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ABSTRACT
Business simulations are innovative instruction models for active or
cooperative learning. In this paper, we look at the social
constructionist roots of these education models in light of the
current efforts to enhance employability skills in undergraduate and
graduate studies. More specifically, we analyse the role of business
simulations in developing soft skills based on an international
survey of students’ perceptions of developing soft skills during
business simulations. Our objective is to test whether business
simulations contribute to the development of soft skills and
whether gender, ethno-cultural origin, and professional experience
affect the acquisition process. We also discuss the use and benefits
of these innovative instruction models. The analysis suggests the
need to take into account specific factors, especially ethno-cultural
origin, when instructing via business simulations. It also calls for
sharing best practices in the context of a globalised education.
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Introduction

New instruction methods are often introduced to increase students’ employability, includ-
ing the development of soft skills. Several researchers have studied the use of business
simulations in management and accounting education (Arias-Aranda & Bustinza-
Sanchez, 2009; van der Merwe, 2013; Riley, Cadotte, Bonney, & MacGuire, 2013; Wolmar-
ans, 2005). The present study examines business simulations from the point of view of
developing soft skills in an international context. In a globalised world, the learning
environment becomes more complex, and students come from a variety of backgrounds.
It is important to determine whether business simulations are effective in this context and
to understand if and how different factors can affect the acquisition of soft skills.

Therefore, our research question is whether business simulations help in developing
soft skills and whether gender, ethno-cultural origin, and professional experience affect
students’ perception of the improvement of soft skills based on business simulations. In
order to answer this question, we investigate the case of a business simulation deployed
in a variety of settings and test students’ acquisition of a complex set of 11 soft skills
based on a survey. The data were collected using a questionnaire adapted from Barth
and Géniaux (2010) and designed to measure the degree of mastery of a complex set of
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soft skills considered to be relevant. Similar to Barth and Géniaux (2010), the respondents
completed the questionnaire in two phases, once at the beginning and once at the end of
the simulation. Improvement in each of the skills was measured by calculating the differ-
ence in the levels reported at the end and at the beginning of the simulation. A total of 392
students from different schools (universities and business schools) in France and Morocco
participated in a six half-day business simulation. The two-phase evaluation process indi-
cated a significant improvement in each of the 11 soft skills for the 392 participants. The
greatest improvements were noted in their ability to express themselves, their entrepre-
neurial skills, and their ability to understand and adapt to the environment. Furthermore,
we identified relevant differences in the improvement of certain skills in relation to student
characteristics.

This information will help us to adapt our methods of instruction; find relevant tools to
develop soft skills; and better understand how students, coming from different cultures and
backgrounds, are sensitive and respond to these simulations. Our main contribution is the
analysis of a complex set of soft skills (11 items in total), as previous literature focused only
on a single or a few particular soft skills. Also, previous studies were based on the deploy-
ment of business simulations in one setting, whereas our study analyses the deployment of
one business simulation in different settings and with a variety of participants. While pre-
vious studies were conducted mainly in English-speaking countries (UK, Australia, South
Africa, USA), our case study is set in French-speaking countries in Europe and North
Africa, thus adding new empirical data to a growing mass of research. Moreover, the
business simulation analysed in this paper has some specific features (delivered over six
intensive half-days, involving group work, and blending active learning with workshops
based on transmission of knowledge) that are different from the typical business simulations
in the literature (Miller & Savage, 2009; Riley et al., 2013; White, Helms, & Parker, 1990). By
exploring these specific features, we also hope to open new avenues for research and make
predictions that can be tested in further studies.

The conclusions of our research should encourage further transmission of best practices
in accounting education and facilitate the implementation of business simulations in
different settings. The study also points out certain differences in skills acquisition
based on particular student characteristics, which will enable instructors to tailor their
approach to student profiles.

This article is divided into several sections. The next section looks at prior research, focus-
ing on the need to develop soft skills and the use of instructionmethods that help develop such
skills, including business simulations. In reviewing the literature, we focus particularly on the
factors that can impact the acquisition of such skills, like ethno-cultural origin, previous pro-
fessional experience, and gender. This is followed by a description of the methodology; a pres-
entation and analysis of the study’s main findings; and a conclusion outlining contributions,
limitations, as well as potential avenues for further research.

Challenges of business simulations for developing soft skills

An increasing need for developing soft skills

There is an increasing need for relevant instructional methods in accounting education
(Albrecht & Sack, 2000; Dellaportas & Hassall, 2013). There is also a growing body of
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research on soft skills in relation to employability (McGahern, 2009; Stoner & Milner,
2010). We take in our research a broad perspective of soft skills. Following Kramer and
Hill (2011), we see soft skills as competences used to perform hard skills and as pro-
fessional aptitudes that involve personality and behaviour.

Employers, professional associations, as well as national and supranational policy-
makers are calling for the development of employability skills, especially soft skills like
communication, leadership, and teamwork. Therefore, to be considered first-rate pro-
fessionals today, accountants must have both technical and soft skills (Stovall & Stovall,
2009). In Canada, for instance, soft skills take up an entire section of the competency
map of the Chartered Professional Accountants (CPA), which sets out the required com-
petences for earning the title of CPA (CPA Canada, 2012). On a global level, the Chartered
Institute of Management Accountants (CIMA) has integrated this type of skills into its
competency framework (CIMA, 2014) and has included soft skills and competences in
its research agenda (CIMA, 2014). CPA Australia has a similar approach (Keneley & Jack-
ling, 2011).

Moreover, the European framework for education clearly takes a ‘competency’ turn. In
the early stages of the Bologna process, the Bologna Working Group defined several types
of competences: cognitive, functional, personal, and ethical (Bologna Working Group on
Qualifications Frameworks, 2005). These categories were subsequently condensed into
‘knowledge’ (referring to cognitive competence), ‘skills’ (referring to functional compe-
tence), and ‘wider competences’ (the rest of the categories) (Bologna Working Group
on Qualifications Frameworks, 2005; Castillo, Caruana, & Wainwright, 2011).

International accreditation bodies in education are showing a similar interest in skills
development, including language skills, intercultural sensitivity, and the ability to function
in a multicultural environment (European Foundation for Management Development,
2013). The Association to Advance Collegiate Schools of Business (AACSB) also calls
for the development of skills such as ‘written and oral communication, ethical understand-
ing and reasoning, analytical thinking, information technology, interpersonal relations
and teamwork, diverse and multicultural work environments, reflective thinking, appli-
cation of knowledge’ (AACSB, 2016).

