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Code of Conduct

Cobpt or ConDuCT

«Sophia» as a publication that seeks the highest international ex-
cellence, is inspired by the ethical code of the Committee on Publications
Ethics (COPE), aimed at publishers, reviewers and authors.

Authors’ commitments

o Originality and fidelity of the data: The authors of origi- 17
nal manuscripts submitted to «SOPHIA» attest that the work I
is original and unpublished, which does not contain parts of /\CD)
other authors or other fragments of works already published by -
the authors. In addition they confirm the veracity of the data,
that is, that the empirical data have not been altered to verify
hypotheses.

o Multiple and/or repetitive publications: The author should
not publish articles in which the same results are repeated in
more than one scientific journal or any other non-academic
publication. The simultaneous proposal of the same contribu-
tion to multiple scientific journals is considered an ethically in-
correct and reprehensible practice.

« Attributions, quotations and references: The author must al-
ways provide the correct indication of the sources and contri-
butions mentioned in the article.

o Authorship: The authors guarantee the inclusion of those people
who have made a significant scientific and intellectual contribu-
tion in the conceptualization and planning of the work as in the
interpretation of the results and in the writing of it. At the same
time the order of appearance of the authors has been ranked ac-
cording to their level of responsibility and involvement.

o Access and retention: If the members of the Editorial Board
consider it appropriate, the authors of the articles should also
make available the sources or data on which the research is
based, which can be kept for a reasonable period of time after
publication and possibly becoming accessible.

Sophia 41: 2026.
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Code of Conduct

Conflict of Interest and Disclosure: All authors are required
to state explicitly that there are no conflicts of interest that may
have influenced the results obtained or the proposed interpre-
tations. Authors should also indicate any funding from agencies
and/or projects from which the research article arises.

Errors in published articles: When an author identifies an im-
portant error or inaccuracy in his/her article, he/she should im-
mediately inform the editors of the journal and provide them
with all the information necessary to list the relevant correc-
tions at the bottom of the article (always in a Note to the mar-
gin, not to alter the publication).

Responsibility: The responsibility of the content of the articles
published in «SOPHIA» is exclusive of the authors. The authors
also commit themselves to a review of the most current and
relevant scientific literature on the analyzed subject, taking into
accounts in a plural form the different streams of knowledge.

Commitments of reviewers

Sophia 41: 2026.

Contribution to editorial decision: Peer review is a procedure
that helps publishers make decisions about proposed articles
and also allows the author to improve the quality of articles
submitted for publication. The reviewers undertake a critical,
honest, constructive and unbiased review of both the scientific
quality and the literary quality of writing in the field of their
knowledge and skills.

Respect of review times: The reviewer who does not feel com-
petent in the subject to review or who cannot finish the evalua-
tion in the scheduled time must notify the publishers immedi-
ately. The reviewers commit to evaluate the manuscripts in the
shortest possible time in order to comply with the deadlines,
since in «Sophia» the limits of custody of the waiting manu-
scripts are limited and inflexible due to respect of the authors
and their work.

Confidentiality: Each assigned manuscript must be considered
confidential. Therefore, these texts should not be discussed with
other people without the express consent of the publishers.
Objectivity: Peer review should be done objectively. Review-
ers are required to give sufficient reasons for each of their as-
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Code of Conduct

sessments, always using the review template. The reviewers will
submit a complete critical report with appropriate references
according to the «Sophia» revision protocol and the public
guidelines for the reviewers; especially if it is proposed that the
work be rejected. They are required to advise editors if substan-
tial portions of the work have already been published or are
under review for another publication.

o Text visualization: The reviewers commit to indicate precisely
the bibliographic references of fundamental works possibly
forgotten by the author. The reviewer should also inform edi-
tors of any similarity or overlap of the manuscript with other
published works.

o Anonymity: To ensure that the review process is as objective,
unbiased and as transparent as possible, the identity of the au- 12
thors is deleted before the papers are submitted for peer review. ’\CD)
If, for any reason, the identity of the authors, their institutional A
affiliations or any other information that jeopardizes the ano-
nymity of the document has been compromised, the reviewer
must notify the publishers immediately.

Commitment of publishers

o Decision of publication: The editors will guarantee the selec-
tion of the most scientifically qualified reviewers and specialists
to express a critical and expert appreciation of the work, with
the least possible biases. «Sophia» chooses between 2 and 3 re-
viewers for each work so as to ensure greater objectivity in the
review process.

o Honesty: Publishers evaluate articles submitted for publica-
tion on the basis of scientific merit of the contents, without dis-
crimination of race, gender, sexual orientation, religion, ethnic
origin, nationality, and political opinion of the authors.

o Confidentiality: Publishers and members of the working
group agree not to disclose information relating to submitted
articles for publication to persons other than authors, reviewers
and publishers. The editors and the Editorial Committee com-
mit themselves to the confidentiality of the manuscripts, their
authors and reviewers, so that anonymity preserves the intel-
lectual integrity of the whole process.

Sophia 41: 2026.
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o Conlflict of interests and disclosure: publishers commit not to
use in their own research content of articles submitted for pub-
lication without the written consent of the author.

o Respect of the review times: Publishers are responsible for
compliance with the time limits for revisions and publication of
accepted manuscripts, to ensure a rapid dissemination of their
results. They commit themselves to complying with published
times (maximum of 60 days in the estimation/rejection from
receipt of the manuscript in the Review Platform) and a maxi-
mum of 150 days from the beginning of the scientific review
process by experts).

20 «Sophia» adheres to the Code of Conduct
(' ) Committee on Publication Ethics (COPE):
T http://publicationethics.org/resources/code-conduct

Sophia 41: 2026.
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Codigo Etico

Conico Etico

«Sophia» como publicacion que busca la maxima excelencia inter-
nacional, se inspira en el codigo ético del Comité de Etica de Publicacio-
nes (COPE), dirigido tanto a editores como a revisores y autores.

Compromisos de los autores

o Originalidad y fidelidad de los datos: Los autores de docu-

mentos originales enviados a «Sophia» atestiguan que el trabajo 21
es original e inédito, que no contiene partes de otros autores o /\CD)

de otros fragmentos de trabajos ya publicados por los autores.
Ademds confirman la veracidad de los datos, esto es, que no se
han alterado los datos empiricos para verificar hipotesis.

o Publicaciones miltiples y/o repetitivas: El autor no debe pu-
blicar articulos en los que se repitan los mismos resultados en
mds de una revista cientifica o cualquier otra publicaciéon de
cardcter o no académica. La propuesta simultdnea de la misma
contribucién a multiples revistas cientificas es considerada una
practica éticamente incorrecta y reprobable.

o Atribuciones, citas y referencias: El autor debe suministrar
siempre la correcta indicacion de las fuentes y los aportes men-
cionados en el articulo.

o Autoria: Los autores garantizan la inclusiéon de aquellas perso-
nas que han hecho una contribucion cientifica e intelectual sig-
nificativa en la conceptualizacion y la planificacion del trabajo
como en la interpretacion de los resultados y en la redaccion
del mismo. Al mismo tiempo se ha jerarquizado el orden de
aparicion de los autores conforme a su nivel de responsabilidad
e implicacion.

o Acceso y retencion: Si los miembros del Consejo Editorial lo
consideran apropiado, los autores de los articulos deben poner
a disposicion también las fuentes o los datos en que se basa la
investigacion, que puede conservarse durante un periodo ra-
zonable de tiempo después de la publicacion y posiblemente
hacerse accesible.

Sophia 41: 2026.
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Conflicto de intereses y divulgacion: Todos los autores estan
obligados a declarar explicitamente que no hay conflictos de
intereses que puedan haber influido en los resultados obtenidos
o las interpretaciones propuestas. Los autores también deben
indicar cualquier financiacién de agencias y/o de proyectos de
los que surge el articulo de la investigacion.

Errores en los articulos publicados: Cuando un autor iden-
tifica en su articulo un importante error o una inexactitud,
debera inmediatamente informar a los editores de la revista y
proporcionarles toda la informacién necesaria para listar las
correcciones pertinentes en la parte inferior del mismo articulo
(siempre en nota al margen, para no alterar la publicacién).
Responsabilidad: La responsabilidad del contenido de los arti-
culos publicados en «Sophia» son exclusivas de los autores. Los
autores se comprometen también a que se ha realizado una re-
vision de la literatura cientifica mas actual y relevante del tema
analizado, teniendo presente de forma plural las diferentes co-
rrientes del conocimiento.

Compromisos de los revisores

Sophia 41: 2026.

Contribucion a la decision editorial: La revision por pares es
un procedimiento que ayuda a los editores para tomar decisio-
nes sobre los articulos propuestos y también permite al autor
mejorar la calidad de los articulos enviados para su publica-
cién. Los revisores asumen el compromiso de realizar una revi-
sidn critica, honesta, constructiva y sin sesgo, tanto de la calidad
cientifica como de la calidad literaria del escrito en el campo de
sus conocimientos y habilidades.

Respeto de los tiempos de revision: El revisor que no se sienta
competente en la temadtica a revisar o que no pueda terminar
la evaluacidn en el tiempo programado, deberd notificar de in-
mediato a los editores. Los revisores se comprometen a evaluar
los trabajos en el menor tiempo posible para respetar los plazos
de entrega, dado que en «Sophia» los limites de custodia de los
manuscritos en espera son limitados e inflexibles por respeto a
los autores y sus trabajos.

Confidencialidad: Cada manuscrito asignado debe ser consi-
derado como confidencial. Por lo tanto, estos textos no se deben
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discutir con otras personas sin el consentimiento expreso de los
editores.

o Objetividad: La revision por pares debe realizarse de manera
objetiva. Los revisores estan obligados a dar razones suficientes
para cada una de sus valoraciones, utilizando siempre la plantilla
de revision. Los revisores entregaran un informe critico comple-
to con referencias adecuadas segtin protocolo de revisiones de
«Sophia» y las normativas publicas para los revisores; especial-
mente si se propone que el trabajo sea rechazado. Estdn obliga-
dos a advertir a los editores si partes sustanciales del trabajo ya
han sido publicadas o estan bajo revision para otra publicacion.

o Visualizacion de texto: Los revisores se comprometen a in-
dicar con precision las referencias bibliograficas de obras fun-

damentales posiblemente olvidadas por el autor. El revisor 23
también debe informar a los editores de cualquier similitud o CD)
solapamientos del manuscrito con otros trabajos publicados. Ie

o Anonimidad: Para garantizar que el proceso de revision sea lo
mas objetivo, imparcial y transparente posible, la identidad de
los autores se suprimen antes de ser enviados los trabajos a re-
vision por pares. Si se da el caso de que por alguna causal se ha
visto comprometida la identidad de los autores, sus filiaciones
institucionales o algun otro dato que ponga en riesgo la anoni-
midad del documento, el revisor debe notificar de inmediato a
los editores.

Compromiso de los editores

o Decision de publicacion: Los editores garantizaran la selec-
cidén de los revisores mas cualificados y especialistas cientifica-
mente para emitir una apreciacion critica y experta del trabajo,
con los menores sesgos posibles. «Sophia» opta por seleccionar
entre 2y 3 revisores por cada trabajo de forma que se garantice
una mayor objetividad en el proceso de revision.

o Honestidad: Los editores evaltian los articulos enviados para su
publicacion sobre la base del mérito cientifico de los contenidos,
sin discriminacion de raza, género, orientacion sexual, religion,
origen étnico, nacionalidad, opinién politica de los autores.

o Confidencialidad: Los editores y los miembros del grupo de
trabajo se comprometen a no divulgar informacion relativa a

Sophia 41: 2026.
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los articulos enviados a la publicacion a otras personas que no
sean autores, revisores y editores. Los editores y el Comité Edi-
torial se comprometen a la confidencialidad de los manuscritos,
sus autores y revisores, de forma que el anonimato preserve la
integridad intelectual de todo el proceso.

Conflicto de intereses y divulgacion: Los editores se compro-
meten a no utilizar en sus investigaciones contenidos de los ar-
ticulos enviados para su publicacion sin el consentimiento por
escrito del autor.

Respeto de los tiempos: Los editores son responsables maxi-
mos del cumplimiento de los limites de tiempo para las revi-
siones y la publicacién de los trabajos aceptados, para asegurar
una rapida difusién de sus resultados. Se comprometen feha-
cientemente a cumplir los tiempos publicados (méaximo de
60 dias en la estimacion/desestimacion desde la recepcion del
manuscrito en la Plataforma de Revisién) y maximo 150 dias
desde el inicio del proceso de revision cientifica por expertos).

«Sophia» se adhiere a las normas de c4digo de conductas
del Commitee on Publication Ethics (COPE):
http://publicationethics.org/resources/code-conduct
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Taxonomy of collaborator roles (CRediT)

TAXONOMY OF COLLABORATOR ROLES (CREDIT)

In the context of research and scientific publications, the CRediT
Taxonomy (Contributor Roles Taxonomy) is a standardized system used
to classify and acknowledge the specific contributions of authors and
collaborators in the research process and the development of scientific
articles. The aim of this system is to promote transparency, equity, and
proper recognition of the roles performed by each collaborator in scien-
tific production.

Contributions

The author and their collaborators must explain the contributions
made during the research process and the results achieved, in accordance
with the guidelines outlined in the CRediT Taxonomy.

The CRediT Taxonomy includes 14 roles that
can be used to determine the specific actions performed
by researchers in the process, structuring,
and presentation of research results.

Sophia 41: 2026.
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Taxonomy of collaborator roles (CRediT)

Distribution of participation roles through which

an author can receive recognition in the publication
(CRediT Taxonomy)

Criterion

Description

Identification

1. Conceptualization

Ideas, formulation, or evolution
of research goals and objectives.

https://credit.niso.org/contributor-
roles/conceptualization/

ID: 8b73531f-db56-4914-9502-
4cc4d4d8ed73

2. Data Curation

Management activities for an-
notating (producing metadata),
cleaning data, and maintaining
research data (including
software code when necessary
for data interpretation) for
initial and later reuse.

https://credit.niso.org/contributor-
roles/data-curation/

ID: f93e0f44-f2a4-4eal-824a-
4e0853b05c9d

3. Formal Analysis

Application of statistical, mathe-
matical, computational, or other
formal techniques to analyze or

synthesize study data.

https://credit.niso.org/contributor-
roles/formal-analysis/

ID: 95394cbd-4dc8-4735-b589-
7e5f9e622b3f

4. Funding
Acquisition

Acquisition of financial support
for the project leading to this
publication.

https://credit.niso.org/contributor-
roles/funding-acquisition/

ID: 34ff6d68-132-4438-a1f4-fba61c
cf364a

5. Investigation

Conducting a research and
exploration process, specifically
performing experiments or col-
lecting data/evidence.

https://credit.niso.org/contributor-
roles/investigation/

ID: 2451924d-425e-4778-9f4c-
36c848ca70c2

6. Methodology

Development or design of
methodology; creation of
models.

https://credit.niso.org/contributor-
roles/methodology/

ID: f21e2be9-4e38-4ab7-8691-
de6f72d5d5843

7. Project
Administration

Responsibility for oversight,
management, coordination, and
leadership of the planning and
execution of research activities,
including external mentoring of
the central team if applicable.

https://credit.niso.org/contributor-
roles/project-administration/

ID: a693fe76-ea33-49ad-9dcc-
5e4f3ac5f938

8. Resources

Provision of study materials,
reagents, materials,

patients, laboratory samples,
animals, instrumentation,
computing resources, or other
analytical tools.

https://credit.niso.org/contributor-
roles/resources/

ID: ebd781f0-bf79-492¢c-ac21-
b31b9¢3¢990¢

Sophia 41: 2026.
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Taxonomy of collaborator roles (CRediT)

computer code and supporting
algorithms; testing of existing
code components.

Criterion Description Identification
Programming, software de-
velopment; design of software | https://credit.niso.org/contributor-
9. Software programs; implementation of roles/software/

ID: £89¢5233-01b0-4778-93€9-
cc7d107aa2c8

10. Supervision

Responsibility for supervision
and leadership in planning and
executing research activities,
including external mentoring of
the central team.

https://credit.niso.org/contributor-
roles/supervision/

ID: 0c8ca7d4-06ad-4527-9cea-
a8801fcb8746

11. Validation

Verification, either as part of
the activity or separately, of the
general replication/reproduc-
ibility of results/experiments
and other research outputs.

https://credit.niso.org/contributor-
roles/validation/

ID: 4b1bf348-faf2-4fc4-bd66-4cd-
3a84b9d44

12. Visualization

Preparation, creation, and/or
presentation of the published
work, specifically visualization/
presentation of data.

https://credit.niso.org/
contributor-roles/visualization/
ID: 76b9d56a-e430-4e0a-84c9-
59c11be343ae

13. Writing - Origi-
nal Draft

Preparation, creation, and/or
presentation of the published
work, specifically writing the
initial draft (includes substantial
translation).

https://credit.niso.org/contributor-
roles/writing-original-draft/

ID: 43ebbd94-98b4-42f1-866b-
c930cef228ca

14. Writing - Review
& Editing

Preparation, creation, and/or
presentation of the published
work by members of the origi-
nal research group, specifically
critical review, commentary, or
editing (includes pre- or post-
publication stages).

https://credit.niso.org/contributor-
roles/writing-review-editing/

ID: d3aead86-f2a2-47f7-bb99-
79de6421164d

*The CRediT Taxonomy is applied to cases of documents or publications created by
multiple authors; its purpose is to specify the type and extent of each collaborator’s
contribution in a multidisciplinary and collective work.
By consensus, the authors of the document declare that the proposed article has not
been previously submitted or published in other media outlets.
The authors give credit without omission of any author and specify their contribu-

tions according to the CRediT Taxonomy (CRediT Taxonomy).
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Taxonomia de roles de los colaboradores (CRediT)

TAXONOMIA DE ROLES
DE LOS COLABORADORES (CREDIT)

En el contexto de la investigacion y las publicaciones cientificas, la
Taxonomia Credit (CRediT, siglas de Contributor Roles Taxonomy) es un
sistema estandarizado para clasificar y reconocer las contribuciones espe-
cificas de los autores y colaboradores en los procesos de investigacion y
en la elaboracion de articulos cientificos. Este sistema tiene como objetivo
promover la transparencia, la equidad y el reconocimiento adecuado de

los roles desempenados por cada uno de los colaboradores en la produc- 22
cidn cientifica. ’\CD
Contribuciones

El autor y sus colaboradores deben explicar las contribuciones que
efectuaron en el proceso de la investigacion y en los resultados alcanza-
dos considerando la normativa expuesta en la Taxonomia CRediT.

La Taxonomia CRediT, incluye 14 roles,
que se puede utilizar para determinar las acciones
especificas que desempeian los investigadores
dentro del proceso, estructuracion y presentacion
de los resultados de la investigacion.
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Taxonomia de roles de los colaboradores (CRediT)

Distribucion de los roles de participacion mediante
la que un autor puede tener el reconocimiento
en la publicacién (Taxonomia CRediT)

Criterio

Descripcion

Identificacion

1. Conceptualizacion

Ideas, formulacion o evolucién
de metas y objetivos generales
de investigacion.

https://credit.niso.org/
contributor-roles/conceptualization/
ID: 8b73531f-db56-4914-9502-
4cc4d4d8ed73

2. Curacién de datos

Actividades de gestion para
anotar (producir metadatos),
depurar datos y mantener datos
de investigacion (incluido el
codigo de software, cuando

sea necesario para interpretar
los datos) para su uso inicial y
posterior reutilizacién.

https://credit.niso.org/
contributor-roles/data-curation/
ID: f93e0f44-f2a4-4eal-824a-
4e0853b05c9d

3. Anadlisis formal

Aplicacion de técnicas estadisti-
cas, matematicas, computacio-
nales u otras técnicas formales
para analizar o sintetizar datos
de estudios.

https://credit.niso.org/
contributor-roles/formal-analysis/
ID: 95394cbd-4dc8-4735-b589-
7e5f9e622b3f

4. Adquisiciéon
de financiacion

Adquisicién del apoyo financie-
ro para el proyecto que conduce
a esta publicacion.

https://credit.niso.
org/contributor-roles/
funding-acquisition/

ID: 34ff6d68-132-4438-a1f4-
tba6lccf364a

5. Investigaciéon

Llevar a cabo un proceso de
investigacion y exploracion,
especificamente realizando los
experimentos o la recopilacion
de datos/evidencias.

https://credit.niso.org/
contributor-roles/investigation/
ID: 2451924d-425e-4778-9f4c-
36c848ca70c2

6. Metodologia

Desarrollo o disefio de
metodologia; creacién de
modelos.

https://credit.niso.org/
contributor-roles/methodology/

ID: f21e2be9-4e38-4ab7-8691-d6f7
2d5d5843

7. Administracion

Responsabilidad de super-
vision, gestion, coordinacion
y liderazgo de la planificacion
y ejecucion de las actividades

https://credit.niso.
org/contributor-roles/
project-administration/

rio, animales, instrumentacion,
recursos informéticos u otras
herramientas de andlisis.

de proyecto de investigacion, incluyendo la | ID: a693fe76-ea33-49ad-9dcc-5e4f3
tutoria externa al equipo central | ac5f938
en el caso de existir.
Provision de materiales de
estudio, reactivos, materiales, https://credit.niso.org/
8. Recursos pacientes, muestras de laborato- | contributor-roles/resources/

ID: ebd781f0-bf79-492c-ac21-
b31b9¢3¢990¢
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Taxonomia de roles de los colaboradores (CRediT)

Criterio Descripcion Identificacion

Programacion, desarrollo de
software; diseno de programas
informaticos; implementacion
9. Software del cédigo informatico y
algoritmos de soporte; pruebas
de componentes de codigo
existentes.

https://credit.niso.org/
contributor-roles/software/

ID: £89¢5233-01b0-4778-93e9-cc7d
107aa2c8

Responsabilidad de supervision
y liderazgo para la planificacion
10. Supervision y ejecucion de la actividad de
investigacion, incluida la tutoria
externa al equipo central.

https://credit.niso.org/
contributor-roles/supervision/
ID: 0c8ca7d4-06ad-4527-9cea-
a8801fcb8746

Verificacion, ya sea como parte
de la actividad o por separado, | https://credit.niso.org/

11 Validacién de la replicacion/reproducibi- contributor-roles/validation/ 31
’ lidad general de los resultados/ | ID: 4b1bf348-faf2-4fc4-bd66-4cd-
experimentos y otros productos | 3a84b9d44 @ )
de la investigacion. i

Preparacion, creacion y/o pre- | https://credit.niso.org/
sentacion del trabajo publicado, | contributor-roles/visualization/

12. Visualizacién especificamente visualizaciéon/ | ID: 76b9d56a-e430-4e0a-84c9-59¢11

presentacion de datos. be343ae
Preparacion, creacion y/o pre- | https://credit.niso.
. sentacion del trabajo publicado, | org/contributor-roles/
13. Redaccion - - - S
borrador original concretamente, la redaccion writing-original-draft/
del borrador inicial (incluyela | ID: 43ebbd94-98b4-42f1-866b-
traduccion sustantiva). c930cef228ca
Preparacion, creacion y/o pre-
sentacion del tra.bajo publicado https://credit.niso.
por parte de los integrantes del -
. . I S org/contributor-roles/
14. Redaccion - grupo de investigacion original, ” . "
Loas g . O writing-review-editing/
revisién y edicion especificamente revision critica,

ID: d3aead86-f2a2-47f7-bb99-

comentario o revisién (incluye 70de6421164d

las etapas previas o posteriores a
la publicacion).

* La Taxonomia CRediT se aplica para los casos de documentos o publicaciones ela-
borados por mdltiples autores; tiene por finalidad especificar el tipo y la magnitud
de la contribucién de cada colaborador en un trabajo multidisciplinario y colectivo.
En consenso, los autores del documento declaran que, el articulo propuesto no ha
sido presentado ni publicado con anterioridad en otros medios de divulgacién.
Los autores tributan sin omisiéon de ningun autor e indican la contribucion segin
Taxonomia CRediT (taxonomia CRediT).
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Open Social Policy

OreN Social Poticy

«Sophia» Is an open access journal entirely free for readers and au-
thors that encourage the re-use and self-archiving of articles in databases,
repositories, directories and international information systems. In this sense,
«Sophia» has a Creative Commons 3.0 License of Non-Commercial Recog-
nition and is included in the directory of Open Access DOAJ. The magazine
only retains the rights to publish the works, both in print and digital formats.

@00

1. Copyright It

The work published in the «Sophia» Journal are subject to the following terms:

1.1.  The Universidad Politécnica Salesiana (RUC: 0190151530001)
Preserves the copyrights of the published works, and favors
and allows their re-use under the Creative Commons Attri-
bution-Non-commercial-No Derivative Works 3.0 Ecuador
license, for which they may be copied, used, distributed, trans-
mitted And publicly display, provided that:

1.1.a. The authorship and original source of their publication is cit-
ed (magazine, editorial, URL and DOI of the work).

1.1.b. Do not use for commercial or onerous purposes.

1.1.c. The existence and specifications of this license are mentioned.

1.2.  The publication will grant each item a Digital Object Identi-
fier (DOI). Example: Valdés-Pérez, D. (2016). Incidencia de las
Técnicas de Gestion en la mejora de las decisiones adminis-
trativas. Sophia, 6(12), 199-213. https://doi.org/10.17163/ret.
nl12.2016.05

2. Open Access policy

2.1.  «Sophia» Is an open access journal, available in open access
with no time restrictions, and is included in the Directory of
Open Access Journals (DOAJ).
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Open Social Policy

2.2, Self-archiving conditions: Authors are allowed to re-use pub-
lished works, that is, post-print (or the final post-peer review
or PDF version of the publisher) may be archived for non-
commercial purposes, including their deposit in institutional
repositories, thematic or personal web pages. Color Sherpa/
Romeo: Blue.

3. Right of readers

Readers have the right to read all of our articles for free immediately after
publication. This publication does not have any economic charge for the
publication or for access to the material.

(l) 4. Automatic publishing

«Sophia» Makes its articles available in trusted third-party repositories
(for example: Redalyc, Latindex, institutional repositories...) immediately
after publication.

3. Archiving

This journal uses different national and international repositories such as
Redalyc, Latindex, Dialnet, REDIB... The Portico repository and the Insti-
tutional Repository of the Universidad Politécnica Salesiana (Ecuador)
are digitally archived and indexed.

6. Machine readability and interoperability

Full text, metadata, and citations of articles can be traced and accessed
with permission. Our open social policy also allows the readability of the
files and their metadata, facilitating interoperability under the OAI-PMH
protocol of open data and open source. Files from both full-length publi-
cations and their article segmentation are available in open HTML, XML,
but also PDE E-Pub and ISSUU formats, making it easy to read on any
device and computing platform.
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Politica Social Abierta

PoLitica SocialL ABIERTA

«Sophia» es una revista de acceso abierto enteramente gratuita para
lectores y autores que favorece la reutilizacion y el auto-archivado de sus ar-
ticulos en bases de datos, repositorios, directorios y sistemas de informacion
internacionales. En este sentido, «Sophia» cuenta con una Licencia Creative
Commons 3.0 de Reconocimiento No-Comercial y se encuentra incluida en
el directorio de Acceso Abierto DOAJ. La revista solo conserva los derechos
de publicacién de las obras, tanto de la version impresa como las digitales.

©108le

1. Derechos de autor

Las obras que se publican en la Revista «Sophia» estan sujetas a los si-
guientes términos:

1.1. La Universidad Politécnica Salesiana (RUC: 0190151530001)
conserva los derechos patrimoniales (copyright) de las obras pu-
blicadas, y favorece y permite la reutilizacién de las mismas bajo
la licencia Creative Commons Reconocimiento-No-Comercial-
Sin Obra Derivada 3.0 Ecuador, por lo cual se pueden copiar,
usar, difundir, transmitir y exponer pablicamente, siempre que:

1.1.a. Se cite la autoria y fuente original de su publicacion (revista,
editorial, URL y DOI de la obra).

1.1.b. No se usen para fines comerciales u onerosos.

1.1.c. Semencione la existencia y especificaciones de esta licencia de
uso.

1.2.  La publicacién otorgara a cada articulo un Digital Object Identi-
fier (DOI). Ejemplo: Valdés-Pérez, D. (2016). Incidencia de las Téc-
nicas de Gestion en la mejora de las decisiones administrativas.
Sophia, 6(12), 199-213. https://doi.org/10.17163/ret.n12.2016.05

2. Politica de Acceso Abierto

2.1.  «Sophia» es una revista de Acceso Abierto, disponible en ac-
ceso libre (open Access) sin restricciones temporales, y se en-
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Politica Social Abierta

cuentra incluida en el Directorio de Revistas de Acceso Abier-
to (Directory of Open Access Journals-DOAJ).

2.2.  Condiciones de auto-archivo: Se permite a los autores la reuti-
lizacién de los trabajos publicados, es decir, se puede archivar el
post-print (o la version final posterior a la revisiéon por pares o
la version PDF del editor), con fines no comerciales, incluyendo
su depdsito en repositorios institucionales, tematicos o paginas
web personales. Color Sherpa/Romeo: Azul.

3. Derecho de los lectores

Los lectores tienen el derecho de leer todos nuestros articulos de forma
gratuita inmediatamente posterior a su publicacién. Esta publicaciéon no
36 efecttia cargo econoémico alguno para la publicacion ni para el acceso a

(I) su material.
' 4. Publicacién automatica

«Sophia» hace que sus articulos estén disponibles en repositorios confia-
bles de terceros (por ejemplo: Redalyc, Latindex, repositorios institucio-
nales...) inmediatamente después de su publicacion.

5. Archivado

Esta revista utiliza diferentes repositorios nacionales como internaciona-
les donde se aloja la publicacién, tales como Redalyc, Latindex, Dialnet,
REDIB... El repositorio Portico y el Repositorio Institucional de la Uni-
versidad Politécnica Salesiana (Ecuador) archivan digitalmente y garan-
tizan a su vez la indizacion.

6. Legibilidad en las maquinas e interoperabilidad

El texto completo, los metadatos y las citas de los articulos se pueden
rastrear y acceder con permiso. Nuestra politica social abierta permite
ademas la legibilidad de los archivos y sus metadatos, propiciando la inte-
roperabilidad bajo el protocolo OAI-PMH de open data y codigo abierto.
Los archivos, tanto de las publicaciones completas, como su segmentacion
por articulos, se encuentran disponibles en abierto en formatos HTML,
XML, pero también en PDE E-Pub e ISSUU, lo que facilita la lectura de
los mismos en cualquier dispositivo y plataforma informatica.
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EDITORIAL

Sophia: twenty years as a journal

For Sophia, reaching twenty years of uninterrupted publication repre-
sents much more than a chronological milestone; it is the validation of
an intellectual vocation sustained over time and of an enduring commit-
ment to philosophical and educational reflection across Latin America
and the world. Two decades of editorial work have allowed the journal to
consolidate an academic space dedicated to critical dialogue, the rigorous
production of knowledge, and the construction of ethical and humanistic
horizons capable of addressing the complexities of our time.

From its origin, Sophia was founded on the conviction that philoso-
phy cannot remain detached from the historical, cultural, and educational
problems facing contemporary societies. Over the course of these two
decades, the journal has welcomed a multitude of voices, perspectives,
and traditions of thought that, drawing from diverse epistemological and
geographical contexts, have contributed to strengthening a pluralistic,
critical, and interdisciplinary academic community. Each published issue
bears witness to a constant quest to understand the human condition,
education, politics, science, culture, and societal transformations from a
reflective and deeply ethical perspective.

This anniversary also invites us to recognize the collective effort
that sustains the life of a scholarly journal: authors, reviewers, editorial
boards, proofreaders, translators, technical staff, communicators, readers,
and institutions that, through their dedication and trust, have made So-
phia’s continuity and growth possible. Thanks to this shared effort, the
journal has succeeded in gaining international recognition, strengthen-
ing its standards of academic quality, and consolidating networks of re-
search and thought that transcend borders.

Celebrating twenty years also means renewing our responsibility
toward the future; it entails a genuine connection of knowledge, cultures,
and perspectives to reflect on the present and shape the future, promot-
ing a philosophy of education grounded in ethics, critical thinking, and
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Editorial

Fundamental Categories for Understanding the Philosophy of Education in Contemporary Society

human transformation. In an era marked by rapid technological advance-
ment, social, environmental, and cultural crises, as well as the challenges
facing contemporary education, Sophia reaffirms its commitment to re-
maining a space open to rigorous analysis, interdisciplinary dialogue, and
the defense of critical thinking as indispensable conditions for democrat-
ic life and human dignity.

These twenty years, marked in June 2026, represent, in short, both
memory and horizon. A memory of a path forged with perseverance and
academic rigor; a horizon of new questions, innovative challenges, and
novel possibilities to continue reflecting on the present and the future
through the lens of philosophy and education.

42 About Sophia 41

In the contemporary context, the philosophy of education is called upon
to constantly rethink its fundamental categories, its horizons of under-
standing, and its potential to influence a society marked by profound cul-
tural, technological, political, and epistemological transformations. The
complexity of current scenarios demands that we conceive of education
not merely as an institutional practice or a mechanism for transmitting
knowledge, but as a privileged sphere for the formation of the subject, the
shaping of meaning, and the critical construction of reality. In this con-
text, Issue 41 of Sophia, Philosophy of Education Collection, aims to open a
space for reflection focused on analyzing the fundamental categories nec-
essary for understanding the philosophy of education in today’s society,
bringing together theoretical, critical, and methodological perspectives
that allow us to question the very foundations of education. Indeed, it
falls to the philosophy of education to “rethink and propose mechanisms
for the appropriate use of technology, media, tools, and their derivatives”
(Aguilar Gordon, 2020, p. 24).

Contemporary education faces tensions that go beyond traditional
frameworks of interpretation. The new spaces for human development
are inherently complex, “and it is education’s responsibility to invigorate
them by generating strategies that enable an understanding of the new
emerging realities” (Aguilar Gorddn, 2020, p. 24). One of the vital tasks of
education today is to broaden horizons of understanding by fostering in-
novation and creating “stimulating and motivating environments that en-
courage individual freedom, creativity, and constructive criticism” (Agui-
lar Gorddn, 2020, p. 24). For its part, the philosophy of education fosters
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a sense of coexistence and respect for ideas, individuals, and cultures; it
promotes the essence of cooperation, collaboration, teamwork, and other
core values necessary in today’s education. The expansion of instrumental
rationality, the acceleration of technology, the fragmentation of subjectivi-
ties, the crisis of modern narratives, and the redefinition of learning envi-
ronments create scenarios that demand a profound reexamination of the
ontological, epistemological, and axiological assumptions upon which hu-
man formation is based. For this reason, this issue brings together research
that actively engages with educational theory, the ontic and ontological
categories of the philosophy of education, critical theory, emancipatory
pedagogies, critical methodologies, and the interdisciplinary implications
of philosophy for understanding educational processes.

The contributions presented here demonstrate that the philosophy

of education remains an essential field for examining the ways in which 43
the individual learns, relates to knowledge, and is embedded within social ’\CD
structures—frequently shaped by relations of power, exclusion, and in- AL

equality. Philosophical reflection allows us to understand that education
is never neutral: every educational practice presupposes a distinct con-
ception of the human being, of society, of rationality, and of the future.
From this perspective, ontological and ontic categories take on renewed
relevance by enabling an inquiry into the meaning of human existence
within specific educational contexts and into the conditions that make
the holistic formation of the person possible.

Furthermore, this volume emphasizes the continued relevance of
the critical theory of education and critical pedagogies as essential frame-
works for analyzing the contradictions and paradoxes present in contem-
porary educational institutions. The dynamics of the commodification of
knowledge, the subordination of education to productivist logics, and the
instrumentalization of educational processes challenge the traditional
role of schools, universities, and various pedagogical spaces in fostering
critical citizenship and ethical awareness. Thus, the articles gathered in
this issue reaftirm the importance of approaching education from eman-
cipatory perspectives that promote dialogue, autonomy, social justice, and
the transformation of structures that reproduce domination.

As such, the content presented in this issue should critically guide
the reader toward the exploration of newly situated issues and genera-
tive themes that foster awareness, personal change, and social transfor-
mation. These generative themes should be understood as “challenges for
action and have the potential to branch out into other themes [...] thus, it
is possible to speak of themes of a universal [...] continental, national, or
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regional nature” (Freire, 1980, p. 42). In this vein, philosophers, educators,
and critical researchers must create the necessary conditions to estab-
lish theoretical and practical pathways that allow for the strengthening
of multidisciplinary knowledge capable of overcoming irrationality, one-
sidedness, or intellectual reductionism.

Similarly, the studies included here examine the nature of learning
and the possibilities for methodological innovation. The incorporation
of metacognitive strategies, reflection on self-concept, and the analysis of
the subjective conditions of learning demonstrate that education involves
complex processes of self-reflection, identity construction, and the devel-
opment of critical thinking skills. These approaches help us understand
that learning does not merely mean acquiring information but rather de-
veloping distinct ways of thinking capable of interpreting, questioning,

44 and reinterpreting human experience.
(I) Finally, a key aspect of this issue is its openness to interdisciplin-
ary dialogue. The relationship between philosophy, psychology, pedagogy,

and other disciplines demonstrates that educational problems require
comprehensive approaches that transcend epistemological reductionism
and foster broad, critical interpretations of reality.

We extend our sincere gratitude to all the authors, reviewers, read-
ers, and contributors who have made the publication of this issue pos-
sible. Their contributions strengthen the contemporary debate on the
philosophy of education and enrich the collective construction of knowl-
edge aimed at understanding and transforming educational reality. We
hope that the reflections gathered here will spark new questions, diverse
dialogues, and varied ways of thinking about education as a critical, hu-
man, and emancipatory practice.

On the Structure of This Volume

Sophia 41 brings together contributions from researchers across the
Americas, Europe, and Asia who reflect on some of the most significant
challenges facing contemporary education: teacher training, the mean-
ing of life, democracy, artificial intelligence, scientific literacy, public
ethics, and the epistemological foundations of science and philosophy.
These articles engage in dialogue from philosophical, pedagogical, and
critical perspectives, offering a broad overview of 21st-century educa-
tional challenges.

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 41-48.



Floralba del Rocio Aguilar-Gordén

The ten articles accepted for this issue are divided into two sec-
tions: five dedicated to the main theme of the call for papers, and five in
the miscellaneous section.

The first section opens with the article “Epistemological and Onto-
logical Foundations for a Transdisciplinary Teacher Training” written by
Javier Collado Ruano, a researcher at the National University of Educa-
tion (Ecuador), and Florent Pasquier, a scholar at Sorbonne University
(France). The authors present a philosophical reflection on the need to
rethink teacher education from a transdisciplinary perspective, examin-
ing the transition from the paradigms of classical science to the sciences
of complexity to demonstrate how this transformation requires new epis-
temological and ontological foundations for education. Their proposal
highlights the interconnection among complex thinking, transdiscipli-
narity, and critical pedagogy as a path to training teachers capable of ad-
dressing the educational and social challenges of the 21st century.

The following manuscript, “Purpose in Life in Adolescents after a
Learning Experience” by Maria Milagros Armas Arraez, a professor and
researcher at the International University of La Rioja (Spain), explores
the relationship between education and the development of a purpose in
life during adolescence. Through empirical research involving more than
1,000 completions of the Purpose in Life inventory, she demonstrates
that competency-based learning experiences can significantly strengthen
young people’s existential purpose. The study provides evidence of the
importance of an education oriented toward the holistic development of
the individual, beyond the mere acquisition of knowledge.

Next, the paper titled “Cultivating Democratic Skills in 21st-Cen-
tury Society,” authored by Isabel Tamarit Lopez of the University of Va-
lencia (Spain), analyzes the threats facing contemporary democracies in
contexts marked by polarization, radicalism, and the influence of digital
technologies. Her work advocates for ethical and civic education as an
essential tool to strengthen democratic citizenship. The author proposes
pedagogical strategies centered on critical thinking, emotional education,
dialogue, and peaceful conflict resolution, aiming to shape citizens who
can participate responsibly in complex and pluralistic societies.

Following is the article “Pedagogical Bias and the Validity of Peda-
gogy”, written by Oscar Julidn Cuesta Moreno and Rafael Reyes Galindo,
researchers at the Pontificia Universidad Javeriana (Colombia). They crit-
ically examine certain widely accepted educational discourses that, far
from strengthening education, end up distorting it. Through the concept
of “pedagogical bias,” they identify erroneous interpretations related to
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teaching, schools, teachers, and pedagogy. The authors defend the rele-
vance of pedagogy as an independent field of critical reflection and chal-
lenge trends that reduce education to criteria of efficiency or immediate
student satisfaction.

