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Abstract 
This dissertation provides an analysis of educational management, based on 
Cultural-Historical Activity Theory, within school and beyond its walls. To begin 
with, I analyzed the definition process of educational management that was 
furthermore used to produce and evaluate the management plan, a tool to 
reorganize an educational system. After that, I introduced a case in which a school 
reorganized its management based on a creative chain of activities to transform 
itself and the local community. Finally, I analyzed secondary students’ social 
movements as a form of paving the way to organize educational management from 
the grassroots. 

The whole research process was supported by formative interventions, leading 
to an intravention, under the umbrella of critical collaborative research, in which 
different stakeholders took part in different stages of the research to negotiate and 
act. In the formative intervention, the researcher played a central role in supporting 
participants in the organization of the activities and in the different learning cycles 
that took place in each bond of the creative chain of activities. The intravention 
was the result of the formative intervention. While the formative intervention 
enabled an environment collaboratively guided by the researcher, in the 
intravention stakeholders developed and enhanced the tools used in the formative 
intervention, In a different perspective, an exploratory study was also conducted, 
though investigating how secondary students developed their own intervention in 
the form of social movements as an attempt to reorganize the school.  

Concerning data, the Management in Creative Chians project comprised 120 
hours of recorded videos of the formative meetings, which objective was to define 
the concept and support coordinating the educational management in the city. In 
addition to the formative encounters, different data sources comprised:  interviews 
with educational managers, educational management plans, presentations used to 
organize and document the encounters, teacher planning, and educational 
management reports. Whereas in the students’ social movements, data derived 
from 122 Facebook pages posts related to the interconnected social movements: 
56 pages from the movements that happened in São Paulo, and 66 pages about the 
movements in Rio de Janeiro. Data were collected between October 9, 2015, at 
the beginning of the first movement, until April 30, 2016.  



To analyze data from the Management in Creative Chains Project, qualitative 
methods were applied. Data were firstly organized based on the thematic content 
and afterwards, discursive analysis based on argumentation organization was 
conducted. In the secondary students’ social movements, in addition to qualitative 
methods, such as content and multimodal analysis, network analysis were also 
applied.  

I summarized the findings into five scientific articles of the dissertation 
(Article I - Article V). In Article I, the focus was on the formation of the concept 
of educational management. In Article II, the tool management plan was analyzed 
during its production and implementation. Articles III and IV dealt with a specific 
school case in which school members and the community worked together to solve 
a flood issue. Articles I and II were part of the Management in Creative Chains 
project, while Articles III and IV present an intravention, which was an extension 
of the management in a creative chain project. Article V introduced the 
exploratory study in which secondary students occupied their schools to fight for 
better educational conditions, providing the understanding of a form of 
educational management from students’ perspectives. 

This dissertation provides an interconnected thread of theoretical concepts and 
methodological framework that led to the analysis of different forms of expansive 
learning. Besides, the dissertation sheds the light on the analysis of educational 
management beyond schools’ walls. 

 
Keywords: Expansive learning, formative interventions, students’ social move-
ments, educational management, collective concept formation, creative chains of 
activity, collaborative and transformative agency 

  



Abstrakti   
 
Tämä väitöskirja tarkastelee toiminnanteoreettista työtä apuna 
opetuksen/koulutuksen johtamisessa/järjestämisessä koulussa ja sen ulkopuolella. 
Aluksi tarkastelen opetuksen/koulutuksen johtamisen/jäsentämisen 
määrittelyprosessia, jota käytetään toimintasuunnitelman tuottamiseen ja 
arvioimiseen. Toimintasuunnitelma on työkalu, jolla koulutusjärjestelmää 
uudelleen organisoidaan. Tämän jälkeen esittelen tapaustutkimuksen, jossa koulu 
uudelleen organisoi johtonsa “toimintojen luovan ketjun” pohjalta, 
tarkoituksenaan muuttaa sekä koulua että sitä ympäröivää yhteisöä. Lopuksi 
analysoin toisen asteen opiskelijoiden yhteiskunnallista liikettä toimintamuotona, 
joka viitoittaa tietä opetuksen/koulutuksen organisoinnille ruohonjuuritasolta 
käsin. 

Koko tutkimusprosessia tukevat formatiiviset interventiot, jotka johtavat 
intraventioon. Tämä tapahtuu kriittisen kollaboratiivisen tutkimuksen kautta, 
johon eri partnerit/toimijat sitoutuvat neuvotellen sekä osallistuen tutkimuksen eri 
vaiheisiin. Formatiivisessa interventiossa tutkijalla on keskeinen rooli 
osallistujien tukemisessa näiden organisoidessa toimintojaan ja eri 
oppimissyklien aikana, jotka tapahtuvat kunkin luovan toimintaketjun 
solmukohdassa. Viimeksi mainitussa tutkijoiden läsnäolo on vahva, kun taas 
ensiksi mainittu toimii tilana, jossa työntekijät kehittävät ja uudelleen luovat 
välineet formatiivisen intervention pohjalta. Toisesta näkökulmasta katsoen 
väitöskirjassa suoritetaan myös kokeilullinen tutkimus, jossa tutkitaan miten 
toisen asteen oppilaat kehittävät oman interventionsa yhteiskunnallisen liikkeen 
muodossa yrityksenään uudelleen organisoida koulu.  

Management in Creative Chains - projektin aineisto koostuu 120 tunnista 
videomateriaalia, jotka on nauhoitettu formatiivisissa 
tapaamisissa/kehitysistunnoissa, joiden tarkoitus oli käsitteellistää ja organisoida 
opetuksen johto/johtaminen kunnallisessa koulutusjärjestelmässä. Näiden 
tapaamisten lisäksi muuta aineistoa ovat haastattelut, hallintasuunnitelmat, eri 
versiot tapaamissuunnitelmista sekä Powerpointesitykset, koulun suunnitelmat 
sekä raportit. Oppilaiden yhteiskunnallisia liikkeitä koskeva aineisto koostuu 122 
aikajanajulkaisusta Facebook-sivulla, jotka liittyvät keskenään yhteydessä oleviin 
yhteiskunnallisiin liikkeisiin: 56 liittyen Sao Paoloon ja 66 Rio de Janeiroon. 
Julkaisujen aikajänne kattaa ajan lokakuusta 2015, jolloin ensimmäinen liike 
perustettiin, huhtikuuhun 2016. 

Management in Creative Chains - projektin aineiston analyysi perustuu 
laadulliseen tutkimusmenetelmään. Aineisto järjestettiin ensin temaattisen 
sisältönsä mukaan ja analysoitiin tämän jälkeen diskurssianalyysin avulla, joka 
pohjautui argumentaation jäsentelyyn. Toisen asteen oppilaiden 



yhteiskunnallisten liikkeiden osalta käytettiin lisäksi sisällönanalyysia sekä 
multimodaalianalyysia.  

Väitöskirja koostuu viidestä tieteellisestä artikkelista, jossa tutkimustulokset 
on raportoitu (Artikkelit I-V). Artikkelissa II analysoidaan toimintasuunnitelmaa 
välineenä sen tuottamis - ja toimeenpanovaiheissa. Artikkelit III ja IV käsittelevät 
tapaustutkimusta koulussa, jossa koulun sekä sitä ympäröivän yhteisön jäsenet 
työskentelevät yhdessä ratkaistakseen alueen tulvaongelman. Artikkelit I ja II ovat 
osa Management in Creative Chain - projektia, kun taas artikkelit III ja IV 
pohjautuvat intraventioon, joka rakentuu edellä mainitun projektin pohjalle. 
Artikkeli V esittelee tutkimuksen, jossa toisen asteen oppilaat valtasivat koulunsa 
taistellakseen parempien opiskeluolojen puolesta. Tämä artikkeli lisää 
ymmärrystä opiskelun järjestämisen muodosta oppilaiden näkökulmasta.  

Tämä väitöskirja nivoo yhteen teoreettisia käsitteitä sekä metodologisen 
viitekehyksen, joiden avulla ekspansiivisen oppimisen muotoja voidaan 
analysoida. Lisäksi väitöskirja valaisee opetuksen järjestämisen/johtamisen 
analyysia koulun seinien ulkopuolella.1  

 
Avainsanat: Ekspansiivinen oppiminen, formatiiviset interventiot, oppilaiden 
yhteiskunnalliset liikkeet, toiminnan luovat ketjut, yhteistoimijuus ja 
muutostoimijuus 

 

1 The abtstract was translated into Finnish by Terhi Esko with the help of Heli Kaatrakoski. 
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THERE ARE PEOPLE DYING, ANA2 
 
(To Ana Montenegro3) 
 

There are people dying 
In the dry Northeast 
On the dry roads 
There are people dying 
Feeling thirsty and starving  
There are people dying 
Ana 
There are people dying 
 
There are people dying  
Due to anguish and fear 
Lack of love 
There are people dying 
Of pain and hate 
There are people dying 
Ana 
There are people dying 
 
There are people dying 
In war fields 

There are people dying  
In peace fields 
There are people dying 
Due to slavery 
There are people dying 
Ana 
There are people dying 
There are people dying 
In infected prisons 
There are people dying  
Because they want to work 
There are people dying 
Asking for help 
There are people dying 
Ana 
There are people dying 
Yes Ana 
There are people dying 
(Trindade, 1999, pp. 103–104) 

 
 
 

2 Translated by Monica Lemos 
3 Brazilian journalist, poet, feminist, and from the communist party.
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Preface 

The roots of this dissertation are based on the efforts of different stakeholders to 
balance the law and the theoretical discussion about educational management, 
with what happens at schools in developing countries such as Brazil. On one hand, 
there is a strong pressure by the policymakers to organize educational 
management towards results assessments and indicators, which are understood as 
quality of education. On the other hand, Brazilian law (Brasil, 1996) states that 
educational management should be democratic, and the community should take 
part in decision-making. Despite what Brazilian law states, the meaning of quality 
of educational management is still distant from what surrounds school reality. 
Scenes such as the one described below by a public-school pedagogical coordina-
tor and a Geography teacher are still common. 

The police were bursting into the neighborhood. We were at the gate while stu-
dents were leaving school. As soon as a boy left school, he was punched and 
kicked to death by ROTA4, the police riot squad in São Paulo, in front of our 
eyes. His face was covered with blood, and we were astonished while he was 
thrown into the police car. When it is ROTA, there is no chance [to escape from 
them]. (Interview 2018 - Pedagogical coordinator & Geography teacher). 
 

I was called at the Regional Board of Education to give an account of the 
projects that we develop at school. According to the new supervisor, we develop 
the projects to make money out of them and not because the school needs it. She 
has a pre-conception that there are gaps in the project, despite our great results at 
IDEB, the Basic Education Development Indicator. It has always been like that. 
Life is like that, some forces can complement or become opposing forces to each 
other. (Interview 2018 - Pedagogical coordinator). It seems there is a lack of 
relationship between what the law and regulations state and what happens at 
school.  

Taking that context into consideration, the empirical data for this research 
comprise 120 hours of video data from formative meetings in the Management in 
Creative Chains project, and approximately seven hours of interviews with 
educational managers from São Paulo Municipal Secretariat of Education, 

4 ROTA – “Ronda Ostensiva Tobias de Aguiar” is the name of the riot police division of the city 
of São Paulo. 



pedagogical coordinators at school, teachers, and community members. It also 
comprises 122 Social Networking Sites pages for an exploratory study on 
secondary students’ social movements. 

This study stems from the Cultural-Historical Activity Theory, considering it 
from a social perspective, to understand human development. According to 
(Engeström, 2009a, p.348), “bringing together the big and the small, the 
impossible and the possible, the future-oriented activity-level vision and the here-
and-now consequential action” is the main task of Activity Theory. In addition, 
the theory of expansive learning offers the possibility of envisioning new forms 
of educational management. 

 
São Paulo, January 2022 

 



 





 
1 Introduction 

This study aims at analyzing a formative intervention for the transformation of 
educational management in São Paulo, Brazil. Besides, I also explore how 
secondary students’ social movements envision a non-institutional form of 
managing education. Both studies enable the understanding of how different 
school subjects develop and implement instruments for educational management 
beyond school walls. 

Brazilian educational system has public and private schools. From those 
schools, 77,84% are public, with 85,5% of students (INEP, 2019). According to 
Barros (2020), there are 529.921 favelas 5  or other types of precarious 
marginalized housing in São Paulo, where most public schools are located.  

In addition, school community is surrounded by high levels of criminality and 
poverty. The challenges faced in such a reality lead to the necessity of developing 
tools to promote education at school and beyond its walls in a less marginalized 
manner. Those tools may comprise agreements with the community, such as the 
use of school space for leisure or projects involving school and community 
members. Moreover, there are other problems for the school community. Among 
those issues, four stand out: teachers underpayment, overcrowded classes, 
violence inside and outside classrooms, and lack of infrastructure. 

First, teachers are underpaid and work long hours, sometimes in two or three 
shifts at different schools. Teachers, who work in secondary education, may earn 
€700 a month, while in elementary school, they may earn €600 a month (Barbara, 
2015). Second, there are many students in classrooms. The actual number should 
be around 30, but it could go beyond 90.  

Third, violence is a constant at schools, including the one moving from outside 
to inside school, and the one the educational system generates itself. 
Consequently, despite having the prerogative of attending public and cost-free 
schools, violence impairs learning (Freitas, 2009). Moreover, the educational 
community is not prepared on how to deal with violent situations within the 
schools. Sometimes they must negotiate their classroom or school schedules with 
drug dealers from the neighboring communities. Besides, teachers are not 

5 Housing clusters with reduced dimensions, built with inadequate material (old wood, zinc, tin, 
cardboard, and plastic bags) with no official urban organization lacking urban and social equipment 
and services (Paulino, 2018).  



prepared to bring up issues such as children who are lured at a young age to work 
in organized crime, they are not prepared to talk to students who have their parents 
arrested or killed by the police. 

Fourth, infrastructure at schools is poor, lacking basic materials ranging from 
toilet paper to classroom supplies, as well as facilities such as technological 
equipment and resources (Lemos & Cunha, 2018). Besides, school space can be 
precarious, lacking Science, I.T. and other kinds of laboratories.  

In addition to the four problems, there are several unsolved contradictions 
between quantity and quality of education concerning school rights. First, between 
pedagogical and social-cultural aspects, and second, between a school for 
producing knowledge for the rich and social missions for the poor (Libâneo, 
2012). Moreover, bureaucracy prevails, discouraging school workers, and school 
communities (Freitas, 2009).  

On top of that, in 2019, the federal and state government proposed deep cuts 
in education and approved the reduction of active classrooms, making that chaotic 
scenario even worse. Furthermore, the unexpected burst of the COVID-19 
pandemic in 2020 and 2021 unveiled the precarious scenario of public schools, 
increasing the differences between schools for the rich and schools for the poor. 
Those contradictions increased the tension between the business-oriented model 
of management in opposition to a more multivoiced and careful with local needs. 

This way, the notion of citizenship-as-legal-status is related to being a 
community member, with rights and obligations, and the citizenship-as-desirable-
activity deals with the quality of people’s participation in their community 
(Kymlicka & Wayne, 1994). Therefore, education should be considered as a 
continuous process, in which the city should be involved (Freire, 1992).  

According to Freire, 
the city becomes educating no matter one’s will or desire, the city becomes 
educated by the necessity of educating, learning, teaching, knowing, creating, 
dreaming, imagining that we all, men and women, impregnate its fields, its 
mountains, its valleys, its rivers. We impregnate its streets, its squares, its 
fountains, their homes, their buildings, leaving in everything a stamp of a certain 
time, the style, the taste of a certain time. The city is culture, creation, not only 
for what we do in it and of it, so we create it and with it, but it is also culture by 
the aesthetic or astonishment sight we give it. The city is us and we are the city. 
(Freire, 1992, p. 13). 



Thus, this study provides the analysis of a formative intervention, within the 
expansive learning theory (Engeström, 1987), in a creative chain of activities 
(Liberali, 2009b) in municipal schools. Furthermore, this research depicts an 
exploratory case study on social movements involving secondary students from 
public schools, struggling to ensure minimum conditions for learning (Lemos & 
Cunha, 2018). By organizing the social movements, students tried to overcome a 
variety of challenges and compensate traditional school management, since it 
could not secure such basic learning conditions in these schools. 

According to Liberali (2012b), the absence of collaboration amongst different 
stakeholders prevented the development of educational policies, as well as the 
participation in decision making for planning and organizing educational 
managers’ work. Thus, this study stems from a tension between the prevailing 
educational management model based on business and the growing need for 
dialogue and sensitivity to local needs. 

All in all, this research aims at analyzing how different school subjects develop 
and implement instruments for educational management beyond school walls. 
Furthermore, it seeks to analyze attempts of organizing an educational system, 
which focuses on results of tests and assessments, instead of facing marginalized 
social realities for students and educational professionals, so they can overcome 
educational management encapsulation.  