Therefore, there is increasing pressure in universities and business schools worldwide to
develop such skills. These become embedded in the higher education curriculum;
however, skills development is a complex process that requires careful analysis (Stoner
& Milner, 2010). The following section will further discuss active learning theories and
methods as well as the use of business simulations for developing soft skills.

Active learning and the social constructionist approach in education

The pedagogical foundations of business simulations, serious games, and case studies are
active and collaborative learning. Active learning theories are based on concepts stem-
ming from a long tradition. As early as the sixteenth century, active learning and
student self-determination were components of Rabelais’ humanistic realism and his
satire of scholastic formalism. Active learning is also grounded in the writings of Mon-
taigne (2009), for whom study had to be subordinated to ‘the happy life of action’, as
knowledge was to be assimilated and ideas were to be realised in conduct (Cordasco,
1976, p. 64). Later, in Émile, Rousseau recommended what he termed ‘negative
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education’, or founding a child’s education on the free development of his own nature
(Rousseau, 2009).

These philosophical writings had an influence on the subsequent development of edu-
cation sciences. In the late nineteenth century, Dewey (1897) called for progressive edu-
cation models and suggested, for instance, that preparing a subject for future life
especially meant training him on how to use his capacities and how to take command
of himself. In addition, Dewey took a social view of the role of school and education, con-
sidering social interaction to be at the basis of education processes: ‘I believe, therefore,
that the true center of correlation on the school subjects is not science, nor history, nor
geography, but the child’s own social activities’ (Dewey, 1897). While Dewey was
talking about ‘learning by doing’, Freinet’s pedagogy was taking a similar stance in
France, advocating for alternatives to the central education system (Freinet, 1964).
Enquiry-based learning and cooperative learning were the foundational concepts of this
new pedagogy.

The social perspective derived from Dewey and Freinet’s seminal works sets the foun-
dations for the social constructionist approach in education. Learning is considered to be
an experience that can only be created by the student. The focus is on action, social inter-
action, and self-determination within the learning process. Knowledge and skills are con-
structed, not simply transferred by the educator to a student-receiver.

This active construction of meaning and knowledge can be achieved in various ways,
for instance, through experiential learning, discovery learning, situated cognition, and
constructivist learning. While these theories apply to video games and ‘serious’ games
(Kebritchi & Hirumi, 2008), they also apply to the pedagogical grounds of business
simulations.

In these games and simulations, learners are engaged in direct experience; they have to
act and experience the consequences of their actions and decisions (experiential learning).
They also interact with their environment to discover the meaning of concepts on their
own (discovery learning). Discovery learning experience is thought to be more successful
when learners have previous knowledge or experience on the subject (Kebritchi & Hirumi,
2008), which is often the case with business simulations. Also, the learning process does
not rely on one-way static transmission of knowledge from the instructor to the
student, but it relies on ‘enacting and experiencing consequences’ (Kolb & Kolb, 2005).
It is a question of creating knowledge based on constructing meaning that is realistic to
the learner (Dellaportas & Hassall, 2013).

The following section will further define business simulations and, based on previous
research, examine how it can enhance soft skills development.

Developing soft skills through business simulations

Business games are regularly used in higher education as learning tools in management,
strategy, and finance training (van der Merwe, 2013; Nicholson, 1997; White et al.,
1990; Wolmarans, 2005). They also vary in level of difficulty, ranging from introduction
to management games (simple, general simulations that introduce a small number of vari-
ables and enable students to address the main issues involved in managing a business) to
more in-depth games (designed to develop a specific area of corporate management like
marketing or accounting), and immersion games (participants receive more variables to
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immerse them in a complex environment intended to represent the ‘real life’ of the
organisation).

More specifically, a simulation is a simplified representation of the reality in which the
subject under study is defined by a set of inputs and outputs and the relationships between
them (Gilbert & Troitzsch, 1999). This type of simulation thus calls for teamwork and
decisions on all of an organisation’s functions. According to Sawyer, Tomlinson, and
Maples (2000) and Barth and Géniaux (2010), involving students in simulations that repli-
cate reality enables them to build soft skills. Further research has shown that case-based
pedagogy is more effective than traditional lecture-based instruction in developing stu-
dents’ critical thinking skills (Bonner, 1999; Weil, Oyelere, Yeoh, & Firer, 2001).

Some business simulations are based on team and group work, where teams of students
are asked to assume the role of managing an organisation (Barth & Géniaux, 2010). This
type of cooperative learning involves building positive self-esteem, perceived achievement,
and interpersonal skill building (Lindquist & Abraham, 1996). Cooperative learning tech-
niques allow the instructor to make students managers of their own knowledge (Sullivan,
1996). It enhances the development of critical thinking via discussion, debate, and group
work, and it nurtures the ability to work with and learn from others (Fellers, 1996).

Delegating tasks in the team and confidence in the other members’ abilities has con-
siderable influence on the teams’ final results. Because the decision of each team is a
group decision that requires cooperation, various team members who may not know
each other and are not used to working together have to develop their listening, debat-
ing, and negotiating skills (Barth & Géniaux, 2010).

Simulation-based training helps students develop a number of communication skills
and more effectively structure and present their oral and written arguments (Francis,
Muldar, & Stark, 1995; Stewart & Dougherty, 1993). Stewart and Dougherty (1993)
pointed out that a group of students who practised on case studies improved their per-
formance on essay questions, but they had similar results to another group when
dealing with problem solving and multiple-choice questions. Dyball, Reid, Ross, and
Schoch (2007) showed that students generally perceived teamwork as beneficial to
the development of skills that would be useful to them in their future employment.
Bonwell (1997) and Eison (1991) argued that active learning enables students to use
a higher order of thinking skills than students who merely observe the demonstration
of principles in the classroom. It thus seems that business simulations require the use
of a number of soft skills that are advocated by the accounting profession. Moreover,
van der Merwe (2013) showed that business simulations are relevant in interdisciplin-
ary teaching, helping to develop professional skills through exposure to real-life
practices.

Further on, we look at previous studies that address some of the factors (like ethno-cultural
origin, previous professional experience, and gender) that impact students’ perception of their
soft skills improvement during learning activities.

Influence of ethno-cultural origin

Cooper (2004) argued that studying perceptions and learning patterns of students from
different cultures is important in view of increasingly globalised education. This infor-
mation is particularly significant in accounting, where international student
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representation within a group has substantially increased (Cooper, 2004; Li, Chen, &
Duanmu, 2010).

