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Abstract
This text analyzes Juan Miguel Batalloso Navas’ reflections on the relationship between education and 
democracy, in dialogue with Edgar Morin’s complex thinking and the contemporary polycrisis context, 
marked by global democratic recession. This is a qualitative, exploratory study developed as part of a 
master’s thesis in Education. The data were produced through a semi-structured interview conducted 
in 2022 with a foreign researcher of recognized academic standing. The material was subjected to an 
interpretive analysis, guided by categories constructed a posteriori. The analysis is organized around three 
axes: the teaching of democracy, understood as training for critical and complex thinking; the experience of 
democracy, conceived as a daily experience of participation and dialogue; and the defense of democracy, 
situated as an educational commitment in the face of authoritarian threats. Across the board, criticism of 
Eurocentrism and the articulation between complex thinking and Southern thinking stand out.
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Resumo
Este texto analisa as reflexões de Juan Miguel Batalloso Navas sobre a relação entre educação e democracia, 
em diálogo com o pensamento complexo de Edgar Morin e com o contexto policrísico contemporâneo, 
marcado pela recessão democrática global. Trata-se de uma pesquisa qualitativa, de caráter exploratório, 
desenvolvida no âmbito de uma dissertação de mestrado em Educação. Os dados foram produzidos por 
meio de entrevista semiestruturada, realizada em 2022, com pesquisador estrangeiro de reconhecida 
trajetória acadêmica. O material foi submetido a uma análise interpretativa, orientada por categorias 
construídas a posteriori. A análise organiza-se em três eixos: o ensino da democracia, entendido como 
formação para o pensamento crítico e complexo; a vivência da democracia, concebida como experiência 
cotidiana de participação e diálogo; e a defesa da democracia, situada como compromisso educativo 
frente às ameaças autoritárias. De modo transversal, destaca-se a crítica ao eurocentrismo e a articulação 
entre pensamento complexo e pensamento do Sul.

Palavras-chave: educação; democracia; complexidade; pensamento do sul; crise civilizatória.

INTRODUCTION

Interviewing Professor Juan Miguel Batalloso Navas is an honor given his professional career 
spanning decades of work in schools with children and young people, followed by years of 
work training teachers in basic education.
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Juan began his professional career in basic education in rural areas, then worked in primary 
and secondary education in the city of Camas (Andalusia, Spain). In the following decades, he 
was a school principal, school counselor, and head of the Department of Educational Guidance 
for Secondary Education Institutes.

In addition, he has had the interest and time to participate in movements on different social, 
cultural, and research fronts. Juan holds a bachelor’s degree in philosophy and educational 
sciences and a doctorate in Educational Sciences from the University of Seville.

In Spain, Portugal, Brazil, Mexico, Peru, and Chile, he participates in events, conferences, 
and publications. In Brazil, in particular, he has worked in partnership with members of the 
“ECOTRANSD Research Group - Ecology of Knowledge, Transdisciplinarity, and Education 
(CNPq),” coordinated by Prof. Dr. Maria Cândida Moraes and linked to the Graduate Program 
in Education at the Catholic University of Brasília (UCB). In Chile, Professor Juan is part of the 
International Academic Council of the “Universitas Nueva Civilización” of the Virtual University 
of Santiago, Chile. In Spain, he acts as Editor of the KRISIS website (https://batalloso.com) and 
participates in the Association “Memory, Freedom and Democratic Culture.”

PURPOSE OF THE STUDY

The aim of this paper is to make public and analytically intelligible Juan Miguel Batalloso Navas’ 
reflections on the relationship between education and democracy, in direct dialogue with 
Edgar Morin’s complex thinking and the polycrisis context that characterizes the beginning 
of the 21st century.

It stems from the recognition that the profound social, political, cultural, and civilizational 
transformations of recent decades have shaken traditional forms of belonging, intensified 
individualism, and weakened democratic regimes. These, in turn, have produced a scenario 
marked by the interdependence of economic, political, ecological, and educational crises. In 
this context, the interview is understood as a means of critically examining the contemporary 
crisis of democracies and its implications for educational processes.

Specifically, the text seeks to highlight how the categories mobilized by the interviewee 
contribute to (re)thinking the role of school education as a political, formative, and regenerative 
practice. Rather than presenting normative guidelines, the objective is to offer the reader an 
articulated set of reflections that provide an understanding of education as a strategic space 
for resistance to authoritarian escalation and for the construction of democratic alternatives, 
grounded in a utopian realism that acknowledges the existence of possibilities that are still 
invisible in reality and the historicity of social changes.

METHODOLOGY

The interview presented in this article is part of an exploratory qualitative research developed 
within the scope of a master’s thesis in Education, guided by the theoretical framework of 
complex thinking. It is based on the understanding of method not as a set of rigid procedures, 
but as a reflective and strategic activity of the researcher, in line with an epistemology that 
recognizes uncertainty, contextualization, and the researcher’s involvement in the process of 
knowledge production. This conception is based on a critique of instrumental rationality and 
an appreciation of dialogicity, recursivity, and theoretical openness as constitutive principles 
of scientific research.

