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This study explores the use of Facebook for educational purposes, as a collaborative online space for
enabling communication among teachers from different schools. The article describes how a group of
43 teachers on Facebook, from various schools in the southeast region of Brazil used a group on Facebook as
a collaborative space for communicating among each other. On the group, these teachers shared experiences
about the use of digital technologies in their secondary education classes. This study is based on Cultural
Historical Activity Theory, considering the group on Facebook as a tool for mediating communication . The
objective of this study is to explore why and how teachers collaborated with each other on Facebook, and to
study how communication among them evolved in the process. We examined the posts on that group from
2012 to 2014, and two questionnaires responded online by the teachers in June 2012 and in December 2013.
Our findings suggest that teachers tend to critically collaborate in smaller groups and that further online
communication evolved outside the group of teachers, with the creation of smaller groups on Facebook

inside their schools.
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ducation is essentially linked with (multi-modal) com-

munication amongst people. In the course of human
history, communication has evolved from oral to written,
and more recently, to communication with the help of digi-
tal tools. While schools tend to follow these cultural devel-
opments, they often experience problems with integrating
new tools into their practices. It is expected that the recent
innovations in human communication with the help of dig-
ital tools will follow the same evolutional path into schools.

With the popularity of Social Networking Sites (SNS),
like Facebook, LinkedIn or Twitter, people are easily con-
nected to each other. The distances between them are re-
duced and sending or sharing written files, pictures or vid-
eos is getting simpler. SNS are also a space to expand the
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relations people have, like the academic relations teachers
have inside schools, to a virtual space where people relate
to others who are in completely different contexts [36]. In
addition, the Internet is making possible mass-scale appli-
cations of knowledge and knowledge sharing, which are
applied to transform the educational contexts [3].

Facebook is nowadays the largest SNS, with more
than 1.23 billion users in the world, and more than
90,000,000 users in Brazil [13]. Because of the large
number of users, research on digital media has increased
in the last years, and there is an increasing interest on
its use at schools, especially in emergent countries like
Brazil [35]. There is also a growing interest in the use of
Facebook for educational purposes [2; 19].
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However, those studies are mostly concerned with
undergraduate students, with regards to improving their
communication skills [15], evaluating the differences be-
tween foreign and domestic students [16], exploring how
students perceive the university [18] or monitoring how
students use Facebook at home [21]. In addition, they work
with pre-service teachers [7] and investigate how they
learn to use digital technology with their future students.
Some authors also express concerns about the way people
are exposed in SNS, saying that this line of communication
can open doors to personal lives which neither students nor
educators may want exposed [19]. In addition, educators
must be aware of how they need to behave in those net-
works to avoid damage to their credibility [23].

The use of Facebook by teachers can be a new commu-
nication channel between teachers and students [32] and
a favourable space for promoting learning [17], showing
the students that the teacher is aware of the contemporary
culture. Thus, that motivated use can have a positive result
in the relationship between teacher and students [28] and
improve their knowledge of digital technology by working
in groups [2; 40]. As a multimodal platform, the use of Face-
book has also advantages over specific educational applica-
tions, like its adaptability for different uses [6].

However, there is little literature about teachers who
are using SNS in other educational levels, such as sec-
ondary education, nor about in-service teachers who are
also working with SNS, as highlighted by Cunha Jr. et
al [8]. Thus, the above mentioned studies do not con-
sider the possibility of collaboration among teachers, in a
way that they critically share what they have been doing
in relation to the use of those technologies at schools,
which for Austin and colleagues is fundamental for en-
gagement with digital collaboration [1]. Shukor [34]
also highlights that online collaborative environments
allow discussions to occur at a greater depth, allowing
people to build new knowledge remotely.

The aim of this study is to describe why and how
teachers used a group on Facebook, named Teachers
who use Facebook in Classrooms (from now on, TFC)
(Professores usando Facebook em sala de aula — in Por-
tuguese), as a collaborative space where they share their
experiences on new digital technology inside classrooms
with other teachers. Thus, we focus on why and how
the teachers collaborated and shared their experiences
on using new digital technologies with other teachers
in TFC, and how communication among them evolved
over time. In order to pursue those objectives, we set up
a research project for two years, with teachers and stu-
dents from different schools in Brazil.