This section concludes with the essay “The Paradox of Heutagogy
and Artificial Intelligence”, written by Luis Alberto Triana Llano, a scholar
at the Pontifical Bolivarian University (Colombia). This work addresses
one of the most current topics in the educational debate: the relation-
ship between artificial intelligence and self-directed learning. His analysis
raises a fundamental paradox: while artificial intelligence can enhance
student autonomy, it can also generate new forms of technological de-
pendence. The author proposes the concept of “heutagotIA” to reflect on
this tension and concludes that the emancipatory potential of AI depends

46 on pedagogical frameworks capable of promoting critical thinking and
(I) cognitive autonomy.
The second section (Miscellaneous) opens with the article “Toward

a Discontinuist Approach to Scientific Literacy,” by Karina Silvana Giomi,
a researcher at the National University of Tierra del Fuego (Argentina).
The text challenges traditional conceptions of scientific literacy based on
a cumulative and linear view of science. Drawing inspiration from think-
ers such as Bachelard, Badiou, and Lacan, she proposes a discontinuist ap-
proach that acknowledges the epistemological ruptures and processes of
subjective transformation involved in the production of scientific knowl-
edge. Her work invites us to reconsider science education as a process of
unlearning, creation, and the ongoing reconstruction of knowledge.
Meanwhile, the study “Ethical Compassion in Education to Over-
come Hate and Hate Speech,” by Maria Orts Garcia of the University of
Valencia (Spain), analyzes the contemporary phenomenon of hate speech
from an ethical and educational perspective. Drawing particularly on the
thought of Martha Nussbaum, she examines the role of fear and revulsion
as emotions that generate hatred, arguing that empathy alone is insuf-
ficient to counteract them. In response, she proposes ethical compassion
as a fundamental virtue to promote justice, recognition of the other, and
democratic coexistence. The article highlights the decisive role of emo-
tional education and critical thinking in building more inclusive societies.
Likewise, “The Decline of Reason Under Algorithmic Power in
Contemporary Democracy”’, by Van Hanh Nguyen, a researcher at the
Academy of Journalism and Communication (Vietnam), examines the
philosophical and political consequences of the growing power of algo-
rithms in democratic life. The author argues that critical reason is threat-
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ened by forms of instrumental rationality geared toward prediction, ef-
ficiency, and control. From a critical perspective, he analyzes how this
transformation affects autonomy, moral responsibility, and public delib-
eration, concluding by advocating for an education centered on ethical
reflection and the strengthening of epistemic agency as prerequisites for
preserving digital democracy.

Similarly, the article “The Logical Gaps in Contemporary Neo-
Stoicism”, by José Barrientos Rastrojo, a professor at the University of
Seville (Spain), offers a rigorous critique of the contemporary resurgence
of Stoicism. The author argues that many current versions of neo-Sto-
icism simplify and distort essential aspects of this philosophical tradi-
tion, especially its logical dimension. Through an analysis of classical and
contemporary sources, he shows how certain reinterpretations oriented

toward personal, business, or therapeutic development omit fundamental éz
components of Stoic thought. His work calls for a more comprehensive CD)
and rigorous understanding of this philosophical school. AL

This volume concludes with the article “The Role of Induction and
Probability in the Development of Science and Philosophy,” by William
Orlando Cardenas Marin and Rémulo Ignacio San Martin, researchers at
the Salesian Polytechnic University (Ecuador). They address one of the
classic problems of epistemology: the relationship between induction
and probability. The authors examine how the development of probability
theory helped strengthen the inductive method against the limitations of
the traditional deductive model. Their analysis shows that incorporating
uncertainty and the notion of possibilities broadens our understanding
of scientific and philosophical knowledge, moving it away from absolutist
positions toward a more open and dynamic view of reality.

Taken together, the articles collected in this issue of Sophia dem-
onstrate the continued relevance of the philosophy of education as a priv-
ileged space to critically reflect on the cultural, scientific, and technologi-
cal transformations of our time. From the transdisciplinary training of
teachers to the ethical challenges of artificial intelligence —encompass-
ing democracy, compassion, science, and contemporary rationality— the
authors offer contributions that enrich the educational debate and help
build an education system that is more critical, humane, and committed
to the challenges of the 21st century.
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Abstract

The article aims to reflect on the epistemological and ontological foundations to improve
teacher training in a transdisciplinary way. Framed in the field of the philosophy of education, the
paper contributes to the social sciences debate on teacher training from an innovative perspective
that integrates epistemic and ontological complexity. The research uses a qualitative, analytical,
exploratory and descriptive methodology to identify the characteristics of the historical evolution of
science. First, this evolution is explored and described with the advances of modern science based on
the logical postulates derived from classical or Newtonian physics. Subsequently, the epistemic and
ontological postulates of the sciences of complexity, based on the Quantum Revolution, are addressed.
Then, the formative dimensions of transdisciplinary education are presented as an opportunity to
rethink pedagogical theories from a critical educational philosophy. As a result, the construction and
management of knowledge resulting from the dialogue between the pedagogy of complexity and
transdisciplinary education is discussed. This philosophical dialogue allows theorizing the practice
and practicing the theory about the challenges of teacher training in the 21st Century. Finally, it
concludes with humanist and educational philosophical perspectives that promote the development
of educators through the exercise of critical, complex, philosophical and creative thinking.

Keywords

Philosophy of education, History of science, Humanism, Social sciences, Complexity,
Transdisciplinarity.

Resumen

Este articulo tiene como objetivo reflexionar sobre los fundamentos epistemoldgicos y
ontoldgicos para mejorar la formacion docente de forma transdisciplinar. Enmarcado en el campo
de la filosofia de la educacion, el trabajo busca contribuir al debate de las ciencias sociales sobre
la formacién docente desde una perspectiva innovadora que integra la complejidad epistémica y
ontoldgica. La investigacion utiliza una metodologia cualitativa, analitica, exploratoria y descriptiva,
paraidentificarlas caracteristicas dela evolucion historica dela ciencia. En primer lugar, esta evolucion
se explora y describe con los avances de la ciencia moderna basados en los postulados légicos
derivados de la fisica cldsica o newtoniana. Posteriormente, se abordan los postulados epistémicos y
ontoldgicos de las ciencias de la complejidad, fundamentadas en la revolucion cuantica. Después se
presentan las dimensiones formativas de la educacion transdisciplinar como una oportunidad para
repensar las teorias pedagogicas desde una filosofia educativa critica. Como resultado, se discute la
construccion y gestion del conocimiento resultante del didlogo entre la pedagogia de la complejidad
y la educacién transdisciplinar. Este didlogo filosofico permite teorizar la practica y practicar la
teoria sobre los retos y desafios de la formacién docente en el siglo XXI. Finalmente, se concluye
con perspectivas filosoficas educativas humanistas que promueven el desarrollo de los educadores a
través del ejercicio del pensamiento critico, complejo, filoséfico y creativo.

Palabras clave

Filosofia de la educacidn, historia de la ciencia, humanismo, ciencias sociales, complejidad,
transdisciplinariedad.

Introduction

In the context of the contemporary civilizational crisis —characterized

by profound socio-environmental, epistemological, and cultural trans-

formations— it is essential to rethink the professional orientation of

teacher-training processes through the lens of a transdisciplinary educa-
Sophia 41: 2026.

© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 51-77.



JAVIER COLLADO RUANO Y FLORENT PASQUIER

tional philosophy. The current global landscape demands a critical revi-
sion of the teacher profile, aimed at fostering a global citizenry capable
of understanding and addressing the complexity of 21st-century socio-
environmental challenges (Luong and Nguyen, 2026). As Morin (2015)
suggests, an unfolding planetary crisis is exposing the limits of the West-
ern, modern, industrial, and capitalist paradigm, thereby necessitating
a radical rethinking of the relationships between humanity, nature, and
knowledge. Within this context, disruptions in ecological equilibrium
reveal a profound environmental crisis, wherein global systemic shifts
trigger complex chain reactions (WWE, 2014). Concurrently, we are wit-
nessing a crisis of thought that demands new ways of understanding
reality through integrative approaches in dialogue with emerging cur-
rents in humanism and the social sciences. The relevance of this research

lies in the urgency of transitioning toward a regenerative culture that 53
enables educational institutions to respond ethically and effectively to CD)
the limits of modernity. I

According to Norgaard (2006), these alterations in ontological re-
ality” have transformed the continuum of matter, energy, and information
that co-evolutionarily interconnects natural and social systems. Conse-
quently, Collado (2017) emphasizes that teacher training must instill the
premise that nature possesses an intrinsic right to exist, and that schools
must actively restore ecosystems through a regenerative culture. For this
reason, Morin (1999) argues that a comprehensive reform of thought,
education, and politics is required. Aligning with this perspective, the
present study delineates the historical evolution of science and explores
the formative dimensions of teacher education from a transdisciplinary
philosophical standpoint.

While the history of education encompasses diverse schools
of thought and universities have adopted a wide array of theoretical
and philosophical frameworks (Danvers, 2020; Nicolas, 2018), this
study specifically adopts Morin’s philosophical vision of complexity
and transdisciplinarity. In Seven Complex Lessons in Education for the
Future, Morin (2000) asserts that the scientific paradigm directly cor-
relates with the epistemological paradigm, which subsequently shapes
schooling practices for children and adolescents. Therefore, this article
draws upon Morin’s (2000) complex thinking to explore how the pro-
fessionalization of teacher training requires the integration of theoreti-
cal advances in complexity, thereby enriching the pedagogical, episte-
mological, and scientific dimensions of teacher education (Lagemann,
2000). From this perspective, the study aims to examine the limits of
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traditional teacher training through a reorganization of the ecology of
knowledge, linking the complexity of thought with an ethic of interde-
pendence that enables educators to co-evolve alongside 21st-century
socio-environmental challenges.

In this regard, this study integrates the philosophy of education
with humanism and the social sciences to understand how the epis-
temological and ontological foundations of complexity can enhance
teacher education in addressing contemporary socio-environmental
challenges. The research begins by recognizing a persistent problem: the
prevalence of fragmented educational models that hinder a compre-
hensive understanding of socio-environmental phenomena and limit
teachers’ capacity to address the complexity of contemporary reality
(Capra, 2010). This issue manifests as a disconnect between traditional

54 teacher training and the demands for interdependence that characterize
(I) modern ecosystems.

In response to this situation, it is argued that transdisciplinary
teacher education, inspired by complex thinking, enables the integra-
tion of knowledge, the overcoming of traditional dichotomies, and
the promotion of a more holistic understanding of the world (Wilson,
1998). Thus, the study advocates that transdisciplinary training allows
educators to move beyond educational reductionism, fostering a teach-
ing practice capable of navigating global uncertainty. The relevance of
this approach lies not only in the urgency of addressing current global
socio-environmental challenges, but also in the need to rethink the
foundations of educational knowledge during a historical moment de-
fined by uncertainty and interdependence. Consequently, this article is
structured around a review of the historical evolution of science, fol-
lowed by an analysis of the contributions of the complexity sciences,
and concludes with a reflection on their implications for teacher educa-
tion from a transdisciplinary educational philosophy.

Method

From this philosophical perspective on education, a qualitative, ana-
lytical, exploratory, and descriptive methodology is used to identify the
evolution of the epistemological and ontological foundations that have
historically shaped teacher education processes. Through a review of the
specialized literature on teacher training, this study demonstrates that
enhancing the education of children and adolescents requires training
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teachers within a critical paradigm—one that remains open to the com-
plexity of knowledge (Piéron, 1951; Piaget, 1970). To this end, a dialogue
is established between the pedagogy of complexity and transdisciplinary
education, aiming to delineate the epistemological and ontological foun-
dations that ought to be integrated into teacher education programs, par-
ticularly within the social sciences and humanities.

This approach implies the necessity of exploring forms of knowl-
edge that elude evaluation by classical scientific methods centered on
reproducibility, measurement, quantification, commensurability, or
standardized assessment. To design a holistic education that integrates
distinct epistemic and ontological levels, a transdisciplinary dialogue
is developed between scientific knowledge and ancestral, spiritual, ar-
tistic, and emotional ways of knowing. Far from neglecting the break-
throughs and discoveries of contemporary scientific methods, this per-
spective seeks the opposite. The transdisciplinary methodology aims to
reconcile the subject-object relationship, which has historically been
bifurcated by the traditional scientific approach of logical positivism.
As illustrated in Figure 1, discoveries in quantum physics demonstrate
that the subject and their environment are inseparable realities within
an interdependent network structured by multiple ontological levels
(Bohm and Hiley, 2009).

Consequently, the methodological process seeks to define the
skills, abilities, aptitudes, and training methods required by contemporary
educators. From this viewpoint, the orientation of professional teaching
profiles is intrinsically linked to the evolution of science, which simul-
taneously implies the evolution of epistemology itself (Larsen, 2012).
According to Essen and Rogers (2003), teachers play a fundamental role
in social transformation and technological innovation, as they actively
shape the ideas, actions, and attitudes of future professionals, includ-
ing engineers, architects, entrepreneurs, artists, and politicians. Finally,
the history of science is examined alongside the evolution of scientific
thought to discuss the design of curricula dedicated to the transdisci-
plinary pedagogical training of teachers.

History of Science and the Evolution of Thought

The origins of modern science date back to the 17th century, when
intellectuals sought to distance themselves from the dogmatic stance
of religious authorities, who dictated the nature of ontological reality
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without empirical foundation. Naturally, scientific perspectives during
this era were far from monolithic. While Galileo and Newton main-
tained that philosophy and theology remained vital frameworks for
understanding reality, other pioneers of the modern scientific method,
such as Bacon and Descartes, adopted a different posture. Descartes, in
particular, posited that all material phenomena should be studied inde-
pendently of the spiritual realm, thereby discarding subjectivity in favor
of rigorous objectivity. Subsequently, European Enlightenment think-
ers and positivists began to structure knowledge in a hyper-specialized
manner, isolating the parts from the whole to analyze them in abstrac-
tion (Daston, 2017).

By the 19th century, positivism had solidified as an epistemologi-
cal school rooted strictly in empirical experience, systematically reject-

56 ing any form of knowledge that eluded quantification, measurement, or
¢ l) commensurability via the scientific method. Consequently, philosophical,
theological, spiritual, artistic, and emotional dimensions were marginal-

ized from scientific discourse for centuries. This paradigm culminated
during the first half of the 20th century with the “logical positivism” of
the Vienna Circle—an epistemological movement that reacted sharply
against idealist and speculative philosophy by asserting that true knowl-
edge derives exclusively from the empirical analysis of facts through sci-
entific verification (Kuhn, 1970).

Over time, modern science became deeply anchored in this re-
ductionist framework of separation and analysis. Although this approach
catalyzed unprecedented technological and material breakthroughs, it
simultaneously sidelined dimensions incompatible with empirical veri-
fication, including the arts, emotions, spirituality, and indigenous ways
of knowing (Malo et al., 2024; Staddon, 2018). As Left (2001) argues, this
positivist epistemology objectified nature, reducing it to a mere supplier
of raw materials for industrial exploitation in perfect alignment with the
laissez-faire ideology of speculative markets.

Almeida (2017) notes that between the 17th and 19th centuries, mod-
ern science consolidated the schism between the individual and nature—the
subject-object dichotomy—by establishing three foundational postulates:

 The existence of universal laws expressed through mathematics.
o The elucidation of these laws via controlled experimentation.
o The absolute reproducibility of experimental data.

Consequently, mathematics emerged as the definitive language
of this empirical-rational ideology, rapidly becoming dominant within
Sophia 41: 2026.
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academic circles tasked with formulating objective theories of knowledge
(Bachelard, 1977).

In broader terms, Capra (2010) underscores that the birth of mod-
ern science was inextricably linked to a philosophical evolution that
culminated in an extreme formulation of mind-matter dualism. A quint-
essential manifestation of this positivist ethos is the analytical method
articulated by René Descartes in his Discourse on the Method (1637). His
foundational principle—cogito ergo sum (“I think, therefore I am”)—laid
the groundwork for a substantial dualism separating body (res extensa)
from soul (res cogitans), subject from object, spirit from matter, feeling
from reason, and freedom from determinism (Firode, 2008).

Within the historiography of science, Lakatos (1971) explains
that classical physics provided the epistemological bedrock for organiz-

ing modern scientific knowledge, conceiving the universe as a mecha- 57
nistic, predictable clockwork governed by the principles of continuity’, ’QD)
local causality?, and determinism.* In his critique of scientific orthodoxy, I

Feyerabend (1975) points out that the apparent simplicity of these three
axioms captivated generations of Western rationalist intellectuals. This
widespread enthusiasm drove a reconfiguration of knowledge that Morin
(1990) terms the “mechanistic paradigm” or “simplification paradigm,”
characterized by the fracturing of knowledge into increasingly special-
ized disciplines that address progressively smaller fragments of reality.

Paradoxically, Nicolescu (1996) observes that the hyper-specializa-
tion of modern science has ended up challenging the conceptual bound-
aries of its own reductionism. After decades under this rigid framework,
disciplinary knowledge has reached its intrinsic limitations—which have
reverberated into cultural and educational spheres. As Morin et al. (2003)
highlight, this reductionist mindset became the axis for paradigm for-
mulation, giving rise to the cognitive fallacy of unlimited progress fu-
eled by the “science-industry-economy-technology” quadrimotor. These
shortcomings underscore the urgency of restructuring teacher education
through transdisciplinary approaches capable of overcoming knowledge
fragmentation, particularly in the humanities and social sciences.

While Western epistemological reductionism undeniably facili-
tated significant material development, Shiva (2020) contends that the
globalization of this epistemic paradigm has engendered unprecedented
levels of exclusion. According to an Oxfam report (2022) published dur-
ing COVID-19 pandemic, “the 10 richest men in the world possess more
wealth than the 3,100 million poorest people” (p. 10)—a socioeconomic
disparity that Riechmann (2014) describes as a form of “planetary apart-
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heid” Concurrently, the exponential escalation of environmental crises
makes it imperative to rethink the training of 21st-century teachers, who
must act as vital agents of socio-environmental transformation (UNES-
CO, 2015).

To address this crisis, De Sousa Santos (2010) proposes decolo-
nizing Western thought to pave the way for “other possible worlds” that
integrate a plurality of epistemes—such as ancestral practices, indigenous
wisdom, arts, spirituality, and emotional dimensions—which are inher-
ently unverifiable by standard scientific metrics. Likewise, Latour (1996)
introduced the concept of “interobjectivity” to redistribute and reassem-
ble the interaction between subject and object, correcting the artificial
separation imposed by traditional methodology.

Furthermore, Cahour and Lancry (2011) note that replicating

58 this reductionist scientific framework within educational settings has
(I) marginalized everyday human activities that cannot be experimentally
tested. A stark manifestation of this systemic exclusion is the history of

indigenous resistance against racist practices in Latin American and Ca-
ribbean schooling (Marker, 2009). Consequently, 21st-century educators
face the challenge of revaluing and reintegrating those holistic dimen-
sions previously relegated to the periphery of school curricula (Moig-
nard, 2018)—a reorientation that is foundational to a transdisciplinary
philosophy of education.

From a critical sociological perspective, Bourdieu and Passeron
(1970) challenge the historical rigidity separating scientific knowledge
from academic knowledge, viewing both as socially and psychologically
constructed phenomena. Similarly, Cardon and D’Enfert (2017) argue
that the history of school disciplines demonstrates they are not merely
passive modes of knowledge transmission or cognitive formation, but
active structures of power. According to Martin (1993), the reduction-
ist paradigm birthed an epistemic illusion that led Western societies to
revere scientific knowledge as the sole path to truth, institutionalizing its
supremacy within the academic world.

Nevertheless, rather than merely devaluing positivism for its re-
ductionist constraints, it is necessary to transition toward a complex para-
digm that offers a holistic, systemic approach. Galefti (2017) suggests that
a plurality of epistemological conceptions demands a “polylogical” vision
where diverse representational models coexist. While positivism isolates
and fragments knowledge, transdisciplinarity builds bridges to integrate
diverse dimensions (Pasquier and Nicolescu, 2019), allowing for a theo-
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retical and methodological coexistence where the whole and its constitu-
ent parts are analyzed simultaneously in their reciprocal relationships.
Ultimately, Wilson (1998) suggests that the ontological complexity
of human thought evolves through diverse models of knowledge man-
agement, noting that addressing reality’s complexity with reductionist
tools constitutes science, whereas doing so without them constitutes art.
Remarkably, just as abstract art emerged concurrently with quantum me-
chanics, transdisciplinarity has crystallized within the historical epoch
of the Anthropocene (Crutzen, 2006). Within this contemporary context,
transdisciplinarity assumes critical relevance by enabling us to confront
multifaceted global crises that elude isolated disciplinary fields. Conse-
quently, the development of a transdisciplinary educational model be-
comes paramount for equipping future educators to navigate the complex
socio-environmental challenges of the 21st century.

Epistemological and Ontological Foundations
in Teacher Education

Amidst the coexistence of diverse epistemological frameworks, the com-
plexity sciences emerge with a systemic and holistic methodological vision
that complements the reductionist and specialized paradigms of modern
science (Rury and Tamura, 2019). This coexistence becomes imperative
in light of the structural limitations underscored by numerous contem-
porary intellectuals. Dussel (2006), for instance, criticizes modern science
for its Eurocentric tendency to trace the origins of knowledge exclusively
back to Ancient Greece, thereby marginalizing the rich intellectual heri-
tage of other ancient civilizations, such as the Chinese, Indian, Egyptian,
Babylonian, Mesopotamian, Mayan, and Incan cultures. Similarly, Pop-
per (2005) dismantled the linear assumptions of logical positivism and
the inductive method, demonstrating the inherent fallibilism of deriving
universal laws from the observation of isolated fragments of reality. Con-
currently, the absolute validity of the deductive method was destabilized
by the incompleteness demonstrated in Kurt Godel's mathematical theo-
rems and Alfred Tarski’s semantic logic (Morin and Le Moigne, 1999).
Consequently, no scientific theory can be regarded as definitive or
complete; rather, each constitutes a phenomenological approximation of
an ontological reality that is inherently transdimensional and dynamic.
In this vein, the transdisciplinary theorist McGregor (2015) notes that the
reductionist view of modern science historically validated only a single
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level of phenomenological reality—that governed by classical physics. As
illustrated in Figure 1, a comprehensive, multilevel approach bridges this
dualistic divide, which traditionally conceptualized the subject’s spirit
and the concrete dimension of matter as independent components of re-
ality (Jahn and Dunne, 2009). For Morin (2000), this “scientific blindness”
(aveuglement scientifique) fails to recognize the distinct ontological and
epistemological strata mediating the relationship between subject and
object, thereby obstructing the appreciation of their diverse spaces of in-
teraction (Lotrecchiano, 2012; Nicolescu, 1996).

Furthermore, Moraes (2017) argues that the evolution of scientific
knowledge experienced a profound paradigm shift during the quantum
revolution, which demonstrated that this specific stratum of ontological
reality is actively perturbed by the observer. Indeed, the double-slit ex-

60 periment illustrates that the act of conscious observation modifies wave-
(l) particle behavior and collapses the wave function, thereby materializing
the particle®. For this reason, the complexity sciences must be understood

through a non-linear epistemological lens that demands the ontological
unification of subject and object. These epistemological and ontological
pillars are foundational for 21st-century teacher education, as they instill
a nuanced understanding of a dynamic, multidimensional reality.

Figure 1
Models representing ontological and epistemological reality
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As illustrated in Figure 1, the traditional tools, postulates, and
mechanisms of modern science are insufficient to grasp the full complex-
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ity of coexisting ontological strata. To account for this complexity, they
must be complemented by frameworks from the complexity sciences that
encompass the totality of both epistemological and ontological levels of
reality. Vedral (2018) explains that reality is structured across distinct
tiers of organization in living and non-living matter, conceptually desig-
nated as levels of reality.

At the microscopic scale, microphysical and quantum realities op-
erate. Microphysics is characterized by the non-separability of spacetime,
simultaneity, instantaneity, indeterminacy, and overdetermination. At the
quantum level, subatomic particles exhibit spatial and temporal indeter-
minacy, the uncertainty principle, the wave-particle dichotomy, and the
instantaneous unity of the whole. Conversely, on the macrocosmic scale,
the cosmic level of reality is defined by entropy, homogeneity, and con-

tinuous spacetime. Intermediary levels —specifically the biological and 6v1
ecological spheres— are characterized by negentropy and the evolution ’QD)
of a spacetime that remains sensitive to the positioning of the subject- AL

observer-creator (Lima and Gomez, 2024).

The discontinuous transition from one level of reality to another
is governed by the logic of the “included third” formulated by Lupasco
(1960). This logical principle reconciles the distinct levels of reality bi-
furcated by the mechanistic logic of modern science, which artificially
separates waves from particles. By conceptualizing the quantum state as a
simultaneous superposition of wave and particle, new logical, epistemic,
and philosophical formulations of ontological reality emerge. In this
sense, Nicolescu (2014) explains that the “included third” operates pre-
cisely within the intermediary space bridging ontological and epistemo-
logical reality. In other words, the logic of the included third enables the
emergence of historical, representational models through which human-
ity constructs meaning about its environment, integrating artistic, cul-
tural, spiritual, religious, shamanic, and scientific frameworks, alongside
virtual environments and other expressive modalities.

Furthermore, it is essential to introduce a fourth decisive element
in this conceptualization of reality: the observing subject. Far from being
an external or neutral entity, the subject actively participates in the con-
figuration of phenomena. As developments in quantum physics demon-
strate, the relationship between energy and matter cannot be decoupled
from the act of observation, given that the very process of observing al-
ters the manifestation of that reality. This breakthrough of the quantum
revolution catalyzed the emergence of the complexity sciences, prompt-
ing a radical reconsideration of the classical subject-object dichotomy
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championed by positivist schools and anchored in classical mechanics.
Nevertheless, the complexity sciences do not supplant the modern scien-
tific method; rather, both paradigms operate within a shared process of
co-constitution (Capra, 2010; Nicolescu, 2014).

From this philosophical perspective, knowledge ceases to be a
passive representation and transforms into a situated, contextual, rela-
tional, and open experience. In the educational sphere, this shift assumes
paramount relevance, compelling us to rethink teacher training beyond
the fragmented frameworks inherited from modernity. Consequently, a
transdisciplinary education inspired by complexity becomes indispens-
able within the teaching-learning processes of the social sciences and hu-
manities. This approach equips educators with the capacity to interpret,
problematize, and inhabit a multiparadigmatic, multifaceted, dynamic,

62 and deeply interdependent reality (Collado, 2017).
(I) Accordingly, the right-hand image in Figure 1 —derived from
Leonardo da Vinci’s Vitruvian Man— depicts human perception and

agency through the distinct epistemological strata that structure and give
form to ontological complexity (Sartre and Elkaim-Sartre, 2012). Other
philosophers of education, such as Krishnamurti (2012) and Montessori
(2004), similarly addressed the ontological dimensions of teacher train-
ing, aiming to foster a critical awareness of a dynamic, multilevel, and
multireferential reality. In a similar vein, Smith (2003) conducted an in-
depth comparative study of the world’s major religions, synthesized in
Figure 2. This diagram features four concentric circles that illustrate the
dynamics of spiritual transformation, progressing from the material sub-
strate to the most subtle dimensions—encompassing both the levels of
reality and the inner individuality of the religious practitioner.

Figure 2 takes the form of a diagrammatic mandala, featuring the
Flower of Life at its center to symbolize the ancient wisdom of ancestral
cultures. This conceptual framework has been expanded to encompass
both epistemic (individuality) and ontological (reality) strata, revealing
the interdependent and symmetrical relationships between these distinct
dimensions. This configuration demonstrates that numerous cultural and
religious traditions delineate analogous structures to conceptualize the
spirit-matter relationship within the fabric of reality. Consequently, onto-
logical reality manifests simultaneously within and outside the individual,
given that the subject transforms their environment and vice versa (Ni-
colescu, 1996). This interreligious dialogue provides further theoretical
support for integrating these foundational epistemological and ontologi-
cal pillars into the professional development of 21st-century educators.
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Figure 2
The World’s Major Religions Complemented
by Levels of Reality and Individuality
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Source: adapted from Smith (2003).

This integrative educational philosophy stands in stark contrast to
the hegemonic positivist paradigm that currently prevails in scientific,
academic, and educational institutions. It is within this restrictive context
that Foucault (1975) conceptualizes schools as spaces of social and psy-
chological confinement. Herein lies the significance of training teachers
upon diverse epistemological and ontological foundations, thereby trans-
forming schools, colleges, and universities into complex, co-evolving eco-
systems (Salgado, 2021). As Heylighen (2011) explains, the recursive in-
teractions among order, disorder, and organization generate increasingly
complex systems, prompting the emergence of more sophisticated epis-
temic frameworks to represent ontological complexity. Hence, it becomes
essential to integrate the logical, epistemic, and philosophical postulates
derived from quantum physics to examine representational models of re-
ality through a transdisciplinary lens.

In this vein, Pineau (2004) and Paul (2009) propose transdisci-
plinary models of human formation aimed at unifying ontological and
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epistemological levels. On the one hand, Pineau (2004) explores the
methodology of life histories, establishing three interconnected dimen-
sions of human formation: self-formation (in relation to oneself), hetero-
formation (in relation to others), and eco-formation (in relation to the
natural world). On the other hand, Paul (2009) introduces ontoformation,
arguing that human formation constitutes “the global and general process
(at once particular and singular, yet also social and collective)” (p. 28).
These models of transdisciplinary formation offer a multilevel framework
that clarifies the epistemological and ontological foundations required to
confront the planetary unsustainability facing 21st-century humanity. In
this sense, a transdisciplinary approach to education facilitates a nuanced
comprehension of the continuous material, energetic, and informational
co-evolution that defines ontological reality.

64 To operationalize these constituent principles of complexity, Gal-
(I) vani (2002) examined popular education from an emancipatory perspec-
tive, proposing that transdisciplinary teacher training account for the

history of human interactions and structural couplings within physical,
social, and ecological environments. Within this framework, three distinct
modalities of formative interaction between the individual and their envi-
ronment are identified: a practical dimension linked to gesture, a symbolic
dimension associated with the imaginary, and an epistemic dimension re-
lated to conceptual construction. Consequently, these three axes of inter-
action correspond to three levels of representational meaning: gesture as a
sense of orientation, image as a sense of perception, and concept as a sense
of meaning. Synthesized, these structural couplings shape human agency;,
generating representations of the world, of others, and of the self.
Ultimately, these epistemological and ontological foundations in-
dicate that the professional profile of 21st-century educators must evolve
toward a transdisciplinary educational philosophy. Within this context, a
transdisciplinary model for teacher training is proposed, anchored upon:

« The integration of epistemological and ontological strata.

A rigorous dialogue between scientific knowledge and alterna-
tive ways of knowing.

o The integration of complex thinking within educational practice.

Accordingly, research within the epistemological domain of teach-
er training should embrace this holistic vision, which elucidates the mul-
tidimensionality and interconnectivity of structural couplings and real-
world phenomena. In this regard, universities bear a profound ethical
responsibility; given their pivotal role in the production and dissemina-
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tion of knowledge, they serve as vital catalysts for transforming contem-
porary educational models through transdisciplinary approaches.

Discussion on Transdisciplinary Teacher Education

Strengthening the philosophical foundations of education through a
transdisciplinary teacher-training approach requires integrating the
aforementioned epistemological and ontological pillars to comprehend
the diverse levels of interaction between individuals and their environ-
ment (Galvani, 2016). According to Holzkamp (1981), it is imperative
to reconceptualize teacher training and critical thinking in light of the
complexity sciences. From the perspective of ergonomic psychology,

Leplat and Terssac (1990) similarly assert that knowledge of complex 65
systems plays a pivotal role in transforming educational structures and /\CWD/\
enhancing critical thinking across childhood, youth, and adulthood. i

Within this framework, the present proposal advocates the gradual in-
corporation of transdisciplinary methodologies from the complexity
sciences into teacher-training curricula. By integrating knowledge from
the social sciences and humanities, this approach aims to overcome dis-
ciplinary fragmentation and foster a situated understanding of educa-
tional phenomena.

Grounded in this vision of educator training, Walsh (2013) argues
that postcolonial and decolonial pedagogies provide critical frameworks
to rethink global governance through intercultural educational practices
that facilitate both material and intellectual unlearning and relearning.
This professional orientation operates concurrently as a “political-social-
epistemic-ethical project and a pedagogical tool, both of which eagerly
seek an educational praxis oriented toward decolonization” (p. 156). Such
a decolonial pedagogical praxis draws upon the inter-epistemological
dialogue emerging from the multifaceted representational models that
human beings employ in relation to their reality. Consequently, teacher
education must cultivate complex thinking capable of recognizing mul-
tilevel phenomena in constant interaction across local, regional, national,
and global strata (Pasquier, 2019). From this perspective, it is proposed
that teacher education programs systematically incorporate training op-
portunities focused on the critical analysis of socio-environmental issues,
intercultural dialogue, and the development of reflective competencies,
thereby enabling educators to position themselves as mediators between
distinct levels of reality and diverse systems of knowledge.
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According to Godemann (2008), integrating these diverse mod-
els of knowledge representation requires transdisciplinary cooperation.
Consequently, transforming the school and academic becomes a matter
of urgency, given that disciplinary hyper-specialization and fragmen-
tation are rooted in a dichotomous understanding, a compartmental-
ized epistemology, and a reductionist strategy. In this regard, Guimaraes
and Funtowicz (2015) underscore that a purely reductionist, positivist
framework is structurally incapable of addressing either the current
socio-environmental crisis or burgeoning socioeconomic inequalities.
These pedagogical practices demand an intercultural political-educa-
tional commitment aimed at transforming social structures, institution-
al frameworks, and the objectified relationships between humanity and
nature (Pasquier, 2019). Hence, the transdisciplinary approach must not

66 be reduced to a mere integration of curricular content; rather, it entails
(I) a profound transformation of educational practices wherein knowledge
is constructed relationally, structurally incorporating ethical, social, cul-

tural, and humanistic dimensions.

Although positivist science dismantled the conception of nature
as a sacred entity—a worldview central to many indigenous traditions—
Kauffman (2010) argues that the quantum revolution paved the way for
the complexity sciences, wherein science and spirituality can be recon-
ciled to reinvent the sacred. As Morin and Le Moigne (1999) elucidate,
the intelligence of complexity thrives on a dialogue among order, disor-
der, and organization. This perspective does not advocate replacing or-
der with chaos, substituting separation for uncritical interconnection, or
abandoning classical logic in favor of frameworks devoid of rationality.
Instead, it involves complementing the intelligible principles of classical
thought—traditionally anchored in a paradigm of simplification, univoc-
ity, and exclusion—with the generative principles of complexity, integra-
tion, and transversality (Barroso, 2018). In this sense, transdisciplinary
teacher education necessitates a paradigm shift in how knowledge is con-
ceived, moving from a logic of content accumulation to an epistemology
of articulated meanings, where educators recognize themselves as active
agents in the co-construction of socio-educational reality.

While reductionist thinking interprets reality by fracturing it into
its most basic elements through hyper-specialized approaches, complex
thinking integrates scientific knowledge with alternative ways of know-
ing from a transdisciplinary perspective to comprehend systemic phe-
nomena. Similarly, transdisciplinarity draws upon specific disciplines
without opposing them, choosing instead to expand and transcend their
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boundaries; in like manner, complex thinking situates phenomena within
a global framework without obscuring the particular, the concrete, and
the individual. For Harvey and Lemire (2001), this paradigm coexistence
is foundational to establishing a new model of transdisciplinary educa-
tion that weaves together the intelligible principles of classical reduction-
ism with the systemic principles of complexity. This articulation anchors
teaching practice within a broader horizon, ensuring that education tran-
scends the passive transmission of knowledge and is oriented toward the
holistic development of individuals capable of critically interpreting their
social, cultural, and ecological contexts.

It is precisely within this integrative matrix of epistemological
paradigms that transdisciplinary education emerges as an ontological
phenomenon for educator training through the pedagogy of complex-

ity (Gibbs, 2017). Transdisciplinary education functions as a principle 6v7
of human formation that unifies diverse strata of ontological reality. CD)
This implies a pedagogy of complexity that harmonizes scientific rea- AL

son with inner spiritual self-knowledge, indigenous worldviews, and
other cognitive, perceptual, affective, rhetorical, poetic, and philo-
sophical dimensions of the human condition (Collado, 2017). From
this perspective, the educational proposal assumes a profoundly hu-
manistic character, recognizing the multidimensional nature of human
existence and the necessity of integrating ways of knowing historically
marginalized by the positivist paradigm, particularly within the social
and experimental sciences.

As illustrated in Figure 3, the pedagogy of complexity constitutes
the theoretical-epistemological matrix for operationalizing transdisci-
plinary education, wherein the individual interacts interdependently
with ontological reality. This interaction positions the teacher as an active
agent in the co-construction of meaning, capable of articulating distinct
levels of reality within their pedagogical practice. Consequently, the pres-
ent proposal transcends a merely theoretical framework, highlighting the
imperative to reconfigure teacher-training models through a transdisci-
plinary lens—incorporating a complex approach that synthesizes diverse
epistemologies and ontologies to respond effectively to contemporary
global challenges.

According to Dravet et al. (2019), education constitutes the prag-
matic act of teaching, whereas pedagogy theorizes educational practice.
Although conceptualized as distinct dimensions, they are inherently
complementary; educational actions operationalize pedagogical frame-
works, while pedagogy recursively theorizes upon that very practice. Ex-
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tending this reasoning, the pedagogy of complexity can be defined as the
systemic study and theorization of educational practice through a multi-
dimensional lens, integrating the diverse elements and phenomena that
constitute coexisting ontological strata. While pedagogy must leverage
specialized techniques and teaching methods to facilitate specific pro-
cesses—such as literacy development, reading comprehension, or math-
ematical logic—this complex vision enables a comprehensive education
that synthesizes the ontological and epistemological dimensions of the
subject-reality framework (Moraes, 2017).

Figure 3
Integration of the Pedagogy of Complexity
and Transdisciplinary Education

Pedagogy of Complexity Transdisciplinary Education

Teaching methods Learning Process

Theorization of practice Theory

didactics

philosophical reflection

Acquisition of
Knowledge:
Feeling,
Thinking,

and Acting

Development of Critical Thinking socio-environmental

Intellectual Emancipation transformation

Abstract and Creative Thinking Artistic Handicrafts

These philosophical reflections on education carry profound impli-
cations for teacher training, given that transdisciplinary education can be
defined as an educational process that synthesizes scientific knowledge with
diverse communal, artistic, and contemplative practices (Hagege, 2014).
However, it is critical to avoid treating transdisciplinary educator training
as a passing academic trend or reducing it to a mere superficial curricu-
lar innovation. On the contrary, the present proposal demands a paradigm
shift in how knowledge is conceptualized, recognizing that teaching entails
engaging with the inherent complexity of reality rather than reducing it.
In this sense, preparing teachers from a transdisciplinary perspective ulti-
mately means fostering individuals capable of thinking, feeling, and acting
within a world that can no longer be explained through the fragmenta-
tion of knowledge. Consequently, this framework embraces complexity in
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teacher education by conceptualizing knowledge not as a closed, static sys-
tem, but as an open, relational, and continuously evolving process.

Conclusion

In conclusion, an exploration of Morins (2000) complex thinking fa-
cilitates the integration of the epistemological and ontological founda-
tions of the complexity sciences into professional teacher training and
the humanities. Consequently, educator training must be reconceptual-
ized through a transdisciplinary educational philosophy centered on
the recognition of ontological and epistemological strata. This approach
enables a comprehensive understanding of reality, a specific comprehen-

sion of localized phenomena and relationships, and the articulation of 69
analytical-reductionist thought within a complex, holistic vision, thereby /\CWD/\
clarifying the recursive dynamics between the parts and the whole. These i

foundations illuminate the inseparability of subject and object—a realiza-
tion carrying direct implications for teacher training by weaving ontolog-
ical and epistemological tiers into pedagogical processes. For this reason,
educator preparation must transcend epistemically fragmented models,
orienting itself instead toward a relational, dynamic, and situated ontol-
ogy of knowledge, particularly within the social sciences and humanities.

Accordingly, the pedagogy of complexity complements the reduc-
tionist epistemology of classical science by integrating the diverse strata that
constitute the ontological phenomena of all living beings. In turn, transdis-
ciplinary education—grounded in an inter-epistemological dialogue where
opposing yet complementary realities coexist—enables individuals to feel,
think, and act in harmony with nature and the cosmos, unifying scientific
knowledge of the external universe with the wisdom of the inner spiritual
realm (Collado, 2017). Within this framework, the present proposal serves
as an essential pathway for reconfiguring educational models, recogniz-
ing that the complexity of reality demands equally sophisticated forms of
knowledge. This epistemic posture acknowledges that fragmentation is a
cognitive illusion, and that the indivisible totality of a holographic universe
can be interpreted by the brain of the subject-observer, which functions as
a hologram. Thus, the educator ceases to be a passive transmitter of content
and becomes an active subject who interprets, mediates, and co-constructs
meaning across multiple, interdependent contexts.

