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Abstract: In deep northeast Brazil, pedagogical actions, educational practices, and socioemotional development are at a crossroad. The
return to in-person classes after the COVID-19 pandemic was marked by reports of emotional crises, where cases of anxiety and depression
prevailed among students. Therefore, this study aimed to analyze the dynamic and creative process of pedagogical actions and perceived
students’ socioemotional development with teachers working in Itabaiana, a small city 60 kilometers off the coast, in Sergipe state’s back-
lands. This is a region that has lived with social, economic, and political problems for centuries. The methodology was qualitative and
divided into two stages. The first stage consisted of three 90-minute art-education workshops with two groups of ten teachers, where Vygot-
sky’s mediation was an essential component. In the second stage, individual semi-structured interviews were conducted. The data collected
in the workshops indicated that reading, whether on psychological topics or other areas of knowledge, is not part of teachers’ daily lives.
Paradoxically, participants also demonstrated a strong need for these readings. They also revealed that thinking of the classroom as a zone
of proximal development is still a distant reality. This phenomenon is associated with the lack of adequate training on psychology topics
in teacher training and the absence of psychologists in schools. This lack of knowledge was also present in the interviews. Of these, three
categories emerged as crucial: (a) pedagogical actions in the post-pandemic; (b) knowledge of psychology; and (c) socioemotional devel-
opment of students. Results showed that pedagogical actions in the post-pandemic marked by readaptation and by an intense emotional
burden and socioemotional development of students were perceived as negative emotions. Opportunities for progress are limited to pri-
vate conversations undertaken without assistance from psychology professionals. Although this study was done with a limited number of
participants, the results point to two recommendations to policymakers: (a) bring psychology closer to schools and (b) provide extensive
training in socioemotional development for teachers who work in public schools. These recommendations are of paramount importance for
the future of Brazil.
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1. Introduction

The interactions between pedagogical actions, educational
practices, and psychological knowledge have already produced
studies with diverse perspectives. Broadly speaking, in this field,
research is focused on (a) human development and pedagogical
action, with special attention to the importance of developmental
and learning psychology for educators [1, 2], (b) the role of teach-
ers in the face of multiple learning difficulties [3, 4], (c) the types
of psychological knowledge present in reductionisms often used to
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problematize school’s human relationships [5], (d) the curricular
offer of psychological courses in pedagogical programs [6], (e) the
contributions of developmental and learning psychology to educa-
tional policies [7], and (f) finally, the lack of interest in its practical
applicability in basic education [8].

In these researches, the place occupied by teachers and their
training process assumes a centrality, given that the challenges of
the Brazilian educational reality impose urgency for new method-
ologies. However, teachers commonly face two major obstacles
when it comes to using psychological knowledge to support their
educational practices. The first is related to a lack of mastery of
psychological theories. Axiomatically, the second resides precisely
in a tendency to reject this knowledge, essentially due to diffi-
culties of applying it [9]. This movement could lead to a lot of
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theoretical reconstructions, which end up being used as pedagogical
actions without their basic concepts being minimally respected [10].

This dynamic and creative process of knowledge reconstruc-
tion brings with it a constant need for reflection, especially in the
face of the post-pandemic era. This health tragedy had an emo-
tional and social impact on educational processes, especially their
policies, and on pedagogical actions, due to human losses and the
temporary closure of schools [11]. The challenges arising from this
scenario were numerous. In Brazil, these include (a) teachers’ own
fatigue in dealing with constant educational obstacles [12] and (b)
changes in public policies [13], especially those that lead to deval-
uation of teaching work [14]. Added to these problems, the return
to in-person classes was marked by socioemotional demands, where
anxiety and cases of depression [15], violence, suicidal ideation
[16], and violation of rights [17] were constantly observed.

Thus, this paper sought to understand how public schools’
teachers in deep Brazil are constructing their pedagogical actions
in the post-pandemic years, as well as to investigate the rela-
tionship between these actions and their perceptions of students’
socioemotional development. This research question is justified by
the intrinsic relationship that psychological knowledge has with
teachers’ training. Psychological concepts play a preponderant role
because they qualify teachers to better deal with different nuances
that make up social reality, its impacts on the socioemotional
development, and teaching-learning process needs.

Although the concept of pedagogy is widely used by educators
in a multifaceted way, the authors of this paper assume a perspective
that its concept – much more than an effective action of teaching
and learning, constructed by conscious methods of teachers [18],
or an action guided by values [19] – is, at bottom line, a political
act, which constitutes itself as a social process [20]. The authors’
perspective, aligned with Freire’s work [21], assumes that the act
of teaching is dialectical and composed of theories, beliefs, and
dialogues that are part of democracies.

As a dialectical field, where conflicts need to be argued [22],
education itself constitutes a space deeply permeated by emotions
[23]. Therefore, by educational practices, this paper assumes a
comprehensive perspective, which involves policies and strategies
implemented in schools, with a focus on minimizing critical emo-
tional situations and, ultimately, resulting in an improvement in
learning outcomes [24]. In this context, pedagogical action, on the
other hand, refers to actions decided by teachers during their class-
room sessions, with the aim of facilitating the learning process and
meeting the individual needs of their students [25].

