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Abstract
Currently, youth and school experiences are umbilically linked to social networks. However, school 
teaching seems not to consider or even avoid such a connection. Because it was carried out using digital 
technologies, emergency remote teaching highlighted the centrality of networks in school experiences 
and, thus, represented a challenge to teachers regarding their use for educational purposes. In this report, 
we discuss the integration of Instagram as a pedagogical tool in sociology classes, based on qualitative 
research carried out in high schools in the metropolitan region of Curitiba. At the crossroads between 
the platformization of teaching and the denial of new technologies in education, this research points 
to a path that approaches the experiences of teenagers, in a proposal to create sociological content by 
students on Instagram, promoting a dynamic and reflective interaction, contributing to the debate on the 
incorporation of digital technologies in basic education.
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Resumo
Atualmente, as vivências juvenis e escolares estão umbilicalmente vinculadas às redes sociais. Entretanto, 
o ensino escolar parece não considerar ou até mesmo evitar tal conexão. Realizado por meio de 
tecnologias digitais, o ensino remoto emergencial evidenciou a centralidade das redes nas vivências 
escolares e, assim, representou uma interpelação aos professores no que diz respeito ao uso delas para 
fins educacionais. Neste relato, discutimos a integração do Instagram como ferramenta pedagógica nas 
aulas de sociologia a partir de uma pesquisa qualitativa realizada em escolas de ensino médio da região 
metropolitana de Curitiba. Na encruzilhada entre a plataformização do ensino e a negação das novas 
tecnologias na educação, essa pesquisa aponta para um caminho que se aproxima das vivências dos 
adolescentes, em uma proposta de criação de conteúdos sociológicos pelos estudantes no Instagram, 
promovendo uma interação dinâmica e reflexiva e contribuindo para o debate sobre a incorporação das 
tecnologias digitais na educação básica.
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INTRODUCTION

To ensure continuity of teaching activities under conditions of social distancing and remote 
work throughout the Covid-19 pandemic, 78% of countries adopted distance education 
modalities (Comissão Econômica para a América Latina e o Caribe, 2020). In Brazil, in 
compliance with Ordinances No. 343 and No. 345 of the Ministry of Education (Brasil, 2020a, 
2020b), in-person classes were suspended and replaced by Emergency Remote Teaching (ERT).

During this period, while working as a sociology teacher in the public education system of 
the state of Paraná, I taught remote classes to students across the entire state through Aula 
Paraná, a service implemented by the State Department of Education during the pandemic, 
which broadcast lessons via state television channels, proprietary applications, and YouTube. 
As there was no interaction in these classes, my only contact with students occurred through 
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social media, particularly Instagram and Facebook. Young people would find my profile on 
these platforms, begin to follow me, and I would follow them in return.

By monitoring their posts, I noticed—with a considerable degree of surprise—that many 
students engaged on social media to talk about their studies. They frequently posted about my 
classes, offered compliments, and sent questions and suggestions regarding the content. Many 
took screenshots of my videos and shared them in their stories, adding comments about how 
much they were learning about sociology through these asynchronous and virtual encounters.

This reaction was surprising because, until then, I had understood social media in particular—
and digital devices more broadly—either as entertainment tools that distracted students from 
school activities or as platforms for sharing denialist discourses that distort social reality. 
Students’ use of social media to share posts about sociology classes, praising and valuing 
their learning of topics such as socialization in Durkheim, ideology and alienation in Marx, 
and bureaucracy and impersonality in Weber, was indeed an unexpected novelty.

Later, even after the return to in-person classes, my interaction with students on social media 
not only continued but also assumed new forms of connection. Posts featuring activities they 
had completed and even the classes themselves—often tagged with my identified account—
became frequent. They would even ask me to repost these materials in my stories, which I did 
with pleasure. Thus, as a result of the convergence between students’ willingness to use social 
media to amplify classroom experiences and my receptive disposition, these digital platforms 
became a routine environment of my relationship with them. Routine, yet not pedagogically 
planned. At that point, I had not decided to use social media in my classes; they were not 
deliberately chosen methodological resources. Rather, they functioned residually, as a kind 
of echo chamber for the classes—a playful interaction between myself and the students that, 
because it seemed to stimulate their interest in my subject area and, moreover, given the 
centrality of social media in contemporary youth experiences (1boyd, 2014), I readily embraced.

These experiences—both remote and in-person—took place between 2020 and 2021. It was 
precisely at the end of the 2021 school year that I began to reflect: if students appear so 
interested in using social media to engage with classes, and if such use seems to stimulate 
their interest in sociology and their learning, why not effectively incorporate these platforms 
into pedagogical planning? Why not use social media as teaching and learning resources in 
my sociology classes?

