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Abstract

Context and relevance. The study investigates the contributions of Lev Vy-
gotsky's cultural-historical theory to Brazilian special/inclusive education, particu-
larly regarding the constitution of the subject with autism in school contexts. The
theoretical framework is grounded in the concepts of drama, freedom and sin-
gularity, understanding the schooling process as a privileged pathway of human
(trans)formation. Objective. To analyse how pedagogical knowledge impacts the
constitution of the child with autism, based on the notion of constitutive singularity.
Hypothesis. The schooling process anchored in critical-emancipatory pedagogi-
cal knowledge operates as a promoter of the subject's humanisation, in opposition
to traditional clinical approaches that reduce the subject to diagnosis and to ableist
perspectives that position them in a state of devaluation. Methods and materials.
The research, adopting a cultural-historical approach, was configured as interven-
tion-research with an eight-year-old student with autism, enrolled in the second
year of primary education. Video recordings, audio recordings, photographs, field
diaries and interviews with the teacher, the child and his mother were utilised. Data
were analysed through the microgenetic approach. Results. The analysis of two
paradigmatic episodes of story retelling through illustration and physical education
class evidences that the child, upon inserting personal elements into school tasks,
manifests his will and singularises himself, expressing the drama of the social
personality as a struggle for existence. Conclusions. Understanding singularity
as a dialectical, historical, cultural and dramatic process allows us to overcome
pathologising views and to recognise that disability is not a destiny, but a condition
that, in relations with others and with culture, can be transformed into potentiality.
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P< msdanielnovaes13@gmail.com

Pe3rome

KoHTeKCT n akTyanbHocTb. B nccnefoBaHum paccmaTpuBaeTcsi, Kak KynbTyp-
Ho-uctopuyeckas Teopus J1. C. BbIroTCKkoro nomMoraeTt passutuio creuuanbHoro
1 HKMIO3MBHOr 0 06pasoBaHus B Bpasunmn. Ocoboe BHUMaHWe yaenseTcs Tomy,
KaK pebeHOK C ayT3MOM CTaHOBUTCSA CyObEKTOM LLIKOSIbHOW XM3HWU. TeopeTunye-
CKYIO OCHOBY pabO0Tbl COCTABMAOT MOHATUSA ApaMbl, CBOGOAbI M YHUKASIbHOCTU.
LLIkonbHoe oby4eHne paccMaTpuBaeTcs Kak 0Cobbli MyTb, HA KOTOPOM YenoBeK
hopmupyeTtca n npeobpaxaetcs. Llenb. Llenb nccnegoBaHua — MOHATb, Kak
neparornyeckne 3HaHus 1 Noaxodbl YYMTens BAUSIOT Ha pasBuThe pebeHka C
ayTU3MOM (MpVM. NepeBof.: NPU 3TOM aBTOP ONVPAETCH Ha MAEH, YTO KaxX bl
pPeBEHOK YHUKaneH, U 3Ta YHUKaNbHOCTb HE MPOCTO “‘npunaraercs” K Hemy, a
SBNAETCH OCHOBOW, HA KOTOPOW CTPOUTCS ero CTaHOBMEHME Kak Yenoseka). M'm-
notesa. LLikonbHoe o6y4eHre, NOCTPOEHHOE Ha KPUTUHECKN-3MAHCUNATOPHOM
negarorn4eckom 3HaHUn (I‘Ipl/IM. repeBof.. TO eCTb Ha 3HaHWW1, KOToOpoe riomora-
eT pebeHKy 0Cco3HaBaTb Ce0sl, KPUTUHECKU OTHOCUTLCSI K OKPYXKaroLLemy mMupy
M [eyicTBoBaTb CaMOCTOSATE/IbHO, @ He MPOCTO MOAYUHATLCA Mpasuiam), NomMo-
raet pebeHKy pa3ByBaTbCA Kak YenoBeKy. OTOMY MPOTUBOCTOAT TPAANLIMOHHbIE
KIMHWYECKne nopxodbl, KOTopble CBOAAT pebeHKa K AnarHo3y, 1 anbnmctckmie
B3rNsAAbl (MpyM. NepeBos.: TO eCTb B3r/IsiAbl, PV KOTOPbIX YEJI0BEK C MHBAIMA-
HOCTbIO U/ OCOOEHHOCTAMM Pa3BUTUSI CHUTAETCS «XYXKE», «HEMOSIHOLEHHbIM>»
n noatomy obecyeHnsaeTcsi), obecueHmsatolime ero. Metoabl 1 matepuansl.
VccnepoBaHve NpoBoAMNOCh B pamkax KymnbTYpPHO-UCTOPUYECKOrO NOAXOAa w
6bINO OPraHN30BaHO Kak MHTEPBEHLMOHHOE. B Hem yyacTBoBan BOCbMUNETHUI
ManbyvK C ayTM3MOM, Y4EHMK BTOPOrO Knacca HadvanbHoW LKonbl. Ans céopa
[aHHbIX MCNOMb30BaNIUChL BUAEO3ANMCH, ayamo3anmncu, hotorpadum, BHEBHUKN
N VHTEPBbLIO C y4utenem, cammm peﬁeHKOM n ero matepbio. AHanuns OaHHbIX
NPOBOANIICA C MOMOLLIO MUKpOreHeTnyeckoro nopxopa. Pesynbratbl. AHa-
N3 ABYX MokasaTenbHbIX 3N130[40B — Mepeckasa UCTOPUN Hepe3 PUCYHOK U
ypoka (hu1sKynbsTypbl — MOKa3bIBAET: KOrAa pe6eHOK NMPUBHOCUT B LLKOSbHbIE
3a[laHVIsA YTO-TO CBOE, OH NPOSBIISIET CBOO BOJIO 1 06peTaeT YHUKasIbHOCTb. Tem
cambIM OH BblpaXaeT Apamy CoLManbHOM NIMYHOCTU — 6OpbLOY 3a TO, YTOObI
cyulectsoBaTb. BbiBoAbl. [TOHVMaHVE YHMKaNbHOCTU Kak AManeKTU4eckoro,
NCTOPUYECKOTrO, KYNBETYPHOTO M ApamaTUHecKoro npoLiecca no3sosseT npeofo-
neTb NaToNorM3vpyoLLme B3rnsabl v MPU3HaTb, YTO MHBANMAHOCTb He ABMSETCA
npurosopom. Npr 0CBOEHNM KyNbTYPbl U BO BPEMS OGLLIEHWS C APYTMMU TIOAbMN
VHBaNMAOHOCTb MOXET CTaTb UCTOHHMKOM Pa3BUTHS.