Hofstede (1994) defined the cultural dimensions that play a role in the learning
process as individualism–collectivism, power distance, uncertainty avoidance, mas-
culinity–femininity, long-term orientation, and indulgence. Other scholars defined
culture based on elements such as ‘acquired knowledge, learned patterns of behav-
iour, attitudes, values, expectations, rituals and rules, a sense of identify and of
history’ (Webb & Read, 2000, p. 1). We chose a simpler and more pragmatic
approach to culture in this paper that is based on the origin of the students involved
in the business simulations. We therefore identified three main groups based on their
continent of origin (Europeans, Africans, Asians). Other researchers have established
that the difference between domestic students’ and international students’ academic
performance is due to different learning styles, learning preferences, and learning
approaches (Christopher & Debreceny, 1993; Cooper, 2004; Hartnett, Römcke, &
Yap, 2004; Rankin, Silvester, Valley, & Wyatt, 2003). For example, Hutchinson and
Gul (1997) established that there are cultural differences in how students perceive
what they have learned. Moreover, Chinese and other Asian students generally
appear to be motivated by courses that prepare them to enter their chosen profession
(Abeysekera, 2008). However, the results of these studies did not achieve a general
consensus. Moreover, previous studies have not looked at business simulations as
active learning methods, and we hope to fill this research gap with our study.

Influence of prior professional experience

Ballantine and McCourt (2004) showed that there is no impact of prior professional
experience on students’ perceptions of benefits from learning through business simu-
lations. In addition, Arnold and Davey (1994) noted that the more time graduates
spend in the workplace, the more they rate themselves as competent in hard skills;
however, this conclusion does not apply for soft skills. In their analysis of the benefits
of a one-year placement in an accounting firm, Richardson and Blakeney (1998)
argued that some benefits may also derive from students’ working part time on an
ongoing basis. They concluded that sandwich courses (i.e. training courses with alter-
nate periods of formal instruction and practical experience) provided students with a
better perspective of the overall course material and placed them in a better position to
begin the last year of their programme. Students are supposed to gain a better under-
standing of accounting if they can successfully relate their studies to their professional
experience in accounting areas (Guney, 2009; Hartnett et al., 2004; Jackling & Ander-
son, 1998; Koh & Koh, 1999). This implies that the soft skills developed in the industry
help them to understand and organise information, which in turn maximises the learn-
ing process. In fact, Hassall, Lewis, and Broadbent (1998) claimed that a one-year pla-
cement in the industry could have significant implications for accounting and
management students because it allows them to approach certain problems from an
interdisciplinary perspective. Furthermore, according to Besson, Collin, and Hahn
(2004), sandwich courses help students to develop so-called ‘implicit skills’ (i.e.
those skills that can only be learned through real work).
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Influence of gender

Many studies have been conducted to examine the influence of gender on academic per-
formance (Fallan & Opstad, 2014). However, there are few studies that have looked specifi-
cally at the connection between gender and academic performance in the field of
management accounting and control, and those that do have not reached a consensus.
While Mutchler, Turner, and Williams (1987), Tyson (1989), and Doran, Bouillon, and
Smith (1991) suggested that females perform better academically, others, including
Gammie, Paver, Gammie, and Duncan (2003), Jackling and Anderson (1998), and Keff
and Roush (1997), noted no difference.

Other authors looked for factors that could explain the difference in results. Some
pointed out that gender influence depends on the type of evaluation. Ravenscroft and
Buckless (1992) showed that females do better on assignments, in contrast to males,
who do better on exams. Gammie et al. (2003) observed that females outperformed
males in an audit course even though both groups were also completing placement
periods at the same time. In their view, females and males have different priorities:
females give precedence to the course, while males tend to concentrate on professional
and social success. Other factors, such as females’ motivation, preparation, and attention
to detail, further contribute to explaining these findings (Fortin & Legault, 2006).

Other studies showed that the presence of gender differences with respect to perform-
ance may have implications for the results of different learning strategies. For instance, the
results of cooperative learning (including business simulations) could have different
impacts depending on gender. Males and females have different approaches to learning
(Booth, Luckett, & Mladenovic, 1999). Confirming Koh and Koh (1999) and Meyer
(1995), De Lange and Mavondo (2004) showed that there may be different learning strat-
egies for female and male students, which could affect their performance. Stainbank’s
(2010) study on students’ perception of the usefulness of cooperative learning also indi-
cated the presence of gender differences.

Methodology

Context and description of the business simulation

Study participants were students enrolled in a business simulation course at a university or
business school on French campuses (Paris, Lille, Nice) and abroad (Morocco). For three
consecutive days (split into six half-day sessions), each group participated in an immersive
business game addressing all aspects of business organisations. The subject of the simu-
lation was a fictional leading electronic industrial group (CGX) who was implementing
a diversification policy that called for decentralised management. The group had
decided to convert some of its divisions into stand-alone companies that would remain
under its control. One of the divisions, a factory structured as a limited company (with
100% of its capital held by CGX), marketed two products across the country: non-pro-
grammable calculators and wireless door phone systems for private homes.

The business game format allowed the different teams to develop a strategy and follow
the results at the operational level. Given the setting, the financial aspect of the game was
emphasised, particularly investment financing, cash flow management, etc. However, par-
ticipants also worked on all other aspects of the business, from production management
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(equipment and tools management, maintenance, etc.) to marketing (price policy, adver-
tising, sales team management, payment periods) and human resources (hiring, firing,
training, compensation). The instructors had significant power in setting the inputs
during the preliminary stages and throughout the activity, especially in determining the
levels of difficulty, market conditions, the economic environment, production facilities,
employee motivation, and other conditions.

In each location, the students were randomly divided into teams of five; however, the
teams were free to make their final membership selection, and once formed, they would be
competitors for the rest of the game. Each team was assigned two qualified instructors with
extensive experience with business games and the financial professions. The instructors set
the pace of the game by establishing decision schedules for the teams. They also set time-
tables and chose contents for a series of mini technical workshops on the technical issues
in the simulation (full cost, dashboards, cash-flow budgets). The first half-day was spent
explaining the business game and allowing the teams to familiarise themselves with the
material. Over the next four half-days, the teams were required to make a number of
decisions, while the instructors provided constant feedback on the simulations and analy-
sis. During the last half-day, the teams gave presentations of their final management
reports and were debriefed by the instructors.

In the following paragraphs, we provide further details of the business simulations and
connect the different activities to the set of soft skills studied in the survey (in bold,
enclosed in brackets, with reference to the classification of skills in Table 1).

