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ABSTRACT?

This article discusses how FORMACCE, a research group within the PGEDU
FACED-UFBA (UFBA's Education Graduate Program), at the heart of its studies,
research, and interventions, creates conceptive and actionalist productions
in curriculum and formation (formagdo)?. Furthermore, it explains how the
research group, through a problematizing, fundamental, and generative
composition, views these two educational themes as interwoven, using the
conception of curriculum acts and formation as a fundamental learning experience
as areference. Correspondingly, the article explains how the concept of formation
is conceived in this context, using as a basis The Ethnoconstitutive Theory of
Curriculum (Macedo, 2016). [talso discusses how this conceptive and actionalist
approach points to the need to de-instrumentalize the concept of curriculum
and formation in favor of policies guided by the sharing of formative, authorial,
and authorizing knowledge.
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1 Translation to English by Paula Souza Alves.

2 Translator's note: The term formation has been chosen as the standard translation for the Portuguese word formagdo
throughout this text. In the article, formagdo refers to a broad range of learning contexts, including academic education,
teacher education/training, and professional development courses and/or workshops. The authors argue that formagdo
extends beyond education or the development of technical skills, which is why formation was chosen instead of training
or other possible terms. According to the Diciondrio Priberam da Lingua Portuguesa, formagdo can mean “a set of values
or moral qualities resulting from education,” “a set of specific knowledge that is taught or acquired,” or “a class, session, or

course designed to acquire or update professional knowledge or knowledge related to an activity”
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RESUMEN

CURRICULO Y FORMACION: LA CONSTRUCCION CONCEPTUAL-
ACCIONISTA DE FORMACCE FACED-UFBA:

Este articulo aborda cdmo el Grupo de Investigacion FORMACCE PGEDU FACED-
UFBA desarrolla enfoques conceptuales y accionalistas sobre el curriculo y
la formacién a través de sus estudios, investigaciones e intervenciones. Se
expone como estos dos temas clave en el &mbito educativo son comprendidos
de manera entrelazada por el Grupo, en un proceso de reflexién critica e
innovadora. Este enfoque se basa en la idea de que los actos de curriculo
y formacién son experiencias de aprendizaje irreductibles. Desde esta
perspectiva, se describe como se entiende la formacién, inspirdndose en La
teoria etnoconstitutiva de Curriculo (Macedo, 2016). Ademas, se argumenta
que este enfoque conceptual y accionalista destaca la importancia de superar
una vision meramente instrumental del curriculo y la formacién, promoviendo
politicas significativas basadas en el intercambio de saberes formativos,
autorales y autorizantes.

Palabras clave: curriculo; aprendizaje; formacion.

RESUMO

CURRICULO E FORMAC;\O: A CONSTRUCE\O CONCEPTO-ACIONALISTA
DO FORMACCE FACED-UFBA

0 presente artigo, em seus argumentos, trata sobre como o Grupo de Pesquisa
FORMACCE PGEDU FACED-UFBA, no amago dos seus estudos, pesquisas
e intervencdes, cria produgdes conceptivas e acionalistas em curriculo e
formacao. Explicita como essas duas tematicas do campo educacional passam
a ser compreendidas de forma entretecida por este Grupo de Pesquisa, numa
composicao problematizadora, irredutivel e generativa, tomando como referéncia
a concepc¢do de atos de curriculo e formagcdo como experiéncia aprendente
irredutivel. Nesse veio, explicita como a concepgao de formacao é concebida nesse
entretecimento, tomando como inspiracao fundante A teoria etnoconstitutiva
de Curriculo (Macedo, 2016). Argumenta, ademais, como essa abordagem
conceptiva e acionalista aponta para a necessidade de se desinstrumentalizar a
concepcao de curriculo e formacdo em favor de politicas de sentido orientadas
pela partilha de saberes formacionais, autorais e autorizantes.
Palavras-chave: curriculo; aprendizagem; formacao.

3 Texto traduzido por Diana Rueda.
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Introduction

Throughout its long history of studies, re-
search, interventions, and concept creation,
FACED-UFBA's FORMACCE Research Group
has developed a theoretical and actionalist
approach that is continually (re)signified. It
draws on its experiences and experimentations
as a research group, focusing on agendas and
issues related to curriculum and formation,
with special attention to formation. In this
regard, the group has intentionally engaged
in a theoretical and actionalist construction
aimed at distinguishing, making explicit, and
relating the conceptions of curriculum and for-
mation. This approach is primarily grounded
in the Ethnoconstitutive Theory of Curriculum
(Macedo, 2016), understood and established
as a curricular-formative theory-action.

FORMACCE's conceptual
constructions of curriculum and
formation

Perspectives on curriculum and curricu-
lum acts as ethnoconstitutive issues and
agendas

If we understand that curriculum emerges as
a living text that deals with knowledge and
activities chosen as formative, constantly re-
writing intentions and points of view, we can
also recognize that the antinomian narratives
separating theory and practice in the field and
curricular practices have lost their pertinence
and relevance. In this context, the idea of a mov-
ing and procedural perspective—coined by us
as curriculum acts (Macedo, 2007)—precisely
enhances the relational and constructionist
character of this educational, socially, and cul-
turally instituted elaboration. Furthermore, the
concept of curriculum acts includes all those
involved in the actions and fabrics of formation
as curriculum actors, i.e. planners, teachers, ad-
ministrators, students, staff, parents, families,
communities, social movements, etc.

It is necessary to emphasize that, from the
perspective of the Ethnoconstitutive Theory
of Curriculum (Macedo, 2016), curriculum
acts shape curricular-formative activity on
a daily basis. They suggest that formation is
not limited to external guidelines imposed by
educational mechanics and their regulations.
Consequently, learners—actors in training—
are not merely seen as fulfilling educational
demands, applying curricular standards, or, in
Garfinkel’s (1975) terms, as “cultural idiots”
when engaging with curricular issues and
proposals. For all practical purposes, they are
curriculants. That is, they are capable of pro-
ducing curricular ethnomethods*.