KnroueBble cnoBa: Bbirotckuii, cneuyanbHOe/MHKI3MBHOE 06pa3oBaHue,
ayTu3Mm, Apama, YHUKanbHOCTb, fedeKTonorus

®duHaHcupoBaHue. [laHHoe nccrnefgoBaHve 6bIo 4acTUYHO (PMHaHCMPOBaHO AreHTCTBOM MO CO-
BEpLLEHCTBOBaHWIO KaapoB BbICLLEro obpasosaHus — Bpasunua (CAPES) — kog 001. Homep npo-
ekta: CAAE: 76209123.0.0000.5514.
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Introduction

The present study emerges from a doctoral
investigation (Novaes, 2022) conducted with
Miguel (a pseudonym), an eight-year-old child
with a clinical diagnosis of autism, enrolled in the
second year of primary education at a school in
the interior of the state of Sao Paulo. Grounded
in the theoretical-methodological assumptions
of the cultural-historical approach, this empirical
work is guided by the principles of intervention-
research — understood as a practice constructed
with the other, and not about the other. Such
methodological orientation, central to our investi-
gative stance, reflects a fundamental ethical com-
mitment: the production of knowledge in the field
of special education must proceed from dialogue,
reciprocity and the recognition of the research
participant as a subject of their own development,
and not merely as an object of clinical or peda-
gogical scrutiny (Novaes, de Freitas, 2021).

The conceptual architecture of this study
is animated by a triad of categories — drama,
freedom and singularity — which, although not
explicitly systematised as such in Vygotsky's
work, emerge organically from his dialectical,
historical and cultural understanding of human
development. The notion of drama (Novaes,
2025), in particular, finds its genealogical roots
in Vygotsky's profound engagement with the
literary imagination of Fyodor Dostoevsky and
in his understanding of conflict as the engine of
developmental transformation.

The choice of the Vygotsky’ framework for
the analysis of issues pertinent to special/inclu-
sive education is by no means fortuitous. Vy-
gotsky dedicated a significant portion of his sci-
entific production to the field known as defectol-
ogy — a domain of knowledge that, lamentably,
remained on the margins of educational debates
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for decades, both in the Soviet and Western
contexts. The resurgence of interest in his writ-
ings on the subject over the last two decades
has revealed the potency of his formulations for
understanding the development of children with
disabilities, particularly with regard to the em-
phasis on qualitative aspects of development,
the centrality of social relations and the critique
of approaches that treat diagnosis as destiny
(Lubovsky, 2024; Rzyankina, et al., 2026).

