stage 7: Validate the content of the task. There are two ways of validating the content of the 
task. We can put the text aside for a while, and then review it to make sure that the task still 
adequately reflects the desired content. The following grid (see figure 7.6).is an example of 
learning that we could teach that also corresponds well to the requirements of validation found 
in chapter 9. The other way of proceeding would be to resort to the expertise of another person, 
presenting them with a grid and asking them to adapt or complete it depending on the need. 
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Teaching content:   

Student schooling level (order and class):   

Performance to evaluate:   

Type of knowledge involved:   

Intellectual operations required by the task:   

Scale : 1 = No 2 =  A little 3 = Yes 

Congruence 

Is there congruence: 

Between the task and the teaching? 1 2 3 

Between the task and the performance to evaluate? 1 2 3 

Between the task and the types of knowledge selected? 1 2 3 

Between the task and the targeted intellectual operations? 1 2 3 

Does the task call on several intellectual dimensions? 1 2 3 

Does the task require work or a production from the student? 1 2 3 

Does the task interest the students? 1 2 3 

Would the students be motivated to succeed in this task? 1 2 3 

Does the task generate student-teacher interaction? 1 2 3 

Does the time allotted correspond to a real situation? 1 2 3 

Does the rating scale provide a good description of every possible 
performance? 1 2 3 

Does the grid adequately take into account  
the various intellectual operations identified? 1 2 3 

Does the grid risk encouraging students to work for a grade more 
than rise to the challenge? 1 2 3 

On the whole, does the task risk penalizing and/or favouring certain 
groups of students? 1 2 3 

Figure 7.6 Example of a validation grid for an evaluation task in an authentic situation 
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1. Determine the content of the discipline that will be the object of an evaluation 

↓ 

2. Determine the action on which the performance will be evaluated. 

↓ 

3. Identify the knowledge needed to succeed in accomplishing the task. 

↓ 

4. Choose the necessary intellectual operations. 

↓ 

5. Write up the task. 

↓ 

6. Develop a rating scale. 

↓ 

7. Validate the content of the task. 

 

Figure 7.7 Summary of the development stages of a task 

Figure 7.7 allows for a better visualisation of the preceding stages. 

The characteristics of a task 

When the time comes to choose and/or develop a task, the teacher should take into account the 
characteristics listed below.  Specialists in the measurement of complex performances are 
unanimous in selecting these characteristics. Popham (1995) also agrees that tasks should 
contain those presented here, which can be found in the ‘validation of content’ grid seen in 
figure 7.6. 

The task should be: 

— able to be generalized: The student’s performance of a task can be generalized to similar 
tasks. 

— authentic:  The task represents a situation that the student can experience in real life, 
outside the school environment. 

— multidisciplinary:  The task involves many aspects of learning, not just one. 

— connected to teaching:  The student’s performance on the task should be a consequence of 
teaching received. 
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Document 6.B 
 

“Evaluating competencies. Yes, but… how?”100

How to evaluate my students’ competencies?  How to be sure that the problem situation 
used to evaluate their competencies belongs to the same group of situations developed 
during the learning process? 

Whether they are general, specific, basic or the result of profound reflection, these questions 
reveal a widespread concern. The competency approach in education raises profound questions 
among teachers relative to the delicate and uncomfortable task of evaluating student 
competencies, even though this is inherent to their profession.  

After a tortuous journey through the literature on the subject, from Perrenoud to Roegiers, from 
Romainville and Paquay to Tardif and many others, after attending conferences and training 
sessions, a three-day immersion in elaborate training on the subject specifically geared to 
educational advisors, and many hours of exchanging ideas among colleagues and teachers, I was 
able to identify guidelines (not certainties as there are no such things in education) and clues 
relative to the assessment of competencies, in a competency-centered program. 

The purpose of this article is to share these with the reader in the hope that they lead to further 
reflection, debate, discussions and arrangements; that they be clarified and adjusted; that the ideas 
be contested and lead to new questions; as long as they are not used as standards, rules or models.  

 

Can we speak of evaluation? 

