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Abstract

The research had investigated the process of assigning personal meaning to the activity of study, specifically to the artistic activities developed in
the artistic subject. The field survey had carried out in a 5th year of a municipal public school through classroom observations and interviews with
students. The relationship between the motive of the study activity and the study actions had taken as a unit of analysis, categorizing the motives
into pragmatics and linked to freedom of expression and the actions in actions of pedagogical organization, of aid, of valorization of the student
and collective work. The children sought to establish relationships with learned knowledge and to take responsibility for their tasks. It had verified
that there is a process of attribution of transforming personal meaning and that the pedagogical organization of the teachers produces scholastic
success: they encouraged the collaboration among the colleagues, they fomented the collective work, and they organized study actions, which
brings didactic principles for the organization of the developmental teaching.

Keywords: Historical-Cultural Psychology; art education; school learning.

Sentido personal, actividad de estudio y educacion artistica: un estudio de caso

Resumen

Se investigd el proceso de atribucidon de sentido personal a la actividad de estudio, especificamente a las actividades artisticas desarrolladas en
la asignatura de artes. Se realizé una investigacion de campo en un 5° curso de una escuela publica municipal por intermedio de observaciones
de las clases y entrevistas con alumnos/as. Se tomé como unidad de andlisis la relacion entre el motivo de la actividad de estudio y las acciones
de estudio, categorizandose los motivos en pragmaticos y vinculados a la libertad de expresién y las acciones en acciones de organizacion
pedagdgica, de ayuda, de valoracién de la labor discente y colectivas. Los nifios buscaban establecer relaciones con conocimientos aprendidos
y se responsabilizaban por las tareas. Se constaté que hay un proceso de atribucidon de sentido personal transformador y que la organizacion
pedagodgica de las profesoras produce éxito escolar: incentivaban la colaboracién entre los compafieros, fomentaban la labor colectiva,
organizaban acciones de estudio, lo que trae principios didacticos a la organizacién de la ensefianza y desarrollo.

Palabras clave: Psicologia Histérico-Cultural; arte-educacioén; aprendizaje escolar.

Sentido pessoal, atividade de estudo e educagéo artistica: um estudo de caso

Resumo

Investigou-se o processo de atribuicdo de sentido pessoal a atividade de estudo, especificamente as atividades artisticas desenvolvidas na
disciplina de artes. Realizou-se uma pesquisa de campo em um 5° ano de uma escola publica municipal por meio de observagdes das aulas
e entrevistas com alunos(as). Tomou-se como unidade de analise a relagdo entre o motivo da atividade de estudo e as agbes de estudo,
categorizando-se os motivos em pragmaticos e vinculados a liberdade de expressao e as agdes em ag¢des de organizagéo pedagogica, de ajuda,
de valorizagao do trabalho discente e coletivas. As criangas buscavam estabelecer relagbes com conhecimentos aprendidos e responsabilizavam-
se pelas tarefas. Constatou-se que ha um processo de atribuicdo de sentido pessoal transformador e que a organizagdo pedagdgica das
professoras produz sucesso escolar: incentivavam a colaboragdo entre os colegas, fomentavam o trabalho coletivo, organizavam agdes de
estudo, o que traz principios didaticos para a organizagao do ensino desenvolvimental.

Palavras-chave: Psicologia historico-cultural; arte-educagéo; aprendizagem escolar.
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Introduction

The aim of this paper is to investigate how the pro-
cess of personal’ meaning assignment to the study activity of
public elementary school students, specifically the meaning
attributed to the educational activities developed in the arts
education discipline.

We take as reference the historical-cultural psycho-
logy, whose main representatives are Vigotski, Leontiev and
Luria, but focusing on the concepts of activity theory (Leon-
tiev, 1983; Davidov, 1988) as central to this work.2 According
to these conceptions, the school is one of the privileged spa-
ces of humanization and its specificity is to ensure that stu-
dents, from an early childhood, appropriate the foundations
for the development of theoretical thinking (Davidov, 1988).

In this sense, school entry brings profound changes
to child development. Davidov (1988) postulates that ente-
ring school education is a moment of great transformation
in a child’s life, starting with the fact that there is a change
in their social place. We also highlight the profound internal
transformations, as the child begins to assimilate the most
developed forms of social consciousness. For this appropria-
tion to occur, it is necessary for children to perform a specific
type of activity, the study activity (Davidov, 1988), whose
specificity is the constitution of psychological neoformations
such as consciousness and theoretical thinking.

