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Abstract

This article analyses how language teacher education in Brazil can be reimagined through the lens of cul-
tural-historical activity theory (CHAT), addressing broader educational challenges shared across BRICS 
countries for social transformation (Tanzi Neto, 2021). Drawing from a Critical Collaborative Research 
(PCCol) (Magalhães, 2007; Liberali, 2012) project with five English teachers in Technological Higher 
Education, the study proposes Social Activity (Liberali, 2009, 2025) as a central curricular principle in the 
teaching-learning of English for Specific Purposes (ESP) (Hutchinson & Waters, 1987; Valente & Ribeiro, 
2023; Diegues, 2025). It seeks to answer the following guiding question: How can language teacher educa-
tion in Brazil — when grounded in Social Activity and cultural-historical principles — contribute to cultur-
ally responsive and socially transformative pedagogical practices within BRICS contexts? To explore this 
question, a series of reflective workshops was conducted with English teachers at a Technological Faculty 
in São Paulo (FATEC-SP), Brazil. Based on participants’ local realities, the workshops aimed to foster criti-
cal pedagogical reflection and collaboratively develop teaching practices that meaningfully respond to the 
sociocultural contexts of their students. Findings reveal that a reflexive, collaborative approach to teacher 
education — deeply rooted in teachers’ lived experiences and social demands — enhances professional agen-
cy, intercultural awareness, and reconfigures teacher identity. The Brazilian case study highlights potential 
pathways for BRICS nations to resist instrumentalist, neoliberal educational paradigms and to adopt trans-
formative, contextually grounded language education practices.
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Introduction

Education in BRICS countries (Brazil, Russia, India, 
China, and South Africa) and now with BRICS+ (Saudi 
Arabia, Egypt, United Arab Emirates, Ethiopia, Iran, 
and Indonesia) operates under the tension between na-
tional development agendas and global market impera-
tives. These nations share challenges such as deep social 
inequality, colonial legacies, and external pressures to 
align education systems with neoliberal logics. In this 
geopolitical scenario, English language education be-
comes both necessary and a locus of ideological dispute. 
As a lingua franca, English holds the promise of social 
mobility and access to global opportunities. However, 

without a critical pedagogical approach, English teach-
ing risks becoming an instrument of symbolic domina-
tion, reinforcing linguistic imperialism and structural 
exclusion.

In Brazil, this contradiction is acutely felt in the con-
text of Technological Higher Education, where ESP has 
gained institutional space as part of workforce develop-
ment strategies. Nevertheless, ESP instruction in Brazil 
often reflects decontextualized models imported from 
the Global North, neglecting the social realities and as-
pirations of both students and teachers. As Tanzi Neto 
(2015) argues, the teaching of English in Brazil must be 
rethought as a social and ideological practice, embedded 
in specific historical, cultural, and institutional contexts. 

Образование преподавателей иностранных 
языков через социальную деятельность: 
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Резюме

В статье исследуются новые подходы к подготовке преподавателей иностранных языков в Бразилии 
с использованием положений культурно-исторической теории. В ней рассматриваются более широ-
кие образовательные проблемы, которые объединяют страны БРИКС, и их связь с социальными из-
менениями. Авторы опираются на проект совместного критического исследования с участием пяти 
преподавателей английского языка в области технического высшего образования. В рамках этого 
проекта предлагается использовать концепцию социальной деятельности как главный принцип при 
обучении английскому языку для специальных целей (например, делового английского или профес-
сионального английского). Цель работы — понять, как обучение преподавателей языков в Бразилии, 
основанное на принципах социальной деятельности и культурно-исторической теории, может по-
мочь развивать педагогические практики, которые учитывают культурные особенности студентов 
и способствуют социальным изменениям в странах БРИКС. Для этого авторы провели серию ма-
стер-классов с преподавателями английского языка на Технологическом факультете в Сан-Паулу. 
В ходе занятий участники обсуждали свои реальные ситуации и вместе разрабатывали методы пре-
подавания, которые успешно отвечают нуждам их студентов и учитывают их культурный контекст. 
Результаты показали, что подход, основанный на совместной рефлексии и опыте учителей, помогает 
им стать более инициативными, лучше понимать межкультурные различия и переосмысливать свою 
профессиональную роль. В целом, кейс из Бразилии показывает возможные пути для стран БРИКС 
сопротивления навязанным неолиберальным образовательным моделям и внедрения практики об-
учения иностранным языкам, которые учитывают конкретные социальные и культурные условия.