For Vygotsky, disability cannot be reduced
to an organic condition, but must be understood
as a “social position” — that is, as a relation be-
tween the subject and their social environment,
mediated by culture and history. This perspec-
tive, radically innovative for its time, implies that
the “defect” is not an intrinsic characteristic of
the subject, but a relational phenomenon, which
can only be understood in the context of social
interactions. As Vygotsky argues, the child with
disabilities is not “less developed” than others,
but develops differently, through alternative
pathways, which must be understood and po-
tentiated by education (Vygotsky, 1997). This
perspective, however, should not be confused
with an optimistic or romantic view of disability,
as if supercompensation were an automatic or
guaranteed process. On the contrary, Vygotsky
emphasises that compensation is only possible
to the extent that the child has access to ade-
quate cultural mediations, particularly language
and school education (Vygotsky, 1997). Without
such mediations, the primary defect tends to
generate increasingly serious secondary de-
fects, in a downward spiral process that can cul-
minate in exclusion and social marginalisation.

Contemporary research has increasingly rec-
ognised the relevance of cultural-historical activ-
ity theory for analysing systemic contradictions
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in inclusive education (Yoo, Bal, 2026). In the
Brazilian context, the precariousness of inclusive
education has been documented by Camargo
and Tada (2023), while Kumador and Muthivhi
(2026) uncover cultural regularities underpinning
the pedagogy of learners with disabilities. These
studies demonstrate how cultural-historical ap-
proaches can reveal hidden assumptions that
shape educational practices. The critique of be-
havioural and medical approaches that reduce
education to a set of control and normalisation
methods has been extensively documented (Yoo,
Bal, 2026; Lubovsky, 2024; Kumador, Muthivhi,
2026). These approaches, often justified under
the pretext of “early intervention” or “treatment”,
fail to recognise the subject's historicity and de-
velopmental possibilities. As Lim and Thaver
(2025) demonstrate in their analysis of inclusive
education in Singapore, even well-intentioned
policies can perpetuate deficit-oriented perspec-
tives when they are not grounded in a deep un-
derstanding of human development.

In the Brazilian context, readers of Vygotsky
assume the task of recovering the Vygotsky’ leg-
acy for special/inclusive education, seeking, par-
ticularly, its ethical-political foundations, in light of
Vygotsky's critique of bourgeois and fascist psy-
chology. Such an endeavour seems particularly
necessary at a historical moment in which, para-
doxically, the advancement of inclusive school
policies coexists with the strengthening of behav-
iourist and medicalising approaches that, under
the pretext of “early intervention” or “treatment”,
end up reducing education to a set of techniques
of control and normalisation (Yoo, Bal, 2026;
Lubovsky, 2024). The absence of a comprehen-
sive review of the field of methodologies and em-
pirical research prevents an objective assessment
of the novelty of the conclusions formulated and
the significance of the obtained results in terms of
refuting the approaches that the author criticises.

Materials and methods

This intervention-research, grounded in a
cultural-historical framework, was conducted
during the 2019 academic year in the state of
Sao Paulo. The study focused on “Miguel”, an
8-year-old student diagnosed with autism in his

second year of primary education, alongside his
teacher (“Quezia”) and her trainee (“Esther”).
Miguel is autonomous, communicates well,
maintains excellent interpersonal relationships,
and possesses basic literacy and numeracy
skills. Fieldwork frequency was gradually re-
duced in the second semester to prevent exces-
sive student attachment to the researcher.

Data were collected through class obser-
vations, teacher discussions, and family inter-
views, documented via multimedia recordings
and field diaries. To investigate the role of peda-
gogical tasks, the impact of pedagogical knowl-
edge on classroom practices, and the student's
developmental process, the study employed a
microgenetic analysis (Goes, 2000; Meira, 1994;
Wertsch, 1988). This involved a five-stage pro-
cess: selecting and transcribing episodes, iden-
tifying the child's participation modes, analyzing
knowledge-constitution relations, and synthesiz-
ing developmental indicators.

For this article, two paradigmatic episodes
(Episode 1 in Literacy and Episode 5 in Physi-
cal Education) were extracted from the broader
doctoral corpus (Novaes, 2022). They were se-
lected for providing rich microgenetic indicators
of Miguel's volitional acts and clearly illustrating
the dialectical relationship between pedagogical
knowledge and his constitution across distinct
contexts. Intervening episodes (2, 3, and 4) were
omitted due to space constraints and lesser the-
matic relevance. (Note: a typographical error in
the original text referencing “episode four” on
page 12 should correctly read “episode five”).

Results

Results are presented in two axes of analy-
sis that dialogue with the specific objectives
of the study, with emphasis on a paradigmatic
episode that expresses the drama of Miguel's
singularisation in the school context.

Episode 1 — Miguel in Reading and Writing
Practice — Retelling via lllustration of the Cordel
“The Gossiping Old Woman”.

