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1. Introduction

In this article, we present one component of a research pro-
gram1 relating to both the development of learner drivers' skills
and the activity of professional instructors in the context of initial
training in France (Boccara, 2011; Boccara, Delhomme, Vidal-
Gomel, & Rogalski, 2011a, 2011b). The present paper aims to
contribute to a better understanding of instructor scaffolding
activity in the dominant context of training in French urban areas
(Boccara, 2011).

Few studies examine trainers' scaffolding activity, despite the
fact that trainers are recognized as a determinant of student
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drivers' learning (Groeger, 2000; MERIT, 2005; Twisk et al., 2006;
Bealand et al., 2013). In their literature review, Bealand, Goode,
Salmon and Lenn�e (2013) emphasized for example the positive
effects of driver training provided by professional trainers, but
how these professionals proceed remains unknown. Studies by
Groeger and Cleg (2000, 2007) showed that the total number of
trainer interventions decreases throughout initial training.
Rismark and Solvberg (2007) identified two decisive stages in
instructor mediation: the selection of driving situations proposed
to the learner and the clarification of learning objectives. In line
with this research, we investigate more closely how instructors
mediate the students' learning and how this mediation pro-
gresses during driver training. Several questions are then
considered: how do instructors structure and organize the
learning process to support the development of students' driving-
skills? What are the driving goals they assigned to the students
during lessons? How do these evolve throughout the driver
training?



1.1. Understanding instructors' scaffolding activity vis-�a-vis
students learning to drive

We consider that activity (and learning) is situated and
depends on the characteristics of situations and the content
and goals of the tasks given (Leplat, 1990, 1997; Hacker, 1985).
This approach belongs to the “French-speaking framework”
current which primarily focuses on the analysis of human
activity in situations (Daniellou and Rabardel, 2005; Daniellou,
2005).

In the context of driver training, instructors support students'
skills development through a scaffolding process2 that “enables a
[child or] novice to solve a problem, carry out a task or achieve a
goal which would be beyond his unassisted efforts. This scaf-
folding consists essentially of the [adult] ‘controlling’ those ele-
ments of the task that are initially beyond the learner's capacity, thus
permitting him to concentrate on and complete only those
elements that are within his range of competence.” (Wood et al.,
1976, p. 90).

First, trainers' activity is oriented toward their action to improve
the trainees' skills (didactical dimension) and to satisfy professional
requirements (Rogalski, 2003, 2005). The didactic activity involves
selecting driving situations corresponding to the development of
the trainees' skills and providing guidance in a more or less direct
form, ranging from taking control of the vehicle to merely com-
menting on the driving situation (Vidal-Gomel et al., 2012). More
particularly, trainers must ensure that trainees perform driving
tasks which are encountered on a regular basis (depending on the
type of area). The level of difficulty is then ensured by the trainer
through the choice of traffic conditions (when possible) and his
taking control of part of the driving activity (when adapting to
actual traffic situations).

Driving instructors organize the learning progress in order to
take account of the actual traffic flow conditions during each
lesson, implying the simultaneous management of various driving
goals (Weill-Fassina, 2005). In fact, they mediate between the
current state of student drivers' skills and the driving situation
through their tutoring activity, requiring them to assume re-
sponsibility for part of the task by acting directly on the vehicle
commands, “cutting” and/or “decoupling” task goals, such as those
identified above when considering the three focus tasks of driver
training. “Cutting” and “decoupling” task goals are means used by
trainers to control skill progression in training situations
(Samurçay and Rogalski, 1998). In driver training, “cutting” goals is
for example achieved by choosing “off-traffic” learning exercises,
while “decoupling” occurs when trainers take charge of a driving
task component.