In the following sections we describe the theoretical
and methodological background for this study, our results
from the discussions in the TFC group and the implica-
tions of the use of groups on Facebook among teachers.

Activity Theory and Collaboration
in Social Networking Sites

In this study we consider the TFC group as a space
where the teachers are engaged in a collaborative activ-
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ity, in which they have the opportunity to discuss ways
of using activities involving digital tools (media) in
class. By interacting with each other and considering the
historical context, the teachers are able to use different
“old” communicative tools (spoken or written texts) and
are able to reflect critically on how to use digital media
with their students.

All the interactions on TFC group are mediated by
speech, which according to Vygotsky is a means of social
interaction, a means of expression and understanding. In
addition, human speech emerges with the need to inter-
act socially in the labour process, linking one individual
with others, leading to new needs for means of social
connection [38]. Moreover, Leontiev highlights that be-
hind every activity there is a need. In Leontiev’s defini-
tion, activity is a process that is elicited and directed by
a motive, in which one or another need is objectivised
[24]. Departing from the needs teachers have for using
digital tools in their communication with their students,
by interacting with each other they are able to raise a
shared object, which can be how to better work with
their students or how to improve communication with
their students by using digital tools, and establish the
rules for those activities.

Despite of discussing how and what to do with the stu-
dents, the teachers among themselves must consider what
kind of activity is accomplished inside an online group. In
that sense, the teachers are a community, and hence they
collaboratively establish rules and division of labour for
using the group, like who can make posts or what should
one comment. Those elements from society and context —
rules, community and division of labour — are essential
parts to be considered in an activity system [11]. By
starting out from a Cultural Historical Activity Theory
(CHAT) approach, we can build deeper understanding of
activities involved inside the Facebook platform.

Considering Facebook as a multimodal platform,
Vygotsky’s ideas on written communication are very
important for this study, since communication between
researcher and teachers, and communication among
teachers, is mostly written and asynchronous. Accord-
ing to Vygotsky [39], written communication is a more
elaborated form of communication, in which we need to
consider the receivers’ background in order to be fully
understood when writing a message.

From the CHAT-perspective, we also consider the
role of collaboration in the development of all the people
involved in the process. Collaboration is understood as a
process of participating in purposive, tool-mediated dis-
courses and knowledge construction. These discourses
potentially provide opportunities for conflicts, and em-
phasise the importance of collaboration, since it involves
the presence of others for the construction and negotia-
tion of new meanings. In a collaborative process, people
construct together the rules and the division of labour
for a given activity. All the participants are expected to
be in a constant learning process and to develop their
expertise in collaboration with their partners [26].

When collaborating with others, one would feel one-
self stronger and more capable than working alone. Ac-
cording to Magalhdes [27], the collaborative process is
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essential to raise, share and question the participants’
senses about a given topic. The process is shaped through
the construction of shared meanings, that is, people
bring their initial senses to a discussion, and in this pro-
cess, new shared meanings can be created through those
discussions, in such a way that new senses emerge [38].

In addition, considering the TFC group, the partici-
pants should not limit their discussions only to the group:
what they consider inside that group has implications for
the schools they work in, and the feedback given by other
members of the community to the teachers serve as start-
ing point for discussions and possible transformations on
the research. This approach follows the CHAT principles
and is called critical-collaborative research (CCR). CCR
has been widely applied to educational intervention re-
search in Brazil for the last 20 years, and is based on the
works of Magalh es and her colleagues [25; 27].

However, different types of collaboration may
emerge from a given context. Fullan and Hargreaves
[14] point to comfort collaboration, in which people try
to collaborate with others in such a way that they do not
expose themselves to the risks of being criticized or to
comments they would not like to have. Another kind of
collaboration is the complementary collaboration, where
the work is characterized by a division of labour based on
complementary expertise, disciplinary knowledge, roles
and temperament [20].

In our case, we are interested in yet another kind
of collaboration which promotes the development of
critical engagements among the participants during the
whole research project as, on a theoretical basis, we ex-
pect that this will help the participants to innovate their
communicative activities. In our data analysis we mainly
concentrate on the changes that occurred along the pro-
cess in the organization of the community, including its
ways of communicating, as a result of teacher’s collabo-
ration on Facebook.