Can we truly speak of evaluation? You can rest assured that I will not be providing a precise 
meaning for the terminology generally in use today, which includes: evaluation, validation, 
information, verification, regulation, assessment and rating. However, the term “evaluation” 
seems to encompass realities that are far too varied to allow for a coherent discussion on the 
subject, whether among colleagues or with students. This is why it seems necessary to clarify the 
purpose of the activity when using the term. For the time being, associating the word with a 
qualifier will suffice. Thus, we will speak more precisely of: 

— Formative evaluation is an evaluation that takes place during the learning process for the 
purpose of educating via a two-fold regulation. On one hand, a regulation of the student’s 
learning:  under the teacher’s guidance, student results and the analysis of errors enable the 
student to become aware of his acquired knowledge, the learning still to cover, the process 
itself, resolution strategies, erroneous procedures and work methods.  On the other hand, a 
regulation of professor’s teaching:  to provide supplementary exercises, re-explain a rule, 
improve note-taking by students, increase time for acquisition, move on to next learning 
sequence …;  

— Summative evaluation refers to any evaluation taking place at the end of a learning 
session. The student’s performance on this evaluation is then added to the scores of 
previous tests by the professor, to determine if the student has achieved a passing grade.  

                                                      
100  Translated from Mireille Houart, Évaluer des compétences. Oui, mais… comment?, Département Éducation 

et Technologie, FUNDP – Namur. [http://www.det.fundp.ac.be/~mho/evaluation.htm]. 
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The student’s overall results on summative evaluations will create the database from which the 
teacher will decide the final grade for the course. The certification at the end of the year or cycle 
is the responsibility of the professorial body that meets regularly for this purpose. 

From this point on, we will take this initial guideline into account by identifying the nature of 
evaluations when referring to them. 
Temporal model of formative and summative evaluations 

Every component of a competency after some structuring can become the object of an evaluation. 
The distribution of declarative, procedural and conditional knowledge is not fortuitous, it seems, 
and working these different dimensions explicitly in class favours the transfer of learning (Tardif, 
1999) and, consequently, competency development. 

I stress the fact that it seems essential that the student distinguish conceptually the difference 
between the formative evaluation, done during the learning process, and the summative 
evaluation, done at the end of the learning process. Paradoxically as we will see later on, in reality 
we have to work with compromises. 

To do so, let us begin by considering two very distinct phases.  

During training, the evaluation contributes to student development; it is a learning tool and an 
integral part of the process.  Learning takes place, to a certain extent, when assisted by 
evaluations that use a variety of methods:  

— The initial formative evaluation (if administered) is used essentially to provide 
information for the teacher on the student’s initial concepts and current level of skills, and 
to collect information on prior acquisitions before undertaking the new learning sequence;  

— The interactive formative evaluations correspond to frequent teacher/student interactions 
and student/student interactions. These events constitute informal evaluations, probably the 
most enriching and constructive ones in the learning process;  

— The selective formative evaluations make it possible to test the acquisition of a particular 
knowledge or skill required to implement the competency or, more likely, the competencies 
targeted by the learning sequence (see box).  
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For example, let us consider the competency of written expression in a Dutch language course:  Write a 
letter to your best friend describing your last summer holiday. To accomplish this task, the student must 
mobilize knowledge, skills and personal conduct that can be described as follows: (the list is not 
exhaustive) 

Declarative knowledge: 

— specific vocabulary used in letter writing  

— vocabulary associated with the beach, the mountain, pastimes, summer job 

Procedural knowledge: 

— procedures for writing a letter  

— procedures for writing verbs in the past tense  

Conditional knowledge:  

— when to use specific verb tenses  

— skills: writing verbs in the past tense  

Attitudes:  

o interested in sharing experiences   

o interested in the person to whom we are writing  

— The formative evaluations for entire learning sequences provide students with the 
opportunity to exercise their competencies in real problem situations. They can be used as a 
sort of dress rehearsal for the general certification evaluation, a “practice” evaluation.  

