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Abstract: Analyzing a teacher’s perezhivanie shows how she both cognitively and 
emotionally experiences dramatic events and the mediation provided in response to such 
events, uncovering her professional development. This paper’s objective is threefold: (i) to 
illustrate how a novice English teacher’s perezhivanie refracts the contradictions she faces 
when her practice is inquired into by a more experienced peer; (ii) to analyze the quality and 
character of his mediation in response to these events; and (iii) to trace how the novice 
teacher’s perezhivanie shapes her professional development. Nine classroom observations 
followed by post-observation interviews were conducted. The findings illustrate how the 
teacher’s refraction of dramatic events and the responsive mediation offered allowed her to 
(re)visit and (re)shape her professional identity and activity. 

Keywords: teacher development; dramatic events; cognitive/emotional dissonance; 
perezhivanie; responsive mediation.  
 
Introduction  

 It is widely known that there is no single formula one should follow for learning how 
to teach, this being a life-long process that depends on various dimensions which constitute 
the profession, such as the socialization of schooling, teachers’ knowledge and beliefs, 
teacher education programs, and the activities of teaching itself. When it comes to L21 
teachers, their involvement in the very practices of L2 teacher education is considered 
paramount by many researchers (Johnson, 2009; Biehl & Dellagnelo, 2016; Johnson & 
Golombek, 2016; Dalligna, 2018; Agnoletto, 2019; Agnoletto, Dellagnelo & Moritz, 2020), 
since such participation is the main driving force in propelling L2 teacher professional 
development.  

Among these practices, novice teachers’ interaction with more expert peers (i.e. 
colleagues and/or teacher educators) is of prime importance. Drawing on Vygotsky’s 
Sociocultural Theory (1978; 1987), Johnson and Golombek (2016) claim that inquiring into 
how novice teachers experience the activities teacher educators ask them to do may allow 
teachers to externalize their reasoning, which can then be accessed by teacher educators. 
Once experienced others understand how novice teachers are experiencing these activities, 
mediation that is responsive to their immediate needs can be provided. During this process it 

 
1 The terms “second language” and “foreign language” are seen as synonyms in the present paper.  
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is quite common for teachers to express their maturing capabilities “[…] as intensely 
emotional ‘highs and lows’ […]” (2016: 43), which may indicate specific aspects of their 
teaching that deserve attention.  

Unfortunately, most of the early educational research that specifically focused on 
novice teacher emotions was limited to issues around burnout, lack of material and moral 
support, and work-related stress (Zembylas, 2005). More recent research on the role of 
emotions in language learning and teaching has gained renewed attention in Applied 
Linguistics (MLJ, 2019) in general. From a sociopolitical perspective, Benesch’s (2017) 
notion of emotion labor highlights the role of emotions in relation to issues of power, 
focusing less on what emotions are or how teachers can control their emotions, but instead 
on what emotions do socially, and as a tool for teacher agency and collaborative 
transformation. From a Vygotskian sociocultural perspective, emotion and cognition are 
understood as a dialectal unity originating in sociocultural activity that with responsive 
mediation can function as potential growth points for language teacher development 
(Golombek & Doran, 2014; Johnson & Worden, 2014; Johnson & Golombek, 2016). 

Arguing against the secondary role of emotions in human cognitive development, a 
Vygotskian stance sees intellect and affect as the basic components of human consciousness, 
the dialectical relationship between them being captured in the concept of perezhivanie, 
which is briefly defined as “[…] how a child becomes aware of, interprets, [and] emotionally 
relates to a certain event” (Vygotsky, 1934: 345). Vygotsky (1934) claims that everything 
people experience is refracted through their perezhivanie, thus shaping the way they make 
sense of and feel about what is around them. With a focus on teacher education, it seems 
appropriate to propose a more nuanced understanding of Lortie’s (1975) notion of the 
apprenticeship of observation as not only the socialization of schooling based on thousands 
of hours of observation of teachers in action, but as the result of how the process of such 
socialization is both cognitively interpreted and emotionally felt. 

Johnson and Worden (2014) claim that novice teachers’ realization of a contradiction 
between what they envision and what actually happens in classrooms often leads them to 
experience moments of instability between their cognition and emotions, expressed through 
negatively charged lexis, hedging and body posture. These moments of cognitive/emotional 
dissonance have the potential to propel teacher development – if responsive mediation is 
provided – due to the aforementioned dialectical relationship between intellect and affect. 
Such moments are characterized by Veresov (2017) as he draws on Vygotsky’s notion of 
drama to state that “[…] the contradiction between two people, a dramatic event [… is] 
emotionally and mentally experienced as social drama (on the social plane) [… so as to later 
become] intra-psychological” (60). Therefore, it is during these very moments of clash that 
novice teachers’ perezhivanie becomes so important, as they experience – in their own 
particular ways, on the inter-mental plane – contradictions which can foster intra-mental 
development.  

As Johnson and Golombek (2016) claim, teacher educators must recognize these 
moments of cognitive/emotional dissonance as they arise so as to provide mediation that is 
responsive to teachers’ current needs. As these moments may – more often than not – impact 
teachers negatively, the authors point to a need for teacher educators to mediate these teachers 
in ways that may allow them to build up their teaching expertise while refracting such 
moments through the prism of their perezhivanie. Moreover, due to the particular ways a 
specific teacher’s perezhivanie refracts what he/she encounters on the inter-mental plane, 
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analyzing such a unit may help us understand how what is at first external becomes 
internalized, since "[...] the environment determines the development of the individual 
through the individual’s perezhivanie of the environment" (Vygotsky, 1998: 294).     

