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This research focuses on the activity of six tutor teachers in training involved in the curriculum of primary student-teachers at the University of Teacher Education in Lausanne, in Switzerland. The post-lesson interviews managed by these tutor teachers in training show that their activity is influenced from past experiences lived as student-teachers and from the training they are following. This research aims to understand and analyze the origin from the tools used to mentor their student-teacher during the post-lesson interviews. The theoretical framework uses the concepts of the clinical activity and the method of self and crossed confrontation interviews. Through the real activity of tutor teachers in training, exposed through the methodologies of self-confrontation, our results highlight the influence of past experiences of tutor teachers in training, as well as the nature of the emotionally significant situations they experienced in the past. The influence in their actual activity as tutor teachers in training and which tools they are using from the training are also presented and discussed.
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Introduction

Current issues in teacher education, such as the emotional overload that often leads beginning teachers to drop out or experience attrition, are subjects of active discussion. The societal significance of teacher training and professional development should prompt deeper reflection on the underlying causes of dropout rates. Teacher education programs, especially those involving mentor teachers, have the potential to mitigate this phenomenon more effectively.

Entering the teaching profession, as depicted in the literature, is a notably intricate and emotionally charged phase (Stewart and Jansky, 2022), akin to navigating a whirlpool, as Erb (2002) symbolically portrays. During these initial years of a teaching career, emotions tend to run high, seldom remaining static, and can ultimately culminate in emotional overload or attrition. This initial emotional burden at the onset of a career (Squires et al., 2022) appears to contribute significantly to the disproportionately high dropout rates among novice teachers in Western educational systems (Rajendran et al., 2020; Amitai and Van Houtte, 2022).

In the United States, for instance, statistics reveal that 14% of novice teachers exit the profession after their first year, followed by 33% after three years, and a staggering 50% after just five years of teaching (Hong, 2010). This phenomenon of attrition, attributed in part to the challenges faced during the initial stages of their careers, may be partially ascribed to insufficient consideration of the emotional dynamics inherent in student interactions (Hagenauer et al., 2015), as well as inadequate acknowledgment of prior experiences in teacher education (Russell and Fuentealba, 2023).

This research focuses on the activity of tutor teachers in training (TTT) during the post-lesson interview. As part of the dual education system at the Institute of teacher education in Lausanne in Switzerland, student-teachers from the bachelor’s degree in primary education are teaching in school placements. The TTT must do post-lesson interviews each time he or she observes a student-teacher teaching in school placement. However, the efficiency of the post-lesson interview modalities shows reservations in the literature, especially regarding the tools that student-teachers need, to foster the development of the student-teachers activity (Bertone et al., 2009).

This research aims to understand and analyze the influence of past experiences on the activity of TTT. More specifically, it focuses on the experiences that TTT had as student-teachers (emotionally significant) and those they have now as TTT studying in the CAS (Certificate of Advanced Studies) to become a tutor teacher. While some past experiences may carry significant emotional weight and directly influence a tutor’s behavior, not all experiences need to be emotionally impactful to influence them. The research will focus on past experiences with significant emotional weight (perezhivania). The goal is to understand which emotionally significant situations they experienced in the past influence their actual activity as TTT and which tools they are using from the CAS.

In the county of Vaud in Switzerland, teacher training takes place in two environments, the Institute of teacher education and directly in schools with students ranging in ages from 4 to 12. Student teachers are required to develop professional skills by articulating academic, theoretical, and practical knowledge (Gremion and Zinguinian, 2021). The Institute of teacher education provides a dual education by mandating tutor teacher (TT) to teach student-teachers professional skills in school placements. They also assess their teaching practices in reference to their level of teaching competences. Following the works of Dewey (1904), Argyris and Schön (1974), the Institute of teacher education gives an importance to reflective practice in teacher training. In this sense, it appears that the post-lesson interview (Talérien et al., 2021) constitutes a pertinent way to foster student-teachers in the development of this reflective competence.

