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Abstract. In the following article, we will sketch the theoretical foundations 
and give a general description of the multiperspective expert workshop (MEW) 
concept as a framework for in-service teacher trainings. We will specify the 
concept in the context of a mentorship qualification programme for teachers, 
which constitutes a particularly interesting case for the MEW framework due 
to the ‘double orientation’ that is required from teachers participating in the 
training. This means that in-service teachers act as critical professionals who 
reflect on their own teaching practice and expertise, in addition to being men-
tors for pre-service teachers, and thus in charge of enabling their mentees to 
learn from that practice and expertise. In this paper, we moreover present first 
results from a pilot workshop conducted as part of the mentorship qualifica-
tion programme, and draw preliminary conclusions from these results.

Keywords. teacher training, teacher as expert, multiperspective expert work-
shop, mentoring

Multiperspektivische Expertenworkshops als ein Rahmungsformat für
berufsbegleitendeLehrerweiterbildungen

Zusammenfassung. Dieser Beitrag skizziert die theoretische Basis und liefert 
eine allgemeine Beschreibung der Multiperspektivischen Expertenworkshops 
als Rahmungsformat für die berufsbegleitende Lehrer:innenweiterbildung. Die 
Konzeption wird am Beispiel einer Mentor:innenqualifizierungsmaßnahme 
konkretisiert, was insbesondere mit Blick auf die geforderte „doppelte Orien-
tierung“ der teilnehmenden Lehrpersonen von Interesse ist: Zum einen reflek-
tieren sie ihre eigene berufliche Praxis und Expertise kritisch, zum anderen 
lernen sie sich als Mentor:innen für Lehramtsstudierende zu verstehen, deren 

Eva Müller-Hill und Jessica Feiertag

MultiperspectiveExpertWorkshopsasa
FrameworkforIn-ServiceTeacherTrainings

Eva Müller-Hill und Jessica Feiertag (2022). Multiperspective 
Expert Workshops as a Framework for In-Service Teacher 
Trainings. In: heiEDUCATION Journal 8 | 2022, S. 265–285
https://doi.org/10.17885/heiup.heied.2022.8.24642

https://doi.org/10.17885/heiup.heied.2022.8.24642


Eva Müller-Hill und Jessica Feiertag

266 heiEDUCATION Journal 8 | 2022

berufliche Praxis und Expertise gerade als Vorbild für die Mentees dienen soll.  
Der Beitrag umfasst Ergebnisse eines Pilotworkshops im Rahmen der Men-
tor:innenqualifizierung und bietet erste Schlussfolgerungen aus diesen Ergeb-
nissen mit Blick auf das Rahmungsformat an.

Schlüsselwörter. Fort- und Weiterbildung von Lehrkräften, Lehrer als Experte, 
multiperspektivischer Expertenworkshop, Mentoring

1	 	Introduction

Several studies identify obstacles to an effectiveprofessional developmentof
in-service teachers. Besides organisational or logistical obstacles, e.g., lack of
time,thereisanimportanttypeofobstaclesthatconcernthepersonalcommit-
mentofteachers:

Thedevelopmentofapersonalcommitment turnedout tobe important
factor[sic]inthegrowthprocesscontinuingoverdifficultperiodsofuncer-
tainty due to conflicting values and practices. Committed teacherswere
abletotoleratetheseambiguitiesandtocarryon,thusresistingtheten-
dencytoreturntofamiliarpracticesortowithdrawfromactiveparticipa-
tion.(Järvinenetal.1995,p.131)

Inthecontextofteachertrainings,whichposeonepossibilityoflearningactivi-
tiesforin-serviceteachers,therearetwoobstaclesthatcanbesubsumedunder
the category of personal commitment. First, in-service teachers’ feeling that
theirownteachingexpertisewillnotbetakenseriouslyenough;second,alow
impactestimationregardingtheirindividualteachingpractice(cf.,e.g.,Guskey
2002; Jäger and Bodensohn 2007). Hence, important strategies for designing
effectivein-serviceteachertrainingsare:takingintoaccounteachparticipant’s
practicalknowledge,experiencesandperspective,payingattentiontoindividual
situationalconstraintsandteachingpractices,andgivingparticipatingteachers
the chance to construct operative knowledge in order to develop their teaching 
practiceeffectivelyandsustainably.