There would be no shortage of reasons to answer these questions negatively. One such 
reason is highlighted by authors who point to the indiscriminate use of social media by 
contemporary youth as a cause not only of distraction but also of anguish, anxiety, and other 
mental health disorders, such as attention deficit, dyslexia, and even autism (Haidt, 2024). 
Another reason is emphasized by studies that identify social media and other digital platforms 
as devices of political surveillance and manipulation (Zuboff, 2021; Cesarino, 2022), or even 
as technologies that undermine citizenship in favor of an exacerbated logic of consumption 
(Bauman, 2022). Furthermore, some authors draw attention to the problems associated with 
the use of educational platforms—almost all products of large corporations in the global digital 
market—in Brazilian schools, showing how they can turn teachers and students into users 
and thereby extract personal data for commercial and political purposes (Martins Parra et al., 
2018; Mordente; Portugal, 2024).

These reasons are pertinent. They unequivocally demonstrate the dangers posed by digital 
platforms to health, democracy, and contemporary education. Such concerns must indeed 
be considered in any pedagogical proposal that makes use of social media and digital 
technologies. At the same time, however, it is also necessary to acknowledge an obvious 
fact that is sometimes overlooked in critical analyses of social media: the inexorability of the 
presence of the internet and its platforms in contemporary social life. It is no longer possible 
to imagine social arrangements without the internet. This technology and the devices that 
enable it have become so deeply embedded in virtually all dimensions of social life—politics, 
the economy, religion, health, education, romantic relationships, friendship, sports, and the 
list could extend to encompass everything that pertains to human experience—that any 

1	 danah boyd prefers that her name not be capitalized. Whenever possible, and when her name does not appear 
at the beginning of a sentence, this preference will be respected throughout this work.
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conception excluding them appears naïve or nostalgic. At the individual level, people may 
still organize themselves to experience moments disconnected from the internet or away 
from mobile phones. However, as we understand it, such disconnection can no longer be 
complete or total. It is no longer possible: from public to private services, communication, 
mobility, and information, to work and leisure, we are inexorably compelled to coexist with 
the internet and its platforms.

Therefore, the reflection that seems required for contemporaneity concerns how to organize 
social life with the internet and its technologies. If it is no longer possible to live socially without 
them, how should they be regulated? What limits should laws impose on social media and the 
large corporations that control them? How can democracy be reconciled with social media? 
How can citizenship be guaranteed on these platforms? How can the spread of fake news and 
hate speech on the internet be prevented? How should such regulation be monitored, and 
who should be held accountable in cases of misconduct? Questions such as these require, 
in order to generate answers, large-scale political actions which, taken together, articulate 
the regulation of the internet and its platforms according to the values of citizenship and 
human rights.

However, such regulation will be partial if it occurs solely within the normative sphere of law. 
We also need to learn how to regulate the internet and its platforms in our own lives. For 
each question posed in the previous paragraph, we can formulate a complementary version 
that challenges our actions in relation to the internet: how can we identify the technological 
strategies employed by large corporations to transform our data into commercial resources? 
How can we engage in dialogue with opposing positions on social media? How can we 
identify and report fake news and hate speech? Moreover, we must learn to regulate digital 
technologies in everyday situations: when and for how long should we access social media? 
In which situations should messaging applications be opened? What should be posted? 
What should be accessed? Let us be frank with ourselves when assessing the validity of 
these questions: the number of people using messaging applications while driving, sending 
work messages at inappropriate times, or browsing social media during family and friends’ 
gatherings while no one else does so, is indicative of how much we need to learn to use the 
internet and its platforms more consciously.

Considering the social learning processes that need to be deepened with regard to the 
internet and its platforms, I decided to include social media as a methodological resource 
in my sociology classes. I am not claiming that, by inviting students to use social media in 
lessons and assessment activities, I would be directly teaching everything they need to learn 
about the internet. Nevertheless, I do argue that this proposal contributes to an exercise 
in the personal and relational regulation of the internet mentioned above. As Masschelein 
and Simons (2017) argue, a good school is one that invites students to “play” with life—that 
is, to consider aspects of reality while enjoying the freedom to test them, not only to better 
understand the world but also to creatively construct their own perspectives and personal 
dispositions toward it. For these authors, the school is the place to approach the world without 
being constrained by the obligations and responsibilities of “serious life”. In this sense, the 
internet and its platforms need to become objects of pedagogical engagement within schools. 
Although I consider the recent trend toward banning mobile phones in classrooms to be 
salutary, this is not how we will learn to regulate them in our lives. On the contrary, we need 
to address them pedagogically in schools, with careful planning, methods, objectives, and 
systematic observation, in order to find ways to control the risks associated with the use of 
this powerful technology in our social relationships.

Thus, combining these reflections with the experiences I had been accumulating in both remote 
and in-person classes, at the end of 2021 I organized a teaching plan for my sociology classes 
that included social media as tools for teaching, learning, and assessment. However, in order 
to implement it rigorously, I submitted my project to the Professional Master’s Program in 
Sociology Teaching at the Federal University of Paraná in the same year. In addition to enabling 
us to deepen our academic training while remaining professionally active, professional master’s 
programs in teacher education encourage the preparation of dissertations based not only 
on academic reflection but also on practical educational exercises, such as the development 
of teaching materials and pedagogical practices. I chose this latter possibility. I was admitted 
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to the program, and Leonardo Carbonieri Campoy was appointed as my advisor. What we 
present in this article is a synthesis of this pedagogical practice of teaching sociology through 
social media, planned and observed as part of a professional master’s dissertation, which I 
defended in the second semester of 2024.

