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This work raises the question, why the contents of trainings in
further education are often not applied in operational and ev-
eryday business. The authors do not want to leave it at that but
rather focus on the transfer of what has been learned in a train-
ing and how trainings should be structured after all so that trans-
fer can indeed take place. For this purpose, the term ‘competence’
is introduced at first, which should not be confused with ‘knowl-
edge.” Competences rather are ‘applied knowledge.” Then the con-
cept of meta-competence is introduced. Meta-competence means
a competence of using competences which is of interest especially
to leaders. Finally we look at transfer competence, which is the
ability to apply acquired knowledge in practice. Classic trainings
fail to make knowledge relevant for practice because only little or
no transfer competence is activated. Therefore, towards the end
of this work, we introduce a training measure, which systemati-
cally activates transfer competence and focuses on competences.
For this reason, the correct name of this type of training should
be ‘competence development.’
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Introduction

This paper aims to address a problem that many, if not all, face
in adult education: After the training, the participants (especially
in leadership seminars) have gained knowledge about behaviour in
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companies. They would now have to become better leaders. How-
ever, it is often stated in practice that this is not the case, or if so,
only to a very limited extent.

From a conceptual perspective, especially with regard to compe-
tence development among managers, the above problem can be nar-
rowed down to the following terms: competence, competence de-
velopment and competence development programmes, meta-com-
petence and transfer competence.

Against the background of these terms, it can be said that the fail-
ure of training is related to transfer competence (or its inactivation).
Also of great importance in this context is the so-called ‘inert knowl-
edge,” that is, knowledge that exists in an abstract sense but is actu-
ally not applied in practice.

After these concepts will have been presented in context, the main
focus of this paper will be on investigating the question of how fail-
ure of transfer can be counteracted in practice. It will turn out that
volition, a term that goes back to Pelz, is of great importance.

Following this, transfer competence will be analysed again in more
detail. In particular, it should be noted that, unlike many other com-
petences, transfer competence cannot be developed in a conven-
tional sense, rather, it must be aroused. The two concluding chapters
then focus on activating transfer competence in trainings: First, the
focus is on failure in traditional further education. Following this, a
competence development programme will be presented which en-
ables transfer competence to be activated.

Competences

At first it seems important that the paper approaches the concept
of competence. Competences are not skills, knowledge or qualifi-
cations, but rather a higher-order ability, namely to act creatively
and self-organised in unexpected and often chaotic situations (see
Heyse, Erpenbeck, and Ortmann 2015, 13). However, competency-
based action does not mean it is ‘theory-free.” Competences form a
kind of bridge or hinge between theory and practice. In a sense, they
could be said to be manifestations of applied theory.

In the modern world of work, with its many challenges, of which
globalisation is not the least important, competences seem to be
enormously important. Although every employee of a company must
have specific competences, it is clear that managers in particular
have to acquire specific skills.

At this point, not all competences should be examined, but spe-
cific ones, namely the so-called leadership competences should be
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explained. In order to be able to approach this, a classification of
competences frequently used in literature is presented first (Schafer
2006, 17):

* Professional competences

* Methodological competence

* Social competence

* Self-competences

Professional competences are those that are necessary for coping
with typical problems in the respective profession. For the most part,
they are closely linked to one’s expertise. Methodological compe-
tences go beyond these: they include the ability to solve problems or
to acquire knowledge. Social competences are competences aimed at
social interaction: communicative competences are to be mentioned
here first but also conflict management competences should be men-
tioned in this connection. Self-competences could be understood as
reflexive competences: The individual uses them to refer to him- or
herself: values, general attitudes but also self-perception are to be
mentioned in this context.

It is easy to see that within this categorisation all possible com-
petences can be located so that they constitute each other: Profes-
sional competences constitute methodological competences and so-
cial competences establish self-competences. Furthermore, it is ob-
vious that the first two competences are directly work-related, for
example, the production of particular goods, while the last two re-
late to people and, ultimately, how to lead them. In this sense, these
last two competences, social and self-competence, seem to be typical
of leadership skills while the first two appear to be types of compe-
tences that should be typical of subordinates.