According to Gobat and Berger (2018), teacher training and peda-
gogical experience shape a professional identity that directly governs the
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quality of student learning. By anchoring teacher education within this
philosophical framework, the objective is to guide the evolution of criti-
cal thinking toward complex, transdisciplinary scientific horizons that
actively explore learning processes, intelligence, creativity, and personal-
ity (Fiirst, 2016). In this sense, transdisciplinary training represents a nec-
essary condition for strengthening an educational model that is critical,
ethical, and committed to contemporary systemic crises. Looking ahead,
the educational sciences must prepare teachers who can equip citizens to
confront climate change and the unfolding sixth mass extinction (Leakey
and Lewin, 1996). This task demands an epistemological perspective open
to breakthroughs in neuroscience (Damasio, 2018), psychosomatic intel-
ligence (Nuiiez, 2011), transpersonal psychology (Weil, 2003), shamanic
perspectivism (Viveiros de Castro, 1998), and the trans-knowledge of

70 dream ontology (Job, 2013). Far from constituting a scattered eclecticism,
(l) this openness responds to the vital necessity of articulating distinct levels
of understanding within a coherent framework of human formation.

Ultimately, the 21st century imposes multifaceted challenges upon
the educational domain, making it imperative to sustain the philosophical
debate surrounding teacher education, pedagogical innovation, and social
transformation. How will contemporary educational institutions confront
the socio-environmental crises of our time? How will teacher-training
programs operationalize the epistemological and ontological advances of
the complexity sciences? These questions must remain at the forefront of
the philosophy of education to facilitate a transition toward an authentic
culture of peace. Consequently, revisiting educator training through the
lens of complexity is not a mere theoretical option; it is a historical impera-
tive for constructing more just, democratic, and regenerative societies.

Notes

1. This article was developed as a result of a Research Fellowship conducted at Sor-
bonne University, Paris, France, and approved by the National University of Educa-
tion of Ecuador (UNAE) within the framework of the research project "Philosophy
of Education: Reflections for Transdisciplinary Teacher Education", under Project
Code VIP-UNAE-2019-1.

2. This article adopts the Anglo-Saxon meaning of the term “ontology,” understood as
the branch of philosophy that deals with the nature of being and its place within
the cosmophysical and bioenergetic dimensions. It is understood as a discipline
that studies being, centered on understanding material and energetic phenomena
in their inseparable interrelation.
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3. From the perspective of human sensory perception, it is impossible to conceive
of a movement from point A to point B without passing through the intermediate
points that separate them.

4.  Physical phenomena are interpreted as the result of a continuous sequence of caus-
al relationships.

5. If the position and velocity of an object are known, it is possible to determine its
behavior in spacetime.

6. See the explanation of the double-slit experiment in quantum physics by Garcia
Orduna (2012).
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Abstract

Adolescents focused on having instead of being immerse themselves in dissatisfaction and a life full of
emotional deficiencies and problem-solving skills, highlighting the need to enhance their sense of purpose and
maturity for learning. Therefore, a competency-based learning experience is developed and applied, and the
sense of purpose is measured before and after the application. This is an empirical and experimental study, where
the objectives are: firstly, to verify the psychometric characteristics of the Purpose In Life (PIL) inventory, and

secondly, to assess whether the intervention of a competency-based learning experience can increase the sense
of purpose in adolescents. A longitudinal, quantitative, descriptive, and comparative research is conducted. The
construct of sense of purpose is measured in 1068 applications of the inventory, and the characteristics of the
adolescents are collected using an ad hoc questionnaire. The data were analyzed with Cronbach’s Alpha, factor
analysis, and the T-test were used. The results showed high reliability of the PIL inventory in adolescents, and
its validity reveals four intervening factors in the life meaning of adolescents. The research highlights students’
interest in the experience of competency-based learning, due to the increase in participation. Education in vital
skills is intended to contribute to personal well-being and develop the self.

Keywords

Adolescent, Education, Moral values, Well-being, Skills, Lifelong learning.

Ph.D. cum laude in Psychology and a Bachelor’s degree in Psychology from UPSA; Ph.D. cum
laude in Education from ULL; a degree in Early Childhood Education from UNIR; a Ph.D. and
a research qualification from UNED; and various master’s degrees, specialist certifications, and
expert certifications in different fields. She works primarily as a clinical psychologist in private
practice and at Santa Cruz Hospital, a forensic psychologist in the Canary Islands courts, and
a mediator; she is also a tenured professor at UNIR and a researcher pursuing various lines of
research.

h-Index: 5.

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador


https://doi.org/10.17163/soph.n41.2026.02
https://ror.org/029gnnp81
mailto:mariamilagrosarmas@unir.net
https://orcid.org/0000-0003-2977-4838

Purpose in Life in Adolescents after a Learning Experience

El sentido vital de los adolescentes tras una experiencia de aprendizaje

Resumen

Los adolescentes dirigidos al tener en lugar de al ser, se sumergen en la insatisfaccién y en
una vida llena de carencias afectivas y habilidades resolutivas, lo que pone de relieve la necesidad
de aumentar su sentido vital y madurez para el aprendizaje. Por ello, se desarrolla y aplica una
experiencia de aprendizaje competencial y se mide el sentido vital pre- y postaplicacion. Es un estudio
empirico y experimental, donde los objetivos son: comprobar las caracteristicas psicométricas del
inventario Purpose In Life (PIL) y valorar si la intervencion de una experiencia de aprendizaje
competencial puede aumentar el sentido vital en adolescentes. La investigacion es longitudinal,
cuantitativa, descriptiva y comparativa. Se mide el constructo “sentido vital” en 1068 aplicaciones del
inventario y se recogen las caracteristicas de los adolescentes con un cuestionario ad hoc. Los datos
se analizaron con el alfa de Cronbach, el andlisis factorial y la prueba T. Los resultados muestran la
alta fiabilidad del inventario PIL en adolescentes y su validez revela cuatro factores intervinientes
en el sentido vital de los adolescentes. La investigacion pone de relieve el interés del alumnado en la
experiencia de aprendizaje competencial por el aumento de participacion. Se propone la educacion
en competencias vitales para contribuir al bienestar personal y desarrollar el ser.

Palabras clave

Adolescencia, educacion, valores morales, bienestar, competencias, aprendizaje a lo largo de
la vida.

Introduction

Contemporary adolescents frequently exhibit a perceived deficit in moral
values and a lack of existential purpose, a phenomenon where “having”
takes precedence over “being”—a trend driven by contemporary con-
sumerism, shifting motivations, and a fragmentation of life goals (Merino
et al.,2021). Adolescence constitutes the critical developmental stage dur-
ing which moral consciousness is fully consolidated and socio-emotional
development assumes greater significance than in earlier periods. Conse-
quently, achieving alignment between intra-psychic listening and moral
consciousness is essential for holistic development and the cultivation of
a meaningful life (Armas Arrdez, 2015).

Historically, Piaget (1985) posited that adolescents construct mo-
rality through obedience and mutual respect, integrating foundational
parental guidance. Expanding upon this, Frankl (2004) argued that ex-
istential development requires an additional dimension: the voice of
transcendence. Accessing this transcendent dimension necessitates psy-
chological maturity, while the practical application of internalized val-
ues demands both specific competencies and developmental readiness,
thereby establishing maturity as a higher-order skill fostered during ado-
lescence (Bernal Guerrero, 2003). Because maturity and cognitive learn-
ing are interdependent, their interaction enables subsequent self-directed
development. Therefore, educational frameworks must promote compe-
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tencies that foster concurrent academic and personal growth, equipping
students to effectively navigate systemic societal challenges (Alonzo Ri-
vera et al., 2016).

Under this conceptual framework, learning requires robust moral
development, psychological maturity, the cultivation of life skills, and the
formulation of a sense of purpose within the educational ecology:

o Reyes et al. (2025) underscore the importance of implementing
structured programs designed to foster purpose within educa-
tional institutions and pedagogical practices.

o Caro Beltrdn and Correa Arias (2023) indicate that existential
vacuum stems from a deficit in social bonding and community
building, which subsequently hinders identity formation and

self-expression; they argue that a supportive educational com- 81
munity can mitigate this vacuum by fostering a sense of purpose. /\CWD/\
o Nakamura et al. (2022) suggest that existential purpose is more

malleable during early developmental stages, given that inter-
ventions targeted at adult populations yield only modest effects.

To address this identified need, an inclusive, holistic life skills in-
tervention was designed and implemented, integrating digital technolo-
gies and creative methodologies. This competency-based educational ex-
perience aims to cultivate emotional intelligence, resilience, core values,
moral consciousness, spirituality, and self-actualization, thereby driving
intrinsic motivation and an enhanced sense of purpose. While the the-
oretical premises underlying this intervention are delineated in subse-
quent sections, presenting the operational mechanics of the experience
itself falls outside the scope of this paper. Rather, the purpose of this study
is threefold:

o To theoretically justify the psychological and developmental
dimensions fostered by the intervention by systematically link-
ing existential purpose to morality, values, self-actualization,
emotional intelligence, spirituality, resilience, and life compe-
tencies (as analyzed in sections 2 through 5).

 To determine the empirical effect of this life skills experience on
adolescents by evaluating variations in their sense of purpose. To
operationalize the construct “sense of life;” the Purpose in Life
(PIL) test (Crumbaugh & Maholick, 1969) was selected. This at-
titude scale is designed to quantify the degree to which an indi-
vidual experiences existential meaning versus existential vacu-
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um. While the PIL has been extensively validated across clinical
settings (Armas Arraez, 2015; Armas Arraez et al., 2017), uni-
versity cohorts (Gallego Pérez & Garcia Alandete, 2004; Garcia
Alandete et al., 2011; Gottfried, 2019; Jonsén et al., 2010; Magana
et al.,2004; Noblejas, 2011; Porras & Noblejas, 2007; Risco, 2009;
Valdivia Pareja, 2007), and youth vocational guidance programs
(Cuny, 2007; Dewitz et al., 2009), it lacks rigorous psychometric
validation within non-clinical adolescent populations.

o To address this methodological gap by evaluating the psy-
chometric quality of the instrument. Ensuring the technical
suitability of measurement tools is a prerequisite for rigorous
scientific inquiry to guarantee that the data yields an accurate
approximation of the empirical reality under study. Conse-

82 quently, this study analyzes the adolescents” sense of purpose
(I) longitudinally, comparing pre- and post-intervention scores.

Methodologically, this inquiry is structured as an empirical, quan-
titative study incorporating descriptive, comparative, correlational, and
longitudinal experimental designs. The overarching research agenda en-
compasses two primary general objectives:

o To evaluate the psychometric properties of the PIL inventory
within an adolescent sample, which entails two specific objec-
tives: assessing its internal consistency (reliability) and verify-
ing its construct validity.

o To evaluate the efficacy of the life skills intervention by statisti-
cally comparing pre- and post-test PIL scores.

Based on these objectives, the following research hypotheses are
formulated:

o The PIL inventory demonstrates robust psychometric proper-
ties suitable for scientific research and accurately measures its
target construct.

o DParticipation in the life skills intervention significantly modi-
fies adolescents’ documented sense of purpose, as evidenced by
statistical variances between pre- and post-intervention scores
(alongside its corresponding alternative hypothesis).

The remainder of this paper is organized as follows: first, the theo-
retical foundation is established, examining the intersections of moral
consciousness, self-actualization, emotional intelligence, spirituality, re-
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silience, and life competencies. Second, the empirical framework is pre-
sented, detailing the methodology;, statistical results, and subsequent dis-
cussion to accept or reject the formulated hypotheses. Finally, the paper
concludes with a summary of key contributions, pedagogical implica-
tions, and study limitations.

Moral Consciousness, Values, and Meaning in Life

Every existential situation necessitates the selection of a course of action; in
this process, moral consciousness guides individual behavior toward ethi-
cal outcomes, wherein actions are executed or virtues are operationalized
under the guidance of core values (Armas Arraez, 2015). From a humanis-

tic perspective, attaining the “super-meaning” of life requires the progres- 33
sive development of moral consciousness through a structured hierarchy /\CWD/\
of values (Frankl, 1988). Conversely, the positivist paradigm suggests that i

cultivating a meaningful life depends on the development of character
strengths and the establishment of positive interpersonal relationships
(Seligman, 2003). To differentiate these constructs, Sanchez (2014) notes
that values undergo internalization, whereas virtues are progressively ac-
quired through practice. Empirically, both values and virtues remain inex-
tricably linked within the structural maturation of moral consciousness.

Values represent a critical, cross-cultural, and universal concern
that transcends ethnic, religious, or racial boundaries (Hidalgo Hernan-
dez, 2005). Although individual beliefs heavily configure both moral
frameworks and existential purpose (Ortega, 2020), the systemic need to
cultivate moral consciousness has driven the emergence of moral peda-
gogy. This field encompasses personalized educational methodologies
grounded in contextualized dialogue, designed to develop individuals of
character capable of transforming both their immediate reality and them-
selves (Chacon Arteaga, 2014). Consequently, moral education requires
behavioral internalization, adaptation to prosocial norms, autonomous
development, and socio-emotional learning (Florentino Morillo, 2022).

The critical role of these dimensions is evident in specialized popu-
lations; for instance, institutionalized juvenile offenders in Argentina fre-
quently exhibit a severely depleted sense of purpose in life. For this demo-
graphic, fostering moral consciousness and facilitating the formulation
of an autonomous life plan are essential steps toward self-actualization,
achieved through the activation of creative, experiential, and attitudinal
values (Vecino, 2022).
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To effectively educate for moral consciousness, instructional de-
signs must utilize moral dilemmas as contextualized learning situations.
These dilemmas should be derived from real-world scenarios, main-
tain structural simplicity, present binary outcomes with distinct moral
implications, and require specific proposals for action (Rodero, 2025).
Within innovative pedagogical practices, Morales and Camacho (2026)
utilized multimedia tools—specifically video—to deepen student learn-
ing through a philosophical and pedagogical framework, encouraging
ethical reflection driven by pedagogical action. Similarly, Caceres (2025)
deployed puppetry as an instructional medium to stimulate adolescent
discourse and reflection regarding ethics and morality, thereby fostering
critical thinking and moral awareness.

Synthesizing these findings, it is imperative to integrate moral val-

84 ue education into academic curricula so that students can apply these
(I) frameworks to real-world problem-solving and authentic learning con-
texts. This integration enables learners to construct a defined sense of

purpose aligned with moral awareness, ultimately fostering the psycho-
logical maturity and self-actualization analyzed in the subsequent section.

Self-Actualization, Emotional Intelligence,
and a Sense of Purpose

Self-actualization is achieved by fostering individual potential, which
concurrently drives prosocial systemic change and promotes the pursuit
of meaning across all life domains (Gémez del Campo et al., 2011). In
tandem, perceived self-efficacy requires the formulation of personal goals
and positive achievement expectations (Sansinenea et al., 2008). Empiri-
cally, a direct and significant relationship exists between self-efficacy and
a positive sense of purpose, generating positive existential feedback loops
that optimize subjective well-being and overall health (Morillo Ahumada,
2013; Armas Arraez & Lopez Castedo, 2018). Consequently, contempo-
rary educational paradigms require high-quality pedagogical processes
characterized by positive interpersonal classroom dynamics. This neces-
sitates instructional strategies grounded in care, the recognition of emo-
tional complexity, the cultivation of prosocial skills, and the alignment of
individual self-actualization demands with broader social expectations
(Bernal Guerrero & Konig Bustamante, 2017).

Implicit in this framework is the development of emotional intel-
ligence, which encompasses the accurate appraisal and regulation of one’s
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own emotions, intrinsic self-motivation, and the recognition of emotion-
al states in others (Goleman, 1995)—constructs that theoretically map
onto intra- and interpersonal intelligences (Gardner, 1993). Therefore,
intervention programs focusing on life skills must systematically inte-
grate emotional competencies, given that both existential fulfillment and
academic learning are mediated by effective emotional regulation and
intrinsic motivation. Personal interest is a prerequisite for internalizing
knowledge, as intrinsic motivation drives the psychological flow of learn-
ing (Armas Arraez, 2019). This underscores the imperative of intrinsic
motivation in all educational processes; regarding life skills specifically,
cultivating emotional competence is essential for both cognitive learning
(intrapersonal dimension) and adaptive life development (interpersonal
dimension). This dual focus facilitates the transition from declarative

knowledge to functional know-how while developing a moral conscious- 83
ness that shifts individual orientation from “having” toward “being.” CD)
Recent empirical evidence supports these interconnections with- I

in adolescents. On one hand, subjective life satisfaction correlates posi-
tively with emotional self-regulation, which subsequently functions as a
foundational mechanism for psychological resilience (Frutos de Miguel,
2025). On the other hand, reorienting existential focus from materialistic
consumerism (“having”) toward ontological depth (“being”) requires an
openness to spirituality as a transformative ethical framework (Colorado,
2025). To explore these intersections further, the subsequent section de-
lineates the explicit connections between existential purpose, spirituality,
and resilience.

Spirituality, Resilience, and Meaning in Life

Educating in life skills extends beyond functional know-how; it en-
tails equipping individuals with psychological resources, adaptive abili-
ties, character strengths, and structured experiences to act responsibly
throughout their lifespans. This process requires a humanistic peda-
gogical framework that infuses meaning into instructional design, given
that the mere transmission of declarative knowledge does not cultivate
competence; true competence necessitates the convergence of knowing,
knowing how to act, and knowing how to be. Consequently, educational
content, skills, attitudes, and values must be systematically oriented to-
ward fostering both student “know-how” and ontological “being” (Armas
Arrdez, 2015; Sanchez Cabaco et al., 2008; Martinez, 2010). The dimen-
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sion of “being” encompasses critical intra- and interpersonal traits —such
as empathy, self-esteem, social competence, frustration tolerance, and
conflict-resolution skills— all of which are core components of emotional
intelligence. Furthermore, it integrates goal-oriented intrinsic motivation,
core values, spirituality, and resilience, which collectively drive prosocial
success and holistic human development (Armas Arréez, 2015).

Within this framework, spirituality and resilience emerge as two
pivotal dimensions intrinsically linked to existential meaning and the ac-
quisition of life skills. In this regard, Arciniega Gonzalez (2020) posits
that a comprehensive framework for meaningful learning must explicitly
address the teleological purpose of learning, the mechanics of learning
through coexistence, and the diverse sources of knowledge within het-
erogeneous contexts, thereby promoting education oriented toward the

86 common good. A substantial body of literature supports the mandate to
(I) foster these overarching life competencies (Sanchez Cabaco et al., 2011;
Farstad, 2004; Risco Lazaro & Sanchez Cabaco, 2010), personal and so-

cial skills (Goleman et al., 2002; Noblejas, 2011), emotional competencies
(Bisquerra Alzina, 2003; Bisquerra Alzina & Pérez Escoda, 2007; Faure
et al., 1972), and spiritual competencies, the latter of which transcend
both traditional emotional intelligence and institutionalized religion
(Fischman, 2017).

Spirituality functions as a powerful internal resource for construct-
ing existential meaning and mitigating egocentrism in favor of universal
benevolence and prosocial altruism (Vargas Herrera & Moya Marchant,
2018). By nurturing an understanding of universal interconnectedness,
spirituality optimizes human interaction with both social peers and the
broader environment. When operationalized as spiritual intelligence, this
dimension is considered essential for fostering self-regulation, psycho-
logical resilience, and holistic well-being during the critical developmen-
tal stage of adolescence (Pacheco de Pauliz et al., 2025).

Simultaneously, resilience is empirically linked to a defined sense
of purpose in life. This intersection has been extensively verified within
higher education cohorts (Smedema Malonda & Mddenes, 2018) as well
as within clinical populations, where a direct positive correlation between
existential meaning and resilient coping mechanisms has been estab-
lished (Armas Arraez et al., 2017). Among adolescent samples, resilience
significantly predicts subjective well-being (Omar, 2007); for instance,
an empirical study involving 230 adolescents demonstrated a significant
positive relationship between resilient adaptations and global life satis-
faction (Casavilca & Solano, 2025). Mechanistically, Mufioz Betancourt
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(2017) identifies creative coping strategies as a cognitive bridge connect-
ing self-efficacy to resilience, ultimately enhancing the individual’s sense
of purpose. Under this view, adolescent happiness is conceptualized not
as mere hedonic pleasure, but as eudaimonic fulfillment achieved through
structured activities that catalyze internal development and experiential
growth (Castro, 2026).

Synthesizing these theoretical and empirical insights, it is imperative
to systematically foster spirituality and resilience through creative peda-
gogical resources. By enhancing self-efficacy and emotional self-regulation,
these interventions enable adolescents to actively accept and resolve com-
plex life situations through the practical application of life competencies.

Life Skills and Meaning in Life 87

The foundational premise of this inquiry posits that an individual’s ex- \CD/
istential purpose is dynamic and subject to longitudinal modification;
consequently, numerous studies have sought to optimize both life com-
petencies and meaning within educational frameworks (Crumbaugh &
Maholick, 1969; Noblejas, 2011). Incorporating a phenomenological ap-
proach within secondary education, Espinosa et al. (2016) evaluated an
extracurricular life skills intervention involving high school students,
demonstrating that the program successfully cultivated respect for diver-
sity, self-directed learning driven by personal initiative, and active civic
and ethical community engagement. Similarly, Salvino (2009) under-
scored the conceptualization of existential meaning as a structural frame-
work for designing educational curricula rooted in attitudinal values.
The empirical literature documents diverse applications of pur-
pose-centric interventions across student populations. Nationally and
internationally, these programs have yielded significant insights:

« Following an empirical evaluation of 445 university students,
Molasso (2006) argued that institutional policies must system-
atically integrate interventions that equip students with the
cognitive and emotional tools necessary to cultivate existential
clarity and subjective well-being.

o Barahona et al. (2013) operationalized a program grounded in
“positive instructional cognition” with a sample of 110 second-
ary and higher education students, successfully promoting core
life skills aligned with the competency-based mandates of the
European Higher Education Area (EHEA).
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« Utilizing a controlled experimental design with participants aged
17-18, Gottfried (2017) implemented a structured intervention
to enhance existential meaning, evaluating outcomes via pre-
and post-test administrations of the Purpose in Life (PIL) test.
The findings revealed that the experimental group achieved a
significantly higher sense of purpose and a greater capacity for
personal achievement than the non-participating control group.

« Exploring the qualitative dimensions of this construct among
young adults aged 20-24, Hernandez et al. (2016) determined
that the formulation of existential purpose is primarily driven
by the convergence of professional development, autonomous
personal growth, and prosocial interpersonal relationships.

o Berrocal (2019) evaluated the efficacy of the “Aprendo para la
Vida” intervention utilizing an experimental framework with
48 secondary students; the post-intervention data confirmed a
significant increase in the participants’ target life competencies.

From a curricular perspective, life skills must not be treated as
isolated instructional blocks but should be integrated transversely across
educational frameworks. This cross-curricular implementation facilitates
an inclusive, humanistic, and integrative educational paradigm (Alegre,
2010). This approach aligns with the four classical pillars of education:
learning to know, learning to do, learning to live together, and learning
to be (Delors, 1996), which collectively nurture student talent, foster per-
sonal accountability, facilitate the construction of an autonomous life
plan, and heighten awareness regarding universal human values (Bustos
& Richmond, 2007). Expanding upon this model, Delors (2013) asserted
that lifelong learning must remain anchored to these four pillars, empha-
sizing that a psycho-pedagogical policy shift is imperative to sustain com-
petency development across all life stages.

The urgency of this approach is underscored by recent diagnostic
data. A non-experimental inquiry conducted by Osorio (2021) revealed
that 33% of surveyed adolescents experience profound difficulties in
decision-making, express existential uncertainty regarding their future
goals, question the inherent meaning of their objectives, and exhibit se-
vere motivational deficits within academic tasks. This substantial preva-
lence of existential vacuum highlights the critical need for comprehen-
sive empirical investigations regarding life purpose during adolescence
as a prerequisite for effective life skill instruction.
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Synthesizing this empirical background, it is evident that foster-
ing life competencies and a structured sense of purpose within adoles-
cents requires the systematic integration of moral awareness, value in-
ternalization, self-actualization, emotional intelligence, spirituality, and
psychological resilience. Consequently, these interrelated dimensions es-
tablished the conceptual and structural foundations for the competency-
based learning experience evaluated empirically in the subsequent sec-
tions of this study.

Methodology

The following details the method, sample, instruments, procedures, and

research phases used in this study. 89
Method \CD/

This study deployed an empirical, quantitative experimental design with
a longitudinal and comparative approach. The operational mechanics in-
volved the implementation of a competency-based learning situation as
the independent variable to systematically evaluate its causal effect on the
participants’ documented sense of purpose, which served as the primary
dependent variable. Longitudinal variations were captured by statistically
comparing psychometric data generated prior to (pre-test) and following
(post-test) the execution of the instructional unit.

In alignment with standard practices in behavioral and social sci-
ence research, structured questionnaires were utilized for data elicitation.
This measurement approach ensures that all respondents are exposed to
identical items and standardized administration protocols, thereby mini-
mizing procedural variance and ensuring that observed statistical varia-
tions are attributable to intra-individual differences rather than artifacts of
the instruments or data collection processes (Fowler & Manglione, 1990).

Sample

The sample consists of 1,068 adolescent students aged 14 to 19, enrolled
in different grade levels: the 3rd and 4th years of ESO and the 1st year
of High School. The sample participants were recruited from two public
high schools in two different municipalities in the Canary Islands (Spain)
—one in San Cristobal de la Laguna and the other in Santa Cruz de Tener-
ife— during two different administration periods of the questionnaire.
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Initially, in the pre-implementation assessment of the learning ex-
perience, there were 518 participants, of whom: by age, 31.7% were 14
and 15 years old, 60.2% were 16 and 17 years old, and 8.1% were 18 and
19 years old; by gender, 43.6% were male and 56.4% were female. In the
second phase, the post-unit assessment included 551 participants: by age,
27.2% were 14 and 15 years old, 62.4% were 16 and 17 years old, and
10.4% were between 18 and 19 years old; by gender, 39.7% were male and
60.3% were female. Participation in the life skills learning experience was
voluntary and anonymous. All ethical procedures were followed when
administering the instruments. There was an increase in participation
throughout the implementation of the program or learning experience.

Instruments and Variables

(I) The dependent variable is a sense of purpose, while the independent vari-

' able is the skills-based experience that brings about changes in the students;
there are also descriptive variables for the sample of adolescents. Two ques-
tionnaires were selected because of their relevance to the research:

o An ad hoc questionnaire designed to collect descriptive infor-
mation about the sample (gender, age, and grade level).

« The PIL inventory, an attitude scale that reveals the extent to
which a person experiences meaning, purpose in life, and ex-
istential emptiness. Numerous studies confirm that it measures
the attitudinal competence of life meaning with high reliabil-
ity (Armas Arraez et al., 2018; Caro Beltran and Correa Arias,
2023; Noblejas, 2011). While there is considerable heterogene-
ity in the proposed factor structures for the PIL (Garcia Al-
andete et al.,2013), it has not been administered to the popula-
tion of adolescent students selected for this study. Generally, it
has been administered to college students (Caro Beltran and
Correa Arias, 2023; Ferndndez and Garzon, 2016; Jaramillo
et al., 2008; Risco, 2009). Moreno et al. (2020) examined the
descriptive variables of secondary school students’ sense of life
purpose; however, they did not examine the factor structure of
the PIL in that study. A study applying the PIL in a Thai context
noted that it was appropriate for measuring adolescents aged 15
to 19 (Balthipa et al., 2022). Therefore, it is necessary to study
the factor structure in the Spanish middle and high school pop-
ulation and examine its fit with other data. The Spanish version
of the PIL is used, consisting of 20 items on a 1-to-7 Likert-type
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response scale, where 4 is the neutral point and 1 and 7 repre-
sent the extreme positions. It is administered in a group setting,
and the completion time is approximately 30-40 minutes, as
the participants are adolescents. The total score is obtained by
summing the directly selected values, except for the reverse-
scored items (2, 5, 7, 10, 14, 15, 17, 18, and 19). Therefore, a
higher score corresponds to a greater sense of purpose in life.

Research Procedure and Phases

A circular model is employed in which the stages follow one another, gen-
erating and justifying the research decisions:

o In the first phase, questionnaires completed anonymously by 9\_}
the adolescents are administered to determine their initial ’\CD
sense of life prior to the implementation of the competency- I

based learning experience.

o In the second intervention phase, the competency-based learn-
ing experience is implemented, incorporating various meth-
odological approaches: holistic, with a comprehensive focus;
humanistic, as it explores students’ needs and knowledge to
transform them; behaviorist, as it aims to develop specific be-
haviors; and psychoanalytic, through the inclusion of guided
symbolic activities. It is an open and flexible process that adapts
to students’ needs.

o In the third phase, the questionnaires from the first phase are
administered again to obtain post-program results regarding
the students’ sense of purpose.

o The fourth and final phase consists of conducting the relevant
statistical analyses described in the following subsection, fol-
lowed by an analysis of the results to assess whether the objec-
tives were met and to test the hypotheses, leading to the discus-
sion and conclusions.

Data Analysis

Data analysis was performed using the SPSS v22 statistical software for
Windows. After organizing the sample distribution based on the collect-
ed variables, the analysis was conducted in three distinct stages:
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Results

Reliability was analyzed to ensure that the scale exhibits consis-
tency, stability, and precision in the data, thereby enabling the
prediction and inference of results. The reliability of the PIL
was assessed using Cronbach’s alpha, as it is one of the most
widely recognized measures.

Validity was examined because reliability alone is insufficient to
support the legitimacy of the collected data; therefore, to ensure
that an instrument measures what it claims to measure, it is
necessary to consider validity (Bisquerra Alzina, 1987). Among
the various approaches to validity, content validity and con-
struct validity indicate that the instrument is suitable for mea-
suring what it is intended to measure. Content validity prevents
bias and erroneous inferences, while construct validity prevents
the use of inappropriate variables that are not significant. The
main component analysis procedure was used to relate the vari-
ables and reduce them to a smaller number of factors. This data
analysis technique was used to identify homogeneous groups
of variables from a large set of variables, reducing the dimen-
sionality of the data to simplify its subsequent interpretation
(Pardo and Ruiz, 2002) or to reduce the number of interrelated
variables to a smaller number of independent factors (Cor-
betta, 2003). To do this, a factor analysis was performed using
the principal components method, following the four charac-
teristic phases: calculating the matrix capable of expressing the
joint variability of all variables (commonalities); extracting the
optimal number of factors (principal components); rotating the
solution to facilitate interpretation; and estimating the subjects’
scores on the new dimensions (based on interaction or conver-
sion points) (Pardo and Ruiz, 2002).

The t-test for independent samples was applied to determine
whether there was a change in students’ life skills following the
implementation of the instructional unit or competency-based
learning situation.

First, a more reliable measure increases the likelihood of making a cor-
rect decision regarding the subjects of study—in this case, adolescents.
Reliability was assessed as internal consistency using Cronbach’s alpha,
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Table 1
Reliability of the PIL Administered to Adolescents
Time of Questionnaire PIL Scale
Administration Cronbach’s alpha | Number of items | Sample size
Prior learning experience 0.833 20 518
Post-learning experience 0.871 20 550
Total 0.854 20 1068

To examine the construct validity of the PIL, a principal compo-
nent analysis was used, and a multiple linear regression analysis was per-
formed on the resulting components, where a new variable summarizes
the scale into a single variable. First, the goodness-of-fit statistics for each
analysis were calculated using Bartlett’s sphericity test and the Kaiser-
Meyer-Olkin (KMO) measure of sampling adequacy.

As shown in Table 2, the Kaiser-Meyer-Olkin index for the PIL is
0.937 (higher than the required threshold of 0.800), indicating suitability
for a factor analysis of the variables. Furthermore, Bartlett’s sphericity test
indicates that the data fit an appropriate factorial model and that the vari-
ables can be reduced through factor analysis.

Table 2
Factor Suitability of the PIL Applied to Adolescents

Kaiser-Meyer-Olkin (KMO) 0.937
Chi-square 7,449.114
Bartlett’s sphericity test Gl 190
Sig. 0.000

Furthermore, the communalities of the variables were calculated
to determine the percentage of variance for each variable explained by
the developed model. As shown in Table 3, based on the communality of
the items, these are explained to an acceptable degree, as the values range

from 0.24 to 0.66.
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Table 3
Extraction method: principal component analysis (PCA)
PIL Extraction

PIL 1 0.446
PIL2 0.659
PIL 3 0.608
PIL 4 0.619
PIL5 0.655
PIL 6 0.632
PIL 7 0.399
94 PIL 8 0.519
( P PIL9 0.636
PIL 10 0.505
PIL 11 0.604
PIL 12 0.500
PIL 13 0.481
PIL 14 0.600
PIL 15 0.239
PIL 16 0.525
PIL 17 0.525
PIL 18 0.613
PIL 19 0.471
PIL 20 0.570

To extract the components, Kaiser’s criterion was followed, where-
by each component must have eigenvalues equal to or greater than 1. This
is visually illustrated through the embedded scree plots. In Figure 1, the
PIL scree plot shows a significantly higher weight for Component 1; there
is a sharp difference compared to Component 2 and the rest of the inven-
tory items, as these decrease gradually.
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Figure 1
PIL Scatter Plot Applied to Adolescents
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To interpret the data, it was decided to apply Varimax rotation to
the factors, which ensures the absence of correlation among the compo-
nents—a key consideration for constructing the variables that summarize
the scales through multiple linear regression analysis.

As shown in Table 4, after applying Varimax rotation following
the Kaiser method, four factors were obtained that explain 54.03% of the
variance, ensuring that the factors are unrelated and provide distinct in-
formation. The first factor accounts for 20.74% of the variance; the sec-
ond factor explains 14.27% of the variance; the third factor, 11.25% of the
variance; and the fourth factor, which has the lowest weight, accounts for
7.77% of the variance.
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Subsequently, using the Varimax rotation statistical procedure,
summary variables were constructed for each scale, i.e., using the factors
constructed for each scale, the total scores for each scale were estimated
via multiple linear regression analysis. In this way, a summary variable
was obtained for each scale, which facilitates the presentation of results
and interpretation, yielding four factors.
The first factor accounts for the largest percentage of explained
variance, at 20.74%. The set of items comprising this first factor in the
rotated component matrix were items 11, 6, 16, 4, 9, 12, and 17. Table 5
shows the name of the resulting first factor, as well as the PIL items that
comprise it along with their explicit content.

Factor 1

Capacity to live

Table 5
Items included in Factor 1 of the PIL for adolescents
Items
11 | I don’t have any set goals in life —I have well-defined goals.
6 If I could choose, I would rather not have been born
—than to live a life exactly like this one a thousand times over.
16 As for suicide, I've seriously considered it as a way out—I've
never thought about it.
4 | My personal existence has no meaning—it has great meaning.
9 My life is empty and hopeless—it’s full of good and exciting
things.
When I consider the world in relation to my life, it com-
12 . . .
pletely baffles me—it has meaning for my life.
17 I consider my ability to find meaning or purpose in my life
to be very good—it is nonexistent.

The second factor explains 14.27% of the variance and includes the
items listed in Table 6, which were labeled “life purpose” These items are
distributed across different factors in other studies, which is why a label
was chosen for this second factor based on the content of the items.
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Table 6
ltems included in Factor 2 of the PIL for adolescents

Items Factor 2

When I think about my life, I often wonder why I exist
—TI always see a reason for why I'm here.

13 | Im irresponsible—yet very responsible.

I haven't discovered any purpose or meaning in my life
20 | —I have very clearly defined goals and a sense of purpose

i Lif
that satisfies me. ife purpose

I haven’t made any progress toward my life goals—I've made
enough progress to be completely satisfied.

If T didn’t work, I'd like to do some things that have inter-
ested me—just wander around for the rest of my life.

The third factor in Table 7 explains 11.25% of the variance and
includes items 2, 5, 10, 19, and 1; it was named “life motivation.”

Table 7
Text of the Items Included in Each Factor 3
of the PIL for Adolescents

Items Factor 3

2 | Life always seems exciting to me—completely routine.

5 | Every day is constantly new—exactly the same.

Tackling my daily tasks is a source of pleasure and satisfac-

19 | . . . . . s
tion—a boring and painful experience. Life motivation

If T were to die today, I would consider my life to have been

10 worthwhile—not worthwhile at all.

1 | Tam usually completely bored—excited.

Finally, in Table 8, the fourth factor explains 7.77% of the variance
and comprises items 14, 18, and 15; it was named “freedom to live”
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Table 8
ltems included in Factor 4 of the PIL for adolescents

Items Factor 4

My life is in my hands and under my control—or out of

18 my hands and controlled by external factors.

As for death, I am prepared and not afraid—I am not pre-

15 pared and afraid of death. Freedom to live

Regarding a person’s freedom to make their own deci-
14 | sions, they are either completely free to choose or com-
pletely limited by their heredity and environment.

In short, Tables 5, 6,7, and 8 explain the composition of the factors,
and the contents of the items that led to the identification of these factors

in adolescents can be observed. Overall, Figure 2 shows the weight of the /99\
PIL factors applied to adolescents based on the percentage of variance 194
explained, as previously observed in Table 2 using Varimax rotation. 4

Figure 2
Representation of the weights of the PIL factors in adolescents

B first factor [ second factor [ third factor [l fourth factor

Next, Table 9 provides a comprehensive overview of the four re-
sulting factors and the items included in the PIL administered to the ado-
lescent sample.

Table 9
Factors of the PIL administered to adolescents
Factors Items Included
Capacity to Live 4,6,9,11,12,16,17
Life purpose 3,7,8,13,20
Life motivation 1,2,5,10,19
Freedom to live 14,15,18
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Regarding the second general objective, the results indicated that
the life skills program did not show significant differences. This result
was skewed by the inclusion of 32 participants who did not complete the
pre-program assessment, since participation in the program was volun-
tary and the questionnaire was anonymous; therefore, it was not possible
to determine which participants had completed the entire program and
which had joined after the program had begun and had not taken the
pretest, which affected the result (Table 10).

Table 10
Impact of the Life Skills Program

Time of Questionnaire N Mean Standard Standard
Administration deviation error
10 Pre-lesson unit 518 95.37 16.58** 0.73
PIL
(l) Post-teaching unit 550 94.93 18.47** 0.79
*p<0.1
** Significant differences in variances are assumed.

Another possible explanation for the results is that the life skills
program caused the subjects’ responses to be more diverse from one an-
other, since differences in variances were observed depending on when
the instrument was administered. At the pre-life skills unit stage, devia-
tions were centered around the mean and responses were more homoge-
neous, whereas at the post-unit stage, responses were more heterogeneous.
In the post-unit phase, greater diversity was observed in the adolescents’
responses to the PIL questionnaire.

Discussion

Regarding the first objective—the reliability and validity of the instru-
ments—it should be noted that the reliability of the scale measuring PIL
was studied by its authors, Crumbaugh and Maholick, using the split-half
method, yielding a Pearson correlation coefficient of 0.81 and a Spear-
man-Brown correlation coefficient of 0.90. Subsequently, Crumbaugh
(1969) obtained similar correlations (Pearson = 0.85 and Spearman-
Brown = 0.92). In the Spanish population, the following studies stand out:
Noblejas (2000), with a reliability coefficient of 0.88; Risco (2009), with
0.81; and Moreno (2013), who reported a reliability of 0.87 in university
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populations. Armas Arraez (2015) achieved higher reliability results in a
clinical population (Pearson = 0.90 and Spearman-Brown = 0.88).

The present study, using a sample of students aged 14 to 19 (in the 3rd
and 4th years of secondary school and the 1st year of high school), obtained
a Cronbach’s alpha value of 0.83 in the pre-teaching unit or competency-
based learning situation and 0.87 in the post-teaching unit or competency-
based learning situation, with a total Cronbach’s alpha of 0.85, which is con-
sistent with previous research. Regarding validity, a statistical significance
level of p < 0.001 (0.000) was observed, aligning with prior studies, while the
heterogeneity of the factors postulated by the authors in their factor analysis
was also noted. Four factors emerged from the adolescent sample:

« The first factor, labeled “capacity to live,” does not fully align
structurally with previous studies; however, it remains similar. 101
In Armas Arréez et al. (2018), five factors emerged that align /\CWD/\
with this one, termed “value of life” A similar composition is ‘
found in Noblejas (2011), Jonsén et al. (2010), Magana et al.
(2004), Risco (2009), and Garcia Alandete et al. (2013).

o The second factor, termed “life purpose,” was referred to as “ca-
pacity for meaning” in Armas Arraez (2015), with item 7 cor-
responding to this factor, as observed in the studies by Garcia
Alandete et al. (2013), Noblejas (2000), Jonsén et al. (2010), and
Risco (2009).

o The third factor was identified as “life motivation.”