Ключевые слова: образование преподавателей иностранных языков, английский язык для специ-
альных целей, социальная деятельность, культурно-историческая теория, БРИКС, критическое со-
вместное исследование
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Rather than focusing solely on linguistic skills, ESP 
should function as a site for critical reflection, identity 
construction, and collaborative transformative action.

This article responds to that call by examining a 
teacher education experience rooted in CHAT and or-
ganized around the concept of Social Activity (Liberali, 
2009). This approach emerges from a Brazilian tradition 
of Applied Linguistics, which views language education 
as inherently political and socially situated (Moita Lopes, 
2006). It aims to move beyond technicist or neoliberal 
paradigms, instead promoting agency, collaboration, and 
critical reflexivity in teacher development. As we empha-
size in this article, this requires a reorientation of teacher 
education programs to center the lived experiences, affec-
tive dimensions, and collective engagements of educators.

The present study, developed through Critical Col-
laborative Research (Magalhães, 2007; Liberali, 2012), 
involved a series of workshops with five English teach-
ers at a São Paulo Technological Faculty. Grounded in 
participants’ local realities, the workshops sought to de-
sign and reflect on ESP teaching practices that respond 
meaningfully to students’ sociocultural contexts. By 
taking Social Activity (Liberali, 2009) as a curricular or-
ganizer, the process emphasized the co-construction of 
knowledge, ethical-political commitment, and the rec-
ognition of linguistic education to social transformation 
(Tanzi Neto, 2021).

Central to this experience is the notion of critical-
social transformation as defined in cultural-historical 
psychology: not simply as structural change, but as the 
creation of new forms of subjectivity, interaction, shared 
meaning, and new ways of socially acting in the world. 
According to Liberali (2012), transformation is insepa-
rable from dialogue, contradiction, and the expansion 
of what is possible within a given social world. Teacher 
education, from this perspective, becomes a process of 
becoming — one that links theory, practice, emotion, and 
ideology in dynamic ways.

Within the BRICS context, Brazil’s experience res-
onates with broader efforts to resist educational sover-
eignty and resist hegemonic pressures. The contradic-
tions explored in this research — between English as 
empowerment and English as imposition, between local 
needs and global norms — mirror those faced in India’s 
postcolonial multilingualism, South Africa’s efforts to 
decolonize language policy, and China and Russia’s bal-
ancing of national identity with internationalization. 
This article argues that CHAT, when operationalized 
through grounded, collaborative pedagogical practices, 
can provide a viable framework for rethinking teacher 
education in BRICS countries.

In this light, we pose the following guiding question 
in this study to be reflected and discussed: How can lan-
guage teacher education in Brazil — when grounded in so-
cial activity and cultural-historical principles — contribute 
to culturally relevant, socially transformative pedagogical 
practices within BRICS contexts?

English for specific purposes (ESP)

The teaching of ESP, known in its seminal litera-
ture by this name, experienced significant expansion 
starting in the 1960s, within a post-World War II con-
text in which English communication became essential 
due to the geopolitical position of the United States at 
the time (Valente & Ribeiro, 2023). This growth was 
later intensified by globalization and technological 
advancement, which increased the demand for faster 
and more purpose-driven language learning (Valente 
& Ribeiro, 2023). However, in its conception, we un-
derstand that this approach, though relevant in profes-
sional and academic contexts, can be criticized for its 
restrictive and instrumental view of language, which 
may come at the expense of a broader, critical, and 
transformative linguistic education. To avoid this limi-
tation, Valente & Ribeiro (2023) argue that, precisely 
because it is not confined to academic and professional 
matters, it is essential to incorporate social contexts 
into the teaching of ESP.

By focusing exclusively on the immediate needs of 
a specific group, such as business professionals, medi-
cal practitioners, academia, or tourists, traditional ap-
proaches to ESP reduce language to a mere tool for func-
tional communication, thereby neglecting its cultural, 
historical, social, and affective dimensions. Such an ap-
proach can limit learners’ potential to engage with the 
language in deeper and more creative ways, overlooking 
aspects such as literature, artistic expression, identity 
construction, and the transformative power of language. 
As a result, the traditional view of ESP often relies on a 
model grounded in functionality and efficiency, ignoring 
essential sociocultural dimensions of language learning 
and reinforcing a utilitarian logic that reduces language 
to a technical tool, stripped of its identity-constructing 
and political potential. For this reason, it is crucial to 
consider more contemporary discussions within the ESP 
framework that incorporates broader social contexts 
(Diegues, 2025).

