
Project “Schule f€ur alle” as a mentoring
programme in university teacher education:

Professionalization processes of student teachers
in different practical university phases

BRIGITTE KOTTMANNp and CATANIA PIEPER

University of Bielefeld, Faculty for Educational Sciences, AG 3, Universit€atsstraße 25, D-33615 Bielefeld,
Germany

THEMATIC ARTICLE

Published online: November 03, 2020

© 2020 The Author(s)

ABSTRACT

In the mentoring programme project “Schule f€ur alle” (“School for all”) at the University of Bielefeld in
North Rhine-Westphalia, university students of primary or special education support a child who is in a
situation of crisis for more than one year. In addition, the university students receive ongoing, systematic
university support (cf. Kottmann, 2007, p. 32; Kottmann, 2014, p. 380).

The accompanying research by “Schule f€ur alle” focuses on the professionalization processes of student
teachers during practical phases at universities; accordingly, control groups were included on a pro rata
basis. In the pre-post design, all students completed a questionnaire (cf. Pieper, Kottmann & Miller, 2018,
p. 294), the evaluation of which shows few changes in the professional perception of competence. Students
of the mentoring programme also regularly reflected on their practical experience. Based on the objective
hermeneutics it was discovered that the conception of the project supports the process of perceiving,
acknowledging and becoming more sensitive in regard to heterogeneous realities in life (cf. Pieper &
Kottmann 2019b, p. 312) and that students can consciously perceive and reflect their own normative
expectations (cf. Pieper & Kottmann 2019a, p. 79).

The article primarily presents the results of the pre-post survey in detail and adds insights into the
qualitative evaluation processes. In the conclusion, the potential of the project and mentoring programmes
in general, specifically for teacher training students, is described.
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INTRODUCTION

Schools or pedagogical institutions should ideally correspond to a “caring community”, i.e., a
place where pupils meet with devoted adults who offer them education, upbringing and stable
relationships (cf. Prengel, 2013). In this way, educational barriers can be broken down and
inclusive goals can be pursued. In order to prepare future teachers for these tasks, mentoring
programmes offer a great opportunity, as university students can gain intensive insights into the
diverse tasks and challenges of everyday school life on the one hand, and enter into an intensive
relationship with individual children on the other. However, before concluding this article with
overarching professionalization potentials for student teachers participating in mentoring
programmes (Chapter 5), it is necessary to look at the situation in Germany first. A total of eight
selected mentoring programmes are presented in a tabular overview (Chapter 2) to illustrate the
heterogeneity of the programme concepts. Subsequently, the project “Schule f€ur alle” (Bielefeld
University) will be presented in detail (2.1) and its scientific support explained (2.2).

Mentoring programmes (in Germany) are generally anchored at university level and, in view
of this, are also credited as a school-based practical phase. In the majority of cases, student
teachers ascribe great importance to university internships with regard to their own profes-
sionalization (see Arnold et al., 2011, p. 9), although this is not always confirmed empirically
when, for example, findings are available that tend to indicate deprofessionalization (see
Hascher, 2006, p. 131; Bach, 2013, p. 121–124; Neuweg, 2016, p. 34). A brief introduction to
current research findings on the impact of school-based practice phases will be provided in the
following (Chapter 3) to argue why the present research project examines three practice phase
formats that vary in their organizational forms. These include, of course, the mentoring pro-
gramme “Schule f€ur alle”.

Because the present study is based on the heuristic competency model of Baumert and
Kunter (2006) and investigates the questions (1) whether/to what extent changes in the pro-
fessional competency perceptions of student teachers are reflected after completion of the
practical phase (pre-post survey) and (2) to what extent they are related to the organizational
form of the practical phase, the research findings are listed along the individual competency
facets and presented in a differentiated manner for the three study groups (Chapter 4). Sub-
sequently, the research results are summarized across the board and enriched with insights into
the qualitative procedure.

THEORETICAL BACKGROUND: PRACTICAL SCHOOL PHASES AS A FIELD OF
HETEROGENEITY

Practical phases in schools (in Germany) are seen as a field of heterogeneity. This becomes clear
when, for example, the federal structure of the German education system prevents the use of
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standardized guidelines for school and practical studies in university teacher education (cf. Bach,
2013, p. 94; Košin�ar, Schmid & Leineweber, 2016, p. 20). Instead, education policy decisions are
based on unequal legal foundations, so that the actual design of the practical phases in individual
federal states differs and the concrete curricular anchoring at individual locations also varies
(cf. Gr€oschner et al., 2015, p. 642; Keller-Schneider, 2016, p. 156).

This outlined heterogeneity is equally evident in mentoring programmes and is illustrated in
the following table. A selection of mentoring programmes in Germany that are conceptually
relatively close to “Schule f€ur alle” was taken into account.