 The fourth factor was named “freedom to live,” a domain where
establishing consensus has been difficult due to its heteroge-
neous distribution, although it bears similarities to the factor
termed “freedom” by Caro Beltran and Correa Arias (2023),
which includes two of the identified items (14 and 18).

Regarding the second objective, variations in the meaning of life
were observed following the implementation of the life skills program;
however, the expected results were not fully achieved because some par-
ticipants joined the program late and did not complete the pre-test. This
late enrollment skewed the results, and due to the participants’ anonym-
ity, their questionnaires could not be removed from the sample, which
constitutes a limitation of this study.

Even so, there is a positive takeaway: when discussing the life skills
program, the students suggested new additions, indicating that the interest
sparked in adolescents to acquire life skills was positively received. Fur-
thermore, the students openly expressed verbally after the experience that
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they perceived an increase in creative development, emotional intelligence
in problem-solving, interpersonal skills, self-esteem and self-efficacy, sense
of humor, resilience, generosity, and altruism, while also reporting greater
well-being. Therefore, we consider that their life skills improved.
It is necessary to implement more skills-based programs, as other

authors have indicated (Bisquerra Alzina, 2003; Bisquerra Alzina and
Pérez Escoda, 2007; Faure et al., 1972; Fischman, 2017; Farstad, 2004;
Goleman et al., 2002; Noblejas, 2011; Risco Lazaro and Sanchez Caba-
co, 2010). The life skills program implemented in this study integrated
personal, social, emotional, and spiritual skills so that knowledge can be
transformed into being. At this critical stage in adolescents’lives, and giv-
en the current global situation, life skills are essential for coping with life’s
challenges and promoting well-being.

102

(l) Conclusions and Limitations

The theoretical framework has demonstrated how fostering a sense of

purpose is closely related to the development of morality and values, self-

actualization, emotional intelligence, spirituality, resilience, and life skills

in adolescents.

In the empirical framework, the psychometric characteristics of
the PIL inventory were evaluated in an adolescent sample. The reliability
and validity of the PIL were found to be optimal, validating the hypoth-
esis that the inventory possesses sufficient psychometric quality for re-
search purposes within this demographic. Furthermore, the instrument
demonstrated strong psychometric properties, confirming its high reli-
ability and internal validity for use with adolescents.

The outcomes of the life skills learning experience intervention
were evaluated by comparing PIL scores before and after its implementa-
tion. The hypothesis was partially validated, indicating that the life skills
program does modify adolescents’ sense of purpose; however, the antici-
pated substantial increase in purpose was not observed. This outcome
may be attributed to the late inclusion of new participants during the
implementation phase, which potentially skewed the final results.

Limitations and Future Directions

One limitation of this study was the late enrollment of some students in

the competency-based learning experience, which skewed the results of

the experiential program. Due to participant anonymity, these question-
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© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 79-110.



MARIA MILAGROS ARMAS ARRAEZ

naires could not be removed from the sample, leading to an inflation of
the sample size in the post-intervention assessment and introducing a se-
lection bias. Conversely, the interest sparked among the students is viewed
as a positive outcome, as it generated positive word-of-mouth about the
program and motivated subsequent enrollment in the competency-based
learning experience focused on the meaning of life.

This study opens up several directions for future research:

o It is deemed necessary to publish the life skills program and
learning experience so that it can be replicated by other educa-
tors and applied in future research.

« To eliminate bias in future evaluations of the program’s impact
on the sense of purpose, it is reccommended to assign a unique

identifier to each participant. This would allow researchers to 103
track experimental attrition or late entries, ensuring that par- /\CWD/\

ticipants who join late can be excluded from the data analysis,
thereby validating hypotheses using only data from those who
completed the entire program.

o Utilizing the data collected via the ad hoc questionnaire, it is pro-
posed to analyze how specific demographic and socioeconomic
variables (such as gender, age, grade level, parents’ educational level,
family socioeconomic status, religion, and religious practice) relate
to or influence the development of adolescents’ sense of purpose.

From an academic and institutional perspective, it is proposed to
integrate this life skills program across all educational levels, either as a
cross-curricular component or as a standalone course starting in the first
year of secondary school (age 12). This approach aims to develop vital life
competencies and promote students’ personal, social, and academic suc-
cess, encouraging a shift from a mindset of “having” to “being”—a trans-
formation that requires positive, human-centered learning for life.
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Abstract

This paper addresses the current problems facing 21% century democracies, the threats and conflicts faced
by citizens, and how to mitigate the negative effects of growing atomization and authoritarian radicalism,
which are exacerbated by technology and digitalization. The aim is to present ethical and civic education as a
fundamental resource for human development and democratic life, understanding that critical thinking and
civic virtues lay the foundations for enjoying democratic values. It highlights the importance of equipping young
people with the democratic skills that will enable them to become responsible agents in a pluralistic and complex
social context. To this end, a methodology of critical analysis of articles and research studies has been followed,
providing results and reflections on both the current situation and pedagogical proposals aimed at revitalizing
democratic life. Therefore, the document initially presents an analysis of the state of the art and the foundations
of democracy, pointing out which democratic skills are most necessary today. Next, the importance of ethical-
civic education is justified, and finally, pedagogical proposals aimed at cultivating these skills are presented,
which are framed within dialogic learning, peaceful conflict resolution, and emotional education.
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Cultivating Democratic Skills in the 21st Century Society

El cultivo de competencias democrdticas en la sociedad del siglo XXI

Resumen

El presente escrito plantea la problemitica actual en las democracias del siglo XXI, las
amenazas y los conflictos a los que se enfrenta la ciudadania y de qué manera paliar los efectos
negativos de un atomismo y radicalismo autoritario creciente, que se agrava con las tecnologias y la
digitalizacion. El objetivo es presentar la educacion ético-civica como un recurso fundamental para
el desarrollo humano y la vida democratica, entendiendo que el pensamiento critico y las virtudes
civicas sientan las bases para degustar los valores democraticos. Se destaca la importancia de
capacitar a los jovenes con las competencias democraticas que les permitiran erigirse como agentes
responsables en un contexto social pluralista y complejo. Para ello se ha seguido una metodologia
de andlisis critico de articulos y estudios de investigacion que aportan resultados y reflexiones,
tanto sobre la situacion actual como propuestas pedagogicas orientadas a la revitalizacion de la
vida democratica. Asi, el documento presenta inicialmente el analisis del estado de la cuestion y los
fundamentos de la democracia, sefialando qué competencias democraticas son mas necesarias en
la actualidad; a continuacion, se justifica la importancia de la educacién ético-civica; finalmente,
se presentan unas propuestas pedagogicas orientadas al cultivo de dichas competencias y que se
enmarcan en el aprendizaje dialogico, la resolucion pacifica de conflictos y la educacién emocional.

Palabras clave

Democracia, educacion, ética, competencias, ciudadania, pensamiento critico.

Introduction

At this historic juncture in the 21st century, society is witnessing a rise
in radicalism, a decline in the democratic spirit, and the reemergence of
authoritarian political stances—proposals that seemed to have been con-
signed to the 20th century with the triumph of Western liberal democ-
racy (Fukuyama, 1992). This current landscape can be framed as a context
of “post-democracy” (Crouch, 2020) or “illiberal or anti-liberal democ-
racy” (Zakaria, 1997; Ylarri, 2015), manifesting through symptoms that
primarily threaten citizens and the core ethical and civic values of demo-
cratic life: equality, justice, and freedom. This baseline situation is further
compounded by prevalent societal individualism and atomization, a lack
of social and democratic commitment among younger generations, and
their limited participation in civic processes—all of which pose a serious
threat to democratic stability (Taylor, 2005).

Such a scenario is highly conducive to the emergence of radicalism
and extreme positions that undermine tolerance and mutual respect, as
seen in the rise of xenophobic, racist, or discriminatory attitudes toward
different belief systems. Consequently, polarized identities clash within
pluralistic and multicultural spaces which, in democratic terms, demand
respect for and recognition of equal human dignity to guarantee social
peace (Przeworski, 2022). This context is further fueled by a lifestyle of
conformity and adaptation that increasingly drives individuals inward.
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In an environment shaped by pervasive digitization and technological
transformation, individuals often take refuge in an anonymous reality,
lacking the critical capacity to navigate overwhelming amounts of infor-
mation and feeling desensitized by the accelerated pace of data delivery
(Rosa, 2016). This results in a vast, uncritical accumulation of data (Han,
2022) that defies comprehensive understanding. As mathematician Cathy
O’Neil (2018) noted, complex mathematical models are increasingly used
for political decision-making, leading not only to the perpetuation of in-
equality and discrimination but also to a new form of technocracy where
citizens are effectively sidelined by algorithms.

This situation constitutes the main problem of this research: it af-
fects individual development, self-concept, and identity formation, while
simultaneously threatening the foundations of community life—namely,

the ethical and civic values of freedom, justice, equality, and solidarity 113
that undergird democratic societies (Bauman, 2007). Therefore, the ob- @
jective of this study is to propose the viability of learning to live in a de- A

mocracy, under the premise that no one is born knowing how to appre-
ciate freedom or justice; rather, this is an educational task that requires
a strong cultural backdrop and a horizon of meaning. To address this
issue—which is of critical relevance given its impact on democracy as a
form of social and political organization—this paper proposes the pro-
motion of ethical-civic education as a fundamental mechanism for em-
powering citizens. This approach aims to help individuals exercise their
democratic competencies, rediscover essential civic values, and cultivate
a set of virtues that, alongside critical thinking, will revitalize an active,
responsible, just, and supportive citizenry (Jerome et al., 2024).

Consequently, this paper presents learning for democratic life as
a priority within citizenship education (Santisteban et al., 2018), empha-
sizing that living in a democracy is a learned behavior requiring specific
skills, attitudes, values, and knowledge.

The methodology used to justify this proposal is grounded, on the
one hand, in the immediate demands and challenges of the current socio-
political context and, on the other hand, in the recovery of the philo-
sophical foundations of democratic thought as a political system centered
on freedom and justice. To this end, a comprehensive literature review is
conducted, analyzing the primary classical theoretical proposals within
political philosophy. Additionally, the research includes a propositional
section that outlines a series of pedagogical proposals aligned with eth-
ical-civic education. These proposals are intended to serve as a practical
framework for cultivating democratic virtues, skills, and competencies
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for active citizenship. The goal is to prepare citizens to understand what
life in a democracy entails and to exercise their agency responsibly and in
solidarity, working for the common good and recognizing others as be-
ings possessing inherent dignity.

Finally, the paper presents relevant conclusions addressing the
challenges posed by the initial research question, delving into the role
of educators in this endeavor and exploring how the educational context
serves as a vital nexus for human development and the revitalization of
21st-century democracy.

A World in Cirisis Facing “Post-Democracy”

114 It is undeniable that the 21st century began at a critical juncture for
( 1) democratic systems, the effects of which are clearly evident in the cur-
l rent global landscape. This context is characterized by a globalization

that, while connecting us through communication and enabling us to live
alongside countless others, has simultaneously disconnected us from the
human issues closest to us. Consequently, situations of injustice are ren-
dered invisible, relegated to anonymity and to the margins of a society
focused strictly on the immediate. In this regard, it is worth highlighting
the role of social media and the dominance of technology and digitaliza-
tion; these forces drive a mass-oriented way of life that often feels hollow,
pursuing a false imperative of happiness that ultimately leads to disillu-
sionment and confusion (Pinedo Cantillo, 2024).

The accelerated pace of modern life not only impacts us individu-
ally but also leads to an alienation of the self, as Hartmut Rosa (2016)
points out, making it impossible to explore our authentic identity and
the deeper implications of our humanity. This alienation extends to the
community: as the capacity to pause and listen attentively to others di-
minishes, we lose sight of the importance of recognizing them as equals
and valuing their inherent dignity.

Likewise, the bonds that historically held communities together—
giving meaning to customs, beliefs, lifestyles, and shared understandings
of the world—are gradually eroding. Social cohesion, which is essential for
mutual recognition and solidarity-based agency, is fracturing. These emerg-
ing cracks weaken the very foundation necessary for human flourishing.

Furthermore, the complexity of a multifaceted identity is being
oversimplified. The habits that allow for mutual understanding beyond
the immediate—by returning to the origins and shared horizons of
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meaning from which genuine consensus is possible—are neither culti-
vated nor forged (Taylor, 1994, 2005). Cultural freedom is lost alongside
critical capacity, and the richness of context is nullified as cultural diver-
sity and the varied lifestyles of pluralistic societies are homogenized into
standardized patterns. Paradoxically, this reduction in cultural diversity
coexists with the extreme radicalization of certain cultural practices and
viewpoints. This polarization generates conflicts and clashes between op-
posing stances —at times escalating into violence and hate speech— that
undermine the foundations of communal life, trust, and security required
for a healthy democracy (Gracia Calandin & Sudrez Montoya, 2023).

All these factors undermine democratic life, suggesting that we
may be entering an era of “post-democracy; where the democratic system
has become so distorted that it fails to function or respond to the political

organizational needs of states aspiring to be governed by the principles of Llj
equality, justice, and freedom (Gozalvez Pérez et al., 2023). ’\CD
In the absence of a robust system, some states claim to be demo- JIs

cratic yet include extremist and authoritarian groups within their politi-
cal landscape. These factions deploy radical rhetoric that polarizes public
opinion, leaving no room for dialogue or the pursuit of common ground
(Bauer et al.,2021). Furthermore, political institutions are deteriorating—
a shift that citizens interpret as a cause for mistrust due to issues such as
corruption, embezzlement, institutional inefliciency, and a blurred sepa-
ration of powers. While nominally democratic, these regimes function
as weak democracies for several reasons: they may be fledgling demo-
cratic states with limited democratic traditions and authoritarian origins,
thus requiring a strengthening of their baseline foundations and values
(Albertus & Menaldo, 2018); alternatively, they may be historically es-
tablished, strong democracies that have weakened over time by failing to
safeguard essential pillars of democratic life, such as fundamental free-
doms, pluralism, critical civic participation, respect for minorities, a free
and diverse press, a multiparty system, security, and the basic civil rights
of all groups within civil society. '

Both scenarios suffer from democratic deficits that must be ad-
dressed if we are to remain committed to a democratic political system
(Bauer et al,, 2021). The following section outlines the democratic foun-
dations that justify the relevance of pedagogical proposals capable of con-
tributing, through ethical and civic education, to strengthening citizens’
democratic competence and revitalizing democratic life in 21st-century
societies, utilizing an approach centered on the acquisition of skills, at-
titudes, and values that facilitate competency development.
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Fundamentals of Democratic Life

In its origins, democracy was conceived as a participatory and direct
government by the people, albeit with a distinct degree of elitism em-
bedded in the concept of citizenship. In Athens and the Greek city-states
of classical antiquity, those considered citizens were limited to a small
fraction of the population—specifically, free adult males who were not
foreigners. The capacity for participation—and, consequently, the recog-
nition required to exercise that freedom—was highly restricted; equality
was not understood as equal treatment or the recognition of rights for all
inhabitants of the polis, but only for those who could truly conceive of
themselves and be recognized as full citizens (Bovero, 1987).

Therefore, we must look to the Modern Era to understand the re-

116 surgence of democracies in the West. Through this transition, an alterna-
(I) tive perspective emerged for interpreting freedom and equality. This ap-
proach, contrasting with the democracy of the ancients, defines modern

democracy. It can be categorized according to Benjamin Constant's—and
later Isaiah Berlin’s (2001)—conceptualizations comparing the liberty of
the ancients with that of the moderns.

Modern democracy is inherently representative and characterized
primarily by the separation of powers; moreover, every individual is rec-
ognized as a rights-holder with an equal capacity to participate in demo-
cratic life. The classical restrictions on the concept of citizenship were
lifted, establishing the premise that every person is eligible to exercise
their rights of participation, at least through universal suffrage. Histori-
cally, however, exceptions to this universality arose, based precisely on an
alleged lack of capacity to participate on equal terms or to exercise rights
and freedoms responsibly. Full citizenship, therefore, is not something
acquired simply by being born in a particular territory; it requires legal
status and institutional recognition.

The liberalism characteristic of modern society undoubtedly rep-
resents significant social progress regarding individual rights and free-
doms when contrasted with the oppression of pre-modern regimes. Since
the seventeenth century, authors such as John Locke—and, in a more de-
veloped form in the mid-nineteenth century, John Stuart Mill (1988)—
have emphasized the central role that individual freedom must play in
society. However, although the concept of “negative liberty” (Berlin, 2001)
constitutes an indispensable safeguard against totalitarianism—a validity
that must be acknowledged in both Mill and Berlin—it nevertheless pres-
ents certain shortcomings for the purpose of cultivating democratic com-
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petencies. In this regard, Taylor (2005) analyzes the limitations of nega-
tive liberty and proposes a positive conception of freedom. According to
this view, it is insufficient to merely assert that liberty is a right; rather, it
must be understood as an exercise. Otherwise, it risks remaining a mere
declaration on paper with no mechanism to make it effective—i.e., to act
and be free. In other words, even if an individual encounters no external
interference or obstacles—as negative liberty posits—this absence alone
does not guarantee the actual exercise of freedom. To achieve this, it is
essential to recognize the material conditions of existence, including so-
cial, historical, and political contexts. Special emphasis must be placed on
social ties and the actors’ horizons of meaning, as these factors either fa-
cilitate or hinder the actual exercise of freedom. Understanding freedom
as an exercise implies a critique of social atomism, shifting the focus to-
ward the social bonds that shape society and facilitate free action. In this
sense, education for democratic citizenship is key, as it helps to critically
assess these contextual conditions, which are essential for understanding
the true exercise of freedom (Santisteban et al., 2018).

Consequently, following classical authors such as John Dewey
(1995) or contemporary thinkers like Nussbaum (2010), there is an in-
trinsic relationship between education and democracy, since education
is the primary vehicle for forming active, responsible, and committed
citizens. Education for participation, democracy as a way of life, and the
promotion of ethical and civic values —such as justice, equality, freedom,
solidarity, and dialogue— are foundational pillars of teaching (Gracia Ca-
landin, 2020). To be genuinely exercised, the status of democratic citizen-
ship requires both competence (the aptitude or know-how) and capacity
(the real freedom to fulfill the role that characterizes a responsible, free,
and just citizen). This democratic competence is acquired through ethi-
cal and civic education, which cultivates the virtues, habits, and abilities
enabling its development while simultaneously fostering awareness of the
profound responsibility that this type of agency entails.

Democratic Competencies for the Effective Exercise
of Citizenship

This section outlines the competencies required for citizens to effectively
exercise their power and sovereignty within a democratic system, thereby
safeguarding the foundations and values of democratic life in 21st-cen-
tury societies.
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First, citizens need to cultivate critical thinking grounded in an
embodied rationality (Cortina Orts, 2007)—as opposed to an instru-
mental or calculating one—directed toward the holistic development of
individuals and communities (Barrientos Rastrojo, 2024). Faced with an
overwhelming influx of information, alongside systematic attempts at in-
doctrination and polarization by populist or authoritarian factions (Han,
2022), citizens must possess the capacity to critically analyze, select, and
process information. This capability allows them to distinguish between
truth and falsehood, and between communication designed to manipu-
late and data disseminated merely to generate confusion or obscure es-
sential issues. Furthermore, the populist discourses proliferating across
the political landscape demand rigorous critique to accurately assess the
underlying intentions of political parties or media outlets that have com-

113 promised their integrity by partisan bias, relying on fake news or the dis-
(I) torted presentation of facts.
This critical disposition also enables individuals to evaluate per-

sonal prejudices, ungrounded opinions, and underlying arguments, ex-
ercising a capacity for self-criticism that dismantles cognitive biases and
discriminatory stances (Barrientos Rastrojo, 2024). Critique requires ra-
tional justification; however, specifying the nature of this rationality is
vital to avoid the pitfalls of purely instrumental or calculating reasoning.
Instrumental logic often approaches civic issues from an exclusionary
standpoint, exhibiting little sensitivity toward arguments rooted in feel-
ings, traditions, or customs that imbue communities with meaning but
defy quantitative calculation. These elements pertain to personal roots
and moral obligations (Cortina Orts, 2007, 2024) rather than algorithmic
efficiencies. In contrast to the ubiquity of artificial intelligence in contem-
porary technologically advanced societies, “cordial reason” and “embod-
ied reason” appeal to what fundamentally humanizes us—through the
body and the heart. This perspective acknowledges human beings as enti-
ties who simultaneously think, reason, and feel, thereby establishing em-
pathy as the foundational step toward the recognition of the other. While
empathy is frequently an ambiguous term, this framework advocates for
a form of “ethical compassion” directly intertwined with critical capacity,
since reason and emotion, or discernment and feeling, are intrinsically
linked (Gracia Calandin, 2020, 2023). This synthesis manifests as a cre-
ative sentimental education (Paris Albert, 2022b).

Second, closely linked to this embodied rationality and critical
thinking, are language and the capacity for speech—the logos of classi-
cal antiquity, as articulated by Aristotle. It is this uniquely human fac-
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ulty that, through reason and language, allows us to discern between the
just and the unjust, the true and the false, and the harmful and the good.
When this logos engages with another, it transforms into dialogue; thus,
rational inquiry and the pursuit of truth occur intersubjectively through
language, conversation, and the exchange of words, enabling individuals
to understand the reasons, feelings, and perspectives of others (Tamarit
Lépez, 2025).

Evidently, dialogic competence is foundational for mutual under-
standing, peaceful conflict resolution, reaching consensus on controver-
sial issues, and fostering empathy. These actions constitute the core of
democratic life and provide the baseline for active civic participation
within the public sphere (Dewey, 1995; Nussbaum, 2010).

Third, life in society demands cooperation and solidarity to sustain

communal bonds and meet basic human needs, particularly those of the 171/,9
most vulnerable, given that all individuals require the assistance of oth- ’\CD
ers at various stages of life. Recognizing this inherent vulnerability and I

the precarity associated with isolation becomes starkly apparent during
periods of frailty—such as illness, old age, or disability—yet it remains a
permanent feature of the human condition. Consequently, citizens must
commit to maintaining social cohesion and fostering the cooperative
processes that preserve interpersonal bonds (Barrientos Rastrojo, 2024).
These connections, rooted in ethical compassion, mutual recognition,
care, and civic friendship, are cultivated within community life. They drive
acts of solidarity—the deliberate willingness to act on behalf of others in
need—out of a sense of shared humanity or other ethical imperatives that
compel us to alleviate suffering and redress injustice (Nussbaum, 2010
Gracia Calandin, 2020, 2023).

Sustaining these bonds as catalysts for altruistic action aimed at
the common good requires the cultivation of specific moral feelings.
Emotional education and the development of civic virtues serve as the
keystone for achieving genuine mutual recognition and active respect
among individuals, whether within a local community or as part of global
humanity (Tamarit Lopez, 2022; Paris Albert, 2022b).

Fourth, this framework emphasizes cultivating the ethical feeling
of compassion and acquiring a robust sense of justice to prevent indif-
ference toward the suffering of others (Gracia Calandin, 2023; Gozalvez
Pérez, 2025). This competency involves developing a sensitivity to in-
justices, alongside the capacity to denounce them and act on behalf of
disadvantaged groups to advance equity and social equality. Within a
democratic framework, the presence of the other —regardless of differ-
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ences— cannot be ignored; recognizing equal human dignity obligates
the collective to demand freedoms, rights, and opportunities under equi-
table conditions. While a sense of justice provides the capacity for moral
outrage, compassion allows individuals to understand the suffering of
others and translates that understanding into decisive action.

Fifth, and finally, citizens must become conscious of their shared
responsibility toward the community to achieve the common good. Mu-
tual recognition, social connections, and a sense of belonging cultivate
a responsibility toward the institutions and individuals with whom we
identify, counteracting the individualism and atomism that isolate and
fragment contemporary society. This responsibility entails managing col-
lective affairs, sustaining community life, and preserving its foundational
elements, while remaining open to new perspectives and broadening ho-

120 rizons through critical thinking and an understanding of alterity (Taylor,
(I) 2005). Accordingly, promoting intercultural dialogue requires a cosmo-
politan competence (Nussbaum, 2010) that expands our ethical perspec-

tive and identity from the local to the global, fostering inclusion and valu-
ing the inherent richness of human diversity.

Justification for Ethical and Civic Education
in Cultivating Democratic Competencies

The development of democratic competencies is fundamental to the ex-
ercise of citizenship. However, these competencies cannot be achieved
unless they are intentionally cultivated and taught, as they require habits,
systemic training, and the capacity to respond to situations that demand
civic action (Suarez Montoya et al., 2024).

o For their part, Teegelbeckers et al. (2025) identify six relevant
practices for fostering democratic competence:

o Meaningful engagement

o Incorporation of multiple perspectives

o Reflection on solutions from divergent viewpoints

o Independently gathering and presenting information

o Implementation of sociopolitical measures

o Critical reflection on the topic at hand

The ideal discipline for developing these competencies is ethical-
civic education, as it focuses on cultivating virtues and moral feelings,
facilitates value learning, and regards reasoning and dialogue as central
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to the educational process. Within this framework, the objective is not
indoctrination, but rather deliberating and arguing about what is under-
stood to be just, good, or correct (Conroy, 2020).

Ethical-civic education is not restricted solely to formal educa-
tional contexts; it must also be embedded within community life, family
structures, and civil society (Garcia Lopez et al,, 2011; Gozalvez Pérez,
2025). Indeed, numerous settings provide individuals with the opportu-
nity to develop and exercise their democratic competencies. Nevertheless,
the formal educational context offers an exceptionally conducive environ-
ment for creating structured opportunities for interaction and dialogue.
This learning process requires practice, activity, and active engagement—
involving individuals not only cognitively but also emotionally—and re-
lies on the presence of others for genuine interaction and recognition

to occur. Ultimately, citizens must possess the actual capacity to act and 1 gﬁ 1
deploy these competencies at the appropriate moment. If opportunities ’QD)
for such development are absent, learning remains incomplete and insuf- I

ficient because, like any habit, civic competence is forged through prac-
tice and repetition (Lipman, 2003; Paris Albert, 2022a).

Consequently, a philosophical rethinking of the foundations of
education is essential (Aguilar Gordén & Collado Ruano, 2025). More
specifically, for the cultivation of democratic competencies, ethical and
civic education must be rooted in conceptual foundations that justify de-
mocracy as a framework for political organization within which to ex-
ercise freedom and uphold the values of justice, equality, solidarity, and
dialogue (Conroy, 2020). We situate these foundations within the realm of
human rights and the capabilities-based approach to sustainable human
development (UNESCO, 2015, 2021).

On the one hand, human rights lay the groundwork for a univer-
salist ethical theory that serves as the foundation for advocating an in-
tercultural ethic and a cosmopolitan approach (Schaffer, 2015)—one that
remains open to the inclusion of individuals with diverse cultural back-
grounds and worldviews distinct from the prevailing norm (Nussbaum,
2010). Thus, the differences characteristic of today’s pluralistic societies
can be addressed without forcing individuals to renounce their own cul-
tural identity or distinctive traits by focusing instead on the social bonds
that coexistence itself generates, thereby achieving a greater degree of so-
cial cohesion (Gracia Calandin, 2020).

On the other hand, referencing sustainable human development
highlights the necessity of orienting civic actions toward a development
model focused on people and their functional capacities. As the capa-
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bilities approach—advocated for decades by Amartya Sen and Martha C.
Nussbaum—maintains, this involves providing individuals with real op-
portunities to lead lives they have reason to value. What is essential is that
people possess the means to act, be, and do what they deem valuable—el-
ements that imbue their lives with meaning and afford them the freedom
to pursue their own life plans—while explicitly factoring in sustainability.
This implies respect for present and future generations, as well as respon-
sibility toward the environment and vital, scarce resources. From this per-
spective of human development, democracy can be understood as the
optimal vehicle for fostering capabilities and expanding personal, social,
and economic opportunities (Sen, 2000; Nussbaum, 2010).

Finally, it is essential to distinguish between capabilities—under-
stood here as measures of positive or substantive freedom that enable

122 people to effectively execute their life plans—and competencies or skills.
(I) More specifically, regarding democratic competencies, the Council of Eu-
rope (2016) provides the following definition:

The ability to mobilize and use relevant values, attitudes, aptitudes,
knowledge, and/or insight to respond appropriately and effectively to
the demands, challenges, and opportunities posed by democratic and
intercultural situations. Competence is approached as a dynamic pro-
cess in which a competent person actively and flexibly mobilizes and
uses a range of psychological resources to respond to new circumstanc-
es as they arise (p. 6).

The Art of Conversation as the Key to Democratic Life

In previous sections, it has been noted that dialogue is one of the most
powerful tools in democratic life. It is considered key because citizens
use speech to express their viewpoints and opinions, as well as to listen
to those of others, on topics that may or may not be directly related to
politics. Dialogue does not inherently involve confrontation; however, the
exchange of reasons or views can naturally give rise to disagreements or
divergent perspectives on a given issue. In such cases, dialogic compe-
tence prevents this exchange from being cut short, ensuring the continu-
ity of the communication. Rather than dividing us, dialogue should foster
proximity by allowing the free expression of thought, provided specific
conditions are met for a truly fruitful exchange to occur. According to
Boontinand and Forstenzer (2024), these essential conditions include ac-
tive respect, active listening, and sincerity in expression; speaking from
Sophia 41: 2026.
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one’s own perspective; providing arguments and justifications for one’s
opinions; critically reviewing and reflecting on one’s own thoughts; and
the capacity to shift viewpoints, reach consensus, or accept dissent with-
out undermining peaceful coexistence or resorting to violent behavior.?

To the reader, conversation may seem like an everyday activity learned
almost by osmosis due to our social nature; however, genuine conversation
happens neither automatically nor spontaneously. While human beings learn
to speak through early socialization, language acquisition alone does not
make speakers effective conversationalists. Even a sophisticated command of
language in adulthood is insufficient for functioning adequately in dialogic
settings. Conversation requires a process of deliberate, practical learning; it
is an art—a skill that must be systematically cultivated—and its practice re-
quires the mastery of specific techniques and procedural know-how.

If democracy demands dialogue and conversation to resist authori- 123
tarianism, populist domination, or discursive manipulation, it is clear that C D)
we must foster this art of conversation. Deliberation, as an essential re- A

source of democratic life, requires identifying and overcoming both vis-
ible and invisible obstacles, such as the deeply ingrained prejudices and
preconceptions that restrict dialogic exchange (Lipman, 2003; Gozalvez
Pérez, 2025; Gozalvez Pérez et al., 2023).

That said, it is easy to conflate the art of conversation with mere
rhetoric. Succumbing to this misconception traps communication with-
in the realm of manipulation, dialectical struggle, the ridicule of oppo-
nents, and an inability to reach the consensual agreements necessary for
the common good. Rhetoric is indeed an art, but it serves fundamentally
different purposes, as Plato famously illustrated in his dialogue Gorgias.
Those who employ rhetoric do not always seek truth or the common
good; they are often less concerned with listening to the interlocutor than
with defeating them, aiming to impose their own perspective as if it were
already uniquely valid. This monological approach precludes genuine di-
alogic practice, as it eliminates the exchange needed to discover common
ground through reason and the spoken word; the rhetorician’s starting
point and destination are already rigidly predefined.

 Learning to converse requires, first, recognizing and respecting
the other as a valid interlocutor.

 Second, building upon this baseline of respect, individuals must
practice active listening and respond from their own perspective,
directly addressing the interlocutor’s arguments and critically re-
flecting on their own position in light of these differences.
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o Third, participants should aim for consensus—or at least main-
tain a clear intention to advance the exchange of ideas—there-
by broadening the shared horizon of meaning within which the
conversation is framed.

Education must intentionally address this dialogic learning to ful-
fill the democratic purposes outlined above (Teegelbeckers et al., 2025).
Mastering this skill within democratic societies to facilitate coexistence
and mutual understanding requires both substantive knowledge and pro-
cedural practice, operating within a framework where active respect pre-
vails over mere tolerance (Forst, 2014).

The cognitive dimension of this learning manifests through ac-
tivities of structured inquiry, information-seeking, and the application of

124 critical thinking to analyze and evaluate data or sources (Valles Molina &
% ) Rivas Lara, 2025; Paris Albert, 2022a).
l Conversely, the procedural dimension involves cultivating spaces

of encounter where individuals can engage in face-to-face conversation,
exchange perspectives, articulate arguments, and clarify their points ac-
cording to the specific context of the discussion. This practice is only ef-
fective when participants are placed in situations that demand a direct,
intentional encounter with the other.

Ultimately, these spaces for intersubjective exercise must be cham-
pioned throughout civil society—within schools, civic associations, and
neighborhood groups—as well as within institutional and corporate sec-
tors. These are the concrete contexts where agreements must be forged to
build robust communities.

The educational framework is exceptionally conducive to these
practices, serving as a laboratory for innovative pedagogical proposals
that promote dialogic practice and democratic competencies. Deploying
active, deliberative methodologies—such as Lipman’s (2003) model of
“communities of inquiry;” which stimulates reflection, critical thinking,
and collaborative problem-solving through deliberative practice—is vital
for integrating dialogue into classroom instruction and preparing stu-
dents for democratic life (Tamarit Lopez, 2025).

Likewise, educational innovation in this domain must be critically
tied to a broader social commitment to community improvement. In-
novation should not be pursued for its own sake or merely to boost aca-
demic performance and isolated skill acquisition. Rather, it must convey
to students the foundational values and transformative power of an edu-
cation designed to secure collective achievements, social justice, and the
common good (Jasso Alfieri et al., 2025).
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Peaceful Conflict Resolution as a Democratic Competency

One of the democratic competencies identified by the Council of Europe
(2016) is the ability to resolve conflicts peacefully. This competency in-
volves listening to the parties involved and seeking consensus, thereby
reducing the likelihood that violence or intolerance will prevail in the
conflict situations that inevitably arise in communal life (Galtung, 2003).

Education for the philosophy of peace is essential in the current
global context, where polarization and radicalism in pluralistic settings
generate dissent as well as intercultural and ideological clashes; these
must be constructively redirected to prevent violent or discriminatory
responses to alterity. The objective is to promote educational method-
ologies and strategies—such as mediation and restorative practices—that
foster the art of peacemaking from the perspective of a culture of peace.
This paradigm posits that human beings are fully capable of treating one
another with care and tenderness, as well as with justice and equity, on
both personal and institutional levels (Martinez Guzman, 2009, 2015;
Paris Albert, 2022a, 2025; Steele & Garcia, 2024; Comins Mingol, 2009).
Consequently, it becomes possible to address escalating violence and its
accompanying social ills, such as exclusion, discrimination, poverty, and
marginalization. This is not a utopian aspiration, but rather a realistic goal
characteristic of a democratic society striving to realize human rights and
ethical-civic values.

Once again, schools emerge as an ideal setting for nurturing this
culture of peace and equipping individuals with the skills required for me-
diation and restorative justice —namely, dialogue, empathy, mutual rec-
ognition, active respect, and care for interpersonal relationships. The Phi-
losophy for Children framework offers a methodology that develops the
attitudes and competencies enabling students to view themselves as active
mediators (Valles Molina & Rivas Lara, 2025; Orts Garcia, 2025). Within
this approach, they become capable of addressing conflicts through re-
flection and empathy, collaborating with others to seek agreements that
facilitate resolution and, where appropriate, the restoration of harm and
fractured relationships. Therefore, the goal extends beyond mere conflict
resolution; it encompasses restoring and inventing new modes of rela-
tionship that allow individuals to understand one another and coexist,
enabling each person to pursue their life’s purpose without undermining
the foundations of democratic life (Vazquez Recio et al., 2024).

In this regard, Martinez Guzman’s (2009, 2015) “philosophy for
making peace” approach is highly enriching, as Sonia Paris Albert (2025)
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asserts, since it allows educators to orient teaching toward the construction
of peaceful social environments —settings where individuals develop their
peaceful capacities rather than violent impulses when faced with conflict.
In this manner, societies are built where the presence of peaceful means
and environments is more visible and recognized as a viable alternative to
violence. Violence, unfortunately, is often more striking, more prominent
in the media, and more visible among the life choices perceived by citi-
zens, who sometimes lack the opportunity to consider alternative courses
of action. Following Herrero Rico (2021), Paris Albert (2025) emphasizes
the importance of philosophical pedagogical approaches to peacemaking,
linking their development directly to the pursuit of social justice:

I am referring, for example, to pedagogical dynamics that foster cooper-

126 ation, perception, empathy, active listening, integrative skills, nonviolent
3 communication, recognition, etc (Herrero Rico, 2021). In other words,
(l) a whole series of competencies that are, at the same time, a sine qua non

for social justice (Paris Albert, 2025, p. 6).

In the educational setting, peaceful conflict resolution translates into
school mediation processes that serve as a vital resource for positive coex-
istence while providing students with the opportunity to learn as citizens
who can respond peacefully. Operating from a perspective of positive peace,
they develop the capacity to deliberately choose peace over violence as an
effective behavioral option (Paris Albert, 2022a). Ultimately, it is a matter of
educating —about’ violence, rather than —for’ violence; according to Parfs,
this involves explicitly acknowledging that violence exists and that we must
learn to respond to it —ideally, without resorting to further violence.

In turn, school mediation is intrinsically linked to the dialogic
competence and critical thinking addressed in previous sections, both of
which dismantle prejudices and ideological barriers (Fisher,2007). School
mediation cannot function effectively unless we demonstrate that the
value of dialogue in a democratic society—and for positive coexistence—
demands the systematic cultivation of moral sentiments and emotional
competencies such as empathy, compassion, and moral indignation.

Emotional Education as the Key to Promoting Inclusion
and a Culture of Peace

Rafael Bisquerra (2008,2011) argues that emotional education constitutes
an education for life, which is fundamental to active citizenship. This ap-
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proach involves preparing individuals to respond effectively to the social
needs they encounter throughout their lives, acknowledging that they are
inherently sentient and emotional beings. Emotional education is thus
conceived as a continuous, lifelong process aimed at fostering emotional
competencies as a core element of holistic human development, ultimate-
ly equipping individuals for life’s challenges.

The development of core emotional competencies reduces vulner-
ability to emotional distress situations that expose individuals to dys-
functions such as stress, impulsivity, and aggression—states that generate
harmful effects on personal well-being. Consequently, the ultimate goal of
emotional education is to maximize constructive tendencies while mini-
mizing destructive ones. This process fosters greater emotional aware-
ness and management, enhances the ability to generate positive emotions

while mitigating the impact of negative ones, and cultivates self-moti- 127
vation alongside a positive attitude toward life. Furthermore, empirical ’QD)
studies link emotional education to academic performance and student AL

success. Through psychoeducational interventions, individuals achieve
greater emotional regulation, stress management skills, and frustration
tolerance, benefits that extend even into higher education settings (Rojas
Cadena et al., 2024; Ferragut & Fierro, 2012).

Complementarily, Nussbaum (2014) identifies political emotions
that foster positive coexistence, such as compassion and love, as well as
those that emerge during conflict, namely shame, hatred, and disgust.
Both categories demand the attention of an educational system that takes
seriously the holistic development of individuals with a view toward the
common good and the public sphere (Paris Albert, 2022b).

The emotional education programs presented by Bisquerra (2008,
2011) are particularly relevant because they are implemented in formal
educational settings and focus on the acquisition of five core emotional
competencies: emotional awareness, emotion regulation, self-motivation,
social-emotional skills, and the relationship between emotion and sub-
jective well-being—the latter providing the conditions for optimal expe-
riences and actions oriented toward well-being.

For these programs to be successful, they must be combined with
educational innovation across all levels, since pedagogical methodologies
vary in their alignment with emotional education and their capacity to
promote educational inclusion (Ferragut & Fierro, 2012). Pedagogically,
the most effective resources are those requiring high student participa-
tion and active engagement in both the learning process and the co-con-
struction of knowledge (Moraga & Soto, 2016). Cooperative, team-based
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activities that promote self-motivation and emotional awareness serve as
valuable tools for inclusion and academic success (Tamarit Lopez, 2022).
Students trained under these active methodologies become more empa-
thetic; they develop skills that allow them to take responsibility, recognize
their own abilities, improve their self-esteem, and appreciate the value of
others. In doing so, they cultivate a self-critical, self-aware, and responsi-
ble character, gaining the autonomy to make independent decisions while
considering the needs of the collective. They learn to forge consensus co-
operatively, moving beyond self-centered perspectives to broaden their
horizons of meaning.