With that being said, the objective of this paper is threefold: (i) to illustrate how a 
novice English teacher’s perezhivanie refracts the contradictions she faces when her practice 
is inquired into by a more experienced peer; (ii) to analyze the quality and character of his 
mediation in response to these events; and (iii) to trace how the novice teacher’s perezhivanie 
shapes her professional development.  

 
Sociocultural Theory, Emotions, and Teacher Education  

Vygotsky’s (1987) work emphasizes the role of emotions in human mental 
development, claiming that the formation of one’s consciousness cannot be understood 
without attention to emotions. In his writings, he suggested that emotional life should be 
displaced from periphery to center, this center being the human mind itself. In the author’s 
words, such displacement  

 
[…] brings the emotional reactions within the same general anatomical-
physiological context as the rest of the psychological functions. It creates 
an intimate connection between the emotional reactions and the rest of the 
human mind [… which demonstrates] the intimate connection and 
dependency that exists between the development of the emotions and the 
development of other aspects of mental life. (Vygotsky, 1987: 332)  

 
 Along those lines, Vygotsky (1987: 50) advocated that human cognition and emotions 
constitute a dialectical unity, every idea containing “[…] some remnant of the individual's 
affective relationship to that aspect of reality which it represents.” As previously mentioned, 
such a unity is captured in the concept of perezhivanie – a prism through which one refracts 
(i.e. both comes to understand and emotionally relates to) what happens on the 
interpsychological plane (Vygotsky, 1934), thus being a means to look into the 
developmental changes one goes through in response to mediation provided by a more expert 
other.  
 According to Mok (2017), another important Vygotskian concept illustrates the 
relationships established between the individual and the world around them: the social 
situation of development. In the author’s words, the concept captures “a dynamic relation 
because it defines a set of relations between the child/individual and their environment such 
that, if either change, then so too, does the social situation of development.” (Mok, 2017: 30). 
Briefly speaking, the social situation of development is established during interaction 
between the individual – through his/her perezhivanie – and the environment (e.g. tools, 
concepts, other people), which concurs with Vygotsky’s (1934) assertion that the external 
world influences someone to the extent that this person refracts what he/she encounters in 
this world.      
 Bridging this discussion to teacher education, one can say that both expert and novice 
teachers dialectically establish social situations of development during moments of 
interaction when the former provides responsive mediation (Johnson & Golombek, 2016) to 
the upper levels of the latter’s zones of proximal development (ZPDs) who – in turn – refracts 
this mediation in his/her own particular way. However, this process does not happen in 



4 
 

smooth and linear ways: as studies on teacher development have shown, when having their 
practice inquired into, teachers often experience dissonance between what they envision and 
what actually happens when they teach, expressing negative emotions towards both 
themselves and their professional activity (Johnson & Dellagnelo, 2013; Golombek & Doran, 
2014; Johnson & Worden, 2014; Golombek, 2015; Johnson & Golombek, 2016). The 
instability that arises at these very moments, or what Johnson and Worden (2014) call 
cognitive/emotional dissonance, has the potential to lead teachers to develop in the profession 
if mediation is responsive to such instances. These moments can also be seen as growth points 
(McNeill, 2005)2 in learning to teach, that is to say, as units that capture a thought as it “comes 
into being” (2005: 104). Such moments can be interpreted as dramatic events (Veresov, 2017) 
– i.e. moments of social collision that take place on the inter-mental plane between the 
individual and the environment.  

That being said, it becomes essential for teacher educators to embrace teachers’ 
emotions, such a move having the potential to contribute to their development since what and 
how they feel about their teaching may impact their understanding of it. Moreover, when 
seeing intellect and affect as the basic components of human consciousness – as Vygotsky 
(1986) did – the idea of looking into teachers’ emotions becomes even more plausible, 
specifically when considering that “[…] teacher education is fundamentally about people 
[…]” (Johnson & Golombek, 2016: 44). Therefore, being responsive to teachers’ moments 
of cognitive/emotional dissonance and turning them into a central part of the process of 
learning to teach embraces their emotions.  

 
Method 

The present study follows a microgenetic analysis (Wertsch, 1985) of teacher 
development, whose aim is to follow specific processes that take place during one’s 
development, focusing on changes while they occur, since the very “[…] essence of 
development is change.” (Siegler & Crowley, 1991: 606). Therefore, this analysis adopts a 
diachronic rather than a synchronic perspective on human development. 

This study focused on two participants – an experienced teacher (1st author) and a 
novice teacher, Laura,3 of English as a foreign language. At the time data were collected, the 
1st author was in his final year of his master’s studies and had five years of experience 
teaching English in three different programs at his home university. He was involved in 
research on teacher education for two years. Laura was in the final year of her undergraduate 
program (English Language and Literature) and had been teaching English in a program at 
the same university for 2 years. The data were collected in Laura’s classroom with a group 
of 15 beginning level language learners who were a mix of undergraduate and graduate 
students and whose fields of study varied greatly. In this university, students usually take 
courses in English with the aim of developing their overall communicative skills. Since the 
program is based on the principles of communicative language teaching (CLT), all of its 
courses are designed to focus on functional aspects of language (meaning) over form 
(grammar).  

The textbook series Interchange (2017) 5th edition was adopted and teachers were 
expected to follow the textbook when planning and teaching, however, they were also 

 
2 For more information on growth points, see McNeill 2005. 
3 “Laura” is used as a pseudonym. 



5 
 

encouraged to use their own supplemental materials in order to enrich the content of the 
textbook. Each unit of the textbook is composed of different sections that revolve around a 
general topic (e.g. appearance; food; city problems, etc.) and the units are organized to 
emphasize functional aspects of language over form4. 