Tutor teachers undertake this role voluntarily with the agreement of their school principal. To be allowed to practice as tutor teacher, they must attest at least 10 years of teaching experience and complete a CAS proposed at the Institute of teacher education. During this training course, TTs are trained in organizing the placement, accompanying, and guiding student-teachers in their teaching. According to the institutional guidelines (Haute école pédagogique du canton de Vaud, 2021, 2022b,c), the TTs set up a contract with his/her student-teacher that specifies their respective expectations and needs. The TT’s activity consists of observing the lessons given by the student-teacher, taking notes about the teaching that will be discussed and shared in the post-lesson interview which may take place right after the lesson or postponed to shortly after. The choice to postpone the interview may be linked to organizational constraints, or it may be a pedagogical intention to foster the student-teacher’s reflective practice. Thus, the TT observes, analyses, and assesses the student-teacher’s competences through oral feedback during the post-lesson interviews. This feedback is formalized in an assessment report at the end of the semester, then in a certification assessment (through 10 competences, Haute école pédagogique du canton de Vaud, 2022a) at the end of the school placement. Moreover, the student-teacher must show a capacity to reflect to his/her practice (Haute école pédagogique du canton de Vaud, 2004/2016). Finally, the background from TT as student-teacher may also influence the way he or she organizes, observes, and analyses the student-teacher in the internship. Following the works of Dewey (1904), the learning is lived like the transition from experience to knowledge. During their activity, TT use their experience and formalize it into knowledges, whether during observations or during post-lesson interviews. Indeed, if we consider that expertise as tutor teacher profession is the result of a multitude of “sedimented” experiences (i.e., what the TT lived as a student-teacher) (Rogalski and Leplat, 2011), we can also argue that regarding to the emotional part of teaching expertise, specific moments, (i.e., “episodic experiences” what TT learned during TT training), have a particular effect on the activity.

During the post-lesson interview, the TT asks the student-teacher about his or her intentions and his or her feelings about the lesson. Through his/her interventions during the lessons, the TT leads the student-teacher to reflectively look at his/her teaching activity (Argyris and Schön, 1974) and to suggest to himself/herself ways of improvement. The post-lesson interview is also an opportunity to help the student-teacher anticipate future teaching and to discuss the challenges and difficulties of the teaching profession.

The post-lesson interview is an important factor in the student-teacher’s professional development (Talérien et al., 2021), as TTs seek to develop student-teachers’ reflective practice, i.e., the analysis of their teaching practices (Haute école pédagogique du canton de Vaud, 2022a). The way in which the TT structures, organizes and regulates interactions influences the student-teacher’s activity. These tools are coming from an experiential training, which is a process of transformation that results from reflection, re-elaboration and putting into words the experiences of life based on challenges encountered in unplanned events (Cavaco and Presse, 2022). This ‘guidance’ is supposed to foster him/her to become a reflective teacher capable of mobilizing theoretical knowledge acquired in the training institute (Amathieu et al., 2018). Thus, progressively, this monitoring during the school placement allows the student to construct his or her experience (Keiler et al., 2020).

However, the TT’s activity during the post-lesson interview is full of dilemmas that questions about the usefulness of this tool (Bertone et al., 2009) because of some undesirable effects (De Simone, 2021). During the interview, the TT plays several roles, including those of coach, expert, and evaluator, which sometimes causes identity tensions (Dejaegher et al., 2019). This plurality of roles can also present him/her with some dilemmas: should the student-teacher identify his strengths and weaknesses by himself? Should the TT give suggestions for improvement or, let the student-teacher to find them by himself/herself (Mieusset, 2017)? Should TT “help to teach” through “immersive practice,” or “help to learn to teach” by focusing on reflexive practice (Chaliès et al., 2009, p. 61)? Should TT provide standard and immediately applicable teaching skills (Méard and Durand, 2004), produce debates (Saujat, 2004), encourage the collective working dimension to cope with emotionally challenging situations (Descoeudres, 2021, 2023), or provide emotional support to student-teachers (Descoeudres and Hagin, 2021)?

Indeed, it seems that during post-lesson interviews, TTs support student-teacher emotionally (Mieusset, 2017), which sometimes leads them to hide their negative opinions about the student-teacher teaching (Bertone et al., 2009). Some TTs prefer to adopt to a role of guidance or to a role of critical friends (Mac Phail et al., 2021). They provide sometimes implicit recommendations which are linked to their proper past experiences and consist of suggesting professional skills, or even of asking student-teachers to conform themselves to the TT ways of teaching (Aspfors and Fransson, 2015). These different injunctions lead to tensions between what TTs want to achieve and what they in fact achieve. Where are the skills used from the TTT during the post-lesson interviews coming from? Are they coming from the CAS or from the past experiences lived when the TTT were themselves student-teachers? This study will attempt to answer two research questions concerning on the one hand the significant past experiences of the tutors (in training as students or currently in training during the CAS) and, on the other hand, the effects of the former on their current activity.