These lessons are essential for fostering active and responsible
citizenship. Emotional education programs implemented in classrooms
aim to promote the emotional, social, and personal well-being of the en-

1238 tire educational community (Ferragut & Fierro, 2012). This systemic im-
(I) provement in well-being nurtures positive coexistence, prevents a range
of socio-emotional dysfunctions, and empowers individuals to resolve

conflicts peacefully. Consequently, these programs not only include di-
verse individuals but actively promote a sustainable culture of peace.
Individuals who develop emotional intelligence possess the social-
emotional skills required to understand themselves and express their
feelings assertively. They are also more empathetic and better equipped
to understand others, taking external interests into account and resolving
conflicts through dialogue rather than violence. However, it is essential to
link this emotional education to a foundational ethical and civic frame-
work. It is not merely a matter of achieving emotional or social well-being,
but of “living well” in the strict ethical sense; this means attaining a good
life and fulfilling a life project that one has reasoned to value (Tamarit
Lépez, 2022). In this manner, individuals develop a commitment to core
ethical values that democratic societies embody as the bedrock of com-
munity life: respect, equality, solidarity, compassion, justice, freedom, and
integrity (Santisteban et al., 2018). These values enable human beings to
actively shape the world, adapting reality to human demands and offering
the opportunity to experience a meaningful, peaceful existence.
Learning these values in school requires a deliberate instructional
effort paired with active discovery and appreciation on the part of the
students. Ultimately, the goal is to develop students™ capacity for ethical
discernment, enabling them to recognize what is intrinsically valuable in
reality. When combined with education in reflection and critical reason-
ing, emotional and ethical education ensures the holistic formation of indi-
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viduals, empowering them with the moral, emotional, and social capacities
required to pursue a good life (Gracia Calandin & Tamarit Lopez, 2021).

Such citizens possess the potential to develop a compassionate
imagination that fosters mutual recognition and active respect. When
deployed, this compassionate imagination awakens empathy and drives
ethical reflection, as the narratives of others challenge them to think and
act without divorcing reason from moral sentiments. It is, therefore, a
matter of educating in compassion —the ethical virtue that enables “the
recognition of the dignity of every human person” (Gracia Calandin,
2020, p. 125). Those educated within this framework not only experience
moral outrage in the face of injustice but also feel a profound sense of
responsibility toward those who suffer, compelling them to offer help and
act on behalf of the victims.

129
o First,a humanities-based education inherently fosters the culti- /\CWD/\
vation of imagination, reflection, and reasoning through narra-

tives, artistic resources, and learning situations that draw upon
historical memory or contemporary social analysis (Nussbaum,
2010,2014).

« Second, the analysis of moral dilemmas effectively stimulates
critical and alternative thinking, ethical reasoning, value recog-
nition, and the development of empathy and a sense of justice.

o Third, the implementation of dialogic methodologies—specifi-
cally those based on thinking routines and a structured culture
of thinking (Moraga & Soto, 2016)—cultivates fundamental
moral capacities, personal and social reflection, metacognition,
and prosocial behavioral change (Jerome et al., 2024).

All of this underscores the importance of establishing a classroom
climate dedicated to collaborative reflection. When these routines and
cognitive skills become an integral part of the individual’s personal tool-
kit, learning becomes transferable to other life situations, enabling citi-
zens to choose the most appropriate and just options for themselves and
their communities.

Conclusions

Learning for democratic life must be meaningful for students, ground-
ed in a clear ethical and holistic foundation, and attentive to the various
spheres of individual and community life. This paper has outlined the
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democratic competencies required to live in a democracy and to exercise
citizenship in an active, responsible, just, and supportive manner.
Acquiring these competencies requires a structured context, such
as that provided by the educational setting, which enables individuals to
come together in an atmosphere of interculturality, embracing the full di-
versity of contemporary pluralistic societies. To this end, a series of peda-
gogical proposals have been presented that place individuals at the center,
alongside their inherent dignity and the respect they deserve. Simultane-
ously, these proposals delve into the necessity of cultivating reasoning,
critical thinking, dialogue, and emotional and virtuous development—di-
mensions that collectively facilitate the learning, experience, and appre-
ciation of values in real life. It is crucial to emphasize educational innova-
tion in philosophy—at least regarding ethics education—and to support

130 competency-based learning as a vital mechanism for addressing the
(I) 21st-century democratic crisis (UNESCO, 2021). Furthermore, advances
in neuroeducation—and neuroethics specifically—must be integrated

into the development of philosophy instruction and citizenship educa-
tion (Gracia Calandin, 2020). Before designing pedagogical proposals for
ethical and civic education, it is essential to engage in a profound reflec-
tion on the ultimate purposes of education and the specific challenges to
which citizens in a democratic society must respond.

Educators, therefore, share a professional commitment to further
their own development and to transform classrooms and schools into
safe, free spaces. In these environments, the constructive management,
resolution, and restoration of conflicts can serve as a practical model for
students as future citizens —offering a valuable alternative to violent op-
tions that violate human dignity or are perpetuated by systemic preju-
dices and social ills (Vazquez Recio et al., 2024). Educators themselves
must serve as role models for students, as the school, which must explic-
itly define its own ethical character and the civic principles undergirding
its educational mission (Jerome et al., 2024). In the case of schools within
democratic states, institutions must respect both the laws that regulate
them and the legitimacy that justifies them as places where humanity and
democratic citizenship are cultivated. They must flatly reject manipula-
tion, indoctrination, or mere technical instruction—practices through
which educational institutions shirk their democratic responsibility un-
der the guise of being impartial or neutral regarding world events.

Likewise, schools must define themselves as spaces where students
can enrich themselves and grow holistically, acquiring the resources to
develop skills and abilities that foster awareness of their own lives and the
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broader community (Gracia Calandin & Tamarit Lopez, 2021). This im-
plies viewing oneself as an active, responsible citizen within a democracy
that demands justice and solidarity, a mindset cultivated through prac-
tices such as dialogue, cooperative research projects, and service-learning
—which recognizes the value of knowledge by putting it directly at the
service of community needs (Jerome et al., 2024).

Society as a whole —and specifically those working in education—
must assume their share of responsibility to ensure that democracy is not
undermined by rising populism or emerging authoritarianism (Gozalvez
Pérez et al., 2023). Younger generations must develop robust critical think-
ing and open themselves to a democratic environment that encourages civic
engagement, rejecting indifference and the uniform thinking that nulli-
fies the richness of diversity. This engagement can be actively practiced in
schools, where dialogue is key to discovering others through intercultural
exchange, building bridges between justice and care, and transforming these
values into everyday habits that forge a virtuous character. In this manner, it
is possible to cultivate a sustainable culture of peace and a robust democratic
culture—providing the fertile ground necessary for positive coexistence that
pursues human and sustainable development, ensures inclusion, leaves no
one sidelined, and realizes the fundamental values of civic ethics.

Notes

1. Data on this topic can be found in the Report of the United Nations High Com-
missioner for Human Rights (https://bit.ly/4nU8isK). We also find interesting data
on this subject in the Forum on Human Rights, Democracy, and the Rule of Law
(https://bit.ly/3PLHO18).

2. “To effectively educate about, through, and for human rights and democracy—and,
therefore, to engage in the art of violence reduction—requires young people to seri-
ously engage in relational deliberative work. Instead of merely telling students that
human rights, democracy, or peace are values that should be upheld and that violence
is to be condemned, schools ought to give young people the opportunity to learn to de-
liberate together, to solve problems together, and to learn to give good reasons for why
they believe in and what they wish to do” (Boontinand and Forstenzer, 2024, p. 695).
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Pedagogical Bias and the Validity of Pedagogy

El sesgo pedagdgico y la vigencia de la pedagogia

Abstract

The article analyzes a series of statements commonly used in contemporary educational
discourse, but whose underlying assumptions do not constitute fundamental elements of
education. To explain these expressions, the concept of pedagogical bias is proposed, understood as
a distorted interpretation of educational reality that, relying on statements of apparent rationality
or widespread social acceptance, leads to erroneous judgments about the educational process and
reinforces practices perceived as necessary or appropriate, even though they lack a solid foundation.
The analysis categorizes five biases: Those related to the teacher and their work, The school and the
nature of schooling, Pedagogy and its object, Teaching and its implementation, and Education and
its purpose. The main findings identify that these pedagogical biases stem from good intentions,
however, they generate undesirable consequences in the educational field, altering the conditions of
schooling and distorting teaching, prioritizing learning for its own sake and elevating the student to
a subject to be satisfied. The conclusion emphasizes the role of pedagogy as a field that reflects on,
investigates, and conceptualizes education, and therefore cannot be simplified to a set of techniques
focused on criteria of efficiency and effectiveness.

Keywords

Bias, Education, Teaching, Teacher, Pedagogy, Schools.

Resumen

El articulo analiza una serie de enunciados de uso comun en el discurso educativo
contemporaneo, pero cuyos supuestos no constituyen elementos estructurantes de la educacion.
Para explicar tales expresiones, se propone el concepto de “sesgo pedagogico’, entendido como una
interpretacion distorsionada de la realidad educativa que, apoydndose en enunciados de aparente
racionalidad o de aceptacion social generalizada, conduce a juicios erroneos sobre el hecho
educativo y consolida précticas que se perciben como necesarias o adecuadas, aunque carezcan de
un fundamento sélido. En el analisis se categorizaron cinco sesgos: los que tienen que ver con el
maestro y su trabajo; la escuela y la condicion de lo escolar; la pedagogia y su objeto; la ensenanza
y su realizacion; y la educacion y su proposito. Como principales resultados se identifica que estos
sesgos parten de buenos propositos, pero generan consecuencias indeseadas en el campo educativo,
alterando las condiciones de lo escolar y distorsionando la ensenanza, privilegiando el aprendizaje
por el aprendizaje y enalteciendo al estudiante como sujeto a satisfacer. La conclusion resalta el papel
de la pedagogia como campo que reflexiona, investiga y conceptualiza la educacion, por lo que no
puede ser simplificada a un conjunto de técnicas centradas en criterios de eficiencia y eficacia.

Palabras clave

Sesgo, educacion, ensefianza, maestro, pedagogia, escuela.

Introduction

Education as a social practice is not immune to beliefs and prejudices.
Even today, when there is talk of evidence-based pedagogy, educational
practice is carried out based on assumptions that are taken for granted
and that, despite having good intentions, end up producing unintended
consequences. Specifically, the objective of this article is to analyze a series
of statements commonly used in contemporary educational discourse
whose assumptions do not constitute foundational elements of educa-
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tion. For this analysis, we propose the concept of pedagogical bias, which
allows us to question whether educational discourses, while having good
intentions, can simultaneously generate unintended consequences in the
field of education, altering school conditions and distorting teaching.
Along these lines, Durwin and Reese-Weber (2019), for example,
reveal ten myths or beliefs about education, such as the widely touted
notion that students learn best through discovery rather than as a result
of an explanation. In response to this myth, the authors argue that, while
projects and activities that encourage discovery do benefit students, they
do not necessarily negate the importance of a teacher’s explanation—
especially since independent inquiry does not lead to the same kind of
understanding as listening to someone who is knowledgeable on the sub-
ject. Nevertheless, discovery-based learning is currently promoted, and a

teacher’s lecture on a topic is often dismissed as “anachronistic.” 1 3,9
Ruiz (2023) proposes the term “edumyths” to refer to certain ideas CD)
that circulate as unquestionable truths in contemporary education. Many I

of these are misrepresentations cloaked in supposed scientific support
that tend to be readily accepted. For example, there is confusion sur-
rounding the concept of “active learning™: it is often thought to imply
learning by physically doing things, but the word “active” actually refers
to “intellectual activation”—such as that which might be sparked by a
question, a teacher’s lecture, or a reading—activities that are, in contrast,
commonly characterized as passive.

Duriez (2023) points out that these myths or beliefs about educa-
tion take the form of simple, appealing statements that—driven by the in-
tention to improve classroom practice and supported by the notion of self-
evidence—are easily accepted by the public. However, we agree with him
that the task of pedagogy, rather than proposing ready-made solutions, is
to question those slogans that circulate as supposedly proven truths.

In light of the above, this article seeks to broaden the pedagogical
discussion by analyzing some of these beliefs, whose self-evident nature
rarely invites critical scrutiny. Unlike the previously cited works, we do
not speak of myths but of biases, since these are not merely narratives that
explain something, but rather false ideas that—once accepted as self-ev-
ident truths—have the power to guide important decisions, even though
their results may run counter to the intended objectives.

In short, the problem is that statements about education circu-
late that appear rational but, at their core, lack substantial pedagogical
grounding. The hypothesis posits that these statements constitute biases
that shape decisions and practices which, contrary to expectations, un-
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dermine pedagogy. Thus, the purpose of this article is to introduce the
concept of “pedagogical bias,” understood as a distorted interpretation of
educational reality that—based on statements of apparent rationality or
widespread social acceptance—leads to erroneous judgments about the
educational process and reinforces practices that are perceived as neces-
sary or appropriate, even though they lack a solid foundation.

This topic is important because the beliefs or ideas we hold about
reality influence the way we investigate educational phenomena, but above
all, they shape the efforts we make and the decisions we take regarding edu-
cation. Indeed, a bias could lead to policies or initiatives that, despite sup-
posedly rational foundations and good intentions, ultimately fail to change
the reality of education or, at times, produce undesirable results. As Bach-
elard (1993) states, this work invites us to think against our own minds.

140 This is essential for reclaiming pedagogy as a field of disciplinary
(I) knowledge production, since its object of study would be ongoing critical
reflection and research on education. However, the beliefs, stereotypes,

and biases present in discourses on education stifle critical reflection.
Furthermore, they tend to reduce pedagogy to a technique for apply-
ing strategies, taking for granted an understanding of education (what
it means to educate) and its purpose (why we educate). Pedagogy has
scientific potential if it does not become merely instrumental action and,
above all, if it does not become a mere operational framework for what
other educational sciences say.

First, the paper presents the research methodology. Next, it develops
the concept of pedagogical bias, using “cognitive bias” as a reference point.
Third, it systematizes the biases identified in the research into five catego-
ries, based on their focus: the teacher, the school, teaching, education and
its formative purpose, and pedagogy. Fourth, it proposes that these biases
have gained significant ground due to the erosion pedagogy has experi-
enced, stemming from its displacement as a field of knowledge. Finally,
the conclusions indicate that the way to avoid falling into these biases is
to reclaim pedagogy as a field that reflects on and investigates education.

Methodology

A descriptive study was conducted (Tamayo, 2001) based on a conceptual
framework that reaffirms the epistemological dimension of pedagogy—i.e.,
asserting that pedagogy produces knowledge about education as an object
of study without being subject to the claims of other educational sciences.
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Thus, the methodology was based on the theoretical premise that
pedagogy is not merely a field of recontextualization (Bernstein, 1998),
but rather a disciplinary body of knowledge that produces concepts, theo-
ries, and methodologies specific to its own object of study, facing the chal-
lenge of ensuring that these constructs are unique to educational theory
and not terms adapted from other fields (Siegel and Biesta, 2022). Conse-
quently, the research relied on the premise that concepts such as training,
education, teaching, teacher, and school are specific to the pedagogical
tradition; therefore, they were adopted as the central terms of the study.

In line with the conceptual framework outlined above, to high-
light the concept of pedagogical bias, the researchers first compiled com-
mon statements in the field of education by collecting dialogic narratives
through interviews (Delgado and Gutiérrez, 1999).

To this end, a two-way matrix was designed, in which the research-
ers compiled statements that circulate in everyday discussions about
education (Miles and Huberman, 1994). For data reduction and coding,
open coding was used (Creswell, 2013), identifying the following five cat-
egories: biases related to the teacher and their work; the school and the
nature of schooling; pedagogy and its object; teaching and its implemen-
tation; and education and its formative purpose.

Pedagogical Biases

Tversky and Kahneman (1981) proposed the concept of “cognitive bias,”
referring to any distortion in the mental process that leads to an inaccu-
rate judgment yet appears to be entirely rational. The authors point out
that this phenomenon occurs because the mind, while serving to “prag-
matically guide our actions in the world” (Garcia Campos et al., 2022,
p. 103), operates by taking shortcuts to conserve cognitive effort. Thus,
biases manifest in various ways: hasty calculations, logical errors, misin-
terpretations, and cognitive illusions —all of which are systematic errors
that reveal the operation of imprecise mental processes (Garcia Campos
et al., 2022).

However, biases would be nothing more than an anecdote if they
were not involved in our choices, decisions, and practices. Even in the sci-
entific field—which is based on a method designed to avoid them—biases
affect critical abilities such as making estimates, forming objective value
judgments, attributing causal relationships, or establishing hypotheses
(Redondo, 2020).
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Santizo (2022) conceptualizes cognitive bias in education as a
“partial perception of educational reality” (p. 39). It occurs when the at-
tention and decisions of students and teachers focus disproportionately
on certain elements while ignoring others that are equally relevant. Al-
though biases operate individually, they are reinforced by social factors
such as beliefs and stereotypes. In educational settings, this dynamic is
amplified, as the very organization of the system and educational policies
can contribute to the establishment and reinforcement of biases by deter-
mining default actions and decisions (Santizo, 2022). An example of this
is the reductionist interpretations of the use of new technologies for skills
development (Garcia, 2018), which can limit their pedagogical potential
by confining it to merely preventing student boredom.

The difficulty in identifying and subverting cognitive biases lies in

142 the fact that they often bring benefits to “one’s own individual and social
(I) image” (Concha et al,, 2016, p. 118). For example, if a teacher faithfully
adheres to the educational stereotypes promoted by the media and so-

cial networks (Observatorio Pedagégico de Medios, 2017), they are likely
to be perceived as an excellent teacher, both by themselves and by their
peers and superiors. However, such validation, based on prejudice, does
not guarantee that their teaching is truly effective; in fact, it is even possi-
ble that these practices ultimately hinder their students’ learning process.

In fact, a teacher who follows the guideline of attending to their
students’ emotions so that they do not get bored is complying with so-
cially accepted norms. However, at the same time, they are preventing
their students from being challenged by the world, which is not always
wrapped in fun but, on the contrary, demands sacrifice or dealing with
the discomfort of not satistfying the demands of the self to attend to
something that transcends it: the subject of study (Larrosa, 2019).

Pedagogical bias is thus defined as a distorted interpretation of
educational reality that, relying on statements of apparent rationality or
widespread social acceptance, leads to erroneous judgments about the
educational process and reinforces practices that are perceived as neces-
sary or appropriate, even though they lack a solid foundation.

Below is a classification of biases organized into five categories:
those related to the teacher and their work; the school and the nature of
schooling; pedagogy and its object; teaching and its implementation; and
education and its purpose (Table 1).
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Table 1
Categorization of Pedagogical Biases

Category

Biases that have gradually weakened and eroded the meaning

Teacher

The teacher is a facilitator of learning.

The teacher should be a mediator of knowledge.
The teacher should be a friend to the students.
Teachers must learn from their students.
Teachers should be innovative.

Teachers should be motivators and resilient.

School

Education takes place outside of school, and therefore, school is
unnecessary.

School should prepare students for a life of service to society.
School must respond to its context.

Teaching

Teaching is to make the difficult easy.

Teaching is facilitating learning.

Teaching should be fun.

Teaching involves motivating students.

Good teaching is about giving students freedom.

Education

The best education uses the latest technologies.
The student is the center of education.
Education must be of high quality.

Education should not be traditional.
Education prepares us to be happy.

Pedagogy

Pedagogy must be measured by learning outcomes.
Pedagogy must be evidence-based.

Pedagogy establishes techniques for classroom development.
Pedagogy consists of educational models.

Good pedagogy begins with recognizing students’ interests.

Teacher-centered biases

1
p

éfS
®

2\

We begin this analysis with a bias that stands out because it prescribes
how a teacher should be. This bias states that “the teacher is a facilitator of
learning” and that “the teacher’s role is to create the conditions for learn-

. »
Ing to occur.

At first glance, this idea sounds obvious; however, things are not
necessarily that simple. Learning is a quality of living beings that allows
them to adapt based on the information they receive from their environ-
ment. Seen in this light, it is no surprise that a student achieves learning,
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since simply being alive is enough. Therefore, the teacher is not there to
facilitate learning as such; rather, beyond achieving learning that is vis-
ible in behavior, the teacher’s work seeks the socialization, enculturation,
qualification, and subjectivation of the other (Biesta, 2017).

Socialization is understood as the incorporation of the disposi-
tions that a society considers necessary for its reproduction; encultura-
tion consists of fostering the assimilation of cultural frameworks for be-
ing and existing in the world; qualification refers to the acquisition of
qualities that are socially valued within a specific historical context—such
as soft skills and emotional intelligence in contemporary capitalism; and,
finally, subjectivation is a paradoxical outcome in which each individual
develops their uniqueness through exposure to common norms.

Now, the teacher seeks to achieve the above through an educational

144 practice centered on explaining knowledge: teaching. In short, the teach-
(I) er does not merely facilitate learning; rather, they shape individuals, and
such formation has an ontological impact that transcends learning. In

fact, teaching cannot be observed or measured in the same way as learn-
ing; instead, its results become apparent in retrospect long afterward and
operate even unconsciously—what Jackson (1999) calls “implicit teach-
ings” Therefore, a teacher’s work cannot be evaluated solely based on the
immediate results achieved by the students.

Furthermore, teaching is a practice in which one person (the teach-
er) offers something (the subject matter or field of study) to another (the
student). The student has no control over either the nature of that content
or the way it is presented. Hence, it is to be expected that the student will
experience a certain degree of discomfort and may even want to avoid
the process, since it requires them to be open to being taught and to pay
attention to that other person, setting aside their own desires and post-
poning immediate gratification. Thus, rather than a facilitator, the teacher
is more of a “complicator” (Cuesta, 2021), since they unsettle the student
by pulling them out of their self-referentiality to make them attend to
something they do not master, that does not interest them, that they see
no meaning in, and that, in their judgment, may be of no use at all.

The idea of the teacher as a facilitator is one of the consequences
of adopting constructivism uncritically (Biesta, 2016) and has led to a
clear shift in the teacher’s role from that of an expert in a discipline to a
docile companion to the learner’s interests (Enkvist, 2009)—one whom
the learner may well do without. However, it has been demonstrated that
the most efficient learning occurs through an explanation provided by
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another person (Ruiz, 2023), as it involves less cognitive load and reduces
the time required for the learning process.

Similarly, it is often said that “the teacher must be a mediator of
knowledge,” with “mediator” understood as one who stands between the
student and knowledge. At first glance, it also seems obvious that the
teacher is a link between their students and knowledge; however, when the
teacher teaches, they are not mediating but rather embodying knowledge,
since they know the subject they are teaching and can therefore explain it.

If the teacher were a mediator, knowledge would only be sum-
moned when the teacher is with their students; but even when the stu-
dents are not present, the teacher still possesses knowledge. In fact, they
view and experience the world through that knowledge. This knowledge
gives them a social identity and becomes a driving force, a good teacher

wants to know more—which is why they continue to study. Put another 1 iS
way, the teacher’s work does not end during school breaks when there are ’QD)
no students; rather, it continues as a way of life: its meaning is knowledge. AL

Indeed, in many cases, teachers first fell in love with knowledge, and this
love led them to become teachers; thus, their work is first a desire for
knowledge and then a desire to share that knowledge. The teacher is not a
mediator. Their knowledge is an existential horizon.

On the other hand, conceiving of the teacher as a mediator im-
plies instrumentalizing them, reducing them to a tool at the service of
the student. In this framework, the student seeking knowledge would use
the teacher as a mere means to attain it. This dynamic not only produces
relational adjustments that undermine the teaching profession but, more
importantly, ignores its authentic formative function. Formation, as Bi-
esta (2016 and 2022) points out, necessarily involves an “interruption
of the self;” an act that the teacher carries out while teaching. This act is
incompatible with instrumental logic, whose purpose is to facilitate the
individual’s enjoyment, thereby perpetuating an unquestioned extension
of their selthood.

The idea of the teacher as a mediator fits very well with discourses
on learning, since these discourses center their assumptions on the stu-
dent: what interests the student, what the student needs, and what the stu-
dent likes. In other words, they validate a stance that elevates the self and
thereby creates the possibility of instrumentalizing others. Among other
things, this discourse on learning aligns closely with marketing and the
capitalism of immediacy, since it seeks to gratify the individual quickly.
That is why it is so common in the advertising of educational services
and products. Let us remember that acquiring knowledge is not a matter
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of immediate gratification, but of effort; it involves setting aside other
desires and working through discomfort.

On the other hand, when a teacher instructs, they often strip the
student of their prior knowledge (representations) regarding the subject
matter. For example, when a teacher explains why a board floats in wa-
ter by describing Archimedes’ principle, they gradually strip students of
the intuitive explanations they brought with them (“it floats because it is
made of wood” or “it floats because it is light”). Thus, rather than a media-
tor, the teacher often acts as a productive obstacle: they challenge com-
mon sense and strip us of what we thought we knew, thereby stimulating
curiosity, doubt, and, ultimately, the desire to know.

Another pedagogical mandate or bias that is often heard is that
“the teacher should be a friend to their students” At first glance, this

146 seems desirable, since it places both parties in an emotional bond charac-
(I) terized by loyalty, trust, support, and reciprocity. However, this seemingly
appealing idea overlooks the fact that the relationship between the two is

not organized by an emotional or affective connection, but rather by the
subject matter.

In fact, teacher and student come together because of a course,
content to be taught, or, in a word, knowledge. Without this knowledge,
their encounter would be shaped by other social dynamics or intersubjec-
tive arrangements, and thus would have a different meaning. Teacher and
student interact because one knows what the other does not; that is why
one is paid and the other—in the private system—must pay. Stripped of
the realm of knowledge, both lose their status as student and teacher; in
that case, we have two people between whom friendship might blossom,
though this would be the result of human contingencies rather than a
pedagogical precept.

Now, it is possible for friendship between teacher and student to
arise as a result of the encounter facilitated by the subject matter. In fact, it
is common for teachers and students to become friends after the student
develops a passion for the subject the teacher instructs—i.e., when they
become peers because both desire the same thing. But to require friend-
ship as a prerequisite for positive classroom development is to overlook
the fact that the nature of emotional bonds is not shaped by mandate or
mere desire—especially when the teacher is instructing a class of 20 or 40
students. Perhaps one or two of them will eventually become passionate
about the subject. Maybe with one of them there is the possibility of a
future friendship, but that is not the goal. Furthermore, being friends with
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everyone would imply programming emotional responses, which is more
characteristic of robotics than of the human condition.

On the other hand, it is important to note that there is no rela-
tionship of equality, equivalence, or horizontality between teacher and
students. On the contrary, it is a bond defined by inequality and hierarchy.
It is evident that teachers and students are equal on the legal-normative
level (although there are variations if the students are minors), but in
the pedagogical relationship they do not stand on the same footing. The
teacher possesses something the student does not: knowledge, and that
knowledge authorizes the teacher to teach. However, this authority is not
imposed but conferred: the student, society, and the academic discipline
itself authorize the teacher to teach. Hence, we can speak of a granted hi-
erarchy between the two: the student, who sees the teacher as an authority
because of their knowledge, tacitly says, “Teach me” (Cuesta, 2019). 1 éj

Breaking down that hierarchy sounds politically correct and there- ’\CD)
fore seems like a good intention; however, not all good intentions lead to XL
the desired results. We see this today: in the name of ending authoritari-
anism, teachers have been stripped of the conditions of authority, making
it increasingly difficult to manage students. In fact, it is becoming increas-
ingly common for teachers to be subjected to harassment and mistreat-
ment by their students. It is no coincidence—and almost prophetic—that
Arendt (1996) stated decades ago that the crisis in education was funda-
mentally a crisis of authority.

Hand in hand with the previous bias goes the notion that “teachers
must learn from their students” The idea that students construct their
own knowledge, that they are creative, and that they bring prior knowl-
edge to the classroom—among other slogans—has fueled this bias, which
does not place teachers on equal footing with their students as the prin-
ciple of friendship would, but rather reverses the hierarchy: students are
there to give to the teacher (in a relationship that is, moreover, structur-
ally unequal, since the teacher receives a salary from the student, who not
only pays tuition but would also be expected to provide the teacher with
learning opportunities).

While a teacher may learn from a student, they will not do so re-
garding the subject they teach, but rather in other fields or areas of knowl-
edge in which the student is presumed to be an expert. Such is the case
with a chemistry teacher who might learn literature from one of their
students. Nevertheless, it is expected that, when it comes to chemistry, the
teacher will remain the authority.
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Teachers learn from reflecting on their teaching experience. Their
students’ comments, questions, and answers do not lead to direct learn-
ing but are instead processed and interpreted by the teacher. Thus, rather
than learning from their students, teachers learn from their analysis of
their own practice (Perrenoud, 2004).

The belief that teachers learn from their students stems from a
homogenizing view of the pedagogical relationship, which distorts the
democratic conception of the teacher-student relationship. As Kant states
in his Treatise on Pedagogy (2009), “One generation educates another;’
which implies an important distinction. Equality may exist in terms of
equal intelligences, as Ranciére (2003) points out, but the responsibility
to equip “newcomers” with the necessary tools so that the world is not
destroyed (Arendt, 1996) lies with adults. On the other hand, the new-

148 comers have the responsibility to renew the world in ways we cannot even
(I) imagine. This tension places the teacher on one side and the student on
the other, both engaged with a shared world.

Furthermore, we must bear in mind that, although teachers learn
from their reflection, this does not necessarily imply a transformation
of their practice—nor should it. The following bias runs counter to this
reality,imposing the idea that “teachers must be innovative.” If innovation
involves introducing new elements to achieve objectives, this demand be-
comes an overwhelming mandate.

In fact, there is now talk of the “innovation bias,” which consists of
favoring ideas, products, or services simply because they appear novel, or
because they can be labeled as innovative. This affects decision-making
in two critical ways: first, because such an attribution does not guarantee
real improvement or added value; second, because it carries the risk of
dismissing established processes and methods—whose effectiveness has
been proven—simply because they are considered outdated.

In any case, the dictatorship of innovation shifts the focus to nov-
elty rather than to an understanding of the established—in this case,
the underlying principles of teaching, which do not necessarily require
constant invention. To teach, one must master a body of knowledge and
share a symbolic repertoire with the learner who allows one to explain
that mastery. Viewed this way, the demand for innovation can remain su-
perficial, overlooking internal mechanisms.

On the other hand, educational innovation is often reduced to the
pursuit of the student’s immediate gratification—avoiding boredom at
all costs—while overlooking the fact that education inherently involves
a structural inconvenience. This is because education consists, in essence,
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of an encounter with culture that requires renouncing the purely instinc-
tive. This process necessarily generates a structural unease (Freud, 2022).
In other words, the educational process involves the temporary loss of
the “natural state,” demanding discipline and instruction in return (Kant,
2009). Through education, humans encounter culture and undergo the
regulation of their instincts, which inevitably produces unease.

School-Centric Biases

Discussions about the need for innovation and calls for school reform are
nothing new. Since at least the late nineteenth century, there has been a
persistent push for school reform, particularly regarding teaching meth-

ods. However, contrary to this view, some argue that “education takes 149
place outside of school” and that, therefore, school is unnecessary. If edu- /\CWD/\
cating were merely a matter of shaping the human being, school could be i

dispensed with, since the processes of socialization, enculturation, and
subjectivation take place through social spaces such as the family, the
community, or even the media. However, in schools and universities, the
focus is on disciplinary knowledge. Hence the role of the teacher, who is
not only an expert in their discipline but also in the art of teaching.

The education provided in schools is based on removing the child
from their everyday life, freeing them from their context (family, neigh-
borhood, work, etc.) and from themselves (Simons and Masschelein,
2014). Thus, while education in the broadest sense can occur outside of
school, the formation of the individual for a specific purpose—centered
on disciplinary knowledge and mediated by the teacher’s instruction—
necessarily requires the school institution. For this reason, arguments
advocating for the abolition of schooling are often limited to superficial
criticisms that seek to eliminate anything that is not pleasurable. How-
ever, attempting to eradicate discomfort is a mistake, as it is an inherent
part of the educational process. Proof of this is that boredom can mani-
fest even in hyperstimulated environments filled with screens, holograms,
and recreational activities.

Another common, accusatory bias asserts that “school must pre-
pare students for a useful life” Indeed, critics are often heard saying that
school teaches useless things—things students will never use in the fu-
ture. Joining them are the students themselves, who look down on school
subjects and justify their disinterest by asking, “What’s the point of that?”
To all of them, we must respond unequivocally: school teaches a subject
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and brings the world into the classroom because the world is there, not
because it serves a specific purpose. We teach for the love of knowledge,
not for its usefulness (Simons and Masschelein, 2014; Larrosa, 2019).
The essential difference between the student and the apprentice
lies in their relationship to the pragmatic goal: the apprentice appropri-
ates knowledge for immediate purposes (to answer an exam question or
perform a mechanical task that can be forgotten as soon as it is finished),
while the student contemplates knowledge, admires it from a distance,
and finds joy in its pursuit. Their quest is defined by the resistant nature
of the object of study—its quality of resisting complete grasping—which
keeps them in a state of constant inquiry. Hence, as Larrosa (2019) points
out, study is an open-ended process whose outcome is uncertain, unlike
learning, which begins with a predetermined list of expected outcomes.

150 Viewed in this light, not everyone in the classroom becomes a stu-
(I) dent. Although those attending class are bureaucratically assigned this
label, their ontology does not correspond to that status, since most do not

develop a passion for the subject but rather study it simply because they
must, even though the subject itself possesses dignity beyond its potential
utility (Barcena et al., 2020).

Subjects exist in school to remind students that the world is greater
than they are and that they owe a debt to it. Therefore, it is normal—if we
view it through the lens of a productivist society—for “useless things” to
be taught in school, though this does not justify their elimination. Their
purpose transcends mere immediate pragmatism and finds dignity in its
own fulfillment.

Along these lines, it is also common to hear that “school must re-
spond to the context,” a phrase that at first glance sounds relevant, though
it conceals another pedagogical bias. Of course, it is reasonable for a
school in an indigenous territory to respond to certain sociocultural de-
terminants, such that the context becomes an opportunity for teaching—
as in the case of a teacher who teaches how to calculate speed using as an
example a cart pulled by mules rather than camels, since in that territory
mules are familiar while camels are not. However, it is important to bear
in mind that the purpose of the lesson is to understand the concept of
speed, not the student’s context.

Of course, education carries the risk that students, after attending
school and broadening their horizons, will leave their home context and
seek opportunities elsewhere (Luri, 2022). Thus, school education aims
to “enculturate” students by revealing humanity’s legacy to them—always
through a selection of content, which is a matter of debate—without
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limiting itself to the immediate environment to which they belong. It is
therefore contradictory to demand that schools produce free, autono-
mous, and even emancipated individuals while at the same time denying
them the possibility of overcoming cultural insularity by requiring them
to remain bound to their specific context.

To conclude this section, there is the demand to “transform the
school” Note that this demand implies, in principle, that the school is
flawed—i.e., that everything done within it is wrong. It is generally argued
that schools operate in authoritarian and traditional ways, which, in the
language of innovation, is already an excuse to change everything. How-
ever, authoritarianism is one thing, and authority is another. The former,
without a doubt, must be combated. As for the latter, it would be better to
understand it and observe its role in the dynamics of education (Busta-
mante, 2015).

School confers authority on academic subjects—on the object of
study—in short: on knowledge about the world. To this end, it autho-
rizes certain individuals to teach and shape the education of others. This
educational process involves some degree of regulation, since the student
may resist being educated; that is why they get bored, skip class, inter-
rupt the teacher, and so on (Bustamante, 2013). There are various forms
of regulation, but in general, it is a process whose objective is to impose
discipline on the self—on the need for immediate gratification. The fact
that this is not always pleasant does not mean that school must be trans-
formed; for if that were the case, we would have to transform all regula-
tions, constitutions, and social regulatory frameworks, since they all aim
to regulate humankind and make it human. Certainly, we must transform
authoritarianism and violent forms of coercion, but that does not mean
we should eliminate authority.

The function of the school is to introduce tradition to the new-
comer, but the fact that one is a newcomer is not sufficient grounds for
transforming the school in the name of innovation. By labeling the school
as “traditional,” the aim is to delegitimize it by accusing it of being out
of date. But the school as an institution is an administrative structure
that enables the transmission of disciplinary knowledge, which, as such,
responds to forms of expression and practices determined by a body of
knowledge or heritage. The culture transmitted in school is tradition.
Thus, by definition, all education is traditional.

Schools establish their areas of focus through the selection of
shared interests and the exercise of a collective imagination. The history
of education reveals the existence of “educational situations” that occur
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outside of school; however, not even educators who engaged in educa-
tion through social activism—such as Dewey (advocating for women’s
suffrage) or Freinet (worker communities)—renounced the school; on
the contrary, they defended it—the former arguing that it was a specific
laboratory for the social, and the latter viewing it as the sum of “life skills.”
For Dussel (2009), education can take place through many means, but
this does not support the possible decline of the school as an institution.

It is often said that any place is suitable for education, and this may
be true from the perspective of educational settings—such as the home,
the street, or a museum—that facilitate the transmission of culture, be-
liefs, and behaviors; but the school performs a specific pedagogical func-
tion: it sets aside everyday relationships to spark interest and, in this way,
transforms the child into a student. Thus, children learn their native lan-

152 guage at home through community ties and the media, but at school, the
(I) native language becomes an object of study; it is not a matter of learning
it, but of dissecting it, deconstructing it, and analyzing it (Simons and

Masschelein, 2014; Larrosa, 2018 and 2019). In other words, the educa-
tion that takes place in school is not mere learning, since it requires spe-
cific conditions that cannot occur sporadically anywhere, as is the case
with learning as a biological response.

In any case, there will be aspects of school that need to be changed.
After all, it is a relatively recent institution in human history and can be
improved, but this does not justify the oft-repeated mantra that school
must be transformed, since it is first necessary to determine whether what
one wishes to transform is structural to the school system itself. Note that
the reforms implemented in recent years have produced undesirable re-
sults; for example, that children today do not know how to read as well
as previous generations did (De Lima, 2025) or that fun and immediate
gratification are prioritized (Barrio, 2025), paving the way for the devel-
opment of narcissistic students who struggle with social interaction and
connecting with others (Fryd, 2018). These two phenomena alone pose
potential risks to democracies, even though they are good business for
the market of products and services under hedonistic capitalism.

Biases Centered on Teaching

Teaching, as a practice specific to the teacher, is also subject to biases that
dictate its nature. For example, the saying “teaching is making the difficult
easy” is common, and it seems natural for a teacher to impart knowledge
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to their students. However, if we look more closely, that is not exactly
what happens.

Teaching involves presenting an object of knowledge while simul-
taneously capturing students’ attention (Biesta, 2021). To do so, the teach-
er, in a certain sense, does make the difficult easy. They explain a subject
using various resources, beginning with oral presentation—all with the
goal of making intelligible what others find confusing. However, their ex-
planation presupposes the use of jargon that the student does not master
and is probably not interested in mastering. Therefore, teaching does not
consist of making things easier, but rather of getting the other person
to take ownership of and discuss the subject matter, thereby challenging
their comfort zone (Cuesta, 2021).

When a teacher teaches, they invite the student to observe an ob-

ject that, by definition, resists being grasped (Larrosa, 2019). If knowing 153
were simple, science would not exist and common sense would suffice. ’\CD)
What characterizes teaching, however, is the process of challenging the A

learner, shaking up the stagnant knowledge inherent in common sense
to create a connection with the subject through the use of the discipline’s
own concepts.

The teacher wants to clarify the abstract, but to achieve this, they
unsettle, confuse, and challenge—i.e., they do not necessarily advocate
for the easy path, since knowing involves thinking against our own minds
(Bachelard, 1993), displacing ingrained beliefs and mental frameworks,
and thus finding ourselves in the limbo of uncertainty. The easy path for
the student would be to stay where they are, with what they already know,
since accepting the invitation to examine the subject involves complicat-
ing their life and opening themselves up to the possibility of enjoying
knowledge, trying to grasp that which tends to slip away.

On the other hand, we must bear in mind that teaching is an in-
herently communicative practice: it involves sharing a common object or
body of knowledge. For this reason, it is subject to the same uncertainty
as communication, especially if the teacher adopts the discipline’s specific
jargon to study the subject. The problem is that as long as the student
does not share the discipline’s common lexicon, they will have to continue
making a great effort to learn.