The data presented here come from a larger study aimed at investigating the influence 
of mentor-mentee interaction on the development of English as a foreign language novice 
teachers, vis-à vis the use of the textbook and the teacher’s manual. Data were collected 
through a questionnaire that aimed at assessing teachers’ understandings and perceptions 
regarding the teaching of English, as well as nine classroom observations followed by post-
observation interviews5. In the data presented here, as the observations and interviews 
progressed, the mentor felt the need to focus on Laura’s pedagogical choices in terms of 
teaching grammar.  In essence, it became evident that there was a lack of coherence between 
the precepts of CLT, Laura’s stated views on grammar teaching, and what she actually did in 
during instruction. Therefore, during the interviews, the mentor inquired into the reasoning 
behind Laura’s choices whenever she focused on grammar that was different from the 
suggestions given in the teacher’s manual. It was during these interactions that Laura 
experienced moments of cognitive/emotional dissonance and thus the mentor attempted to 
be responsive to her immediate needs.  

Due to the importance such moments may have for teacher development, the analysis 
focused on the dramatic events experienced by Laura during the mentor-mentee interactions. 
These were moments when she externalized her perezhivanie, which were then analyzed to 
see how she refracted both these dramatic events and the mentor’s mediation. The instances 
of the mentor’s mediation were also analyzed in relation to changes in Laura’s actions and 
explanations. These instances appeared to signal development propelled by the dialectical 
interplay between Laura’s perezhivanie and the quality of mediation offered by the mentor.  

  
Data analysis and discussion 

The first moment of cognitive/emotional dissonance took place in the fourth MMI. This 
dramatic event resulted from the mentor’s inquiry into the way Laura taught grammar, 
focusing solely on formal aspects of language. Instead of using the conversation to introduce 
the grammatical topic of the unit (i.e. the use of adjectives for giving advice), Laura went 
straight to the Grammar Focus Box, which explicitly presents the grammar topic for the unit. 
During the MMI, the mentor mentioned Laura’s earlier response on the questionnaire, 
making her aware of a contradiction between what she said she did not like doing and what 
she actually did in class.    

 
Excerpt 1 
1-M:[…]I went back to the questionnaire you 
answered, and I just wanna read something you wrote 
down. The question was “Do you like the Interchange 
manual? Could you comment on any advantages or 
disadvantages of it?”. When you mentioned the 
disadvantages you said “I really don’t like the way 

 
4 See Appendix A for an example of a unit  
5 The interviews are referred to as mentor-mentee interactions (MMIs). 
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the book focuses on grammar, always presenting 
tables which call a lot of attention.” This caught 
my attention because you went straight to the 
table. 
2-L: I’m hypocritical.  
3-M: Don’t say that/ 
4-L: [laughs] 
5-M: And you go along “This doesn’t look 
communicative enough for me, it almost seems like 
the Snapshots and Conversations are only excuses 
to get to the grammar focus.”  
6-L: That’s what I do (!) [laughs] 
Mentor-mentee interaction 4 

 
Laura experienced a dramatic event when the mentor reminded her of her response on 

the questionnaire, realizing that her criticism of the textbook was not consistent with her 
practice. The social collision that resulted from the mentor’s inquiry made Laura experience 
a moment of cognitive/emotional dissonance, evidenced by her use of the word 
“hypocritical” when describing herself, and by her physical reaction (i.e. laughter). It is 
important to highlight that it was the very mediation offered to Laura which enabled her to 
realize that what she actually did in class was not consistent with what she said she disliked 
about the textbook. Thus, the mediation allowed her to become aware of this dissonance and, 
consequently, emotionally experience it in a negative way.     

The excerpt above also provides a glimpse into Laura’s perezhivanie as she clearly 
revealed discontent with her instructional activity.  This realization signals that she refracted 
the experience as a teacher who is not fond of pedagogical practices that focus solely on 
grammar, leading her to experience the dissonance between what she wrote as a response to 
the questionnaire and her practice in a highly negative way. As advocated by Veresov (2017), 
emotionally experienced collisions have the potential to change an individual’s mind in 
significant ways, thus the moment of cognitive/emotional dissonance Laura faced was 
significant, as it was dependent on both the mediation offered and on how she refracted this 
mediation. 

As Laura continued laughing, the mentor finished reading her own words as she seemed 
surprised and a little in shock, evidenced by nervous gestures and her effusive response 
“That’s what I do(!)”, accompanied by laughter. It appears that a growth point “came into 
being” (Johnson & Worden, 2014) as Laura came to the realization that she was doing what 
she said she was against. The following interaction further illustrates this point. 

 
Excerpt 2 
7-L: […] It’s easy to criticize the manual, and 
not do something about it. And even the manual says 
we should connect the conversation with grammar, 
it’s just that I like to criticize things without 
understanding them.  
8-M:  That’s human beings in general. 
9-L: YES (!) [effusively]  
10-M: We all do that. [laughs] 
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11-L:[laughs] 
Mentor-mentee interaction 4 
 

 As Johnson and Golombek (2016: 39) state, growth points that result from moments 
of cognitive/emotional dissonance such as the ones illustrated above create “[…] the potential 
for the development of L2 teacher/teaching expertise”. Once again, it becomes essential to 
point out that the mentor’s move of bringing into their interaction – in a nice, but provocative 
way – an answer she gave to the questionnaire resulted in a growth point that may foster her 
professional development if he keeps being responsive to her. The richness of this move is 
also captured through Laura’s refraction of the dissonance at issue, as she brings to the table 
the fact she likes “to criticize things without understanding them”, another moment in which 
she makes negatively charged linguistic choices so as to self-evaluate her teaching persona. 