Educational practices and pedagogical actions are also
immersed in a profound emotional context. Historically, major
psychological theories have argued for years that cognition and
emotions are interconnected, but they have most often differed in
whether and how cognition influences emotions or whether, on the
contrary, emotions influence cognitive functioning. In this sense, the
debate on socioemotional development has focused on four major
units of analysis: (a) co-active contributions of the genome in the
cognitive and emotional development; (b) the emergence of emo-
tional self-regulation skills in childhood, with notable attention to
a bidirectional and co-active field between the child and the imme-
diate care environment, that is, parenting; (c) the active actions of
children, in their cognitive, emotional, and physiological elements,
in continuous association with parenting; and (d) finally, socioemo-
tional development that has been studied through cultural contexts,
such as schools, which, in their emotions, brings historical, political,
and social elements intertwined over time [26].

In this sense, socioemotional development needs to be under-
stood from a sociocultural perspective [27]. In Brazilian public

schools, educational practices and policies, such as psychological
assistance programs, are also intertwined with pedagogical actions,
which are directly applied to students. Thus, socioemotional devel-
opment can also be understood as the result of students’ participation
in cultural activities. Within this framework, Vygotsky’s sociocul-
tural theory [28] is a great contribution, as it is structured based on
the logic of socially mediated processes. In other words, the role
of a better-informed mediator is crucial to development, given that
students essentially learn from them, internalizing interactions and
tools used to develop their own skills. Vygotsky’s perspective sug-
gests that socioemotional development is also mediated by social
interactions and the cultural meanings associated with them [28].
Human development, so to speak, as an equally social and cultural
process [29], is driven by social interactions too, in a nonlinear and
non-gradual way [30], in which qualitative leaps are possible [31].
Thus, analyzing the perception of educators about this process is of
utmost importance for the development of education.

Therefore, this paper is organized into four different sections.
In the first, the authors deepen concepts present in Vygot-
sky’s socioemotional development theory [28] and its importance in
everyday school life. In the second section, the authors present the
methodological path that led to data collection with public schools’
teachers in the city of Itabaiana. Located in the deep of northeast
Brazil, 60 km off the coast of the State of Sergipe, this city is an
entrepôt that, in colonial times, was located between sugar cane
and cotton farms. Sergipe is still a state with a weak economy, and
teachers work in schools with extremely deficient infrastructure,
and since the return of in-person classes, the greatest challenge they
face is students’ emotional crises. Moreover, in the third section, the
authors explore data collected through art-education workshops and
interviews and debate results. Finally, in the last section, recommen-
dations to policymakers about implementing new socioemotional
programs in schools are presented.

2. Understanding Socioemotional Development

Vygotsky’s theory [28] provides an in-depth analysis of the
issues surrounding higher psychological functions, paying special
attention to imagination, memory, and emotions. Its concepts have
been widely used to understand human development in high-impact
contexts, such as schools, and are of great importance for analyses
that seek to grasp educational practices and pedagogical actions in
everyday school life [32].

Fundamentally, the historical-cultural theory considers that the
relationship between cognition and affection is interdependent in
the human psyche. Emotions, as a higher psychological function,
are seen as an active and intertwined part of other phenomena, such
as imagination and thought, in a movement that intrinsically con-
nects biological and historical-cultural elements [33]. Biological
and cultural capacities evolve together, making human being both
a product and a producer of culture. Therefore, human being can
be understood as a biologically social being, and human behavior,
which has a biological evolutionary basis, also depends on social
interaction to acquire and advance domains of culture. In turn, cul-
tural experience is considered a crucial element for development,
strongly assisting in multiple psychological processes [34].

The key point for understanding how socioemotional develop-
ment occurs is to consider that, as higher psychological functions,
emotions, and feelings are susceptible to cultural elements and,
therefore, are subject to mutation [35]. Thus, both are intimately
involved processes, developed and modified by social experiences
and historical concepts acquired throughout existence. For the
historical-cultural theory, the human being acts in his reality and
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reacts to its constitutive elements. In other words, there is an artic-
ulation between the subjective elements and the reality itself, in a
movement that includes emotions and feelings in socially shared
meanings of a given society [36].

In this context, emotions differ from feelings and relate to
organic needs. Feelings, however, are strongly linked to cultural
issues. Thus, they are deeply connected to the social condition of
the human being, although emotions, as phenomena of organisms,
should be understood as reactions to social events [37]. In view of
historical and cultural elements, such as the COVID-19 pandemic
and school experiences in the post-pandemic, emotions and feelings
are also linked to ways of life, to the issues that cross the different
social classes, and to education. Education, fundamentally, needs to
consider socioemotional development as one of its essential pillars.
For this theory, culture is seen as a set of tools, used as media-
tors, both to share symbolic elements of reality and to reconstruct
concepts that are deeply connected to it [38].

An example of the importance of emotions for the pro-
cesses established in social interaction is precisely the relationships
between imagination and immediate reality. Given that both are rich
in emotional elements, imagination is a form of thought that, when
moving away from immediate reality, also remains connected to it
through all its emotional aspects to provide symbolic meanings dur-
ing social challenges [39]. This way of thinking about emotions, as
an extremely open and changeable process, at the service of a con-
stant transformation of the world, is of utmost importance for the
analysis of everyday school life. Pedagogical actions undertaken by
teachers, most often, touch on cognitive and emotional aspects of
students’ lives. Thus, teachers’ role as mediators in the classroom is
fundamental for development to occur.