1.1. Structure of the thesis 
This dissertation was produced at first in the form of a research plan (Lemos, 
2014), which gave me support to design the structure of the dissertation and 
mostly to select and organize 120 hours of raw data in a more logical sequence. 
Somehow, the research plan was my outline, which according to APA (2010) 
supports keeping the logic of the research. It also indicated that some of the initial 
choices I made would not work for this research. Furthermore, as this is an article-
based dissertation, key theoretical concepts, the context of research, data, and 
analytical description derive from the articles published in peer-reviewed journals. 

Thus, to collaborate with the field of educational management from a Cultural-
Historical Activity Theory (CHAT) perspective, this study starts with an overview 
of educational management models, which aims to clarify the pathways of 
educational management from different theoretical, methodological, global, and 
local perspectives.  

Then, I introduce key features of how educational management evolved over 
time in Brazil, with special attention to the municipality of São Paulo, where data 



generation took place. Then, I present the theoretical framework of this study, 
divided into (1) expansive learning theory; (2) sense, meaning, and concept 
formation; (3) the creative chain of activities; and (4) collaborative agency.  

After that, I present the methods for generating, collecting, and analyzing data, 
which aim to restate the research questions. Then, I portray the context of research, 
the formative interventions methodology, and the exploratory case study. I 
conclude that section with an overview of the data studied, and the methods of 
analysis.  

Finally, I depict the five articles that structure this dissertation, summarizing 
the findings, the evaluation of the research process, and the concluding remarks. 
Therefore, this dissertation shares an interconnected thread of theoretical 
concepts and methodological framework that led to the analysis of different forms 
of expansive learning, shedding the light on educational management activities 
beyond schools walls. 

1.2. Overview of educational management models 
Over time, researchers have understood educational management as a tool or 

a technique to deal with school activities (Souza, 2006). Kumpulainen et al. 
(2010), and Libâneo (2018) also highlight that educational management has been 
associated with school administration. On the other hand, Bush (2011) emphasizes 
that educational management concerns the operation of educational organizations 
as a field of study and practice. According to Paro (2010) educational management 
works as the mediation between school agents and holds its ground in democracy 
as social praxis. 

According to Bush (2011), educational management derived from general 
management principles, which were first applied to commerce and industry, 
especially in the United States. Hoy & Miskel (2013) add that there was a strong 
influence of the scientific management perspective work by Taylor, in which 
individuals needed to adjust their actions, as efficient machines. Fayol was another 
strong influence focusing on planning, organizing, commanding, coordinating, 
and controlling. The same can be applied to Weber on bureaucracy, producing 
more with fewer resources, time, and energy (Pessoni, 2019). 

In contrast, Hartley (1999) and Heck & Hallinger (2005) highlight the need for 
transforming public management and its impacts on the adoption of flexible model 
of production in the field of educational management. The authors suggest the 
replacement of the Taylor/Ford production model by a more agile and flexible 
one, to achieve current market demands, focusing on customer service. They also 



pointed that their updated model has changed from a bureaucratic model to a more 
flexible model. For Aubrey, Godfrey, and Harris (2013, p. 4), Taylor’s, Fayol’s, 
and Weber’s perspectives might have been effective for an economy premised on 
industrial production, but are not well suited to a more knowledge-oriented 
economy. 

In a democratic perspective, the Brazilian Basis and Guidelines for Education 
(Brasil, 1996) outline the directives concerning educational management in its 14th 
and 15th articles. Following those articles, teaching systems should decide on how 
to democratically apply educational management regulations, according to the 
following principles.  

First, regarding educational professionals’ participation in the organization of 
the school pedagogical project, which states schools’ mission, principles, and 
goals. Second, counting on the participation of local and school community in 
educational board meetings or similar. Besides, they strongly suggest that 
teaching systems make sure that school units in public basic education comprise 
pedagogical and administrative autonomy progressively, considering financial 
management, and following public financial rules. 

Insofar as Brazilian Educational Basis and Guidelines (Brasil, 1996) 
recommend educational management as democratic and autonomous, they do not 
tell how schools are going to implement it. Consequently, educational 
management in Brazil has recently relied on the quality of students’ learning 
process  (Lück, 2000; 2009; 2010). Nevertheless, it is hard to determine what 
quality means in that context. Usually, quality is associated with students’ 
performance in large-scale assessments, which are not enough to provide 
indicators of what needs to be changed. 

As a result, quality has been demonstrated by the number reached in results 
offered by tests, from local, to state, and national assessments. The focus on results 
steers from the focus on educational management for teaching and learning, or for 
transforming the community, which makes educational managers focus more on 
aims and results, instead of development and knowledge production (Lemos & 
Engeström, 2018). In another direction, Sahlberg (2011) claims that when tests 
are used as tools to measure educational quality, ranking and awards do not 
promote real school improvement. The author also states that joint decisions by 
the school community, including parents and students for discussing the goals of 
the institution, combining results students reach on external and internal 
assessments, parents’ contributions, and school self-evaluation, enable school 
development and, consequently, an improvement on tests performance. 



Besides, Neumerski (2013) indicates that educational management studies 
could unveil the relationship among educational managers and the community 
towards teaching and learning improvement. In the same direction, Libâneo 
(2018) states that it should oversee intertwining scientific and day-to-day concepts 
towards actions in social life. The author emphasizes that the objective of 
educational management and organization is to provide resources for school 
success and the development of everyone involved in educational processes.  
Besides, Libâneo points to the importance CHAT has in the understanding that 
institutions and individuals play an important role in changing contexts due to the 
motives of learning activities, and sense and meaning, which affect the way 
schools are organized. 

Collaboration between schools and the community has been studied previously 
and portrays different perspectives about the issue. Green (2017) points the 
importance of preparing educational managers’ to understand and work with all 
stakeholders engaged in the school community and to develop more empirical 
research to document such processes.  

From a CHAT perspective, Gronn (2000) and (Spillane and Orlina, 2005) 
convey the importance individuals have on the development of different tools and 
structures. They also emphasize the need for interaction among educational 
managers for improving school leadership. Besides, tool mediation can also 
modify the duality structure and agency in educational management (Gronn, 
2000). Broadening that idea, Aidman & Baray (2016) highlight the importance of 
leaders’ preparation to foster collaboration among multiple stakeholders in 
educational settings. Moreover,  Burns et al. (2015) suggest that collaboration in  
educational systems produces richer learning outcomes for all involved, especially 
students. 

Based on the educational management literature, I depict key forms of 
educational management as introduced in literature: bureaucratic model, flexible 
model, market model, teaching and learning actions, and expansive educational 
management. While bureaucratic, flexible, and market models transpose business-
oriented models to educational management, teaching and learning actions 
provide a more feasible purpose to school. However, all those models focus on 
the here and now, immediate actions rather than future oriented expansive 
activities. 

It is possible to notice two intertwined aspects in the management process. 
First, management researchers, who make strong efforts to build a theory that can 
be applied in any kind of organization. Second, educational management 
researchers who do their best to legitimate their theoretical frameworks on a 



scientific basis strengthened by management theories. Therefore, they can reach 
the same patterns of effectiveness and structure reached by the companies 
(Pessoni, 2019). 

As proposed by Engeström (1991), such effects would result in encapsulation 
of educational management, a form of educational management that is hand in 
hand to immediate results, top down ready made tools. According to Gronn 
(2000), encapsulation is also connected to the notion of subsumption, with each 
succeeding layer of responsibility as the basis of all hierarchies in an organization. 
In fact, studies on educational management give a relevant overview of the topic. 
Nonetheless, they show a strong emphasis on the here and now actions, with 
immediate solutions.  

Such context leads to the firefighter metaphor, in which educational managers 
are understood as the ones to extinguish fire at shool. That is, they are supposed 
to solve immediate issues, so much present in the discourse and day-to-day routine 
of educational managers. Therefore, most of the studies on educational 
management ignore the influence educational management has on the lives of 
those participating in the school relation to its local communities. 

Gronn (2000) states that educational management should be organized in 
jointly performed activities and social relations. Thus, situations and contexts, and 
their objects, can both structure and mediate educational management thinking as 
part of the overall system of collective relations between agents, activities, and 
objects. In addition, building on Libâneo’s understanding (2018), educational 
management from a CHAT perspective would imply taking the teaching-learning 
motives into account, also multivoicedness, conflicts and contradictions which 
would affect educational management activity system, therefore leading to 
teachers and student’s development and learning.  

Such understanding is crucial to overcome the boundaries built in low-income 
countries such as Brazil, for the school that provides knowledge production to the 
rich and social host for the poor (Libâneo, 2012). Educational systems can be 
changed by organizing activities considering their joint objects, and by identifying 
and transforming their possible contradictions in an expansive movement. 

The limitations of the studies on bureaucratic, flexible, and market mechanism 
model, rely on educational management as a field of knowledge based primarily 
on industrial management. Such limitations generate the primary contradiction of 
working with numeric goals and generating human labor in opposition to learning 
and development. Besides, although the studies conducted in the field point 
towards relevant background on educational management, they do not refer to 



management organized as activities. This overview of literature aimed at shedding 
the light on key aspects of the development on research about educational 
management.  

1.3. On the history of educational management in Brazil 
In this section, we provide a brief overview of the history of public education in 
Brazil. That is important to the understanding of how educational management 
has changed in the city of São Paulo, and what generates the need for a formative 
intervention on educational management, and the uprise of secondary students’ 
social movements. 

The first notion of educational management in Brazil was established by priests 
from the Society of Jesus, the Jesuits. Their purpose was to organize a type of 
school that could catechize indigenous people, and another type that would 
prepare children from Portuguese people to study higher education in Europe. In 
the case of indigenous people, Jesuits would teach them how to speak Portuguese, 
and forbid them to speak their barbarous language. Besides, they would replace 
their culture, which was closer to sin, with the culture that led them to the Cristian 
devotion, closer to heaven (Freire, 2011). When the Jesuits disregard the 
colonization of the indigenous people in favor of the Mission they believed, it is 
a salvation process for the indigenous people and themselves.  

 
Figure 1. Missionaries teaching little indigenous how to sing (Bemardelli, n.d.) 



From The Memorial of Municipal Education webpage, public education in São 
Paulo started in 1935, with the creation of Children’s Clubs, which were the first 
educational settings available in Brazil. Although they were not recognized as 
educational spaces, children could engage in different tasks involving arts and 
sports. They were created by the Brazilian poet and educator Mário de Andrade, 
who oversaw the city of São Paulo Department of Culture from 1935 to 1938 
(Faria, 1999). In Figure 2 there is an example of Children’s Club, which was 
founded in 1949. 

In the 1940s, a period in which Brazil was under the dictatorship by Getúlio 
Vargas (Fausto, 2012), it was the first time that education was mentioned in 
official documents as a right for all people. However, it was not described as a 
state duty. Another important point is that primary education was free of charge, 
and private institutions could offer other levels of education. 

Figure 2. Children’s Club number 8, founded 1/25/1949 (SME, 1995) 

At the same time, there was a strong movement in different districts of São 
Paulo, which demanded better quality of life for the population, especially 
regarding education. The popular pressure increased access to school education, 
which was a privilege to wealthy people by then, and provided the possibility of 
social insertion through education of lower-income population, the working class. 
There was a strong effort between the State and the City to establish partnerships 



to promote education. In that period, the city of São Paulo established primary 
education for all (Andreotti, 2006). 

Juscelino Kubitschek became the president of Brazil in 1956. His motto was 
fifty years in five, which focused on the rapid growth of the Brazilian industry. In 
that period the municipal primary education was made accessible for the whole 
country. Therefore, during his government, there was a decrease in the number of 
children sent to Children’s Clubs.  

However, the admission to secondary school, called gymnasium, demanded 
students to succeed in a test, which favored students who attended to good quality 
primary school and excluded students who did not, most of them in less privileged 
areas (Gama et al., 2018). By that time, all Brazilians could go to school. However, 
only literate people were considered eligible for the gymnasiums. Figure 3 
represents a model of school in the fifties. The building was made of wood. 

 
Figure 3. Municipal school in the fifties (SME, 1995) 

From 1964 to 1985, the Brazilian political situation changed again due to the 
military government, the coup d’etat closing political order on one hand, and 
providing an economic model based on capitalism, on the other. In that period, 
there was a remarkable growth in urbanization and companies started contributing 
to the gross domestic product, called the economic miracle (Vieira, 2014).  

The so-called economic miracle, however,  revealed low workforce 
productivity. Such fact was immediately associated with low attendance at all 



school levels, high school evasion levels, and school failure. Those factors were 
introduced as the main obstacles to the military project of development and 
modernization. Because of that, the school system at that time was responsible for 
the low workforce qualification and, consequently, bad income distribution and 
bad political process formation of the population (Pessoni, 2019). According to 
Godoy (2011), the main objective of education in the country during the 
dictatorship was a more comprehensive primary educational system. Therefore, 
students could read and follow the regulations demanded by the military 
government.  

In 1971, the division into primary and secondary education was abolished, and 
an eight-year basic education system was established. Such organization replaced 
pedagogical issues with administrative ones, since the public educational system 
started receiving public with diverse educational background (Godoy, 2011). 
Though, schools were mainly considered apparatuses to transmit the knowledge 
desired by the military government, in addition to a way of producing labor force. 

From 1989 to 1991, Paulo Freire, an acknowledged Brazilian pedagogue, and 
one of the precursors of popular education in Latin America (Freire, 1998), was 
invited to lead the Secretariat of Education of São Paulo. That was remarkable for 
two reasons. First, he was nominated by the first female major who was elected 
by the population. Second, Freire was already worldwide recognized for his 
critical pedagogy. His biggest endeavor was teaching for liberty in a city full of 
contradictions.  

According to Freire (1998), teaching for liberty meant including notions such 
as autonomy, dialogue with the educational system, dialogue within the school, 
and school dialogue with the community. That is, the school in the world and the 
world in the school. Finally, regarding the quality of education, Freire stated that 
the administration he belonged to, did not struggle for just any type of educational 
quality, but for the kind of educational quality which was democratic, popular, 
rigorous, serious, respectful, and affirming of a popular presence in the school, in 
the hope of making schools increasingly happier places to be (Freire, 1998). 

In the nineties, with the change of the political party, educational policies also 
changed. The political party Freire was part of, which was the most prominent left 
party at that time, was replaced by a conservative and right-wing one. From the 
Freirean notion of education as dialogue inside the school system and in the 
community as a kind of quality, educational management changed to a total 
quality management perspective. Quality became a way of perceiving schools as 
companies, and communities as clients. Consequently, schools were supposed to 



provide an educational service based on results and indicators provided by 
assessments.  

By then, the city invested in programs aiming at teaching recycling (teachers’ 
knowledge were outdated, and needed to be updated or recycled), there was also 
the need to build schools quickly. Therefore, tin school constructions, as depicted 
in Figure 4, became very popular in São Paulo. That was because the construction 
was fast, and they could minimize the lack of student vacancies. There are still 28 
zinc schools in the city of São Paulo, most of them located in the south area. 

Figure 4. A zinc school, popularly known as tin school (Vicente, 2018) 

Since the beginning of the 2000s, management still considers the results of 
internal and external assessments. To encourage students to attend school and 
reduce absenteeism, children are given vouchers for acquiring school uniforms 
and stationery supplies every year, and food every month. Those policies were 
created in the nineties, prevailed in the 2000s, and are used to date. 

One remarkable improvement in São Paulo was the creation of the Unified 
Educational Centre (in Portuguese, CEU), as in Figure 56, which comprises early 
childhood, elementary and secondary education. In addition, it offers adult 

6 https://www.encontrasapopemba.com.br/sapopemba/ceu-rosa-da-china.shtml



education, sports, culture, and other events for local and school communities. 
Another meaningful advancement was the development of the Curricula 
Guidelines Program, and the City Curricula, which the main objective was to set 
the city curricula and to provide learning benchmarks for each area of elementary 
education. 

 
Figure 5. Unified Educational Center (CEU) in the 2000s (Source: MSE webpage) 

Another recent twist in Brazilian public education was the militarization of 
schools. By mid-2018 the number of militarized public schools in Brazil had 
increased 212% (Fidalgo et al., 2020). In 2019 civic-military schools’ program 
(PECIM) was released as a partnership between the Education and Defense 
Ministries in educational management. The purpose was to implement 216 
schools of the type by 2023 (Brasil,2019).  

According to the government, the main aims of the program were: improving 
school environment, reducing violence, evasion, and failure. At the time of the 
program release, the president stated: “I noticed that some places had an election 
and did not accept the civic-military school. I am sorry, but it is not a matter of 
accepting, this needs to be imposed.” He added “we do not want these guys to 
grow up and, in the future, become a dependent of government social programs 
until they die” (União, 2019). 

According to Martins (2019), the civic-military program encompasses the 
following principles: 

i. Quality in basic education; 
ii. Priority to schools in socially vulnerable contexts; 

iii. Management for excellence; 
iv. Strengthening of human and civic values; 
v. Military schools management model. 



The work of militarizing schools would be developed by the Secretariat of 
public security, using funding of the Ministry of Education, and hiring veterans 
from the army. In fact, according to Martins (2019) and Mendonça (2019) without 
mentioning it, the civic-military program and its apparatus put behind all the 
democratic management characteristics as stated in the Brazilian Constitution 
(Brasil, 1988), which was developed just after the military government, and the 
Brazilian Basis and Guidelines for Education (Brasil, 1996).  