A clinical and developmental theoretical framework

This study borrows a theoretical clinical and developmental framework. The clinical historical activity theory (CHAT) reflects on humans (Clot, 1999, 2008) in a growing perspective and exploits the notions from cultural historical psychology (Vygotski, 1960/2014; Leontiev, 1976). These psychologists assume that the developmental process is based on the internalization of cultural signs. For example, a subject operates to achieve goals and motives through the mediation of tools, mostly received from previous generations or previous experiences (Leontiev, 1976). These external cultural signs are first “learned” in a dissymmetrical situation (with an expert, a subject who masters this tool, in our case the lecturers of TTTs during the CAS). They are then “grafted” gradually in increasingly symmetrical situations (the TTTs try to set up the recommendations received during the CAS). Finally, they are mastered alone (after the CAS, they can act in autonomy as tutor), thus becoming tools of thinking and action for the development of one’s own activity.

To make possible this second stage of development, this internalization implies psychic debates taking place between various simultaneous and opposite options. Intrapsychic conflicts can also emerge during exchanges and discussions between various persons (Descoeudres, 2023). In relation to our research object, this theoretical framework used suggests that TTTs receive “cultural signs” during the CAS, during discussions with peers following the same CAS, and/or during professional discussions with novice or experienced colleagues. Then, they internalize these signs (tools) that can be used with the student-teachers during post-lesson interviews.

Considering emotions as the starting point of the subject’s development, Clot (2008) reminds us that the individual’s development is inseparable from their capacity to be affected by both negative emotions and positive ones. This confirms Vygotski’s transformational and developmental dimension of emotions. Clot (2008) postulates that emotions are situated between sense (motives and goals of the activity) and efficiency (tools, professional skills) and is at the origin of a development of the activity, initiated by the power to be affected (Descoeudres, 2019). The theoretical framework used postulates that the power to be affected (to feel emotions, positive or negative) in each situation, is a condition for a development one’s own activity (Bournel-Bosson, 2011). Vygotski adopts the concept of perezhivania, which means “unforgettable experience” or better Erlebnis in German, in connection with emotionally significant situations, even though the concept of perezhivania is not stabilized and has many meanings depending on the moment. Through this concept Vygotski refers to an unforgettable experience that contributes to the development of the subject (Veresov, 2014).

In relation to our study, we postulate that TTTs lived significant past experiences as student-teachers or as TTTs studying in the CAS, that each subject will mobilize as tools that will foster the development of the own activity. Perezhivania seems the pertinent concept to adopt linked to the theoretical framework that considers the development dependent of the power to be affected. We suppose that these past experiences lived in other environments influence the actual activity of TTTs. This clinical and developmental theoretical framework is relevant fort this study because it is aligned with the objectives, research questions and the method used. Moreover, the concept of perezhivania is coming from Vygotski that confirm a developmental dimension from the emotions and the activity is a central concept of the study.



A transformative method


Study design

The method used in this study is linked to the theoretical framework of the cultural historical activity theory (CHAT, Engeström, 1987; Clot, 2008) and aims to identify perezhivania which means unforgettable, because significant past experiences. It is a research-intervention with a double aim, heuristic, and developmental for the participants. The artifact used is the video.



Participants

Six volunteer teachers (four women, Ana, Brianna, Cindy and Dana, and two men, Matt and John,1 between 26 and 30 years old), working in six primary schools in the county of Vaud in Switzerland agreed to take part to this qualitative research. The six teachers were teaching in primary schools while also in a graduate program consisting of a two-year long Certificate of Advanced Studies (CAS) at the University of Teacher Education in Lausanne (Switzerland), with a focus on the function of student tutor. In parallel with this training, these six teachers supervised a student in school placement within their respective class.



Procedure

This study involving human participants was approved by the Ethics Board of the University of Teacher Education in Lausanne. The research was conducted in accordance with the national legislation and institutional requirements.2 The participants provided written informed consent for participation in the study and for the publication of any potentially identifying information included in the article.

The research contract for the six participants stipulated that each TTT filmed a post-lesson interview with his/her student. At the end of the interview, the TTT selected two video-excerpts of about 4 min (significant for him/her) to be analyzed. A researcher conducted a simple self-confrontation (SSC) interview with each TTT. Then the researcher conducted a crossed self-confrontation (CSC) interview with two TTTs and two video-excerpts for each. Finally, the protocol was supposed to end with a focus group interview with the researcher and all participants. This was planned for June 2020, but unfortunately could not take place due to the COVID-19 pandemic.