As can be seen in Table 1, some projects are explicitly aimed at university students of teacher-
training courses (e.g., Kassel: Projekt K; Bielefeld: “Schule f€ur alle”), while others are also open to
other educational courses (e.g., Koblenz-Landau: GeKOS; Munich: LUK) or exclusively welcome
volunteers (e.g., pro rata Balu and Du). They accompany primary school children (e.g., Freiburg:
SALAM) as well as children who are in transition to the secondary school (e.g., Cologne: WEI-
CHENSTELLUNG) or young people who are already attending secondary school (e.g., Essen:
Sch€ulerhilfeprogramm II). In many projects a 1:1 supervision takes place (e.g., Kassel: Projekt K;
Bielefeld: “Schule f€ur alle”; Freiburg: SALAM), whereby also small groups (e.g., Cologne: WEI-
CHENSTELLUNG) or whole classes (e.g., Munich: LUK) are supervised. The focus of the indi-
vidual project conceptions is correspondingly diverse. If the focus is sometimes on support and
education in the school sector (e.g., Munich: LUK), other projects do not explicitly name this as a
focus (e.g., across Germany: Balu and Du) and again others locate themselves at precisely this
interface between school and extracurricular support (e.g., Bielefeld: “Schule f€ur alle”). Some
projects have been anchored in university structures right from the start (e.g., Kassel: Projekt K;
Bielefeld: “Schule f€ur alle”), others have only been institutionally integrated for a short time (e.g.,
Essen: Sch€ulerhilfeprogramm) or even unbound (e.g., Balu and Du on a pro rata basis). Thus, the
(university) support, as well as the obligations of participation in reflection formats, etc. vary.

The following presents “Schule f€ur alle” in detail (2.1). Since the contribution focuses on the
group of student teachers, relevant aspects such as university support are highlighted. The
research design is then explained in its entirety (2.2).

The project “Schule f€ur alle” at the University of Bielefeld

“Schule f€ur alle” was initiated in 1994 by Prof Dr Dagmar H€ansel in collaboration with Marianne
Zimmer at the University of Bielefeld and has been led by Dr Brigitte Kottmann since 1998. It is
directed on the one hand towards students of the primary school study programme and the
combined primary school study programme with integrated special education (approx. 4-5
bachelor semesters) and on the other hand towards children (approx. 6–10 years) who are
affected by educational disadvantages or are in a crisis-like learning and/or life situation. At
university level, it is currently linked to the ’Diagnostics and Support’ module and anchored in
the curriculum of the bachelor’s programme within the professional field internship1 (cf.
Kottmann, 2007, p. 33).

1The current Teacher Training Act (2009/2018), for example, calls for a total of three practical phases in teacher training
for the state of North Rhine-Westphalia: the aptitude and orientation internship with at least 25 days (Orientierung-
spraktikum mit Eignungsreflexion - OPSE), the professional field internship with at least four weeks (Berufsfeldbezo-
gene Praxisstudie – BPSt) in the Bachelor’s phase and the practical semester (at least five months) in the Master’s phase.
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Table 1. Selected mentoring programs at a glance

Mentoring
programmes

Duration and
supervision Mentors Kids

Focus of
attention

“Projekt K – Kasseler
Sch€ulerhilfeprojekt”
University of Kassel
(1993)

1 year, 3 h/week,
1:1

Student teachers
and master
students

Primary school
children in
difficult life
situations

Creation of
conditions
conducive to
development

“Schule f€ur alle”
University of Bielefeld
(1994)

1 year, 2–3 h/
week, 1:1

Student teachers Primary school
children in crisis

situations

Individual
accompaniment
and support in
school and

extracurricular
areas

“Balu & Du” Germany &
Austria (2002)
Multiple (university)
sites

(at least) 1 year,
1–3 h/week, 1:1

Volunteers (17–
30 years old)

Primary school
children the

teachers “worry”
about

Informal learning
in extracurricular

settings

“Sch€ulerhilfeprogramm”
University of Essen
(2003)

(at least) 1 year,
(at least) 3 h/
week, 1:1

Student teachers,
Social work,
educational
science

Socially
disadvantaged
primary school

children

Building a
trusting

relationship and
creating

conditions
conducive to
development

“SALAM – Spielen,
Austausch, Lernen,
Achtsam,
Miteinander” Freiburg
University of
Education (2007)

9 months, 2–3 h/
week, 1:1

Student teachers Primary school
children who
“need support”

Spend leisure
time together

“GeKOS – Gemeinsam
entdecken Kinder
ihren Ort mit
Studierenden”
University of Koblenz-
Landau (2015)

9 months,
weekly, 1:1

Teacher-training
professors and
pedagogical

courses of study

Refugee children
(6–12 years)

To support the
social and
cultural

integration of
refugee children
into the region
through leisure
experiences

“LUK - Lernpaten
unterst€utzen Klassen
mit
Fl€uchtlingskindern”
University of
M€unchen (2015)

1 school (half)
year, 6 h/week

Teacher-training
professors and
pedagogical

courses of study

Refugee children Support of a 5th/
6th grade or their
teacher through
small group work
and individual
support offers

(continued)
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During the one-year practical phase, the student teachers accompany a child who is affected by
social disadvantages and who is often threatened by school selection measures, so that intensive 1:1
supervision is provided at all times (cf. H€ansel & Kottmann, 2000, p. 1). Depending on the child’s
initial situation, individual support is provided in both in and out of school areas (cf. H€ansel &
Kottmann, 2000, p. 1). Through intensive individual casework, the students gain a variety of in-
sights into the learning and/or life situations of the children, who are often unfamiliar to them, and
can also perceive connections and interrelations among them (cf. Pieper & Kottmann, 2019a, p. 76–
77). This makes social disadvantage not only tangible, but also less anonymous and abstract, it gets
a face (cf. Kottmann, 2007, p. 32). Above all, these practical experiences can have a professionalizing
effect, provided that a targeted examination of the various experiences takes place. This is another
reason why the university students receive continuous university support (cf. H€ansel & Kottmann,
2000, p. 2), so that practice and theory are in reflective synergy with each other and can stimulate
each other (cf. Herzog & Felten, 2001, p. 17) in order to support them in their professionalization
process (cf. Reh & Schell, 2000, p. 108; Terhart, 2011, p. 208).

