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RESUMO 

 

A presente tese utiliza um método indutivo e etnográfico como um meio de desenvolver 

estudos organizacionais que não aceitem a priori conceitos e teorias – muitas vezes forjados 

a partir de diferentes lógicas e realidades – que acabam direcionando o olhar do pesquisador 

e a própria pesquisa nas organizações brasileiras. A organização escolhida para desenvolver 

a pesquisa foi a Escola Estadual de Ensino Fundamental e Médio Vila Regência (EEEFM 

VR), que faz parte da Secretaria de Estado da Educação do Estado do Espírito Santo (SEDU). 

O caminho metodológico permitiu uma contribuição ao campo de estudos críticos em 

administração (ECA), já que demonstrou que a organização escolar pública estudada não é 

oprimida pela SEDU ou resiste de forma contundente as normas desta secretaria de estado 

da educação.  Ao invés, a EEEFM VR inclui as normas da SEDU para produzir fatos e 

artefatos organizacionais inovadores, como projetos educacionais (ambientais, sociais, 

políticos) que acabam sendo premiados, gerando recursos para a organização escolar 

reinvestir no desenvolvimento de novos projetos. Nessa esteira, a presente tese debate como 

esta organização desenvolveu a oferta singular de educação no local, gerou circuitos de 

credibilidade (ou não) para suas produções, lidou com controvérsias geradas em torno da 

oferta da educação por meio de projetos educacionais e conseguiu construir e enact a oferta 

da educação ao longo do ano escolar de 2016. 

Palavras-chave: Administração. Administração Pública. Estudos Organizacionais. Estudos 

Críticos em Administração. Inscrições Organizacionais. Indução. Etnografia. 
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ABSTRACT 

 

The present thesis uses an inductive and ethnographic method as a means to develop 

organizational studies that do not accept a priori assumptions – concepts and theories often 

forged from different logics and realities – that end up guiding the researcher’s own 

investigation. The organization chosen to develop the research was the Escola Estadual de 

Ensino Fundamental e Meio Vila Regência (EEEFM VR), which is part of the State 

Secretariat of Education of the State of Espírito Santo (SEDU). The methodological path 

allowed a contribution to the field of critical management studies (CMA), since it 

demonstrated that the studied public school organization is not oppressed by SEDU or 

strongly resists the norms of this secretariat of education. Instead, the EEEFM VR includes 

SEDU’s standards for producing innovative organizational facts and artefacts, such as 

educational (environmental, social, political) projects that are ultimately rewarded, 

generating resources for the school organization to reinvest in the development of new 

projects. In this vein, this thesis also discusses how this organization developed the unique 

offer of education in the locality, generated credibility circuits (or not) for its productions, 

dealt with controversies generated around the offer of education through educational projects 

and managed to construct and enact the provision of education throughout the 2016 school 

year. 

Keywords: Administration. Public Administration. Organization Studies. Critical 

Management Studies. Organizational Inscriptions. Induction. Ethnography. 
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Introduction  

Organizations and their productions are generally assumed as natural, stable and 

coherent realities by actors. This thesis considers actor anything that makes a difference, 

modifying states of affairs (Latour, 2005; Mol, 2010), even if it is a non-human (Sayes, 

2014). Yet, this thesis does not analysis individually actors and their roles. The definition is 

about relationships between actors to enact “a network in which they are all made into 

‘actors’ as the associations allow each of them to act” (Mol, 2010, p. 260). The organizational 

reality sustained and taken for granted by actors only occurs because of much silent work 

empowering an appearance of order (Law, 1994) in coordination/inclusion (cf. Mol, 2002) 

and organizing terms. Accordingly, the practice of constructing versions of organizational 

realities and its modes of ordering must not be reified but multiplied. 

Thus, the general objective of this thesis is to explore the means by which public 

school organizations both construct and enact (through intentional and transformative 

association) the seemingly natural, stable and coherent offer of education. ‘Constructed’, i.e., 

the offer of education is planned, coordinated, directed and controlled by public schools and 

educational networks. ‘Enacted’, i.e., school life evidences that any organizational practice 

of producing realities (e.g. educational experiments and pedagogical interventions) has to 

consider that “to be is (…) to be enacted in whichever imaginable other way” (Mol, 2002, p. 

55). The present thesis inquiries into the institution of the public school and how it organizes 

Primary Education as the right of all and the duty of the state for little attention is directed to 

the public management, which demands greater empirical and theoretical attention in an era 

of accountability (Arellano-Gault, 2013).  

In these terms, the thesis addresses in what ways these public school organizations 

both produce and enact organizing, instead of explaining these organizations as a natural 

construction relating to interests (political, social, academic, ideological) or to a supposed 

scientific objectivity/neutrality. Consequently, this study differs from most extant instances 

of Organization Studies since it does not relate to school organization through an approach 

that contextualizes the organizing act and its effect. As a result, the investigation narrates 

countless and varied management and educationally significant practices for the school 

organization (cf. Viveiros de Castro, 2014). Through these assemblies and practices, 
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described from a public school that is part of Espírito Santo Department of Education 

(SEDU), in which students are grouped in classrooms by levels of teaching, professions are 

organized and signified, realities and credibility built, school calendars met and followed, 

classes planned, experiments and interventions conducted, compulsory school censuses are 

produced, ill-disciplined behaviours are punished and skills recognized. These educational 

and management practices demonstrate that there are several present ways of organizing 

school organization, since SEDU regulates its schools through its Regional Departments of 

Education (SRE), demonstrating that the uniqueness of a local school organization is a 

multiple and complex practical and relational question. Hence, this thesis’ description is 

developed according to the acts and effects of the relevant enactments/productions 

(inventions, projects, solutions, interventions) of the school organization. 

The data organization suggests that the organizational realities and productions are 

not automatically generated but the result of the coordination and inclusion (cf. Mol, 2002) 

of common styles (Hacking, 1994) or modes of ordering (Law, 1994) (e.g. SEDU) through 

agonistic and symbiotic relationships (cf. Strathern, 2005; Viveiros de Castro, 2014). School 

organization’s symbiotic and agonistic management and inclusive practices in relationship 

to common organizational realities constitute itself and its enactments/productions, such as 

the offer of education. 

To describe how the offer of Primary Education is produced and for Organization 

Studies and Theory specialists how its management is constructed, it is necessary to 

circumvent both the discourses of educational and management experts, in order to develop 

a study with the potential to decipher – deprived of a priori premises – what the school 

organization produces. To that end, it describes how the public school deals with the acts and 

effects of organizing Primary Education with the first specific objective to demonstrate to 

what extent the practices and theories (creations, experiments, inscriptions, statements) 

current in school allow for differentiation of one school from other schools of the Espírito 

Santo Education Network. 

In the field, understanding how school organizations differentiate themselves, the 

focus of this research is on the production practices of school organization and their 

organizing, rather than on an episteme. To construct a ‘symmetric organizational study’, one 
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that assumes that truth and falsehood must be explained in the same terms, scientific 

explanations are refused and heterogeneous entities are described without analytical 

distinctions (Latour, 1993). A ‘symmetric organizational study’ may offer “the incomparable 

advantage of doing away with epistemological breaks, with a priori separations between 

‘sanctioned’ and ‘outdated’ sciences, or artificial divisions between sociologists who study 

knowledge, those who study belief systems, and those who study the sciences” (Latour, 1993, 

p. 94). In addition to the fact that such a proposal has the capacity to end “the most flagrant 

injustices of epistemology” (Latour, 1993, p. 95), it also offers a point of access for the 

researcher to describe multiple and complex entities (Callon, 1986). Specifically, the 

principle of generalized symmetry (Callon, 1986; Latour, 1993) suggests not “to use external 

reality to explain society, or to use power games to account for what shapes external reality” 

(Latour, 1993, p. 96). In order to develop a ‘symmetric organizational study’, to account for 

the inner properties of quasi-objects is necessary. For Latour (1993, p. 52), quasi-objects are 

not “mere receptacles for human categories”. The concept of quasi-objects was developed by 

Serres (1982; 1987) to challenge the duality of objects produced by the social and natural 

sciences; the first assumes that objects shall be “used as the white screen on to which society 

projects its cinema”, for the second “they are so powerful that they shape the human society, 

while the social construction of the sciences that have produced them remains invisible” 

(Latour, 1993, p. 53). According to Serres (1982, p. 225), a “quasi-object is not an object, 

but it is one nevertheless, since it is not a subject, since it is in the world; it is also a quasi-

subject, since it marks or designates a subject who, without it, would not be a subject”. For 

Michel Serres, a given quasi-object – ball, art and religious objects, telephones – can bring 

together and even form a given society by aggregating its members. For Bruno Latour, a 

symmetric explanation must start from quasi-objects, since they are “much more social, much 

more fabricated, much more collective than the ‘hard’ parts of nature” and “much more real, 

nonhuman and objective than those shapeless screens on which society – for unknown 

reasons – needed to be ‘projected’” (Latour, 1993, p. 55).  

Therefore, this thesis departs from and relates to the material production of a specific 

school. The ‘outcome’ produced used is a material data resource common in its production 
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to most Western schools: the production of the ‘reports’1, a public document that specifies 

which students are held back, approved, transferred and dropped out of school each school 

year. This thesis draw on ‘reports’ as “nontraditional data resources” (Bansal and Corley, 

2011: 235), regarding it as both object of analysis and organizational artefact. In detail, the 

second specific objective of this research is to describe and analyse the 

construction/enactment of the ‘reports’ of the Final Grades of Primary Education of the State 

School of Primary and Secondary Education Vila Regência (EEEFM VR), of SEDU, in 

Brazil, where Primary Education is mandatory and divided into Initial Grades (1st to 5th 

grades) and Final Grades (6th to 9th grades). This present study narrates in a symmetric way 

the construction of these quasi-objects according to their own modes of production and 

existence for the school organization, demonstrating how it enacts collectives instead of 

being constructed by them. Thus, this manuscript concerns how EEEFM VR organizes the 

material form of the ‘reports’ and determines the singularity of school organization. 

By assuming that there is a ‘production language’ to the enactment of the ‘reports’, 

to adopt a phrase from Roy Wagner, school organization and its organizing cannot be ignored 

or reified. Each school year, the construction of the ‘reports’ redefines the school 

organization itself as well as its organizing. Throughout this practice, enacted each school 

year, EEEFM VR produces and enact also related objects, technical activities, materials, 

alliances, organizational inscriptions, textual and writing devices that shape the ‘reports’. 

Moreover, through plural enactments, the school organization constructs the ‘reports’, as well 

as itself, its professionals and context, constantly remodelling its modes of organizing. 

Therefore, the third and last specific objective concerns how EEEFM VR’s singular style of 

offering education and of shaping the ‘reports’ occurs in alliance with common modes of 

organizing, such as the Espírito Santo Department of Education. 

Local school organization is a highly regulated subject matter by modern 

democracies; in this case Espírito Santo’s Education Network regulates the organization. As 

EEEFM VR is part of an education network, it must follow rites and activities pre-established 

in the school calendar, in the Union Official Gazette, in correspondence, e-mails, and regional 

meetings. Taking these practical, embedded everyday acts of organizing seriously, the 

                                                           
1 It is also known as ‘report card’ or ‘school report’. 
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present thesis confronts the need to describe and analyse in non-epistemological terms how 

different styles of ordering of the school organization and of the education network of which 

is a part are planned, organized, directed, controlled, coordinated, enacted to enable the 

provision of Primary Education at EEEFM VR. To wit, this study symmetrically narrates 

how EEEFM VR take account of different organizing – SEDU, SRE, MEC, school calendar 

– to organize the material non-automatic or necessarily stable form of the ‘reports’ and to 

determine the school organization’s singularity, objectivity and logic. Hence, the present 

investigation is not worried about building a total method or a precise way to represent 

reality, which can be easily replicated in other contexts. From empirical evidence, this thesis 

participates in the scientific field of Organization Studies and Theory by theorizing about the 

attempt to understand only how a school organization builds its own objects, practices and 

inscriptions, as well as coordinates such productions and the realities corresponding to them 

that shape ‘reports’ showing Final Results – Primary Education (Final Grades), allowing us 

to think about contemporary organizational modes of production, enactment and alliances. 

The proposition of a ‘symmetric organizational study’ is only possible with an 

understanding of how the Social Sciences historically analysed school organization. Since 

the inauguration in the Social Sciences of the field of education and school organization, 

whose genesis may perhaps be attributed to the curriculum staple of the Philosophy of 

Education, researchers have sought to understand to what extent contextual/social factors – 

new manuals, innovative methods, race, gender, socioeconomic status, social class, cultural 

capital, ideology – explain and signify the content and mode of production of school 

organization. As a result, a whole network of quantitative and qualitative studies from 

knowledge areas as diverse as Administration, Economics, Sociology, Psychology and 

Education bypasses the content of the knowledge produced at school in favour of contextual 

variables that explain and signify school/student performance (Albernaz, Ferreira and 

Franco, 2002; Alves and Soares, 2013; Rivkin, Hanushek and Kain, 2005; Sobreira and 

Campos, 2008; Willms and Somer, 2001). Although many works refer to the school as a 

production space (Anyon, 1981; Apple, 1982; Brookover, 1979; Everhart, 1983; Fine, 1991; 

Hall and Sandler, 1982; Lee, Bryk and Smith, 1993; Mortimore, Sammons, Stoll, Lewis and 

Ecob, 1988; Ribeiro, 1991; Rutter, Maughan and Mortimore, 1979; Sammons, 1995; Weis, 

1988) and not just as one that is reproductive (Bourdieu and Passeron, 1964; 1977; Coleman, 
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1966; Karmel, 1966; Stone, 1965), ongoing school productions – despite ‘social or contextual 

factors’ that explain the positive (or negative) performance of schools – are little explored 

(cf. Mello, 1994).  

School and education systems are understood academically as a production of ‘class’ 

relations but also as the result of cultural (re)productions of identities and subjectivities of 

race, gender and class (Hall and Sandler, 1982), in which economic, cultural, political and 

social practices allow for exploring polemics within these ‘organizations’ and ‘networks’ 

(Apple and Weis, 1983; Fine, 1991). Despite the fact that schools (multiple and complex 

organizations) are composed of contradictions and continuities, as well as of plural practices 

within the economic, political and cultural spheres (Aggleton and Whitty, 1985; Apple and 

Weis, 1983; Gillborn, 1997; McCarthy, 1990), this thesis suggests that to reverse the logic 

that one must start from social factors to analyse the school organization is mandatory. Thus, 

this thesis interprets what the production of the school is for itself. For this, this ‘symmetric 

organizational study’ deals with production and enactment in school (dis)organization and 

not the people involved in this (des)organizational practice. In other words, the production 

of ‘reports’ will not be explained in terms of experts’ speech, either drawn from the literature 

or from the professionals that work in school.  

Although it does not use education specialists’ discourse to understand school 

organization, this thesis relates to a wide range of literatures in order to develop a 

symmetrical organization study. Since EEEFM VR – using what its interlocutors call 

transdisciplinarity – disregards the existence of any paradigm in the construction of the 

‘reports’, the present study is not bound by the frontier of any scientific field to relate to such 

a variety of literature. This thesis starts from a post-social literature and symmetrical 

anthropology (cf. Callon, 2002; Hacking, 1994; Latour, 2014; Law, 1994; Mol, 2002; 

Viveiros de Castro, 2014; Strathern, 2002; Wagner, 1981). Moreover, the present 

investigation is developed in relation to varied of literature in the field of Organization 

Studies and Theory, as this thesis developed in the PhD Program of the Business School of 

Espírito Santo Federal University (UFES). It takes advantage of the fact that today this field 

of research is not to be defined as a ‘normal science’, since its paradigms remain in constant 

transformation. If in the past the field of Organization Studies and Theory presented an 
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orthodox (Donaldson, 1985; Aldrich, 1988) and paradigmatic (Burrel and Morgan, 1979; 

Jackson and Carter, 1993; Pfeffer, 1993) mode of existence, this phase was superseded by 

discourses (philosophical, linguistic, sociological, anthropological, etc.) that began to 

emphasize the different perspectives that coexist agonistically in organizations and in new 

organizational forms (Goia and Pitre, 1990; Hassard, 1988; 1991; Marsden, 1993; Parker e 

McHugh, 1991; Reed, 1985; Willmott, 1993).  

In spite of that, some practices and areas of knowledge of the field of Organization 

Studies and Theory still encourages academics to develop organizational research from a 

number of a priori positions (cf. Callon and Vignolle, 1977; Gioia, Corley and Hamilton, 

2012; Knorr-Cetina, 1979; 2013; Latour, 2005; Ranson, Hinings and Greenwood, 1980). In 

this sense, among other epistemological paths, which often do not offer concrete guidelines 

(cf. Curtis, 2014), academics have to seek a conceptual model that allows them to unveil an 

already constituted organization reality and/or fact through a natural organizational context; 

to compare new organizational forms that diverge from traditional bureaucracies to develop 

taxonomies that support such variety; to find evidence to map the nature of 

(inter)organizational relationships; to determine the types and strengths of these couplings. 

As a methodological strategy, not as a demerit, this contribution to the academic literature 

avoids incorporating the empirical research conducted at EEEFM VR into one of the 

numerous epistemological approaches and constructs in the field of Organization Studies and 

Theory. There are wide-ranging organization investigations from the complex and abstract 

field of Organization Studies and Theory and beyond turning away from epistemology (cf. 

Brown, 1992; Brown and Duguid, 1994; Calás and Smircich, 1999; Callon, 2002; Callon and 

Vignolle, 1977; Clegg, 1989; Cooper, 1986; 1989; 1992; Cooper and Fox, 1990; Cooper and 

Law, 1995; Cooren, 2004; Czarniawska, 2004; 2017; Gherardi and Nicolini, 2000; Kaghan 

and Phillips, 1998; Knights, 1992; Knorr-Cetina, 1979; Lave, 1991; Law, 1994; 2000; Law 

and Hassard, 1999; Law and Moser, 1999; Munro, 2000; 2011; 2016; Quattrone and Hopper, 

2005; Star, 1992; Suchman, 2000a; b; Taylor and Van Every, 2010). Thus, the present thesis 

relates to the literature on schools and organizations with empirical evidence collected in the 

field and with academic articles that represent a tradition of post-social literature and 

symmetrical anthropology. Throughout the following chapters, field notes and a wide range 

of literature, theories, methods and practices are problematized through tables. 
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EEEFM VR is particularly relevant for the purposes of this study, because it is 

configured as an organization that performed in the Brazil Test of 2013, the main Brazilian 

large scale educational evaluation, whose grade in conjunction with the abandonment rate 

composes the Primary Education Development Index (IDEB), which was above the average 

for the other schools of the Espírito Santo Department of Education with a similar 

socioeconomic composition (level 4 out of a total of 7). The performance of this school, 

measured by the assessment of the performance of its students, confounds part of the 

literature that suggests that free public schooling, offered to all, does not have the capacity to 

make a difference in the face of social, economic and cultural circumstances that limit its 

students (e.g. Bourdieu and Passeron, 1964; 1977; Coleman, 1966; Karmel, 1966; Stone, 

1965). Despite the validity of such assessments they may not be regarded as natural realities 

but as the results of exams that construct the specific objectivity of the practice of comparing 

and evaluating students on a world scale. Given this, the present thesis asks: how EEEFM 

VR’s production and enactment of the offer of education was not constrained? 

Traces of intense educational production can be seen at the entrance of the school. 

On the grid of the small covered patio, there are banners informing that EEEFM VR won the 

SEDU award Best Practices in Education in 2012, with a project called O Rio Preto Convida 

[The Black River Invites]. There are also banners that explain the process of building the 

school’s ecological cesspool, which is located in a space bordered with banana and papaya 

grown a few feet from the front of the school secretary’s office. When entering the covered 

patio, there is further evidence of living organizational production: a giant cheque of twenty-

six thousand reais between flags, referring to another SEDU award for Best Practices in 

Education in 2015, which EEEFM VR won recently with the project Gota D’Água [Drop of 

Water]. Considering that there were only 9 SEDU awards for Best Practices in Education, 

and that the 497 schools of Espírito Santo Education Network could participate in 3 

categories (teachers, pedagogues and managers), the fact that EEEFM VR won twice is 

another considerable achievement for a public and rural school with such a middle 

‘socioeconomic composition’. 

It is, once social and economic a priori contexts are left behind, a multi-prized 

organization that by its education network has both quantitative performance and qualitative 
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enactment above the average school of SEDU. With the effective start of the present research 

in the 2016 school year, evidence of the intense construction of objects, practices and 

organizational inscriptions by EEEFM VR was reinforced. In 2016, this school entered five 

projects in the 10th edition of SEDU awards for Best Practices in Education and other related 

prizes. In mid-2016, out came the result of one of these awards, called Answers for 

Tomorrow, which was promoted by Samsung to reward what they called ‘teachers capable 

of transforming the future’. EEEFM VR won the regional stage of this award with the project 

Hydro Pet, receiving a laptop produced by this company; however, it did not end up winning 

the national phase. 

The awards, giving credibility to EEEFM VR, allow the school to reinvest in the 

generation of new projects and actions. Just to give a dimension of the economic importance, 

the sum received by EEEFM VR in 2016 for the project Gota D’Água was greater than the 

sum of all other funds (state and federal) that this school received to organize education in 

the school year of 2016. The ability of EEEFM VR to promote teaching and learning through 

projects, getting awarded for that, is organized by means of ‘inclusive alliances’ that relate 

different realities – what the literature calls ‘macro’ (SRE, SEDU, MEC) and ‘micro’ (local 

organizations, environment, natures, culture) – that enact the ‘reports’ and a singular 

organizational mode of existence in the Espírito Santo Education Network. In describing 

these multiple and complex relationships between common modes of organizing in vogue at 

EEEFM VR, the present thesis draws agonistic and symbiotically ‘inclusive alliances’ 

between different organizing realities – EEEFM VR, SEDU, SER, MEC – that organize the 

material non-automatic or necessarily stable form of the ‘reports’ and determines the school 

organization’s distinctiveness.  

In sum, the present thesis describes EEEFM VR’s ‘inquiry policy ontologies’, which 

can only offer education by inquiring into modes of regaining human ‘culture’ in Vila 

Regência through recovering living local ‘natures’ (cf. Viveiros de Castro, 1992; 2014). 

‘Inquiry policy ontologies’ that are more alive than ever since November 5, 2015, when the 

biggest Brazilian environmental disaster involving mining activities happened2.  

                                                           
2 The Samarco Mineração  S.A., Vale S.A. and BHP Billiton dam burst was Brazil's worst environmental 

disaster. After two years that the Fundão dam collapsed, unleashing 62 million cubic tons of mud into the Rio 
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Next, the theoretical-methodological character of the thesis is present.  

Theoretical Character of the Thesis 

The Organization Studies is a broad, abstract and complex field. The empirical object 

that is constituted as organization is something that every modern person experiences through 

practices, materials, inscriptions, work situations, division of labour, social conflicts, 

consumer links, class structure, etc. Currently, Organization Studies constructs distinct 

theoretical objects from this mundane experience without worrying about which paradigm is 

the ‘more’ appropriate and/or legitimate (Calás and Smircich, 1999, p. 651). Since the 

Organization Studies paradigmatic mode of existence is part of the past (Reed, 1985; 

Hassard, 1988; 1991; Gioia and Pitre, 1990; Marsden, 1993; Willmott, 1993), distinct ‘tribes’ 

of practitioners, with different commitments and interests (Brown, 1992), locked to particular 

criteria on how to do and judge organizational research (Smircich, 1992), that is, to different 

research protocols and data collection instruments (Hacking, 1992; 1994), make this 

construction from differing and multiple positions. 

Despite the fact that our field is not marked by well delimitated paradigms, 

Organization Studies academics are often pushed to “design and execute theory development 

work according to the precepts of the traditional scientific method, which often leads us to 

engage in progressive extensions of existing knowledge as a way of discovering new 

knowledge” (Gioia, Corley and Hamilton, 2012, p. 15). The presumption behind the 

traditional scientific method, according to Gioia, Corley and Hamilton (2012), is to make 

academics to feel part of a theoretical circle through treating and improving existent 

knowledge. However, as those authors suggest, “advances in knowledge that are too strongly 

rooted in what we already know delimit what we can know” (Gioia, Corley and Hamilton, 

2012, p. 16). Moreover, besides delimiting what we can know, such an orientation ends up 

                                                           
Doce, the families of nineteen people who were killed and the people who were displaced – more than 500 – 

have not seen justice yet. The tons of mud contaminated and destroyed with toxic iron ore waste rural areas and 

communities in its path along its 650 kilometer journey to the ocean, where Vila Regência is located, at the Rio 

Doce mouth. Recent news and photos can be accessed here: https://brazilian.report/2017/11/04/mariana-

environmental-disaster/; https://www.thetimes.co.uk/article/samarco-mine-disaster-trial-resumes-in-brazil-

with-possible-murder-charges-rhb7vhmws; http://www.smh.com.au/business/mining-and-resources/brazil-

resumes-murder-trial-in-bhpvales-samarco-mining-disaster-20171114-gzku7y.html; 

https://www.voanews.com/a/victims-brazilian-environmental-disaster-still-seeking-

compensation/4105856.html [Accessed November 27, 2017]. 

https://brazilian.report/2017/11/04/mariana-environmental-disaster/
https://brazilian.report/2017/11/04/mariana-environmental-disaster/
https://www.thetimes.co.uk/article/samarco-mine-disaster-trial-resumes-in-brazil-with-possible-murder-charges-rhb7vhmws
https://www.thetimes.co.uk/article/samarco-mine-disaster-trial-resumes-in-brazil-with-possible-murder-charges-rhb7vhmws
http://www.smh.com.au/business/mining-and-resources/brazil-resumes-murder-trial-in-bhpvales-samarco-mining-disaster-20171114-gzku7y.html
http://www.smh.com.au/business/mining-and-resources/brazil-resumes-murder-trial-in-bhpvales-samarco-mining-disaster-20171114-gzku7y.html
https://www.voanews.com/a/victims-brazilian-environmental-disaster-still-seeking-compensation/4105856.html
https://www.voanews.com/a/victims-brazilian-environmental-disaster-still-seeking-compensation/4105856.html
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activating a mimetic mode (Degot, 1982; Cooper, 1989) that is “fated to reproduce in its own 

discourse the very structure that give academic organization its communicative power (…)” 

(Cooper, 1989, p. 495). Thus, the logocentric orientation of epistemological accounts, which 

are oriented to speech, objectivity and neutrality to ensure hegemony to its constructors 

(Derrida, 1976; 1979), end up reproducing social control mechanisms and configurations 

(Bourdieu and Passeron, 1977) instead of new tools, concepts, constructs and theories to deal 

with ever-changing modern organizations. 

In this sense, the present study, similar to Gioia, Corley and Hamilton (2012, p. 17), 

does “not presume to impose prior constructs or theories on the informants as some sort of 

preferred a priori explanation for understanding or explaining their experience”. In other 

words, the organization is not assumed by this thesis as a cultural product that only exists in 

relation to a theory applied to a so called real world (Degot, 1982). However, in the opposite 

direction of the study developed by Gioia, Corley and Hamilton (2012, p. 16), this thesis does 

not consider that the world is substantially socially constructed, as this assumption would be 

a constructionism’s epistemological rendering of the challenge of developing a ‘symmetric 

organizational study’; constructivists placed a lot of emphasis on humans as well as on the 

materials used to construct them (Mol, 2014). The constitution of the organization as a 

phenomenon of social interest shall not be analysed through divisions and distinctions 

(Latour, 2005) and the symmetrical task of analysing the role of humans and nonhumans in 

its production must not be considered a return to the empirical tradition that was combated 

by constructivists (cf. Latour and Crawford, 1993). Constructivism and other epistemological 

approaches to the activity of organizational knowledge tend to place a primacy on the subject. 

According to their naturalistic view of organizations and organizing, the knowledge 

(sensemaking, sensegiving, etc.) is socially constructed. Thus, it requires a reliable 

representation – usually through interviews as privileged tool to give voice to the research 

interlocutors (Eisenhardt, Graebner and Sonenshein, 2016) – of lived experience that can 

only be accessible through worker’s perception (Gephart, 2004; Gioia, Corley and Hamilton, 

2013), foregrounding instead of overcoming problematical dualisms for the field of 

Organization Studies. Furthermore, as Bechky (2011) noted, not everything is expressed 

through people’s discourse. Likewise, for Mol (2002, p. 16 and 17), to unravel medical 

knowledge is mandatory to understand that “[...] embedded knowledge [...] cannot be 
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deduced from people’s talk. It is incorporated in nonverbal schemes, in clinical procedures, 

in apparatuses”. In these terms, for Cooper (1989, p. 495), to “criticize ‘empirical’ studies of 

organization for merely ‘mimicking’ their subject matter” is possible. Thereby, such 

epistemological and therefore representational “approaches to the study of organization rely 

unreflectively on a conception of writing that represents an already constituted object from 

which the ‘construction’ function of writing is excluded” (Cooper, 1989, p. 494). As Cooper 

(1989, p. 499) demonstrates after analysing Laboratory Life and Of Grammatology, carved 

respectively by Bruno Latour and Steve Woolgar and Jacques Derrida, writing is not a mere 

complement of human oral communication but a micro-logic that must be explained as it 

enacts social relationships, the division of labour in our modern organizations, the formal 

organizations itself as well as the theories representing them.  

Nevertheless, this thesis is not suggesting that the utilization of observations are more 

adequate than interviews to interpret organizational phenomena, as for they are 

complementary tools and their combined use have proof to be fruitful to explore 

organizational practices (cf. Battilana and Dorado, 2010; Kellogg, 2012; Seidel and 

O’Mahony, 2014; Smith, 2014). Instead, this thesis just argues that the human is a highly 

interpreted subject in the Organization Studies and perhaps we all would benefit to account 

for researchers that report Object Lessons (Bechky, 2003), stressing “against fantasies of the 

narcissistic paradises of exotic peoples” (Viveiros de Castro, 2014, p. 63). As there are more 

things in organizations and implicated in organizing than in most of our organizational 

accounts centred in humans’ perceptions and voices, this present study explores a multiverse 

of agencies in relationship to the offer of education in the public school organization. To 

avoid centralizing subjects and preserving objects as subordinate in academic writing, the 

specialized educational (political, academic, administrative, managerial, business) discourse 

about schooling is bypassed (cf. Latour, 2007) to focus not on terms used by the research 

interlocutors but on the organization practices, materials and inscriptions that enact the offer 

of education in a public school. 

Upcoming, the method is described. 

Method 
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Induction 

This thesis was developed through different qualitative data and predominantly 

descriptive paths away from epistemology. Descriptive, as a good description contains in 

itself all the necessary explanation, with the advantage of “offering a disinterested gaze and 

then being led to action according to the principles discovered by the results of the research” 

(Latour, 2005, p. 257). The method is predominantly “inductive” instead of “qualitative”, 

since this research core’s emphasis is “on the emergence of theory from data, rather than 

simply on a type of data” (Eisenhardt, Graebner and Sonenshein, 2016, p. 1114). In 

consonance with the Amerindian worldviews of Eduardo Viveiro de Castro, the focus was 

on the emergence of the EEEFM VR’s theory from its data, one that allow for offering a 

peculiar form of practising education (see chapters 2 and 3). In step with Bruno Latour, 

induction is practiced as a game that tries to stack layers in the text avoiding repetition, 

digging through the stacked layers to prove the most with the least, considering controversies 

with other academics (Latour, 1987, p. 87). 

As far as the Espírito Santo Education Network is concerned, all of its 497 schools 

are submitted to the same school and educational management principles, rules and 

standards, i.e., common modes of organizing. Even though private schools constitute an 

education network, these organizations are managed and organized in accordance with 

dissimilar rationalities. Consequently, a public and not a private school was chosen. 

Furthermore, a public school of the Espírito Santo Education Network was chosen, as this 

thesis was developed at the Espírito Santo Federal University. EEEFM VR is one of the 497 

schools of the Espírito Santo Education Network, that is, one of the possible exteriors 

departure points, as exterior as any of our most intimate and interior departure points 

(Wagner, 1981). 

Initially, an organizational artefact was identified to explore symmetrically the means 

by which public schools construct their offer of education. In the course of the fieldwork, it 

become evident that the School ‘reports’ – a single printed highly costed sheet per grade in 

the end of the school year that reports which students were approved, held back, transferred 

or should drop out school – fulfilled this requirement. This textual and material controversial 

artefact demanded from EEEFM VR the coordination and inclusion (cf. Mol, 2002) of 
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different organizing realities (e.g. SEDU, local realities, school calendar, etc.) to be produced. 

Being the focus of attention of different professionals, elements and institutions, the ‘reports’ 

are enacted through the construction of ‘organizational inscriptions’, fact that made a 

significant theoretical point. By observing both interrelated productions of ‘reports’ and 

‘organizational inscriptions’ we are able to describe how material elements not only carry 

action but also add to the school organization chain of relationships and events (Sayes, 2014). 

By following and describing the construction of non-human agents through observing 

practices and reading documents instead of conducting interviews, the risk of ignoring 

important actors that form the particular EEEFM VR network – whereby an objective style 

of offering education is determined (Cooren, Thompson, Canestraro, Bodor, 2006; 

Czarniawska, 2007; Hacking, 1994) – was reduced. 

Data Collection  

This thesis sought not to impose any scientific or personal previous knowledge on to 

the actors’ understanding of it (Gioia, Corley and Hamilton, 2012), allowing the investigation 

not to be confined to a priori explanations about how this element constituted ordering 

practices in school and educational management. Data collection took place through the use 

of participant observation, informal interviews and document collection.  

In order to carry out the research, the school director granted me the possibility of 

observing, at first, the school life from the staff room, the secretary, the school canteen, the 

yard, the covered patio and the school’s corridor. It was clear from beginning that the 

classroom could only be accessed if a professor invited me to watch a class. It was only with 

time, more precisely, during the second trimester, when professors, caregiver and pedagogue 

began to demand my support to develop professional and academic projects that the 

classroom space opened for observation. Between March and December 2016, I was at 

EEEFM VR on average three times / fifteen hours a week. During the participant observation, 

considerations, drawings, interviews and layouts on the spaces and practices of production 

of the ‘reports’ were inscribed chronologically in the field notebook. This activity allowed 

me to highlight multiple temporal dimensions, such as past events, acts of compromise as 

well as spatial dimensions, such as other organizations, documents, school calendar, 

resolutions, laws, rules, all of which were juxtaposed in the material stabilization form of the 
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‘reports’ at the end of the 2016 school year in network terms. In other words, the present 

study focused on following the networks of actors (Latour, 1999; Callon, 1989 Czarniawska 

and Hernes, 2005) and practices (Mol, 2002) without defining a priori the role or the nature 

of each of its constituent elements (Callon, 1986).  

By following the actors (e.g. school calendar, professionals) and practices (e.g. SEDU 

guidelines for organizing, EEEFM VR offer of education through projects), to access 

documentary data was possible: resolutions, decrees, laws, e-mails, minutes, past ‘reports’, 

‘reports’, videos, normative instructions, school calendar, templates, textual and writing 

devices, organizational inscriptions. From the ‘reports’, it was possible to follow the other 

elements in its network of actors and practices that established connections with the form this 

material object took at the end of the 2016 school year. In special, in what regards 

documentary data, it is important to note the importance of the textual and writing devices 

(cf. Callon, 2002), as well as of the ‘organizational inscriptions’, in shaping the ‘reports’. As 

EEEFM VR has to include in its own organizing common management styles and modes of 

ordering that include each other (cf. Mol, 2002; Law, 1994) (e.g. SEDU, school calendar, 

local realities), any technical activity carried out in this school was followed by the 

production of ‘organizational inscriptions’ in relation to textual and writing devices 

predetermined by the Espírito Santo education network. On the field, the Resolution CEE/ES 

nº 3.777/2014, educational projects (winners or not) and EEEFM VR political pedagogical 

project (PPP), which were used and photocopied, are examples of ‘organizational 

inscriptions’ and textual and writing devices. The importance of textual elements enacts a 

double nature of the professional work at EEEFM VR, which obligates teachers, students, 

pedagogues to act (e.g. professors teach and students watch classes) and inscribe (e.g. 

students take exams and professors report in Teacher Class Record Book the content 

knowledge given) the activities carried out at the same time, constructing through this 

practice a particular material form of the ‘reports’ at the end of each school year (see chapter 

one). 

Furthermore, after collecting and analysing data through participant observation and 

document collection, provided that the interlocutors’ metalanguage was unclear at times, 

informal interviews using ethnographic questions (Spradley, 2016) were conducted in order 
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to clarify emerging doubts (see appendix 2), whose responses were inscribed in the field 

notebook. Eighteen people were interviewed, many of them more than once, among 

professors of regular and special needs students, pedagogues, coordinator, caregiver, director 

and school meal team, including a person from Tamar in charge of the development of 

educational projects with EEEFM VR. The interviews had an average duration of 30 minutes. 

Among observations and interviews, two field notebooks were used/filled. In these, besides 

observations and interviews, diagrams, layouts, images, handouts and photocopies of 

documents were entered. The overall information entered in the field notebooks were directed 

by the activities, materials and inscriptions that organized the form that the ‘reports’ with the 

Final Results – Primary Education (Final Grades) – took at the end of the 2016 school year. 

Later, when typing both notebooks in Word document in chronological order, photographs 

of people, documents, shapes, forms, calendars, resolutions, projects, rules and e-mails taken 

during the observations, as well as drawings and transcribed interviews, were entered. In 

total, the Word document – two field notebooks typed with photographic ‘reports’, interviews 

and drawings – totalized 964 pages (Times New Roman, 12, double-spaced) and 63,972 

words. As this thesis followed the actors in relation to the construction of the ‘reports’, it was 

interviewed those who presented themselves as part of this production/enactment web of 

practices. For Latour (2005), any interview, narrative or commentary of the actors can 

provide the researcher with a set of surprising entities to explain the how and why of a certain 

course of action. In this sense, the interviews were used to raise inquires and to question the 

production of the ‘reports’ throughout the investigation. In this way, the present study was 

able to have a greater precision in mapping the connections between the constituent elements 

of the form that the ‘reports’ have taken at the end of the 2016 school year, as well as to better 

understand the desired production of this artefact through the actors’ own practical terms 

rather than from analytical categories defined by the researcher (Heyl, 2007).  

Lastly, as a criterion defining the limit of the network of actors and practices to be 

traced and mapped in the research, it was used Law’s (1989) guidelines, establishing that the 

extension of the linkage depends on the ability of the individual actors to perceive the 

phenomenon under analysis. Thus, this study tried to make sure, through the different 

instruments of data collection, that those actors (humans and alike) that were noticed in the 

field were described in the analysis and participated in the production of the ‘reports’. To 
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preserve the anonymity of the human interlocutors involved in the research, all the names of 

people are fictitious.  

Data Analysis  

In the analysis of the data, this study was guided by the technique of codification and 

categorization (Corbin and Strauss, 1990; Bryant, 2017). As the data was collected, it was 

digitized and analysed as interrelated processes (Corbin and Strauss, 1990). Chronologically 

(Shepherd and Suddaby, 2017), the different documents, images, emails, spreadsheets and 

field notes were ordered so that it was possible to describe the desired form of the ‘reports’ 

through the production of ‘organizational inscriptions’ during the first trimester of the 2016 

school year, as well as the shape that this artefact took at the end of the trimester. With the 

data scanned and organized by day and by hour, analysis through coding and categorization 

was made. 

The first step was to read and reread all the material, in chronological order, so that 

the researchers could become entirely familiar with the collected content (Shepherd and 

Suddaby, 2017). During the reading and revision of the material, annotations in the texts and 

indications in the documents were made about the desired production of the ‘reports’ through 

‘organizational inscriptions’. Later, open coding was used, in which constant comparisons 

were made (Corbin and Strauss, 1990) between events/actions/interactions/ 

arguments/inscriptions/materials to symmetrically interpret the practice of producing 

‘organizational inscriptions’ and enacting political/organizational/social/educational 

artefacts. 

By way of explanation, ‘organize’, ‘inclusive’, ‘coordination’, ‘different realities’, 

‘different organizing’, ‘material’, ‘stable’, ‘non-automatic’, ‘form’, ‘organization 

singularity’, ‘agonistic’, ‘symbiotic’, ‘alliances’, ‘inscriptions’, ‘textual and writing devices’, 

‘organizational inscriptions’ emerged through an open coding practice (Strauss and Corbin, 

1998) as first-order concepts (Van Maanen, 1979) or codes (Eisenhardt, Graebner and 

Sonenshein, 2016; Strauss and Corbin, 1998). It was only from these first-order concepts and 

codes that this study could talk about EEEFM VR ‘organizing relationships’ and ‘inclusive 

alliances’, which are two of the four categories of the present thesis that resulted from a 



28 
 

methodological practice known as axial coding that is associated to the grounded theory 

(Strauss and Corbin, 1998), which consists basically of “seeking similarities and differences 

among the many [first-order] categories” (Gioia, Corley and Hamilton, 2012, p. 19). The use 

of axial coding helped to establish relationships between categories, determining the 

conditions and setting in which they emerged, the actors’ responses and reactions to those 

problems, as well as the consequences of actions and interactions (Bryant, 2017). 

The school’s ‘organizing relationships’ and ‘inclusive alliances’ accredit this thesis 

to explore and describe the offer of education and the production of the ‘reports’ for EEEFM 

VR in relationship with common styles of organizing that include each other (cf. Law, 1994; 

Mol, 2002; Mol and Law, 2002), such as the SEDU, school calendar, inscriptions, textual 

and writing devices, professions, local organizations, culture, natures, environment, etc. As 

a result, to observe diverse organizational controversies was possible. Accordingly, to 

observe the controversies and practices in alliance with the construction of the ‘reports’ was 

the second phase of the research. As for it, a performative perspective was deployed, directing 

the analysis to the ongoing enactment of organizing and ordering to understand how the 

world is being made in practices (Linberg and Walter, 2012; Orlikowski and Scott, 2015). 

The second phase occurred from the second trimester onwards, once the controversial and 

central character of the production of the ‘reports’ become clear to the research. With the 

second trimester, the professors, caregiver, director and pedagogue in charge for the Final 

Grades became worried after integrating students’ grades and absences. The desired 

production of the ‘reports’, that is, with less than 10% of students being held back, was in 

danger since it was verified that more than 25% of students of the Final Grades of Primary 

Education of EEEFM VR would fail if the 2016 school year ended after the first trimester. A 

lot of discussions, parallel talking, controversies, meetings and actions began to take place 

after this diagnosis (see chapter four). By this time of the 2016 school year, due to my greater 

insertion in the field (see below and in chapter 4), spaces denied to me could be accessed. To 

observe meetings, classroom activities and be part of living organizational controversies was 

viable. Empirically, this led me to various places, people, documents, laws, agreements, 

communications, rules, other organizations, crafts, projects and worksheets. Consequently, 

many other first-order terms emerged from those meetings, classes and discussions, where 

school professionals talked about what they were doing, they will do and the consequences 
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of their actions. At this time, the local speech about the professionals actions and happenings 

were deployed by the research, “rather than about their thinking” (Mol, 2002, p. 17), letting 

to emerge a couple of other first-order terms as ‘10%’, ‘held back’, ‘accepted’, ‘intervention’, 

‘safeguard’, ‘practice’, ‘singularity’, ‘educational projects’, ‘school work’, ‘exams’, 

‘experiments’, ‘pedagogical’, ‘educational’, ‘curricular content’. Once again, from these 

first-order concepts and codes, similarities and differences among them were seek. Thus, to 

talk about EEEFM VR ‘pedagogical interventions’ and ‘educational experiments’ that were 

designed to shape the ‘reports’ was conceivable, which are the two other categories of the 

present thesis. 

The data organisation suggests that the material that is not automatically generated or 

a necessarily stable form of the ‘reports’ is the result of the coordination and inclusion (cf. 

Mol, 2002) of common styles (Hacking, 1994) or modes of ordering (Law, 1994) (e.g. 

SEDU). Such practices and the ‘reports’ are enacted through ‘pedagogical interventions’ and 

‘educational experiments’ that coordinate common ‘organizing relationships’ through 

agonistic and symbiotic ‘inclusive alliances’ by means of ‘technical activities, materials and 

organizational inscriptions’ (see table below). For EEEFM VR, heterogeneous elements 

enact the ‘reports’. EEEFM VR’s symbiotic and agonistic inclusive practices in relationship 

to common organizational realities constitute the inscription of these ‘reports’. 

 

Table 1: Central categories and categories for EEEFM VR that offers a partial and connected representation of 

the main analytical idea present in the thesis accompanied by the explanation of the research findings. 

Source: Elaborated by the author.  

Those central categories and categories for EEEFM VR refer to the heterogeneous 

elements – beyond the rules, the Management, the public administration methods, the 

science, the interests of the oppressors and of the oppressed, the organizational context, 

Inclusive Alliances

Organizing Relationships and Inclusive Alliances: The 

double work is organized by means of inclusive alliances 

that relate different realities.

Inclusive alliances between different organizing realities - 

EEEFM VR, SEDU, Tamar -  make possible the ´double 

work` through Technical Activities, Materials and 

Organizational Inscriptions that organize the material non 

automatic or necessarily stable form of the Reports and 

determines the school organization singularity. 

Organizing Relationships 

EEEFM VR organizing relationships includes common 

organizings through Technical Activities, Materials and 

Organizational Inscriptions (e.g. textual and writing devices, 

school calendar, matrix, exams).

Main analytical idea present in the research and explanation 

of the research findings

Technical Activities, 

Materials and 

Organizational Inscriptions

Students being held back and approved - school reports - 

are the result of ‘pedagogical interventions’ and 

‘educational experiments’ that coordinate different 

‘organizing relationships’ through agonistic and symbiotic 

‘inclusive alliances’ by means of ‘technical activities, 

materials and organizational inscriptions’, determining the 

objectivity of offering education in EEEFM VR through 

projects.

Pedagogical Interventions

10% of students being held back is accepted by 

SEDU, otherwise the school may suffer intervention.  

EEEFM VR develop/implement pedagogical 

interventions to include common organizing and 

safeguard the schools and its employees.

Educational Experiments
The educational experiments (school work and 

exams) are developed in relationship with curricular 

knowledge content and local inquiries into the 

environment to enact the Reports. 

Pedagogical Interventions and Educational 

Experiments: Organizational practice that organize 

the material form of the Reports and determine the 

school singularity through a double work.
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culture and controversies – that enact the material non-automatic or stable form of the 

‘reports’; not a necessary (cf. Marx, [1845] 2008; [1859] 1988; [ 1867] 1984; Viveiros de 

Castro) but a desired production that must be described in (dis)organization and network 

terms (cf. Deleuze, Guattari, 1983; Ingold, 2011; Viveiros de Castro, 2014). No lens applied, 

the ‘technical activities, materials and organizational inscriptions’ are the trysting places and 

spaces of the unique style of EEEFM VR to offer education through ‘educational 

experiments’ and ‘pedagogical interventions’ and the form of the ‘reports’ at the end of the 

2016 school year by means of symbiotic and agonistic ‘inclusive alliances’ that organize 

common organizational realities. 

Thesis Path 

To talk about the thesis path is mandatory, once in gathering first-order data, 

constructing second-order concepts through comparison and producing latent theoretical 

reasoning to connect emergent categories, the present study end up talking in the same terms 

about what some practices and areas of knowledge of the field of Organization Studies judge 

to be separated. However, as this organization research makes a point of highlighting, many 

studies are denying a priori premises to produce organizational accounts (cf. Battilana and 

Dorado, 2010; Eisenhardt, 1989; Orlikowski, 2002), departing instead from objects to 

represent occupational jurisdiction (Bechky, 2003), archival data to explore changes in 

occupational gender roles (Arndt and Bigelow, 2005), ethnographic work to describe the 

relationships between politics and medical change (Kellogg, 2012), managerial decision tools 

to analyse business education (Cabantous and Gond, 2015).  

Inductive methods in Organization Studies are used in order to avoid a priori 

properties, enacting grounded theory from documents, pictures, practices, that is, from data 

collected in a given organization (cf. Eisenhardt, Graebner and Sonenshein, 2016). The case 

in context demonstrates that the inductive method enacts alternative but unique paths to the 

activity of inquiring into organizations, organizing, and management. Moreover, the 

inductive method combined with ethnographic fieldwork offered multiple, heterogeneous 

and complex ontological informed points of view for the organization (EEEFM VR) 

analysed, a fact that is not problematized by the specialist literature (cf. Gioia, Corley and 

Hamilton, 2012; 2013; Eisenhardt, Graebner and Sonenshein, 2016) (see chapter 6).  
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Searching for a relevant theory for EEEFM VR enacted innovation. In Final 

Considerations, it is described how these more ontological ideals apply in the organization 

studies and advance in what is put in the field. The ontological multiplicity idea contrasts 

with the modern Western thesis of epistemological pluralism (Viveiros de Castro, 2014), a 

“tradition in which different people may each have their own perspective on reality, while 

there is only one reality – singular, coherent, elusive – to have ‘perspectives’ on” (Mol, 2014, 

p. 1). Assuming the possibility of enacting multiple (organizational) realities, the present 

thesis describes EEEFM VR’s ‘inquiry policy ontologies’, which can only offer education 

by inquiring into modes of regaining human ‘culture’ in Vila Regência through recovering 

living local ‘natures’ (cf. Viveiros de Castro, 1992; 2014) (see chapter 2), especially after the 

biggest environmental disaster involving mining activities in Brazil – caused by Samarco 

Mineração S.A., Vale S.A. and BHP Billiton in November 5, 2015 – which had a major 

impact on the Sweet River region and accentuated EEEFM VR’s offer of education through 

projects. The thesis emphasis on ontologically informed points of view (Strathern, 2005b, p. 

145) supports the idea to focus on the differences between multiple worlds enacted at EEEFM 

VR rather than attending to the precise (without bias, errors or ambiguities) knowledge of 

Science over beings and existence. Thus, it was evidenced the thinking styles proper to the 

studied collective, where the description of the ontologies that determine the self of each 

individual at EEEFM VR prevailed over the organization studies epistemological approaches 

adjudicating, cataloguing, predicating, ruling on and representing local ‘culture’ and 

‘natures’ (cf. Viveiros de Castro, 2014) (see chapter 2). For EEEFM VR, as evidenced 

through the The Black River Invites awarded educational project (see chapters 2 and 3), the 

word ‘nature’ has broader meanings and can even mean ‘culture’. The Black River is 

ontologically ambiguous just as it is The Black River Invites awarded educational project, 

the ‘organizational inscriptions’, the organizational controversies and the ‘reports’; 

organizational objects indicating a number of matters, that is, “frozen actions or material 

incarnations of a nonmaterial intentionality” (Viveiros de Castro, 2014, p. 62). Thus, those 

artefacts and heterogeneous elements enact ontological informed points for the local school 

organization, allowing for describing the thinking styles proper to the EEEFM VR without 

epistemological artifices, provided there is motivation to dig deep enough. 
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In the first, second and third chapters, events occurring during the first trimester of 

the 2016 school year are described. Because this was the beginning of the investigation, the 

presence of the researcher in the field was viewed with suspicion. Thus, chapter one offered 

a ‘textual’ ontological point of view, since reading ‘organizational inscriptions’ produced at 

school was a way of accessing previously unseen heterogeneous, multiple and complex 

relationships. In chapter one, an organization analysis was developed from ‘texts’ in alliance 

with talking subjects. Describing the offer of education through ‘inscriptions’ (Derrida, 1976; 

Ducrot and Todorov, 1987; Latour and Woolgar, 1986) made it possible to demonstrate that 

the production of the ‘reports’ in EEEFM VR includes instead of assuming the style of 

organizing and ordering of the Espírito Santo Education Network. As a result, to overcome 

the pervasive dichotomy between work-place resistance and managerial control that marks 

Critical Management Studies was thinkable (Fleming and Spicer, 2008; Hardy and Clegg, 

2006; Mumby, 2005). 