All SSC and CSC interviews were filmed and then manually transcribed. This paper is based on the verbatim from six SSC interviews and three CSC interviews. In total, 2,194 speaking turns were analyzed.

During the SSCs, the TTTs were asked to report their activity form the post-lesson interview. The researcher’s questions were intended to gain a better understanding of the reasons why the TTT acted in a certain way (or did not act in a certain way) to access to their “real activity” (Clot, 1999), mostly linked with past significant experiences. The researcher’s role was to access the TTT’s real activity (including the impeded part of their activity) by asking questions that provoked the emergence of intrapsychic conflicts, notably through the activity in other environments (e.g., as student-teachers, as TTT in the CAS). The controversy induced by the researcher promoted the evocation of past experiences during the post-lesson interview. This allowed the researcher to access to the impeded part of the activity of the six TTTs in the post-lesson interview situations.

The CSC interviews, involving two TTTs, took place after the SSC interview. On this occasion, each participant was asked to comment during the post-lesson interview about his or her personal activity in the presence of a peer, who would then question, debate, or contradict the activity of his or her colleague, principally about past significant experiences. From these exchanges and confrontations, interpsychic conflicts and “shared solutions” could emerge. The researcher’s role during these CSC interviews was to encourage these exchanges and debates such that the observation of a peer would produce greater knowledge in the viewer as well as greater activity from the respondent.



Data analysis

The data processing procedure was borrowed from the method of Bruno and Méard (2018), which provides a tool for coding the verbatim in line with the CHAT, the theoretical framework of this research. It consisted in identifying, in the 2,194 speaking turns, in a double-blind manner by three researchers, the developmental indicators of their activity (Table 1). Each of the 2,194 speaking turns were evaluated by the three researchers in a double-blind manner to identify the developmental indicators of their activity (Table 1): self-affectation, tensions between different instances of the profession, intrapsychic conflicts, self-oriented activity or object-oriented activity, development at the intersection of different environments, process of generalization and creation of new goals. In the verbatim, the perezhivania of TTTs were also identified. Most of these were representations of significant previous experiences as a student-teacher or as an actual TTT, linked to a development at the intersection of different environments. Our approach was to then connect the indicators of potential development to the unforgettable experiences of the TTT and to their effects on the TTT activity. The data was systematically grouped based on similarities through an inductive approach, with stories gradually classified. Following several successive stages conducted independently by two researchers in a double-blind manner, distinct categories emerged, facilitating the exploration of our research questions.



TABLE 1 Potential development indicators (Bruno and Méard, 2018).
[image: Table1]



Results

It appears that the situations experienced by TTT stem not only from their current training as tutors in the field, but also from their more or less distant student past, when they were themselves supervised by field tutors during their internship (Figure 1).

[image: Figure 1]

FIGURE 1
 Results: the influence of past experiences on the actual activity of tutor teacher in training during post-lesson interviews.


In the first place, the results presented here will highlight the contributions of field tutor-training to the current activity of TTT, and the way in which these contributions operate. Then, the experiences accumulated as students will be presented and analyzed in relation to the current activity, through a few development indicators (Table 1). Finally, the results will attempt to answer the two research questions concerning on the one hand the significant past experiences of the tutors (in training as students or currently in training during the CAS) and, on the other hand, the effects of the former on their current activity.



Tutor-in-training activity in relation to training experience

During the interview conducted after a given teaching period, the tutor in training tries to apply what they were taught during training, namely by letting the trainee speak first to identify the strengths and weaknesses of the class they have just taught. They seem to be putting into practice what comes from another environment, i.e., their current place of training (CAS).


Because in some theoretical approaches we dealt with during training, we saw that it was important to enter the sphere of what may be problematic for the trainee by giving her the chance to talk about how she had experienced her lesson. That enabled us to identify what elements were her strengths, meaning what worked well! And also, what elements were weaknesses which could, in this case, generate problems to work on! (TP22, John).
 

By giving pride of place to the trainee during the post-lesson interview, such manner of proceeding is a much discussed and praised element of training, which thus comes from another environment (that of training), compared to that of their current activity.


I'd say it's a practice that I'm going to maintain! Because it allows me to go back to what may have been an issue for the student. And it allows me to work on the trainee's training objectives in a more concrete way! (John, TP40).
 

John generalizes this manner of proceeding by letting the trainees speak first, albeit with some intrapsychic conflicts linked to his questioning, because after all why should not he give his opinion first as a field tutor, before turning to that his trainees? His experience of the various implementation strategies demonstrates that


I notice the difference: when I give my opinion, we're going to work on my opinion, whereas here we're really starting with what the trainee has experienced and, as a result, it will certainly make more sense to her (TP26, John).
 

