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Abstract 

A new concept of running industry project within teaching and learning will be presented in the fol-

lowing paper. 12-15 Bachelor students of several nationalities and disciplines will investigate the 

potential and options for a company while 2-3 Master students will take care of Leadership, Project 

Management, Quality- and Time Management, etc. The theories of 16 selected key competencies fol-

lowing Heyse and Erpenbeck (2008) and the Cognitive domain based competencies framework of 

Kennedy, Hyland and Ryan (2006) are applied. 

The paper is deriving competencies from theory, describing the character of a new format of projects 

at MUAS bringing together theoretical competencies with real world projects’ experiences of students 

by demonstrating findings of an evaluation by surveying Master students on their experiences and 

perceptions. 

Findings will lead into further research as well as improvements of the concept. 

Keywords: skills and competencies in problem based learning, innovation, change management, 

higher education, companies’ projects 

 

1. INTRODUCTION 

The duty of universities to meet modern requirements and also students’ expectations must be accom-

plished by preparing students for the economy in which they will operate (Galloway et al., 2005). 

Under Audretsch´s (2009) view, today’s economy can be characterised as an entrepreneurial one 

where, entrepreneurship is the driving force underlying economic growth and performance; therefore, 

an institutional context which is conducive to leadership activity and intercultural competencies is 

necessary. 

In this respect, the role of universities is perceived as going beyond preparing students to meet the 

demands just based on content of the labour market (Pavlin, 2014). Following Teichler (2013) and 

Baaken and Teczke (2014)/ Baaken et al. (2016) graduates additionally need to be trained to deal 

change. Hence, higher educational functions should relate to the students’ abilities to ‘be sceptical and 

critical, able to cope with indeterminate work tasks and able to contribute to innovation […]’. This is 

particularly relevant in an economy where organisations face problems for which a number of possi-

ble solutions exist. Apart from fundamental ‘cognitive skills’ (e.g. attention, reasoning, processing) 

individuals must apply a different set of skills to foster change and innovation. These competences 

relate to leadership and intercultural competencies, which should belong to the future repertoire of 

individual profiles of employees and managers.  

Many authors discuss the concept of competence (Azemikhah, 2006; Mansfield, 2004) or even the 

competency era ‘that replaced the contents era’ (Drexel, 2003; Van der Sijde, 2012). Within higher 

and vocational education, the focus has changed from the content of the courses to the conveyance of 

competencies and skills that allow adapting easily to new demands and tasks. Barr and Tagg (1995) 

postulated in their highly discussed and recognized article ‘From Teaching to Learning − A New Par-



adigm for Undergraduate Education’ that colleges no longer are institutions that exist to provide in-

struction, but institutions that exist to produce learning (Carneiro, 2015). They argue that higher edu-

cation institutions should offer a creative environment that enables students to develop individual 

learning competencies and strategies to acquire and construct new knowledge by themselves.  

Boentert (2013) stated that employers of graduates from higher education institutions require more 

than just professional expertise. While previously the level of professional expertise might have been 

the most decisive factor for the success of a job application, HR managers nowadays ask candidates to 

possess strategic competencies, such as problem-solving ability, creativity, decisiveness and interper-

sonal communication ability (Baaken, 2002). Literature added that there is an increasing demand for 

people who are able to adapt quickly to changing environments and changing organisations, as well as 

for ‘leadership’ and ‘intercultural competencies’ (Moodian, 2008). 

 

2. LEADERSHIP 

According to university programs the teaching staff training in adult education is aimed at obtaining 

professionalism within specified qualification limits. During learning and practical classes, a future 

andragogy acquires necessary professional, methodical and extra professional (social and personal) 

competencies and skills needed for the future success of his or her professional work as an adult edu-

cation teacher. The continuous development and obtaining the above mentioned and additional com-

petencies enable an actual andragogy to compete for workplaces and contribute to the recognition as a 

qualified specialist. Quite a wide range of competencies acquired during academic education is caused 

by diversity of professional roles and functions, including: research work, planning, learning, leader-

ship, consulting, management, arrangement, analysis and evaluation (Künzel and Keller, 2001).  

In an economy where the creativity and talent of individuals are the main sources of innovation, all 

established forms of recruiting, motivating and leading people do not work. Leaders must harness 

engaged communities of innovators, therefore skills for collaboration are crucial for the necessary 

leadership on an innovation-based economy.  