Ourarticleisnoworganizedasfollows:Insection2,wefocusonkeyconditions
for strengthening the commitment of participant teachers. In section 3, we
brieflyexplicatethetheoretical foundationsandprovideageneraldescription
ofmultiperspectiveexpertworkshops(MEW).Weshowinhowfarthisparticu-
larframeworkfor in-serviceteachertrainingstakestheteachers’self-imageas
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expertsasastartingpoint,which is identifiedasakeycondition forengaging
participantteachersinsection2.Weillustratetheconceptfortheworkshopin
thecontextofamentorshipqualificationprogrammeforteachersinsection4,
andpresentfirstresultsfromapilotworkshopcarriedoutbytheauthorsofthis
paperattheUniversityofRostockinthewinterterm2017/18.Thearticlefinishes
insection5withtwospotlightobservationsfromthepilotphasethat indicate
issuesforfurtherdevelopment.

2	 	Key	Conditions	for	Individual	Professionalization	through	
In-Service Teacher Trainings as a Motivation for the MEW-
Design

Besides a balanced relation between und reasonable interplay of theory and
practice, Day (1999) addresses teachers’ expectations concerning in-service
teacher trainings. In this regard,we highlight three important needs that the
trainingshavetomeetasaconditionforthesuccessofindividualprofessional-
ization:

(1) Contentneeds:increasingknowledge/awareness,reinforcingandreassuring
currentthinkingwhilealsoencouragingparticipantstoseeissuesfromdif-
ferent perspectives.

(2) Utilization needs: providing direct curriculum development benefits and
applicabilitytoclassroompractice.

(3) Process needs: presenting a balance of activities which are well-structured 
and involve working with colleagues and sharing experience. (Day 1999,
p.147–148)

Aswewillargue,interviewdatafromanexplorativequalitativeinterviewstudy
thatwasconductedbythesecondauthorwithparticipants(n=4)fromthepilot
workshop in 2017/18, indicates that another determining factor for individual
professionalizationprocessesinteachertrainingsmaybeateacher’sself-image
asanexpert.Inlinewiththis,wetakethefollowingrequirementasanadditional
key condition for successful professionalizationwithin and through in-service
teacher trainings:

Explicating and considering the self-image of participant teachers as experts
through
– situatedness,
– reflectiveness,
– discursiveness.
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Weelaboratethesepointsinthefollowing.Inparticular,weuseconcretequota-
tionsfromtheinterviewstoillustratedifferentaspectsabouttheself-imageof
theteachersasexperts(unlessstatedotherwise,theword‘expert’isusedhere
inapre-theoretical,everydaywayofspeaking).Thequotationsaretakenfrom
interviews with in-service mathematics teachers in secondary education (at
threedifferent‘Gymnasium’-levelschoolsinMecklenburg-Vorpommern),includ-
ingbothmaleandfemaleteachersrangingfromlessthan5yearstomorethan
30yearsinservice.Inthefollowing,wewillusetheabbreviationsT2,T3andT4
torefertothreeteacherswhosestatementsarequotedhereasrepresentativeof
thelargergroup.Oneaspectconfirmedbythedataisthatteachersappeartobe
keenlyawareofcontentneeds,utilizationneeds,andprocessneedsinthesense
ofDay(1999).Thisemphasizesapointalreadymade,e.g.,byRösken(2009)asa
keyconditionforsuccessfulteachertrainings:“Oncemore,theemphasisison
honoring thepotentialof teacherssince theyare theexperts for their specific
learning“(p.72).Astheinterviewsshow,teachersL2andL3feelstronglyabout
contentsthattheyconceiveasvaluableandrelevanttosatisfytheseneeds:1

L2:Lately, I realizedthat it ispossibletodraw3DinGeoGebra. […]AndI
hadno ideahowthatworks.Andsowesupposedtohaveaprofessional
trainingonthat.Andwereallyhadthattraining,becauseforteaching–it’s
agreatprogram,itgetsquicklyinstalled,anditishelpfultofosterstudent’s
imagination.
L3:Often, teacher trainingsareoffered rather sparsely,anddonot really
relatetothetopicswehavetoteachinclass.Wewouldliketoemployan
expertteachertrainerexclusivelyforourmathematicsteachers[…].
L3:TherearetrainingswhereIwouldsay“Ipickedupalot“.Andthereare
trainingswhereIsay:“Okay,thiswasinawayinteresting,butIalreadyfor-
gotaboutit.”DependsonwhetherIactuallyneededthetopic,orwhetherit
wasjustsomegeneralissue.

Inthesameway,L3seemstoconsiderherselfasanexpertfor“normalclassroom
practice”and“standardteachingcontents”:

I(nterviewer): Are there professional trainings that you would judge as
being superfluous? 
L3:Yes, thosewhichstart fromzero.Youshouldalwaysassume thatcol-
leaguesalreadyhavesomebasicknowledge.Andtherearethose[trainings]
whichfocustoomuchontheory.Whentheydonotrelatetopractice.[…]

1 Thequotesare literal transcriptions fromspokenGerman.Toavoid toomuchbias, they
havebeentranslatedmoreorlesswordbywordintoEnglish.
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Andthosewhichdonotrelatetoschool.So(.) Idon’tneedatrainingon,
say,functionsorsomething.Thisisschoolstuff,actuallyit’salreadythere.