METHODS

The title of a text by Bittencourt (2013) aptly synthesizes the methodological orientation of our 
research: from youth as a problem to youth as a problematic. In this work, Bittencourt recalls 
that the twentieth century—especially after 1945—was permeated by conceptions of youth as 
a problem that needed to be contained, mitigated, resolved, or at the very least addressed, in 
order to ensure individual well-being and social order. In other words, youth was conceived 
as dangerous, either to the individual subject—rendered vulnerable by crises associated with 
hormonal and psychological transitions—or to the social body, insofar as young people, in 
search of their identity, would be prone to deviant behaviors, possibly violent and criminal.

In the twenty-first century, the conception of youth as a problem and a danger has been 
updated through its relationship with digital communication technologies. In fact, the 
emergence of new communication technologies has been a source of social anxieties since the 
final decades of the nineteenth century. Sevcenko (2001), for example, recounts how the roller 
coaster, at the time of its emergence between 1880 and 1900, was the target of criticism that 
questioned the cheap and dizzying entertainment offered by the machine. Likewise, the well-
known text on the culture industry by Adorno and Horkheimer (1985), despite its significant 
theoretical contributions, can also be read as an impassioned reaction to the advent of mass 
production in cinema and recorded music. In the early decades of the twenty-first century, 
what seems to be occurring is a juxtaposition of these two elements socially regarded as 
problematic in industrialized and psychologized societies: youth and the emergence of digital 
communication technologies.

In hegemonic media discourses—such as the series Adolescence, released in 2025 by the 
Netflix streaming platform—and in academic research that generates widely circulated 
publications, especially in the fields of psychology and education—as illustrated by the 
global bestseller by Jonathan Haidt (2024)—one can observe a moralizing tone in the way 
contemporary young people’s relationships with digital communication technologies are 
portrayed. References are made to addiction to social media, dispersed attention, impaired 
neural development, anxiety, depression, bullying, manipulation, and grooming, among other 
problematic dangers that young people are allegedly experiencing and inflicting on others 
through digital technologies.

Once again, we do not deny these risks. However, as social scientists, we ask whether such 
discourses and research have effectively considered what young people themselves say about 
social media and, moreover, whether journalistic and academic investigations have observed 
the contexts of young people’s relationships with digital communication technologies. In 
qualitative research methodologies in sociology and anthropology, it is essential not only to 
take into account but, above all, to take seriously what the people with whom we conduct our 
investigations do and speak. That is, if we are attempting to understand their particularities, 
then what they do and say possesses maximum epistemological and ontological authority for 
us. Our task is precisely to understand what they do and say, without attempting to explain 
it through theories and concepts produced in other contexts. Rather, it involves finding the 
logic—or, if one prefers, the theory—within what they do and speak. This is why Peirano 
(2014) suggested that every ethnography—qualitative research in anthropology—produces 
a new theory.

In this sense, in order to uncover the logic of the actions and statements of the people we 
study, we understand that it is necessary to accompany them in their contexts over extended 
periods of time. We do not bring them into university laboratories—as many psychological 
studies do—nor do we interview them based on a previously defined list of questions. We go 
to them, in their contexts, and seek to follow them according to what they do. They therefore 
indicate what is important to consider in the research, rather than our projects doing so. This 
is precisely why Ingold (2019) defined anthropology as an anti-discipline. In anthropological 
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research, the elements of a traditional research project—method, general and specific 
objectives, and hypotheses—are less important than the research field itself, since it is there 
that, together with the people we study, we actually define what we study.

By taking research with young people about their relationships with digital communication 
technologies seriously in these terms, we realized that the dangers and problems of the internet 
and social media represent only one facet of reality. This is what boyd (2014) observed when 
conducting her sociological investigation with North American youth over more than seven 
years. Instead of applying a predefined questionnaire in an academic setting, the author 
accompanied young people at events and places they frequented, such as school games and 
diners, and engaged in dialogue with them according to the moment, allowing conversations to 
flow. In this way, boyd learned that the risks of social media were indeed a concern for young 
people, but not more so than other issues. In fact, she argues that what most mobilized them 
toward social media was the possibility of relating to their friends from their neighborhoods 
and schools through the sharing of photos, posts, comments, and likes. Due to the difficulty 
of meeting physically—caused by differing schedules of activities and the lack of accessible 
and free public spaces—young people met on social media in order to be together, albeit 
asynchronously, and to have fun. For boyd, young people are becoming social beings, with their 
own identities and a potential for public engagement, through social media. That is, they are 
emancipating themselves in their own generational way. And if adults think otherwise—that 
social media are alienating and rendering young people more vulnerable—boyd suggests 
that this perspective results much more from nostalgia than from an objective perception. 
The problem adults perceive in young people’s relationship with social media is far more the 
product of a lament by the former, who realize that the latter are not maturing within the 
same contexts they did, than an effective condition of contemporary youth.