Delegation and collaboration are also key elements of change and innovation. Tapscott and Williams 

(2010, p. 63-64) highlight the role of the leader as responsible for setting a context for co-innovation 

and co-creation by providing venues for discussion and collaboration. Thus, leaders must develop a 

set of skills that can enable employees and collaborators to communicate and co-innovate. In addition, 

Ernest et al. stated (2015) that […] leaders’ competencies are often psychological and/or social skills, 

not skills specific to a business or an academic sector. Successful leaders are able to convince and 

inspire the required network members into reaching shared goals […] (Ernest et al., 2015). 

Within the literature on business change and innovation, collaboration is also one of the major success 

factors. Using a Delphi model, Lin and Hsia (2011) identified thirteen core capabilities for business 

innovation in three main areas; within the area of ‘collaboration’, the three core capabilities are: 

1. Developing partnerships 

2. Governing the value network 

3. Improving co-production and co-creating value 

In this same line, cooperative business forms, including: strategic value-added partnerships, networks 

and cross-company project orientated cooperation, need to foster a higher degree of ‘relational capaci-

ty’ (Gassman and Enkel, 2004), where the leader requires highly-developed interpersonal, communi-

cation and management skills. 

With the increased relevance of competencies for an innovation-based economy, the relevant goals of 

teaching in higher educational institutes must include helping students think and act in entrepreneurial 

ways (the entrepreneurial mindset), and the mastery of competencies endemic to this kind of thinking 

and acting (Morris et al., 2014).  

 



3. INTERCULTURALITY AND CROSS-CULTURAL COMPETENCIES 

Today international or intercultural cooperation takes place all over the world through the increasing 

globalization. That is why international business activities increasingly result in a creation of intercul-

tural teams. Team members work together usually both as a project group and in other corporate con-

texts (Barmeyer and Davoine, 2006).  

Interculturality is understood as the meeting of two or more cultures, in which, despite cultural differ-

ences, mutual interference arises. Thus, interculturality occurs through dialogue between and within 

cultures. In a corporate context, interculturality is seen as an integral part of human resources man-

agement within a company. Due to globalization's new changing conditions, the employees’ cultural 

diversity has risen; therefore, an independent intercultural human resources management has to be 

carried out. The company's goal is here the effective application of cultural diversity in intercultural 

cooperation in terms of productivity and quality (Meier and Blom, 2002). According to Marquardt 

and Horvath (2001), building a powerful intercultural team nowadays seems to be the biggest chal-

lenge for businesses. If team members do not have experience in intercultural cooperation, the teams' 

effectiveness can be substantially reduced (Broszinsky-Schwabe, 2011).  

The basis for normal functioning of multicultural teams, is the cross-cultural communication, which 

needs to be as constructive as possible, without misunderstandings and breakdowns (Spencer-Rodgers 

and McGovern, 2002). It is often a difficult task, since during communication people have stronger 

emotions, or even fear. Such emotions and preliminary assumptions, which people do already have 

about other cultures, directly affect their reactions on ‘foreigners’ and govern relations between com-

munication partners. Since the actors of the communication process are carriers of different cultures, 

the interactions between them are complex and multi-staged. Therefore, there is an increased potential 

for misunderstandings in intercultural communication between communicators (Derboven, 2009). 

Efficient ways to understand disputes, disagreements and challenges in personal intercultural interac-

tion, and to produce solutions to these issues have to be researched (Bennett, 1998; Deardorff, 2006).  

Cross-cultural communication is a specific type of interpersonal interaction, which takes place under 

very special circumstances (Yousefi, 2006). The perception of messages can be distorted because it is 

based on certain cultural patterns and rules, which are different in every culture. However, not only 

perception depends on culture, but also the process of decoding and interpretation (Aba, 2015). Thus, 

the different intercultural imprints of the communication actors result in perceiving each other as 

strangers. 

For the knowledge transfer in an intercultural context intercultural communication is actually one of 

the main aspects, since the process of knowledge sharing appears to be directly dependent on it. Not 

only knowledge is transferred through knowledge transfer but also, to a greater or a lesser extent, 

culture. 