During all of these evaluations, student errors become advantages that we can put to good use (for 
example:  “Thank you Peter and Gloria. Thanks to you, I got the chance to clarify an important 
element …” “During the learning process, an error is not considered a mistake but a normal 
provisional state on which we can elaborate future assimilations” (Pantanella, 1992). Errors 
further progress. Therefore, oral and written tests, homework, preparation and reports are seen as 
real learning tools and marking these creates the opportunity to elicit metacognition during which 
students and teachers discuss errors, approaches, mechanisms, processes and strategies used. 

To illustrate the link between error management and metacognition, let us review a few simple 
examples taken from my family and professional experience. In my son’s grade 2 class, the 
teacher asked the following classic geography question: “Name five countries on the 60th parallel 
south”.  Several students answered incorrectly including my son. When he got home after school, 
he asked me to help him find the correct answer.  

Not knowing exactly how to help him, I asked him how correction had been done in class, 
expecting to be able to point out his lack of attention.  However, he explained during the “group 
correction, the teacher asked Anthony, who is a ‘good’ student, to name the five countries 
(answer the question). My son added that he had wanted to write the answer down but was told 
by the teacher instead to redo the exercise at home.” To redo the exercise is precisely what we 
were trying to do, but unable to. This method of correction did not teach my son, Laurent, how to 
answer the question. Whereas highlighting the steps used to find the answer by asking students 
(who answered incorrectly and correctly) how they completed the exercise (what reference maps 
did they use, how did they identify the 60th parallel south, etc.) would have undoubtedly allowed 
students to identify their errors (for example, confusing north and south, or meridian and parallel, 
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not knowing what a parallel is, not choosing the appropriate map in the Atlas …) and progress 
could have been achieved.  

In grade 3 at elementary school, my daughter is learning written calculations. One day, she comes 
home with a question that requires ten calculations. Three results are crossed out and her score of 
7/10 is qualified by the following comment:  “In grade 3 at elementary school, a girl has to work 
hard.   Sylvie, you can do better!” Trying to help my daughter by using my own pedagogical 
principles, I asked her what process she had used to reach a total of 517 when adding 436 and 
171.” 

Initially, she replied:  “I am certainly not going to tell you, since it was incorrect!” As with most 
students, she was resistant to discussing her behaviour.  She was implying that: “Since 517 is not 
the correct answer, there is no need to pay any further attention to it, just give me the correct 
answer and let’s forget about it”.  However, convinced of the usefulness of my question, I 
persisted and explained that it was important for me to understand her reasoning, adding that she 
scored 7 out of 10 correctly, so she should be able to explain how she solved the incorrect ones. 
My argument worked.  She began to describe the steps she followed:   6 + 1 = 7; 3 + 7 = 10, I 
wrote down 1 and carried over the zero (instead of: I wrote down 0 and carried over the 1).  In 
that simple statement, we quickly found her error in calculation.  In both cases, the error resulted 
from carrying over 10.  Once identified, this procedural error was easily explained and we 
avoided having to carry out the two initial possibilities:  one, to re-explain the entire procedure 
for addition or two, scold the child and ask that she be more attentive next time. Both possibilities 
would have been useless and even quite discouraging for Sylvie.  

Here is another (rather incredible) true example:  Naima, a 4th year science student got all the 
answers in a true/false biology test wrong (0/14!). During the correction, I was curious as to how 
she selected her answers and so I asked her:  “What process did you use to answer question 1?” 
Imagine my surprise when her answer made me realize that all her errors were caused by her 
weakness in orthography. She was probably dyslexic. For Naima, “True” looked like “Frue”and 
“False” looked like “Talse”. So naturally, since the answers required only a T or F, she had 
inverted these letters and in fact, had scored 14/14, a perfect score! This simple question made it 
possible for Naima to receive her rightful score on her biology test, and also to rectify (probably 
for life) a learning difficulty. 