From ‘organizational inscriptions’, to evidence the innumerable constructions in 

vogue in the school was also possible. Therefore, the second and third chapters offer an 

ontological ‘material/factual’ point of view, which made it potential to focus the analysis in 

the practice of EEEFM VR to educate by constructing educational projects that problematize 

local (environmental, social, cultural) issues. In chapter two, it is demonstrated that the 

dissimilarity from one school organization to others shall not be explained through the 

invention of an organizational culture, as EEEFM VR teaches that this distinction results 

from the act and the effect of offering education and producing the ‘reports’. Through the 

analysis of a central ‘inscription’ for EEEFM VR, an award winning ‘factual/material’ 

educational project, to describe the difference from this organization to others as the result 

of associations between ‘technical activities, materials and organizational inscriptions’ was 

conceivable. In chapter three, through the comparative analysis of two EEEFM VR award 

winning ‘factual/material’ educational projects, this thesis describes the paths activated from 

the moment both projects were knighted by SEDU, describing the beings on which them 

immediately acted upon and the credibility engendered. The awards generated substantial 

economic resources for EEEFM VR. Yet, to assume that an award achieved by an 

organization obviously stablishes credibility is not feasible, as ‘logic’ and ‘consistency’ are 

the result of a construction practice (Hacking, 1994). Thus, to use social factors (cultural, 
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political, economic) to construct explanations may end up reifying organizational 

productions, facts, materials, practices, alliances and inscriptions instead of describing their 

production. In other words, the focus of the analysis falls on ‘material/factual’ educational 

projects of the school that were awarded by SEDU in the years of 2012 and 2015, which 

problematized Rio Preto and quality of the local Water, respectively.  

With the second trimester, that is, with the passage of time, a greater immersion in 

the field happened. To access spaces that were previously denied, such as classroom and 

meetings, was conceivable. In these terms, the fourth chapter allowed starting from the 

‘controversies’ observed in the school as an alternative ontological vantage point. In chapter 

four, a priori assumptions are once again denied to develop an organization account based on 

controversies as a symmetrical ontological point. Yet, organizational controversies shall not 

be understood through privileged lens or treated as a dispute with beginning, middle and end, 

since contradictions may not necessarily close (Mol, 2002). It is nothing but a notion that 

needs no departure point, linked up with assumption that organizations and organizational 

facts are not natural reality and ontological questions (i.e. objects, materials, practices, 

controversies as important focus of analysis) are relevant. 

In the fifth chapter, which describes the final form of the ‘report’ being produced in 

action, the ‘local enactment’ ontological point was addressed, in participant observation 

context. In chapter five, from a ‘local enactment’ ontological point, it was demonstrated that 

the desired social production of the ‘reports’ with the Final Results – Primary Education 

(Final Grades) – was not achieved, given that more than 10% of students were held back. 

Thus, to interpret that the ‘reports’ were enacted through various connections between 

heterogeneous elements (Deleuze, Guattari, 1987; Mol, 2002; Strathern, 2005; Viveiros de 

Castro, 2014) that are in relationship but not submitted to individuals and rules was thinkable. 

To establish symmetrically how EEEFM VR constructs the offer of education allowed for 

evidencing the entanglement of power, cultural, social, natural, environmental and material 

dimensions of ‘local enactment’ practices.  

At the end of the thesis, the importance of the inductive method for the present 

investigation to address ‘texts’, ‘materials/facts’, ‘controversies’ and ‘local enactment’ 

practices – or stacked layers (Latour, 1987) – as different ontological vantage points is 
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problematized. This methodological path made the school and its productions understood as 

not natural reality by assuming the relevance of ontological questions that made objects, 

materials, practices and controversies as the focus of analysis instead of epistemes, social 

concepts, dependent/independent variables, and dialectics. 

1. School Organizing Relationships  

 

Figure 1: Newspaper ad of Rio de Janeiro City Hall.  

Source: Sunday Edition (July12, 2014), O Globo.  

1.1. Introduction 

I do not usually think of school in terms of production lines although it was in these 

terms that on July 12, 2014 an advertisement in the Brazilian newspaper, O Globo, placed by 
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the Rio de Janeiro city administration said, “Our production line is simple. We build schools, 

form citizens and create futures. Factory of schools of tomorrow. More education for Rio de 

Janeiro”.  The prejudice towards the word ‘production’ in relation to the words ‘education’ 

and ‘school’ is obvious at the outset. Nevertheless, to assert that the school produces 

something is different to saying that school organization is thought of as a factory and/or a 

production line. The logic proposed by this thesis is exactly the reverse. The idea is to assume 

without constraints that the school produces common goods through time, knowledge and 

capabilities allied with local – social, political, environmental, educational – realities (cf. 

Masschelein and Simons, 2017).  

In order to demonstrate that the imaginary at school is much more productive than 

the social imaginary about the school, to detail what produces a public school organization 

is necessary: The State School of Primary and Secondary Education Vila Regência (EEEFM 

VR) located at Foz do Rio Doce [Mouth of Sweet River]. Thus, in this chapter I first consider 

some central debates in the field of critical management studies (CMS) (cf. Alvesson, 

Bridgman & Willmott, 2009; Courpasson & Valas, 2016) that centre on the dualism of 

control and resistance are in danger of becoming hackneyed if they have not already achieved 

this status. Control is increasingly achieved through non-disciplinary power mechanisms 

(Munro, 2000; Weiskopf & Munro, 2011) rather than through direct control premised on 

surveillance (Lyon, Haggerty & Ball, 2012), such as the analysis of statistical data 

represented in documentary traces of citizen and consumer choices (Gandy, 2012). 

Resistance, where it occurs, is not necessarily a result of the frictions of intrusive control 

achieved through intense surveillance; instead it might emerge as a novel form of network 

(cf. Munro, 2016). Such resistance has a local character, embedded in economic, historical 

and political specificities (Mumby, Thomas, Martí & Seidl, 2017). Moreover, resistance is 

not invariably antagonistic in relation to actually existing modes of organization: it can have 

productive and concrete effects (Courpasson, Dany & Clegg, 2012). These new ideas 

question the dualism of control achieved through the exercise of the power of surveillance 

entailing the friction of resistance. These metaphors, appropriate to the laws of physics, do 

not exhaust the possibilities of social construction. In place of the dualism I suggest a focus 

on organizational inscription as a central feature of how organization control is accomplished. 

‘Inscriptions’ are not totalities determined by subjects or normative models that pre-exist and 
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oversee the ‘inscription’ (Derrida, 1976) but the results of practical action embedded in 

everyday organizational work framed, administratively, in terms of preferential and 

constitutive rules (Garfinkel, 1967). 

Inscription is investigated through a case study of a specific public school in Brazil. 

Focusing on organizational inscription highlights a central social fact of organization in a 

system of state bureaucracy; that is, the number of texts a school has to produce, representing 

its practices, at the request of the education network in which it is incorporated. The words 

and data that school professionals’ inscribe and produce are already framed in relation to 

exterior educational system guidelines for organizing organizational inscriptions. Almost any 

school activity is followed by the production of organizational inscriptions that report on it 

in relation to the guidelines for organizing such activity. These textual/material elements 

enact the double nature of professional work in school organizations. As the education 

network regulates public – municipal, state and federal – schools, it simultaneously regulates 

teachers, students and pedagogues that ‘act’ (e.g. professors  teach and students engage in 

classes) and ‘inscribe’ (e.g. students take exams and professors report in the Teacher Class 

Record Book the content of the curriculum taught) the activities carried out. Thereby, 

organizing may be understood as embodied in discursive and material practices that become 

embedded in inscriptions, providing an ontological point of entry for inquiry into modes of 

organizational control (Leclercq-Vandelannitte, 2011). 

Our focus is on a particular field of inscription – the production of school reports on 

students. By following what Latour refers to as a symmetric study one has “the incomparable 

advantage of doing away with epistemological breaks, with a priori separations between 

‘sanctioned’ and ‘outdated’ sciences, or artificial divisions between sociologists who study 

knowledge, those who study belief systems, and those who study the sciences” (Latour, 1993, 

p. 94). Such a proposal offers a point of access for the researcher to describe multiple and 

complex entities (Callon, 1986). Yet, how does a specific public school act through 

inscription in the face of organizational control through mandatory framing of such 

inscription remains an open question. 

As highlighted by Arellano-Gault (2013), little attention has been directed to public 

organizations despite the growing demand for their efficiency and quality in service delivery. 
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Thus, analysing “organizing processes that handle public affairs” (Arellano-Gault, 2013, p. 

163) becomes an important task for organization studies. In particular, school organizations 

are subject to rigid systems demanding reported conformance with bureaucratic rule through 

records, reports, and assessments that control students’ and teachers’ activities and 

behaviours (Taylor, 2012), including through the statistical analyses of data that is produced 

(Gandy, 2012).  

The chapter makes three contributions. First, it contributes to critical management 

studies by addressing control through organizational inscription, instead of the dualism of 

control and resistance (Mumby, 2005; Fleming & Spicer, 2008). Second, the control and 

resistance literature (Courpasson & Vallas, 2016) is predominantly human centred (cf. 

Knights, 2016); we make a significant contribution by de-centring the human subject  through 

organization analysis that assumes that it is texts/objects that enact complex relations as 

subjects of interpretation, becoming ‘things’ that are circulatory constructions enacted in 

practice. Third, the use of inscriptions (cf. Derrida, 1976; Latour & Woolgar, 1986) functions 

as a point of origin for ontologically informed symmetrical organization studies (e.g. Gond 

& Nyberg, 2017; Naar & Clegg, 2018) supporting sociomaterial empirical research (see 

Leonardi, Nardi & Kallinikos, 2012; Robichaud & Cooren, 2013). 

I begin by considering some central themes in critical organization studies. In a first 

movement the field of COS is problematized. Subsequently, the notion of ‘organizational 

inscription’ is discussed, arguing that this idea has the potential to contribute to the critical 

analysis of organizations. Then, using the notion of ‘organizational inscription’, the school’s 

production of the ‘reports’ as heterogeneous and multiple organizational (arte)facts are 

symmetrically explored through observation of the school’s ‘division of labour’; a 

management principle that, in the same way as the ‘reports’, is designed to allow 

organizational control and surveillance. I conclude by summarizing final considerations. 

1.2. Critical organization studies 

The field of CMS emerged in the UK in the 1990s to assemble scattered critical 

traditions of organization accounts (e.g. Bendix, 1956; Benson, 1977; Burrell & Morgan, 

1979; Child, 1969; Clegg & Dunkerley, 1980; Frost, 1980; Deetz & Kersten, 1983; Fischer 

& Sirianni, 1984; Jermier, 1985). Moreover, this field of knowledge that was incorporated as 
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part of organization7 studies handbooks (Clegg, Hardy & Nord, 1996; Clegg, Hardy, 

Lawrence & Nord, 2006) currently has its own handbook that consolidates this intellectual 

movement (Alvesson, Bridgman & Willmott, 2009). Due to the origins and 

pluralistic/multidisciplinary enactments of CMS (cf. Alvesson, Bridgman & Willmott, 2009), 

agonistic practices problematize monopolizing, integrated and/or partial critical voices 

(Ackroyd, 2004; Smircich & Calás, 1987; Cooper & Burrel, 1988; Wray-Bliss, 2004) and 

discuss what it means to be critical (Calás & Smircich, 1999; Jermier & Clegg, 1994). 

Alvesson (2008) proposes that, beyond the differences that characterize CMS, there are 

multiple common elements that make its accounts critical. For Fournier and Gray (2000), 

Grey (2005) and Grey and Willmott (2005) core elements organize the development of 

critical organization research, namely: de-naturalization, reflexivity and anti-performativity.  

The anti-performativity character of CMS raises questions concerning whether this 

field is ‘for’ or ‘against’ management as a practice (cf. Adler, Forbes & Willmott, 2007; 

Clegg, Kornberger and Rhodes, 2004; Parker, 2002). Spicer, Alvesson and Kärreman (2009) 

propose the idea of critical performativity to overcome the growing critiques of anti-

performativity as a core element of CMS. For these authors, the notion of critical 

performativity places CMS in a broader context in the field of management and organization 

studies (MOS). For instance, the preconception that CMS is necessarily negative, destructive 

and non-communicative is increasingly questioned by protagonists:  for example, 

Courpasson, Dany and Clegg (2012) introduced the notion of productive resistance, referring 

to forms of resistance through “the skilful work of resisters [that] can generate positive 

change rather than dysfunctional freezing” (Courpasson, Dany & Clegg, 2012, p. 802). 

Hence, CMS can be associated with constructive elements, such as affirmation, reflexivity 

and deconstruction. Nevertheless, challenges remain. CMS’s ideal of contesting theorization 

of orthodox management practice (cf. Adler, 2002; Alvesson & Willmott, 1992; 1996; Grey, 

2005) in terms of asymmetrical power relations (cf. Adler, Forbes & Willmott, 2007) and 

naturalistic assumptions that organizations comprise a consistent and systematic whole 

(Clegg, Courpasson & Phillips, 2006) still have to transcend “power/resistance dualism” 

(Fleming & Spicer, 2008, p. 304). According to Mumby (2005, p. 20), “the field of CMS has 

evolved around an implicit binary opposition that privileges either organizational control 

processes or employee resistance to such mechanisms of control”.  
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Control/resistance dualism 

Analysing how different aspects of organizing in a public school and the education 

network of which is a part are coordinated casts light on a problematic aspect of the field of 

CMS; the dualism played out between organizational power and work-place resistance to 

management control (cf. Fleming & Spicer, 2008; Mumby, 2005). Public schools are subject 

to forms of public administration that collect records and information in a variety of areas for 

different purposes (Webster, 2012), controlling the efficiency of services provided, 

producing identification and classification systems (Gandy, 2012) that order and assign 

people and things to categories (Bowker & Star, 1999). Accordingly, we need to understand 

that “classifications are both conceptual … and material” (Bowker & Star, 1999, p. 289). 

 

Figure 2: Beyond dualism and control in COS. 

Source: Developed by the author from Latour (1993, p. 52). 

We have elaborated Figure 1 to illustrate how two critical management studies 

(Mumby, 2005; Fleming & Spicer, 2008) sought to circumvent the dualism between power 

and control. In the first case (a), the figure relates to Mumby’s (2005) demonstration that a 

dialectical approach to resistance and organizational control mutually constitutes by 

foregrounding rather than including the two poles (cf. Latour, 1993). In the second 

representation (b), related to the research of Fleming and Spicer (2008), the term ‘struggle’ 

“(…) entails political change, communication and categorization, constitutive self-
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consciousness and creativity” (p. 306). Fleming and Spicer (2008) keep the social and natural 

worlds apart – the natural world would be excluded from the circle that encompasses 

resistance and authoritative organizational control, which limits analysis considerably. 

Organizational control and resistance are effects of actors and actants’ constructions which 

should be described rather than explained socially as the effect of some structural property 

such as organizational logics or relations of production (cf. Latour & Woolgar, 1986).  

Organizational inscriptions, as quasi-objects (Serres, 1980) between and below 

(Latour, 1993) resistance and control, make it possible to explain their dualism as a 

construction/enactment. As is evident in Figure 1 (c), organizational inscriptions enact and 

provide symmetrical descriptions of organizational productions (collectives/facts/artefacts). 

In the third figure, (c), we use organizational inscriptions to describe symmetrically how the 

school that is our empirical site of data collection produced reports and offered education by 

including external controlling authority guidelines as preferential and constitutive rules for 

organizing the construction of these. Accordingly, in this way it is possible to overcome the 

pervasive dichotomy between authoritative control and inherent resistance to it that marks 

CMS. It is important not to posit everything as ‘organizational control’ and/or ‘employee 

resistance’ (Fleming & Spicer, 2008; Hardy & Clegg, 2006; Mumby, 2005), that is, “in terms 

of agency combined with its binary” (Knights, 2016, p. 109). One need not contrast and, 

therefore, highlight this dualism through dialectical approaches (Mumby, 2005) and terms 

(e.g. struggle) formulating this opposition as an interconnected and multi-dimensional social 

dynamic (Fleming & Spicer, 2008). In order neither to privilege nor to foreground 

resistance/control relations between subjects, the present chapter decentres the human being 

from organization analysis (Hassard & Cox, 2013). The exercise of power occurs through a 

heterogeneous network of actants (Hassard, Law & Lee, 1999) centred on organizational 

inscriptions rather than intentional actions by human subjects choreographed as engaging in 

a dialectic of controlling and resisting.   

1.3. Theorizing organizational inscriptions  

Organizational inscriptions, as textual and writing devices, are actants that organize 

relations among profession(al)s that enable researchers to analyse power relations in terms 

other than “power/resistance dualism” (Fleming & Spicer, 2008, p. 304). Organizational 
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inscriptions allow for understanding relations between humans that go beyond the 

passive/militant image (Jermier, 1985) and from models of management and organizational 

control (Alvesson & Willmott, 2002; Burawoy, 1979; Barker, 1993; Deetz, 1992) that stress 

only social reproduction. They also allow analysis to include the important role played by 

nonhuman actants. Textual and writing devices can link “the two poles of nature and society” 

without dialectical “loops and spirals” (Latour, 1993, p. 55), since all material emerges from 

social process and all social action is produced through mediation of some sort of material 

(Leonardi, 2012). Favouring inscription as a unit of analysis does not entail “text positivism” 

nor the assumption that “organizations are nothing but text” (Mumby, 2005, p. 39). While 

discursive forms of representation epistemologically defer to language and anthropocentrism, 

it is important not to limit our learning “about material culture as [something only] active and 

communicative”, as Olsen (2003, p. 90) stresses, if only because inscriptions entail 

categorization devices with which both the natural and social worlds are organized.  

Numerous studies demonstrate the importance of categorization devices in 

establishing organizational action (e.g. Cooper, 1989; Cooren, 2004; Groleau, 2005; Land, 

2005; Latour, 2005; Taylor, 1993; Taylor & Van Every, 2011). Such studies show that 

organizational decisions exist only in relation to diverse management tools (Cabantous & 

Gond, 2015) that include and distribute information rendering decision-making conceivable 

(Goody, 1986; Latour & Woolgar, 1986; Latour, 1987; Law, 1994; Meyer, 1994). In the 

present study it is not assumed that the material object of interpretation in research must be 

limited to communicative symbols in action (Olsen, 2003). Matter and meaning are entangled 

(Scott & Orlikowski, 2014); they are both constitutive of any organizing activities and have 

capabilities to enact realities (Orlikowski & Scott, 2008). Both things and texts organize 

actions. 

Callon (2002) notes that management science develops numerous management tools 

that actors use to organize. Companies need to share and gather information in real time to 

innovate or at least to remain in the market; thus, they face “a tension between greater 

complexity and simplification” (2002, p. 192). Hence, it is important to note the importance 

of organizational inscriptions (cf. Cooper, 1989; Latour & Woolgar, 1986; Derrida, 1976) in 

the exercise of power as they depict entities, relationships and alliances (Callon & Law, 2005; 
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Law, 1986) that can multiply as inscriptions are printed, distributed and acted upon (Law, 

1986). Such inscriptions can be transformed, for example, into statistical surveillance devices 

(Gandy, 2012) used to measure performance and substantiate decisions (Lyon, Haggerty & 

Ball, 2012), such as on the fate of students in a school. However, inscriptions can be 

challenged, since controversy may arise over their accuracy (Latour, 1987). In this sense, the 

effects of power are produced in a relational and distributed form (Law, 1992, p.6). 

Despite the fact that Callon (2002) recognizes the space that employees have to act 

in organization, he demonstrates that action (individual) is simultaneously framed and open 

in the solutions that companies use to organize collective action. According to Callon, the 

solution to organizing action occurs through writing and rewriting devices. These are 

collectively instead of individually authored devices providing collective action with 

autonomy and efficiency, generating asymmetric positions inside the organization that 

become obligatory passage points for written material that may establish sequences of action 

based on the results inscribed. More specifically, these inscriptions are based on both their 

singular uniqueness and their carefully calculated regularities. That is why such devices are 

more than mere rules or conventions, as they underpin conduct and leave open the option of 

restructuring such conduct as constitutive rules preferentially addressed in practice. Such 

textual devices have the power to define what can and will be taken as strategic or deviant 

acts (Callon, 2002).  

The production of textual devices is significantly increased by information 

technologies, which in turn generate new forms of power that operate through information 

networks rather than through traditional techniques of direct observation and discipline 

(Munro, 2000). These allow for remote control (Law, 1986) through centres of virtual 

(Quattrone & Hopper, 2005) and material calculation (Latour, 2001) formed as systems of 

public administration and information/communication technology. These systems gather 

events, places and people in relations that combine inscriptions and control (Latour, 1987). 

Inscription is an essential tool of school organization (Young, 1972) and practices of 

surveillance (Taylor, 2012). 

1.4.The case in context 
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The data is collected from the products of the State School of Primary and Secondary 

Education Vila Regência (EEEFM VR) located at Foz do Rio Doce [Mouth of Sweet River]. 

One common point of comparison for almost every single Western school regards the 

production of school reports: a public document that inscribes and specifies which students 

are held back, approved, transferred and dropped out of school at the end of each school year.  

Espírito Santo’s Department of Education (SEDU) regulates EEEFM VR through its 

Regional Departments of Education (SRE). The reports produced during the 2016 school 

year mostly detailed local school activities designed and implemented to meet the 

requirements pre-established in the school calendar and formal communications from SRE. 

SEDU norms suggest that less than 10% of students should be held back every school year. 

Brazil, along with many other nations, has established goals with respect to public school 

grades measured in standardized educational assessments applied in large-scale tests such as 

the Programme for International Student Assessment (PISA). Brazil has its own Index of 

Development of Primary Education (IDEB), calibrated on a scale from 0 to 10. IDEB 

synthesizes school approval ratings for learning in Portuguese and mathematics in 

examinations such as Prova Brasil . The two concepts synthetized in a rank ordering are 

‘quantity of education’ and ‘quality of education’. Espírito Santo, as any other Brazilian state, 

wants to avoid more than 10% of students being held back in order to fit the goal set by the 

Brazilian Ministry of Education (MEC) with respect to IDEB.  

EEEFM VR – as is the case with any of the other 145,646 public schools in Brazil in 

the 2016 school year – needs adapt to the two quantitative goals of school approval (quantity 

of education) and school performance in large-scale tests (quality of education). Yet, SEDU 

does not regulate how the school organization reaches these goals as long as they are 

achieved.  

At EEEFM VR it is clear that it does not want to hold back more than 10% of students. 

In pursuit of this objective, the school taught the required curricular content and tested it 

through examinations. However, it did so in an innovative way. Rather than intensively 

following only the centrally controlled curriculum, EEEFM VR had a history of educational 

projects designed in relationship to local/environmental problems, for which the school had 

won awards. These projects were in large part a response to the biggest environmental 
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disaster involving mining activities in Brazil – caused by Samarco Mineração S.A., Vale S.A. 

and BHP Billiton in November 5, 2015 – which had a major impact on the Sweet River region 

and accentuated EEEFM VR’s offer of education through projects. As a result, in EEEFM 

VR, in the 2016 school year, a record number of educational projects were submitted for 

educational awards. For instance, the Science Fair’s theme was ‘water’, Tree Day was 

emphatically celebrated, and community committees were organized to demand restorative 

actions for the school from Samarco/Vale S/A/ BHP Billiton. If the school is to continue 

teaching through educational – environmental, critical, social, cultural – projects without any 

interference it needs to meet the SEDU standards. 

1.5. Producing ‘organizational inscriptions’ from ‘textual and writing devices’ 

The production of reports in the 2016 school year began in 2015, along with what 

SEDU denominates as the School Public Call, or registration process for the next school year. 

SEDU released this call through its own website on November 10, 2015. In the 2016 school 

year there would be, in an unprecedented way, a unified and common State School Calendar 

(school calendar) for the 497 schools of the Espírito Santo’s Education Network designed to 

standardize educational activities and actions, ensuring a school year without interruptions. 

The school calendar is, therefore, a material element framed by SEDU as a new work practice 

that organizes state education in Espírito Santo, including EEEFM VR. Less than a week 

later after the School Public Call, issued through SEDU/ES order nº 111-R of November 13, 

2015 and published in the Espírito Santo Official Gazette (DO-ES) on November 16, 2015, 

the 2016 school calendar was released. As foreseen by the school calendar, the classes started 

on February 15, 2016, shortly after carnival. 
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Figure 3: 2016 School Calendar of Espírito Santo Education Network.  

Source: Photographed by the author. 

 

The 2016 school calendar can be considered as a socially constructed complex textual 

organizing fact that, once produced and published, becomes an externality that is not 

modified by any context or argument (Latour & Woolgar, 1997). The school calendar not 

only points out the school activities per day (resit exam, class council, science fair) but also 

implies the notion of movement and constant intervention by the Magisterium professionals 

of EEEFM VR’s student population (times and movements, assessments, patterns of 
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behaviour). In fact, in the school calendar signed by EEEFM VR’s and SRE’s professionals 

– with schedules, legends, delimitations – is rooted the school’s collective action, as is the 

case for the other 496 SEDU schools. 

Reading the school calendar carefully, noting its association with the activities and 

practices in play at school, the inscriptions could be seen to describe and prescribe 

organization action and, accordingly, the behaviour of employees (cf. Callon, 2002) in a 

double organizational and educational movement of acting and inscribing. In this sense, 

textual devices such as the school calendar, allow the organized action of SEDU to be 

imposed on its education network and the very existence of the schools and the 

profession(al)s associated with the schools’ organization. As we shall see, tests, school 

councils, holidays, educational activities, are all placed in alliance with the school calendar 

and other textual/material organizing included by EEEFM VR. These activities and practices 

serve to enact organizational inscriptions that shape the reports but not as an a priori 

“grounding order” (Law & Lien, 2012, p. 364). In order to describe the production of school 

reports it is necessary to follow and describe the construction of EEEFM VR’s organizational 

inscriptions from the time the school calendar authorized classes to start, demonstrating that 

such textual constructions organize profession(al)s and the relationships among them in 

EEEFM VR.  

School life is marked by an intensive production of organizational inscriptions, which 

occur in a variety of locations: classrooms, laboratories, library, etc. Writing devices were 

mapped in relation to each of the employees of the Final Grades of Primary Education. The 

school has a division of activities marked by the professions, which EEEFM VR’s employees 

organize as organizational inscriptions using SEDU’s textual and writing devices. As Wagner 

(1981, p. 25) teaches, it is the profession that marks the difference, because any job only 

makes sense in relation to “the sum of our ways of doing things, and the sum of ‘knowledge’ 

as we know it”. In other words, the differences between the objects of research (humans as 

teachers or textual and writing devices) are given in relation to the different practices of 

students, directors, teachers, coordinators, secretaries, etc.), since each “draws upon a 

complex of interlinked technological discoveries and productive efforts” (Wagner, 1981, p. 

25).  
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It was easy to differentiate teachers from students and from pedagogues. It was easy 

to locate the secretariat, the staff room and the canteen (see Figure below). Still, it was 

challenging to grasp the relationship of all the actions made and organizational inscriptions 

constructed by these professionals, in these spaces, with the reports produced in EEEFM VR 

during the 2016 school year. It is important to notice that there is a division between students 

and other EEEFM VR’s profession(al)s, despite the school layout. The perception that the 

school organization functions to meet both regular and special needs students was useful in 

grasping the relation between the school professionals’ ‘double work’ – acting and inscribing 

– and the production of EEEFM VR’s reports.  

 

Figure 4: School layout.  

Source: Elaborated by the author.  

Considering that “public services have always been concerned with information” 

(Webster, 2012, p. 315), the present study observed how the organizational inscriptions 

produced by EEEFM VR shape the reports and students by including SEDU’s organizing 

categories. 

1.6.Acting and Inscribing 

Teacher’s Double Work 
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The amount of organizational inscriptions produced by teachers before, during and 

after school is substantial. Before entering the classroom, they inscribe in the Teaching Plans 

the materials, dynamics and activities to be developed with students. In the classroom, in 

addition to calling the class register, professors note in the Teacher Class Record Book the 

names of those students who have developed (or not) what activities. Teachers also write 

knowledge content on the board and refer to the textbook (knowledge content, illustrations, 

pages), correct activities and assessments and dictate questions to be answered by students. 

After class, teachers follow up by inscribing accounts of their educational action in a 

multitude of texts. As shown in the following figure, the organizational inscriptions are 

constructed in alliance with a number of mediators. 

 

Figure 5: Teacher’s Organizational Inscriptions 

Source: Elaborated by the author. 
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As the image above demonstrates, the production/enactment of organizational 

inscriptions is a manifold and compound practice. In the classroom, teachers through 

exhibitions, group readings, group work, etc., teach knowledge content daily. Actions 

enacted in the classroom occur in relationship with mediators and exterior styles of 

organizing that are mostly imposed by SEDU: textbooks, Teacher Class Record Book, 

Teaching Plans (PEs), research on teaching materials and on the website, State and National 

Curriculum Standards. Teachers produce organizational inscriptions in relationship to 

complex, multiple and heterogeneous elements, guidelines for organizing, mediators, as well 

as other realities. 

Coordinator’s and Secretary’s Double Work 

The coordinator and the secretary also produce a considerable amount of 

organizational inscription. The figure below shows the organizational actions and 

inscriptions of Mr. John, as the coordinator of the Final Grades of Primary Education.  

 

From 07hrs00min, teachers arrive gradually in the staff room. Four teachers 

leave the staff room and head to the classrooms from 6th to 9th grades, which comprise 

the Final Grades of Primary Education in Brazil. The teachers who depart from the staff 

room – not a teacher room as this place is shared also by the coordinator, the pedagogue 

and the caregiver – to teach take their backpacks and bags, always accompanied by the 

Teacher Class Record Book, books, textbooks, papers, cardboards. Before class, 

teachers customarily stop at the locker next to the staff room to pick up other texts that 

were specific to the grade where he/she would teach the class. The teachers who remain 

in the staff room are dedicated to planning their lessons in juxtaposition with the 

Teaching Plans (PEs), along with the teachers and texts of their area of knowledge. 

Whenever the class is over, the teacher goes to the locker and then to the staff room. In 

the interval, everyone speaks at the same time in the staff room. The conversation 

happens with varied organizational, educational and individual themes, with professors, 

coordinator, pedagogues usually seated with a multitude of texts on the rectangular table 

of the staff room. Those professionals, while talking about the practices enacted in their 

classes, produce organizational inscriptions on those technical activities carried out in 

the classroom, which were mediated by and inscribed in textual and writing devices. 

Thus, staff room may be considered a universe composed of a large rectangular table 

where sat teachers, coordinator, pedagogue, and caregiver to talk and write, with pen in 

hand and head down (Field Notes). 
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Figure 6: Coordinator’s organizational inscriptions and actions. 

Source: Prepared by the author. 

The secretary inscribes the organizational inscriptions of Mr. John and any other 

EEEFM VR organizational inscription in state and federal educational systems, as demanded 
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Mr. John, between 07hrs15min and 08hrs00min, passes from 6th to 9th grades 

talking about the menu of the day and delivers a token for those who will eat. Before 

leaving each classroom, Mr. John inscribes in a spreadsheet – taken from the school 

meal system – who picked up (or not) the token. Every trimester Mr. John produces a 

spreadsheet that integrates all daily spreadsheets produced over the trimester, being 

required to sign in each line that correspond to the days the students ate over the 

trimester (multiple coordinator signatures on a single sheet). For Mr. John, this is just 

one of many organizational inscriptions that he generates daily. As coordinator of the 

Final Grades of Primary Education in EEEFM VR, he is also responsible for 

storing/delivering the Teacher Class Record Book and collecting signatures in a sheet 

that control the school workers presence. As he is also responsible for discipline in the 

school, if there is an occurrence, Mr. John has to produce an organizational inscription 

in a school minute; even student’s fights end up being inscribed (Field Notes).  
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by the school census. Accordingly, the information contained in the reports on student’s 

approval/failure is compulsorily reported to the school census. The schools of Espírito Santo 

Education Network, as well as other education network schools, are required to provide 

census information on: (1) school organizations, classes, professionals and initial enrolment 

and (2), students situation (movement and performance) at the end of the school year. These 

school census steps are regulated by various legal instruments, designed by the Brazilian 

Ministry of Education (MEC) as mandatory activities for schools of the national education 

system, with specific dates on which they are to be performed.  In the census the party in 

charge of the actions described is noted as well as the person’s responsibilities, in a 

description and prescription of the behaviour of the professionals’ accountable for carrying 

out data collection. Thus, at least in Brazil, education networks organize the production of 

organizational inscriptions by their schools according to a number of normative instruments. 

Such inscriptions, added and compared with inscriptions from other Brazilian schools, make 

it possible to monitor the effectiveness of public policies in the country, or so it is believed. 

Teachers, coordinators, pedagogues, classrooms, students, books, plans are all formatted in 

these texts relating the work of EEEFM VR professionals. No local school organization exists 

outside the practices and normativity suggested by the school census in Brazil. The secretary 

is thus involved in enacting double work in EEEFM VR (see figure below). 

 

 

 

 

 

When observed more closely, an organizational practice, such as offering school 

meals at a state school, proves to be much more multiple and complex than it looks like. 

A practice that seems to have no end. On the one hand, before the students picked up the 

tokens and ate, the school meal team had to access per capita before start cooking, a 

folder that has a relationship with every possible food that can be consumed in EEEFM 

VR. If the school meal team are cooking, for example, beans, they need to look at the per 

capita the item. The beans, the per capita says 30 grams per student. If in a giving day, 

there are 70 students, to multiply 70 per 30 grams to know how much beans to cook is 

necessary. The school meal team has to calculate even the salt! On the other hand, long 

after the students picked up the tokens and ate, EEEFM VR’s secretary inscribes Mr. 

John’s filled spreadsheet information in the school meals system. The secretariat is where 

the plural and intricate organizational inscriptions produced around the school are 

grouped and included in school and educational management systems. (Field Notes).  
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Figure 7: Local and Technology Information/Communication Systems that include the school Organizational 

Inscriptions. 

Source: Elaborated by the author. 

Much of the day, Theresa, the school secretary, works online receiving and answering 

emails, providing information, feeding and correcting data on systems. The largest and most 

recent change in Theresa’s routine concerns the State System of School Management 

(SEGES), which was definitively established only in 2016. All SEGES data are automatically 

migrated to Educasenso, a federal system from MEC that congregates individualized 

students’ information enrolled in one of the Brazilian education networks (federal, state, 

municipal or private). In SEGES Theresa rectifies missing or incorrect information. Many 

times a day, Theresa works on those systems at SEDU/SRE’s request through e-mails and 

circulars, doing diverse activities such as removing the Teacher Class Record Book, marking 

the registration and the movement of EEEFM VR students (see Figure below). When Theresa 

is not at the computer, entering organizational inscriptions into a technology information and 

communication system or answering emails, she is attending parents/guardians or the school 

professionals, walking around the school distributing ‘texts’ and ‘activities’. The materiality 
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of the various centres of calculation, of which Theresa is one, are liquefied into systems, as 

Quattrone and Hopper (2005) argue (also see Latour, 1987; Czarniawska, 2004).  

 

Figure 8: Some of the information and communication technology systems. 

Source: Photographed by the author. 

The school produces common goods through time, knowledge and capabilities allied 

with local – social, political, environmental, educational – realities (cf. Masschelein & 

Simons, 2017). In multiple spaces, EEEFM VR’s professionals spend much of their time 

reading and writing, distributing and including written devices, signing and discussing texts, 

elaborating answers and educational projects, designing exams and marking exam scripts. To 

find any activity developed in EEEFM VR that was not related to reading and/or writing, 

revision and/or correction was impossible. The work of the school’s employees was 

described to demonstrate that the profession(al)s and the relations among profession(al)s are 

organized around the organizational inscriptions produced by them.  

Spotting the division of labour in the school, observing EEEFM VR’s production of 

organizational inscriptions allows for symmetrically exploring the construction of the 

reports. Both the division of labour and the construction of the reports are activities designed 

by SEDU to attain organizational control of Espírito Santo’s Education Network. Professors 

were trained, exams applied, grades and absences inscribed in systems and the reports took 

a specific form at the end of the first trimester of the 2016 school year. However, the specific 

form the reports took was not a desired one. At the end of the first trimester (May 23, 2016), 
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after correcting the student’s exams and inscribing their academic performance in the 

SEDU’s systems, a poor performance of the Final Grades of Primary Education was evident. 

If the school year had ended in the first trimester, there would have been more than 25% of 

students held back.  

Once inserted in SEDU’s systems, the academic performance of students and EEEFM 

VR was shared with students, their families and the concerned community. EEEFM VR’s 

employees immediately designed new educational practices and pedagogical interventions 

aiming to reverse the poor academic performance evident at the end of the first school 

trimester. Organizational inscriptions participated in the construction of a particular and 

partial form of the reports; these reports enacted new and experimental ‘organizational – 

educational, pedagogical – inscriptions’ disposed to enact a different, i.e., a desired, form of 

reporting in future.  

1.7. Discussion  

The symmetrical analytical practice of observing organizational inscriptions 

contributes to rethinking CMS’s conceptions regarding ‘work-place resistance’ and 

‘organizational control’. Specifically, CMS needs to transcend “power/resistance dualism” 

(Fleming & Spicer, 2008, p. 304). While Mumby (2005) utilized a dialectical approach to do 

so Fleming and Spicer (2008) proposed that power/resistance dualism be considered a 

singular dynamic called struggle. We see things differently. 

Instead of assuming a dialectical position or a priori conceptual terms, an inductive, 

material and symmetrical approach was used, offering organizational inscriptions as a central 

category for analysis of how EEEFM VR is able to produce reports and inquiry into 

problematic local questions at the same time. Relating to organizational inscriptions in the 

initial phase of the research offered a singular ontological point of view through which 

professional discourse was not used to explain educational and school/educational 

management practices or EEEFM VR’s organizing. Instead, we attended to sociomaterial 

aspects of how organizing was accomplished in practice. 
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Sociomaterial aspects of organizing (Orlikowski & Scott, 2008) are embedded in and 

subject to surveillance by the flow of information in the EEEFM VR network (Munro, 2000). 

As Cooper (1989, p. 499) demonstrates, from analysing the work of Bruno Latour and Steve 

Woolgar, “writing and the division of labour go hand in hand; social relationships reflect the 

micro-logic of the writing process”. It was possible to identify that some public 

administrative forms of control (Webster, 2012), especially those based on statistical 

information (Gandy, 2012), could be “used for both desirable and detestable things” (Lyon, 

Haggerty & Ball, 2012, p. 3). In terms of desirable things, the reporting of school projects on 

the environment could be accommodated within the framework of control but the detestable 

fact of the 25% failure rate was also inscribed therein.  

Organizational inscriptions exist between and below (Latour, 1993) EEEFM VR’s 

resistance and SEDU’s control and thus make it possible to explain this dualism as a 

construction. Aiming at operationalizing such a suggestion, the description of the work of 

EEEFM VR’s professionals demonstrated that the profession(al)s and their relations are 

organized around organizational inscriptions produced by them without being limited to any 

specific inscriptions (cf. Derrida, 1976). EEEFM VR’s organizational inscriptions enact and 

therefore can provide symmetrical descriptions of the production of organizational 

collectives, facts, and artefacts. In public schools in Brazil, organizationally distinct 

organizing through, for example, SEDU, SRE, MEC, imposes order while being only 

partially connected and singularly pervasive through the local construction of organizational 

inscriptions. 

For Derrida (1976), writing primarily concerns control and not communication. 

Cooper (1989, p. 493), in analysing the contribution of Jacques Derrida for MOS, states that 

writing is “inseparable from the division of labour in society and the inscription of solid 

foundations”. Literacy, as Goody (1986, p. 45) points out, has “an influence on (…) the 

division of labour”. Similarly, the inscriptions about and produced by EEEFM VR are not 

subject to any professions or professionals but instead the school division of labour is 

organized around such inscriptions.  
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We began by addressing an open question about organization control: how does a 

specific school act in the face of organizational control? In brief, this control is not 

recognizable discursively in the relations between the controlling authority and the school. 

That is not how control works in this case. Control is embedded in the materiality of the 

reports and reporting that discipline the everyday activities of the school personnel. 

Control/resistance dualism can be bypassed through analyses of organizational inscriptions 

and by assuming a sociomaterial perspective of organizing.     

The reports are enacted through a multiple and complex practice that involves but is 

not limited to the work of teachers that teach, apply simulations and administering exams, 

correcting them, writing the content given, grades and absences in the Teacher Class reports 

Books that are inscribed by the school secretary in school and educational systems. The 

coordinator stores the Teacher Class reports Books and distributes them by collecting 

signatures. To wit, EEEFM VR’s professional work of producing organizational inscriptions 

from SEDU’s textual and writing devices – divine and holy writings (Derrida 1976; Knorr-

Cetina, 2013) – enact the reports and the division of labour, acting back upon the production 

of organizational inscriptions. 

1.8. Conclusion 

Using an organizationally inscribed ontology positive aspect of a research process 

that eschewed the discursive and the dialectical were highlighted in order to rethink 

organizational control practices. It should be noted, however, that the restricted use of this 

perspective presents limitations of this research approach. Focusing on the observation and 

reading of documents allows for the development of symmetrical organizational research. 

Yet, no point of view can withstand questioning or be total. The researcher must continue 

working and assisting the school organization – or any other organization – in which he/she 

is inserted to gain greater immersion in the field. However, the textually/materially 

ontological informed point of entry assisted in enacting a symmetrical organization study, 

one that served to open a cosmos for ordering observations, readings and understanding of 

what school organization produces, a way of figuring out the inclusive production practice 



57 
 

in play in EEEFM VR. Through this analysis and description we offered an alternative 

theoretical contribution to the CMS focus on control. 

Added to the organizational inscription ontological point, the inductive method also 

contributed to the development of a symmetrical organization study during the first trimester 

of the 2016 school year. The inductive method avoided data collection and analysis 

influenced by organizational fields and their theories, which many times do not offer strong 

guidelines in studying critical management practices (Curtis, 2014). Therefore, instead of 

speaking of the macro context of SEDU control acting on EEEFM VR, it should be 

understood that this local school includes norms by means of the production of organizational 

inscriptions. Control, and resistance to it, is always a local and situated phenomenon 

embedded in material and discursive practices.   

2. Differentiating School 

 

Figure 9: One culture, different natures? 

Fonte: The question is based on Eduardo Viveiros de Castro thought and the figure was accessed on September 

27, 2017, at 17hrs30min – http://yagazieemezi.tumblr.com/image/45562415369.  

2.1. Introduction 

“(…) the organizational culture literature may have become dominant but it is dead” 

Smircich and Calás (1987, p.256) 

In the previous chapter, this thesis related to the ‘textual and writing devices’ from 

which EEEFM VR professionals produce ‘organizational inscriptions’ and their own 

http://yagazieemezi.tumblr.com/image/45562415369
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professional relations. Chapter one demonstrated that profession(al)s and the relations among 

profession(al)s are organized around ‘organizational inscriptions’. To describe this practice, 

the research focused on the micro transactions that allowed the development of the ‘reports’ 

(cf. Knorr-Cetina, 2013). This strategy allow for overcoming the tautological way by which 

scientific discourse conquers its legitimacy through the renunciation of categories that are 

mutually stabilized (cf. Latour and Woolgar, 1986), such as school performance and school 

context, organizational control and worker resistance. 

Once it is evidenced that the organizing of EEEFM VR is not dependent on the 

organizing of SEDU, the present chapter describes in the same vein how EEEFM VR’s 

‘organizing relationships’ enact a particular way of offering education and producing the 

‘reports’ by including but not reproducing the style of ordering of Espírito Santo education 

network. The fieldwork made possible to observe that singularity relates to the signification 

of the – compulsory and evaluative – education offered from local environmental inquires, 

whose successful relationship depends on an argument that includes and is included by the 

material and institutional requirements of EEEFM VR school management and of SEDU 

educational management. Analyzing how different styles of ordering of the school and of the 

education network of which is part are coordinated to enact EEEFM VR uniqueness 

evidenced a problematic and commonly naturalized practice of the field of organizational 

culture, which concerns the invention of a culture to tautologically explain a unique mode of 

organizing whose production should be described symmetrically instead. 

From The Invention of Culture, written by Roy Wagner, as well as from the work of 

Marilyn Strathern (cf. Strathern, 2002) and Eduardo Viveiros de Castro (cf. Viveiros de 

Castro, 2014), symmetrical anthropologists influenced by the Wagnerian thought, it is argued 

that ‘culture’ shall not be used to explain the ‘difference’ from one organization to another. 

In order to propose a non-epistemological model of culture, the present thesis also draws on 

the work of other symmetrical thinkers who share the Amerindian and/or Melanesian 

worldviews of Eduardo Viveiros de Castro and Marilyn Strathern, such as Bruno Latour (cf. 

Latour, 2009; 2013), Michael Callon (cf. Callon, 2002; Callon and Law, 1997) and John Law 

(cf. Law, 2003; Law and Lien, 2012; Law and Mol, 1995). In that way, this chapter describes 

how this local school daily re-signifies the conventional styles of management that are 



59 
 

juxtaposed to its practices, to enact a singular and inventive organization, one not dependent 

on the projected existence of an organizational culture that remained inside EEEFM VR walls 

patiently awaiting one who will describe it. 

Therefore, in a first moment, the field of organizational culture and the different 

conceptions of culture on organization studies are addressed. Second, the Wagnerian debates 

from cultural anthropology are introduced. Subsequently, to allow for developing a non-

epistemological model of culture, the work of Eduardo Viveiros de Castro, Marilyn Strathern, 

Bruno Latour, Michael Callon and John Law are discussed. Finally, the implications of the 

different positions that are represented in these debates for empirical research on a specific 

school are explored. 

2.2. Organizational Culture 

Culture is one of the many buzzwords deployed to Management to refer to a “complex 

whole which includes knowledge, belief, art, morals, law, custom, and any other capabilities 

and habits acquired by man as a member of society” (Tylor, 1871, p. 1). This seminal 

definition of culture is just one among many others in Anthropology, the field with notorious 

authority to discuss the phenomenon. Different theoretical perspectives, such as 

interpretative, culture theory, feminism, functionalism, (post)structuralism, practice theory 

and cultural materialism, approach the concept of culture according to their epistemological 

and ontological assumptions. Such diversity allows for differentiation, giving multiple social 

and scientific uses for the concept of culture (Cuche, 2002).  

Thus, the diverse and complex notion of culture has been appropriated by different 

knowledge areas and theoretical frameworks, as is the case of the abstract and complex field 

of Management and Organization Studies (MOS). The theoretical and methodological 

construct of culture, associated with ethnographic research (Smircich, 1983), is employed in 

the analysis of organizations since the 1970s to refer to a shared structure/system/network 

/practices of traditions, identities, rules, standards, thinking, values and behaviour patterns 

(cf. Alvesson, 1985; Louis, 1980; Pettigrew, 1979; Smircich and Calás, 1983). Along with 

the construct of culture comes a set of family related concepts to explore the phenomenon in 

organization studies, such as beliefs, rites, myths, sagas (Knights and Willmott, 1987; 

Pettigrew, 1979). In the MOS, a field of applied social sciences, it is common that constructs 
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like culture are constantly deconstructed and re-signified. Such practice has led to 

frameworks that have translated the organizational cultural literature in terms of metaphor 

(organization is culture) and variable (organization has culture) (Shein, 2009; Smircich, 

1983; Pettigrew, 1979). Also, in terms of levels of analysis (Schein, 1985), integration, 

differentiation and fragmentation (Martin and Frost, 2001; Schein, 1992), interests and 

symbolism (Morgan, 1990; Stablein and Nord, 1985; Turner, 1990), organizational identity 

(Ashforth and Mael 1989; Hatch and Schultz, 2002), critical studies (Parker, 2000; Smircich 

and Calás, 1987). 

It was not long before criticism was made about organizational culture studies, mainly 

driven by the reading that critical organization studies have done on the subject. For Smircich 

and Calás (1987, p. 248), organizational culture was idealized to oppose orthodox traditions 

of organization studies but has become a dominant and encompassing scientific discourse; 

another idea to attain the truth. Therefore, the fictional “representational stratagems” of the 

scientific discourse of organizational culture must be regarded “as just one style of thinking 

and saying” (Smircich and Calás, 1987, p. 255). According to Smircich and Calás (1987, p. 

256-7), to regain culture to organization studies is conceivable if we stop to oppose traditions 

to inquire into “the very logic and politics of calling something ‘a tradition’”. Linstead and 

Grafton-Small (1992), willing to understand culture as paradox, otherness, seduction, text 

and discourse, also pursued the postmodern debate promoted by Smircich and Calás (1987). 

Similarly, Gray, Bougon and Donnellon (1985) and Knights and Willmott (1987) argued that 

meaning/culture is a dynamic and precarious practice that must be constructed as much as 

deconstructed. For Knights and Willmott (1987), in order to analyse the construction of 

organizational culture, not just the artefacts of culture must be interpreted but also the 

material and political background in which those artefacts are coordinated so that relations 

of power and domination may be exposed and not reproduced. 

However, this thesis does not appropriate the concept of culture to produce an 

organizational account or to resist/deconstruct the organizational culture literature. From a 

symmetric point of view, it is problematic the postmodern proposition of opposing figure 

(artefact)/ground (material/political) (cf. Strathern, 2002; Wagner, 2012) and deconstructing 

meanings to feed their criticism from the weakness of others while refusing to “deconstruct 
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the evolution, diffusion and popularization of ‘power’ or ‘force’” (Latour, 1991, p. 27). On 

the opposite direction, the present research suggests that organizational culture literature 

should be rethought. Since “the very notion of culture is an artefact created by bracketing 

Nature off”, the present study tries to describe the collectives that enact natures and culture 

instead (Latour, 1991, p. 104). To accomplish this task, the Wagnerian debates from cultural 

anthropology are introduced below, as well as the work of Marilyn Strathern and Eduardo 

Viveiros de Castro, symmetrical anthropologists influenced by Wagnerian thinking who 

contribute to the understanding that ‘culture’ should not be used to explain the ‘difference’ 

from one organization to another. 

2.3. Revisiting Organizational Culture  

The existence of EEEFM VR in the Espírito Santo Department of Education (SEDU) 

give the false impression that the organizing of this education network has the power to 

establish, at the same time, the ‘script’ and ‘scenario’ of organizational action for its 497 

schools (Callon, 2002). In other words, it transpires that all schools are one and the same. 

However, those schools shall not be isolated from the materials, inscriptions, teaching, 

learning and management practices from which they are made (Lindberg and Walter, 2012; 

Orlikowski and Scott, 2015). To agree with Marilyn Strathern, the differences and similarities 

of the schools of the Espírito Santo Education Network, EEEFM VR included, are partially 

connected. The challenge is to differentiate EEEFM VR without appealing to the image of 

an organizational (cohesive, fragmented) culture.  

Still one could ask why is it so problematic to invent an organizational culture to 

distinguish our organizations and academic endeavours. To begin, it is true that EEEFM VR 

is located in a small fishing village where there are midwives, oral traditions of telling local 

tales, a local hero named Caboclo Bernardo, shark angler, Congo House side by side with 

the Catholic Church, that is, a distinct tradition from many western centre. However, always 

and when the research interlocutors were questioned about what was the school 

organizational culture, they did not know what to answer. By insisting, questioning them 

about myths and rites of passage, the situation was even more embarrassing. But one can say 

that this does not mean that these cultural elements can not exist; if they do not know what 

their organizational culture is, the researcher must observe the local routine and, based on 
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participant observation and ethnographic interviews (Spradley, 2016), describe the 

organization and its natives’ point of view/culture (cf. Malinowski, 2002). Nevertheless, in 

reading Roy Wagner more carefully, I realized that this would lead me to inscribe the local 

universe of practices and knowledge in a kind of structure that might be too rigid. Thus, given 

the creative character of EEEFM VR, this thesis did not “vivisected the native meanings in 

the attempt to understand them”, as this would led me to invent “systems that cannot invent 

and calling them ‘culture’” (Wagner, 1981, p. 30). 