The interdependence of concrete individual case work, individual assumption of re-
sponsibility and university support prove to be particularly significant, especially for the group
of student teachers. If concrete pedagogical practice usually requires direct action on the part of
the project participants, in which a distanced reflection sometimes fails to take place (cf. Helsper,
2001, p. 8), the various constitutive elements of university guidance2 (cf. Kottmann, 2014,
p. 376) offer a necessary space to be able to retrospectively perceive, record, and analyze the
various subjective experiences with a distanced perspective. Due to reciprocity, practical expe-
riences from the individual case work can be discoursed collegially in the seminar, discussed
scientifically and reflected on professionally biographically, which supports a tolerance of am-
biguity. At the same time, scientific-empirical seminar contents (e.g., diagnostic procedures) can

Table 1. Continued

Mentoring
programmes

Duration and
supervision Mentors Kids

Focus of
attention

“Weichenstellung”
University of K€oln (as
well as in Hamburg,
Baden-W€urttemberg)
(2015)

3 years, 4 h/week,
1:3

Student teachers Children, who
need support
during the

transition to the
secondary school

To positively
shape

educational
processes by
strengthening
(supra)technical
skills in class and

in monthly
cultural activities.

Note. A total of eight selected mentoring programmes from Germany (and Austria) were compared in
tabular form with regard to individual programme features.

2For example, the weekly accompanying seminar, joint development plan discussions with the students, the accompa-
nying lecturer and the respective class teacher of the child (1 3 per semester) as well as regular individual case
discussions (at least one per semester) and peer consultations, which take place in each semester (cf. Kottmann,
2007, p. 34).
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be tested in practice and their use made accessible for reflection (cf. H€ansel & Kottmann, 2000,
p. 2).

In the weekly accompanying seminar, which takes place, for example, in the form of the
ritualized seminar introduction, project participants report on special incidents from practice
and then consult with colleagues (cf. H€ansel & Kottmann, 2000, p. 2). In addition, after theo-
retical lecture and elaboration phases in rotating small groups, for example, the students ex-
change views on precisely these contents, relate them to their practical experience, and transfer
them to their pedagogical activity (cf. Pieper & Kottmann, 2019a, p. 77). The collegial exchange
in particular makes it possible to perceive the case from different perspectives (cf. Reh & Schelle,
2000, p. 120) and to see the individuality of the case, which is embedded socially and culturally
divergent in each case (cf. Hummrich, 2016, p. 18). This is intended to stimulate a critical
examination of one’s own normative ideas (cf. Hummrich, 2016, p. 21) and, building on this, to
open up diverse thought and action strategies.

The concept of educational case work lies “[. . .] at the interface between profession and
science. It serves both the scientific knowledge and theory formation, [. . .] and the reflection of
pedagogical questions, problems and difficulties and is open for the discussion of action chal-
lenges and action possibilities” (cf. Kiper, 2003, p. 102, translation BK). The critical reflection of
concrete practical experiences as well as the subjective perspectives of the university students
thus forms a special chance to develop professionalism (cf. Prengel, 2012).

Literature review

In recent years, the discussion on the quality of practical phases in Germany has created a big
stir in which the focus has been particularly on questions of impact, measured in terms of
competences and standards. Currently, there ist an increased volume of research activities that
define the (subjective) competence development of student teachers for the subject of investi-
gation (cf. Mertens & Gr€asel, 2018, p. 1110). Again, it is a heterogeneous field, because different
research focuses are shown (e.g., Gronostaj, Westphal, Jennek, & Vock, 2018; Gr€oschner &
Schmitt, 2012; Mertens & Gr€asel, 2018).

Although many studies document a (subjective) competence development of university stu-
dents after completion of a practical phase (e.g., Bach, 2013; Gr€oschner, Schmitt & Seidel, 2013), it
is unclear how this can be seen objectively. This is because most of the research work is based
exclusively on the self-assessments of the teacher training students, whose results cannot be
translated as valid statements about the actual development of competences (cf. Mertens & Gr€asel,
2018, p. 1112). Accordingly, Arnold, Gr€oschner & Hascher (2014, p. 20) critically note that in this
context one should speak of (subjective) perceptions rather than (supposedly actual) effects.

In addition to the anchoring in the course of studies and the intention to professionalize,
Gr€oschner et al. (2015) also cite the temporal extent and the organizational form as structural
characteristics of practical phases in schools (cf. Gr€oschner et al., 2015, p. 642). It is mostly
unclear to what extent the temporal extent is a predictor of the change in professionalism of
teacher training students (cf. Keller-Schneider, 2016, p. 155), even if individual research projects
do not prove any effect (e.g., Dieck et al., 2009; Mertens & Gr€asel, 2018; M€uller, 2010). Equally,
an increase in the perception of competence, independent of organizational form, is assumed
every now and then (cf. Gr€oschner & Schmitt, 2012, p. 115), which is empirically confirmed
(e.g., Grassm�e, Biermann & Gl€aser-Zikuda, 2018, p. 17–22).
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This is examined in the article and the organizational form, which in turn influences the time
span in the present cases, is defined as the central research characteristic. A research project was
designed which considers three practical phase formats, all of which represent an internship in a
professional field and thus formally have the same temporal scope, but differ in their organi-
zational form.

METHODS

The accompanying research of project “Schule f€ur alle” is based on the context of triangulation.
Oriented on and consisting of three research methodological procedures, which all focus on
professionalization processes of university students during their professional field internship.