Our research does not have an analytical aim like that of boyd, as it concerns a project focused 
on the pedagogical use of social media to teach sociology in basic education. Even so, the 
author’s observation is pertinent to us: by freeing ourselves from generational fears, we 
realize that young people’s interactions on social media “[…] may even be a distraction from 
school, but they generally do not distract them from learning” (boyd, 2014, p. 18). In other 
words, when we are willing to move beyond generational nostalgias, moralistic positions, and 
conceptions of youth and digital technologies as problems, a learning potential emerges in 
the ways our students use social media. However, in order to harness this potential, we need 
to rethink our modes of teaching. This is what we attempt to do in our proposal, which is 
guided less by general and specific objectives and more by orienting questions: how can the 
internet and social media be used to teach and learn about society in its different dimensions, 
drawing on sociological knowledge of recognized authority, in an autonomous and reflective 
manner? How can teachers and students in Brazilian basic education use social media to 
disseminate sociological knowledge of recognized authority accurately and in an accessible 
way for different audiences?

LITERATURE REVIEW: SOCIAL MEDIA IN EDUCATION

Contemporary debates on youth, education, and digital technologies are often permeated 
by negative perceptions regarding the use of social media. As Bauman and Leoncini (2018) 
argue, young people are frequently accused of living in a state of permanent connectivity, 
establishing fragile and ephemeral bonds within a digital “non-place”. This reading sustains the 
idea that the intensification of internet connectivity would entail a weakening of meaningful 
social relationships, alongside increasing difficulties in concentration and cognitive depth.

In the educational field, this perception tends to translate into a direct association between 
mobile phone use and inattention in the classroom, often leading to the adoption of policies 
banning such devices, without a consistent pedagogical reflection on their role in young 
people’s experiences. However, as a teacher embedded in everyday school life, I consider it 
necessary to problematize this view, recognizing that digital technologies not only form part 
of students’ lives but also structure contemporary modes of sociability, communication, and 
meaning-making.
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In this regard, I engage in dialogue with Sibilia (2012), for whom digital devices integrate fluidly 
into youth subjectivities, while the school—still largely organized according to nineteenth-
century disciplinary logics—often proves incapable of building bridges with these experiences. 
The author questions whether the school has become obsolete in the face of the centrality 
of networks, a provocation that does not imply advocating the subordination of education to 
technologies, but rather acknowledging the urgency of rethinking its forms and languages.

This discussion cannot be dissociated from the growing presence of digital platforms within 
Brazilian public schools, especially in the post-pandemic context. As Silva (2024) highlights, 
such platforms have come to permeate teaching practices, assessment criteria, and learning 
processes, frequently reducing teachers’ autonomy. In this scenario, the central question 
ceases to be whether digital technologies should or should not be used in education, and 
instead becomes how to use them in a critical, pedagogical, and socially situated manner.

Authors such as Harasim (2005) and Carrano (2017) indicate that social media can constitute 
collaborative learning environments capable of fostering meaningful exchanges between 
teachers and students. When pedagogically mediated, these spaces can bring school content 
closer to young people’s lived experiences, promoting greater engagement and participation. 
This perspective resonates with the data presented by Lévy (1999) and Castells (2000) on 
the centrality of cyberculture and the network society, as well as with recent statistics that 
demonstrate the intensive use of social media by Brazilian adolescents.

Thus, far from adopting either a technophilic or technophobic stance, I depart from the 
understanding that digital technologies constitute a field of dispute, in which education can 
either reproduce logics of control and commodification or construct critical and emancipatory 
formative experiences.

WHAT TYPE OF EDUCATION CAN ACCOMMODATE THESE NETWORKS?

Beyond Sibilia’s approach, it is unavoidable to engage with the issue of education as a project of 
neoliberal society. We address this topic precisely to clarify that our intention is not to respond 
to this neoliberal demand, but rather to ensure that we do not contribute to its reproduction. 
The use of active methodologies and information and communication technologies (ICTs) 
has been widely promoted in state-level guidelines elaborated on the basis of the BNCC 
(Brasil, 2018). Although this may appear as an alternative to so-called “banking education”, 
the underlying intentionality may be more strongly oriented toward the formation of human 
capital, emphasizing forms of knowledge that are economically valued. According to Laval 
(2004, p. 15), the reference ideal of the neoliberal school is the flexible worker:

The employer would no longer expect from the wage earner a passive obedience 
to precisely defined prescriptions; rather, they would wish the worker to make 
use of new technologies, to better understand the overall system of production or 
commercialization in which their function is embedded, and to be able to cope with 
uncertainty, demonstrating freedom, initiative, and autonomy.

For this reason, the new pedagogy has increasingly equipped itself with tools focused on 
learning and on student protagonism. Biesta (2013, p. 8) argues that this entails a “[…] 
redefinition of teaching as the facilitation of learning and of education as the provision of 
learning opportunities”. He notes that this emphasis is not entirely negative—and we agree 
with him—given the emancipatory potential that such a process may offer. On the other hand, 
learning is an individualistic concept that stands in contrast to the concept of education, which 
always implies a relationship. Here, the author’s concern lies with the purposes of education 
at a time when measurement has been highly valued in the pursuit of effective education, 
whereas attention should instead be directed toward what constitutes a good education.