Finally, instructors are involved in an organizational system.
Instructors must apply common training instructions and progress.
Furthermore, professional instructors in France guarantee the
safety of the vehicle, its passengers and other road-users during
driver training. In other words, they are legally responsible for the
vehicle and could lose their trainer accreditation in the event of
driving offences. Thus, the absence of physical and/or verbal
intervention on the part of the instructor in relation to the student's
driving performance could be considered an indicator that the
student can manage the driving task at hand in a safe and adequate
manner.
2 “Scaffolding” is related to the concept of zone of proximal development
(Vygotski, 1934/1986) defined by the “space” between what the learner is capable
of doing with the help of others and what the learner can do or solve
autonomously.
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1.2. Goals of driver training: the contents of instructors' scaffolding
activity?

Over the past decade, research based on the so-called GDE
model (Goals of Driving Education, Siegrist, 1999) has focused on
which driving skills student drivers should acquire (ADVANCED,
2002; INSERR, 2008; MERIT, 2005; NOVEV, 2004). It is expressed
as a matrix organized into four hierarchical levels of goals: (1)
vehicle maneuvering, (2) mastering driving situations, (3) goals and
the context of driving (trip-related goals) and (4) goals for life and
competencies for living (general goals); and three main axes: (1)
knowledge and skills, (2) risk-increasing factors and (3) self-
assessment (Hatakka et al., 2002; Siegrist, 1999). This matrix has
influenced the driver training curriculum in several European
countries. In France, the curriculum is a step-by-step learning
progress with four steps (divided into a total of 180 specific ob-
jectives, DSCR, 2005): controlling the car at low or moderate speed,
with little or no traffic (step 1); choosing the car's position on the
road and crossing an intersection or turn (step 2); driving in normal
traffic conditions on roads or in built-up areas (step 3); and being
familiar with situations involving particular difficulties (step 4). In
principle, instructors should transpose each of the 180 objectives
into a learning situation, in a “cutting” process. However, this is not
possible in the French context where training takes place in real
traffic conditions in which goals must be combined (Vidal-Gomel
and Rogalsky, 2007; Weill-Fassina, 2005).3 GDEs, such as the
French curriculum, therefore constitute the instructors' prescribed
tasks defining the training contents and the objectives that must be
achieved at various granularity levels. However, these tasks are not
modeling the driving activity, while the instructors' scaffolding
activity is oriented towards supporting students learning. This calls
for a driving activity framework which could guide the analysis of
the trainers' scaffolding activity.
1.3. A driving framework in an oriented activity perspective

In line with the hierarchical model of driving, Lefebvre (2001)
put forward a driving framework with four integrative compo-
nents. (a) “Piloting the vehicle” (the “controlling” level) refers to
using controls, controlling the vehicle and anticipating the effects
of physical laws (inertia, trajectories, etc.). (b) “Traffic management”
relates to the identification of driving situations and operational
communication with other road-users. (c) “Navigation” refers to
navigation in situation (short-term) and journey preparation
(long-term). (d) A “meta-knowledge” component concerns self-
awareness about driving and knowledge of one's own skills
(Valot and Amalberti, 1992): it is related to each of the other three
components. This framework assumes that the components are in
constant interaction during driving and that they involve three
dynamics: 1) the physical laws, integrated into the “piloting the
vehicle” component, 2) the traffic, included in the “traffic man-
agement” and “Navigation” components, and 3) the driver's cogni-
tive and psychical processes, concerning the two previous
components.

The instructors' scaffolding activity should therefore support
the students' learning process in order to integrate the following
three goals and the first two dynamics involved in driving: 1)
“technical” goals (TE) referring to vehicle management (trajectory,
speed, etc.) organized into appropriate “maneuvers”; 2) “situation
3 Moreover, the need to train such a combination was even identified for the
highly proceduralized and technically-constrained pilot training, with the concept
of “Line Oriented Flight Training” (LOFT).



Table 1
Characteristics of the participants, training sessions, instructor changes and number
of lessons.