In line with this perspective, Bourdieu (2022) argues 
that language is a field of power — its symbolic power 
operates as a selective mechanism in society, enabling 
or constraining speakers’ social and linguistic inclusion. 
ESP instruction, by targeting specific groups, may in-
advertently reinforce existing social and cultural hier-
archies. Instead of promoting an inclusive and emanci-
patory language education, ESP can become a tool for 
maintaining the status quo, limiting the transformative 
potential of language.

In summary, ESP or LinFE (Língua para Fins Es-
pecíficos1) approach represents a national evolution of 
what was previously known in the literature as ESP, and 
it has increasingly gained ground within academic dis-
course. It is a constantly evolving approach, with goals 
and needs that must be addressed in today’s educational 
and sociocultural contexts.

1 In Portuguese.
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According to Hutchinson & Waters (1987), British 
educators and researchers who systematized the ESP 
approach, ESP should be understood as an approach 
rather than a product, as it encompasses theoretical as-
sumptions surrounding language and learning. As they 
assert, “ESP is not a product, but an approach to lan-
guage teaching which is directed by specific and appar-
ent needs of particular learners” (Hutchinson & Waters, 
1987:16).

Almeida Filho (2015) complements this understand-
ing by defining “approach” as a set of ideas, knowledge, 
beliefs, and principles regarding what language is, what 
foreign languages are, and how language learning and 
teaching take place. This includes conceptions about hu-
man nature, the classroom environment, and the roles of 
teachers and students in the teaching-learning process. 
We align with this perspective, and we understand that 
all the teacher’s actions in the teaching-learning process 
reflect their underlying approach, from course planning 
to classroom delivery.

Hutchinson & Waters (1987) also emphasize that 
ESP developed in phases, undergoing a series of stages 
that evolve at different paces depending on the specific 
national and educational contexts. To understand this 
historical trajectory, they outline five key stages that 
contributed to the development of ESP. Importantly, 
the authors highlight that ESP is not a uniform or uni-
versal phenomenon, but rather one that has evolved het-
erogeneously across diverse settings.

Cultural-historical activity theory (CHAT) 
in the Brazilian context

In Brazil, the CHAT has been widely applied across 
various fields, especially in education, teacher develop-
ment, school psychology, and social projects. Based on 
the foundations laid by Vygotsky and further developed 
by authors such as Leontiev and Luria, this theory influ-
ences pedagogical practices that understand human de-
velopment as a socially mediated and historically situated 
process. In the educational field, the theory has guided 
approaches that value the active role of students and the 
cultural artifacts that mediate consciousness in school 
environments as essential elements in the construction 
of knowledge. Within this perspective, language is con-
ceived as a fundamental cultural tool, and learning is un-
derstood as a collaborative and interactive process rooted 
in students’ social and cultural experiences.

In teacher education, CHAT has served as a founda-
tion for programs that emphasize critical praxis, reflec-
tion on teaching practices, and professional development 
through dialogue and collaboration among educators. 
Brazilian scholars such as Magalhães, Liberali, Fidalgo, 
among others, contributed significantly to consolidating 
this perspective, promoting the development of teach-
ers who are aware of their social role and their insertion 
in contexts marked by inequality and systemic contra-
dictions. This critical vision is also reflected in school 
psychology, where the theory supports practices that 

consider the student as a whole, considering their social, 
familiar, and cultural relationships. As a result, educa-
tional interventions are no longer limited to cognitive 
aspects but include the historical, social, and political 
dimensions that influence the teaching-learning process.

Moreover, the theory has inspired numerous academ-
ic studies at Brazilian universities such as University of 
São Paulo (USP), Pontifical Catholic University fo São 
Paulo (PUC-SP), Federal University of Rio de Janeiro 
(UFRJ), Federal University of São Paulo (UNIFESP), 
Federal University of Rio Grande do Norte (UFRN), 
where research groups explore themes related to inclu-
sion, human development, teacher education, and pub-
lic policies. This theoretical framework is also strongly 
present in social and community projects, particularly 
in initiatives focused on popular education, critical lit-
eracy, and work with populations in situations of social 
vulnerability. These actions reaffirm the theory’s com-
mitment to social transformation, understanding that 
human development emerges from active participation 
in meaningful social practices.