John feels that the trainee finds it more meaningful to work on what she has highlighted, rather than to focus on the elements that he would have pointed out first. We thus see a two-fold development in John’s activity: things make sense if the identification of the lesson’s strengths and weaknesses comes from the trainee. In terms of efficiency, John prefers to give the floor to the trainee first. This strategy is “learned” in CAS training, in an environment which is different from that of his usual professional life. Dana’s verbatim comments corroborate John’s in terms of the contributions made by training, in the sense that


It's a departure from what we've been taught in training, in the sense that it does not encourage students to tell us what we expect, or the things we'd like them to tell us, it teaches us to avoid influencing their reasoning to get to a point that is of interest to us, meaning there's really a moment when they're free to explore their own analysis and their vision of things (Dana, TP76).

It already allows me to assess how far the student has gone in their reflective process linked to practice, to see what they can identify as positive, what didn't work so well, and the questions they are asking themselves, rather than me turning up and immediately saying that was good, that wasn't so good (Dana, TP80).
 

Managing interviews in the best possible way to give maximum benefit for trainees is indeed addressed during tutor training, as shown by the previous results. To make post-lesson interviews as formative as possible, the use of observation tools, in particular descriptive scales, is also a component of the tutor-training CAS.


This is really something that is recommended in this CAS tutor teacher training. It's about focusing your observation, and then using descriptive scales is a good observation medium that should be used at such times! (TP36, John).

Summoning the impersonal modality of the job, John wavers between various degrees of constraint, first evoking a form of recommendation, then an obligation transferred from training into his own practice with his trainee. John seeks to be effective by pointing out in advance what he is going to observe and assess more specifically. Therefore, anticipating his own activity is induced both by the prescription and the training.

One of the avenues I had identified consisted in working on the questions I ask! And the objective behind those questions! In one of the seminars, we saw that we had to be careful about the kind of questions that yield results and those that don’t! I sometimes realize, during interviews with my trainees, that when I don’t get an answer from them, it is often because I have asked an unproductive question. So, apart from answering yes or no, they didn't really have a choice, and thus the trainees who have a sound knowledge base might try to find the answer that would prove satisfactory to me (John, TP84).
 

This account indicates several developments in John’s activity. Firstly, in terms of efficiency, through the anticipation of the questions to be asked and, by the same token, the identification of the objective to be met. Likewise, development is inherent to the different environments, since in the CAS of the field tutor, John highlights the types of productive and unproductive questions and the influence they have on the way the post-lesson interview goes. This enables him to generalize that the lack of response on the part of the trainee stems mainly from an unproductive question. Thus, the intersection of different environments enables him to generalize his practice.

To conclude on the ways field tutor training contributes to making post-lesson interviews more effective, Dana slightly qualifies her remarks by highlighting a discrepancy between the elements prescribed by CAS training and what she experiences with her student:


it's complicated to keep up with what we've learned in class, i.e., to really come up with objectives defined for the trainees so that we can work on those objectives with them in relation to the skills assessment process. In this type of interview which remains quite superficial, we don’t get the work of reflective feedback done, because it doesn't work with my student. (Dana, TP101).
 

This excerpt deserves to be credited for mentioning that implementing the prescriptions passed on during training is not always effective, as they depend upon the context in which they are applied.



The influence of experience on the activity of tutor in training during their traineeship

The objective of the results presented in the following section is to highlight on the one hand the lack of support experienced by the participants when they were students themselves, and the influence of such lack on their own current activity as field tutors. On the other hand, they provide an illustration of a delayed understanding of the contributions of basic training, as well as the links between theory and practice.

A lack of empathic support (or a lack in training in general) in the past seems to lead to a centrifugal activity on the part of field tutors, who act with their trainees as they would have liked to be treated as students. They first provide support in the case of emotionally negative situations in the classroom (disruptive student behavior in 1-2P):


it was difficult for me because she's a trainee I really like, it's true that she's with me a lot, three days a week. I feel that she's very much involved and she doesn't necessarily get the response that she'd like from the students, and I've also been through that myself and I didn’t get support at the time I went through that it as a trainee, so it affects me all the more (she gestures at her heart as she says this) when I see her in this situation, when she’s completely helpless and overwhelmed by what's going on.