The actual business simulation involved making five to seven decisions (lasting
approximately two hours each) in each of the teams. In doing this, the members of
each team needed to organise and ensure representation of each function (production,
finance and accounting, human resources, marketing, etc.). They also had to provide a
strategic diagnosis of the company and set their strategy for the next period (C6a:
Ability to manage a project). Each of the decisions concerned different types of
choices: marketing (price, advertising budget, sales team, payment terms), financial
(taking out loans, capital increase, investments), production (equipment, overtime), and
human resources (hiring/firing, wages, training). Each team could also ask, when they
found it relevant, for a market study (C2a: Ability to obtain and use information)
that provided information about the evolution of demand and competition. When provid-
ing the list of decisions, each team also needed to produce supplementary documents, for

Table 1. Mean per skill at the beginning (T1), and Cronbach’s alpha after factor analysis.
Description Mean SD Min. Max. Cronbach’s alpha Skewness Kurtosis

Self-knowledge C1/9 6.578 0.968 1.20 9.00 0.738 −0.684 1.895
Ability to obtain and use information C2a/9 6.428 1.067 1.00 9.00 0.814 −0.751 1.893
Ability to manage the environment C2b/9 6.442 1.132 1.50 8.75 0.761 −0.806 1.220
Ability to communicate effectively C3a/9 6.308 1.282 1.33 9.00 0.814 −0.585 0.559
Ability to listen and share C3b/9 7.017 1.031 2.17 9.00 0.855 −0.908 2.015
Ability to express orally C4a/9 5.882 1.251 1.33 9.00 0.864 −0.462 0.256
Ability to express in written form C4b/9 6.410 1.209 2.40 9.00 0.879 −0.622 0.310
Ability to manage time and activity C5/9 6.757 1.152 1.00 9.00 0.873 −1.145 2.625
Ability to manage a project C6a/9 6.319 1.121 1.60 8.80 0.878 −0.539 0.629
Ability to manage work C6b/9 6.531 1.208 2.67 9.00 0.674 −0.360 −0.257
Ability to act effectively in a team C7/9 6.963 1.010 2.67 9.00 0.922 −0.698 1.126
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example, a full cost calculation after the first session, a dashboard project after the fourth
session, and a cash-flow budget for the fifth and sixth sessions.

After each decision, the instructors input all of the parameters chosen by the teams into
the business simulation software. The process was done in the presence of the team
members in order to avoid material errors or strategy errors that could dramatically pena-
lise the students. The software application simulated the market and provided results for
each team: balance sheet, income statement, production status, and human resources
aspects.

After each session, the teams had a limited amount of time to analyse their results and
those of the other teams in order to prepare the next consensual decision (C2b: Ability to
manage the environment; C6b: Ability to manage work; C7: Ability to act effectively in
a team; and C5: Ability to manage time and activity). This stage, involving negotiation
and decision-making in each team, helped develop teamwork skills (C3b: Ability to listen
and share; C1: Self-knowledge; and C7: Ability to act effectively in a team). The role of
the instructors was very important. Beside inputting the information into the software and
providing the results, they remained available during the simulation to answer all kinds of
questions from the students. They also provided small workshops on the technical issues
in the simulation (full cost, dashboards, cash-flow budgets). Moreover, they played the role
of bankers in accepting or refusing loans, and they could act upon various parameters of
the business simulation software (market demand, price index, strikes or production
breakdowns, etc.) in order to adapt the dynamics of the simulation to the dynamics of
the teams involved. The teams and their members needed to react in due time and to
adapt to uncertainty conditions and crisis situations (C2b: Ability to understand and
to adapt to the environment; C5: Ability to manage time and activity).

The instructors had to provide feedback and debrief each team after each session based
on the documents produced by each team as well as on direct observation of their work.
These observations were recorded on specific forms, and they allowed the instructors to
identify and analyse the students’ teamwork skills. If needed, constructive discussions
lead by the instructors helped solve conflicts and improve the functioning of the team.

The last half-day was used for students’ presentations of their management reports
(both written and oral presentations) to the instructors and the other teams (C3a:
Ability to communicate effectively; C4A: Ability to express orally; C4b: Ability to
express in written form). After each of the 20-minute presentations, the students and
instructors discussed the results and choice of policies as well as each team’s perception
of the simulated environment. This final debate was very important, as it allowed for
analysis that took into account the various backgrounds of the participants (different cul-
tures, different professional experiences, etc.). If the financial objectives proved to be easy
to reach, the way in which each team and each student dealt with risk, customers, and
human resources issues was different and challenged the concluding debate.

The grades awarded to each participant were based half on the global results of the team
(from a financial, marketing, production management, and human resources management
perspective, but also based on punctuality in providing the documents, the quality of these
documents, and the quality of the teamwork as observed and recorded by instructors in
the specific form), and half on the individual performance of each student, based on obser-
vations recorded by the instructors in the specific form and on the oral presentations at the
end of the simulation.
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The questionnaire

The skills evaluation questionnaire was based on the questionnaire used in Barth and Gén-
iaux’s (2010) study in which several items validated each of the seven soft skills (C1: Self-
knowledge [5 items]; C2: Ability to understand and to adapt to the environment [9 items];
C3: Communication skills [10 items]; C4: Ability to express yourself [12 items]; C5: Ability
to manage time and activity [5 items]; C6: Entrepreneurial skills [10 items]; and C7:
Ability to act effectively in a team [9 items]). The Barth and Géniaux (2010) questionnaire
appears to reflect many of the soft skills required by the accounting profession, employers,
European education systems (Bologna process), and accreditation associations in edu-
cation (AACSB), as shown in the literature review.

The simulation and questionnaire were delivered in French in most of the locations and in
English in others, depending on the language spoken by the students. A professional translator
translated the questionnaire from French to English, and a different professional translator
was consulted to validate the translation. Finally, a bilingual instructor teaching in the business
simulation was asked to double-check the translation. Appendix 1 presents the English version
of the instrument. The answers were rated using a nine-point Likert scale instead of the four-
point scale used in Barth and Géniaux (2010), thus allowing for more variability in the stu-
dents’ answers and ensuring more precision in the measurement of concepts.

Sample and data collection method

The study was conducted over a two-year period and involved teams of students partici-
pating in business simulations. The sample is made up of 392 students enrolled in a
business simulation course as part of their curriculum at a business school or university
in France or Morocco. Most of the students were involved in graduate studies, and in
one location, they were at the undergraduate level. Most of the students were females
(52.3%, or 205/392), and their average age was slightly over 24 (standard deviation
[SD] = 4.378). Only 47.2% had professional experience exceeding one year. Most were
of French origin (58.2%, or 228/392), while the rest were from other parts of Europe
(1%, 4/392), Africa (35.7%, or 140/392), and Asia (5.1%, or 20/392).