In this sense, researchers, teachers, coordinators, 
practitioners, activists in this field in Brazil work with 
teaching-learning as a socially situated process medi-
ated by cultural tools, as mentioned, but emphasize the 
dialectical relationship between individual agency and 
collective activity. It is especially relevant to teacher 
education in countries like those of the BRICS, where 
systemic contradictions are abundant and demand peda-
gogical approaches that are sensitive to local realities. 
Thus, CHAT, in its multiple expressions, has played a 
central role in shaping more human, critical, and trans-
formative educational practices in our context.

In the Brazilian educational context, CHAT is per-
ceived as a theoretical and methodological framework 
that, according to Liberali, Mateus, and Damianovic 
(2012:7), can be understood as a theory of human na-
ture. This perspective views activity as intrinsic to the 
human being, given their immersion in social relations 
(Oliveira, 2012). The theory aims to understand how 
the human being — including their consciousness — is 
shaped within the context of social activities, based on 
the premise that individuals cannot be dissociated from 
the sociocultural environment in which they are situ-
ated (Cenci; Damiani, 2018). In this sense, as Rodrigues 
(2012:41) states, “social life is essentially practical,” and 
it is through praxis that individuals produce their means 
of subsistence — a historical product resulting from hu-
man actions within society.

Rodrigues (2012) also highlights that, from the 
CHAT perspective, there is an integrated relationship 
between individuals and the world. This means under-
standing people as historically situated beings, located 
in a specific time and space, embedded in contexts 
shaped by economic, social, cultural, political, and his-
torical dimensions. Consequently, human development 
is a socially and culturally mediated process.

Thus, social and cultural interactions play a cen-
tral role in individuals’ cognitive development, as both 
learning and development are “integrated, situated, dis-
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tributed, and co-produced within contexts, while also 
being intrinsically interwoven with them” (Stetsenko, 
2008:477).

Another key aspect of the theory is its emphasis on 
the mediation of cultural tools — especially language — 
in the development of human thought. Learning, in this 
view, is conceived as a collaborative process in which in-
dividuals construct knowledge together through social 
interaction. In this regard, Magalhães (2012:15) asserts 
that language plays a mediating and constitutive role 
in the formation of individual consciousness, emerging 
as an essential element in critical and collaborative re-
lationships, and contributing to the understanding and 
transformation of social, cultural, historical, ethical, and 
political conditions that influence both individual and 
collective action and thinking.

Learning, therefore, occurs as individuals internalize 
cultural tools and use them to solve problems in their 
environments. Human activities, at all stages and levels 
of organization, are understood as social creations and 
should be interpreted as outcomes of historical processes 
(Daniels, 2002).

Furthermore, as Tanzi Neto, Liberali, and Dafermos 
(2020) point out, Vygotsky’s cultural-historical theory 
has been reinterpreted by numerous scholars around the 
world, particularly in response to the complex challeng-
es of contemporary science. These reinterpretations have 
broadened the possibilities for understanding and foster-
ing human development across various social, cultural, 
and educational contexts.

Social activity as curricular organizer

In line with CHAT, which understands individuals 
as active agents, creators, and transformers of knowledge 
and the world around them, Social Activity is presented 
as “the motive that drives the teaching-learning activity” 
(Liberali, 2009:15), enabling subjects to act reflectively 
and transformatively (Liberali, 2009:10). This activity 
is conceived as a central curricular organizer, aiming to 
bridge the gap between school and life, allowing learners 
to connect what they learn with the demands of real life 
(Liberali & Santiago, 2018:20). From this perspective, a 
curriculum based on Social Activity promotes pedagogi-
cal practices grounded in CHAT, with a focus on the ar-
ticulation between theory and practice in the teaching-
learning process (Santos, 2015).

Founded on Leontiev’s (1977/1997) concept of coor-
dinated actions carried out by a group to achieve a shared 
objective, Liberali (2009) argues that the teaching-learn-
ing process through Social Activity enables coordinated 
actions by individuals working toward a specific goal, 
emphasizing the fulfillment of participants’ needs in the 
context of “life as it is lived ” (Marx & Engels, 2006:26). 
In a society marked by multiple demands, diverse rep-
resentations of reality, and coexisting worldviews, it is 
essential to develop participatory modes that offer ana-
lytical and critical foundations, so that individuals can 
make conscious decisions about who they are and wish 

to become, the attitudes they prefer to adopt, and why 
(Liberali & Santiago, 2018:20). Within this context, 
Rodrigues (2012) highlights that teaching-learning pro-
cesses must consider students as social beings with both 
individual and collective needs and interests, shaped by 
their socio-historical-cultural context. Therefore, learn-
ing environments should simulate real-life situations 
that foster active participation. In alignment with this 
view, Vendramini-Zanella and Delboni (2021:251) state 
that Social Activity consists of subjects who are aware 
of their needs and are driven by a specific purpose or de-
sired object.