In order to further underscore the gap between what schools offer and what adolescents 
demand, we bring bell hooks (2013)2 and her work Teaching to Transgress: Education as the 
Practice of Freedom into the discussion. The author portrays a school in which there is no desire 

2	 bell hooks also prefers that her pseudonym not be capitalized, and this preference will be respected throughout 
this work.



Rev. Ibero-Am. Estud. Educ., 21, ﻿e20090, 2026 7/14

﻿

to learn, where pleasure is absent—a space marked by boredom rather than enthusiasm. She 
points to the need to construct forms of learning that are engaging and stimulating, which, 
among other possibilities, entails recognizing students’ own experiences as meaningful, as 
also advocated by Paulo Freire (1996).

It may be overly ambitious to frame the proposal of using social media as part of the 
transformative pedagogy discussed by bell hooks; nevertheless, we understand that the 
presentation and construction of sociological knowledge based on the technological apparatus 
that surrounds adolescents’ lives contributed to the creation of a democratic classroom, in 
which all students shared responsibility for participation, thereby fostering an atmosphere 
of openness and intellectual rigor.

And in speaking of the construction of sociological knowledge, I also bring into this discussion the 
essay by Campoy (2021), Teaching Sociology by Doing Sociology: Memories and Notes of Someone 
Who Learns, Teaches, and Teaches How to Teach Social Sciences. In this text, the author criticizes 
what he calls the “table lesson”—rigidly traditional classes that may be functional within the school 
context but offer little of significance to students. He thus invites us to seek alternatives that may 
also be meaningful to those who are provisionally positioned as students and that move beyond 
the school format which presents knowledge as something finished and closed.

According to Campoy (2021, p. 8), what we have been delivering, as teachers, are boring and 
insignificant lessons. He illustrates this by noting that a student “[…] may even have understood 
the logic of Durkheimian theory, but hardly knows what it means, has not appropriated 
the concepts, nor transformed them into their own strategies for interpreting the world”. 
Consequently, he proposes establishing communication with students through what he calls 
a language of vulnerability, in which both students and teachers know and do not know, 
and, by placing themselves in a position of vulnerability, students are able to access their 
own experiences and articulate them sociologically. I believe that achieving these objectives 
of teaching sociology by doing sociology—grounded more in the production of questions 
than in the construction of answers—may become possible by relinquishing deeply rooted 
evaluative methodologies in education and by developing new ways of learning that make 
use, for example, of social media.

Finally, amid these reflections on education, we turn to Ingold (2020) and his defense of 
education as attention and correspondence. The anthropologist invites us to recognize that 
education is found in participatory practice and in the correspondences of social life. In the 
introduction to his book Anthropology and/as Education, he inspires and challenges us with 
the following passage:

Education […] is not an “inculcation,” but a “liberation,” which opens pathways of 
intellectual growth and discovery without predetermined outcomes or fixed endpoints. 
It is about paying attention to things, rather than acquiring knowledge that absolves 
us of the need to do so; it is about exposure rather than immunization. The task of 
the educator, then, is not to explain knowledge for the benefit of those who are, by 
default, presumed to be ignorant, but to provide inspiration, guidance, and critique in 
the exemplary pursuit of truth. (Ingold, 2020, p. 10).

It is from this perspective that we intend to proceed. Interpreting the educational philosopher 
Dewey (1916) apud Ingold (2020) addresses notions of communication and community through 
the idea of individuals with different life experiences reaching an understanding and, in this 
way, conducting their lives together. For such sharing to be educational, “I have to make an 
imaginative effort to cast my experience in ways that it can join with yours, so that we may—
in a certain sense—walk the same paths and, in doing so, create meaning together” (Ingold, 
2020, p. 19). It is in this way that we can perceive the transformative capacity of education. 
From this inspiring standpoint, I would further add that the task of education is to conduct 
life itself; it is about guiding the ‘newcomers’ into the world.

In that debate concerning which path to follow between teaching as the transmission of 
knowledge and the paradigm of “new learning,” I propose that we move in the following direction:

Teacher and student, then, far from standing face to face as, respectively, the 
knowledgeable and the ignorant, move in the same direction as persons, each with 
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a particular history to tell, attending and responding to one another along a journey 
they undertake together; but toward what outcome, no one knows. In a word, they 
correspond. (Ingold, 2020, p. 57).

In this direction, the teacher must be aware of students’ experiences in order to share a 
discussion about what can be done (Dewey, 1964 apud Ingold, 2020). The possibility of learning 
emerges through the way the teacher demonstrates by example and keeps students on the 
right path (Dewey, 1964 apud Ingold, 2020). These responses also address the question of 
how to relate to a system that is learned autonomously, insofar as learners are understood 
as autopoietic beings, capable of learning and of becoming through their own agency 
(Toren, 2020). Like Ingold, Toren also reflects on knowledge as a process of openness—one 
of exposure. In conclusion, to study means to become part of students’ worlds, just as they 
become part of the “we” (Ingold, 2020).