Inparticular, thesequotationsare inaccordancewithsome facetsofwhatwe
knowwell fromstudies fromother fieldsofexpertise, suchasclinicalnursing
practice(cf.,e.g.,Benner1984;Daley1999),whichsimilarlycontrastexpert learn-
ing with novice learning:

Experts solidly grounded their learning in the needs of their clients and
thecontextoftheirpractice.Experts indicatedthatthey“hadablueprint
intheirmind”ofwhattheirclientneededandwouldmakesuretheyhad
the informationneededtomeet thoseneeds.Expertsalso indicatedthat
theywouldactivelylearnnewinformationbecause“thatiswhatIneedto
knowtoworkhere”.Expertsviewedformallearningopportunitiesas“back-
groundmaterial”andfeltthatitwas“beinginthepracticethatmattered”.
[…]Expertsindicatedthattheywouldgo“searchingthemselves”forwhat
theyneededtolearn.(Daley1999,p.140)

However,other interviewpassagesgivehints that theself-imageand learning
processes of teachers differ from, or are at least ambiguous with respect to,
expertlearningasconceptualized,e.g.,byDaley(1999):L2andL4appeartobe
ratherpassiveinthesensethattheywouldliketo“consume“informationand
hints (such as a selectionof good introductions andmotivations for students
[L4])and“getinstructedhowtoapplytheminclass”(L2).

L2: Iwould really like to hear something about these issuesmore often.
Iwould liketoreceivemoredirect instructiononhowonecanapplythis
properlyinclass.
I:Whataretheissuesateachertrainingshoulddealwithtodrawyourinter-
est?
L4:Mhhhfindingnewapproaches,differentaccessforstudents.[…]some
niceintroductions,somegoodapproachestomotivation.

L3’sreportpointstoasimilardirection:inthesensethatitisonethingtopickup
contentandhintsduringatrainingunit,butanotherthingtodecidelater,during
teachingpractice,ifandhowthesecanbeusedornot.

L3: “Sometimes[…]so, Ihadthistrainingfordifficultstudentstodealwith–
ehm–thiswasaninterestingtraining,butIreallycannotimplementthisinmy
ownteaching.“
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In contrast to these findings, according to the analysis of Daley (1999) expert
learningprocessesare,usuallycharacterisedbyahighlyself-dependent,“very
active role [of the professional] in seeking out the information she needed”
(p.140),whereprogressionismadethroughactiveknowledgeconstructionby
the learning individual via dialogue and sharing:

[Experts]primarilylearnedthroughaprocessofdialogueandsharing,going
to“thepersonwiththebest information”[…]andthentheywould“toss
aroundideas”or“listentowhatthatpersonknew”.[…]Expertsdescribes
their learningassimilar toconstructivist learningprocesses,demonstrat-
ing an active creation of their own knowledge base by seeking out and
assimilating information into their current knowledgebase. Thisprocess
thenchangedthecharacterandmeaningofboththenewinformationand
the previous experience because the expert would derive a deeper level of 
meaning and understanding in the process. […] [E]xperts indicated that
they feltagreat responsibility to learnso that theycouldshare informa-
tionwithcolleagues.[…][They]learnedsothattheycouldshareandatthe
sametimelearnedwithintheprocessofsharing.(Ibid.,p.140–142)

We adhere to the approach that fostering successful individual professionaliza-
tion processes and the development of individual teaching practices through
teacher trainingsmeans to design such trainings with respect to concepts of
active and self-responsible expert learning as described above. Also Rösken
(2009)pointsout(withreferencetoKrainer1996)thatin-serviceteachertrain-
ingsthataredesignedasa learningopportunity inthespiritofpassivenovice
learning run a higher risk of failing:

[R]ather traditional in-service approaches, which are based on bringing
outsideknowledgeto the teachers,notat least faildueto the increasing
demandson schools and teaching. In order todealwith the complexity,
moreattentionshouldbegiventotheinternalknowledgealreadyexisting,
thatis,teachers’competenciesandstrengths.(Rösken2009,p.72)