Similarly, the idea of curriculum acts em-
phasizes the recommendation of not treating
anthroposocial realities as mere products
of insularized individuals, nor judging them
solely by their individual actions. Instead, it
focuses on understanding their activities as
a crucial constructionist foundation for com-
prehending ongoing socio-educational orders.
The conceptual power of curriculum acts in
relation to formation serves as an epistemo-
logical resolution to understanding the deeply
embedded pedagogical relationship between
curriculum and formation. At the same time,
it promotes the process of de-standardizing
and democratizing the curriculum, framing
it as an experience that is socially referenced
and endorsed as a common good. It is there-
fore reasonable to conceive of curriculum and
formation as interconnected achievements,
interwoven within the spheres of activity, in-
timacy, and negotiation, as argued by Bélanger
(2004). They are shaped by social actors and
segments, and their histories, intentions, and
interests, are always in relation to one another.
In this context, an understanding of the pro-
cess of instituting the curriculum lies in the

4 In ethnomethodology, ethnomethods refer to the ways in-
dividuals, within their sociocultural contexts, understand
and interact with the world, thereby constructing their
social orders.
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socio-formational dynamics of curriculum acts,
a space where hegemonies and re-existences
are constructed through hybrid processes,
contextualizations and re-contextualizations,
territorializations, de-territorializations, and
re-territorializations, as highlighted in the
curricular studies of Lopes (2008), drawing
on the work of Goodson, Bernstein, and Laclau.
In these terms, we believe that formation in
educational institutions unfolds within the
dynamics of curriculum acts, where content and
form, instituting and instituted, and powers
and counter-powers function in an intercon-
nected way (Macedo, 2010).

Furthermore, it is important to emphasize
how the existential, social, and cultural dimen-
sions of the formative experience serve as a
central and powerful force for problematizing
the long-standing and resistant instrumentalist
conception of curriculum. Formative experi-
ence thus emerges as an analyzer” for confront-
ing the colonialist universalism of curricular
concepts, practices, and policies. Thus, from a
formative perspective, one might always say:
we don’t recognize ourselves in the curricular
knowledge presented to us here. In these con-
texts, formative experience makes a difference
in formative acts. Often, despite instrumentalist
practices and reductionist fetishes, a constitu-
tive license is no longer required to learn in a
meaningful way.

An ethnoconstitutive concept of formation
as an inextricable learning experience

[t is important to emphasize at the outset that
in earlier discussions about formation, we
understood it as a set of conditions and media-
tions for learning, as is common in our field. In
these terms, we had to make an effort to recon-
ceptualize it as a phenomenon taking the form
of a deep, broad, and unique experience—one
in which the learner engages interactively and
meaningfully,immersed in culture and society.

5 According to French institutional analysis, an analyzer
serves as a mobilizer of debates, problematizations, ex-
planations, and imaginaries, possessing significant gener-
ative power.
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Thus, a key question arises: what mean-
ings do we attribute to a learning experience
in the educational world when we refer to it
as formation? Another important question in
the trajectory of this shift is: Could the idea of
formativity, originally developed in Bernard
Honoré’s Philosophy of Formation (1992), as
the set of conditions, mediations, experiences,
and formulations involving the phenomenon of
formation, be inaugurating the construction of
an authentic field within educational situations
and practices? In these terms, is there currently
the possibility of a so-called formatiological
thought or a body of knowledge that we could
systematize and call formationology?

These questions reveal a persistentissue in
our educational context: the difficulty in clearly
distinguishing what constitutes formation.
At the same time, they highlight the fact that
certain themes, already established in other
contexts, exist within a much more complex
set of explanations, thus fueling problematiz-
ing formative actions that, a fortiori, take into
account socio-existential and cultural experi-
ences and demands in formation.

If we understand that, in the context of
formation, there is still no space to discuss a
specific field of knowledge—one with the depth
of production, distinctions, and arguments
necessary to recognize it as such, or even a
formationology—on the other hand, we can
already insist on the existence of a theme with
its own luminosity, capable of sparking and
developing a relatively intense debate about
its emergence and its epistemological and
political-pedagogical characteristics. It should
be emphasized that the educational world has
chosen curriculum and formation as central
and (in)tense agendas in the socio-educational
configuration, reflected in its narratives and
institutional guidelines. These include the so-
called, and often inadequate, “curriculum and
formation policies”.

Furthermore, four highly significant ques-
tions have led these concerns to shiftin certain
directions. The first is a totalizing question, one
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that philosophy has long asked in its quest to
singularize the understanding of the human
being, without resorting to reductionism: how
can we mobilize the debate on formation? The
second question could be metaphorized as
follows: Given the current power of the curric-
ulum to shape education, why is it that, in our
contexts of reflection and practice, curriculum
and formation seldom interact? How can we
foster a relational, interwoven perspective in
this case? The third is much more specific: How
can we understand formation as a circumstan-
tial phenomenon that encompasses the exis-
tential, the desiderative, the sociocultural, the
political, the ethical, the cultural, the spiritual,
and the pedagogical? (Macedo, 2010, p. 34).
When we engaged in this debate, these ques-
tions highlighted a concern that strongly fueled
our motivation: the lack of explicit discussions
on formation as a distinct, legitimate phenom-
enon, one defined by its learning-experiential
specificity. In this context, we recognize that
our pedagogical tradition has tended to posi-
tion formation either within its technological,
didactic, or logistical frameworks, or, in teach-
ing, as focused on “preparation” and “training.”
Often, a supposedly isolated phenomenon
within learner performances. Generally, for-
mation is understood as education: a broader
theory and practice of guidance, organization,
or systematization of formative actions, with
the meaning of formation often reduced to a
mere and expected consequence of educational
devices. In other words, if there was teaching,
there was formation. The autopoietic and re-
lational character that fundamentally defines
formation as a learning phenomenon, inher-
ently tied to socially and culturally instituted
experience, is often neglected, simplified, or re-
duced to easy generalizations (Macedo, 2010).
We confess that when we first began these
questionings and intercritical contributions,
our specific competence in discussing the
curriculum—despite our engagement with
critical-constructionist dynamism and our
deepening understanding of its epistemologi-

cal, political, and cultural dimensions—did not
bring us any closer to understanding what truly
happens when an individual is formed within
the dynamics of the curricular context and its
complex actions.

We can affirm that we lacked an under-
standing of what formation would look like if
apprehended through the experience of curric-
ulum-mediated learning. We also lacked debate
on key facets of the epistemology of formation,
as well as a deeper understanding of how a
cognitive, social, cultural, and deductive entity
is formed within a curricular context.

We cannot mistake or reduce the phenom-
enon of formation — which unfolds within a
relational entity — to the management of for-
mation and its rationality. It is no longer appro-
priate to conceive of formation as something
externally determined, as an action to complete,
readjust, or rectify learning experiences, nor as
a mere response to bureaucratic demands. Itis
in these terms that Honoré (1992), throughout
his vast work on formation, urges us that, rath-
er than merely engaging in formative practices
without questioning them or settling for brief
inquiries that quickly lead to easy, self-evident
answers, itis necessary to approach formation
as a phenomenon to be discovered. Instead of
a tout court theory to be “applied in practice,”
let us speak of meta-formative experiences.
According to Gadamer (1999), itis this experi-
ence and this line of thinking that offer humans
their condition of finitude and limits. It is here
that the experience of formation encounters
temporality, duration, unfinishedness, and
fulfillment—essential elements for reflecting
on the complexity of time and the existences
involved in the formation process.