A questionnaire was designed based on the professional understanding of Baumert & Kunter
(2006) and the underlying modular requirements (cf. Pieper, Kottmann & Miller, 2018, pp. 294–
295). Control groups with different organizational forms were included in the research design
(one-year practice phase vs. half-yearly practice phase vs. four-week block practice phase) to be
able to discuss (possible) changes in perception of competence in the context of participation in
project “Schule f€ur alle”. University students were interviewed both before and after the practical
phase.

In addition, a special emphasis is placed on the experiences that the student teachers perceive
as significant during their participation in the project “Schule f€ur alle” and how they experience
them for their own professionalization process. A reflection questionnaire was designed based
on Dewey’s (1997) understanding of experience and oriented on the stages of thinking expe-
rience. During the seminar, the university students document and reflect on their practical
experiences which they have experienced as meaningful, at intervals of about two to three weeks.

In order to take equal account of the subjective views of all university students, guideline-
based interviews were conducted with both project participants and university students in the
control groups at the end of the practical phase. The guideline deepens the aspects already partly
collected in the questionnaire regarding the perception of competence and the development of a
professional, reflective attitude, also related to irritations and antinomic experiences.

Study design: three different organizational forms

The partial study considers three different organizational forms and is dedicated to (possible)
changes in the professional perception of competence of student teachers in the professional
field internship, which, in Bielefeld, is referred to as the “Berufsfeldbezogene Praxisstudie
(BPSt)”.

1. “Schule f€ur alle” (SFA): In the mentoring project “Schule f€ur alle”, student teachers
accompany a disadvantaged child in school and out-of-school areas for more than one year.
Depending on the individual initial situation of the child, the individual support will be
specified, which is set at about 2–3 h per week. In addition, the students receive ongoing
university support in the form of a weekly seminar (90 min each).

2. One semester (SB): With the help of pedagogical diagnostics, teacher training students plan
differentiated educational units which they carry out individually and/or in small groups with
children and adolescents. This takes place about 5 h per week inside and/or outside the
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school over the course of one semester. The accompanying university event provides for 3 h
per week and takes place on two days during the lecture period.

3. Four-week-block phase (BP): Before the students complete the practical phase, they will deal
with reform pedagogical approaches and their basic principles on a weekly basis (90 min
each) during the semester. The subsequent four-week block practice phase (four days a week,
5–6 h each) is completed in a reform pedagogical day care center for children. During this
time, the students devote themselves to questions of individual diagnostics and support and
work primarily with (small) groups. Parallel to the practical phase, they attend the weekly
accompanying event (4 h each).

Although all practice phase formats are anchored in the educational science module “Di-
agnostics and Education”, the sketches presented above reflect similarities and differences.
Quantitative and qualitative elements were consequently integrated into the research design in
order to take this heterogeneity into account (see 2.2). The university students were interviewed
before and after the practical phase using the survey instrument yet to be presented with the aim
of locating (possible) changes in the occupational field-related practical study (BPSt).

Survey instrument

Based on the heuristic model of professional action competence of Baumert & Kunter (2006), a
survey instrument was developed which is concretized along the site-specific module re-
quirements. Because the practical phase to be investigated is anchored in educational science, the
survey instrument concentrates on competences that are independent of disciplines and focuses
on diagnostic and didactic competences as well as dealing with heterogeneity. Since the occu-
pational field-related practical study is the (regular) second university practical phase, no
comprehensive experience in teaching can be assumed. Accordingly, mostly subjective self-as-
sessments of the students were collected.

The four areas of competence named by Baumert & Kunter (2006) were each represented in
the present study on two or three scales (see Table 2, detailed Pieper, Kottmann & Miller, 2020).

A reliability analysis revealed unacceptable to good internal consistencies for the individual
scales,3 which may also be due to the small sample size. Since the survey instrument only takes
into account proven scales whose reliability has already been demonstrated in other studies
(with larger samples), this is also assumed for the present study.

Random sample

The three presented practical phase formats were followed over three cohorts. Of a potential 131
student teachers, a total of 120 students (t1 and t2) took part in the survey. Since changes in the
professional perception of competence in the practical phase reflect the subject of the study, data
was cleansed regarding the central aspects (participation in both survey dates and completion of
the practical phase). Ultimately, only 55 cases could be considered for the evaluation, which
were distributed relatively evenly across the practice phase formats: SFA (n 5 17), SB (n 5 21)
and BP (n 5 17). Even though it is known that local research is often based on a small sample

3In the majority, the scales are based on a four-step response scale, so that Cronbach’s a was calculated. The internal
consistency of the dichotomous scales was calculated using the Kuder-Richardson formula 20 (cf. B€uhl, 2016, p. 593).
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size right from the start and that participation in the seminar is gradually decreasing(cf. Arnold,
Gr€oschner & Hascher, 2014, p. 21), the response rate (42%) is still significantly below the ex-
pected data set. In view of this, primarily descriptive results are presented below.

In order to preserve the anonymity of the students in the accompanying seminars with
limited participants, only a few socio-demographic data sets were included in the questionnaire.
Most the teacher training students surveyed are between 20 and 23 years of age (SFA 5 76.5%;
SB 5 85.7%; BP 5 58.8%),4 and have had more than one year of practical pedagogical expe-
rience to date (SFA 5 47.1%; SB 5 66.7%); BP 5 35.3%), which increasingly took place outside
of school (SFA 5 52.9%; SB 5 61.9%; BP 5 70.6%) and which are retrospectively scaled as
positive to very positive by students (SFA 5 70.6%; SB 5 95.2%; BP 5 76.4%).