Empiricallygroundedconceptsof“learningexperts“fromotherfieldsofexper-
tise(e.g.,Daley1999,assketchedabove),ortheoreticalconceptsof“teachersas
experts”inthesenseofBromme(1992,2014;seealsosect.3below)arefruitful
andwell-establishedreferencepointstothisend.However,wearguethatthese
conceptshavetobecomplementedbytheactualself-imageof(theparticipating)
teachersasexperts,andthatteachertrainingdesignsshouldtakethesedifferent
expert concepts into account in order to foster personal commitment among
the participating teachers. A properly designed teacher training in this sense
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willmakeparticipantteachersexperiencedifferentunderstandings,scopesand
limitationsofwhatitcanmeantobeanexpertandtobetreatedassuchwithin
trainingunits,which,inturn,isintendedtostimulateamongtheparticipantsa
subjectivereflectionanddiscursivenegotiationofexpertrolesandprofessional-
ization.Thisshouldbeparticularlyfruitfulregardingtrainingunitsforamentor-
shipprogramtoguidepre-serviceteachers’internshipsatschool(seesection4).
Whilebecomingprofessionalmentors for trainee teachers, in-service teachers
have to deal with a double orientation regarding their own professionalization: 
first,ascriticalprofessionalswhoreflectontheirownteachingpracticeandpro-
fessionalexpertise,and,second,asmentorsinchargeofenablingtheirmentees
tolearnfromthatpracticeandexpertise.

Ourapproachattemptstoincorporatesuchadesignintothealreadyexistingcon-
ceptofso-calledexpertworkshops.Thesearemodifiedbymeansofaniterative
alternationof situationaland reflectiveelements.Wedescribe theconceptual
backgroundofthedesignoftheseelements,aswellasthegeneralstructureof
ourresultingMEW-frameworkinthefollowingsection3.Insection4,weconcre-
tizetheseelementsandtheirimplementation,includingaspectssuchassched-
ulingandworkingmaterial,usingtheexampleofthetwopilotMEWconducted
bytheauthorsofthispaperonthegenerationanduseofmathematicalconcepts
in theschoolclassroom.TheMEWwaspartofamodularized teacher training
onpre-serviceteachers’apprenticeshipmentoringattheUniversityofRostock
within the framework of the project “LEHREN in M-V – LEHRer*innenbildung
reformierEN“(“ReformingTeacherEducationinMecklenburg-Vorpommern”).

3	 	Conceptual	and	Structural	Basics	of	the	MEW	Framework

Theso-calledexpertworkshopisawell-establishedformatinvocationaltraining
andcurriculumdevelopment(see,e.g.,Bader1995,2003;Collum1999;Kleiner
etal.2002;Norton1997;Reinholdetal.2003).Inthefollowing,wewillprovide
someinformationaboutthekeyconceptsthatourmultiperspectiveexpertwork-
shopvariantisbasedon,andhowweadaptedtheminourapproach.

3.1 ConceptualBasis,AimsandProductsoftheMEWs

A crucial concept we adopt for our workshop format is that of ‘teachers as
experts’(Bromme1992,2014).AccordingtoBromme,ateacherisanexpertifher
in-serviceworkingexperienceamountstosufficientknowledgeandproficiency
tocontributetoherstudents’learningandtomaintainherstudent’sinterestand
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motivation(formoredetails,seeibid.;Besser2014;BaumertandKunter2006).
WeagreewithBromme’sdemandforenhancingthestatusofpracticalknowl-
edge and skills in relation to theoretical knowledge inworkshops, but in the
senseofreflectingactualpracticeandpracticalknowledge(inthesenseof‘work
processknowledge’,seebelow)alsofromtheperspectiveofscientific,theoreti-
calknowledge(HäckerandRihm2005,sec.3.2.1).

Asecondconceptfromtheexpertworkshopdebatethatweuseconcerns‘pro-
fessional fieldsofaction’. Inthepedagogicaldomain,generally,aprofessional
field of action describes connected actions and processes within professional 
practice.Itcanserveasabasisfordevelopinglearningfieldsfor,e.g.,vocational
education,orprofessionaltrainings(see,e.g.,KMK(SekretariatderKultusminis-
terkonferenz2011).

For our purpose, we understand ‘fields of action’ slightly differently as com-
pound descriptions of

– intersubjectively negotiated “work process knowledge” (Boreham et al.
2002)that is immediatelynecessary inordertomanagecertainconnected
andtypicalworktasks,andthatisindividuallyacquiredthroughexperience
byeachparticipant,

– systematicallystructured,theoreticalknowledgeneededtothatsameend.

Todistinguishourunderstanding from theKMK reading,wewill use the term
‘areasofaction’inthefollowing.