METHODOLOGY AND PEDAGOGICAL PROPOSAL

This reflection on sociology in the school context is grounded in the use of Instagram as a 
tool for learning and for disseminating themes related to sociology. The account presented 
here is part of an excerpt from my master’s research in sociology, whose central problem 
consisted of exploring pathways between the possibilities and challenges posed by digital 
technologies in the educational field, particularly in sociology classes. The qualitative research 
was conducted throughout the 2023 school year with six 11th-grade classes (second year 
of upper secondary education) from two state public schools in the metropolitan region of 
Curitiba. Of these six classes, four were from the morning shift at Colégio Cívico-Militar Chico 
Mendes, and the remaining two were from the evening shift at Colégio Estadual Barro Preto. 
Both schools are located in peripheral areas of São José dos Pinhais.

Based on the literature reviewed, the aim of the proposal was to enable a more engaging 
approach that is closer to students’ languages and experiences, while expanding traditional 
forms of assessment. To this end, I proposed that part of the quarterly grades be assigned 
through the creation of a social media page, in which groups of students would post weekly 
content produced by themselves, grounded in the thematic discussions previously developed 
in class. The proposed format is also justified by the need for methodological and curricular 
adaptation in response to the New Upper Secondary Education reform3 (Novo Ensino Médio), 
which directly impacts both the quantity and the quality of sociology classes. Curricular content 
that had previously been distributed across the three years of the final stage of basic education 
has now been reduced to a single year.

Each class created its own page, deciding collectively on the profile name and images. The 
classes were divided into groups, and each week one group was responsible for publishing 
content on the class’s Instagram page related to the topic previously addressed in class. The 
groups selected the themes, and the format of the posts was open and flexible. In addition 
to the classroom discussions of the topics, supplementary research materials were made 
available to students. This latter aspect is particularly important insofar as it enabled students 
to broaden their knowledge of the subject matter—both those who conducted research for 
the posts and those who followed and engaged with the page.

RESULTS

From the presentation of the project—which included examples of similar content on 
Instagram, an explanation of the proposed themes, among other elements—the classes, for 
the most part, expressed enthusiasm for the initiative, describing it as something “different” 

3	 The New Upper Secondary Education (Novo Ensino Médio) is a Brazilian governmental education policy instituted 
by Federal Law No. 13,415 of 2017. The major changes introduced into the education system revolve around an 
increase in instructional hours, the provision of two curricular pathways (itinerários formativos)—Humanities 
and Exact Sciences—and, in theory, the possibility for students to choose which pathway to pursue. Beyond 
these substantial curricular changes, the policy has been described as a “curricular policy marked by a lack 
of participation and the production of an economically oriented curriculum, with indications of a process of 
intensification and dequalification of teaching, as well as the implementation of a formative project that induces 
greater segmentation within the Brazilian school system” (Silva; Barbosa; Körbes, 2022, p. 399).
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and more engaging than traditional assessments such as exams. Over the following two weeks, 
the class profiles were created and the first posts began to appear.

As the initial groups started working, one of the aspects that immediately drew my attention 
was students’ familiarity with the “unwritten rules” of posting on these platforms, such as 
consistently including a final image with prompts like “like, save, comment, and share”. The 
classes quickly adapted to the proposal, and the activities progressed smoothly, leading the 
pages to achieve a modest level of reach.

At first, I was concerned that the absence of assessments in the form of tests covering all the 
content studied might result in greater dispersion among the classes, with reduced attention 
to classroom discussions. However, the lessons proved to be highly productive throughout 
the term. It was possible to present sociological concepts and discuss them with students in 
a very fruitful manner. All groups in all classes produced their posts without difficulty, and 
some even completed them ahead of schedule. Although most posts took the form of images 
accompanied by brief explanatory summaries, other formats were also explored, such as 
memes and videos. Among these, one video was recorded inside a gym, where a pair of 
students, while working out, discussed the concept of sociological imagination.

One group deserves particular mention for its work on the theme “Karl Marx and Class 
Struggle”. Going beyond the guideline of producing a single post on the topic, the group created 
20 posts across different categories, drawing on a wide range of cultural productions and 
historical figures related to the concept. Using creative designs, they began with a sequence 
explaining the concept itself. Subsequently, the page was updated daily with different series 
of posts. The first category presented by the group was entitled “CINEMARX: What Comrades 
Watch (or Should Watch) Nowadays?” The initial publication also included a subcategory, “On 
the Origins of Cinema Novo” (Figure 1).

Subsequently, the page features a discussion of Cinema Novo and seven film references, with 
synopses conceived by the group. Among them are Black God, White Devil (Deus e o Diabo 
na Terra do Sol, 1964), They Don’t Wear Black Tie (Eles Não Usam Black-Tie, 1981), and The 

Figure 1. Student-produced Instagram post titled “CINEMARX — What Comrades Watch (or Should 
Watch) Today: On the Origins of Cinema Novo, featuring Carlos Marighella”. The post mobilizes cinematic 
references to interpret class struggle through contemporary digital language. 
Source: Author (2023).