Therefore, based on the fieldwork, to differentiate one school from another through 

the creation of an organizational culture would be a serious problem. By proceeding in this 

way, views and cultures would be multiplied by this thesis. The idea that there are multiple 

cultures is arranged, in the perception of Viveiros de Castro (2014, p. 55), in relation to the 

existent opposition between ‘relativism’ (culture) and ‘universality’ (nature). For him, the 

culture/subject takes the form of universal, while the nature/object should be treated as 

individuals, i.e., as beings who have been studied insufficiently by the naturalist modern 

world. The western way of describing the uniqueness of organizing relationships consists, 

therefore, in differentiating multiple ‘cultures’ from a single reified ‘nature’. This strategy, 

as Strathern (1992) understands, is employed by modernist scholars who believe that there is 

a plurality of cultures and societies to be compared by means of a privileged perspective with 

unifying effect. Mol (2002, p. 82), in the same direction, says that the word ‘culture’ is used 

to suggest ‘plurality’. According to this author, within each culture a consanguinity resembles 

the organism as “a model for what is to hang together” (2002, p. 82). For Roy Wagner, 

likewise, the concept of culture symbolizes the order itself, since the ‘culture of a people’ – 

in the abstract, ambiguous and anthropological sense – came to be seen as a reified ‘artefact 

of culture’ as a concept ‘restricted and marked’, i.e., accumulation and sum of inventions, 

ideas, achievements and extraordinary achievements. For this author, since academic’s 

metaphorized tribal people as ‘culture’, they ended up reducing the ‘culture’ of these people 

to techniques and artefacts. So, to Roy Wagner, when searching the field (and not finding 

such a conception of culture) for reasons inherent to ‘facts’ or ‘propositions’, I end up 

considering that such purposes are somehow implicit or subconscious properties. This is why, 

to this author, “the result has been an overburdening of the generalized concept of culture, 
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cramming it full of explanatory logics, levels, and heuristic enforcement systems until it 

appears as the very metaphor of ‘order’” (Wagner 1981, p. 29). 

To study culture, Roy Wagner argues in The Invention of culture that it is imperative 

to assume that it is a monolithic ‘thing’. First, for this author, when culture is employed as 

an objective and inflexible notion, it serves only as a crutch to aid the researcher in the field. 

To understand this fact, Wagner presents the ‘idea of culture’ as a way of talking about being 

human, as well as about particular cases. For this author, in order to relate to the phenomenon 

of the human, the anthropologist (or other researchers who habitually use the word culture) 

makes a comparison with other phenomena of the universe (his own culture, animal societies, 

living beings, facts, and/or artefacts). In these terms, through the culture word, the 

anthropologist “attempts to bring man’s actions and meanings down to the most basic level 

of significance, to examine them in universal terms in an attempt to understand them” 

(Wagner, 1981, p. 12).  

In speaking of different people as belonging to different cultures, what is suggested, 

in the understanding of Wagner, is that there are different and specific phenomena of being 

human. In this way, the people studied have a culture as much as the researcher, which places 

both on an equal footing, allowing the study of ‘man’ that is at once singular and diverse, in 

broad and basic terms. From this presupposition of ‘cultural relativity’, for Wagner, there is 

the invention of another culture, of the anthropologist’s own culture, and, in this process, one 

reinvents what is meant by the very concept of culture. In other words, “what the fieldworker 

invents, then, is his own understanding; the analogies he creates are extensions of his own 

notions and those of his culture, transformed by his experiences of the field situation” 

(Wagner, 1981, p. 18). It is a self-invention, based on the analogy with its own culture after 

cultural shock. In other words, the field experience leverages such analogy. This is where the 

problem may or may not begin, for Wagner. The anthropologist can decide whether or not 

his analogies will be simple analogies, or if they will be constituted as an objective 

description of the culture of the other “through analogies incorporating progressively more 

comprehensive articulations, so that a set of impressions is re-created as a set of meanings” 

(Wagner, 1981, p. 19). That is, having the ‘signify’, we are obliged to oppose it to the 

‘signifier’; the effect of this invention is the creation of a culture as an object. As Wagner 
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puts it, by trying to represent objectively this object, the anthropologist ends up creating a 

kind of episteme (ideas and forms) through which culture is invented. 

Fortunately, creativity is not an exclusive characteristic of anthropologists. For 

Wagner, the paradoxical aspects of the concept of culture are controlled by analogies 

employed by its interpreters, anthropologists or natives – they are styles of creativity rather 

than “types of society” (1981, p. 27). Such paradoxical aspects arise in relation to the 

ambiguity of culture, which simultaneously expresses manufactured facts and artefacts and 

their implication for our lives. To objectify culture to control its ambiguities is possible, 

which can lead to “the trap of having to believe either the native meanings or our own” 

(Wagner, 1981, p. 20). Nevertheless, in Wagner’s view, such ambiguity must be preserved 

in the practice of inventing the cultures of others, which is only feasible when the object of 

study is experienced “directly, as alternative meaning, rather than indirectly, through 

literalization or reduction to the terms of our ideologies” (1981, p. 30). In sum, as Viveiros 

de Castro (2014) explains, for Wagner’s The Invention of Culture there are two ways of 

inventing a culture: through a ‘conventional’ or ‘differentiated’ symbolization. For Viveiros 

de Castro, the former produces culture, invariably, through a contextual contrast, where a 

series of circumstances are counter-invented as reified things that ‘motivate’ human action. 

The second distinguishes culture as something constructed by agents in the field. For 

Viveiros de Castro, the differentiating mode of symbolization makes of Wagner’s semiotics 

a theory of human and nonhuman practice that overturn the objectivity and subject in favour 

of mediation; subversion also pursued by Eduardo Viveiros de Castro. 

2.4. The Amerindian worldview of Eduardo Viveiros de Castro 

Following Eduardo Viveiros de Castro, who inspired the choice of the figure that 

opens this research topic, this thesis does not look for ‘many cultures’ at EEEFM VR. Instead, 

it describes symmetrically in its place the ‘many worlds’ – creations, ontologies, inventions 

– enacted in this organization, aiming at the differences concerning such multiple worlds, 

that is to say, without making of the relations among worlds “an epistemological artefact” 

(Strathern, 2005b, p. 91). Nevertheless, one could ask, what is an Amerindian worldview to 

begin with? In Viveiros de Castro’s words (2010, p. 327 and 328), who “came to contrast the 
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Amazonian thesis of ontological multiplicity with the modern Western thesis of 

epistemological pluralism”: 

In the Amazonian ‘perpectivist’ world, all beings partake of a shared humanity, 

expressed in the possession of the same type of ‘soul’ (or, as we would say 

nowadays, the same ‘cognitive equipment’), something which makes culture or 

society coextensive with the cosmos; the differences between the species and other 

types of beings are given – or rather, they must be constructed – by their 

characteristic corporeal constitutions, their ‘natures’. The Amazonian motto ‘one 

culture, many natures’ was formulated in these terms as a technique of contrast (in 

the laboratory sense of the term) with the pair ‘one nature, many cultures’, which 

may be taken as the insignia of Western ethno-anthropology. It should be understood 

as encapsulating, not so much a substantive property of Amazonian conceptual 

systems as a reactive property (again, in the chemical sense). But the fact that it is 

contrastive and relational does not make it less of an ontological property, 

concerning the nature of the alterity that disjunctively connects anthropological and 

indigenous concepts. 

In this sense, the “Amazonian perspectivism and its emphasis on ontologically rather 

than epistemologically informed points of view” (Strathern, 2005b, p. 145) supports this 

thesis to focus on the differences between multiple worlds enacted at EEEFM VR rather than 

attending to the invention of cultures in relation to a so called local and encompassing 

organizational culture. The Amazonian ontologies described by Viveiros de Castro (2014), 

in indicating the existence of one culture and many natures, allows for demonstrating that the 

modernist project of organizational culture literature that encourage the multiplication of 

cultures in a reified single world ends up obscuring the multiplicity/complexity of 

organizational life in favour of a cohesive/harmonic image.  

Hence, this chapter abandons the modern and multiculturalist cosmology that “rest 

on the mutual implication between the unicity of nature and the multiplicity of cultures”, to 

assume the “‘culture’ or subject as the form of the universal, and ‘nature’ or object as the 

particular” (Viveiros de Castro, 2014, p. 56). It is a challenge, not an innocent appeal, as it is 

allegorical to project the human concept of culture as a “public, purposeful, and externally 

created moral order upon acts and incidents whose only common denominator can have been 

a certain innovative force; its social and moral interests reduce creativity to practicality” 

(Wagner, 1981, p. 96). This is why Eduardo Viveiros de Castro says it is important to 

demonstrate the thinking styles proper to the studied collective, where the description of the 

ontologies that determine the self of each individual must always prevail over the reduction 

“of human (as well as nonhuman) thought to a ‘dispositif’ of recognition: classification, 
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predication, judgment, and representation (...)” (2014, p. 43). Only then, in the view of this 

author, we can pay attention to creativity and difference of any community, “human or 

otherwise” (Viveiros de Castro, 2014, p. 43). 

Since the concept of culture is often presented as an ‘illusion’ or ‘balance’ that helps 

the anthropologist (but also the sociologist, psychologist, administrator) to order their 

experiences (Wagner, 1981), how can this study differentiate EEEFM VR from other 

schools? In addition, in doing so, how not to imply such a mode of existence in the self-image 

of the organizational culture literature? Generally, in accordance with the self-image of 

Organizational Culture, academic interpretation differentiates organizations from a reified 

symbolic, semiotic, material and contextual base of “what stands behind and guides 

behaviour” (Alvesson and Sveningsson, 2008, p. 36). Similarly, with regard to public 

educational organizations, the local public school is usually contrasted with its background, 

that is, the educational network of which is part. In this sense, the school’s ‘performance’ is 

explained by contrast with qualitative data (race, gender) and quantitative variables 

(socioeconomic level, students per class, index of teacher regularity), generating studies 

whose strategy “consists in never ever starting with ‘established’ opinions, wills, identities 

and interests” (Latour, 2003, p . 159). It is true that many works refer to the school as a space 

of production (e.g. Brookover, 1979; Lahire, 1997; Lee, Bryk and Smith 1993; Rutter, 

Maughan and Mortimore, 1979; Sammons, Hillman and Mortimore, 1995) and not simply of 

reproduction (e.g. Bourdieu and Passeron, 1964; 1977; Coleman et al., 1966) of knowledge 

and social/cultural background. However, the numerous creations in progress at school, such 

as the school ‘reports’, educational projects, awards for best practices in education and 

actions that transform the school and the community (cf. @DiariodeClasseSC), are little 

explored.  

Perhaps, it is possible to say that Educational Anthropology is an exception, since it 

analyses the single (educational, pedagogical, didactic, disciplinary) school production to 

reveal its particularity/unit, composing plural modes of schooling. Accordingly, this field of 

study denies the idea of a global culture of schooling to sustain the existence of different 

cultures of schooling. Yet, these ethnographies hold appeal for the invention of school 

organizational cultures in different parts of the world from a presupposition of ‘cultural 
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relativity’ (cf. Wagner, 1981), to affirm the being in the world of different modes of schooling 

in terms of the opposition between ‘relativism’ and ‘universalism’ (Latour, 2005; Viveiros 

de Castro, 2014). Henceforth, this chapter does not interpret EEEFM VR’s production from 

the (quantitative, qualitative, critical, anthropological) academic discourse of Organizational 

Culture. Neither does it deal with EEEFM VR production as a standpoint locked between the 

‘particular’ and ‘universal’, ‘culture’ and ‘nature’, ‘singularity’ and ‘regularity’, ‘equality’ 

and ‘difference’. Since from the work of Roy Wagner and Eduardo Viveiros de Castro it was 

understood that the word ‘culture’ assumes an organic joining with the word ‘order’, this 

chapter sought in the literature for some alternatives to describe how EEEFM VR production 

can be part of SEDU and, at the same time, differ from other schools of this education 

network.  

2.4.1. Alternatives to rethink organizational culture 

Drawing on Laboratory life, from Bruno Latour and Steve Woolgar, published in 

1979 – among other researches and works that will be subsequently presented – I will seek 

to develop a non-epistemological model of culture. Analytically, a non-epistemological 

model of culture is a good thing as it allows not “to impose prior constructs or theories on 

the informants as some sort of preferred a priori explanation for understanding or explaining 

their experience”, since it does not delimitate what we can or cannot know (Gioia, Corley 

and Hamilton, 2012, p. 17). This is an ethnographic study of the Salk Institute for Biological 

Studies, in which Latour and Woolgar (1986, p. 236) demonstrated that “the difference 

between object and subject or the difference between facts and artefacts should not be the 

starting point of the study of scientific activity”. Instead, the authors argued that such studies 

could provide a more realistic reading if they could pursue the “practical operations that a 

statement can be transformed into an object or a fact into an artefact” (1986, p. 236). In other 

words, instead of operating a conventional contextual contrast between culture/society and 

nature/science, these authors demonstrate that the form/shape of a certain thing is achieved 

through practical associations and not by the power of reason. Laboratory Life is related to 

the idea that scientific facts are built and are not inert in nature waiting to be discovered by a 

‘miracle’. In step with Roy Wagner, if the scientific facts were previously ‘counter-invented’ 

(built) as belonging to a reified world, after this laboratory ethnography, the production of 
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such a reality became distinguished as constructed. In these terms, the macro-structures of 

modern social organization are nothing but a successful translation of the work of micro 

actors in their respective local contexts of production (Callon and Latour, 1981). For Latour 

and Woolgar, once they could focus on the science in action, and not on its results, the ideas 

did not appear as mere reflections of an abstract exercise but as concrete result of everyday 

interactions that humans have with all other entities that are part of the work and interfere 

decisively in their results.  

Latour’s (1984; 1988) investigations of the associations between Pasteur, the 

fermentation in laboratory of lactic acid and the French political society of the nineteenth 

century, showed the sharing of ‘agency capacity’ of humans and non-humans, demonstrating 

how microbes (quasi-objects) – and not the power of science to impose its order in society – 

redefined that collective. As explained by Mol (2002), The Pasteurization of France is a clear 

example that, in the field, a kind of massive structure with the power to impose itself does 

not influence or motivate the research interlocutors. For Mol (2002, p. 65), “Latour talks 

about chains of associations instead. Chains that form networks. (...) Their coherence is a 

material and a practical matter, not a question of logic”.  

Michel Callon also developed a similar non-epistemological model for his research 

on crustacean farming on the coast of France, which presents complex socio-technical 

networks activated by the joint efforts of anglers, scientists, scallops in the production of 

technological innovations. For Callon (1986), the description of the sources, origins, 

structures or agents from a modern naturalistic view, one that is essentially anthropocentric, 

masks the fact that there are associations between heterogeneous entities that are articulated 

in network terms to translate their own conditions of existence in new collectives. Based on 

the studies of Latour, Woolgar and Callon it is possible to think about a first non-

epistemological path to the activity of enacting organizational knowledge for this chapter. 

Instead of differentiating EEEFM VR as an organizational culture one can demonstrate which 

applied operations transform statements and how heterogeneous relationships build 

‘networks’ to produce the uniqueness of this organization. 

In a similar vein, John Law has developed a related non-epistemological approach by 

analysing the role played by modern vessels during the Portuguese navigations in the turn of 
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the century XV to XVI with respect to the ‘long-distance control’ of Lisbon over its colonies, 

through the association between political, economic and social interests with heterogeneous 

materials and what were contemporary revolutionary navigation devices. Thus, Law (1986a, 

p. 256) demonstrated that the academic must find in the research context the essential 

symmetry and relativity principles “to talk of people, texts and devices in the same analytical 

terms”. This allowed Law (1986b, p. 33), in his article On Power and Its Tactics, to use the 

network notion as a way to analyse (semiotically-materially) modes of ordering of power, in 

which “the pursuit of power, if it is to be carried beyond the face-to-face, has to find materials 

that possess these properties”. From this perspective, the organic image inherent to societies, 

cultures and organizations should be understood as heterogeneous associations that enact 

networks, where “different modes of ordering structure what goes on there” (Mol and Law, 

2002, p. 9). Therefore, Law demonstrates a very specific interest in the performance of 

networks as procuring devices and heterogeneous elements with which not only to build facts 

and artefacts but also to generate institutional and organizational standards (Law, 1992). 

Empirically, he is concerned with the consolidation and organizing character of the network, 

discussing materials and ordering strategies of the network that generate institutional forms 

and patterns such as hierarchy and power. As shown by Mol (2002, p. 69), Law’s ‘modes of 

ordering’ have the potential to decentre the subject, shifting the subject “from a central sense 

maker, to a decentred sense maker, to an actor centralized by the analysis, to a being 

performed in various modes of ordering”. Based on the work of Law a second symmetrical 

route to the activity of producing organizational knowledge presents itself for this chapter. 

Law’s alternative is to treat social relations (including power and organization) as ‘modes of 

ordering’, implying – as Latour, Woolgar and Callon suggest – that circuits and textures of 

certain patterns of heterogeneous materials compose the social. As an alternative to 

differentiating EEEFM VR through the invention of a specific organizational culture, another 

possibility is narrating ‘modes of ordering’ that enact the singularity of local school 

organization by means of these circuits and textures of certain patterns of heterogeneous 

materials. 

Marilyn Strathern is another academic who moved away from the concept of culture 

to propose that interpretative activity should be carried out as an act that describes a particular 

phenomenon in its singularity. For this author, the activity of interpretation should not be 



70 
 

understood in terms of the context (ground) but by means of its own oscillations that the 

uniqueness of the analysed thing (figure) raises. It is for this reason that Strathern (2002) 

argues in favour of an interpretative technique of figure-ground reversal from Roy Wagner 

(2012). For Strathern (2002), this operation would cease with the enlargement of the 

phenomenon, which is usually followed by its consequent reduction against an encompassing 

context. Otherwise, Strathern argues, we would remain describing phenomena not in terms 

of their existence and ordering but as if they are the shadow of something bigger. In the 

opinion of Strathern (2002), the question can be answered through the very act of 

interpreting, since interpreting leads to mutual interaction between humans and non-humans, 

the description moves and relates the data, holding and stabilizing by animation any 

interpretative exercise. What must be explained is not the ‘background’ but the phenomenon, 

the data, the analysis, the theory. Thus, she allows describing the unity and plurality of a 

thing (such as a school organization) in an extremely ambiguous way, not as a functional 

cohesion or adverse obstinacy (Strathern, 1995), influenced (as she suggests) by the work of 

Roy Wagner (Strathern, 1999; 2002). Consequently, Strathern allows for one describing how 

EEEFM VR can be similar and different at the same time. For her, since everything is partial 

and connected, the difference is not in the ‘object itself’ but in the act of interpreting through 

comparisons that can only be produced by changing the observation scale. In her own words, 

“the relativizing effect of knowing other perspectives exist gives the observer a constant 

sense that any one approach is only ever partial, that phenomena could be infinitely 

multiplied” (Strathern, 2005b, p. XIV). Such an image suggests that the school organization 

cannot be understood as two organizations, as a (micro) part of the (macro) Espírito Santo 

Education Network, nor as a divided organization into subgroups, sectors or units. From the 

understanding promoted by Strathern, EEEFM VR can be studied as more than one 

organization but less than the many others in its field.  

Based on the above, the present chapter analyses the multiple, symbiotic, complex, 

agonistic and displaced EEEFM VR ‘organizing relationships’, exploring which applied 

operations transform statements and what heterogeneous relationships build 

practices/networks to produce the uniqueness of this organization and the ‘reports’ of the 

2016 school year. Consonant with the thought of Wagner, Latour, Woolgar, Callon, 

Strathern, Viveiros de Castro, Law and Mol, this chapter follows in their steps by assuming 
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that the object – not the subject – is little studied. It is in this sense that the symmetrical 

research conducted by those authors, with the work of Viveiros de Castro as an exemplar, 

considers the idea of an intentional attitude “as a convenient fiction adopted when the aimed-

for object is too complex to be decomposed into elementary physical processes” ( 2014, p.61-

62). In these terms, this chapter describes the way in which the production of the local school 

varies from others, mobilizing the image of ‘statements operations` and ‘heterogeneous 

relationships` – EEEFM VR’s ‘organizing relationships’ that coordinate common organizing 

(SEDU, SRE) through ‘technical activities, materials and organizational inscriptions’ – that 

enact linkages and establish difference simultaneously. A complex and multiple school 

enacts ‘organizing relationships’ to produce the organization itself and its own facts, realities 

and logics (e.g. ‘reports’, the offer of education through projects) in alliance with materials, 

activities and inscriptions (e.g. school calendar, teaching, learning, writing, reading).  

2.5. The Form of Organizational Singularity  

So far, the present thesis has described the human research interlocutors – students, 

teachers, coordinator, pedagogue, director, secretary, school meals team – as professionals 

who develop educational and school management ‘actions’ that promote teaching and 

learning, while ‘inscribing’ such acts in textual devices, communication and information 

systems, sheets, e-mails. Accordingly, the school is a multiple and complex organization that 

can align the action and practice of many conventional styles of organizing – MEC, SEDU, 

SRE, Tamar, school calendar – through its own symbiotic and agonistic ‘organizing 

relationships’ and ‘inclusive alliances’ in relationship with ‘technical activities, materials and 

organizational inscriptions’. 

By conventional styles of organizing or ‘modes of ordering’ (Law, 1994), this thesis 

means the guidelines for organizing that can be found in numerous other (western, 

meritocratic and evaluative) school organizations, education networks and national education 

systems around the world. In many western societies, it is common to find, for example, a 

traditional format of classroom layout. Similarly, in many of these civilisations, the 

arrangement of the school’s management of action happens through textual devices, such as 

the school calendar and the standardized assessments applied on a large scale (e.g. PISA, 

Brazil Test). Many more illustrations could be made, such as the division of students per 
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grades, the establishment of a country common curriculum, the existence of a compulsory 

School Census, the vocation of the professionals involved in education, the creation of state 

education networks and national education systems. On the other hand, when referring to 

EEEFM VR ‘organizing relationships’ this thesis talk about the ‘new orders’ that are 

generated once the local professionals relate in practice with these conventional organizing 

entities and devices (e.g. Law and Lien, 2012), which are developed from an institutional 

isomorphism that structures and monitors the ‘quantity and quality’ of Primary Education. In 

other words, at least in EEEFM VR, the ‘new orders’ are enacted based on relational and 

productive effect of professional ‘technical activities, materials and organizational 

inscriptions’. Hence, the professional action that is arranged by conventional ‘modes of 

ordering’, that is to say, texts, materials, administrative, vocational (Law, 1994), implying in 

the ‘inscription’ of the ‘action’ in ‘textual and writing devices’ (double work), enact 

‘organizational inscriptions’ and, through this practice, the uniqueness of EEEFM VR 

constructions and ‘organizing relationships’.  As a result, at EEEFM VR, there are 

conventional organizing styles that are interpreted by local ‘organizing relationships’ and 

‘inclusive alliances’. In that way, this chapter describes how this local school daily re-

signifies the multiple and complex, cooperative and competitive, conventional styles of 

management that are juxtaposed to its practices, to enact a singular and inventive 

organization, one not dependent on the projected existence of an organizational culture that 

remained inside EEEFM VR walls time enough. However, despite the fact that the practical 

redefinition of external organizing results in a singular organization/organizing relationships, 

EEEFM VR must offer, monitor and evaluate education according to MEC, SEDU and SRE 

organizing styles. That is, this school must comply with all school calendar activities. 

Moreover, preferably, EEEFM VR should maintain the number of disapproved students 

below 10%. Nevertheless, again, full compliance may just not happen. 

Singularity in the making 

The fieldwork made it possible for this thesis to describe and assume the 

interlocutors of this research as practical beings, as school and educational managers, as 

well as writers of organizational and educational knowledge content. Nonetheless, little 

was spoken about what is practiced at school and the knowledge content of the writings 
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produced by such professionals. Therefore, in order to distinguish EEEFM VR from other 

schools of Espírito Santo Education Network, from now on this chapter describes the 

practice (action) and writing (inscription) activities at the school. Since this local school is 

confronted with demands from the Espírito Santo Education Network and, at the same 

time, redefines this conventional organizing through its ‘organizing relationships’ to shape 

a singular organization, the present chapter narrates the ‘double work’ of ‘acting and 

inscribing’ at EEEFM VR in order to demonstrate “how making-distinct is made and 

unmade” (Law, 2000, p. 352).  

In John Law’s opinion, “no particular distinctions will last very long” (Law, 2000, 

p. 352). Consequently, for this author, the organizational studies recognition that “any 

particular form of knowing-as-distinction is like the emperor’s new clothes” may be taken 

as “an old trope in organization theory, going back at least as far as Gareth Morgan’s 

Images of Organization (1986)” (Law, 2000, p. 352). Furthermore, based on the 

Monodology work of Leibniz, the monad being “nothing but a simple substance that enters 

into composites – simple, that is, without parts” (Leibniz, 1989, p. 213), Law (2000, p. 

352) goes on to say that even though organizational studies recognize that a distinct 

knowledge may be reshaped, the fact that organizational knowledge is “irreducible to the 

singularities of particular forms of knowing-as-distinction” might be new to organization 

theory. Thus, not to put aside the question of “how the different enactments of knowing 

(and their corresponding realities) are related together” (Law, 2000, p. 352) is mandatory. 

So, the description of how EEEFM VR distinguishes itself from other schools – by taking 

the ‘reports’ production in the 2016 school year as the subject to be interpreted in the 

research – must be seen as the ephemeral reality form of the relationship between different 

enactments of organizing styles that are both local and general/conventional, multiple and 

complex, symbiotic and agonistic. Consequently, for the case of the construction of the 

‘reports’ of the Final Grades of Primary Education and its many enactments, this ‘thing’ is 

not apprehended as the result of a single local organizing (micro or macro), nor the 

consequence of a peaceful or violent relationship among EEEFM VR and SEDU (micro 

and macro) ‘modes of ordering’ “where different subjects, objects and realities simply do 

their own thing” (Mol, 2002 apud Law, 2000, p. 353). On the contrary, the local shaping 

style of the ‘reports’ in alliance with ‘technical activities, materials and organizational 
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inscriptions’ is only possible inasmuch as distinct and common organizing styles – EEEFM 

VR, MEC, SEDU, SRE, school calendar – include each other (cf. Mol, 2002). This is the 

reason why ‘organizing relationships’ are only thinkable through ‘inclusive alliances’. 

 

After organizing the first observations at EEEFM VR regarding the local ‘division of 

labour’ and the school ‘organizing relationships’, I realized that the first trimester of the 2016 

school year was gone. I had conversed with the school professionals about the description of 

their work as promotors of educational activities, of teaching and learning, as well as of 

school and educational management. I had also discussed with them the understanding that 

EEEFM VR professionals ‘double work’ is due to the school’s symbiotic and agonistic 

‘organizing relationships’ that include multiple and complex organizing – material, textual, 

administrative, practical, vocational (cf. Law, 1994; Mol and Law, 2002) – styles (MEC, 

SEDU, SRE). At the same time, as I have mentioned, there was my surprise at finding out 

that they ‘inscribe’ every single ‘action’ in ‘textual and writing devices’. I also discussed 

with the school professionals how the ‘organizational inscriptions’ produced by them were 

inserted in education management systems, which made public the information on the 

‘quantity and quality’ of education at EEEFM VR. All of the professionals accepted – 

students, pedagogue, coordinator, caregiver, teachers, school meals team – my description. 

However, for them, they and EEEFM VR were doing ‘other things’; ‘countless further 

stuffs’. 

In the school hallway, I had this conversation about the first observations with Lucy, 

the Portuguese teacher. For her, the description, although correct, hid the fact that EEEFM 

VR is the only school of the Espírito Santo Education Network that participates in the Rio 

Doce Bay Committee (CBH-Doce). In her view, “this committee works to improve the 

quality and quantity of water of the Rio Doce. After the collapse of the Fundão dam from 

Samarco [Vale/BHP] our participation has become even more important”. She went on to 

say that “EEEFM VR is located at the Foz do Rio Doce, where all the impacts of the 

environmental disaster arrived”. The school’s participation is important, she said, because 

EEEFM VR must provide to students an overview of the impacts of the dam breaking and 

ways to collaborate with the recovery. Teacher Lucy is responsible for sharing with CBH-
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Doce the EEEFM VR’s projects to revitalize the local ciliary forest, recycle garbage, and 

raise awareness regarding the use and consumption of water. The bell rang and Lucy had to 

go to the classroom. Before going, she invited me to attend the 1st Extraordinary Meeting of 

the 5th mandate (term of office) of the CBH-Doce Technical Chamber of Critical Events 

Management, at the Tamar’s headquarters at Vila Regência, where EEEFM VR would 

present the Gota D’Agua project that won the 2015 SEDU award for Best Practices in 

Education. In addition, she invited me to attend a lecture for the 6th grade in a couple of 

weeks, when she will start to work with the science fair:  

I am working with literary genres. To join the grade’s curriculum knowledge 

content, the Science Fair and the school activities with the CBH-Doce, I will ask 

students to produce a comic book with the theme ‘water’. We will present the 

partnership EEEFM VR has with CBH-Doce to the community at the Science Fair, 

through comic books as a literary genre that problematize a local difficulty 

everybody shares; the quality of the ‘water’ at Vila Regência. 

I was thrilled to have been invited into the classroom. When the research started at 

the Final Grades of Primary Education at EEEFM VR the pedagogue Maria made herself 

clear: “you can have access to all school spaces except for the classroom. Into the classroom, 

only if teachers invite you”. Moreover, it was not easy to get access to the privacy of teachers. 

Only in the course of time, did I receive other invitations to attend and observe classes. 

Sometimes ‘invitations’ were ‘negotiated’. For instance, once the school print was without 

toner. In this occasion, which happened in the second trimester, I printed PAEBES 

preparatory tests for the history professor, Grace, who authorized me in return to observe the 

test application and correction in the classroom. Soon after, the registration for the master’s 

degree in education at the Federal University of Espírito Santo opened, at the campus of São 

Mateus, Linhares. The employees who were interested in participating came to me for help. 

I reviewed the projects and applications of the teachers who were competing for a vacancy 

and could observe in return their classes. Specifically, I observed the cases of Morena (Arts), 

Lucy (Portuguese) and Julieta (Science). Only Julieta advanced to the interview stage and 

got the spot. As I helped her all the way through to the end of the Master’s selection, I was 

able to immerse myself in her classes until the end of the 2016 school year. Nevertheless, not 

all invitations to observe the classroom had to be negotiated. Later on, in the transition from 

the second to the third trimester, I got closer to Mike (Geography). As he also surfed, we 

ended up developing a friendship while sharing the waves of mud. I also became closer to 
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Marieta (Mathematics), who was a local teacher that allowed me to observe her classrooms. 

Despite the fact that I got access to the classroom, my presence in there was always faced 

with suspicion, as they did not want a ‘doctor’ judging their teaching and learning methods 

with students. As much as I claimed to have no knowledge with which to judge the relevance 

of the classes and methods used by them, most teachers did not allow incursions into their 

classes.  

Past the excitement, it was possible to reflect on the conversation I had with Lucy. At 

first, on the fact that the school won the 2015 SEDU award for Best Practices in Education 

for the second time, with the project Gota D’Água. Thus, the explanation of my first infield 

observation to the professionals had neglected the fact that they and EEEFM VR also produce 

good practices in education. 2007 was the first edition of SEDU Award, developed with the 

aim to recognize, disseminate and promote the best educational practices of the schools of 

the Espírito Santo Education Network in order to improve the quality of teaching and 

learning. By 2015, there were 9 editions of the SEDU award. Each of the 9 editions awarded 

3 categories: teachers, pedagogues and managers. Strictly speaking, 27 awards were granted, 

in 3 categories, across 9 years, which could be competed for by 497 schools that conformed 

to the Espírito Santo Education Network. Of these 27 awards, EEEFM VR won the 2015 

award in the category ‘best teacher practice’ and the 2012 award in the category ‘best 

management practice’. In other words, competing with 496 schools, EEEFM VR won 7.41% 

of the awards granted by SEDU. 

The 2012 project is called The Black River Invites [O Rio Preto Convida]. The Black 

River is an arm of the Sweet River [Rio Doce] that passes just behind Vila Regência, a couple 

of blocks from the school. That means that I had neglected to explain not only that EEEFM 

VR participates in the CBH-Doce and is an awarded school at the Espírito Santo Education 

Network but the fact that this school produces best practices in education in relation to local 

environmental inquires. On August 9, 2016, during the presentation of the project Gota 

D’Água at the meeting of CBH-Sweet at Tamar, after questioning Lucy about the 

‘idealization of a winner’ project, she said that it has nothing to do with ‘idealization’. 

According to her, the two winning projects are related to an ancient local question; the water: 

In our homes, the water always has had smell, sometimes with colour. However, it 

has now worsened with the dam rupture. We are feeling the effects on our skin. For 
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this reason, I will produce informative texts on the Rio Doce Bay Committee in the 

form of comic book stories [she used the HQ acronym].  

Questioning Lucy if she would inscribe this HQ project in any award in the near 

future, as a teaching best practice in education related to a curricular activity – literary genre 

– developed for the occasion of the 2016 Science Fair, she made me a face as if saying… 

“Why not”? For her, it is important to record the entire practice, from planning to the day of 

presentation, demonstrating how this activity relates to and is developed in relation to other 

disciplines in the three levels of schooling – what teachers and educators in this school 

referred by inter and transdisciplinary education. Thereby, the uniqueness, that is, the ability 

of this school in differentiating itself from others through the production of best practices in 

education – winning awards and representing the school community aspirations – is related 

to EEEFM VR ‘organizing relationships’ ability to negotiate and include any single 

‘paradigm’.3 

It is conceivable for this thesis to describe symmetrically EEEFM VR productions in 

relation to this field of study, allowing it to have the some liberty of movement that 

characterizes EEEFM VR interlocutors, humans or not, without being blamed for being 

relativistic. In so doing, to handle multiple and complex ideas of truth and falsity, nature and 

society, demarcating the borders of any paradigm is not necessary but to assume instead that 

these conceptions are enacted in organizational practice by heterogeneous alliances (cf. 

Latour, 2005). Therefore, EEEFM VR’s ‘organizing relationships’ that make possible the 

production of the ‘reports’ of the Final Grades of Primary Education is described, without 

having to create and rely on taxonomies forged in a supposed centre (Américo, Carniel and 

Clegg, forthcoming), leaving aside the invention of an organizational culture.  

In order to describe how EEEFM VR’s ‘organizing relationships’ include common 

(symbiotic and agonistic) organizing, the present chapter focuses on describing the ‘technical 

activities, materials and organizational inscriptions’ in alliance with EEEFM VR’s unique 

style of offering education and producing ‘reports’ through the knowledge content of one of 

its winning projects, The Black River Invites. This was the first project of this school to be 

                                                           
3 Luckily, Organization Studies and Theory paradigmatic mode of existence is part of the past (Reed, 1985; 

Hassard, 1988; 1991; Gioia and Pitre, 1990; Marsden, 1993; Willmott, 1993b), with the exception of a few 

desperate cries (Jackson and Carter, 1991; Donaldson, 1985) 
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awarded and it still currently participates in the production of the ‘reports’ at EEEFM VR. It 

all happened during the 6th edition of the 2012 SEDU award for Best Practices in Education. 

To describe how EEEFM VR ‘organizing relationships` re-significate and include the 

common (symbiotic and agonistic) organizing that are juxtaposed to its practices, this chapter 

interprets the practical operations through which statements were transformed into The Black 

River Invites, an award-wining project that participates in the heterogeneous relationships 

that in network terms enact the uniqueness of this organization.  

2.6. How statements are transformed into best practices in education 

This chapter describes symmetrically the relational dynamic that underlies the mode 

by which EEEFM VR distinguishes itself from other schools from the Espírito Santo 

Education Network. As organizational data collection and analysis are dependent on the 

epistemes that build them (Hacking, 1992; 1994; Mol, 2002), this thesis describes 

symmetrically the social relations with which EEEFM VR could emerge as a unique 

organization as well as the techniques that made possible such singularization (cf. Hacking, 

1994). To address the uniqueness of EEEFM VR the present chapter interprets the practical 

operations through which statements were transformed into the 2012 award-winning project 

The Black River Invites. The text of this project is entered, to understand how the statements 

inscribed in it could establish material and symbolic alliances that helped this local school to 

sustain and maintain propositions and educational investments in inclusive association with 

the environment and various common styles of organizing, allowing EEEFM VR to 

distinguish itself from other schools. Therefore, this chapter interprets the way in which a 

public school organizes Primary Education without explaining such production through all-

encompassing explanations that equate uniqueness to objective truths not yet discovered or 

to procedures imposed by modern epistemes. Thus, The Black River Invites – and other 

school and educational management texts, as the Parâmetros Curriculares Nacionais 

[National Curriculum Standards] (PCN) or the Pedagogical Political Project (PPP) – is not 

considered as merely piles of signs located in a coherent, logical and stable system. Instead, 

the theoretical and methodological approach developed by this chapter aims to return agential 

capacity to these writings, understood as personified agents and not as passive products (e.g. 

Derrida, 1976; Strathern, 2005; 2005b; Viveiros de Castro, 2014). 
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To describe EEEFM VR’s ‘organizing relationships’ this chapter takes as its point of 

departure The Black River Invites awarded project; embodied in a bound and printed copy. 

In making this choice, the chapter intends to show a deliberate agnostic indifference in 

relation to the possible preferences and subjective aims of the authors of the winning projects 

to these texts. It will treat the text as text rather than as an inscription of intentions. Therefore, 

this thesis shows that the actual ‘writing’ allows – rather than being subjected to – the 

language (e.g. Cooper, 1989; Derrida 1976; Ducrot and Todorov, 1987; Kristeva, 1968; 

1969; 1999; Latour and Woolgar, 1986; Smircich and Calás, 1987). For organization studies, 

the main implication of this position refers to the fact that it becomes possible to decentralize 

the subject in the practice of developing research in organizations to consider the agency of 

material, textual and semiotic elements in the same manner. Likewise, the methodological 

aspects that concern the development and application of interviews are equally decentralized, 

causing academics to explore their toolboxes for other ways of collecting and analysing data 

from the recognition of shared agency capacity between humans and non-humans. Spelling 

out, ‘talk’ is no longer taken as a privileged element that orders ‘language’, since the ‘written’ 

participates in and does not derive from this constitution. In the perception of Ducrot and 

Todorov (1987), depreciation of ‘writing’ allows the organization of linguistic and semiotic 

concepts of ‘symbols’ through an asymmetric chain of differences represented by the binary 

opposition between the ‘signified’ and the ‘signifier’ (e.g. Peirce, 1974; Saussure, 1959). 

However, such a scheme has the ability to govern and define what is taken to be the concept 

of truth. In this sense, truth and falsity relate only to the reason vindication in the offspring 

of the ‘logos’ – symbols that express the language and the natural world through binary 

oppositions that excludes the difference – and connected to the ‘phone’ (Ducrot and Todorov, 

1987, p. 349). In a differing direction, the agency of writing, in relation to heterogeneous 

actors, makes it possible that “something functions as a signifier even within the signified” 

(Ducrot and Todorov, 1987, p. 352); hence, this thesis does not use what the human 

interlocutors of the research say to explain what they do (Cooper, 1989; Latour and Woolgar, 

1986). 

This chapter relates to the material result of the school professionals ‘technical 

activities, materials and organizational inscriptions’, that is, the award-winning project as an 

object and as a central vector in the manufacture of a local and expert organizational 
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knowledge. The Black River Invites project is a written text, which this thesis defines as an 

essentially productive ‘thing’ (e.g. Derrida, 1976; Ducrot and Todorov, 1987; Kristeva, 1968; 

1969; 1999). The ‘text’ is another linguistic and semiotic concept, similar to ‘writing’ and 

the ‘symbol’, historically forged in the shadow of language. Currently, the ‘text’ is assumed 

to carry a generative power for the ‘signifier’, to the semantic and even to grammar, as 

suggested by Ducrot and Todorov (1987, p. 356). For these authors, the ‘text’ can be taken 

as a transgressive field of scientific knowledge organization, since the human subject is no 

longer be held to be at the centre of research and of the world that gives this subject an a 

priori sense that must be deciphered as a system of ‘symbols’ through academic experience. 

By taking the ‘text’ as productive, it is mandatory to understand that speech itself may be 

inflected with ‘texts’ generated by a multitude of other ‘texts’, “traversed by the supplement 

without reserve and the surmounted opposition of intertextuality” (Ducrot and Todorov 1987, 

p. 359). The fixed articulation established by semiotics is no longer possible, as for Kristeva 

(1968; 1969) the subject that tries to decipher the world in terms of a priori meanings and a 

‘symbols and signs’ system is dissolved. There no longer exists the need to perpetuate the 

proliferation of studies that narrate human interests and intentions with respect to ‘texts’ 

(things, objects, materiality) (e.g. Derrida, 1976; Ducrot and Todorov, 1987; Kristeva, 1968; 

1969; 1999). The individual no longer produces – and/or is found at – the ‘signifier’ unit “but 

in a dynamic whereby the units that generate meaning make themselves, envelop each other, 

and decompose themselves endlessly” (Ducrot and Todorov, 1987, p. 361). The ‘text’ as 

productivity made possible another specific semiotic, as taught by Kristeva (1969), which 

can be described as ‘textual’ and/or ‘material’ and that makes meaning possible through any 

language. The significant practice, as suggested by Ducrot and Todorov, can now even be 

considered as a tool that can be applied to different modalities of meaning production as a 

heterogeneous concept in relation to any entity that can be represented. As stated by the 

authors, if there is a matrix for significance nowadays, it can only be contradiction itself. 

In fact, this symmetrical path seeks to trace the contours of the shift of the primacy 

of the ‘subject of action’ to extend the agency in alliance terms to the objects of their 

production – parameters, constitutions, laws. Thus, as noted by Strathern (2002), what should 

be explained by contemporary practices of human knowledge is not so much the ground, the 

nature that animate all the stuff but the very oscillations that the uniqueness of the thing 
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triggers. In other words, the context (historical, social, economic) in which the winning 

projects were socially built is taken to interpret nothing, so that the awarded-project is not 

explained as the natural result of a specific intellect. Thereby, the way in which EEEFM VR 

distinguishes itself from other schools is described by means of the productive power of texts 

(Derrida, 1967; Ducrot and Todorov, 1987; Kristeva, 1968; 1969; 2002), instead of writing 

a linear historical and epistemological essay that conglomerates and relates micro/macro 

levels of research, reducing them to a single meaning. 

Considering that the object “is an insufficiently interpreted subject” (Viveiros de 

Castro, 2014, p. 62) for the field of Organization Studies, this chapter presents a reading and 

writing from the text of The Black River Invites by which other organizational studies can 

avoid epistemological and practical paths. Therefore, it is possible that organizational 

academics do not direct their attention to allegories that must refer to the practices of a 

thinking being and/or to the natural/material/meaningful world that their practices 

(re)produce through experiments represented by binary oppositions that exclude the 

difference. Way away from human speech and practice, the uniqueness of EEEFM VR is 

described through the awarded-project text that include different and heterogeneous alliances 

and practices – “whose plural series remains without origin and without end” (Ducrot and 

Todorov, 1987, p. 363 and 364) – denoted of meaning for the local school organization point 

of view (Viveiros de Castro, 2014). 

2.7. The transformation of speech in singular organization  

The roots of EEEFM VR’s uniqueness are indefinite. Nonetheless, not everybody is 

familiar with the constellation of EEEFM VR’s ‘organizing relationships’ that include 

conventional modes of organizing from diverse organizations, such as materials, 

organizational inscriptions, teaching and learning methods, school and educational 

management texts and systems, which make imaginable the offer of education to the Final 

Grades of Primary Education. Therefore, it may be difficult for the reader to accept the fact 

that EEEFM VR can present an innovative local style of organizing that differ from the 

organizing of the Espírito Santo Education Network of which this school is just a part. There 

exists a usual division between Organization Studies devoted to analysis of topology and 

bureaucratic design (e.g. Chandler, 1962; Mintzberg, 1979) and criticism of such archetypes 
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(e.g. Clegg and Dunkerley, 1980; Reed, 1985; Silverman, 1971). However, both ‘western 

styles’ or ‘reasoning’ (Hacking, 1994) fail to recognize that organizations submitted to a 

network characterized by centralization, hierarchy, authority, discipline and standard division 

of labour (Weber, 1978) can produce inter-organizational collaboration, networking, 

strategic alliances. That is, a new and unique organizational form can emerge as EEEFM VR 

integrates into the Espírito Santo Education Network. 

Therefore, through The Black River Invites project, how a school organization 

marked by and submitted to the bureaucracy of the Espírito Santo Education Network can 

produce radical and award-winning innovations (e.g. Rothwell, 1994), reinvent the future 

(e.g. Hamel and Prahalad, 1994) and build its own action context (e.g. Daft and Weick, 1984) 

is described. An option for dealing with this issue is to understand, through productive and 

generator texts such as this awarded project (Derrida, [1967] 2008; Ducrot and Todorov, 

1987; Kristeva, 1968; 1969), how EEEFM VR could differentiate itself, generating the 

progressive achievement of credibility and autonomy for its productions and professionals. 

Propitiously, The Black River Invites project had a topic dedicated to the historical 

reconstruction of the context and experience that participated in the construction of this 

school’s singularity. By means of the text contained in the fourth chapter of The Black River 

Invites project, called Context of Experience, this chapter was invited to encounter the 

organizational legacy that contributed to the formation of a singular school. According to 

The Back River Invites project, the singular form of organizing the act and the effect of 

offering education in this school would principled in 1965 with the construction of the current 

school building for educational purposes. At the time, EEEFM VR worked as a ‘uni teacher’s 

school’, which is a school organization where one professor teaches many disciplines. Since 

then, this countryside school, located just by the sea, composed by and serving a population 

of mestizos (caboclos), found in the compulsory demand to offer education based on a 

knowledge systematized by SEDU and MEC an opportunity to remember, revive and 

celebrate local customs, traditions, natures, culture. 

The account contained in the fourth chapter of The Black River Invites aided the 

present chapter, written in the context of the school, to understand some of the particularities 

of offering education before 2016, revealing that education at EEEFM VR occurs historically 
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only in connection with local – mostly environmental – inquires and knowledge. At first, this 

thesis related to the historical ‘reports’ and texts held in the school secretariat. Then, it sought 

to keep going back in time, with Madalena, the oldest school professional still engaged in 

activity. Madalena worked at school in the Early Grades of Primary Education and was, in 

theory, out of the research radar. A talk was scheduled with Madalena, nonetheless. Madalena 

was angry with the Early Grades pedagogue, Magdala, who said behind her back that she 

was about to be retired and, accordingly, was outdated. Annoyed, Madalena said, “so, all of 

the suddenly, I do not know how to teach anymore”? In addition, she went on to say: 

Magdala is a business administrator and she has been working with education for 

four years only. I am in education for 33 years. I came to work at Vila Regência from 

Vitória [Espírito Santo capital]. Back then, my mother went to Rio Bananal and with 

16 to 17 years, all by myself, I stayed at Vila Regência at other’s people houses. I’ve 

been director for 14 years and a coordinator for 5 years. But it is alright! She pretends 

to be my friend and I pretend to believe. It is envy!  

I resumed the conversation by saying that, in fact, I am the one jealous about her 

being retired. We laughed. I thanked her for her time. Madalena, in turn, thanked me for my 

interest in her work, which is in her eyes common and devoted to a humble village: “I teach 

literacy (2nd grade), and the students teach me the notion of nature”. She stared out the 

window at the chemistry/biology laboratory where we were; a cosy, fresh and illuminated 

place where teachers like to do their Planos de Ensino [Teaching Plans] (PEs) on one of the 

four granite countertops. For her, “the students are not ignorant as many [referring to 

Magdala] think”. Madalena entered the school on February 13, 1986. There was not a team 

at school as there is one now. There were five teachers who were also directors, coordinators, 

school meals team, and pedagogues. The school just offered the Early Grades of Primary 

Education. Until almost the end of 1989 the school worked as a ‘uni teacher’s school’. As 

Madalena explained, those five teachers: 

Did everything. Each teacher handcrafts their own class ‘reports’ [1st to 5th Grades 

of Primary Education – Early Grades] and had to take it to SRE in Linhares, Espírito 

Santo. To go to Linhares back them was a different world. Moreover, we did the 

lunch through a scale with the support of parents. As the teachers were cooking too, 

sometimes one teacher would teach two classes at once to be able to get the school 

meals ready. A vocation! 

 Vocation, as John Law (1994) demonstrates, is really a mode of ordering. Thus, it is 

mandatory to notice similarly that EEEFM VR’s singularity involves the conciliation of 

education provision with local issues, mediated by the professionals and the school 
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community vocation – as for this school, vocation is not a natural ability but is enacted in 

alliance with the school’s inclusive space and its multiple and complex ‘organizing 

relationships’. Madalena became involved in the school’s direction in 1990, when EEEFM 

VR began to offer the Final Grades of Primary Education. At that time, Madalena had to 

typewrite the school papers and, as the SEDU did not accept a third party taking the 

documents to SRE, had herself to take – paying for her travel costs – the paperwork to 

Linhares. When Madalena become a principal, EEEFM VR did not have historical files of 

its old students. The files were all thrown in a warehouse: “in the beginning I photocopy and 

shelved the ‘reports’. Today we have all filed because after 1990 there began working 

secretaries at school, who organized everything”. In other words, EEEFM VR was gradually 

forming educational and administrative school actors, beginning with teachers, the director 

and then secretaries, pedagogues, coordinators, school meals team. Therefore, the singularity 

of this school is enacted by the conciliation of the education offer with local inquiries, 

through the vocation of the school community and trained professionals by the EEEFM VR. 

Since EEEFM VR had the opportunity to train their own actors, many of them being former 

local students (e.g. Theresa, Marieta, Morena, Lucy, Grace), the professionals learned to 

work according to the educational and school management’s substantive practices found at 

this school. 

At this point, this chapter returns to the fourth chapter of The Black River Invites 

project, Context of Experience, where there was another clue about the heterogeneous 

production of EEEFM VR’s singularity. According to the project, in 2005 the school was 

awarded, in alliance with the Eco-Citizenship Project of Tamar Project and Petrobras, the 

construction of a facility called LIEDI. At this building is currently located the resources 

room, the science/biology lab and the computer lab room, equipped with Internet connected 

computers. Such a narrative, although recognizing the local character of the historical 

production of EEEFM VR, did not fail to emphasize its identification with (and participation 

of) the knowledge content developed by other institutions at Vila Regência. Even so, as 

proposed in the fourth chapter of The Black River Invites project, once the school realized 

the existence of individual actions of teachers and students ‘closely linked’ to the 

environment, there was a concern to involve the entire school and the community in the 

preservation of the Black River, a small watercourse used in the local economy for fishing 
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and leisure activities. Thus, substantive practices of education and management found at the 

school are produced by means of offering education in relation to the local culture, vocation, 

institutions, natures and activities ‘closely linked’ to the environment. At this moment, it was 

impossible not to establish a link with Lucy’s speech on August 9, 2016, during the 

presentation of the Gota D’Água project at the meeting of CBH-Doce at Tamar. According 

to her, the two winning projects are related to an ancient local question, the water, which is 

the same as saying that both projects are ‘closely linked’ to the local environment/natures. 