We would also argue that the process we
are considering here does not follow the logic
of assembling a factory product, where strict
control ensures a predetermined “quality,” nor
does it unfold in an absolute or a priori manner.
That said, it is crucial to emphasize that this
argument does not dismiss the educational
commitment to socially referenced and digni-
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fied expectations in the institutional learning
construction process. Nor does it underesti-
mate the power of education to persuade and
shape through its discourses, theories, policies,
and implementations.

Within our space-time of concerns, we rec-
ognize that the politics of meaning surrounding
the phenomenon of formation remains shroud-
ed in a certain opacity, which significantly af-
fects our formative practices. The meaning of
the term is not made explicit through debate,
and instead, it is inflated by a certain trivial-
ization of its ontological, pedagogical, ethical,
political, and cultural implications. Its arkhé
— the foundational principle that underpins
its historical and philosophical debate — has
scarcely emerged in our study scenarios in
terms of depth and expansion. Formative pro-
posals and practices are often immersed in
hazy conceptual fragments, reduced to techni-
cal facets, rarely dialogued, and insufficiently
problematized in elucidative terms. We would
even say they remain unconcerned, hovering
in our fields of educational reflection.

Advocating for a socio-existential perspec-
tive in formation while simultaneously criticiz-
ing the historical technicism embedded in its
approaches and mechanisms, Honoré (1992)
argues that a significant portion of formative
actions are inherently practices centered on
techniques and their essentialist cultures.

In our specific context, we observe that
formative actions today are largely reduced
to heated debates on the mechanics, organi-
zation, and institutionalization of the curricu-
lum, its impact on school systems and teacher
education, as well as concerns about didactic
efficiency. As a result, they often become over-
simplified, centering on the mere “application”
of didactic-curricular models and their (in)
adequations.

In the formative context, assessment is often
treated in a similarly reductive manner—either
as an external judgment of individual learning
performance or as a mere construction of
numerical indicators detached from the expe-
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riential processes and inherent complexity of
formation. Formation is frequently tied to the
device, mistaken for the application of arti-
facts or learning performances, simplified as
a product, or deduced from theoretical and/or
technical a priori frameworks. The persistent
lack of deeper reflection and action on assess-
ment in formation remains a concerning issue.

Thus, the idea of mass-producing formation
is unthinkable; one only needs to observe the
consequences of the massification of edu-
cational issues and agendas worldwide. It is
equally unconceivable to define formation
solely through extensive indicators, measur-
able dimensions, and quantifiable perspectives.
The simplification and instrumentalization
of educational reality by official statistics, for
example, have often misled us about the true
quality of formation. At best, such metrics
allow for only limited approximations or gen-
eralized readings of the learning phenomenon.
Opening up to possibility, to the project, to the
conditions for creation, inventiveness, brico-
lage, the emergence of the imaginary, and the
valued learning experience — none of this is
attainable within such a logic. From this per-
spective, the exercise of meta-formation would
also be unattainable, that is, the self-critical and
intercritical® reflection of individuals and social
collectives on formation as a valued learning
process in motion. Here, formation would
not be realized merely by fulfilling demands.
Learners would reflect on their formation as
a complex, embodied, and implicated event,
socially referenced in its unique singularity.
To reflect on their own formation, beyond it
being a “right” not prescribed by BNCC, would
become an agenda for formation in process. “In
these terms, the meta-formative exercise be-
comes a powerful problematizer for proposing

6 Atlan (1993, p. 67) is responsible for proposing and de-
veloping the concept of intercriticism, fundamentally in
his work With Reason and Without It: Intercriticism of
Science and Myth. For Atlan, what is significant is the nec-
essary passage through the relativity of morality and cul-
ture, in their confrontations, which enables the existence
of multiple T's.
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experiences, policies, and curricular proposals”
(Macedo, 2010, p. 45; Macedo, 2022, p. 57).

We can anticipate some elaborations on
the plural form and the explicit structure of
these arguments. For example, formation as a
phenomenon in the making, or one that was
shaped at some point in life, is not explained
by the logic of any theoretical models. It is not
something that can be deduced but rather
understood and made explicit through the in-
dividual’s reflection and narration about their
own process and completion of formation.
What needs to be explained from the moment
of conception - in a responsible and mutual
way - are the pedagogical actions, devices, re-
sources, conditions, policies, and institutional
settings. Formation as the experience of an en-
tity thatlearns, appears in action and meaning.
This is why, according to Josso (2002, p. 76),
if it is not experiential, it is not formative. This
appearing in action and meaning can never be
seen as a performance limited to the individual.
In this regard, we would add, ontologically and
socially: either the formative process is relation-
al, or it is not formation (Macedo, 2010, p. 20).

Furthermore, considering that a socio-ex-
istential and cultural perspective of formation
necessarily implies understanding its experi-
ential character as learning in action, we can
reflect alongside Josso (2002):

[.-] In what is formation experiential or not?

It's learning to analyze the contributions of our
activities, our life contexts, our elective relation-
ships and the events that take shape within us;
it's discovering that, in this development of our
experiences, we have transformed some, more
or less consciously, into founding experiences;
it's learning to invest our present in such a way
that our experiences can become formative ex-
periences that enliven or nourish our searches;
it's learning to discover the cognitive assump-
tions of our interpretations as well as our priv-
ileged registers of expression. All this learning
enables the author-researcher to understand
their own formation and, more generally, the
field of formation itself from the point of view
of the subject (Josso, 2002, p. 141).7

7 “[..] Em que a formagdo é experiencial ou ndo é? E apren-

More recently, we at FORMACCE have been
working on distinguishing, by emphasizing
the process of formation as an irreducible
learning experience, the difference between
the formative act and formation as an expe-
rience. What we refer to as formational tells
us what it is connected to, what it is linked to,
and what is relative to formation. When we
use the term formation, it is tied to the sense
of the experiential process en train de se faire®,
at the heart of those who experience learning
as an irreducible, singular, and singularizing
phenomenon. There are no intentions here of
universalizing meanings. This semantic choice
helps us consolidate what we have already dis-
cussed intercritically in previous arguments, in
terms of valuing formation as the experience
of those who learn within curricular contexts.
Moreover, for FORMACCE, formation as a plural
and irreducible experience serves as an ana-
lyzer of curriculum acts. For the FORMACCE
researchers, it represents a power to question
every instituted and instituting curricular-for-
mative element.