 
Figure 6. Militarized classroom (Gazeta Online, 2019) 

The effort to make educational changes so fast, with excellence and quality 
was not so present during the pandemics of COVID-19 in 2020. The Ministry of 
Education, as well as the Ministry of Health, became two mysteries. The minister 
who was so energetic about results and advancements that the civic-military 
program would bring to education in the country did not have the same energy to 
deal with the needs for education reorganization during the pandemics and quit. 
There was no minister of education during the most dramatic period of the crisis, 
when schools remained closed, and when a new minister was in charge, 
investigations found out his Ph.D. was fake (RBA, 2020). 

Thus, while the federal government denied the existence of the pandemics, 
teachers and educational managers had to find alternatives to teaching-learning by 
themselves. In some regions, once a week teachers delivered tasks to students 
using their own cars, so they could reach distant places; in other cities, where 
instead of roads there were rivers, teachers would do the same by boat. Some 



others needed to walk long distances, and some others simply could not reach their 
students at all (Kamel et al., 2020). 

At the beginning of 2021, there were 8,195,637 confirmed cases and 204,726 
deaths due to the pandemics of COVID-197, which unveiled important inequality 
features. As mentioned before, most public schools in urban areas are in the 
outskirts and many students have poor living conditions, such as parents with 
demeaning, underpaid, or no jobs. Besides, many families do not have proper 
feeding and school is also a source for feeding at least once a day (Fialho et al., 
2020).  

Thus, the school lockdown from March 23, 2020 (Covas, 2020), generated 
more inequality, since many students needed to quit in order to look for informal 
jobs to help their families. In addition, a big portion of the Brazilian population 
does not have access to the internet, either because the service is poorly qualified 
or because families cannot afford internet access, which resulted in no remote 
learning (Vialho, Ferreira & Vieira, 2020). Consequently, educational managers, 
teachers, students, and parents needed to reconceptualize education from what 
would be the most important to consider in terms of the teaching-learning process 
during such a crisis and to get acquainted with the use of technologies overnight.  

Nevertheless, there is a clash in replacing pen and paper, blackboard, and chalk 
with technological devices, as well as the role of teachers and schools in the 
current time. Such time is now remarked by anguish, fear, altogether with the work 
overload by the pressure of learning new ways of teaching content as teachers 
were machines or repositories ready to accomplish demands requested by 
institutions (Amorim, 2020).  

However, teachers and students needed to consider learning as another 
resource. Students needed to work, others got involved in house chores and 
families became closer. The valuing of knowledge by different school members, 
such as teachers’ and parents’ experiences, and knowledge about the use of 
technologies, in which learning with each other environment has been created.  In 
a moment of such fear and instability, educational managers need to work 
collectively and collaboratively, and the pedagogical coordinator plays a central 
role in the educational work (David, 2020).  

The historical overview provided in this section illustrates how the shift of 
political parties influenced the organization and implementation of educational 
management policies. The focus on results and assessments puts teaching and 

7 For updated information on the numbers of COVID-19 in Brazil please visit the Ministry of 
Health webpage https://covid.saude.gov.br/.



educational management behind. Thus, the relationship between school and 
community was disregarded. That triggered the need for reconceptualizing 
educational management in a way that different stakeholders could work 
collaboratively. Therefore, subjects could develop and implement interconnected 
activities in a chain.  

During its history, educational management in Brazil shifted from people to 
proposals, lacking a dialogue between schools and local community subjects. 
Contradictions that evolved from that generated the need for concept formation in 
educational management and reorganization of the activities by the grassroots. 

In the field of educational management, Bush (2011, p. 180) recalls Morgan 
(2007), who sees organizations as cultural phenomena that should lead to a 
different structure based on shared meanings. Educational management 
organization must be constituted and produced by people who do not just have a 
working relation, but the duty of mediating human development. Therefore, they 
should develop tools for such development, which is tightly connected to 
educational management expansion.  

Therefore, Management in Creative Chains Project was developed as a way to 
understand the needs, provide a more collaborative interconnection, develop tools 
that would carry through the needs and, at least, provide a chance of 
transformation of the different layers of the educational system. Complementing 
it, the secondary students’ social movement offers a perspective on school 
organization by the grassroots, showing students who moved beyond school walls 
to fight for the rights necessary for their wellbeing and other forms of learning at 
school. 

  







2 The research context 

This section aims at describing the roots of the Management in Creative Chains 
Project, and the Secondary Students Social Movements. Such description provides 
a panorama of the data production and a glimpse of the theoretical and 
methodological choices, which are the basis of this dissertation. 

2.1. Management in Creative Chains Project 
In the Brazilian educational system, the federal government is responsible for 
supplying funding and developing guidelines for local governments (states and 
municipalities). In the time of data generation for this research, the educational 
system of the city of São Paulo comprised 772 early childhood education centers, 
for children from one day to five years old, 545 elementary schools, and 8 high 
schools, in a total of 1,325 schools. There were over a million students, 525,000 
of them in the elementary level, 2,7164 teachers, 1,100 pedagogical coordinators, 
545 principals, 1,100 principal assistants, and 330 supervisors (Lemos, 2014). 

The educational system involved in the project comprises different hierarchical 
levels: the Municipal Secretariat of Education (MSE), the Regional Boards of 
Education (RBE), and schools. Besides, educational managers who participated 
in this study had different positions. They are mainly secretary of education, 
director of elementary and secondary school, and pedagogical team in the MSE 
level; director, pedagogical director, supervisor, and teacher educator in the RBE 
level; and principal, principal assistant, pedagogical coordinator, teachers, 
students, and parents, in the school level. 

In that educational system organization, the pedagogical director should 
provide teacher training for teacher educators who are responsible for pedagogical 
coordinators and teachers’ training. At school, the pedagogical coordinator should 
develop activities based on the needs of teachers, students, and parents. Teachers 
and students are involved in teaching and learning processes, while parents 
contribute to the interconnection of school-community to participate in 
educational management. Figure 7 depicts the organization, different positions, 
and duties inside the educational system. 

 



Figure 7. São Paulo city Educational System (Lemos & Engeström, 2018; Lemos & Liberali, 2019) 



A year after we started, the project expanded to other schools. In other words, 
we worked within the same scope but with a bigger number of participants: 30 
pedagogical coordinators and 60 teachers. All participants belonged to the same 
RBE. The different feature, however, was that instead of researchers going to the 
site, pedagogical coordinators and teachers went to the Pontifical Catholic 
University of São Paulo to take part in the intervention. That project lasted from 
2008 to 2010, and I had the chance to work within the two fronts. 

As a result, participants should prepare a chain of activities involving the 
communities. One of the teachers developed a project in which blind children 
could take part in the storytelling and be involved in the social activities that were 
raised from the story (Liberali, 2012b). Other teachers developed a project in 
which children should have reading time back home with their illiterate parents. 

At the same time, I was involved, since 2003, as a teacher in an extension 
course for pedagogical coordinators, at the Catholic University of São Paulo. The 
course was designed and coordinated by Professor Fernanda Liberali and in 2011 
we were in charge of three groups with about 30 students each, from different 
parts of the State of São Paulo. During that period, I worked with different 
partners, and one of them was Shimoura. 

As a result of the work, in 2009, Shimoura and I were invited to work with 
Pedagogical Coordinators from another RBE. Soon after that, Liberali was invited 
to work with another one, comprising three different RBEs. Finally, the Municipal 
Secretariat of Education invited Professor Liberali to develop the project in the 
whole municipality, that is, ivolving the 13 RBEs of the city. 

 

 
Figure 8. Timeline of Management in Creative Chains Project 



Thus, the Municipal Secretariat of Education initiated the Management in 
Creative Chains project to enhance collaboration among educational managers in 
the educational system. The lack of collaboration prevented the implementation 
of participatory decision-making and the development of policies in the 
educational system (Liberali, 2012a). 

The first step in the project was to elaborate on the definition of educational 
management that would encompass the need, the object, and the tools in 
educational management. Such definition would encompass different voices 
responsible for managing education in the MSE, RBEs, and schools. For instance, 
the pedagogical team from the Municipal Secretariat of Education started focusing 
more on pedagogical coordinators’ development than on the results achieved by 
different schools assessments (Lemos et al., 2015; Lemos & Liberali, 2019). 

The following step was to produce a tool, the management plan. In the plan, 
educational managers could analyze the needs of their contexts, project a possible 
joint object, and organize educational management activities considering 
studying, educating, and monitoring moments. During the formative encounters, 
educational managers could design and deepen the management plan activities 
with special attention to the following ones: 

 
• to prepare schedules; 
• to organize pedagogical and other meetings; 
• to observe, analyze, and discuss classes, amongst others. 

 
After studying the activities in the formative encounters, every educational 

manager could work with their peers, focusing on the activities of teaching and 
monitoring. The pedagogical team from the Secretariat of Education developed 
training for teacher educators from the RBEs. Teacher educators could work with 
school pedagogical coordinators, and pedagogical coordinators would work with 
teachers at their schools, who would focus on students’ teaching-learning. 
Students would be in charge of inviting parents and other community members to 
participate in the school activities. 

One school, for example, needed to build up a shared meaning on literacy. 
Thus, the pedagogical coordinators worked with the teachers on different notions 
of literacy, so they could find the best definition for their school according to their 
needs. By doing so, teachers could have more developed tools to work with 
students in the classroom. 

In another school, teachers had trouble reporting students’ development in the 
classroom. Consequently, the pedagogical coordinator worked on how teachers 



could improve their reports in a way that could benefit the pedagogical coordinator 
to have more accurate information on the classroom progress. In addition, the 
teacher would be able to reach students’ development bearing in mind students’ 
achievements on how to deal with their difficulties, and students would be able to 
report their achievements and difficulties.  

Finally, another school worked with a flood problem that spread diseases in 
the community and caused students trouble in attending school, either because 
they could not reach school, the flood would take their belongings away, or 
because of both  (Lemos, 2017; Sannino et al., 2016). The formative intervention 
project Management in Creative Chains lasted until 2015. It went through two 
different political administrations and besides working directly with two RBEs, 
the intervention spread to other 11. In the last year of the project, 2015, 
pedagogical coordinators who had been participating in the project since 2011 
externalized they were not prepared at that time to define the notion of educational 
management. 

2.2. Secondary Students’ Social Movements 
The Secondary Students’ Social Movement, from now on SSSM, described in 

this study started in the state of São Paulo, in October 2015. The SSSM involved 
occupation-type protests, as defined by Pickerill and Krinski (2012), and 
demonstrations, with the use of Facebook as a communicative tool in the 
following movements: Do not close my school, Free pass, Snack scandal, and 
Occupy Everything (Lemos & Cunha Jr, 2018). Those SSSM will be referred to 
as the Four Movements. Besides, the SSSMs occurred in nine other different states 
in Brazil (Cunha Jr. & Lemos, 2016b), which will be further detailed. 

2.2.1. The Four Movements 

Do not close my school - In October 2015, São Paulo State Secretariat of 
Education announced a reorganization of its educational system. The government 
announced 94 state schools would be closed, reallocating students and teachers to 
other schools (Deus, 2015). That meant students would need to walk more than 
5km to arrive at their new schools, whereas the law states students have the right 
to attend schools that are within a radius of 1.5 km from their homes (Cunha Jr. & 
Lemos, 2017). Besides the increase in the number of students per classroom, the 
short notice reorganization also brought concerns regarding public transport, since 
it is inefficient or not provided in most places, mainly in peripherical areas. In 



certain situations, walking could be threatening due to poor safety on the roads 
and criminality, especially for girls, who may even be raped.  

To block the short notice change, students organized the movement Do not 
close my school, through which they occupied more than 200 schools across the 
state of São Paulo. Students also created Facebook pages and organized 
demonstrations on the streets in different cities of the state for more than 3 months. 
There was no official support from teachers and school managers in the decision-
making, organization, or in any of the activities of the movement itself, so all 
activities in the SSSM were organized by the students (Cunha Jr. & Lemos, 
2016b). 

During occupations and demonstrations, an excessive police force was used 
against students, and 33 of them were arrested. Even though the government made 
an informal announcement on the news in November 2015 that they would keep 
the 94 schools open, students continued to occupy the schools until the 
government officially declared they would not be closed, in December 2015 (Sales 
et al., 2020). 

Free pass - In December 2015, São Paulo city major announced an increase in 
public transportation fares. Students organized the Free pass movement to protest 
the increase, which aimed at preventing fare rises and demanding for students’ 
access to free transportation in the municipality of São Paulo. Students protested 
by updating Do not close my school Facebook pages, by blocking important 
avenues and metro stations in the city with demonstrations.  

Nonetheless, in a different perspective to the previous movement, the police 
ensured participants’ safety and not repression. Free pass started at the beginning 
of December 2015 and lasted 2 weeks, when students were granted free public 
transportation in the municipality of São Paulo. 

Snack scandal - The government must supply snacks or meals to state schools 
in Brazil. However, after a complaint to the Public Ministry in January 2016, 
investigators discovered a scheme of corruption in the food distribution to schools 
in the state of São Paulo. The scheme comprised food providers delivering less 
food than demanded, food with quality below the specified standards, and in some 
cases no food delivery at all (Alessi & Rossi, 2016). Students used previously 
mentioned Facebook pages to press the state government and to protest for their 
right to good quality food at school. It should be recalled that school meals may 
be the only food some students have all day. While investigations were in progress 
school meals were reestablished and the quality of food improved. 



Occupy everything - In February 2016, teachers from the state educational 
system of Rio de Janeiro’s decided to go on strike (Dia, 2016). As a way to support 
teachers, students from Rio de Janeiro began the movement Occupy everything, 
using the SSSMs from São Paulo as examples (Do not close my school, Free pass, 
and Snack scandal movements). Rio de Janeiro state students occupied 75 schools, 
besides using Facebook pages as described in the Do not close my school 
movement.  

Despite teachers’ protests for the improvement of the working conditions and 
salary, students supported their teachers too, as a way to improve school 
infrastructure, and teaching and learning contexts. As a result of Occupy 
everything, some of the occupied schools had some requests fulfilled (Lemos & 
Cunha Jr, 2018). Nevertheless, the state of Rio de Janeiro had been under a state 
of emergency for more than two years due to corruption schemes, which 
compromised Occupy everything outcomes.  

2.2.2. Other SSSMs 

It is worth mentioning that the movements expanded to other states. The SSSM 
in Minas Gerais was the smallest in terms of the number of schools participating 
– only three. The State Secretariat of Education (SSE) announced that one state 
school would be integrated into a Military school, which meant that it would not 
be public anymore. Thus, students would need to pay for it or go to another school. 
Being aware of what students in São Paulo were doing, students occupied that 
school and two others nearby to avoid such a change. This social movement was 
called “No Militarization”.  

In Goiás and Mato Grosso, both SSEs proposed that the management of 
schools should be transferred to outsourced companies. Given the Brazilian 
background on outsourcing and privatizations of state companies, students 
understood that such a change would not be good for them, since outsourcing 
public management might increase the possibility of corruption and cause more 
degradation of public schools. Students decided to occupy different schools all 
over the states. The SSSM in Goiás – No Outsourcing in Goiás – started in 
November 2015 and the one in Mato Grosso – No Outsourcing in Mato Grosso – 
started in May 2016.  

Similarly to São Paulo, in Bahia, the SSE had proposed a reorganization of the 
public educational system, but instead of closing schools, they would cease night 
classes. Considering that most students that attend classes at night are working 
during the day, they would not have the opportunity to continue their studies. 



Thus, students also occupied schools across the state to avoid the closure of night 
classes. This was the “Schools Fighting in Bahia” movement and started in 
November 2015.  

The movement “Schools Fighting in Ceará” started after the SSE announced 
cuts in educational funds for the state. Following the examples of other states, 
students started occupying the schools in May 2016. However, in that state, the 
parents of students also participated in the occupations and supported their 
children. By June 2016, sixty-eight schools were occupied.  

In Rio Grande do Sul, students protested for better teaching-learning 
conditions and to support their teachers, who were also on strike. This SSSM 
called “Gaúcho Schools Fighting” started in May 2016 and occupied more than 
one hundred schools in less than two weeks. The last SSSM started in Paraná after 
schools had no food to serve the students. The movement – Where is our food? – 
is also an occupy-type movement, which lasted about one month. Figure 9 
provides an overview of the timeline of the social movements described in this 
section.  

 
Figure 9. Timeline of students’ social movements (Cunha Jr. & Lemos, 2016a) 

Taking the different SSSM from Brazil as models, which were described in 
this section, students from Paraguay and Chile organized SSSMs to demand better 
educational conditions using Facebook and occupy-type movements. That 
relationship could be observed from videos in which Chilean and Paraguayan 



students expressed their SSSM was triggered by the Brazilian SSSM, especially 
the ones in São Paulo.  