Thereby, this school organization not merely transmits and conveys a pre-structured 

knowledge through curriculum guidelines and educational programs established elsewhere 

but appropriates this knowledge to produce (largely) education environmental projects that 

inquires into the substantive practices of Vila Regência that are ‘closely linked’ to local 

natures. Through the interpretation of the practical operations through which statements were 

transformed into The Black River Invites, an awarded-wining project, it is possible to 

consider that the uniqueness of EEEFM VR was the result of partnerships between 

institutions, ‘organizational inscriptions’, educational practices, school management 

activities, ‘materials’, vocations, beings, local culture and natures. These numerous 

associations produce at EEEFM VR the act and effect of offering education through projects 

that are, at the same time, educational and environmental. In the view of Madalena, these 

associations generate important opportunities for EEEFM VR, such as the LIEDI, whose 

structure was built by Tamar project, Eco-Citizenship, Petrobras and SEDU. On the other 

hand, associations generate pressures. The Tamar project began its activities at Vila Regência 

in 1980. After Madalena joined as director in the 1990s, she said that Tamar contacted the 

school often, seeking common interests, as Tamar has to do environmental education actions 

and its public is given at the school. With fitted laboratories, already in the 2000s, an Eco-

Citizenship team came to the school, through actions and projects, lectures, computer classes 

and teacher training, teaching the school professionals how to preserve marine animals. As 

Madalena goes on to tell:  

We even had a bus at the school’s disposal. We were going to Pontal, Povação, 

always learning how to protect marine animals and the Comboios biological reserve. 

However, in addition to the requirements associated with the partnership with Tamar 

project, SEDU also demanded a lot from us; in the end, students have to learn to 

read and write! That is why everyone says that working at EEEFM VR means having 

to work double. 
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In fact, Madalena’s speech reflects the circumstance that the usual practice of working 

with (educational, environmental, cultural, natural) projects at EEEFM VR is not a consensus 

among all professionals. A lot of work is necessary to prepare the actions and even more 

work is demanded to develop a transdisciplinary educational action. Ahead, when the Science 

Fair and the Black Consciousness Day are narrated (chapter 5), the reactive attitude of some 

teachers, as well as how complicated it is to develop an ‘educational’ project that combines 

classes and teachers is evident.  

At this point, given the entanglement of EEEFM VR ‘reports’ production with other 

institutions, it was pertinent to talk to someone from Eco-Citizenship/Tamar Project. It was 

not difficult. Given the mentioned entanglement, Salui from Tamar was a figure present at 

school. At EEEFM VR, I knew the Eco-Citizenship project was no longer working. One day, 

talking to Salui at school, who was the person responsible for Eco-Citizenship Project at the 

time, currently working at Tamar, we agreed to talk. At Tamar headquarters at Vila Regência, 

we started talking about the historical relationship between Tamar Project and EEEFM VR. 

For Salui, in places where Tamar develop its activities, the school organization always plays 

a central part, since it is a space where all the children from the community are and from 

where transformation can come. In Bahia, for example, at Praia do Forte, the turtle is a key 

piece for pedagogical literacy. But it is not simple, Salui told me, because before arriving at 

using the turtle as a pedagogical tool, in each community in which Tamar Project arrives, it 

is necessary to show other alternatives to, at first, the turtle as a source of protein and thus 

income opportunities for local people that do not mean selling turtle egg and meat. For Salui, 

“that is why my work has no scope in relation to institutions. I work with preservation of the 

turtle, the environment in which the turtle lives and that is why Tamar Project has to involve 

many organizations, of which the school is only one of them”. One of the answers of the 

Tamar Project to generate income for local people is artisanship. The Tamar Project trains 

the locals to produce crafts related to turtles and sea life in general and set up a Tamar store 

to sell these products locally. The idea, as Salui explained, is that a fragile village will have 

to market the environment. That is why Tamar Project tries to strengthen communities, such 

as associations of residents and of anglers. In his words, “for this reason we strengthen the 

institutions. I had to make up the statute of some of these associations at Pontal and Vila 
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Regência. An exemplary case is that of the first association of Vila Regência, the residents’ 

association, which we helped to found in 1987”. 

Changing the subject, I told him about the recent meeting with Madalena. For Salui, 

“she was a good director; the school has always been open with her on command”. He 

continued, that “for more than ten years, after we supported the construction of LIEDI, Eco-

Citizenship worked within EEEFM VR”. According to Salui, it was necessary to build the 

LIEDI to be able to work with students in a dignified manner, with structure, accessibility 

and virtuous workspaces for students and teachers. The teacher Morena, who now teaches 

arts for the Final Grades of Primary Education, was the coordinator of Eco-Citizenship at 

EEEFM VR, working with teachers and students at LIEDI. Salui also said that every month 

there was a meeting at EEEFM VR but over the years, the school professionals began to think 

that Eco-Citizenship only created more work. “We worked with them for them to work with 

students, which is why we charged for results”. When EEEFM VR began to give no answers, 

Eco-Citizenship walked away. 

It was more or less after The Black River Invites received the SEDU award that the 

Eco-Citizenship initiative was closed. To Salui, the 2012 project won for having shown that 

the transdisciplinary plan began with students and professors, to engage then the surrounding 

institutions, build meaningful lessons for students and broaden out the school’s horizon. In 

Salui’s perception, “at school it is not only to do the project, it is about what we can build 

together”. Thus, for Salui, the 2012 project could only win once the whole school was 

involved: “transdisciplinary is the word. It has to be really transversal. It has to be handled 

by every single discipline. It has to be, because professors, pedagogues, coordinators, 

directors can change and the project has got be continued”. In other words, Salui suggested 

that educational practice has to be tied up in the material and not in the cognitive. Up until 

today, Tamar Project continues to work with the school, as in the case of EEEFM VR’s new 

nursery garden for the 2016 Science Fair, which will be built by the school with support from 

Tamar Project’s work force and material. In the perception of Salui, Tamar cannot do it for 

them but has to provide the foundation for students to construct the nursery garden.  

In talking about his current job, Salui expressed that he is working with environmental 

education, community development and institutional relations. He still attends EEEFM VR 
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but not only there. That moment Eduardo arrived, president of the anglers’ association. After 

the occurrence of the biggest environmental tragedy in Brazil in relation to Samarco (Vale 

do Rio Doce/BHP), as there was no fish to catch, the ice factory of the association of anglers 

stopped producing. As a result, there was no income and the association began to accumulate 

problems. With no money for basic expenses, such as an accountant, the anglers’ association 

stopped making state tax declarations. Tamar will support them, by helping to organize the 

invoices. Eduardo began to recall his time at school, in the 1960s, when the ‘pedagogy’ was 

applied by means of a rosewood ruler: “we had to walk in the line; otherwise the train [the 

‘train’ in this sentence is the teacher with the rosewood rule in hand] could literally catch us”. 

Curious, I questioned Eduardo about educational projects at his time. Eduardo laughed and 

said, “the school had no educational or ecology project”. He continued, “back them 

everything was different. The heart of the village was the Black River. There was a locksmith 

there, where ships anchored. Lots of rosewood and mahogany trees were shipped there”. 

After talking to Salui and observing his work in relation to one of the community 

institutions, it confirmed that there was not a consensus at EEEFM VR about the practice of 

offering education through projects. The Tamar Project, which was inside the school through 

Eco-Citizenship, chose to untie the bond that, for Salui, began to turn into an umbilical cord. 

After that, EEEFM VR won again the SEDU award in 2015. Nevertheless, how can EEEFM 

VR still generate educational projects and actions even without the Tamar Project being 

inside the school in a formal relation? Just recently, Glory – current director – asked me to 

review the projects that EEEFM VR is going to submit to the 10th edition of the 2016 SEDU 

award for Best Practices in Education. There were five projects submitted in 2016, namely: 

(1) Carnavila; (2) Lendas Regência Augusta short film; (3) Ecological Brick; (4) VIP Student 

and (5) Congo Mirim. Even without a formal relationship with Tamar Project, how can 

EEEFM VR submit five projects? How is it even possible if the education offered through 

projects is not a consensus amongst staff? Given that each of these projects involves other 

teachers, educational grades and disciplines, a great part of the school is involved in one of 

the numerous steps that an educational action passes in order to be registered as an 

educational project aspiring to be awarded as a SEDU best practice in education. It is 

necessary to teach the class, produce the research, leading the students to the field, treat the 
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collected information, evolve and present the results to the community and, throughout the 

practice, document and record it all! 

With Latour (1988b), social relations are the outcomes of practical associations 

between different institutions, with their own interests, in which no party can be understood 

a priori as being encompassed by the massive structure of the other. There are always Partial 

Connections, to use an expression of Strathern and these apply to EEEFM VR and the 

institutions with which it has relations. EEEFM VR’s alliances enact singular educational 

(political, management, cultural, natural, economic, anthropological) facts produced by 

means of ‘technical activities, materials and organizational inscriptions’. In this sense, 

Eduardo’s relations with Salui, that is, a local institution in association with Tamar Project, 

offer a clue. For Eduardo, historically, the Black River can be understood as a significant 

element for Vila Regência. Despite the existence of Tamar Project, an organization that is 

included and participated in EEEFM VR’s ‘organizing relationships’, the fact that this 

school’s 2012 winner project enacted the inclusion of local costumes and traditions to the 

systematized knowledge of the Espírito Santo Education Network is relevant. After the 2012 

award, the Black River (o Rio Preto) is remembered and celebrated by EEEFM VR on The 

Tree Day; a geographically circumscribed ‘nature’ that is also part of the local ‘culture’. 

What Tamar calls the ‘environment’, that is, a kind of ‘product’ that may or may not be 

marketed by locals depending on social/economical aspects, Vila Regência assumes to be a 

central part of the daily life of all. A sort of ‘heart’ of the site, to speak for Eduardo’s point 

of view, which is the most innermost, central and internal part of this location. To wit, the 

Black River is ‘nature’ and, at the same time, the emotional, ‘cultural’ and meaningful part 

of Vila Regência. 

Statements could only be transformed into an award-wining project, once it was 

demonstrated that the Black River had far-reaching connotations to EEEFM VR and Vila 

Regência. For The Black River Invites, clearly, the word ‘nature’ has broader meanings and 

can even mean ‘culture’. As a result, it is important that the present research acknowledges 

that EEEFM VR redefines “several natural objects and events as indexes from which social 

agency can be inferred” (Viveiros de Castro, 2014, p. 62).  

The most common case is the transformation of something that humans regard as 

brute fact into another species’ artifact or civilized behavior: what we call blood is 
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beer for a jaguar, what we take for a pool of mud, tapirs experience as a grand 

ceremonial house, and so on. Such artifacts are ontologically ambiguous: they are 

objects but they necessarily indicate a subject since they are like frozen actions or 

material incarnations of a nonmaterial intentionality. What one side calls nature, 

then, very often turns out to be culture for the other (Viveiros de Castro, 2014, p. 62) 

From ‘objects’, this present thesis is led to subjects through observational practices 

that “reveal the maximum of intentionality through the systematic and deliberate abduction 

of agency” (Viveiros de Castro, 2014, p. 61). In reopening the 2012 winner educational 

project, its second topic was found to be a space dedicated to Justification, understanding to 

what extent the Black River may be the ‘nature’ and at the same time an emotional, ‘cultural’ 

and significant part of Vila Regência. The project brings together, through interviews, 

historical accounts of residents, quantitative data, current and past information on the use of 

the Black River by the local families. If currently, the Black River is still used by all the 

locals for recreation and fishing, even within the context of the ecological tragedy that 

affected its waters, historically it was also used for the realization of domestic activities at 

least until the 1970s. Moreover, in an era when there were no vessels with modern engines, 

the Black River served similarly as a navigation channel to access the Rio Doce from Rio 

Comboios, as the junction of the sea with the Rio Doce made access by the mouth of the Rio 

Doce difficult and dangerous at that time. The Black River is a small flow that connects the 

lagoons of Vila Regência, beyond the Rio Comboios to Rio Doce. As explained Eduardo, in 

the surroundings of the Black River that Vila Regência was historically built (see figure 

[map] below). With the expansion and urbanization of the village, according to The Black 

River Invites project, deforestation occurred and the creation of cattle pastures on the cleared 

lands. With the passage of time and anthropogenic pressure, the Justification chapter of The 

Black River Invites project goes on to tell us that there was a reduction in the volume of flow, 

the spread of Aninga (aquatic macrophyte) and the contamination of the waters, which 

became unnavigable. 
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Figure 10: Vila Regência, Black River, Sweet River, Mouth of Sweet River and EEEFM VR. 

Fonte: The first map was elaborated by Saldanha (2018) and the second by the author from Google Maps.  
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At least, that was the discursive strategy adopted by The Black River Invites project 

in 2006, when – according to the Justification – isolated actions began to be developed in the 

practice of various disciplines. It was a time when EEEFM VR interpreted that the 

community looked forward to recover and re-integrate the Black River into the (economic, 

recreational, sports, leisure, culture) life of Vila Regência. The identification of the problem 

occurred in the practice of different disciplines and education grades, as well as in relation to 

Espírito Santo Department of Education guidelines. As the project tells, besides ‘identifying’ 

the problem, it was necessary to propose curricular (environmental and educational) activities 

that could ‘remedy’ the problem effectively. The project follows up these reflections, 

describing the difficulties encountered from 2006 to 2010 to organize educational and 

environmental curricular actions to meet the real recovery needs of the Black River. 

Thus, The Black River Invites project provides a concise interpretation of the 

difficulties of working within the compulsory curriculum’s knowledge content – linked to 

goals with respect to educational indicators associated with the ‘quantity and quality’ of the 

education – in public school organization in relation to local customs, traditions, culture and 

natures. The effect of this interpretation lasted until 2010, when EEEFM VR actions begun 

to be (re)organized. Educational actions in relation to local problems began to gain 

momentum in 2011, when other people, strategies and institutions were added to inquiry 

about the Black River: school professionals; community volunteers; Tamar; Municipal 

Department of Environment; fieldwork; innovative experiences of environmental education 

with environmentalists. Therefore, the problem in question, which relates to a ‘desire’ of Vila 

Regência and to a ‘form’ of reversing human actions, was measured in different ways. The 

measurement activities included: quantitative interviews that generated data to draw charts; 

visits to the Black River banks; classroom work on the biodiversity of the river; qualitative 

interviews with former residents. That is, it is not simply about an educational project but 

about isolated actions that promoted an inquiry into the mode of existence of the Vila 

Regência ‘heart’, i.e., the Black River. It is about organizing the inquiry into The Black River 

Invites project that involves all the school and the community in the promotion of educational 

(curricular and compulsory, linked to clear goals and results) and environmental (real and 

mitigatory) activities. It regards the potential of this award-wining project to retrieve a river 
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that is at the same time a key part of both the ‘natures’ and ‘culture’ of Vila Regência (see 

figure below). 

 

Figure 11: Sweet River before, during and after the Samarco/Vale/BhP mud. 

Fonte: Pedlowski’s Blog. 

The issues is not that, if in the course of the educational and environmental action, 

the national curriculum guidelines were contemplated. Nor, at the other end, in recognizing 

or denning the scientific character of the mitigation activities proposed by the project. Despite 

Sweet River in Minas Gerais on May 31, 2015 

Sweet River in Minas Gerais on November 11, 2015 

Sweet River in Minas Gerais on December 24, 2015 

Before 

During 

After 
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knowing the curriculum guidelines and teaching plans established by SEDU that teachers 

and educators are required to follow, it is impossible to go back in time to see if these 

requirements were contemplated. Furthermore, the theoretical and empirical content that 

deals with environmental mitigation actions are not a part of the present thesis. Nevertheless, 

The Black River Invites project produces knowledge about the practices related to the act 

and effect of offering education at EEEFM VR (cf. Latour, 2007). In other words, The Black 

River Invites demonstrates that EEEFM VR produces both a singular offer of education and 

one that generates, at the same time, the basis for understanding the knowledge of such 

organizational practices. 

The existence of an organizational practice that produces education at Vila Regência 

is different from knowledge about this organizational practice, one that will create a project 

and become an awarded educational practice of SEDU. However, both enactments (co)exist 

in Espírito Santo Education Network and are sustained by the national educational system. 

By reorganizing its problems and objects surveyed in a sufficiently persuasive language for 

Espírito Santo Education Network, the categories employed by The Black River Invites 

moved away from the numerous controversies that would have allowed his nomination to 

settle as a safe reality. In other words, it created a stable fact, constructed by means of 

alliances with ‘technical activities, materials and organization inscriptions’ that are part of 

the style of organizing of SEDU. As Mol (2002, p. 150) puts it, “relations between objects 

enacted are complex”. Thus, the enactment/production of EEEFM VR statements into objects 

(‘reports’, educational projects, best practices in education) “do not so much cohere as 

assemble” in concert with Espírito Santo Education Network’s objects (school calendar, 

decrees, teaching plans) (Mol, 2002, p. 150). Rather, these material relations enact – in the 

same way as do EEEFM VR’s ‘organizing relationships’ with respect to common styles of 

organizing – a symbiotic and agonistic inclusive coexistence (cf. Mol, 2002). 

As this chapter has shown, the 2012 winning project justified the importance of 

educational practice inscribed in it, based on the finding of an injury to the ‘culture’ and 

‘natures’ of Vila Regência, that is to say, the Black River and consequently the Sweet River, 

the heterogeneous locals, the community, EEEFM VR, etc. On the other hand, it proved that 

EEEFM VR acquired associative ability to collaborate with the recovery of the Black River 
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over time (2006 to 2010). Based on the prior structuring of the path taken by EEEFM VR, 

The Black River Invites produced meaning and direction for the core curriculum, the 

Teaching Plans, the school calendar, the professionals and the school community. In addition, 

at the same time, it confirmed the very validity of its own best practice in education, which 

was shaped based on EEEFM VR’s particular mode of signifying the ‘quantity and quality’ 

of the (municipal, state, private and/or national) education offered and measured. Namely, 

the organization of The Black River Invites text on topics that ‘justify’ and ‘contextualize’ 

the educational ‘experience’ persuades people and institutions that the educational 

(environmental, political) action produced, while built on previous efforts, also operates as 

the future foundation of best practices in education for the state schools of Espírito Santo 

Education Network. 

The Black River Invites project pursued its overall objective to mobilize the school 

and the community to participate actively in the recovery and preservation of a local river 

that is both ‘natures’ and ‘culture’ for Vila Regência. The results of this project enabled that 

EEEFM VR to claim something in addition to different ways of recovering and preserving 

the Black River. The text inscribed as The Black River project could, likewise, confirm that 

the categories described in the project Objectives (general and specifics) to investigate the 

Black River (empirical phenomenon) could be established as validated facts by a network of 

work. Based on the operations that mutually reinforce the phenomena and the phenomenon’s 

interpretation, the very categories described in the project Objectives seem to split into two 

separate entities (cf. Latour and Woolgar, 1987). What might be read as a sequence of words 

that communicates something likely (recovery and preservation of nature) about a particular 

object (the Black River) is in point of fact the transformation of statements into independent 

networks/practices denoting previously studied phenomena. Moreover, such an operation 

activates a grammar already established by the study of other related problems that make it 

possible to effectively ‘recover’ and ‘preserve’ the Black River. 

The ‘singularity’ of EEEFM VR does not exist outside its given ‘practices’. EEEFM 

VR internally produces the correspondence – through the splitting and inversion of 

educational statements strategy (cf. Latour and Woolgar, 1986) – between the Black River 

(project’s interpreted subject) and the recovery and preservation activities of the Black River 
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(enunciated about the project’s interpreted subject). Hereafter, this analysis will show how 

The Black River Invites statements that do not simply reflect the context and EEEFM VR’s 

uniqueness but also symbiotic and agonistically creates such an external reality. After all, 

EEEFM VR’s offering of education through educational and environmental projects is not 

the cause of the uniqueness of this school but a practical matter in relationship with everyday 

school activities. 

2.8. The transformation of speech in organizational singularity and context 

The Black River Invites begins its narrative with the construction of an object of study 

that narrates the active participation of EEEFM VR and its local community in the recovery 

and preservation of natures. But the constitution of this research object could only acquire 

credibility and validity, i.e., win the status of a best practice in education, inasmuch as it can 

recover and preserve the Black River in terms of analytical categories forged in relation to 

curriculum knowledge content appointed as required by SEDU for each of the education 

grades involved in the project. This is evident in the fifth topic of The Black River Invites 

project, Development of Actions, which states that EEEFM VR’s Pedagogical Political 

Project (PPP) supports the project and that their actions were initiated at school, that is, in its 

six classrooms, resource room, science/biology and computer labs. In other words, it was 

inside the school walls where teachers and students, supported by school professionals, were 

able to develop research on ‘pollution’ and ‘water quality’ that (cooperatively and 

agonistically) includes (without joining and/or bringing together) SRE, SEDU, MEC, 

Pedagogy and Management scientific discourses, other schools and its practices. 

Such a predominantly educational and curricular construction allowed the 

manufacture of theoretical tools and practical procedures for the collection and analysis of 

environmental data presented and problematized at The Black River Invites project. The 

theoretical tools include research in the computer lab, lectures, books and lectures on the 

ecosystem that involves the preservation and water quality and the importance of the ciliary 

forest to the rivers. In regard to the practical activities carried out at Vila Regência, The Black 

River Invites project seeks to visit the banks of the Black River, produce and distribute 

handouts, collect garbage, interview former residents, build plays, as well as promote 

parades, poetry, drawings and music contests. From the construction of theoretical tools, The 



97 
 

Black River Invites can create an exact match between EEEFM VR’s educational and 

environmental practical activities with respect to natures and culture – the Black River as the 

subject of the 2012 winner project – of Vila Regência and achieve the best practice in 

education revealed by its own interpretations. 

For the project to be assumed as a best practice in education, instead of being rejected 

by SEDU, The Black River Invites made sure that the specialized discourse about the 

recovery and preservation of nature was differentiate from its pedagogical speech about the 

specialized discourse. At the topic Development of Actions it is possible to see this 

‘differentiation’, since there was a concern to reveal that the educational actions interpreted 

in The Black River Invites project only become possible through the involvement and 

commitment of all. In the same direction, the text also enhance the partnerships built from 

the project. Therefore, the interpretation of the subject of the research, that is, of the Black 

River that is locally considered as the ‘culture’ and ‘natures’ for Vila Regência, was pursued 

through various means: visits to the banks of the Black River with experts; lectures at the 

Ecological Centre of Regency; interviews with former residents; collecting water samples 

for analysis at various points of the river; data tabulation of water; informative study of the 

Research Institute of the Atlantic Forest (IPEMA); production of handouts with participation 

of IPEMA and the Tamar Project; sharing the information produce with other institutions; 

planting seedlings in the ciliary forest of the river; competitions; meetings with the 

government; talks to biologists; material resources (boats, camcorders, computers, test tubes, 

books, speakers). 

Finally, in Results Evaluation/Future Possibilities, The Black River Invites narrates 

that it has evaluated the individual and collective productions of students, over time, in all 

activities developed through various recording and data handling instruments. In addition, 

the project mentions it has established forms of self-assessment. Therefore, it demonstrates 

that in line with the current school and educational management practices, The Black River 

Invites project produced meaning and direction to curriculum knowledge content, validated 

a truly best practice in education through pilot actions and measured the work of all. To 

borrow a catchphrase of Ian Hacking, the ‘stabilization technique’ employed by The Black 

River Invites includes and is included by SEDU’s ‘style of argumentation’, as well as by 
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other organizations (e.g. Tamar, Eco-citizenship, Association of Residents) ‘reasoning’. As 

a result, the relation between these organizational modes of being in the world and its 

meaningful enactments made it possible for The Black River Invites project to be considered 

as best practice in education. A best practice in education that is not write or wrong, real or 

false but an objective reality enacted by EEEFM VR’s inclusive (symbiotic and agonistic) 

‘organizing relationships’ that shaped this autonomous project in alliance with ‘technical 

activities, materials and organization inscriptions’. Such practices and materiality, as 

demonstrated in chapter one of this thesis, have been historically developed in relation to the 

compulsory demand of offering and assessing – the ‘quantity and quality’ of – education in 

Brazil. Nonetheless, that does not mean to say that EEEFM VR does not have its own ‘style 

of argumentation’, as Ian Hacking suggests. EEEFM VR includes (even though often through 

transgressions, conflicts, controversies, as discussed in the fourth and fifth chapters) common 

styles of organizing, comprising its various ‘stabilization techniques’ in the construction of 

The Black River Invites, so that its own local and singular manner of offering education was 

authenticated and began to produce effects. The mobilization of hundreds of families (289) 

and students (285) may be the most notable result achieved but The Black Rive Invites project 

also highlights the mobilization of official institutions, organizations and community, which 

made the project a significant realization shared by all. The ‘true’ best practice in education 

and the ‘real’ transformation of the river – of the so called organizational context that could 

become again the both ‘natures’ and ‘culture’ of Vila Regência – is the result of a 

enactment/construction. 

From a teaching enactment/construct (curricular, compulsory, shared through 

techniques) built by EEEFM VR, the interpretation conducted by the project made the 

recovery and preservation of the Black River something tautologically described in the 

reformulation of statements that led to the need to recover and preserve a river that had 

previously been a central aspect of the ‘culture’ and ‘natures’ of Vila Regência. By promoting 

this inversion in the quality of the utterances (cf. Latour and Woolgar, 1986), The Black 

River Invites project writes about the offer of education through projects that signify the 

production of ‘reports’ – teaching and learning – at EEEFM VR and, at the same time, 

composes about a real, external and independent fact: the ‘effective’ recovery and 

preservation of Black River, which is ‘genuinely culture and natures’ for Vila Regência. 
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Far away from being a recipe, none of this ensure that certain statements will be able 

to be established in the educational universe as best practice; a space where education’s 

original substance – quality schooling for all – determines what is objectively to be a good 

practice (cf. Hacking, 1994). However, once awarded and accepted by Espírito Santo 

Education Network, The Black River Invites was able to acquire a degree of independence 

in relation to other projects submitted to the 6th Edition of the SEDU award. Therefore, The 

Black River Invites project could undergo a new alteration, making the ‘observation’ of a 

particular reality (the project as a real and material educational fact) became a ‘fact’ (The 

Black River Invites as a best practice in Education). That was the way a project on restoration 

and preservation of ‘natures’, which locally happens to be ‘culture’ too, was able to become 

a Good Practice in Education in the 2012 school year. A unique way to organize the act and 

effect of offering education that only comes into being by including the definition of the 

original substance of Brazilian education, that is, the measurement and development of the 

‘quantity and quality’ of education. Thus, through the mutual and detached inclusion of 

common organizing from a multitude of organizations, EEEFM VR’s project could be 

enacted and materially stabilized by means of alliances between materials, activities, 

practices, textual and writing devices, organizational inscriptions. The Black River Invites 

could, in this movement, detach its interpretation from the context of the research to gain a 

free existence and motivate the construction of several other best practices in education, each 

one of them with other different realities that are intricate and multiple, symbiotic and 

agonistic, local and exterior, inside out. 

2.9. Conclusion 

Looking at the transformation movement of the statements formulated in the project, 

this chapter sought to understand the construction of EEEFM VR’s organizational singularity 

from the material stabilization of The Black River Invites as an actual and undeniable fact. 

That is because this fact serves as a starting point for the safe and stable production of new 

good practices in Education. With that, it is not suggested that an organization, precisely 

because it is unique, can exist independently of the network of which is a part. After all, like 

the other 496 schools of Espírito Santo Education Network, EEEFM VR follows the school 

calendar, participates in training and educational seminars that address SEDU award criteria 
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for Best Practices in Education, develops educational projects, integrates curriculum 

knowledge content with practical and meaningful activities, etc. However, as this chapter has 

demonstrated, SEDU (Tamar, Eco-Citizenship, Municipal Department of Environment) 

organizing does not overlap or supress EEEFM VR organizing but instead is included by its 

‘organizing relationships’ (cf. Mol, 2002). Although it is true that the school calendar places 

impositions over EEEFM VR, as discussed in the previous chapter, The Black River Invites 

project demonstrates that the school of Vila Regência was not built in the image and likeness 

of SEDU. Nevertheless, that does not mean that the differences between EEEFM VR and 

SEDU are irreconcilable; this point is better developed in the fourth chapter, which denies 

the supposition that a controversy must be solved to achieve organizational coherence. Once 

EEEFM VR includes and is included by the organizing of Espírito Santo Education Network, 

this school can build its uniqueness through particular organizational inscriptions, practices, 

technical and material resources, educational practices, partnerships and alliances, boats, test 

tubes, textual devices, interpretations of its own educational practices. With this, the present 

chapter does not deny that The Black River Invites project has the ability to exist 

independently of EEEFM VR activity. It is only suggested that the objective existence of the 

Black River as ‘natures’ and ‘culture’ of Vila Regência is the consequence and not the cause 

of the singular work undertaken at that remote school of Espírito Santo’s Education Network 

(cf. Latour and Woolgar, 1986; Hacking, 1984)4. In short, the ‘real’ and ‘true’ existence of 

the Black River as ‘natures’ and ‘culture’ of Vila Regência – what epistemologists dare to 

call its organizational context – does not explain the uniqueness of EEEFM VR. 

Consequently, this organization should be apprehended and described as the result of a 

construction, one whose practices that made probable such production are easily forgotten 

(Cooper, 1989; Latour and Woolgar, 1986). 

EEEFM VR’s ‘organizing relationships’ enact a particular way of offering education 

and producing ‘reports’. The corresponding singular acts and effects of offering education at 

                                                           
4 This production was carried out through various beings that go beyond the narrow duality offered by human 

and non-human. I refer to: the annual embrace of the Black River by EEEFM VR (see chapter 4) – 

http://www.sitedelinhares.com.br/noticias/meio-ambiente/meio-ambiente-estudantes-de-regencia-abracam-

rio-preto; the school Blog – http://eeefmvilaregencia.blogspot.com.br/2011/03/projeto-convida-rio-preto.html; 

the SEDU Award – http://sedu.es.gov.br/Contents/Item/Display/600; the ceremony and the prizes of the SEDU 

Award – http://www.linharesemdia.com.br/noticias/geral/8888-boas-praticas-na-educacao-divulgados-os-

finalistas.html. News accessed on April 19, 2017 at 13hrs03min. 

https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.sitedelinhares.com.br/noticias/meio-ambiente/meio-ambiente-estudantes-de-regencia-abracam-rio-preto
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.sitedelinhares.com.br/noticias/meio-ambiente/meio-ambiente-estudantes-de-regencia-abracam-rio-preto
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://eeefmvilaregencia.blogspot.com.br/2011/03/projeto-convida-rio-preto.html
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://sedu.es.gov.br/Contents/Item/Display/600
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.linharesemdia.com.br/noticias/geral/8888-boas-praticas-na-educacao-divulgados-os-finalistas.html
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.linharesemdia.com.br/noticias/geral/8888-boas-praticas-na-educacao-divulgados-os-finalistas.html


101 
 

EEEFM VR that are described from chapters 3 to 5, it is important to notice, include but 

refuses to reproduce the organizing of SEDU. The uniqueness, therefore, relates to the 

signification of the – compulsory and evaluative – education offered from local 

environmental inquires, whose successful relationship depends on an argument that 

(symbiotically and agonistically) includes and is included by the material and institutional 

requirements of EEEFM VR school management and of SEDU educational management. 

Thus, terms such as ‘culture’, ‘context’, ‘truth’ and ‘reality’ do not explain the difference 

from one organization to another. Nor does an organization such as EEEFM VR, all by itself, 

have the ability to uncover best practices in education as an objective fact. In the opposite 

direction, once The Black River Invites project mutually included the state and national 

definition of the original substance of education, EEEFM VR could build and propose in 

relation to other institutions a stable good practice in education that becomes a target model 

for itself and for other schools of the Espírito Santo Education Network, enacting a 

‘material/factual’ ontological informed point for the local school organization. Thus, the 

thinking styles proper to the EEEFM VR were described but not classified/represented 

(Viveiros de Castro, 2014, p. 43). This school organization appropriates the knowledge 

forged at SEDU to offer education in relation to substantive practices of Vila Regência that 

are ‘closely linked’ to the environment. Thereby, this chapter described the difference of 

EEEFM VR compared to other schools as the result of associations between organizational 

inscriptions, statements, institutions, educational practices, educational and school 

management models, materiality, materials, arguments, standards, realities, vocations, 

beings, culture and natures.  

Thereby, the present chapter demonstrates that: (1) the difference from one 

organization to another should not be explained by the invention of an organizational culture, 

as this distinction results from the act and effect of offering education; (2) since the difference 

is not the cause of local ‘organizing relationships’, it is asymmetric to analyse 

epistemologically the way in which an organization differs from another as a result of a 

reality that enforces the a priori acceptance of the organizational context. 

In the next chapter, it is discussed how an educational project, once awarded, can 

escape the control of their producers and generate (un)expected realities, such as credibility 



102 
 

and discredit circuits for EEEFM VR and its singular style of offering education and 

producing ‘reports’. 

3. Producing organizational credibility 

 

Figure 12: Word cloud concept of ‘credibility’. 

Source: https://www.istockphoto.com/vector/credibility-word-cloud-concept-3-gm656916518-119762191.  

In chapter one, how EEEFM VR professionals produced their own professional 

relations through the practice of reading and writing was demonstrated. Such practice enacts 

what is known as the ‘quantity and quality’ of education in Brazil by including but not 

reproducing the Regional Department of Education of Linhares (SRE), the Espírito Santo 

Department of Education (SEDU) and the Ministry of Culture (MEC) guidelines for 

organizing. In the previous chapter, how statements were transformed into The Black River 

Invites was discussed. This ‘factual’, ‘reliable’ and ‘stable’ educational project was 

established by EEEFM VR’s inclusive ‘organizing relationships’ as a ‘natural’ and ‘singular’ 

manner of offering education at the Espírito Santo Education Network. The EEEFM VR 

‘organizing relationships’ were analysed as symbiotic and agonistic, multiple and complex, 

enacting a particular way of offering education and producing formal ‘reports’ through 

‘inclusive alliances’. 

Concerning the second chapter, the paths activated by The Black River Invites 

constituted a singular means of producing the ‘reports’ and offering education objectively, 

one that is not unanimously shared among EEEFM VR professionals. But how is such a 

singular style of offering education accepted, given that it is controversial? One could say 

that the unique practice of offering education through projects is attractive because when they 

https://www.istockphoto.com/vector/credibility-word-cloud-concept-3-gm656916518-119762191
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are awarded a prize they generate cash for the school that surpasses its annual budget, 

allowing for the expansion and improvement of the quantity and quality of education offered. 

The awarded project also enacts recognition and freebies (TVs, computers). Moreover, this 

practice gives the school the possibility of requesting federal resources to develop 

educational projects, expanding the educational service of the school unit. Likewise, there 

are national education awards that are offered by private companies, generating resources for 

the school, teachers and students. From this point of view, it is conceivable to infer that the 

EEEFM VR’s singular style of producing the ‘reports’ and offering education through 

projects is motivated by both personal and organizational interests in obtaining recognition, 

rewards and economic resources, even though it is a controversial practice. 

Is it possible to state that economic resources, recognition and rewards explain the 

unique offer of education in the EEEFM VR through projects? Is it conceivible to infer that 

any and every award-winning project generates positive effects for the school? To answer 

these questions The Black River Invites is converted into a new starting point for enquiry. 

However, instead of giving a central position to it in the symbolic distribution of power 

positions in the EEEFM VR, how this educational project escaped the control of its producers 

and generated unexpected realities will be explored. The uniqueness of the school 

organization could be explained by using independent (cultural, social, economic) variables; 

however, the award of The Black River Invites by SEDU had a considerable effect on the 

actors in EEEFM VR and did a great deal to establish the “credibility” of its offer of education 

through projects. 

In what follows the implications of what is meant by “credibility” for this chapter will 

be elaborated. Using the notion of “credibility” (Bourdieu, 1976; 1977; Latour and Woolgar, 

1986), the uniqueness of the school is described; an organization is shaped from its ‘technical 

activities, materials and organizational inscriptions’ as a matter of enacted organizational 

distinctiveness and singularity. Thereby, one seeks to explain the EEEFM VR’s singular style 

and best practices in education without having resort either to economic rationalism or 

cultural relativism (Whitley, 1992), nor to institutional logics or social constructions 

(Aldrich, 1992). In what follows, the immediate acts and effects generated for EEEFM VR 

from the moment in which The Black River Invites was awarded in the 2012 school year are 
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described, empirically demonstrating that the funds generated by this educational project 

cannot explain the singularity of this organization. Then, to understand in a symmetrical way 

how “singularity” and “credit” are established, the extent to which The Black River Invites 

remains alive in the daily life of this school today is analysed, indicating that it continues to 

influence the offer of education through projects but does not guarantee the positivity of the 

effects generated by this practice. 

3.1. “Credit” beyond economic (structural, cultural, epistemological) accounts. 

For Marsden (1993), the individual and the material things of the social context are 

abstracted from neo-classical economics to form homo economicus and the Economy, 

respectively. For this author, based on these two abstractions, neo-classical economics 

develops an a priori model of rational economic action. For Marsden and Townley (1996, p. 

663), these abstractions exclude power and social relations from economic analysis, which 

are delegated to subordinate and complementary disciplines, such as Management and 

Organization Studies (MOS). Thus, for these authors, “just as economics abstracts from 

social relations of production to form ‘the firm’, so organization theory abstracts from them 

to form its analogue, ‘the organization’, the apparently concrete and self-evident object of 

normal organization science” (1996, p. 663). As a result, social relations and associations 

that constitute an organization are abstracted from the organization concept evident in a 

classical perspective of organization theory (cf. Marsden and Townley, 1996; Reed, 2006; 

Reed and Hughes, 1992). An organization study conducted only in relation to a purely 

economic (social, cultural, structural) analysis is inadequate. Hence, a greater integration 

between “organizational economics, organizational behaviour, and organization theory” is 

not suggested (Barney and Hesterly, 1996, p. 142). Such an argument does not imply that 

one favours the proliferation of paradigms in MOS or that the field is currently associated 

with fragmentation and discontinuity (Hassard, 1991; Willmot, 1993). What is proposed is 

that the rational organization and its principles (Wolin, 1961), the object of classical 

organization theory, cannot position reason, control, coordination, truth, cost and transaction 

as privileged objects of knowledge of MOS: these elements should be explained in a non-

epistemological way.  
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The particular condition of the EEEFM VR, as pointed out in chapter two, cannot be 

reduced to the effects of the Espírito Santo Education Network. For Foucault (1979, p. 135), 

fundamental questions and inquiries about power “have very limited importance if we look 

at them from a strictly economic point of view”; as the figure that opens this chapter 

demonstrates ‘credibility’ goes beyond ‘credit’. It is not feasible to assume that an award 

achieved by an organization establishes credibility, even when that award provides 

recognition and considerable economic resources.  In practice, ‘credibility’ is a social, 

material and practical construction (Hacking, 1994). Differently awarded educational 

projects of the EEEFM VR can be understood as unique social and material practices that 

enact various effects in offering education through projects. Accordingly, dissimilar acts and 

effects enacted by differently awarded projects do not suggest a contradiction but a difference 

that must be explained – as this chapter will demonstrate, while one award may enact positive 

effects for the school, another may enact controversies. 

The offer of education, the production of the ‘reports’ and the uniqueness of the 

EEEFM VR are local and empirical constructions to be described, as well as those practices, 

materials and inscriptions that shape those enactments and that are cogenerated in action. 

Thereby, through the symmetrical task assumed by this thesis and continued in this chapter 

one seeks to avoid the tendency for division within the disciplines of MOS (Reed, 1992, p. 

14) between scientific authority or epistemological relativism (Brown, 1992), economic 

rationalism or cultural determinism (Whitley, 1992), institutional logics or social 

explanations (Aldrich, 1992). 

As for it, the notion of “credibility” (Bourdieu, 1976), as used by Latour and Woolgar 

(1986), provides a symmetrical alternative for the present chapter to explain these 

differences. According to Latour and Woolgar (1986, p. 230), since economic analysis are 

limited to large-scale factors, the work of Bourdieu (1977) make it “possible to apply 

economic arguments to noneconomic behaviour”. In this sense, for Latour and Woolgar 

(1986), the notion of “credibility” (Bourdieu, 1976; 1977) designates the “costs” expended 

so that the fabrications of science have “credit”, considering the financial, professional, group 

dynamics and epistemological investments involved. Therefore, the notion of “credibility” 

allows one to speak of the “costs” and “credits” involved in the construction of EEEFM VR’s 
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singularity beyond economic rewards, recognition and scientific explanations, with the 

resulting organization uniqueness being attributed to the activities, materials and inscriptions 

associated with such enactment. In other words, the motivations of the EEEFM VR include 

not only the potential economic rewards but also local criteria that reflect why this school is 

interested in offering education through projects at first place. In addition, these include both 

educational and environmental knowledge content produced by the projects, which in turn 

include data, data collection procedures, policy, careers, interests, priority issues. Moreover, 

these projects include the vocation of the school community, the training of professionals by 

the EEEFM VR that enact a particular group structure as well as beliefs about environmental 

and community transformation, the past of the school, resistence, common organizing styles, 

the environmental tragedy in relation to Samarco, Vale and BhP.  

As Bostrom (2006, p. 361) clarifies in describing the “efforts to organize permanently 

a broad group of stakeholders in politically controversial issues”, the combination of 

heterogeneous factors as ‘roles’ and ‘resources’ through ‘inclusiveness’ “can create an image 

of independence” (p. 354):  inclusiveness “can be instrumental for the creation of credibility 

(…) (2006, p. 361). EEEFM VR’s motivation to offer education through projects must be 

described as an inclusive enactment/production, one that entangles both ‘costs’ and ‘credits’ 

(cf. Latour and Woolgar, 1986), and not as the result of economic dynamics. 

Certainly, as is evident through the cases that are presented in this chapter, no 

investment – economic and beyond – can ensure that certain statements will be able to be 

established as trusted and believed because others may offer divergent views and challenge 

their credibility. Specifically, analysis of two awarded projects – in the school years of 2012 

and 2015 – will demonstrate the importance of including apparently irreconcilable factors 

such as those that are solid (economic, structure, material) and those that are more spiritual 

(authorship, interest, gossip), in order to create both ‘credit’ and ‘cost’ for the EEEFM VR’s 

best practices in education and for its builders to enact the school organization’s singularity. 

3.2.The Black River Invites – first acts and effects enacted 

Awarded on December 4, 2012, during the ceremony that announced the winners of 

the 6th edition of the SEDU award for Best Practice in Education, EEEFM VR project took 

first place in the category of Educational Management. The Black River Invites competed 
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with more than 200 projects from 108 out of 497 schools from within the Espírito Santo 

Education Network. Through this achievement the ‘author’ of the project, Glory, who is the 

EEEFM VR director, won an LCD TV. The school unit, in turn, received R$ 25,000.00 and 

a trophy at the ceremony held in Vitória with the presence of the 25 finalist schools in the 

presence of authorities including the Secretary of Espírito Santo Department of Education 

(SEDU) and the Vice-Governor of Espírito Santo. 

After the awards ceremony, Carlos Salui, from the Tamar Project, said during an 

interview that this achievement could be understood as an incentive for the EEEFM VR to 

develop more transformative actions in school-community relationship5. Despite the fact that 

it is the ‘author’ of the project who is awarded the prize, (in terms of the person acknowledged 

in the first topic of The Black River Invites project as Identification), the speech of Carlos 

Salui and even the ceremony photos do not refer to the ‘author’ as a central entity of the 

project. Apparently, what matters is not who signs the project but the fact that The Black 

River Invites project sensitized the community to the need for actions and improvements of 

the black river, which is ‘culture’ and ‘natures’ for Vila Regência. The involvement of this 

project with the school and its community is what should be stressed. The Black River Invites 

project started from individual actions in 2006 and continued on a regular basis since 2010 

in the EEEFM VR in partnership with the Tamar Project, Association of Residents, Eco-

Citizenship and the Espírito Santo Department of Environment. Despite having a nominal 

‘author’, this project represented an alternative that was collectively constructed to signify 

the offer of education in the EEEFM VR. 

                                                           
5 http://www.redemosaicos.com.br/main_noticias.asp?Id_tipo_noticia=3&Id_noticia=60 – accessed on April 

22, 2017, at 15hrs08min. 

https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.redemosaicos.com.br/main_noticias.asp%3FId_tipo_noticia%3D3%26Id_noticia%3D60
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Figure 13: 2012 SEDU Best Practices Award in Education, where The Black River Invites received its prizes. 

Source: http://www.redemosaicos.com.br/main_noticias.asp?Id_tipo_noticia=3&Id_noticia=60 – accessed on 

April 22, 2017, at 15hrs08min. 

Michel Foucault, at a conference held on February 22, 1969, addressed – among other 

things – the text’s relationship with the author. With respect to this enrolment, Foucault 

(1984) sought to demonstrate that there are two notions surrounded by others that are destined 

to replace the author’s privilege. The first is the notion of the literary work, a ‘text’, imposed 

as the object to be analysed. Regardless of the author, the text itself and its structure should 

be analysed. Therefore, for Foucault (1984), the notion of ‘text’ is as problematic as is the 

individuality of the ‘author’. The second notion is ‘writing’. For Foucault (1984), the obvious 

problem of giving writing an original status concerns the implicit theological affirmation 

involved in the supposed sacred character of the text and its creator. However, Foucault 

(1984) warns that the scripture should be seen as practice and not as result, as it has the ability 

to transgress, flip and play with any regularity accepted – a space where the ‘author’ does not 

stop and vanish. Based on the work of Foucault (1984), it is possible to understand that the 

name of the ‘author’ disappears from The Black River Invites due to the discursive strategy 

that was employed to demonstrate the applicant’s execution ability to achieve the 

(educational, environmental, social, cultural) results proposed by the project. Throughout the 

https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.redemosaicos.com.br/main_noticias.asp%3FId_tipo_noticia%3D3%26Id_noticia%3D60
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previous chapter, to comprehend that the (educational, environmental, tested, proven, valid, 

legitimate) speech of the project has been received by itself in spite of its ‘author’ was likely, 

as The Black River Invites project justified and contextualized its educational activities, 

demonstrating how to ‘effectively/collectively’ recover and preserve a river that is ‘culture’ 

and ‘natures’ for Vila Regência. 

The Black River Invites generated positive effects for the preservation of the 

environment, for the whole school as a unit, where the classes from 1st grade to Youth and 

Adult Education (EJA), built the project as well as for the ‘author’ that ended up disappearing 

from the ‘text’. Regarding the school unit in particular, the prize of R$ 25,000.00 was greater 

than the sum of all other funds (state and federal) that the EEEFM VR receives each school 

year. The award allowed the EEEFM VR to reinvest money and knowledge gathered to 

generate new projects and actions. In fact, the entire expenditure schedule of R$ 25,000.00 

has been met, allowing the purchase of miscellaneous material elements to be reinvested in 

the production of new educational projects, inscriptions, data, associations, environmental 

and transformative actions. If the EEEFM VR already had knowledge, experience and 

partnerships to carry out projects with the potential to grow into best practices in education, 

now the material resources – described in the fifth topic of The Black River Invites project, 

which is called Development of Actions – were even greater. Moreover, The Black River 

Invites created value in institutional terms for the SRE. Each year, previously to the SEDU 

ceremony award for Best Practices in Education, the SRE disclosed the number of projects 

submitted by its schools, the number of qualified representatives for the finals and, after the 

ceremony, the winning project(s), if any. Such a conception of value, in institutional terms, 

is reinforced by the SEDU, which has 11 Regional Departments of Education, always 

mentions the Espírito Santo Regional Department of Education during awards ceremonies. 

While the project as a ‘text’ hides the ‘author’ in order for the award to be locally 

acknowledged, the SEDU puts the ‘authors’ of the awarded projects, in terms of the 

respective ‘school units’ and the SREs at the centre of the ceremony. Consequently, the 

SEDU expects to value teachers, educators and managers through action that appears to 

recognize the importance of psychological factors (e.g. motivation, satisfaction, leadership) 

for organizational performance and behaviour (cf. Kanfer, 1990; Pinder, 2014). Likewise, 

while valuing schools, the SREs and individuals working in the school in the course of the 
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award, the SEDU also makes them responsible for improving the school units’ achievements, 

measured in terms of students’ approval, disapproval, dropouts, frequency and proficiency 

in exams and in large-scale assessments (e.g. Brazil Test, PISA). Therefore, the 

dissemination of successful educational experiences also generates a positive effect for the 

SEDU, which finds in the Award for Best Practices in Education another way to value 

education professionals, who are held accountable for the construction of a democratic public 

school with quality.  

Nevertheless, professionals may or may not feel valued and accountable. Valuation 

and accountability do not depend, for that reason, on the award the EEEFM VR received 

from the SEDU for having designed and implemented an educational project. The manner in 

which the project was developed, the discursive strategy used in its construction, the name 

of the ‘author’ chosen to sign the project, relate to the ability of the project to generate value 

and to empower their builders in the school. If each project is a unique construction that 

produces different acts and effects, then the realities enacted from the moment The Black 

River Invites was established as an unquestionable (material, real, meaningful) episode  must 

be described. 

3.3.The Black River Invites – how the credibility is established in the EEEFM VR  

 In the case of The Black River Invites, the generation of value and responsibility for 

the EEEFM VR’s employees is manifest in the speech of the research interlocutors and in 

the pictures taken during the award that were displayed in the previous subtopic. Everyone 

felt part of and responsible for the continuation of this local, collaborative, rewarded and 

recognized educational action.  

As demonstrated in the previous topic (3.2), the construction of awarded educational 

projects and, accordingly, the enactment of the EEEFM VR’s singular style of offering 

education and producing the ‘reports’ through projects, may be explained by means of 

management and discursive strategies included in The Black River Invites to generate value 

and to empower their builders. Thus, The Black River Invites generates acts and effects 

(economic, social, environmental, epistemic) for the school, the author, the community and 

its organizations, the SRE, the SEDU. The isolated acts and effects do not matter; what is 

important is how they associate to recover the Black River, to involve the community and to 
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reframe the offer of education. That is why it would not be wise to explain in purely economic 

terms the construction of The Black River Invites and the singularity of EEEFM VR, or the 

acts and effects enacted from the moment this educational project was awarded.  

Taking into consideration only economic aspects, undoubtedly the R$ 25,000.00 is 

relevant for the EEEFM VR to reinvest in new educational projects and practices, whose 

annual funding (state and federal) does not exceed this value, as previously mentioned. 

However, to put primacy on economic aspects without understanding how “one form of 

credit can be converted into another” (Latour and Woolgar, 1986, p. 208) can be considered 

an asymmetrical practice that separates intellectual traditions in MOS (Reed, 1992). 

Moreover, this intellectual separation would cut off the organization studied from the 

activities, materials and inscriptions that produce its singularity. Specifically, to demonstrate 

that the Economy (accumulation, capitalization, rewards) does not explain the EEEFM VR’s 

motivation to offer education through projects, the present chapter discusses official and 

census data about the school. At QEdu, a project conceived by Meritt and the Lemann 

Foundation in 2012, there is educational information available on the EEEFM VR concerning 

‘data registration’ and ‘infrastructure’, provided by this school and its state education 

network to the Brazilian School Census. In particular, data for the 2012 and 2015 scholar 

years are described: general data; other information; school meals; enrolment; enrolment by 

grades; accessibility; infrastructure (dependencies); equipment; basic sanitation, and 

computers and the Internet. Not just a view of the EEEFM VR infrastructure and enrolment’s 

data from 2012, the year in which The Black River Invites was awarded, comparison of this 

data with that of 2015 (latest available) allows for interpretation of the economic investments 

conducted by the school during the three year period after the school had received the amount 

of R$ 25,000.00. Despite the fact that, after 2012 education through projects was intensified, 

changing organizational dynamics, economic organizational analysis suggests that the effects 

generated by The Black River Invites on the EEEFM VR to be modest. In more detail, as 

shown in the following figure, a comparative analysis – 2012 and 2015 – reveals a negative 

effect with regard to ‘enrolment data’ and a positive effect with respect to ‘infrastructure’. 
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Year: 2012 Year: 2015

No Does the school have library? Yes

Yes

There is toilet inside the school 

building? Yes

No

There is toilet outside the school 

building? No

Infrastructure (outbuildings) Infrastructure (outbuildings)

No

Are school facilities accessible to 

people with disabilities? Yes

Yes

The toilets are accessible to people 

with disabilities? Yes

Accessibility Accessibility

16 8th grade 21

13 9th grade 13

21 6th grade 25

36 7th grade 24

29 4th grade 22

20 5th grade 19

21 2nd grade 22

27 3rd grade 24

25 1st grade 16

Enrolment per Grade Enrolment per Grade

0 Special Education 0

0 High School 0

70 EJA 40

122 Early Grades - 1st to 5th grade 103

86 Final Grades - 6th to 9th grade 83

0 Day care 0

0 Preschool 0

Enrolment Enrolment

Yes Alimentation is provided to students? Yes

Yes Does the school have filtered water? Yes

Alimentation Alimentation

37 Number of school employees 37

No School organized per cycles? No

Other Information Other Information

Dependence State

Lidio de Oliveira, 

Regência, 

29914-010 Address

Lidio de Oliveira, 

Regência, 

29914-010

55 27 3274 1258 Phone 55 27 3274 1258

320023685 INEP code 320023685

Rural School location Rural

State

There is toilet inside the school 

building?