Contextualisation: We are in the Portu-
guese language class. Teacher Quézia takes the
register and reads the story of the gossiping old
woman. Miguel pays attention. At the funny mo-
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ments he smiles, sometimes excessively, to the
point where Teacher Quézia or trainee Esther
say, “Miguel, if you don't stop I'll tell your mother”.
At the end of the story, the children are asked to
do a group task, a retelling of the story through
drawing. Concurrent with this moment, Teacher
Quézia resumes a passage from the story.

T. 1: Teacher Quézia: said Maria to Rita,
said Rita to Sofia, said Sofia to Neusa, said
Neusa to her aunt, not even the internet reached
all that commotion.

During the teacher's resumption of the story,
Miguel, who was in the middle, moved to the
end, smiled and at the same time bit his little
finger's nail. Mariano, leaning against the wall, is
no longer smiling and Isabel smiles awkwardly,
as if she is embarrassed. After the teacher's
resumption ends, Isabel takes the drawing for
Quézia to see, Miguel continues biting his little
finger's nail, and now scratches his head.

T. 2: Teacher Quézia: look how cool what
they did (and shows the drawing to the class).
What did you do? Let Miguel and Mariano ex-
plain a bit.

Miguel walks towards Quézia, holds the draw-
ing with both hands, looks at it, while Mariano and
Isabel push each other to see who will tell.

T. 3: Teacher Quézia: what did you do, tell me?

T. 4: Miguel: (speaks and points at the
drawing) here | forgot things and | forgot Ben 10

T. 5: Teacher Quézia: what does Ben 10
have to do with the story?

While Quézia questions Miguel, Isabel and
Mariano smile, Miguel looks at his colleagues,
and smiles, concurrent with his laughter, he
glues both hands between his legs and crouch-
es a little to look at the drawing, he rocks twice,
forwards and backwards.

T. 6: Teacher Quézia: no, okay, | don't want
to know what Ben 10 has to do with the story? |
want the story!

T. 7: Miguel: we dwew, we were in the city

T. 8: Mariano: gossiping

T. 9: Teacher Quézia: was he gossiping?
Hmm... you may sit down.

The children go to sit down, continue smil-
ing. Teacher Quézia looks at me and asks “Prof,
do you think it's right to draw Ben 107 It's not
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in the context’, | respond “no”, and Quézia asks
me what | think about asking the reason for the
drawing, | agree with the idea.

T. 10: Teacher Quézia: why did you put Ben
10? Why Mariano?

T. 11: Isabel: it wasn't me who drew it

T. 12: Mariano: (speaks seriously and
points at Miguel) it was him who asked!

T. 13: Teacher Quézia: Miguel, why did you
ask for Ben 10?

T. 14: Miguel: (stops smiling, looks at the
teacher and responds) because | like it!

T. 15: Teacher Quézia: but was there Ben
10 in the story of the gossiping old woman?

T. 16: Miguel: (speaks as if in a children's
chorus) nooo... (and laughs)

T. 17: Teacher Quézia: no... you're sup-
posed to draw the gossiping old woman, and not
Ben 10, okay?

T. 18: Miguel: (speaks again as if in a chil-
dren's chorus) okaaay...

Discussion

In this episode, the task proposed by the
teacher was the retelling of the story through il-
lustration. Miguel, however, subverts the task by
inserting the character Ben 10, demonstrating
his will and personal tastes. When questioned
about the reason, he responds “because | like
it!” (T. 14), evidencing that, for him, the task
had a meaning beyond the mere reproduction
of the story told by the teacher. This movement
expresses the drama of the human social per-
sonality understood as a struggle for existence:
Miguel, upon bringing Ben 10, not only executes
a school task, but singularises himself, affirming
his freedom in the face of the impositions of the
pedagogical context.

This subversion can be read through Yoo
and Bal (2026) analysis of systemic contra-
dictions in inclusive education. Drawing on
cultural-historical activity theory, the authors
demonstrate how educational systems often
reproduce exclusionary tensions between pre-
scribed curricula and students' agency. Miguel's
insertion of Ben 10 is not a mere deviation; it
is an agentive act that reveals the contradiction
between the teacher's expectation of a faithful
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retelling and the child's legitimate desire to bring
his own world into the school task. Similarly,
Kumador, and Muthivhi (2026) uncover cultural
regularities underpinning the pedagogy of learn-
ers with disabilities. In this episode, the regular-
ity that expects children to reproduce the story
without personal additions clashes with Miguel's
singularity, highlighting the need for pedagogi-
cal approaches that recognise the cultural and
historical situatedness of the learner. Lubovsky
(2024) reinforces this point by arguing that the
principles of cultural-historical theory must guide
special education towards the development of
higher psychological functions, rather than the
mere training of behaviours. Miguel's act of
drawing Ben 10 can therefore be understood as
an exercise of imagination and volition — higher
psychological functions that the pedagogical
task inadvertently enabled.