Research Methods and Methodology:
Online Critical Collaborative Research

Set up of the study

Our longitudinal case-study began in mid-2012 and
is part of the research project entitled “Social Networks:
integrating new technologies to secondary education in
Brazil”, involving 43 teachers and more than 1000 stu-
dents. There is yet not so much known about the long-
term dynamics of the integration of digital technologies
in secondary education and its effects on the evolution of
communicative activity. That is why we decided to ex-
plore the situation for two years in a case-study. The first
author of this article is the filed researcher in this study.
In that group of 43 teachers, members share their experi-
ences on the use of digital technology among themselves,
reporting their experiences with their own group of stu-
dents on Facebook. Within those groups, teachers work
in many different ways, using videos, images, texts, so to
complement what they are teaching in classes. In order
to participate and monitor the discussions, the research-
er is also a participant in all the groups.
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In that broader research project, we plan to focus on
three different issues regarding online critical collabora-
tion: first, in the group of 43 teachers we explore why and
how communication evolves and how collaboration emerg-
es from the interactions among teachers; secondly, from
the groups of teachers/students we focus on the role of the
teachers in those groups and how these teachers perceive
changes in their classes when using online groups; thirdly,
we explore how students from the groups of teacher/stu-
dents perceive improvements or changes after using the
groups. The present article only reports on the first issue.

Recruiting participants for the study

Initially, the researcher invited some teachers famil-
iar with SNS and already with a profile on Facebook,
from schools he worked at before, or teachers he knew
from other places. The main objective for this group was
to create a critical collaborative group, where teachers
presented and discussed all their experiences at schools
when using digital technology. The privacy setting of
the group is set as secret, such that only the teachers in
the group see what is discussed or posted there.

In order to expand our teachers’ network, after being
invited the teachers were encouraged to invite other teach-
ers from their schools, or other teachers they knew, who
might be interested in such a discussion. Of the 43 teach-
ers of the group, the teachers invited 25. In total, 30 are
woman and 13 men. Considering age, 12 teachers are below
30, 15 are from 31—40 and 16 are older than 41 years old.
With regard to teaching experience, there are 9 teachers
with 3—5 years, 8 with 6—10, 11 with 11—15 and 15 with
more than 16 years of experience. The teachers in the group
were from Minas Gerais and Sdo Paulo, two states from the
Southeast of Brazil, an economically developed region.

Procedure

After the group was formed, the participants of TFC
group started the discussions about teachers’ experiences
of using SNS at schools, on the group’s timeline. All the
participants, including the researcher, are supposed to be
involved actively and creatively in the entire process, eval-
uating and reconstructing the investigated shared practice
according to their needs. The researcher has the role of
deepening the discussions and stimulating the participants
to interact by asking questions or commenting what is done
by the other subjects. Thus, the participants are required to
reflect not only on what they are doing, but also on what
all the other participants are doing and discuss it, so all the
participants are responsible for co-building the research
design [30]. By doing so, the best possible practice under
the given circumstances is constituted for the researcher
to validly answer his research questions. In the group, the
participants post and discuss what the colleagues are do-
ing with their students. In addition, they post texts, videos
or any other material that might help the other teachers to
deal with digital technology at schools.

Data-sources

The data for the study presented here consist of the
posts on the TFC group, and two online questionnaires
responded to by the teachers at different moments. All
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data presented in this article were produced online,
with no physical contact among the researcher and the
teachers, and translated from Portuguese by the first
author. The posts from TFC group were followed from
June/2012 to July/2014. Every six months a .pdf file of
the discussions inside that group was generated using a
.pdf printing software.

The first questionnaire was sent to the teachers as a
post on the group’s timeline on Facebook, in June,/2012,
with the purpose of identifying the initial senses teach-
ers had about SNS, and consisted of the following open
questions: a) How do you understand Social Networking
Sites (SNS)?, b) How do you use SNS?, ¢) How do you
think students use digital communication?, and d) How
to make possible the use of such a tool inside classrooms?