Therefore, it was important for Laura to express how she felt about her teaching to 
maximize the opportunity to have her better understand her feelings and, consequently, her 
cognition (i.e. what she envisioned). The following excerpt shows the moment she 
externalized how she felt about it. 

 
Excerpt 3 
12-M: […] So you did what you said you didn’t like 
doing.  
13-L: Yes.  
14-M:  How do you feel about it? 
15-L: I feel ashamed [nervous laughter]. It’s 
something that… When I answered the questionnaire 
I was really sure of myself, I was really “Oh, 
I’m so communicative” [in an assertive tone], 
then I wanted the textbook to give me everything, 
but I didn’t take the time to read the 
suggestions, the teacher’s instructions [...] 
Mentor-mentee interaction 4    

 
 Once again, a sense of Laura’s perezhivanie is established as she explicitly mentioned 

she thought of herself as a “so communicative” teacher, which reveals her imagined teacher 
persona. The fact that she felt ashamed signals her negative emotions in response to her 
practical activity as she was not acting in accordance with her imagined persona. By looking 
at both the mediation offered and Laura’s response to the dramatic event, we can see the 
interplay between social reality and Laura’s refraction of it, or in Vygotskian terms, the social 
situation of development (Vygotsky, 1998). Putting it differently, at the same time that the 
external world was exerting influence on Laura’s development, Laura herself refracted the 
mediation in unique and dynamic ways. She actively reacted to this mediation through her 
perezhivanie, which gave rise to a particular system of relations between her and the social 
reality she was experiencing, thus illustrating how dialectics shapes social interaction. That 
being said, it becomes important to look at how the mentor offered mediation in response to 
the way Laura was experiencing these moments of cognitive/emotional dissonance.  

  
Excerpt 4 
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16-M:  Just to wrap up… This idea of having students 
go back to the conversation, you’d take grammar 
from the context, then go through the grammar box. 
I’m not saying that you should not go through the 
grammar box, I’m just saying that maybe instead of 
just presenting something that is separate from the 
conversation, take it from the conversation, maybe 
using the sentences suggested in the manual, saying 
“Do you see the function of these things? Of that…” 
Mentor-mentee interaction 4 
 

 In short, the mentor wrapped up what they had just discussed right after Laura 
externalized her feelings. Moreover, he explicitly told her how she could have presented and 
explained grammar in a more communicative way, providing her with an “ideal form” which 
“[…] acts as model for that which should be achieved at the end of the developmental period” 
(Vygotsky, 1934: 8). By doing this, he focused on the idea of using the context to explain the 
grammar topic, illustrating a way in which Laura could have drawn her students’ attention to 
functional aspects of language, consistent with a more communicative approach to teaching. 
This moment portrays the highly responsive nature of the mediation offered, as he provided 
her with ideas that could have allowed her to act in accordance with her stated beliefs. By 
being responsive to instances of Laura’s cognitive/emotional dissonance, the mentor helped 
her (re)visit her practice and contrast it with an ideal form so as to possibly (re)consider what 
she did. The importance of such a move lies in the fact that a starting point in the development 
of Laura’s higher mental functions had been established, thus being responsive to instances 
of cognitive/emotional dissonance that came into being as Laura refracted the social collision 
faced was paramount. Needless to say, this will depend on how Laura will further refract the 
mediation offered and as she continues to try to teach more communicatively. 

In Class 5, once again Laura’s main focus was on formal aspects of language, however, 
her actions signal an initial attempt to integrate context and grammar. 

  
Excerpt 5 
17-M:  After working with the conversation, you 
said “I’ll show you some things about grammar, then 
we’ll go back to the text.”  
18-L: Uhum. 
19-M:  Can you tell me how you connected grammar 
and the conversation? What was your intention to 
say what you said? Why did you tell them you’d 
later go back to the conversation?  
20-L: So they’d not forget about the text. They’d 
connect… That was the idea, it was very rudimentary 
[laughs]. The idea was that, they didn’t just go 
on as we have already discussed, I tend to just go 
for grammar and forget about the conversation. I 
wanted them to think “Ok, this is not the focus. 
We’ll go back to the conversation, so maybe there’s 
some connection.” 
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21-M:  So you wanted them to keep in mind that 
there was a connection. 
22-L: Yeah. Probably, they would think about it, 
but the basic idea was that they didn’t forget 
about the conversation. Mentor-mentee interaction 
5 

 
The externalization of Laura’s reasoning shows how her perezhivanie refracted the 

moments of interaction with the mentor during MMI4, since she had planned on having her 
students keep the conversation they were about to listen to in mind while she explained the 
grammar point – an aspect discussed with the mentor in the previous MMI.  This indicates 
that she was not content with the dissonance between her practice and stated beliefs. 
Notwithstanding, she once again did not connect the Conversation and the Grammar Focus, 
the very act of saying “I’ll show you some things about grammar, then we’ll go back to the 
text” detaching meaning and form. In response, the mentor inquired into her practice, which 
resulted in another dramatic event.  