Finally, I would like offer an example of a collective moment in metacognition. During a three-
hour chemistry class, 5th year, while correcting an oral formative evaluation on the assessment of 
reactions (for the non-initiated reader, this has to do with a problem solving competency proper to 
chemists, that involves up to seven resolution stages), I decided to review the types of errors 
committed by my 22 students. We moved from one resolution stage to the other, for a single 
problem, the one that produced the greatest number of errors and was the most enriching to 
analyze.  The process went something like this: Who also made an error at this stage? What 
happened to you Magali? What about you, John? Fatima, how did you reach this result? Together, 
we identified resolution strategies and analyzed errors.  I wrote the resolutions down on the 
blackboard as the discussion progressed.  I also suggested that the students take notes and 
highlight the areas where they had experienced difficulties.  During the subsequent summative 
evaluation, my students performed admirably well. I asked them to identify the components they 
felt had contributed to the successful outcome. Several students listed the notes taken during the 
formative evaluation. Obviously, this type of correction takes a considerable investment of time, 
but in all cases mentioned above, the impact both on results and student motivation has been 
extraordinary and encouraged me to pursue this activity.  

In these four examples, we can see that analyzing how a student answers questions and paying 
attention to the processes he uses and not just the resulting product (the almighty correct answer) 
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allows a teacher to qualify his opinion on the student. And instead of comments like:  “He did not 
study the entire subject matter”, “There is something she did not understand”, “he is not very 
quick”, a teacher can view students in a more image-enhancing perspective which in turn, 
furthers their progress.  

To complete the formative evaluation picture, let us include one more principle found in all the 
books on the subject yet still very far from reaching consensus: student errors should not be 
penalized or counted. Could this be an out-and-out invention by researchers true only in the 
“best of pedagogical worlds?” A world where every student conscientiously does his homework 
and takes pleasure in memorizing lessons in order to master competencies … and not just to get a 
good grade! We are tempted to believe this when we examine this facet of the formative 
evaluation without considering subtle differentiation or complexity. In fact, not penalizing or 
counting an error does not mean that grades are not assigned. On the contrary, it is because of 
errors that the student is able to identify his level of success; errors also contribute very definitely 
to the student’s extrinsic motivation (cf infra). However, this principle implies that during the 
learning process, the student has the “right to be wrong”.  Since a quick calculation is more 
effective than a lengthy speech, let us take the following example. During the training, Amaury 
receives 1/10 for his work on a graph (he did not understand the concept of graduated scale, 
forgot how to calculate the sizes on the x- and y-axis and made an error in the conversion of units. 
During the correction, Amaury analyzes his errors, does supplementary exercises and sets up a 
memory jogger for himself. On the next oral test, he scores 8/10. In summary, does Amaury 
deserve an average of 4.5 (for both tests) or 8/10? Using competency-centered logic, our goal is 
to determine if the student has acquired the competency, is it not? 

Whatever methods the teacher uses to inject a spirit, culture or philosophy of formative 
evaluation into his classroom, the resulting non-judgmental atmosphere of trust that results, the 
“right to be wrong” that prevails and the analysis of errors provide students with a secure learning 
environment and metacognitive opportunities that facilitate learning. 

To adopt this work ethic is to say goodbye to a certain power and authority: “Be quiet, study, do 
your homework … or else… watch out for your grades”. It also implies a change in student 
mentality that has been conditioned by the system. Both will require time. We will return to this 
issue later. 

At the end of training, the summative evaluation resembles the final formative evaluation given 
after each stage of learning.  Student performance on this test is recorded and allows the teacher 
to evaluate if the student has succeeded or failed during the course of the year, and at year-end.  
When all students succeed the formative evaluation for a given stage, it can be considered a 
summative evaluation (students would add:  “grades do count”).  To my mind, the fact that 
students have acquired new learning seems more important than the validation of their 
competencies.  

In addition, the summative evaluation can prove to have formative value, even if this is not the 
purpose of the test. 

Summative evaluation and learning: two inseparable entities 

In discussing summative evaluations of competencies, we must also discuss learning that 
develops the competencies: both concepts are inseparable! From an ethical point of view, how 
could we conceive of a teacher evaluating competencies in a summative manner without having 
implemented a methodology centered on competency development? It seems obvious and even 
trivial and yet ….  