On an empirical level, semi-structured interviews were employed as the primary method of data 
generation, due to their suitability for complex investigating concepts, intellectual development, 
and theoretical interpretations. This type of interview is characterized by the existence of a 
pre-established script for articulating questions, combined with enough flexibility. It allows for 
further exploration, clarification, and relevant thematic shifts, preserving the spontaneity and 
reflective density of the responses. The interview script was designed according to the central 
themes of the research and sought to encourage broad, argumentative, and contextualized 
responses.
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The interviewee, Professor Juan Miguel Batalloso Navas, was intentionally selected because 
of his acclaimed academic and professional career, as well as his knowledgeable dialogue 
with the work of Edgar Morin and the contemporary debate on democratic education. The 
interview was conducted in 2022, through written responses, considering logistical and 
linguistic aspects, which allowed the interviewee more time for elaboration and conceptual 
precision. There was no prior limitation on the length of the responses, in order to ensure 
freedom of argument and in-depth analysis.

The empirical material produced was subjected to a process of organization and interpretative 
analysis, driven by analytical categories constructed a posteriori, in dialogue with the 
theoretical framework of complexity and with the themes emerging from the interviewee’s 
own responses. The analysis was not prescriptive or classificatory in nature, rather it aimed 
to highlight core meanings, conceptual articulations, and tensions existing in the discourse, 
especially regarding the relationships between education, democracy, ethics, participation, and 
human development. The interview is presented in its entirety, understood simultaneously 
as an empirical source and as an intellectual production with intrinsic relevance.

From an ethical standpoint, the research complied with current standards for research 
involving human subjects. The project was approved by the Research Ethics Committee, and 
the interviewee signed an Informed Consent Form, expressly authorizing the disclosure of his 
name and contributions. The interview records were properly stored and preserved, ensuring 
the integrity of the material and the transparency of the research process, as described in the 
original manuscript submitted to the journal.

THE INTERVIEW

How do you perceive the relationship between democracy and school education in 
Edgar Morin’s work?

Juan Miguel Batalloso Navas: The biography and the social and political commitment 
of Edgar Morin, along with his most recent works such as The Way, Change Course, and 
Lessons from a Century of Life, show us that his conception of democracy goes far beyond 
the representational procedures we are accustomed to in constitutional democratic 
systems. Morin himself repeatedly tells us that democracy must necessarily promote the 
widespread debureaucratization of social and political organizations and institutions, while 
at the same time encouraging de-compartmentalization and de-specialization because the 
fragmentation of knowledge into isolated disciplines and hyper-functional specialization 
deny individuals their autonomy, creativity, and effective participation in social and political 
processes. In fact, Morin advocates always going beyond representative democracy so that 
it becomes more participatory, ensuring that all citizens are not merely passive recipients 
of proposals elaborated by others on their behalf, but instead exercise real and practical 
responsibility and solidarity. One could equally say that Morin points to and suggests a policy 
of civilization capable of envisioning possible alternatives to the disaster brought about by 
the technoscientific, capitalist, and mercantile civilization we know. Undoubtedly, his vision of 
democracy is directed toward a permanent effort of deepening and development, one capable 
of making the values of Liberty, Equality, and Fraternity visible and concrete in both material 
and social terms. However, Morin is no naive dreamer imagining impossible paradises, nor is 
he ignorant of the risks, dangers, and complexities of democratic systems. His life experience, 
his vision of history, and his awareness that Ethics is not an exact clock precisely guiding our 
intentions and actions lead him to conceive democracy in a particular way. He sees it not only 
as a complex system of bonds, relationships, mediations, and negotiations in which order and 
disorder, advances and setbacks, possibilities and probabilities all coexist and interact within 
a planetary context, but also as an inner attitude and a permanent behavior of commitment 
and strategy. In this sense, democratic systems develop from an awareness of the complexity 
of the human condition and of social groups and organizations, without ever losing sight of the 
fact that the intentions behind the actions we undertake can veer off course during the action 
itself and produce unexpected results even contradictory or opposed to our initial intentions 
(the principle of the ecology of action). Thus, I understand that democracy for Morin is much 
more than a bureaucratic and regulated mechanism of representation in the sense that it is 
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something dynamic, complex, interactive, retroactive, and therefore subject to permanent 
conflict. The effects and results generated will depend on how these conflicts are addressed 
and resolved, and on the way individuals think, reason, and feel.

From this perspective, both for Morin and for Freire, democracy cannot in any way be 
formalized as something immutable, fixed, static, given, and inherited from the outset. On the 
contrary, it must be conceived as a system of coexistence that guarantees peace, harmony, 
justice, equality, fraternity, and the care of our shared planetary ship. In this sense, democracy 
and its values are not learned from books, laws, or treaties, but through personal and 
community experience of commitment, responsibility, and solidarity with our fellow human 
beings and with the planet. As Freire would say, democracy is learned through the exercise of 
freedom, which equally entails the exercise of responsibility and the recognition that we are 
inevitably beings of bonds and relationships. I could even say, paraphrasing Paulo Freire, that 
democracy or being or feeling democratic is in reality a deeply loving inner attitude that requires 
knowledge, care, respect, and responsibility, as Erich Fromm said in relation to love.1 This is 
why, when lies, falsehood, hatred, xenophobia, racism, sexism, egolatry, the cult of personality, 
authoritarianism, or dogmatism are promoted whether intentionally or involuntarily what is 
actually being explicitly and implicitly denied is democracy itself, and therefore the possibility 
of building situations and contexts that are more satisfying and coherent with the fulfillment 
and development of Universal Human Rights. And this can be observed and verified in the 
new types of fundamentalism, fascism, and Nazism that have been developing in old Europe, 
as well as in the United States (Donald Trump) and even in Brazil itself with the emergence of 
so-called Bolsonarism, associated with fundamentalist evangelical and Pentecostal religions.2