There is toilet outside the school 

building?

Does the school have library?

9th grade

Are school facilities accessible to 

people with disabilities?

The toilets are accessible to people 

with disabilities?

3rd grade

4th grade

5th grade

6th grade

7th grade

8th grade

EJA

Special Education

1st grade

2nd grade

Day care 

Preschool

Early Grades - 1st to 5th grade

Final Grades - 6th to 9th grade

High School

School organized per cycles?

Alimentation is provided to students?

Does the school have filtered water?

Dependence

Address

Phone

Number of school employees

INEP code

School location

General Data General Data
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Figure 14: Censitary and official information about the EEEFM VR for the school years of 2012 and 2015. 

Source: Elaborated by the author from http://www.qedu.org.br/escola/168129-eeefm-vila-regencia/sobre - 

accessed on July 27, 2017, at 18hrs40min. 

In the image above, the red circle represents School Census misinformation, since 

there was a teacher room in 2015 that this thesis refer to as staff room, as it was shared among 

many other school employees. The green circles denote correct information in the School 

Census; in particular, the improvements found in the EEEFM VR from 2012 to 2015, 

confirmed in the field. As an ‘economic’ legacy of The Black River Invites, at least through 

this partial and temporary analysis, to mention the accessibility and, on the other hand, the 

spaces and resources for reading, researching and studying, is conceivable. Such correlations 

abstracted from the analysis of the school context certainly do not express all the underlying 

relationships to The Black River Invites in the EEEFM VR. However, they indicate the 

construction of a material accessible space for reading, researching and studying which new 

projects could be developed to form what the professionals in the EEEFM VR recognize as 

4 Computers for administrative use 4

Yes Broadband Yes

16 Computers for student use 16

Yes Internet Yes

Computers and internet

Periodic Waste destination Periodic 

Public network Energy supply Public network

Sump Sewer destination Sump

Public network Water supply Public network

Basic Sanitation Basic Sanitation

Yes TV Yes

No Copy machine No

Yes Overhead projector Yes

Yes DVD Yes

Yes Print Yes

Equipment Equipment

Yes

Does the school have a room for 

teachers? No

Yes

Does the school have a special 

attendance room? Yes

No Does the school have a sports court? No

Yes Does the school have a boardroom? Yes

Yes Does the school have a science lab? Yes

No The school has reading room? Yes

Yes Does the school have kitchen? Yes

Yes Does the school have a computer lab? Yes

Computers for student use

Computers for administrative use

Sewer destination

Waste destination

Internet

Broadband

Overhead projector

TV

Water supply

Energy supply

Does the school have a special 

attendance room?

DVD

Print

Copy machine

Does the school have a computer lab?

Does the school have a science lab?

The school has reading room?

Does the school have a sports court?

Does the school have a boardroom?

Does the school have a room for 

teachers?

Does the school have kitchen?

http://www.qedu.org.br/escola/168129-eeefm-vila-regencia/sobre
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a good practice in education. To develop numerous other statistical analysis would still be 

feasible, descriptive or not, to relate, compare and discriminate the EEEFM VR performance, 

enrolment and infrastructure from 2012 to 2015. After all, there are plentiful educational 

statistics as well as micro and macro data available to the Brazilian education community 

(e.g. school census, INEP, Qedu, MEC, Brazil Test). 

The development of a symmetrical organizational ethnography implies not using 

social factors (cultural, political, economic) to explain the phenomena of organization 

singularity. As Latour notes (1988b), political analysis explains the production of events, 

facts and artefacts through class, gender, structure, etc. Thus, using the transdisciplinary 

teachings of The Black River Invites, the present thesis argues for the development of 

symmetric organization analysis. With that, it recognizes that the organization and politics – 

of society, economy, culture and natures – are not different domains that can be opposed to 

provide different social explanations, since they are juxtaposed in the practice of offering 

education in the EEEFM VR through projects, as well as enacting organization singularity. 

Symmetrical Organization Study: Distance, Equity, Familiarity, Reflexivity 

This ethnography is neither the first nor the last to be developed in a school 

organization (Eddy, 1985; Mead, 1973; Spindler, 1955; 2000). The school is a field that 

inspired tireless ethnographies and, likewise, is toilsome to generate a text that dares to 

stand for something besides making the ‘unknown’ (the ‘primitive’, the ‘tribe’, the ‘sect’, 

‘witchcraft’) into something ‘familiar’ (Spradley, 2016). As Strathern (2002) clarifies, this 

operation of transforming the unknown into something familiar ends up exoticising the 

‘Other’. In this sense, Latour and Woolgar (1986, p. 279) suggest that it is important to 

“retain from ‘ethnography’ the working principle of uncertainty rather than the notion of 

exoticism”. Thus, the challenge posed to those who dedicate themselves to build 

symmetrical organization studies/ethnographies, is to generate a form of estrangement 

whenever faced with extremely familiar environments (Latour and Woolgar, 1986; Calás 

and Smircich, 1999). This challenge is particularly especial in developing ethnographies 

in the school (Delamont and Atkinson, 1995; Gordon, Holland and Lahelma, 2001; 

Spindler and Spindler, 1982), since we (cosmopolitan and Western) academics live in 

schools for more than 15,000 hours over our lives (Rutter, Maughan and Mortimore, 1979). 
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The task, considering that a researcher does not need to travel abroad to be “able 

to achieve ‘distance’” (Latour and Woolgar, 1986, p. 279), can be seen as the need of the 

investigator to be acquainted with a field, while remaining “an ‘inside’ outside observer” 

(Salk, 1986, p. 12). For Latour and Woolgar (1986), the point, when it comes to 

detachment, refers to the observation activities, which the researcher should be able to 

accomplish by maintaining interlocutors at a distance rather than using their speech to 

explain their activities. In the case of school fieldwork, the investigator should not be 

tempted to become a school teacher/principal, or the students’ representative. For Latour 

and Woolgar (1986), the space in which the researcher acts and observes is wide but the 

interlocutors’ language should not become the investigator’s meta-language. These authors 

point out that to the extent that ethnographies began to be developed that were not solely 

with the poor and primitive, devastated by the ethnologists’ comments, this 

methodological rule is renewed. In the case of the Salk Institute, it became clear to Latour 

and Woolgar that scientific elites overwhelm the researcher with their meta-language, such 

that it is indispensable that the scholar establishes at a proper distance, egalitarian 

relationships, with their interlocutors. This task should not be confused with the need for 

explanations as a measure of the distance between ‘practices’ produced at school – familiar 

to much of the Western world – and the ‘context’ in which it occurs (Latour, 1988b). 

According to Latour (2013), the practice is also a path to the activity of knowledge. For 

this author, there should not be a distinction between the ‘practice’ of the interlocutors in 

the field and the ‘knowledge’ mobilized to explain and act on these practices. Otherwise, 

it would result in the epistemologization of the knowledge, which “produces the very 

separation between the ‘outside world’ and our ‘interpretation of’ what the world is like” 

(Latour, 1988b, p. 160). Accordingly, neither distance nor equality would be achieved. 

Beyond the task regarding ‘distance’ and ‘equality’ that are imposed to those 

interested in doing a symmetrical organization research, there is also the ‘familiarity’ 

chore. As reported by Spindler and Spindler (1982), the academics’ familiarity with the 

classroom universe and practices can make the investigators in the school simply not know 

what to write in their field notebooks, which can remain stubbornly blank. Furthermore, 

the proximity to the practices of ‘repression’ and ‘reward’ played out in the school 

organization (Spindler and Spindler, 1982) offer a danger to the ‘distance’ of the researcher 
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in the field, who can be surrounded by students’ demands for a spokesperson for their 

problems (Callon, 1986b; Latour, 1987). Thus, the researcher may be tempted, in the 

research process, to abandon analysis of the production practices enacted by heterogeneous 

action networks to ‘represent’ those suppressed in school organization and the idealized 

structural-functional context that constrains the action in the school (Lynd and Lynd, 1929; 

Pettit, 1946; Rist, 1970). Of course, as Mol (2008, p. 4, my translation) notes, Queer theory 

shows that it is possible to distinguish singular groupings, such as gay and lesbian, as 

“other places, or places where new realities would be made, as Butler, Warner, Dundink 

teach”. If that is the case regarding the difference observed in field research in a school, go 

ahead and describe those new realities being enacted in practice. However, this is not the 

same as providing a ‘social’ explanation of school production based on explanatory 

variables such as ‘class’, ‘gender’, ‘habit’, ‘structure’, etc. In developing a symmetrical 

organization study, this thesis proposes to rethink the organizational cultural, critical 

organization studies and orthodox MOS meta-language in order to describe the point of 

view for the actor and its practices (Latour and Woolgar, 1986; Viveiros de Castro, 2014). 

Therefore, the task for the present thesis with respect to familiarity, concerns the 

development of reflexive research to collaborate with the EEEFM VR interlocutors, 

allowing estrangement from such a familiar environment to be produced, which can turn 

out to be interesting again when closely observed (Erickson, 1984; Hammersley, 2002). 

The importance of reflexivity, thus, is central to this research. Not a reflexivity that 

privileges “a theoretical or methodological standpoint by contrasting it with an unreflexive 

counterpart”, which tends to appreciate “reflexivity with a particular intellectual 

orientation, cultural condition or political perspective” (Lynch, 2000, p. 26 and 27). For 

Latour and Woolgar (1986), the question of reflexivity is not entirely equated with a 

particular and respectful distrust of the interlocutor, which as was discussed before refers 

to the investigator’s distance and proximity adjustment in the field. According to Edwards 

and Usher ([1994] 2002, p. 148), reflexivity is as old as Western philosophy but tends to 

be avoided based, on the idea that it “influences or ‘contaminates’ the status of research 

outcomes as truthful representations and valid knowledge claims”. For these authors, a 

simplistic definition of reflexivity suggests that knowledgeable activity weighs on what is 

known. Consequently, without the development of these activities nothing is elucidated. 
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As Calás and Smircich (1999, p. 651) note, regarding MOS, experts worry about 

their own reflexive productions, questioning whether it is still appropriate to talk about 

which paradigm’s research practice is the ‘more’ appropriate and/or legitimate. Based on 

Whitley (1984), these authors demonstrate that this turn/questioning encouraged the 

reflexivity of the work of producing organizational knowledge. Accordingly, as shown by 

Calás and Smircich (1999, p. 651), social studies of science and technology, such as those 

developed by Knorr-Cetina (2013) and Woolgar (1988), played an important role in the 

“self-reflective awareness of the researcher/theoretician’s complicity in the constitution of 

their objects of study (...)”.  

Edwards and Usher ([1994] 2002, p. 148) argue that reflexivity shows the paths 

chosen by the research, the process by which the data was generated and how the sense of 

significance of the research is produced. For these authors, reflexivity also suggests that 

the research is located in a particular epistemic community. Therefore, it is important to 

note the other senses that the word ‘reflexivity’ has. Latour and Woolgar (1986) put aside 

solutions related to self-examination and self-criticism as a measure of free explanations 

of bias, to adopt a reflexivity that is correlated with the principle of symmetry that deprives 

the investigator of any distinctions between truth and falsity, nature and culture, to assume 

that any scientific explanation should not rely on social factors. For Lynch (2000, p. 29), 

working with self-analysis and self-criticism as a measure to legitimize writings entails 

being “guided by familiar instrumental metaphors and the subject–object dichotomy”. 

There are many exemplars that work with a limited idea of a methodological ‘self-

awareness’, advising students to be attentive to the relationships established between the 

researcher and the groups studied by them (e.g. Ellen 1992; Hammersley and Atkinson, 

1983). For Latour and Woolgar (1986), it is accurate that the understanding of reflexivity 

as established at Laboratory Life does not allow establishing such a strong meta-language 

as that of the sciences. On the other hand, for these authors, the account that this principle 

generates has the potential to demonstrate the constructed character of studied facts and 

artefacts. For Latour and Woolgar (1986), since they described the discovery of a hormone 

as a production, to establish their own account as a text that did not want to be truer than 

others, they were accused of relativism, of self-contradiction. However, for these authors, 

the truth is not debilitated when an account is made out of it. 
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The reflexivity inscribed at Laboratory Life, for Lynch (2000, p. 37), discusses the 

construction of scientific statements, where the analysis of an objective proposition as: 

‘Thyrotropin Releasing Factor is Pyro-Glu-His-Pro-NH2’ (Latour and Woolgar, 

1979 [1986], p. 147), delves into the history of that statement and points out that 

its unqualified ‘X is Y’ form derives from the deletion of contingencies and 

mediations which would be indexed with discursive modalities: ‘I think X is Y’, 

‘X might be Y’, ‘under condition Z, X seems to be Y’, etc. 

The idea, as reported by Lynch (2000), is that these modalities are developed at the 

time the research began and removed to the extent that a statement can be established as 

an undeniable fact. For this author, Latour and Woolgar’s declaration that a particular 

statement – Thyrotropin Releasing Factor is Pyro-Glu-His-Pro-NH2 – is problematic, does 

not suggest that this is a true or false statement, even because those authors acknowledge 

that they do not have academic or vocational training to proceed with such an inference. 

For Lynch (2000), Latour and Woolgar only recognize that the scientific community can 

eventually return to discuss such a statement. The concept of reflexivity developed at 

Laboratory Life, as reported by Lynch (2000), differs from the notion of radical reflexivity 

exposed by Woolgar (1988) and Latour (1988b), which still diverge from each other. This 

distinction was formalized, a few years later, in We have Never Been Modern, where 

Latour (1991) established a distinction between the first symmetry and the generalized 

symmetry principle. For Goldman (2014, p. 21, my translation), “while the former only 

refuses to accept the selection between what the sciences consider, at a particular time, the 

true and the falsity, and intend to explain them ‘in the same terms’ (Latour 1991, p. 129), 

the second also refuses the possibility that the terms used stem from the ‘sciences of 

society’”. 

The mode of radical reflexivity as produced by Woolgar (1988), according to 

Lynch (2000) and Calás and Smircich (1999), understands that it is interpretive practice 

that signify the existence of the social world; “it both constitutes and describes its object 

of interest” (Calás and Smircich, 1999, p. 663). Lynch (2000, p. 33) comprehends that “this 

idea is radicalized, first by extending it to cover ‘natural’ as well as the ‘social’ 

interpretations, and second by refusing to countenance any of the rhetorical or 

methodological strategies that endow social scientific findings with a ‘privileged’ or 

‘objective’ status”. The concern, in short, lies on a treatment that takes representations with 
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a certain scepticism. In order to better determine what radical reflexivity meant by sceptical 

treatment of representations, Lynch (2000, p 33) differentiates reflexivity as contained in 

the works of Steve Woolgar and Pierre Bourdieu:  

Unlike Bourdieu’s reflexive sociology, which seeks to objectify the work of 

objectivation (Bourdieu and Wacquant, 1992, p. 63), radical reflexivity questions 

the very practice of objectivation, without distinction or exemption. In short, it is 

skeptical of any representation that refers to, or presupposes, a world independent 

of the local means of its representation. 

Bruno Latour (1988b), on the other hand, says that investigations that explain 

nothing are not self-contradictory, or, relativist. To begin with, the author suggests that any 

social explanation must be refuted, since it implies a division between two sets in which, 

generally, one element provides the explanation of many other elements that should be 

explained, transforming understanding of what constitutes an explanation. For Latour 

(1988b), social explanations must be contested since the use of social factors – class, habit, 

family – as fixed entities that explain phenomena is a political act that separates these two 

lists from the network, which is itself able to offer a robust description. The Policy of 

Explanation of this author suggests that we should describe the practical activities of our 

interlocutors through an empty methodology with the sole goal to “offer the lived world 

and write” (Latour, 1988b, p. 170). 

The present thesis does not offer colonial explanations that exoticize the ‘Other’ 

(Strathern, 1999), the professionals at the school. In the opposite direction, it describes the 

act and the effect of offering education in the EEEFM VR in such a way as to avoid taking 

a presumed external and natural ‘reality’, offered from a priori positions, for granted, 

accessible only by means of a theory (lens, point of view, approach). If such an operation 

is carried on, the EEEFM VR and its professionals would be posited as beings that are 

unable to invent, to use an expression from Wagner (1981). The present thesis describes 

symmetrically the offer of education and the ‘reports’ production in the EEEFM VR, using 

the central notion of reflexivity. To agree with Latour (1988b), this thesis closes any branch 

of an insider perspective on which social explanations might sit, avoiding in the same 

movement the tendency towards polarization in MOS (Reed, 1992). Thus, the ‘Other’ in 

the EEEFM VR should be in a symmetrical dialogical position to the researcher, so that 

his or her own ways of life and production can be described, in spite of any theory. Thus, 
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the comparative organizational knowledge accumulation cycle can occur around ongoing 

ontological issues that are constituted/described in different organizations and not around 

theories/concepts.   

Thus far, this does not mean the construction of a non-accidental defence in favour 

of the proponents of a Contra Organization Science, which position as privileged the human 

being and the social non-calculable characteristics (Marsden and Townley, 1996). As 

demonstrated in chapter one, in the opposite way, this study recognizes that organizational 

‘things’ are little studied (cf. Viveiros de Castro, 2014). Thereby, this chapter remains true 

to the idea that an organization analysis must find in material elements – objects of analysis 

and organizational artefacts – such as The Black River Invites a starting point as external and 

associative as any other elements, affections, features or human feelings.  

3.3.1. The Black River Invites – beyond economic credit  

Perhaps more important than explaining the education offer and the ‘reports’ 

production in the EEEFM VR through the funds generated by The Black River Invites, 

limited and circumscribed to an implementation plan, is understanding that this project 

remains alive in the daily life of this school. The project not only ‘inspires’ the development 

of new projects seeking to be best practices in education but also ‘participates’ in the 

construction of new best practices in education in the EEEFM VR, promoting the production 

of unexpected realities. Particularly, in addition to the construction of accessible physical 

spaces of reading and writing (study and research), The Black River Invites created a 

legitimate discursive site from which new projects could also be developed.  

Both spaces – material and discursive – are permeated by the uniqueness of the 

educational offer in the EEEFM VR, the local natures/culture, enunciation strategies, 

research procedures, personal relationships and professional networks. The EEEFM VR’s 

material and discursive spaces include and house projects, foundations, organizations, action 

plans, resources, phenomena of local interest and authors determined to produce best 

practices in education. Once this project generated not only economic resources but also 

created a legitimate discursive place that ‘inspires’ and ‘participates’ in the construction of 

new best practices in education, the EEEFM VR could establish reliability that strengthened 

its singular style of offering education through projects. As a result, after the award received 
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by The Black River Invites in 2012, despite the difficult of offering education through 

projects (chapter 2), numerous attempts to win other awards followed. 

Already in 2013, a project was submitted by the EEEFM VR to the National 

Education Fund, More Culture, to develop artistic and cultural workshops to work the themes 

of popular local culture and environment, in dialogue with other ongoing projects in school: 

Pedagogical Political Project, More Time in School and The Black River Invites6. The 

EEEFM VR was victorious and received resources from the National Education Fund. There 

were three attempts to gain SEDU awards in 2013. Portuguese teacher Lucy developed with 

her students a project called Forever Vinícius de Morais, which offers diversified textual 

tools to work with textual genres. With this, Lucy aspired to reverse a learning deficit that 

was observed through a Diagnostic Assessment at the beginning of the 2013 school year. 

Yet, according to the SEDU award feedback that Lucy has received through a formal 

document, the project was not good enough. For the SEDU, Forever Vinícius de Morais met 

many expectations, such as abstract, summary, identification, justification, objectives, 

context, actions, evaluation, attachments, relevance, effectiveness and possibility of 

multiplication. However, the project was not a finalist because it did not present a cover and 

only meeting, in part, the cover page, as well as the participation of family/community and 

the formal requirements of the regulation award contained in the Ordinance nº 090-R of 

August 19, 2013. Still in the year of 2013, EEEFM VR submitted a project named The 

Fishing, presented and signed by Julieta, the science professor, along with the Tamar, 

ICMBio7 and IEMA8. Still, another project was presented and signed by Morena, the Arts 

teacher, entitled Carnavila. While Julieta’s project worked with environmental education, 

Morena’s project rescued the carnival culture of Vila Regência during the 2013 school year. 

At any rate, all of the three projects failed in reaching the final of the 7th SEDU award for 

Best Practices in Education in the 2013 school year. 

                                                           
6 For Glória, school director, the More Culture project from MEC allows for a greater integration with the 

community, since simple local people such as the Congo masters and the anglers can share with the students 

their popular knowledge, lifetime experience, local historical and oral knowledge and practice. Thereby, 

contributing to the formation of the learners’ knowledge and the pedagogical improvement of the school. 
7 http://www.icmbio.gov.br/portal/ – accessed on August 07, 2017 at 12hrs18min.  
8 https://iema.es.gov.br/ – accessed on August 07, 2017 at 12hrs20min. 

http://www.icmbio.gov.br/portal/
https://iema.es.gov.br/
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With the 2014 school year, other projects were developed and submitted to the 8th 

SEDU award for Best Practices in Education. Among such projects, the 2014 World Cup, 

presented and signed by Glory, worked curricular skills through the World Cup history in an 

interdisciplinary manner, where each discipline presented the knowledge content worked on 

the project and suggestions of activities. This year another project was submitted. Called 

Congo of Knowledge, an initiative that is developed from 2012 until the present day under 

the responsibility of teachers Morena and Lucy, uses the concept of Popular Culture and its 

manifestations in the pedagogical practice of the EEEFM VR to develop reading and writing, 

as well as to improve its community relationship. The aim of this project is to rescue, by 

forming a Congo Bantam Band in the school, the value of this cultural heritage at Vila 

Regência. A final project was also submitted in 2014, the Drop of Water, which was 

presented and signed by Lucy and Polly, being the former Youth and Adult Education teacher 

of Biology. The Drop of Water has problematized the multiple forms of use, cycles and 

preservation of water, highlighting its importance to life, Vila Regência and the world. 

Nonetheless, in 2014 no project reached the final of the 8th SEDU award for Best Practices 

in Education. 

In 2015, two new projects have been developed, namely: Reading, Writing and 

Learning to be and Legends of Vila Regência. The first project was developed in the Early 

Grades of Primary Education, being presented and signed by Glory. The objective of this 

project was to stimulate students to read and write to raise the level of students learning in 

the different areas of knowledge, to expand vocabulary, to develop skills that enable access 

to culture and to grow the ability to understand and produce different types of texts. Professor 

Lucy presented and signed the second project, reporting local legends that populate the 

imaginary of Vila Regência through the production of a short film by EEEFM VR’s students, 

so that in near future local folklore would not be lost. However, in order to submit a greater 

number of projects, Glory incited teachers to develop new activities in relation to projects 

that were presented in the previous editions of the SEDU award. Thus, ‘old’ projects have 

been ‘re-presented’ to the 9th SEDU award for Best Practices in Education as longitudinal 

pedagogical actions. In particular, Glory decided to develop new educational activities in 

relation to two projects: Carnavila and Drop of Water. 
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The decision to develop new activities to resubmit old projects in 2015 has caused 

many controversies. Accordingly, the 2015 school year was marked by a great confusion to 

determine who would be responsible to develop new educational actions, to rewrite, sign and 

(re)submit these projects – not ‘old’ nor ‘new’ but postulated as ‘longitudinal’ educational 

practices. Faced with an indeterminacy of the EEEFM VR’s professionals, the director 

determined that the Arts teacher, Morena, should be responsible for developing new 

educational activities in relation to the Carnavila project, for documenting accomplishments, 

as well as for updating and submitting this project to the 2015 SEDU award for Best Practices 

in Education. Morena was responsible for this project in the school year of 2014. On the other 

hand, Glory defined that Magdala, pedagogue of the Early Grades of the Primary Education, 

should assume the same responsibilities with the Drop of Water project, which ended up 

being awarded. However, the latter project was conceived and developed in 2014 not by 

Magdala but by Morena, Lucy, Polly and Grace (History teacher). Instead of Glory signing 

this project, as other professionals in the past had idealized the Drop of Water project’s name, 

conception and some of the activities, she allowed Magdala to sign it. Specifically, the Drop 

of Water narrates the construction of a septic tank and a cistern, as well as the garden 

revitalization, without mentioning the professionals who actually promoted such actions in 

the past, transpiring that these actions were planned and executed by Magdala. There were, 

indeed, activities developed in 2015 with the guidance of Magdala, such as the plantation of 

native trees in the EEEFM VR and in the riparian vegetation of the Black River and the Rio 

Doce; release of sea turtles; confection of posters with the theme ‘turtle is not fish’; 

production of plaster turtles; tours in the Black River and the Rio Doce to analyse the silting; 

idealization of the Drop of Water carnival and a culmination event with lectures at the Tamar 

Ecological Centre with the display of materials and plaster turtles made by students. 

However, the manner in which the project was developed, the non-inclusive discursive 

strategy employed in its construction and the name of the author chosen to sign it did not 

generate value for the EEEFM VR, the SRE or the SEDU, or make its builders feel part of 

the project.  

The Drop of Water and its writing as a practice were assumed as problematic, since 

among other things the name of the author did not disappear from the project. On reading 

Foucault (1984), it is possible to understand that the name of the author does not disappear 
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due to the discursive strategy employed to demonstrate the applicant’s ability to achieve the 

(educational, environmental, social, cultural) results proposed by the project. The Drop of 

Water’s topics dedicated to ‘justify’ and ‘contextualize’ its educational activities did not 

highlight the longitudinal nature of the action and the employees that actually participated in 

its construction. Thus, the project ‘discourse’ was not received in the EEEFM VR in its own 

terms; thus, a result, EEEFM VR’s professionals only noticed and discussed the Drop of 

Water’s ‘author’. 

Luckily, or by chance, the project was awarded in 2015 at the 9th edition of the SEDU 

award for Best Practices in Education and the school won R$ 25,000.00. Anyhow, no 

EEEFM VR professional – teacher, student, pedagogue, coordinator – wanted to attend the 

awards ceremony, with the exception of Glory and Magdala. Thus, the awards ceremony, 

which is conceived by the SEDU to value, recognize, encourage, support and provide 

resources for professionals and their best practices in education, did not reach its full purpose. 

The perception – neither true nor wrong – of the school staff was unanimous: Magdala used 

the already established Drop of Water project to win the 9th edition of the SEDU award 

unfairly. To make matters worse, Magdala, even with all the ongoing controversy, made a 

point of keeping the LCD TV that the SEDU offers to the main author. Morena, who did not 

attend the ceremony at Vitória, capital of Espírito Santo, although there were invitation and 

transportation to all the EEEFM VR representatives who wanted to participate, said that the 

activities inscribed in the Drop of Water project are unique. For her, “only the name has been 

used”; even though it remained inexplicable why she did not want to be part of the ceremony. 

Nevertheless, all other professionals in the EEEFM VR frequently affirmed that much more 

than the ‘name’ was used. Polly and Lucy are among those who claim this fact more 

emphatically and frequently. Anyway, evidently the SRE and the SEDU failed to mobilize 

EEEFM VR through the awards ceremony, which is designed as a central strategy to ensure 

the continuous improvement of the ‘quantity and quality’ of education in the Espírito Santo 

Education Network. Moreover, the Drop of Water generated the opposite effect than The 

Black River Invites, which ‘inspired’ and ‘is part’ of the 2015 winning project according to 

its own ‘implementation plan’. The 2015 award, at the end, could not establish credibility in 

the same way as The Black River Invites, resulting in discrediting education offered through 
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projects in EEEFM VR, despite the money/prize being greater than all state and federal funds 

received by the school in 2016. 

 

Figure 15: 2015 – the Drop of Water – premium check. 

Source: Photographed by the author. 

In the EEEFM VR, no one denies that the money received by the Drop of Water is 

important for the school. At the last day of the 2016 school year, on December 20, during the 

class council that is established in the school calendar (see chapter 5 about this event), this 

was evident. At the end of the class council, Glory began to be accountable with professors, 

pedagogue, caregiver and coordinator of the Final Grades of Primary Education that were 

present at the occasion. With a paper in hand (see Figure 20), she went on to say: “you saw 

that today the fans were changed? We still have cash and I would like to know if is there 

anything else that you would like the school to provide? Not all the state schools have money; 

what saves us is the award prize”. Marieta, math teacher, questioned whether to change the 

board was possible, “especially from the 6th and 8th grades”. According to Glory, this can and 

will be provided. Glory then changed the subject: “about the prize of the 2015 SEDU award 

for best practices in education, which came to our account in June, 2016, we did not spend 

or apply the money. For 6 months, this money was stopped and so the bank took from us R$ 

26.00 per month. Currently, we have R$ 24,692, that is, it is not R$ 25,000.00 anymore”. 

Glory followed: “the implementation plan, which is on the Vila Regência environment, is on 

the wall”. Glory referred to the wall of the covered patio. In the 2015 winning project’s 

‘implementation plan’, it is possible to discern features of The Black River Invites, as it 

relates to the quality of Vila Regência’s water and, therefore, to the Black River. Among the 
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‘implementation plan’ activities – exchange school pipes, build a plant nursery, buy 

seedlings, travel, structure a pulp mill by buying a stove and freezer – the definitive adoption 

of the Black River through financial resources that would enable marking the coordinates of 

this river through GPS was expected. Glory recognized, even timidly, the disputes initiated 

since the Drop of Water project was awarded. Nevertheless, to emphasize the importance of 

the award, Glory narrated that:  

“The government [of Espírito Santo] sent to the EEEFM VR only R$ 

16,000.00 in the 2016 school year, as this paper states [she was shaking the paper 

reproduced in the figure below]. We need much but if it was not for the prize…. 

Well, the truth is that no school has money. We’ve everything paid; we have to 

recognize the importance of this award”. 

EEEFM VR Bank Accounts 

STATE (Bank Banestes) 

PEDDE: 6,6260.00  

Prize: 24,692.11   

FNDE  

PDDE: 4,521.95 (Bank of Brazil) 

PDE Interactive: 3,348.94 (Bank Banestes) 

+ Edu: 17,155.00 *  

+ Culture (athlete): 4,229.77  

To pay bills is still necessary 

* In 2016, it was not released. Perhaps in the 2017 school year.   

Figure 16: EEEFM VR Accounts Balance at the end of the 2016 school year.  

Source: Prepared by the author based on a photography taken by the author.  

Despite the economic importance of the prize received in 2015, or the fact that the 

Drop of Water’s ‘implementation plan’ contemplates the educational actions idealized from 

The Black River Invites, for six months the EEEFM VR’s professionals did not implement 

the ‘action plan’. In other words, they did not spend or invest the resources from the 2015 

SEDU award, nor discuss it. The check for R$ 25,000.00 was there, positioned between the 

flags on the covered patio the whole 2016 school year. However, as observed during the 2016 

school year, whenever the school professionals talked about the 2015 SEDU award, the 

subject matter was about authors, discussions and disputes and not about using the money 

for educational (environmental, social, cultural) purposes. 
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The establishment of such discredit was evident during the week of July 28, 2016, 

due to the deadline – July 31, 2016 – for the submission of projects for the 10th edition of the 

SEDU award for Best Practices in Education. In that day, in the staff room, the topic of 

conversation was about projects. Teachers talked about the difficulty of offering education 

through projects and the deadline to submit projects for the 10th edition of the SEDU award 

for Best Practices in Education9. None of the teachers, pedagogue, caregiver, nor coordinator 

of the Final Grades of Primary Education had written projects to enter the awards up until 

July 28, 2017. There were pedagogical and educational activities and projects going on, as 

well as ‘reports’ of such practices but nothing formalized according to the 10th edition of the 

SEDU award guidelines. It was four days before the deadline for submitting projects and 

teachers only talked about the disagreements enacted by the Drop of Water project last year. 

Glory came into the staff room and, after hearing the conversation quietly, said: “we have 

many initiatives in progress; I cannot believe you do not plan to submit anything”?  

After Glory left, the teachers began to complain about the SRE. For them, the SRE 

no longer gives the same support for the EEEFM VR to write projects. I was head down, 

writing field notes. All of the suddenly I heard my name. “Bruno, could you help us to write 

the projects”? I promptly offered myself to support any school activity. From that moment 

on, my presence on the field began to be even more accepted. Though I had some invitations 

to observe classes that yet had not happened (see chapter 2), this event was fundamental for 

making it happen. My participation in the field collaborated with the writing of Daiana’s 

project (Ecological Brick), an Early Grades teacher currently replacing Marieta, the Final 

Grades math teacher, and Maria’s project (VIP Student), the pedagogue of the Final Grades 

of Primary Education. I also rewrote the Carnavila and Congo Bantam Band projects, 

changing dates and adding the actions already taken in the 2016 school year. Only Lucy has 

not requested any help, as she counted on Salui’s support, from The Tamar, to rewrite the 

Legends of Vila Regência project. In general, I had to identify the call notice, follow the 

guidelines and structure the projects’ writing according to the SEDU guidelines – nothing 

unusual to the academic world of writing, reading and submitting scientific articles. After 

                                                           
9 http://sedu.es.gov.br/Not%C3%ADcia/premio-sedu-boas-praticas-na-educacao-chega-a-sua-10a-edicao - 

accessed on July 27, 2016, at 13hrs30min. 

http://sedu.es.gov.br/Not%C3%ADcia/premio-sedu-boas-praticas-na-educacao-chega-a-sua-10a-edicao
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organising the four projects, I have submitted them to the SRE by e-mail and followed up the 

corrections that were demanded by the SRE until the submission confirmation was received. 

Two projects were not finished until July 28, 2016, namely: Ecological Brick and 

Legends of Regência Augusta. To finish writing these projects, some activities still needed 

carrying out. Regarding the Ecological Brick, Daiana, the teacher, held two lectures in the 

classroom and in the laboratory on the importance of recycling, demonstrating empirically 

the massive amount of recyclable material that fits into a plastic bottle, which when ‘stuffed’, 

becomes an Ecologic Brick. Then, the students came to the EEEFM VR’s community garden 

to replace bottles that were filled with water to mark out the plantations by bottles that were 

filled with junk, that is, the Ecological Bricks. With respect to the Legends of Vila Regência 

project, a new edition of the short film was needed to suppress the background noise, an 

activity that was funded by the Tamar. Moreover, to play the short film – after editing – to 

the school community was mandatory as a culmination activity. To play the short film at the 

school library (space constructed after the 2012 award), Lucy had support from the Tamar, 

in the figure of Salui (see Figure 21).  

 

Figure 17: Ecological Brick’s and Legends of Vila Regência’s culmination of activities. 

Source: Photographed by the author. 
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Thus, the discredit enacted after the Drop of Water was awarded was not enough to 

make the EEEFM VR abandon its unique way of offering education through projects. On the 

contrary, a record number of projects were submitted to the 10th edition of SEDU award and 

others, namely: (1) VIP Student; (2) Legends of Vila Regência; (3) Ecological Bricks; (4) 

Carnavila; (5) Congo Bantam Band; and (6) Hydro PET (polyethylene terephthalate). Again, 

through various heterogeneous associations, the EEEFM VR managed to convert educational 

activities into projects that have the potential to establish credibility (or not) for the school’s 

singular style of offering education through projects.  

3.4. Conclusion 

This list of projects that were submitted to awards – involving authors, discursive 

strategies, educational actions, institutions, relevant local inquiries, research topics, data 

collection and analysis – raised and (why not) enacted on the field (Woolgar, 1988), does not 

offer more than a partial view of some of the acts and effects of offering education in the 

EEEFM VR in the 2016 school year. However, throughout this topic, the intellectual and 

material investments made by professionals were demonstrated in the EEEFM VR and by 

the school organization from the time when The Black River Invites was awarded. Through 

those investments, the present chapter could map some effects that were generated by the 

material and discursive spaces created by this project that was awarded in 2012, on which 

model new projects were developed and awarded from 2013 to 2016 (see chapter 4 and 5). 

This fact makes it possible to understand The Black River Invites not only as the end result 

of a process of convergence of multiple paths that ended but also as intertwining ideas, local 

problems, institutions, professionals and research phenomena in a particular way to 

‘organize’ the provision of education, whose singularity was created by the very formulation 

of the best practice in education. In addition to being a point of arrival, The Black River 

Invites can be understood as a new starting point for this thesis and for the professionals in 

the EEEFM VR (see figure below). After all, in the following years, the material and 

discursive space of EEEFM VR changed through the establishment of credibility and 

discreditability circuits. In this movement, the school style of ‘organizing’ education was 

modified and expanded through projects and various discursive strategies that represented 

local inquiries reflecting and enacting both the culture and natures for the Vila Regência, 
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which are expressed at the same time in the rivers, the sea, the fishing, the Congo music, the 

environment, the ecology. 

 

Figure 18: Conversion of prepositions in organizational facts, that is, in best practices in education, school 

singularity, money, effective environment recover, credit, credibility, logics, etc. 

Source: Developed by the author. 

The figure above represents the translation between enunciations of prepositions and 

established facts that is necessary for a given organization to enact its singularity, or, in the 

same direction, to establish organizational facts, artefacts, change, development, etc. This 

figure summarizes this thesis argument against the literature of organizational culture 

(chapter 2) and the – what Whitley (1992) calls – “culture free” idea of the orthodox 

management literature of economic rationalism that understands the enacted form of the 

organization (development and change). This figure demonstrates that the organizational 

analyst must account for all the steps involved from the enunciation of prepositions to the 

establishment of facts in order to study any organizational phenomena of interest, as chapters 

2 and 3 have described the EEEFM VR’s singular style of offering education and producing 

the ‘reports’, rather than any one individual step.  

Moreover, the figure validates the pertinence of a material entrance to unify – and not 

just criticize – different perspectives and paradigms about organizational phenomena. In 

other words, Figure 20 illustrates that expressions corresponding to what is believed to be 

Natures 
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different approaches in MOS to the activity of organizational knowledge, such as scientism 

and relativism (Brown, 1992), economic rationalism and cultural determinism (Whitley, 

1992), “are united in the phases of a single cycle” mobilized to enact organizational facts 

(Latour and Woolgar, 1986, p. 201). For that reason, throughout the lines of chapters two and 

three a symmetrical path is delineated to those interested in avoiding the “trend towards 

polarization within the intellectual and institutional structure of organization theory” that 

generates “unmanageable tensions” (Reed, 1992, p. 14). 

As demonstrated through part of the 2016 school year, ‘organizing’ education in the 

EEEFM VR currently follows a clear process of expansion, broadening horizons in the same 

measure that adds new troubled local elements to perpetuate the act and effect of offering 

education through projects, enacting ‘credits’ and ‘costs’, i.e., credibility (or not) among 

many other established facts. In the field, however, this ‘organization’ could not be seen or 

perceived before the associations started in the EEEFM VR – to relate curriculum parameters 

and local problems (as cultural as natural) positions – with institutions, material resources, 

justifications, contexts, discursive strategies, authors and project development, materialized 

in artefacts such as The Black River Invites. By avoiding analyses centred on “the 

constituting subject”, “the economy”, “ideology and (…) the interplay between the 

superstructures and the infrastructures” (Foucault, 1979, 135 and 136), this chapter 

demonstrates how the ideas held in The Black River Invites were legitimized through abstract 

and materials connections that the project created after being appreciated and awarded by the 

SEDU. Surely, it is not too early to assess the success of the efforts of the ‘organization’ of 

the education offer in the EEEFM VR, as the stability of this unique way to ‘organize’ the 

provision of education can be checked for its ability to postulate reliable data. This is evident, 

since such capability ensured other awards and resources (e.g. More Culture in 2013, SEDU 

award in 2015 and the Samsung award in 2016 with the Hydro PET project that will be 

described later in chapter 4). Therefore, the importance of the ‘factual/material’ ontological 

informed point of view for EEEFM VR, which was described throughout this and last 

chapters. However, this postulation capacity of reliable data cannot guarantee the 

perpetuation of the establishment of credibility for the EEEFM VR, nor of any other 

organizational fact or artefact. Still, it seems plausible to imagine that all the investments 

mobilized in the formulation and articulation of educational and curricular accounts of local 
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surveys in the EEEFM VR helped to ‘organize’ a particular way of offering education at this 

school. Moreover, those investments could confer a collective sense to its employees but not 

a likely direction to the acts and effects generated by this peculiar style of ‘organizing’ 

education and the production of the ‘reports’; as is evident, the generation of acts and 

controversial effects are a practical matter. 

In this chapter, the paths activated from the moment when The Black River Invites 

was honoured by the SEDU were identified and described. In doing that, the present chapter 

has described the (1) beings (human or otherwise) on which this project immediately acted 

and (2) the establishment of credibility (or not) to date in the EEEFM VR. Despite the fact 

that the award generates positive effects for the EEEFM VR, the SEDU, the SRE, the 

environment and the professionals involved, enabling the construction of new affordable 

material and discursive spaces on which new best practices in education can be produced, 

the ‘positivity’ of the effects generated cannot be guaranteed. Thus, by taking The Black 

River Invites as a point of arrival and, at the same time, departure, to understand that this 

project helped to ‘organize’ in the EEEFM VR as a unique way of offering education but not 

the likely direction of the acts and effects generated by this peculiar organizing was possible. 

Thus, this thesis has shown that: (1) to explain the organizing through different contextual 

perspectives limit the importance of local organizations; (2) the organization is not a different 

field from economy, politics, society and culture but is juxtaposed of these spheres; (3) to 

state that an award that grants significant monetary values necessarily establishes credibility 

is not likely and (4) a particular organizing enacted multiple and complex actions/effects and 

facts/artefacts, therefore such differences and enactments must be described and not 

redundantly explained. 

4. Organizing School Difference  
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Figure 19: Picasso working on Guernica in 1937. 

Source: https://www.pablopicasso.org/guernica.jsp - accessed on September 27, 2017, at 18hrs23min. 

Fortunately, an organization does not need to solve every single conflict to move on. 

What would be the world if every political struggle led to a war? Political sciences, according 

to Mol (2002), demonstrate that conflicts are mostly negotiated and unresolved. The image 

that precedes this chapter, of Pablo Picasso painting his most famous and political work, 

illustrating the horror of war upon innocent people, allows for reflection on this issue. In step 

with Mol (2002), the plot of this chapter regards the fact that organizations do not need to 

solve every single intern/extern/inter-organizational conflict in order to remain alive. 

In chapter one, how EEEFM VR professionals produced their own professional 

relations and the offer of education through texts, material elements and inclusive practices 

was demonstrated. In chapter two, through The Black River Invites project, how EEEFM 

VR’s inclusive ‘organizing relationships’ and ‘inclusive alliances’ enacted best practices in 

education was analysed as a particular way of offering education and producing formal 

‘reports’. In the previous chapter, the acts and effects generated for EEEFM VR after The 

Black River Invites was awarded the 2012 school year prize were described, demonstrating 

that this success continued to influence the offer of education through projects but did not 

guarantee the positivity of the effects generated by this practice. As demonstrated, after the 

Drop of Water project was awarded the prize in the 2015 school year the decision was not 

popular. However, the lack of legitimacy attached to the ways in which that project was 

enacted was insufficient to make EEEFM VR abandon its unique way of offering education 

https://www.pablopicasso.org/guernica.jsp
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through projects. On the contrary, a record number of projects were submitted to the 10th 

SEDU award and to other educational awards. 

A record number of project submission did not still the controversies surrounding the 

Drop of Water project. On the contrary, such disputes remained open until the end of the 

2016 school year. One can hardly say when they will be resolved, if at all, as this dispute 

may or may not remain alive in the collective imaginary of EEEFM VR. As shown in chapters 

2 and 3 the offer of education through projects is not a matter of consensus in EEEFM VR. 

Even in the presence of differences and controversies, all the activities planned in the 2016 

school calendar were realized, funds were utilized and accounted for and the school data was 

inscribed in the school census. At the end of the 2016 school year, several students progressed 

while others were hold back, some were transferred and others left the school, to mention 

only a part of the realities enacted in relation to the production of the ‘reports’ of the Final 

Grades in that period. 

Using ‘controversies’ as a starting point for conducting organizational research does 

not imply the identification of ‘resolutions’ (cf. Mol, 2002). For Mol (2002), there are 

different ways in which atherosclerosis, at different times and in different places, can or 

cannot be coordinated into a single treatment. In the operating room the disease can be treated 

as a vein that needs to be torn or contoured and in the haematology laboratory as the result 

of chain mechanisms of blood clotting. In her understanding, reaching a common 

denominator in the presence of controversies is not necessary (Mol, 2002, p. 87-117). 

Similarly, for Américo and Tureta (2016) and Tureta, Américo and Clegg (forthcoming), 

even though a Brazilian university hospital may be aware of contractual relations with an 

outsourced company, the contract inspectors, using arguments and justifications other than 

those of public administration, can choose to leave differences between the contract and 

customary practice open in favour of public health interests. Since the resolution of any 

dispute may not occur, it is relevant to analyse the different ways in which disputation and 

difference are handled in different situations and various locations (Mol, 2002), instead of 

mapping solutions for organizational conflicts (Hussenot, 2014, p. 380-82). 

The EEEFM VR disputes were not limited to the provision of education through 

projects. The controversy in relation to the Drop of Water project was not an isolated event 
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in an organization marked by understanding and harmony. There were multiple and complex 

disputes associated with this as there are in any other public school, those complex 

organizations publicly seen as responsible for providing education, protecting students, 

training citizens and consolidating democracies. Among others, a previously mentioned 

controversy in the EEEFM VR that lasted until the end of the 2016 school year concerned a 

goal set by the Espírito Santo Department of Education (SEDU), which mandates that 

schools should not hold back more than 10% of students, or risk the threat of state 

intervention10. On September 05, 2016, the SRE’s superintendent sent EEEFM VR an e-mail 

requesting information on students’ performance. Consequently, Mr. John phoned the 

responsible officer for requesting the presence of these students in the school having many 

faults and low attendance notes. Once the responsible officer appeared, he/she signed a 

minute attesting to awareness of the situation. The whole follow up was formalized with the 

SRE’s superintendence, so that the EEEFM VR and its employees are, in the eyes of the 

SEDU, exempted from liability. For different reasons that are discussed in the course of this 

and the fifth chapter, the EEEFM VR held back much more than 10% of students at the end 

of the 2016 school year, despite the ‘educational experiments’ and ‘pedagogical 

interventions’11 it had designed and implemented.  To cite another example, Tree Day – 

which is celebrated in Brazil on September 21 – enacted a new point of difference, 

controversy and contention in EEEFM VR in the 2016 school year. Since any starting point 

is only one promising point of projection for a journey, this chapter describes controversies 

and differences enacted from the Tree Day in EEEFM VR in the 2016 school year.  

The relevance of the disput for EEEFM VR regards the fact that the Tree Day action 

was not ‘marked out’ by controversies but ‘generated’ by one – ‘controversies’ as the 

ontological informed point that determines the offer of education in the EEEFM VR. Thus, 

in consonance with Mol (2002), I describe the different locations and situations in which 

disputes were coordinated, distributed and handled during the curricular educational 

activities developed around Tree Day. Therefore, EEEFM VR’s singularity can be assumed 

as a fluid element that only becomes “visible when something goes wrong from the 

                                                           
10 In chapter one, it was demonstrated that it is a state (SEDU) and federal (MEC) imposition, as the academic 

performance of students composes the calculation of the Primary Education Development Index (IDEB). 
11 Those categories, delineated in the introductory chapter of this thesis, become important from this chapter. 
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standpoint of the network” (Law, 2000, p.10). Moreover, the present thesis innovates Mol’s 

(2002) work with regard to the temporal dimension related to organizational controversies, 

one that is foreground in the description of the coordination and distribution of the disputes 

in the EEEFM VR. Still, unlike the findings of this author, this chapter argues that differences 

and controversies do not necessarily need to be separated in different locations. Multiple and 

complex controversies were handled throughout the school year in nonlinear times and 

juxtaposed spaces at every celebration and compulsory/suggested activity, when new 

projects were proposed or existing ones awarded. Past disagreements that EEEFM VR must 

live with, such as the offer of education through projects and the goals set by the SEDU, were 

related to new controversies enacted in practice in the 2016 school year, as the Tree Day case 

demonstrates (cf. Américo and Tureta, 2016; Tureta, Américo and Clegg, forthcoming). 

Thus, from the Tree Day, controversies are followed and described through duplicated 

(folded, not linear) times and spaces in the EEEFM VR (Serres, 1990; Serres and Latour, 

1995). This chapter describes situations and places in which disputes were handled in 

connection with the enactment (over time) of the Tree Day and other (nonlinear) actions 

juxtaposed in the practice of EEEFM VR. In what follows, how time is understood in this 

chapter is described. Next, how this chapter links up with controversies is delineated. 

4.1. Tic-Tac 

Using the notion of ‘network’, time is understood as an idea that can be duplicated in 

different spaces in which mediators establish connections (Serres, 1990; Serres and Latour, 

1995) in order to demonstrate how controversial organizational actions are handled in 

juxtaposed spaces. Thus, the way an always-open organizational dispute determined the start 

of Tree Day’s action is described, as well as the closing of this activity but not of the 

controversy that remained unlocked and related to other actions and educational activities in 

the EEEFM VR. It is not that contradiction produces time but that “time alone can make co-

possible two contradictory things” (Serres and Latour, 1995, p. 49 and 50). For Serres and 

Latour (1995), to be ‘young’ and ‘old’ is an illustration of a contradiction that can only 

become consistent with each other through the time and the length of life of a particular 

person. For this chapter, the offer of education through projects that are ‘traditional’ and 

‘controversial’ is an illustration of a contradiction that can only become consistent with each 
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other through EEEFM VR’s production practices in duplicate times and spaces (cf. Serres, 

1990; Serres and Latour, 1995).  

As Adam (1995) points out, the linearity of the clock time orientation of the Espírito 

Santo Education Network is evident, one that is enacted through the school calendar, levels 

of education, school/classroom structure and curriculum. However, the school practice 

conciliates what researchers of time in Management and Organization Studies (MOS) 

denominate as ‘clock’, ‘linear’, ‘cyclical’ and ‘event’ time, as the controversies enacted with 

Tree Day – a celebration day that is both an educational action and an organizational event – 

make evident, since they were juxtaposed to EEEFM VR’s past disagreements. With that 

said, it is not intended either to oppose or conciliate the linearity of clock time with cyclical 

time (Ancona, Okhuysen and Perlow, 2001; Bluedorn, 2002; Das, 1993) or with event time 

(Bluedorn and Denhardt, 1988; Crossan, Pina e Cunha, Vera and Cunha, 2005). The 

opposition or conciliation of those concepts of time would not help to describe the 

contradictions implied in the unique style of offering education in the EEEFM VR, since 

such practice would constitute an epistemological rather than a symmetrical starting point 

(see topic 4.2 about concept (ab)uses). Instead, using the notion of ‘network’ and the idea of 

‘folded time’ (Serres and Latour, 1995), both the ‘logic’ and the ‘illogical’ offer of education 

through (ecological, cultural, learning) projects in the middle of numerous other alleged 

priorities for a school organization that is part of Espírito Santo Education Network will be 

described.  