Didn’t the introduction of transversal competencies in school during the first level of reform (a 
few years ago) manifest itself concretely in most schools by a change in report cards to include 

Page 106 de 383 



 

summative evaluations of a few carefully selected transversal competencies (to be calm in class, 
respect others, reasoning skills, spelling skills, …). In most of these cases, these transversal 
competencies were not training objectives and did not entail any modification in teaching 
practices.  

“This notion of transversal competency has gained importance in the report card, but that’s all. 
There has been nothing to support it.” 

 

My intention in this paragraph is to stress the importance of learning. It seems to me that if the 
formative evaluation is an intrinsic part of a competency-based program and deserves our full 
support, then summative evaluations could adapt to current systems in the short term.  Even 
though many teachers and pedagogues may be justified in denouncing the added academic 
logistics this implies, such as the frequency of report cards, the time needed for exams, the report 
card format (Perrenoud, 1999; Tardif, 1999), I do believe that designing new report cards in 
haste, means incurring a replay of difficulties seen during the first stage of reform which resulted 
in mass confusion among teachers.  

“I taught second grade for a short period of time and I remember being asked one day, to 
complete these transversal competencies for the first time…well we ended up playing a game of 
“vogelpik”. Over a period of two or three hours we darted back and forth between:   was this 
good, was that good, was it very good?  We were asked to complete some information cards but 
not all.  So we did that and then we did nothing.  We worked without direction for several hours 
during the staff meeting and it served no purpose at all. How can we expect to motivate our 
colleagues when the whole exercise led to nothing?” 

On the other hand, it should be possible to initiate negotiations with the school establishment and 
management team, to adapt the structure to their specific needs. The three previous examples 
show how local specifications can make it possible to work within existing structures while 
remaining consistent with students.  

The day before report cards were due, I often found myself without a single summative 
evaluation result. So, to provide the family with information on the work of their children and 
avoid last-minute evaluations that would damage my credibility in the eyes of my students and 
the spirit of formative evaluation I wished to instil, I made the following agreement with my 
students, their parents, management and my colleagues: I would enter all results achieved during 
each period (in the report card) and circle only those that I would take into account at the end of 
the year for the purpose of evaluating the student’s success.  

Teachers related two other examples to me during a training course. One found himself facing the 
same difficulty just before the Christmas session (non completion of a learning sequence) and 
asked management to postpone the exam for the classes involved. A minor scheduling change 
made it possible for this teacher to administer the test one month later. Another teacher was not 
satisfied with the current report card format so he attached a logbook describing individual 
student learning progress for his course. 

How to assess competencies in a summative manner. 

The question is too broad and touches on at least five successive dimensions.  As a teacher: 

On one hand, what evaluation tool should I design to assess student competencies? 

On the other hand, how do I  

— rate the completed production? and 

— establish a threshold for success?   then 
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— interpret the overall “summative evaluations” at year’s end to decide if a student passes or 
fails the course? and finally,  

— communicate test results to the student, their parents and the teaching personnel? 

What tool to use to assess competencies in a summative manner 

Our analysis of some definitions of competency lets us identify certain key elements. On one 
hand, the implementation of one or several competencies takes place through action, in the 
accomplishment of a task and the resolution of a problem. One the other, the problem or situation 
requires the mobilization of various resources: knowledge, skills and attitudes.  
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Consequently, one means of collecting information on student competencies is to have them 
perform a complex and global task. Others refer to the tasks as complex and integrated (Delory, 
2000).  All the authors agree on this point. Yet, it is this very fact that is problematic. The task 
must not be identical to those introduced in the learning stages, nor should it be fundamentally 
different. If the task is identical or too similar, the student would simply reproduce behaviour 
(and not demonstrate a competency). If the task is too dissimilar, the student may have to 
mobilize knowledge and skills not covered during the training. 

This issue gives rise to a sensitive question concerning the difficulty for teachers to select a 
complex task from the same family of tasks covered in the learning phase. We find ourselves at 
the heart of the transfer problem: “A complex and demanding phenomenon on the cognitive level 
that is difficult to circumscribe using tools that are designed to reduce this complexity to a few 
variables or factors.” (Tardif, 1999). 