That way, the fundamental content of the study ac-
tivity is theoretical knowledge: “... it is the assimilation of
generalized action procedures in the sphere of scientific
concepts and the qualitative changes in the child’s psychic
development that occur on this basis” (Davidov & Markova,
1987, p.324, our translation). That is, one of the essential
functions of the school, according to the theoretical concep-
tion in focus, is to ensure the appropriation of theoretical
knowledge by students and, through the appropriation of this
type of knowledge, develop theoretical thinking. According
to Davidov (1988), the content of theoretical thinking is the
mediated, reflected, essential existence that reproduces the
universal forms of things.?

Among the different types and areas of theoretical
knowledge, our focus will be the development of aesthetic-

1 In the case of this work, we take as reference the concepts of
personal sense and social meaning understood from the dialectical
unity between human activity and consciousness (Leontiev, 1983).
The personal sense expresses the subjective relationship that the
subject establishes with social meanings and human activities.
Thus, our starting point is the understanding that personal sense is
produced in relation to human activity and, therefore, for personal
senses to be analyzed it is essential to understand them from
the structure of human activity. In a previous article (Mendonca &
Asbahr, 2018); we analyzed the different conceptualizations of
meaning within the historical-cultural theory.

2 We argue that although there are significant differences
between the works of Vigotski and Leontiev, there is continuity and
complementarity in the proposition of these authors (Asbahr, 2011).
We agree with Zinckenko (2006) in his statement that we cannot
speak of two psychological schools, but only of two investigative
tendencies.

3 For further understanding of the development of theoretical
thinking, see Rosa, Moraes and Cedro (2010).

-artistic thinking. The capabilities of abstraction and synthe-
sis they develop in a specific way in artistic activity. In the
process of artistic production, one starts from a concrete
reality and creates a new reality, the artistic reality. In this
movement, the development of theoretical thinking is funda-
mental since the synthesis achieved, that is, the artistic reali-
ty obtained, must contemplate the essential relation between
the elements of the real and not simply a representation of
the various characteristics perceived by the subject, in a
fragmented way.

Vigotski (2001) compares the thought form provided
by art with the knowledge coming from science. According
to the author, art, like science, enables a greater knowledge
of reality: “Art differs from science only in its method, that is,
in the way of experiencing, that is, psychologically” (p. 34). .

Davidov (1988), in an analysis of the formation of the-
oretical thinking produced in school subjects, names some of
them as belonging to what he calls the “aesthetic cycle”, in-
cluding literature, music, the fine arts, as they are potentially
focused on development of students’ aesthetic awareness.
The fundamental content of the teaching of these subjects
is the assimilation by children of the general procedure of
perception and creation of the artistic form. In other words,
as Vigotski (2003) summarizes the constitution of creative
activity.

Therefore, itis understood that art learning is essential
to the formation of theoretical thinking and creative activity.
However, on the other hand, we see in school reality a poorly
valued artistic teaching, often based on the development of
motor coordination or child spontaneity (Barbosa, 1989).

Method

Afield research* had carried out in a 5" grade class of
a municipal elementary school one of a middle school in the
interior of Sdo Paulo. We followed the art classes taught by
teacher Bianca® during two months of the first semester and
the beginning of second semester of 2015, through partici-
pant observations (Ezpeleta, 1989), totaling the observation
of seven arts education classes in the first semester and two
classes in the beginning of the second semester. We could
also observe a class from the regular teacher in the class,
Angela. Observations had recorded in a field diary and later
resulted in expanded records.

We also interviewed ten students from the class with
the purpose of deepening the subjects observed in the clas-
sroom and exploring each child’s particular issues. The inter-
views included questions about the child’s relationship with
the arts discipline and with the school in general, seeking
to elucidate the motives and actions of the study activity, as
well as, how they relate to the school, the study, peers and
teachers. The interviews recorded and later transcribed.

4 Approved by the Research Ethics Committee (REC) of the Faculty
of Sciences (UNESP-Bauru), by Plataforma Brasil. Protocol in the
CAAE: 45461115.1.0000.5398.

5 The names are fictitious.

Psicologia Escolar e Educacional. 2019, v.23: 192457 2de8



During the fieldwork, two meetings were also held
with the art teacher, Bianca, and the class teacher, Angela,
so that we could discuss the research data and the progress
of the pedagogical work. In these meetings, the teachers
had access to the previous analysis of the research data
and collaboratively participated in the discussions that will
be presented here.