Based on all this, the relationship between democracy and its development with school 
education must necessarily be continuous and permanent, as well as both formal and 
informal, explicit and procedural, and implicit arising from the inner development of attitudes 
of responsibility and solidarity. Educating for democracy is therefore a transcendental and 
strategic competence of all educational and training institutions, which must necessarily be 
coherent. That is, it is not a matter of educating or training individuals democratically “for” 
some supposed and dreamt-of society of tomorrow, but rather of participating and working 
from the very first moment or from the earliest stages of human development based on 
ethical and democratic values. At this point, school education for democracy is not only 
inseparable from moral and ethical education which in turn is associated with the reform 
of thought and the reform of education but above all, it is also tied to the necessary and 
indispensable coherence between what we feel, think, say, and do. School education for 
democracy is not exclusively a matter of “for”; above all, it is a permanent task of “with,” “in,” 
and “toward,” in the sense that our professional teaching practices must necessarily prefigure 
the announced model in the present, in the moment, and in the concrete situation in which 
teachers, students, and families find themselves. As Paulo Freire would say, there is no need 
to wait for objective conditions to present themselves or to materialize in order to make 
possible more satisfying existential situations. On the contrary, we must assume responsibility, 
risks, and commitments based on the moment and the concrete situation in which we live. 
Viewed in this way, the development and deepening of democracy never ends; moreover, it 
demands not only personal and professional commitment but also the constant promotion 
and exercise, at all times and in all places, of complex thinking that is simultaneously critical 
and self-critical, ethical and aesthetic, strategic and tactical. All of this requires a review and 
radical reform as I have already pointed out of the systems of initial and continuing teacher 
training, especially for the sector professionally dedicated to compulsory education, whether 
early childhood, primary, or secondary.

Unfortunately, or at least so I believe, the tendency to strip down and soften the key concepts 
and ideas of great pedagogical, social, and political thinkers and leaders is quite common in 
bureaucratic and media-driven societies. This means that their most radical and transformative 
messages, or those that involve a profound change in personal attitudes, not only fail to reach 

1	 Fromm (1969).
2	 An excellent and highly recommended work for learning about and understanding the international scenario 

of the emergence of conservative and traditionalist populism and racist, xenophobic, sexist, ultra-religious, 
militaristic, and neo-fascist social and political movements is that of the prestigious theologian Tamayo (2020).
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the general public and basic education professionals, but also remain encapsulated and, in a 
way, appropriated by professional sectors at higher levels of education, such as universities 
and academics in general. And this is precisely what has happened with universally recognized 
figures such as Paulo Freire and Edgar Morin in that by sanctifying them, turning them into 
sacred icons, bureaucratizing them, and placing them at an enormous distance from our 
present everyday reality and from our personal and professional behavior, we unwittingly 
deprive them of their most radical values of social and personal transformation, something to 
which the major (dis)communication media certainly contributes by promoting superficiality, 
sensationalism, fake news, and the deliberate oblivion of anything that points to and denounces 
their lucrative interests as defenders of the established social (dis)order.

In your opinion, what are the essential components for building a school education 
committed to democracy?

Juan Miguel Batalloso Navas: Drawing on the contributions of Edgar Morin, Paulo Freire, 
and my own personal experience as a teacher and educator, I venture to point out that any 
school education truly committed to democracy must promote, foster, and take responsibility 
for the following outcomes:

•	 Learning to live together in the sense of promoting a progressive moral development that 
moves from heteronomy to moral autonomy. This includes other simultaneous learnings 
such as learning to be empathetic; learning to give and receive affection; learning to listen; 
learning to dialogue; learning to know oneself by being able to identify our emotional and 
irrational impulses; learning to design, build, and implement rules and procedures for 
coexistence and participatory decision-making in which all those affected and involved are 
represented, etc.