If, however, the actual competence is to act creatively and self-
organised in chaotic situations it becomes clear that all four types
of competence are needed: The person acting in this sense re-
quires professional, methodical, social and ultimately also self-
competences. In this sense, acting competently means using all com-
petence resources available. Action competence can be understood
as the competence of all competences insofar as it refers to the en-
tire person in the working world. It is a leadership competence. If,
on the one hand, action competence is based on professional com-
petences at its core then, on the other hand, it should be stressed
also that competent leaders always starts by using their own self-
competences and thus lead and guide themselves. Based on these
self-competences they can lead others because of their social com-
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petence. But in order to lead others, it requires methodological com-
petence, which in turn leads to professional competence. Hence, the
different types of competences are ultimately so intertwined that one
can hardly speak of one type of competence being more important
than the other.

COMPETENCE DEVELOPMENT PROGRAMMES

According to Erpenbeck and Sauer (2001, 294), competence devel-
opment means ‘a process of expanding, restructuring and updating
a person’s professional, methodical, social and personal options for
action.” As a result, competence development cannot emerge from
knowledge or skills taught in trainings, even though both are neces-
sary prerequisites for successful competence development.

Classic trainings, however, provide exactly this: a certain knowl-
edge or certain skills. The disadvantage of this type of training is
that it is not always immediately obvious to the participants how,
when and where the acquired knowledge has to be applied. There-
fore, the central problem is the practical relevance, that is, putting
into action what has been learned. In other words: no competences
are developed in these types of trainings.

Instead of relying on classic training programmes, there has been
an emphasis in recent years to focus on so-called competence de-
velopment programmes. These differ from trainings in that practice
is the main focus. Above all, these programmes are meant to actu-
ally apply what has been learned. It should be emphasised here that
theory is by no means neglected, it is rather about the interplay of
theory and practice, while classic training programmes have often
relied only on theory.

In a first step, it can be stated that successful competence develop-
ment programmes should try to help people implement the transfer
of the acquired knowledge into practice. But this leads to the ques-
tion of how to do this. So what distinguishes a competence develop-
ment programme from a classic programme, where there is always
the danger that skills are developed and knowledge is generated but
that they might not be relevant for practice?

META-COMPETENCE

To answer this question, the concept of meta-competence must be
addressed at first. Although the term is not particularly prominent in
organisational, management and competence research, it is certainly
not re-introduced at this point. It ultimately goes back to Burgoyne,
who first used it in 1988. According to him, it is a special compe-
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tence that allows to adapt or even develop skills in specific situa-
tions (Burgoyne 1988). In this respect, the above statement that all
competences can be found in the four categories must be modified.
Meta-competences — insofar as they are ultimately to be understood
as a competence of using competences — cannot just be classified
under the above mentioned.

The relationship of meta-competence to others is formally com-
parable to the relationship of competences to actions. In this sense,
Erpenbeck (2006, 8) defines meta-competences ‘as initial disposi-
tions which first substantiate and facilitate the development of basic
and derived self-organisation dispositions, namely competences.” So
they are competences insofar as they have an impact on actions and
unlike the other competences, they have an effect on actions but not
immediately and directly. In this respect, it makes sense to under-
stand meta-competences as indirect ones and classic competences
as direct ones.

From what has been said, it becomes clear that the first meta-
competence has already been presented: it is action competence
which is to be understood as a meta-competence because it refers
precisely to direct competences, steering and leading them to make
the action successful.

TRANSFER COMPETENCE

It may not be unimportant to approach the problem of transfer first
from a purely formal perspective. In order to do so, let us look at
the pure and formal logic, as it is for instance taught in philosophy
and also computer science. One of the best-known final forms is the
so-called syllogism, which has the following format:

All S are P.
RisanS.
Hence: Ris P.

For example, this formal conclusion may take the form:

All humans are mortal.
Socrates is a human.
Hence: Socrates is mortal.

The decisive proposition is not the actual conclusion as one might
perhaps assume; this necessarily results from the antecedents. The
second sentence is decisive: that is, the classification of Socrates
among humans. In other words, the ability to recognise that Socrates
is a special case of what is stated in general (that is, a human) is cen-
tral. Now the connection to transfer becomes clear, because here the
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same problem exists: learners should realise that the concrete prob-
lem they are facing (or will be faced with) is interpreted as a special
case of a general problem. Although this general problem has been
discussed in the training, however, there is often no real practical
relevance for the participants: a transfer does not take place.

From this formal clarification of the actual problem we now must
come to the central meta-competence: As it should have become
clear from the formal perspective, transfer competence in this con-
text is perhaps the most important meta-competence. Transfer de-
scribes the action of transferring skills from one situation or context
to another situation or context (Schulte 2014, 17). In her own defini-
tion, Seidel (2012, 18) has a slightly different focus:

The term transfer refers to the changed workplace behaviour of
an employee in situations in the workplace that are either char-
acterised by modified or completely new work tasks or in which
routine tasks dominate that one [could not handle before but]
is able to handle now (meaning: more efficiently) by means of
transfer.