Organization studies have focused on ‘time discontinuity’ to appreciate the settling 

of organizational patterns using knowledge (e.g. Patriotta, 2003). However, in this literature 

“whether this time is cumulative, continuous, or interrupted, it always remains straight” 

(Latour and Serres, 1995, p. 57). This historical, institutional, evolutionary and organic view, 

while recognizing ‘discontinuities’ (Serres and Latour, 1995), uses ‘time’ as a ‘lens’ to 

capture the road travelled – phases, sources and results – during the knowledge creation 

process (Patriotta, 2003, p. 118). In this sense, ‘time’ is understood as a quantity that can 

affect the way an organization learns, using the presupposition that it takes ‘time’ for new 

entrants to learn to work, different experiences of ‘time’ can lead to conflicts and knowledge 

decays as ‘time’ passes (Easterby-Smith, Fahy, Lervik and Elliott, 2010). Under these terms, 
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‘time’ comes into being as an organizationally problematic dimension conceived as a kind of 

line, a trajectory of a race that could lead to first place, bestowing those who have already 

been spatially (self)located in a (so called) centre (Serres and Latour, 1995). Institutionally, 

we academics are tempted to believe that this path has the ability to bring (or not) 

organizational efficiency and effectiveness. For instance, Easterby-Smith et al. (2010) 

suggests that ‘time’ should be managed through technical and social procedures. Despite the 

technical/social problematic distinction (cf. Latour, 2005; Viveiros de Castro, 2014), ‘time’ 

cannot be assumed to be just an organizationally problematic dimension that should be 

managed to avoid conflicts.  

Provocatively, this chapter describes the educational and environmental actions 

enacted around the Tree Day from ‘beginning’ to ‘end’, to demonstrate that the passage of 

time does not necessarily end the controversies that have generated such actions or sediments 

the offer of educations through projects in the EEEFM VR. Moreover, linear description 

shows that different horizons and experiences related to ‘time’ do not naturally lead to 

‘conflict’. Time is neither a ‘solution’ for institutional evils nor a ‘problematic’ 

organizational dimension. Thus, this chapter uses a straight line to “narrate an informative 

story” (Gioia, Corley and Hamilton, 2012, p. 23) without distancing adjacent things – from 

each other, and vice versa – that exist in the same culture (Serres and Latour, 1995). That is, 

to bring together through a sequence of events the different elements that are part of the 

narrated story (Shepherd and Suddaby, 2017). In these non-epistemological terms, the use of 

‘controversies’ can contribute to the development of organization analysis desiring to escape 

lenses and dichotomous social explanations traveling from the identification of ‘problems’ 

to the explanation of ‘solutions’. In such a way, controversies allow for handling “complexity 

in ways that escape the dualism between order and chaos” (Mol and Law, 2002, p. 20). 

4.2. Controversies for symmetrical journeys 

The idea of departing from relevant controversies for EEEFM VR, that is, for 

producing/enacting ‘reports’ in the 2016 school year for conducting symmetrical 

organization research – with respect to inquiries, objects, practices, inscriptions and/or 

materialities – is supported by the fact that particular disputes allow for a better understanding 

of the multiple and complex alliances between humans and nonhumans. However, similar to 
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time, heterogeneous alliances must be understood beyond any concept of controversy or 

managerial controversy (cf. Hussenot, 2014). That is, at the same time that this chapter is 

developed “in the presence of complex conceptual work” it assumes “that perhaps the locus 

of truth is found elsewhere than in concepts” (Strathern, 2012, p. 403). For Strathern (2012, 

p. 404), “concepts are a grounding necessity for putting forward propositions, the very 

condition for knowledge-making, so that new concepts are brought into being in order to be 

pressed into further service”. Notwithstanding, for her the knowledge should be rendered 

“after the event, not prior in the way that concepts brought to knowledge-making are 

considered prior” (2012, p. 404). Therefore, in step with Strathern, the interest of this thesis 

is in the encounters enacted in the EEEFM VR among ‘heterogeneous relationships’ and not 

in the relations between the concepts of ‘controversy’, ‘time’, ‘human’, ‘non-human’, etc. In 

this sense, to agree with Strathern (2014, p. 13), perhaps it would be better to picture the task 

of developing symmetrical organization research as a practice that goes beyond the 

understanding of alliances between humans and non-humans. Even though this thesis 

apprehends ‘alliances’ in the overflowing terms of Viveiros de Castro (20114, p. 165), that 

is, to refer to “the affinity (affine=ad-finis) between humans and nonhumans” beyond human 

relations, the controversies observed in the EEEFM VR also direct attention to differences. 

In other words, the symmetrical task involves apprehending relationships and differences 

between multiple and complex worlds, ontologies and natures, taking organization analysis 

beyond the human/academic inner “companion concept” of relation (Strathern, 2014, p. 8). 

Thereby, in focusing on the differences between the world of the pedagogue, the director, the 

Espírito Santo Education Network, the Tree Day, and so on, the enactment of organizational 

controversies with respect to EEEFM VR’s ‘traditional’ and ‘controversial’ means of 

offering education through projects is described. Only then, this thesis understands how the 

relationship between these heterogeneous elements can transform human and nonhuman 

relations that act against the offer of education through projects in favour of this practice, and 

vice versa, describing their “ability to transform themselves in order to make themselves 

subjects in, have an existence in, a transformed world” (Strathern, 2005, p. 146). 

Away from the knowledge embedded in organization studies concepts, when a 

controversy occurs, the heterogeneity of the production of the ‘reports’ of the Final Grades 

could present itself more clearly (Latour, 2013a; Law and Callon, 2000). Faced with disputes, 
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the diverse actors involved discuss and position themselves about it in their own 

production/ontological condition (Latour, 1987). Thus, a relevant aspect of conducting 

organization investigations into controversies is that research does not need to impose 

previous knowledge of the field of MOS on itself and to the actors’ understanding of it (Gioia, 

Corley and Hamilton, 2012). Thus, this thesis is not confined to any a priori explanations 

concerning how to deal with and/or close controversies to achieve so-called organizational 

cohesion.  

Organizational conflicts do not naturally emerge with time but instead are enacted 

through inquiries, dates, objects, particular organizing relationships and means of organizing. 

Thus, the notion of ‘network’ allows for following the webs of actors/actions/practices 

(Latour, 1999a; Callon, 1989; Czarniawska and Hernes, 2005) in different spaces in which 

mediators establish connections (Serres, 1990; Serres and Latour, 1995) without defining a 

priori the role of each of its constituent elements (Callon, 1986). Thus, this analytical tool 

will support the description of the production of the ‘reports’ by drawing connections 

between controversies (Latour, 2005) in relation to the Tree Day. Consequently, the Tree 

Day is analysed through the web of actors along the course of (re)negotiation of the old ties 

and the emergence of new networks (Venturini, 2010a).  

For Venturini (2010a), a controversy is the disagreement between multiple, complex 

and different actors in a given situation, starting with the recognition that they cannot ignore 

each other and ending with a compromise that stabilizes their relationships. In organization 

studies, controversies concern disagreements about the way an organizational activity is 

managed (Hussenot, 2014). In general, disagreement occurs when a situation or object that 

was taken for granted turn out to be questioned, becoming the subject of discussions among 

the actors (Venturini, 2010a). Venturini (2010b) emphasizes that from birth to closure of a 

controversy, which as advised by Mol (2002, p. 105) may have to be handled as a difference 

on those occasions when it “never comes to a conclusion”, it is essential to describe the 

representativeness, influence and interests of the divergent points of view enunciated. For 

Venturini (2010a), the same relativity that the research interlocutors employ in practice is 

required of the academic to observe as many views as possible to develop research from 

controversies. 
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The controversies in which actors are engaged are a potent symmetrical analytical 

tool. From controversies, observers can follow actors and define the parameters of what is 

and what is not at issue, as well as who is and who is not involved in the issue (Lukes, 1974; 

van Iterson and Clegg, 2008). In this way, one is likely to trace the networks being composed 

(Callon, 1989) and to recognize that anything that makes a difference, modifying states of 

affairs, can be considered an actor (Latour, 2005). Such actors differ from each other and 

may well be actants, organizational artefacts (Venturini, 2010a) central to the establishment 

of a specific organizational order. Where a controversy irrupts around an artefact (event, 

fact), its outcome, if resolved, becomes legitimate and shared within the organization as a 

way of performing a given activity, providing temporary stability (Lanzara and Patriotta, 

2001). Controversies around artefacts that are resolved through negotiations can change 

organizational practices, leading to new definitions of the situation (McHugh, 1968), 

transforming ontologically “informed points of view” (Strathern, 2005, p. 145) and relations 

between actors (Hussenot and Missonier, 2010). For instance, Strathern (2005, p. 145-6) 

displays the transformations “from the days of ‘first contact’ in Fuyuge, when people killed 

several pigs in order to convert a certain kind of headdress from a man-killing one to a pig-

killing one”, purposely trying to produce new bodies as analogies for old rituals under the 

new laws of Papua New Guinea. Concerning organizational transformations, Lanzara and 

Patriotta (2001) show how the day-to-day practice of a court of law was changed by the 

introduction of VCR recording technology. The translation process became apparent during 

the reconfiguration of the action net, causing heterogeneous elements to appear, to be 

modified or to be excluded (Hussenot, 2014). Similarly, Lindberg and Walter (2013, p. 13) 

demonstrated how an incident with an infusion pump in a hospital deployed new action nets 

that “initiated the further organization of the work and treatment carried out at the clinic”. 

Accordingly, in order to non-epistemologically analyse the form that the ‘reports’ 

took at the end of the 2016 school year, the network of actors that enact the ‘traditional’ and 

‘controversial’ offer of education in the EEEFM VR through projects is described. Thus, to 

focus on the relationships and differences between heterogeneous elements acting from 

ontologically “informed points of view” an “epistemological viewpoint” is necessary because 

it “produces not diverse ways of being but diverse representations of the world” (Strathern, 

2005, p. 145). Assuming time as an element that is part of the network studied, makes 
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possible the offer of education through projects, this incongruent practice is ironically 

described ‘along the course’ of Tree Day’s activities. 

4.3. Entangling professional lines 

The majority of EEEFM VR employees – only 3 out of 37 were contracted through a 

public tender – are hired on a temporary assignment scheme. This hiring regime is called 

temporary designation locally, a practice that leads to a large rotation of employees in the 

school. In the 2016 school year it was the same: the geography teacher of the Final Grades 

had to leave during the first trimester and a new teacher came from Vitória, capital of Espírito 

Santo, only after two months with no replacement. Maria, the new pedagogue of the Final 

Grades, came from Bahia to work in the EEEFM VR and started working in the school in the 

beginning of the 2016 school year. Even at the start of the third trimester she had not yet fully 

included in her practice the EEEFM VR’s means of offering education through projects 

linked to the environment (culture/natures) of Vila Regência. 

There are numerous educational actions suggested and/or imposed by the SRE and 

the SEDU. Such activities are arranged in the school calendar. While some actions are 

imposed by ordinances of the Espírito Santo Education Network, others are only suggested, 

not being compulsory. Sometimes the activities are occasional opportunities to take students 

to visit museums in Vitória or for participating in events in Linhares. In the 2016 school year, 

all educational and pedagogical actions ‘imposed’ and/or ‘suggested’ to the Final Grades 

came – through the secretary Theresa – to Maria, pedagogue in charge for this level of 

education. The school year of 2016 was the first time that Maria had worked in a public 

school. A fervent Protestant, Maria sometimes turned the EEEFM VR – which was by then 

a secular environment according to the Brazilian federal constitution12 – into a prayer space. 

For over ten years, Maria had worked in religious private schools, where what matters, she 

said, is to teach the curricular knowledge content immediately and to apply tests. Thus, she 

often disregarded some non-mandatory actions promoted by the SEDU so that teachers could 

move on with the knowledge content and fulfil the schedule.  

                                                           
12 The situation is quite different now. In September 2017, the Brazilian Federal Supreme Court allowed 

religious teaching in public schools – http://www.bbc.com/portuguese/brasil-41404574 [December 2017]. 

http://www.bbc.com/portuguese/brasil-41404574
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If Maria was responsible for the work of the teachers and of the school coordinator, 

Glory was her immediate superior as principle of the school (see appendix 1). Glory actively 

participated in the construction of the EEEFM VR’s peculiar means of offering education 

through projects. She usually spoke aloud with pride about the reasons why EEEFM VR 

stands out in the Espírito Santo Education Network: “our way, through which we stand out, 

is to offer education through instructive, environmental, cultural projects. Ours and 

government”. Glory arrived in the EEEFM VR as a teacher in 1998, when Madalena had 

been the school principal for more than 10 years. It was then that Madalena, in the director 

position, intensified the opening of the school’s door to organizations of Vila Regência for 

conducting educational, social, cultural, environmental projects. Glory become the school 

principal on October 25, 2005, continuing and expanding the provision of education through 

projects. It was not yet definite but perhaps the 2016 school year would be Glory’s last one, 

as she was about to retire.  

In other words, there was a new pedagogue working in the EEEFM VR, who came 

from a religious private school, getting used to the offer of education through projects. Glory 

supervised and questioned Maria. Glory defended and participated in the construction of the 

offer of education through projects, which were quite alien as a mode of learning for Maria. 

However, not all differences are controversies. In addition, if there is a dispute, an 

organization does not necessarily need to end it to move on. As shown by Serres and Latour 

(1995), time itself can enable and explain the existence of a contradiction. Considering the 

fact that “there may be differences without conflict. And there may be conflicts that never 

come to the conclusion” (Mol, 2002, p. 105), let us see how the differences and conflicts 

between Maria and Glory – the different experiences of offering education – have been 

handled in practice in various EEEFM RV’s sites and times. 

4.4. What a (Tree) Day!  

On September 21, 2016, Tree Day, at approximately 10hrs00min, Theresa was 

working on a school record. Maria came in asking to see the Congo Bantam Band project, 

which was submitted to the 10th edition of the SEDU award for Best Practices in Education 

and that the SRE had returned to EEEFM VR requesting corrections: “Glory wants me to see 

it. I told her that you have revised it Bruno. However, she said, ‘and what about you’”?  
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Theresa: The Congo project is already in a CD.  

Maria: Glory said I have to see it.  

[While Maria sat on Theresa’s computer to read the project, Glory came in. She silently entered. Without even 

saying good morning, all of the suddenly she questioned].  

Glory: Today is the Tree Day. What is the educational action, Maria?  

Maria: The afternoon [referring to the Early Grades of Primary Education] will do an educational action.  

Glory: So this is it. The small ones reforest and the big ones destroy!  

Maria: That is not it. We are in the final moments of the last trimester and I have opted to prioritize the 

continuation of classes. If it is so important, can we do it tomorrow?  

Glory: No! Today is the day! Talk to your group! [Field notes]  

At about 10hrs30min, without speaking, Maria turned her back on us, heading to the 

staff room to gather the group. Nevertheless, before she managed to get out, Glory continued:  

Here, we teach that way. It is not just about planting the tree. It is about planting it 

with teachers around contextualizing the importance of the act for our lives. With 

teachers explaining how to differentiate the species, relating the action with the 

content taught in science, history, mathematics, geography. We do not make 

Carnavila for the party but so that students can write rhymes and marches, 

interpreting and representing their feelings with the arrival of the mud. They produce 

a giant drop of mud, in relation to the curriculum content, to show the world their 

dissatisfaction. The culmination of any educational action or project, therefore, is 

not achieved without research, schoolwork, corrections and presentations. We keep 

our school and our village alive through activities that curricularly stand and 

problematize the water quality, the tree day, the environment, the river. [Field notes] 

Glory’s earnest and sentimental speech reflects the way in which the school revolves 

around the local significance of the educational offer through projects and their construction 

that are related to Vila Regência’s environment, that is, to the local culture and natures for 

this specific place. EEEFM VR teaches us that education as a production, in the same way 

as science, cannot be assumed to be separated from the field of politics (cf. Haraway, 1997). 

Glory, perhaps realizing Maria’s frustration face, said: “let’s go and talk to the group 

together”. At approximately 10hrs40min, they went to the staff room. At that time, Theresa 

began to inscribe information in the State System of School Management (SEGES), which 

is linked to the School Census. Shortly after, Glory returned. Still a little nervous, she said:  

The embrace of the Black River and the Tree Day, in which we reforested the 

riparian forest of the Black River, go together! It is the commitment of the EEEFM 

VR with the local environment, especially after we won the award with the The 

Black River Invites! You two, come along to talk to the group. [Field notes]  

Glory, Theresa and I went to the staff room, to participate in the Final Grades meeting 

that detailed the steps for conducting the Tree Day activities (see Figure below).  
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Figure 20: Tree Day meeting in the staff room – Mr. John (coordinator with black jacket), Leandro (Physical 

Education with yellow t-shirt), Maria (pedagogue in red), Glory (director), Sol (caregiver), Julieta (Science with 

salmon sweater), Marieta (Mathematics), Theresa (Secretary), Lucy (Portuguese) and Morena (Arts).  

Source: Photographed by the author.  

The specific situation regarding the Tree Day illustrates how the clash between the 

new entrant’s conception and EEEFM VR’s singularity did not simply start and end, being 

in its place shared and discussed among the school staff so that such differences could be 

handled and organized in the practice of this organization. This fact demonstrates that the 

passage of time does not necessarily ‘naturally’ lead to conflict, nor to the sedimentation of 

the educational offer in the EEEFM VR through projects. In reverse, the act of questioning 

the newcomer’s pedagogical practices enacted organizational controversy with respect to the 

EEEFM VR’s ‘traditional’ and ‘controversial’ means of offering education through projects. 

The dispute between the director and the pedagogue led to different horizons of time and 

controversial experiences. While the Tree Day action had a beginning and an end, the 

controversy that started the activity, as well as the numerous other practices and disputes, 

remained open. At least that was the way in which, after a group meeting, it was decided that 

the activity of the Tree Day would exceptionally occur the next day, so it could be properly 

organized.  

On September 22, 2016, even though the Tree Day activities were scheduled, nothing 

really happened. Theresa was working in the Liedi because the secretariat was without access 

to internet. At approximately 09hrs30min, Maria arrived there to open her e-mail at the 

request of Theresa, who received and forwarded SRE’s e-mail to Maria with a spreadsheet 
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that should be filled with the names of the  PAEBES’s (Programa de Avaliação da Educação 

Básica do Espírito Santo) inspectors from the Final Grades. In the email, it was explicit that 

the school pedagogue should conduct this activity. Maria, after talking to the teachers, 

indicated the names of Marieta (mathematics) and Mike (geography) as inspectors. Maria 

was visibly troubled with the amount of tasks she had under her hat. I left the laboratory with 

Maria. We followed our separate ways. On my way to the staff room, I met Polly, who was 

preparing the Tree Day action:  

Yesterday Maria called me. She was desperate, asking if I could be here today to 

organize the action. Funny, I spoke with her about it a month ago and she ignored 

me! Glory must have repremanded her, am I right? After so many months working 

here, it seems that she does not know the school! [Field notes] 

Polly was thinking of planting 50 seedlings inside the school, in front of the wall that 

surrounds the laboratories. In addition, another 50 seedlings around the Vila Regência and 

the riparian forest of the Black River and the Sweet River. Some tree seedlings that Polly left 

in the school were dying and she was doing a survey of what was necessary in order to carry 

the action.  

 

Figure 21: Polly preparing the Tree Day activities of the Final Grades. 

Source: Photographed by the author. 

Later, in the staff room, Maria arrived grumbling. At this point, the differences 

between Maria’s and Glory’s points of view about working came to a juncture never before 

achieved. Even after her conflict with Glory for not having prioritized the Tree Day, Maria 
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did not seem to understand the school’s dynamics. Religious, fervent Protestant, bible reader, 

she did not understand the importance of the Tree Day to the achievement of educational 

activities in a school organization. For Maria, the important thing is the ‘family’, and not the 

‘trees’. Maria then shot: “Glory now wants the Final Grades to embrace the Black River 

[dynamic historically carried out in the EEEFM VR on the Tree Day]. Private school is so 

different. Private school wants results, ready ‘reports’ and closed notes”!  

The Tree Day action only began on September 26, 2016. The next day, on September 

27, soon in the morning Maria entered the secretariat complaining again about the school’s 

priorities: “I have never seen a school with so many meetings and projects. After the Tree 

Day we still have the Black Consciousness day and the Science Fair. There are too many 

actions and little time to close the year”. Then, Glory came into the secretariat. Theresa was 

scanning employees’ contracts. Glory said good morning and sat down. Maria told Glory: 

“yesterday we did the Tree Day action with the 6th and 7th grades. Tomorrow is going to be 

with the 8th and 9th grades”. Glory, besides not answering her, said with a mocking face: 

Students with special educational needs had a walk in Linhares yesterday. However, 

our school was not there! The SRE sent an invitation. Theresa forwarded it to you, 

who did not even open the email. Yet told me; saw and did not open! Last year I 

went with the children. The school organized a van for transporting the kids, a picnic. 

This year nothing. Not even one single teacher was there to represent the school. Sol 

[caregiver] did not know because the pedagogue sat upon the information. You, on 

your own, decided that the EEEFM VR would not take part in it. [Field notes] 

The interests and values of the school, or, in Glory’s words, “the way in which the 

school differs from others”, was being deferred in favour of the beliefs of the school 

pedagogue, “who arrived yesterday” [field notes]. The next day, around 08hrs00min, Polly 

was in the school developing the Tree Day activities. She was talking to Maria: “please, few 

students at a time so I do not go crazy. I want to be able to explain”. Polly recently became 

involved with the production of tree seedlings at the school’s request. The tree seedlings will 

be used in the Tree Day action and in the EEEFM VR plant nursery (see photos below):  

I will produce the seedlings to sell to the school or not. I can also plant at our 

farmhouse as a thrift for my son. I am producing 1,000 seedlings of yellow, tobacco 

and pink ipe trees. Moreover, next I will produce more than 1,000 seedlings of 

Guanandi, which is called Gonçalo Alves [a rare and valuable timber for Vila 

Regência, because the ‘mast’ brought down during the Caboclo Bernardo local party 

is made out of it] locally. 
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The Tree Day actions and many other school projects involve planting, activity in 

which Polly is a specialist. In 2016, the EEEFM VR was awarded for one project only. She 

was the author of the awarded project. She won the regional stage of the Samsung’s award 

Answers for Tomorrow, with the Hydro PET (polyethylene terephthalate) project. The Hydro 

PET idea is simple. With a knife, she cuts the underside of a PET bottle and fits that part into 

the mouth/upper side part of the bottle. This gadget works with the idea of a biogeochemical 

cycle. For Polly, “bio stands for life, geo for soil and chemical for transformation; it is cyclic”. 

As the following photos demonstrate, the idea is to put water on the earth, where there is 

manure and other organic compounds. The water runs down the pet bottle and sinks to the 

bottom of it. Later, you get the water with nutrients from the bottom and put it back to the 

earth. Polly, for her experience with seedlings, is always requested to work at EEEFM VR 

with educational and environmental actions.  

 
Figure 22: Seedlings trees for the plant nursery of the school and the Hydro PET gadget with a yellow ipe. The 

underside part of the PET bottle disengages so that the water with nutrients can be put back into the plant 

Source: Photos taken by the author.  

On September 28, 2016, about 10hrs10min, just after the break, Maria called me to 

the 9th grade. I walked into the room with Glory, Polly, Maria and Morena. Maria told the 

class that they would go out with Polly to develop an educational activity to celebrate Tree 

Day, which was on September 21. As Maria explained to the students, “the idea is that Polly, 

a biology teacher, helps you to identify potential natural seeding at Vila Regência”. Polly 
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then explained that the focus in this activity is the identification of ipe but that she is available 

to help students to identify others. In short, the objectives are: (1) identify natural seeding of 

ipe tree; (2) learn to remove a seedling tree by digging and carefully pulling it; and (3) 

planting and watering the seedling tree after digging and putting fertilizer. After the message, 

as the class of the 9th grade is small, everyone left the room. Polly had previously identified 

one seedbed but on the way she indicated other options: “group, these plants can be removed 

and replanted in places where they can develop better, like in your house or in the riparian 

forest of our rivers”. 

After a few blocks walking through Vila Regência, we got into the pink house, a NGO 

that develops a project called Reading Chest at EEEFM VR, where there is a large ground 

with numerous grown ipe trees. Beneath these trees, there is what Polly refers to as “natural 

seeding”. Once we were all on the ground, the class began.  

Polly: Class. Ipe has five leafs. So how will you be able to identify a pink and/or yellow ipe?  

Students: Through the colour (laughs).  

Polly: Okay. That is true. It is easy when the ipe has flowers. However, would you know to tell through the leaf 

or the stick?  

Students: Through the leaf, as it has five leafs.  

Polly: Perfect. When the tree is just a seedling [pointing to the ground], you have to dig near the pivotal taproot. 

Then, pull the stalk. Let’s practice. Quietly, orderly, follow us [referring to Glory, Maria and Morena]. [Field 

notes]  

 

Figure 23: Tree Day activity with the 9th grade. 

Source: Photographed by the author. 
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After pulling, the students planted the seedlings around Vila Regência – at the riparian 

forest of the Black River and Sweet River, at their homes, through the streets, in the EEEFM 

VR. For this, they used diggers, fertilizer transported through bags and water buckets. After 

removing and planting seedlings with the 9th grade, Polly went back for the 8th grade’s 

students, who were with Julieta, the Science teacher. With these students, Polly and Julieta 

performed the same practice described before.  

 

Figure 24: Students removing and planting seedlings.  

Source: Photographed by the author. 

As this was the last action of the day, everyone returned to the EEEFM VR. Students 

and teachers were carrying seedlings to plant in their homes and around the village after 

school. Almost arriving in the school, we were surprised by a water truck that turned the 

corner. This is a real, material and concrete impact of the mud from Samarco/Vale/BhP at 

EEEFM VR. The water has always been a problem in the village. However, The Black River 

and the Rio Doce [Sweet River] are extremely polluted. If before the water had a smell and 

a strange colour at times, now it is unsuitable for drinking, swimming and fishing. As a result, 

Vila Regência became a venue for water trucks. In the 2016 school year EEEFM VR there 

was a direct impact, since the school ran out of water at times. Moreover, the school had to 

readjust the way in which students drink water in the school. The old water fountains were 

all banned and the school had to buy 20 litres water gallons for students to drink. Far beyond 

affecting the culture and natures for Vila Regência (the environment, mainly the Black River 

and the Sweet River), the mud transformed the landscape of this place and the activities of 
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its individuals, groups and organizations. Water trucks and official vehicles bringing 

scientists, students, curious onlookers and government representatives have transformed the 

dynamics of Vila Regência. There are constant protest rallies. New businesses have been 

opened to meet the demand for gallons of mineral water. Old tourist establishments have 

closed as surfing, kite surfing, diving, hiking and nature walks become much less attractive. 

Fishing boats and the association of anglers have stopped as fishing is banned. Similarly, 

EEEFM VR actively participates in this transformation, as its unique way of offering 

education through projects is closely linked to the environment, culture and natures for Vila 

Regência that was devastated with the arrival of Samarco/Vale/ BHP’s mud. This is evident 

in the student’s productions exposed in the school corridors/classrooms, educational projects 

and in the new painting of the wall made in the first trimester of the 2016 school year. The 

students painted the wall with an artist, through a painting workshop that was hired with 

financial resources of the More Culture project (see figure below). 

 

After 

Before 

This mud is not ours 
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Figure 25: Real, material, visual, meaningful impact of the mud in the culture and natures for Vila Regência. 

Source: Photographed by the author. 

To end the Tree Day actions it was still necessary to structure a pedagogical report 

and post on Facebook the educational activities developed aiming at the submission of this 

educational practice for future awards. In other words, to describe the Tree Day action from 

beginning to end it was necessary to narrate the disciplines involved, the curricula knowledge 

content covered, the developments made in classroom and the reforestation done locally. 

However, on the days that followed the second trimester edition of the VIP Student project 

was organized13. Maria designed this project with the support of the employees of the Final 

Grades. Therefore, before the Tree Day activities could be closed, it was necessary to wait 

for the ceremony of the second trimester edition of the VIP Student project. Next, how the 

new differences enacted with the ceremony – on October 10, 2016 – were handled in different 

times and sites is narrated. 

4.5. VIP Student or VIP Cult?  

The pace of school and educational activities – classes, meetings, issues, projects, 

actions – was intense up until the ceremony of the second trimester edition of the VIP Student 

                                                           
13 The first trimester edition of the VIP Student project was inscribed in the 10th SEDU award for best practices 

in education. This new phase gives the EEEFM VR – in case the first trimester edition does not win the 10th 

SEDU award – the possibility to reenroll the VIP Student project in the 11th SEDU award as a longitudinal 

educational activity. 

Water 

truck 

Protest 
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project. Maria designed this project from an experience she had developed in an Adventist 

school in Bahia that could be implemented without further questioning in the EEEFM VR 

due to the particular way this school offers education through projects. The ceremony took 

place in the Vila Regência’s Association of Residents at 18hrs30min, on October 10, 2016. 

It took a while to the ceremony get started. While waiting, I talked to Professor Mike, who 

sat beside me, until Glory started the ceremony. Maria wanted Glory to have started earlier 

but the school principle was resilient, as she wanted to wait for all the teachers to arrive. Both 

were arguing at this stage. Everybody could hear. Maria insisted for a long time with Glory, 

saying that the ceremony had its preliminaries, which would give time for everyone to arrive. 

Countered, wanting to await the presence of other teachers, Glory began speaking at 

19hrs50min. Her speech talked about the belief in education as a way to promote the 

construction of citizenship, that is, the lives at Vila Regência. For Glory, the ‘VIP’ has 

meaning: brightness, energy, good stuff.  

All are ‘VIP’ but these students here present stood out. We wanted the ceremony to 

be with all 94 students enrolled in the Final Grades but only 25 are now receiving 

this recognition. With the help of all, government, family, in other words, together, 

we are here. Congratulations to you ‘VIP’ student, child, citizen. [Field notes] 

Finally, Glory acknowledged that she expected that more ‘VIP’ students were 

awarded, as there were further students receiving the prize during the ceremony of the first 

trimester edition of the VIP student project. Then, Glory called Maria in. Without saying 

much, Maria began to play – at approximately 20hrs – a video in honour of the VIP Students. 

After the tribute, Maria explained why there were fewer students.  

In the first trimester, the students had to score 18 of a total of 30 points to be a VIP 

Student. In the second trimester, the student had to score 20 out of 30 points. It 

demanded a little more from the students. Yet, it is reflected in the number of 

students here present. Therefore, we wanted to congratulate these 25 students, as 

they reflect the light of us, instructors. Now, we have two songs and a motivational 

speech. [Field notes] 

Mike, sitting next to me, besides being a geography professor in the EEEFM VR, is 

doing a Master degree in Geography in the Espírito Santo Federal University (UFES). Mike 

only arrived at Vila Regência in the second trimester to replace the absence of the previous 

geography teacher. From day one, Mike preached against the practice of praying in a public 

school. For him, the Brazilian constitution clearly states that this kind of organization is [was] 

a secular space. Sarcastically, laughing, he said: “now begins the VIP Cult”. However, this 
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is an isolated perception of this teacher, perhaps, because he is new in the school and a 

foreigner in a village with 13 churches for a population of less than 1,000 people. As Mike 

was speaking the Eagle Family, a band that animates the nights of praise in the Protestant 

church at Vila Regência, began to sing: “in God I believe. I am a winner. Do not abandon the 

battle”. After tree praise songs, Maria gave the floor to Fagner. He is a member of the Vila 

Regência’s Association of Residents and a school partner. He is also a pastor of the Baptist 

church. “Here we go again”, said Mike, horror-struck with the fact that Fagner was in front 

of the audience, in a public school ceremony, with a Bible in hand. His revolt did not stop 

Fagner, who said:  

I will tell the story of a VIP student in the Bible. At the end, you will know the name. 

At that time, knowledge was passed from mouth to mouth, through conversations. 

However, the Bible teaches that there is something in common between the seven 

sons of Jesse and the VIP Student. One of Jesse’s sons is the VIP. The VIP student 

must have some senses, which lacked for many of the sons of Jesse but abounded 

for this biblical VIP character. The first sense is that one needs hearing, the Bible 

says that we must be ready to listen. Nonetheless, not listen to gossip, talk in class, 

conversations, television. The son’s name is David. He is the VIP. David was not 

for the war because he was small. He went to war to bring food to the fighters and 

just agreed to fight Goliath because God chose him; he did not flinch. The Bible says 

that he accepted the challenge and defended the people of Israel.  

Fagner followed saying that David had committed to his people and been dedicated 

to his sheep to be a ‘VIP’. In addition, he said that it was necessary that David dreamed under 

the trees. Mike then nudged me and said, “why not use Newton as an example”? Fagner 

continued, “with perseverance, as a VIP student, nothing prevented David knocking the giant 

down, like you VIP Students did. Samuel 17/49, David shot and struck the Philistine on the 

forehead”. Mike, unstoppable, cynically shot: “great analogy”. Then, Fagner said, “let us 

pray”. After praying, Fagner made room for the Eagle Family: “and if the sea is not open? In 

addition, if the giant does not fall? If the furnace burn me, know that tomorrow I’ll wake up”! 

“Really?! Just do not know how”, quickly concluded Mike, laughing. 
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Figure 26: Up, from left to right, Glory and Maria speech, Eagle Family and Fagner with his bible. 

Source: Photographed by the author. 

Without further ado, Maria put the Power Point with the names of VIP Students from 

6th to 9th grade. The VIP students came one by one and went to the stage to pick the prize up.  

 

Figure 27: Up, from left to right, Maria calling students to the stage, faculty members and awarded students.  

Source: Photographed by the author. 

When the ceremony was over, Mike and I went out. We stayed outside the Vila 

Regência’s Association of Residents, which is located in front of the soccer field, near the 

epicentre of the village. Around Vila Regência’s Association of Residents, there are also the 

first village Church, which is catholic and paradoxically located next to the Congo house, the 
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central village square with a stage on which local events are performed, such as the Tamar 

Project, the making of the Tamar Project, the Ecological Centre, the Trail to the Rio Doce 

and the Black River. Glory came to us and asked for a ride. Mike took her home. Maria 

approached. Glory and Mike remained silent. I congratulated Maria, who told me she was 

eager to finish the Tree Day action; and (now too) the VIP Student project: “You have the 

pictures, right? Tomorrow we are going to post them on the school’s Facebook”! 

4.6. Controversy is a practical matter. 

On October 11, 2016, Maria was in the staff room, working by herself on the 

computer. As I stepped into the staff room at 08hrs00min, she told me:  

Maria: Please pass me the photos you took [referring to the VIP Student ceremony]. Moreover, at once the 

photos of the Tree Day action.  

Bruno: [I sat at her computer] Of course.  

Maria: Great, let us open the Facebook and upload them? However, do we have access to the school’s profile?  

Bruno: Do you see your name? At the top of the screen on the right. Click on it. Can you see? It appears under 

your name on the school’s profile. Now, just to click on it [Maria wrote down on her notebook the steps].  

Maria: And how can I publish something?  

Bruno: Can you see on the top part of Facebook? In this box you will write the text. [Field notes] 

 

I taught Maria where to write, about options to upload photos and how to publish 

content on the school Facebook page. Edna came in at 09hrs00min and told me, “off we go 

to the resources room”? I had been invited to observe her class in the resources room. Edna 

was working with students from the Early and Final Grades on a new educational action. It 

was the day of producing costumes and rehearsing a play, which would be presented by the 

special need students. Upon returning to the staff room, at 10hrs00min, Maria was working 

on the Child’s Day activities: “I could not publish on Facebook the actions. Next week we 

get on with it”.  

On October 13, 2016, at 08hrs00min, Maria was preparing the Child’s Day activities. 

She was in the secretariat preparing the gymkhana that would happen after the break: treasure 

hunt, race with egg on spoon, wheelbarrow race, etc. 
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Figure 28: Maria working in the secretariat preparing the child’s day activities. 

Source: Photographed by the author. 

After the school break, students, teachers, coordinator, caregiver and pedagogue went 

to the school gym to carry out the Child’s Day activities. In the gym, Maria told Julieta that 

she was forced to carry out these activities: 

For me, it is a bit too much, because we are in the end of the 2nd trimester and there 

is knowledge content to be given. You have to pass the knowledge content, prepare 

tests, close the year and we are all here playing! In addition, we still have the Black 

Consciousness day and the Science Fair! [Field notes] 

Maria could not take the way of offering education in the EEEFM VR seriously. Not 

everyone in the school liked the idea of offering education through educational and 

environmental projects – Maria certainly did not but she submitted the VIP Student, but she 

did not internalize this organizing style. Julieta agreed with Maria: “it is complicated going 

through all the formal educational activities imposed by SEDU plus developing projects, 

activities, actions”. [Field notes] 

The days followed with multiple activities until October 19, 2016, when Maria could 

finally post on the school Facebook page the Tree Day and the Student VIP activities. Before 

that, it was not possible. On October 14, 2016, in the EEEFM VR simulated tests for 

PAEBES took place. On this day, besides coordinating the simulated tests, Maria designed a 

new format that should be filled by all professors in order to provide the pupils with ‘study 
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guidelines for the final resit exam’. This new format sought to generate means for students 

to reverse their underperformance. Yet, the second trimester was almost over and if student’s 

grades showed no signs of improvement, this new format would help in safeguarding the 

school employees and the EEEFM VR if, at the end of the 2016 school year, the number of 

students held back exceeded the limit of 10% imposed by SEDU. The ‘study guidelines for 

the final resit exam’ are a ‘pedagogical intervention’ that will be better described in chapter 

five, one that started to be filled up by the teachers on October 14 (see figure below), so that 

in Maria’s perception “the SEDU and the SRE cannot say that the EEEFM VR did not 

intervene”. [Field notes] Thus, to say that the SEDU, the SRE and the EEEFM VR seek this 

‘consensus’ is possible. But if the compromise is not reached, for Maria it is necessary to 

demonstrate to the SEDU that EEEFM VR shares these ideals by developing different 

‘educational experiments’ and ‘pedagogical interventions’ willing to achieve the set target, 

despite the generated effects. Consequently, this activity preserves the EEEFM VR 

professionals and its unique means of offering education, regardless of the ‘quantity and 

quality’ of education practiced (shared, analysed, evaluated and measured). 

 

Figure 29: ‘Study guidelines for final resit exam’ designed by Maria and filled up by Julieta, science teacher 

(see chapter 5). 

Source: Photographed by the author. 

On October 17, 2016 it was not possible to end the Tree Day and VIP Student 

activities since the members of the faculty had to define the dates of the two last “official” 
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educational actions of the year, which were planned on the school calendar: the Black 

Consciousness Day (October 21, 2016) and the Science Fair (October 28, 2016). Moreover, 

the evaluation criteria of the 3rd trimester were defined:  

• Science Fair: 6 points; 

• Class Work and Black Consciousness’ Day: 8 points; 

• Specific Exam: 10 points;  

• Integrated Exam: 14 points; and 

• Self-Examination: 2 points.  

Total: 40 points [Field notes] 

 

Also on October 17, 2016, the long awaited tender for public procurement of the new 

director of the EEEFM VR was made public. Glory was upset; since the SRE said that they 

would leave up to her the decision on whether or not to leave the school. In plain English, 

the SEDU and the SRE were expelling Glory from the school, who would be forced to retire. 

Trying to reverse the case, on October 18, 2016, Glory requested an internal referendum to 

check if the school professionals and the community wanted her to live or not, in order 

subsequently to present the survey results to the SEDU and the SRE. As a result, on October 

18, 2016, Maria was busy with the organization of the referendum requested by Glory, which 

would determine if the school community wanted the principle to leave the school or not. 

Maria organized the polls, set up the ballot box, the ballot papers on Word (printed and cut 

them) and took the students out from the classrooms to vote. After the secret ballot, Maria 

became involved with counting the votes and disciplinary issues. Everybody just talked about 

the risky situation Glory was putting herself in, as the results could be catastrophic – besides 

being sent-off, she could leave the school after years of service demoralized. 

 

Figure 30: Voting list, ballot papers and box. 

Source: Photographed by the author. 
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On October 19, 2016, shortly before Maria posted on the school Facebook page the 

educational activities of the Tree Day and the VIP Student, Theresa put up on the wall of the 

covered patio the voting result. Among EJA, Early and Final Grades, 140 students wanted 

Glory to stay, while 95 wanted her to leave. However, the result of teachers and community 

voting was not good for the current director, as 25 wanted her departure and only 11 did not. 

It was not a total disaster but the result was not as Glory expected. Despite the voting, 

everybody talked about the visit of the three director candidates to the school on the next day, 

October 20, 2016, as provided in the tender notice. Silently, in the staff room, Maria took her 

time to write the post of the educational activities related to the Tree Day and VIP Student 

project, as can be seen into the school Facebook page14. 

Maria, while posting, was concerned with the need to reverse the students percentage 

that could be held back at the end of the 2016 school year, by either faults or notes, during 

the third trimester by means of ‘educational experiments’ and ‘pedagogical interventions’ 

not to exceed the 10% margin imposed by the SEDU. This includes coordinating and 

monitoring the elaboration and application of parallel and final resit exams, tutoring service, 

checking Teacher Class Record Books, attending classes, assisting teachers, monitoring 

academic performance of students, observing and guiding the assembly and application of 

exams. On her computer, after posting, Maria was assessing the number of students under 36 

points considering the first and second trimesters (out of 60 points) – 40 points are at stake 

in the third and last quarter – and those who had scored beyond 25% faults. On the table, 

besides her, there were four folders that she had just built, per class, from 6th to 9th grades, in 

which Maria was integrating the ‘study guidelines for the final resit exam’ (see chapter 5). 

For Maria, to call in the parents/responsible for the students was important, in order to let 

them know about the situation of their kids and to make them sign the minutes attesting that 

they are aware of their pupils’ situation, so they could help students and the school to 

overcome this complicated situation. Additionally, Maria wanted to deliver the ‘study 

guidelines for the final resit exam’ for parents/responsible and students, at least one month 

in advance of the final resit exam. Maria complemented, “we still have the science fair and 

                                                           
14https://www.facebook.com/Escola-Estadual-de-Ensino-Fundamental-e-M%C3%A9dio-Vila-

Reg%C3%AAncia-1497478660515579/info/?tab=page_info – accessed on May 12, 2017. 

 

https://www.facebook.com/Escola-Estadual-de-Ensino-Fundamental-e-M%C3%A9dio-Vila-Reg%C3%AAncia-1497478660515579/info/?tab=page_info
https://www.facebook.com/Escola-Estadual-de-Ensino-Fundamental-e-M%C3%A9dio-Vila-Reg%C3%AAncia-1497478660515579/info/?tab=page_info


161 
 

the Black Consciousness Day to help us”! What Maria saw before as an excess of activities, 

now she began to face as an asset to overcome the poor school performance at the end of the 

second trimester. Glory, on the other hand, programed meetings with the school council to 

discuss her situation and to prepare herself for the following day’s visit of the three 

candidates.  

Thorough this long but symmetrical description for readers and writers interested in 

organizational phenomena (Calás and Smircich, 1988; Smircich, 1992; Van Maanen, 1988), 

it was evident that during the ‘clock time’ that went to end the Tree Day activities multiple 

and complex practices and ‘folded’ controversies were simultaneously handled, organized, 

included and distributed in the EEEFM VR’s practice. In other words, as the figure below 

reveals, even the ‘clock time’ “sometimes flow according to the breaks and bends that (…) 

the flight pattern of a fly (…) seems to follow or invent” (Serres and Latour, 1995, p. 64). 

 

Figure 31: About facts, artefacts, time, controversies and organizational events. 

Source: Elaborated by the author. 

In spite of the past, present and future controversies in relation to the EEEFM VR’s 

illogical but possible uniqueness, the labour followed as stated in the school calendar, with 

the implications (acts and effects) related to the practice of offering education in a singular 

school organization. At the same time, the school is part of the SEDU. Both singular and 

connected, mutually a unique school and part of a network of schools that share the common 
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goal of improving the ‘quantity and quality’ of education, this chapter apprehended the 

complex organizational multiplicity of points of view in the EEEFM VR. 

4.7. Conclusion  

Departments of Education, the organization of the School Census, school 

organizations, researchers and institutions concerned with the ‘quantity and quality’ of 

Brazilian education, as with the idea of modern sovereignty, all share the idea of producing 

and distributing universal and reliable educational data to transform education and strengthen 

democracies. Education is a government matter in its close relation with the health and safety 

of the state (Aristotle, 1985). In Brazil, as pointed out in chapter one, the IDEB is perhaps 

the most important educational indicator for bringing together two educational concepts that 

combine both ‘quantity and quality’ of education, namely: (1) student/school flow and (2) 

student/school average notes in national assessment exams applied on a large scale. The 

National Institute of Education and Research (INEP) proposed and implemented this index 

in 2007. With respect to IDEB, the Brazilian goal – similarly to the goal in relation to the 

Organization for Economic Cooperation and Development (OECD) – is to achieve an 

average grade of 6 (scale from zero to ten), which would place our country among the 20 

countries with the best ‘quantity and quality’ of education. 

The Ministry and Departments of Education, as well as each school organization, aim 

at producing and sharing not only trusty and universal educational data but also data 

contributing to the transformation of Brazilian education. Thus, the IDEB – via INEP and 

Ministry of Education (MEC) – sets targets for public schools, suggesting specific 

investments, charging results, publicly holding schools responsible through the disclosure of 

these organizations’ performance on state/national assessment exams applied on a large scale 

(Américo and Lacruz, 2017; Jennings, 2010). With two decades of delay (cf. Juran, 1988), 

the administrative paradigm of quality took effect on education. In the perception of Clarke 

and Clegg (1998), the quality movement in Management may be understood as a kind of 

‘mantra’, which aims at improving organizational devices to provide superior value to 

customers. The quality movement in Management has been translated into education through 

local, state and federal public policies, with the objective that the educational system and 

networks can indeed form citizens who contribute to the strengthening of the economy, 
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democracy and institutions at a low cost and commit to continuous improvement (Dawson 

and Palmer, 1995). Therefore, the SEDU’s demand that schools do not extrapolate 10% of 

students being held back is justified from this administrative paradigm of quality. The 

EEEFM VR and all other Brazilian public schools are managing in an era of accountability 

(Jennings, 2010). Thereby, despite growing critics (e.g. Gardner, 2016) and the fact that 

Frederik J. Kelly who participated in the creation of standardized tests (Monroe, de Voss and 

Kelly, 1917) nowadays considers that “these tests are too crude to be used”15, modern 

democracies believe that so schools can exercise their fundamental organizational role for 

democracies in modernity. 

The EEEFM VR, like other schools, try to produce and deliver from a unique style of 

offering education its own version of what it means to transform Brazilian education. Aware 

of the limits imposed by the SEDU and of the targets imposed by national and state 

educational assessments, the EEEFM VR, along with parents/responsible guardians, oversees 

the students’ performance and applies simulated exams to prepare the pupils for the large-

scale assessment tests applied in school, namely: ANA (National Literacy Assessment – 

national), PAEBES (state) and Brazil Test (federal). Schoolteachers participate in the SRE 

and the SEDU in formations and workshops about the ANA, the PAEBES, the Brazil Test 

and the Item Response Theory (TRI). The TRI underlies the development of questions for 

the state and federal assessments (see chapter 5). However, by the end of the second trimester, 

even though ‘educational experiments’ and ‘pedagogical interventions’ were carried out in 

the EEEFM VR, the Final Grades had approximately 25% of students with the potential to 

be held back in the 2016 school year.  

The EEEFM VR sought for cohesion around the limit of 10% for students being held 

back, as this organization shared the idea that this target is associated with the transformation 

of the Brazilian education. However, cohesion with the principles and the values of the 

Brazilian education system and networks is pursued in the EEEFM VR because it did not 

harm its unique way of offering education. This occurs through numerous strategies and 

associations, which were supported from the second trimester by means of a speech that 

postulates that the projects, rather than disrupting the school year, can help students to 

                                                           
15 https://letters2president.org/letters/14394 - [December 2017]. 

https://letters2president.org/letters/14394
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improve their performance. In step with Michel Serres and Bruno Latour, it is possible that 

the existence of apparently contradictory things, such as the ‘transgressive adequacy’ of the 

EEEFM VR to the modern ideal around the administrative paradigm of quality in education 

can be maintained in folded time and space. This school practice has shown that despite the 

– assessed, measured, shared – ‘quantity and quality’ of education, at the end of the second 

trimester the education continued to be offered through projects. Even though Maria wanted 

to pass the knowledge content immediately, so that teachers could make revisions and apply 

simulated exams to increase the possibilities of students performing better on the upcoming 

tests, she had to continue to prepare and implement different kinds of educational actions or 

projects. The offer of education over a school year does not depend on the fact that all the 

professions (e.g. teachers) and professionals (e.g. pedagogue and principle) share a coherent 

conception of the nature of the educational offer. Such differences are associated with non-

linear times and spaces in which these professions and professionals offer education in the 

EEEFM VR because each profession can itself present differences (Dodier, 1993).  

As demonstrated by Dodier and Camus (1998, p. 417), the clinical judgement in 

emergency services does not presume “a shared basis of reactions, either within the 

framework of a common ‘culture’ (Hughes, 1989), or because the people holding them 

occupy identical positions in the organization (Peneff, 1992)”. For Dodier and Camus (1998), 

the ‘patient’s mobilizing worth’ depends on the tension between the spontaneous demand for 

medical care and medical specialities manner of selecting patients. According to these 

authors, this tension is juxtaposed to multiple dimensions, extrapolating any profession and 

involving a diverse set of inquiries: is it a real emergency? What are the social demands of 

the case? Is the case interesting intellectually? Were there any other doctor responsible by 

this case? For EEEFM VR, the inquiries involved are also multiple: how is it possible to 

problematize the mud in our rivers through curricular mandatory activities, being awarded 

for that? What other demands does our community have? Will the new director continue to 

offer education through projects?   

Antagonisms regarding the nature of the educational offer did not present obstacles 

for EEEFM VR in concluding the 2016 school year. This occurred without divergent 

conceptions being set apart by different sites in the EEEFM VR. Such incompatibilities 
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whether scattered or not in different locations (cf. Mol, 2002), were handled throughout the 

school year in nonlinear times and juxtaposed sites at every celebration, 

compulsory/suggested activity, and when new projects were proposed and awarded. Thus, 

the end of the school year, of an action and/or educational activity, is not dependent on the 

coordination of the controversies surrounding the education offer by different EEEFM VR 

departments, or even the solution of this dispute16. In contrast, educational actions and 

activities that allow for enacting a certain school year are materially organized, included and 

distributed in the EEEFM VR in relation to the school calendar, with the rules and 

requirements of the SEDU, with dates and deadlines imposed by the School census. 

However, the content and the form to pursue the enactment of these educational activities 

that are spread throughout Vila Regência, at least in the 2016 school year, were guided by 

the unique means of offering education through projects. As long as a fact, a date or an 

important milestone for the EEEFM VR was passed over in favour of other interests, whether 

of a person or the continuous improvement of the ‘quantity and quality’ of education, a 

controversy was performed. The controversies enacted were not abandoned, overcome or 

simply separated. Thus, using the notion of ‘network’ to understand that different times and 

spaces of this school accommodate the contradiction that gave rise to the dispute was likely. 

From the Tree Day it was described how emerging controversies were handled in different 

situations, celebrations and activities in the practice of the EEEFM VR, leading to 

innovations (new projects, ‘educational experiments’, ‘pedagogical interventions’) whose 

positive effects cannot be guaranteed. 