 
Excerpt 6 
23-M:  Can you think of any ways you could’ve done 
it differently, so as to give less attention to 
the structure? 
24-L: Maybe if I… you mean, still going to the 
grammar focus, explaining, and then coming back? 
25-M:  Yes. Cause you said “I’ll show you some 
things about grammar, then we’d go back to the 
text.”  
26-L: Yes, I divided those things […] As if they 
were not connected. 
27-M:  So, I wanna know if you can think of any 
ideas to connect those things, not separating them, 
like “This is the conversation and this is 
grammar”.  
28-L: Yeah… Maybe not presenting it that… Well, 
presenting it in relation to the conversation. Just 
saying “Oh, can you see that those structures are 
used in the conversation?”. Something like that. 
Maybe elaborate a little more on that. 
29-M:  But then do you see you’d, again, go to the 
structure so as to go back to the conversation?  
30-L: Yes. It’s not the conversation that is the 
focus, again [sighs]. Oh, I’m really bad at it. 
Mentor-mentee interaction 5 
 

Further inquiry into Laura’s practice led her to come up with an idea that, once again, 
separated meaning and grammar. When explicitly told by the mentor she had done so, Laura 
experienced another moment of cognitive/emotional dissonance, which is captured by her 
physical response (i.e. sighs) and speech – “I’m really bad at it”. Her perezhivanie indicates 
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she is frustrated since she was not able to teach communicatively, going against her “so 
communicative” (Excerpt 3) imagined teaching persona. Her refraction of the social collision 
she experienced resulted, once again, in a negative appraisal of herself. Although she seems 
to be consciously aware of presenting grammar in relation to the context of the conversation, 
she still did now know how to make that happen. Her highly negative emotional responses 
signals she was at the upper limits of her ZPD, thus in need for mediation that is more explicit. 

In response to this, the mentor attempted to guide her beyond her current understanding 
of a communicative way to teach grammar by providing her with explicit mediation in a 
rather interesting way. 

 
Excerpt 7 
31-M: […] Stop saying that. So, can I show you the 
manual’s suggestion?  
32-L: Uhum. 
33-M: It says “Focus students’ attention on the 
conversation. Ask ‘how did Mrs. Web ask for 
things?’ Ask students to underline the examples 
‘Could I have some aspirin?’ ‘May I have…’.” What 
is happening here?  
34-L: I’m focusing on the function. 
35-M:  On the function. 
36-L: Not the structure. 
37-M:  Starting from the conversation to go to/ 
38-L: Within the context. 
39-M:  Uhum… 
40-L: Not taking it out from the context, on the 
board, and then going back to the text.  
41-M:  So they’d focus on function over form 
42-L: Yeah. 
43-M:  Which is one of the principles of the CLT/ 
44-L: Yeah. 
45-M:  Then they’d notice these things, the 
functions – when these things are used, then you 
could go to the grammar box. 
Mentor-mentee interaction 5 

 
 By using the manual as a mediational tool to assist Laura in thinking about what she 

could have done, the mentor explicitly invited her to attribute meaning to the manual’s 
suggestions. More than that, he provided her with an ideal form to be contrasted with her 
present one, which is essential if one considers that if “[…]this ideal form is not present in 
the environment, and what we have is interaction between several rudimentary forms, the 
resulting development has an extremely limited, reduced and impoverished character” 
(Vygotsky, 1934: 23).  

The excerpt above also portrays how a new social situation of development is 
established. This process can be seen as Laura responds to the mentor’s inquiry and 
completes his explanations.  In essence, her perezhivanie refracts his mediation in a way that 
seems to have made her realize that the manual’s suggestions would enable her to bring 
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context and grammar together, focusing on functional aspects of language rather than on 
form – what she had previously tried to do, consistent with her imagined teacher persona. 
The mentor explicitly mentioned one of CLT’s main principles (i.e. function over form), 
focusing on the concept of function as an essential aspect of a communicative stance to 
teaching a foreign language. The highly explicit character of his mediation illustrates how 
attuned he was to her ZPD, since he was able to capture its ceiling level and mediate her – in 
a creative and effective way – towards a more robust understanding of the manual’s 
suggestions. This suggests the potential of responsive mediation in utilizing what Vygotsky 
calls “symbolic tools” (Johnson & Golombek, 2016). Once more, the dialectical nature of a 
new social situation of development emerges, as the environment (i.e. mentor) seems to 
influence  Laura to the extent that she appears to refract what is happening around her, 
illustrating how one’s perezhivanie functions as “[…] a prism which determines the role and 
influence of the environment on [one’s…] psychological development” (Vygotsky, 1934: 8).  
 Following this moment, the mentor inquired into another aspect of Laura’s practice: 
although she had separated the Conversation and the Grammar Box, in Excerpt 8 she focused 
the students’ attention on functional aspects of language. 

 
Excerpt 8 
46-M: […] after explaining grammar, you had 
students go back to the conversation and identify 
the modal verbs, and you said “I want you to tell 
me if those sentences are requests or suggestions”. 
This is not in the manual. Why did you do it? 
47-L: Because then I wanted them to focus on the 
function. I did it the other way around [laughs]… 
It’d be more interesting if we could identify 
first the idea, the function, and then identify 
the modal verb, the structure itself. But that 
was the idea: to identify how those structures 
were used in the context… How the same modal 
verbs are used to make suggestions or requests. 
Mentor-mentee interaction 5   
 