The students were asked to rate all of the above-mentioned items, once at the beginning
of the course (T1) and then again at the end (T2). Note that, contrary to Barth and
Géniaux (2010), the students did not have access to their T1 answers when asked to com-
plete the questionnaire at T2. The difference between T2 and T1 thus indicated the level of
improvement for each skill. Each questionnaire at T1 already had a code number assigned
to it, and they were randomly distributed in class. One student (usually the student del-
egate) kept the list of students and corresponding codes from T1. The student delegate
provided the same codes to his or her colleagues at T2, allowing us to match the question-
naires while ensuring anonymity. The list was then destroyed, and this procedure ensured
total anonymity and freedom in filling in the questionnaires.

Other study data

As explained in the literature review, the questionnaire also collected data on gender, pro-
fessional experience of more than one year, and ethno-cultural origin. Professional
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experience is integrated as a dichotomous categorical variable. Respondents were asked
whether they had professional experience in excess of one year. Responses on ethno-cul-
tural origin were grouped according to continent.

Construct validity of questionnaire variables

The questionnaire was designed to measure the acquisition of soft skills. Based on the
answers received at the beginning of the simulation (T1), a factor analysis using the
principal component method with varimax rotation was performed for each item relat-
ing to the seven skills evaluated. Factors with initial eigenvalues greater than 1 (Tabach-
nick & Fidell, 1989) were considered to determine the number of factors to extract
relating to each skill. Following the factor analyses for the seven skills, there are 11
factors; therefore, four skills were split into two components. Items selection is based
on each of two criteria: (1) Watson et al.’s (1995) criterion of variables that load
higher than 0.3 in the rotated factor matrix, and (2) values based on Bedford’s (1997)
criterion of variables that load higher than 0.3 and where the primary loading is
more than 0.2 greater than any cross-loading. This selection of the items is presented
in Appendix 2.

After factor analysis, each of the 11 skills showed a Cronbach’s alpha greater than
0.674 (Table 1). ‘Self-knowledge’ (C1), ‘Ability to manage time and activity’ (C5),
and ‘Ability to act effectively in a team’ (C7) were not modified. Factor analysis of
‘Ability to understand and to adapt to the environment’ (C2) indicated that this con-
struct generated two factors. This skill was split into two more specific skills: ‘Ability to
obtain and use information’ (C2a), and ‘Ability to manage the environment’ (C2b). In
the same way, ‘Communication skills’ (C3) were divided into ‘Ability to communicate
effectively’ (C3a) and ‘Ability to listen and share’ (C3b). ‘Ability to express yourself’
(C4) was split into ‘Ability to express orally’ (C4a) and ‘Ability to express in written
form’ (C4b). Finally, ‘Entrepreneurial skills’ (C6) was split into ‘Ability to manage a
project’ (C6a) and ‘Ability to manage work’ (C6b).

For each of the 11 soft skills, the total score for the skill corresponds to the mean of the
responses on the items that it encompasses. According to the decision rules (Jarvis,
MacKenzie, & Podsakoff, 2003) for determining the type of construct developed for
each skill, as established in the Barth and Géniaux (2010) questionnaire, the construct
is reflective. In this type of latent construct, the indicators are intended to represent the
influence of the underlying latent construct, and as such, the direction of causality is
thus assumed to flow from the construct to its indicators. Since the construct represents
the common cause shared by all of the indicators, these must be significantly and positively
correlated, and any variation in the construct must be reflected in the variation of all of the
items on the rating scale (Bollen & Lennox, 1991). Rossiter (2002) clarified the procedure
for scale development and recommended using the mean indicator in the case of a reflec-
tive construct rather than adding them all together.

Data processing method and analysis

Since each of the 11 soft skills is relevant and different in its own way, mean comparisons
between T1 and T2 for each skill were analysed to determine the impact of the simulation.
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Results and discussion

On several occasions, a student left out one of the items listed under a skill. To take this
into account, the missing data were replaced using the mean of the other items relating to
that particular skill. Since the skills on the questionnaire are reflective constructs, and
given that they are evaluated by using the mean of the items they encompass, this pro-
cedure seems highly appropriate.

Table 2 sets out the means obtained at T1 and T2, the degree of improvement, as well as
the significance level for the mean comparisons (t-test for paired samples) for each of the
11 soft skills.

Even though the simulation lasted only six half-days, all 11 of the skills that were
measured increased. The most significant improvements were noted for ‘Ability to
express orally’ (C4a), ‘Ability to manage a project’ (C6a), and ‘Ability to manage the
environment’ (C2b).

Mean comparisons made between the end (T2) and the beginning (T1) of the simu-
lation for each skill show a significant improvement (p < .001). It thus seems that the simu-
lation enabled the participants to improve their 11 skills. Mean comparisons were also
made to test learning differences in relation to gender, professional experience, and
ethno-cultural origin. These results are presented in Table 3.

There does not seem to be a significant difference between males and females in terms
of their improvement in all of the skills. We partially confirm the findings of Stainbank
(2010), as we could not confirm a meaningful gender impact. This is consistent with
some studies that did not find any gender impact on performance in accounting
courses (Gammie et al., 2003; Jackling & Anderson, 1998; Keff & Roush, 1997). Moreover,
the lack of gender difference in our study can also be caused by personality differences and
heterogeneity within each female and male student group. Fallan and Opstad (2014)

Table 2. Mean per skill at the beginning (T1), at the end (T2), and improvement.

Description
Mean at the

beginning (SD)
Mean at the
end (SD)

Mean improvement
(SD)

Increase
%

Mean comparison
(Sig.)

Self-knowledge C1/9 6.5778
(0.969)

6.9191
(1.023)

0.3413
(0.982)

5.19 .000

Ability to obtain and
use information

C2a/9 6.4284
(1.067)

6.8740
(1.007)

0.4456
(1.188)

6.93 .000

Ability to manage
the environment

C2b/9 6.4418
(1.132)

6.9149
(1.065)

0.4731
(1.188)

7.34 .000

Ability to communicate
effectively

C3a/9 6.3081
(1.282)

6.7519
(1.203)

0.4438
(1.306)

7.04 .000

Ability to listen and
share

C3b/9 7.0168
(1.031)

7.2127
(0.974)

0.1959
(1.039)

2.79 .000

Ability to express
orally

C4a/9 5.8823
(1.251)

6.6846
(1.136)

0.8023
(1.144)

13.64 .000

Ability to express in
written form

C4b/9 6.4100
(1.209)

6.8704
(1.028)

0.4604
(1.205)

7.18 .000

Ability to manage
time and activity

C5/9 6.7564
(1.152)

7.0125
(0.998)

0.2561
(1.212)

3.79 .000

Ability to manage a
project

C6a/9 6.3188
(1.121)

6.8821
(1.005)

0.5633
(1.144)

8.91 .000

Ability to manage
work

C6b/9 6.5309
(1.208)

6.9989
(1.126)

0.4680
(1.218)

7.17 .000

Ability to act effectively
in a team

C7/9 6.9632
(1.010)

7.2851
(1.062)

0.3219
(0.978)

4.62 .000
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Table 3. Average improvement per skill and per sub-group.