The SSSM presented can yet be considered as another indication that school 
management was not enough or strong enough to deal with the demands, and lack 
of dialogue between all the stakeholders involved in the different hierarchical 
levels. As aforementioned, the Management in Creative Chains project was 
developed based on the needs historically constituted. As opposed to that, the 
SSSM were constituted as wildfire activities to solve immediate issues that 
affected students’ lives. However, although in different contexts, both reveal the 
emergency of analyzing educational management from a more collaborative and 
cohesive perspective. In the following section, I present the research questions 
that guided this study. 

 



 



 
 
 
 
 
 
 
 
 





3 RESEARCH QUESTIONS 

In this study, I analyze a formative intervention for the transformation of 
educational management in São Paulo, Brazil. Besides, I also explore how the 
Four Movements, which were part of the secondary students’ social movements, 
envision a non-institutional form of managing education. 

To guide this study, I address four research questions, which are debated in 
five different scientific articles. In this section, I introduce and discuss each 
research question and briefly explain the articles. Later, in the Findings chapter, I 
summarize each research question. Table 1 depicts a summary of the research 
questions and the articles of the dissertation. 

Thus, I pose the following overarching question: How can educational 
management be expanded beyond school walls? This overarching question will 
be examined with the help of the following more specific questions:  

 
RQ 1. How did the collaborative formation of concepts of expansive educational 
management unfold? 
RQ 2. How did practitioners put into practice tools developed for educational 
management?  
RQ 3. What were the contributions of the intervention to the expansion of 
educational management?   
RQ 4. What is the role of secondary students’ social movements for the expansion 
of educational management? 

 
Based on documents, scientific papers, and a biographical interview with two 

educational managers from the Municipal Secretariat of the educational system, I 
developed the grounds to investigate the need for educational management 
concept formation, within the historical framework of Activity Theory.  

In the first article, we analyzed two meetings with educational managers, 
where participants engaged in personal sense-making, societal meaning sharing, 
and concept formation movement in educational management. Therefore, we 
investigated the interplay between personal senses and societal meaning during 
the concept formation process in educational management to answer the following 
sub-questions: 



RQ1a. How does collective concept formation happen among educational 
managers involved in a major effort to reorganize the management of their 
educational system?  
RQ1b. What is the nature of the interplay between the participants’ personal 
senses and the societal meaning of educational management in the process of 
collective concept formation? 

 
In addition to debate concerning the notion of educational management, a 

chain of activities was organized bearing in mind the three different levels of ed-
ucational management organization: The Municipal Secretariat of Education, the 
Regional Board of Education, and the school. Besides, the management plan tool 
was developed in the three levels, which oriented the activities in the three differ-
ent moments: studying, educating, and monitoring. Such a process was analyzed 
in the second article and answered two sub-questions. 

 
RQ2a. How is the process of creative chain organized in educational 
management? 
RQ2b. What are the contributions of the creative chain to educational 
management? 

 
After the analysis of the management plan production and evaluation 

processes, the analysis of the concept and the plan implementation was deepened 
focusing on a specific school. As this study was developed in different spheres in 
the municipal educational system, the theoretical framework of the creative chain 
of activities was paramount to foster transformative and collaborative agency to 
move beyond the boundaries of educational management inside the educational 
system. 

Therefore, expansive learning was key to analyze educational management 
beyond school walls by educational managers, teachers, students, and community 
members at the institutional level. The formative intervention and intravention 
background for this process are analyzed in article three, which was guided by the 
sub-question RQ3a, and article four, which was guided by the sub-questions RQ3b 
and RQ3c.  

 
RQ3a. How can collaborative agentive movement contribute to calling 
authorities’ attention to problems of community and school? 
RQ3b. In which ways were the objects of the activities practically transformed in 
the three formative interventions? 



RQ3c. What methods of data analysis were developed and used in the two CL 
cases, and what do these methods yield in terms of moving forward our 
understanding of formative interventions? 

 
Finally, in article five, there is an analysis of Secondary Students’ Social 

Movements as another source of educational management beyond school walls, 
in this case, in a non-institutional level guided by the following sub question: 

 
RQ4a. How did students use social media, Facebook pages, as a mediational 
communicative tool for organizing, developing, and expanding the Four 
Movements? 

 
Referring back to the four main research questions, the first two are intertwined 

as an effort to understand the progression from concept formation in educational 
management, as well as the construction of a tool for educational management 
based on the previously constructed concept and its implementation. Besides, 
question three guides the understanding of the formative intervention, to expand 
educational management beyond school walls. Finally, question four guides the 
study on Secondary Students' Social Movements as another form of expansive 
educational management, in an exploratory study. 

 
  



Table 1. Research questions and articles of the dissertation 

RESEARCH QUESTIONS ARTICLES 
 

ARTICLE’S RESEARCH 
QUESTIONS 

How can educational management be expanded beyond school walls? 

RQ1.How did the 
collaborative formation of 
concepts of expansive 
educational management 
unfold?  

Lemos & Engeström (2018) 
Collective concept formation in 
educational management: 
An intervention study in São 
Paulo, Brazil, Eesti 
Haridusteaduste Ajakiri, nr 
6(1), 2018, 32–56. 

RQ1a. How does collective 
concept formation happen among 
educational managers involved in 
a major effort to reorganize the 
management of their educational 
system?  
 
RQ1b. What is the nature 
of the interplay between the 
participants’ personal senses and 
the societal meaning of 
educational management in the 
process of collective concept 
formation? 

RQ2.How did practitioners 
put into practice tools 
developed for educational 
management? 

Lemos & Liberali (2019) The 
creative chain of 
activities towards educational 
management transformation 
Findings from an intravention 
case study,  International 
Journal of 
Educational Management 
Vol. 33 No. 7, 2019 
pp. 1718-1732 

RQ2a. How is the process of 
creative chain organized in 
educational management? 
 
RQ2b. What are the contributions 
of the creative chain to 
educational management? 
transformation? 

RQ3.What were the 
contributions of the 
intervention to the expansion 
of educational management?   

Lemos (2017) Collaborative 
agency in educational 
management: constructing 
joint object for school and 
community transformation, © 
RAE  V. 57, n. 6  555-566. 

RQ3a. How can collaborative 
agentive movement contribute to 
calling authorities’ attention to 
problems of community and 
school? 
 

Sannino, Engeström & Lemos 
(2016) Formative interventions 
for expansive learning and 
transformative agency, Journal 
of the Learning 
Sciences, 25:4, 599-633. 

 

RQ3b. In which ways were the 
objects of the activities practically 
transformed in 
the three formative interventions? 
 
RQ3c. What methods of data 
analysis were developed and 
used in the two CL cases, and 
what do these methods yield in 
terms of moving forward our 
understanding of formative 
interventions? 
 

RQ4. What is the role of 
secondary students’ social 
movements for the 
expansion of educational 
management? 

Lemos & Cunha Jr. (2018) 
Facebook in Brazilian Schools: 
Mobilizing to Fight Back, Mind, 
Culture, and Activity, 25:1, 53-
67. 
 

RQ4a. How did students use 
social media, Facebook pages, 
as a mediational communicative 
tool for organizing, developing, 
and expanding the Four 
Movements? 

 
  



 
 
 
 
 





4 Theoretical Framework 

In the following section, I introduce the theoretical foundational framework of 
the research. Firstly, I introduce expansive learning in educational management to 
move beyond school walls. Secondly, I present the interplay between sense, 
meaning, and concept formation. Thirdly, I develop the notion of creative chains 
of activities. Finally, I display the notion of transformative and collaborative 
agency. 

4.1.  Expanding educational management beyond school 
walls 

In educational management, different studies indicate the focus on the type of 
quality that praises only for excellence in results have revealed growing 
differences in children’s and young people’s psycho-social welfare and learning 
outcomes (Kumpulainen et al., 2010; Lipponen & Kumpulainen, 2011). 
According to Libâneo (2018), such quality derives from the neoliberal economic 
concept of total quality, in which schools should become efficient by controlling 
and evaluating results mechanisms towards high standards.  

Leaving school early and dropping out are also being recognized as problems 
that cause marginalization and exclusion. At the same time, those children are at 
risk of being excluded from educational opportunities and working life. Inequality 
and marginalization in childhood and the lives of the youngsters can lead to 
serious negative multiplicative effects, the economic, social, and human costs of 
which are considerable, both for the individual and for the whole of society (Ahola 
& Kivelä, 2007; Kumpulainen, 2012). 

In an opposite perspective, Libâneo (2018) discusses the notion of social 
quality, in which education for all should provide cognitive, operational, and 
social capacities, so students could be further inserted in the working world, 
becoming more critical citizens towards a fairer society. The author emphasizes 
schools need to pursue students’ cognitive quality in learning experiences. 

Thus, considering educational management from an expansive learning 
perspective would demand teams to construct and to implement a radically new, 
wider, and more complex object and concept of their activity (Engeström & 
Sannino, 2010, p. 2). Not only in a hierarchized vertical framework, in which 
teachers work as isolated individual practitioners, and school functions as an 



encapsulated unit, temporal structure (Engeström, 2008), but in a more horizontal 
dimension (Engeström, 2003), towards an expansive coalition of activities for the 
transformation of educational management. 

Expansive learning unveils learning processes (Engeström, 1987; Rantavuori 
et al., 2016; Engeström et al., 2012). Thus, the transformation of the activity is 
never an isolated process. It also means the reconsideration of its boundaries and 
thus the reasoning of its external relationships (Engeström, 2009b). In the same 
line, Freire (2014) calls attention to the contribution of knowledge socially 
produced beyond classrooms, school offices, or secretariat cabinets, but also in 
communities.  

Besides, expansive learning has been analyzed in terms of tension and 
movement between consequential here-and-now actions and long-term 
envisioning (Engeström et al., 2003). Furthermore, expansive learning has been 
discussed in terms of the dialectical tension and movement between continuity 
and discontinuity of learning and development (Engeström, 2007). 

In the present study, I also focus on an additional dialectical tension which has 
thus far received less attention. Such tension plus the movement between the local 
and enlarged or “global” organizational context of the educational management 
activities may be understood as a tension between bottom-up and top-down 
change efforts in the organization (Sannino, Engeström and Lahikainen, 2016, p. 
245). 

In addition, from an Activity Theory perspective, expansive learning is mainly 
driven and object-oriented activity (Engeström, 2009a; Leontiev, 1978; 
Rantavuori et al., 2016; Engeström & Sannino, 2020), in which the needs of 
subjects are guided by the object of the activity, which by its turn is loaded with 
meaning (Engeström et al., 2002), motivating power and hope (Freire, 1970). 
Objects envision possible actions. They encompass the meaning and the motive 
of the collective activity (Engeström, 1994; Engeström et al., 2002). 

The object of activity is both an entity that confronts and resists the actors’ 
efforts and a projected perspective or purpose that drives and motivates the actors’ 
transformative efforts. In a complex organization, individual actors are seldom 
fully aware of the object of their collective activity (Engeström & Sannino, 2020). 
Yet, the object keeps the activity together and gives it direction (Sannino, 
Engeström, & Lahikainen, 2016). 

In expansive educational management, often organized by complex activity 
systems, subjects need to establish clear connections between the goals of their 
actions and the more long-lasting object/motive of the collective activity system. 



By and large, objects seem to have lives of their own (Engeström, 1995) and yet, 
the object is both resistant raw material and the future-oriented purpose of an 
activity (Rantavuori et al., 2016, p. 4). In expansive educational management 
activities, the object is loaded with motive and motivation, which to Rantavuori 
et al. (2016), are not mainly inside subjects. Therefore, it challenges the 
achievement of collaboration. 

Expansive learning is a process in which learners analyze, experiment with, 
and reconceptualize the object of their activity (Engeström, 2015). Often, 
expansive learning is needed when the object of activity has disintegrated or 
become so ridden with contradictions that the very continuity of the activity is at 
risk. Consequently, expansive learning involves the discovery of what the activity 
is, whom it serves to and what is its purpose.  

Coming to terms with the object of the activity can be an empowering 
experience for practitioners because the object embodies the very reason that 
justifies the organization’s existence. The conceptualized object of work can 
therefore become a driving force of persistent pursuit of meaningful and effective 
ways of working that meet the needs of changing societal reality (Sannino 
Engeström, & Lahikainen, 2016, p. 248). 

In educational management, there is often a gap between what is defined in 
terms of policies and demands by higher instances of educational management 
boards, the activities developed at schools, and the societal demands posed by 
school communities. Such gap can either provide paralysis, in which educational 
managers simply accomplish tasks and students accept regulations, or promote 
expansive learning, in which educational managers and the different stakeholders 
involved in the school system are more aware of the objects of their activities.  

By expanding educational management, moving beyond top-down demands, 
to fulfill the needs of communities and schools, and involving different 
stakeholders in the management process, there is the potential for moving 
educational management beyond school walls. 

4.2. The interplay between sense and meaning in the 
process of concept formation 

In this research, educational management is depicted from an administrative, and 
from quality based on assessment results view, to a management perspective 
which expands management from school to its local community. Thus, the 
concept of educational management ought not to be pre-established or closed, but 
organized and implemented democratically by educational professionals and local 



members of the community, as the Basis and Guidelines for Brazilian Education 
(Brasil, 1996) suggests. 

Thus, the concept should be produced in democratic contexts, closest as 
possible to the adequate to a certain community. In this work, we understand the 
concept as an interplay of sense and meaning. Vygotsky made an important 
distinction between sense and meaning. While sense is fluid and complex, word 
meaning is relatively stable, generalized and precise, (Vygotsky, 1987). Besides, 
sense refers to the private sphere in which word meanings relate to personal 
experience, while meaning refers to the public sphere and social use, further 
referred to by Leontiev (1978) as personal sense and societal meaning. 

In another perspective, Vygotsky (2001) states that word meaning and 
concepts are forms of generalization, while societal meaning and concepts are 
interconnected and have different processes at the same time. As used in this 
study, sense and meaning expand from particular to the general, and from the 
general to concrete in a two-way movement, at the same time (Engeström, 1987, 
p. 238). The word meaning is a phenomenon of thinking, and a concept is an act 
of thought. 

 
Figure 10. The interplay between sense, meaning, and concept (Lemos & Engeström, 2018) 

Educational management concept develops from personal sense-making, 
transformed into shared societal meaning, which by its turn evolves to the concept 



used to develop management instruments and evaluate management activities. In 
fact, developing instruments allow people, somehow, to master societal crises that 
threaten in a wider dimension the existence of humanity, and in a micro 
dimension, control day to day situations in working and learning contexts 
(Engeström, 2020a). Therefore, concepts are operationalized by meaning. 
Moreover, the contestation, negotiation, and blending involved in the process of 
concept formation are also loaded with affects, hopes, fears, values, and collective 
intentions (Engeström et al., 2012, p. 201;  Engeström, 2020, p. 100). 

According to Engeström, (1987) genuine concepts are concrete abstractions, 
which reflects the systemic and interconnected nature of the object that is 
essentially temporal, historical, and developmental. The author also points that the 
goal of concept formation is to find the developmental germ cell, the actual initial 
generic abstraction of the totality under scrutiny, and to develop it into its full 
concrete diversity (Engeström, 1987).  

In addition, Engeström et al (2005) offer the notion of concept as need 
fulfillment, which is produced within its use. The authors recall situational 
concepts, with the guiding question What is the concept?, and visionary-historical 
concepts, which is guided by the question Where is this concept going to take?. 
With the support of those questions we can draw beyond here and now concepts, 
pointing towards their development through activities (Engeström, 1987).  

Furthermore, Engeström (2012) refers to concepts as emerging, contesting and 
complex constructs that cause serious practical consequences for working 
contexts. Also, the author’s discussion on concept formation comprises creativity, 
innovation, and intention as essential aspects. Besides, according to  Engeström 
(2020b), concepts beholds their own potentials and limitations, therefore 
formative interventions can be the locus that support the formation and 
implementation of novel concepts in activities that face the challenges and the 
need for critical transformation. 

Such concepts are also produced in the arena of personal senses and societal 
meanings, which embrace the partiality and the possible totality embedded in 
concept formation processes. Based on Engeström (2020b), concept formation 
process in formative interventions is an important component of the emerging 
fourth generation of cultural-historical activity. 

In this research, the meaning of educational management and its concept 
develop not as a static definition, but as a mobile unit that clashes or stabilizes 
according to educational managers and the needs of communities. The 
interrelation between situational and visionary-historical concept established by 



the movement in the definition of educational management concept, and by its use 
in a dialectical movement, which is here investigated from the production and 
implementation of instruments such as management plans.   

4.3. The creative chain of activities 
The concept of chain of activities provides an in-depth investigation and 

understanding of the educational management activities movement within the 
educational system and in the three different educational city levels: the Municipal 
Secretariat of Education, the Regional Board of education, and the schools. 

Liberali (2009b) and Fuga (2019) develop the idea that the constitution of a 
creative chain of activities is embedded within the idea of the importance of unity 
and wholeness in Spinoza and Vygotsky’s thinking. Besides, a creative chain 
leads to collective engagement in an activity that evokes shared societal meanings 
(Liberali, 2009b).  