•	 Learning to “be a good person” in the sense of naturally and spontaneously practicing 
honesty, integrity, generosity, consistency, uprightness, responsibility, kindness, harmony, 
solidarity, and gradually mercy and compassion as great underlying virtues present in 
all the religions and cultures of the world. And this is something that is not only valid for 
democratic education, but also for the pursuit of professional excellence as has been 
affirmed and reiterated on several occasions by the father of “multiple intelligences,” the 
renowned Howard Gardner. Nevertheless, learning to “be a good person” is not exclusively a 
matter of moral and ethical education; it also and simultaneously involves: learning to know 
oneself (self-knowledge); learning to distinguish between intentions, desires, and opinions 
from observable behavior; learning emotional, cognitive, and social skills; learning to to 
achieve self-actualization and develop creative, innovative, and that enable a personal sense 
of our own existence; learning to design, carry out, and evaluate projects with autonomy 
and creativity; learning to make decisions; etc…

•	 Learning to think critically, as well as to develop questioning habits - a kind of thinking that 
begins, first and foremost, by encouraging and promoting the formulation of questions 
that are not exclusively about already-known or easily verifiable answers, but above all 
those that involve new styles of thinking. These questions delve into errors of knowledge, 
identify prejudices, stereotypes, and falsehoods, and require input from diverse fields of 
knowledge. As living embodiments of critical thinking, I have no doubt that Edgar Morin 
and Paulo Freire are paradigmatic examples. From the very beginning, we must enable 
our students to formulate all kinds of questions especially the radical ones: those that go 
to the roots, those that, as Paulo Freire would say, serve both to identify and to denounce 
who benefits and who is harmed by a particular action or by ongoing behavior. In any case, 
learning to think critically is inseparable from learning to think complexly, which implies: 
1. Starting from the concrete and from the real needs of individuals and groups. 2. Being 
able to formulate and respond to essential questions. 3.Evaluating available information 
and the information offered in dialogue using criteria, values, and agreements. 4. Reaching 
always-provisional conclusions based on rational, evidence-based criteria. 5. Recognizing 
the implicit assumptions and beliefs on which the ideas presented in dialogue or in a text 
are based. 6. Being capable of proposing alternatives, suggesting changes, and developing 
new propositions.
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•	 Learning to participate economically, socially, politically, and professionally in all the social 
groups to which we belong, recreating all the forms of encounter and collective decision-
making that we know. In sum, this means deepening and broadening the spectrum of 
representative democracies so that they can transform into participatory democracies, 
aiming toward what is known as “deep democracy”—a concept coined by the renowned 
transpersonal psychologist Arnold Mindell.3 Therefore, everything that facilitates and 
carries out encounters, meetings, and assemblies for dialogue, collective study, analysis 
of situations, and decision-making is an indispensable activity from the earliest years of 
schooling.4

•	 Learning to develop our consciousness, especially in those aspects related to achieving 
a sustainable inner peace, harmony, integrity, tranquility, and serenity, which is nothing 
other than developing our spiritual consciousness as an ontological dimension inherent to 
every human being. Thus, as I understand it, democratic education beyond being linked to 
participation, coexistence, critical thinking, or being a good person (all of which undoubtedly 
belong to the political dimension and nature of all education) must also be connected 
and tied to inner personal development and spiritual education. At this point, spiritual 
education does not consist of adding or incorporating esoteric or religious knowledge into 
the curriculum; quite the opposite. It is simply a matter of encouraging and stimulating in 
every person their sensitivity, their capacity for wonder and reverence toward all creation 
and all living things, while at the same time fostering the development of a planetary ethical 
consciousness. In a way, it is about promoting an awakening to sensitivity and contemplation 
of - and for - nature; about nurturing kindness, generosity, and compassion toward others, 
toward oneself, and toward all living beings; about making us socially responsible by 
exploring new paths through creativity, art, poetry, and literature because, in the end, 
spirituality materializes through art, creation, life, and love. Contrary to what is generally 
believed, the development of spiritual intelligence does not consist in the practice of any 
particular religion, as it is not about imposing or offering a set of rules and beliefs derived 
from revelations or ecclesiastical hierarchies. Spiritual intelligence is instead conceived as 
an innate capacity that all human beings possess - that is not associated with knowledge or 
information coming from school culture. On the contrary, it is something that is activated 
and developed in every moment of our everyday life to the extent that we put into play 
the unfolding of capacities such as the following:

1.	 Seeking and finding meanings by using them in solving our problems. Being capable of 
self-guidance, discovering principles that guide and govern our behavior from within 
our own interior. Becoming learners and masters of ourselves.

2.	 Transforming our consciousness, our fixations, and our programming. Being able to 
unlearn, or to discover and eliminate, those mental routines that have become fixed 
within our emotional structure and cause us suffering. Investigating and uncovering 
deeper layers of ourselves, finding a foundation of meaning for the creation of our own 
inner teacher.

3.	 Recognizing the positive values and qualities that exist in others, in society, in nature, 
but also within ourselves, while being capable of discovering new qualities and values. 
Developing an active sense of hope and faith that everything can improve, since 
everything is in motion and in a permanent process of change.

4.	 Becoming aware of oneself, being able to analyze one’s own behavior, thoughts, and 
feelings; establishing connections among them and recognizing their origins.

5.	 Being capable of facing and transcending pain and suffering, using them as means for 
learning and personal growth. Developing an inner acceptance that is not resignation 
but humility; that is not defeat or despair but acceptance of our limitations and our 
provisional nature.

3	 Mindell (2004).
4	 At this point, the ideas, suggestions, and concrete proposals of the universal French educator Celestin Freinet 

seem indispensable to me.
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6.	 Seeking and consciously working to achieve serenity and inner peace through 
introspection, inner dialogue, meditation, relaxation, contemplation, recollection, or 
any procedure or strategy that reaches the deep inner being of each person.