No. Self-knowledge

Understand and
adapt to the
environment

Communication
skills Express yourself Manage time and activity

Entrepreneurial
skills Act effectively in a team

(C1) (C2a) (C2b) (C3a) (C3b) (C4a) (C4b) (C5) (C6a) (C6b) (C7)

Men 187 0.3667 0.4400 0.5066 0.5246 0.2683 0.8146 0.5203 0.1941 0.5601 0.4992 0.3261
Women 205 0.3182 0.4507 0.4425 0.3700 0.1298 0.7911 0.4059 0.3127 0.5662 0.4395 0.3181
Mean testa – – – – – – – – – – –
Without exp. 207 0.2378 0.4540 0.4582 0.3736 0.1887 0.7290 0.3357 0.2024 0.5013 0.4376 0.2748
With exp. 185 0.4572 0.4362 0.4898 0.5223 0.2039 0.8843 0.6000 0.3162 0.6326 0.5020 0.3745
Mean testa ** – – – – – ** – – – –
Europe 232 0.4030 0.4249 0.4272 0.4994 0.2240 0.8370 0.4600 0.2366 0.5620 0.5194 0.3611
Africa 140 0.3088 0.5668 0.6239 0.4126 0.1994 0.8583 0.5342 0.3650 0.6122 0.4854 0.2838
Asia 20 −0.1463 −0.1625 −0.0500 −0.0167 −0.1556 −0.0083 −0.0509 −0.2800 0.2356 −0.2500 0.1333
KW testa,b ** ** * – – ** – – – ** –
Tested pairsa,c,d Eu–Af

Eu–As
Af–As

–
**
–

–
*
**

–
–
**

–
–
–

–
–
–

–
**
**

–
–
–

–
–
*

–
–
–

–
**
**

–
–
–

aNot significant; *p < .1; **p < .05; ***p < .01.
bIndependent sample Kruskal–Wallis test.
cTukey test.
dEu: Europe; Af: Africa; As: Asia
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showed that personality type affects academic performance in management accounting
more than gender does. The gender dimension may be too simple and therefore hide
the more relevant personality dimension. This represents an avenue for further research
and can explain the lack of consensus on gender impact in previous studies.

Students with professional experience exceeding one year improved more than their
colleagues with no professional experience (p < .05) in two skills: ‘Self-knowledge’ (C1)
and ‘Ability to express in written form’ (C4b). If we look at the ethno-cultural origin,
the differences are more relevant. Overall, Asian students appear to have improved less
than the other groups in various skills. Moreover, the Asian students seem to regress in
nine of the 11 skills. Table 4 sets out the means per skill obtained at the beginning (T1)
per sub-group of ethno-cultural origin to understand this phenomenon.

The results in Table 4 show that Asian students show a slightly higher average than
the other two groups of students for five skills and slightly lower for six skills, with only
one difference being significant (p ≤ .10). As we cannot identify any relevant difference
between the ethno-cultural groups in T1 (see Table 4), but we do see a difference
between groups in the average improvement (see Table 3), this suggests that Asian stu-
dents perceive business simulations as a less effective instruction method for develop-
ing soft skills. This is consistent with findings from previous research on the difficulties
of adjustment of Asian students to independent learning methods (Li et al., 2010;
Smith & Smith, 1999). We have tried to track comments in the questionnaire that
could sustain this explanation. We observed that almost none of the Chinese students
made open comments in the questionnaire (which can be interpreted as a reluctance to
provide an open opinion, even if anonymity was guaranteed). The one comment
coming from a Chinese student referred to improving technical skills, with no
mention whatsoever of soft skills: ‘I improved my knowledge and skills in strategy,
management and financial management.’ Chinese and other Asian students generally
appear to be motivated by courses that give them the preparation they need to enter
their chosen profession (Abeysekera, 2008), and studies suggest that effort, endurance,
and hard work are emphasised in the Chinese culture (Hau & Salili, 1991). However,
students whose first language is not the language of their study seem to be disadvan-
taged, as language proficiency plays a crucial role in the learning process (Wardlow,
1999), especially in acquiring skills that directly involve oral communication. Most
of the Asian students in our sample were in this situation, which was not the case
for the European and African students, who were bilingual or native speakers of the
language of instruction in the vast majority of the cases. Moreover, Asian students
seem to have difficulties adjusting to an educational environment that is more charac-
terised by independent learning and less by instructor supervision and guidance (Li
et al., 2010; Smith & Smith, 1999), and they can be less keen to participate in group
discussions or debate in class. They might therefore feel disadvantaged by active learn-
ing methods that mostly rely on such activities.

Analysis of additional qualitative data from students’ comments

The questionnaire provided a section for students to comment on their learning experi-
ence. These comments helped us further understand the benefits of business simulations
as based on students’ views.
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Table 4. Mean per skill at the beginning (T1) and per sub-group of ethno-cultural origin.

No. Self-knowledge

Understand and
adapt to the
environment

Communication
skills Express yourself Manage time and activity

Entrepreneurial
skills Act effectively in a team

(C1) (C2a) (C2b) (C3a) (C3b) (C4a) (C4b) (C5) (C6a) (C6b) (C7)

Europe 232 6.5509 6.4450 6.4903 6.3513 7.0035 5.9102 6.4307 6.8384 6.3669 6.4900 6.9976
Africa 140 6.6369 6.4121 6.3442 6.2614 7.0827 5.8002 6.3983 6.6029 6.2524 6.5770 6.9740
Asia 20 6.4762 6.3500 6.5625 6.1333 6.7093 6.1333 6.2509 6.8800 6.2267 6.6833 6.4889
KW testa,b – – – – – – – – – – *
Tested pairsa,c,d Eu–Af

Eu–As
Af–As

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
–
–

–
*
–

aNot significant; *p < .1; **p < .05; ***p < .01.
bIndependent sample Kruskal–Wallis test.
cTukey test.
dEu: Europe; Af: Africa; As: Asia.
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For instance, the students highly valued teamwork and real-life situations. According to
experiential learning theories, subjects are comfortable with learning from real cases.
Meaning is constructed based on interactions with other team members and other
actors from the virtual environment, including instructors, who are perceived as
members of the same learning community.