The second questionnaire was sent as a private mes-
sage on Facebook in December/2013 to every teacher
in the group. This change of strategy was decided be-
cause some teachers (30% of participants) did not reply
to the first questionnaire. Thus, the answers had to be
returned directly to the researcher. The questionnaire
consisted of the following open questions: a) What are
the difficulties that you, as a teacher, have about the use
of digital technology with your students?, b) How can
every teacher contribute to this group of teachers on
Facebook?, ¢) What are students’ opinions about using
or not using SNS at schools?, and d) How do you believe
the use of SNS can contribute on teaching-learning in
your area? The response rate was 90%.

Methods of Analysis

In this study, we analysed the posts from TFC group
according to socio-discursive interactionism [5] and from
a conversational analysis perspective [22]. Besides, we
analysed other multimodal features from the posts. The
categories used for analysis are summarized in Table 1.

First we coded who made the post and who com-
mented to the posts (using teachers’ names) using Atlas.

ti. Subsequently, the posts were coded by date of occur-
rence and by the period of the day teachers interacted
(morning, afternoon, evening), and the number of par-
ticipants who saw or liked the posts and comments in the
group (seen by #, and like button are displayed below
every post on Facebook). For the conversational per-
spective, the turns were counted and classified in initia-
tive/responsive categories in order to trace who started
the discussions or participated on them. These charac-
teristics enabled us to trace the progress of the discus-
sions inside the TFC group and how they evolved in
time. After categorizing the posts, we analysed how the
group interactions evolved in time. We defined all the
comments and discussions triggered by the posts in the
TFC group as group interactions.

The responses to the questionnaires were classified ac-
cording to their thematic content, and analysed in terms
of discourse positioning, that is, which person is responsi-
ble for what is said. This analysis allowed us to understand
how collaboration developed in the TFC group.

Ethical consideration

In this study, all the participants were volunteers and
free to leave the project at any time. Their privacy was
ensured by anonymity and no personal information was
used in this study. In addition, an informed consent was
given by the teachers for research purposes. The research
project was also approved by the Ethics Committee of
Vrije Universiteit Amsterdam.

Results

Results from the questionnaires

From the first questionnaire, when asked how teach-
ers understand SNS, most teachers answered: a place
for establishing relationship among friends (26%), fol-
lowed by interaction among all users (20%), sharing and

Table 1. Categories of data analysis

Posts

1. Who makes the post

Teachers (by name) or researcher

2. Post commented by

Teachers (by name) or researcher

3. Date and number of

occurrence by period

Posts were classified by date of occurrence, considering also the day of the week, and counted

4. Seen by and Likes

The number of people who saw or liked a given post

5. Types of turns

Initiative or responsive. Initiative turns are turns which introduce a new thematic content to a
discussion. Responsive turns are turns which respond to a given thematic content

Questionnaires

6. Thematic content

Thematic content is the main theme that emerges from a given discourse. There were no
previous categories established by the researcher.

7. Discourse positioning

another person.

The discursive positioning indicates if a person feels himself responsible for the activity or if
he transfers the responsibility to another person. By using different pronouns (I/you/he), the
speaker takes responsibility for something or transfers the responsibility for what is said to
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transmitting information (13,5% each). Teachers also
perceived SNS as an extension of real life, a way of fa-
cilitating communication, a place for entertainment (7%
each), but also as a way of wasting time (5%). In relation
to how teachers use SNS, the answers were also related
to entertainment and to be in contact with other people.

Considering the student’s use of digital communica-
tion, the teachers guessed that students only use SNS
for leisure and to share pictures or movies. In response
to how to make possible the use of SNS at schools, we
concluded that some teachers felt it was not a good idea
to use them at schools, but most of them saw the space
as an opportunity to extend their contacts with students
outside schools. For them it would be a space for sending
homework, texts, or extra materials related to what they
are discussing inside class. Besides fulfilling the institu-
tional need for using digital media, as proposed by the
Brazilian National Guidelines [33], teachers found a new
motive for using Facebook groups: improving communi-
cation with students.

From the second questionnaire, when considering
the difficulties about using digital technologies, teach-
ers highlighted that they did not face big problems when
talking to the students about its use at schools. How-
ever, some teachers indicated that although they knew
how to use SNS, they did not know how to explain to
the students how to use them. Another problem raised
by the teachers from our group on Facebook was that
some teachers from their schools were reluctant to ac-
cept using digital media with students. There were also
technical problems, like instabilities in the network for
accessing Internet in some places in Brazil, especially in
places in rural areas.