7.	 Developing divergent thinking and field independence, being capable of proposing 
creative and intuitive alternatives to situations and everyday problems. Going beyond 
what is established and routine, discovering new dimensions of reality, asking ourselves 
new questions, and exploring new territories and possibilities for human development.

8.	 Thinking, feeling, and acting in a coherent way, consciously avoiding causing harm to 
others and to ourselves. Having a special sense of respect for Nature, for life, for our 
fellow human beings, and for ourselves.

9.	 Being capable of existential joy, a joy that arises from within and is not the product of 
consumption or the satisfaction of desires, but rather of the peace of conscience that 
comes from accepting things as they are.

10.	Developing a sense of acceptance that is not conformism in the face of unjust situations, 
but quite the opposite: rebellion and active hope that society must be freed from 
injustices and inequalities, even as we liberate ourselves inwardly and grow spiritually.

11.	Giving and receiving affection, offering and accepting tenderness, practicing compassion 
as a virtue of sharing feelings, perceptions, moments, and material things.

Finally, I must point out that we should not confuse spiritual education with religious education, 
although obviously there are clear connections between them. Spiritual education can never 
be configured as an educational project based on imposition, authoritarianism, dogmatism, 
tradition, exclusion, or the acceptance of truths of faith. On the contrary, it must be founded 
on a «transreligious spirituality», since, as Krishnamurti reminds us, truth is a pathless land, 
paths that each human being can travel and organize in a completely unique and personal way. 
In short, spiritual education requires recognizing the great contributions to Psychology and 
Pedagogy made by the great masters and educators of humanity, such as Lao Tzu, Buddha, 
Jesus Christ, Teresa of Ávila, Julian of Norwich, Mother Teresa of Calcutta, Francis of Assisi, 
Rumi, Ibn Arabi, Rabindranath Tagore, Gandhi, Martin Luther King Jr., Hélder Câmara, Pedro 
Casaldáliga, Archbishop Óscar Romero, and many other women and men who have helped 
and taught us to embark on our own path of peace, hope, and love.

In addition to neoliberal and neoconservative projects, do you see other challenges to 
building an education for democracy, whether in relation to public policies, teachers, 
or students?

Juan Miguel Batalloso Navas: From my own particular point of view, and in this moment 
of civilizational crisis we are living through—one sharpened by the deadly effects of climate 
change, the Covid-19 crisis, and the advance of fundamentalist and hateful ideologies 
associated to neofascist political movements and parties, it is impossible for me not to pay 
attention to the necessary, urgent, and permanent struggle against every form of legitimization, 
reproduction, and expansion of the current capitalist system. At the same time, the war 
events surrounding the invasion of Ukraine with their toll of human deaths, destruction of 
the environment, and their impact on the global economy and inflation; the crisis in energy 
supply and distribution; and the terrible, unstoppable rise in social inequality across the entire 
planet, make it equally impossible, from a strictly rational standpoint, not to highlight (just as 
Morin does in his Path toward the Future of Humanity) the imperative need to end, eliminate, 
or at the very least mitigate the tragic and catastrophic ecological and social effects on all of 
humanity caused by the current “Paradigm of Domination,” as Hathaway and Boff5 describe it.

Obviously, this leads me to consider that the central and transversal core of any educational or 
training process, itinerary, or institution, following the illustrious and universal Paulo Freire, is 
always of a political nature. Therefore, the denunciation of the current productivist, capitalist, 
and mercantile civilizational system, born in past centuries and fueled by the mechanistic and 
reductionist technoscientific paradigm, must necessarily become an object of knowledge and 
training in all domains. Education, whether institutionalized or informal, cannot remain on the 
sidelines of what is happening in our economic, social, political, and planetary reality. With 

5	 Hathaway and Boff (2014).
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this I mean to say that it is no longer enough to learn to know, learn to do, learn to be, and 
learn to live together, as the 19966 UNESCO Delors Report told us, nor is it sufficient merely 
to recognize the value and the epistemological, methodological, ethical, and educational 
demands of Edgar Morin’s well-known “Seven Complex Lessons”7.

From my point of view, we need to take a major qualitative leap in the urgent and necessary 
reforms of all educational systems around the world. This necessarily involves addressing 
the analysis of the current widespread social disorder and its multiple causes from a complex 
perspective, while taking into account the contributions to the knowledge of knowledge and 
to education made by Edgar Morin and Paulo Freire. Even so, it is not enough merely to 
analyze, denounce, or identify the imbalances, injustices, disequilibria, and conflicts caused 
by the dominant system and its legitimizing paradigm. We must go one step further. That 
step is none other than personal, social, institutional, ethical, and political commitment, 
risking whatever needs to be risked in order to transform not only the public policies that 
enable domination, but also to build, implement, and develop more democratic policies that 
are sensitive to Human Rights and Planet Earth. This is something that both Edgar Morin and 
Paulo Freire bore witness to throughout their entire personal, social, political, and intellectual 
lives. It is something that is often forgotten or ignored, even though we know that Freire was 
forced into exile from Brazil as a result of the repression orchestrated by the 1964 military 
coup and the subsequent 21-year dictatorship. That did not prevent him from becoming 
one of the founders of the Workers’ Party (Partido dos Trabalhadores) or from encouraging 
and supporting all kinds of protest and popular movements, such as the Landless Workers’ 
Movement (Movimento dos Sem Terra). The same is often overlooked in the case of Edgar 
Morin, an antifascist fighter against the Nazi invasion of France, as well as an instigator, 
promoter, and supporter of all kinds of social and cultural movements aimed at advancing 
and deepening democratic values. It is no coincidence that Edgar Morin received the title of 
Grand Officer of the Legion of Honor of France, along with numerous decorations, awards, 
and honorary doctorates, just as happened with Paulo Freire. But what is truly important and 
most transcendent about their lives is that they were human beings of action, commitment, 
responsibility, and social and political activism in favor of deepening democracy and Universal 
Human Rights.