 

4. KODE CHANGES IN THE PARAMETERS OF HIGHER EDUCATION AND THE 

ERPENBECK’S DIAGNOSTIC SYSTEM 

Since business sectors are emphasizing the importance of competencies in talent management, the 

education sector has agreed to align higher education programmes with the needs of the labour market 

(Mulder et al., 2009, Rausch et al., 2002). Teaching has evolved from a teacher-oriented lecture in 

which the participants are more or less passive learners, towards a more student-oriented activity in 

which participants are more active in the experience of learning (Kennedy et al., 2001). Norris et al. 

(2013) remarked that the higher education sector is in a period of change. It has been developing from 

a factory model, which was characterized by a teacher focus, a focus on throughputs and outputs, seat 

time and little flexibility, towards an outcome-focused, learner-centric, just-in-time, personalized form 

of unbundled learning experiences. Christensen and Eyring (2011) recommended that higher educa-

tion should act as an enabler of creating and developing new managerial skills in students. 



Morris et al. (2014) declared that the relevant goals of teaching in higher educational institutes must 

include helping students think and act in leadership ways, and the mastery of competencies endemic 

to this kind of thinking and acting. 

Over the last decades the parameters of higher education have undergone several major changes. The 

globalisation of the economy, the shift from a manufacturing-based to an information-based society, 

as well as the development of new media and communication technologies have led to significant 

changes in the workplace and the conditions of work (Kennedy et al., 2001). Globalization has led to 

a continuous increase of the global-wide network density, and as a result of this the speed and intensi-

ty of change as well as the complexity in the system ‘earth’ have risen. Such developments, combined 

with the emergence of the knowledge society, contribute to a new paradigm of knowledge production 

in higher education (Moravec, 2008). Universities have to respond to these developments (Tynan et 

al., 2008). 

In the past, it was mainly the professional expertise that decided on the success of a job application, 

but today’s personnel managers attach great importance to the strategic competences of the candidates 

such as problem solving, creativity, presentation techniques, decisiveness and interpersonal communi-

cation ability (Baaken, 2002). Besides, there is a growing need for ‘multi-skilled workers’ who are 

able to adapt quickly to changing skills demands and new methods of work organisation (Mansfield, 

2004). Given the importance attributed to competencies in business, there is a mutual agreement to 

align university curricula to the needs of society. (Mulder et al., 2009; Van der Sijde, 2012) Small 

businesses require skills and entrepreneurial competencies that are very much different than those 

from larger organizations (Tehseen and Ramayah, 2015). 

A concept looking at the issue from a different angle is the competence framework KODE of 

Erpenbeck and Heyse, which relates to the German understanding of competence. KODE is a system 

for the diagnosis and development of competencies. Its theoretical foundation is a model of self-

organisation derived from synergetic, management studies from Drucker, Malik and Probst, and 

Fromm’s strengths-weaknesses paradox (Heyse, 2010).  

Based on their empirical research, the four basic competence groups have been further subdivided 

into 64 strategic competencies; thereby building a comprehensive competence map is used for coding 

purposes. 

Competencies here are defined as abilities for self-organization of acting and thinking – in particular 

in changing situations and as ability to conform in a comprehensive sense. Erpenbeck and Heyse 

structure the competencies into four basic areas: (P) Personal Competence, (A) Activity and Action 

Competence, (M) Methods and Professional Competence and (S) Socio-Communicative Competence 

(Heyse and Erpenbeck, 2008). 

In higher education, competence profiles are generically composed for different levels of mastery (e.g. 

BSc, MSc level); in the higher education framework certain key competencies have been emphasized 

(Heyse, 2014; NA, 2005).  

However, all frameworks and studies have in common that they provide information on required 

competencies across all industries and functional areas.  

 

5. FRAMEWORK CONSOLIDATION  

The importance of the competence groups P, A, M and S has been determined based on the frequency 

and emphasis with which strategic competencies were mentioned. Similar to the method of the ques-

tionnaire from Erpenbeck and Heyse, and based on the assessed importance, for each article a rank 

order has been assigned to the four strategic competence groups, with the most prominently men-

tioned competence group receiving a score of 2x, the less important group receiving a score of 1x and 

low importance. 

http://www.dict.cc/englisch-deutsch/manager.html


The results show that the strategic competencies that belong to competence groups P and A were men-

tioned particularly often in the articles. Such desirable strategic competencies are, for example, crea-

tivity, openness to change, willingness to innovate, drive, decision-making ability, self-motivation and 

personal responsibility. The strong emphasis on the personal competence group are attributed to the 

often mentioned desirable strong leadership skills and the need for charismatic leaders 

(1,3,4,5,6,7,9,10,11,12,15,16) some also to cultural competencies (8,13).  