Both definitions make it clear that, especially in the context of fur-
ther education and competence development, the transfer of what
has been learned is of crucial importance since the application in
the professional context is the decisive factor of any training mea-
sure. Against this background, transfer competence — the ability or
ability to transfer knowledge that has been learned - can be under-
stood as a way of achieving and implementing the acquired knowl-
edge in the workplace. Transfer has many aspects to be considered.
For example, Schulte (2014, 20) emphasises that learning plays a
central role in this context: ‘Successful transfer is a desired, observ-
able behavioural change of individuals in an application context due
to learning processes in a learning context, considering subjectively
both internal and external (in particular: social and organisational)
transfer conditions.’

Consequently, if the concept of transfer is to be considered, a dif-
ference must be made between workplace situations and the specific
conditions prevailing there and the actual learning situation. Learn-
ing usually takes place in a protected atmosphere while in the work-
place usually more complex situations are encountered. The atmo-
sphere there, for the most part, is not protected.

This is where the real problem lies: in classic learning processes,
specific, clearly defined situations are specified. The key here is
complexity reduction: only the essentials come into consideration.
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Anything that could distract from this is not brought into focus. It
becomes clear that on the one hand the place of learning can by no
means be compared with concrete situations in the workplace; on
the other hand, what is learned and by which means, that is, the set-
ting of learning, can be described as formal. Both aspects of learning
are justified. On the one hand, a specific learning atmosphere must
be created if training is to succeed in an efficient and effective way.
On the other hand, the formal focus on a problem offers the oppor-
tunity to present it without situations that distract from the problem.
Nevertheless, these two factors make the transfer difficult.

FAILURE OF TRANSFER

Perhaps the best approach to transfer competence is to first have
a look at why transfer fails. In research, three explanatory models
are discussed, all of which are connected with the concept of ‘inert
knowledge’ (Renkl 1996, 78):

* Meta process explanation: Assumes that although the ‘right’
knowledge is available but the fact that one cannot resort to
it, is due to deficient meta-cognitive control processes.

» Structural deficit explanation: There are gaps in knowledge that
prevent it from being used.

» Situation explanation: The traditional concept of knowledge and
transfer is called into question. The basic assumption is that
knowledge is always bound to specific situations.

It can be assumed that all three models explain how inert knowl-
edge arises. In that sense, the different approaches do not com-
pete with each other, but rather complement each other. Against the
background of inert knowledge, a further definition of the concept of
competence can now be cited: Competences are not just inert knowl-
edge, but rather active or dynamic knowledge; a knowledge that in
itself steers an action.

It must be the central task of competence development pro-
grammes to prevent the emergence of inert knowledge. Against the
background of the above models, this means that knowledge must be
sized down in case of doubt, i.e. any existing gaps in knowledge must
be found and then filled. Furthermore, the provided knowledge must
be as close to reality as possible. The trainee or participant must at
least have a rough idea of which concrete situations this knowledge
is useful for. Competence development programmes, however, find it
difficult to address this first point: meta-cognitive steering processes
are very unlikely to be influenced.
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Volition, Transfer Competence and Competence
Development

From what has been said, competence development programmes
must work with particular emphasis on preventing the development
of inert knowledge. Inert knowledge is prevented by requiring spe-
cific knowledge in practice to solve a specific problem.

At this point, however, a problem arises: while the transfer of the
acquired skills is relatively easy, since learning is always based on
practice within the training, this is much more difficult for compe-
tences. Since they are designed for the ability to act, but no abstract
learned situation is identical with those encountered in business re-
ality, it quickly becomes clear that competences are much more dif-
ficult to develop. Inert knowledge can quickly establish itself.

VOLITION AS A META-COMPETENCE

Before discussing the actual concept of activation of transfer com-
petence, a further meta-competence, which is of central importance
in the context of interest here, must first be addressed: volition. To
begin with, volition can be understood as the conscious and inten-
tional implementation of goals or the motivation to achieve results.
Pelz understands it as will power but also self-regulation and ulti-
mately even implementation competence (Pelz 2017, 106). Although
volition is a necessary condition for a successful implementation, it
is not the sufficient condition. But precisely because it is a neces-
sary condition (and certainly the most important one), it needs to
be briefly discussed here. Pelz defines volition more as an ability
to control motives, thoughts, feelings, impulses, and actions so that
people achieve their goals in an efficient manner (Pelz 2017, 106).
Accordingly, volition can be understood as the relationship between
volitional effort and the result of that effort (Pelz 2017, 106). It be-
comes clear that implementation in this context is by no means just
transfer. Rather, implementation means that, based on a goal, a plan
is designed that leads to actions that turn into results. Volition is cru-
cial here because it controls feelings, thoughts, knowledge and ulti-
mately actions.