Second Mother (Que Horas Ela Volta?, 2015). In the following day’s post, excerpts from two 
of the films mentioned are presented.

Next, the group introduces another series they devised: “Things Karl Marx Would Applaud: 
Art as a Form of Protest”. This series includes images of street art, such as the phrase “Society 
is composed of two classes: one that has more appetite than dinners and another that has 



Rev. Ibero-Am. Estud. Educ., 21, ﻿e20090, 2026 10/14

﻿

more dinners than appetite”—attributed to the poet Nicolas Chamfort—spray-painted on a 
wall. This series comprises five additional parts.

Returning to the category “CINEMARX: What Comrades Watch (or Should Watch) Nowadays?”, 
another subcategory appears: “Queer and Non-White Protagonism”. The biographies mobilized 
at this point are those of Angela Davis and Frida Kahlo. Beyond descriptions of the lives 
and struggles of these figures, the posts present four cinematic references that retain, as a 
background, the students’ interpretation of Marx’s theory, now centered on queer and non-
white protagonism—for example, Sorry to Bother You (2018), Pride (2014), and Parasite (2019).

Interspersed with excerpts from the cited films, students present two additional subcategories 
within this series: “Revolutionary Silent Cinema,” which showcases films and mobilizes figures 
such as Che Guevara and Fidel Castro; and “Italian Political Cinema,” incorporating figures such 
as Stalin and Lenin. Finally, the group posted a poem written by a classmate and a sequence 
of publications inspired by Hélio Oiticica’s work Be a Marginal, Be a Hero (Seja marginal, seja 
herói, 1968). The number of topics mobilized by the group from the lesson’s theme exceeded 
expectations. This leads us to reflect that, had the same concept been addressed through other 
formats—such as seminars or debates—we would likely not have accessed so many elements 
of these adolescents’ subjectivities, nor the research capacity and creativity they demonstrated.

Within the limits of our analytical scope here, I also mention a post produced by a group from 
another class on the culture industry, developed in the final term. After explaining the concept, 
the students presented Taylor Swift as an example—the pop singer who was on tour in Brazil 
in 2023 and consistently features prominently in news related to the music industry (Figure 2).

Figure 2. Composite student-produced Instagram post applying the concept of the culture industry to 
contemporary pop culture. (a) Interpretation of Taylor Swift’s “Taylor’s Version” albums as an example 
of commodification; (b) conceptual explanation of the culture industry; (c) meme employing irony to 
critique the burdens imposed by cultural production; (d) schematic synthesis highlighting acceleration, 
hyperstimulation, and audience formation. 
Source: Author (2023).
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To conclude, I present excerpts from the accounts of two students who participated in 
the project. Joshua (16 years old), in addition to highlighting the autonomy of choice, the 
differentiated format as meaningful, and the possibility of sharing his work with the rest of 
the school, states that:

[...] it was an assignment where I went after something I actually liked. Like, I saw this meme 
on Twitter about McDonald’s in Japan and I thought, man, I have to do an assignment about 
this, because this is literally what the culture industry is. I had to, because it’s something that’s 
part of my everyday life, something I saw, something I laughed at—and then I understood 
how much we could go deeper into it. And, honestly, it was one of the coolest things I did last 
year, no joke. I talked about something I think is cool, something I was already involved with, 
something I knew—something that really brings together all my interests in that post. And, 
like, I made it, I edited it—I love that assignment. [...] doing things for someone or something 
I like is a captivating experience; I would definitely do it again.

In turn, the student Letícia states:

[...] Nowadays, it is common in our schools to frequently use technological devices for learning 
purposes, assignments, research, and other activities. Even so, the connection between the 
tools provided by the system and what students consume in their everyday lives was still 
weak. Once we step outside the school and completely disconnect from anything related to 
it—even though we have been using the available tools for study throughout the day—we can 
perceive how empty the space between technology and the school environment actually is. 
The project proposed by Professor Aline, which involved using a social network truly inhabited 
by her students, brought about the connection we had long expected between studying and 
the student. In today’s world, it is almost impossible to personalize the content we consume 
on social media so that we encounter useful and reliable information. As a student, I can 
affirm that the experience of having, on the social network I use the most, content that I 
also encounter in the classroom—presented in a fun and effective way—provided me with 
learning that I retained, just as I retain memes and other internet content. Creating accurate 
posts, without the spread of misinformation, teaching my classmates and anyone who might 
see them in their feed, and preserving all our effort in a lasting way, was not only enjoyable, 
but innovative and memorable. It was an experience of connection with school that I never 
imagined I would have beyond it.

DISCUSSION

The experience analyzed in this article allowed me to understand the use of Instagram in 
the teaching of sociology not merely as an alternative didactic strategy, but as a pedagogical 
device capable of reorganizing the relationships among sociological knowledge, school 
language, and youth lived experiences. The posts produced by students demonstrate that the 
appropriation of concepts occurred in a situated, relational, and creative manner, mobilizing 
contemporary cultural references and everyday experiences, in line with Campoy’s (2021) 
proposal of “teaching sociology by doing sociology”.