We can illustrate this complexity using a specific competency in a mathematics course: “To 
transform a problem into an equation of the 1st degree in order to find a solution.” To evaluate 
this competency, the mathematics professor could choose a problem such as the following: 

“The Orval Brasserie employees currently work 40 hours a week and produce 800,000 bottles. 
They would like to reduce the workweek to 36 hours, whereas the Abbey monks would like to 
increase the production to 320,760 litres of beer per week. For both goals to be met, hourly 
production would have to be increased. Calculate the number of 33-cl bottles of beer that would 
have to be produced additionally per hour.”  

This deals with a global and complex situation.  For the student to grasp the meaning, he must 
mobilize specific knowledge (1 litre = 100 cl), mobilize skills (division, conversion of litres to 
centilitres, how to calculate the number of bottles of beer given the total volume of beer and the 
bottle capacity, establish an equation of the 1st degree, enter the data and variables), cognitive 
operations relating to the problem (understanding the problem, visualizing it, translating, …) and 
attitudes ((keep working at solving the problem even while feeling it will not be resolved, 
concentrate, take a step back from the problem, avoid emotional involvement,…). 

It is probable that even if students performed many exercises of this type during the learning 
phase, in a summative evaluation, a student like Julian who is unfamiliar with media jargon may 
get hung up on certain terms (go to a 36-hour week); a student like Valentine could be stumped 
by the expression “hourly production”; and Morgan may be able to solve the problem 
successfully without having to transform the problem into equation format  

 As it turns out, this problem can be easily solved (in a manner of speaking) with the following 
equation (20 000 + x) · 36 = 972 000. Some students can find the answer without resorting to an 
equation, which is the targeted competency for this situation. In addition, the problem calls on 
many other transversal competencies, such as analyzing and understanding the message. 

A teacher who comes up against these situations will notice that Julian and Valentine failed to 
resolve the problem, whereas Morgan succeeded. Might he then conclude that Julian and 
Valentine cannot translate the problem into an equation, while Morgan can?  Certainly not! The 
two who did not succeed were hindered by a lack of comprehension of the problem and were not 
able to demonstrate the competency whereas Morgan did succeed but he did not demonstrate the 
desired competency either.  

As we can see, the question of choosing complex and global tasks for the targeted competencies 
is particularly sensitive, difficult and demanding. There is a latent risk of discrepancies between 
the teacher’s intention when developing the task and the understanding of the student who has to 
treat the information.  It seems possible to reduce this grey area relative to transfer by taking 
certain precautions:  understanding the student’s history, ensuring that each student is capable of 
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decoding the data relative to the problem and keeping the tricky pitfalls exclusively for the 
formative evaluations.  To do away with this grey area completely is, of course, Utopian. 

The inherent difficulties of this example should cause us to seriously question our ability to 
connect a task to an exact description of a competency that is effectively demonstrated and, we 
should therefore arm ourselves with a good measure of caution, humility and modesty when 
administering summative evaluations.  

It would no doubt prove extremely interesting during a formative evaluation, to explore the 
intellectual processes or difficulties of Julian, Valentine and Morgan possess.  It would no doubt 
provide a real opportunity to enrich our sum of learning in various fields.  

How to rate student productions  

Relative to criteria 

To illustrate the importance of using criteria, let us leave the school environment for a moment. 

To appreciate the quality of wine, an unenlightened wine-lover will rely on his personal taste (I 
like it or I don’t).  The educated wine-taster uses an oenological set of criteria such as colour, 
intensity and transparency, aroma, level of alcohol, the use of tannin, the degree of acidity, the 
subtle and aromatic aftertaste, or he uses more global criteria such as balance. 

In both cases, the evaluator uses criteria to render a judgment. The wine-lover unconsciously uses 
vague criteria, contrary to the more scientific wine taster who refers to a well-defined criteria 
grid. In both cases, “rating” and “judgment” are connected to criteria. We cannot evaluate 
without using criteria! 

Moreover, the more the reference criteria are detailed and precise, the more the evaluation 
appears refined and coherent.  Additionally, when two different evaluators define a list of criteria 
together, they increase their odds of understanding each other and finding a common ground of 
agreement.  