FORMACCE's institutional
experiences and interventions:
examples of curricular-
formative concepts and actions

Regarding FORMACCE’s ethnoconstitutive
curricular interventions, our intention here—
organized in the chronology of this section’s

der a analisar os contributos das nossas actividades, dos
nossos contextos de vida, das nossas rela¢des electivas e
de acontecimentos que em nés tomam forma; é descobrir
que, neste desenvolvimento das nossas vivéncias trans-
formamos algumas, mais ou menos conscientemente, em
experiéncias fundadoras; é aprender a investir o nosso
presente de tal maneira que as nossas vivéncias possam
tornar-se experiéncias formadoras que vivificam ou ali-
mentam as nossas buscas; é aprender a descobrir os pres-
supostos cognitivos das nossas interpreta¢des bem como
0S N0ss0s registros de expressdo privilegiados. O conjun-
to destas aprendizagens permite, pois, ao autor-investi-
gador compreender a sua formagio e, de uma forma mais
geral, o proprio campo da formacdo do ponto de vista do
sujeito” (Josso, 2002, p. 141)
8 Inthe process of becoming, as a state of flux.
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presentation—is not to expose and charac-
terize the entire experience of working with
curriculum and formation, nor the final results
arising from these interventions and/or re-
search. Instead, it is to explain how the process
of curricular-institutional work, in some way,
constituted ethnoconstitutive curricular and
formation itineraries and heuristics. In this
way, it enabled the emergence of conceptual
and actionalist elaborations which, in the end,
have been constituting, through experience and
experimentation, the Ethnoconstitutive Theory
of Curriculum, formulated within the Research
Group mentioned here.

The beginnings of FORMACCE, its early
experiences and experimentations: on the
curricular (re)elaboration of the Pedagogy
Course at FES/UNEB

This is when, in the mid-1990s, the first concep-
tual-actionalist experience of the FORMACCE
Research Group took place in its emerging
process. A few years later, it was officially estab-
lished at the heart of FACED-UFBA and named
the Open FORMACCE Research Group in the
CNPq Directory of Research Groups. This ex-
perience had its inaugural development at the
former College of Education of Serrinha (FES),
a campus belonging to the State University of
Bahia (UNEB), now called Department XI-UN-
EB, where the Pedagogy Course is located.

Through a decision involving faculty, admin-
istrators, and students, it was agreed in meet-
ings that the College needed to (re)develop its
curriculum to update the curricular guidelines
established by the inaugural proposal, which
proved significantly inadequate for formation
purposes. In response to the demands of the
educational field, the curriculum was primarily
structured around teacher education, aiming to
align with the forthcoming Curriculum Guide-
lines for Teacher Formation. A committee of
faculty members specializing in curriculum
studies took the lead in organizing the nec-
essary actions, under the coordination of the
Head of the Department.
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The Department XI-UNEB is located in the
city of Serrinha, a municipality in the semi-arid
zone of the state of Bahia, with a high degree
of poverty due to the difficulties caused by
prolonged drought and extremely concentrated
income. The region faces significant illiteracy
rates, and its economy is primarily based on
sisal production, family farming, and cattle and
goat farming.

Focus groups, composed of faculty, admin-
istrators, students, and staff, were tasked with
assessing the quality of the curriculum and
suggesting possible adaptations. Represen-
tatives from the city’s education department,
principals of the Escolas Normais that hosted
student interns, tenured municipal and state
teachers, graduates, municipal secretaries from
neighboring cities, and representatives from
DIREC (the state’s public education regulatory
body) and the Brazilian Institute of Geography
and Statistics (IBGE) were also invited to par-
ticipate. To facilitate their contributions, they
were briefed on the focus group dynamics and
given access to relevant course curriculum
documents.

The narratives of those directly and indi-
rectly involved in the curriculum under study
shed light on the curricular ethnomethods
that shaped the group’s understanding and
design of institutional proposals. This process
unveiled the “box of opacities” within a curric-
ulum that had been conceived and proposed in
a merely bureaucratic and decontextualized
manner. As a result, the institution embarked
on a curricular experience grounded in an
ethnoconstitutive perspective, which had sig-
nificant repercussions on future decisions
regarding the evaluation of curriculum quality.

Regarding resistance to the revisions and
the disputes surrounding these changes, it
became evident how disciplinary corporatism
generated a form of power closely tied to the
defense of epistemological and disciplinary
territories. These constituted the most visible
and forceful resistance within the institution
itself.
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The experience of the curriculum reform
process and its outcomes served as both an
example and inspiration for other campuses
within Bahia State University’s multi-campus
structure, including from a political standpoint,
by contributing to the decentralization of uni-
versity curriculum policies.

The development of the Curriculum Guide-
lines for Indigenous Schools in the State of
Bahia

Working on the curriculum and formation with
people and their daily lives, rather than about
them, was the founding principle of the expe-
rience of building the curricula of Indigenous
Schools in the state of Bahia and preparing local
teachers and administrators to work with these
curricula. In this regard, educators from Indig-
enous communities in the state of Bahia were
invited to take partin a federal project that was
laying the groundwork for the construction of the
Curriculum Guidelines for Indigenous Education
in Brazil. The Pataxd, Patax6é Ha Ha Hai from the
south of the state, Kiriri, and Tuxa were the peo-
ples that engaged most actively and mobilized
themselves directly for the work required.

In constant interaction with the leaders of
each people, it was agreed that cultural con-
versations (com-versagées) on how to build
curricular principles and guidelines would
take precedence, based on the space-time of
interaction within the indigenous peoples.

Both the indigenousleaders and the teachers
from the communities involved in the curric-
ulum and formation work developed the cur-
ricular possibilities with the team coordinated
by Clélia Cortes, an indigenous researcher and
trainer at NEPEC FACED-UFBA?®, in a process
of spatio-temporal mobilization distributed
either within the communities themselves or
in the formation spaces created by the Bahia
State Department of Education in Salvador.
This approach helped the team to understand
the principles and guidelines of the curriculum

9 Former Research and Study Center in Curriculum of the
Graduate Program in Education at FACED-UFBA.

through an in-depth contextualization and re-
contextualization of each indigenous peoples’
experience, valuing their knowledge and forms
of organization, which were chosen as foun-
dational for the curricula under construction.
The major overarching concepts that organized
the curriculum themes, as well as the axes that
articulated the knowledge, were produced in
an (in)tense cultural conversation between
indigenous knowledge and its transversalities
and the knowledge established and required
by the educational principles of the Law of
Guidelines and Bases of National Education.

In the intercritical and propositional dialog
between the indigenous teachers and the team
responsible for developing the project, indig-
enous teacher leaders emerged who ended up
playing a crucial role in the development of the
propositional summaries of the curricula. They
were particularly instrumental in making ex-
plicit the ethnomethods through which the cul-
tural knowledge of the indigenous peoples and
their educational demands were understood.

Drawing from focus groups, conversation
circles within the communities, and extend-
ed meetings—many of which took place in
indigenous contexts—the proposed curricula
emerged with significant transversal themes.
These themes were shaped by the political and
formative relevance of the historical struggles
of the indigenous peoples of Bahia, particularly
in their fight for territory, environmental and
economic sustainability, and the affirmation of
their cultures.