In this theory, development is seen as a qualitative leap, which
involves a continuous process of social transformation. In this sense,
it is possible to describe a classroom based on the concept of the
zone of proximal development outlined by Vygotsky [40]. This zone
is precisely the distance between what learners can learn alone and
what they can achieve with the help of a more experienced mediator.
From a psychological point of view, the main function of emotions
is precisely to give movement, that is, to be a mechanism of activity
[41]. In everyday life and, especially, in the school environment, it
is also necessary to consider emotional capacity as a skill that can be
developed and mediated. Different students have distinct perspec-
tives on their emotional capacities and react, that is, give emotional
movement, to situations experienced in schools in different ways.
Thus, the zones of proximal development also need to be thought of
from the perspective of socioemotional development. These zones
are extremely important for it [42].

Therefore, human beings change through the cultural instru-
ments they have access to, such as those shared in teachers’
pedagogical action and by public policies and strategies that cross
schools through educational practices. These instruments contribute
to the reconstruction of meanings present in the world. Socioe-
motional development, in this sense, needs to be understood as
transformative movements that permeate feelings and emotions,
which are traversed by social relations, culture, and the historic-
ity inherent to human life. This process depends on historical,
dialectical, and material conditions pertinent to life in society [43].

Given that the return to in-person classes in Brazil was marked
by emotional crisis, it required a greater commitment from teach-
ers to move important instances of human development forward
[44]. Thus, considering that the historical-cultural perspective has
as one of its focuses the analysis of pedagogical actions and
educational practices, especially the social dynamics of schools,
and that developmental psychology also constitutes an essential

psychological knowledge for teachers’ training, it is of utmost
importance to investigate the constructions of these actions by teach-
ers, as well as their perceived relationships with the socioemotional
development of students.

3. Methodological Path

In summary, the objective of this research was to analyze the
dynamic and creative process of pedagogical actions of teachers and
their perspectives on students’ socioemotional development. The
methodology was developed in two stages, with a qualitative focus,
enabling art-education workshops and semi-structured interviews.
Twenty public school teachers were divided into two groups – ten
teachers from one state public school formed the first group, and ten
other teachers from multiple public schools of Itabaiana formed the
second. Both groups participated in three 90-minute art-education
workshops, which were used as an inducer to emotional experiences
about the school context.

All participants in the first group had degrees in undergraduate
programs, namely, literature, mathematics, geography, history, and
visual arts. In the second group, all participants had degrees in peda-
gogy. Most of them had only an undergraduate’s degree, with some
type of limited experience in postgraduate programs; two of them
reported having sought continuing education in areas of psychology,
and only one participant reported having obtained a master’s degree
in education. Their average age was 35 years, with the youngest
being 31 and the oldest being 51. Only one of the teachers in the
sample was male. Although it was a small group, with twenty teach-
ers from a single city, which limits the generalization of the results,
the authors argue that knowing the reality of the deep Brazil, even if
in a limited way, is extremely important to explore the potential and
obstacles present in this country northeast region educational real-
ity. This location has coexisted with social, political, and economic
problems for centuries.

The art-education workshops were developed using Pre-Texts
methodology. This is a pedagogical methodology based on three
stages: (a) researchers choose a demanding and challenging text; (b)
participants use it as material to create cultural tools in group work-
shops; and (c) everyone reflects together on the process. Unlike the
conventional teaching and research approach, an invitation to play
with a complex text and appreciate a variety of meanings has proven
effective for analyzing multiple elements that make up everyday
school life [45].

The justification for choosing this methodology is that Pre-
Texts, although developed at Harvard University, was substantially
based on Brazilian researchers, namely, Freire [46] and Boal [47].
Furthermore, as an action deeply linked to pedagogical action,
this methodology is also configured as an important vehicle for
the analysis of these actions and teachers’ perspectives regarding
the socioemotional development of students. In its core, Pre-Texts
follows a basic rule of literary composition; that is, its entire
mechanism of social interaction is based on the idea that partici-
pants, during the workshops, need to demonstrate their experiences,
instead of simply reporting them to the group [45]. This core ele-
ment of this methodology is faithfully aligned with the mediation
proposal, defined by Vygotsky’s theory [48].

The fundamental concept of Pre-Texts is to use complex texts
as cultural tools to encourage participants to create poems, paintings,
drawings, and storyboards [45]. This movement privileges their per-
spectives on different knowledge and facilitates the emergence of
their perceptions around the researched themes, so they can medi-
ate to other participants their experiences. During the workshops,
as is commonly with this methodology, the texts were used as a
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pretext or an inducer, so participants could demonstrate their
feelings and emotions through cultural tools and could also medi-
ate meanings around their pedagogical actions, the educational
practices, and their perceptions of the students’ socioemotional
development.

Therefore, two Brazilian literary passages were chosen to be
used in the workshops: the novel Crooked Plow [49] and the short
story The Third Bank of the River [50]. In this sense, the novel is told
from the perspective of two Afro-Brazilian sisters, who go through
tragedy in childhood, while living at Chapada Diamantina, in deep
Brazil. The short story is told from the perspective of a son who
has lived for years with his father’s abandonment, who is confined
in a canoe. Both texts refer to situations of social exclusion, vio-
lence, and violation of rights that, unfortunately, are still present in
the northeast of Brazil.