Instructor 1 Instructor 2

Student 1 Student 2 Student 3 Student 4

Age 19 years 18 years 24 years 18 years
Number of driving

hours at the
beginning of the
lesson (duration of
the lesson)

LS1 1 (1 h) 1 (1 h) 1 (2 h) 1 (2 h)
LS2 10 (2 h) 9 (1 h) 10 (2 h) 16 (2 h)
LS3 23 (2 h) 21 (2 h) 22 (2 h) 30 (2 h)
LS4 37 (2 h) 27 (2 h) 32 (2 h) 40 (2 h)
LL 46 (2 h) 31 (2 h) 36 (2 h) 46 (2 h)

Total number of driving lesson
hours before the test was passed

48 43 38 48

Note: LS1 ¼ lesson step 1, LS2 ¼ lesson step 2, LS3 ¼ lesson step 3, LS4 ¼ lesson step
4, LL ¼ last lesson. 37 (2 h): lesson begins at the 37th training hour and lasts 2 h.
identification” goals (SI) referring to the specific properties of the
task context which have to be taken into account (type of traffic,
infrastructure and signals, etc.) and, 3) goals “focusing on other
road-users” (RU) (other vehicles, pedestrians, cycles, etc.) con-
cerning the interaction with and adjustment to the behavior of
other road-users.

In this perspective, the present study focuses on the nature
and evolution of instructors' scaffolding activity throughout the
initial driver training in France. We focused on three tasks:
turning left (TL), turning right (TR) and overtaking (OT) (a sta-
tionary or slow-moving vehicle in urban traffic).4 These were
chosen because 1) they are performed frequently in urban areas
and during the driving lessons (Boccara, 2011), 2) they constitute
an educational objective from the very beginning to the end of
driver training (Boccara, 2011) while demonstrating a certain
level of difficulty, and 3) they are risky for novice drivers and also
during lay instruction (Twisk et al., 2006; Twisk, 1994, 1995;
Gregersen et al., 2003). Thus, we wanted to identify 1) when,
during training, instructors transfer the responsibility of the
various components of driving activity according to Lefebvre's
framework: piloting the vehicle, traffic management and naviga-
tion; 2) the progression of interventions related to specific sub-
goals in the three focus tasks (TL, TR and OT) and imbedded
conditional sub-goals (vehicle controls such as stopping, starting,
changing lane) which might be present, depending on the
traffic context and 3) how the evolution of instructors' scaffolding
activity is related with the increase in student driving
performance.
2. Method

Inspired by Grounded Theory, the general orientation of our
methodology is designed as an iterative process between theory,
data and the definition of amethod inwhich new questions emerge
(Gason, 2004).
2.1. Driving schools and participants

Our study was conducted in two large driving schools in Paris
city center, both of which were interested in having a better un-
derstanding of the instructors' activity during driver lessons,
although they did not expect to obtain specific results. These
schools belonged to the same group. They presented the same type
of clientele, primarily young city-dwellers between 18 and 30 years
old.5 They were located in the same area and their main economic
activity was initial general driver training (with non-automatic
cars). They also applied a similar policy concerning the continuity
of student-instructor dyads throughout training in order to pro-
mote teaching consistency. These characteristics were key criteria
in conducting our study for two reasons: first, taking over a new
student during the first half of his training modifies the trainer's
activity and second, students need more lessons before passing the
test (Vidal-Gomel et al., 2012).
4 Generally, roadways in Paris have two lanes, one lane in each direction, while
some are one-way streets and others have two lanes in each direction. This
infrastructure impacted both TL and OT: in the case of one-way streets, students
have to change lanes by changing carriageways in order to overtake the vehicle,
whereas in the case of two-way traffic they have to change into a lane going in the
opposite direction. In the present study, overtaking tasks mainly fell into the first
category.

5 These elements came from preliminary interviews with the directors of the
driving schools.
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The participants were four student-instructor dyads (all men).6

The four driving students were between 18 and 24 years old and
had never driven a car before enrolling in the driving school (they
had experience of the road environment as cyclists and car pas-
sengers). The two driving instructors differed in age but were
both deemed experienced with respectively 3 and 15 years'
experience as driving instructors. Table 1 presents the dyads in
greater detail.
2.2. Procedure

The study was presented as research aimed at obtaining a
better understanding of the students' skills development process
and the activity of instructors during driving lessons. Both the
students and instructors were assured that all records and ana-
lyses would remain strictly confidential and anonymous. The
participants and directors of the two driving schools then
authorized us to film all driving sessions. All the participants
(students and instructors) volunteered for the study; they
received no financial rewards.