The child's will to illustrate the cartoon
character goes beyond the need to create the
story; it is Miguel's personality singularising it-
self in the school plot. Vygotsky mentions that
the volitional act (the will) is the fruit of the in-
terrelation of the subject with others based on
what makes sense to them (Vygotsky, 2010). In
this regard, Delari Junior states that to choose
something (volitional act) it is necessary that the
subject acts in the world beyond their need and
that they have the possibility and repertoire to
choose (Delari Junior, 2011). It is important to
emphasise that processes of singularisation do
not oppose teaching. In this episode, the teacher
“wants to apprehend what the students under-
stood of the cordel genre”, but “the prescribed
task is subverted by Miguel’—indeed, the teach-
er is focused on her objective and points out to
Miguel what she expects of the task. This situa-
tion needs to be seen as part of the educational
process; for this reason, there is no opposition
between the educational process and processes
of singularisation.

Vygotsky (2000) understands human devel-
opment as a dramatically constituted process,
in which contradictions are not obstacles to be
overcome, but the very engine of development.
The crisis, the conflict, the inner struggle, all these
phenomena, which traditional psychology tends

to consider as pathologies, are, for Vygotsky,
constitutive dimensions of the human. This dra-
matic understanding of development radically op-
poses any approach that conceives development
as a linear, harmonious and predictable process
(Rzyankina, et al., 2026). Nell, De Villiers, and
Griessel (2022), in their reflections on teaching
piano to young children diagnosed with autism
spectrum disorders, similarly highlight the impor-
tance of attuning pedagogical structures to the
child's spontaneous expressions and interests.
Their work resonates with Miguel's case: just as
a piano lesson can become a space for genu-
ine musical agency when the child's initiatives
are welcomed, the literacy task could become
a space for singularisation when the child's per-
sonal repertoire is not suppressed.

Freedom, in turn, emerges in this context as
the capacity to act upon one's own development,
to choose between possibilities, to create new
directions for life. Vygotsky emphasises that free-
dom is not an innate property of the subject, but
an achievement of development, which occurs in
the relation with the other and with culture (Vy-
gotsky, 2000). The volitional act, which Vygotsky
analyses in his studies on consciousness and will,
is the moment in which the subject appropriates
their own action, transforming necessity into free-
dom (Vygotsky, 2010). Lim and Thaver (2025),
in their situated perspective on inclusive educa-
tion in Singapore, argue that meaningful inclusion
requires attending to the specific socio-cultural
contexts in which learners act. Miguel's freedom
to choose Ben 10, albeit within the confines of a
task that did not anticipate it, exemplifies the kind
of situated agency that inclusive education must
nurture rather than constrain.

Singularity, finally, is the concrete expres-
sion of the process of humanisation, insofar as
each subject, upon appropriating culture, does
S0 in a unique, unrepeatable manner, producing
a particular configuration of senses and mean-
ings. For Vygotsky, singularity does not oppose
universality; rather, it is the form through which
the universal realises itself in the particular (Vy-
gotsky, 2009). The word, for example, is univer-
sal in its meaning, but singular in its sense, inso-
far as each subject fills it with their experiences
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and affections. De Martins and Bal (2022), in
their Learning Lab Methodology for expansive
learning and inclusive education during the CO-
VID-19 pandemic in Brazil, demonstrate how
collaborative, agentive learning environments
can transform systemic contradictions into op-
portunities for expansive learning. Miguel's sin-
gular act of bringing Ben 10 into the task can
be seen as a microgenetic manifestation of ex-
pansive learning: he did not merely reproduce
the story; he expanded the task's meaning to
include his own cultural repertoire.

In the context of special/inclusive education,
the notion of singularity is particularly relevant,
as it prevents us from reducing the student with
autism to their diagnosis, demanding that we
understand them in their historicity and their
developmental possibilities. Pedagogical work,
in this perspective, does not consist of “normal-
izing” the student, but of creating conditions for
them to singularise themselves, that is, to ap-
propriate culture in a unique way and create their
own meanings for their existence. Camargo and
Tada (2023), analysing the hiring of caregivers
in Rond nia and the precariousness of inclusive
education in Brazil, show how structural deficien-
cies often reduce the support available to stu-
dents with disabilities, forcing teachers to rely on
improvised strategies. In Miguel's classroom, the
presence of the trainee Esther and the teacher-
researcher created a fragile support network
that, despite its limitations, allowed moments of
singularisation to emerge. This precariousness is
a systemic contradiction that cannot be ignored:
Miguel's freedom to draw Ben 10 occurred within
a context that often constrained his agency.