In the accompanied class there were 22 children en-
rolled, with an equivalent number of boys and girls, and an
average age of 10 years. According to the class teacher, all
the children were literate and following the contents of the
5th grade, which could be seen in the field observations: “it is
a very good class,” (says teacher Angela in excerpt from the
Enlarged Record # 4).

Results and discussion

Consistent with the methodological principles adop-
ted, we based on the method of unit analysis indicated by
Vigotski (2000) as a necessary method for the analysis of
psychological phenomena. Instead of the decomposition in
elements, Vigotski (2000) postulates an analysis that decom-
poses the totality in units. It defines unity as the product of
analysis that has all the properties inherent in the whole, the
indecomposable part of the whole that explains it by repre-
senting its essence.

In the case of the object of this research, the process
of assigning personal meaning to artistic activity, we will take
as a unit of analysis the relationship between the reason for
the study activity and the action of study (Asbahr, 2011).
According to Leontiev (1983), meaning is created in the re-
lationship between the motive of activity and that for which
the subject’s action is oriented as a possible result, that is, its
end. In conscious action are integrated the genesis of activity
(motive) and the object of action (end of action). In analyzing
the process of assigning personal meaning to any activity, you
need to find the reasons for that activity, as well as, what ac-
tions correspond to that activity. This unit of analysis is directly
related to the structure of activity and consciousness.

The reasons expressed by the students were cate-
gorized into two large groups: pragmatic motives and mo-
tives linked to freedom of expression. Pragmatic motives
are linked to practical utility; art is learned because it has
some immediate purpose. Here is an excerpt from an inter-
view with children that expresses this kind of motif that, in
our analysis, comes close to what Leontiev (1988) calls only
understandable motives:

Interviewer: And for you, so in your life, how important is it to
learn the arts? What do you think?

Fernanda: Because sometimes here at school there are
these drawing competitions, now the guild, so it is important
to learn, because there are these drawing and painting
competitions, so we think and get the same as the teacher
taught here.
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(Excerpt from interview with Fernanda®)

In this same perspective, an episode that occurs in
the 5" class observed is striking. On this day, teacher Bianca
leaves part of the time for the children to finish tasks from
previous classes and the other part gives a dialogued lecture
about sculptures. It was a different class from the usual rou-
tine, in which artistic productions occur from artistic concepts
or themes. The children were agitated:

Rodrigo comments: “There’s nothing to do”. It is the second
child who complains about it. My hypothesis is that they
understand the art class as a class of things to do ... At
the end of the class, the teacher talks to me about today’s
class and says that children prefer practical activities, such
as painting or drawing, but have difficulties in focus on
more expository discussions or classes. (Excerpt Extended
Registration 5" remark)

This utilitarian conception of art can be understood
historically, as we see in Barbosa (1989), which denounces
the little space for the creation, appreciation and history of art
in arts education classes. Sardelich (2001) also reveals the
prevalence of a utilitarian view of the discipline, which would
help to develop other disciplines or linked to the decorative
function.

It is noteworthy that in none of the observed classes
we could witness the teacher Bianca presenting or expres-
sing this utilitarian conception of arts; on the contrary, we
could see it spreading an artistic conception linked to the
learning of fruition and aesthetic awareness. However, we
know that there are no pure personal senses, detached from
the activity and its social meanings, as analyzed by Leontiev
(1983). Thus, children express these motives with reference
to the social meanings that circulate about artistic activity in
the school itself, in their families, in the hegemonic social dis-
course that devalues art, the artist and the human sciences
in general. Moreover, these meanings certainly participate
in the process of attributing personal meaning to the study
activity developed in arts education.

On the other hand, children also presented motives
related to freedom of expression. They refer to the art class
as one of the few spaces in which they can express, create;
produce, as we see in the excerpt below:

Francesca: Arts | find a lot of fun. It is the coolest day of
the week. We start laughing, like we spend time there and
it is happy. We become looser, we are freer, and we can
express ourselves the way we are there. | like it a lot ... |
think studying arts is much more fun, because we learn, ah ...
I'll talk ... live better sometimes, we learn a lot of good things,
we get spontaneous, we think better, we do what we want. It
is not that we want, we do what the teacher asks, but when
we go to do it we are letting go, getting freer, right? And in
other things we get closer and then in arts we get free, we

6 The names are fictitious and in the case of children were chosen
by them.



do, you know? It is very good. (Excerpt from interview with
Francesca, emphasis added).