Therefore, it is not transfer competence that is related to imple-
mentation competence but rather action competence. If action is un-
derstood as the achievement of goals or purposes by using certain
means, then it becomes clear that action competence and implemen-
tation competence have a large overlap. One should, however, be
aware of differences between these two competences. Action com-
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petence, as presented above, was the set of professional, methodical,
social and self-competence. One could say that here the view on hu-
mans is made from the ‘outside’ so-to-speak. Implementation com-
petence, on the other hand, insofar as it is related to volition, is more
of a look from the ‘inside.

Acting competently cannot be attributed only to external causes.
Just because someone has professional, methodological, social and
self-competence, this does not mean they act competently. The ac-
tual competent act is to make a purposeful action. At the same time,
however: volition alone is not enough for successful actions. From
the perspective of action competence, volition is always already pre-
supposed and therefore not specifically addressed. From the per-
spective of volition, on the other hand, the ability to act is always
required, which does not have to be specifically addressed here ei-
ther. But here too, having a large volition alone, but not having the
above-mentioned ability to act is not enough for successful actions.

This difference makes it clear why Pelz comes to speak of com-
pletely different competences in his observations. These are (Pelz
2017, 106):

» Steering one’s attention and focusing on the essentials

* Emotional and self-management

» Self-confidence and assertiveness

* Predictive planning and creative problem solving

* Goal-oriented self-discipline due to a deeper meaning of the
task to

These competences differ significantly from those that constitute
action competence. While the latter is more akin to action in a nar-
rower sense, these competences revolve around focusing on a prob-
lem.

It becomes clear that volition does not only mean intensity of will
but goes beyond that. In a sense, it represents the link between per-
sonal will and the real world; it means the ability of the person to
influence the world according to his/her wishes. Therefore, it is also
to be distinguished from motivation which merely indicates the rea-
son for an action or the willingness to act but in no way looks to the
success of the action.

With the term volition also the success of an action comes into fo-
cus. It could be said that people with a high degree of volition are
more successful in overcoming problems than others because they
have a higher degree of efficiency than those (resulting from the
relationship between the will used and the degree of achievement
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of the goal). At the same time, this is not yet transfer competence,
because this means that something learned is successfully imple-
mented in everyday business. This in turn means (in the context of
competence development) that the person now has specific compe-
tences that he/she did not have before and now applies in everyday
life.

The term volition, on the other hand, assumes that a person pos-
sesses it right from the start. Pelz rightly says that the concept of mo-
tivation alone cannot explain why it is above all the ceos of medium-
sized global market leaders who cannot explain why they are capa-
ble of using modest resources successfully in an often adverse envi-
ronment without external motivation despite many defeats and set-
backs. He quite rightly points out that these individuals often have a
strong capacity for self-control and self-regulation. However, this is
not transfer competence.

It also becomes clear from what has been said why volition is a
meta-competence. Because it does not affect actions directly it rather
can be regarded as the reason why and in what context specific ac-
tions are carried out.

However, how these actions are performed has no meaning in this
context. When translating a goal into a result, different competences
are used (such as attentional control, self-confidence or assertive-
ness, problem-solving skills etc.) that are controlled by volition.

VOLITION AND TRANSFER

Volition is therefore the central competence in the implementation
of a plan. In this sense, on the one hand, it is a condition of the pos-
sibility for transfer. Because a successful transfer in the context of
a competence development measure cannot be carried out without
will power. On the other hand, it is also necessary if the newly ac-
quired competence is used in the implementation of a plan.

Volition, however, does not have any influence on transfer itself.
Rather, Pelz assumes that competences are available but that these
actions must be implemented in such a way that they are ‘consis-
tent.” Therefore, the focus of Pelz’s considerations is not transfer but
rather successful actions, which is reflected in the achievement of
the goal.