Discuss the criteria and ensure they are understood  

The same applies to the summative evaluation of a competency within the school environment. 
When students look at their marked tests and express a lack of understanding and a feeling of 
injustice – which greatly disturbs and hinders a pedagogical relationship – is it not due to lack of 
clear and precise knowledge of the evaluation criteria?  Comments like:  “it’s not fair”, “his 
rating is too tough”, and “Three points off for that, it’s disgusting!” support this fact. 

However, even transparency of criteria has its limitations. The famous and ancestral experiments 
in docimology reveal a number of adverse effects (stereotyping, ranking and positioning 
subsequent to marking, etc.) that leave no teacher exempt from subjectivity during evaluations. It 
seems plausible that promoting self-evaluation, co-evaluation and peer evaluation practices in the 
classroom during training would minimize these negative effects.   

As for summative evaluations, the mere awareness of subjectivity that haunts every evaluator 
should guarantee modesty and humility.  I have attended staff meetings where students were 
given failure grades even though they were only lacking a few points! Is this right, especially, if 
the criteria are not clear? 

Develop criteria during the learning phase 

Let us go back again to the above example. A teacher who wants his students to develop this 
“valuable” wine-tasting competency will slowly introduce criteria connected to the three senses 
(sight, smell and taste) in the sampling sessions, i.e. the learning sequences. 
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A true formative effort implies we develop the criteria grid for a given competency with the 
collaboration of the class, clarify our viewpoint and take into account those of the students, i.e. 
we negotiate. To have students participate in the definition of the evaluation criteria places them 
at the heart of the task, the process involved, the realization stages and the quality of the 
production. It will no doubt influence their performances and contribute to the advancement of 
their understanding of the role of the teacher, learning and the task to be completed. In my 
opinion, this is an essential stage in the learning process. In order to make this a tangible reality, a 
few examples of competencies with matching criteria and corresponding indicators are provided 
in Annex 2. 

How to establish the threshold of success 

Some authors use the terms “level of requirement”, “level of mastery”, etc. I much prefer the term 
“threshold of success” which refers directly to performance.  The expression “level of mastery” 
refers more to a targeted competency than a task to accomplish. And in fact, what is measured is 
the performance, which in turn will be used by the teacher to infer mastery of the competency (cf. 
infra). 

Using a set of criteria, how can we determine concretely if the student has succeeded or failed in 
accomplishing the required task? The goal of this section is not to provide a neatly packaged 
procedure.  There are as many ways of doing this as there are productions to evaluate. The point 
is to remain open to all avenues.  This way, using common sense, logic and intuition, we can 
attribute a weight to each criterion and establish a reasonable success threshold, keeping in mind 
the evolutionary nature of competencies: 

— identify the eventual indispensable criteria (if they are not met, the work is a failure);  

— identify the fundamental criteria, the minimal criteria and those relative to proficiency 
(improvement);  

— weight each criteria based on its characteristics;  

— determine the level of requirement of each indispensable criterion, taking into account the 
evolutionary nature of competencies (the competency of students cannot be compared with 
that of experts).  

Isn’t this how teachers normally proceed when marking assignments, whether dealing with 
competencies or not? 

During the learning phase, all these decisions can be discussed in class (for example within the 
scope of self-evaluation), or at least clarified in depth so there is transparency with students.  

How to manage a series of “summative evaluations” and determine if a student has passed 
or failed the course 

Again, the problem is not new or specific to the assessment of competencies! Final success in a 
course has always depended on the total of many “tests”. The onus is on the teacher to evaluate 
the overall results in order to decide on the student’s success or failure at the end of the year. This 
task is very difficult for many professors.  After having coached, guided, trained, stimulated and 
encouraged their students throughout the perilous learning journey, they now find themselves 
forced to play a radically different role, that of judge. 

There is no universal recipe or procedure for this, since each situation is different and unique. To 
want to answer this question at all costs has been described by B. de Hennin (1987) as an 
unachievable ideal given there is no one solution.  In fact, many solutions are possible although 
none may be perfect.  Thus, to seek a panacea merely aggravates the problem. In order to avoid 
reaching this stage, everyone is encouraged to develop their own solution with thoroughness and 
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transparency.  This will minimize the arbitrary nature of decisions with the understanding that no 
one solution will be completely satisfactory.  
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So as not to leave the reader without a clue as to the solution, here are a few suggestions to assist 
in decision-making, especially when there is risk of failure. 