PRESENTATION OF RESULTS

The results are displayed in accordance with the heuristic model of Baumert & Kunter (2006)
(4.1) and the initial insights into the results of selected reflection sheets are included in the

Table 2. Overview of the survey instrument

Professional areas of competence: concretization
of content Scales

Professional knowledge: (1) pedagogical
knowledge means a multi-dimensional, cross-
curricular knowledge that (2) encompasses
specialist knowledge relating to a specific
subject and (3) focuses on teaching and
learning processes.

(1) Objective of the differentiationa (K€onig &
Bl€omeke, 2010, p. 11), (2) Transitiona (K€onig

& Bl€omeke, 2010, p. 16), (3) Diagnostic
procedure for learning difficulties(adapted pro
rata by Hertel, Hochweber, Mildner, Steinert &

Jude, 2014, p. 285)
Values and Beliefs: values influence (1) the
handling of heterogeneity and epistemological
beliefs relate to (2) the process of knowledge
acquisition and integrate elements of teaching
and learning.

(1) Inclusive human image (Winkler, 2016, p.
375), (2) Individually support-related, life

situations and diagnostically oriented (Moser,
Kuhl, Redlich & Sch€afer, 2014, p. 671).

Motivational orientations: in addition to control
convictions and enthusiasm, include (1) general
and (2) job-specific self-efficacy expectations.

(1) General expectation of self-efficacy
(Jerusalem & Schwarzer, 1999, p. 57), (2)

Teacher’s expectation of self-efficacy
(Schwarzer & Schmitz, 1999, p. 60).

Self-regulating abilities: mean the responsible use
of one’s own resources, with particular
emphasis on the aspect of stress.

Threat assessment (Jerusalem, 1999, p. 80).

Note. Shown are the professional areas of competence according to Baumert & Kunter (2006), their
individual facets as well as the concretization of content. At the same time and the scales are listed.
aMarks the two scales based on a dichotomous knowledge test. All other scales collect the self-assessments
using a four-step answer format.

4Only the most frequent percentages given by respondents are shown.
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concluding outlook (4.2) in order to qualitatively deepen the quantitative results and to be able
to argue from multiple perspectives in the sense of the triangulative approach.

Summary of results

A T-test was applied to associated samples in order to investigate whether/to what extent
changes in professional perceptions of competence are apparent after completion of the occu-
pational field-related practical study, and to examine whether/to what extent these are related to
the organizational form of the practical phase. A subsequent effect size calculation according to
Cohen (d) makes it possible to interpret the significance of mean value differences and the
Kruskal-Wallis test allows group differences to be reconstructed on the respective survey dates.

The professional knowledge was recorded in three facets. University students who completed
a block practice phase named more correct answers to general pedagogical knowledge at the
second survey date and, according to Cohen, this change corresponds to a moderate effect (see
Table 3). On the other hand, students who completed the practical phase over one semester
noted fewer correct answers in their subject knowledge at the second survey date, and this change
is based on a moderate effect. The didactic subject knowledge is rated higher by all study groups
after completion of the practical phase. These subjective changes are based on a moderate (SB)
and large (SFA, BP) effect. There were no group differences in professional knowledge at any
time of the survey.

There were no group differences in values and beliefs for either scale at any time of the survey
(see Table 4). Similarly, there are no mathematically relevant mean value differences for the area

Table 3. Professional knowledge

(n)

t1 t2

Sig. (2-tailed) dM SD M SD

General peda-gogical
know-ledge

SFA (17) 2.82 0.81 2.41 1.23 0.31 0.25
SB (21) 2.81 1.12 2.81 1.25 1.00 0.00
BP (17) 2.24 1.25 3.24 1.09 0.03 0.57

Kruskal-Wallis: c2 (2) 5 2.923,
P 5 0.23

c2 (2) 5 5.025,
P 5 0.081

Subject know-ledge SFA (17) 3.29 0.85 3.29 0.92 1.00 0.00
SB (21) 3.14 1.52 2.57 1.03 0.02 0.56
BP (17) 2.82 1.07 2.76 1.03 0.88 0.04

Kruskal-Wallis: c2 (2) 5 2.330,
P 5 0.321

c2 (2) 5 4.666,
P 5 0.097

Didactic subject
know-ledge

SFA (16) 2.37 0.30 2.84 0.28 0.00 2.20
SB (21) 2.43 0.35 2.71 0.29 0.02 0.57
BP (17) 2.65 0.30 2.97 0.45 0.00 1.01

Kruskal-Wallis: c2 (2) 5 5.251,
P 5 0.072

c2 (2) 5 5.062,
P 5 0.080

Note. Mean values (M) and standard deviations (SD) by study group and time of survey, and results of the
T-test on associated samples with Cohen’s d data for longitudinal comparisons within samples. Kruskal
Wallis with effect size for cross-sectional comparisons between groups.
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of beliefs. University students who completed the block practice phase rate their values higher
after the practice phase, which, according to Cohen, corresponds to a moderate effect.

Results for the competence area motivational orientations show (see Table 5) that students of
the project “Schule f€ur alle” formulate a moderate increase in overall self-efficacy at the second
survey dates compared to the beginning of the practical phase. There are no other mathemat-
ically relevant mean value differences, nor are there any group differences at the time of the
survey.