Anecessaryfeatureoftheworktaskdescriptionsthatconstituteanareaofaction
is completeness regarding the relevant phases of the corresponding action
(Kleineretal.2002,p.23).Inthecaseofteachertrainings,suchphasescan,e.g.,
be ‘lesson preparation’, ‘lesson implementation’, ‘lesson reflection’. Regarding
worktasksinthecaseofmentoring,thesephasescanbeextendedto‘prelimi-
narydiscussionandplanning’,‘implementationandsupervision’,and‘feedback
andreflection’.Forthethirdconcept,‘reflectiveness’,werelyonanadaptedver-
sionofthereflectionlevelsasintroducedbySchön(1983).Theseadaptedlevels
are:

(1) Stepbackfromaconcretesituation,one’sownaction,etc.,anddescribeit
fromadistance.

(2) Identify problems and/or potentials of the described situation, course of
action,etc.
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(3) Givealternatives,approaches,possibilitiestoexhausttheidentifiedpoten-
tials/solvetheidentifiedproblems.

(4) Importexperiencesfromsimilarsituationstoassessthegivenalternatives,
approaches,etc.

Theunderlyingunderstandingof‘reflection’hereissimilartowhatHäckerand
Rihmcall“activedetachment” (“aktiveDistanzierung”,HäckerandRihm2005,
sec.1),whichdescribestheprocessofconsideringandassessingone’sactions
fromadistancewiththeaimofwideningone’sscopeofaction.Suchreflection
outcomesremainembeddedin“biographicallyacquiredaffective-cognitiveref-
erencesystems“(Ciompi1988;1997;citedafterHäckerandRihm2005)andare
bound to a given situation. 

Thisleadsusthefourthconcept,‘situatedness’.Ourconceptionofsituatedness
encompasses two aspects: First, the concept refers to the relevant, concrete,
actual classroom situations experienced by the teachers, as we take experi-
ence-basedknowledgeingeneraltostayboundtothesituationsinwhichitwas
acquired (cf.,e.g.,Bauersfeld1983).Second,weconsidersituationalelements
as“personalandspatiotemporalresources,organisationalstructuresinsideand
outsidetheclassroom,thequalityofsupportsystems“(HäckerandRihm2005,
sec.3.1)thatsystematicallyconstraineachteacher’sdailyworkexperience.

Thefifthconceptualcomponentis‘discursiveness’inthesenseoftheso-called
neo-Socraticmethod(cf.Kessels1997;BirnbacherandKrohn2012).Thismethod
builds on the constructive negotiation of different viewpoints, and aims at
establishingandexplicatingamodestconsensusbetweenthese,whilecarving
outwhatevercontradictoryorcomplementaryaspectsremain.Itisparticularly
suitedforthe(self-)facilitationoflearningprocessesingroups.

3.2 WorkshopStructure

Ouradaptedconceptionofamultiperspectiveexpertworkshopfosterscooper-
ativeworkanddevelopmentwithinandacrossdifferentexpertgroupsfromdif-
ferent institutions and disciplines regarding in teacher education. This involves 
atleastthreefieldsofexpertise:mathematicseducation,teachingpractice,and
educationscience.Theaimistodevelop

– asuitablelanguagetodescriberelevantconcepts,situations,andphenom-
enaofdailyclassroompracticespecifictotheworkshopissue,and
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– correspondingmanageablepointsoforientationforcommunication,(self-)
monitoring,andaction.

TheoutcomeofasingleMEWunit,includingtheresultsof(a)and(b),areanum-
berofdescriptionsofrelevantareasofaction,expectedlyonsomeinterimlevel
of elaboration (see sec. 4 for concrete examples).With respect to the interim
statusofeachunit’soutcome,theMEWstructureischaracterizedbyalternating
dialogicalandreflectionphases (fig. 1). Ineachphase, thereflection level, the
gradeofexpressiveness,andthetaperratioofthecollectiveresultsareassumed
toincrease.Webrieflydescribethedifferentphasesonaverygenerallevelinthe
followingandsketchaconcreterealizationinsection4.

Inourconcept, individualhomework tasksof instructedreflection frameeach
workshopunit.Afirstindividualwrittenreflectionthathastobepreparedafew
daysbeforetheworkshopunitsetsthethematicstagefortheinitialreflection
withintheunit.Asecondwrittenreflectionaftertheworkshopunitworksasa
learningdiaryfortheparticipantteachersandencouragesthemtorecordtheir
thoughtsabouttheeffectivenessoftheworkshopunit’sthemesandmethodsfor
their own learning.

Withintheworkshopunit,aninitial‘ReflectionPhase’focusesonindividual,sit-
uation-baseddescriptionsbytheparticipatingteachersofteachingandlearning
phenomenainclasswithrespecttotheworkshoptheme.Eachparticipantworks
individuallyinthisphase.