The school practice shows that seemingly controversial and contradictory educational 

activities should not be described as illogical from a Management paradigm of quality or 

from perspectives of organizational learning and knowledge. For the EEEFM VR, offering 

education through projects and simultaneously planning classes, applying simulated tests and 

giving reviews is possible. Always and when the SEDU and the SRE distributed compulsory 

educational activities, the EEEFM VR met their requests as such ‘suitability’ can give 

legitimacy to this organization to (re)significate the knowledge content of the education 

                                                           
16 For a different perspective on controversies see Mol (2002), that suggests that a controversy regarding the 

diagnosis and treatment of atherosclerosis does not need to end, as long as it is distributed in boxes and hospital 

wings. 
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offered from inquiries closely linked to environmental issues faced by – the culture and 

natures for – Vila Regência. Maria, the pedagogue, continued offering education according 

to her own understanding. As we may see in the next chapter, Maria made the teachers 

defining the required minimum knowledge content of each discipline to allow her to produce 

‘study guidelines for the final resit exam’. Thus, she could involve and make the families 

aware of the students’ performance. At the same time, Maria generated minutes for 

parents/responsible guardians to sign, formalizing the school’s actions in order to safeguard 

its staff and the school. Nevertheless, what Maria could not do was to override the uniqueness 

of the educational offer in the EEEFM VR at the expense of her means of offering education. 

In school, the distribution, coordination, management and bureaucratic logic cannot 

ensure that a dispute will be resolved nor that it will not generate organizational losses. Since 

‘separating’ or ‘settling’ disputes may not be possible, to understand that organizational time, 

singularity, routines and practices allow for existing contradictory things is necessary, such 

as embracing the Black River while goals established by SEDU may not be fulfilled. 

However, EEEFM VR’s singularity – enacted by professionals, other organizations, issues 

that the school community daily experience – goes far from being a consensus (see chapters 

2 and 3). In this sense, with the likely departure of Glory and Madalena, who will retire, the 

conditions of possibilities of the education offer can be changed. Aware of this, some 

professionals identified more with the provision of education through educational 

(environmental, cultural, political) projects, such as Polly, Marieta, Lucy, Morena, Daiana 

and Theresa, began to prepare for the meeting with the three possible future principles. A 

woman and two men competed for the job of director. For EEEFM VR professionals, it would 

be better if the woman got the job, as she has lived and worked at Vila Regência and therefore 

‘knows the local issues’. Predicting the future is impossible but it is probable to say that even 

the public selection process of a new director enacted controversies, conflicts and 

contradictions for EEEFM VR’s uniqueness.  

In sum, in assuming relevant controversies for school organization as a point of 

departure for conducting symmetrical organization research, not foregrounding the control 

of the SEDU or the uniqueness of the school was conceivable. Thus, this chapter could refer 

to the ontological differences and relationships of those diverse worlds (Strathern, 2005; 
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2012; 2014), i.e., ‘controversies’ as ontological informed point that determine EEEFM VR 

style of offering education, escaping the problematic search for organizational ‘problems and 

solutions’. As a result, since the present study does not offer suggestions about how this 

school could deal with controversies (problem, chaos), its contribution to MOS consists in 

proposing that academics relate in network terms to organizational difference and singularity 

through timeless controversies without looking for steadiness on developing symmetrical 

organization analysis. Starting from organizational disputes as practical issues that do not 

need either to be resolved or set apart, this chapter demonstrated the importance of: (1) 

understanding coexisting contradictions in organizations; (2) developing organizational 

network analysis through the description of nonlinear times and multiple/juxtaposed 

organizational spaces; and (3) not treating organizational differences/conflicts as lenses as 

disputes with beginning, middle and end. 

5. Organizing School Production  

 

Figure 32: Becoming ‘reports’. 

Source: https://medium.com  

 In the first trimester of the 2016 school year, the central role of textual devices, 

material elements and inclusive practices in the State School of Primary and Secondary 

Education Vila Regência (EEEFM VR) was demonstrated (chapter one). Through The Black 

River Invites awarded project, EEEFM VR particular way of offering education and 

https://medium.com/
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producing formal ‘reports’ was analysed (chapter two). The offer of education through 

projects was described for EEEFM VR (Viveiros de Castro, 2014) (chapter three). In the 

second trimester, from a greater participant observation of the school practice, it has been 

demonstrated that organizational differences are not unmanageable controversies most of the 

time (chapter four). The common point between the preceding chapters of this thesis concerns 

the fact that all have interpreted ‘textual devices’. Yet, the ‘inscribed/textual’, 

‘material/factual’ and ‘controversial’ ontological informed points of view allowed this study 

all forms of relationships, being that the strongest research guideline of the inductive 

approach to the field. Consequently, the professionals who produced ‘organizational 

inscriptions’ from such devices have been described. Similarly, ever since this thesis has 

departed from EEEFM VR Best Practices in Education and organizational controversies to 

describe this local school organization production, the professionals who developed 

educational activities, participated and authored educational projects and their discursive 

strategies have been analysed. However, one must consider that to decentralize both 

epistemology and thinking subjects in the description of the production of the ‘reports’ of the 

Final Grades of Primary Education of the EEEFM VR was sought. This to point out the 

heterogeneous alliances enacting this annual construction (Strathern, 2014). Still, in such a 

small village, to be in familiar terms with those professionals producing the ‘reports’ was 

possible. At the end of the second trimester (see chapter four), the desire to take part in the 

numerous differences and disputes with respect to the guidelines for organizing the offer of 

education through projects was getting bigger and bigger.  

To displace the subject in the organization analysis is not the same as asserting that 

professionals in EEEFM VR do not participate in the ‘report’s’ production. They do. They 

work standing up and teaching every morning. What a vocation it is to work in a school! 

Moreover, educational professionals have little room for recognition. Their interests are 

different from the sovereign interests of States on the ‘quantity and quality’ of education, the 

production of reliable data and the accumulation/privatization of resources and/or public 

goods. Whenever the director, pedagogue, teachers, secretaries, school meal team, 

coordinator and caregiver talked about ‘motivation’, they did not refer to themselves as 

personages (cf. Latour and Woolgar, 1997) but as participants of an organization responsible 

for educating citizens. School professionals make a living out of education, knowing they 
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will never get “rich”. That is why in chapter four individuals and careers were not described 

but the controversial way of offering education through projects at school was analysed. That 

is also why in the first three chapters, using field notes, the interlocutors of the research were 

described as teachers, coordinator, students producing and being enacted by different 

‘organizational inscriptions’ rather than as subjects complying/resisting/being, for example, 

in the principal’s office (cf. Wolcott, 2003). Furthermore, SEDU does not encourage career 

development. In EEEFM VR, in the school year of 2016, only 3 out of 37 employees had 

secure jobs, that is, were hired through an Open Competitive Examination/Civil Service 

Examination. The other 34 employees were hired through Temporary Designation Contracts 

that must be renewed annually17. Even the three employees with secure jobs laugh at the 

individual development of their careers. Since the school’s professionals have no recognition 

or fell included by SEDU’s guidelines for organizing, perhaps the greatest reward for these 

professionals – as they must take in the Espírito Santo’s Education Network to produce 

‘stable’ ‘reports’ – is to have their own version of the (environmental, cultural, social, natural, 

educational) meaning of transforming the Brazilian education. In school organizations, 

educators have many other things to transform other than themselves (Foucault, 1985). 

At the end of the school year of 2016, the ‘reports’ took a particular form, which is 

described in this chapter. As individuals who ‘idealized’ such a construction or theoretical 

perspectives are not the focus of the present chapter, from the third trimester it narrates 

concrete and observable elements, i.e., ‘educational experiments’, ‘pedagogical 

interventions’, ‘inclusive alliances’ and ‘organizing relationships’, as well as ‘technical 

activities, materials and organizational inscriptions’. The categories and central categories 

only emerged throughout the final trimester of the 2016 school year, once a couple of teachers 

– who are described in this chapter – allowed me to closely observe their classes. Thus, the 

ontological question for EEEFM VR for this chapter regards the ‘becoming/local enactment’ 

of the ‘reports’, i.e., its desired form as the focus of analysis in the final trimester of the 2016 

school year. 

Becoming ‘reports’  

                                                           
17 According to INEP, teachers of Espírito Santo education network have the sixth worst payments in Brazil, as 

recently demonstrated by TV Gazeta: http://g1.globo.com/espirito-santo /educacao/noticia/professores-da-rede-

estadual-do-es-tem-o-6-pior-salario-do-pais-aponta-inep.ghtml – accessed on June 24, 2017. 

http://g1.globo.com/espirito-santo%20/educacao/noticia/professores-da-rede-estadual-do-es-tem-o-6-pior-salario-do-pais-aponta-inep.ghtml
http://g1.globo.com/espirito-santo%20/educacao/noticia/professores-da-rede-estadual-do-es-tem-o-6-pior-salario-do-pais-aponta-inep.ghtml
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This last chapter of this thesis initiates with the third and last trimester of the 2016 

school year as designed by the Espírito Santo Department of Education’s (SEDU) school 

calendar. Despite SEDU’s norms and rules, EEEFM VR cannot be isolated from the 

practice that enacts itself as a singular school organization. If I address SEDU’s practices 

or EEEFM VR’s performance, is because professionals and students are gathered in a 

building handling and enacting ‘educational experiments’ and ‘pedagogical interventions’. 

This thesis focuses on EEEFM VR’s ‘organizing relationships’ and ‘inclusive alliances’ 

that enact experiments/interventions and the ‘reports’ of the Final Years of Primary 

Education in relationship with conventional modes of organizing. Consequently, this thesis 

shifts from social relations/causes to relationships (Strathern, 2014), from 

episteme/lens/perspectives to events and practices (Mol, 2002; Hacking, 1994), assuming 

that “to be is to be related” (Mol, 2002, p. 54). However, one must recognize that there are 

many different ways to produce and enact experiments/interventions and, consequently, 

the ‘reports’ of the Final Grades of Primary Education in EEEFM VR. In talking about 

‘production’, this chapter recognizes that EEEFM VR plan, coordinate, direct and control 

the offering of education. In talking about ‘enactment’, this chapter adverts that any 

organizational practice of producing realities – in the case of EEEFM VR experiments, 

interventions, ‘reports’ – has to consider that “to be is (…) to be enacted in whichever 

imaginable other way” (Mol, 2002, p. 55). 

In that way, the general objective of this chapter is to describe the production of 

the ‘reports’ of the Final Grades of Primary Education in EEEFM VR in the school year 

of 2016. To wit, to symmetrically analyse the form of the ‘reports’ at the end of the 2016 

school year. Particularly, the construction of the ‘reports’ is going to be analyzed by means 

of EEEFM VR’s ‘organizing relationships’ and ‘inclusive alliances’ that take in SEDU’s 

(and other) common modes of organizing to produce a singular way of offering education 

for Vila Regência. 

The production of ‘reports’ in EEEFM VR enacts, therefore, various other objects 

and practices. Specifically, I am talking about the ‘categories’ and ‘central categories’, 

mentioned before (see also Introduction). On one hand, the production of the ‘reports’ 

enacts ‘pedagogical interventions’, ‘educational experiments’ and ‘technical activities, 

materials and organizational inscriptions’. On the other hand, to produce the ‘reports’ 
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according to SEDU’s guidelines for organizing involves EEEFM VR’s ‘organizing 

relationships’ and ‘inclusive alliances’ with conventional modes of organizing. While 

EEEFM VR’s ‘organizing relationships’ hand out and bring together different SEDU’s 

demands and other organizing logics/styles (cf. Hacking, 1994), its agonistic and symbiotic 

‘inclusive alliances’ with conventional organizing (SEDU, SRE, MEC, Tamar) make the 

double work of ‘acting and inscribing’ possible, organizing the material – non automatic 

or necessarily stable – form of the ‘reports’ (see Figure below). 

 

Figure 33: Multiple enactments. 

Source: Elaborated by the author. 

In practice, in mid-September EEEFM VR’s ‘technical activities, materials and 

organizational inscriptions’ were being coordinated to construct ‘educational experiences’ 

and ‘pedagogical interventions’ to improve the performance of students. If the 2016 school 

year was over with the second trimester, much more than 10% of students would be held 

back. If at the end of the school year this poor performance is confirmed, Espírito Santo’s 

Education Network could interfere in EEEFM VR’s unique way of teaching.  

In what follows, it is argued that analysing how different styles of organizing of the 

school and of the education network of which is part are managed to enable EEEFM VR 

production of the ‘reports’ allow support for problematizing the use of Foucauldian 

conceptions in ‘power/knowledge and organization studies’ as asymmetrical.  
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In order to answer why EEEFM VR produces yearly the ‘reports’, what motivates 

this organization to carry out different ‘educational experiences’ and ‘pedagogical 

interventions’ and what inspires this school to opt for certain experiences/interventions and 

not others, it would be probable to invoke the role of norms and rules to which EEEFM VR 

is subject for being part of the Espírito Santo education network (cf. Catlaw, 2014; 

Fergunson, 1984; Kunda, [1992] 2009; Nadesan, 1997; Sakolsky, 1992). In these terms, 

EEEFM VR should be understood as a form of social power precipitated in the seventeenth 

century, a production unit in which discipline distributes and controls bodies in space 

(Foucault, 2012 [1977]). At that time, in the perception of Michel Foucault, the distribution 

of the bodies of the students became homogeneous in school organizations through rows that 

allowed teaching, monitoring, hierarchizing and rewarding. The school is a disciplinary 

institution that, like hospitals, hospices and prisons, employs techniques to cover the social 

body, entirely; such discipline besides distributing bodies, extracts and accumulates their 

time, composing forces to obtain an efficient control device (Foucault, 2012 [1977]). 

Moreover, Michel Foucault suggests that a slightly more recent invention, dating from the 

eighteenth century, the hierarchical surveillance/observation, allowed the school to teach, 

acquire knowledge for pedagogical activity and inspect through a building as the operator of 

training/dressage/nurture. However, this space did not offer the opportunity to punish 

heterogeneous students through either repression or expiation but allowed to relate their acts, 

performances and behaviours in a set that offers rules, differentiation and a field of 

comparison to be followed. Punishment, in the disciplinary regime, ‘normalizes’, that is, the 

rule and the norm are inventions of the eighteenth century joining other powers, such as the 

tradition, the law, the word and the text (Foucault, 2012 [1977]). Finally, for Michel Foucault, 

still in the eighteenth century another invention, the test, allowed the examination school to 

position pedagogy itself as Science. Discipline, vigilance, regulation, standardization and 

evaluation appear as techniques employed by schools to integrate mechanisms of power to 

the productive efficiency of school organizations, as they allow individuals to become 

calculable (Foucault, 2012 [1977]). The public school organization is an instance in which 

political authority can be exercised over the entire public school population in the State (cf. 

Foucault, 2007) and in which subjectivities/constructions may be enacted other way (cf. 

Foucault, 1985; 1997; 2001). 
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Up until 1987, Google Scholar presents only 23 results searching for “Foucault” and 

“Organization Studies”, citations or patents not included. For the year of 1988, Google 

Scholar offers 6 more results. In this year, Cooper and Burrell’s (1988) work, cited more than 

1,184,00 times, is central to understand the relationship of heterogeneous natures that were 

included by this growing academic network to produce the web of 14,400,00 manuscripts 

(by March 30, 2018) discussing and problematizing the relationship between Foucault and 

MOS. As Curtis (2014, p. 3) points out, it was Cooper and Burrell (1988) that “formally 

introduced to the field of organization studies (…) Foucault’s ideas”, influencing a series of 

academics that started working, among other ways, with discipline, disciplinary power, 

discourse, governmentality, subjectivity and care of the self (Raffnsøe, Mennicken and 

Miller, 2017).  

As suggested by Clegg (1994), the discussion of power as Michel Foucault develops 

is poles apart from Max Weber and Karl Marx. While Max Weber focuses on the individual 

and in categories such as tradition, charisma and legal rational subject, Michel Foucault has 

focused on ‘speeches’. According to Stewart Clegg, control through discipline is not 

developed initially at the factory, as suggested by Karl Marx but in state institutions, that is, 

“it is not a control functionally oriented to capitalist exploitation but to the creation of 

obedient bodies” (1994, p. 158 and 159). To speak like Michel Foucault, the school as a form 

of discourse that treats the body as an object to be polished/educated is a disciplinary practice 

that fixes the subjectivity within the professional gaza of pedagogy, constituting the ‘normal’. 

Clegg (1994) takes advantage of the conceptualization of power as elaborated by Michel 

Foucault to claim that in organizations there are not just randomness, to wit, a standard that 

requires the power of the norm to be constituted, offering the possibility of decoding. 

Therefore, to describe EEEFM VR’s professionals production of the ‘reports’ through the 

role of norms and rules to which this organization is subject to be part of the Espírito Santo’s 

Department of education would be promising as the individual and its practices are described 

as part of a heterogeneous network, considering their emancipation possibilities. 

In fact, as suggested by Stewart Clegg, the concept of rule of Michel Foucault shifts 

the primacy of the subject in MOS, allowing “to transcend the limits of individualist accounts 

of ‘interpretative understanding’ as a type of privileged access to the subjectivity of the other” 
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(Clegg, 1994, p. 159). The ‘rules of the game’, for Clegg (2013 [1975]), “provide the 

underlying rationale of those calculations which agencies, both individual and collective, 

routinely make in organizational contexts” (Clegg, 1994, p. 161). For this author, however, 

there are different criteria and interpretations carried out on norms and rules. In this sense, 

the power relations in an organization consist of rules and norms that can be interpreted, that 

is, there is the possibility of resistance (e.g. Clegg, 1994; Hardy and Clegg, 2006). Despite 

the different correlations between the concepts of ‘power’ and ‘resistance’ that are promoted 

by varied and often-incommunicable organization studies (see chapter 1), any organizational 

analyst needs to consider that every ‘speech’ is historically constituted as either truth or 

falsity (Hardy and Clegg, 2006). In this sense, for Hardy and Clegg (2006), “claims to know 

the real interests of any group, other than through the techniques of representation used to 

assert them, cannot survive this reconceptualization of power” (1996, p. 635). Even though 

some blame Foucault’s influence for oversighting worker’s routine of resistance in favour of 

managerial control (cf. Mumby, 2005; Munro, 2014; Thompson and Ackroyd, 1995; 

Weiskopf and Willmott, 2013), the concept of rule/norm allows support for describing 

interests of heterogeneous groups in the same terms; for narrating how a certain subjectivity 

became independent, real, reasonable, factual. 

5.2. Multiplying  

Although feasible, the path to the activity of organizational knowledge proposed in 

the preceding topic collide with the general objective set out in this topic, namely: to describe 

the production of the ‘reports’ of the Final Grades of Primary Education in EEEFM VR. As 

mentioned previously, the purpose of this chapter is to describe the form that the ‘reports’ 

took at the end of the 2016 school year in this particular rural school of the Espírito Santo 

Department of Education. This collision is because Michel Foucault considers that the 

emergence of ‘disciplines’, such as Pedagogy, allows support for techniques to integrate 

mechanisms of power to the productive efficiency of schools. Therefore, it is not relevant, in 

the perception of this author, to describe only the “‘production’ in the strict sense but also 

the production of knowledge and skills in the school” (Foucault, [1977] 2012, p. 219). 

Moreover, the concept of rule of Michel Foucault does not allow support for addressing the 

general objective set out in the present chapter as it implies that “society mimics organisms 
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and thus hang together in a single episteme” (Mol, 2002, p. 62). Even though the concept of 

rule decentralizes the subject in the organization analysis, the organic notion associated with 

Michael Foucault’s ‘speeches’ makes this starting point not symmetrical enough. 

Furthermore, as Fairclough (2005) suggests, in the smart/learning organizations (e.g. EEEFM 

VR) normativity capacity is limited. Instead of simple hierarchies, there are structures in the 

form of ‘networks’ that make the management occurs through interactions, participation and 

consultation, weakening the normativity capacity of macro ‘speeches’ (Fairclough, 2005). 

‘Speeches’ that exercise power over others, constructing them, must be considered as a partial 

and connected (cf. Stratherm 2005; Mol, 2002) reality in relationship with multiple and 

heterogeneous culture and natures (cf. Vivieros de Castro, 2014), i.e., modes of existence 

(Latour, 2013). Yet, this thesis does not deny the existence of different power/knowledge 

relationships. It only affirms, based on Mol (2002), that Foucault’s speech must be dissolved. 

In addition, it suggests that to describe the construction/form of the ‘reports’ decentralizes 

not only epistemology and subjects but also power/knowledge from the centre of the 

research.  

Since to “believe in coherent sets of norms imposed in a single order” is impossible 

nowadays (Mol, 2002, p. 62), the description of the school practice must dissolve, break and 

multiply what Michel Foucault calls ‘speech’ (cf. Law, 1994; Mol, 2002) – “one of the most 

significant areas where Foucault has had an influence in the field” (Curtis, 2014, p. 04). For 

Mol (2002), ‘associations’ and ‘multiplications’ can offer an alternative path to abandon 

Michael Foucault. At first, Mol (2002) mobilizes Bruno Latour’s Pausteurization of France 

to demonstrate that no macro speech – in her case Medicine – has unificatory power. 

According to Mol’s (2002) reading of Bruno Latour, even Science depends on the association 

of universities, laboratories, farms, doctors, and market that form a network. Furthermore, as 

the figure below demonstrates, from Strauss (1978), Goodman (1978), Dodier (1994) and 

Law (1994), Mol (2002) abandoned Michael Foucault’s single discourse by multiplying it. 

In other words, by assuming that there is no single, unitary and self-sufficient speech (natures, 

culture) but multiple realities, objects, practices, technology, etc.  
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Figure 34: Abandon and multiply. 

Source: Elaborated by the author based on Mol (2002). 

However, one must still consider EEEFM VR’s necessity to produce ‘stable’ 

‘reports’ – with no more than 10% of students being held back – according to SEDU 

guidelines for organizing to preserve the school singular way of offering education. For 

Hacking (1992), ‘stability’ is attained in the laboratory through established symbiosis 

practices shared by multiple/heterogeneous elements involved/intervening in 

experimentations18. Ian Hacking argues that the stability of a particular laboratory can only 

be achieved by the co-maturation of many heterogeneous elements – ideas, assumptions, 

tools, devices, assessment information, and data interpretation. Yet, in primary schools, 

unlike laboratories, to gradually adjust ideas, tools, assumptions, assessments and data 

available to school professionals to design, conduct and evaluate ‘educational 

experiments’ and ‘pedagogical interventions’ to achieve a stable shape of the ‘reports’ for 

SEDU is not possible. There are both temporal and normative barriers imposed by SEDU’s 

school calendar of the 2016 school year. To wit, schools cannot self-stabilize experiments 

and theories (Hacking, 1992). From the moment interventions/experiments start in any 

given school year, the acts and effects generated on students’ performance will only be 

known in the next school year. In school organizations, to generate a coherent symbiosis 

(Mol, 2002; Viveiros de Castro, 2014) is not possible – the Science practiced in schools 

                                                           
18 As Hacking (1994) points out, his ‘immature’ path to describe elements associated in experimentation owe 

to Pickering’s (1989) ideas. The likeness of Ian Hacking, Pickering’s (1994; 2010) ‘performative’ (in contrast 

to ‘representative’) idiom denies epistemology in favour of inductive/empirical studies of fact/instrument 

production. 
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(Foucault, 2012 [1977]), unlike laboratories, does not allow a “self-vindication”, that is, 

“a coherence theory of thought, action, materials, and marks” (Hacking 1992, p. 58).  

Although heterogeneous elements intervening in school’s ‘educational 

experiments’ and ‘pedagogical interventions’ to organize the material stabilization of the 

‘reports’ cannot progressively co-mature, Ian Hacking considers that the material and 

organizational stability of experiments in laboratories are not purely restricted to 

intellectual content. To describe the form the ‘reports’ took at the end of the 2016 school 

year, considering that school experiments are also intervened by heterogeneous 

knowledges whose coexistence must be explained (Mol, 2002, p. 76), how EEEFM VR 

pursued the co-maturation of multiple elements to produce a ‘stable’ version of the 

‘reports’ for SEDU is explored (cf. Hacking, 1992; Pickering, 2013).  

The following shows the path by which this chapter describes the ‘reports’’ 

construction as stable and independent facts capable of enacting realities. 

5.3. The Production of Education 

At the end of the second trimester (see chapter four), a couple of questions remained 

opened. Will there be a new principal in the 2017 school year? Will the chosen director align 

to EEEFM VR’s singular mode of offering education through projects linked to Vila 

Regência’s culture and natures? Will the ‘educational experiences’ and ‘pedagogical 

interventions’ designed help to improve the student’s performance? Will the 

experiences/interventions keep the held back students below 10%? Both – new director and 

‘reports’ – issues, once stabilized, can enact prompt acts and effects for EEEFM VR’s 

uniqueness. A new entrant in the school administration office has the ability to reframe the 

education in Vila Regência; according to LDB 9.394/96 and to the Brazilian Constitution, 

the new principle must rewrite the political pedagogical project (PPP) of the school. On the 

other hand, if EEEFM VR held back more than 10% of students in the school year of 2016, 

Espírito Santo’s Department of Education can intervene in the unique way of offering 

education at EEEFM VR.  

With the end of the Tree Day action, the Children’s Day and VIP Student, secretaries, 

teachers, coordinators, pedagogues, caregivers and director were aware of and committed to 
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collaborate with the improvement of students’ performance. At that point, even the 

pedagogue Maria began to find the third trimester obligation of carrying out actions related 

to the Science Fair and the Black Consciousness Day an opportunity to improve the 

performance of students. 

On October 20th, 2016, in the staff room, two professors were working with 

teaching/classroom planning (PL): Lucy and Morena. Both of them were correcting the 

resit exams of the second trimester. They were correcting the exams hoping to find out that 

students did it well; what would indicate an anticipative beginning of a desired shift in the 

school low performance ratios. After a few minutes, they stopped correcting tests and 

began to talk about the students’ achievement in the resit exam with regret. Morena and 

Lucy complained about the lack of focus of some students while doing the exam. The resit 

exam that was applied, as observed through the conversation, is the reapplication of the 

specific exam that students have done at the end of the second trimester. Morena even told 

Lucy that she had passed the test in the board in the classroom and solved the exam with 

the students, fact that made her even more perplexed. According to Lucy, in the tests that 

she produces the questions relate to each other: “in responding to question 10, for example, 

the student can answer some of the questions from 1 to 9. Nevertheless, they lack this 

perception and the results are disappointing”. Morena seemed to agree a hundred percent: 

“see this exam here from 6th grade. I reviewed this exam in the classroom! It was only a 

matter of reading the exam; the answer was here!” (Field notes). 

 

That is, even before defining new ‘educational experiments’ and ‘pedagogical 

interventions’ to reverse EEEFM VR poor academic performance, both teachers employed 

an implicit strategy to all teachers with students with low notes: the trimestral resit exam 

consists in reapplying the specific exam done by students at the end of each trimester. All of 

the sudden, Morena began to pack. She was going to Liedi and invited me to join the class: 

“for the Science Fair I will work with half 9th grade, while the other half is with Julieta 

(Science teacher). Now, we are going to start the activities”. Upon arriving in Liedi, teacher 

Julieta was already writing on the board two activities for her ‘half’ group, which was further 

subdivided. While some of Julieta’s students would be responsible for the production of a 

plant nursery in EEEFM VR, in partnership with the Tamar, another group of students would 
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produce seedlings in partnership with Polly. Morena’s students, within the discipline of Arts, 

would be responsible for decorating the Science Fair – producing identification bands for 

each stand and for the event itself. Morena had orientated her students from computer to 

computer. 

 
Figure 35: Julieta and Morena getting started with the Science Fair activities. 

Source: Photographed by the author. 

To sum things up, the second trimester resit exam corrected by Morena and Lucy was 

the reapplication of the second trimester specific exam students have already taken. 

Therefore, this ‘technical activity’ that does not keep similarities with ‘educational 

experiments’ and ‘pedagogical interventions’ themselves, this investigation calls ‘tacit 

knowledge’ (Polanyi, 1959; 1966), as it “appears to be a doing of our own, lacking the public, 

objective, character of explicit knowledge” (Polanyi, 1959, p. 12 and 13). On the other hand, 

Morena, together with Julieta, began to put into practice an alternative type of ‘technical 

activity’, which aims at conducting new ‘educational experiences’ and ‘pedagogical 

interventions’ to improve students’ performance, namely: ‘experimental’ ‘technical activity’. 

From the Science Fair, planned by the Espírito Santo’s Education Network through the 

school calendar, these professionals began to implement, review and evaluate new 

‘educational experiments’ and ‘pedagogical interventions’ with potential to improve – all 

being well – the performance of students. 

After lab class, talking to Morena and Julieta, they told me that Maria defined the 

groups and activities for the Science Fair and talked individually with teachers: “so we knew 

that these were our groups and our activities”, said the teachers. Morena added that these 
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definitions would be better formulated this week and that Maria would formalize the 

approach to make the Science Fair a tool to improve students’ performance. In these terms, 

to apprehend that ‘experimental’ ‘technical activities’ demand that ‘educational experiments’ 

and ‘pedagogical interventions’ are explicit is likely. Meaning that the 

educational/pedagogical path chosen willing to achieve a stable form of the ‘reports’ is 

registered and mapped in EEEFM VR, so it can be monitored, modified, and evaluated. In 

these terms, the new actions undertaken by Morena and Julieta are aligned with the 

pedagogue, coordinator, secretary, caregiver, EEEFM VR, SEDU, SRE, school calendar. 

After talking, we went home walking. While walking to our homes, Julieta and Morena told 

me that today, at 13hrs00min, the visit of the three candidates to the principal position, as 

established in the public bidding document would take place. That said, both teachers agreed 

that it would be very difficult for Glory to reverse her retirement19. 

On October 21st, 2016, in the staff room, around 07hrs00min, Maria was working in 

a “pedagogical intervention’ – a new ‘experimental’ ‘technical activity’ – named ‘study 

guidelines for the final resit exam’. Actually, she started designing it after the Tree Day 

Action and VIP Student project (see chapter four). In sum, Maria systematized a manner to 

warn parents that their children had a poor school performance two months before the final 

resit exam of the 2016 school year: 

I must tell parents and, at the same time, make the minimum knowledge 

content of the final resit exam available through ‘study guidelines for the final resit 

exam’. The minimum knowledge content without which students have to be held 

back. In mathematics, for example, students must master all four operations 

[addition, subtraction, division and multiplication] to be able to move from 5th to 6th 

grade. 

To develop such an intervention, Maria requested all teachers/disciplines the 

minimum knowledge content from the three trimesters that would be required from students 

in the final resit exam. Unlike resit exams applied after each trimester, the final resit exam is 

a new test. On the other side, Maria involved Theresa in the production of notices/warnings 

                                                           
19 The choice of the new director and the visit of the three candidates reverberated in the media: 

http://jornalopioneiro.com.br/tres-candidatos-na-disputa-em-regency/; 

http://jornalopioneiro.com.br/superintendencia-de-educacao-abre-processo-seletivo-para-diretor-escolar-em-

regencia/; https://www.euviemlinhares.net/noticia/7745/cat/245/diretor-escolar-em-regencia-candidato-que-

faltar-a-avaliacao-sera-desclassificado.html – accessed on May 23, 2017 at 17hrs41min.  

 

http://jornalopioneiro.com.br/tres-candidatos-na-disputa-em-regency/
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://jornalopioneiro.com.br/superintendencia-de-educacao-abre-processo-seletivo-para-diretor-escolar-em-regencia/
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://jornalopioneiro.com.br/superintendencia-de-educacao-abre-processo-seletivo-para-diretor-escolar-em-regencia/
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=https://www.euviemlinhares.net/noticia/7745/cat/245/diretor-escolar-em-regencia-candidato-que-faltar-a-avaliacao-sera-desclassificado.html
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=https://www.euviemlinhares.net/noticia/7745/cat/245/diretor-escolar-em-regencia-candidato-que-faltar-a-avaliacao-sera-desclassificado.html
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for parents and responsibles. With this approach, the pedagogue expects to report to both 

students and guardians the name of each knowledge content of the final resit exam, by 

discipline, as well as the dates of the decisive tests.  

 
Figure 36: Production of ‘study guidelines for the final resit exam’. 

Source: Photographed by the author. 

The ‘study guidelines for the final resit exam’ informs students the foundations of a 

third type of ‘technical activity’: the construction of ‘evaluation instruments’. The ‘materials’ 

resulting from ‘evaluation instruments’ ‘technical activities’, i.e., exams, assignments, and 

presentations, are called by the present thesis ‘intervening material’. Ultimately, the 

‘intervening material’ defines the form of the ‘reports’. In other words, ‘intervening material’ 

can be considered as “producer materials” that generates subsidies and information during 

the course of the three trimesters to produce the ‘reports’ of the Final Grades of Primary 

Education in the 2016 school year, despite the form that the ‘reports’ can reach at the end of 

this school year.  

If Maria develops a new ‘pedagogical intervention’ through ‘technical activities’ and 

‘materials’ it is because the ‘organizational inscriptions’ produced by EEEFM VR’s 

professionals – teachers, students, coordinator – from other experiences/interventions and 

textual elements, when grouped and analysed, offer information that is understandable. Thus, 

there are (1) ‘raw’ ‘organizational inscriptions’ produced by EEEFM VR’s professionals that 

after being assembled and processed become (2) ‘grouped’ and ‘analysed’ ‘organizational 

inscriptions’. From ‘raw’, ‘grouped’ and ‘analysed data’, (3) ‘interpreted organizational 

inscriptions’ are generated, such as partial ‘reports’ for the 2016 school year that allowed 

support for identifying before the end of the second trimester the poor performance of a great 

parcel of EEEFM VR’s students. From this diagnosis, the faculty began to devise new 

‘educational experiments’ and ‘pedagogical interventions’ to reverse the negative picture. 
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On October 24th, 2016, at 07hrs00min, Maria continued developing ‘study guidelines 

for the final resit exam’, involving parents/guardians and informing SRE/SEDU the students 

with poor academic performance being monitored, that is, ‘acting’ and ‘inscribing’, as shown 

in the image below. Maria sent guardians ‘study guidelines for the final resit exam’, 

containing: (1) the date of final resit exam, by discipline, with nearly two months in advance; 

(2) knowledge content list that specifies descriptors (see subtopic 5.3.1) in which the 

knowledge content can be identified; (3) sources of study; and (4) assessment criteria. To 

safeguard EEEFM VR’s professionals in case of a poor academic performance, Maria sent 

SRE and SEDU a formal notice/office containing a list of students with too many faults and 

under 36 points accumulated by the end of the second trimester, as well as describing EEEFM 

VR’s ‘pedagogical interventions’ to reverse the poor academic performance of the 

school/students. 

 

Figure 37: Maria ‘double work’ to reverse students’ poor performance. 

Source: Photographed by the author. 
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The organization of the curriculum staple in EEEFM VR is organized by areas of 

knowledge that bring together disciplines, where each ‘area’ is structured through ‘skills’ and 

‘competences’ that students should learn. Consequently, ‘study guidelines for the final resit 

exam’ presents the ‘knowledge content’ of the final resit exam through ‘skills/descriptors’. 

The definition of the ‘knowledge content’ to be taught in a specific education network has 

always been and remains a material object of interest not only for school organizations but 

also for democracies, countries, blocs and political parties with different ideological 

inclinations that are invented/used to justify their rationales (Apple, 1982; Santos, 2002). 

Despite current reforms underway in Brazilian education20, the didactic organization of the 

curriculum staple in relationship with ‘skills/descriptors’ in EEEFM VR in the 2016 school 

year is provided in the Resolution CEE/ES nº 3.777/2014. In practice, EEEFM VR’s students 

handle usually the ‘descriptors’ in various classes/disciplines. Accordingly, this thesis does 

not reify this ‘natural’ practice for EEEFM VR. Taking advantage of the sense of folded time 

and space of Michel Serres and Bruno Latour, the present study escapes the linearity of this 

report started in the third and last trimester to detail what these ‘descriptors’ are. The 

‘descriptors’ (‘material paraphernalia’) used to organize ‘study guidelines for the final resit 

exam’ (‘experimental’ ‘technical activity’) are non-spiritual elements – which interferes with 

other material issues and realities (Mol, 2002) – available for professionals in EEEFM VR 

to conduct experiments and interventions that are described below. 

5.3.1. The School Toolbox  

‘Descriptors’ (‘material paraphernalia’) available for professionals in EEEFM VR are 

utensils and tools in relationship to the enactment of ‘producers’ and ‘intervening’ 

‘materials’, such as final resit exam and a diverse kind of tests. The ‘matrix’ 

(topics/descriptors) relationship with ‘study guidelines for the final resit exam’ makes 

multiple actants – students, professors, coordinator, pedagogue, director, guardians, laws, 

                                                           
20 In 2015, the Brazilian government in association with the society began to discuss the founding of a 

Curriculum Common National Base (BNCC), to ensure that students from all over Brazil get common learning 

knowledge and skills, as in MEC´s perception such homogeneity is not achieved through the current National 

Curriculum Parameters (PCN) and the state/local curricula. Even more recently, on May 17th, 2017, the Law of 

Education Bases and Guidelines (LDB) was changed, also involving modifications in the elementary school 

curriculum. 
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regulations, conventional modes of organizing – understand the need of shaping the desired 

form of the ‘reports’ for SEDU, SRE, MEC, modern democracies (see figure below).  

 

                                  

 

 

  

 

 

 

 

Figure 38: On Matrix, Topics and Descriptors. 

Source: Developed by the author. 

Teachers’ double work of ‘acting’ and ‘inscribing’ has to consider the agential 

capacity of ‘matrix’, ‘topics’ and ‘descriptors’, as the figure above demonstrates. The 

teacher’s salary comprises, therefore, the hours spent both giving classes and planning (PL). 

The PL is paid/calculated as given class hour: for three hours teaching, SEDU pays one-hour 

planning (PL). Thus, the present thesis calls PL a ‘planning’ ‘technical activity’ directly 

related to ‘educational experiments’ in classroom that includes the dynamic evidenced in the 

previous figure. In the space opened by the PL, to plan ‘experimental’ and ‘evaluative’ 

‘technical activities’ in an institutional/legal framework is conceivable. A space where 

professionals can reflect on ‘tacit knowledge’ ‘technical activities’, as for the time Morena 

and Lucy were correcting tests during their PL. Planning, teachers draw, evaluate and 

conjecture about the likely performance of students in ‘educational experiments’, 

‘pedagogical interventions’ and exams (‘producer’ and ‘intervening’ ‘materials’).   

During PL by knowledge area (humanities, natural science and mathematics and 

languages)21, where various activities are carried out, the ‘Matrix’ is used to arrange other 

                                                           
21 As mentioned earlier, using Article 192 of CEE/ES nº 3.777/2014, PLs occur in EEEFM VR – and other 

schools of the Espírito Santo’s Education Network – through knowledge areas. During each week of the 2016 

school year, there was PL for the Final Grades of Primary Education, always in the morning at the regular 

time of classes: Tuesday – geography, history and physical education (humanities); Wednesday – science and 

Disciplines’ 

Reference 

‘Matrix’  

(e.g. Portuguese) 

‘Descriptors’ (guide 

the construction of 

items - multiple choice 

questions - that assess 

the knowledge content 

and mental level) 

Study 

‘Topics’ (e.g. 

Textual 

Genres) 

Composed by... Each Study ‘Topic’ has… 

has... 
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‘material paraphernalia’ as the teaching plan (PE). Each teacher must submit, at the beginning 

of every school year, a PE that contemplates the common basic content divided by three 

trimesters – SRE sends the PEs by discipline, and teachers together with pedagogues should 

complement the methodology and evaluation. This knowledge content inscribed in the PE 

should respect and mention the Disciplines Reference Matrix, that is, the Topics of Study 

and the Descriptors that establish the skills and competences that students should develop. 

Through PEs, SEDU and SRE can make more objective PLs. In alliance with PEs, during 

‘planning’ ‘technical activities’, teachers do not need to worry about defining the knowledge 

content of the curriculum staple and ‘descriptors’ to be worked per trimester but organizing 

only educational and evaluative classroom activities. In alliance with PEs and PLs, teachers 

can explain and show students which ‘skills’ and ‘competences’ they have to acquire in order 

to have a good performance on tests, final resit exams and educational assessments applied 

on a large scale (e.g. ANA, PAEBES, and Brazil Test). Moreover, teachers can evaluate 

‘educational experiments’ and ‘pedagogical interventions’ deployed and the results 

accomplished.  

As mentioned before, in 2016 EEEFM VR may not have produced the expected 

performance for SEDU. Faced with this reality, in the third trimester, EEEFM VR enlisted 

and translated diverse heterogeneous elements, taking particular advantage of the potential 

of ‘material paraphernalia’ such as ‘matrix’, ‘topics’ and ‘descriptors’ that circulates among 

different professional realities; students, pedagogue, teachers. Such alliances are evident 

through the following photos, taken on October 14th, 2016, during observation of the 

application of a simulated exam for PAEBES during a Portuguese class in the 9th grade. In 

particular, the following image shows the connections between ‘matrix’, ‘topics’ and 

‘descriptors’, which are ‘material paraphernalia’ assumed and viewed with extreme 

naturalness in EEEFM VR, and the production of ‘producer’ and ‘intervening’ ‘materials’ 

(e.g. exams, school works, best practices in education). Moreover, the fact that the ‘matrix’, 

‘topics’ and ‘descriptors’ are juxtaposed to other ‘material paraphernalia’ (e.g. PE), makes 

(‘tacit’, ‘experimental’, ‘evaluative’ and ‘planning’) ‘technical activities’ directed and 

                                                           
mathematics (natural science and mathematics); and Thursday – English, Portuguese, religion and arts 

(languages). In general, during PL, teachers correct tests, prepare classes, work on the Teacher Class Record 

Book, produce ‘organization inscriptions’ on the knowledge content taught in the classroom through 

‘technical activities and materials’. 
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objective – the interlocutors of the present research share and interpret the same ‘books’ and 

‘matrixes’ but each profession (e.g. students, pedagogue, teacher) delimits the purpose of the 

alliance with every and single material.   

 
Figure 39: Material alliances enacted during a simulated exam for PAEBES. 

Source: Photographed by the author. 

The simulated exam of Portuguese, whose application was captured in the photos 

above, took place after the break. The images highlight the fact that each ‘question’ of 

simulated exams is related to direct and measurable ‘descriptors’. After the application of the 

simulated exam, in the staff room, Julieta was working on the demands made by Maria to 

structure the ‘study guidelines for the final resit exam’. Filling the form, Julieta had to resort 

to textbooks, PE and ‘matrix’ (of reference of Science) to inscribe in Maria’s ‘textual device’ 

the minimum knowledge content required. The Teacher Class Record Book was also 

consulted to assess and list students with poor academic performance – quality (low grades) 

and quantity (excessive absences) of education. Through Julieta’s production of 

‘organizational inscriptions’ by heterogeneous means, students with poor academic 

performance in Science, doing the final resit exam, may locate and study the ‘knowledge 

content’ of the evaluation to study without wasting efforts and increasing – but not 

guaranteeing – EEEFM VR’s possibility of producing ‘reports’ with a stable material form 

for SRE, SEDU.  
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Figure 40: Julieta preparing the ‘study guidelines for the final resit exam’ in alliance with diverse ‘material 

paraphernalia’. 

Source: Photographed by the author. 

 

‘Descriptors’ are naturally included by EEEFM VR’s professionals to develop 

various educational actions, activities, materials, experiments and interventions, since this 

material element highlights at once the ‘knowledge content’, ‘competences’ and ‘skills’ 

expected of students. Thus, PEs include ‘descriptors’ to guide PLs. Teachers, for their part, 

include ‘descriptors’ to guide students, who include ‘descriptors’ not to be held back a 

year. Brazil and other modern democracies designed, included and disseminated the idea 

of ‘descriptors’ for public education networks (e.g. PISA, Prova Brasil) in an era of 

accountability (Jennings, 2006) so that the performance of local, regional, municipal, state 

and federal schools can be measured, monitored and compared by location.  

5.3.2. Experimenting to intervene  

On October 26th, 2016, approximately 07hrs00min, Maria had on the staff room’s 

table small ordered stacks of papers, which summarized the ‘study guidelines for the final 

resit exam’ per student/class. Also, on this day, a new notice in the staff room communicated 

that Glory was on medical certificate for 15 days after October 25th, 2016. For Maria, there 

would be more work but less stress in conducting the third trimester to close the 2016 school 
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year. After numerous attempts to reverse her retirement, Glory gave up and suddenly became 

ill, needing to be hospitalized. Throughout the day, Maria tried to group the ‘study guidelines 

for the final resit exam’ by class, opening a yellow envelope for each of the Final Grades of 

Primary Education (see images below). On this day, parents/guardians received a school 

notice summoning them to visit the school for issues associated with student performance. 

For the next three weeks, Maria and Mr. John received students’ parents/guardians, giving 

them ‘study guidelines for the final resit exam’. Once parents/guardians arrived, Maria 

checked in her list for their child(ren) name(s) and delivered ‘study guidelines for the final 

resit exam’ – for each discipline a poor academic performance is presented by the student – 

already printed and cut. For parents/guardians who did not attend, Maria gave the ‘study 

guidelines for the final resit exam’ to the own students, making them to sign the minutes. 

Maria knew that EEEFM VR might have had a high number of students being held back. For 

that reason, she had forced parents, guardians and/or students to sign the minutes, so that the 

school and its employees would not be held responsible by SEDU for the school poor 

performance, still more in the absence of the school principal.  

 
Figure 41: The distribution of the ‘study guidelines for the final resit exam’ with two months in advance. 

Source: Photographed by the author. 
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On October 28th, 2016, SRE demanded EEEFM VR to send the estimate number of 

classes – EJA, Early and Final Grades – for the 2017 school year. To estimate how many 

classes there would be in the 2017school year, Maria began to question teachers in the staff 

room one simple question: per grade, how many students will be held back in your discipline? 

After a couple of minutes, teachers started dropping numbers. Marieta, Julieta and Lucy 

agreed on the following list of students that could be held back a year.  

6th grade: 15 or 16 students 

7th grade: Between 1 and 4 students 

8th grade: 2 or 3 students 

9th grade: 4 or 5 students 

 

Of the 94 students of the Final Grades of Primary Education, 24 could be held back, 

representing 25% of the total, high above the 10% ‘suggested’ by SEDU. Theresa, waiting 

in the staff room to answer SRE, said: “we will have to open two 6th grades in 2017”. Lucy 

readily expressed her opinion concerning the seriousness of the subject matter: “it is a lot of 

students! We should have worked before, with division of classes and other interventions”. 

After Lucy’s speech, Maria promptly replied, as she is institutionally and legally responsible 

for developing ‘pedagogical interventions’ in EEEFM VR:  

But we have worked so that it did not happen! We have done ‘pedagogical 

interventions’. We have applied diagnostic test in early 2016. The 6th grade was 

problematic from the beginning. We all knew that 16 students of the 6th grade are 

from Areal, school that has a quality education far below ours. Beyond the 6th grade, 

in the 9th grade students are weak and skip many classes. 

Marieta then said: “Lucy, in yours and mine discipline, our first action after the 

diagnosis was to make a planned reinforcement during PLs, for both Portuguese and 

Mathematics. Do you remember”? Maria then continued:  

That in the first trimester, in which we have also applied grouping 

techniques, making weak students to group with strong ones in the 6th year. We made 

them sit in pairs and created a map determining where each student double would 

sit. In the second trimester, we went from room to room making students aware of 

their faults. SRE charges ‘pedagogical interventions’ and we did it.  

Lucy made a face as she did not agree. As if saying: “It was not enough”. Lucy, 

visibly upset, shot back: “the PCN directs the school to perform day-to-day resit exams”. 

Maria then recalled: “this is a teacher’s obligation”. Indeed, it is; see Section VI, of the 

performance evaluation and promotion, in the first book of the Resolution CEE/ES nº 
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3.777/2014. Maria continued: “and we have made the diagnosis, pedagogical interventions 

and applied resit exams”. Lucy insisted:  

Yes. The diagnosis allows us to understand the quality of the student that 

arrives in the school, evidencing whether it is necessary that the school conducts 

interventions. However, diagnosis’ information has to be used to design and 

implement multiple interventions – if necessary even daily (interlocutor’s 

emphasis)! [After a pause, she continued] The 6th grade is weak and we all knew it. 

In the 6th grade, we have held back students, special educational needs students, 

pupils from Areal who cannot read or either write, students transferred from other 

schools.  

For Lucy, Maria had the obligation of monitoring all students with potential to be 

held back a school year. In her opinion, even if SRE does not ask or obligate EEEFM VR to 

apply resit exams daily, the Espírito Santo’s Education Network will intervene in the school 

in case a poor performance is enacted at the end of the 2016 school year. Moreover, for Lucy, 

even if it is the teachers’ obligation to apply resit exams, Maria should be in relationship with 

professors producing and assessing it. Talking to Lucy later, she complemented:  

The pedagogue [referring to Maria] should understand better what public 

education documents [resolution, in particular Art. 113, concerning ‘parallel’ or 

either ‘continue’ resit exams, without prejudice to others] say about ‘intervention’. 

It declares that in addition to trimester and final resit exams, the school shall carry 

on as many resit exams as necessary.  

The following image depicts some ‘experimental’ and ‘evaluative’ ‘technical 

activities’ carried out in the first two trimesters, which enacted the construction of ‘producer’ 

and ‘intervening’ ‘materials’ that have been insufficient, to date, to shape the ‘reports’ 

according to the material stabilization desire for SEDU – as Lucy pointed out. Yet, from 

‘raw’ ‘organizational inscriptions’ that have been generated by the ‘technical activities’ and 

‘materials’, EEEFM VR could produce ‘grouped’ and ‘interpreted’ ‘organizational 

inscriptions’ to build new ‘experimental’ and ‘evaluative’ ‘technical activities’ along the 

third trimester, as also shown in the following figure – the faculty members call these actions 

‘EEEFM VR’s Intervention Plan’:   
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Figure 42: ‘EEEFM VR’s Intervention Plan’ in the school year of 2016. 

Source: Elaborated by the author. 

 

The figure above demonstrates the EEEFM VR’s intervention actions in the 2016 

school year, one that has not been much successful to date. The interventions coordinated 

during the first trimester targeted the 6th grade. The activities organized during the second 

trimester tried to bring students and families together to coproduce the education; students 

would be aware of the delicate situation (‘fault awareness’) and of the ‘educational 

experiments’ to be performed (‘school work’), while parents/guardians would help the school 

by tailing students’ academic work at home (‘partial school ‘reports’’). As nothing seemed 

to work out, Maria elaborated the ‘study guidelines for the final resit exam’ ‘pedagogical 

intervention’ that does not only point out the fragile condition of students but also specifies 

what pupils must do to get out of this situation. On October 31st, 2016, to watch a Portuguese 

class in the 7th grade developing activities of the Black Consciousness Day was possible. On 

this day, the classroom was noisy. On November 5th, 2016, the environmental disaster caused 

by Samarco/Vale/ BHP would complete one year and the Affected Movement by Dams 

(MAB) was assembled in the school gymnasium to make a protest at Foz do Rio Doce (Sweet 

River Mouth)22. Given the noise, it was difficult for Lucy to deliver the class . The students 

                                                           
22 After, the MAB would go from Vila Regência until Bento Rodrigues, municipality of Mariana, in Minas 

Gerais – doing the reverse path of the mud – where there was another protest. 
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learned about the Law 10.623/2003 of Black Consciousness, which was performed by the 7th 

grade during the Black Consciousness Day. 

 
Figure 43: MAB protest. 

Source: Photographed by the author. 