Thus, I understand that the dimension of personal, social, and political responsibility in 
Education cannot be overlooked in any way. Therefore, in my view, we should introduce a 
new type of educational strategy that includes “Learning to Commit” or exercising the values 
of responsibility and solidarity toward our fellow human beings, our people, our country, and 
the entire Planet. This commitment, which is inherent to the social and political responsibility 
of all Education, means, in other words: 1. Educating for democracy in its broadest sense of 
equality, freedom, and fraternity. 2. Educating for planetary citizenship, which, as Leonardo 
Boff reminds us, means extending and broadening human rights from the most ecological 
perspective, recognizing human beings are not the only ones who have dignity, but also planet 
Earth as a whole. 3. Educating for Universal Human Rights and the Rights of the Earth as a living 
supra-organism8. 4. Educating for equality, diversity, care, and tenderness, placing specific 
and concrete emphasis on the struggle against all forms of discrimination based on sex or 
gender, which, in broader terms, means opposing every form of patriarchal domination that 
legitimizes, reproduces, and naturalizes all forms of oppression, violence, and discrimination 
against women.

Based on these premises oriented toward learning ethical, social, and political commitment, 
I have no doubt that the first and greatest challenge in building an education for, by, in, and 
with democracy is the fulfillment, deepening, and extension of Education understood as a 
Universal Human Right, as established in Article 26 of the Declaration. In more concrete terms, 
this means ensuring that Education at all levels has a public character and nature that goes 
beyond mere state funding, that is, that it belongs to the public and to all citizens. This would 
make possible not only free and universal access, but also the right to participation and co-
management by citizens in educational or training institutions. It also means a progressive 

6	 Delors et al. (1996).
7	 Morin (2001).
8	 Batalloso (2008).
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strengthening and expansion of public funds allocated to Education in terms of free access, 
equal opportunities, compensatory policies, and attention to diversity, because Democratic 
Education can no longer continue to be treated as a commodity or a service accessible 
according to citizens’ purchasing power. Therefore, it is not enough to debureaucratize 
school organizations; they must also be de-commodified, de-privatized, and subordinated 
to public needs rather than to the profit-driven or ideological interests of private companies 
or educational and training institutions. In this sense, the goal is not to deny organizational 
autonomy or the right to create educational institutions in accordance with one’s ideas about 
innovation and the necessary educational reforms, but rather to prevent that this right from 
turning into a privilege reserved for the most affluent or privileged sectors of society. The aim 
is to achieve quality Education for all, as UNESCO continues to insist, an Education based on 
the equal dignity of all human beings, but also on the diversity and richness of all cultures. 
In short, maintaining, promoting, or guaranteeing that large private companies with purely 
lucrative interests, whether economic or ideological, continue to dominate the national and 
international educational scenes is, in my opinion, radically contrary to the Right to Education, 
without this meaning that all institutions should be uniformed and standardized based on 
the educational norms that emanate from the educational policies of the day.

At this point, it is extremely important to highlight that public education policies have been 
progressively losing autonomy and responsiveness in meeting national educational needs. 
They have thus become subordinated to international strategies that consistently prioritize 
economic interests, unlimited growth, competitiveness, professional skills, and the ruthless 
competition to secure the top positions in international rankings regarding what is considered 
the most important purposes of Education. This has rapidly led us to the dismantling, lack of 
protection, and marginalization of the humanistic subjects, such as History, Philosophy, and 
Ethics, as has been consistently pointed out by the American philosopher Martha Nussbaum9 
and as Edgar Morin himself reminds us throughout his entire body of work.

But beyond all this, it is a great source of satisfaction for me to see that these personal ideas 
about a Democratic Education throughout life, understood as a Universal Human Right, have 
been expressed with extraordinary rigor, thoroughness, depth, and solid grounding in the 
reports of the so-called “International Commission on the Futures of Education,” established 
by UNESCO in 2019 and composed of thought leaders from academic, scientific, governmental, 
business, and educational circles. For example, in the 2020 report titled “Education in a post-
COVID world: Nine ideas for public action,10” it states and accounts for what I consider to be 
the most transcendent educational challenges of the present moment. Quoting this excellent 
report verbatim, they are:

•	 Commit to strengthening education as a common good. Education is a bulwark against 
inequalities. In both education and health, for everyone to be safe, everyone must be safe; in 
other words, we advance only when everyone advances together.