In the observed classes we could also witness the
manifestation of these motives linked to freedom of expres-
sion: “Eloisa writes, in her self-assessment, that the arts
class leaves us calm and relaxed” (Excerpt from the Exten-
ded Record of the 8" observation).

The teacher Bianca, in some classes, introduces stu-
dents to an artistic conception linked to freedom of expres-
sion and possibility of creation:

Bianca explains to the students some concepts about
sculpture: “Who invented this technique was Amilcar de
Castro, Brazilian artist. He uses metal plates. If you go to Sao
Paulo, in Ibirapuera Park, there are the concrete sculptures
of HélioOiticica, Amilcar de Castro and LygiaClark ”. She
explains that these artists are part of the concrete movement
that proposed simplicity of forms, use of geometric forms,
and says:”The beauty of art is not only in the reproduction
of the perfection of reality, but in the creation”. (Excerpt from
Extended Record of 5" Observation )

In these types of motives, which we are calling “linked
to freedom of expression,” the relationship that children esta-
blish between their production in art class and the possibility
of expressing themselves freely draws attention.

Our defense of art as a school content articulates with
the defense of the school as a privileged place for the inte-
gral formation of the human being (Saviani, 2000; Duarte &
Ferreira, 2011) and the development of aesthetic sensibility
and, therefore, the teaching of arts can relate closely with the
formation of free and universal individuality.

When children mention that in art class, they can
express themselves “the way we are” (Interview with Fran-
cesca); they reveal the transformative potentialities of arts
education and its relation to the human-generic need for
humanization. In other words, “... the general need that man
feels to humanize everything he touches, to affirm its essen-
ce and to recognize himself in the objective world created by
him ”. (Vazquez, 1968, p.71).

In the analysis of this kind of motifs, the contribution
that art has to humanization through sensibility is highlighted,
since insofar as it works on the senses, it has a direct effect
on alienation. These motives are also articulated in our
analysis with the emotional dimension of consciousness (Vi-
gotski, 2001) and children directly relate art to positive emo-
tions. According to Vigotski, art has the potential to gene-
rate emotions that broaden the formation of the individual’s
consciousness. The potentiality in art lies in generating non-
-everyday emotions, which can produce the development of
new psychological formations: “That is, art could provoke a
new, more elaborate psychic organization, as it is a cultural
instrument, which aims, in its form and content, high human
forces such as abstraction, creativity, perception, emotion
and imagination”. (Barroco & Superti, 2014, p. 26).

Highlighting imagination as a psychic function, Vi-
gotski (2003) relates it to creative activity. In creative activity,
man reworks and creates, with elements of experience, new
forms that recreate and modify the present and constitute hi-
mself as a human being projected for the future. Imagination
is precisely this human capacity to create and combine facts,
which is developed through cultural mediations:

The creative activity of imagination is in direct relation to the
richness and variety of experience accumulated by man,
because this experience is the material with which fantasy
erects its buildings. The richer the human experience, the
greater the material available to the imagination. (Vigotski,
2003, p.17).

Although our understanding of these motives linked
to freedom of expression is that they are potentially huma-
nizing, it is important to highlight that the discourse of free
expression in the case of arts education has generated, on
the other hand, spontaneous pedagogical practices, predo-
minantly playful and uncompromising with regard to the tea-
ching of arts content. For example, Sardelich (2001) reports
the prevalence of an art view as a personal expression of
feelings and an artistic creation as a product of affection and
emotion, which carries a conception of art as a natural gift.

We understand that arts education, linked to free
human development, must guarantee the development of
artistic sensibility, which cannot be taken dichotomously,
disregarding intellectual and moral development (Duarte &
Ferreira, 2011). That is, the development of emotions and
creativity does not occur naturally, leaving only the child to
express himself freely, without strings attached, in order to
deny the intrinsic relationship between intellectual and affec-
tive development.

Such an understanding of the teaching of arts has
the opposite effect of what we are proposing, since it emp-
ties the school of knowledge, carries an adaptation view of
school education and replaces artistic experience with the
mere experimentation of materials, colors, shapes, without
the organization of this experience in a theoretical level. This
warning is important if we do not want to defend a conception
of school education that preaches a notion of freedom taken
as a synonym of “doing what one wants” and that defends
free expression without defending freedom as a universal
concept (Duarte, 2004).