 
Selected key competencies P A F S 

1. Results-orientated action  x x  

2. Loyalty xx    

3. Analytical skills x  x  

4. Problem-solving skills  x  x 

5. Reliability x  x  

6. Decision-making ability x x   

7. Creative drive x x   

8. Intercultural Communication xx xx  xx 

9. Initiative   xx   

10. Commitment x x   

11. Holistic thinking x  x  

12. Conflict solving abilities x   x 

13. Capacity for teamwork x   x 

14. Acquisition strength  x  x 

15. Resilience x x   

16. Innovativeness x x   

Sum of these key competencies 14 12 4 6 

Weight in % of 36 mentions (total 100%) 38,9% 33,3% 11,1 % 16,7 % 

Table 1: Rank order of competence groups as mentioned in reviewed journal papers 

Source: Adapted from Erpenbeck and Ortmann (2014), p. 20. 

 

Kennedy et al. (2006) reflected on a different system and list of domain based competencies. They 

came up with a hierarchy of cognitive domains. The following listing is naming the cognitive domains 

and – in brackets – the learning outcomes and competencies which are achieved: Knowledge (Ability 

to remember facts without necessarily understanding, Collect, define, describe, find, identify, list, 

memorize, name, order, outline, recall, recognize, repeat, show, state); Comprehension (Ability to 

understand and interpret learned information, Clarify, contrast, convert, decode, defend, describe, 

differentiate, discuss, distinguish, explain, illustrate, predict); Application (Ability to use learned ma-

terial in new situations, Apply, assess, calculate, complete, compute, demonstrate, develop, examine, 

interpret, produce, select, show, transfer); Analysis (Ability to break down information into its com-

ponents, Analyze, appraise, break down, categorize, compare, connect, criticize, differentiate, divide, 

examine, investigate, examine); Synthesis (Ability to put parts together, Arrange, assemble, combine, 

compile, compose, construct, create, design, develop, generate, invent, make, plan, prepare); Evalua-

tion (Ability to judge value of material for given purpose, Appraise, argue, conclude, convince, criti-

cize, decide, evaluate, grade, interpret, judge, rate, recommend).  

 



 

Figure 1: Cognitive domain based competencies 

Source: Adapted and consolidated from Kennedy et al. (2006), p. 27-36 

 

6. DEMONSTRATING THE PROJECT FORMAT BY INVOLVING STUDENTS  

The general setup of this kind of projects can be summarised as follows. At the semester start mostly 

international Bachelor students as well as Master students are allocated to the projects. Depending on 

the amount of the expected workload and the interests of students, around 12 to 15 students are join-

ing each project. In week 2 delegates of each partner company are handing out the briefing and task. 

This can be seen as a kick-off workshop. All kinds of questions are welcome. Week 3 is used for an 

internal discussion and development of a first project design to address the requirements and ques-

tions of the company. A re-briefing takes place (physically or via Skype) to make sure all stakeholders 

(students, lecturers and company representatives) have the same understanding of the problem and get 

approval for the methodology which is part of the project design. (Baaken and Gosejohann, 2009)  

In the following weeks the project is executed: questionnaires are developed, basic groups defined 

and organised, samples drawn, fieldwork done, data analysis conducted, recommendations developed 

and a report created. This period lasts approximately 10 weeks. Small groups of students work on 

parts of the project (work packages). Every working group of Bachelor students is managed by a Mas-

ter student who is responsible for the management of the group support and theoretical questions. 

Every week all working groups meet in a plenary session to present in between results of their sub-

groups. From every plenary session minutes are written and the minutes (using a template provided by 

the lecturer) are sent to the partner company on the following day. Thus the project partner is con-

stantly involved in the process, always informed what happens in the project and has the opportunity 

to interfere by providing additional background information, contributing to a discussion or adjusting 

a decision. After having finished the final report, the entire group including Bachelor and Master stu-

dents and lecturers travel to the company’s premises and present the results to delegates of the com-

pany. Being onsite, a number of participants from the company are able to join in and the students are 

put into a professional environment outside of the university, e.g. the board room of the company. 