In November, the curricular activities followed to reverse the poor academic 

performance of students. The Black Consciousness Day was on November 21st, 2016, at the 

EEEFM VR’s Gymnasium. Just before starting the activity, everyone sat in the middle of the 

gym court. Beyond students of the Final Grades, community members, students of the Early 

Grades, parents and guardians were present. As the director and the pedagogue were not 

present (the latter for religious reasons), Lucy, Marieta, Sol, Morena and Grace coordinated 

the event. After playing the National Anthem, the 6th grade presented African masks. The 7th 

grade performed three theatrical acts addressing the power of racial laws. The 8th grade 

dramatized African tales and legends. In particular, they performed The Tale of the Three 

Brothers, trying to convey the importance of humility, measured ambition and intelligence. 

Sol stepped forward to call the 9th grade to dance Maculele. Lucy teacher was responsible for 

closing the presentations and inviting everyone to taste some African cuisine and visit the 

production of the Final Grades of Primary Education of the EEEFM VR that were exposed 

around the school gym: “African masks, vases and posters that help us to discuss racial laws” 

(field notes – Lucy, Portuguese teacher). Everyone up, applauding and walking around.  
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Figure 44: Black Consciousness Day event. 

Source: Photographed by the author. 

 

After celebrating the Black Consciousness Day, teachers debated whether students 

who did not bring anything should be deducted points or not. The faculty members were 

divided due to the poor performance of the Final Grades of Primary Education, as the idea 

was that the Black Consciousness Day could collaborate to decrease the number of students 

being held back. In general, for teachers, the director would avoid the punishment in order to 

control the rate of students being held back. Yet, as there was no director, they opted for 

penalizing students who contributed with nothing. After evaluating the past activity, the 

attention turned to the Science Fair and the construction of the final – specific, integrated, 

third trimester resit and final resit23 – exams.  

On November 23rd, 2016, it was being discussed in the staff room the evaluation rules 

and criteria for the Science Fair. At 07hrs45min, Maria, Sol, Morena, Julieta and Marieta 

                                                           
23 Each discipline has a specific test. The integrated tests comprises all disciplines of the knowledge area (e.g. 

Humanities, Nature Sciences). The student who did not perform well in the trimester has to do the trimester 

resit exam. Whoever is not approved has to do the final resit exam. 
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were arguing about which evaluation topics to use. They agreed that the activity would be 

worth 6 points and that the following aspects would be evaluated: uniform; prohibited cell 

phone and headset; individual note with individual evaluation form; return material after the 

end of the Science Fair; and hygiene. After listening to everything, Maria drew up the 

individual evaluation form and the rules of the Science Fair. The Science Fair was being 

outlined as an ‘experimental’ and ‘evaluative’ ‘technical activity’ that demanded 

‘intervenient’ and ‘producer’ ‘materials’ to evaluate ‘raw’ ‘organizational inscriptions’ 

produced by students, which would allow the faculty members to ‘group’ and generate new 

‘interpreted’ ‘organizational inscriptions’ in search for guidelines for organizing the material 

stability and form of the ‘reports’. Maria also produced in this day the invitation for the 

Science Fair, posting the same on the school Facebook page. 

 
Figure 45: ‘Educational experiments’ and ‘pedagogical interventions’ in relation to the Science Fair. 

Source: Photographed by the author. 

On the Science Fair day, all students and teachers were gathered with their groups. 

Nadine, English teacher, was talking to her group which was responsible for bringing to the 

community information on the international media coverage of the environmental disaster 

orchestrated by Samarco/Vale/BHP. They were setting a table, collaging posters and 

organizing how to present the research to the public. Julieta, next to Nadine, was also 

dialoguing with her group. Lucy and her group were structuring the booth of the Portuguese 
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discipline and ordering the comics (HQs) produced by the students in a basket on a table. 

Grace, History teacher, arrived with her group carrying a heavy mockup, which compared 

Rio Doce to River Nile. After officially opening the Science Fair, Maria said a prayer. In fact, 

we really have to pray to just maybe have a secular state in Brazil24. By this time the school 

gymnasium was filled up with parents, guardians and the community. Everyone was walking 

around the stands and receiving explanations from EEEFM VR’s students.  

 

                                                           
24 Nowadays, even the current president office is transformed into a space of pray: 

https://www.cartacapital.com.br/politica/secretaria-de-temer-e-orientada-a-nao-promover-cultos-no-gabinete. 

If it is currently a challenge to assume the Brazilian state as a secular space, the situation can get worse, as the 

own Justice National Council is considering to form religion authorities to work as mediators of disputes – 

http://justificando.cartacapital.com.br/2017/08/24/nossa-constituicao-natimorta-cnj-treina-religiosos-para-

mediar-conflitos-sociais/. What would prevail in the mediating arena? The law, the weaker part, or religious 

beliefs? The news were accessed on 31st August 2017 at 17hrs37min. Concerning schools, later on September 

2017, the supreme federal court authorized confessional teaching in public schools. 

https://www.cartacapital.com.br/politica/secretaria-de-temer-e-orientada-a-nao-promover-cultos-no-gabinete
http://justificando.cartacapital.com.br/2017/08/24/nossa-constituicao-natimorta-cnj-treina-religiosos-para-mediar-conflitos-sociais/
http://justificando.cartacapital.com.br/2017/08/24/nossa-constituicao-natimorta-cnj-treina-religiosos-para-mediar-conflitos-sociais/
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Figure 46: The EEEFM VR Science Fair. 

Source: Photographed by the author. 

On 30th November 2016, Julieta and Maria were talking early in the morning at the 

school halls. For Julieta, “to return the material from where they took was great! Other years 

I spent hours after finishing the show putting things back to their place. Once the Science 

Fair was over, after 15 minutes, as by magic, nothing was out of the place. It made all the 

difference”! Later in the staff room, Maria also questioned everyone’s perception about the 

evaluation topics/criteria. According to teachers, there are students who did nothing but in 

general, to have the evaluation form, the note, clear parameters, made them worry.  

On December 1st, 2016, started the applications of integrated exams. In the staff room, 

Maria was assessing the Science Fair’s results: “the 8th and 6th grades were with Mike and 

Marieta, who had the same evaluation form. Morena had evaluation form for the 9th grade. 

Nadine had the 7th grade”. In the next day, followed the implementation of the integrated 
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exams. On this November 2nd, 2016, around 10hrs45min, after the break, Marieta was in the 

staff room inscribing notes of the Science Fair into her Teacher Class Record Book. Maria, 

who was also in the room, talked to Marieta: “the 6th grade was horrible but the 8th grade was 

good. But the 6th grade that we needed to recover did not take Science Fair seriously and we 

cannot give them grades/points because the criteria were clear: research; creativity; and 

presentation”. Morena then looked at the notes of the fair and fired: “the 6th grade did not 

take seriously at all! Would I give another review or evaluation”? Morena received a face of 

regret from everybody in the staff room but no response. Maria, changing the subject, said 

that the final schedule of activities with the date of the final class council is on the billboard 

(see figure below): “have you seen it”? 

 
Figure 47: Printed exams and final schedule of activities of the 2016 school year. 

Source: Photographed by the author. 

 

The days passed. On December 13th, 2016, the specific tests of the third trimester 

began. After applying the third trimester specific tests, teachers corrected and determined 

which students would have to do the final resit exams – from 19th to 21st December – during 

the third trimester class council, which was carried out on 16th December, 2016. In the 

secretary, on this day, Theresa was already working with the pre-registration of students. 

After the final resit exams, the final class council happened, which ended up being anticipated 

for December 20th, 2016. At this point, everything at the hand of the faculty members had 

been done to organize the material stabilization form of the ‘reports’ of the Final Grades of 

Primary Education, under SEDU terms, through ‘technical activities’, ‘materials’ and 

‘organizational inscriptions’ in relationship with the unique style of offering education in 

EEEFM VR. Now, it is necessary to know whether the faculty member, even in the absence 

of the director, will progress students without due merit or refuse to approve students who 

did not deserve, under the threat of state intervention in the school. 

Final Activities Chronogram 

Printed exams 
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5.4. Discussion: The Ultimate Class Council  

On December 20th, 2016, it was the final class council. Maria was sitting on the edge 

of the chairs in a circle composed by teachers, coordinator, secretary and caregiver. At the 

end of the class council, Maria concluded: “15 disapproved in 6th grade, 5 disapproved in 7th 

grade, none disapproved in 8th grade and 4 disapproved in 9th grade”. 24 students being held 

back in the Final Grades of Primary Education in EEEFM VR. Theresa certified that 94 

students were currently enrolled. Thus, they settled that 25,5% students were being held back 

a year.  

Two last class 

councils 

Resit Exam / Failed 

6th grade 7th grade 8th grade 9th grade 

Third Trimester 

Resit Exam 

16 

 

10 

 

5 

 

5 

 

Final Resit Exam 15 5 0 4 

Students Failed 24 25.5%, above the 10% allowed. Is there going to be 

intervention or either progression? Students enrolled 94 

Figure 48: Partial reversal of impairment through resit exams. 

Source: Elaborated by the author. 

 

In May 2017, I received an email from the secretary of EEEFM VR with the 

following subject matter: “finally ready”. The e-mail contained the four ‘reports’ – 6th, 7th, 

8th and 9th – of the Final Grades of Primary Education of the 2016 school year. In fact, 

nobody progressed automatically. In general, such a progression occurs through a New 

Learning Opportunity (NOA), which are new activities and tests applied after the end of 

the school year for students who failed to reach the average. SEDU has not promoted NOA 

for the 2016 school year. Furthermore, she said that a new director took place; SEDU/SRE 

had chosen the woman that had already lived in Vila Regência. Finally, Theresa told me 

that there was no interference in the school due to the high failure rate, as SEDU/SRE 

opted for trusting the new director in charge instead.  

Most likely, to sustain that EEEFM VR is going to maintain its singular style of 

offering education is possible. At least in the 2017 school year, as SEDU made no 

intervention and the new director is identified with EEEFM VR’s local inquiries linked 

closely to the culture and natures of Vila Regência. The ‘reports’ undesired form, being 

partial and connected (Strathern, 2005), cannot determine by itself a decision making 

practice such as having or not intervention in a public school. Likewise, this chapter 
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described the enactment of the ‘reports’ in the 2016 school year considering the 

heterogeneous and multiple ‘natures’ in relationship to the production of the ‘reports’, to 

multiply single self-sustained discourses and speeches, as well as to demonstrate that other 

forms of agency may be considered by organization studies. As demonstrated, the 

local/environmental issues were presented in educational activities, awarded projects, 

discussions of the professionals. As evidenced in this chapter, the controversy between 

Lucy and Maria was not only about proper and legal ways to conduct ‘pedagogical 

interventions’, ‘educational experiments’ and ‘resit exams’ but on the dangerous of a poor 

school performance for EEEFM VR’s style of offering education. With this, a kind of 

‘context’ acting upon EEEFM VR is not presumed. By ‘natures’, this thesis refers to 

Viveiros de Castro (1992; 2014), who affirms that no ‘nature’ can explain/resist/influence 

many ‘cultures’, “since for the Indians he was studding, human culture is what binds all 

beings together – animals and plants included – whereas they are divided by their different 

nature, that is, their bodies” (Latour, 2009, p. 2) (see chapter 2). As this chapter 

demonstrated, multiple, complex and heterogeneous ‘bodies’ were in relationship with the 

enactment of the ‘reports’ in the 2016 school year. In other words, the final form of the 

‘reports’ certainly depended on the human culture and the world but also on multiple others 

heterogeneous ‘bodies’ that must be observed. In the case of EEEFM VR, those ‘bodies’ 

were the local rivers, the ciliary forest, the extermination of the angler historical profession 

in Vila Regência, the water (see chapters 2 and 3), the teaching/learning in a community 

where most people have Samarco’s vouchers and do not have to work. To wit, those 

‘bodies’ were the inscriptions, reasoning, practices enacted in relationship with local 

issues, activities, modes of organizing, materials, techniques (see chapters before). Thus, 

it is expected that the description of the symbiotic and agonistic practices, inscriptions, 

materials and techniques enacting the form of the ‘reports’ of the Final Grades of the 2016 

school year in EEEFM VR, in alliance with Mol (2002), allowed for breaking any MOS’s 

power/knowledge speech on its construction.  

Several authors are breaking with the practice of explaining the production of 

organizational facts/artefacts from the exercise of an external and often inaccessible power, 

demonstrating that power/knowledge is something to be achieved (cf. Munro, 2000; 

Weiskopf & Munro, 2011). Thus, the relevant production for the school organization was 
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described entangled and not subjected to power/knowledge circuits. The idea was to 

demonstrate that the exercise of power/knowledge is no explaining/independent variable 

but an organizational fact as produced as the school reports; a local realization enacted in 

relationship with economic, historical and political specificities (Mumby, Thomas, Martí 

& Seidl, 2017). As demonstrated, SEDU exercise of power/knowledge was not resisted 

but included/organized by EEEFM VR to offer a relevant education for Vila Regência, 

enacting productive and concrete effects (Courpasson, Dany & Clegg, 2012). 

Asymmetrical power relations (cf. Adler, Forbes & Willmott, 2007) between SEDU and 

EEEFM VR were locally negotiated, organized and included by textual/material/practical 

means. Although EEEFM VR is subject to SEDU forms of public administration, the 

school could offer education in relationship with its own guidelines for organizing 

education locally. This does not mean that SEDU’s public administration was unable to 

collect information for different purposes in EEEFM VR (cf. Webster, 2012), controlling 

the efficiency of the education offered and consequently producing classification systems 

(cf. Gandy, 2012) – conceptual/material enactments (Bowker & Star, 1999) – that order its 

state schools to outstanding, sufficient or poor performance categories (cf. Bowker & Star, 

1999). In EEEFM VR, the exercise of SEDU power occurs through a heterogeneous 

network of actants (Hassard, Law & Lee, 1999) centred on information technology 

systems/network (cf. Munro, 2000), which are negotiated, organized and included in 

relationship to materials, technical activities and organizational inscriptions. As a result, 

the production of EEEFM VR’s ‘reports’ were not motivated by the exercise of SEDU 

power/knowledge but in relation to it. 

The ‘reports’ have been described as complex relationships in the centre of a 

variety of perspectives (Strathern, 2014; Viveiros de Castro, 2014) and not as part of a 

coherent world of objects (Mol, 2002). From Mol (2002), the idea that SEDU, SRE and/or 

MEC has unificatory power over public school organizations was multiplied in EEEFM 

VR’s material, technical and textual practice. In doing it, the becoming of the ‘reports’ in 

the final trimester of the 2016 school year, i.e., the description of the construction of its 

desired form, come to be both the focus of analysis and ontological informed point of view 

of this chapter. EEEFM VR’s ontological ‘becoming/local enactment’ constructs ‘reports’ 

in relation to conventional modes of organizing and local inquiries. In doing that, EEEFM 
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VR, SEDU, SRE, MEC, Tamar, vocation, inscriptions were assumed as organizational 

modes of organizing/ordering (Law, 1994) interpolated in the practice of enacting the 

‘reports’ in Vila Regência, Espírito Santo, Brazil. This assumption was made from the 

description of how EEEFM VR’s ‘inclusive alliances’ allow support for addressing, in the 

same terms, the school multiple ‘organizing relationships’ with conventional 

organizational reasoning (cf. Hacking, 1994).  

Therefore, EEEFM VR and its employees were described beyond being subjects 

that are either supporting or resisting strategic discourses (Knights and Moirgan, 1991), 

that is, complying or fighting means of exercising power (Clegg, 1987; Leclercq-

Vandelannoitte, 2011). To wit, with the power/knowledge relations dislocated along with 

the subjects from the centre of the stage, this last chapter of the thesis could demonstrate 

through the ontological informed point offered by the ‘report’s’ construction that no 

subject – human or not – is either passive or manipulated of power/knowledge discourses 

(cf. Caldwell, 2007; Newton, 1998). Instead, it was argued that school organizations over 

whom power/knowledge is exercised has to include many ‘others’, practices, norms, 

institutions (cf. Mol, 2002; Strathern, 2005). Such ‘organizing relationships’ and ‘inclusive 

alliances’ allow for producing educational (social, cultural, political, environmental) 

realities, objects, artefacts, inventions, power/knowledge circuits and facts dialoguing with 

local inquiries. Thereby, nowadays, all heterogeneous forms of ‘speech’, ‘data’, 

‘techniques’, ‘practices’, ‘inscriptions’ must populate the centre of any research that is 

symmetrically inquiring into modes of production and enactment in modern organizations.  

5.5. Conclusion 

To produce the ‘reports’, multiple, complex and heterogeneous relationships were 

enacted in EEEFM VR between tasks, materials, data, techniques, inquiries, educational 

projects, guidelines for organizing. In this practice, in EEEFM VR’s classrooms teachers 

handled PEs built during PLs. Professors indicated to students the knowledge content worked 

in classroom in relationship with constructed and, at the same time, independent/factual PEs 

(cf. Callon, 1986; 2002; Latour and Woolgar, 1986; Law, 1986). Students, on the other hand, 

were equipped with books and ‘Matrixes’ for each discipline to monitor and understand 

‘educational experiments’ and ‘pedagogical interventions’ that are conducted in the 
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classroom. According to the terms of Star and Griesemer (1989), ‘material paraphernalia’ 

(e.g. matrix, topics, descriptors) circulate among different borders/social worlds, vaporizing 

differences enacted by different professions in EEEFM VR – students, teachers, pedagogue, 

coordinator – and facilitating collaboration. Moreover, in step with Latour (1988), ‘matrix’, 

‘topics’ and ‘descriptors’ (‘material paraphernalia’) link not only different social worlds in 

EEEFM VR but regions of the Espírito Santo’s Education Network. SEDU shares these 

‘material paraphernalia’ in trainings given through its regional education departments (SRE) 

for its 497 schools, EEEFM VR included. SEDU grants awards only for educational projects 

that integrate ‘matrix’, ‘topics’ and ‘descriptors’ with the educational practices presented (see 

chapters 2 and 3). SEDU wants all school organizations using these ‘material paraphernalia’ 

so it can reduce the likelihood of having 10% of held back students or more. 25  

Notwithstanding, the discussion carried on chapter 5 does not apply to border objects 

or either SEDU’s operational capabilities. It relates to the fact that an organization such as 

EEEFM VR, including its intra and inter-organization local governance network (e.g. SEDU, 

SRE, Tamar, Love), enacts both similarities/connexion and differences/dissimilarities in 

relationship with heterogeneous ‘materials’, multiple ‘technical activities’ and complex 

‘organization inscriptions’. Accordingly, from Mol (2002), it was demonstrated that school 

organizations or departments of education have no edificatory power, suggesting that 

power/knowledge circuits must be dislocated from the centre of organization studies. Thus, 

to evidence that the ‘reports’ are multiple realities enacted by various techniques (e.g. PEs, 

PLs, Matrix) was likely (cf. Hacking, 1994; 1992). On the other hand, by dennying the unity 

of speeches, to demonstrate how heterogeneous power/knowledge relationships manage 

coexistence was conceivable (cf. Mol, 2002). In other words, it was evidenced that 

unpretentious ‘objects’ such as the ‘reports’ and EEEFM VR’s educational projects interfere 

with other activities, materials, inscriptions, and realities in Vila Regência and beyond. Thus, 

it shall not be “handled as if it were an assemblage of entities that hang together” (Mol, 2002, 

                                                           
25 By holding back less than 10% of students, SEDU participates in the production of an IDEB above 6.0 by 

2022, so Brazil can match other countries from Organization for Economic Cooperation and Development 

(OECD). However, this national goal of IDEB related to municipal, state, private and federal networks is likely 

to fail. This goal is unlikely to be achieved by the year of 2022: http://g1.globo.com/educacao/noticia/16-das-

26-capitais-nao-alcancaram-a-meta-of-IDEB-in-school-key-2.ghtml; http://www.bbc.com/portuguese/brasil-

37303271 – accessed on March 07, 2017. 

 

http://g1.globo.com/educacao/noticia/16-das-26-capitais-nao-alcancaram-a-meta-of-IDEB-in-school-key-2.ghtml
http://g1.globo.com/educacao/noticia/16-das-26-capitais-nao-alcancaram-a-meta-of-IDEB-in-school-key-2.ghtml
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.bbc.com/portuguese/brasil-37303271
https://translate.google.com/translate?hl=pt-BR&prev=_t&sl=pt-BR&tl=en&u=http://www.bbc.com/portuguese/brasil-37303271
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p.149-50), i.e., as “‘production’ in the strict sense” (Foucault, [1977] 2012, p. 219). As 

teachers exposed, students simply may not take the regulation seriously. Using ‘evaluation 

forms’ cannot obligate students to be committed nor generate good grades. There are rather 

complex, multiple and heterogeneous relationships – “situated side by side” (Mol, 2002, p. 

149) – that need to be managed. 

Although from beginning of the 2016 school year ‘educational experiments’ and 

‘pedagogical interventions’ were constructed through ‘technical activities, materials and 

organizational inscriptions’, the multiple, complex and heterogeneous relationships enacted 

could not achieve a stable form of the ‘reports’. The logic implicit in the previous paragraph 

is evident throughout the work of Ian Hacking and Annmarie Mol. Moreover, it is a fact that 

inventions, bodies and ‘reports’, once enacted, give comparative (e.g. absolute, historic, 

normative) reference for indicators to operationalize criteria to guide the development of 

innovation, health and educational public policies. However, their ‘object’ – 

inventions/styles of reasoning (Hacking, 1992; 1994) and bodies (Mol, 2002) – are not 

enacted in a multiple, complex and heterogeneous form through equally compound elements, 

materials, natures, culture at each (school) year. Thus, linked up with Mol’s ontological 

practice and Hacking’s styles of reasoning, to dialogue and contribute with organization 

studies was possible. Similarly, to suggest an ontological ‘becoming/local enactment’ for 

EEEFM VR was thinkable. The ‘becoming/local enactment’ ontological informed point of 

view allowed the chapter not to naturalize any production practices; beyond representing and 

knowing (Mol, 2002). Thus, to decentralize any form of unitary ‘speech’, ‘theory’, and 

‘epistemology’ from the centre of organization studies was thinkable. In the final topic (Final 

Considerations), it is described how these more ontological ideals apply in the MOS and 

advance in what is put in the field. 

In the case of the enactment of the ‘reports’ in EEEFM VR, as an object of interest 

of heterogeneous social, governmental, political and community actors, it definitely involves 

inquiring into the problematical environmental mode of existence for Vila Regência. Since 

the environmental disaster caused by Samarco/Vale/B.H.P, anglers are not able to fish, 
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becoming sitting ducks for depression and alcoholism26. Additionally, an invasion occurred 

adding a 1.000 people to the 1.000 population of Vila Regência. People who come desiring 

Samarco’s vouchers for compensating the environmental disaster. In EEEFM VR, all social, 

cultural, environmental issues are debated between professors, coordinator, students, 

director, pedagogue, school meal team. The local issues that are considered relevant are 

problematized through educational projects and actions. However, this style of offering 

education in relationship to local inquiries depends on the EEEFM VR’s ‘inclusive alliances’ 

and ‘organizing relationships’, i.e., on the school managing of conventional modes of 

organizing such as SEDU and MEC to produce a stable version of ‘reports’ at each school 

year. As a result, beyond control/resilience, EEEFM VR can only be relevant for its 

community if students in ‘trouble’ are assessed from first trimester to elaborate an ongoing 

intervention plan. Once localized the ‘trouble’, specific intervention plans must be 

elaborated, such as division of class in groups or pairs, strategies for stabilizing the ‘reports’ 

via Science Fair and other educational (technical, cultural, environmental) activities. In order 

to improve the school performance, students do assessment tests that, at the same time, 

prepare them for national tests applied in a large scale. Schools that perform well in those 

kinds of assessment are locally and nationally recognized, gaining autonomy. Professionals 

of the schools performing well in national exams earn economic bonus, another central aspect 

for EEEFM VR not to comply or resist but to include the accountability practice demanded 

by SEDU in the school daily routine of non-secure jobs. SEDU guidelines for organizing are 

designed in order to prepare its 497 schools for specific and integrated tests that are 

elaborated, applied and corrected in/by each school. Once all grades are integrated by 

teachers and revised by pedagogues, the enactment of the ‘reports’ is only thinkable because 

the secretary knows and represent through the activity of inscribing the grouped notes in 

information and technology systems. The ‘systems’ used in the SEDU’s school, as for 

example in EEEFM VR, are integrated with each other and with other municipal, state, 

private and federal ‘systems’. Nowadays, all of this data can be accessed not only by schools 

or departments but also by anyone in the world, vaporizing any desperate scream for 

                                                           
26 https://www.nationalgeographicbrasil.com/meio-ambiente/2018/05/depressao-medo-ansiedade-preconceito-

saude-mental-das-vitimas-de-mariana-tragedia-ambiental-mineracao-estudo-ufmg-barragem-fundao – June, 

2018.  

https://www.nationalgeographicbrasil.com/meio-ambiente/2018/05/depressao-medo-ansiedade-preconceito-saude-mental-das-vitimas-de-mariana-tragedia-ambiental-mineracao-estudo-ufmg-barragem-fundao
https://www.nationalgeographicbrasil.com/meio-ambiente/2018/05/depressao-medo-ansiedade-preconceito-saude-mental-das-vitimas-de-mariana-tragedia-ambiental-mineracao-estudo-ufmg-barragem-fundao
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central/powerful speeches – for the case of ‘centres of calculations’ see Czarniawska (2004) 

and Quattrone and Hooper (2005).  

These data and information that can be easily acessed know and represent realities 

that must be observed. Students are transferred for different reasons. Others are held back. 

Some progress and keep the peace while others just get lost along the way. The research to 

be inductively conduced, that is, the school organization multiple constructions at each and 

every single school year, rests in the organizational field to be in relationship to data, 

techniques, materials, metalanguage systems, activities, inscriptions. Even though individual 

feelings and semantic notions could not be included by the research, it was evidenced that 

the becoming of ‘reports’ goes beyond what the interlocutors of the research (from EEEFM 

VR, SEDU, SRE, Tamar) and their modes of organizing know and represent. 

6. Final Considerations 

6.1. Theorizing School Production 

The task of building theory (cf. Weick, 1995) is addressed by this chapter. The theorizing 

approach of the thesis consisted in problematizing the version of organizational reality and 

production sustained and taken for granted by actors (cf. Kilduff, 2006), demonstrating the 

invisible work enacting order (Law, 1994) in management, insclusion and organizing terms. 

The data collected and analysed suggests that the organizational realities and productions are 

not automatically generated but the result of the coordination and inclusion (cf. Mol, 2002) 

of common styles (Hacking, 1994) or modes of ordering (Law, 1994) (e.g. SEDU) through 

agonistic and symbiotic relationships (cf. Strathern, 2005; Viveiros de Castro, 2014), 

constituting the EEEFM VR and its enactments/productions, such as the offer of education 

and the ‘reports’. The initial “data stimulating theorizing (…) come from the phenomena of 

interest” (Shepherd and Suddaby, 2017, p. 63), i.e., the production/enactment of valuable 

school ‘reports’. In this sense, this thesis avoided a priori understandings, circumventing the 

classic research path that forces the researcher interpretation of data to fit current organization 

studies theories and previous considerations (cf. Alveson & Karreman, 2007; Shepherd and 

Suddaby, 2017). 

In order to avoid the restricting influence of lens/theories (cf. Hambrick, 2007; Sutton 

and Staw, 1995), inductive (e.g. Locke, 2007; Shepherd and Sutliffe, 2011) and ethnographic 
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(e.g. Feldman and Orlikowski, 2011; Sandberg and Tsoukas, 2011) methods were used. 

Inductively, knowledge was inscribed by this thesis by means of observing the construction 

and enactment of organizational realities and facts (e.g. Hambrick, 2007; Pfeffer, 2014). 

Ethnography was used to denaturalize organizational reality, facts, constructions and 

enactments, demonstrating and analysing heterogeneous relationships through transversal 

practices that connect human interlocutors, materials, inscriptions, texts, events, places, other 

organizations.  

In doing this, to problematize assumptions underlying existent Management literature 

(Alvesson and Karreman, 2007; Alvesson and Sandberg, 2011) was possible. Specifically, 

the thesis advances knowledge in the field of Critical Management Studies (CMS). The 

original contribution of the thesis is made in chapter 1. Furthermore, research topics and 

provocations are presented in the remaining chapters with respect to organizational culture 

(chapter 2), credibility (chapter 3), controversies (chapter 4) and power (chapter 5). 

Emphaticly, the thesis contribution goes towards CMS field. The thesis bring-in the 

notion of ‘organizational inscription’, being usefull for CMS that is locked up in the 

power/resistance conceptual loop. Organizational power and employee resistance are central 

conceptual elements for the CMS, which are daily enacted in multiple and divergent 

organizational realities. ‘Organizational inscriptions’ do not deny nor oppose such 

conceptual elements. Instead, this symmetrical notion makes power to be in relational terms 

with resistance. In these terms, the contribution to organizational studies/CMS is multiple. 

‘Organizational inscriptions’ offered a singular ontological point wherewith professional 

discourse was not used to explain educational and school/educational management practices 

or EEEFM VR’s organizing. Spotting the division of labour in organizations and observing 

in the setting of organizational practice the production/enactment of ‘organizational 

inscriptions’, which are activities designed to attain organizational control, allows for 

symmetrically exploring organizational constructions in inclusive terms. Accordingly, to 

transcend the “the power/resistance dualism” (Fleming and Spicer, 2008, p. 304) was 

thinkable through ‘organizational inscriptions’ as quasi-objects (Serres, 1980), since they 

exist between and below (Latour, 1993) resistance and control practices, explaining this 

dualism as a construction. ‘Organizational inscriptions’ can enact and therefore provide 
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symmetrical descriptions of the production of organizational collectives, facts, and artefacts. 

Thus, to include common organizing (e.g. SEDU, SRE, MEC) that imposes orders, while 

being partial/connected/singular/multiple, is conceivable through the construction of 

‘organizational inscriptions’. 

6.2. Made by choices 

Education and schooling thought of as heterogeneous and practical technical 

activities, reached such a broad consensus shared among people around the world that the 

modern democracies constantly speak of the need to qualify people through the school 

organization. Departments of Education, news, and speeches echo this demand, making 

politicians to defend the investment in education and the universalization of specialized offer 

of education aligned with the interests of nation states. Thus, in the school organization is 

deposited the responsibility of forming subjects and producing prospects for future 

sustainable growth of our modern society. The importance of school is widely recognized, 

because historically the state strengthens and delegates to the school organization and to the 

education networks the function of educating men and women into ‘humans’. In other words, 

the school institution, at least in the West, is an object of study since the Plato Academy and 

will continue to be; it is an organization in close relationship with the health and safety of the 

state (Aristotle, 1985). In addition to the responsibilities conferred by the state to the school 

organization, the society creates daily higher expectations of the role played by the school in 

modernity, justifying the development of new researches, from different departure points, in 

school and the public school system. Without weighting the relationship between the 

idealized and practiced in schools, proposals are made and unmade in different national 

contexts through public policies that fall promises but ultimately not promote an education 

with higher quality for the whole of their populations. A comparative and longitudinal 

analysis of own assessments applied in large scale in Brazil demonstrate that public education 

is of low quality, uneven, stagnant (Albernaz, Ferreira, Franco, 2002; Klein and Ribeiro, 

1995). Moreover, despite the political speech in favour of the quantity and quality of the 

educational offered, in the last years Brazil is suffering with cuts in investments in education, 

a situation that worsened with the government of Michel Temer in 2016. With the approval 

of Constitutional Amendment nº 95, of 2016, which amended the Brazilian Constitution of 
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1988 to institute the New Tax Regime, limiting the growth of Brazilian government 

expenditures for 20 years, the situation – the cuts in investments in and the quality/quantity 

of education – tends to worsen.   

Consonant with the text The School and Society of John Dewey, this thesis understand 

that everything a country already accomplished and what may come to realize, pass the 

school path (Dewey, [1899-1924] 1980). In Brazil, unfortunately, go through the school and, 

at the same time, the lack of school; recently, the São Paulo Secretary of Education, Renato 

Nalini, wrote a text advocating that the education should be excluded from the state’s role. 

Similarly, it is evident a systemic process of closing public elementary schools and 

classrooms underway in the states of Goiás, Espírito Santo, São Paulo, Rio de Janeiro, Minas 

Gerais (cf. Américo and Lacruz, 2017). Thus, the educational realities faced by many 

Brazilian states justifies the development of studies that inquiries into the modes of Brazilian 

public education existence in modernity. On the other hand, even if the results of the 

investment made in education are not reflected in equal quality education for the Brazilian 

people, it is undeniable that, both theoretical and empirically, many efforts remain being 

expended in an attempt to determine the desirable ways of organizing modern schools. 

Recently, some experts from the Education discipline began to unravel the formal education 

network, understood as an arena of dispute and political protests aimed at qualifying 

educational imperatives (Fenwick and Edwards, 2010; 2012). In addition to the scientific 

field of Education and Pedagogy (Foucault, 2012 [1977]), school organizations are 

phenomena of interest for the public in general, other specialized knowledge areas 

(psychology, sociology, anthropology, didactics, philosophy, public and private 

administration, management, organization studies, organizational learning), politics and 

society. Thus, the development of a symmetrical organization study in the school to question 

the modes of production of this organization is justified by the fact that this institution is still 

unspoilt by Management and Organization Studies (MOS), despite its importance for 

societies and modern democracies (Frank, 1955; Quillen, 1955).  

The present organization study addressed what reality and objectivity are for the 

school organization (cf. Hacking, 1992; 1994; Law, 2007; Viveiros de Castro, 2014). Thus, 

the research interlocutors – humans and beyond – own ontological models (cf. Latour, 2014) 
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were assumed and described by the thesis. Yet, to use an expression from Pickering (2017), 

what does it mean to take different worlds seriously? As suggested by Viveiros de Castro 

(2014, p. 62), to take different worlds deeply, one need to understand that “what we call 

blood is beer for a jaguar, what we take for a pool of mud, tapirs experience as a grand 

ceremonial house, and so on”. Under the terms of the organization studied by this thesis – 

located in the Foz do Rio Doce, suffering from the greatest environmental disaster ever 

happened in Brazil – what the media, the researches and the institutions claim to be the death 

of ‘nature’, is taken as an offense in the neighbourhood. Local people get upset when 

someone suggests that the village environment – both ‘natures and culture’ – is dead. In this 

sense, for the interlocutors of this research, the Rio Doce is not just ‘natures’; it is the purest 

and manifest ‘culture’ of Vila Regência. One of the major milestones that demonstrates that 

the natives and locals refuse to recognize the damage caused by the mud, is the fact that they 

remain fishing and eating seafood contaminated by metals, swimming in the Rio Doce and 

the Black River, surfing caramel-coloured waves in the mouth of Rio Doce. Even with a 

strong campaign developed by EEEFM VR with its professionals and the community, to 

address the dangerous of fishing, selling and eating fish, many people – including even 

teachers – refuse to stop their daily activities. During one meeting with the community at the 

school, Glory was outraged by the refusal of native and local people to understand the 

dangers associated with these practices and Lucy put the situation in an exemplar manner: 

“in school we teach, educate, become aware but we cannot force anything”. Therefore, the 

production of guidelines for organizing in EEEFM VR could not be described by means of 

concepts and theories of Management, nor explained by students, professors or pedagogues. 

I had to move to Vila Regência, live with those people, participate in meetings, observe 

students and teachers at the school and their daily activities around the village; to surf, swim 

and eat with them to be able to describe for EEEFM VR the organizing of the basic education 

in that particular village. Therefore, despite the rules and regulations of the Espírito Santo 

Education Department, this school signifies the education with local inquiries. It is a unique 

organization with substantive practices linked to the environment – culture and natures – of 

Vila Regência.  

Hitherto, before describing the research interlocutors – humans and beyond – own 

ontological models (cf. Latour, 2014), to address that this study focused on the production of 
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a ‘textual/material/factual/controversial/local enactment object’ that is the focus of many 

heterogeneous elements is mandatory. This multiple and complex ‘object’ is of interest of 

humans (actors, parents and guardians, community, educational professionals, etc.) and non-

humans (EEEFM VR, SRE, SEDU, MEC, the Tamar, matrixes, knowledge content, 

standards, rules, resolutions), namely: the ‘reports’ with the Final Results – Primary 

Education (Final Grades). The ‘reports’ can be set as a desired production, that is, which with 

time comes to take a form (not necessarily stable in the institutional perspective of SEDU) 

in relationship with many heterogeneous elements (‘technical activities, materials and 

organizational inscriptions’) (cf. Deleuze and Guattari, 1983; 1987; Hacking, 1992; 1994; 

Mol, 2002; Pickering, 2013; Strathern, 1992; Viveiros de Castro, 2014). However, instead of 

paying attention in the border properties of such ‘objects’ (Star and Griesemer, 1989) or on 

the stability and functionality of the Espírito Santo education network (Latour, 1988), the 

present thesis concentrated on the agonistic, symbiotic, multiple, complex and heterogeneous 

relationships enacted for the school organization to produce particular forms of ‘reports’ at 

the end of the 2016 school year. 

Even though the focus of this study did not address the stability and functionality of 

the Espírito Santo education network (cf. Latour, 1988), one cannot deny that the wires that 

weave the web studied by this thesis extend in multiple directions and spaces that were not 

plotted. I stood in the school. This is an obvious limitation of this research, which did not go 

through many other organizations, foundations, ministries, departments and associations that 

are relate to the production/enactment practices in EEEFM VR. Even though the present 

investigation focused on one local school among one hundred and eighty-six thousand 

schools of Primary Education (National Institute of Educational Studies and Research Anísio 

Teixeira [INEP], 2017), the mistake of stopping at a place, not leaving it, is forgivable (cf. 

Latour and Woolgar, 1979). This research strategy, for Latour and Woolgar (1979), makes it 

difficult for the investigator to ignore important fact constructions for the organization. Thus, 

to describe the site discoveries was inevitable. As a result, this thesis could describe the 

construction/enactment of school facts (e.g. ‘reports’). 

A second sticking point of this research, which refused to undertake any explanation 

policy (cf. Latour, 1988b; Calás and Smircich, 1999), refers to the fact that it can be pictured 
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as a merely ‘descriptive’ account (cf. Introduction). As the specialized literature 

demonstrates, the role of teachers (Albernaz, Ferreira, & Franco, 2002; Rivkin, Hanushek, & 

Kain, 2005), leadership  (Rutter, Maughan, & Mortimore, 1979; Hallinger & Heck, 2011; 

Hargreaves & Fink, 2012; Leithwood, Seashore, Anderson & Wahlstrom, 2004; Schechter, 

2008), class hours (Menezes-Filho, 2007), security/cleaning (Albernaz, Ferreira, & Franco, 

2002) and school structure (Alves & Soares, 2013) are important. Nonetheless, the simply 

description inscribed in this thesis narrates what happened in and for EEEFM VR (cf. 

Viveiros de Castro, 2014) in a way that de-familiarize natural/cultural/social/structural 

explanations about the production of organizational production (cf. Calás and Smircich, 

1999). Thus, to point out that organizational ‘productions/enactments’ do not need to be 

explained using contextual factors was conceivable (cf. chapter 3).  

A final limitation of this study is that it has not described the human interlocutors’ 

perceptions and representations, whether teachers, director, students, school meal team, 

secretary, pedagogue, caregiver. The detachment promoted by symmetrical ethnography, as 

indicated by Bruno Latour and Steve Woolgar, implies in not being psychologically fair to 

the human parties of the research. This thesis opted to undertake a minimal description of 

desired productions/enactments for EEEFM VR by describing ‘pedagogical interventions’ 

and ‘educational experiments’, which are organizational practices that organize the material 

form of the ‘reports’ and determine the school singularity through the double work of ‘acting’ 

and ‘inscribing’. In sum, it was not the human speech that supported this investigation but 

the notion of symmetry that makes it possible not to limit a practice to a particular language, 

space or epistemological path.  

The thesis symmetrical methodological path to the activity of generating 

organizational knowledge can be seen, therefore, not as “a theory of relations locked inside 

terms but a theory of terms open to relations “(Viveiros de Castro, 2014, p. 169). From 

empirical evidences, this thesis participates in the MOS by creating a repertoire of theoretical 

and practical terms ‘open to relations’, i.e., a path to the activity of knowledge that may be 

assumed as a theory/method for EEEFM VR but that also allows thinking about the 

organizational modes of production/enactment, organizing relationships and being alive on 

organizations today. Therefore, a path that may help others to reframe the power of the 
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institutions and the subject practices in terms of agonistic and symbiotic ‘organizing 

relationships’ and ‘inclusive alliances’ between different organizing realities. In these terms, 

to picture common organizing relationships – natures and culture, objectivity and neutrality, 

oppressed and oppressor – as not opposed poles but realities that can be entangled through 

‘technical activities, materials and organizational inscriptions’ is thinkable.  

6.3. Ontology in school practice 

For Bruno Latour, there is a contemporary gap between ‘practice’ and ‘self-

description’ in relationship with the proliferation of practice-based investigations (Latour, 

2014, p. 305). Practice-based studies may incur in the absence of reflexivity of the observer 

on the field (Latour, 2014, p. 305). A lack of reflexivity can generate explanations using and 

strengthening lenses offered by practice-based theories, rather than focusing on the 

description of the world through the symmetric ethnographic writing (Latour, 1988b) (see 

topic 3.3). According to Latour (2014), the use of different ontological models would exclude 

the need to use ‘practices’ in our researches. For the author, forms of existence must be 

explained by means of their own language, that is, according to their conditions.  

An alternative view was offered by this thesis for the proliferation of what Latour 

(2014, p. 305) calls ‘practice-based inquiries’. This inductive and ethnohraphic thesis linked 

up with the multiple relevant ontological informed points for EEEFM VR, considering every 

single element and natures in action. For the present thesis, the multiple, complex and 

heterogeneous ontological models enacted – the EEEFM VR’s ‘textual/organizational 

inscriptions’ (chapter 1), ‘material/factual’ (chapters 2 and 3), ‘controversies’ (chapter 4) and 

‘local enactment/becoming’ (chapter 5) ontological informed points  – excluded the need to 

use a priori organization studies theories in the investigation conducted in EEEFM VR. 

The desired production (Deleuze, Guattari, 1983; Viveiros de Castro, 2014; Ingold, 

2011) of the ‘reports’ was interpreted as an alliance that dissolves any state line between 

macro and micro speeches (chapter 5), norms and transgressors (chapter 1), culture and 

natures (chapter 2), economy and culture (chapter 3), social and technical controversies 

(chapter 4). Thus, the ‘reports’ came to take such a form in May, 2017, through a number of 

connections between heterogeneous elements (Deleuze and Guattari, 1987; Mol, 2002; 
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Strathern, 2005; Viveiros de Castro, 2014), despite theories, perspectives, wishes, hopes, 

actions, materials, inscriptions, speeches, norms or techniques. 

An inquiry into organizations and their productions, which are generally assumed as 

natural, stable and coherent realities by actors, allowed for evidencing the silent work 

enabling an appearance of order (Law, 1994) in management, inclusion and organizing terms. 

Organization studies theories, lenses and dichotomical terms were put aside. The thesis 

analysed the practice of constructing versions of organizational realities and its modes of 

ordering in EEEFM VR through the analysis of the production/enactment of school ‘reports’. 

The local, valuable and expensive production/enactment demonstrated to be multiple and 

complex, i.e., a heterogeneous task. It is not a simple or mathematical construction but one 

to be enacted. It is more than the sum of tasks, roles, technologies. As demonstrated by this 

thesis, this simmingly natural production was enacted in the 2016 school year through 

entangled ‘pedagogical interventions’, ‘educational experiments’, ‘organizing relationships’ 

and ‘inclusive alliances’ organized by means of local ‘technical activies’, i.e., 

teachning/learning as an inquiry into local modes of EEEFM VR existence. Each ‘technical 

activity’ enacted an ‘organizational inscription’, one that did not comply nor resist but 

‘materially’ included SEDU guidelines for organizing in order to produce a particular way to 

enact the offer of education for EEEFM VR. At least in the 2016 school year, the school 

‘reports’ were produced/enacted in relationship with the offer of education linked up with 

EEEFM VR’s ‘inquiry policy ontologies’, which inquiry into Vila Regência ‘mud’ of 

existence. 

The MOS relates with Ontology in different ways to explore being, working, resisting 

in organizations. Ontology is used by MOS to address commitments of scientific approaches 

such as critical realist (cf. Fleetwood, 2005), to specify vague concepts (cf. Fleetwood, 2009), 

to interpret organizations as world-making practices (cf. Chia, 2003). In this sense, 

mainstream and alternative ontology of organization studies present different ontological 

commitments (Westwood and Clegg, 2009). As an example, a becoming ontology to study 

organizations as a world-making activity states that the reality always changes, denying 

atomic entities and final states of the world (Chia, 2003). Yet, the idea was not to relate to 

ontology in the MOS epistemological terms for while the primacy of order is replaced by the 
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primacy of process/precision (cf. Chia, 2003; Fleetwood, 2005; 2009) the changing reality 

remains being pictured as a unity. There are few organization studies (cf. Alcadipani and 

Hassard, 2010; Czarniawska, 2009; Nyberg, 2012) recognizing the fact pointed out by Mol 

(2002; 2014) that realities are generated by dissimilar practices, i.e., if practices differ so do 

realities. As for it, ontology must not be seen only as the way academics think the world is, 

influencing epistemology, methodology, method, theory and our privileged political 

instances (Fleetwood, 2005). Beyond ontological commitements of theoretical perspectives 

(cf. Fleetwood, 2005; Walker and Creanor, 2012), the EEEFM VR’s organizational practices 

could enact multiple realities, such as awarded educational projects (chapter 2 and 3), 

credibility circuits and credit reinvestments in relevant educational projects for Vila Regência 

(chapter 3), the offer of education through educational (environmental, cultural, social) 

projects (chapter 4), the ‘reports’ as an artefact referring to students, governments, 

democracies, and academics. The ‘reports’ are organizational objects of meaning-making 

that acts on subjects, generating multiple effects of realities – students and families that 

celebrate or witness the world collapsing, governments that meet goals or rethink public 

educational policies, democracies that evaluate in a different way the effects of education 

offered internally. As a result, to offer an academic/epistemological perspective on reality 

(Mol, 2002) was avoided in favour of enacting and practising a seemly single object such as 

the ‘reports’, describing it as an object multiple that is practiced in different ways, generating 

multiple realities. For that reason to explore the EEEFM VR’s ‘policy inquiry ontologies’ 

and not ‘ontology’ (cf. Mol, 2002; 2014) was mandatory, breaking with any academic 

unificatory heritage.  

Consonant with the thought of Mol (2014), ‘ontology’ was not used to talk about 

methodology, method nor theory but ‘ontologies’ were addressed in relation to the 

symmetrical path of the thesis to study how the EEEFM VR practice the offer of education. 

Thus, ontological ambiguities or erros (Fleetwood, 2005) was not the concern of the thesis 

for not only are there many ways of knowing education (perspectives on education, students, 

professionals, their realities) but also of practising it, that is, of enacting it (educations, 

students, professionals and realities). Education, educational realities and school 

facts/artefacts are multiple, regardless of human perspectives, whether they are academic or 

not. The EEEFM VR and its professionals enact varied ways of practising education in 
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relationship with the local ‘mud’ of existance, multiplying educational realities. As a result, 

the ‘Other’ in the EEEFM VR was in a symmetrical dialogical position to the researcher, in 

spite of any organizational theory. Even though it may be allegued that progress in particular 

theoretical perspectives on organization studies can occur by means of incorporation of social 

phenomena by organizational theories leaning towards tall/flat ontologies, countering micro-

isolationism practices that interpret local activities in their own terms (Seidl and Whittington, 

2014), it is argued that the comparative organizational knowledge accumulation cycle can 

occur around ongoing ontological issues that are constituted in/by/for different organizations 

and symbiotic/agonistic organizing practices and not around theories/concepts.  

Faced with (intern, environmental, social, political, educational) disputes and not just 

cohesion, the diverse actors involved discuss, produce organizational inscriptions and 

educational projects, positioning themselves about it in their own construction/ontological 

condition (cf. Latour, 1987). Thus, a relevant aspect of conducting organization 

investigations into artefacts, materials, objects, texts and controversies is that research does 

not need to impose previous knowledge of the field of MOS on itself and to the actors’ 

understanding of it (Gioia, Corley and Hamilton, 2012). For organizations and organizational 

facts are not natural reality, no departure point is needed but ontological questions were 

shown to be relevant for they made objects, materials, practices and controversies to be the 

thesis focus of analysis instead of epistemes, social concepts, dependent/independent 

variables, and dialectics. The inductive method combined with ethnographic fieldwork 

offered multiple, heterogeneous and complex ontological informed points of view, a fact that 

is not problematized by the specialist literature (cf. Gioia, Corley and Hamilton, 2012; 2013; 

Eisenhardt, Graebner and Sonenshein, 2016). In this movement, to address what the CMS 

made of management theories was possible, evidencing that the insistence of this perspective 

to interrogate management practices occurs through the pervasive dichotomy between work-

place resistance and managerial control (Fleming and Spicer, 2008; Hardy and Clegg, 2006; 

Mumby, 2005).  

I would also like to indicate possibilities for future research. The thesis findings 

suggest that the difference from one organization to another can not be described by a 

supposed organizational culture, since the distinction results from the act and effect of 
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producing organizational facts and artefacts (see chapter 2). However, it is necessary that 

later studies may inquiry into the practices carried out from the field of organizational culture 

studies. Just as it is not suggested to use the singularity to make explanations, it is also 

asymmetrical to use other social factors such as economy, credit or credibility to explain 

ways of organizing (see chapter 3). Nevertheless, it is suggested the development of new 

studies demonstrating the heterogeneous character of the organizational construction of 

politics, economy, society and organizational power (see chapter 5). On the other hand, the 

findings of the thesis suggest that logic is the result of local and heterogeneous practices and 

perspectives, which allowed us not to exhume organizational practices as illogical and not to 

treat controversies as irrational (see chapter 4). Yet, the development of new studies that use 

organizational controversies as a symmetrical notion is necessary. 

Lastly, an interesting element appeared but was not explored; the school data inserted 

in educational management systems and portals indicate that micro-macro educational data 

inscribed in The National Institute of Education and Research (INEP) website, which are 

commonly used to explain school performance by quantitative studies, are the result of 

heterogeneous constructions. Although the thesis focused on relevant productions for the 

studied school organization, the enactment of what is called micro/macro educational data 

can and must be interpreted/described by future studies rather than be reified as independent 

variables capable of providing social explanations. 
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Appendix 

1) Organogram – EEEFM VR – Final Grades of Primary Education. 

 

2) Informal interviews conducted by the researcher. 

Name Position Time 

1 - Glória School principle 31:57 min 

2 - Edna Special needs teacher in EEEFM VR – early and final grades 26:54 

3 - Grace History teacher in EEEFM VR – final grades 56:41 

4 - Zelia School Meal Team – early and final grades 26:06 

5 – Mr. John Coordinator – final grades 08:57 

6 - Polly Biology teacher in EEEFM VR – EJA 40:42 

7 - Julieta Biology teacher in EEEFM VR – final grades 58:20 

8 - Lucy Portuguese teacher in EEEFM VR – final grades 40:34 

9 - Marieta Mathmatics teacher in EEEFM VR – final grades 30:03 

10 - Maria Pedagogue in EEEFM VR – final grades 28:58 

11 - Mike Geography teacher in EEEFM VR – final grades 12:00 

12 - Morena Arts teacher in EEEFM VR – early and final grades 42:00 

13 - Theresa School secretary – final grades 26:20 

14 - Madalena School teacher – early grades 43:05 

15 - Salui Work in Tamar 01:21:16 

16 - Sol Caregiver – final grades 28:16 

17 - Magdala Pedagogue for the Early Grades in EEEFM VR 15:13 

 