The structure of the three workshop sessions followed linear
path, involving five stages: (a) warm-up, focused on participants
getting to know each other in an interactive activity, mediated by
the researcher, whose main objective was to demonstrate a collab-
orative approach; (b) la cartonera, a process in which participants
were invited to design book covers for the text chosen for the work-
shops, aiming tomediate a sense of authorship in the participants; (c)
the reader, in which one of the participants was asked to read aloud
the passages chosen for the workshops, facilitating the immersion
of all participants in the emotional elements of the text, while they
were designing their book covers; (d) Brazilian cordel literature, a
process in which participants were asked to write a question on the
inside of their designed book covers, so that a collective display of
the drawings is organized; and (e) finally, appreciation, where all
participants were able to see the productions of their fellow partici-
pants and choose a question them to read aloud and to try to mediate
a possible answer.

At the end of each workshop, participants were asked the cen-
tral question for the Pre-Texts methodology: “What did we do?”
This enabled group reflection on their experiences at the work-
shop. Complementarily, on the second and third day, participants
were also asked to bring to the group other texts to help them
demonstrate emotional situations experienced in the daily school
life. During all three sections, participants used materials that were
collectively available to the two groups, such as cardboard, maga-
zines, newspapers, glue, crayons, colored pencils, glue sticks, and
scissors. To increase spontaneity, the workshops were not recorded
on video or audio, with records being made through notes by the
researchers and photographs permitted, from time to time, by the
participants.

In the second stage of the research, semi-structured interviews
were conducted. At the end of the art-education workshops, the two
groups of teachers were invited to participate in interviews, where
it was possible to explore, individually, the perspectives brought
up during the workshops. The interviews were recorded on audio
and followed a set of three guiding questions: (1) How has your
teaching practice changed since the COVID-19 pandemic, and what
are the challenges present in your teaching in this post-pandemic
moment? (2) How does the knowledge of psychology, especially
that related to human development learned in your initial training,
help in your teaching practice? (3) How are your students in this
post-pandemic moment, and what are their main needs in their daily
school life? The analysis of the interviews allowed for a contextual-
ized comparison, that is, an analysis that also encompasses cultural,
historical, and subjective characteristics that the participants shared
[51]. The aim was to comparatively analyze teachers’ pedagogical
actions and their perspectives on education practices and students’
socioemotional development.

4. Results and Discussion

For this research, the results are organized into two subsec-
tions. In the first, the immersion carried out in the workshops and its
data are analyzed. Immediately afterward, the data collected from
the participants in the interviews are presented and discussed. In
both moments, the authors sought to understand how the partic-
ipating teachers are constructing their pedagogical actions in the
years following the pandemic. Ultimately, what is the relationship
between these actions and their perceptions of the socioemotional
development of the students?

4.1. Pre-texts workshops

The first workshop began with the participants introducing
themselves through a word game. In this game, each participant
had to present themselves using an adjective that began with the
same letter as their first name. A small ball of paper was used so
that the participants could choose a partner to continue once they
had talked. This little game served both to warm up the group and
to try to minimize the influence of authoritarianism, which, unfor-
tunately, is still a trend present in Brazilian education [52]. This
cooperative approach was also used in the following two meetings,
in which the wordplay was replaced by cultural tools, in the form of
poems or other excerpts from literary texts, brought by the partici-
pants themselves. These were used as demonstrations of the feelings
experienced in their educational contexts.

This process also served as an important basis for highlighting,
from the outset, that the demonstration, the action around cultural
tools, in Pre-Texts methodology, is much more important than the
mere report of the participants [45]. After the warm-up, a process
known as la cartonera was initiated. Here, the participants were
invited to create a book cover for the first text that was selected for
the workshop, namely, Crooked Plow [49]. Inspired by Argentine
social movements, this process encourages participants to acquire
a sense of authorship around the material to be worked on, allow-
ing them to mediate meanings and interpretations and to propose
questions to the group [53]. The participants initially showed sur-
prise and a lack of knowledge about this practice. Most teachers
stated that they were not familiar with or had read the novelCrooked
Plow [49], which has been the best-selling and most widely dis-
tributed novel in Brazil for the past three consecutive years [54].
The discomfort with la cartonera process was only alleviated when,
spontaneously, the teachers organized the task as if it were part
of their own class activity, mediating it as if they were working
together with students. Those who had already worked with drawing
helped the others with colored pencils and other details.

The researchers, after having given the prompt to begin this
process, which was to invite them to draw a book cover of their
own authorship for the novel, maintained, thereafter, a position of
noninterference with the participants’ choices. Discomfort and shy-
ness were gradually replaced by a collaborative approach. Figure 1
shows some photographs of the book covers from the participants
who authorized the photographic recording of their cultural tools.