This movement, understood by the author
as dramatic and dialectical (contradiction), is
also an act of freedom, which constitutes, as
we understand, singular subjects. This volitional
act, even though it manifests from what the child
desires, is part of their participation in the social
world, in such a way that it configures itself as a
higher psychological function. With the conquest
of his right/freedom of speech, Miguel subverts
what would be the pathological characteristics
of autism: speaking to oneself, non-social use of
language and impossibility of acting in the sym-
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bolic world (Padilha, 2021). In this sense, Miguel,
upon acting as a “double” of himself, inserting
Ben 10 as a personal element in the context of
the collective task, expresses the drama of the
Vygotsky’ homoduplex, constituting himself si-
multaneously as a social and singular subject.

Finally, the broader implications of this
episode for inclusive education are echoed in
Mpolomoka and Muvombo's (2026) scoping
review on students with learning disabilities in
higher learning institutions. Although their focus
is on higher education, their call for systemic
changes that recognise learner diversity across
the educational continuum applies equally to
early childhood and primary education. Smyrli
and Megari (2025), discussing neuropsychologi-
cal development and assessment from infancy
to adolescence, caution against reducing chil-
dren to neuropsychological profiles. Miguel's
case exemplifies this caution: his act of draw-
ing Ben 10 cannot be reduced to a diagnostic
trait; it must be understood as a meaningful,
agentive expression of his singular personality
within the school context. Together, these stud-
ies underscore that inclusive education must be
grounded in a cultural-historical understanding
of the human person — one that welcomes the
unexpected, the creative, and the singular as
constitutive of development itself.

Results

Episode 5 — “Who is listening to me clap
once”: Miguel in Physical Education.

Contextualisation: Physical Education is
the first class of the day, the students talk and
shout among themselves, teacher Quezia,
trainee Esther and the teacher-researcher stand
next to each other, leaning on the board wait-
ing for the Physical Education teacher (Maria).
Miguel is agitated, gets up, asks if he can turn
on the fan, sits down, gets up, jumps a little and
claps. There, teacher Maria asks them to sit on
the bleachers to take attendance, but the chil-
dren don't stop talking, they talk louder than the
teacher and cover her voice, so Maria says:

T. 1: Teacher Maria: who is listening to me
clap once

The students clap once, Miguel too
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T. 2: Teacher Maria: silence! Who is listen-
ing to me clap twice

Again the students clap, twice. Miguel claps
twice too and laughs. The teacher takes atten-
dance and explains that the activity is “running
in pairs”, on the court, with the distance from
one goal to the other, approximately 20 metres.
Each student chooses their pair, except Miguel.
The teacher directs Tais, a taller classmate, to
be his pair, and she performs the tasks follow-
ing what is asked, but makes a pair with Miguel.
Tais questions “why me?”, Maria explains that
she will serve as an example for him. Miguel and
Tais start the activity, Miguel walks, Tais holds
his hand and they continue walking.

T. 3: Teacher Maria: Tais, it's not for you
to imitate Miguel, you have to be the example
for him.

Tais starts running, Miguel runs along and
says smiling:

T. 4: Miguel: I'm going to win!

T. 5: Teacher Maria: it's not a competition!

Miguel and Tais stop running, Maria gets up
and goes to them.

T. 6: Teacher Maria: look how he runs, and
starts running from one goal to the other

While the teacher runs, Tais and Miguel are
together. Maria stops, calls Miguel and signals
with her hand for him to run in her direction. In
the impulse to run, Tais pulls Miguel's arm, who
is projected forward and almost falls.

T. 7: Teacher Maria: stop, stop! You can go
back. Leave him, Tais, he knows how to do it.

Tais leaves her classmate and goes to the
bleachers to sit next to the teacher-researcher.
Tais is serious and says she doesn't want to
participate in the class anymore. Maria walks in
her direction and says she doesn't need to do
the pair anymore, Tais gets animated. Miguel
continues running on the court from one goal to
the other. While the students perform the activ-
ity, the teacher tells the teacher-researcher that
Miguel has a lot of difficulty and that, without
trainee Esther, she finds it very difficult, as in the
situation that had just occurred.

T. 8: Teacher Maria: it's very difficult, be-
cause you have Miguel and you have the other
children, and it's not always that Esther comes,

today you saw, but on most days I'm alone. |
think that Miguel has a very great motor impair-
ment, because, the other day | asked them to
play football, | had to stay with him the whole
time, he didn't move.

The teacher-researcher listens, mentions
that in the other classes Miguel participates and
that sometimes he also needs help, but that
other students also needed help.

T. 9: Teacher-researcher: teacher, wouldn't
there be a strategy for him to participate? Today
he had difficulty, but he performed the activity

T. 10: Teacher Maria: yes, but alone | can't, |
need trainee Esther to be in all classes.

T. 11: Teacher-researcher: | understand, I'll
see with teacher Quezia how it works, since Es-
ther is there every day in the first period.