•	 Broaden the definition of the right to education to address the importance of connectivity and 
access to knowledge and information. The Commission calls for a global public debate on ways 
to expand the right to education, with the participation of, among other stakeholders, learners 
of all ages.

•	 Value the teaching profession and teacher collaboration. Educators provided highly innovative 
responses to the COVID-19 crisis, and the systems that demonstrated the greatest resilience 
were those most committed to families and communities. We must foster conditions that give 
frontline educators autonomy and flexibility to act together.

•	 Promote the participation and rights of students, young people, and children. Intergenerational 
justice and democratic principles must compel us to prioritize broad participation by students 
and young people in the joint preparation of the desired change.

•	 Protect the social spaces that schools provide as we transform education. School as a physical 
space remains indispensable. The traditional organization of classrooms must give way to diverse 

9	 Nussbaum (2015).
10	UNESCO (2020).
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forms of “teaching,” but the school as an independent time-space of collective life, specific and 
distinct from other learning environments, must be preserved.

•	 Make free and open-source technologies available to teachers and students. Open educational 
resources and open-access digital tools must be supported. Education cannot thrive on pre-
packaged content created outside the pedagogical space and without regard for human 
relationships between teachers and students. Nor can education depend on digital platforms 
controlled by private companies.

•	 Ensure the inclusion of basic scientific knowledge in the curriculum. This is the right moment 
to undertake a thorough reflection on curricula, particularly in opposing the denial of scientific 
knowledge and actively combating misinformation.

•	 Protect national and international funding for public education. The pandemic has the power 
to undermine decades of progress. National governments, international organizations, and all 
partners in the education and development sectors must recognize the need to strengthen public 
health and social services, while at the same time mobilizing to protect public education and its 
funding.

•	 Foster global solidarity to end current levels of inequality. COVID-19 has shown us the extent 
to which our societies instrumentalize power imbalances and our global system perpetuates 
inequalities. The Commission calls for renewed commitments to international cooperation and 
multilateralism, along with a revitalization of global solidarity grounded in empathy and the 
recognition of our common humanity.

Finally, I would like to take this opportunity to also highlight the most recent report from 
the aforementioned UNESCO Commission, published this year (2022), titled “Reimagining 
our futures together: A new social contract for education11”. This report involved a two-year 
worldwide consultation process that engaged one million people from the most diverse 
countries and educational institutions around the world. In it, the following is stated verbatim:

At present, the ways in which we organize education around the world do not make it possible 
to guarantee peaceful societies, a healthy planet, or shared progress that benefits everyone. 
In fact, some of our difficulties stem from the way we educate. A new social contract for 
education must enable us to think differently about learning and about the relationships 
between students, teachers, knowledge, and the world.

Proposals for renewing education:

1.	 Pedagogy must be organized around the principles of cooperation, collaboration, and 
solidarity. It should foster the intellectual, social, and moral capacities of students to work 
together and transform the world with empathy and compassion. It is also necessary to 
unlearn certain things, such as biases, prejudices, and divisions. Pedagogical assessment 
processes must reflect these objectives promoting meaningful growth and learning for all 
students.

2.	 Curricula must emphasize ecological, intercultural, and interdisciplinary learning that 
helps students access and contribute to knowledge while developing their ability to apply 
and question it. Curricula should adopt an ecological understanding of humanity that 
rebalances the way we relate to the Earth as a living planet and our only home. The spread 
of misinformation must be countered through scientific, digital, and humanistic knowledge 
that develops the capacity to distinguish truth from falsehood. In educational content, 
policies, and methods, we must promote active citizenship and democratic participation.

3.	 Teaching must be further professionalized as a collaborative endeavor in which teachers 
are recognized for their work as knowledge generators and key figures in educational and 
social transformation. Collaboration and teamwork should characterize teachers’ work. 
Reflection, research, and the creation of knowledge and new pedagogical practices must be 
integral to teaching. This means supporting teachers’ autonomy and freedom, and ensuring 
they fully participate in public debate and dialogue about the futures of education.

11	UNESCO (2022). Educational institutions and agents in Brazil did not participate in this report, although Cristovam 
Buarque, professor emeritus at the University of Brasilia, is a member of the International Commission on the 
Futures of Education. In the case of Spain, only three educational centers participated, one private and two public.
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4.	 Schools must be protected educational spaces because they promote inclusion, equity, and 
individual and collective well-being. Moreover, they must be reimagined to better promote 
the transformation of the world toward more just, equitable, and sustainable futures. 
Schools should be places that bring together diverse groups of people and expose them 
to challenges and possibilities not available elsewhere. School architectures, spaces, times, 
schedules, and student groupings must be redesigned to foster and enable people to work 
together. Digital technologies should aim to support, not replace, schools. Schools must 
model the future we aspire to by guaranteeing respect for human rights and becoming 
examples of sustainability and carbon neutrality.