Self-regulating abilities are assessed on the basis of perceived threats and losses. Both scales
are negatively oriented. The decrease in the threat perception (see Table 6) of the university

Table 4. Values and beliefs

(n)

t1 t2

Sig. (2-tailed) dM SD M SD

Values SFA (17) 2.76 0.62 2.97 0.43 0.34 0.24
SB (21) 2.90 0.52 2.96 0.41 0.61 0.12
BP (17) 2.78 0.61 3.07 0.54 0.02 0.66

Kruskal-Wallis: c2 (2) 5 0.080,
P 5 0.961

c2 (2) 5 0.529,
P 5 0.768

Beliefs SFA (17) 3.36 0.34 3.53 0.30 0.08 0.48
SB (20) 3.27 0.37 3.35 0.40 0.24 0.08
BP (17) 3.33 0.28 3.36 0.24 0.75 0.08

Kruskal-Wallis: c2 (2) 5 0.466,
P 5 0.792

c2 (2) 5 2.846,
P 5 0.241

Note. Mean values (M) and standard deviations (SD) by study group and time of survey, and results of the
T-test on associated samples with Cohen’s d data for longitudinal comparisons within samples. Kruskal
Wallis with effect size for cross-sectional comparisons between groups.

Table 5. Motivational orientations

(n)

t1 t2

Sig. (2-tailed) dM SD M SD

Overall
self-efficacy

SFA (17) 2.83 0.32 2.93 0.29 0.03 0.60
SB (20) 2.97 0.38 3.01 0.29 0.56 0.14
BP (17) 3.03 0.35 3.11 0.41 0.23 0.30

Kruskal-Wallis: c2 (2) 5 2.246,
P 5 0.325

c2 (2) 5 1.714,
P 5 0.424

Professional
self-efficacy

SFA (17) 2.97 0.39 3.00 0.26 0.75 0.08
SB (20) 3.03 0.27 3.07 0.35 0.56 0.13
BP (16) 3.10 0.26 3.02 0.29 0.38 0.24

Kruskal-Wallis: c2(2) 5 2.486,
P 5 0.289

c2 (2) 5 0.180,
P 5 0.914

Note. Mean values (M) and standard deviations (SD) by study group and time of survey, and results of the
T-test on associated samples with Cohen’s d data for longitudinal comparisons within samples. Kruskal
Wallis with effect size for cross-sectional comparisons between groups.

242 Hungarian Education Research Journal 10 (2020) 3, 232–251

Unauthenticated | Downloaded 02/16/22 04:55 PM UTC



students who completed the practical phase during the semester is thus to be understood as
positive. According to Cohen, this change has a large effect size. The Krustal-Wallis test shows
that the only group differences in the threat perception are at the time of the first survey. A
subsequent post-hoc analysis (Dunn-Bonferroni-test) shows that this difference is reflected
between the groups of the semester and the block practice phase (P 5 0.020) and is the result of
a significant Cohen effect (f 5 0.44). Students who completed the block practice phase began
with a lower threat perception than students who completed the practice phase over one se-
mester. Participants in the project “Schule f€ur alle”, on the other hand, rate their sense of loss
higher at the end of the practical phase. This change is based on a moderate effect.

Tables 3 to 6 show that the students’ estimated professional perceptions of competence5 were
already relatively high before the start of the practical phase6. To check whether the mean values
of the individual scales differ from the theoretical scale mean, a t-test was carried out for each
sample with the test value 2.57 (cf. B€uhl, 2016, p. 355). With the exception of didactic subject
knowledge (t(52) 5 0.070, n.s.), all mean values across groups were significantly above the
theoretical scale mean value (values: t(54) 5 4.183, P < 0.001, beliefs: t(51) 5 17.870, P < 0.001,
overall self-efficacy: t(50)5 9.105, P < 0.001, professional self-efficacy: t(51)5 12.256, P < 0.001,
threat perception: t(53) 5 �9.706, P < 0.001 and sense of loss: t(53) 5 20.798, P < 0.001).

Contrary to expectations, few changes in the individual competence facets presented
themselves at the time of the second survey and, in addition, these changes were scattered across
the study groups. As a consequence, there is no uniform picture that could provide answers with
regard to the organizational form. Only in the case of didactic subject knowledge, there are

Table 6. Self-regulating abilities

(n)

t1 t2

Sig. (2-tailed) dM SD M SD

Threat
perception

SFA (16) 1.67 0.50 1.81 0.58 0.37 0.23
SB (21) 2.06 0.51 1.71 0.44 0.00 0.82
BP (17) 1.61 0.46 1.73 0.44 0.19 0.33

Kruskal-Wallis: c2 (2) 5 8.568,
P 5 0.014

c2 (2) 5 0.116,
P 5 0.944

Sense of loss SFA (17) 1.14 0.33 1.51 0.49 0.02 0.66
SB (21) 1.38 0.56 1.35 0.48 0.75 0.07
BP (16) 1.25 0.31 1.35 0.41 0.29 0.27

Kruskal-Wallis: c2 (2) 5 2.584,
P 5 0.275

c2 (2) 5 1.798,
P 5 0.407

Note. Mean values (M) and standard deviations (SD) by study group and time of survey, and results of the
T-test on associated samples with Cohen’s d data for longitudinal comparisons within samples. Kruskal
Wallis with effect size for cross-sectional comparisons between groups.