Every student is delivering a part of the presentation and questions are answered by the group mem-

bers, not only by the actual presenter. At the end students receive a qualified certificate, which is de-

scribing the project in its key elements and assessing the groups’ performance level. Master students 

get a different certificate in which on top of the mentioned contents their managerial skills are speci-

fied in detail. The certificate is printed on the company’s letterhead and signed by responsible manag-



ers of the company so that the certificate helps graduates in their application process for a job. The 

company provides a budget for the project. The income is part of the university’s third party money 

stream and is partly spent on project research issues (database, field work etc.), and partly used for 

buying general equipment for the university (computers, publications, etc.). 

The project activities range from addressing potential clients, communicating with the client including 

transparent communication of the project’s progress, developing and implementing an appropriate 

research strategy, and presenting the results to the client. For structuring the projects and developing 

appropriate solution concepts, methods and professional competence is required. For the daily execu-

tion of work within the projects ‘social-communicative competence’ and ‘activity and action oriented 

competence’ are required and ‘personal competence’ is particularly demanded in the Master students’ 

leading roles. Overall, the project set-up of the teaching modules supports well the development of the 

previously identified competencies. (Hasanefendic et al., 2015) 

 

7. EMPIRICAL RESEARCH 

7.1. Field work 

To quantify the so far conducted projects it has to be stated that four projects per semester haven been 

realized and 3 Master students haven been involved since summer semester 2014 in each project.  

4 semesters x 4 projects x 3 Master students = 48 students (basic groups) 

Emails containing a semi structured questionnaire haven been sent to all students belonging to the 

basic group. 31 have responded and commented on the criteria and confirmed the most relevant varia-

bles, their conceptualizations and interrelationships. In 31 responses the issue of leadership was ad-

dressed 24 times and the issue of dealing with Intercultural Teams and building International Compe-

tencies 27 times. 

Furthermore 15 in-depth interviews via telephone followed this step. The following section elaborates 

on these interviews.  

An in-depth interview can be defined as a ‘personal interview, which uses extensive probing to get a 

single partner respondent to talk freely and to express detailed believes and feelings on a topic’ (Kin-

near et al., 1993, p. 240). In-depth interviews have been found to be valuable when the research aim is 

to generate a comprehensive list of ideas about a complex concept (Fern, 1982), and when the ex-

pected information is likely to vary considerably (Ticehurst and Veal, 1999). In addition, in-depth 

interviews are useful in developing hypotheses (Kinnear et al., 1993) and thus have often been used to 

investigate a topic prior to a large or quantitative study (Ticehurst and Veal, 1999).  

 

7.2. Results of empirical research via in-depth interviews 

Reading some representing quotes of the survey, leadership as well as intercultural competencies have 

been addressed extensively. Some examples: 

Addressing Leadership: 

‘It was exciting to experience the difficulty that poses to convince everyone 

about an idea and to motivate them. Even though we know that such a project 

implies loads of preparatory work and further enhancements, it is indeed a valu-

able experience. 

The only negative aspect regarding the project is that it is more time consum-

ing than other courses.’ #2 

 

‘Another finding is that a project can only be completed on time by targeted 

teamwork from every team member. I got away from that ‘I will do everything 

myself’ mentality. 



As shown in the project, a confident behaviour and a cooperative leadership 

style are key to safeguard the authority towards the cohort of students.  

As the leader of such a project, it is difficult to know every single thing within 

the teams and therefore, people within the teams that keep the leaders updated 

are needed. Additionally, now I understand that besides project planning, factors 

such as project documentation and performance monitoring play an important 

role.’ #11 

 

‘I have developed a sense of what it really means to give tasks to team mem-

bers and to trust the team’s performance. I was able to learn how important it is 

to let team members work independently and to involve them as much as possible 

in the problem solving. This also increases the motivation of the team members as 

they develop their own solutions and don’t get everything done by the Master 

students. They feel that the project really belongs to them.’ #8 

 

Addressing Intercultural Competencies 

‘We learned more than just how to work in teams and in a structured way. It 

was exciting to see how differently students work in each country. Regardless of 

the number of intercultural courses that we had before, it is completely different 

to experience it first handed. Sometimes, it was frustrating too, especially when 

the task wasn’t totally clear. But we learn from that and found solutions.’ #1 

 

‘The fact that we led an international team made the experience even more 

valuable for me. The project posed me challenges in the meantime. However, 

these challenges helped me learn a lot regarding the management of international 

teams.’ #3 

 

‘Firstly, I would like to thank you for your trust and the opportunity to be in 

charge of such an exciting and challenging project. 