In this way, after having presented these two large
groups of motives, pragmatic and linked to freedom of ex-
pression, it is important to remember that all human activity is
motivated in many different ways and the classification made
here corresponds only to the need for exposure of the rese-
arch data analysis. The presented motives most probably act
together in the constitution of the study activity of the children
in focus, although they may have different hierarchical places
for each subject.

We categorize the actions of study into actions of
pedagogical organization, help actions, actions of valuing
student work and collective actions. In the first group of ac-
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tions, called actions of pedagogical organization, we highli-
ght the actions of teachers and students that signal how the
daily life of the classroom was organized, especially in the
arts discipline, but also bringing elements of the 5" grade
pedagogical daily life.

In our observations, it was highlighted how the orga-
nization of the pedagogical work was explicit and understood
by the children, both with regard to the disciplinary rules, as
well as, with regard to the organization of the study actions
and the accomplishment of the tasks proposed by the tea-
chers which brings us to the study by Souza (1999, p.122)
on the relationship between school success and work agree-
ments. The author’s words materialized in our observations:
“... I noticed a certain harmony in the communication establi-
shed between teacher and students.”

In art classes, teacher Bianca presented a clear work
organization, understood and incorporated by the students:
distribution of materials, resumption of contents from pre-
vious classes and articulation with the content of the day,
systematic explanation of the task to be performed, help and
guidance to children who were in difficulty, appreciation of
the work of each student.

Regarding discipline, the arts teacher also presen-
ted clear rules of behavior, similar to what Souza (1999, p.
120) describes: “... the emphasis on cooperation; discipline
understood as an organization for work and not just as main-
tenance of order”. In rare moments, we witness the teacher
trying to control the behavior of her students aggressively or
authoritatively. On the contrary, the low and respectful tone of
voice predominated in the communication between teacher
and students.

In the class teacher Angela’s class, we could also
observe this organization of pedagogical actions. Angela de-
monstrated the clarity of her pedagogical goals and guided
the students accordingly. Here is an example where the tea-
cher signals students what they expect from an assessment
activity:

Teacher Angela to the class: “5th grade students have to
know how to turn around to use the textbook and this will
be charged on the exam. For example, on p. 28 is the map
with the division of the regions”. The children look at the book
... The teacher instructs the children about the use of the
textbook. Then, in conversation with me, he explains that he
has been working on this autonomous use of the textbook,
which he thinks is fundamental for the child to learn to use
the book, to seek the information he needs.

Teacher: “A 5th grader should look for information in the
book. It is important they develop this skill. ” (Extended
record excerpt from the 7™ observation).

This teacher even created strategies for children to
learn to organize themselves temporally, signaling at various
times how much time they had left to perform a task and
encouraging students to organize themselves accordingly.
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This organization of the teachers’ pedagogical actions
generated corresponding actions in the children who de-
monstrated, as a rule, to be involved in the proposed tasks.
They knew what was expected of them in each task. They
discussed and socialized their productions during class. In
terms of learning, all students of this fifth year were well lite-
rate and, according to the teachers, with a level of learning
that is expected to be expected for a fifth year.

The analysis of the pedagogical organization actions
is close to the discussion about work agreements held by
Souza (1999). According to the author, these agreements
produce the formation of attitudes compatible with the lear-
ning of children in school, which may lead to the production
of school success observed in the class in question. In the
case of the object of this research, the personal meaning
attributed to the activity of study in arts, we can highlight the
importance of the actions of pedagogical organization make
sense for the students:

... It’s not just school content that needs to be meaningful.
Relationships and attitudes also need to be understood by
students. The organizing role of working arrangements and
their contribution to good pedagogical work has given us
evidence of this. (Souza, 1999, p. 128, emphasis added by
the author).

In the group of actions that we are calling help ac-
tions, we highlight the actions produced by teachers and
incorporated by students, which show the collaboration be-
tween students in school tasks, valued and encouraged by
teachers, as we see in the following excerpt:

The teacher asks if anyone is having difficulty. Some raise
their hands and others offer to help: “I help, mine is perfect.”
This scene catches my attention; because these help,
situations seem to be commonplace in the class. (Extended
record excerpt from 3 observation).