While the participants continued working on their book covers,
a member of the group was asked to read aloud the texts; drawings
and reading aloud were used in the three workshop sessions with
the aim of increasing the emotional immersion of participants in the
themes explored [55]. This process, called “the reader” in Pre-Texts
methodology [45], was inspired by the labor movements in the His-
panic Caribbean, where, in cigar factories, one of the employees was
chosen to read novels aloud while the others continued their work
[56]. Reading aloud also allowed participants to pause to reflect on
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Figure 1
Photos of workshop book covers: (a) book covers, crooked

plow, participants, group 1 and (b) book covers, drafts, crooked
plow, participants, group 2

the emotional issues presented in the text. Here, the objective was to
facilitate the encounter between reflection and cultural tools devel-
opment. The same passage of text, both from the novel and the short
story, was read repeatedly, during the workshops, to enable partic-
ipants’ immersion and make it easier for them to incorporate their
perspectives into their drawings. In the sessions, multiple readers
spontaneously took turns reading aloud.

After a sequence of readings, the participants were asked to
formulate a question about something interesting in the text or the
workshop experience and to write it down on the inside of their

book covers. Inspired by Brazilian cordel literature, once partici-
pants finished their book covers and formulated their questions, a
small collective exhibition was organized so that all participants
could access their colleagues’ art production. Few teachers were
reluctant to show their finished book cover work and the ques-
tions they had prepared for their colleagues. To convince them,
the argument mediated by the participants, to each other, was that
this was an appreciative moment, in which everyone should partic-
ipate together; in this regard, scientific data from other research has
shown the importance of appreciation for work in education, espe-
cially to promoting positive emotions in the classroom context [57].
At this moment, participants chose one of the artworks to present
and mediate their perspectives to the group.

At the three workshops, after the literary passages chosen to be
worked on were crafted into cultural tools, participants were asked
to mediate their perspectives through the lens of the pedagogical
actions they use in their classes. Most of the questions listed by
teachers in la cartonera process were related to the violence present
in the opening scene of the novel Crooked Plow [49]; one of the
protagonists has her tongue accidentally cut out by her own sis-
ter. Or the loneliness present in the short story The Third Bank of
the River [50], something extremely present in the schools stud-
ied, according to them. They mediated how they do to minimize
violence in their schools and how they deal with the negative emo-
tions and feelings of their students, which, according to them, were
extremely susceptible to the emotional intensity of the pandemic.
They are also susceptible to family breakdown. Strategies such as
talking to students in private and with parents about the students’
emotional situation were the most mediated. Although they knew
about its existence, teachers emphasized that psychology in schools
is still a distant reality.

Therefore, during the art-education workshops, two sets of
results stand out in both groups. Primarily, the data showed that
reading, whether on psychological topics or other areas of knowl-
edge, such as literature or education, is not part of the daily lives of
teachers who work in deep Brazil, professionals who are often over-
whelmed by school demands, social, and economic problems. In the
three workshops, teachers commonly referred to God and religion
as positive psychological forces, typically confusing religious argu-
ments with educational practices and policies, such as the presence
of psychology in schools. Brazil is a country with a diverse cultural
matrix [58], and although all forms of religion must be respected,
disseminating the objectives of psychology proved to be a relevant
strategy for this group precisely because of its absence in everyday
school life. Although the data do not allow for generalizations, this
is a trend that needs to be observed in other studies.

On the other hand, paradoxically, the data also showed that
there is a strong desire for psychological and new teaching-learning
methodologies, but such knowledge escapes these teachers’ reality.
Three main points can be enlisted to such phenomena: (a) psycho-
logical themes were the subject of study in the initial training of
teachers, and for many years, this knowledge remained dormant; (b)
despite being a desire, there are difficulties in participating in spaces
that encourage discussions on these topics, because, although they
coexist with multiple emotional crises in schools, these are rarely
the subject of formal debate by teachers, especially in public school
spaces; and (c) there are no incentives for teachers to continue devel-
oping their knowledge about psychological themes. Nevertheless, it
is important to highlight that Brazil is going through a severe crisis
in terms of teacher training [59], which ranges from precarious and
low-quality training programs – offered by private universities and
colleges whose focus is on tuitions and fees – to a precariousness of
the job market [60].
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This set of data was also corroborated by other studies, espe-
cially those that highlight the exhaustion of teachers who, to survive,
need to have two or three jobs, in a phenomenon known as moon-
light [61]. This reality makes it almost impossible for Brazilian
teachers to dedicate time to acquire new theoretical and pedagog-
ical tools, which can be used in schools’ daily life. Furthermore,
other studies point to issues intrinsic to education beyond teacher
fatigue. An important point, which also emerged in the art-education
workshops held with the teachers of Itabaiana, is the need to bet-
ter understand the school time and space, from new perspectives
on what can be done within the schools. In other words, instead of
teachers having to climb a mountain in search of new knowledge
and access to new education practices, the school should be a field
where this knowledge is continually shared. Here, as in other stud-
ies, we can see the need for a deeper theoretical and methodological
approach to continuing teacher training, based on teachers’ experi-
ences in schools [62]. Furthermore, given all the fractures, before,
during, and after the pandemic, research still indicates that active
participation of teachers, innovation in pedagogical practice, and
ongoing training are essential to changing the harsh reality of many
Brazilian schools [63].