All in all, the marketing project was for me the best course in this Master se-

mester. To lead a group of 18 international students in their mid 20s, and to moti-

vate and help them develop themselves every day, made this project something 

especial and personal to me. A priceless experience. Moreover, I was also able to 

develop myself in the past 4 months through the new, and partly, unexpected chal-

lenges that such a project carries within: all of this in a practical environment. I 

found the tasks ideal for the Master students.’ #5 

 

‘The marketing project was a great opportunity for me to learn what leader-

ship really means in real life. My expectations were fulfilled. 

The first thing I learned was to step up in front of a cohort of international 

students: to motivate them and to delegate assignments I faced several different 

strategies to approach and solve problems. The variety of Nationalities was a 

challenge first, but afterward it turned out to be the best way of solving problems 

on a high level of creativity and quality.’ #13 

 

 

8. EDUCATIONAL IMPLICATIONS 

The following chapter demonstrates how Higher Education Institutions may act to follow those find-

ings and improve their teaching and learning efficiency as well as achieving a far higher level of 



knowledge in entrepreneurship in the student base following the reflections on the experiences by 

using the findings of the paper. 

The projects have in common identifying and formulating a specific investigation problem based on a 

task by the industry partner. Secondly, the students have to decide on the appropriate information 

sources and data collection/analysis methods, and thirdly they have to develop a specific research 

proposal to meet not only the client’s needs and cost constraints but also the time constraints of the 

class schedule. Kennedy argues that live business cases are powerful learning tools because they pro-

vide an ‘open-ended environment that fosters the development of critical thinking and problem-

solving skills’ (Kennedy et al., 2001, p.147). Besides, most of the collaborative industry projects con-

ducted by student teams give students the opportunity to develop their team ability and their interper-

sonal skills. This is an important outcome given the changed requirements of employers towards the 

graduates of higher education mentioned before (Kennedy et al., 2001). In summary team projects 

generally offer many pedagogical benefits such as higher motivation of the students, multicultural 

experiences, positive peer modelling, cooperative learning, as well as the development of essential 

workplace skills including communication, group interaction and technical skills (Williams et al., 

1991) and in our case also managerial skills. 

There are also problems associated to projects realised by student teams. One is the dilemma that 

team members might contribute unequally to accomplish the workload (Williams et al., 1991). There 

are several reasons why one or more students might not contribute fully to the project, from the sim-

ple will to avoid effort and responsibility to more complex reasons such as lack of self-confidence 

and/or the bowing to very dominant personalities within the group (Williams et al., 1991). Either way, 

the consequences of inequitable contributions in group projects are negative as some students may 

learn less than with individual assignments. Others might feel overstretched and might also reduce 

their effort because they fear that the grading system will not reward their contribution in a commen-

surate way. ‘In the worst instances, the group is unable to complete its task, and the instructor must 

deal with distraught students, anxious about how to proceed, fearful of grading consequences, angry 

about their teammates’ failure to perform assigned tasks’ (Williams et al., 1991, p. 49). They suggest 

different solutions to cope with the so-called ‘free-rider-effect’ within student groups. The most im-

portant key principle is the use of an appropriate award structure that also allows an individual ac-

countability for each student. For example, the instructor might sum up the individual scores of the 

students to get a group score which then builds the basis for the team grade. Other methods could be 

the use of peer evaluation forms, instructor observations, working papers, meeting reports, interaction 

logs or confidential reports to ensure the individual accountability (Williams et al., 1991).  

The objective of practice-oriented research projects in cooperation with industry is to offer the stu-

dents real-life experiences and to make the theoretical know-how of the university lectures more tan-

gible by using it in actual business case settings. Besides, the students are encouraged to actively or-

ganise and structure their learning process and to train − next to the study of marketing knowledge − 

also soft skills such as complex thinking, problem solving capacity, presentation techniques, interper-

sonal communication competence and team ability. Since to a large extend the students self-organize 

their projects by means of ‘learning by applying’ and ‘learning by explaining it to their mates and 

later to the companies’ delegates’ a high level of understanding and cognitive based competencies are 

created. (Hasanefendic et al., 2015) 

Furthermore, Master students represented project leader, group leader and task leader roles and are 

asked to teach applied methods and achieved results to the team. Opposed to traditional student as-

sessment techniques, the grades on project work case studies or seminar papers. This system should 

be applied, because self-determination of the students is regarded as a key factor. (Corten and de 