Discussion

In Episode 5, situated in a Physical Educa-
tion class, our focus shifts from specific disciplin-
ary training to the human tensions between the
student's constitution and the teachers' peda-
gogical knowledge. The episode begins with the
teacher issuing routine commands for silence
(“clap once”, “clap twice”). As Yoo and Bal
(2026) demonstrate, such unexamined artefacts
perpetuate behavioural control over genuine
participation. These commands embody histori-
cal regularities that prioritise compliance, reveal-
ing a sharp contradiction between the teacher's
need for order and the student's legitimate need
for movement (Kumador, Muthivhi, 2026).

Scientifically, this microgenetic analysis
overcomes traditional educational approaches
that rely exclusively on diagnostic criteria by
shifting the analytical unit from individual deficits
to the social situation of development. Clinical
paradigms often reduce children with autism to
observable behaviours or neuropsychological
profiles, pathologising contextual excitement
as “stereotypies” (Smyrli, Megari, 2025). How-
ever, as Lubovsky (2024) argues, this betrays
Vygotsky's project. Miguel's agitation is not a
behavioural deficit; it is an active, situated re-
sponse to a sensory-rich environment that de-
mands interaction (Effegen, 2021; Lim, Thaver,
2025). If pedagogical structures were attuned to
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the child's spontaneous expressions, as Nell, De
Villiers, and Griessel (2022) suggest, the class
could foster genuine bodily agency rather than
pathologising movement.

This tension escalates when the teacher
pairs Miguel with a taller classmate based on
perceived skills rather than affinities. When
Miguel subverts the cooperative goal by assert-
ing, “I'm going to win!” (T. 4), he reframes the
task. This act is a microgenetic manifestation
of expansive learning (De Martins, Bal, 2022),
illustrating that contradictions between peda-
gogical objectives and the child's subjective
meaning-making are the very engine of develop-
ment (Vygotsky, 2000). Yet, the diagnosis often
serves to justify low pedagogical expectations
(Gongalves, 2021). When the teacher states she
cannot manage without the trainee's constant
presence (T. 10), she exposes the structural
precariousness of Brazilian inclusive education
(Camargo, Tada, 2023), where participation
hinges on a fragile support network.

Furthermore, the teacher justifies Miguel's dif-
ficulties by labelling him with a “very great motor
impairment” (T. 8). By centralising the diagnosis,
the question of what to do pedagogically is left in
suspense (Vasques, 2015). This deficit-oriented
perspective persists across the educational con-
tinuum (Mpolomoka, Muvombo, 2026). Scien-
tifically, our data demonstrates that this “impair-
ment” is not a fixed, innate trait, but a relational
phenomenon emerging from a mechanical teach-
ing system that privileges few (Padilha, 2021). In
this context, the pedagogical knowledge acquired
in teacher training (Freire, 2020; Saviani, 2021)
becomes subordinated to traditional, pathologis-
ing clinical knowledge (Tardif, 2002).

Ultimately, this research scientifically sub-
stantiates that overcoming diagnostic determin-
ism requires abandoning the medical-nosolog-
ical model in favour of understanding human
development in its historicity. The resolution
demands a collective, expansive, and cultur-
ally situated effort, as advocated by Yoo and
Bal (2026), De Martins and Bal (2022), and
Kumador and Muthivhi (2026), to transform
activity systems so they recognise the singular
child's movements, words, and desires not as
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pathologies to be managed, but as fundamental
resources for collective humanisation.

Conclusions

The study's central question was: how does
pedagogical knowledge impact the constitution
of the child with autism, based on the notion
of constitutive singularity? The analysis of the
two episodes allows us to formulate a precise
answer. Pedagogical knowledge influences the
development of the child with autism in two fun-
damental ways, corresponding to two distinct
modalities observed in the research context.

First, when pedagogical knowledge is subor-
dinated to traditional clinical knowledge, it tends
to reduce the child to their diagnosis and to
organise pedagogical work around behavioural
control. In Episode 5, the Physical Education
teacher's commands (“clap once”, “clap twice”)
and her interpretation of Miguel's movements
as “motor impairment” exemplify this modal-
ity. Here, pedagogical knowledge operates as
a technology of normalisation: it silences the
child's speech, pathologises their movements,
and limits their participation to predetermined
forms. The child's singularity is not recognised
but suppressed; the drama of development be-
comes a behavioural problem to be managed.

Second, when pedagogical knowledge is
grounded in a cultural-historical, critical-emanci-
patory perspective, it creates conditions for the
child to singularise themselves — that is, to ap-
propriate culture in a unique way and to produce
their own meanings for existence. In Episode 1,
Teacher Quezia's willingness to ask Miguel why
he drew Ben 10 (T. 10-14), even after initially
correcting him, opened a space for dialogue.
Miguel's response (“because | like it!”) was not
a refusal of the task but an affirmation of his
will and personal repertoire. This movement ex-
presses the drama of the human social person-
ality as a struggle for existence: the child, upon
inserting personal elements into the school task,
not only executes a pedagogical activity but con-
stitutes himself as a singular subject.