We could even witness the children themselves offe-
ring to help their peers: “Cristiano Ronaldo is not succeeding.
He assembles and disassembles his sculpture and gives the
impression that he wants to give up. Rodrigo says he will
help him. ” (Extended registration excerpt from the 6" ob-
servation).

The analysis of these actions referred us to the con-
cept of Imminent Development Zone proposed by Vigotski
(1996). This level of development refers to the psychological
functions that are in the process of development. In this sen-
se, it expresses the potential for learning, as it characterizes
mental development prospectively: “La esfera de los proces-
sos inmaturos, pero em via de maturacion, configura la zona
de desarrollo proximo del nifio” (p.269).

It is noteworthy that the help actions performed by the
teachers and students seemed to produce the children’s de-
velopment in the tasks performed. They also engendered a
climate of collaboration and cooperation among the students
in the class.



In the same perspective, the actions of valuing student
work are pointed out. The climate of collaboration described
above is also produced by the actions of the art teacher and
the actions among the children to value and praise the work
of their peers, as we see in the following excerpt:

Bianca shows Juliana’s drawing to everyone: “She already
has an artist trait’. She asks the student to show her
drawing to everyone and the girl, in a mixture of shame and
pride, shows her production to her classmates. (Extended
registration excerpt from the 6" observation)

The actions of helping and valuing student work make
up a pedagogical activity that, in our analysis, values the for-
mation of the children’s collective (Pistrak, 2011). From this
perspective, what are called collective actions stand out. We
witnessed, in different classes, tasks proposed as collective
actions among children. The most emblematic example refers
to the end-of-semester project that involved the production of
short stories and plays in groups of children. This proposal
generated great involvement of the children with the content
they were working on and intense collective work. One of the
students comments on this work:

Now, I'm having a good time, I'm there with my friends. | have
an idea, like “let’s do this”, then the other one says “oh no,
this idea is better”, so we communicate a lot. In group we
like to do more and everyone helps each other, sometimes
have a fight, but even fighting and understanding, the other
day we are all friends again, it's only temporary the fight. We
have always been friends and will never stop being friends.
(Excerpt from interview with Francesca)

Francesca’s speech highlights the role of the group
in its development and learning process. Therefore, the tea-
chers, generating a class that seems to understand themsel-
ves as a collective work, intentionally work this: “The teacher
Angela said that she works hard to form the group and the
union between colleagues. For example, two new students in
the class quickly joined the class. ” (Extended record excerpt
from the 4" observation)

According to Bozhovich (1985), the teacher’s social
motivation decreases during schooling, but increases the role
of the group of friends in the process of development and
formation of motives, which may also be related to the change
of main activity, from study to intimate communication.

The fact that children are engaged in school in an
extraordinarily important common activity — the study -
leads to the emergence of certain relationships: in children
comes the desire to be together, to play together, to work, to
fulfill one’s commissioned social tasks. Inside the children
arise the interest in the opinion of colleagues, want to enjoy
their sympathy and recognize their merits ... Thus, the
appreciation of peers, the opinion of the children’s collective,
and gradually becomes fundamental reasons for the conduct
of the student. (Bozhovich, 1985, p.211, our translation).

It is understood that one of the teacher’s roles in the
organization of teaching is to guide the study actions collecti-
vely, as we see in the pedagogical work analyzed. The study
activity developed from the interaction between children has
shown better results regarding the process of knowledge as-
similation, for example, in situations of discussion about the
origin of a given concept (Rubtsov, 1996). The pedagogical
experience accompanied by this research highlights these
theoretical concepts: the role of the collective in the produc-
tion of students’ learning and development.

We emphasize the role of the teacher in the organiza-
tion of collective activities from the understanding of the col-
lective character of human learning. Bozhovich (1985) points
out that the correct organization of the collective could create
the conditions for the full formation of the psychic-moral par-
ticularities of the child’s personality.

Returning to the study activity, in relation to the collec-
tive the student can create new reasons for the study, which
find resonance in the group, since the social is the reference.
It is in the unity between the motives of the study activity and
the study actions that the personal sense develops and we
can foresee, in the case of this research, two pedagogical
developments: the production of school success (Souza,
1999) and the ongoing formation of a student posture (Bo-
zhovich, 1985).

Even among the children who declared pragmatic
motives the pedagogical actions developed seem to alter the
general meaning they attach to the study of arts: they get
involved with the proposed tasks; they want to learn.