Her aim is to take over during my maternity leave. We've looked into it with the HEP (teaching training institute), so that she can continue as a trainee, but now she's told me that it scares her, because she's going to be on her own, and she's afraid that the students' rowdy behavior will continue, and I can really, really relate because I find it so difficult when you feel you're losing your footing, so I was torn apart, I sympathize and at the same time my role as tutor consists in helping her improve. (TP13, Ana).
 

The field tutor establishes a distinction between her roles, which consist mainly in helping her trainee learn the trade and improve, but also in supporting her and showing empathy in difficult moments. In the support interview, her activity as field tutor is geared toward the student, it is centrifugal, aimed neither toward herself nor the students:


So, the roles go together, but let's just say that at that time, I was more concerned with supporting her. I felt it was a priority for her to be able to get what she had on her chest off, and for her to feel that I was there to support her too (TP17, Ana).
 

When major difficulties arise during the lesson, the field tutor’s activity is directed toward the trainee (centrifugal), although the decision of whether to intervene or not during the lesson raises some ethical concerns:


I was afraid she'd lose all credibility. well, I could see that tears were welling up in her eyes, that she was about to break down, that it was not stopping and since we still had ten minutes of class left, I said to myself, well, I know that if I separate these children, things will calm down (TP37, Ana).
 

Ana’s activity seems to be strongly influenced by her past as a student. Indeed, her work was rarely observed by her field tutor in her third year, even though she was having difficulties with the students and feels that she lacked support:


it's true that when I was in third year, that's when it happened. During the first semester I was on an A placement (under constant supervision) with a teacher, and this tutor had such a difficult class in terms of classroom management, she considered that for the students to "relate to" me, she had to get out of the classroom, so in fact she hardly ever observed me on the job. She'd go off to the teachers' room or wherever while I was teaching, and on several occasions, I found myself in situations when the students weren't listening to me, were laughing among themselves, so I didn't feel credible.
 

Brianna’s experiences as a student cause intrapsychic conflicts and lead to a development at the intersection of different environments for Brianna who had a bad experience with her field tutor at the time:


I try to be benevolent, to guide them, to pay attention to the way I give feedback and I realize in my feedback that sometimes I pick my words very carefully, I’m cautious, because I had a horrible tutor during my first year and I almost quit and I don't want to have that role either, so I still try to give directions, and to refrain from always assessing them, but rather to deliver guidance in a benevolent manner (TP97, Brianna).
 

Brianna points out the gaps in her training. During her internship, post-lesson interviews focused only what was visible, i.e., on classroom management, but not on the rest, and at no point was she trained to become a reflexive teacher. This affected her in a very negative way, as she felt undervalued.


I found that during the training courses, we tended to focus on what was visible, and they never really talked to me about 'why', so when I came into my classroom the first year, it had to be nice and pretty, but that was it. Then they asked me about everything else, and I was completely lost. I didn't feel like a teaching professional, I felt. (TP53, Brianna).
 

The excerpt below highlights the shortcomings that Brianna identifies in hindsight. She is indeed keen to pass on to the trainee the necessity to weave together theory and practice, since she was deprived of it as a student.


We graduated from the HEP (teacher training school) six years ago, and I didn't have the opportunity to have a theory/practice experience as a trainee, and I'm so attached to it that I'm frustrated at not being able to do so, whereas the year before, when I had a first trainee, she was up for it. So of course, as you say, I was the one who put it into words, and she didn't know all that right away, but I brought it up and she was keen to learn, and then she said “well, it's great to see it in real life, because it makes more. sense in theory”. I've got to learn to say to myself “but there won't always be trainees who are up to my standards and who are into my way of doing things” so “how am I going to manage that?” because in the end, you still must help them make progress, and I know that there are things that don't depend on me. The meaning she puts into her training. I can have an influence on that, but there are also things. it's up to her. (ACC, TP215, Brianna).
 

Intrapsychic conflicts may be induced by this observation, as Brianna knows that some trainees are not like her, that some do not necessarily give meaning to their training. She must accept this. Her activity thus wavers between centripetal and centrifugal forces.

Ana, who manages to feel empathy for her trainee although she did not benefit from it in her student days, also had a difficult time in her professional training years.


I remember that I didn't have a very good experience during my time at the HEP in the sense that I had the impression that theory and practice belonged to two totally different worlds and then at certain times I was against the HEP because I felt that what I was being told wasn't at all what I was experiencing in my internship, and then that it was all nonsense, and then I didn't see the meaning of it all, and then I understood it later, and I think it's important to be by their side all the way, so that they get it… (ACC, TP232, Ana).
 