Teachers were also asked how they could contribute
to TFC group, and we observed that while most of the
teachers (80%) had the idea that they needed to share
their experiences with using digital technology in the
TFC group, they pointed out that they should interact
more with the other teachers, and that they were not do-
ing that in practice.

When asked about their views on students’ opinions
about using or not using SNS at schools, all the teachers

argued that the students did not know how to make ap-
propriate use of it in schools and that some students were
also reluctant to accept rules when using SNS. However,
teachers again highlighted that using Facebook would
be an opportunity for collaborating and improving com-
munication with students. In relation to how SNS could
contribute to teaching-learning, all teachers agreed that
the possibility of using other resources, often not avail-
able at schools, like links to videos, images or texts, made
it easier for students to understand what is taught at
school. The teachers also pointed out that the use of SNS
with students would be a good opportunity to show the
community, that is, students’ parents or relatives, what
they do at schools.

Results from the analysis of the posts

Of the posts on TFC group, we considered all 36 posts
on the group’s timeline. The posts were made by teachers
and the researcher, from June/2012 to July/2014.

Our analysis on how the interactions evolved in time
revealed a surprising result. After an increase of interac-
tions at the beginning of the research, the number of inter-
actions fell over time. Here we considered also the average
of participants following the discussions in every post. In
the four periods considered in our timeline, July-Decem-
ber/2012, January-June/2013, July-December/2013 and
January-June/2014, we observed an increase in the num-
ber of interactions and in the number of posts from Period
1 to 2, and then a decrease from Period 2 to 4. Meanwhile,
the views per post was the only feature with a stable num-
ber in the first period, but also presenting a decrease in the
last two periods (see Figure 1).

Within the 36 posts in the group, we also analysed
how the interactions started. The researcher turned out
to be the main responsible for initiating the topics, with
44 initiative turns, and the other teachers were responsi-
ble for 21 initiative turns. In addition, the researcher had
a considerable number of responsive turns (28 turns),
against 38 of the other teachers.

It is important to highlight that from a CCR, as de-
scribed by Magalhdes [26], the researcher is also an active
participant in the discussions. That is, the researcher is not
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Fig. 1. Progress of interactions in the TFC group over a 2-year period
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only an observer (such as an ethnographer), and should be
also responsible for triggering new discussions and engag-
ing the other participants into those discussions.

Another finding relevant to this study is that the
teachers mostly use Facebook in the evening, at night,
and during the weekends. Most of the posts on the group
were commented on during the weekends, when teach-
ers have free time to answer. This might explain the low
number of interactions, since teachers may want to use
their free time for other purposes than discussing things
related to work. For that reason, the posts published on
Fridays were more likely to be seen or commented on by
other teachers.

So far we have discussed some general characteristics
of the TFC group in a 2-year period on the basis of quan-
titative descriptors. For a deeper understanding of the
process, however, a qualitative analysis of the teachers’
interpretations of events and attribution of meanings is
needed. We will discuss the data from a qualitative point
of view in more detail in the next section.

Results from qualitative data analysis

The answers to the first questionnaire showed that
most teachers were not concerned about the possibility
of collaborating with other teachers in the beginning of
the intervention project, which actually is the focus of
this research. In their answers to the questions of this
questionnaire, the teachers expressed their initial senses
about SNS. For more than 80% of the teachers, the SNS
were spaces for “sharing information in different ways”,
or “a place for interacting with other people”.

From the perspective of the Cultural Historical Ac-
tivity Theory, those answers express the value of a given
object for the person in his everyday life [37]. Those val-
ues are expressed through meanings, that is, the personal
meanings words have for the person, which may vary ac-
cording to the social activity people are involved in [29].
By discussing (and collaborating) with other teachers, the
teachers attribute new meanings to the activities, which
may become (or not) a shared meaning for the group.

In addition, teachers suggested new possibilities for
using Facebook. One teacher, for instance, wrote “I be-
lieve the use of Facebook would be possible at schools if
we [teachers] discuss with the students the ways for us-
ing them”. Following Magalh es [27], this can be seen as
an initial movement toward critical collaboration, since
the teachers want to establish the rules for using SNS
with the students, and not for or by the students.