Similar to the previous bias, it is often repeated that “teaching is
facilitating learning,” taking for granted that the teacher’s role is to en-
sure that learning occurs. However, the power of teaching does not lie in
the achievement of learning outcomes, but in its formative effect (Busta-
mante, 2019). At the beginning of this article, it was stated that learn-
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ing is possible without a teacher and, in fact, without the intervention
of another person (whether a parent, friend, etc.), since learning is, bio-
logically speaking, the change an organism undergoes as a result of the
information it receives from the environment. Thus, teaching does not
facilitate learning but rather seeks to foster formation (socialization, en-
culturation, qualification, subjectivation, or individualization). Moreover,
learning is, ultimately, the act of appropriating the object, making it one’s
own, whereas teaching invites one to studys; i.e., to marvel at and contem-
plate the object, beyond the self-serving pragmatism of making it one’s
own (Larrosa, 2019).

When a teacher teaches, they challenge the student and make them
uncomfortable. The teacher becomes an “other” who interrupts the stu-
dent’s sense of self, confronting them with a way of seeing that belongs to

154 another generation (Biesta, 2016, 2022). Such an encounter is not always
(I) harmonious, nor does it take place with an open mind; on the contrary;, it
often occurs from a defensive stance that calls into question the recogni-

tion of the other (Cuesta, 2019). Put simply, when a student decides not to
listen to their teacher, they are disregarding them (Honneth, 2011).

Therefore, teaching is not the same as facilitating learning, because
it is someone else who comes to challenge me, showing me something
I might not want to see. Above all, because the moment of teaching is
something I, as a student, do not control: I do not control the content,
the form, or the purpose. All of this runs counter to learning, which takes
place under my control; hence, any slogan claiming learning is easy is
well-suited to educational marketing—which repeats messages such as:
“Learn however you want, wherever you want, and whatever you want”—
but does not correspond to reality. Learning, unlike teaching, is not neces-
sarily formative, because human formation involves exposing oneself to
contingency—to the determinants that existed before I did—in short: to
the inherent discomfort of education.

Now, it is worth noting that, while in teaching it is expected that
the student will learn (the math teacher expects their student to learn the
subject), good teaching is not a matter of cause and effect. In fact, good
teaching does not always result in learning something, because some-
times what it does is break down the naturalized, shift entrenched frame-
works, generate a desire to know, or provoke more doubts than certainties.
Thus, judging teaching by learning outcomes obscures the complexity of
the process and, on the contrary, may overlook important formative ele-
ments. Furthermore, the outcomes of teaching are often implicit and only
become apparent in hindsight—such as when, years later, we realize the
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role a teacher played in our education, even though, in the heat of the
moment, we misjudged them or labeled them as boring (Jackson, 1999).
Given the above, we must distance ourselves from another com-
mon misconception: that “teaching should be fun” It would be wonderful
to achieve a teaching practice that is enjoyable—one that does not bore
students but keeps them engaged. However, this is a goal that is not always
easy to achieve; it can overwhelm teachers as they strive to meet it and,
above all, it fails to acknowledge the complexity of the educational process.
The purpose of teaching is to shape, not to entertain. As already
mentioned, education is not always pleasant—so much so that the in-
dividual may resist being educated. This is why a child might respond
sarcastically to a rule set by their parents, or a parishioner might pull out
their cell phone and ignore the priest’s homily. Thus, the educational task

is to shape, but that does not make it an appealing activity. In fact, the ex- 155
perience can be quite unpleasant: it involves moving from biological im- ’QD)
pulses—focused on instinctive pleasures—to the constraints of culture, A

which hinder the free expression of instinct. Education involving setting
limits on the individual runs counter to fun.

Moreover, fun provides immediate gratification, whereas study-
ing—which is the essence of education—involves delayed, long-term
gratification. Claiming that all classes and subjects are fun is all well and
good for selling a service and meeting customer demand, but it is a false
advertising promise. Teaching, more than fun, demands attention, that is:
curiosity, dedication, and effort, which bring joy, but only on the condi-
tion of foregoing immediate gratification (Bustamante, 2013).

For this reason, we must also be wary of the assertion that “teach-
ing involves motivating the student,” since it places the burden on what
the teacher does (generally through fun or, at the very least, by avoiding
boredom) rather than on the student’s own will. Viewed this way, motiva-
tion would be an attitude sparked by the teacher, but one that can be just
as fickle and fleeting, since its energy depends on something extrinsic
to the student. Whether or not the teacher does this does not guarantee
the student’s motivation forever (for example, motivational activities can
become boring due to repetition).

On the contrary, deciding to pay attention is an act of the student’s
will, which can be a decision independent of what the teacher does or
does not do. While attention is directed toward the teacher, what is at
stake is the subject. In other words, at its core, rather than paying atten-
tion to the teacher, the student is focused on the subject. That is why there
are students who, despite their teacher’s uninspired teaching methods, re-
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main engaged with the subject or content being taught—in other words,
they behave as students.

So motivation is very helpful for studying, as it can serve as a cata-
lyst for attention, but it cannot become the goal of teaching, since the
student is ultimately the protagonist of their own education, and their
freedom lies in the volitional act of paying attention or not—regardless of
however entertaining the strategy employed by the teacher may be. Thus,
it is possible to teach without motivating, as the student may find the mo-
tivation on their own—whether by engaging with the subject or through
a willingness to listen to their teacher —and thereby feel the need for
knowledge (Gutiérrez Pozo, 2023).

However, whether or not the student is willing to pay attention
does not mean we should fall into the trap of believing that “good teach-

156 ing means giving the student complete freedom,” since teaching inher-
(I) ently involves guiding the student’s focus in some way. It is assumed that
teaching aims to subject the student to a framework that determines them,

since it conditions them: for example, when a teacher teaches a child to
read and write, the child is subjected to the grammar of the language.

At first glance, such conditioning seems to imply a denial of freedom,
but in essence it is quite the opposite, since, by being subjected to teaching,
the student has the opportunity to decide to be —i.e., to become a subject.
Without this frame of reference that defines them, the decision to be— and
thus to become a subject —would not be possible (Cepeda Sanchez, 2022).

Thus, education does not set people free by leaving them to their
own devices, but by inviting them to be, by showing them the limits that
condition them. On the contrary, leaving them free as a precondition
would be to subject them to their instincts, which tend to enslave hu-
man beings to their self-referentiality (Fryd, 2018). Leaving students to
their own devices—which implies not teaching—means failing to take
responsibility for newcomers, something that Arendt (1996) had already
identified as a crisis in education. Teaching requires guiding—even re-
straining—toward a regime of enunciation so that, within an educational
aporia, that regime ultimately liberates the individual.

Biases Centered on Education

To begin with, it should be noted that, in addition to teaching, there are
various educational practices—i.e., actions that seek to shape new mem-
bers of society. To name a few, one could list exhortation, punishment, ex-
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ample, imitation, and coercion (rather than simply eliminating bullying,
we must ask why human societies resort to this practice to subjectivize
and shape individuals).

Thus, when we speak of education, we are not necessarily speaking
of teaching, even though the terms seem synonymous due to the natural-
ization of the discourse. In any case, statements about education are also
shaped by biases, such as the one asserting that “education should not be
traditional”—i.e., that education must be updated.

In a society subject to the discourse of innovation and change, it
is obvious that education is expected to constantly update itself. This is
because it is conceived as a process of construction rather than transmis-
sion. This conception justifies the shift away from focusing on the teach-
er’s voice toward student activity, as students demand the practical utility

of knowledge and insist that their feelings and emotions be prioritized, 157
along with their engagement through the most advanced technology. CD)
However, classifying education as traditional, modern, alternative, A

or innovative follows an empty framework that remains at the level of
superficial comparison and fails to delve into the constitutive elements
of the act of educating. Education is the transmission of tradition and, as
argued in this work, culture is not biologically inherited but is imprinted
on the individual through systematic social action. If culture is, above all,
tradition, then to educate is to pass on that tradition to others.

Using the adjective “traditional” to disparage education not only
prevents an understanding of what happens during the educational pro-
cess but also distorts the very act of educating. In a simplistic way, the ad-
jective “traditional” is associated with student passivity, while “innovative”
education is linked to constant student activity. Hence, the call is no lon-
ger for a teacher, but for a facilitator, a companion, or an assistant, as well
as for active students who carry out projects, workshops, games, and so
forth. The consequence is that, in their eagerness to avoid the traditional,
teachers stop teaching and instead focus on managing activities (Enkvist,
2009)—even though physical or manual activity does not necessarily im-
ply intellectual engagement, whereas a lecture can spark curiosity and a
desire to learn.

Traditional education has been questioned because it is associated
not only with useless content but also with rote memorization. Regard-
ing the former, it has already been noted that knowledge is not limited
to working life and that, when we study something, we do so out of a
desire to learn (Larrosa, 2019). Whether knowledge is assessed through
rote memorization, however, does not depend on whether it takes place
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in a traditional school, but rather on the very nature of the subject being
studied. Assessment, rather than being a matter of methods or forms, is
a practice grounded in epistemology: what can we say about the subject
of study, and how can we know that we know something about it? Thus,
assessment is not traditional simply because it requires rote knowledge;
rather, it is based on the constitutive elements of the subject. If knowledge
requires memory—such as driving a car in a city—then memory is as-
sessed; but if knowledge requires a different process, then it is assessed
according to that specific process.

Since it is believed that traditional education must be overcome,
the following bias fuels this alienation, asserting that “education must rely
on the latest technologies” (Prensky, 2001). While technology is seen as
desirable and necessary, its use does not always lead to the achievement of

158 educational goals; in fact, it can be an obstacle to attaining them. Rather
(I) than simply incorporating technology just because it is available, the first
step is to reflect on its uses, implications, effectiveness, and relevance, and

only then to use it if necessary. Currently, however, when a company re-
leases an educational app, schools and their teachers are required to use
it, without considering whether it is truly relevant.

The fact is, we tend to forget that schools have historically been
places where technologies are developed—not merely applied, as is the
case today. Teachers have created techniques and tools tailored to their
specific purposes without needing to be constrained by patents. Educa-
tional technology is not merely a tool or device, but rather a whole series
of practices that have made the act of educating possible (Simons and
Masschelein, 2014).

It is often claimed that technology helps capture students’ attention
and keep them engaged; however, its mere use tends to produce the oppo-
site effect (Jiménez, 2023), causing students to withdraw into themselves
—into what they like and what gratifies them— and refuse to engage with
others or the world. Therefore, it is not a matter of using technology just
for its own sake, but rather within the framework of an educational pur-
pose that makes it relevant to the process.

That said, a very common bias in textbooks, educational policy
documents, and, above all, in research papers is the notion that “the stu-
dent is the center of education.” Like the biases mentioned earlier, this one
also masquerades as self-evident. No one can deny the importance of the
student, since all actions are always directed toward them. Furthermore,
since the late nineteenth century—and in an effort to move beyond tra-
ditional education—the student has been regarded as the center of the
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educational process, and movements such as constructivism and active
pedagogy have cemented the normalization of this line of thinking. How-
ever, neither the teacher nor the student is the center of the act of edu-
cating, for both are accountable to their object of study—or to the world
(Larrosa, 2019; Simons and Masschelein, 2014). The teacher seeks to have
the student engage with the object of study, and the student also studies
to engage with that object. Education allows children to realize that they
are not the world, but rather that they are part of the world—indeed, that
they owe their existence to it (Biesta, 2017 and 2022).

Thus, the student is not the center of education (Biesta, 2017 and
2022); rather, it is the object of study that enables the student to decide to
become. We only come into being once we encounter that external reality
that challenges us. This demonstrates that education is an effect and that

the subject is called upon to make a decision, motivated by the knowledge 12,9
presented by the teacher (Bustamante, 2019). ’\CD
Another common and difficult-to-challenge bias insists that “edu- I

cation must be of high quality” While it is impossible to desire an edu-
cation lacking in quality, what exactly is meant by “quality”? In general,
quality refers to a framework for measuring the outcomes of service pro-
cesses and the production of goods (Calamet et al., 2022). In this context,
standards allow for the comparison of processes and thus the determi-
nation of levels of success, efficiency, or effectiveness. Hence, quality is
expressed through indicators.

But when we speak of the quality of education, we are not refer-
ring to excellence in production or service delivery, but rather to student
development—which, by extension, turns students into individuals who
can be classified and measured according to a standard. This would be
acceptable if the human condition and ontology were measurable in all
their forms and dimensions, but human development cannot always be
assessed in terms of obvious and measurable aspects. Education is not
viewed as a process leading to the dignification of the human being, but
rather to the reification of quality.

Quality as defined by standards deliberately ignores the fact that
one of the consequences of education is subjectivation or individual-
ization—i.e., education seeks to homogenize, yet produces unique indi-
viduals (Biesta, 2017). Thus, although everyone receives the same class,
the effects are unique (Charlot, 2008); for this reason, each person ends
up becoming a subject: someone who is subject to a regime of common
sense, even though their ontological realization is unique.
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Standards normalize, whereas education produces differences; it is
contingent (Biesta, 2017). One can follow the plan, but that does not guar-
antee the expected results. What is at stake is the encounter between hu-
man beings, and this is influenced by environmental, inter-subjective, and
intra-subjective factors (Cuesta and Reyes, 2024). Quality control seeks to
manage this complexity by using checklists, portfolios, tests, and all man-
ner of evidence to ensure compliance with indicators. Meanwhile, this
complexity gets lost in the bureaucratic tangle to which teachers, coordi-
nators, and principals end up being subjected; their workload increases as
they fill out forms (Graeber, 2018 and 2020) that require no pedagogical
reflection whatsoever but do exhaust teachers (Cuesta, 2018).

The quality of education involves the instrumentalization and op-
erationalization not only of technologies and knowledge but also of the

160 individuals involved (let us not forget that teachers are a key factor in the
(I) quality of educational institutions). This gives rise to contradictions, such
as demanding more creativity and innovation from teachers within the

framework imposed by the standard. In other words, they are asked to
produce a tamed form of creativity that, obviously, ceases to be creative
(Nifio and Gama, 2013).

Furthermore, since standards allow for the comparison of process-
es, education ends up becoming a competition for rankings, overlooking
the fact that the pedagogical goal is the formation of the human person
and not the establishment of prestige that can be capitalized upon. So,
contrary to what is often repeated, it seems that the best approach is an
education without quality—or at least one in which that concept is ap-
proached with a critical eye.

Another trend gaining momentum asserts that “education should
prepare people to be happy” This is, of course, clearly desirable—though
not necessarily true. Indeed, there has recently been much talk of “positive
education,” “education for happiness,” “education for self-actualization,”
and so on. At their core, they all share something in common: a fusion of
a certain type of psychology with education within the framework of a
capitalism of emotions and immediate gratification.

Psychology can tell us a great deal about human behavior and,
by extension, about education (it is no coincidence that fields such as
psychoeducation and psychopedagogy exist). The danger arises when
trivialized (neuroscience) or pseudoscientific (positive psychology, NLP,
quantum psychology, coaching) trends in psychology attempt to impose
themselves as the sole formula for the educational process, even serving
to justify many of the biases analyzed.
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Added to this phenomenon is another: the reduction of education-
al discourse to psychological terminology and methodology, also known
as the “psychologization of education.” Psychology is descriptive and can
explain how we learn, but that does not mean it should dictate the pur-
poses of the act of educating (Prieto, 2018), as is currently the case. Cur-
ricular agendas tend to include psychological discourses with proposals
for addressing topics such as emotional intelligence, feelings, talent, men-
tal health, and their role in learning. However, while these reflections may
be relevant to the self-awareness of students and teachers, they cannot
determine what kind of person the school should shape (Prieto, 2018).

Educating for happiness sounds great, but within the framework
of a simplified psychology and a psychologized education, happiness is
also reduced to processes of self-esteem, emotional gratification, well-
being, and self-actualization. These are very important issues, but they
are not necessarily central to education. In fact, education is a process of
socialization—i.e., a task of preparing oneself to live with others, which
implies a certain transformation of the self. The discourse on individual
well-being, for its part, justifies turning a blind eye to what one dislikes,
even if this means severing emotional or empathetic bonds with others.
The discourse of positive psychology and self-help celebrates the atomi-
zation of the individual, which runs counter to the purpose of education;
for ultimately, to educate is to foster an ethical subjectivity—i.e., one ca-
pable of responding to the needs of others by stepping outside of one’s
own self (Critchley, 2010).

In other words, happiness —as presented in certain trendy dis-
courses— instrumentalizes others and may well dispense with them,
which is the very opposite of education. Artificial intelligence and robots
may well provide information, but they do not thereby educate, as they
are programmed more to satisfy us than to challenge us (which is an es-
sential part of education).

Furthermore, in contemporary capitalism, not all emotions are
valid. There is a constant appeal to positive emotions, emphasizing the
consumerist nature of the happy individual (Wilson, 2008). Happiness is
reduced to the description of certain individual emotional states resulting
from self-knowledge, mindfulness, and acceptance. Thus, if an individual
fails or feels bad, it is not due to structural conditions at the social level
—such as the injustice underpinning capital accumulation— but rather
as a consequence of a lack of “willpower” or a failure to learn how to man-
age their emotions (Mifio and Pozo, 2023). This conception of happiness,
centered on the individual’s emotions, also obscures the fact that human
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fulfillment is social and intrinsically linked to the fulfillment of others; on
the contrary, it fosters a narcissism that prevents the recognition of the
other (Sol¢ and Moyano, 2017).

The pedagogical task is not to design a program teaching people
to be happy, but rather to ask what the purpose of education is and what
kind of happiness we are talking about, since the happiness prevalent in
contemporary discourse can very well be achieved without education,
given that it focuses on self-actualization and positive emotions. As we
have seen, education involves a certain violation of one’s sense of self
(sacrificing my gratification to open myself up to the world), which may
initially evoke unpleasant feelings, even though its goal is to produce a
new framework of satisfaction—one that is less immediate and more
connected to others.

162
(l) Perspectives Centered on Pedagogy

To begin with, it is important to note that education is not the same as
pedagogy; they are not synonyms. In fact, one can educate without peda-
gogy (Lucio, 1989). Pedagogy arises when education is interrupted and
reflection begins (Runge and Mufoz, 2012). In short, one can educate
through unreflective and automated actions, but engaging in pedagogy
involves questioning those actions. However, we are witnessing a time
marked by a wide array of prescriptions regarding education with very
little reflection on the matter, which allows for the unquestioning accep-
tance of educational policies imposed by the market and the hegemony
of economic institutions.

It is taken for granted that “pedagogy must be measured by learn-
ing outcomes.” On the surface, it seems obvious that the purpose of ed-
ucation is to acquire learning, but as we have already stated, education
is not necessary to achieve learning. The environment is responsible for
triggering changes whose scope depends on the individual’s ontogenet-
ic development and congruence with the environment (Maturana and
Varela, 2003). To learn, it is enough to be alive and in contact with the
environment. Education, therefore, is not learning for learning’s sake, as
implied in contemporary educational discourse.

Learning outcomes, in line with the logic of indicators and stan-
dards, do not specify the what, the why, the how, or the purpose of the act
of educating; they are concerned only with achieving the result without
considering the intersubjectivity of the process. This is why there is talk of
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autonomous and independent learning, which amounts to a renunciation
of education. In plain terms, the discourse on learning renders the teacher
dispensable, undermining their expertise and minimizing their practice.
In education, forms do matter (Biesta, 2021), for a facilitator who fulfills
a merely instrumental role does not have the same capacity to create the
conditions for learning as a wise teacher would (Bustamante, 2013).
These aspects mean that the term “learning” is not the most ap-
propriate one for analyzing education and teaching. It fails to capture the
complexity of the act; rather, it abruptly reduces it, making it accessible
to common sense. We are witnessing a process of “learningification” (Bi-
esta, 2016) in which education is reduced to learning, thereby diluting the
roles of the teacher and the school, and producing an educational policy
that is subservient to individualization and training, to the detriment of

the formation of the individual and their capacity for resistance. Peda- 1 23
gogy is formation through culture—i.e., a distancing from the biologi- CD)
cal—but how is it possible to measure culture and formation? We can say AL

that pedagogical practice unravels biographical threads, but how can we
measure a biography?

In line with this focus on measurement, it is asserted that “peda-
gogy must be evidence-based.” This would be the result of experimenta-
tion and measurement, which is perfectly fine in the sciences that allow
for such operations. However, education is contingent, and pedagogy is
about the here and now. Furthermore, the educator assumes the risk of
failing to achieve their goal, since—among so many factors at play—the
learner may, in principle, not want to be educated.

Evidence-based education operates according to the logic of cause
and effect. It therefore starts from a conclusion rather than from uncer-
tainty, which runs counter to the nature of the educational act, which by
definition is risky (Biesta, 2017). Evidence serves a totalitarian ideal: the
production of docile and homogeneous subjects. But what, after all, is
evident in education? To whom is it evident? These questions demand an
epistemological argument, since what is evident is the data that emerges
from a model of conceptualization and measurement. Yet when people
call for evidence-based education, they are not speaking from an episte-
mological framework but rather from common sense.

Evidence, as data from experimentation, involves the manage-
ment of variables. In education, however, it involves grappling with the
complexity of a multicausal and multivariate phenomenon. Furthermore,
controlling variables implies viewing the teacher as a mere reproducer
of the same methods and discourses, just as controlling the variable de-
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mands. Yet much of what outstanding teachers do lies in their ability to
improvise, and this requires attentiveness and the capacity to rise to the
occasion in whatever situations arise in the classroom (Sifstrom and
Rytzler, 2023). Pedagogy allows for resistance —which, by definition, is
uncontrollable. For this reason, the other can say no, can say something
else, or can ask questions. Evidence imposes homogeneity on the practice,
counteracting its political potential.

Likewise, it is difficult to accept the bias asserting that “pedagogy
establishes techniques for classroom development,” since thinking of peda-
gogy in this way reduces it to a field of application that undermines its epis-
temological and reflective aspirations. Indeed, pedagogy can establish tech-
niques for educating, particularly through didactics (Runge Pefia, 2013),
but this is not its purpose. In fact, didactics is a secondary outcome. Peda-

164 gogy reflects on and investigates education to produce concepts, theories,
(I) and methodologies regarding this object of study. The formulation of tech-
niques would be a result subsequent to that produced regarding its object.

Reducing pedagogy to the formulation of techniques not only
limits its scope but outright eliminates the possibility of thinking about
education from within a robust tradition. Furthermore, it undermines
the possibility for teachers to reflect on their own practice and generate
knowledge from it, leaving them reduced to mere implementers of the
curriculum and subject to the shifting discourses produced by those who
do research on education (Cuesta and Reyes, 2024).

Associated with this reduction of pedagogy to mere techniques
is the bias that “pedagogy is an educational model” Indeed, when one
opens any book on pedagogy, it is common to find an approach organized
by models: traditional, constructivist, behaviorist, critical, active, etc., al-
though they are sometimes given other names (such as heterostructuring
or self-structuring). Each approach is framed according to the functions
correlatively attributed to students and teachers.

A model is a practical, theoretical framework that serves as a refer-
ence—in this case, for curriculum design and classroom practice—and in
that order, pedagogy may propose models as a consequence of its episte-
mological aim, but not as a teleological principle. However, in the litera-
ture, pedagogy is frequently reduced to a list of models.

Pedagogy, within the German tradition, has a scientific aspiration
that seeks to produce concepts, theories, and methodologies regarding its
object of study: education. Nevertheless, when guiding practice, it can re-
duce its aspiration to a dangerous pragmatism that diminishes reflection.
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Pedagogy emerges when educational practice is interrupted (Lu-
cio, 1989; Runge and Muioz, 2012). In other words, one can educate with-
out pedagogy —without reflection on practice— by simply doing what
others do, operating more out of habit than out of rigorous reflection.
When one begins to question practice —what to teach, why, how to teach,
when, where, and whom to teach, how others teach, and how to monitor
educational outcomes, among other questions— the discursive possibility
of pedagogy takes shape.

However, pedagogy challenges itself to establish its own ontologi-
cal framework (what education is and on what concepts this object of
study is built), as well as its epistemology (how a conscious relationship
with this object of study is established and what can be said about it)
and its methodology (how education can be investigated as an object of

study). Viewed this way, pedagogy is not reduced to techniques or mod- 1 25
els; rather, these are a secondary result of the conceptual, theoretical, and CD)
experimental construction it proposes. In fact, the construction of peda- A

gogical models that inform pedagogical literature is not necessarily the
result of epistemological effort, since the theory underpinning them may
stem from dogmas or ideological stances. Moreover, if the human condi-
tion has been transcended—as some discourses, such as posthumanism,
maintain—then education is no longer necessary (Charlot, 2024a). Cy-
borgs are not educated; they are programmed or have software installed.
Revitalizing pedagogy does not involve creating evidence-based
models or techniques that guarantee the effectiveness of processes; rather,
it is a debate about what it means to be human and about the future of
humanity (Charlot, 2024b). What kind of society do we want? What kind
of human beings should we shape? These are questions that the aforemen-
tioned models claim to have resolved; however, the magnitude of the de-
bate demands a shift from the tacit to the explicit, positioning itself within
a disciplinary field of enunciation. Pedagogy with scientific pretensions
cannot be a matter of models, for the sciences are not fixed structures but
rather change according to their own regimes of enunciation (Bustamante
et al.,2017). Models schematize and do not foster scientific revolution.
Finally, there is the bias positing that “good pedagogy begins with
recognizing students’ interests.” Questions about the child and the student
are very important, but that does not imply—as we have already stated—
that the goal is to place the child at the center. As mentioned earlier, the
objective is to instill in the child the interests of humanity. Starting from
the child’s interests can lead to an idealization of the child. Thus, while it is
appropriate to acknowledge students’ emotions and interests, this should
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not be done to create a pedagogical practice that merely processes or sat-
isfies them. Attention must be paid to the world despite the emotion.
Moreover, education is not about letting the child acquire knowl-
edge or develop talents according to their own preferences or interests; on
the contrary, education often involves interrupting certain forms of learn-
ing or talents. If a child wants to learn to steal or has a talent for swindling,
they are not allowed to proceed until they become a master thief or artist.
The goal is to intervene so that they adopt a desired ethical path under
the guidance of certain socially desirable axiological principles—above
all, the principle that my satisfaction cannot take precedence over that of
others, and indeed that we are educated to care for one another (Rincon

Gallardo, 2024).
166 . . . . . .
(l) Distortion and Dispersion in the Discourse
' on Education and Pedagogy

The aforementioned biases have gained significant traction, among other
reasons, due to the dilution that pedagogy has undergone following its
displacement as a field of knowledge. Hence, it is pertinent to highlight
some ideas in this regard.

Between the late nineteenth and early twentieth centuries, the de-
bate on education in France pitted various thinkers against one another,
whose viewpoints were often incomplete and contained various theoreti-
cal gaps. However, in the face of the rise of the positive sciences, it became
necessary to achieve conceptual precision. Amid the many contributions,
there was one that set the terminological standards for educational dis-
course, endowing it with structure, purposes, and content: Emile Dur-
kheim’s work Education and Sociology (2003).

For Durkheim, education “is the action exerted by adult genera-
tions upon those who are not yet mature for social life” (p. 49), and its
purpose is to awaken and develop in the child a certain number of physi-
cal, intellectual, and moral states required by society in its political sense
and, in general, by the environment to which the child is destined. For its
part, pedagogy was regarded as a practical theory or an applied theory,
consisting of systematic reflection on the methods, techniques, and aims
of education.

Durkheim would be followed by educators such as Gaston Miala-
ret (1977 and 1984) and Maurice Debesse, who would become pillars of
the French tradition in education. Mialaret would argue that education
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is too complex to be approached from a single discipline, and in 1964 he
proposed an integrative, multidisciplinary approach: the field of educa-
tional sciences. Thus:

o Education will be understood not only as a phenomenon (the
social reality of socialization) but also as a subject of multidis-
ciplinary scientific study (Mialaret, 1977).

o Pedagogy will be not only an idea (the theoretical reflection on
that fact) but also a synthesizing discipline that organizes and
utilizes the knowledge produced by the educational sciences to
develop methods, techniques, and strategies for classroom ac-
tion (Mialaret, 1977).

o The educational sciences (psychology, sociology, history,
philosophy, economics, biology, and medicine) will emerge
as an autonomous field of study, focused on analyzing edu-
cational situations based on the findings of these sciences
(Mialaret, 1977).

However, in countries such as Colombia, colleges of education did
not emerge in an environment similar to the one described; on the con-
trary, they were the product of ideological debates aimed at controlling the
country. Regarding the educational system, these debates focused more
on pitting tradition against the nation’s modernization project, seculariza-
tion against religious affiliation, and the choice between humanistic and
technical approaches. Added to this was the drive to modernize education,
which led to the implementation of curriculum designs with an industrial
and managerial focus, obsessed with quality metrics (Rios, 2006). Thus,
faculties of education —overwhelmed by instructional design and behav-
ioral psychology— ended up diluting teacher training, the social role of
the school, and, in particular, the disciplinary status of pedagogy.

This is why authors such as Diaz (1993) argued that pedagogy had
become a fragmented body of knowledge or an amorphous field lack-
ing accumulated knowledge. Mockus (1995) noted that universities made
only an instrumental use of contemporary pedagogy. For Zuluaga (1999),
teacher education was characterized by “dispersion” and “dilution.”

These phenomena of dispersion and dilution in pedagogy have pre-
vented a sufficient connection between the knowledge constructed by the
educational sciences and pedagogy itself, leading to a disjointed concep-
tualization, the fragmentation of concepts, and the subordination and in-
strumentalization of pedagogy. This, in turn, has affected teacher education,
as there is a recurring absence of a common purpose, a reliance on purely
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procedural pedagogical practices, an inability for teachers to reflect on their
own practice, and a tendency toward professionalization in teacher educa-
tion without a historical understanding of the teaching profession.

This fragmentation has allowed discussions about education to be
laden with what this article refers to as pedagogical biases: a set of seem-
ingly reasonable statements that teachers often resort to in their discourse
and practices, which—despite their good intentions—are likely to pro-
duce unintended consequences.

Conclusions

Although there is talk of evidence-based pedagogy, educational practice

168 is carried out based on beliefs that are taken for granted. These beliefs,
¥ due to the way they are operationalized, can be termed pedagogical bi-
( ) y they p pedagog

l ases. Pedagogical biases are readily accepted because they align with the

expectations that a commercialized society has of education; they are
presented as self-evident and easily understandable, and they are framed
as aimed at improving education—which makes them politically correct
(Pozo, 2003)—but they can serve as conceptual frameworks that hinder
our thinking (Shapiro Donato, 2022).

Nevertheless, the task of pedagogy is to question these slogans that
tend to become established as proven truths. Teacher Olga Lucia Zuluaga
reminds us that pedagogical knowledge tends to solidify into frameworks
that subsequently determine practice. It is therefore not enough simply to
possess this knowledge; the task is to constantly question it to prevent it
from becoming stagnant.

Defending pedagogy involves challenging these biases, which, ulti-
mately, are a misinterpretation of educational reality that distorts it, turn-
ing supposedly appropriate practices into necessary ones. Today, more
than ever, there is a risk of burying pedagogy, as reflective capacity is
minimized in the name of efficiency, and good intentions are prioritized
over an understanding of phenomena. Reflecting on these biases implies
recognizing pedagogy as a legitimate field of knowledge. As the manifesto
in support of educators states: “Pedagogy is key to a specific approach to
humanity and its journey through existence” (Houssaye et al., 2004).

It is acknowledged that these pedagogical biases stem from good
intentions; however, they generate unintended consequences in the field
of education, altering school conditions and distorting teaching by pri-
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oritizing learning for its own sake and elevating the student as a subject
to be satisfied.

How can we overcome these biases in pedagogy? How can we ad-
dress this conceptual fragmentation? Can we counteract and halt the
erosion of pedagogy? This requires a careful study of the history of our
discipline. Just as doctors take their oaths in memory of Hippocrates, we
teachers commit ourselves to tradition and bring the past into the pres-
ent; we build new technologies using old techniques, address contempo-
rary questions through classical themes, reinvent questions, and recon-
struct problems.

Thus, overcoming these biases requires constant reflection on the
ideas and discourses circulating in education—on how they become
naturalized or reified into certain beliefs, and how the results of certain

research studies are misinterpreted (Ruiz, 2023). In short, the best way to 1 29
overcome pedagogical biases is through epistemic thinking, which does C )
not begin by hastily making predicative statements about educational re- A

ality, but rather by prioritizing questions and doubt over certainty (Ze-
melman, 2005).

Finally, in the face of the confusion of discourses that have con-
demned education faculties to a “hundred years of solitude,” we must revisit
old themes as if for the first time. We must invoke the oracle: call upon Co-
menius, Pestalozzi, Rousseau, Herbart, Simoén Rodriguez, Freire, and others
to address new disputes by standing on their shoulders. As Meirieu and
Develay (2003) would say: “Emilio, come back they’ve gone mad”
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Abstract

This recapitulative study examines the intersection between the use of Artificial Intelligence (AI) and
heutagogy, understood as self-determined learning. This combination may give rise to the paradox of autonomy

versus dependence. The analysis is justified insofar as the emergence and exponential use of Al in educational
environments raise the urgent need to explore how its integration transforms learning processes and the ways
in which subjects construct their cognitive subjectivity. The central problem lies in the coexistence between
the emancipatory potential of AI in a heutagogical key and the risk of a new form of technological subjection
that limits the student’s cognitive autonomy. The thesis defended is that Al is not, in itself, either emancipatory
or alienating: its educational impact depends on the pedagogical, ethical, and epistemological frameworks
from which it is integrated. A qualitative interpretive methodology was used, combining a systematic review
of specialised literature with case analysis, employing conceptual analysis matrices and evaluative rubrics as
instruments. The conclusions indicate that the combination of heutagogy and Al (referred to here as heutagogATI)
promises innovative and emancipatory educational experiences; however, it requires designing systems that
promote critical and reflective learning, ensuring that students develop skills to question and analyse the
information received, a fundamental condition for a truly emancipatory education.
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The Paradox of Heutagogy and Artificial Intelligence

La paradoja de la heutagogia y la inteligencia artificial

Resumen

El estudio recapitulativo aca presentado examina la interseccion entre el uso de inteligencia
artificial (IA) y la heutagogia, entendida como aprendizaje autodeterminado. Esta combinacién
puede devenir en la paradoja de la autonomia frente a la dependencia. El analisis se justifica en tanto
lairrupcion y el uso exponencial de la IA en entornos educativos plantean la necesidad urgente de
explorar como su integracion transforma los procesos de aprendizaje y los modos en que el sujeto
construye su subjetividad cognitiva. El problema central reside en la coexistencia entre el potencial
emancipador de la IA en clave heutagdgica y el riesgo de una nueva forma de sujecion tecnoldgica
que limite la autonomia cognitiva del estudiante. Se defiende que la IA no es, en si misma, ni
emancipadora ni alienante: su impacto educativo depende de los marcos pedagdgicos, éticos y
epistemoldgicos desde los cuales se integre. Se emple6 una metodologia cualitativa interpretativa
que combina revision sistematica de literatura especializada con anélisis de casos, usando matrices
de analisis conceptual y rabricas evaluativas. Las conclusiones indican que la combinacion de
heutagogia e IA (denominada “heutagogIA”) promete experiencias educativas innovadoras y
emancipadoras; no obstante, exige disefiar sistemas que promuevan un aprendizaje critico y
reflexivo, asegurando que los estudiantes desarrollen habilidades para cuestionar y analizar la
informacién recibida, condicion fundamental para una educacion verdaderamente emancipadora.

Palabras clave

Autoaprendizaje, autonomia educativa, filosofia de la educacién, heutagogia, inteligencia
artificial, pensamiento critico.

Introduction

The Sciences of the Artificial do not merely aim to un-
derstand and explain phenomena (in this case, educatio-
nal ones), but rather seek to improve things by introducing
new possibilities (Alonso Rodriguez, 2021, p. 132).

Contemporary education faces perhaps its greatest historical challenge: we
are witnessing an unprecedented educational revolution, driven in particu-
lar by the emergence and rapid evolution of artificial intelligence (AI) —an
evolution that has been accelerated by the emergence of machine-learning
AT models capable of processing and generating text in a coherent, contex-
tual manner using natural language, such as ChatGPT, Perplexity, CoPilot,
Gemini, and others, which have been rapidly integrated into the teaching-
learning process (Caldeiro et al., 2024; Garcia Pefialvo, 2024; Garcia Penal-
vo et al., 2024; Penialver Higuera et al., 2024). This integration is neither a
marginal nor a future phenomenony; it is a present reality that challenges
teachers, students, institutions, and philosophers of education alike.

In this context, drawing on the principles of Knowles (1970), “heu-
tagogy” is applied as self-determined learning, a process in which the
student assumes an active role in the planning, direction, execution, and
evaluation of their own educational process. Heutagogy promotes the au-
tonomy of the student as a subject, in contrast to traditional pedagogi-

Sophia 41: 2026.

© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 177-212.



Lurs ALBERTO TRIANA LLANO

cal approaches in which the teacher is the primary mediator. However,
the emergence of Al in this framework introduces a tension that cannot
be ignored: if the heutagogical learner increasingly relies on algorithmic
systems to make decisions about what and how to learn, are they truly
autonomous, or do they transfer that autonomy to an opaque computa-
tional logic that they themselves neither control nor understand?

From this tension emerges the central problem that guides this
research: the coexistence of AI's emancipatory potential in a heutagogi-
cal context and the risk of a new form of technological subjugation that
limits the student’s cognitive autonomy. In particular, the study examines
whether the growing use of Al systems in education effectively promotes
self-determined learning or whether, on the contrary, it shifts decision-
making away from the individual toward opaque algorithmic logics that

constrain thought, creativity, and critical reflection. This question is not IZ?
rhetorical; it has major pedagogical, ethical, and political implications for ’\CD
the design of twenty-first-century educational systems. AL

The research posits as its central thesis that Al is, in and of it-
self, neither emancipatory nor alienating; rather, its educational impact
depends on the pedagogical, ethical, and epistemological frameworks
within which it is integrated. In this regard, the study argues that, within
a critical-reflective heutagogical approach, AI can serve as a tool to en-
hance self-directed learning, provided that educational experiences are
designed to foster critical thinking, ethical awareness, and the students’
ability to question both the content and the algorithmic systems them-
selves that mediate their learning. This stance avoids both uncritical en-
thusiasm for technology and reactive rejection, advocating instead for a
reflective and politically conscious adoption of Al in education.

The importance and timeliness of this study are indisputable. With
the widespread adoption of generative language models, the discussion
about Al in education has shifted from being prospective to becoming ur-
gent and immediate. International organizations such as UNESCO (2022)
and the European Parliament (2024) have begun to establish regulatory
and ethical frameworks to govern the use of these technologies, explicitly
recognizing that their implementation without clear pedagogical crite-
ria can deepen inequalities, perpetuate biases, and erode the individuals’
intellectual autonomy. In Latin America, where digital and educational
divides have historically been pronounced, this debate takes on an ad-
ditional dimension of cognitive justice and social equity. Analyzing this
transformation through the lens of heutagogy is particularly relevant, as
it allows us to critically examine discourses on educational innovation
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and place the learner’s autonomy at the center in the face of risks of de-
pendence, homogenization, and algorithmic subjugation.

The main objective of this study is to critically analyze the inter-
section between heutagogy and Al to determine the conditions under
which the latter can genuinely promote self-determined learning rather
than creating new forms of technological dependence. The discussion is
organized into eight sections that progress step by step from conceptual
foundations to concrete proposals.

The first section describes the interpretive qualitative methodology
employed. The second establishes the theoretical framework that articu-
lates autonomy, technology, and self-determined learning as the analyti-
cal axes of the study. Starting with the third section, the analysis unfolds
in depth: it examines heutagogy and its relevance to Al identifying the

130 tensions that arise when self-determined learning is mediated by algo-
(I) rithmic systems; it then characterizes artificial intelligence as a disciplin-
ary field and analyzes its applications in educational contexts. These two

sections converge in the fifth, dedicated to “heutagogIA” as a neologism
and pedagogical proposal that names this intersection.

The following three sections move toward a critical and propositional
dimension: forms of resistance to algorithmic subjugation are explored un-
der the title “Freeing Ourselves from AlgoritmIA”; a proposal for emancipa-
tory heutagogical education that places the subject’s autonomy at the center
is articulated; and a guiding decalogue for the implementation of heutagogy
based on ethical, inclusive, and reflective criteria is formulated. The study
concludes with a summary that outlines the objective, the research problem,
the difficulties encountered, and projections for future research.

Methodology

The research adopts an interpretive qualitative approach aimed at under-
standing the processes, meanings, and implications associated with the
use of Al in educational contexts from a heutagogical perspective. This
approach is appropriate given that the object of study does not lend it-
self to direct quantification; rather, the goal is to explore conceptual rela-
tionships, epistemological tensions, and ethical implications that require
comprehensive analysis and interpretation grounded in explicit theoreti-
cal frameworks.