Incorporating Social Activity into English language 
teaching-learning is not only feasible but also valuable, as 
such activities reflect real human actions and help develop 
learners’ full potential (Richter, 2015:62). Participants 
are encouraged to effect change within their contexts and 
broader society, with this transformative capacity acting 
as a driving force that inspires them to envision and pursue 
improved living conditions and greater civic engagement. 
Consequently, according to Vieira and Liberali (2021), 
language teaching grounded in Social Activity seeks to 
recognize individuals’ everyday actions and aims to em-
power them to master the discursive genres relevant to 
effective participation in those activities. In selecting the 
Social Activities to be addressed in the classroom, the idea 
is that additional language learning should serve to en-
rich personal and cultural development, since “activities 
related to cultural participation involve language issues” 
(Liberali, 2009:16). This approach is also supported by the 
intrinsic connection between Social Activities and every-
day life, as they emphasize collective action undertaken to 
achieve a shared motive or goal, thereby meeting the con-
crete needs of the individuals involved (Liberali, 2009:11).

In order to elucidate the components of an activity-
namely, “agents (subjects) who recognize their needs and 
are motivated by a purpose (object), which is mediated 
by artifacts (instruments, tools) through a relationship 
among individuals (community), constituted by rules 
and the division of labor” (Liberali, 2009:19) — and to 
relate them to the activity examined in this study, Table 
1 below presents the components of activity as proposed 
by Liberali (2009), drawing on Engeström’s (1999) rep-
resentation.

Rodrigues (2012:54) argues that a curriculum orga-
nization grounded in Social Activity seeks to support 
teachers in the comprehensive process of instructional 
planning, which includes the design, sequencing, im-
plementation, and reflection on tasks to be carried out 
by students, as well as on the teacher’s own classroom 
practices. In addition, such a framework entails a critical 
examination of the curricular content to be addressed, 
considering the lived realities of students and beginning 
from their needs to identify the most relevant social ac-
tivities to be incorporated into the pedagogical approach 
(Liberali & Santiago, 2018:26 — 27).

Within the context of ESP, this means expanding 
the scope of language teaching to include discussions on 
power, identity, and inequality — topics often shaped by 
colonial and neoliberal ideologies. Rather than repro-
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ducing dominant narratives, educators are encouraged 
to foster a dialogic classroom environment where learn-
ers critically engage with the sociohistorical dimensions 
of language and power.

Drawing from decolonial theorists such as Maldona-
do-Torres (2008), Mignolo (2017), Quijano (1999), and 
Walsh (2012), this pedagogical stance emphasizes the 
need to unveil, and question taken-for-granted discours-
es rooted in coloniality. Quijano (1999), for instance, 
conceptualizes coloniality as a persistent structure of 
power that outlives colonialism, shaping knowledge, 
identities, and social hierarchies. Mignolo (2017) ex-
tends this by calling for epistemic disobedience — that 
is, a delinking from Eurocentric frames of reference to re-
center subaltern knowledges and practices. Maldonado-
Torres (2008) further deepens the critique by exposing 
the logic of dehumanization embedded in coloniality, ar-
guing for a decolonial turn that reclaims human dignity 
through ethical and political action.

In educational settings, as Walsh (2012) suggests, 
this entails not only including diverse perspectives but 
actively resisting epistemic violence and enabling stu-
dents to construct alternative, pluriversal meanings. 
Language education, from this vantage point, becomes 
a transformative space for disrupting hegemonic narra-
tives and cultivating critical, inclusive subjectivities ca-
pable of imagining and enacting more just social worlds.

This critical orientation is particularly pertinent 
within the BRICS framework, where the negotiation 
of national identity, linguistic diversity, and global 
participation remains a central concern. By embedding 
discussions that confront colonial legacies and racist 
structures-framed within broader liberal discourses-lan-
guage education can better respond to the socio-cultural 
differences of BRICS participants. Without necessarily 
engaging in politically sensitive critiques, especially in 
multilateral contexts, such a focus allows for an ethically 
grounded and contextually sensitive approach to teacher 
education. Ultimately, it strengthens the emancipatory 
potential of language pedagogy while respecting the geo-
political complexities that define BRICS cooperation.