Through the practice of “sensitive listening”
(Barbier, 2004), itbecame evident how, in a me-
ta-formative process, we were able to highlight,
during the construction of the curriculum, how
anthropologically and mutually we learned
about human realities so distant from one
another, how we deconstructed some myths
and embraced others. In this context, working
on the curriculum offered the university team
pivotal learning moments through encounters
with the daily lives of the indigenous peoples
of Bahia. This experience became one of the
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significant and enduring foundations of the
Ethnoconstitutive Theory of Curriculum.

This project was one of the fertile seeds for
the future construction of the National Cur-
riculum Guidelines for Indigenous Education
in Brazil.

Working on curriculum and formation
with public health educators at UNASUS

Conceived to advise organizations connected
to health programs in the state of Bahia, within
the broader health policies of the Ministry of
Health, the actions of UNASUS - Universidade
Aberta do Sistema Unico de Satide (Open Uni-
versity of the Brrazilian Unified Health System),
were aimed at addressing both the curricular
structuring demands and the education of in-
dividuals from organizations directly affiliated
with the State Health Department, as well as
the Schools of Public Health.

Inspired by the concept of Permanent Edu-
cation in Health, work as an educational prin-
ciple is at the core of formation guidelines and
actions, as well as a pedagogical perspective
rooted in the principles of active and criti-
cal-emancipatory pedagogies, ethnoconstitu-
tive curricular and educational interventions
were implemented with a focus on educating
health professionals. This was based on an
understanding of formation as a relational and,
at the same time, irreducible experience, inter-
twined with work and its problematization. In
these terms, approaching the contexts, institu-
tions, and individuals demanding formation
to sensitively understand their needs and the
ethnomethods with which they constructed
their claims, while also pointing to solutions
based on their work contexts, led to the inter-
critical objectifications made in the encounter
with the knowledge already established in the
work and in the specialized literature regarding
curriculum and formation in the health field.

Once the demands had been heard and re-
corded, the team that synthesized the actions
— coordinated by researcher Solange Viana
from the Institute of Collective Health at UFBA
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— built, in collaboration with the curriculum
actors involved, explicit and problematizing
workshops on curriculum and formation in
health, as well as curricular and formative
experiences with the institutions and their
professionals. Based on these workshops,
which always led to the expanded socialization
of the productions, proposals for curricula and
formative processes were developed.

At these meetings, we had the opportuni-
ty to listen to and record the ethnomethods
with which the demands were constructed
and presented, including their describability,
intelligibility, analyzability, systematicity, and
sensitivity.

The productions of the groups were not seen
as right or wrong, but as valuable material for
understanding and problematizing proposals,
while also aiming to build curricula and for-
mative processes. In terms of formative work,
it occurred simultaneously with the construc-
tion of the curricular proposals. The use of
formative diaries played a central role in this
process, including their online use (Guerra,
2014), as the formative experiences also had
distance-based configurations. This was due
to the large number of demands, the territorial
extent, and the socio-cultural diversity of the
state of Bahia, along with the resulting health
problems and their respective demands for
solutions. Through this device, access was
gained to a type of formation with broader
and more ethnoconstitutive learning stories,
since the learning processes were reported
from the professional life in formation. This
experience highlighted a significant process of
self-formation and meta-formation. In the latter
case, the students’ reflections were not only on
the formation contents and activities, but also
on how they were involved in this process, in
arefined assessment of their value. Hetero-for-
mation, auto-formation, eco-formation and
meta-formation'® (Pineau, 2000), were fruitful

10 These four formative experiences conceived by Pineau
(2000) are discussed in our book Compreender/mediar a
formagdo (Macedo, 2010). They imply that formation, asa
valued learning experience, takes place through relation-
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experiences that clearly qualified the formation
that took place and was achieved.

[t’s worth mentioning that all the formative
activities were transversed by artistic presen-
tations linked to the themes being worked on,
as well as lectures by specialists in both the
curriculum and the areas of health work. This
didactic-pedagogical construction considered
the team’s commitment to multi-referencing**
all the work with the curriculum and formation
as a pedagogical principle and a requirement
in response to the complex institutional, con-
textual, and formative plurality from which the
demands originated.

The conception and constitution of SIN-
PRO-BA’s Formation Department

With accumulated ethnoconstitutive expertise
in curricular/formative studies and proposals,
FORMACCE was challenged to carry out collab-
orative formation-research with SINPRO-BA,
the Bahia State Teachers’ Union. This forma-
tion-research evolved into a foundational re-
search project for the group itself. The demand
from fellow teachers in basic education was
to collaboratively build principles that would
guide SINPRO in establishing its future For-
mation Department, with the understanding
thatlearning was becoming a valuable political
agenda for the union. Collectively, the research
project, the studies, and the actions of com-
position and analysis of the understandings
produced were carried out through (in)tense
curricular conversations between the Union
and the university team. What Henri Atlan
(1993) refers to as an epistemology of talking
together was forged. It was the professional
implications that predominantly mobilized and
shaped the entire creation of research knowl-
edge and the propositions that emerged from
it. This process was based on an exchange of

ships with others, with oneself, in relationships with the
environments we live in and in critical assessments of our
involvement with the learning we are willing to do.

11 For Ardoino (1993), multi-referentiality implies recog-
nizing the inherent incompleteness of human actions and
the inevitable heterogeneity of their emergence.

ethnomethods between the teachers participat-
ing in the research and university researchers,
all of whom were committed to sharing knowl-
edge, experiences, and formative proposals in
a singular and singularizing context.

Ethnofocused groups, individual narra-
tives, and document analysis were conducted,
alongside meetings that expanded depending
on the topic at hand. The subsuming notions
that structured the analyses emerged through
meetings where the participation criterion was
to welcome the contributions of those who, in
one way or another, had been engaged in the
process of shaping the principles that would
guide SINPRO’s formation policy.

From an ethnoconstitutive perspective,
an academic-formative meta-construction
emerged from the unique political-formative
encounter between the university and the basic
education teachers’ union, towards collabora-
tive formation-research.

This formation-research experience is
densely analyzed and explained in the insti-
tutional work of SINPRO-BA, entitled Prdxis e
Devir: trabalho e formagdo docente (2006).1?

Curriculum formation-research with PAR-
FOR-UNEB teachers

Attherequest of the coordinators of Plataforma
Freire at Bahia State University (PARFOR-UN-
EB), the management team of this continuing
teacher formation program implemented a
formative action for pedagogical coordinators.
This formative action was developed in re-
sponse to the coordinators’ request for a deep-
er understanding of the Program'’s curricular
specificities and to expand their knowledge of
curricular issues and guidelines.