The research strategies and techniques combined a systematic re-
view of specialized literature with a particular focus on the analysis of
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case studies involving the use of Al in educational settings. The literature
review was conducted comparatively, allowing for the identification of
trends, gaps, and relevant contributions at the intersection of AI and heu-
tagogy, with particular attention to publications from recent years that re-
flect the emergence of generative language models in educational contexts.

The research procedure was structured into three sequential phas-
es. In the first phase, an exhaustive literature review was conducted to
establish the state of the art and delineate the main debates and theoreti-
cal perspectives surrounding heutagogy, Al in education, and the ethical
and political implications of algorithmic systems. In the second phase,
representative cases of Al applications in education that incorporate
heutagogical elements were identified and analyzed, focusing on learn-
ing processes, human-machine interaction, and the possibilities for tech-

nological emancipation or subjugation. In the third phase, an integrative 181
conceptual framework was developed based on the findings from the CD)
previous phases, culminating in the formulation of a set of ten recom- I

mendations for the design of critical, reflective, and emancipatory Al-
mediated educational experiences.

The data collection and analysis tools included, first, conceptual
analysis matrices designed to systematize and categorize the reviewed lit-
erature based on four dimensions:

o Conception of the learner.

 The role assigned to technology in the educational process.

« Tensions between autonomy and dependence identified in the
studies.

« Proposals for—or the absence of—an emancipatory approach.

These matrices made it possible to compare perspectives from dif-
ferent disciplinary traditions—pedagogy, philosophy of education, com-
puter science, and technology ethics—to identify substantive convergen-
ces and divergences.

Second, evaluation rubrics were used to analyze cases of Al imple-
mentation in education, organized around criteria such as the degree of
student agency in the process, the transparency of the algorithmic system
used, the presence or absence of instances of critical reflection on the
tool, and alignment with principles of equity and inclusion. These rubrics
made it possible to evaluate the cases not only in terms of their instru-
mental effectiveness but also in terms of their consistency with the values
of an emancipatory education.
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Autonomy, Technology, and Self-Determined Learning

This research is grounded in a theoretical framework that articulates
three fundamental conceptual axes: the learner’s autonomy in learning,
technological mediation, and the critical dimension of education. These
three axes are not independent of one another; rather, they are dialecti-
cally interrelated, generating productive tensions that constitute the phil-
osophical core of the research problem.

The autonomy of the learner

The first conceptual axis is built upon the traditions of critical pedagogy
and andragogy. Knowles (1970) identified in the adult learner a capacity

182 for self-direction that traditional education tends to suppress rather than
( ‘) foster—an argument that laid the groundwork for rethinking the role of
' the teacher as an epistemic authority and that of the student as a passive re-

cipient. Building on this foundation, Hase and Kenyon (2001) formulated
heutagogy as a move beyond the andragogical model: whereas in andra-
gogy the teacher facilitates adult learning within a predefined curricular
framework, in heutagogy the learner fully assumes responsibility for the
planning, design, development, and evaluation of their own learning pro-
cess. This distinction is not merely instrumental but epistemological; it en-
tails a conception of the learner as an agent capable of defining their own
questions, selecting their own methods, and evaluating their own results,
without relying on a preestablished curriculum or the teacher’s mediation.

This concept resonates with Jacques Ranciere’s (1996) proposal in
The Ignorant Schoolmaster, where intellectual emancipation does not stem
from the teacher’s instruction but from the recognition of the equality of
intelligences. For Ranciére, the learner does not need a teacher to impart
knowledge; rather, the learner needs someone who challenges them to use
their own intelligence. The “ignorant teacher” does not instruct because
they do not know; they challenge because they trust in the other’s capac-
ity. This relational architecture of learning proves philosophically fruitful
when Al is introduced into the heutagogical setting: an AI system does
not “know” in the full sense of the term (it does not understand, it has
no consciousness, and it does not experience the world); however, it can
facilitate genuine learning processes in those who interact with it. In this
sense, Al could function as a sort of technological “ignorant teacher”—
a device that does not possess the knowledge it appears to convey but
which can engage the student in ways that activate their own critical in-
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telligence. The risk, however, is that this analogy obscures a fundamental
difference: while Ranciere’s “ignorant teacher” respects and encourages
the student’s intellectual emancipation, a poorly designed Al system can
produce exactly the opposite effect, homogenizing responses, discourag-
ing genuine questioning, and reinforcing cognitive dependence.
Blaschke and Marin (2020) have clarified that heutagogy is not equiv-
alent to self-regulated learning or self-directed learning, with which it is fre-
quently confused. The fundamental difference lies in the degree of agency
the learner possesses: whereas in self-regulated learning the student man-
ages their process within a given curricular framework —selecting strate-
gies, managing time, and monitoring their performance— in heutagogy that
very framework is defined by the student. It is the learner who decides what
is worth learning, through which means, and according to which assessment

criteria. This distinction becomes crucial when Al is introduced, as the risk 183
lies precisely in algorithmic systems imposing an implicit curricular frame- /\CD

work—determined by training data and the system’s objectives—which the
student perceives as their own but which has in fact been designed by others.
This surreptitious reimposition of a heteronomous curriculum under the
guise of personalization constitutes one of the deepest tensions in heutagogy
and demands constant philosophical and pedagogical vigilance.

Technological Mediation and the Production of Subjectivities

The second conceptual axis is based on the premise that all technology
participates in the production of subjectivities. This assertion should not
be read as a naive technological determinism—according to which tech-
nology inexorably dictates the ways in which subjects think and act—but
rather as a critical acknowledgment that technological artifacts are not
neutral: they embody values, interests, and power relations that condi-
tion, in more or less subtle ways, the ways in which subjects relate to
knowledge and to themselves.

Foucault (2002) analyzed, in the context of disciplinary institutions,
how apparatuses of knowledge-power produce docile subjects through
surveillance, norms, and examination. Power is not exercised solely over
the bodys; it is inscribed in practices, routines, and the ways of evaluat-
ing and being evaluated. The traditional school has been one of the pri-
mary spaces for this disciplinary production. Deleuze (2006), for his part,
adapted this analysis to “societies of control,” in which regulatory mecha-
nisms no longer operate through confinement and direct surveillance,
but rather through the continuous modulation of behaviors via networks,
flows, and computerized systems. What is significant about this shift is
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that subjection is no longer visible or traceable: it permeates interfaces, al-
gorithmic recommendations, and scoring and gamification systems that
silently shape the subject’s decisions. This historical progression—from
sovereign power to disciplinary power and from there to modulated con-
trol—takes on a new dimension with educational Al: algorithmic systems
not only monitor student performance but also predict their trajectories,
suggest their paths, and shape their expectations, thereby shaping what
might be called algorithmic subjectivity. In this scenario, the question of
heutagogical autonomy becomes philosophically pressing: Can a subject
be truly autonomous when their learning decisions are guided, filtered,
and fed back by a system that operates under an opaque logic?

Stiegler (2015), drawing on the philosophy of technology, has argued
that any externalization of thought onto technical media carries the risk of

184 what he calls “cognitive proletarianization”—the progressive loss of know-
(I) how and life skills when cognitive functions are delegated to devices that
perform them more efficiently. This assessment is particularly relevant in the

context of educational Al if students externalize to the system the selection of
what to learn, the formulation of their questions, and the evaluation of their
answers, they not only lose practice in these skills but may also lose awareness
that they ever possessed them. Winner (2008) and Collins and Pinch (1996),
for their part, have emphasized that technological artifacts embody political
and moral choices that are not apparent to the user. An Al system trained
on specific datasets, designed to optimize specific metrics, and deployed in
specific institutional contexts is not a transparent window into knowledge;
rather, it is an artifact that reflects the interests, biases, and values of those
who built it. This reality calls for critical technological literacy that goes be-
yond the instrumental learning of digital tools to include an understanding
of the mechanisms of power at work in algorithmic systems—which is, in
itself, a philosophical and pedagogical task of the highest order.

Critical Education as Emancipation

The third conceptual axis draws on the tradition of critical pedagogy and
the philosophy of emancipatory education. Garcés (2020) defines eman-
cipatory education as that which “understands education to be a path to
liberation not only for a select few but for everyone” (p. 27). This defini-
tion has an inescapable political dimension: emancipation is not an indi-
vidual process of self-realization, but a collective process of building the
conditions for the autonomy and dignity of all individuals. To emancipate
oneself does not mean merely freeing oneself from external constraints,
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but developing the capacity to recognize the conditions of one’s own sub-
jugation and to act upon them with intention and discernment.

Along these lines, Freire (1970) had already warned that “bank-
ing” education—that which deposits content into the student without
involving them in its construction—is a form of oppression disguised
as instruction. Freire’s critique takes on new relevance in the face of Al
systems that generate “personalized” content without the student having
participated in defining what they need to learn or in assessing what they
have learned. The risk is not merely pedagogical; it is political, insofar as
it reproduces relationships of dependency under the guise of autonomy.

De Sousa Santos (2006) warns that “we have only hegemonic in-
struments to try to confront all of this, because today we lack the con-
cepts to confront the new, discontinuity, rupture, and revolution” (p. 65).
This warning is particularly relevant in the context of Al in education: the
available tools are, for the most part, products of technology corporations
operating under a market logic that does not necessarily align with the
emancipatory goals of education. However, this does not mean they can-
not be appropriated in a critical and transformative way. The history of
education is full of examples of the subversive appropriation of hegemon-
ic tools—such as the printing press, radio, video, and the internet; in each
case, the tool was developed with specific power dynamics in mind and
was later appropriated by educational and social movements that used it
to challenge those very dynamics. The learner is not a passive recipient of
technology; they can interrogate it, subvert it, and redefine its meaning.

This possibility of reframing refers to Deleuze and Guattari’s
(2002) concept of the “line of flight”—movements that escape established
territorialities and open up new possibilities for existence. Conceiving of
heutagogy as a line of flight implies viewing Al not only as a learning tool
but also as an object of learning: the student who learns to question the
algorithmic systems that mediate their education is, in the very act of that
questioning, exercising a form of technological emancipation that tran-
scends the instrumental use of the tool.

The articulation of these three axes—the autonomy of the subject,
technological mediation, and emancipatory education—constitutes the
theoretical framework from which heutagogy is approached as an educa-
tional proposal. This framework does not resolve the paradox that gives
this work its title, but it offers the analytical categories necessary to think
through it with rigor and depth, avoiding both techno-utopian enthusi-
asm and Luddite pessimism, and instead advocating for a reflective, criti-
cal, and politically conscious appropriation of Al in education.
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Heutagogy and Its Relevance to Al

The act of knowing is revealed to be an activity

inherent to the being, in which one glimpses—or rather, acquires
meaning in one’s way of being, based on gaining knowledge

of that which seems unknown to them (Obando et al., 2018, p. 96).

Heutagogy did not emerge as a response to the technological revolution,
but rather as a consequence of a deep dissatisfaction with teacher-cen-
tered educational models. Hase and Kenyon (2001) formulated it as an
extension and improvement upon Knowles’s (1970) andragogy: whereas
in andragogy the teacher facilitates a learning process whose curriculum
has been institutionally defined, in heutagogy it is the student who plans,
directs, designs, develops, and evaluates their own learning. This differ-

186 ence is not one of degree but of nature; it implies an ontological shift in
(I) the educational subject, who ceases to be the object of pedagogical action
and becomes the agent of their own learning process.

It is important, however, to avoid confusion between heutagogy
and related concepts that are often used as synonyms. As Narvéez and
Prada (2005) point out, terms such as “self-regulated learning, autono-
mous learning, and self-planned learning” (p. 118) are related to heuta-
gogy but do not define or constitute it. The central distinction lies in the
object of self-determination: while self-regulated or self-directed learn-
ing operates within a given curricular framework, managing resources,
time, and strategies, heutagogy involves defining one’s own framework,
choosing one’s own questions, and constructing one’s own assessment cri-
teria. This distinction takes on particular relevance when Al is introduced
as a mediator, since the risk lies precisely in the algorithmic system sur-
reptitiously reimposing an implicit curriculum that the student perceives
as their own without having chosen it.

Heutagogy, although it has existed as a practice long before its
conceptual formalization, experienced a notable expansion following the
2020 pandemic, when educational institutions were compelled to recon-
figure their teaching models for distance and virtual learning contexts.
Hairi et al. (2022) document implementations in “the United Kingdom,
Cyprus, New Zealand, Germany, Canada, Rwanda, and Portugal” (p. 6693),
among others. In the Spanish-speaking world, the Universitat Oberta de
Catalunya (UOC) in Spain and the Universidad Nacional Abierta y a Dis-
tancia (UNAD) in Colombia stand out as institutions that have incor-
porated heutagogical principles into their pedagogical approaches. This
geographic expansion reveals that heutagogy is not a marginal academic
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approach, but rather an educational trend with growing institutional and
research support.

However, what gives heutagogy particular relevance in the current
context is precisely the emergence of generative AL. On the one hand, AI
systems seem to offer ideal conditions for self-directed learning: unlim-
ited access to information, immediate feedback, adaptation to the user’s
pace and interests, and constant availability. On the other hand, these
same systems can operate as mechanisms of subjugation that erode the
subject’s autonomy: if the heutagogical learner delegates to Al the selec-
tion of what to learn, how to learn it, and how to assess it, self-determina-
tion becomes an illusion sustained by algorithms. This tension lies at the
heart of the paradox that gives this paper its title.

To paraphrase David Miller: “In order to achieve learning, it is nec-

essary to know something and have prior knowledge, whether in physical 187
(face-to-face) space, intangible (virtual) space, or cyberspace as a setting CD)
where epistemological and educational debate is possible” (cited in Her- AL

mann Acosta, 2011, p. 101), we encounter an argument that runs counter
to the aforementioned position of Ranciére (1996), who states that “one
can teach what one does not know” (p. 56)—a contradiction in which
heutagogy and Al might serve as mediators.

This issue takes on even greater depth when examined through Ran-
ciere’s thought, which proposes that true learning arises from the recogni-
tion of the equality of intelligences and not from the transfer of knowledge
from an epistemic authority to a passive recipient. The apparent conver-
gence between Ranciere’s emphasis on student autonomy —as well as on
the student’s inherent capacity to learn on their own— and heutagogy, in
which the student takes control over what and how they learn, is defended
in the French philosopher’s arguments when he proposes that true learning
is that which arises from the equality of intelligences in a process where the
teacher does not teach in the traditional sense: the “ignorant teacher” acts
as a facilitator of the student’s intellectual emancipation.

Both Ranciére and heutagogy reject the student’s dependence on
the teacher as the sole source of knowledge; both promote a model of
self-determined learning —in which the student decides what and how
to learn— as well as critical reflection and active exploration. Both heuta-
gogy and Ranciere’s thought make it clear that meaningful learning is not
imposed but is constructed through the student’s own will and capacity.
That said, we are concerned about whether what is taught —that which is
unknow— could be an Al given that, in essence, Al does not know what
it teaches; it is something like a sophisticated technological parrot that
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repeats the information previously provided to it, and in that sense, it
could be analogous to Ranciére’s ignorant teacher, who would teach what,
strictly speaking, they do not know —they merely repeat it.

It is at this point that heutagogy and Al (heutagogIA) converge
for the purposes of this paper. This intersection represents a transforma-
tive possibility for emancipatory education, but it also poses a fundamen-
tal paradox: the tension between heutagogical autonomy and potential
technological dependence (Morduchowicz, 2023). As Mollick and Mol-
lick (2023) warn, the algorithmic design of AI systems tends to standard-
ize processes, which could restrict the creative exploration inherent in
self-determined learning. This leads us to ask: What mechanisms would
ensure that Al functions as a facilitator rather than a limiter of students’
creative agency in heutagogical contexts?

183 As Mollick and Mollick note: “Al can be a useful tool for promot-
(I) ing teaching and learning practices when implemented with caution and
consideration in the classroom” (2023, p. 24). This caution should not be

understood as timidity toward technology, but rather as pedagogical and
philosophical rigor: the very tool that can enhance autonomy can also
erode it, depending on the framework of values, intentions, and practices
within which it is deployed.

Artificial Intelligence

The history of Al as a multidisciplinary field drawing on mathemat-
ics, logic, computer science, and neuroscience has evolved over several
decades. For the purposes of this article, it is worth highlighting three
key milestones. The first dates back to 1842, when mathematician Ada
Lovelace programmed what is considered the first algorithm intended
to be processed by a machine (Abeliuk and Gutiérrez, 2021, p. 15). The
second milestone corresponds to Alan Turing’s work in 1950, as outlined
in his article “Computing Machinery and Intelligence,” in which he first
posed the question of whether a machine can think, thereby establishing
the conceptual framework that would guide decades of research. The third
milestone occurred in 1956 at the Dartmouth Conference, which Abeliuk
and Gutiérrez (2021) identify as the “founding moment of ‘artificial intel-
ligence, both in terms of the term itself and the field of study” (p. 15).
Since then, AI has gone through various stages: the early rule-based ex-
pert systems, the AI winter of the 1970s and 1980s, the resurgence with
neural networks in the 1990s, and the deep learning revolution of the
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2010s, which made applications such as facial recognition, virtual assis-
tants, and, more recently, generative language models possible.

Al has advanced significantly thanks to the increase in available
data and hardware development, which has facilitated the emergence of
advanced natural language processing models. Among these, GPT (Gen-
erative Pre-trained Transformer) models stand out; they are based on deep
neural networks and are capable of generating text and sustaining natural
conversations. Tools such as ChatGPT, Perplexity, Copilot, and Gemini are
examples of this evolution. In particular, ChatGPT has become one of the
most widespread and well-known systems, using the GPT architecture to
process and generate human language, thereby expanding the applications
of Al in fields such as education, which is the focus of this study.

This historical trajectory is not merely a backdrop; it reveals that the

development of Al has always been shaped by available computational ca- 1 T8,:9
pabilities, the training data used, and the objectives that researchers and in- CD)
dustries have defined as priorities. Understanding these factors is essential A

for critically evaluating current Al systems in educational contexts.

Among the many definitions of A, we adopt the one provided by
UNESCO in Morduchowicz (2023): “Al is the ability of a system to inter-
pret external data, use this data to achieve specific goals, and carry out
actions that maximize the chances of success in a particular task” (p. 15).
This deliberately functionalist definition allows us to clearly identify both
the possibilities and the limits of Al in education. Thus, if the “specific
goals” that an Al system optimizes are not aligned with the objectives of
an emancipatory education—the development of critical thinking, intel-
lectual autonomy, and the ability to question—the system may achieve
satisfactory performance metrics while simultaneously producing peda-
gogically impoverished results.

In this sense, AI can provide rapid access to resources, helping stu-
dents research topics of interest. This can foster the autonomy that would
allow students to delve deeper into specific areas that interest them or
that they need to explore to discover their interests. Al, in its current
configuration, can assume multiple roles in the educational process, as
summarized by Caldeiro et al. (2024, p. 8) in a classification ranging from
the role of simulator and tutor to that of dynamic evaluator and co-de-
signer (Tables 1 and 2). Each of these roles entails both pedagogical ben-
efits—such as personalization, immediate feedback, and deliberate prac-
tice—and significant risks: “confabulation” or the generation of false but
plausible information, the undue transfer of thought to the system, and
incompatibility between the system’s interaction style and that of the stu-
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dent. What these classifications reveal is not only a taxonomy of uses but
also a map of pedagogical tensions that require reflective management on
the part of teachers and students. As Mollick and Mollick (2023) suggest,
“Al can be a useful tool for promoting teaching and learning practices
when implemented with caution and consideration in the classroom”
(p. 24). Building on this idea, Caldeiro et al. (2024) summarize some of

the benefits and risks:
Table 1
Approaches Using Prompts
Use of AI Role Pedagogical benefit Pedagogical risk
. Deliberate Practicing and appllyin.g . .
Simulator Practi knowledge helps with its | Inappropriate fidelity.
190 ractice transfer.
( ) The AT's knowl
[ . Personalized direct € mow edge
Direct . o base is inconsistent.
Tutor . . instruction is very . .
instruction . There are serious risks
effective. .
of confabulation.
Frequent feedback . .
Provide improves learning Failure to critically an-
Mentor . alyze feedback, which
feedback outcomes, even if not all .
o may contain errors.
advice is followed.
Creating opportunities The tone or style of
Encourage for introspective analysis | coaching may not
Motivator metaco iition and self-regulation, match the students.
& which enhances the Risk of incorrect
quality of learning. advice.
1 . Inaccuracies and
Providing alternative s
. ; fabrication of data.
Improving Team | perspectives helps learn- e
Peer - - Compatibility issues
Performance ing teams function more . . .
. when interacting with
effectively.
other group members.
Fabricating inf -
The act of explaining 'abrlcatlng rorma
- . . tion and engaging in
Gaining things to others is a . .
Student explanations highly effective learnin discussions can negate
P strgatey & | the benefits of the
&Y pedagogical approach.
I 1 t o
Carry out spe- tallows carnets fo make Delegate thinking,
Tool . L greater progress in the
cific activities . rather than work.
same amount of time.

Source: adapted from Caldeiro et al. (2024, p. 8).
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Table 1 highlights some applications that an Al-supported heuta-
gogical program could develop, ensuring that the learner is not depen-
dent on Al, but rather can discern, critique, analyze, and even emancipate
themselves from Al through Al However, in the education sector, can any
Al be used? Should Al be designed, programmed, trained, and optimized
specifically for education? It seems the answer may be implicit in the
Synthesis School proposal, whose slogan states, “For kids who think for
themselves” (Synthesis, 2024). These children who think for themselves
will be educated using the AI employed at Synthesis School to “develop
students captivated by complexity and the resolution of the unknown”
(Synthesis, 2024).

At first glance, this would seem to align with Ranciere; however, it
may not yet be possible, as suggested by statements from Chomsky, Rob-
erts, and Watumull published in The New York Times:

Its most profound flaw is the absence of the most critical capacity pos-
sessed by any intelligence: to state not only what is happening, what hap-
pened, and what will happen—i.e., to describe and predict—but also what
is not happening and what could and could not happen (Kuo, 2023).

It is worth noting that these are the necessary ingredients of an
explanation, as “the hallmark of true intelligence” (Kuo, 2023). Therefore,
the ability to explain what is absent and consider what is not obvious
is crucial for informed decision-making and the resolution of complex
problems. True intelligence is not limited to the superficial; it involves
depth and reflection—something that, for now, cannot be achieved by Al
alone—and carries the risk of “hallucinations.”

In this regard, Caldeiro et al. (2024) state that “it can produce re-
sponses that seem plausible or reasonable but are inaccurate or irrelevant
because they are not based on factual data, or due to the tool’s lack of
specific skills, such as solving mathematical problems” (p. 11). This phe-
nomenon is not a minor technical glitch; it poses a direct threat to the
epistemic integrity of the learning process, especially when students lack
the criteria to evaluate the veracity of the information they receive. A fun-
damental pedagogical conclusion follows from this: the integration of Al
into heutagogical contexts cannot occur without parallel training in the
critical evaluation of information and in understanding the limits and
mechanisms of algorithmic systems.

Hallucinations represent one of the greatest challenges and pose a
risk to the Al-mediated teaching-learning process, but it is not the only
one. There is also the inability to balance creativity with responsibility,
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insofar as its results may yield both truths and falsehoods, as well as bi-
ased arguments that could ultimately support both ethical and unethical

decisions alike (Kuo, 2023).

That said, Al can assume roles such as those listed in Table 1, but
these roles can be expanded even further; for example:

Table 2
Applications of ChatGPT
Role Description Example
Idea The Al generates al- Students can use ChatGPT and the “Regen-

ternatives for express-

erate Response” feature to explore different

Generator ing the same idea. ways of phrasing ideas.
192 Al challenges ideas Students can ask ChatGPT questions by
9 Socratic and arguments, structuring the interaction as a debate.
( ) Opponent | promoting critical Teachers can ask students to use ChatGPT
thinking. to prepare arguments.
The AT assists

Collabora- | groups in collab-
tion Coach | orative research and
problem-solving.

Working in teams, students can use Chat-
GPT to search for information that helps
them complete projects and assignments.

Al serves as a guide

Teachers can use ChatGPT to create class-

on student progress.

;(:r?tz l:;- for exploring both room materials (such as discussion ques-
Guide physical and concep- | tions) and request suggestions on how to
tual spaces. facilitate understanding of specific topics.
Al provides individu- | ChatGPT can offer personalized feedback
Personal alized guidance and to students based on information provided
Tutor immediate feedback by them or by teachers (for example, assess-

ment results).

Al collaborates
Co-designer | throughout the design
process.

Teachers can ask ChatGPT for ideas on
designing or updating curricula (e.g., as-
sessment rubrics) or on addressing specific
objectives (e.g., how to improve curriculum
accessibility).

AT provides tools
Exploratory | for inquiry and
interpretation.

Teachers can provide students with basic
information, and students can then ask
ChatGPT various questions to delve deeper
into the topic. ChatGPT can be useful for
supporting language learning.
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Role Description Example
Students can explain their level of under-
AT helps students standing to ChatGPT and ask for help
Study . . .
Partner reflect on the learning | studying the material. ChatGPT can also
material. help students prepare for various tasks
(such as job interviews).
Teachers and students can ask ChatGPT for
Al suggests games ideas on how to expand students’ learning
Motivator and challenges to by providing a summary of their current
expand learning. level of knowledge (for example, quizzes or
exercises).
The AT provides edu- Studen'ts can 1nte%*act with ChatGPT in
. . a tutoring-style dialogue and then ask
Dynamic cators with a profile of .
, ChatGPT to generate a summary of their 193
Assessor each student’s current . el
current state of knowledge to share with AR
knowledge. Q >
the teacher for assessment. e

Source: adapted from Caldeiro et al. (2024, p. 9).

The roles in Table 2 are closer to a potential combination of Al
with heutagogy; of course, heutagogical effects must be considered when
designing these specific roles, both in Al training and in the students’ use
of the system. Finally, one of the objectives is for students to be able to
discern the information provided by the AI so that they can also use more
precise questions to challenge the AI's model outputs. This creates a sort
of spiral of refinement for the information and knowledge acquired, in
pursuit of a reflective and analytical approach that encourages the explo-
ration of deeper aspects—the latter of which is reminiscent of Gadamer’s
(2003) hermeneutic spiral.

Heutagogy

The intersection between AI and heutagogy—which we have termed “heu-
tagogIA” here—is not simply the sum of two approaches, but rather an
articulation that generates its own emergent properties, both in terms of
pedagogical possibilities and specific risks. Thus, heutagogy promises new
forms of interaction and the empowerment of self-directed learning, which
allows for “optimizing education based on each student’s unique needs and
development, thereby enabling the creation or adaptation of personalized
learning materials and experiences” (Aguilar, 2024). This personalization,
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in principle, is one of the central objectives of heutagogy: that each indi-
vidual can chart their own educational path. However, it is worth critically
examining what kind of personalization current AI systems actually offer.
Algorithmic personalization operates on the basis of data: the sys-
tem identifies patterns in user behavior, compares them with patterns
from other users, and generates optimized recommendations. But this
process has a fundamental epistemological limitation: it can only per-
sonalize within the space of possibilities defined by the training data. An
Al system cannot recommend to a student something that has never ap-
peared in its data, nor can it anticipate interests the student has not yet
developed, nor can it evaluate creativity that challenges preexisting catego-
ries. In this sense, algorithmic personalization is, paradoxically, a form of
homogenization: all students are personalized according to the same logic,

194 optimized according to the same criteria, and steered toward territories
(I) already mapped by the data. As Morduchowicz (2023) points out, “Al is
capable of storing data, organizing it, processing it, sorting it, and drafting

texts, but it lacks critical thinking, curiosity, and imagination, and is not a
source of free creativity” (p. 36). This limitation does not invalidate the use
of Al in heutagogy, but it does require that algorithmic personalization be
complemented and constantly challenged by the genuine agency of the
student as a subject—and not by the student as an object.

Although AT has the potential to adapt content and methodology
to the individual needs of the user, this AI-mediated self-determination
may or may not enable them to make decisions about their learning and
actively participate in their educational process. Furthermore, it should
foster reflective capabilities, as it can promote the ability to critically ques-
tion, analyze, and construct knowledge. As Lo (2023) concludes, “its use
raises several concerns, such as the generation of incorrect or false infor-
mation and the threat it poses to academic integrity” (p. 12).

Plagiarism and academic integrity constitute another significant
source of tension. The use of Al “faces strong cultural resistance in the
academic sphere, creating tensions both in teaching practice and in the
future prospects of education” (Delgado et al., 2024, p. 144). This resis-
tance is not unfounded: if a student outsources the production of texts,
arguments, or solutions to Al they not only engage in academic dishon-
esty but—what is pedagogically more serious—forfeit the learning pro-
cess that such production was intended to generate. From a heutagogical
perspective, this represents a fundamental contradiction: the learner who
delegates the task of thinking to an algorithmic system is not exercising
their autonomy but rather abdicating it.

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 177-212.



Lurs ALBERTO TRIANA LLANO

However, the opposite view also exists and deserves attention. Pu-
ente et al. (2024) report that “research indicates that students who use
these platforms demonstrate better knowledge retention and achieve
higher grades compared to traditional methods” (p. 61). This evidence
suggests that the problem is not Al itself, but rather how it is used. A stu-
dent who uses AI to compare perspectives, to generate questions that they
then investigate through other channels, to receive feedback on their own
arguments, and to explore areas of knowledge that would otherwise be
inaccessible is exercising a form of technologically mediated autonomy
that is perfectly compatible with heutagogy—and may even enhance it.

The interpretive key to this distinction lies in Gadamer’s (2003)
hermeneutic spiral, in that learning—as a process of progressive under-
standing—involves each new horizon of meaning modifying and en-

riching the previous understanding. Interaction with Al can serve as a 195
catalyst for this spiral movement, provided that the learner does not stop CD)
at the system’s first response but instead uses it as a starting point for AL

new questions, new searches, and new syntheses. From this perspective,
heutagogy is not a state to be attained but a process to be constructed: a
continuous practice of critical and reflective appropriation of available
technological tools.

That being the case, on the one hand, there are the enthusiasts who
see in heutagogy almost infinite possibilities for advancement and prog-
ress, as if it were a new Enlightenment; and on the other hand, there are
the skeptics who recognize the risk of the algorithm underlying AI and
the results of an Al-led educational process—which, among other things,
can become a mechanism of subjugation, with the subject algorithmically
subjected within heutagogy.

At this point, it should be clarified that the individual should also
be capable of critiquing the educational model itself; moreover, this would
enable a contextual education to the extent that learning can be related to
everyday reality and the challenges in one’s environment. This combina-
tion promises a more personalized, relevant, and emancipatory learning
experience. This raises the following question: How does heutagogy relate
to emancipatory education? Emancipatory education is “when we under-
stand that education is a path to liberation not only for a select few but for
everyone” (Garcés, 2020, p. 27). With Al it is possible to reach everyone
—at least in theory— although for now, inequalities and difficulties in ac-
cessing ICTs, and consequently Al persist.

This first potential of AI does not, in principle, achieve global cov-
erage, but as time goes on, we would expect the barriers preventing uni-
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versal access to these technologies—which are here to stay—to be broken
down. A second potential lies in AT’s ability to act as a personalized tutor
that provides tailored tools and recommendations, further empowering
individuals to make informed decisions about their education; of course,
there is a risk of dependency here, which directly undermines the eman-
cipatory purpose.

However, heutagogy itself seeks emancipatory autonomy by fo-
cusing on the learner’s autonomy, which aligns with the idea that each
student has different interests, paces, and learning styles. That said, this
implies that heutagogy must go beyond the mere transmission of con-
tent and allow for the holistic development of individuals, fostering their
autonomy, critical thinking, and the ability to understand, make connec-
tions, and act—even regarding the educational content itself—within the

196 “glocal” context, which is both global and local. In short, we must be cau-
(I) tious and not simply trust AL but rather question it, since true emancipa-
tion involves the ability to question and decide for oneself.

Freeing Ourselves from Algorithmic Al

The functioning of an algorithm for the development of heutagogy could
be described through the following stages:

o First, the collection of dynamic data: This means that, instead
of static data, AI collects real-time information about the learn-
er’s progress, thereby adapting teaching and learning strategies
based on the learner’s program, concerns, preferences, strate-
gies, interactions, and progress.

« Second, adaptive analysis: The data is processed using deep
learning algorithms that identify patterns not only in perfor-
mance but also in the learner’s style and motivation. Here it
is important to note the risk involved in using black-box al-
gorithms, “whose internal workings are unknown, cannot be
explained, or are not understandable. This means that the al-
gorithm makes its decisions and processes information in a
way that is hidden, even from its own developer” (Morandin
Ahuerma, 2023, p. 190). These algorithms make it difficult to
understand and question their decisions, raising issues of re-
sponsibility and accountability.

o Third, the generation of personalized learning paths: In this
step, rather than offering a simple assessment, unique educa-
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tional pathways are designed and proposed that evolve with the
learner—again using a black-box algorithm. This leads to the
opacity that arises from the model’s decisions, which are based
on millions of internal calculations and connections that can-
not be easily interpreted. These pathways provide specific—and
likely unique—resources and challenges that foster student au-
tonomy and critical thinking.

« Fourth, continuous feedback: In a successive and cyclical man-
ner, immediate and contextualized feedback is provided, opti-
mizing the learning environment based on the student’s devel-
opment and achieved goals.

The steps outlined above, which are cyclical, carry the risk of algo-
rithmic subjugation in that the student’s learning and decisions may be
limited by biases inherent in the algorithm’s design. This is especially true
with deep learning models, since the model might reinforce preexisting
patterns —such as learning styles preferred by the system— thereby ig-
noring cognitive diversity or limiting autonomous exploration.

What this process reveals is that each of these stages can also be
a stage of subjugation. The perpetual collection of data implies constant
surveillance of the subject. This raises questions regarding the individual’s
agency in their own educational process and the danger of excessive de-
pendence on systems that, although adaptive, are far from neutral. There-
fore, it is important to consider that the codification of training biases in
algorithms (Garcia Pefalvo, 2024) carries harmful consequences, since
AT has the potential to perpetuate and amplify forms of discrimination,
which justifies the need to critically analyze the ethical implications of AI
in education to avoid perpetuating existing inequalities.

This dynamic of subjugation does not operate visibly. It is part of
what Foucault (2006) termed “governmentality” (p. 96)—understood as
the set of rationalities, techniques, and institutions that guide the behav-
ior of subjects in a subtle and continuous manner. In the digital and al-
gorithmic version of this concept, this steering requires neither physical
institutions nor human overseers: it operates through interfaces, notifi-
cations, personalized recommendations, and gamification systems that
shape behaviors and incentivize certain ways of engaging with knowl-
edge. Deleuze (2006) anticipated this dynamic when he wrote that in “so-
cieties of control, nothing is ever finished: the enterprise, education, or
service are the metastable and coexisting states of a single modulation, a
kind of universal shaper” (p.280). Educational AI systems can function

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 177-212.



The Paradox of Heutagogy and Artificial Intelligence

La paradoja de la heutagogia y la inteligencia artificial

precisely as that universal deformer: they never conclude their assess-
ment of the student, never declare their learning complete, and always
suggest a next step, a further optimization.
As Lépez (n.d.), Collins and Pinch (1996), Vallés-Peris (2022), and
Winner (2008) point out, technology is not neutral. It can reflect and re-
inforce certain values and interests —a sort of technological delegation
over lives and academic decisions— which, if automated without a deep
understanding of its limitations and underlying biases, has a significant
impact on the life of the heutagogical learner and on society at large. For
this reason, there is a call to ensure that these systems are fair, transparent,
and do not perpetuate discrimination or biases inherent in the program-
mers views as written in code.
Given this landscape, it is important to identify the main ethical
198 and technical concerns that the specialized literature has highlighted re-
(I) garding the use of Al in education:

 Algorithmic bias: This carries the potential to maintain, exac-
erbate, and reproduce patterns embedded during the training
of algorithms, thereby increasing inequality rather than reduc-
ing it (Ramirez, 2023; Garcia Pefalvo, 2024). If the data used
to train a system reflect historical inequalities in terms of race,
gender, social class, or geographic origin, the system will tend
to perpetuate them and, in many cases, amplify them, as it ap-
plies them on a massive scale and with a semblance of technical
objectivity that makes it difficult to challenge.

o Lack of transparency: This results from the use of “black box”
algorithms, which makes it difficult to understand and question
their decisions, and raises potential issues of responsibility and
accountability (Morandin Ahuerma, 2023). When a system de-
termines that a student has greater or lesser potential, or when
it steers the student’s educational path toward certain areas of
knowledge, that decision is produced through millions of inter-
nal calculations that are neither explainable nor auditable. This
opacity is incompatible with an education system that aims to
foster critical and autonomous individuals.

o Technological determinism: This reflects concerns about ex-
cessive reliance on algorithms at the expense of human judg-
ment and discretion. When teachers and institutions delegate
fundamental pedagogical decisions—such as what to learn, at
what pace, with what resources, and under what assessment
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criteria—to Al systems, they abdicate their own responsibility
and transfer to the machine a power to define human education
that no technical system should possess.

« Privacy and data protection: Serious concerns arise regarding
the collection, storage, use, access, or leakage of students” per-
sonal data (UNESCO, 2022; Parlamento Europeo, 2024). Edu-
cational Al systems require massive amounts of data to func-
tion, and the collection of such data on minors or on adults in
vulnerable situations raises critical questions about informed
consent and about who ultimately controls the information
generated during learning processes.

o Inequalities in access: Limited access—due, for example, to
geographic location, socioeconomic status, prior knowledge

of ICT, or age—can exacerbate existing inequalities and repre- 129
sents a structural barrier that may worsen existing educational ’QD)
inequities (Morduchowicz, 2023). Heutagogy that fails to ad- AL

dress this access issue risks being an emancipatory approach
only for those who already have basic resources guaranteed.

Identifying these concerns does not lead to the conclusion that Al
should be rejected as an educational tool, but rather to the conviction
that its integration requires constant critical engagement that examines
its conditions of possibility, its effects, and its limits. Deleuze and Guattari
(2002) introduced the concept of a “line of flight” to refer to movements
that escape established territorialities and open up new possibilities for
existence. The question that arises here is whether it is possible to use
Al itself as a line of flight: to design, train, and use it in such a way that it
generates the conditions for its own questioning and transcendence.

What appears to be a growing use of —and perhaps a growing
dependence on— AI not only highlights technical and ethical concerns,
such as bias and a lack of transparencys; it also reconfigures the dynamics
of power and control. By automating processes and decisions, algorithms
not only perpetuate inequalities and biases but also become devices of a
new form of governmentality (Foucault, 2006): “digital governmentality”
This change goes beyond the merely technical to become part of a socio-
political transformation where power relations are diffused into algorith-
mic networks that shape subjectivities in a more subtle and continuous
manner, integrating into the logic of the societies of control described by
Deleuze (2006) and Foucault (2002), and leading to a form of subjugation
that is less visible but disturbingly effective.

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 177-212.



The Paradox of Heutagogy and Artificial Intelligence

La paradoja de la heutagogia y la inteligencia artificial

We are entering a historical moment in which regulatory mecha-
nisms operate fluidly and persistently through contemporary technologi-
cal environments. This historical progression reveals a shift from sover-
eign structures toward disciplinary systems (Foucault, 2002), culminating
in the current paradigm of surveillance, as Deleuze (2006) notes: “the cy-
bernetic machines and computers of control societies” (p.274). Almost
prophetically, Deleuze (2006) anticipated and pointed out that contem-
porary surveillance and regulation do not require visible institutional
structures but rather operate through automated systems, foreshadow-
ing the existence of an interconnected digital ecosystem and drawing on
multiple—if not thousands—of mathematical calculations and compu-
tational procedures that power devices for monitoring and influencing
people. This leads to a reconfiguration of identity in which the individual

200 today faces new mechanisms of conditioning that continuously shape
(I) their aspirations, cognitions, and behaviors.
Advanced computational environments and mathematical and

algorithmic processing systems—which, in the absence of consensus,
we have come to accept as “intelligent”—have evolved toward an indi-
vidualized adaptation of digital interfaces and resources, characterized by
inherent biases that intensify observational capabilities and undermine
individual self-determination. Thus emerges a contemporary configura-
tion featuring a new type of subject—one not identified by traditional
numerical classifications, but rather as a conditioned entity.

This is an individual whose personal imprint is under constant
scrutiny, adjustment, and manifestation in digital spaces, creating an al-
gorithmically mediated identity that raises fundamental ethical questions
about decision-making capacity, independence, and the possibilities of
preserving a genuine sense of identity in circumstances where control
manifests itself in an inherent, imperceptible, tacit, personalized, and pos-
sibly consensual manner—by accepting contractual terms upon entering
digital spaces, applications, or artificial cognitive systems. One must ask:
Is there a true understanding of these agreements?