It’s good teamwork experience for me. And I can also use my knowledge in actual cases.
Since I’m used to working alone, I found working with a team a stimulating and rewarding
experience.
Good relationship with the team; cohesive team. Stressful, but interesting game. Schedule too
intense.
Business simulations are generally perceived as an enjoyable way to learn.
You learn a lot – techniques, finance, marketing, teamwork – and have fun at the same time.
Very interesting and instructive: a fun way to learn in the classroom.
These activities may be enjoyable, but they also bring their share of the conflict and frustra-
tion that are common in such learning activities.
Honestly, I’m very satisfied with this game. It was helpful and provided a lot of information.
It helped establish a friendly atmosphere with the other students in the class and we learned
how to manage conflicts and exchange ideas with the team members asked to perform the
engagement.
It wasn’t easy working with people with different backgrounds, ages, experiences and person-
alities, but in the end, we found our own pace and set group objectives to meet the
requirements.
I also noticed that the other members of my team didn’t always take me seriously.

Business simulations and other active learning techniques are specifically designed to
create socio-cognitive conflicts in order to allow for a mediated solution and promote
the development of social and interpersonal skills (Buchs, Darnon, Quiamzade, Mugny,
& Butera, 2008). This experience teaches students how to deal with similar situations
such as collective decision-making. They learn how to handle criticism and how to nego-
tiate and defend their views.

Being able to fit in with the group. Knowing how to present your ideas and defend them to
share them with the group.
Learning how to accept criticism.

Learning from errors is another specific learning mechanism inherent in business simu-
lations. The errors are perceived as part of the learning process and not especially
related to the assessment. In this case, the instructor’s role is important, both in creating
a climate of confidence and in helping students transform a potentially frustrating experi-
ence into a learning activity.

I found this game very rewarding. Even though our group made a lot of mistakes, we learned
a lot too. Now that we understand these mistakes, we won’t repeat them.
A better understanding of the management world. In fact, nothing beats a simulation. It’s
easier to see where you’re going wrong.

Among other things, simulations promote team learning and sharing/passing knowledge
with/to colleagues. This is one of the merits of cooperative learning; it is rewarding for
those who explain it as well as for those who listen to it.

It’s a really interesting game. It’s the first time that I totally fit in with my team. I could
express myself and the others listened. That made me happy and I made progress.

ACCOUNTING EDUCATION 383



I was lucky enough to be in a team that I appreciated and that shared their experiences with
me. I developed my practical skills, particularly in finance and accounting.

Business simulations facilitate enhanced self-knowledge and self-assessment because they
allow the students to make mistakes on their own or as part of a group and then to under-
stand and learn from these mistakes. Some of the comments pointed out that business
simulations allowed the students to more effectively assess their level of knowledge and
skills at the end of the game. Further research could be carried out to test this potential
benefit of business simulations.

After the simulation was over, I realised I had overestimated my potential knowledge/know-
how in a couple of areas.
I thought I knew everything about the organisation’s accounting, but it turned out I had a lot
to learn.
It’s true that the work was very stressful, but it taught me to understand my strengths and
weaknesses.
The training highlighted the gaps in my knowledge.
During the training over the last three days, I discovered a number of weaknesses in certain
areas that I need to work on ASAP (finances/investment/management).
The game was really helpful in technical terms and in making me aware of the skills and
reflexes required in planning to create a business.
A few comments also addressed the limitations of the business simulation and mentioned
some negative points.
This simulation taught us a lot about the different issues it raised, but it was mainly a self-
learning activity and lacked structure.

Some of the students expressed the need for a theoretical review before the course as well
as more technical briefing. Criticisms were mainly aimed at the difficulty of dealing with
new learning techniques, which requires preparation and a certain learning culture that is
not equally developed in all groups. The instructor’s role in such groups needs to be
explained and acknowledged. Unlike the traditional instructor’s role, in a business simu-
lation, the instructor has to select the relevant information to pass on, solve conflicts, and
help the teams to solve crises. How the game is designed, prepared, and applied enables the
creation of active learning contexts and helps the students to improve their skills through
being placed in ‘real’ situations. Analysing the comments provided us with a better under-
standing of the specific learning contexts under study.

Conclusions and implications

The factors that affect the academic performance of accounting students have attracted
significant research interest in the last 30 years. Many of these studies focused on pro-
grammes in the USA or English-speaking countries. We focused our research in
French-speaking countries and contexts (business schools and universities in France
and Morocco), with results that partly confirm the conclusions of previous research.

Our study shows that in general, business simulations benefit male and female students
from various ethnic and cultural backgrounds, irrespective of whether or not they have
any previous professional experience. One explanation for this general conclusion is
based on the democratic, liberal, and egalitarian foundations of active learning. Business
simulations actively engage all subjects in learning activities with mediation from instruc-
tors; therefore, with proper guidance and feedback during the simulation, this learning
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experience proved to be beneficial to all participants. However, a qualitative analysis of the
students’ comments revealed conflicts and frustrations in the learning process. Nonethe-
less, the general objective of the business simulations was understood and appreciated
independent of the technical outcomes of the game or failures in interpersonal
relationships.

The study’s conclusions confirm that business simulations contribute to the develop-
ment of all 11 soft skills under analysis. They also indicate that overall, factors like
gender and professional experience have no significant influence on the results, which
is an interesting outcome when compared to previous research. In some cases, significant
differences were observed between Asians and other groups of students (Europeans and
Africans), for instance, the ability to express orally, self-knowledge, the ability to obtain
and use information, the ability to manage the environment, and the ability to manage
work. Few studies have examined the connection between business simulations and the
development of soft skills under the impact of cultural background. The fact that the
Asian students perceived business simulations as less beneficial may also be related to
factors such as language difficulties, cultural adaptation, different learning habits, etc.
The literature acknowledges that Asian students prefer more abstract and reflective learn-
ing techniques (Auyeung & Sands, 1996). However, Kember (2000) argued that this
abstract learning style is due to factors other than Asian culture and societal factors,
like for instance academics’ assumptions on learning styles. Moreover, for the majority
of the Asian students who participated in the present research, this was their first experi-
ence with active and collaborative learning. Rajaram and Collins (2013) explored various
instructional techniques that could bridge the cultural gap for Chinese students in cultu-
rally dislocated study environments. We join them in their conclusion that even if these
students prefer rote learning styles, due to their previous exposure, these might not be
the most adapted for their training in new educational environments. Further research
is necessary in order to find culturally adapted instruction methods for developing soft
skills in these groups. We therefore intend to develop a study based on Hofstede’s cultural
dimensions and their impact on acquiring soft skills through business simulations.