Based on the coordinators’ indications in
the surveys conducted by the management
group, key guidelines were selected for devel-
opment, including curriculum and experience,
curriculum and autonomy, curriculum and
emancipation, curriculum and ongoing teach-
er development, and curriculum and teaching

12 Praxis and Becoming: work and teacher education
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work. It was also decided that the experience
would be transformed into a formation-re-
search initiative, with the materials provided
by the coordinators serving not only as input
for a procedural evaluation but also, with the
teachers’ consent, as research material.

The ethnoconstitutive perspective was
developed through experiential devices for
professional learning, such as the production of
diaries, reflective letters about the course, and
collective processes for constructing under-
standings of the themes. Artistic expressions
created by the material production groups
were integral to the process, consistently
shared in both small and extended group ses-
sions. This approach aimed to multi-referen-
tialize the objectified understandings of the
themes explored by the instructors.

Tensions were minimal and emerged pri-
marily in the intersection between the teachers’
experiences with the curricula they worked
with in PARFOR and the (in)formations that had
a formative impact on the group. The teachers
also reflected on how their schools’ curricular
structures predominantly reproduced disci-
plinary logic. As a notable advancement, they
positively highlighted the localized and trans-
versal approach to research and internships, as
well as the way their own teaching experiences
were validated and embraced in the formative
process through the instructors’ practices.

Through these ethnomethods, the teachers
actively engaged in the course, transforming
the experience into a kind of curricular ago-
ra—one marked by profound, generative, and
meaningful formative experiences.

The research highlighted the pertinence of
using diaries (Guerra, 2014), formative reflection
letters and the artistically innovative ways of pre-
senting understandings of the learning process.

The creation of curricula for SUS (Bra-
zilian Unified Health System) schools de-
manded by PROFAE-MS

The implementation of formative activities by
PROFAE - the Project for the Professionaliza-
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tion of Nursing Workers, linked to the Ministry
of Health - aimed at developing curricula for
eleven federal technical health schools across
various Brazilian regions (Amazon, Northeast,
Midwest, Southeast, South) with distinct local
demands. This process intensified the ethno-
constitutive and multi-referential approach of
the team responsible for creating the curricula.
However, among the previously mentioned
experiences, this one encountered significant
tension during the initial curriculum discus-
sions at the first meeting where the operation-
alization of the project was presented to the
curriculum designers and PROFAE technicians.
In this context, a proposal was presented for
developing the curricular frameworks for the
eleven schools, which included a set of “Com-
petency Standards” common to all the curric-
ula. This proposal from PROFAE left the team
of curriculum experts perplexed and tense,
as their approach differed significantly. The
team was committed to maintaining curricu-
lar conversations with the social actors from
the diverse socio-cultural contexts where the
curricula would be designed, implemented,
and evaluated. For them, it was crucial not
to lose sight of the contextual singularities of
each setting. The tension escalated to such an
extent that, in the initial stages of the conver-
sation, there was talk of the impossibility of
operationalizing the agreement between the
University and PROFAE/MS, highlighting the
dilemma at the heart of the situation. In other
words, there seemed to be no solution to the
problem that had emerged. This standstill
stemmed from fundamentally opposing views
on epistemology and curriculum policy. On one
hand, the curriculum team adhered to an eth-
noconstitutive perspective, heavily influenced
by multi-referential approaches. On the other
hand, PROFAE's technical proposal was initially
based on prescribed competency standards,
with no clear justification for their use as the
organizing principle of the curriculum.
Through (in)tense negotiation, a (non-re-
signed) consensus was reached, in which the
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competency standards created by PROFAE
would be considered. However, the curricula
would be designed and implemented through a
curricular conversation involving all the actors
in the schools in each state. Their specific con-
texts and the demands of health promotion pol-
icies and actions would serve as the foundation.
Additionally, the concept of competence would
be redefined by incorporating the principles of
permanent education, a multi-referential cur-
riculum, and ethically, politically, aesthetically,
and culturally grounded curricular proposals.
As a result, each curriculum, built around
autonomous and connective modules, would
be designed to accommodate the experienc-
es of professionals from each region. Health
workers with in-depth regional knowledge of
how the population became ill and of public
health interventions, for example, but lacking
the technical training required, could enter
leveling modules. Their knowledge would not
only be valued but also intercritically validated,
enabling them to be included in the course and
ultimately complete their technical formation in
full. In this context, the encounter with experi-
ence became central to curriculum design and
implementation. This experience of designing
and planning curricula in the field of health left
a lasting legacy for the FORMACCE Research
Group: a firm concept of how curricula should
not disregard experience as a political-forma-
tive approach. It also demonstrated how tactics
and strategies could be created to disrupt the
norm and, if possible, shift the momentum away
from the push for curricular standardization.

The development of the Franciscan Curric-
ulum Framework (RCF)

It is important to highlight that the group of
teachers in the municipality of Sao Francisco do
Conde made an autonomous decision to design
and develop their own Curriculum Reference
Document in a moment when the state was
implementing the National Common Curric-
ulum Base (BNCC) and the Bahia Curriculum
Reference Document (DCRB). Based on this

decision, the FORMACCE Research Group was
invited to participate in the process since the
Pedagogical Coordination of the municipality’s
Department of Education recognized that the
theoretical, educational, and methodological
contributions developed by the group could
enrich the Curriculum Framework—not only
in its design, construction, and implementation
but also in shaping its formative guidelines.

This represents a unique curricular-forma-
tive encounter, where achievements emerged
from (in)tense curricular cultural conversations
(Macedo, 2016). Through this intercritically
propositional formative itinerancy, the Fran-
ciscan Curriculum Reference was established,
collaboratively built with teachers from
the municipality of Sdo Francisco do Conde
throughout 2019. The process unfolded in a
context of (in)tense curricular and formative
elaborations, enriched by pedagogical, politi-
cal, historical, and cultural debates.

By decision of the teachers’ collective, a
critical study was conducted on the constitutive
logic of the BNCC, using as a central framework
the curricular work with knowledge: knowing
how to do, how to be, and how to coexist. This
approach also emphasized necessary curricu-
lar and formative transversalities, rejecting the
use of the BNCC's conceptions of competencies
and skills as the foundation for structuring cur-
ricular principles and organizers. Although in-
tercritical approaches to certain aspects of the
BNCC were occasionally employed, the right to
propositional criticism was never relinquished.

It was also understood that competencies
and skills—central curricular concept-devices
in the BNCC and the DCRB—had a non-ex-
planatory perspective on the adoption of this
curricular model. In the BNCC, in particular,
competencies and skills appeared in a non-rela-
tional and non-contextualized manner, shaped
without the necessary sensitivity to the con-
textualist formative processes that curriculum
policies urgently required. Consequently, efforts
were directed toward constructing a socially
endorsed and contextually grounded learning
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curriculum, emphasizing knowledge in practice
and knowing how to be. Three fundamental
categories guided the entire development of
the RCF: curriculum policy, work, and formation.