The present method was based on an analysis of the progres-
sion of the instructors' scaffolding and the students' task perfor-
mance during the driver learning process. The longitudinal
method used involves observing the same people at two or more
moments in time as they gain experience (Brown et al., 1999). It
was therefore important for this study to follow stable student-
instructor dyads. The first lesson of each step of the French cur-
riculum was observed. The number of driving hours differed for
the four students at each step, but the students were at a similar
stage in their learning progress. Three of the four students passed
the test first time while the other one passed second time around.
The data analysis was based on 36 h of recorded driving lessons
(Table 1).

Driving lessons were recorded without the researcher being
present in the vehicle because such a presence would disturb the
natural context of the driving lessons. The driving lessons were
filmed using an audio-video recording device on a tripod placed on
the back seat of the vehicle (Fig. 1).
2.3. Transcriptions and coding scheme

The audio-video records were transcribed as completely as
possible. The actions performed by the student and instructor were
transcribed in parallel to the comments.
6 We did not choose the dyads.



Fig. 1. Filmed driving scene.
A “predicate-arguments” coding scheme was used for com-
ments. This type of coding has the characteristic of being both
precise and sufficiently flexible to take account of both the form
and content of the comment by using arguments related to the
“deepness” of the analysis (Amalberti and Hoc, 1998). “Predi-
cates” coded the shape of the instructor's comments to capture
the degree of student guidance during driving (e.g. delegate,
correct, request, etc.). Furthermore, the coding also consisted of
two levels of “arguments” in order to take account of the content
of the instructor's comments. The first level coded different in-
formation content (e.g. goals, procedures, rules, indicators, etc.)
while the second level specified the content of comments
relating to the driving activity (see, Appendix A).7
2.4. Goals analysis in the focus tasks: turning right, turning left and
overtaking

For each focus task, the instructors' comments expressed goals
that the students had to achieve in order to cope with the driving
task. The main goals were divided into three categories (see, Fig. 2),
depending on their role in driving: “identification of the situation”
(IS) “road-user oriented” (RU) and “technical goals” (TE). The first
and second categories of goals referred mainly to traffic manage-
ment in Lefebvre's framework (2001), while the third referred to
piloting. Conditional sub-goals referred to the achievement of
driving sub-tasks possibly required to adjust to the situations
encountered (Fig. 2).
3. Results: the trainers' scaffolding activity

In the present framework, results are organized according to a
triple analysis of the student-instructor’s activity during driver
training: 1) the transfer of driving goals from instructor to stu-
dent, 2) the time course of instructors' guidance and 3) the stu-
dent performance of driving tasks without the instructor's
assistance.
7 The finer and more precise cognitive and psychical dynamics cannot be
studied using the present approach based on recorded observations of instructors'
behavior (including communication) in natural settings. Such studies call for other
methods e ranging from recording fine-grained cognitive operations in controlled
driving tasks to provoking verbal information at appropriate moments. High-
fidelity simulated driving situations would be an appropriate context for such
analyses, although this type of simulation does not currently exist whereas some
of them are described as “high-fidelity”.
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3.1. Progressive task transfer from instructor to student

The time course of transfers shown in Fig. 3 indicates how the
instructors “uncoupled” and “coupled” the driving activity. They
transferred the driving tasks incrementally in the same order
throughout the driver training: vehicle controls, identify the
driving situations, adapt driving to the current situation and
improve driving for the final test (Fig. 3).