5.	 We must enjoy and expand the educational opportunities that take place throughout life 
and across different cultural and social spaces. At every stage of life, people should have 
access to meaningful, high-quality educational opportunities. We must connect the full range 
of learning spaces, whether built, natural, or virtual, to harness the potential of each one. 
Key responsibilities lie with governments, whose capacity for public funding and regulation 
of education must be strengthened. The right to education must be expanded so that it is 
lifelong and encompasses the right to information, culture, science, and connectivity.

ANALYSIS OF THE INTERVIEW AND CONCLUSIONS

For an analytical reading of the interview, three dimensions of education for democracy 
identified by De Paula (2023) were selected, namely: teaching democracy, experiencing 
democracy, and defending democracy. These dimensions function as structuring axes that are 
recursively articulated and crosscut by a broader epistemological critique of Eurocentrism and 
hegemonic Western rationality. These axes do not function as fixed categories, but as fields of 
problematization that reveal the understanding of democracy as a historical, relational, and 
permanently unfinished process, requiring education to take a consistent ethical, political, 
and epistemological stance.

In the dimension of teaching democracy, the interviewee’s reflections explicitly depart from a 
content-based or normative conception of democratic education. Teaching democracy does 
not mean transmitting definitions, institutional models, or abstract principles, but rather 
introducing subjects to the complexity of political phenomena, recognizing their ambivalences, 
conflicts, setbacks, and uncertainties.

Democracy thus appears as a complex object of knowledge, whose understanding requires 
overcoming simplistic, fragmented, and linear thinking. The centrality of complex thinking 
lies precisely in the ability to articulate order and disorder, stability and crisis, intentions and 
unforeseen effects in the ecology of action.

Furthermore, teaching democracy, as outlined in the interview, implies a reform of thinking 
and the curriculum, in line with Edgar Morin’s proposals. This reform requires shifting the 
focus from the mere accumulation of information to the development of cognitive and ethical 
capacities, such as the problematization of knowledge, the identification of errors and illusions 
of dominant rationality, and the historical and cultural contextualization of knowledge. In 
this sense, teaching democracy means educating individuals capable of understanding the 
mechanisms of domination that operate under seemingly neutral and technocratic discourses, 
recognizing that all education is permeated by political choices, whether explicit or implicit.

The dimension of experiencing democracy deepens this discussion by highlighting that 
democratic values are not primarily consolidated through discourse, but through concrete 
experience. Democracy, as emphasized by the interviewee, is learned in the daily practice of 
relationships, in forms of coexistence, in modes of institutional organization, and in decision-
making processes. Democratic experience requires consistency between principles and 
practices, between what is proclaimed as an educational ideal and what is actually achieved 
in learning environments and formative spaces.

This experiential dimension of democracy shifts education from a preparatory logic (educating 
“for” a democratic future) to a prefigurative logic, in which democratic values must be exercised 
in the present. Participation, dialogue, co-responsibility, and recognition of others cannot be 
postponed or simulated, at the risk of emptying democratic education of its very meaning.



Rev. Ibero-Am. Estud. Educ., 21, ﻿e19278, 2026 12/13

﻿

In this way, schools and educational institutions are called upon to constitute themselves as 
micro-spaces of lived democracy, where conflicts are not denied but addressed in a dialogical 
and ethical manner, reinforcing the formative dimension of the democratic experience.

The third dimension, referring to the defense of democracy, places education within the context 
of the contemporary civilizational crisis and global democratic recession. The interview makes 
it clear that educating democratically inevitably means taking a position of resistance to the 
multiple forms of authoritarianism, fundamentalism, and dehumanization that permeate the 
current political landscape. The defense of democracy is not restricted to the preservation of 
electoral or institutional procedures but involves confronting the structural conditions that 
erode social bonds, widen inequalities, and naturalize exclusion.

In this context, education is conceived as a strategic space for ethical and political 
commitment, in which the meaning of democracy, and of life in common itself, is disputed. 
Defending democracy implies forming subjects capable of recognizing the risks posed by 
the instrumentalization of fear, hatred, and disinformation, as well as sustaining collective 
commitments guided by human dignity, human rights, and the rights of the planet.

Education, therefore, is not neutral in the face of authoritarian threats; on the contrary, it 
becomes one of the main arenas of symbolic and practical struggle for the maintenance and 
deepening of democratic values.

Transversally across these three dimensions, the interview engages with Edgar Morin’s 
repeated critiques of the predominance of Western ideas as the sole standard of rationality, 
progress, and epistemological correctness. From this critique emerges the defense of an 
education that articulates complex thought with a Southern perspective, capable of recognizing 
the plurality of knowledge, cultures, and historical experiences that have been silenced or 
subordinated by Western modernity. This articulation is not a rejection of Western thought, 
but its critical contextualization, opening space for broader intercultural and epistemological 
dialogues.

In this sense, the democratic education outlined in the interview points toward a horizon 
of civilizational metamorphosis, in which complexity and Southern thought complement 
each other in constructing alternatives to the technoscientific, productivist, and Eurocentric 
paradigm. By integrating teaching, lived experience, and defense of democracy, education 
assumes a transformative role, committed to forming subjects capable of thinking critically, 
acting in solidarity, and sustaining an active hope that other ways of living, coexisting, and 
governing are historically possible.
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