In the process of debating the curricular
conceptions of the Ethnoconstitutive Theory of
Curriculum, the teachers’ collective developed
the founding and expanded transversalities of
the References. The objective was to make the
document as connective as possible, always
considering the socio-educational reality of
the municipality and its socio-educational and
political-institutional relations.

Recognizing, welcoming, and working inter-
critically with the voices, demands, and propos-
als of students in the municipal network such
as children in early childhood and elementary
school was a crucial stage in constructing the
RCF. To engage with the children, we employed
pictorial representations, conversation circles,
videos, and various records to explore their
perspectives: what they enjoyed learning
at school, what they wished to learn, what
they wanted to learn but hadn’t, what they
hoped to do and learn at school, what their
families wanted them to learn, and what they
considered important about their families’
expectations. Thus, they spoke freely and in
depth about the knowledge they valued and
appreciated. Among elementary and middle
school students, discussions predominantly
centered on their formative experiences and
the significance they attributed to them, (in)
tensely expanding and experimenting the cur-
ricular cultural conversations.

For over a year, efforts were made to recog-
nize, welcome, and engage with the voices and
curricular demands of teachers and students in
the municipal school system. Through dialogue
with these curricular actors and their contri-
butions, we undertook the task of purposefully
describing the everyday curricular experiences
of the schools and their realities. This process
unearthed valuable and necessary formative
insights while also revealing curricular gaps
that needed to be intercritically addressed. This
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intercritical curricular movementaligned with
the principles of Ethnoconstitutive Curriculum
Theory, which emphasizes never designing a
curriculum for others without their involve-
ment—since, in doing so, one often risks cre-
ating a curriculum against them.

In addition, we embraced and documented
the significance of the RCF’s educational per-
spective, particularly in its commitment to a
nomadic curriculum construction. Educators
moved through diverse educational contexts
across the municipality, visiting school units
to engage directly with teachers and students.
This dynamic approach led to a collective de-
cision to propose the establishment of Curric-
ulum and Educational Observatories (Macedo,
2016) connected to the Network’s educational
hubs. These observatories were driven by two
central, problematizing questions: How can
the pedagogical work of school units be or-
ganized based on the Franciscan Curriculum
Framework? How can a legacy of autonomy
be established for school units to conceive
and implement unique and singularizing cur-
riculum policies? These questions stemmed
from the recognition that schools possessed
their own curricular identities and had the
potential to collaboratively shape and develop
curriculum and formation policies. Driven by
the fundamental commitment to establishing
a curriculum policy rooted in solidarity and
active participation with schools and their
teachers, curricular-formative workshops were
conducted within school units. These work-
shops, guided by the problematizing questions,
provided spaces for schools to engage in an
ongoing process of curriculum construction,
reinforcing the idea that curricula are dynamic
and continuously evolving.

Thus, curriculum policy and teacher work
and formation emerged as transversal themes
that shaped the entire conception and develop-
ment of the Franciscan Curriculum Framework.
Notably, teachers recognized the collective con-
struction of the RCF as a singular formative ex-
perience, one that deepened their engagement

| 93



9% |

Curriculum and formation: conceptive-actionalist construction in FACED-UFBA's FORMACCE

with curriculum-making as both a pedagogical
and political act.

Even before its official publication, the Cur-
riculum Reference for the municipality of Sao
Francisco do Conde—still in its finalization
phase—was adopted as an example in the
extensive online professional development
program for the (Re)elaboration of Curricula
for the Municipalities of Bahia, conducted by
the National Union of Municipal Education
Directors, Bahia section (UNDIME-BA).

The broad policy of curriculum (re)elab-
oration of the UNDIME-BA Formation
Program

This article highlights a unique curricu-
lar-formative encounter, where the emerging
achievements resulted from (in)tense curric-
ular conversations. Through an intercritically
propositional educational itinerancy, UNDIME /
BA, in partnership with the Pro-Rectory of
Undergraduate Education at UFBA, the Super-
intendence of Distance Education at UFBA,
and the National Union of Municipal Educa-
tion Councils of Bahia (UNCME), established
the Program for the (Re)elaboration of the
Municipal Curriculum Referentials of Bahia.
Developed collaboratively with teachers over
approximately six months in 2020, this initia-
tive unfolded in a context of (in)tense online
curricular and formative (re)elaborations. The
process was marked by strong local affirma-
tions and rich pedagogical, political, ethical,
aesthetic, and cultural debates with teacher
collectives engaged in this broad and complex
curricular-formative policy.

It should be noted that, authorized and
mediated by UNDIME-BA, the teachers’ col-
lectives in the municipalities decided to au-
tonomously carry out the policy of designing
and constructing their Curriculum Referentials
during the state movement to implement the
National Common Curriculum Base (BNCC) and
the Bahia Referential Curriculum Document
(DCRB). It was based on this decision that the
FORMACCE Research Group from the College

of Education at the Federal University of Bahia
was invited to participate in this curricular-for-
mative construction process. The UNDIME-BA
Pedagogical Coordination recognized that
the curricular, formative, and methodological
contributions developed and implemented by
FORMACCE could add significant value to the
(re)elaboration of the Municipal Curriculum
Referentials, both in terms of their design,
construction, and implementation, as well as
in shaping their formative guidelines.

Experiencing the educational challenges of
the period following the launch of the BNCC,
UNDIME-BA understood the clear intention of
most municipalities to carry out a curriculum
development process that considered local
contextualization and recontextualization. It
therefore understood that, to start a move-
ment to (re)elaborate political-pedagogical
projects, for example, it was important for the
municipalities to have defined their respective
curricular reference a priori.

Thus, UNDIME-BA decided to implement a
formation program aimed at fostering broad
participatory debates with teachers from Ba-
hia’s municipal public schools. This initiative
soughtto encourage teachers to reflect on their
roles as active participants in the curriculum,
particularly in relation to the Referentials
under discussion and their “curriculum acts”
(Macedo, 2016). The goal was to establish
a curricular-formative proposal that could
contribute to potential improvements and
expansions while considering the foundations
already outlined in the BNCC and the DCRB.

To bring this initiative to life in the munici-
palities and foster a multi-referential and spiral
curricular movement—one that encompassed
studies, debates, and the formulation of frame-
works while actively engaging teachers—
UNDIME-BA developed a formation project
aimed at establishing strategic partnerships
to materialize its curricular utopia. This effort
focused on mobilizing teachers and creating
the necessary conditions for them to collabora-
tively conceive, discuss, construct, and propose
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curricular referentials for their municipalities
in an authoritative and empowering manner.

Based on the study and analysis of the
DCRB’s introductory texts and through the
Program, we aimed to encourage proposals
that embraced the concept of curriculum as a
collective effort, built with and by the network.
These proposals considered both local and
territorial specificities, while also integrating
a glocal perspective (Robertson, 1994).