The vehicle controls were given to students in the same spe-
cific order. Each control transfer extended the range of possible
actions for students. The next step was to give students the re-
sponsibility of identifying the characteristics of driving situations
and to take local decisions in relation to completing the driving
task, i.e. stopping, re-starting the vehicle and shifting gears if
necessary. The instructors then continued to support the students
in adjusting their driving to that of other road-users in terms of
evaluating distances, speeds and behaviors. This task was trans-
ferred from the beginning of step 3. In step 4 and in the last lesson
(LL), we observed that the instructors' main objective was to
improve the students' driving performance in relation to the
driving test (in particular ensuring better anticipation of other
road users' behavior) more than expanding the learners' driving
skills. However, they remained in charge of navigation until the
last lesson of the driver training, except for students 1 and 2 who
asked to manage a short, familiar journey (last lesson). Thus,
students never completely managed navigation during lessons.
This dimension of the driving task was not “recoupled” until the
end of training. This was probably not a problem for students
during the driving test, because in France it is the inspectors who
give directions to students during the test. However, we may
wonder about students' skills to manage their journey alone (or
with a GPS for example) after passed their license, since there
have not really been trained.
3.2. Evolution of instructor guidance during training

The progression of the trainer's instruction rate was different
for the three invariant goals (Fig. 4a) and the four conditional sub-
goals (Fig. 4b) of the focus tasks. The instructors' support con-
cerning the technical goals (TE) decreased progressively during
the course of the training. Support relating to the identification of
the situation goals (IS) and the road user-oriented goals (RU)
increased between step 1 and step 2 before decreasing
throughout the other steps (Fig. 4a, and “turning right”, Fig. 4b).
In fact, the increase was related to the “task-uncoupling” process
initially adopted by the instructors during step 1 when they
focused on the TE goals.

However, the instructors' scaffolding also depends on the focus
task. For right turns, the two instructors supported the step 3
driving activity for about 50% of the tasks completed relating to TE
goals and RU goals whereas they did not assist in completing the SI
goal. For left turns, there is a high rate of instructor intervention for
all three types of goal in step 2. This rate clearly decreased in step 3,
but it remained around 0.4 even for IS goals. As with right turns, the
rate of instructor intervention continued to decrease until the last
lesson for left turns.

In contrast to turning tasks, the rate of instructor intervention
was highest for RU goals throughout the training for overtaking
(until the last lesson).

With regard to the conditional sub-goals, it may be underlined
that the instructors continued to support students until step 3,
whereas instructors delegated these tasks from the first lesson of
training (cf. Fig. 3) and they are supposed to have been acquired at
the end of step 1.



Fig. 2. Categories of (sub-) goals for the focus tasks.
3.3. Effect of instructors' activity on student performance

We estimated the student performance on the focus from the
percentage of tasks completed without instructor intervention
(Fig. 5). The students increasingly completed the three types of
Managing the path (wheel)
Using the turn indicator (turn indicator)
Gathering information (rear view and wing mirrors)
Braking the vehicle (brake pedal)
Accelerating the vehicle (Accelaration pedal)
Starting and stoping the vehicle without using the clu
Engaging/Disengaging (clutch pedal)
Starting and stoping the vehicle using the clutch peda
Shift gears  using the clutch pedal
Gathering information
   - Identifying intersection
   - Identifying obstacle
   - Crossing intersection
Decision-making involved in completing the driving t
Evaluating distances and speeds
Adjusting speeds to situations
Anticipating road user behavior
Improving driving for the test
Managing a known route
Auto-analysis & Auto-correction
Driving without instructor's help