A CLOSER LOOK AT TRANSFER COMPETENCE

The short presentation of transfer competence given above can and
must now be supplemented and thus clarified. Transfer is, as stated
above, the transfer of knowledge and skills from one situation or
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context to another situation or context. Especially in the context of
education and training in general, this competence is very impor-
tant. One of the most important works in this field is Transferkom-
petenz und Transfer: Theoretische und empirische Untersuchung zu
den Wirksamkeitsbedingungen betrieblicher Weiterbildung [Transfer
Competence and Transfer: Theoretical and Empirical Study on the
Conditions of Effectiveness of Corporate Training] by Seidel (2012).
In her model of competence development, which she presents in this
work, she puts transfer competence at the centre. It is based on the
assumption that the transfer success of a training is significantly in-
fluenced by the individual transfer competence. This depends on sit-
uational and personal factors of influence, in addition to procedural
and declarative expertise, intrinsic and extrinsic transfer motivation
and self-control (the latter factors make it easy to recognise volition
as described by Pelz 2017). The transfer itself as well as the results
have a feedback effect on transfer competence.

It is important that it is foremost personal qualities such as cog-
nition, motivation etc. that have an impact on a successful transfer
performance. Organisations, however, have less influence on trans-
fer performance. It follows that transfer competence itself cannot
be developed because personal qualities, above all cognitive ability
but ultimately also volition, can only be increased within a very lim-
ited framework. Successful competence development therefore re-
quires transfer competence. But if this cannot be developed, and it
is further assumed that not all people have a comparable potential
in terms of transfer competence, then this means that not everyone
is suitable for a competence development programme. Furthermore,
this means for competence development programmes that they can
only activate transfer competence. Metaphorically, one could say that
it was ‘asleep’ or ‘buried’ before participating in the programme. It
follows that, since not everyone has this competence, not everyone
is suited for a competence development programme, and therefore
employees that one wants to develop further must be selected before
the actual programme starts.

FROM THEORY TO PRACTICE I: PROBLEMS WITH TRADITIONAL
TRAININGS

It has been known for some time that the usual training and support
measures for managers and prospective executives do not always
achieve the desired results. Many such trainings do not only fail to
recognise that the participants have different gaps within their range
of competences but moreover that transfer competence is not or only
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partially activated. The consequence is that individual competence
development is neither goal-oriented nor does it have a lasting ef-
fect.

In this respect it is justified to ask whether the classical ap-
proaches, which also include follow-up or impulse days, webinars,
chats etc. result in a high transfer into daily business routine. It has
to be stressed though that just concentrating on modern media, like
the Internet with all its possibilities, does not guarantee transfer suc-
cess. Furthermore, it should be noted here that for this type of train-
ing push orientation is characteristic: participants get a large amount
of information, of which, however, only a relatively small amount is
useful for the them. This form of training is quite problematic. It
resembles a common type of teaching in didactics: Frontalunterricht
(teacher-centred teaching). Even though Frontalunterricht could be
better than its reputation, it should not be concealed that there are
also a number of problems linked to it. For example, a homogeneous
learning group is a pre-condition (Merkens 2010, 56). It should be
noted here, however, that the problem faced by teachers in schools
also arises in adult education: the homogeneity of learners is by no
means the norm. Rather, it can be assumed that in each traditional
training course the trainees are structured in a heterogeneous way:
this applies both with regard to age, experience but also with regard
to the position that the respective person occupies or is supposed
to occupy in his/her company. Even school teachers often have their
problems in offering a good quality teacher-centred teaching which
is why this type of teaching might also be problematic in the further
education sector.

On the side of the trainers and their institutes, it can be stated
that they can confirm the (apparent) success of the training by mea-
suring the participants’ satisfaction, but a look at everyday business
life does not take place. Whether an actual transfer success can be
observed is usually not considered.

FROM THEORY TO PRACTICE 2: A SUCCESSFUL COMPETENCE
DEVELOPMENT PROGRAMME

Against the background of obvious problems, which have just been
briefly presented, one of the authors of these lines and a colleague
of his” has had considerable doubts about the effectiveness of tra-
ditional training measures a few years ago. They decided to develop
a competence development programme that does not only contain
push elements but also pull elements (Bach and Kring 2015). As a
result, training is done together with the person to be developed and
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FIGURE 1 Programme Elements of the Praxistransfer System (adapted from Bach
and Kring 2015, 6)

in a demand-oriented way, that is, in his/her essential fields of opti-
misation.

In addition to a few other questions that this new programme had
to answer positively, the focus was on the question of transfer into
everyday business. This lead to some features that the new compe-
tence development programme had to fulfil: the transfer of what one
has learned into everyday business has to be significantly increased
compared to conventional trainings. Furthermore, the programme
focuses on individual development in key competences.