In the data analysis, we can observe that there is
a process of transforming personal meaning attribution
underway. Children (and teachers) seek to establish rela-
tionships with knowledge previously learned and from other
areas, which is an essential element for the formation of the-
oretical thinking. They are responsible for the proposed tasks
in the classroom, which demonstrates the development of a
student posture necessary to consolidate the study activity
as the main activity. There is also the embryonic formation of
a children’s collective, mediated by the teachers’ performan-
ce, which, as we have seen, is fundamental in the production
of the students’ learning in focus and in the constitution of a
collective ethics.

Regarding the formation of theoretical thinking, the
expected new formation in the study activity, the research
only allows us to make hypotheses. The data obtained do
not make it possible to state whether this formation occurred
or not and formative experiments (Davidov, 1988) with this
focus would be necessary.

One of the classes on sculpture brings elements to
think about the development of the aesthetic-artistic thinking
of the children in question:

On the blackboard, Bianca writes: Visual reading and
reinterpretation of sculptures. He glues several sculptural
images on the board, asks the children to observe, and
begins a dialogue about the figures. Question for Daniel:
What do images have in common?
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Francesca: | know they are sculptures.

B: What are sculptures?

Unidentified student: It is a stone thing.

B: Caio, how do you think a sculpture is made?

Caio: It is a pile of stone and someone is going to break.

Madara: It could be made by clay.

B: Martha, which one is the oldest?

Martha points to Egyptian sculptures.

B: Look at the style of the drawing.

Bia calls David: Which one is the most modern?

Laura: It’s the weirdest.

David analyzes, looks, and points to animage of AdeliusSarro.

B: Juliana, which one is the most modern?

Juliana also points to a sculpture by AdélioSarro.

B. to Alice: Which is the weirdest?

Alice, eyes closed, says Michelangelo’s David: / do not even
want to look (referring to nudity).

Bianca to Francesca: Which one did you like best?

Alice: It sure was that (David points out ironic).

B. to Laura: What do you understand about this image (points
out Vaccarini’s sculpture image)?

Laura: He had arrested and tried to break the bonds.

B. says her questions are over and asks if anyone wants to
comment on anything. Caio comments about the sculpture.
The children are agitated; raise their hands to speak.

Martha shows Pharaoh: It is golden, it is creative.

| ask the teacher if | can ask questions. She allows; what
characterizes a sculpture?

The students talk about various things that make up a
sculpture, the materials that are made, for example, stone,
clay, marble, about objects that can be carved, wood, stone,
about what the sculpture represents symbols, memories,
important people...
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B: I forgot to ask a question, what do sculptures have to do
with what we are studying?

Laura replies that sculpture is the art in 3D. (Extended record
excerpt from the 5" observation).

In the excerpt, although limited to a particular class,
it is noteworthy how the connections the children make are
restricted to the empirical level of content and do not rela-
te to the concepts they were previously learning, the three
dimensions in art. They highlight external features of sculp-
ture, such as the materials used in making the sculptures
and what they has represented, but they do not come to a
concept, a generalization. On the other hand, the teacher’s
questions do not lead to this conceptual generalization and
only at the end of the class, she relates the images with the
previous content, the artistic production in three dimensions:
“What do sculptures have to do with what we are studying?”.
In addition, one of the students responds that sculpture is 3D
art, approaching a conceptual formulation.

The excerpt allows raising only as a hypothesis the
limits to the formation of theoretical thinking in the teaching
organization in focus. However, we reiterate the need for for-
mative experiments (Davidov, 1988) that specifically aim to
propose didactic situations designed to produce and analyze
the formation of theoretical thinking.

Final considerations

We seek to explain; taking as a unit of analysis the
relationship between the reasons for the study activity and
the study actions; how the process of attribution of perso-
nal meaning to the artistic activities developed in the artistic
education discipline occurs, by students of a fifth year of a
school public We brought data and analysis that come from
this singularity, but are not limited to it, because they bring
elements to think about the organization of teaching in other
school realities.

We could learn how the pedagogical organization of
two teachers brings interesting results in the production of
school success of a class of students, which has also develo-
ped a posture as students. Their ways of organizing pedago-
gical actions, encouraging collaboration among peers, and
fostering class work as a collective bring didactic principles
to the organization of teaching that promotes development
(Davidov, 1988).

It is necessary to deepen the studies and resear-
ch that establish relations between the historical-cultural
psychology and its possible contributions to the organization
of the teaching, focusing, for example, experiments on the
formation of the theoretical thought.
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