At the end of the three workshops, after literary passages were
worked and cultural tools were created, participants were asked the
Pre-Texts’ central question: “What did we do?” [45]. This prompt
was designed to deepen the experiences brought and mediated by
participants. The participants acknowledged that the experience was
emotionally rich and valuable, putting them in touch with the per-
spectives of other colleagues. Although they have acknowledged
the importance of cultural tools for pedagogical actions, especially
for the emotional elements present in the classroom, and socioe-
motional development, participants from both groups also indicated
that the Pre-Texts methodology is difficult to replicate with their
students, given that, in their view, their students are accustomed, in
the school environment, to always following authority figures, even
when they are working in a collaborative approach. This result is
also important for studies based on Vygotsky’s theory [28], given
that research on how to reverse authoritarian pedagogical actions
with mediation and the zone of proximal development is still very
limited. In Brazil, nevertheless, although Vygotsky’s theory is the
subject of study in teachers training, and its use in pedagogical
actions is highly recommended [64], the scenario in public schools,
permeated by social, economic, and political obstacles, is of little
use of its concepts and methodologies [65]. This scenario needs to
change.

4.2. The interviews

In the second group of data, collected from individual, semi-
structured interviews, three analytical categories have proven to
be relevant: (a) pedagogical actions in the post-pandemic; (b)
knowledge of psychology; and (c) socioemotional development of
students.

The first two categories, pedagogical actions in the post-
pandemic and knowledge of psychology, are directly connected
to the first part of the research question of this paper – that
is, how public schools’ teachers in deep Brazil are constructing
their pedagogical actions in these post-pandemic years? The ped-
agogical actions in the post-pandemic highlighted the necessary
changes in teaching in a sense that encompassed readaptation,
students’ constant learning difficulties, and the feeling that aca-
demic advancement was happening without any development of
the students. In the knowledge of psychology category, teachers
related their understanding of science to what is present in their

daily life, showcasing a distance between what they have learned,
superficially, in teachers’ training programs and the reality of the
educational practices. Finally, in the last analytical category, socioe-
motional development of students, which was related to the last part
of the research question, participants highlighted that anxiety and
depression are constant phenomena among their students.

For the first analytical categories, pedagogical actions in the
post-pandemic, research has shown that in education, acceptance
and affection are essential, especially due to the traumas experienced
during a tragedy that was the COVID-19 health emergency [66]. The
participants stated that they had to use all their sensitivity to find new
pedagogical ways to teach their students. This was done because
the students seemed to follow the classes without any development.
Another important point reported by the participants was that the
return to school after the most intense period of the pandemic was
marked by a painful readaptation.Many of them had left a context of
remote classes, where they had practically no interaction with their
students, and were surprised by an emotional demand as soon as
they returned to the classroom. This required an emotional readap-
tation, which involved a different pace for classes, determined by
the possibilities of the students, given that many had been without
any access to education for almost two years. It also required an
even greater sensitivity to address certain topics, especially those
related to the pandemic. These feelings were well exemplified by
two participants, as shown in Table 1.

Table 1
Pedagogical action in the post-pandemic

PARTICIPANT 4 –
GROUP 1

“The challenge is that we faced a
demand in a society that had been at
a standstill for two years. And when
it came back, we saw a lot of difficul-
ties. Many students who are not literate
and have to move forward without
having any basis. So, it became much
more complicated for you to teach
and for them to understand it without
having any basis, which is what they
should have had during this period.
Because the classes that were remote.
In fact, with the teacher’s in-person,
they were unable to keep up, so we had
this difficulty that we see to this day,
it has continued to this day, so they
are unable to keep up as if they had
stagnated, had stopped, and could not
move forward.”

PARTICIPANT 6 –
GROUP 1

“During the pandemic, I started using
more technological resources, such as
the internet, to keep in touch with my
students. In the post-pandemic period,
the challenge has been to readjust
a routine that is not yet completely
structured. I often face difficulties in
using both the resources linked to the
internet and the physical resources
available at school, due to the lack of
attention or enthusiasm, both from the
students and from myself. Fatigue has
also been a limiting factor.”

Note: Statements selected from interviews with teachers
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In fact, in many Latin American countries, as well as around
the world, governments sought to restart classes while also address-
ing health issues. The return to classes was an important move, since
the closure of schools increased social inequalities and reorganized
teaching work and habits, and in many places, the technological
difficulties of students, teachers, and governments made remote
teaching almost impossible [67]. In the family sphere, the challenges
were also enormous, since parents themselves, who often had to
focus on issues of economic survival, also had to use technologi-
cal resources, when available, to advance their children’s education
[68]. In terms of educational policies, in Brazil, a reduction in
the meaning of education was perpetuated, where remote teaching,
much more than learning, followed a routine in which the provision
of education did not necessarily result in much progress [69].

It is in this scenario that psychology arrives at public schools in
Sergipe. Historically, the arrival of educational psychology in Brazil
can be divided into three major periods. In the first, up until the
1930s, European psychological knowledge and concepts, especially
those related to intelligence by Alfred Binet and Théodore Simon,
were imported and disseminated in teacher training programs. In the
second period, up until 1960, North American psychological tests
were heavily used. Psychology had already established itself in the
country, but undergraduate programs in this area were nonexistent.
Clinical psychologists in the wealthy social classes and the topic of
mental health were far from schools. It was only in the 1960s that
psychology became part of university programs, but much of the
development of Brazilian universities was disrupted by the military
coup of 1964 [70]. Added to these three major historical periods
was the re-democratization of Brazil, with the end of military rule
after twenty-one years. This finally allowed for an expansion of the
debate about the role of psychology in schools, given the intensifica-
tion of phenomena such as violence in these spaces. However, it was
only in 2019 that Brazil adopted a Federal Law nº13.935 to allow
the presence of educational psychologists in public schools [71].