The comments above suggest a development at the intersection of different environments. Since Ana had a very bad experience in her basic training because what was taught in teacher training school seemed to differ from what she practiced in her internship, she wants to make sure this does not happen with her current trainees. She plans on being by their side so that they see meaning in it, and perhaps so that the place of training and the place of internship are not experienced as antinomic.

To conclude, our results highlight two distinct temporalities when it comes to past experiences: on the one hand, a proximate temporality, as inherent to field tutor training (CAS), and on the other, a clearly deferred temporality belonging to the remote era when our participants were themselves students. The results of the verbatim interviews reveal that the tutors in training are anxious to make up for the shortcomings they themselves suffered from when they were students, namely a lack of empathic support in emotionally-charged situations, a lack of supervision, an inappropriate choice of words in the post-lesson interview, a lack of meaning derived from theory, and an alternation between theory and practice that is not clear enough.





Discussion

The present study which is based on a clinical historical activity analysis through self and crossed confrontation interviews, aimed to explore the influence of past experiences that TTT had as student-teachers and those they have now as TTT studying in the CAS. More specifically, the purposes of the study were to understand which emotionally significant situations they experienced in the past, influence their actual activity as TTT and which tools they are using from the CAS. The discussion of the results is shared in three parts. First, we will identify the necessity to train TT to this task, then we will discuss about the necessity to support emotionally the student-teachers at the entry of the profession. Moreover, the discussion will try to propose a way to incorporate past experiences into tutor training to enhance the effectiveness of tutors.

Finally, the discussion will highlight the importance to help student-teachers to foster the links between theory and practice especially through reflective practice during the post-lesson interviews.

First, the results highlight the importance of past experiences in the development process of TTT supervising student-teachers. During the CAS, TTT learned some tools that they invest, which is not the case in other contexts where TT have no training for this task (Derobertmasure et al., 2011). This training system seems to foster the TTT activity in the sense that TTT are considering various options of regulation that would probably not appear without training. Desbiens et al. (2009) argue that the better trained TT are, the better they can train the trainees themselves.

But it’s not only from the training that TTT put into practice tools, but also from emotionally significant situations lived as student-teachers many years before. As student-teacher during traineeship, they experienced emotional overload (Squires et al., 2022). The student-teacher activity in front of the class produces intense emotions related to dilemmas (Keller and Becker, 2020), unpredictability (Bullough, 2009), and the shock of reality (De Mauro and Jennings, 2016). The image of the whirlpool (Erb, 2002) or those from the rollercoaster (Lindqvist et al., 2022) can help illustrate this stage of one’s career, which is marked by emotionally significant situations during teaching, experienced by teachers at the beginning of their careers (Descoeudres et al., 2022). The entry into the teaching profession is identified in literature as a special, complex, and emotionally intense stage (Stewart and Jansky, 2022). Some teachers adopt turnover (Räsänen et al., 2020) or attrition as coping tactics. A way to avoid turnover or attrition in the early career seems to focus on the emotional dimension of becoming a teacher, in teacher education, through mentoring. In this sense, Waber et al. (2021) reveal the importance of interactions during the traineeship and the social support they need at the beginning of the career (Mukamurera et al., 2019). Waber et al. (2021) and Descoeudres (2023) emphasize the impact of this collective dimension not only through the colleagues but also through the TT. Our results show that the lack of support during emotional overload as student-teacher generate an opposite expertise form TT when his or her student suffers from emotionally significant situations. The time shared between TTT, and student-teachers seems to foster the development process of their activity. The lack of empathic support in the past seems to lead to a centrifugal activity on the part of TTT, who act with their student-teachers as they would have liked to be treated as students.