Therefore, new meanings are produced, which carry certain aspects created in 
the very first activity in a process involving creativity, generating more 
opportunities for participation in the world (Fuga, 2009). This process is hand in 
hand with the idea posed by Sannino (2020a), which considers formative 
intervention research scenario as central for participants jointly analyze factors 
that hamper successful outcomes and co-design novel solutions (Sannino, 2020). 

This idea sets for the development of a concept of management in school 
contexts which is based on the prospect of generating creative chains of activities 
– involving the collectively intentional movement of the object through a coalition 
of activities (Liberali et al., 2015).  In addition, Liberali et al. (2009) states that an 
activity could be considered either as reproductive or as creative.  

On one hand, the reproductive activity is connected to the preservation of 
previously established experiences or to repetition of rules and standards, 
previously conceived by Vygotsky (1930/2009). On the other hand, a creative 
activity refers to human plasticity, or to the capacity of transforming and keep 
features of such transformation (Vygotsky, 1930/2009). 

The notion of chain approximates to the idea of bond, union, connection, or 
coalition. As depicted in Figure 11, Fuga (2009) described the chain as (1) 
personal senses, (2) new meaning created for the senses in activity (1) and to 
another activity in the coalition as in (3) and as other activities evolve as in (4). 



 

Figure 11. Creative Chain in transformation (Liberali, 2009) 

The creative chain implies the commitment of improvement in people’s lives 
as a core. Therefore, it intentionality becomes essential, so that the subject 
considers how each activity enables the production of artefacts that can be shared 
in other activities for the transformation of a wider context. Expanding more than 
two activity networks, Liberali argues that similarly, some of the partners from 
the second activity, when engaged in a third activity, follow the same path. This 
creative chain presupposes that features of the totality can emerge in the 
production of new creative outcomes (Liberali, 2009a). 

In such a perspective, it is also important to bear in mind the production of an 
intentionally jointly object through interconnected activity coalitions. In this 
research, the activities are also interconnected within different contexts in São 
Paulo city educational system, which are connected through a network of 
activities. More precisely, the creative chain of activities enables the analysis of 
the whole process of the organization of educational management and the 
activities that comprise moments of studying, educating, and monitoring.  

Figure 12 depicts the different moments, in the different parts of the 
educational system. First, moments of studying involve different activities 
developed by the educational managers, to prepare for the moments of educating 
and monitoring. Second, educating moments comprise formative meetings in 



which participants discuss the studied topics. Finally, monitoring moments imply 
following up decisions made during the educating moments. 

 

 
Figure 12. The expansion of the educational Management in Creative Chains Project (Lemos, 2014) 



 
The moments are organized as interconnected activity coalition in the different 

parts of the educational system: MSE, RBE, School, Teachers in relation to 
classroom, Students in relation to school and outside it, and community. 

Based on Engeström and Sannino (2020), cross-sectoral and cross-level 
context contributes to a new opportunity for expansive learning in educational 
management.  The authors state that expansive learning in such context comprises 
joint reconceptualization efforts by a flexibly developing coalition of diverse 
actors pursuing the same object of activity (Engeström & Sannino, 2020). In 
addition, the notion of sharing is very important in the creative chain because it 
enables different participants to collaboratively organize educational management 
activities. They should be organized and developed by people who are part of 
different levels of the educational system.  

As an illustration, when teachers study contents to prepare classes, they 
consider and reflect about students’ and communities’ needs. Classes preparation 
directs the production of a joint object which will become a tool in the activity of 
teaching classes on a topic that regards students’ and communities’ needs. After 
that, teachers and students work with school content and community realities, 
planning on how to create new possibilities to act beyond school walls. Teachers 
and students prepare, discuss, and develop new content in different fields of 
knowledge to analyze and envision novel forms of acting. These are formative 
and transformative activities. 

Next, teachers and students actively engage in different situations. Based on 
the developed activities and with the objects produced, they plan to follow up 
activities. The monitoring moment allows tracing actions and how the object of 
activity constructed during classes become tools contributing to the forms the 
subjects engage in new activities. Teachers and students follow up on how they 
acted and discussed new forms of thinking and acting inside and outside school, 
based on the objects studied in class (Lemos & Liberali, 2019).  

In the studying moments, educational managers should study to prepare 
themselves for the educating moments, in which they would provide teacher 
training for their peers so that in the monitoring moments they would monitor the 
activities developed with the support of the previous moments. Those are the 
monitoring activities, which will become studying activities. They will also help 
in the production of new objects of activity, which turns into a tool for the 
formative activities. The instruments, by their turn, become objects of activities, 
which will turn into tools for monitoring activities. Then, those tools will be used 
in expansive development cycles (Lemos & Liberali, 2019).  



As Engeström and Sannino (2020) state, the focus of a further generation of 
Activity Theory is on the study of multiple in and across learning cycles 
contemplating their relative independent dynamics and their interdependency. 
Consequently, reproductive activity and the creative chain of activities distinction 
is paramount for the chain movement. Activities are simply transposed from one 
sphere to another in a reproductive chain, while in a creative one, participants 
fulfill its need and reach the object, transforming the activities, while maintaining 
key features of previous ones. 

As we discuss the role played by different stakeholders in the process of 
educational management in this work, it is important to consider Freire’s (1970) 
idea on how to transform conditions of oppression, which relates classrooms tasks 
to policymaking level and local communities. In the development of a further 
activity theory generation, a set of interconnected spaces for collaborative 
analyses, design, and discussions with students, frontline practitioners and 
different educational managers is necessary (Sannino, 2020). 

Henceforth, the creative chain of activities may offer a coalition of activity 
formations able to meet the challenge of cross-sectorial and interorganizational 
educational management similarly to the homeless case investigated by Sannino 
(2020a). In that line, the creative chain of activities aim is to produce new cultural 
outcomes, using argumentation, as a form of negotiation, as the tool in the 
production of meaning. Therefore, educational management with democratic-
participatory characteristics would imply in different management scales involved 
in the management process, who would play their roles according to its positions 
and responsibilities in search of coordinated activities coalitions towards the 
creation of conditions and opportunities for learning and development towards the 
transformation of educational management. 

4.4.  Collaborative and transformative agency 
In general lines, agency happens when features of social structures are enabled. 

At the same time, agency is structurally constrained. Hays (1994) states that 
people turn into agents by making choices implying social transformation, which 
can be explained by the choices one can make. According to Sannino (2015), 
agency is related to social life and volitional actions. 

Engeström, Nuttall and Hopwood (2020) point that the notion of agency has 
rapidly become a central topic in educational research. However, it has been 
borrowed from psychology and sociology. The authors express it is difficult to 
identify truly educational theories of agency that do not approach its classification 



or measurement, but enable how agency emerges and how its formation can be 
pedagogically mediated.  

Hence, as one of the principles of Cultural-Historical Activity Theory (CHAT), 
historicity plays a central role in understanding problems and potentials in 
activities (Engeström, 2001; 2015). By remembering what can be forgotten, 
appropriating from one’s memory means to understand why we become who we 
are. In addition, it enables the understanding in which way it affects our cultural, 
historical and social life in the present and the future (Freitas, 2009, p.31).  
Therefore, we cannot locate ourselves in the present and its history unless we 
imagine the future and commit to creating it, and nothing is determined outside 
such imagination (Stetsenko, 2017). 

In historicity, traces of voices and lived experiences from the past constitute 
how subjects act in the present for projecting and transformation of activities in 
the future. Vygotsky and Luria (2004), argue that the inclusion of symbolic 
functions creates conditions for a connection between elements of the past and the 
future, not only as lengthening of memory and perception operation in time. They 
point to the uprise of the formation of intention as a function guided by previously 
planned purposeful action. 

In this sense, it is essential to consider hope as an ontological need anchored 
in activity, which guides historical concreteness. For this reason, there is no hope 
(esperança, in Portuguese) only by simply waiting (esperar, in Portuguese) for 
something (Freire, 2011). Hope (esperança), embedded in the motive of activity, 
makes collaborative and transformative agency a stronger way to envision the 
future by its power of expanding and increasing our power of existence.  

Such understanding of agency points towards a break with the individual and 
the social, which according to Stetsenko (2020), everyone is conceived in 
common history and society, and the totality of humanity in all their vicissitudes 
(albeit in local expressions), realizing and carrying the object of activity as well 
as bearing responsibility for their future. When different people get together, the 
traces of historicity and otherness support encounters that can be creative and 
promote collaborative agency. Merçon (2009), based on the philosopher Baruch 
Spinoza, defines encounters as a form of effect. The author asserts that in 
encounters we can affect and be affected, increase, or hinder our power of acting, 
which also increases or hinders our power of thinking.  

Following the same perspective, Oers and Hännikäinen (2001) developed the 
notion of togetherness, which is also raised by Stetsenko (2020). Such notion is 
useful to glimpse collaborative agency as more than a certain amount people doing 



things together. Togetherness can be related to the development of a joint object 
of activity, a hypothesis by its nature, and an open “horizon of possibility” that 
will be materialized gradually (Miettinen, 2010).  

According to Miettinen (2010, 2013) collaborative agency is a core 
phenomenon for enabling a creative encounter, in which subjects are engaged for 
a joint object of the activity. Encounters main reasons are mostly connected to the 
need of expanding an expertise, or by a new product, raw material, market strategy 
or a specific problem-solving. Such collaborative agency assumes a new division 
of labor in which the scope of activity, as well as its authorship, must be redefined 
to encompass pluralities of agents whose actions dovetail or mesh to express new 
patterns of interdependent relations (Gronn, 2000). 

In another perspective, Sannino (2015), brings about the different kinds of 
research to which double stimulation is usually related, as well as the different 
ways Vygotsky and colleagues refer to it as a method or as a resource for 
understanding agency. The author argues about double stimulation as a resource 
and as a principle to understand agency. However, the greatest contribution the 
author gives is the discussion on double stimulation as a principle to 
transformative agency, therefore, to collaborative agency due to the meaning and 
redefinition of the activity and the intentionality embedded in it.  

In formative interventions, expansive learning is triggered by opening up the 
collaborative reflection on conflicting motives, (Engeström et al., 2013; Sannino, 
2015). In addition, conflicting motives are risen by participants’ introduction to 
evidence and examples of problems and disturbances within and across their 
activities. 

Besides, volitional actions represent another important trait in transformative 
agency, which thus constitutes a promising focus to better understand 
transformative agency in everyday practice (Haapasaari et al., 2016; Hopwood & 
Gottschalk, 2020; Sannino & Laitinen, 2015). Formative intervention research 
suggests transformative agency emerges when people are placed in demanding 
situations, critically analyze them, envision future possibilities, commit to 
concrete actions, and take consequential actions, in a process mediated by cultural 
artefacts (Engeström et al., 2014; Haapasaari et al., 2016; Hopwood & Gottschalk, 
2020; Sannino, 2015). 

In addition, the volitional aspect also lies in the confrontation with a 
problematic situation which triggers a paralyzing conflict of motives (first 
stimulus). In trying to overcome the problem, learners turn to mediational means 



(second stimuli) and decide to rely on them when instances of the problematic 
situation reoccur (Engeström & Sannino, 2020; Sannino, 2020b). 

Triggered by an initial problematic situation or first stimulus, a second stimulus 
is an artifact that has become a sign, i.e., a traceable link between the outside 
world and inner psychological functioning. The use of second stimuli makes 
therefore accessible processes which remain hidden when external resources are 
not mobilized. In this sense double stimulation is a method of objectification of 
inner psychological processes (Sannino, 2015, p. 11). 

 
Thus, double stimulation in transformative and collaborative agency transpires 

in a problematic, polymotivated situation in which people evaluate and interpret 
the circumstances, make decisions according to the interpretations and act upon 
these decisions (Hopwood & Gottschalk, 2020; Sannino, 2015). 

This work is related to the scope of intervention as a way of overcoming 
situations of injustice. According to Engeström et al. (2014), participants develop 
transformative agency in joint activities by explaining and imagining new 
outcomes for collective change, instead of individual ones. Double stimulation is 
also one of the key principles on which the formative interventions rely (Sannino, 
2020b; Sannino, Engeström, & Lemos, 2016). As a principle of agency in 
formative interventions, double stimulation also happens within contexts of 
greater complexity, in which activities undergo major historical clashes and 
tensions mostly between the old and the new, towards possible transformations 
(Sannino, 2015). 

 Therefore, it is not possible to think about transformative bias implicated on 
agency without considering collaborative agency. In this research, I relate 
collaborative agency to the instruments a certain school developed for educational 
management to face issues laid beyond school walls. According to Sannino (2015) 
and Engeström et al. (2020), double stimulation process is an integral part of 
CHAT. In other words, the process of double stimulation in collaborative and 
transformative agency is instrumental for sustained expansive learning to occur.  

Steps in expansive learning cycles are arduous to undertake and can, therefore, 
be induced by double stimulation, which is likely to be mobilized throughout the 
expansive learning process. In this line, agency breaks away the focus on the 
individual capacity to act. In this work, agency considers individual initiatives as 
a sustained joint effort that transforms activity systems into collaborative raise of 
agentive movements or as collectividuals (Stetsenko, 2020). 



Thus, I understand collaborative and transformative agency as a process in 
which participants become responsible for an activity, collaboratively and 
together. When constructing and envisioning new possibilities towards a joint 
object, not only research, or working settings can be transformed, but also 
people’s lives. Therefore, collaborative agency encompasses voices, actions, and 
reflections from different participants, in and over activities to develop tools to 
expand their activities and transform their realities.  



 
 
 
 
 





 
5 Methodology and data 

The methodological framework of this study builds on critical collaborative 
research in the form of formative interventions.  Besides, the empirical data are 
from formative encounters and the data analyses combine discursive and 
multimodal methods, together with analytical tools developed in Cultural 
Historical Activity Theory (CHAT). In the following sections, I describe the 
research sites, introduce the data, the methods of data collection, and data analysis.  

5.1.  Management in Creative Chains Project 
The Management in Creative Chains is based on critical collaborative research 
(Fidalgo et al., 2020; Magalhães, 1990), and shaped by formative interventions 
(Engeström et al., 2014). In critical collaborative research, different participants 
negotiate and act throughout the research process, which enables different voices 
to be considered, questioned and expanded towards a new shared knowledge 
(Magalhães, 2011, 2016). Such an idea goes together with formative interventions 
background, enabling research in the making and change aiming at individual and 
collective empowerment through a process of awareness development about 
binding and restrictive situations (Fidalgo et al., 2020). 

According to Sannino, Engeström and Lemos (2016), formative interventions 
encompass three main characteristics: (a) design done by the learners and 
practitioners; (b) collaboration and participation in the analysis and 
implementation phases; (c) generative solutions, which are developed over time, 
rather than aiming at transferable and scalable solutions. In the Management in 
Creative Chains project, expansive learning was triggered by opening up the 
collective reflection on conflicting motives, as proposed by Sannino (2020b), 
educational management for obtaining good results on tests and assessments, or 
to improve people’s lives in the different sectors of São Paulo educational system. 

In this context, the creative chain of activities comprises critical collaborative 
movement to produce new cultural outcomes, having argumentation and 
negotiation as instruments to produce meaning. In these interventions, expansive 
learning is triggered by opening the collective reflection on conflicting motives. 
For instance, the motive of remaining within the frame of one’s senses and the 
motive to open toward the unknown by experimenting with novel solutions 
(Sannino, 2020b). Thus, a central aspect is the clash of meanings, which creates 



dramatic events, becoming the core for understanding the notion of critical 
collaboration, in opposition to imposed perspectives (Lemos & Liberali, 2019). 

In the Management in Creative Chains project each bond, MSE, RBE, school, 
classroom and beyond, corresponds to a formative intervention, which is 
interconnected to each other. In the formative intervention, the researcher plays a 
central role in supporting participants in the organization of the activities and in 
the different learning cycles that take place in each bond.  

Furthermore, the intravention (Sannino, Engeström, & Lemos, 2016) is the 
result of the formative intervention.  While the first functions as a space in which 
participants develop and recreate instruments from the formative intervention, the 
second counts on a strong presence by researchers. Intraventions occur when 
collectives conduct formative interventions on themselves, pursuing practical 
experimentation with a problematic situation to transform their activities 
(Sannino, Engeström, & Lemos, 2016). 

Therefore, this research focuses on the analysis of the development of concept 
formation in educational management. In addition, it focuses on the study of a 
creative chain of activities, during a formative intervention project for educational 
managers.  

5.2. Secondary Students’ Social Movements 
Since the beginning of the 21st Century, Social Networking Sites (SNS) have 

played an important role in the communication field, and influenced the 
organization of social movements (Brunsting & Postmes, 2002; Tian, 2016). 
Especially in the last decade (Brunsting & Postmes, 2002; González-Bailón et al., 
2013; Micó & Casero-Ripollés, 2014), with the uprise of Social Networking Sites 
(SNS) such as Facebook and Tweeter, communicating, sharing information and 
mobilizing people (Cunha Jr. & Lemos, 2016b; Mercea, 2013; Vromen et al., 
2015) has become a means to redefine public spaces (Frenzel et al., 2014).   