The result of these considerations and targets is the programme
Praxistransfer (transfer into practice) which consists of five ele-
ments:

* Kick-off event

* Competence reviews

* Learning teams/Leadership workshop

* Log-books and review talks

* Evaluation

Figure 1 illustrates the actual process.

Finally, the central elements that activate transfer competence are
presented in the following.

The second step after the introduction and kick-off is a compe-
tence review: in the review an assessment of the individuals’ needs
and development planning are in focus. It is important in this con-
text that not only a participant’s self-assessment is focused on but
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also their supervisor’s assessment comes up for discussion. The aim
of this conversation is to elaborate people’s learning and develop-
ment goals. It must be emphasised here that this is not about acquir-
ing knowledge. It is about building a set of behavioural competences.
This results in an agreement of learning priorities.

The actual centrepiece of the programme is the leadership work-
shop. The participants work in learning teams on their key compe-
tences (four to five participants all of whom are on the same level
and who are not colleagues). Working on competences is organised
in a self-responsible way by the participants even though the man-
agement workshop is hosted by a trainer. After the leadership work-
shop, the participants go back to their companies and try to imple-
ment what they have learned in everyday life. In a subsequent meet-
ing, experiences are shared and critically reflected in the group.

Lastly and in addition to the leadership workshop the log-book
must be mentioned. Participants are invited to submit their experi-
ences in writing. The participants should try to get to know them-
selves better in terms of their weaknesses and thus analyse their
needs regarding competence development, but also assess their
progress and improvement. This point essentially serves to review
one’s own progress in learning and, at the same time, to find out
in which areas no progress has been made. With these results in
mind, the participants meet again and work on these weaknesses
autonomously.

In conclusion, Praxistransfer2 has actually proven to be able to
develop various competences. Among many other reasons the main
reason for this may well be the process of activating transfer compe-
tence and avoiding inert knowledge. Above all, the leadership work-
shop plays a decisive role in this: the fact that the participants re-
port on their experiences and give each other tips, which in turn
stem from their experience, prevents them from drifting off into a
purely theoretical discussion. The practical relevance of what has
been taught becomes obvious. By this, the formation of inert knowl-
edge is prevented. Likewise, the explicit request for transfer, which
prevents the formation of inert knowledge, should at the same time
activate transfer competence. Transfer competence and the preven-
tion of inert knowledge ultimately are two sides of the same coin.

Conclusion

The programme presented here is noticeably different from classic
training programmes. The activation of transfer competence should
primarily be effected by focusing on the specific person with his/her
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strengths and weaknesses, but above all the review talks, in which
the successes and failures are discussed and an attempt is made to
find out the reasons - especially for the failures, are likely to account
for the largest share of this activation. By uncovering the reasons,
the participant is immediately shown why he/she has failed and can
therefore later adapt his/her behaviour. Overall, the concrete proce-
dure therefore resembles a cybernetic cycle: the individual measures
are continued until the competence development has aligned itself
with the given success indicators. Even if this cycle is the core of the
programme, yet another feature distinguishing this programme from
classic programmes should not be concealed: the teacher or trainer
is not the actual person who communicates knowledge to the learn-
ers by means of Frontalunterricht (teacher-centred learning). Rather,
the learners teach themselves.

The function of the learning tutor is seemingly simple: he/she
gives inputs, facilitates and sets the framework — the actual learn-
ing content is largely conveyed by the participants themselves. This
has many advantages: because the learners learn from themselves,
a connection to their daily business life is made. It immediately be-
comes clear to them that the matters discussed in the workshop are
not theoretical, which has little or no significance in everyday life,
but rather, precisely because of this, the significance of what has
been learned becomes clear to everyone. Furthermore, in this way
the concrete problems of each individual are discussed and the par-
ticipants search for possible solutions together. Not only does this
address the problems of each person, but above that everyone is in-
volved in solving the problems of others.

If it is assumed that the problems of others could be one’s own
problems of tomorrow, then this strategy can also be seen as pre-
ventive. However, and above all, even if this is not true, each par-
ticipant will be provided with problem-solving strategies by actively
helping to solve other peoples’ problems. In this sense, the partici-
pants do not only learn to improve their competences, but also how
to improve them independently.

Finally, this is a list of the three success factors of the aforemen-
tioned competence development programme:

* There is a focus on the individual.

* Transfer competence is activated by means of a cycle process.

* The members of the learning team learn from each other and not
from a teacher or trainer. The tutor is in the background most of
the time and intervenes only when absolutely necessary.
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