 Both Laura’s action and explanation make it clear that she intended to draw her 
students’ attention to functional aspects of language, possibly echoing her past interactions 
with the mentor since she did something similar to what was suggested in MMI4 “[… you 
could say] Do you see the function of these things? Of that…”].  It is essential to have in 
mind that this suggestion was given in response to Laura’s moment of cognitive/emotional 
dissonance during the fourth MMI. Clearly, the mentor was able to assess her ZPD and 
intentionally provide her with mediation that was responsive to her immediate needs, 
illustrating, once again, the powerful role of responsive mediation in moments of dissonance. 
This also suggests how Laura’s perezhivanie refracted the mediation offered during MMI4 
when – after coming to the realization she was not teaching communicatively – she 
externalized a negative appraisal of her pedagogical choices, feeling “ashamed” by the fact 
that these choices did not concur with her idealized view of herself as a teacher. It appears, 
then, that Laura refracted this mediation to the extent that it resonated with her imagined 
teaching persona, thus becoming aware of the mentor’s suggestions allowed her to teach 
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more communicatively. This movement shows how one’s perezhivanie unifies his/her 
emotion, cognition, and environment (Mok, 2017), serving as a unit of analysis for us to 
better understand human psychological development.    
 The following excerpt illustrates evidence of the change Laura’s practice has gone 
through, as she seems to have planned her class in order to focus students’ attention on 
functional aspects of language and was able to externalize – in a rather positive emotional 
way – the reasoning behind what she did. Briefly, students listened to a conversation between 
a server and a customer at a restaurant. Following the characteristics of formal speech, 
whenever the customer ordered food he used “would” and “will” (e.g. I’d like some juice; 
I’ll have green salad). The manual suggested writing the sentences from the conversation on 
the board and substituting “would” and “will” with “want” (characteristic of informal speech) 
so as to show different levels of formality to students. Instead of doing this, Laura made some 
slides in which she projected the same conversation students had in their textbooks, but 
substituting every instance of “will” and “would” with “want”. Moreover, she split the 
students into small groups so they could discuss the differences between the conversation 
projected on the board and the one they had in their textbooks. When the mentor inquired 
into her practice, Laura seemed to be very happy about her pedagogical choices. 

 
Excerpt 9 
48-M:  You substituted the modals in the 
conversation for “want” and you had them discuss 
what the differences were […] were you focusing on 
form? 
49-L: No, function (!) [laughs – L and R give a 
high five]. Finally (!) [enthusiastically]  
50-M:  I really liked it. I found it very, very 
good. I found it very nice because you were able 
to use the manual’s suggestion but you did it on 
your way, you know? 
51-L: Uhum. 
52-M:  Can you tell me why you changed the 
conversation?  
53-L: Because they already knew the conversation, 
like, I showed them, they had it in their books, 
and why would I take parts of the conversation if 
I could have the whole thing and they could see 
how it changed? The interaction, how it sounded. 
So I used the conversation and the image, the same 
image, the same situation but using different 
terms. 
54-M:  I really like it. So after that, you went 
back to the original conversation, showed them the 
differences from the one you changed and the 
original one, focusing on function… “This is too 
direct…” etc… “‘Would’ is more formal”… etc. Then 
you showed the grammar box and said “So, these are 
the examples in the conversation”.  
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55-L: Uhum. 
56-M:  Right? 
57-L: Uhum. 
58-M:  What did you do in this class that is 
different from the previous classes? 
59-L: I didn’t use the grammar box as a separate 
thing, I went back to the conversation. It was the 
center of attention. I got the conversation to 
explain the grammar box [enthusiastically] 
60-M:  Are you happy about it? 
61-L: Yes (!) [enthusiastically]. Really happy. 
Mentor-mentee interaction 6 

 
 It is clear that Laura intended to focus on function when she planned the class. Her 

perezhivanie refracted the mediation offered, both her physical reactions (happy laughter) 
and effusive language (e.g. “finally”) showing her content with the choices she made. 
Different from the negative emotional responses she previously had during the earlier MMIs, 
she now experienced the mentor’s inquiry positively, indicating her realization that she had 
finally acted in accordance with the “communicative” teacher she aspires to be.  

It is interesting to see the way the mentor praised her for the way she “played” with the 
manual’s suggestions, making it clear that she was able to keep the manual’s intention to 
focus on function in spite of having changed her practice in relation to the manual’s 
suggestions. Since one’s cognition and emotions are intrinsically related, and Laura’s 
responses to this moment signaled the enthusiastic ways in which she refracted it, it was 
important to provide mediation directed at her positive emotions, normalizing her feelings, 
in order to recognize the effort she has been putting into her professional development. 
Therefore, the mentor ended up offering mediation at a moment in which Laura seemed to 
experience fulfillment regarding the decision she had made, thus potentially reinforcing her 
imagined teaching persona, and in the end, being enacted in class.  

In sum, Laura has gone through a process of learning how to focus on functional aspects 
of language when teaching grammar. During these moments on the inter-mental plane, Laura 
experienced dramatic events which were characterized by her realization of inconsistencies 
between her idealized view of herself as a teacher and what she actually did in class. These 
instances were refracted through her perezhivanie in rather negative ways, leading her to 
experience moments of cognitive/emotional dissonance to which the mentor provided 
responsive mediation. As Laura’s perezhivanie further refracted the mentor’s inquiry, as well 
as the ideal forms presented by him, she was able to confront these forms with her current 
ones, actively establishing – together with the mentor – social situations of development that 
allowed the inter-mental to become intra-mental. As advocated by Veresov (2017),  

 
[…] an emotionally experienced collision might bring radical changes to 
the individual’s mind, and therefore it is a sort of act of development of 
mental functions––the individual becomes different, he rises higher and 
above his own behaviour […] Drama (social collision) and perezhivanie 
are essential for understanding how […] the social becomes the individual. 
(Veresov, 2017: 60-61) 
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Final remarks 

Overall, the results point to the importance of embracing teacher’s emotions during 
teacher education practices, showing the dialectical relation between human cognition and 
emotions Vygotsky (1987) advocated for. Dialectics is also portrayed in the ways both the 
novice teacher and the more experienced other were actively engaged in establishing the sort 
of social interaction that could propel the teacher’s development, each of them informing one 
another’s actions.   