5Accordingly, the dichotomous scales are excluded at this point.
6Due to the low response rate, the available results can also be discussed with reference to the Matthew effect.
7Since all items were answered on a four-level Likert scale, the theoretical mean value between a minimum of 1 and a
maximum of 4 is 2.5.
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positive changes for all three study groups at the second survey date, and at the same time this is
the only self-assessed scale that is not above the theoretical mean scale before the start of the
practical phase. Thus, for all groups it can be stated that they consider themselves to be more
competent in the field of didactic subject knowledge at the end of the practical phase. In the light
of the underlying research questions, it should be noted that only a few changes within the
competence facets are visible on the selected scales over the period of the occupational field-
related practical study.8

The knowledge of the university students was surveyed on two scales and only one group
(BP) noted more correct answers at the second survey date. This result is compatible with
further studies. Mertens & Gr€asel (2018), for example, show based on a pre-post survey that
neither students of the practical semester nor students who took part in a course in education
science show changes in the knowledge test in education science (cf. Mertens & Gr€asel, 2018, pp.
1117–1126). In addition, the answer format of the knowledge test must be reflected, since it was
a multiple-choice format. Even though the students had the option of indicating "I don’t know",
some may still have used their 50:50 chances. Accordingly, it can be critically asked whether
students actually have more knowledge after the block practice phase and whether students who
completed the practice phase over one semester have less knowledge?! In addition, the practice
phase sketches already showed the sometimes divergent emphasis on the content orientation.
Accordingly, individual aspects that were tested in the knowledge test may (not) have been
explicitly addressed in the seminar.

University students of “Schule f€ur alle” rate their loss of knowledge higher after completing
the practical phase. Even if this finding is to be taken extremely seriously, a positive offer of
interpretation should follow as an alternative. Because the students gain concrete insights into
the child’s life and learning developments over a period of one year and participate in everyday
school life, they are able to intensively emphasize with the complexity of the child’s life and deal
more consciously and critically with the requirements of their future occupational field.

The changes in the professional perceptions of competence of university students are spread
across both the individual competence facets and the group as a whole. Thus, no clear con-
clusions about the organizational form of the practical phases are possible on the basis of this
data. Grassm�e et al. (2018, pp. 17–22) already named the organizational form as an independent
variable for the subjective assessment of competence, and other studies also find no connection
between (subjective) competence development and the time scope (cf. Mertens & Gr€asel, 2018,
p. 1110). Accordingly, the available results can be understood as conforming to expectations.
The perceived lack of change in competence can sometimes be explained by the subjective
nature of self-assessments, even before the start of the practical phase. A ceiling effect, which has
been empirically demonstrated (cf. Moser & Hascher, 2000, 70–73; Bach, 2013, p. 194) leads to
little potential room for change. It is therefore necessary to consider whether a systematic
overestimation (cf. Hascher, 2006, 137–146; Gronostaj et al., 2018, p. 70) of the students might
become visible in the data.

8The study design is based on two survey dates and individual changes were reported in the presentation of the results.
This approach is not intended to suggest a linear process; instead, professionalization is understood as a lifelong
development process (Terhart, 2011). Accordingly, the results are only to be understood as a small part of this process.

244 Hungarian Education Research Journal 10 (2020) 3, 232–251

Unauthenticated | Downloaded 02/16/22 04:55 PM UTC



Outlook

Particular attention was paid to the presentation of results in the three practice phase formats,
which (also) differ in their organizational forms. However, no changes in the professional
perception of competence can be reported by the teacher training students. This result is by no
means intended to postulate that practical phases do not contribute to the professionalization of
university students, nor that no professionalization has taken place. This is because initial
evaluation processes of the reflection sheets indicate that the students come into contact with
situations that are meaningful to them in their future occupational field, and that they critically
examine them in terms of professionalization.

Based on the objective hermeneutics (cf. Wernet, 2012, p. 189), latent sense structures could
be discovered using exemplary reflection sheets, which show how intensively the students of
“Schule f€ur alle” deal with concrete insights into the lives and learning developments of their
children, and use these practical experiences for their professionalization process.

An analysis takes place, for example, with a focus on perception and the establishment of
normality. It could be shown that “Schule f€ur alle” reveals intensive insights for all students and
often a proximity to less familiar learning and living environments. In order to approach this
unknown in an understanding way, the students sometimes fall back on their own familiar
socialization structures and frame the experiences they have had with them, which increases the
danger of a normatively colored view. A direct, constructive comparison among the realities of
life offers not only an immediate concept of heterogeneity, but also the potential of a long-term
understanding, so that an appreciative recognition of heterogeneous realities of life and the
offering of reliable relationships can be promoted (cf. Pieper & Kottmann, 2019a, 77–81), which
is fundamental for a professional handling of heterogeneity in everyday school life (cf. Prengel,
2006, pp. 185–187).

Further reflection sheets were analyzed from the perspective of the perception and pro-
duction of social inequality. University students not only perceive and understand the school
and family reality of children, but also see their reciprocities. The university students do not
experience these realities in isolation from each other, but they perceive their mutual re-
lationships and scopes of influence equally and learn to understand them. Through this process,
social inequality, which in Germany often also leads to educational disadvantage, sometimes
becomes directly accessible and tangible for the students (cf. Pieper & Kottmann, 2019b, p. 313).

Furthermore, the process could be traced to the students’ use of the interdependence between
the practical phase and university support, e.g., when the contents of the seminar are tested in
practice and their use as well as (subjective) findings are in turn linked back (cf. Pieper &
Kottmann, 2019a, p. 78).