In the expansive, innovative, and contem-
porary UNDIME-BA formation program, which
engaged teachers from around 400 munici-
palities and involved 73,000 teachers, FORM-
ACCE and its educators had the opportunity
to experiment intercritically and on a large
scale with some of the foundational concepts
of the Ethnoconstitutive Theory of Curriculum.
These included curriculum acts, curricular
conversations, cultural institutes of educa-
tion, authorizing curricula, experiential and
happenstance curricula, circumstantialized
curriculum, and intercritical education. It was
within this context that the first critical insights
emerged regarding what came to be known as
anti-teaching policies and the propositional
development of the concept of curriculating
teaching (Macedo, 2024).

In the end, the program and its actions were
positively assessed, with particular emphasis
on the fact that, for the first time, groups of
teachers studied and debated curricular-for-
mative issues in-depth and dialogically, focus-
ing on their municipal interests. They also had
the opportunity to engage in online formation,
which was marked by rigor, responsibility, and
formative quality. It was further concluded
that the relationships developed with digital
culture were significant in terms of fostering
formative-critical learning.

The formative experience of UFBA's Ped-
agogical Residency Program: curriculum
acts and intercriticism

Understanding the curriculum acts in the for-
mative experiential process of the Pedagogical
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Residency Program, with a focus on the politics
of the meanings of what is formative, allowed
us to gain insight into how school curricula
evolve through the actions of the curriculum
actors/authors: supervising teachers, under-
graduate students, and preceptor teachers.

Understanding the praxical power of cur-
riculum acts has contributed to confronting
and empowering the democratic process of
contemporary curricula, along with the re-
sulting formative policies and decisions. In
this regard, recognizing curriculum acts has
allowed participants in both initial and ongoing
formation to narrate, problematize, and ana-
lyze the dynamics of the curriculum— a space
where perspectives, hegemonies, and forms of
resistance are constructed.

Inspired by Macedo (2016), who asserts
that it is impossible to conceive or implement
curriculum and formation without a trans-
formative intent, we have observed in our
experiences with the Pedagogical Residency
Program thatintercritical mediations challenge
reductionist and prescriptive curricular logics
rooted in imposed models. At the same time,
these mediations foster a closer connection
with people, contexts, and the world of work
and production. According to Macedo (2016, p.
85), intercritical curricular mediations emerge
from the dynamic and generative encounter of
the ethnomethods of curriculating social actors,
shaped through debate and argumentation
between intentionalities.

This is where the notion of curricular au-
thorization, as advocated by Macedo (2010;
2016), becomes essential. A curriculum that is
both conceptualized and enacted within a so-
cio-existential and political-cultural formative
framework necessitates an authorization pro-
cess, which can only be fully realized through
the exercise of intercriticism. As Macedo (2016,
p. 94) asserts, “The conquest of authorization is
the most fruitful way to experience an intercrit-
ical process of autonomization in formation.”
Both processes are accompanied by a journey
of self-inquiry and contextual engagement, re-
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quiring ongoing problematizing reflection. This
dynamic shift in curricular actors’ discourses
and lived experiences manifests as alteration,
a transformation grounded in self-eco-organi-
zation, where individuals, communities, and
their environments are mutually implicated.
As Macedo (2016, p.95) states, “This perspec-
tive leads us to perceive the human being as a
being that changes when it self-eco-organiz-
es, involving people, other entities, and their
environments.”

Assessment in continuous formation of
UFBA faculty: the experience of the Didac-
tic Workshops

Faculty members participating in the Didactic
Workshop at the Federal University of Bahia
(UFBA) are encouraged to critically examine
the dilemmas of their teaching practices and
their connection to students’ learning pro-
cesses, incorporating self-assessment, peer
assessment, and transformative perspectives.
Throughout this process, they often recognize
a tendency to replicate the assessment models
they experienced as students. At the same time,
they explore alternative approaches, striving—
through methodological strategies such as ex-
ams and grading—to ensure the development
of knowledge and skills that prepare students
for the job market (Guerra & Zen, 2018).

However, in the wake of Macedo’s (2010)
studies on assessment in education, self-evalu-
ation is an act of epistemological, ethical and
pedagogical coherence, understood as a form
of ethically oriented self-reflection.

The formation process of UFBA faculty
members, driven by the Didactic Workshop, has
fostered critical reflection and decision-making
regarding learning assessment in daily univer-
sity education. Faculty members are encour-
aged to move beyond bureaucratic assessment
practices tied to rigid instructional objectives.
Through engagement with the Didactic Work-
shop, they have redefined their approaches,
developing pedagogical actions that emphasize
the inseparability of learning and assessment.

This process highlights student agency in
understanding their own learning pathways
and reinforces the formative dimension of as-
sessment, always grounded in accountability,
autonomy, and transformation.

Thus, the re-signification of assessment
in education has enabled the continuous
updating of curricula, always respecting the
irreducible learning experiences of students.
In this process, interactive and collaborative
didactic-pedagogical practices are prioritized
to cultivate meaningful and valued university
learning. As a result, these practices not only
enhance student autonomy and authorship in
the construction of formative knowledge but
also establish an arkhé of university education
and formation.

Concluding thoughts

The arguments presented in this article em-
body an explicit and formative commitment,
grounded in ontological, political, ethical,
aesthetic, socio-cultural, and pedagogical di-
mensions. This commitment is reflected in an
interwoven perspective on curriculum, curric-
ulum acts, and formation, emphasizing their
actionalist implications within the context of
formative practices.

From the perspective of these concluding
reflections and their generative commitment
to shaping a curricular-formative becoming,
we envision—and have long been experienc-
ing—how these conceptions intersect with sig-
nificant actionalist circumstances in the work
of FORMACCE and its researchers within the
field of public curriculum and formation poli-
cies. In this sense, we have observed how these
themes, approached from a multi-referential,
experiential, and intercritical perspective,
acquire actionalist potency when they co-cre-
ate curricular and formative initiatives with
educators in general and, more specifically,
with teachers as central actors in formaccean
actions. Within this framework, we have been
engaging in various educational contexts to
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critically analyze what we term anti-teaching
policies, while also advancing, through forma-
tive collaborations with teachers, the notion
of curricular teaching in prominence (Macedo;
Silva; Guerra; Ferreira; 2024).

We conclude this article with a question
and a challenge that (in)tensely moves and
compels us in our daily institutional actions as
FORMACCE researchers: how can we expand
the intercritical reception of the conceptual and
actionalist guidelines articulated and proposi-
tively outlined here in the field of public curric-
ulum and formation policies? What underpins
this inquiry is the enduring transversality that
drives the FORMACCE Research Group—name-
ly, the commitment to mobilizing its networks
so that public curriculum and formation pol-
icies, particularly those concerning teachers,
may shape a broad and plural republicanist
political-formative act.
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