This long period, combined with teaching programs at univer-
sities that postulate a peripheral place for psychology in teacher
training programs, led to a superficial understanding of its theories
and its usefulness for education. Althoughmuch has been done since
psychology first arrived in Brazil, the challenges in the national sce-
nario are still multiple and diverse. It is important to emphasize the
need for attention to areas such as inclusion and ongoing training of
professionals, who are often doing their best without the necessary
tools to carry out their work well.

These topics still present challenges for many policymakers.
Furthermore, teachers who participated in this research highlighted
that the learning they had in their undergraduate programs about
psychology was not only superficial but, in many moments, distant
from reality – that is, the emotional crises that they face daily in
schools in the post-pandemic. Table 2 presents meaningful speeches
from two of the participants on this issue.

This lack of mastery of psychology concepts and theories
proves to be extremely challenging when the teachers interviewed
reported that the constant anxiety and depression crises that have
occurred in their schools since the pandemic. Scientific literature
has already shown that feelings of fear, vulnerability, irritation, anx-
iety, and depression are strongly present in the school context. They
have been cited by teachers in multiple studies as a factor in the
impoverishment of their mental health while working in daily school
life [72]. However, regarding students, especially the impacts of the
pandemic on their socioemotional development, what has prevailed
in Brazil are studies that relate the issue of mental health during this
period with the need to reinforce physical activity [73]. Or even a
better understanding of the stress that permeates specific moments

Table 2
Knowledge of psychology

PARTICIPANT 5 –
GROUP 1

“Look, when I was in college, I wasn’t
mature enough to understand the
importance of this as I do today. It
seemed like it was just another sub-
ject to fill out, you know? After my
Psychoanalysis course, I realized
that what we saw was very superfi-
cial. I think undergraduate courses
should place more emphasis on
this. Sometimes we label students as
undisciplined or lazy, but when you
understand more, you realize that
there is much more involved there.”

PARTICIPANT 4 –
GROUP 2

“In my undergraduate program, I did
have courses focused on Psychol-
ogy, but what I try to work on in
the classroom with my students is
to put myself in the other person’s
shoes and feel for the other person.
I also try to resolve conflicts, which
are common in the classroom. In
addition, the bond with parents is
essential, because children need a lot
of support and attention from them,
and many parents do not maintain
this dialogue with their children.”

of student life, such as the years prior to selection and entry into
a university [74]. Little attention has been given to the emotional
issues related to the early years of basic education [75] and how stu-
dents in this age group faced class interruptions, remote classes, and
the return to school after the pandemic [76].

Teachers highlighted that anxiety is one of the greatest chal-
lenges for education in contemporary times. This puts the very
efficiency of the educational system in check, since the possibil-
ity of reversing the scenario presented by teachers goes beyond
the idea that their work needs to be more aligned with that
proposed by educational psychology. Table 3 highlights the per-
ceived socioemotional development of students by the teachers
interviewed.

If the participants had difficulty to understand mediation as
a possibility for establishing zones of proximal development dur-
ing the workshops and conceived their classrooms as permeated
by authoritarianism, this situation is even more complex regard-
ing socioemotional development. The words emotion or feeling,
although not synonymous in psychology, were frequently used by
teachers interviewed as linked to situations of negative emotions.
Participants in both groups did not demonstrate an understanding
of emotions, for example, as a vehicle that gives movements to
social interactions [77]. Emotions are perceived as an end in them-
selves, without pedagogical actions resulting in development. The
emphasis that teachers place on is that their pedagogical actions and
educational practices and psychological policies are as if they were,
in essence, rolling a stone uphill, as no significant progress was
noted in the daily school routine.

In Sergipe, where this research was conducted, educational
practices are developed with the support of psychology. Established
through Federal Law nº 13.935 [71], it is supposedly respon-
sible for bringing teachers and school administrators closer to
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Table 3
Socioemotional development of students

PARTICIPANT 3 –
GROUP 2

“Students returned with a heavy emo-
tional burden, altered behavior, and
often unwilling to participate or
engage (. . . ) They returned with very
heavy emotions, and not only them,
but also their families. Today, in the
classroom, we realize that around
80% of our students are emotionally
charged, needing active listening and
greater understanding in the post-
pandemic period. They came back
like this, quite emotionally charged.”

PARTICIPANT 6 –
GROUP 2

Initially, when I started with them, the
greatest need was to work on basic
socioemotional skills. Throughout
the year, it was essential to work with
them, because, I would say, 99%
of the students I helped needed to
develop these skills further. They were
very anxious, without understanding
what was happening, as if they were
lost. And I worked a lot on this focus,
and it was the area where I felt they
required the most support. And I saw
a great improvement in this.

psychologists. Nevertheless, these professionals work far away from
schools, in administrative buildings, and it is impossible to imag-
ine that any effective action can occur only with their occasional
presence in these spaces. This reasoning also applies to the absence
of an effective training program on psychology and its objectives
for teachers. There is an evident gap between pedagogical actions,
educational practices, and psychological theories and cultural tools.
Reducing this gap can also help to foster greater debate about mental
health in everyday school life. Although the data from this research
are not generalizable, this is an area that requires attention, espe-
cially in the form of a broad capacity-building program that includes
at its core how to develop emotions and cognition through cultural
tools. Thinking about socioemotional development requires focus-
ing on emotions. Ultimately, schools need a call to psychological
action.