CONCLUSION

University students act in highly complex situations that they experience directly during the
mentoring programmes (cf. Heinzel, 2007, p. 148). They come into contact with children,
teachers, parents, friends, and relatives of the children, and sport clubs, etc., both in and out of
school. They are confronted with different expectations, from which divergent task areas can
result. This means that the teacher training students have correspondingly diverse roles, which not
only complement each other but can also be contrary to each other (cf. Garlichs, 2007a, pp. 29–30).
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In the mentoring/student assistance programme in Essen in particular, Maas (2007) explains, for
example, that university students are confronted with different contradictory areas of tension
during the project period. Proximity and distance play a central role and a certain openness and
spontaneity are demanded of them in the individual meetings, whereby planning and structuring
should not be overlooked either. Regression and progression are just as opposed to each other as
commitment and disassociation. University students move continuously between these poles
without ever being able to find the right place. This experience of unbreakable contradictions and
antinomies is an important step in their professionalization, which will always accompany them in
future work contexts (cf. Maas, 2007, pp. 215–219). A perception of and a confrontation with
current demands for professionalism in everyday school life is named as the goal of university
practice phases (cf. Hascher, 2007, p. 162), which the project concepts basically achieve, while also
offering a protected space. Serious pedagogical situations in individual support require immediate
action on the part of the students, in which there is often no distanced reflection (cf. Helsper, 2001,
p. 8). Various constitutive elements of university support offer students a specific space in which
they can retrospectively perceive, record, and analyze the various experiences with a distanced
perspective (cf. Kottmann, 2014, p. 380). It is precisely such reflective processes that make it
possible to understand the case and can in turn serve as a basis for further cases, so that these can be
dealt with in a multi-perspective and more professional manner, in the sense of greater certainty of
action (cf. Heinzel, 2007, p. 148).

A further layer of protection is that university students do not usually look after entire
classes, but mostly individual children and/or small groups (cf. Garlichs, 2007a, pp. 29–30).
Nevertheless, they must independently design, organize, and carry out the concrete project
work. This also means that they must confidently argue decisions made with the children,
parents and teachers, etc. (cf. Garlichs, 2007b, p. 186). Although targeted protection areas are
offered to the student teachers in order to not experience the challenging multi-complexity of
their future occupational field as overtaxing, it is known in many project concepts that learning
in pedagogical serious situations as well as in personal contexts of meaning has a lasting effect on
the professional awareness building of the participating students (cf. Garlichs, 2007b, p. 183).

In many mentoring programmes, the main concern lies with gaining access to the children’s
perspectives. If the university students make the children’s perspective their own case, this offers
the chance to gain access to the children’s thoughts and actions and to learn to understand the
kids with their individual learning processes (cf. Heinzel, 2007, p. 152). The university students
sometimes receive "insights into foreign childhood worlds" (Garlichs, 2000, p. 15, Translation
BK). Through this direct contact they often consciously experience their own (normative) ho-
rizons of norms and values and are able to deal with them reflectively (cf. Garlichs, 2007a, p. 29).
To be able to recognize one’s own socialization, to consciously work through one’s own
childhood experiences, to relate them to today’s living conditions – also with regard to the
expectation of being a (prospective) teacher – and to be able to recognize its heterogeneity, is a
central moment of professionalization, above all in regard to complex school requirements
(cf. Garlichs, 2000, p. 15; Garlichs, 2007a, p. 29–30).

With the title of her contribution, Garlichs (1994) summed this up 25 years ago: Mentoring
programmes enable “vivid learning in teacher training” (Garlichs, 1994, p. 34, Translation BK).
Because university students continually act in serious pedagogical situations, that are often
directly relevant to them, theoretical references sometimes receive a new/different attribution of
meaning (cf. Garlichs, 2007b, p. 183). Garlichs (2007a) observes, for example, that students
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began to relate the theoretical content to themselves, their mentee, their work, and to use these
theoretical references as a site for discussion and argumentation (cf. Garlichs, 2007a, p. 27).
Something similar was already reported in the presentation of results for “Schule f€ur alle”. The
reflective moments in the university support offer students the opportunity to scientifically
discuss and professional biographically reflect upon their practical experiences from individual
case studies (cf. H€ansel & Kottmann, 2000, p. 2). University students seem to make use of this
space if they test scientific-empirical seminar contents in practice and make their use accessible
for reflection (cf. Pieper & Kottmann, 2019a, p. 80). A further goal of the implementation of
school internships is the stronger interlocking of (university) theory and (school) practice (cf.
Keller-Schneider, 2016; Terhart, 2000, p. 7, p. 156), which can be seen as confirmed in light of
the arguments.

Although various potentials for the professionalization process have been identified by
participating students, who can also make a contribution to the quality assurance of university
teacher education, it should be emphasized that practical experience does not per se have a
professionalizing effect on student teachers. Instead, it is of particular importance that university
students use their practical experience as an expression of practice, turn it into an object for
reflection and (separately) analyze and reflect on it in order to professionalize themselves
through a reflective examination (cf. Heinzel, 2007, p. 147).

Although this contribution was primarily about the teacher training students, a central and
fundamental aspect of the mentoring programmes is to support the participating children
equally and to offer them stable relationships. The aim is to strengthen their professional and
interdisciplinary skills in the long term in order to have a lasting influence on their educational
biographies. Through extracurricular support, the children get to know, for example, everyday
educational opportunities that open up opportunities for them to be involved and participate.
And because they usually build trusting relationships with the university students, in which
university students act as role models and orientation, the children gain access to perspectives
close to education, so that education can sometimes acquire a different value. This is also the
task of a school that sees itself as a “caring community”.
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