Fig.1:PhasesofaMEWunit

Individual written reflection I 
• start of workshop unit

Reflection Phase

Dialogue Phase 1

Presentation Phase

Dialogue Phase 2

Development Phase
• end of workshop unit

Individual written reflection II
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In ‘Dialogue Phase 1’, the different expert groups (each of which ideally con-
sistsofatleastoneexpertperfieldofexpertisementionedabove)comparethe
resultsoftheindividualreflectiontaskandanalysethemwithregardtoaspects
thatstandoutasrathertypicaloruntypical.Participantsarerequestedtogroup,
structure,andMEW-Phasescondensetheresultingaspectcollection.

Inthe‘PresentationPhase’,allexpertgroupspresenttheresultsoftheirgroup
work,explicateconceptualcommitmentsmadeduringtheworkingprocess,and
highlightpointsorquestionswheretheycouldnotreachconsensus.Onlymini-
malfeedbackfromtheotherexpertgroups,inthesenseof,e.g.,comprehension
questions,isrequestedinthisphase.

InDialoguePhase2,commonandcontrastingpointsofthedifferentresultspre-
sentedinthePresentationPhasearebroughtup,startinganotherloopofgroup-
ingandcondensing.Thisisthefirsttimetheexpertgroupsareexplicitlyasked
toidentifyandlabelemerging,relevantareasofaction.DialoguePhases1and2,
inparticular,butalso thePresentationand theDevelopmentPhase,arenavi-
gatedusingSocraticdialoguetechniquesinordertofostercooperative,dynamic
grouplearning inthesensedescribedabove(seeKessels1997andBirnbacher
andKrohn2012fortechnicaldetailsonthatmethod).

IntheDevelopmentPhase,finally,allexpertgroupscollaborateindevelopinga
collectiveproduct,i.e.,schematicdescriptionsofrelevantareasofactionregard-
ingthespecificworkshopissue.Thesedescriptionsdonotclaimabsolutevalid-
ity or completeness, but aremeant as a reasonably flexible andmanageable,
consensualproductsthatcanbeassimilatedandmodifiedregardingindividual
and situational purposes and constraints.

Inthefollowingsection4,wewillnowgiveoneconcreteexampleofapossible
specificationandimplementation,acourseofaction,andcorrespondingwork-
ingmaterial,elaboratedwithrespecttothegeneralideasandstructuredescribed
above.

4	 	Concretizing	the	MEW	Framework	for	the	Case	of	Student	
Apprenticeship	Mentoring	–	Specific	Workshop	Material	and	
First Results from a Pilot Run

We report here on a particularMEW conducted in thewinter term 2017/18 at
theUniversityofRostockby theauthorsof thispaperaspartofapilot runof
amodularizedteachertrainingonpre-serviceteachers’apprenticeshipmentor-
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ingwithintheframeworkoftheproject“LEHRENinM-V–LEHRer*innenbildung
reformierEN“ (“Reforming Teacher Education in Mecklenburg-Vorpommern”).
Thetrainingseriesconsistedoffivemathematics-specificmodules,andoffive
generalmodules. Participating teachers attended all tenmodules within one
year, eachmodule embracedoneor two full-timeunits. The content focus of
thetwounitswereportonherewas“conceptualworkanddevelopmentinthe
classroomforthesubjectofmathematics”.Thecorrespondingmodulewasthe
secondmathematics-specificmoduletheteachersattended.

Fromthethreeaforementionedfieldsofexpertise,onlytwowerepresentinper-
son:fourparticipantsfromteachingpracticeatthreedifferentsecondaryschools
inMecklenburg-Vorpommern,andtworesearchersfrommathematicseducation
(theauthors)2.Thefieldofeducationsciencecameinviatheoreticalinputsabout

2 Thefirstauthorhasseveralyearsofresearchpracticeinphilosophyofmathematicsand
mathematicseducation,aswellasseveralyearsofuniversity teachingpractice inphilo-

Fig.2:Preliminaryhomeworkreflectiontasks.
 

 

Do you remember any concrete situations where mentees 
faced particular problems when working with mathematical 

concepts in class?

Please describe one or two concrete situations regarding 
students’ regular difficulties when working with 

mathematical concepts. 

What about this situation was rather typical and what was 
rather untypical for working with or introducing 

mathematical concepts in class? 

Please think about your last few weeks in school and describe 
a situation from your daily practice where you introduced or 
worked out a mathematical concept with your students. 



Multiperspective Expert Workshops as a Framework for In-Service Teacher Trainings

277 heiEDUCATION Journal 8 | 2022

conceptformationingeneralduringthePresentationPhase,andviaearlier,not
subject-specifictrainingunitswithintheseries,coveringrelevanttopicsformen-
toringfromeducationscience.EachparticipantteacherpreparedtheReflection
Phasebyworkingonapreliminary reflection task (fig.2)athome,whichhad
tobehandedinsomedaysbeforetheworkshop.Theresultsofthehomework
reflection were also incorporated in the first and second Dialogue Phase.