In this perspective, the teaching-learning framework 
proposed by LinFE serves as a curricular orientation 

tool. It aims to map out the structure and operational 
dynamics of a Social Activity, to establish meaningful 
interactions among the constituent elements of the ac-
tivity system, thereby promoting a more situated and 
contextually responsive educational experience.

Materials and methods

This research was conducted at a public Higher 
Technological Education Institution in the State of São 
Paulo, called the Faculty of Technology of Praia Grande, 
located in the city of Praia Grande, in the Metropolitan 
Region of Baixada Santista, São Paulo, Brazil. Higher 
Technological Education in Brazil is characterized by 
undergraduate programs known as Higher Education 
Technology Courses, which typically last around two 
years and are aimed at developing technologists — pro-
fessionals qualified in specific fields.

A Higher Education Technology Course stands out 
as a form of Higher Education that, by combining theo-
retical and practical knowledge, offers fast, practical, 
and market-oriented appropriation, setting it apart from 
other modalities such as bachelor’s and teaching degrees.

With a strong emphasis on the immediate appropria-
tion of acquired skills, Higher Technological Education 
becomes appealing to students seeking to enter the job 
market with specific competencies: “Its specificity lies in 
the fact that it provides specialized training in scientific 
and technological fields, granting graduates the skills to 
work in specific professional areas” (MEC, 2024).

This research is methodologically grounded in the 
Critical Collaborative Research framework, hereafter 
referred to as PCCol, as conceived by Magalhães (2006). 
It aligns with the critical research paradigm in which 
the teacher-researcher investigates both the actions of 
the participants — that is, the students — and their own 
pedagogical action.

PCCol, whose critical-interventionist foundation is 
rooted in collaboration as a methodological principle, 
is: “partially derived from action research, although the 
concept of collaboration in the research process is, for us, 
central” (Magalhães, 2007:151—152).

Table 1
Components of activity

Component Description
Subjects Those who act in relation to the motive and carry out the activity
Community Those who share the object of the activity through the division of labor and rules
Division of 
Labor

Intermediate actions performed through individual participation in the activity, which alone do not fully sat-
isfy participants’ needs. These include the tasks and functions assigned to each subject involved in the activity

Object That will fulfill the need — the desired object. It is dynamic in nature, transforming as the activity develops. It 
involves the articulation between what is idealized, dreamed of, or desired, which evolves into the final object 
or product

Rule The explicit or implicit norms established within the community
Artifacts / 
Instruments / 
Tools

The means by which nature is modified to achieve the idealized object. These tools can be controlled by their 
user and reflect the subject’s decisions. They are used either to achieve a predefined goal (instrument for a 
result) or can be formed throughout the activity itself (instrument and result) (Newman & Holzman, 2002)

Source: Liberali, 2009:12
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Accordingly, Magalhães (2006:156) describes PCCol 
as an interventionist research method that:

•	 involves all participants in the mediation, collec-
tion, analysis, and understanding of concepts, in value 
judgments, and in decision-making processes regarding 
what to do and how to act;

•	 provides tools for all participants to engage in ob-
serving, questioning contradictions, and appropriating 
and using new mediational tools to analyze and reorga-
nize their own practices;

•	 enables the analysis and understanding of differ-
ent discursive perspectives, considering multiple voices, 
viewpoints, and approaches.

When considering collaboration, it is important to 
understand that within PCCol it is intrinsically tied 
to critical collaboration, which has been: constructed 
over the years to challenge a Cartesian view of collabo-
ration/cooperation, incorporating categories such as 
contradiction, conflict, intervention, mediation, nego-
tiation, and resistance (Magalhães & Fidalgo, 2019:11), 
that is, critical collaboration because it challenges 
lexical and structural choices, and is fundamentally 
grounded in discourse.

Table 2
Description of meeting

Schedule Activities
Social 
activity

1. Opening of the session with the song “Feelin’ 
Groovy” by Simon & Garfunkel
2. Discussion of section “1.3 Social Activities” 
from the text “Foreign Language Teaching” by 
Liberali (2009)
3. Collaborative co-construction of a mural with 
ideas and keywords related to Social Activity
4. Discussion of the components of Social 
Activity
5. Selection of intervention contexts for Social 
Activity
6. Initial development of the Social Activity for 
each selected intervention context
7. Completion of the session evaluation ques-
tionnaire

Source: Diegues 2025:112

The session began with the song “Feelin’ Groovy” 
by Simon & Garfunkel, selected by one of the teacher-
participants. She shared the personal significance of 
the song, which led the group into a discussion on the 
importance of slowing down and reflecting on life in an 
increasingly fast-paced world. The teacher-participants 
shared their experiences regarding the pursuit of balance 
between work, study, and self-care, touching on activi-
ties such as meditation, reading, and physical exercise.