Analyzing the interactions between Laura and the mentor allows us to see how a 
teacher’s perezhivanie can be used as a unit of analysis that captures the relationship between 
the individual and the environment. The way social reality (i.e. social dramatic events and 
mediation) and Laura’s refraction of it shaped her professional development concurs with 
Vygotsky’s (1934) claim that perezhivanie represents the unity of personal and situational 
characteristics, the establishment of the social situation of development pointing to the notion 
that it is not the environment per se that matters, but the relationship between this 
environment and a specific individual (Veresov, 2017). This two-way street highlights how 
development originates on the external plane through social interaction, so as to later on 
become internal through the dynamic and essential interplay between what is individual and 
what is social. This adds to the body of research that argues for the importance of teacher 
education programs to provide teachers with opportunities to (re)visit what they do, 
externalize the reasoning behind it, imbue it with meaning, and (re)conceptualize their 
understandings of themselves as teachers and the profession itself (Johnson, 2015; Johnson 
& Golombek, 2016; Agnoletto, 2019; Agnoletto, Dellagnelo & Moritz, 2020).  

This study also shows that it is essential for teacher educators to be sensitive to how 
novice teachers tend to negatively self-evaluate their teaching persona while experiencing 
moments of cognitive/emotional dissonance. In this vein, expert others can offer support to 
novice teachers and at the same time responsively mediate them – through scientific 
knowledge – so as to help them move beyond such negative refraction. Likewise, such 
interactions have the potential to promote the development of teachers’ emotional self-
regulation. In this way, novice teachers may start operating in the world through the ‘ideal 
forms’ that will enable them to successfully enact their professional activity. What matters is 
not the objective reality in itself, but rather the way that a subject transforms such a reality in 
a subjective image. Without a doubt, this further instantiates the powerful role of 
perezhivanie in shaping how teachers come to understand and feel about the specificities of 
the profession.       

In teacher education, understanding the concept of perezhivanie is among the most 
relevant avenues in transcending the comprehension of social influence as determinant to 
learning and development. Such an understanding may allow us to go beyond Lortie’s (1975) 
notion of the apprenticeship of observation since it highlights the importance of teachers’ 
perezhivanie in constantly refracting what they experience in the external world, thus shaping 
their developmental paths. The notion of perezhivanie helps explain why different learners 
react in distinct ways to a situation, and the main argument is that “the crux of the matter is 
that whatever the situation, its influence depends not only on the nature of the situation itself, 
but also on the extent of the child’s understanding and awareness of the situation” (Vygotsky, 
1994: 343–344). In other words, the influence that the environment exerts on the learner is 
determined by the meaning that he/she conveys to the situation. Moreover, rather than 
recognizing the more general notion of the apprenticeship of observation per se when 
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studying teacher development, the concept of perezhivanie offers a more nuanced 
understanding of the active role of teachers in shaping their social situations of development.   

Consistent with Vygotsky’s claim that “a child at different stages of his development 
does not generalize to the same extent, and consequently, he interprets and imagines the 
surrounding reality and environment in a different way” (Vygotsky, 1994: 345–346), we 
conclude that the ZPDs of teachers also shape how they understand mediation in qualitatively 
different ways as a result of differing perezhivaniya. In the same way that “one and the same 
event occurring at different ages of the child, is reflected in his consciousness in a completely 
different manner and has an entirely different meaning for the child” (Vygotsky, 1994: 345), 
one and the same event – a given instruction – occurring through different ZPDs will reflect 
in teachers’ consciousness in different ways. This reminds us that one’s perezhivaniya are 
closely tied to his/her ZPDs. And once the ZPDs are brought into the picture, responsive 
mediation must recognize one’s perezhivanie and be responsive to immediate need, a 
scenario that foregrounds the importance of teacher educators to be cognizant of teachers’ 
perezhivaniya as they help them work through and learn from their mediational activities. 

 
About the authors 

Matheus André Agnoletto is a PhD candidate of the English Graduate Program of (Applied) 
Linguistic Studies at Universidade Federal de Santa Catarina (UFSC) - Brazil. His work 
focuses on L2 teacher development, being predominantly grounded in Vygotsky’s 
Sociocultural Theory.  
 
Adriana de Carvalho Kuerten Dellagnelo is Associate Professor at Universidade Federal de 
Santa Catarina (UFSC), where she teaches both in the English Graduate Program of 
(Applied) Linguistic Studies and the English Undergraduate Program. Her main research 
interest is teacher professional development, particularly teacher learning in foreign 
language teacher education and sociocultural research. 
 
Karen E. Johnson is Kirby Professor in Language Learning and Applied Linguistics at The 
Pennsylvania State University.  Her research focuses on teacher learning in L2 teacher 
education, a sociocultural perspective on L2 teacher professional development, and the 
dynamics of communication in second language classrooms. 
 
References  

Agnoletto, M. A. (2019). Teacher development through collaborative pedagogical 
reasoning: a sociocultural study. Florianópolis, SC. Master’s Thesis. Federal University of 
Santa Catarina – UFSC, 106 p.  
 
Agnoletto, M. A., Dellagnelo, A. C. K. and Moritz, M. E. W. (2020). The role of responsive 
mediation in the development of a novice English teacher’s understanding of the teaching of 
listening. Revista de Estudos da Linguagem, 28 (3): 1099-1130. 
https://doi.org/10.17851/2237-2083.28.3.1099-1130 
 
Benesch, S. (2017). Emotions and English language teaching: Exploring teachers’ emotion 
labor. New York: Routledge. 