One of the limitations of the research is that the students were informed of the study,
which certainly biased their evaluation. However, a number of elements were introduced
to minimise this problem. First, total anonymity ensured them considerable freedom.
They also recorded their answers at the end of the simulation without having access to
their answers at the beginning. Lastly, since all of the students were required to fill in
the questionnaires, it may be assumed that both satisfied and dissatisfied students sub-
mitted their evaluation of their soft skills improvement. A second related limitation is sub-
jectivity, enhanced by the fact that students had to fill in the second questionnaire
immediately after the end of the simulation. We can assume a post-task euphoria effect,
as well as in some cases, frustration related to not achieving the task or having to deal
with conflicts in the group work. We preferred to look at perception immediately at the
end of the simulation, as the students were involved in intensive modules and internships
that would have made a different data collection method more difficult to apply. More-
over, using other evaluation tools to measure the acquisition of soft skills more objectively,
through performance achievement, prove also to be problematic.

A last limitation, in our view, is that there were only 20 Asian students in our sample,
thereby limiting the validity of the comparisons with this group. However, this number is
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not unusual in the French-speaking context. We acknowledge that the findings for this
group might not be generalisable to Anglo-Saxon contexts, even if they are most often con-
sistent with the previous literature. However, the findings of our study are relevant for
accounting education when referring to international students studying in new education
environments. This represents a new research avenue for international education.

Our research adds empirical evidence to previous studies on the impact of business
simulations on developing soft skills. This study can be further developed, and we
would like to recommend some directions for future research. As pointed out before,
more detailed studies of the cultural dimensions would shed light on the adaptability
and usefulness of business simulations for particular ethno-cultural groups. Also, the
specific features of the business simulation used in our research were less explored in pre-
vious literature (intensive module over six half-days, blending active learning with teach-
ing workshops, simulations with group work). It would be interesting to explore these
features further in other studies (active learning methods for intensive modules, relevance
of time for reflection, effectiveness of group versus individual simulation, effects on meta-
cognition, etc.).

The benefits of tailoring these instruction modes for a variety of students and situations
call for more research on the role of the instructor before, during, and after the simulation.
The role of instructors in active learning becomes mainly that of a mediator or facilitator,
requiring a better understanding of the students (Heuillet, 2002), and their personalities
(Fallan & Opstad, 2014). Presenting new empirical evidence will contribute to this
ongoing debate on active learning in accounting education, and will help instructors to
avoid some of the pitfalls of these new instruction models.
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Appendix 2: Factor analysis (FA)

Initial soft skill
% of

variance Components Items
Item

loading

C1: Self-knowledge 48.95% C1: Self-knowledge • Self-assessment, identifying your strengths and weaknesses (capacity for critical analysis) 0.708
• Determining and selecting areas for improvement 0.759
• Identifying your professional goals 0.723
• Assessing your commitment to the game and the teamwork 0.64
• Being realistic (defining and managing your ambitions, following objectives, endurance,
perseverance)

0.662

C2: Ability to understand and to
adapt to the environment

58.86% C2a: Ability to obtain and
use information

• Identifying sources of information 0.767
• Organising information for future use 0.802
• Validating the information gathered and developing critical thinking 0.777
• Using the information gathered 0.733

C2b: Ability to manage the
environment

• Integrating into the context 0.655
• Adapting to changing conditions 0.748
• Performing missions in various fields 0.744
• Managing uncertainty, the unexpected 0.777

C3: Communication skills 62.67% C3a: Ability to
communicate effectively

• Transmitting a message: clear, structured, efficient 0.601
• Transmitting a message: convincing, persuading 0.912
• Transmitting a message: influencing 0.893

C3b: Ability to listen and
share

• Receiving a message: listening 0.78
• Receiving a message: understanding others, adapting 0.83
• Creating an exchange: ‘feeling’ the exchange (signs, attitudes, non-verbal communication) 0.644
• Creating an exchange: showing responsiveness 0.737
• Creating an exchange: maintaining positive relations with others 0.67
• Creating an exchange: adapting to differences (considering the diversity of behaviours, beliefs,
cultural references)

0.715

C4: Ability to express yourself 62.02% C4a: Ability to express
orally

• Speaking: adapting to the public, organising your thoughts, your speech 0.817
• Speaking: time management 0.653
• Speaking: expressing yourself dynamically 0.821
• Speaking: using non-verbal communication 0.775
• Speaking: using your voice (intonation, rhythm, volume) 0.81
• Speaking: controlling your emotions 0.62

C4b: Ability to express in
written form

• Writing: summarising in writing (a meeting, a thought, a project) 0.785
• Writing: structuring the written text (introducing, concluding, organising ideas) 0.813
• Writing: formatting (readability, titles, punctuation, etc.) 0.795
• Writing: adapting the text to the assigned context 0.843
• Writing: mastering the various forms of writing (draft, professional letter, report) 0.735
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C5: Ability to manage time and
activity

66.56% • Setting and achieving goals 0.794
• Identifying and implementing priorities 0.834
• Organising time, making a schedule 0.839
• Delivering on commitments (appointments, documents) 0.768
• Organising activities, etc. 0.842

C6: Entrepreneurial skills 62.77% C6a: Ability to manage a
project

• Initiating and leading a project to completion 0.789
• Anticipating actions, steps, difficulties 0.812
• Implementing, verifying, and readjusting actions 0.818
• Finding and verifying the information, developing critical thinking 0.69
• Presenting and organising information 0.736

C6b: Ability to manage
work

• Developing work capacity 0.566
• Stress management 0.779
• Taking chances, making proposals 0.795

C7: Ability to act effectively in a
team

63.17% • Finding your place within the team: successfully asserting yourself within the team, reaching out
to the others

0.728

• Finding your place within the team: integrating the team 0.809
• Finding your place within the team: communicating with other team members, exchanging and
sharing information

0.852

• Finding your place within the team: participating in the teamwork (performing your work,
bringing ideas, contributing to the organisation and formalisation of work)

0.86

• Getting involved in the team’s work and activities: adhering to the team’s projects and efforts 0.844
• Getting involved in the team’s work and activities: student’s cooperative and constructive spirit
within the team, commitment to succeed

0.831

• Getting involved in the team’s work and activities: ability to keep the course in terms of time and
tasks (meeting objectives, endurance, reliability, fatigue management, stress management)

0.673

• Getting involved in the team’s work and activities: ability to constantly participate in all activities 0.757
• Getting involved in the team’s work and activities: ability to comply with commitments made to
the team and the schedule

0.779
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