According to Donovan (2016), such communication and organization are 
possible due to the use of mobile technology, such as mobile phones or tablets, 
which allow subjects to be connected to the internet 24/7 and to have access to 
different information sources. The communicative processes inside SNS can also 
play the role of a mediational tool for collective activism (Velasquez & Larose, 
2015) and for enabling different opportunities for collective and collaborative 
activities (Yates, 2015).  



As opposed to the Management in Creative Chains project, the Secondary 
Student’s Social Movements, the SSSM, from where we studied the Four 
Movements, required another methodological choice. Firstly, the movement itself 
is a form of intravention, the formative part came from different learning 
experiences students had throughout their education processes. During interviews, 
students stated the importance some teachers had in the principles of the 
movement. Secondly, there was the distance issue, the movement took part in 
different locations with different features. 

The study on the Four Movements comprised an exploratory study on how 
secondary education students relied on Facebook pages as a mediational 
communicative tool. Those pages were used for organizing, developing, and 
expanding social movements to improve school conditions. The Four Movements 
exploratory study in this research is framed in the Cultural-Historical-Activity 
theory as students understood the object of their activities and expanded those in 
collaborative agency.  

Despite the methodological differences, both projects share the wider object: 
school transformation. On one hand, the Management in Creative Chains in the 
form of formative intervention and intravention produce and implement 
instruments for the development of educational management inside and outside 
school. On the other hand, secondary students develop their intervention in the 
form of social movements, developing tools to manage the school in a wider 
perspective. In both projects, management is organized beyond schools’ walls. 

5.3. Overview of the data 
In this section, I describe the data produced in the Management in Creative Chains 
Project and on the Four Movements. 

5.3.1.  Management in Creative Chains Project 

Data from the Management in Creative Chains Project were produced during 
formative meetings for the educational managers in the Municipal Secretariat of 
Education and Regional Board.  

Table 2 depicts the time and duration of the meetings, the location where they 
happened and the participants who took part in the meetings. 
 

 



Table 2. Management in Creative Chains Project overview 

 

For the intravention case, there was an interview with the pedagogical 
coordinator, another interview with six teachers and two meetings with the 
community member, which lasted about 2 hours each. In addition, field notes, 
pictures, school planning, school reports and PowerPoint slides were used as 
supporting data. 

8 Regional Board of Education. There were also meetings in August, September, October, and No-
vember, but they were not video - nor audio-recorded.
9 Municipal Secretariat of Education.
10 The director participated in some meetings.  
11 One of the actual pedagogical coordinators used to be a RBE director, another one is RBE 
teacher educator, and a third one is a pedagogical coordinator. 

TIME PLACE PARTICIPANTS 

2011- May and June 
12 hours 
6 hours for each meeting 

RBE8- F/B 
 
 

1- Pedagogical director 
7- Teacher educators 
1- Consultant researcher 
3-Researchers 

2012 - May, June, August, 
September, and October 
20 hours 
4 hours for each meeting 

2011- August, September, October, and November 
16 hours 
4 hours for each meeting 

RBE - B 1-Pedagogical director 
5- Teacher educators 
30- Pedagogical coordinators  
1-Consultant researcher 
2-Researchers 2012 - May, June, August, 

September, and October 
20 hours 
4 hours for each meeting 

2011 -August  
4 hours 

MSE9 1-Director 
 9- Pedagogical Team 
1-Consultant researcher 

2011- September, October, and November 
12 hours 
4 hours for each meeting 
 

1-Director10 
9-Pedagogical team 
30- Teacher Educators 
1 Consultant researcher 
1-2 Researchers 2012 - May, June, August, 

September, and October 
20 hours 
4 hours for each meeting 

2013 – 8 hours  3- Pedagogical Coordinators11 

Field observations; school planning, school reports, and pictures 



The first meeting happened on August 12, 2011, and comprised more than four 
hours of video recording. Around 30 pedagogical coordinators (PCs) from 
different schools managed by the Regional Board of Education, with four teacher 
educators, a pedagogical director, consultant researcher (CR), and a researcher 
participated in the formative encounter. 

During the meeting, educational managers discussed the societal meaning of 
educational management for one hour and 50 minutes. The CR presented 
educational management definitions by a diverse group of authors who study 
management. After that, they had to compare their definition of educational 
management with the authors’ definitions of management. 

First, PCs needed to fill up a table of guiding questions, produced by CR to 
organize the discussion. Each group was in charge of one question: Why; What; 
What for; and How. 

The second meeting took place on September 23, 2011. It lasted four hours. 
Forty-five educational managers attended the formative encounter: a pedagogical 
manager (M), three teacher educators (TEs), around 39 PCs, one researcher (R), 
and the CR.  

Three research tools used for the second set of data were: an interaction 
between PCs during a formative encounter at the RBE, the management plan tool 
from the focal school, which was developed in the formative encounter at the RBE 
and two semi-structured follow up interviews. 

In addition, two semi-structured interviews were conducted with one 
pedagogical coordinator and six teachers. Such interviews emphasized teachers’ 
perspectives on how the intervention activities of the first chain impacted the 
intravention activities which took place at the school. The main goal was to depict 
the connections among the different activities in the Management in Creative 
Chains Project. 

5.3.2.  The Four Movements 

Concerning the Four Movements, data analyzed in this research were collected 
from posts of 122 pages on Facebook, which were related to the Four Movements. 
There were 56 connected to the movements in São Paulo, and 66 from the 
movements in Rio de Janeiro. Since the posts were in Portuguese, they were 
analyzed and then translated into English. The first movement started on October 
9, 2015, alongside with data collection up to April 30, 2016. Real names of schools 
and participants were not used in this study to ensure privacy.   



Since Do not close my school was the first movement to burst, we used a list 
of occupied schools in the state of São Paulo provided by o Globo (2015). Such a 
list was organized in an .xls format and used as a first step to identify Facebook 
pages connected to the movements. After that, a search for all the schools on the 
list was conducted on Facebook. Most of the names of relevant Facebook pages 
started with the label “Occupy School X” or “Occupation School Y” [Ocupa 
Escola X or Ocupação Escola Y, in Portuguese]. 

Since most state schools in São Paulo have long names, such as State School 
Roberto Olindo Weisflolg Carvalho (fictitious name), we needed to provide 
different name combinations to find the pages on Facebook. For instance, when 
searching the school, we needed to search Occupy School Roberto Olindo 
Weisflolg Carvalho, Occupy Roberto, Occupation Roberto Olindo, besides other 
combinations. From the list, we identified 56 pages connected to schools and one 
page containing information about the whole movement, entitled Do not close my 
school [Não fechem minha escola, in Portuguese]. 

Data for understanding the two other related movements — Free pass and 
Snack scandal — were gathered using the same pages on Facebook, once students 
kept using such pages in the following movements. Notwithstanding, there were 
30 active pages from January 2016 onwards.  

Data from Occupy everything movement were gathered using a similar 
process, as described in Do not close my school movement, which started from a 
list of schools available on Schools from Rio in Fight Facebook page. That list 
was updated every week since occupations in Rio de Janeiro were still taking place 
by the time data were collected. 

5.4. Methods of analysis 

5.4.1. Management in Creative Chains 

The analysis of the data described in the previous section was based on 
argumentative organization, thematic content, and dramatic events, as well as the 
potentials they entailed. In order to analyze data from the Management in Creative 
Chains Project, qualitative methods were applied. Data were firstly organized 
based on the thematic content (Bronckart, 1999) and afterwards, discursive 
analysis based on argumentation organization (Liberali, 2013; Smith, 1998; 
Toulmin, 2003) was conducted. 



 For the analysis we selected one meeting, which we investigated in three 
stages: the meeting overview, an analysis of how participants positioned 
themselves in the debate, and an analysis of how the concept constructed 
presented closure and stabilization. Three categories were used as devices to 
analyze data from the lenses of the interplay between personal sense and societal 
meaning. Those categories were (1) raw object, (2) clash, and (3) stabilization 
organization (Liberali, 2013; Smith, 1998; Toulmin, 2003). 

The first analytical category, the raw object, consists of participants’ 
preliminary definitions of what educational management was for. This notion was 
broad and unelaborated and was produced by the participants in groups at the first 
meeting. The raw object may be considered as an exposure of the commonly 
accepted or taken-for-granted societal meaning of educational management. 

The second analytical category, clash, refers to opposite senses or points of 
disagreement. Commonly, clashes involve personally loaded negative statements 
such as “I don’t agree” or “that is not so” and expressions of hesitation or 
uncertainty,  such as “I am not sure.” Clashes depict tensions and conflicts among 
personal senses externalized by the subjects. Clashes may also include the 
discourse of a single participant, indicating conflicts and dilemmas within a 
subject personal sense. 

Stabilization, the third analytical category, relates to a partial or full resolution 
of clashes, which might be achieved by employing tacitly emerging or an 
explicitly negotiated consensus, voting, or decision by an authority. In 
stabilization, personal senses are transformed into shared societal meanings. From 
the data analyzed in this study, stabilization happened when the subjects decided 
on the definition of educational management. 

The analytical categories depicted the interpretive lenses in a stepwise manner. 
Data analysis enabled the understanding of how the needs of communities were 
used as possibilities for a creative chain of activities. The analysis based on 
thematic content (Bronckart, 1999) and organization of arguments (Liberali, 2013; 
Toulmin, 2003) led to the scrutinizing of the different voices in the discourse.  

Besides, the analysis for the third set of data, the case study in which a school 
with the local community got organized to solve the floods issue, was supported 
by categories of description and argumentation (Liberali, 2013). From a critical 
collaborative research perspective (Magalhães, 2016), the categories enabled the 
understanding of different voices and activities, in the school and the local 
community. In addition, voice interconnection (Liberali, 2013), responsibility and 



responsiveness (Bakhtin, 1952b; Cunha Jr. et al., 2016; Fuga, 2009) were raised 
by the different uses of personal pronouns throughout the discourse.  

The interconnection provided the identification of discursive positioning of 
participants and others, which I understand as manifestations of collaborative 
agency. The preliminary analysis was organized in a narrative model, by 
producing a thorough description of the events and participants’ reflections along 
a timeline. The narrative was condensed and interpreted by using the conceptual 
lenses depicted in the theoretical framework. 

Following the principle of double stimulation, the flood and its consequences 
could be interpreted as the first stimulus, because it posed a serious problem and 
threat to the local community and school (Sannino, Engeström, & Lemos, 2016). 
Prompted by formative encounters, which also focused on the development of 
updated instruments for educational management, the local pedagogical 
coordinator explicitly externalized a conflict of motives experienced by herself 
and the school members, which was implementing the curriculum based on 
content and engaging with the urgent challenge of solving the flood issue.  

In the same context, the pedagogical coordinators produced a new educational 
management plan, which served as a second stimulus on finding a way out of the 
flooding issue. Guided by the management plan, the coordinator explained the 
need to transform the object of teaching-learning activity: “If teaching-learning 
does not make my life better, as a person, as a human being or as pedagogical 
coordinator, it has no meaning,” and “At the moment school wants to transform 
reality it transforms people who have an ‘accept anything’ mindset.”  

Practical experimentations in line with the principle of ascending from the 
abstract to the concrete started with the help of the new management plan. 
Including actions such as organizing a student relay race on the flood site, 
meetings in the neighborhood health care center, debates on how the community 
could deal with trash, and a symbolic hug between teachers, health professionals, 
and community inhabitants. 

A manifesto produced by the Portuguese teacher and pedagogical coordinator, 
which was a synthesis of the activities, actions, and events, worked as a germ cell 
which captured the core of a new, emerging object. The excerpt from the 
manifesto and the use of the contradictory expression “trash is life” brings up the 
generative expansive potential of practical experimentations, in which a local 
community became aware of its rights and developed the confidence to make 
demands in a more engaging manner. The manifesto provided continuity and 



meaning to subsequent efforts by the local community to improve its quality of 
life. 

The movement from ascending to the concrete took place in the community 
for a while. A human rights prize from the city of São Paulo was awarded to the 
school for its efforts to develop a project to deal with the flood. Community 
leaders and school gathered signatures on a petition requesting the construction of 
a park by the river. After over 2,000 signatures were obtained, one community 
leader became a member of the security council, representing the region. In 2013, 
a group of local community members occupied a meeting of the Regional Council 
of Environment, Sustainable Development and Peace Culture, demanding a space 
to share their needs and the actions they had developed by then.  

5.4.2. The Four Movements 

Despite qualitative methods, quantitative methods of analysis were also 
performed in the Four Movements case, in a combination of a) content analysis 
(Leech & Onwuegbuzie, 2007), b) multimodal analysis (Forceville, 2011; Kress, 
2003), and c) network analysis (Bailo, 2015; van Dijk, 2006). The analysis 
focused on the object of a movement expansion and transformation into another 
object. By using the framework of Cultural-Historical Activity Theory 
(Engeström, 1987; Leontiev, 1978; Vygotsky, 1999), we explored how one social 
movement triggered others, and how the Social Movements were interconnected. 
We analyzed 122 Facebook pages that were part of the Four Movements as our 
data. In addition, we analyzed them from a qualitative stance, which enabled the 
understanding of how the Four Movements evolved over time. 

The content and multimodal analysis provided a way to understand images, 
texts, and other features of the Facebook pages, such as the number of posts, 
comments, and likes. In addition, the network analysis provided an understanding 
of how participants were related to one another. 

From the .pdf files generated from each page on Facebook, we performed a 
multimodal analysis of the pages. We considered different aspects of the pages on 
Facebook. We analyzed pages and posts with the support of Atlas.ti. We started 
by analyzing the profile and cover pictures of each page. First, we identified the 
pictures directly related to schools or the Four Movements. Second, we counted 
the number of posts and likes (page followers) from each page during the period 
of the study. Third, we analyzed who was responsible for posting on each page. 

The following stage of data analysis involved performing content analysis of 
the posts. By coding the posts inductvely (Leech & Onwuegbuzie, 2007), the 



emergent topics comprised invitations to join the Four Movements, requests for 
various types of external support, live broadcasting of events, and reporting 
activities of the daily routines of the social movements. The content analysis of 
the posts also provided the identification of the transition from one movement to 
another, and how the movements evolved. Table 3 depicts an overview of the 
analysis used in this study. 
Table 3. Categories of Analysis of the Pages and Posts (Cunha Jr. & Lemos, 2017) 

Multimodal analysis of the pages (1) Who posted: page organizers, other people 
(2) Number of page followers (Facebook counter) 
(3) Profile pictures: school-related items 
(4) Cover pictures: school- and movement-related items 
Content analysis of the posts  

Content analysis of the posts (1) Reporting activities 
(2) Requesting external support 
(3) Reporting activities 
(4) Live broadcasting 

 
In addition to the .pdf files, we used .xls files imported from Facebook pages 

with the support of NodeXL plugin (https://nodexl.codeplex.com), which enabled 
network analysis using Microsoft Excel. The .xls files are structured into two 
columns in Microsoft Excel when using NodeXL, which allowed building the 
relationships between pages. For example, if a school posted a link to a website, 
School 1 would be displayed in column A, and the link would be displayed in 
column B. Where the same link was also posted on the School 2 timeline, the same 
relationship to the link would be established. Thus, where this occurred, there 
would be a School A → Link ← School B relationship, so both schools would be 
connected by a link to a website. That network analysis enhanced our 
understanding of the transformation of the object of the activities and how 
Facebook pages related to such activities. 



 
 
 
 
 





 
6 Outline of the research articles  

In this chapter, I summarize the main articles of the study. Each article, 
developed under the theoretical framework of Cultural-Historical Activity 
Theory, deals with the thematic of educational management from a particular 
perspective. In other words, they focus on the concept formation in educational 
management, tool development and the expansion of educational management 
beyond school walls. I bridge each article by connecting them through the thread 
of how educational managers engage in collective and collaborative effort to 
produce the concept of educational management, and how other stakeholders and 
students make collaborative efforts to innovate educational management in and 
beyond their school contexts. 

Articles I and II are part of the Management in Creative Chains project  
(Liberali, 2012a, 2012b). Articles III and IV study an intravention (Sannino, 
Engeström, & Lemos, 2016), which is an extension of the Management in 
Creative Chain Project. 

From another standpoint article V introduces an exploratory study in which 
secondary students occupy their schools to fight for better educational conditions. 
The article provides an analysis of a form of educational management from 
students’ perspective, using Facebook pages as a communicative tool. 

6.1.  Article I - Collective concept formation in educational 
management: An intervention study in São Paulo, Brazil  

Monica Lemos & Yrjö Engeström 
Estonian Journal of Education (published in 2018) 

 
This article aimed at providing an analysis of how a new concept of educational 
management was developed. This study was part of a project based on formative 
interventions for educational managers, which took place in the municipality of 
São Paulo, Brazil.  

There is a widespread understanding among educators that educational 
management needs to be conceived by people who have not merely a formal 
working relationship with the educational system, but a joint responsibility for 
promoting human development. The shifts in political power affect educational 



management policies, generating the need to rethink educational management. 
Thus, a new concept of educational management is needed. 