Jong, 2015) 



 

 Student projects for Industry partners 

(Bachelors) 

Student projects for Industry partners 

(Masters) 

Leadership Intercultural 

Competencies 

Leadership Intercultural 

Competencies 

Evaluation     

Synthesis      

Analysis      

Application     

Comprehension     

Knowledge     

 = competence creation strong;  = competence creation,  = competence creation low 

Table 2: Competence Creation by learning form 

Source: own creation 

 

Thus Master as well as Bachelor students developed and trained a whole set of different competencies 

that are required in today’s workplaces according to entrepreneurial thinking and acting. The students 

had to deal with the individualities of their team mates and therefore had the opportunity to train their 

communication skills, relationship and team ability. By developing a concept for the project, self-

managing it and developing knowledge about complex markets in a short time-frame the students 

fostered their ‘methods and professional competence’ as well as their ‘personal competence’. In addi-

tion, analytical skills were intensively trained as the students were confronted with a research ques-

tion of the industry partner and had to find suitable research methods and strategies to create answers 

to this question. The time pressure as well as the pressure of delivering a concise presentation of the 

results to the partner’s attributed to a temporal emotional debilitation of the students, a necessity in 

order to train such competencies. (Hasanefendic et al., 2015) 

On top the time pressure also created a frame for the development of project management and quality 

management skills. The lecturers provided coaching assistance and regular feedback to permit self-

reflection. As most projects are conducted on an international level, the students also acquired know-

how on global markets and international business relations. Generally, it can be concluded that stu-

dent projects that are realised in cooperation with industry represent an effective ‘learning by teach-

ing’ scheme that offers students a creative learning environment and the opportunity to develop indi-

vidual learning strategies as well as comprehensive competences of different kind.  

 

9. CONCLUSION  

The discussion on change and innovation is ongoing. The competencies of leadership and intercultural 

competencies have been identified as being of great importance for successful management in the 

field. It also requires a re-orientation of talent management in order to lead organisations and equip 

them well to face future challenges. This effort is the starting point to a better understanding of the 

individual strategic competence required to successfully manage in change and innovation. The paper 

offers initial insights that higher education programmes need to re-adjust in order to provide graduates 

with a desirable strategic competence profile.  

New pedagogical theories have found their way into university didactic, e.g. the concept of ‘learning 

by teaching’ which is based on the idea that Master students are much more motivated to learn when 

they are given the opportunity to act as teachers themselves and to teach their fellow Bachelor stu-

dents the learning-matters of the course (Skinner, 1994; Grzega, 2003; Grzega and Schöner, 2008; 

Cortese, 2005; Eddy, 2006; Davey, 2015; Hasanefendic et al., 2015). ‘Learning by Teaching’ also 

offers students the opportunity to practice and develop competences because it ‘encourages and de-

mands creativity, independence, self-confidence and fundamental key qualifications (i.e. the ability to 



work in an international team, complex thinking, the competence to seek and find information, ex-

plorative behaviour, presentation skills, project competence, internet competence, generating 

knowledge as well as disciplinary virtues like punctuality, reliability, patience)’ (Grzega 2005, p. 2). 

Innovative teaching methods that allow Bachelor and Master students to be more active within their 

learning process are also much more effective regarding the percentage of knowledge that is actually 

memorised (Baaken, 2002). Explaining the learning-matters to others was proven to be the most effec-

tive procedure of the innovative teaching method – corresponding to the above described ‘Learning by 

Teaching’. 

Another factor that exerts a strong influence on the academic education is the increasing competition 

between the different institutions of higher education. In order to attract the most talented students, 

universities are challenged to offer ambitious, diversified and innovative teaching methods (Lim and 

Svensson, 2007). 

Adopting a more proactive attitude in addressing the needs of its main stakeholders, such as employ-

ers, the business community and the students when designing courses is considered in this article an 

innovative way of carrying the mission of teaching from the university by integrating real world in-

dustry projects into the teaching and learning setting (Baaken et al., 2009). Yet Audretsch (2009) and 

Galloway et al., (2005) state that addressing the needs and concerns of the wider civilisation and the 

stakeholders of the knowledge society is perhaps what makes the university one of the most resilient 

institutions in society. Thus the paper shows a proven method for a Triple Win situation: Lecturers, 

companies and students all benefiting significantly from this approach. 
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