Incorporating past experiences into tutor training, particularly in the context of addressing potential negative experiences, is a crucial aspect that can significantly enhance the effectiveness of tutors through five different manners. (a) By acknowledging the impact of past experiences (Russell and Fuentealba, 2023): The first step is to recognize that tutors’ past experiences, both positive and negative, can significantly influence their approach to tutoring. By acknowledging this influence, training programs can better tailor their approaches to address any potential challenges stemming from past experiences. (b) By providing psychological support (Kangas-Dick and O’Shaughnessy, 2020): Training programs should incorporate elements of psychological support to help tutors process and cope with any negative experiences they may have encountered in the past. This can include techniques for managing stress, building resilience, and fostering a positive mindset. (c) By cultivating empathy and understanding (Jaber et al., 2018): Training should emphasize the importance of empathy and understanding toward students, recognizing that tutors may have faced similar challenges in their own academic journeys. By cultivating empathy, tutors can better connect with students and provide more effective support. (d) By promoting reflective practice (Fuentealba and Russell, 2023): Encouraging tutors to reflect on their own past experiences can be a valuable tool for personal growth and development. Reflective practice allows tutors to gain insights into how their past experiences may shape their interactions with students and enables them to identify areas for improvement. (e) By creating a supportive environment (Rusticus et al., 2023): Finally, training programs should strive to create a supportive environment where tutors feel comfortable discussing their past experiences and seeking guidance when needed. This can involve fostering a culture of open communication, providing mentorship opportunities, and offering ongoing support throughout the tutoring process. By incorporating these strategies into tutor training programs, educators can help tutors not only recognize the influence of their past experiences but also empower them to overcome any challenges they may encounter and provide more effective support to their students. In summary, teacher training plays a vital role in overcoming personal biases (Varol et al., 2023) and enhancing the effectiveness of post-lesson interviews by providing teachers with structured frameworks, promoting reflective practice, facilitating peer collaboration, emphasizing data-driven decision-making, aligning with professional standards, and fostering continuous learning and development.

Finally, beyond the emotional dimension, our results also show the importance of the delayed understanding of the sense of the teacher training education that induce a particular attention from TTT. In this way, TTT try to facilitate the link between the theory and the practice by supporting the student-teachers in the theory and in the practice in the hope the student-teachers see earlier the sense of the teacher training education. TTT foster the reflective practice (Talérien et al., 2021) by student-teacher during the post-lesson interviews and help them to try to make links between what they learn in the education institute and their activity in the classroom. One of the aims of teacher education is to help student-teachers to develop professional skills by articulating academic, theoretical, and practical knowledge (Gremion and Zinguinian, 2021). Our results show that this lack of education in the past takes an important place now in their TTT activity and that TTT do not want that their student-teacher experience the same lack of links between the theory and the practice. This deficit represents a challenge that TTT try to assume in front of their student-teachers to help them to better articulate theory and practice with the aim to become reflective teachers (Raucent et al., 2021).

Moreover, as TTT we argue that expertise in this profession is the result of the addition of “sedimented” and “episodic” past experiences (Rogalski and Leplat, 2011). “Sedimented” experiences are centered on the repetition of tasks while “episodic” experiences are centered on the singularity of the situations experienced, like for example emotionally significant situations (Descoeudres and Hagin, 2021) or perezhivania. What TT experienced as student-teacher (lack of support from TT during emotional overload) can be defined as an “episodic” or perezhivania who foster the own development, especially now when student-teachers lived emotionally significant situations, even if the process that permits this transfer is not really identified. In English, experience is at the same time Erlebnis (inner experience which results from a lived past experience) and Erfahrung (experience built by such experiences) (Romano, 2021), the challenge of training education is indeed, in this area of emotional competence (Erfahrung), and in that of supporting trainees after emotionally significant situations (Erlebnis). It seems that these past experiences (Erlebnis) allowed one’s to build his or her professional experience (Erfahrung) (Romano, 2021).



Limitations and perspectives

This study has several limitations and can open new research perspectives. Firstly, the results obtained in this study could be extended to tutor teachers form other school levels (secondary schools and high schools), not only primary school levels like in this study. In addition, a deeper investigation on the past experiences could be done in a narrative way for example, including additional variables such as emotional competences, age, school placement. Finally, future studies should maintain this longitudinal design that allows a deeply exploration in the professional development of TT. Furthermore, we could extend this study to TTs and not only TTTs and compare if the results are similar between an expert TT and a novice TT. And it’s always better to involve more participants in a study. Maybe this involvement could be promoted in a continue training for TT.



Conclusion

To conclude, our results highlight the importance of past experiences lived in other contexts on the actual activity of TTTs and reveal the importance of them to activate the link between theory and practice during teacher education. To help student-teachers better cope with the emotions lived during the lessons at the beginning of their careers, teacher education should introduce professional practice situations, because maybe not every TT can feel empathy after an emotionally significant situations lived by their trainee. A collective analysis could be performed regularly during the internship to ensure that these novice teachers do not feel alone. This will foster the professional development of their activity and maybe avoid drop out or attrition early in the career. Finally, the better trained the TT are, the better they will be able to train student-teachers. This could also be a benefit for a long and healthy career.
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