ThetargetoftheReflectionPhasewastheteachers’actualhandlingofmathe-
maticalconceptswithintheirownclassroompractice.

DuringtheinitialReflectionPhase,theparticipantteacherswereaskedtochoose
amathematicalconceptfromalist,whichtheywerethentoindividuallyprepare
for the following workshop phase with the help of questions such as those listed 
infig.3.

InDialogue Phase 1, participant teachersworked cooperatively as two expert
pairs and later in awhole expert group (consistingof bothpairs of teachers),
comparedtheirnotesonthequestionsfromtheReflectionPhase,workedout
typicalanduntypicalaspectsregardingtheuseandroleofmathematicalcon-
cepts inclassfromtheirexpertview(e.g.,“importancetoclarifyterminology”
and “use of examples and counterexamples” as familiar typical aspects), and
structuredandcondensedtheiraspectcollection.Weusedthetaskformulations

sophy,mathematicseducation,andmathematics.BythetimetheMEWwasconducted,the
secondauthorheldafirststateexaminmathematicsandwasworkingonaPhD-project
inmathematicseducation.Shehadtaughtcoursesbothatschoolandatuniversitylevel.

Fig.3:Individualreflectiontaskswithintheworkshopunit.

 

 

 

 

 

 

 

 

 

 

 

What does this concept 
mean for you? Which 

notions and attitudes do 
you associate with it? 

Regarding this particular 
concept, what are 

typical situations from 
your teaching 
experience? 

Which steps do you 
choose to develop this 

concept in class? 

What do you have to 
consider in planning and 

conducting 
corresponding lessons?

What issues typically 
arise in class regarding 

this concept?

Work in pairs

Report on the concrete classroom 
situations you had in mind when 
working on the individual reflection 
tasks. 
Present the meanings, notions and 
attitudes both of you associate with 
the mathematical concept you 
chose.  

Work in the whole expert group

Compare typical and untypical 
aspects you have collected regarding 
concept development in class. 
Try to structure and condense your 
results by grouping, further 
differentiating, and changing 
aspects. Choose appropriate terms. 
Write down your results. 
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infig.4asanoptionaladditionalnavigationtoolforthedialogicalactivityofthe
teacher’sexpertgroup.

ThePresentationPhasestartedwiththeexpertsfromteachingpracticepresent-
ingtheirresultsfromDialoguePhase1.Toretaindiscursivenessasmentionedin
section3,theteacherswereparticularlyencouragedtoemphasizeconsensual
aspectsaswellasremainingdifferences,andexplicatechosenterminology.The
expertsfrommathematicseducationcontinuedwithapresentationofdidactic
modelsandapproachesfromlearningtheoryonconceptualdevelopmentthat
arealsotaughttopre-serviceteacherstudentsintheirmathematicseducation
courses.Thepresentationincludedshort ‘silent impulse’-elementssuchas“In
whichsituations is theacquaintancewithstructuringtools relevant foryouas
amathematicsteacher?”(regardingthecontentpresentedonstructuringtools
likesemanticwebs,etc.)or“Inwhichsituationsdoyouuseprototypesinyour
ownteachingwhenworkingonconceptdevelopment?Wheredoyouencoun-
terprototypesemployedbystudents?”(regardingthecontentpresentedonthe
roleofprototypesforconceptdevelopment).Thesilentimpulsesweremeantto
stimulateboththereflectionofpracticalexperienceswithrespecttotheoryand
of theoretical input with respect practice.

DialoguePhase2startedwithanelaboratedreflectionofthetheoretical input
withrespecttotherequirementsoftheteachingpractice.Wehereusedtheguid-
ingquestion“Whichelementsfromdidacticandlearningtheoryshouldbecome
aneffectiveandaction-guidingpartoftheprofessionalknowledgeof(aspiring)
teachers?”. In this phase, all participants worked across their expert groups.

Fig.4:NavigationforDialoguePhase1.
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Again,weusedtaskformulations(fig.5)asanoptionaladditionalnavigationtool
tohelpdialogicalactivity,andworkedwithacompactworkingdefinitionofthe
conceptof“areasofaction”(seefig.6).

At this point, the results from the individual homework reflection tasks came
intoplayaspossiblecandidatesforstructuringtheresultsintoareasofaction.In
order to pre-structure the descriptions of possible areas of action for the Devel-
opmentPhase,weusedthematrixreproducedinfig.7.