From the answers of the second questionnaire, the
teachers kept a defensive position, that is, they gave the
responsibility of the problems to the other teachers in
the group. When one teacher from our group on Face-
book wrote “some teachers are reluctant”, according to
Kerbrat-Orecchioni [22], we can infer two main mean-
ings in that utterance: first, the use of some might mean
I (the teacher), in a way that he/she does not want to
work with that; and second, that the problem is the other
person. By transferring the responsibility to the other,
the teacher exempts himself/herself from being an active
participant in the groups, becoming a mere spectator in
the activity. From that example we could observe, fol-
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lowing Bronckart [5], the distinction between the first
person perspective (I and we) and the third person per-
spective (he or they).

In another example, one of the teachers from the
group wrote, “they should share what they are doing”.
In this case the teacher is concerned with what the oth-
ers are doing and does not consider what she is doing
herself, since this teacher who suggested the others to
make more contributions to the group, did not make any
suggestions in the group on Facebook.

In this excerpt, one teacher stated “the problem is
that students don’t accept it [rules]. They [students] like
technologies, but they don’t accept the rules for using
them inside classroom.” When teachers use the pronoun
they to refer to the students, instead of using I or we,
according to Kerbrat-Orecchioni [22], the teachers are
keeping distance from the problem, and giving students
the responsibility for mistakes or possible failures. Rules,
according to Engestr m [2], play a fundamental role in
the constitution of every activity. In this case, if the rules
are not explicitly put, or constructed together with the
students, teachers feel they will not succeed in working
with technology with their students.

Teachers provided another shared insight when they
agreed that the use of SNS is a way of linking the com-
munity they live in to the school. One teacher stated “it
[Facebook] can be a tool where parents also participate
in what is done at school”.

The findings related to time of the posts suggest that
teachers are working by themselves, at home, since all of
them teach in Secondary Education level, which is com-
mon in the mornings in Brazil. It also suggests that the
teachers do not work together inside schools, where they
might discuss and learn about how to use digital media
at schools. According to Datnow & Park [10], teachers
need a specific time at schools to build such collabora-
tive spaces and to plan, share, evaluate, and construct to-
gether with the other teachers of the school opportuni-
ties for improving their own skills related to technology.

Considering the interactions inside the TFC group
(see Figure 2), during the first year of the study we ob-
served an increasing engagement of the participants. The
decrease in the second year is understood in two ways: on
the one hand, from post intervention chat messages on
Facebook, it turned out that five teachers who stopped
following the group had not actually left it. They argued
that they did not have time to combine the use of an on-
line platform with the demands they faced at schools, or
with any incentive from the schools in which they work
to continue in the TFC group. They further agreed that
if they had time available for that they would use the on-
line groups more often. On the other hand, three teach-
ers who were not interacting in TFC group reported that
they were spending their time with the groups of stu-
dents, which is another focus of our research project, and
two teachers were working with a new group of teachers
in their schools.

Another issue about the interactions in TFC to be
considered is that the teachers tend to see the researcher
as the main collaborator in the group. All the tensions
and conflicts posed by the teachers are to be solved by
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the researcher. From a critical-collaborative perspective,
the teachers need to take the responsibility for enabling
the creation of new possibilities for the resolution of the
tensions or conflicts among the teachers themselves,
without the interference of the researcher.

From post-intervention chat messages with ten
teachers, we observed that teachers from two different
schools started a group on Facebook for the teachers in
their schools, to work with them in a similar way as pro-
posed by our study. According to the teachers, having a
group inside the school would be easier for them to ex-
change their experiences with digital media, since they
could combine both online and face-to-face discussions
at schools. In addition, the schools provided them part
of the mandatory weekly meetings at schools for those
teachers to discuss the use of digital technology. One of
these schools even created a Facebook page, where par-
ents and students follow up what is done in that school.

After an increasing number of collaborations, it was
gratifying to see that some schools endorsed the use of
Facebook after the intervention was finished, thus au-
tonomously expanding the use of Facebook beyond the
initial conditions of the intervention. Figure 2 summa-
rizes this process. The vertical line in the middle sepa-
rates the focus of this study to new events that were
triggered by it. As a critical-collaborative research, the
use of the group enabled the participants to act in their
communities and create new activities based on what
was done previously.