Singularity concerns the (dialectical, histori-
cal, cultural and dramatic) mode in which sub-
jects appropriate the environment in which they



Hoeaw [1..11. (2026)

Hacnepgue J1.C. BbIrOTCKOro B MHKIIO3UBHOM 06pa3oBaHuMm...
Mcuxonornyeckas Hayka v obpasosaHve,

31(5), 20-32.

Novaes D.G.P. (2026)

Vygotsky’s legacy in Brazilian inclusive education...
Psychological Science and Education,

31(5), 20-32.

are and, from this appropriation, construct the
meanings of their experiences in relation with
others (people and things that touch them).
When rewriting the story, Miguel does not base
himself exclusively on the teacher's speech; ei-
ther he did not pay attention to the fable's tale,
or he chose to attribute a new meaning to the
tale, when (re)writing. This movement expresses
the drama of the human social personality, as
understood by Vygotsky and by Gramsci in the
Prison Notebooks: the struggle for existence
that takes place in the field of culture, language
and social relations.

What we brought in our study was also in
the search to understand how the other's word,
life stories, temporal location, gestures, tastes,
feelings and will, over the course of life, become
singularised in the subject, constituting them.
With our study, we affirm that students with
autism participate in the social practices pres-
ent throughout the school context and, in doing
so, transform nature and transform themselves.
This process of (trans)formation of the human
through schooling is what we term, in dialogue
with the Vygotsky’ legacy, as drama, freedom
and singularity. Beyond the specific contribu-
tions of this study, we would like to highlight
the timeliness and potency of the Vygotsky’ text
“Fascism in Psychoneurology” for reflection on
special/inclusive education. Vygotsky teaches
us that psychology (and, by extension, educa-
tion) cannot be neutral: either it serves human
emancipation, or it serves oppression. The
reduction of the subject to biological catego-
ries — whether the “race” of the Nazis, or the
“diagnosis” of certain contemporary clinical ap-
proaches — operates as a device of exclusion,
which limits developmental possibilities and jus-
tifies segregation.

The defence of a pedagogy grounded in Cul-
tural-Historical theory, therefore, is not merely a
theoretical option, but an ethical-political posi-
tion: the affirmation of the potentiality of all sub-
jects, regardless of their organic conditions, and
the struggle for a school that is truly inclusive,
not only in access, but in the promotion of hu-
man development. This is, perhaps, the deepest
contribution of the Vygotsky’ legacy to Brazilian

special/inclusive education: the understanding
that disability is not a destiny, but a condition
that, in the relation with the other and with cul-
ture, can be transformed into potentiality.
Future research perspectives. The find-
ings of this intervention-research, although situ-
ated and qualitative, open several avenues for
further investigation. First, longitudinal studies
are needed to follow processes of singularisa-
tion and (trans)formation over longer periods,
across different school years and educational
transitions. Second, comparative and collabora-
tive research in diverse Brazilian contexts — ur-
ban and rural, public and private, with different
support arrangements — could illuminate how
pedagogical knowledge and institutional con-
ditions mediate the development of children
with autism and other disabilities. Third, future
studies should examine teacher education and
continuing professional development, particu-
larly how critical-emancipatory cultural-historical
knowledge can be incorporated into initial and
in-service training to counteract clinical-pathol-
ogising perspectives. Fourth, research using
cultural-historical activity theory and formative
interventions, such as Learning Labs, could in-
vestigate how activity systems in schools can be
expanded to include the singular expressions,
words, and desires of students with disabilities.
Finally, studies that listen to children, families,
and teachers as co-authors of knowledge are
necessary to deepen an ethical-political under-
standing of inclusive education as humanisation.
Practical implications. The knowledge
produced here has direct implications for school
practice. It suggests that pedagogical work with
children with autism should begin from their
interests, gestures, words, and modes of par-
ticipation, rather than from diagnostic labels.
Teachers, coordinators, and support profession-
als can create spaces in which personal ele-
ments brought by children — such as Miguel’'s
Ben 10 — are not treated as deviations but as
starting points for dialogue, mediation, and cur-
riculum reinvention. This requires strengthen-
ing support networks, ensuring the presence of
trained collaborators, and resisting the reduction
of inclusion to mere physical access. In teacher
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education, the episode analysis can be used as
formative material to develop sensitive observa-
tion, microgenetic listening, and the planning of
tasks that foster volition, imagination, and sin-
gularity. In policy and school management, the
study reinforces the need for adequate working
conditions, collaborative planning time, and per-
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