— focus on what is essential: does the fact that the student has not yet developed certain 
competencies in a satisfactory manner constitute a real handicap for his success next year 
or in the next stage?  

— discuss:  co-evaluation with the student on his journey so far, a private conversation can 
help the teacher finetune his knowledge of the student.  

— seek information from colleagues, broaden your knowledge:  all additional information on 
the student and his progress will facilitate decision-making. 

Self-criticism 

If I were to play the devil’s advocate, I could say that the above is not very innovative as concerns 
pedagogical matters. Effectively, new tools such as the portfolio, the logbook, the progressive file 
and more revolutionary methods such as the authentic evaluations and the integration of 
evaluations into the daily class work are not even mentioned. These approaches seem both 
pertinent and particularly well adapted to a competency-based pedagogy and their use with 
students fits in perfectly with formative evaluations, possibly with summative evaluations as well.  
However, within the scope of this article, I chose to select a more familiar path, closer to current 
practices in the field. A statement by P. Watzlawick (1975) guided my decision: “The beginning 
of any change requires a particular intervention and paradoxically, the best intervention will be 
the one that adheres to the following advice: “Go easy!’” 

Sections 2), 3) and 4) of this text could be classified as being extremely technical. As stated quite 
accurately by J. André (1998), we should not only “place cognitive learners in problem situations 
that force them to face insurmountable obstacles and evaluate them with the help of criteria-
based grids!” We should also equip ourselves with tools, without going overboard in our use of 
pedagogical hardware. Let us not forget that behind every great student is a sensible and 
emotional person, and it is highly recommended to take a person’s uniqueness into consideration 
during an evaluation.  

Finally, the idea of developing and discussing criteria and thresholds of success with students 
seems to go against one major objective of the reform, which is to standardize requirements so 
that all students are “treated” in equivalent fashion. However, discussing criteria and levels of 
requirements with colleagues and developing evaluation strategies with other professors within a 
discipline or in a trans-disciplinary fashion for the purpose of harmonizing practices and 
diminishing the workload, should reduce the unacceptable gaps between schools. We will 
probably not see the benefits of this collaboration for several years to come.  

A few more bulk questions 

During an exchange session with colleagues, several other questions were raised:  Are there 
competencies exercised during the learning process that should not be evaluated in summative 
manner but simply observed and evaluated in formative fashion? Is there a way to certify students 
who succeed in acquiring systematic knowledge and skills in an isolated manner, yet are unable 
to mobilize these acquired resources to solve a problem or accomplish a task? 

How do we define evaluation criteria, based on what method?  
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How do we determine the number of criteria required for a competency to meet “exhaustiveness” 
and “feasibility” requirements at marking time?  

— If the summative evaluation must deal with at least three performances per criteria, how do 
we manage training, multiple formative evaluations and at least three evaluations for each 
criterion per course, during one class period a week? 

— What is the role of external tests when evaluating competencies?  

— The teacher may not have summative evaluation results for report cards due to the 
timeframe needed for the learning sequences. Under these circumstances, how do we react 
in order to remain consistent with our students, have the parents be patient as regards 
results and still respect the conventions of the institution?  

As we can see, the methodology of competency assessment is far from simple. As mentioned by 
P. Meirieu (1991), when faced with a difficult task, an individual who tries to do it all sometimes 
resigns himself to doing nothing. I would add that given the magnitude of the work and the 
number of questions to work on, anyone who would limit himself to work done in class would 
become quite discouraged very quickly. Would this not be a good time therefore to undertake 
micro-adaptations, to experiment in class, to collaborate with colleagues, to exchange and share 
evaluation practices?  Briefly stated, to adopt a cre-actor stance (a combination of creator and 
actor) coined by J. Donnay (1999).  If the ongoing reform is at the origin of such initiatives, then 
long live the reform!” 
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