Discussion and Conclusions

Going beyond TFC group

In this article, we presented an explorative longitu-
dinal case-study about the use of Facebook by teachers.
From our first research aim — why on how teachers used
the TFC group as a collaborative space — we observed
that teachers pointed out that the main need for using
groups on Facebook at schools would be to improve

TFS group

Teachers join the
TFS group and begin
to use it

groups on Facebook

with their students

The teacher from
TFS group starts

communication with students. Teachers were also aware
that they are supposed to use such digital technologies,
as described by Brasil [4], but they also pointed out that
students are very important in the process of implement-
ing such tools at schools. That concern goes as described
by Cunha Jr. [9], who highlights the students as an im-
portant stakeholder for the success of a school interven-
tion project.

From the collaborative perspective, the predominant
kind of collaboration developed by the teachers is what
Fullan and Hargreaves [14] call comfort collaboration,
which means that the teachers somehow participate and
collaborate with others but avoid taking risks or being
criticized by the others. In addition, the possibilities for
staying connected to the Internet impacted in the con-
struction of the collaborative process. Moreover, the
teachers still see the researcher as the one who is able to
solve all the problems in the group. This may explain the
biggest number of initiative/responsive turns of the re-
searcher in the discussions inside the group. It was an at-
tempt to make the other teachers engaged in the activity
and to give them responsibility to solve a given topic and
to avoid the comfort collaboration inside TFC group.

In order to answer the second research aim, regarding
the evolution of communication in the TFC group, we
conclude that, firstly, the creation of a critical collabora-
tive environment is not a matter of simply connecting
teachers online. It demands time from the participants
and requires them to be fully engaged in this process, like
suggested by Magalhaes [26].

In addition, the multiplicity of contexts was quite
difficult to be understood by the participants and it sug-
gested that only being connected with other teachers is
not a productive strategy by itself. This was corrobo-
rated by the findings presented in Figure 1, in which we
observed a decrease of interactions after the second pe-
riod considered in this study. The teachers must have a
common shared object to pursue [12] so they really con-
struct something. In the widely connected society we
live in, people tend to see the web-based connection as

Groups of Teacher/Students
Teachers outside TFS
Teachers also use

discussing the use of
groups on Facebook
with other teachers,
who are not in TFS.

Planned process

Schools start using a
group of teachers
and groups of
teacher/students,
and give teachers
time to discuss it
during meetings at

schools.

i Expansion of the process

Fig. 2. Evolution of communication in the TFC group
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the only way of living, and maybe it is not the only case.
We are all connected, but we must learn how to make
the proper use of it.

However, we could observe transformations on the
communities of the research participants. While the work
in the TFC group was not sufficient to create a strong
online collaborative work space for teachers, it did en-
able the teachers to create stronger small groups in their
communities to continue their discussions about the use
of digital tools at schools. In addition, the changes in the
meetings at the schools, and the availability of time for
discussing the use of online tools, caused by three teachers
from TFC, were a positive result of this study.

Although we could not achieve critical collaboration
among teachers, as suggested by Magalhaes [27], we sug-
gest that CCR can still be seen as suitable methodology
for educational studies, since it enabled some of the par-
ticipating teachers to create new online groups for discus-
sion in their schools, in which they collaborated critically
with each other. This highlights how teachers are strongly
influenced by their cultural-historical contexts, and still
require face-to-face meetings with the colleagues in order
to implement changes in the school settings. The process
described in Figure 2 supports this claim: the teachers
who worked in the same school were able to create new
groups on Facebook and to discuss its practical implica-
tions for educational issues either face-to-face or online.

According to Magalhdes [26], research conducted
under the CCR approach would result in transforma-
tions of the activities, in a way that all participants work
collectively. However, Parrilla [31] argues that every
transformation in an educational setting is slow and
takes time, so they do not immediately create expressive
tensions in the school context. Thus, still according to
Parrilla, it would be necessary to set up a longer follow-
up period to analyse the possible transformations in this
given virtual context as a result of the interventions.
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