Subsequently, the concept of Social Activity was dis-
cussed drawn from Liberali’s (2009) text. The reading 
emphasizes the importance of reflecting on one’s life and 
transforming it toward more meaningful participation in 
society, highlighting the role of the CHAT in teaching-
learning. During this session, key points were raised 

concerning the integration of students’ real-life experi-
ences into the teaching-learning process, thus promoting 
agency and developmental potential.

Following the theoretical discussion, participants 
collaboratively constructed a mind map (see Figure 1) 
on Social Activity, highlighting key components such as 
subjects, object, tools, and division of labor.

The practical task for this meeting involved select-
ing three intervention contexts related to Social Activ-
ity that consider the students’ socio-historical-cultural 
backgrounds. The teacher-participants selected teach-
ing-related contexts, namely: (1) presenting a scientific 
paper, (2) writing an email, and (3) producing a video 
résumé. The session concluded with a discussion on the 
preparation of the components of Social Activity for 
each of the selected intervention contexts.

In Table 3 below, we present Excerpt 1, followed by 
its data analysis and discussion.

The excerpt above (Table 3) and the mind map (Fig-
ure 1) highlights the collective construction of mean-
ing in education, focusing on the integration of theory 
and practice through the concept of Social Activity 
(Engeström, 1999; Liberali, 2009). Researcher’s initial 
intention was to provoke reflection and dialogue among 
participants regarding the relationship between what 
is learned and what life demands (Liberali & Santiago, 
2018). Teacher 1’s remarks emphasize the necessity 
of connecting educational content to students’ lived 
experiences, promoting meaningful learning based on 
real-life relevance and personal identification with the 
topics discussed. This perspective aligns with a critical 

Fig. 1. Collaborative Mural on Social Activity
Source: Diegues, 2025:114
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approach that values the design of activities grounded 
in the subject, their interactions, and collective partici-
pation (Magalhães, 2007, 2009, 2012). In this regard, 
we underscore the social role of the classroom, which 
goes beyond the mere transmission of content and be-
comes a space for the formation of critical and engaged 
citizens. Within this context, teaching contributes to 
participants’ understanding of the interconnections 
between learning and its application in social, profes-
sional, and cultural contexts.

Furthermore, Teacher III adds to the discussion by 
stating that language teaching transcends the acquisition 
of linguistic structures, functioning also as a tool for col-
lective action embedded in specific historical and cul-
tural contexts (Liberali, 2009). In this sense, the type 
of knowledge and interactions fostered through teach-
ing contribute to the development of learners’ identi-
ties, enabling them to perceive themselves as historical 
and social agents capable of transforming their realities 
through language. The view of human beings and society 
promoted through the pedagogical practice illustrated 
in the excerpt is founded on principles of collectiv-
ity, autonomy, and critical reflection (Magalhães, 2007, 
2009, 2012). The human being is understood as an active 
subject who learns and constructs knowledge through 
interaction with others and the world, in a continuous 
movement of transformation.

Researcher reinforces that social activities, ground-
ed in CHAT, provide opportunities for education to 
become multidimensional and meaningful, breaking 
away from the traditional and reductionist views often 
found in foreign language teaching. Thus, the excerpt, 
rooted in the participants’ discussion based on Liberali’s 
(2009) text, highlights the transformative potential of 
teaching through multiple forms of interaction, reflec-
tion, and action.

However, activities such as producing video résumés 
or writing professional emails only become pedagogical-
ly powerful when students recognize their relevance and 
feel seen through them. Integrating students’ perspec-
tives-through feedback, dialogic engagement, and par-
ticipatory curriculum development-not only validates 
their agency but also fulfills the transformative discus-
sion of language education rooted in CHAT.