16 
 

 
Biehl, P. G. and Dellagnelo, A. C. K. (2016). “Contextualization” in development: A 
microgenetic study of an English as a foreign language teacher. Fórum Linguístico, 13 (4): 
1559-1615. http://dx.doi.org/10.5007/1984-8412.2016v13n4p1599 
 
Dall’Igna, C. (2018). The professional development of an EFL teacher: a sociocultural 
approach. Florianópolis, SC. Master’s Thesis. Federal University of Santa Catarina – UFSC, 
127 p. 
 
Golombek, P. and Doran, M. (2014). Unifying cognition, emotion, and activity in language 
teacher professional development. Teaching and Teacher Education, 39 (2014): 102-111. 
https://doi.org/10.1016/j.tate.2014.01.002 
    
Golombek, P. (2015). Redrawing the Boundaries of Language Teacher Cognition: Language 
Teacher Educators’ Emotion, Cognition, and Activity. The Modern Language Journal, 99 
(3): 470-484. https://doi.org/10.1111/modl.12236 
 
Johnson, K. E. (2009). Second Language Teacher Education: A Sociocultural Perspective. 
New York: Routledge.  
 
Johnson, K. E. and Dellagnelo, A. C. K. (2013). How ‘sign meaning develops’: Strategic 
mediation in learning to teach. Language Teaching Research, 17 (4): 409-432. 
https://doi.org/10.1177/1362168813494126 
 
Johnson, K. E. and Worden, D. (2014). Cognitive/emotional dissonance as growth points in 
learning to teach. Language and Sociocultural Theory, 1 (2): 125-150. 
https://doi.org/10.1558/lst.v1i2.125 
 
Johnson, K. E. and Golombek, P. R. (2016). Mindful L2 Teacher Education: A Sociocultural 
Perspective on Cultivating Teachers’ Professional Development. New York: Routledge. 
 
Lantolf, J. P. and Aljaafreh, A. (1995). Second language learning in the zone of proximal 
development: a revolutionary experience. International Journal of Educational Research, 23 
(7): 619-632. https://doi.org/10.1016/0883-0355(96)80441-1 
 
Lantolf, J. P. and Thorne, S. L. (2006). Sociocultural Theory and the Genesis of Second 
Language Development. Oxford: Oxford University Press. 
 
Lortie, D. (1975). Schoolteacher: A sociological study. Chicago: University of Chicago. 
 
Mcneill, D. (2005). Gesture and Thought. Chicago: University of Chicago Press. 
 
Mok, N. (2017). On the Concept of Perezhivanie: A Quest for a Critical Review. In M. Fleer, 
F. G. Rey and N. Veresov (eds.) Perezhivanie, Emotions and Subjectivity: advancing 
Vygotsky’s Legacy. Singapore: Springer Nature Singapore Pte Ltd.    
 
Richards, J. C. (2017). Interchange. Cambridge: Cambridge University Press. 



17 
 

  
Siegler, R. S. and Crowley, K. (1991). The Microgenetic Method: A Direct Means for 
Studying Cognitive Development. American Psychologist, 46 (6): 606-620. 
https://doi.org/10.1037/0003-066X.46.6.606 
 
The Modern Language Journal (2019). Perspectives: (Re)considering the Role of Emotion in 
Language Teaching and Learning. The Modern Language Journal, 103 (2): 515-540. 
https://doi.org/10.1111/modl.12569 
 
Veresov, N. (2017). The Concept of Perezhivanie in Cultural-Historical Theory: Content and 
Contexts. In M. Fleer, F. G. Rey and N. Veresov (eds.) Perezhivanie, Emotions and 
Subjectivity: advancing Vygotsky’s Legacy. Singapore: Springer Nature Singapore Pte Ltd.   
  
Vygotsky, L. S. (1934). The problem of the environment. In R. Van der Veer and J. Valsiner 
(eds.) The Vygotsky Reader. Oxford: John Wiley and Sons Ltd. 
 
Vygotsky, L. S. (1978). Mind in society: the development of higher psychological processes. 
Cambridge: Harvard University Press.    
 
Vygotsky, L. S. (1986). Thought and language. Cambridge: MIT Press.  
 
Vygotsky, L. S. (1987). The collected works of LS Vygotsky: Problems of General 
Psychology. Including the Volume Thinking and Speech. R. W. Rieber and A. S. Carton 
(eds.). New York: Plenum Press.  
 
Vygotsky, L. S. (1998). The collected works of LS Vygotsky: Child Psychology. R. W. Rieber 
and A. S. Carton (eds.). New York: Plenum Press.  
 
Wertsch, J. V. (1985). Vygotsky and the social formation of mind. Cambridge: Harvard 
University Press.  
 
Zembylas, M. (2005). Teaching with Emotions: A Postmodern Enactment. Greenwich: 
Information Age Publishing. 
 
 
 
 
 
 
 
 
 
 
 
 
 



18 
 

Appendix A 
 
 

 
 
 
 
 
 
 
 



19 
 

 
 
 

 
 
 
 
 
 
 
 



20 
 

 
 

 

 
 
 
 
 
 
 
 



21 
 

 
 
 

 
 
 
 
 
 
 
 



22 
 

 
 
 

 
 
 
 
 
 
 
 



23 
 

 
 
 

 
 
 
 
 
 
 
 



24 
 

Appendix B 
 

Transcript conventions 
Codes Explanation 
M - Mentor 
L - Laura 
…  - Short hesitation/pause 
(…) - M or L continues to develop and idea after being interrupted  
[…] - Omitted information 
[    ] - Words added by the researchers  
/ - Interruption 
(!) - Counter-expectation (e.g. surprise) 

 
 
 
 