Educational managers need to struggle with alternative concepts and shape 
their shared conceptual orientation, facing societal pressures, demanding schools’ 
improvements, and changes. Greeno (2012) points out that studying concept 
formation requires the expansion to functional concepts, which contribute to how 
participants organize their understandings of what they are doing and give 
meanings in activities. It is crucial to understand how those who are involved in 
the organizational change conceptualize the new system, in our case, the emerging 
system of educational management.   

The project Management in Creative Chains, led by Professor Fernanda 
Liberali, started with the need to face the lack of collaboration amongst 
educational managers. Such a lack of collaboration hampered the development of 
participatory policies and decision-making in the educational system (Liberali, 
2012a). 

The collective concept formation process was analyzed in three intertwined 
steps: initial explication of a raw object, clashes in further elaboration of the raw 
object, and stabilization of the new concept. The raw object reproduced a taken-
for-granted meaning of educational management as promoting conditions for 
teaching and learning. The clashes happened mainly between the notion of 
management for teaching and learning and the notion of management for teaching 
and learning for community transformation. The stabilization was reached by 
voting and defined the purpose of educational management close to what was 
already formulated in the raw object. However, such stabilization was temporary 
and involved attempts of transcending the opposition between the two alternative 
definitions.  

The first task of the project was to generate a possible shared concept of 
educational management that would be closer to educational managers’ needs, as 
an attempt to overcome the lack of collaboration. Hence, the concept produced 
would need to scrutinize different voices at different levels of the educational 
management: Municipal Secretariat of Education, Regional Boards of Education, 
and schools. For this article, we analyzed the concept formation process at the 
level of a Regional Board of Education. Besides, we answer the first research 
questions: What comprises the formation of the notion of educational 
management? What are the tools used to develop such a notion? 

We used three categories as devices and interpretive lenses to analyze data 
from the perspective of the interplay between personal sense and societal meaning. 



Such categories comprised (a) raw object, (b) clash and (c) stabilization. The first 
device, the raw object, consisted of participants’ very preliminary definitions of 
what educational management was for. The second analytical device, clash, 
embraced opposite senses or points of disagreement. The third analytical device, 
stabilization, corresponded to either the partial or the full resolution of the clashes. 
Figure 13, based on the earlier Figure 10, which was a template for the analysis, 
is presented here filled with the result of the analysis. 

 

 
Figure 13. Enhanced perspective of the interplay between sense, meaning, and concept (Lemos & 
Engeström, 2018) 

The raw object relied on the definition of educational management as supposed 
to promote conditions in teaching and learning. The clashes happened between 
management for teaching and learning in opposition to management of teaching 
and learning for community transformation, which also generated temporary 
stabilization or a one-sided concept. Such a one-sided concept generated new 
clashes and negotiations. 

Finally, voting directed the stabilization and defined what was educational 
management for as very close to the raw object. However, the stabilization 
involved attempts to transcend the opposition between the two alternative 



definitions, which led to a perspectival and a temporal dimension. Hence the 
actual educational management meaning, and concept remained.  

The article ends with a discussion of the implications of the findings for the 
transformation of educational management. Besides, it proposes and tests a new 
theoretical framework for studying changes in educational management as 
processes of collective concept formation. 

6.2. Article II - The creative chain of activities towards 
educational management transformation: Findings 
from an intravention case study 

Monica Lemos & Fernanda Liberali  
International Journal of Educational Management (published in 2019) 

 
Article I bridges article II by indicating how the concept of educational 
management is materialized in the management plan and its further application. 
The objective of this paper was to analyze a creative chain of activities (Liberali, 
2009), developed in different levels of the educational system of the city of São 
Paulo, Brazil. Creative chain of activities refers to the production of intentionally 
shared objects through interconnected networks of activities to overcome the 
problems shared in a community. We follow the development of one management 
plan designed by the participants from a Regional Board of Education.  

The lack of professional and organizational collaboration, and the strong 
concern with evaluation, assessment and follow-up research results, impaired 
participatory policies development, and decision-making in the Brazilian school 
system (Liberali, 2012b, 2012a; Liberali et al., 2015), encapsulating educational 
management (Engeström, 1991; Lemos et al., 2015b). 

We organized the theoretical framework building on the notion of criticality 
and creativity as foundations for the notion of creative chain. This way, 
educational management could be a form of collaborative management. Besides, 
we focused on an intravention case study (Sannino, Engeström, & Lemos, 2016), 
as a way to deepen the analysis for the article. Such intravention happened in the 
focal school, which used the management plan designed in the formative 
encounters to solve a flood issue.  

For this article, because we focused on the different levels in the educational 
system, the creative chain of activities was a key theoretical framework for 
promoting critical collaboration. Besides, we reported different moments of the 
formative intervention research in this article, in which educational managers 



learned by becoming responsible for understanding their needs and reorganizing 
educational management.  

In addition, two formative meetings were used as data, in which different 
educational managers engaged to reorganize educational management by 
conceptualizing it first. Then, developing a tool based on such notion, the 
management plan, and putting it to practice in their local settings. The analysis 
was guided by thematic content analysis and argumentation as a form of 
organizing the discourse, which led to a process of creative chain. That resulted 
in critical-collaborative educational management, which can be further considered 
as a form of collaborative agency. Data organization provided the understanding 
of how the communities’ needs were used as triggered the development of the 
creative chain of activities.  

We also analyzed an intravention in which participants faced flood problems 
that prevented many students from attending school, and spread diseases in the 
community (Lemos, 2017). The flow of the creative chain of activities guided data 
organization. We selected three research tools to scrutinize collaboration, and 
participants acted criticality. First, an interaction among pedagogical coordinators 
during a formative encounter, second, the management plan, also developed in the 
formative encounters, and third, two follow up semi-structured interviews. 

To answer the following research question How are the tools developed in and 
for educational management put into practice by the practitioners?, we selected 
a management plan, focusing on the activities developed to understand and 
provide solutions to deal with the flood issues. Likewise, we used two semi-
structured interviews with one pedagogical coordinator and six teachers to grasp 
how the intervention activities of the first chain contributed to the intravention 
activities. This provided a perspective of the interconnections among the activities 
for formative intervention and the intravention in a chain of activities.  

The Municipal Secretariat of Education encompassed a coalition of activities 
devoted to the MSE moments of study (MS) and educational management team 
(MS), projecting the work with Teacher Educators (ME-TE) and students (W-S). 
Regarding the Regional Board of Education coalition of activities, TE worked 
with Educating Moments (WE-TE), moments of studying (MS-TE) and moments 
of educating for pedagogical coordinators (ME-PC). 

Figure 14 depicts the movement of the activities' coalitions in a creative chains 
of activities from the Municipal Secretariat of Education to the school and its 
communities.   

 



Figure 14. The creative chain of activities in São Paulo Municipal Educational system (Liberali, 2014) 

At the school activity coalitions, pedagogical coordinators were involved in 
working with educational meetings, preparing them (WE-PC) and holding them 
(ME-PC) also monitoring teachers. In the relation classroom-teachers coalition of 
activities, teacher prepared classes (WE-T), studying moments (MS-T) and 
educating moments (ME-S). Finally, the coalition inside and outside school took 
place in moments of studying with students, educating work with students, and 
moments of educating with the community. 

Beyond depicting the crisis, we shared the potential for the transformation of 
educational management activities, so that school and local community co-created 
enhanced conditions for both wellbeing improvement. The activities 
reorganization provided meaningful transformations of the school management, 
teaching and learning, and local community activities, regarding the relation 
between school and local community, as well as local community and school.  

Thus, we came up with the conclusion that the reorganization of the 
educational system not as individual pieces, but within its activities in a collective 
chain coalition enabled subjects to become more collaborative agents. Instead of 



receiving readymade instruments, or pre-established management rules and 
regulations by the higher hierarchical management position, educational managers 
were able to transform the activities towards the improvement of the school and 
local community wellbeing. 

6.3. Article III - Collaborative agency in educational 
management: A joint object for school and community 
transformation  

Monica Lemos 
Revista Brasileira de Administração de Empresas (published in 2017) 

 
This article discussed activities developed in a school located in a favela in the 

city of São Paulo, Brazil, and its surrounding community facing problems with 
flooding. I analyzed how the improvement of educational management activities 
could lead to school and local community transformation from a CHAT 
background.  

This article comprises a chain of activities to improve educational management 
in different levels of an educational system. One of the dilemmas faced by such a 
system involves the focus on tests and assessment results in opposition to social 
realities of marginalization (Liberali, 2012b, 2012a). Because of pressure for good 
results in assessments, there is a high concern on grades, reports, and aims in 
opposition to teaching, learning, and local communities transformation (Liberali 
et al., 2015). 

Data were generated in a school, in the South Zone of the city of São Paulo. 
The school stands surrounded by a favela, outskirt houses, and condominiums. In 
between the local community, there is a stream, where people throw garbage. 
Because favelas are not regulated types of housing, they do not have proper 
garbage collection. Hence, favelas are also the most affected by floods. 

In addition, there is no sewage treatment, so people’s waste also goes into the 
stream. When it rains, the stream floods and the sewage overflows, carrying dirty 
water into people’s houses. Besides losing their belongings, and the damage in 
their houses, the local community is exposed to a high level of diseases with the 
contaminated floodwaters. 

The first part of the article provides an overview of educational management 
literature proposing the theory of expansive learning to move beyond school walls. 
Then, in the theoretical background I explore the notion of collaborative agency. 
Categories of description and argumentation comprise the analysis. They 



contribute to the different voices and activities scrutiny in the focal school and 
local community. 

Voice interconnection (Liberali, 2013) with responsibility and responsiveness 
(Bakhtin, 1952a; Cunha Jr. et al., 2016; Fuga, 2009) are identified in the discourse 
by the different use of personal pronouns. The voice interconnection highlights 
how participants position themselves and others in the discourse, as 
manifestations of collaborative agency. 

I also organized and shared data in the form of a report, which was based on 
one meeting in the Regional Board of Education, two meetings with local 
community members and school members, two interviews with the pedagogical 
coordinator, one interview with teachers, the school pedagogical project, the 
school management plan, teachers’ planning, and field notes. 

Collaborative agency contributed to the expansion of educational management 
activities beyond school walls. So, I discussed how collaboratively agentive 
empowered the local community and school to call authorities’ attention to the 
pressing issues regarding the flood, therefore promoting a closer and more 
productive relationship between school and the local community. 

Additionally, this study suggests the possibility of educational management 
expansion. Collaborative agency has the potential to contribute to educational 
management expansion through activities organized beyond school walls. From a 
top-down management perspective, the pedagogical coordinator would follow the 
rules as stated by the upper levels of the educational system. However, in the 
process of formative intervention participants develop expansive educational 
management, in which the formative intervention triggers an intravention 
transforming the school and the local community. 

6.4. Article IV - Formative interventions for expansive 
learning and transformative agency 

Annalisa Sannino, Yrjö Engeström, Monica Lemos 
Journal of the Learning Sciences (published in 2016) 

 
The interventionist legacy and the potential of this tradition has been developed 

employing research programs in recent years to merge practical transformation 
efforts and rigorous research. The objective of this article was to explore formative 
interventions within the scope of CHAT. It also reflected on important differences 
between formative intervention research tradition and design-based research.  



Moreover, projects were analyzed with the help of conceptual lenses derived 
from basic epistemological principles for formative intervention research.  We 
understood the case in a school and its local community as an intravention, which 
was strictly connected to the overarching discussion of this dissertation. 

The school case analyzed in the article derives from the formative intervention 
process initiated in which two pedagogical coordinators had participated (Liberali, 
2012). The transformation efforts in the school case functioned as a strong 
example of an intravention because they took place on the initiative of local 
subjects, because of how they engaged in the concept formation process in 
educational management, and in the management plan production process.  

Data comprise documents produced by the participants, interviews, and 
observation notes on-site, supported by photographs and video recordings. The 
initial analysis was organized in narrative and temporal mode, by constructing a 
thorough description of the events and reflections by the participants along a 
timeline. 

The analysis points that CHAT formative intervention approach differs from 
design-based research mainly because a) formative interventions rely on design 
planned by the learners, b) the collaborative design effort is part of an expansive 
learning process, including participatory analyses, c) instead of aiming at 
transferable and scalable solutions, formative interventions aim at generative 
solutions. 

In our theoretical perspective, we were challenged to focus on the agentive 
character and its materiality, two important aspects of expansive learning. The 
agentive character emphasizes the authorship by the participants. Materiality 
aspect means achievements of formative interventions beyond cognition. It 
focuses on externalized concepts and materially grounded new forms of activity 
for future generative outcomes. Such outcomes comprise tangible developments 
in the subjects’ activity and tangible conception of new analytical methods. 

 
 



6.5. Article V - Facebook in Brazilian schools: Mobilizing to 
fight back 

Monica Ferreira Lemos & Fernando R. Cunha Júnior 
Mind Culture and Activity (published in 2018) 

 
This article provided an analysis of the way students used social media for the 

organization, development, and expansion of four social movements activities in 
Brazil. It also aims at analyzing how secondary school students used Facebook 
pages to organize, develop and expand activities in four interconnected social 
movements, namely: Do not close my school, Free pass, Snack scandal, and 
Occupy everything (hereinafter, the Four Movements). The Four Movements 
depict how students fought to ensure the basic learning conditions.  

Students involved in the Four Movements were not used to participating in and 
organizing social movements. They learned how to produce and use tools to 
improve their activities in the making. Such an expansive learning process was 
important in the context of this article. 

To formulate our understanding of how the Four Movements were organized, 
spread and evolved, we performed a multimodal analysis of the pages, as 
suggested by Kress (2003). The posts were coded on Atlas.ti. Besides, content and 
multimodal analysis provided a way to understand images, texts, and the other 
features of the Facebook pages, such as the number of posts, comments, and likes. 
In addition, the network analysis offered an understanding of how participants 
were related to one another in the expansion of the social movement. 

We analyzed 122 Facebook pages maintained by the Four Movements, using 
the Cultural-Historical Activity Theory framework, and focused on the notion of 
collaborative agency in the development of the movements. The pages were used 
to show what happened inside schools when they organized school routine during 
the occupations, by taking care of school supplies, such as toilet paper, cleaning 
products and food, or organizing committees responsible for taking care of 
cleaning, communication in the different media and with other schools, contact 
with lawyers and negotiations with the government. 

Our findings suggest that by acting collaboratively, students expanded the 
movement activities to other contexts. Beginning with Do not close my school, 
we considered three activities: school occupations, street demonstrations, and the 
use of online communicative tools. Those activities showed the same potential for 
expansion. First, occupations started with students from only one school and then 
reached more than 200 schools. Second, demonstrations started in the city of São 



Paulo and spread to other cities. Third, by using Facebook pages as a 
communicative tool, students could manage other demonstrations happening at 
the same time in different cities. 

In the Four Movements, collaborative agency was essential to potentialize 
students’ activities, who in collaboration with others were more encouraged to 
overcome the crisis. Given their living experiences and historicity in activities, 
such as social movements, they were able to transform oppressed–oppressor 
relations into collaborative agentive movement to organize educational 
management from the grassroots.  

To conclude, the expansion of the previous model of CHAT by the addition of 
instruments such as network analysis, could be an alternative way to explore how 
activities expand, transform, and evolve beyond an online communicative 
environment. By mobilizing and organizing themselves in multiple and expansive 
social movements, students planted the seeds for a new way of conceiving 
educational transformations and political decisions to improve studying 
conditions for themselves and working conditions for their teachers. Therefore, 
another form of educational management. 

 
 





 
 
 
 
 





7 SUMMARY OF THE FINDINGS 

This section summarizes the main results of the dissertation concerning the 
objective outlined, which was to analyze a formative intervention for the 
transformation of educational management in São Paulo, Brazil, and to explore 
how secondary students’ social movements envision a non-institutional form of 
managing education. In addition, the dissertation advances on the understanding 
of educational management beyond school walls in opposition to the existing 
literature and empirical data, which often focuses on accomplishing statistical 
aims with no deep qualitative analysis.  

It also shows Cultural-Historical Activity Theory advancements by building 
on the concept formation in educational management, tool development and 
implementation, and transformative agency, using double stimulation in 
collaboration. Such theoretical contribution leads to a form of educational 
management organized from grassroots in a more horizontal dimension. 

Furthermore, by employing and developing formative intervention studies, 
intravention and exploring secondary students’ social movements, the present 
dissertation provides an expansive perspective on educational management 
beyond school walls. Besides, the discursive and multimodal analytical 
framework provides an in-depth analysis of the data produced in a myriad of 
contexts and provided the understanding of educational management and its 
transformation. 

In terms of practical implications, the works described in this dissertation 
provided the reorganization of educational management activities, either in formal 
contexts, such as the formative intervention and intravention, or within the 
students’ social movements. Regarding the societal implications, it shared the 
possibilities of agents acting collaboratively to transform educational 
management in different perspectives: policymaking, educational management, 
teacher and student education and community wellbeing.  

7.1. RQ1. What comprises the formation of the notion of 
educational management? What are the tools used to 
develop such a notion? 