The example of the group that developed an extensive sequence of posts on Karl Marx and 
class struggle is particularly illuminating. By articulating cinema, urban art, poetry, pop culture, 
and historical figures, students not only demonstrated conceptual mastery but also produced 
their own interpretations, activating what can be understood as sociological imagination, albeit 
mediated by digital languages. This movement aligns with Ingold’s (2020) notion of education 
as correspondence, insofar as knowledge emerges from attentive engagement with the world 
rather than from the mere reproduction of previously stabilized content.

Contrary to interpretations that associate social media use with cognitive dispersion and the 
superficialization of thought—frequently present in media discourses and part of the critical 
literature—the empirical data of this research indicate that, when embedded in consistent 
pedagogical planning, digital platforms can foster processes of conceptual deepening and 
intellectual engagement. This finding directly dialogues with the reflections of boyd (2014), 
as it challenges the generational moralism that tends to interpret youth practices on social 
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media exclusively as risk, pathology, or alienation, disregarding their relational, expressive, 
and formative dimensions.

Nevertheless, the results also make clear that such potential does not materialize automatically. 
Teacher mediation proved to be central in preventing the platform’s own logic—marked by 
speed, engagement aesthetics, and the valorization of visibility—from overriding the formative 
objectives of the discipline. In this sense, the experience reported here resonates with Biesta’s 
(2013) concerns, indicating that student protagonism and active methodologies only become 
pedagogically relevant when articulated with clear and ethically oriented educational purposes.

Furthermore, the use of a private platform such as Instagram reintroduces dilemmas 
extensively discussed by Zuboff (2021), Martins Parra  et  al. (2018), and Mordente and 
Portugal (2024), particularly regarding the platformization of education, data extraction, and 
the reduction of teacher autonomy. Although these issues were not the central focus of the 
investigation, they permeate the experience and impose political and ethical limits that must 
be acknowledged. Thus, the pedagogical use of social media requires not only methodological 
creativity but also a critical stance toward the power structures that organize the contemporary 
digital environment.

Finally, I argue that the proposal analyzed here gains particular relevance in the context of the 
New Upper Secondary Education, marked by the reduction of sociology’s instructional hours 
and increasing pressure for supposedly innovative practices. Unlike approaches aligned with 
the neoliberal logic of human capital formation—criticized by Laval (2004) and problematized 
by Sibilia (2012)—the experience described points toward a use of technologies oriented by 
the democratization of sociological knowledge, the valorization of youth experiences, and the 
collective construction of meaning.

CONCLUSION

Throughout this article, I have sought to demonstrate that the incorporation of social media into 
the teaching of sociology does not stem from an uncritical adherence to digital technologies, 
but rather from a reflective movement that emerges from the encounter between students’ 
lived experiences, the challenges of the contemporary school context, and theoretical debates 
in the social sciences and education. Instagram, initially a residual space of interaction between 
my students and me, became—through intentional pedagogical planning—an environment 
for the production, circulation, and resignification of sociological knowledge.

The results of the experience indicate that the proposal fostered intellectual engagement, 
creativity, and student autonomy, enabling classical sociological concepts to be appropriated 
through languages close to students’ everyday experiences. This process contributed to 
constructing a perception of sociology as a living, interpretive, and socially situated body of 
knowledge, rather than as an abstract set of theories detached from youth realities. In this 
sense, I understand the experience as dialoguing with the educational conceptions defended 
by bell hooks (2013) and Paulo Freire, by promoting a more democratic, dialogical, and 
affectively engaged classroom.

However, the experience also revealed tensions and limitations. The overload imposed by the 
simultaneous use of multiple institutional platforms, inequalities in access to technologies, and 
the productivist logic that permeates everyday school life affected, over time, the complexity 
and boldness of students’ productions. These elements reinforce the need for debates on 
technologies in education to move beyond the methodological level and to be articulated with 
broader reflections on educational policies, teachers’ working conditions, and societal projects.

Thus, rather than advocating the use of social media as a pedagogical solution in itself, I 
maintain that schools must take up the challenge of critically engaging with the technologies 
that structure contemporary social life. As Ingold (2020) argues, to educate is not to immunize, 
but to expose; it is not to protect subjects from the world, but to guide them in their entry 
into it. I emphasize that the issue is not to judge ICTs as right or wrong, good or bad, but to 
recognize that they are intrinsic to the lives of contemporary youth. It is not for the school 
to decide whether these technologies should be part of school life, because social media 
are already fully embedded in students’ lives. What becomes necessary, therefore, is to 
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address them through a methodical educational process—precisely what we sought to do 
in the pedagogical proposal described here. Within this horizon, school sociology occupies a 
privileged position to problematize social media not only as didactic tools, but also as objects 
of analysis, experience, and dispute.

Finally, I understand that the proposal presented here does not close in on itself, but rather 
opens pathways for new investigations and pedagogical experiments. By recognizing 
students as subjects who produce knowledge and social media as ambiguous territories—
simultaneously formative and problematic—I reaffirm the school as a space of attention, 
correspondence, and collective construction of sociological knowledge.
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