Asfinaloutputofthefirstworkshopunit,fourratherfragmentarydescriptionsof
areasofactionwereidentified:“lessonplanning”,“copingwithtypicalstudent’s
difficulties”,“bringingcontentknowledgeandsubjectspecificity(“Fachlichkeit”)
into application”, and “addressee-oriented teaching”. These descriptions are

Fig.5:Takformulations.

Fig.6:Workingdefinition‘areaofaction’.
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supposedtosupportmentorsandmenteesinnecessaryplanningandcommuni-
cation processes as part of the design and reflection of proper learning situations 
formentees.

However,theactualdescriptionsdevelopedwithintheworkshopunitwerenot
complete,andanumberofentriesdidnothavetheformofproperworkingtasks.
Moreover, therewasno thoroughdifferentiationbetween the relevantphases
regardinglessonplanning.Hence,wechosetoaskeachparticipanttoindividu-
allyreviewtheresultsoftheDevelopmentPhaseinpreparationofthefollow-up
workshop unit as well as do another loop of revising and carving out the descrip-
tionschemaswithinthefollow-upunit.Regardingtheformer,eachparticipant
wasrequestedtoworkovertheactualschemedescriptions individually,mark
unclearpassages,reformulateaspects,etc.,accordingtothefollowingcriteria:
reasonable structuring and gradeof differentiation, definable areas of action,

Fig.7:Matrixfordescriptionofareasofaction.
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andadequate focusofaspect formulation.The latterwasorganisedasa rota-
tionphaseaspartofthenextworkshopunit,where(eventuallymixed)couples
ofteachersandamathematicseducatorreworkedeachofthefourdescriptions
(oneaftertheother)inrespectofthequestionsdisplayedinfig.8.Inasupple-
mentaryplenaryphase,theresultsofthedifferentgroupswerebroughttogether
asrevisedinterimdescriptionsoftheareasofactioninquestion.

Thenewinterimstatusofthereviseddescriptionswasassessedasacceptable
bytheparticipantsattheendoftheday.Thosedescriptionsaremeanttooffer
pointsoforientationthatwillstaysubject tomodification,bothaspartof the
regularcollaborationbetweenuniversityandpracticing teachers in thedevel-
opment and improvement of pre-service teachers’ internships at schools and
regardingindividualadjustmentbymentorteacherswhenemployingsuchsche-
mas,e.g.,inconsultationswiththeirmentees.

5	 	Spotlight	Observations	from	the	MEW	Pilot	Run	and	Issues	for	
Further Development

Insteadofadetaileddiscussion,andwithregardtothework-in-progressstateof
thereportedproject,wementiontwomainissuesforfutureworkontheMEW
concept that emerged from thepilotworkshopunits. We label the first issue
usingaquestionthatourparticipantteachersbroughtupfrequentlywhenwe
askedthemtowritedowntheirresults:

1. “Andnow,whatexactlyshouldwewrite?”

Aregularstumblingpointfortheworkflowduringourfirsttrainingunitswasthe
transitionfromoraldiscourseandinformalexchangeprocessestofixingresults
inwrittenformandthusmanifestproductsofnegotiation.Afterfourworkshop
unitsconductedwiththesamein-serviceteachersandmathematicseducators
sincethepilotrun,weregisterasubstantialimprovementinthisregard,which
ispresumablyachieved throughgrowingexperiencewith theworking format.
Nevertheless,wewillcontinueworkingonthispointinordertoalsoreducethe
stumblingeffectinthefirstunitsofthesecondrunofthetrainingseries.
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Asasecondissue,weidentifiedthefollowing:

2. Balancebetweeninstructionandconstruction

During various phases of our first training units, we experienced the need of
instructiveornavigatingelementstofosterprogressandincreasethelevelsof
reflection.Ontheotherhand,therewereDialogueandDevelopmentPhases,in
whichsomeparticipantsspontaneouslyconstructednewelementsonthestruc-
tural levelofthetheoretical frameworkofareasofaction itself (e.g., ‘commu-
nication’was identifiedand thenconceptualizedasacoreareaofactionwith
regardtomentoringprocesses).

Besidestheseinstructiveandnavigatingelements,wefoundthatitisgenerally
valuabletohavetimeframesofmorethanonedayforonethematicMEW.Break-
ingupaMEWintodifferent,temporallyseparatedworkshopunitsislikelytofos-
terthequalityoftheresults,increasethegeneralreflexionlevelduringthework-
shopphases,andfacilitateconstructionprocesses,evenonthestructurallevel
ofthedescriptionschemas.Asanothermeanstoenhancethequalityandlevel
inrespectofcontent,wewillelaborateindividualreflectiontasksthatexplicitly
target the structural level of the workshop products for the second run of the 
training series.
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