The interplay between sense and meaning in the process of concept formation 
in educational management establishes a certain notion of educational 



management, which would be as closest as possible to the adequate one, more 
suitable to the system educational management needs. Personal senses, societal 
meanings, and concept formation worked as conceptual tools to understand the 
process of educational management definition.  

On one hand, the personal sense is the compilation of psychological events, 
with more individual stands. On the other hand, societal meaning corresponds to 
the collective constructed idea based on personal experiences and scientific 
knowledge. In addition, the concept corresponds to features of sense and meaning 
plus the needs of a certain community providing the collective object of the 
activity. 

By analyzing the discourse produced during the formative meetings, from the 
perspective of argumentation and considering the dynamics between clashes and 
stabilization, a conclusion was drawn that stabilization provides temporary 
concepts, which can further change according to historical and local demands. 
Therefore, when discussing what is educational management for practitioners are 
also putting the object of school activities at stake. In other words, they are 
discussing what is a school for.  

7.2. RQ2. How are the tools developed in and for educational 
management put into practice by the practitioners?  

The management plan was a tool developed by different levels in the 
educational system, which included the Secretariat of Education, Regional Boards 
of Education, and schools. The plan was organized in three different moments: 
studying, educating, and monitoring. In the studying moments, educational 
managers should study to prepare themselves for the educating moments, in which 
they would provide teacher training for their peers, so that in the monitoring 
moments they would monitor the activities developed with the support of the 
previous moments.  

Besides, the creative chain of activities plays a central role in the development 
and implementation of the management plan, since it carries its main features but 
changes according to the needs and the joint object of the activities in the 
Municipal Secretariat of Education, Regional Boards of Education, Schools, 
considering teachers and students’ education, and beyond school walls. 

One school organized the management plan bearing in mind activities that 
would fulfil the need for a concept of literacy. Another school organized the 
management plan to improve different types of reports to express students 
learning processes in the best way (Liberali, Lemos & Engeström, work in 



progress). Finally, another school used the management plan to organize activities 
that would provide better conditions for the community and themselves. The 
purpose of the management plan was to reorganize school managerial activities, 
but the data analyzed in this research provided the scope of how innovative the 
tool could be not only to organize educational management, but also to expand it 
beyond school walls by having participants working in collaborative agency and 
having the chance to transform their living and working conditions.   

In the perspective of collaborative and transformative agency, the management 
plan functioned as the second stimulus for the implementation of the concept of 
educational management. When put into practice, the instrumentality embedded 
in the tool provided the transformation of educational management activities. 

7.3. RQ3. What are the contributions of the formative 
intervention for educational management expansion? 
How is the intervention organized? 

First, the formative intervention, Management in Creative Chains project, 
provided a chance for practitioners to analyze the needs and the objects of their 
activities. The need at the beginning of the intervention was to develop a concept 
of educational management, that further would be the core to build the 
management plan and then to implement the activities planned. 

With the concept of educational management in mind, educational managers 
could work in their contexts, depending on the area they were involved, and 
develop activities that would reach the object of the chain of management 
activities. Such movement is in itself expansive, due to the potential of learning 
what is not yet there (Engeström, 2015). 

The management plan is in itself another form of expansive learning, which 
plays the role of activities organizer and at the same time making changes and 
transformations more feasible. However, the most important feature of expansive 
learning in the formative intervention is making the participants more aware of 
their needs, the object more tangible, so activities can be transformed from inside 
and beyond school walls in collaborative and transformative agency. 

 



7.4. RQ4. What is the role of secondary students’ social 
movements in the expansion of educational 
management? 

As mentioned before, most of the time educational management focuses more on 
a quality of education, in which results and scores prevails. However, as also 
mentioned, different authors point to the importance of different voices in the 
development of educational management. Top-down decisions usually fade away 
in the day-to-day school routine and bottom-up movements are prevented by the 
power embedded in hierarchical structures (Engeström, 2008; Sannino & Nocon, 
2008).  

Different moments in this dissertation point towards a more horizontal and 
collaborative form of educational management (Lemos et al., 2015; Lemos & 
Liberali, 2019), but they show few participation of students. In fact, students are 
seldom taken into consideration in educational management decisions, which 
directly or indirectly affect their lives. It turns out that in extreme situations, in 
which students’ voices need to be heard somehow, and where space and time for 
discussion are scarce, extreme acts are taken. As discussed by Cunha Jr. & Lemos 
(2016; 2017), and Lemos and Cunha (2018), secondary students’ social 
movements were developed as a form of not only making students’ voices to be 
heard, but also forcing the government to make different decisions. 

Despite the wildfire activities characteristics, the Four Movements provided an 
overview of educational management organized by students inside and outside 
schools. Inside schools, when they organized school routine during the 
occupations, by taking care of school supplies, such as toilet paper, cleaning 
products and food, or organizing committees who would be responsible for taking 
care of cleaning, communication in the different media, and with other schools, 
contact with lawyers and negotiations with the government. 

Therefore, secondary students’ social movements gave a glimpse of how 
educational management could be expanded beyond school walls by the 
grassroots. By students, and teachers in some cases, that did not act as the object 
of management activities, but as subjects of their history-making in a collaborative 
agentive movement. 

Table 4 presents an overview of the dissertation.  
 

 

 



Table 4. Summary of the dissertation 
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8 Evaluating the research process 

8.1. Reliability and validity 
In general lines, reliability and validity are hand in hand. If research is not valid, 
it cannot be reliable, and if it is reliable, it may be valid, though reliability is a 
necessary condition, but not enough, of validity (Liberali & Liberali, 2011). For 
validation purposes, the researcher needs systematic observation in terms of 
standardized criteria that are related to abstract theoretical constructs.  The critical 
theorist is a personally committed observer who admits their observations are 
shaped by interests they serve, their values strongly determine observations 
(Bredo & Feinberg, 1982).  

Although such a statement can be dangerous due to the bias level the researcher 
can implicate, in formative interventions there is a commitment to transform 
situations of injustice, as mentioned before. In formative interventions, validity 
requires the consistency of an argument from initial observations to the conclusion 
of the analysis, which is particularly demanding in a longitudinal formative 
interventionist study (Nummijoki, 2020). 

Based on Liberali & Liberali (2011), in qualitative research, it is necessary to 
consider the results in a broader perspective, considering the method for 
conducting research and the procedures of producing and analyzing data. Besides, 
rigor demands the research needs to be carefully presented so procedures are 
recognized, understood, and evaluated. 

Considering the two research contexts involving this research, there were also 
two different ways of conducting the study in the Management in Creative Chains 
project, the formative intervention was planned and developed with concepts from 
Cultural-Historical Activity Theory, whereas in the Four Movements data were 
collected in the making, as an exploratory study. Having both contexts also 
affected the procedures of producing and selecting data, since in the first context 
I could rely on the intervention design, while in the second the data selection 
demanded more rigor to avoid bias.  

I ensured data triangulation by using various data sources, some in the making, 
with the tools developed for and during the formative meetings, also interviews, 
either used as main data source or to support other types of data, and materials 
produced either during the formative interventions or during the school 
occupations. In addition, theoretical triangulation involved CHAT and discursive 



resources to understand educational management and provide tools for its 
expansion. To avoid research bias, since I have been part of the research group in 
charge of the Management in Creative Chains project, I have engaged in 
discussions in different forums, with researchers from different fields, even 
though many times CHAT scholars, to debate theory or data analysis. 

Therefore, data for this research were produced in different contexts and 
moments. In the Management in Creative Chain project data were produced from 
2011 to 2013 and comprised different sources: 

• Formative meetings 
• Interviews (01/2012 and 12/2013) 
• Official documents 
• The material produced for and during the meetings: PPT and 

management plans 
 
The transcription of the meetings and interviews were shared with research 

participants for their approval. Then, data were translated from Brazilian-
Portuguese to English, and presented to Portuguese and English-speaking 
audiences. Besides, data analysis and different versions of the articles were 
presented in the seminars organized for doctoral students at the Center for 
Research on Activity, Development and Learning (CRADLE), at the University 
of Helsinki, and in Language in Activity and Educational Contexts (LACE), at the 
Pontifical Catholic University of São Paulo, Copenhagen University and Tai Pei 
faculty of teaching education. 

In addition, in the Four Movements data Facebook pages were collected and 
analyzed with the help of Atlas.ti, Node.xls, and multimodal methods. Besides, 
interviews were organized with different members of the social movements, 
students, teachers, and teachers’ union representatives, to validate data from the 
Facebook pages and collect more support data. Also, data were translated from 
Brazilian-Portuguese to English, and the analysis was peer-reviewed by a doctoral 
student from Helsinki University, and two English as mother tongue speakers 
from London and from the University of Leeds. 

Finally, both sets of data and different drafts of the dissertation articles were 
presented in conferences attended in different parts of the globe: Brazil, Canada, 
Russia, Singapore, and different countries in Europe. Furthermore, participants in 
research seminars in Helsinki and São Paulo gave outstanding contributions to the 
development of this research for my development as a researcher. 
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8.2. Ethical issues 
According to ALLEA (2017), research is the quest for knowledge obtained 
through systematic study and thinking, observation and experimentation. 
Although different approaches may be used in different research, they all seek to 
share the motivation to increase our understanding of ourselves and the world in 
which we live and in the case of formative interventions to transform activities. 
Therefore, ethical issues related to the generation, collection, organization, 
storage, use of the data, as well as participants’ anonymity and confidentiality 
were carefully considered. 

As aforementioned the context in which this research took place was 
surrounded by poverty, and on many occasions by different kinds of violence. My 
concern throughout the research process was how to consider research integrity in 
this scenario that was in the edge of what is legal and illegal in the communities, 
and in their relation to schools, so I could keep in mind the main contribution of 
the study for the future. Such contribution provided the possibility of organizing 
a multivoiced educational system not only internally, but also externally, so 
communities around schools could become a better, more peaceful, place to live 
and consequently public schools could become a better, more peaceful, place to 
work. 

Another issue was related to data production and its presentation, analysis, and 
discussion. In my research, all data were generated in Brazilian Portuguese. Thus, 
not only I was very careful with how much it could be lost in translation to English, 
but also when dealing with data in academic writing. I focused on research 
integrity, especially on the types of local lexical choices were research participants 
made, since the first article of the dissertation analysis sense, meaning and concept 
formation process. To be ethical concerning how data were translated into English 
from Brazilian Portuguese, and the local language used in one of the cases and 
how to report it back to this community.  

Throughout the research, I struggled on how to make the local cultural-
historical features communicate accurately to international audiences, and how to 
communicate the research results back to the community. So, I shared the 
transcriptions in Portuguese with the participants, so they could agree or withdraw 
information, and since most of the participants are not English speakers, I reported 
the results back with a presentation in Portuguese. 

Since research with human participants often requires the processing of the 
participants’ personal data (Board, 2019), anonymity and confidentiality were 
assured. Besides, data were used only for research purposes and stored in two 



external hard drives, and personal cloud account by the researchers, who 
conducted the formative intervention and explorative study. In the case of co-
authoring papers, I shared the corpus relevant to answer the articles research 
question. 

Participants were informed at the beginning of the formative intervention 
process that data produced during the Management in Creative Chains Project 
were to be used for research and that they could withdraw their participation 
whenever they wished. As the students involved in the Four Movements were 
minors, we received permission to interview students, but to use the information 
as background knowledge. 

8.3. Research Generativity 
Formative interventions aim at generative solutions developing over lengthy 
periods, both in the researched activities and in the research community (Sannino 
et al., 2016), which is the opposite of generalizable standardized solutions that can 
be utilized and transferred to other activities or influence other variables. 
According to Nummijoki (2020), generativity is hand in hand with validity in 
activity-theoretical studies, which requires the articulation of an idea that has 
generative potential to envision a solution to a problem or conflict of motives in 
the activity.  

In formative interventions, participants are in touch with theoretical and 
methodological resources to engage in practical experimentations, collaboratively 
produced with the researchers. Such experimentations can lead to generative, 
novel outcomes, which are locally initiated and can provide practical and systemic 
transformation (Sannino et al., 2016). 

The theoretical and methodological discussion on sense and meaning towards 
the concept formation in educational management locally initiated and led to the 
need for practical experimentation. The process of concept formation in 
educational management worked as the practical experimentation, which 
generated the management plan, since it was produced based on the concept of 
management and implemented according to the educational manager's needs. 

Furthermore, the management plan functioned as the second stimulus, created 
by participants to sustain collaborative and transformative agency, to support the 
continuity and envision transformations in the educational management activities 
inside and outside schools, can be considered evidence of generativity. 
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Regarding the Four Movements, despite being an exploratory study to analyze 
wildfire activities, the different forms of communicative tools developed and used 
by students may be considered as evidence of generativity. In addition, the 
expansion of the movements, and the way students organized educational 
management lead to a future-oriented perspective of a new form of managing 
schools. 

Generativity has also strong implications with societal relevance. The 
Management in Creative Chains Project and the Four Movements provided 
transformations inside and beyond schools' walls. On one hand, different 
stakeholders took part in a chain of activities to reorganize educational 
management at an institutional level. On the other hand, students showed the 
potential they had not only to manage schools, but also to demand their rights and 
to change educational policies. 

 



 



‘
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9 Concluding remarks 

During the development of this research, I have heard the word complexity 
many times. Data generation was complex, not only they were in large amounts, 
but also, since they were produced in the making, they placed me an extra 
challenge for making data selection choices. Such choices implicated then, in the 
thread of theoretical framework, data selection and analysis, and articles planning. 

The objective of this research was to analyze a formative intervention for the 
transformation of educational management in São Paulo, Brazil. Besides, I also 
explored how secondary students’ social movements envisioned a non-
institutional form of managing education.  I started by analyzing data from the 
Management in Creative Chains formative intervention project, led by Professor 
Fernanda Liberali, which involved the formation and implementation of 
conceptual and instrumental tools for the improvement of educational 
management, involving policymakers, directors, supervisors, principals, 
pedagogical coordinators, teachers, students, and community members in a 
creative chain of activities. 

Besides, due to cultural and social complexity, the Four Movements emerged, 
triggering the need for an exploratory study on how students organize in their 
schools, and use social networking sites to fight for their rights for a better school 
system. Both studies are bonded by the need to improve educational management 
beyond school walls and by the theory of expansive learning (Engeström, 2015).  

While one study was in an official context, and the other was understood as 
wildfire activities, both aiming at improving school conditions. While the 
formative intervention focused on a chain of activities, the exploratory study of 
the social movements proposed an innovative method of analyzing the outcomes 
from a multimodal perspective. 

To conclude, this dissertation provides an interconnected thread of theoretical 
concepts: a) expansive learning, b) sense, meaning and concept formation, c) 
collaborative and transformative agency, d) creative chains of activities, which 
lead to the analysis of different forms of expansive learning. Besides, the 
dissertation sheds the light on the analysis of educational management beyond 
schools walls. 

Finally, it opens the floor for further studies on educational management for 
and with students, and for further studies on the 4th Generation of Activity 
Theory, due to its efforts to understand and transform diverse and multiple 



cultural-historical and social contexts in activities coalition. The creative chain of 
activities idea is already an effort to cross boundaries within different networks of 
activity systems, and it has strong elements of the fourth generation. Although the 
creative chain of activities is not conceived to be referred to as the fourth 
generation of Activity Theory, it grows out of challenges imposed by societal and 
pedagogical pressures. Thus, the idea of fourth generation is recent and it requires 
further analysis and discussion.  

This study is a contribution to a form of educational management, which can 
grasp new struggles, such as school militarization and the impact of the pandemic 
crisis in educational management. At the beginning of 2020, the government 
started implementing school militarization, which placed the police in charge of 
managing some schools around Brazil, instead of educational managers. Such a 
move demanded students to act according to order and discipline against what is 
proposed in Brazilian Basis and Guidelines (Brasil, 1996) as democratic 
education. However, that movement was not the focus of this dissertation. 

Besides, not only the pandemic affected how education would be organized, 
but it shed an amplifying lens on educational social inequality. On one hand, 
public schools struggled to find the best way to teach remotely, either using 
technological devices or travelling long distances by different means of 
transportations to deliver school tasks. On the other hand, they needed to deal with 
the high number of school evasion, as students left school to work informally and 
there was a great possibility they did not come back to school, since they became 
a paramount source of financial support for their families. 

The type of research my colleagues and I propose is committed to ongoing 
research on educational management, which can grasp the challenges of ongoing 
realities. Besides, the issues analyzed in the articles of this dissertation are 
continually evolving and not only do they take engaged scholarship, but also, they 
are in the frontline struggles of students, community members and practitioners.  

Therefore, the most enchanting contribution of formative interventions is the 
empowerment of subjects who participate in the research activity as theory and 
methodological holders. That knowledge enables participants to understand what 
is going on, transform their practices and design actions to improve the future. 
Thus, formative interventions can be the generative source for breaking the 
oppressive structure and mindset the current policymakers are working on to 
impose. In addition, students' social movement provides the possibility of 
grasping what theoretical and methodological tools were developed in the making, 
and in the wild to transform situations of injustice by students.  



‘

As a Brazilian rapper says, “in the end of the day, everything we have is us” 
(Ouro Preto & Emicida, 2020). 
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