Conclusions

This study demonstrates that language teacher edu-
cation in Brazil, when grounded in Social activity and 
cultural-historical principles, holds significant poten-
tial for fostering culturally relevant and socially trans-
formative pedagogical practices, not only locally but 
across BRICS contexts. Through the PCCol process, we 

Table 3
Excerpt 1

Researcher: [...] we can start with you — I’d like you to briefly share what you understood from the text, what social activity 
means to you, and the key points you noted.
Teacher I: Well, I try to bring it into our reality, and it’s something I believe in. Experience sustains the construction of lesson 
content and engages students — or draws them in — so they can have a reference point, something they can identify with, 
making it meaningful. I loved the phrase “life as it is lived,” because it’s from there that we can develop our strategies. There’s 
no use in teaching something disconnected from the reality we live in — or that our students live in — because it will lack 
meaning. It’s crucial that it has meaning for them. One important thing I noted — I even sketched a mind map — is that we 
must start from the subject. From the subject, we move to the object, because there must be a desire, a motivation, to develop 
the activities. These activities need to be instrumentalized, there has to be a network, rules, and division of labor. There must 
be collective participation, and it must have meaning.
Teacher II: Can I say something in my defense? I just remembered that this was part of a class I took — I think it was a course 
on teaching methodologies — and we had to design an activity based on social activities. I’ll try to find it on my old computer. 
I remember I created something like “going to the movies,” and it included The Big Bang Theory — it turned out pretty well.
Researcher: Thank you, would you like to add something?
Teacher III: [...] A few points really caught my attention. I highlighted what [Teacher I] mentioned about reflecting on “life 
as it is lived,”. So, bringing the reality of that community into the classroom, and from that reality, developing the activities. 
Correct me if I’m wrong, because honestly I’ve never read much about social activities — maybe I misunderstood something — 
but my understanding is that we bring the community’s reality and always work toward a collective goal. So, foreign language 
activities aren’t defined solely by a linguistic aim — like acquiring a grammatical structure. They position themselves as 
tools. That’s how I interpreted “tools”: the activity allows for collective thinking. These activities are constituted through 
interactions — this is something the author emphasizes in the text — interactions that are part of culturally and historically 
situated contexts. All of these elements permeate our teaching practice and also the learning process. I found it interesting that 
she mentions there is no such thing as an isolated activity. Rather, there is a network, a system of interconnected activities. [...]
Researcher: That’s a crucial point — thank you, everyone. Regarding social activity, it is grounded in CHAT, which sees 
subjects as always interacting with one another. In these interactions, within the collective construction of an activity, 
mediated by an object or a shared goal, and through the use of tools, they are situated in culturally and historically dependent 
contexts. Something you said, [Teacher III], is particularly insightful — that it’s not only about language as an end in itself. 
This is something we’ve been reflecting on a lot. We’ve been questioning and discussing other theoretical perspectives, and 
this one highlights that teaching English isn’t just about teaching the language per se. We must approach language teaching 
through many other lenses. Social activity opens up multiple possibilities — ways of being, acting, living, and feeling the world, 
we are a part of, in all its cultural and historical depth.

Source: Diegues, 2025:113
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observed how reflective, dialogic engagement allowed 
teacher-participants to reinterpret their professional 
roles, reconnect with students’ lived realities, and de-
velop pedagogical strategies rooted in ethical, political, 
and transformative commitments.

By centering the concept of Social Activity as both 
a curricular organizer and a reflective lens, educators 
moved beyond utilitarian or technical approaches to 
ESP. Instead, they embraced language teaching as a so-
ciocultural, ideological, and identity-shaping practice. 
The collaborative design of activities such as preparing 
scientific presentations, composing professional emails, 
and creating video résumés illustrates the viability of in-
tegrating students’ real-life needs into language learning, 
while also resisting the neoliberal logic often imposed on 
education systems in BRICS countries.

The findings reinforce the relevance of CHAT in 
shaping a teacher education paradigm that is respon-
sive to systemic contradictions, historically situated, 
and ethically grounded. This perspective enables 

teachers to become agents of change within institu-
tions that are often pressured to align with market-
driven imperatives. Within the broader BRICS 
context-marked by diverse cultural heritages, postco-
lonial dynamics, and geopolitical tensions-this Brazil-
ian experience offers a pathway toward collaborative 
resistance, decolonial epistemologies, and pluriversal 
approaches to language education.

Ultimately, this study affirms that when teacher 
education prioritizes dialogue, collective activity, and 
transformative social action, it not only enriches the 
professional development of educators, but also fosters 
pedagogical practices that are responsive to diverse 
social realities. By centering collaboration and critical 
engagement, such approaches actively contribute to 
the construction of more inclusive and equitable educa-
tional landscapes-both locally, within specific commu-
nities and institutions, and globally, as part of broader 
movements toward social justice and educational de-
mocratization.
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