Task transfers

Fig. 3. Moment of driving task transfer from instructors to students pe
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driving task without instructor intervention as the training pro-
gressed (Fig. 5). By the end of the training, the students autono-
mously completed about 80% of all occurrences of the focus tasks.
These results indirectly attested to the development of the stu-
dents' driving skills, given that the instructors increased the
1 2 3 4
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Fig. 4. a & b e Progression of the instruction rate for the three tasks. Note: 1) The instruction rate ¼ number of instructor interventions/number of tasks completed by the students
during each lesson. The numbers in brackets relate to the number of tasks completed per driving lesson. 2) Data from the fine-grained field study do not fit well for inferential
profile analyses (small population of subjects, unequal number of data items for each subject and condition, no reasonable model of statistical distribution over time e except the
general learning curve). Descriptive data represented in a and b presents general tendencies: a decrease in the “density” of trainer interventions concerning how to perform a right
or left turn (“technical-oriented goals”) throughout the training steps; a “peak” in interventions during step 2 with regard to identifying the situation and actions oriented towards
other road users: this could be explained by the fact that during step 2, the driving tasks e in all their dimensions e were transferred to the trainees (see a, b). In order to evaluate
the effect of the steps and type of turn, we compared the distributions of the frequency of interventions according to the task using classic Khi2 and Cramer coefficient V. To
overcome the issue of unequal numbers of turning tasks, all numbers of TR and TL were equalized on the basis of the median value N ¼ 66. Khi2 (type of interventions x type of task,
dl ¼ 2) and V values were as follows for step 1, steps 2 and 3 and step 4 (expected frequencies in LL were too small for khi2 computing). LS1 khi2 ¼ 9.29 p ¼ .01 V ¼ 0.22 moderate
effect LS2 khi2 ¼ 3.04 p ¼ .10 ns V ¼ 0.09 weak effect LS3 khi2 ¼ 17.16 p ¼ .001 V ¼ 0.35 moderate to strong effect LS4 khi2 ¼ 10.97 p ¼ .001 V ¼ 0.43 strong effect.

Fig. 5. Percentage of tasks achieved by the students without instructor intervention
throughout training.

6

complexity of the driving tasks throughout the training. It should
be noted that the development of students' driving skills was
similar for the three focus tasks in the context of complex urban
traffic.
4. Discussion and conclusion

The aim of the present study was to offer a better under-
standing of the scaffolding activity of instructors during driving
lessons, according to the concept of zone of proximal develop-
ment (Vygotski, 1962/1986). Our analysis concerned three focus
tasks which are performed frequently in urban areas in France
during driver training (Boccara, 2011) and are risky for novice
drivers and during lay instruction (Twisk et al., 2006; Twisk, 1994,
1995; Gregersen et al., 2003): turning right, turning left and
overtaking.



As previous research has shown (Groeger and Cleg, 2000,
2007), the number of instructors' interventions decreased dur-
ing training. Our method enabled us to draw more precise con-
clusions: the decrease in specific instructor interventions offered
indications of the timeline of scaffolding fade-out. First, decou-
pling driving tasks constitutes a main element of this trainer
scaffolding activity. It is complemented by their interventions
(both verbal and physical) and by their choice of didactic driving
situation (the progression of task transfer from trainer to trainee
and the evolution of their interventions also indicate trainers'
choices). Second, the two trainers organized the progression in a
similar way: at the beginning of training, learning focused on the
technical goals of turning right or left (drive on the right/left, turn,
cross flow, etc.). Instructors progressively transferred the vehicle
controls to the students, thereby increasing the complexity of the
driving task while offering considerable support with regard to
two other goals (identification of situations and road user-
oriented controls). From the middle of the training, the three
categories of goals were transferred to the students, although
instructors continued to provide students with a certain level of
support.

The analysis conducted on the three focus tasks also showed
that the learning process was supported by instructors in an
integrative way, as stressed in previous research (Vidal-Gomel
and Rogalski, 2007; Weill-Fassina, 2005). For instance, TE goals
were an object of support throughout training and not only
during the first step as recommended in the French training
curriculum. These goals were supported by a combination of
operations involved in using the vehicle controls, achieving
conditional tasks [conditional sub-goals such as stop, (re)start,
etc.] and performing the focus tasks. Three dimensions of
Lefebvre's driving model (2001) were combined in the student
process: “instrumental control of the vehicle”, “adaptation to
environment and traffic” and “planning course organization”.
Students learned to manage driving goals and conditional sub-
goals simultaneously rather than successively. Finally, the
training curriculum, which constitutes the trainers' prescribed
tasks, seems to be not an effective resource in the definition and
organization of the training progression. Further researches could
explore deeper this topic.

As the training analyzed took place in an urban area, questions
arose concerning the generalization of the results. On country
roads, pedestrians are less in evidence within the driving envi-
ronment and the driver only has to manage two dynamics
(Lefebvre, 2001): the inertia of his own vehicle and the speed of
(any) vehicles travelling in the opposite direction. However, both
dynamics are “stronger” than those in an urban area. Left-turn
tasks imply more precise “time-window” evaluation and tech-
nical skills which must be adapted to higher speeds. The issue is
unresolved with regard to how the instructors' activity is modi-
fied by such changes in environmental constraints. This requires
further study comparing instructors' scaffolding activity in
country and urban areas and their effects on the student learning
process.