5. Few Recommendations to Policymakers

Around the world, the role of educational psychology has
been rethought after the serious events of the COVID-19 pandemic.
Among the main concerns are (a) the role of these professionals in
the school environment, especially as a support for minorities or
groups considered marginalized, in a movement to preserve human
rights; (b) focusing efforts on traumas of a sociopolitical nature, in
the form of groups or individual work, which allows them to be
minimized and avoid the reproduction of harm; (c) seeking equity,
given that public policies are a social instrument and through them
the aim is to perpetuate humanism in life in society; (d) develop-
ing a broad coordination of efforts, since the school is a community
space and the inclusion of psychology also includes listening to
the desires of a community, including the country and teachers; (e)
defending a broad change in the education system, inside and out-
side schools, in order to amplify the debate on the needs and crises

surrounding school spaces; and (f) evidently, a broader work of
training and education for teachers, which takes advantage of the
school space as a field of learning, for teachers and students, and of
pedagogical action for the entire community [78].

In deep Brazil, however, this is still a distant reality. Although
this study had a limited sample, which does not allow for general-
ization, the results highlighted important aspects of the educational
reality in the Brazilian northeast. The workshops revealed that,
although teachers already practice mediation spontaneously, for
them, thinking of the classroom as a zone of proximal development
is still a distant reality. This is expressed precisely by the lack of psy-
chological knowledge and expertise, which were not the subject of
in-depth study in the initial training of these teachers. Furthermore,
despite wanting to have access to this knowledge, teachers still
struggle with its practicality, since they still conceive classrooms as
a universe permeated by educational authoritarianism.

In the interviews, pedagogical actions in the post-pandemic
period were seen as a time of readaptation. This was marked by an
intense emotional burden. Socioemotional development of students
was perceived by participants as rolling a stone uphill or putting out
constant emotional fires. While on the one hand, students appear
not to be learning and following the classes, from a cognitive point
of view, on the other, teachers lack appropriate training in socioe-
motional development. This limits their scope of action. The most
common strategy taken by the participants to mitigate emotional cri-
sis was to talk with students and parents. These talks were made
without any theoretical support or assistance from professionals
prepared to deal with such situations. Furthermore, psychology is
perceived as a policy distant from schools, without its interactions
having, to date, produced substantial results. This is a scenario that
clearly needs to be changed.

Unfortunately, this study did not use any triangulation tool for
data collection that would allow classroom observations and access
to the perspective of the students themselves. This was because
access to schools was not always easy, and the organization of
workshops and interviews had to follow the availability of the par-
ticipants. Despite this limitation, the data collected and discussed
support two important recommendations for policymakers in the
Brazilian northeast.

The first is to bring psychology closer to schools. Currently,
the state of Sergipe has 877 schools in the public network, and only
the state network, with 318 state schools, has presented a compre-
hensive psychological support program. This program, Programa
Acolher, however, is not in compliance with Brazilian Federal Law
nº 13.935 [71], which requires that each school in the public network
have at least one psychology professional. Currently, the Programa
Acolher has 80 psychologists, who work in administrative bodies
and are far from the 318 schools that make up the network. Future
studies should consider mapping the implementation of psychology
programs in Brazilian public schools, given that the law that requires
the presence of these professionals in schools was recently enacted
in 2019 [79].

The second recommendation is to provide extensive training
in socioemotional development for all teachers in the state school
system. This would facilitate interaction between teachers and psy-
chology professionals and would certainly help in the development
of new pedagogical actions and a new reality for educational prac-
tices. An intensive training program in psychological theories and
concepts would help to improve teachers’ pedagogical actions, to
better develop educational practices, and, especially, to improve
performance on issues surrounding students’ socioemotional devel-
opment. Unfortunately, this reality in the Brazilian northeast has
been incipient.
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Nevertheless, recently, the Brazilian federal government
launched the “National Pact for the Recomposition of Learning”
[80]. This is a policy designed to offer technical and financial sup-
port to municipalities throughout Brazil, to improve the quality of
education, enabling students to learn what they needed to learn
during the pandemic. This policy, however, like many others in
the country, is still in slow development, without addressing cen-
tral points revealed by this research, such as teacher training itself.
Teachers need to acquire new knowledge to deal with the many
traumas arising from the pandemic. The focus here, in addition to
cognitive learning, should be precisely on mediating multiple emo-
tional situations that unfold daily in the school environment.Making
teachers and psychologists work together in day-to-day school life
should be a government priority.

This current challenge leads to questions about the role of pol-
icymakers. Recently, in 2025, the Brazilian government launched a
broad incentive program for the training of new teachers, who now
have access to scholarships. However, in addition to the financial
incentive, which is very necessary for the Brazilian social reality,
teachers in training and those who already work in public schools
need to have access to a broad process of continuing education.
Quality in education must go hand in hand with social justice, and
making schools a proper space for teachers to perform their duties,
acquire knowledge, and renew their pedagogical actions is essential
for the development of the country’s education system. Therefore,
it is necessary for policymakers to go to schools, to provide on-site
the necessary tools for teachers to revolutionize knowledge.
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