Returning to the method, we should emphasize that it is very
costly in time and human resources, therefore limiting the
number of dyads in the study. One way to improve it could be to
use another level of coding and a transversal method with a wider
sample of dyads. However, the results of the present study would
seem to provide information on the prospects for improving
student learning that also involves improving the training of in-
structors, as suggested by several European projects (MERIT,
2005; TRAINER, 2002). Instructors' scaffolding activity is orga-
nized along three lines: 1) the “decoupling” of the driving task
7

and the gradual transfer of the driving task to the students, 2) the
adaptation of content and rate of didactical intervention, and 3)
the complexity of driving situations. Currently, these didactic di-
mensions are absent from the training programs which are
nevertheless reference tools in the French context as well as in
the proposed improvements in European projects (MERIT, 2005;
TRAINER, 2002). Trainers themselves must therefore determine
their own means of acting on student progress. It would therefore
be desirable for these didactic dimensions to become an explicit
objective of instructor training. For example, this could be
implemented using scenarios featuring students at different
levels of progress in achieving driving tasks such as turning left or
right in order to encourage future instructors to reflect and act on
their scaffolding activity with these students as well as their
choice of the geographical driving zone for the lessons according
to the different driving contexts available (traffic, infrastructure,
speed limits, other road users). Similarly, this could also be one
goal of training sessions supervised by an instructor trainer. In
these situations, the future trainer would conduct a driving lesson
with a student under the guidance of an instructor trainer in real
traffic conditions. This type of instructor training session already
exists in France, but without taking this type of didactic goal
into account. In both cases, a debriefing session focusing on
decoupling and transfer could be envisaged to support and
improve the development of trainers' skills through reflexive
activity.

Furthermore, such a perspective also needs to consider the
difficulties encountered by novice instructors in diagnosing the
level of students' skills development and their potential progress in
order to make appropriate teaching choices (Vidal-Gomel et al.,
2012) and identify geographical zones offering the characteristics
of driving situations necessary to the student learning process
(Weill-Fassina, 2005).

Furthermore, the analysis shows that students did not auton-
omously manage the navigation task at the end of training, but
that instructor interventions concerning navigation evolved as
training progressed. At the beginning, instructors provided total
support for navigation by informing the student of each direction
to take: “we will try to take the next right” (Appendix A, line 1).
They gradually transferred navigation in part to the student by
only announcing the direction with the city's name or the place to
be reached. Students then had to identify the situation and make
decisions in relation to the required navigation: turn left, turn
right or go straight on, thereby combining levels 2 and 3 of
Lefebvre's driving model (2001). The results therefore suggest
that instructors did not completely uncouple the decision-making
dimension as was related in previous research (MERIT, 2005),
instead being subject to the situational constraints of training
students in heavily built-up urban areas. However, this could
impact a novice driver's safety after passing the driving test as
navigation means managing a dual task e driving and navigating,
specifically in unknown traffic areas with or without the use
of GPS. This point should be examined in-depth in future
analyses.
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Appendix A. Example of the coding scheme for comments and actions during a right-turn task during step 2.

The gray shade is to facilitate the reading and the identification of who is the actor speaking. In gray, it is the student and in black it is the instructor.
Note: This appendix presents an extract of a protocol (1 min 30) with two consecutive right-turn situations illustrating the coding scheme for comments and actions. This extract
includes two right-turn tasks: one with an intervention by the instructor (lines 1e31) and one without comments on it (lines 32e43). It presents instructor interventions classified
as “Identification of the Situation” (IS), “Technical” (TE) and “road-user oriented” (RU). There is no intervention related to conditional sub-goals whereas the student completed
several of them, without instructor intervention (e.g. lines 7, 17, 20, 22 and 31).
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