With Al in education, the logic of control takes another step for-
ward; Al has the capacity to monitor and evaluate academic performance,
but it can also predict trajectories, suggest pathways, and shape expecta-
tions. In short, it creates a new type of subjectivity—algorithmic subjec-
tivity—in which the subject’s autonomy is called into question. This AI-
mediated personalized learning is a new form of the “technologies of the
self” (Foucault, 1990). Furthermore, it can be interpreted as a new form of
what Foucault (2002) termed “individualizing power” (p. 198), in a loop
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of constant training and consultation, to which we add Deleuze’s (2006)
argument: “In societies of control, nothing is ever finished: the enterprise,
training, or service are the metastable and coexisting states of a single
modulation, a kind of universal deformator” (p. 280). Now, Deleuze and
Guattari (2002) introduce the concept of the “line of flight”—what if AI
itself were used as a line of flight, an emancipatory education of Al itself?

Mezzadra (2014), drawing on Marxism, has explored the ways in
which individuals constitute themselves and resist through struggles and
practices of emancipation—a question that must be raised in the face of an
“algorithm of subjection,” as algorithmic governance desubjectivizes “the
subjectivity of the individual subject” (p. 94). Subjects immersed in heuta-
gogy can seek forms of resistance and organization to challenge the subjec-
tification imposed by Al which fails to consider their unique and singular

perspective and which, moreover, enables digital governmentality. This 201
approach tends to ignore subjectivity and individual particularities, which CD)
can lead to a distorted representation of their capabilities and potential. I

Heutagogical Emancipatory Education

Emancipatory education cannot be merely a philosophical ideal: it must
translate into concrete practices, specific institutional designs, and ways of
engaging with knowledge and technology that bring its principles to life. In
this sense, heutagogy offers a unique opportunity: the possibility of design-
ing systems that not only personalize learning but also equip the individual
with the ability to question the conditions of that personalization.

De Sousa Santos (2006) warns of the difficulty of this undertaking:
“we have only hegemonic tools at our disposal to try to address all of this”
(p. 65). The Al systems currently available are, for the most part, prod-
ucts of technology corporations driven by market logic and optimiza-
tion that do not necessarily align with the objectives of an emancipatory
education. However, this observation does not preclude the possibility
of a critical appropriation of these tools. The history of education is full
of examples of the subversive appropriation of hegemonic instruments:
writing, the printing press, radio, video, and the internet. In each case,
the instrument was developed with specific power dynamics in mind and
was later appropriated by educational and social movements that used it
against those very same dynamics.

AlI by providing rapid data and analysis, can be a valuable tool in
this process; of course, we must remember that emancipation is not just
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about accessing information, but also about questioning power structures
and fighting for a more just society. Heutagogy promotes the ability to
learn how to learn. This “learning how to learn” can be guided by parame-
ters that disrupt hegemonic models and tools, linking the ability to search
for, process, and evaluate automated information—but in a way that is
critical and emancipatory of ideologies, sensologies, biopolitics, normal-
izations, and other mechanisms of subjugation of the subjugated subject.

Emancipation through heutagogy requires a critical review of as-
sessment systems. When indicators of educational quality are reduced
to metrics generated by organizations such as the Organization for Eco-
nomic Cooperation and Development (OECD), “with criteria based on
instrumental and efficiency-oriented reasoning” (Habermas, 1999, p. 42),
a fundamental contradiction arises with the objectives of emancipatory

202 education: the system that should liberate the individual subjects them to
(I) standardized metrics that neither capture nor value the most significant
aspects of their development. Heutagogy must, therefore, also generate its

own modes of assessment, focused not on the efficiency of performance,
but on the depth of understanding, the quality of critical thinking, and
the ability to act autonomously and responsibly in the world.

With heutagogy, the autonomous individual—who is responsible
for their own learning process—makes decisions about what, how, and
when to study. This is where Al can be used (and properly utilized); as
noted, it may be insufficient or biased, but that does not mean this is al-
ways the case. In fact, it can be properly trained—but what does it mean
to train it properly, and who should do so? More unresolved questions
arise, since any bias becomes entrenched in Al, according to Angwin
et al.: “There are cases showing how intelligent systems distort data, in-
creasing risks” (cited in Ramirez, 2023, p. 12). In any case, at this point, the
risk of biased training should be clear, and for that very reason, the code
can be configured to be sufficiently broad, inclusive, and bias-resistant,
thereby placing the responsibility on the individual to discern and criti-
cally evaluate what is presented to them.

It is still an idea that needs refinement, but it remains interesting,
challenging, and, above all, promising to consider how to combine these
approaches to achieve an emancipatory, autonomous, and heutagogical
education. Below are some related points.

Consider the need to use Al in an ethical and bias-free manner,
similar to what is outlined in the UNESCO document (2022) and the
European Parliament regulation (2024). Likewise, one can draw on mani-
festos and declarations from anti-establishment groups that advocate for
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ICTs and an internet that are accessible to all; one could even use Al itself
to detect and resolve ethical and bias-related issues, ensuring they align
with ethical values and social expectations, but without succumbing to
political correctness-driven censorship.

The integration of Al into education raises important ethical ques-
tions that must be considered to ensure the responsible and beneficial use
of both existing and emerging technologies, focusing on how decisions
affect students as well as society as a whole. In particular, issues such as
data privacy, algorithmic bias, and transparency in the use of algorithms
must be addressed.

AT can provide rapid access to resources and help students research
what they consider relevant. Heutagogy fosters assisted autonomy, which
enables the independent exploration of knowledge and can serve as a tool

to transcend the limitations of hegemonic educational paradigms. Heu- 203
tagogy not only facilitates access to knowledge but also fosters emancipa- CD)
tory and inclusive learning, empowering learners to take control of their AL

own learning and equipping them with the ability to question and re-
construct the traditional structures of knowledge-power (Foucault, 2002)
that shape a subjectivity submissive to the hegemonic order.

Al can automate administrative tasks such as grading and perfor-
mance tracking. This frees up time for teachers to focus on interacting
with students. However, care must be taken to ensure that assessment is
not based solely on quantitative scores generated by Al, which brings us
back to the need to avoid falling into the instrumental rationality (Haber-
mas, 1999) of indicators such as those used by the OECD.

In a future educational model such as that proposed by heutagogy,
it is important to know how to balance automation with depth and the
development of critical thinking, fostering in students that Kantian “dare
to think” —the *sapere aude*— which, according to Kant (2003), is the
motto of the Enlightenment:

If T have a spiritual guide who has faith for me, if I have a doctor who
judges my diet for me, and so on, then I do not need to make an effort on
my own. I have no need to think, when I can simply pay (p. 1).

Kant’s warning is perfectly applicable to the context of Al in educa-
tion: a system that thinks for the student, selects for them, and evaluates
for them, exactly replicates the figure of the heteronomous tutor that the
Enlightenment sought to overcome. Emancipatory heutagogy must, on
the contrary, use Al as a condition for autonomous thinking, not as a
substitute for it. Thus, we must ensure that technology does not replace
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human reflection, that Al is not that “spiritual guide” or the “and so on”
indicated by Kant (2003), and, on the contrary, that the student makes
an effort on their own, though, of course, they may make use of techno-
logical tools to optimize the cognitive, rational, and thinking process, as
has been explored in virtual philosophy education in prisons (Sarmiento
et al., 2024). In this sense, heutagogy can help and empower students; of
course, we must remember that true emancipation involves the ability to
question and decide for oneself—even regarding the Al that drives heuta-
gogy and heutagogy itself—as Kant (2003) would say, “sapere aude”

A Decalogue for Heutagogy

To summarize and conclude this paper, we propose some ideas for the
eventual implementation of heutagogy. As demonstrated, this self-de-
termined educational approach necessitates a focus on fostering critical
autonomy, promoting inclusive education, and ensuring that technology
is used as a means to empower individuals, who should in no way be
subjected to Al

1. Prioritize human thought as the starting point. While heuta-
gogy seeks to foster self-directed education, the individual’s
creativity and critical reflection must be prioritized and main-
tained as an indispensable goal, above and beyond the codified
capabilities of any algorithmic system. One possibility is to fos-
ter “rhizomatic” thinking (Deleuze and Guattari, 2002), which
offers a productive model of resistance to the cognitive homog-
enization that poorly managed Al tends to produce, so that it
does not obey hierarchical or linear patterns, and the search
for and establishment of multiple and unexpected connections
between ideas and concepts is enhanced. The aim is for stu-
dents to develop new intellectual and creative possibilities that
are not limited to reproducing preexisting patterns. Following
Foucault (1990, 2002), this resistance to homogenized thought
serves as a means of subverting the disciplinary systems that
shape docile subjectivities.

2. Foster synergies between the individual and technology in re-
lation to AI and its use. This must be based on the pursuit of
co-creation—not as one-way instruction—valuing human sin-
gularity and thereby considering, from the perspective of Sousa
Santos (2006),a way to reinvent forms of collaboration between
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humans and technology, so that the use of technology is pri-
oritized to the extent that it helps eliminate inequalities and
promotes global cognitive justice. The aim is for synchronized
intelligence—human and AI—to be interpreted as an assembly
of the collective machine in which each part contributes what
the other lacks (Deleuze and Guattari, 2002), within a plane of
ethical and political consistency that prioritizes technological
use that expands possibilities over that which restricts them.

. Strengthen autonomy in accessing and evaluating information.
Education in critical autonomy must begin by recognizing and
denaturalizing the power structures that shape information
and determine which information is visible, valid, or permitted
in digital environments. This reflective access to information

must be part of the emancipatory educational process (Garcés, ng
2020), in which the individual navigates and frees themselves ’\CD
not only from social and digital mechanisms of subjugation I

but also avoids becoming trapped in or perpetuating digital
bubbles. Universal access to ICTs and Al is key at this point,
accompanied by literacy that is no longer merely digital but AI-
mediated; this, in itself, is an exercise in liberation rather than
subordination—an exercise in emancipation.

. Promote self-regulated and intentional learning. Heutagogy
fosters individuals™ ability to design, plan, develop, evaluate,
and provide feedback on their own learning within a continu-
ous “becoming” (Deleuze, 2006). This becoming is a process in
which learning is neither closed nor predetermined; it is im-
mersed in a constant dynamic of transformation in which Al is
used not as a source of dependence, but, on the contrary, as an
opportunity to discover new lines of flight (Deleuze, 2006) that
expand one’s potential.

. Foster ethical and pluralistic argumentation. Pluralistic think-
ing is a prerequisite for a democratic society (Garcés, 2020).
This approach resonates with Deleuze and Guattari (2002), in
that it requires learning to argue ethically —which involves
navigating the realm of knowledge while respecting differences
and avoiding the dogmatic territorialization of ideas. In this re-
gard, De Sousa Santos (2006) reinforces the need to construct
knowledge based on dialogue among diverse epistemologies,
moving beyond monocultural perspectives and promoting the
world’s pluralism.
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. Promote creation with transformative impact. The capacity to

create content must be pursued with a critical and emancipa-
tory approach; this involves revealing how technologies shape
subjectivities (Foucault, 1990, 2002), which must be challenged,
since these subjectivities—in step with ICTs—condition and
perform. This creation, as a political act, allows the subject to
liberate themselves to the extent that they not only reproduce
information but also reinterpret it to destabilize dominant nar-
ratives and construct alternatives.

. Expand opportunities for active participation. Participation

in glocal projects —which connect the local with the global—
aligns with Sousa Santos’s (2006) vision of active and solidarity-
based citizenship. Garcés (2020), for his part, proposes partici-
pation as a tool for emancipation that strengthens individuals’
capacity to influence their realities. This process can be under-
stood as a Deleuzian assemblage that brings together human
and non-human actors in networks of transformation.

. Educate in the principles of reflective heutagogy. Once estab-

lished, heutagogy must, of course, be explained through heuta-
gogy itself, moving beyond mere technical proficiency to focus
on a deep understanding of the power structures that govern
technologies. We must analyze how algorithms perpetuate in-
equalities and how digital platforms operate as disciplinary de-
vices that no longer merely control the individual but produce
them: “Discipline thus manufactures subjugated and trained
bodies, docile bodies™ (Foucault, 2002, p. 142). Heutagogy must
empower individuals to dismantle these structures and build
inclusive alternatives, “to explore new possibilities for rethink-
ing existing tools and using them as devices of emancipation”
(Triana Llano, 2025).

. Build inclusive and horizontal learning communities. Educa-

tional communities should be spaces for encounter that chal-
lenge traditional structures and hierarchies. These communities
should promote an “ecology of knowledge” (De Sousa Santos,
2006), where marginalized forms of knowledge are recognized
and valued, and capabilities and knowledge that have been de-
liberately hidden or disparaged are empowered. Heutagogy can
facilitate these types of processes by integrating it as an ethical
mediator rather than as a hegemonic tool.
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10. Rethink educational objectives in light of emerging challenges.
From the perspective of Deleuze and Guattari (2002), educa-
tional objectives must be open, flexible, and adaptable to the
changing and complex dynamics of the contemporary world; to
this end, there is a need to educate students who are prepared to
face the unknown with creativity and autonomy. This includes
a critical scrutiny of the ways in which Al redefines power rela-
tions in the educational sphere.

Conclusions

The main objective of this research was to critically analyze the intersec-

tion between heutagogy and Al, with the aim of determining the condi- 207
tions under which Al can genuinely promote self-determined learning /\CWD/\

rather than generate new forms of technological dependence. The analy-
sis conducted allows us to affirm that this objective has been addressed in
all its complexity, although not fully resolved—a finding consistent with
the paradoxical nature of the problem at hand.

Regarding the central research problem—the coexistence of Al’s
emancipatory potential from a heutagogical perspective and the risk of
technological subjugation—the analysis shows that this coexistence is
not a contradiction that must be resolved in favor of one of its terms,
but rather a productive tension that must be kept active and conscious
in any proposal to integrate Al into educational contexts. Al is, in and
of itself, neither emancipatory nor alienating: its nature depends on the
pedagogical, ethical, and epistemological frameworks within which it is
integrated, on the objectives that are defined, on the individuals who use
it, and on the institutional conditions in which it is deployed. This main
conclusion has an immediate practical implication: it is not possible to
delegate pedagogical responsibility to the technological system. The de-
sign of Al-mediated educational experiences requires intellectual, ethi-
cal, and political work that teachers, institutions, and students themselves
must actively undertake.

The analysis has also identified the main challenges facing any heu-
tagogy initiative. First, the epistemic limitations of current Al systems:
their inability to engage in genuine reasoning, their tendency to gener-
ate “hallucinations,” and their reliance on training data that often repro-
duces historical biases. Second, the problem of algorithmic opacity, which
hinders critical scrutiny of the decisions these systems make regarding
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students’ learning trajectories. Third, structural inequalities in access to
digital technologies, which mean that heutagogy is, in current practice, a
possibility reserved for those who already have resources and favorable
conditions. Fourth, cultural resistance and institutional uncertainty re-
garding the integration of Al into educational systems, which often leads
to ad hoc regulations or bans that fail to address the root of the problem.

In the face of these challenges, the proposed ten-point guide does
not aim to offer definitive solutions, but rather guidelines for pedagogical
work that recognizes and manages the complexity of the problem. Eman-
cipatory heutagogy is a work in progress, not a finished model; it requires
experimentation, critical evaluation, and ongoing adjustment.

Future research should move forward in at least four directions.
First, the empirical evaluation of heutagogy proposals in specific educa-
tional contexts, particularly in Latin America, where conditions of access,
pedagogical traditions, and power dynamics have unique characteristics
that proposals from the Global North do not fully capture. Second, the
development of ethical and legal frameworks that regulate the use of Al
in education based on the principles of cognitive justice and equity, mov-
ing beyond the criteria of instrumental efficiency that currently predomi-
nate. Third, research on teacher training models that equip educators not
only with the technical use of Al tools but also with the capacity for philo-
sophical and ethical reflection on their pedagogical implications. Fourth,
the design and testing of AI systems specifically geared toward heutagogy,
which make students’ critical autonomy their primary optimization crite-
rion, rather than standardized performance metrics.

In summary, heutagogy represents a genuine opportunity to re-
think education in an algorithmically mediated world. But this oppor-
tunity can only be achieved if we approach it with full awareness of the
paradox that defines it: the very tool that can enhance autonomy can also
erode it, and the difference between these two outcomes lies not in the
technology itself, but in the quality of the critical, ethical, and pedagogical
thinking with which it is approached. Education must ultimately remain
a path toward freedom: and technology, including AI, must always be a
means to that end, never a substitute for it.
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Abstract

This paper problematizes scientific literacy by analyzing the debate between continuist science (progressive
accumulation) and discontinuist science (ruptures and incommensurability). It is posited that hegemonic
models of scientific literacy render invisible the continuist image of science they implicitly transmit by relying
on cognitivist assumptions. This operates as an epistemological obstacle to the appropriation of a discontinuist
approach to science. Drawing upon the post-foundationalist influence of Bachelard, Badiou, and Lacan, among
others, in the educational field, the objective is to contribute to the construction of a discontinuist approach
to scientific literacy. The methodology involves the analysis of educational practices with first-year university
epistemology students. As a result, obstacles to both scientific literacy and a discontinuist vision of science
are identified. Furthermore, a distinction is made between a process of knowledge reception and a process of
knowledge appropriation (rupture between knowledge and truth). Appropriation implies a supplementary logic
that resignifies the notions of epistemological obstacle and rupture (subtraction) by asserting the materiality
of language and postulating a new theory of the body. In this view, the body acts as a subtraction from
prior knowledge, undergoing alteration through its incorporation into a new body of truth (subjectivation,
transformation into a subject of science). Unlike the language of Generative Artificial Intelligence, science as a
truth procedure demands the capacity to unlearn and to create.
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Towards a Discontinuist Approach to Scientific Literacy

Hacia un enfoque discontinuista de la alfabetizacién cientifica

Resumen

Este trabajo problematiza la alfabetizacién cientifica y analiza el debate entre la ciencia
continuista (acumulacién progresiva) y discontinuista (rupturas e inconmensurabilidad). Se
postula que los modelos hegemonicos de alfabetizacion cientifica invisibilizan la imagen de ciencia
continuista que trasmiten de modo implicito al apoyarse en supuestos cognitivistas. Esto opera
como obstaculo epistemoldgico para la apropiacion de un enfoque de ciencia discontinuista. Desde
la influencia posfundacionalista en el campo educativo de Bachelard, Badiou, Lacan, entre otros, el
objetivo es aportar a la construccion de un enfoque discontinuista para la alfabetizacion cientifica.
La metodologia empleada es el analisis de practicas educativas con estudiantes de epistemologia
ingresantes universitarios. Como resultado se identifican obstaculos para la alfabetizacion cientifica
y la vision discontinuista de la ciencia. Asimismo, se diferencia un proceso de recepcién de saberes
y un proceso de apropiacion de saberes (ruptura entre saber y verdad). La apropiacién implica
una logica suplementaria que resignifica las nociones de obstaculo epistemoldgico y ruptura
(sustraccion) al plantear la materialidad del lenguaje y postular una nueva teoria del cuerpo como
sustraccion al saber y alteracion por la incorporacion a un nuevo cuerpo de verdad (subjetivacion,
transformacion en sujeto de la ciencia). A diferencia del lenguaje en las inteligencias artificiales
generativas, la ciencia como procedimiento de verdad exige la capacidad de desaprender y crear.

Palabras clave

Ensenanza superior, alfabetizacion, epistemologia, ciencia, lectura, escritura.

Introduction

This paper examines scientific literacy from a post-foundationalist frame-
work and contrasts the continuist view of science with the discontinuist
view, exploring how each gives rise to a particular approach to teaching
reading and writing in science education practices in higher education.
Since the analysis is limited to science education at the university entrance
level, the concepts of academic literacy and scientific literacy overlap in
this case; therefore, this article will treat them as convergent concepts.

The continuist scientific approach corresponds to the consolida-
tion of a model of science known as the orthodox naturalist consensus
during the first half of the twentieth century. It is characterized by posit-
ing a single linear and progressive rationality in which scientific knowl-
edge advances through trial and error toward a truth that functions as
an epistemic value, albeit an unattainable one. Likewise, it presupposes a
foundational cognitive nature of humanity, according to which the vali-
dation of statements relies on the so-called context of justification: logi-
cal coherence and empirical verification (truth as correspondence or the
semantic conception of truth between a metalanguage and an object lan-
guage), among other characteristics (Klimovsky, 1994).

In contrast, during the second half of the twentieth century, dis-
continuist currents gained momentum, sparking a debate regarding the
previous consensus. Among these were hermeneutic and historical-crit-
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ical approaches, structuralist and post-structuralist positions, as well as
various types of pragmatist and materialist approaches. What they have
in common, beyond their many differences, is their rejection of the as-
sumption that the primary relationship with the world is one of knowl-
edge; therefore, they do not start from the premise of a cognitive human
nature as the ultimate foundation. Their anti-humanism is purely theo-
retical insofar as they do not abandon the idea of the human condition in
its bodily, material, and historical dimensions.

Transformations in the scientific field are linked to the field of
scientific-academic literacy, which is gaining increasing importance and
institutionalization in higher education. In this context, the problem iden-
tified is that hegemonic approaches to scientific-academic literacy are un-
derpinned by cognitive assumptions that are characteristic of a continuist

and cumulative model of science, and that these assumptions are not suf- 217
ficiently made explicit or visible; as a result, they are effectively transmitted C D)
through the practices of this field, albeit “unconsciously” to those involved AL

in the educational setting. Consequently, the predominance of a cognitive
approach to scientific-academic literacy acts as an epistemological obsta-
cle to the teaching of a non-continuist conception of science.

Various systematic reviews in the field of academic literacy point
to the predominance of two approaches. Calle Arango and Avila Reyes
(2020) argue that “previous studies’ findings regarding two major re-
search trends —one cognitive and the other sociocognitive— were cor-
roborated” (p. 455). Similarly, Guzmén Simon and Garcia Jiménez (2015)
identify a model known as “language for academic purposes” (focused on
the student’s individual and cognitive abilities) and a model of “academic
literacy” which they associate with the concept of “academic socializa-
tion” (emphasizing the situated, discursive, and contextual literacy pro-
cess), highlighting the possibility of integrating these approaches. Like-
wise, another way to express the hegemony of two models (distinct yet
articulable) is based on the distinction between form and content: “In the
first case, the aim is to train students to read and write as specialists do;
in the second, it is about teaching students to read and write to appropri-
ate the knowledge produced by specialists” (Carlino, 2013, p. 370, cited in
Pérez et al., 2018, p. 313). When the rules and forms used by specialists
are involved, the focus is on the contextual and sociocognitive discursive
approach; when the study of content is emphasized, the analysis falls un-
der the cognitive model. Thus, while it is acknowledged that integration
is possible, the distinction between these processes remains: “It involves
two objectives that, although related, should be distinguished” (p. 313).
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Cognitive approaches to scientific-academic literacy maintain that
there is a continuum in the degree of complexity, scope, and adherence to
the source, depending on the type of discursive operation required, which
organizes a taxonomy of varying degrees of cognitive complexity involved
(Pérez et al., 2018). Thus, they argue that one can be close to or distant from
a text depending on whether the skills involved are analyzing, classifying,
comparing, synthesizing, and so forth. This is consistent with sociocogni-
tive approaches that incorporate an understanding of context and literacy
practices as a situated social process. However, it does not alter the cogni-
tive assumptions underlying reading and writing. The analysis reintroduces
a separation: subject (in terms of the rational consciousness that reads),
object (written text), and context or communicative situation (interaction).

In light of this problem, the objective is to contribute to the con-

218 ceptualization of how to teach and learn to read and write in higher edu-
(I) cation based on the assumptions of a discontinuist view of science. The
thesis defended here is that the discontinuist approach to science involves

teaching the scientific-academic genre by distinguishing between a pro-
cess of reception and a process of appropriation of knowledge, which re-
quires positing the materiality of the process through a dialectic that re-
defines the way we understand the relationship between knowledge and
truth. Furthermore, this is part of the search for a different conceptualiza-
tion of the body in the field of scientific-academic literacy, understood
through the line of research on the process of (in)corporating individuals
into the subject-thought of a truth (Garcia Puchades, 2021).

This is relevant because cognitively based theories focused on the
mental processing of information neglect material processes, thereby cre-
ating a tension between what could be expressed as “a language without
a body” versus “a body traversed by language.” This is important in the
context of the question of how to read and write using generative artifi-
cial intelligence (GAI), since the inductivist, cumulative, continuist, and
probabilistic view of science underlying that practice (Han, 2014; Sadin,
2020) could act as an epistemological obstacle to other visions of science
and should be problematized in terms of what it conveys as a hidden cur-
riculum: “The mass of data and information, which grows without limits,
today distances science from theory and from thought” (Han, 2014, p. 76).
Milner (2022) summarizes the critique of cognitivism regarding language
as follows: “If it were discovered that, when it comes to language, neither
the notion of information processing nor the notion of rules [character-
istic of the computational framework] is appropriate, then the cognitivist
program would lose the essence of its justifications” (p. 258).
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This research is qualitative in nature. It consisted of an interven-
tion (Badiou, 1999; Lewkowicz, 2007) based on the analysis of practices
(Foucault, 1994; Agamben, 2009) in the educational context of the course
“Epistemology of the Social Sciences” for first-year university students in
social science programs. The methodology of the intervention involves
theorizing practical trajectories by identifying effective processes that are
not explicitly articulated in the discourse of that context, thereby leading
to the generation of new knowledge.

The topic is relevant insofar as there are sufficient critical reviews
of the continuist view of science; however, analyses of a persistence that
occurs implicitly are scarcer. Therefore, changing the way we think about
scientific and academic reading and writing practices will also transform
the view of science that is transmitted. The epistemological debate re-
garding educational practices is important in the context of current so-
cial, scientific, and technological transformations (Lopez, 2021; Rodri-
guez Mancilla et al., 2018).

This paper is structured as follows. The “State of the Art” section
justifies the problem outlined in this introduction from a philosophical
perspective. The second section describes the methodology employed.
The third section analyzes the results, highlighting the epistemological
obstacles identified for a discontinuist view of science and the contribu-
tion of two distinct categories —reception and appropriation— theorized
based on classroom situations and presented using a paradigmatic case
(“Maria”) in accordance with the methodology employed. The fourth sec-
tion is devoted to theoretical discussions of the above. Finally, brief con-
clusions from the analysis are highlighted, and new questions are raised.

State of the Art

In the history of science, a tradition of continuity is often identi-
fied, characteristic of what is known as the “orthodox consensus” or “nat-
uralism” (Klimovsky, 1994), which remained dominant until the 1960s.
Influential works such as The Structure of Scientific Revolutions (Kuhn,
1990) and The Order of Things (Foucault, 2005) gave new impetus to a
discontinuist tradition that had already been inaugurated by Bachelard
decades earlier (Becerra Batan, 2021; Diaz, 2005). Furthermore, various
revolutions in the field of formal science —such as the formalization of
set theory, among others— had an impact on and influenced the debate
over conceptions of science both in philosophy and in the Lacanian-
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oriented psychoanalytic field (Badiou, 1999). This allowed for a reassess-
ment of contributions from Bachelard’s discontinuist tradition (2000):
“Mathematism is no longer descriptive, but formative [...]. Once a geo-
metric law is grasped, an astonishing spiritual inversion takes place [...]:
curiosity gives rise to the hope of creating” (p. 8).

What do “curiosity” and “creating” refer to in this context? Curios-
ity responds to the discovery of what is supposed to have been there in
some way (traditional ontology), while “creating” points to science by em-
phasizing its process of invention (the ontological turn of the mathema)
and the axiomatic nature of thought (Badiou, 1999, 2008). The continuist
perspective on science is grounded in traditional ontology, whereas the
second perspective is rooted in the discontinuist tradition of science.

For a traditional ontology, truth is not distinct from knowledge;

220 rather, it is a form of grounded knowledge or serves as a condition of pos-
(I) sibility. For the discontinuist tradition, the relationship between knowl-
edge and truth is redefined. Heidegger (1996) characterized the modern

representation of the world as a process of objectivity grounded in calcu-
lation, to which he opposed an incalculable excess that cannot be captured
by the former model, allowing him to establish a distinction between
knowledge and truth grounded in the horizon of language. Badiou (1999
and 2010) revisits the problem of the difference between knowledge and
truth, but in a different way. From an ontology of the mathem (Badiou,
1999), truth does not imply interpretation but rather rupture. In this way,
he proposes a subtractive conception of truth: truth is a procedure that
involves a radical novelty that alters—and pierces through—prior knowl-
edge. This explains why Bachelard said, “to give way to creation.”

These ontological and philosophical considerations have clear
epistemological consequences. Badiou (2004) analyzes this through Kant,
whose philosophy forms the basis of modern empirical sciences. For
Kant, the phenomenon involves a sensible limit (knowledge) to the un-
knowable but intelligible noumenon (thought). The dichotomies of the
sensible and the intelligible, the body and thought, and so forth, found in
the ontological tradition are reexamined by Badiou (2004) in a different
way: “The previous question was what limits the body imposes on the
intelligible, whereas the new question, the new inquiry, is of what intel-
ligible the body is the result” (p. 35). And he adds: “If one wishes to under-
stand how the sensible arises from the intelligible, one must understand
the operations of transformation [...]. Modern thought is an operative
thought. That is why it is no longer exactly a theory of knowledge” (p. 36).
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One of the operations of transformation in thought is how the
same becomes something else; in other words, it concerns the alteration
of what exists. For this reason, the author points out that “thought is a
creation” (p. 37). This resonates with the notion of the epistemological
obstacle in Bachelard (2000 and 2003)—a condition of possibility for the
epistemological rupture implied by learning: the same (the obstacle) be-
comes something else (learning) through a rupture. In Badiou’s (1999)
terms, this is called “supplementary logic”: something that was impossi-
ble to represent within the regime of knowledge appears; that something
bursts in and, through a naming, re-signifies the regime of representation;
thus, something that was impossible begins to exist (radical novelty).

It is necessary to alter the regime of representation (the symbolic
ordering of prior knowledge) based on an impossibility intrinsic to its

formalization; i.e., that which is an excess within that knowledge bursts 22/, 1
forth, and to be explained requires a new form of knowledge. We are faced ’\C )
with a limit, but this is not the limit between phenomenon and noumenon JIs

in Kant, for whom the thought of the totality of the real is noumenal (in
other words, that which is excess or incalculable remained on the side of
the noumenal). Badiou (2016) offers another definition of the real, which
he drew from Lacan: “The real is the impasse of a formalization” (p. 36), in
the sense described above. Since novelty does not add new knowledge in
a cumulative manner but rather revolutionizes knowledge, it is said to be
a subtractive process or procedure of truth. For Badiou (2016), science as
a procedure of truth implies creation, since the real is that which cannot
be represented in a formalization and will require a new formalization to
be represented—although this new formalization will also encounter a
new intrinsic limit, insofar as no symbolic order is total or closed.

In Lacanian terms, one might say that truth persists insofar as
it never ceases to inscribe itself, and the real persists insofar as it never
ceases to fail to inscribe itself. A post-foundationalist (there are no ulti-
mate foundations) and discontinuist framework has thus been outlined.
Within this framework, the present study draws on non-clinical read-
ings of Lacanian psychoanalysis in the field of education (Milner, 2003;
Sanabria, 2014; Cuomo and Danelinck, 2017), as well as from the per-
spective of Bachelardian and Badiouian science, to explore new theoreti-
cal frameworks emerging from heuristic explorations in situated educa-
tional practices.

In summary, the new dialectic between knowledge and truth is as
follows: representational knowledge is de-totalized by the presentation
of something that could not be classified by the previous representation.
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This can produce a rupture or event that gives rise to the subject-thought
of a truth, which in turn generates a radical change and the production
of new knowledge.

In light of the above, the question posed in this paper takes on
meaning: What appears but cannot be represented within the cognitiv-
ist and continuist framework of hegemonic academic literacy theories?
The body. Therefore, if previous knowledge did not sufficiently theorize
the body in the teaching of academic reading and writing, a new con-
ceptualization of the body is required to allow for its consideration in
the literacy practices under discussion. The previous conceptualization of
the body involved two registers: the sensible and the intelligible. The new
conceptualization of the body introduces three registers: the sensible, the
intelligible, and subtraction.

222 While the continuist approach operates with two registers—the
(I) sensible (empirical) and the intelligible (transcendental)—the discon-
tinuist tradition, for its part, requires adding the dimension of the real.

Lacanian psychoanalysis proposes conceiving the subtractive through a
letter, which it calls the “object a”, allowing it to conceive of the body as
an entanglement among three registers: the imaginary, the symbolic, and
the real (Lacan, 1992). For Badiou (2021), the body takes on the meaning
of a body of truth, a subjectivizable body (incorporation and subjectiva-
tion): “These are bodies for a new subject-form, which will be the subject
of truth” (p. 81). He adds: “These bodies will be the material bearers of the
subject-forms that will emerge under the condition of an event, and these
forms, in turn, will bear the processes of truth” (p. 81).

It is worth noting that this work draws on a substantial body of
prior research, given Badiou’s growing influence on thinking about the
field of education, which has supported the articulation of ontological,
philosophical, epistemological, and pedagogical levels (Cerletti, 2008;
Lewkowicz, 1999; Garcia Puchades, 2021; Cho and Tyson, 2005). Like-
wise, it raises questions regarding the challenges of GenAl in education
(Galli and Kanobel, 2023). This context encompasses the tension between
scientific discontinuity and continuity, as well as between the materiality
of language and traditional cognitive positions.

It should be clarified that regarding the terminology “reception”
and “appropriation,” there is prior research, albeit with differences: Corea
and Lewkowicz (2010) distinguish between reception as communication
and reception as subjectivation; Bigot et al. (2010) use these terms within
the framework of the complexity paradigm.
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As indicated, the methodology employed posits theorizations
based on situational trajectories; therefore, the purpose of this paper ad-
dresses the need for mediations to provide a practical and operational
grounding for these conceptualizations. How can we teach reading and
writing by incorporating what constitutes the body or excess in cognitive
representation: the mortal body, the sexualized body, the speaking and
desiring body? These are human conditions (Alemdn, 2019); therefore,
what, then, is reading and writing from these premises? Are they involved
in the image of science as discontinuity? This justifies the methodology of
this research, which must be consistent with the non-exteriority between
form and content and introduce procedures that engage with the real.

Methodology

This research is a qualitative study that employs a situational interven-
tion research design from an immanent perspective (Lewkowicz, 2007).
An epistemological analysis is conducted on the set of situated practices,
producing knowledge based on the internal rationality of the observed
educational situation by “transforming a practical journey into a theo-
retical experience” (p. 34). It is assumed that “the situational meaning of
an idea lies in the network of practices in which it is carried out” (p. 64).
Therefore, this methodology does not apply preexisting theories or gen-
eralize regularities: “To move beyond the opposition between empiricism
and theorism, let us say that it is not a matter of grounding a theory in a
practice or of grounding a practice in a theory through deduction: it is a
matter of interpreting practices” (p. 34).

Regarding the notion of practices in methodological terms, a
conceptual clarification drawn from Foucault (1994) is relevant. Castro
(2011) points out that Foucault made an operational use of the notion
without defining it, and thus proposes the following reconstruction:

In summary [...] Foucault understands “practices” to be the rationality
or regularity that organizes what people do [...] which has a systematic
(knowledge, power, ethics) and general (recurrent) character, and which
therefore constitutes an “experience” or a “thought” (p. 428).

Regarding the data collection procedure, the analyzed corpus in-
cluded records of reading and writing practices in the course Epistemolo-
gy of the Social Sciences (class notes, assignments, midterms, final exams,
and seminars) and a documentary corpus of current theories of academic
literacy. The latter were included in the theoretical framework and ana-
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lyzed as practices of knowledge in the Foucauldian archaeological sense,
identifying their conditions of enunciation (Foucault, 1994). Through
this procedure, the persistence of cognitive assumptions was observed
in the two predominant and explicitly recognized models: the cognitive
model and the sociocognitive model.

In the context shaped by the aforementioned practical framework,
the methodology of intervention (Badiou, 1999; Lewkowicz, 1696 and
1999) stands out for involving an operation within immanence. Lewko-
wicz (1996) clarifies that “when a discipline is one of intervention, then
the effective presence of the one who operates produces the phenomena
they observe” (p. 3). Thus, in the practical situation, a point of excess—the
real—was identified; i.e., that which “presents itself” in the educational
situation but is not “represented” by established knowledge. The aim was

224 to identify discrepancies: “What is said through discourse conceals what
(I) discourse does” (1999, p. 114).
The intervention consisted of making explicit, naming, and theo-

rizing the ideas that operate unconsciously in the analyzed practices. In
this case, we proceeded to make visible the continuist view of science that
remained latent in reading and writing practices centered on cognitive
approaches and lacking engagement with the bodily dimension. Likewise,
we proceeded to articulate, in terms of epistemological obstacles, the as-
sumptions that clashed with a discontinuist view of science. Furthermore,
two theoretical categories—reception and appropriation—were proposed
to account for, or make visible, operational logics present in the practices
but not sufficiently articulated discursively.

In this sense, the intervention’s methodology involves a supple-
mentary logic, as it introduces an assertion that names or theorizes to al-
ter prior knowledge and bring to light—from a new regime of visibility—
what had previously operated unconsciously: “Supplementation does not
consist in adding to a term what it lacks to constitute a whole, but rather
in introducing into a whole an extra element that de-totalizes it” (1996,
p.4). Tools for thinking are constructed within the situation that can alter
what becomes visible in that situation.

To make visible the differential logic between a process of recep-
tion and a process of appropriation in classroom practices, we proceeded
to construct a paradigmatic case following Agamben (2009), who takes
up and explains the Foucauldian methodology as follows: “The paradigm
is a singular case that is isolated from the context of which it is part only
to the extent that, by exhibiting its own singularity, it renders intelligible
a new set, whose homogeneity it itself must constitute” (p. 25). The Maria
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Case is a specific instance that provides intelligibility or makes visible
two distinct processes in scientific-academic literacy. A well-known ex-
ample of paradigmatic logic is the famous panopticon, which, although
analyzed by Foucault in the context of the prison, allows us to understand
the disciplinary apparatus in other institutions such as schools, hospitals,
or factories.

Regarding the criteria for scientific validation, a distinction must
be made between the methodology of intervention—which involves the
act of rupture and theoretical novelty—and the formalization of new
knowledge. In the first case, validity corresponds to “practical efficacy”
in altering prior knowledge; i.e., what was operating blindly begins to be
made visible, and thus what was previously known is altered. In this case,
the research has succeeded in showing that cognitively based scientific

literacy did not sufficiently make explicit the continuist view of science 22/,5
that it blindly transmits. ’\C )
In the second case, the new knowledge requires the criterion of AL

validity based on theoretical coherence. Thus, Foucault (1994) points out
that the analysis of practices requires “work carried out through diverse
inquiries. These have their methodological coherence [...]. They have
their theoretical coherence [...]. They have their practical coherence in
the care taken to subject historical-critical reflection to the test of con-
crete practices” (p.9). This theoretical coherence is transformed into the
testing of situational practices and requires new interventions; in this re-
gard, Lewkowicz (1999) emphasizes that for intervention, “the parameter
of validity is not the theoretical consistency of the system but the situ-
ational efficacy of thought” (p. 110).

In this way, we can understand the dialectic that arises in a pro-
cess of situational thought. The difference from the traditional view of
representational knowledge—which was based on an external distance
between a presupposed subject and object—is striking. This thought pro-
cess continues in various classroom situations in which other teachers
are involved and can transform categories operationally as tools for inter-
vention: “The only thing that orders and hierarchizes theories and their
concepts is their function as a tool, as a clinical operator, as a transformer
of the world, within a practical field of engagement” (p. 112).

This rationality of engagement and intervention is a tool that alters
the way we understand the traditional methodological approach to rep-
resentational knowledge; as such, it also highlights and provides a tool for
teachers: “The mutation of discursive realities also involves the mutation
of the instruments of thought involved [...] there is no change in realities
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without a change in the reality of the thought schemes that is part of that
reality” (p. 106).

Lewkowicz’s (1999, 2007) major contribution lies in having ap-
plied the Badiou-based methodology of intervention to social situations.
For Badiou (2021), a novelty—in this case, a conceptual one—implies the
emergence of a subject-thought embedded in that truth; i.e., it implies a
process of subjectivation through truths. Lewkowicz (1996) would put it
another way: “There is no transformation of situations without a trans-
formation of the strategies, tools, and agents of transformation. It is not
possible to transform without transforming oneself” (p. 105).

Analysis and Results

In the reading and writing practices within the analyzed science teaching
context, assumptions reflecting a continuist view of science were iden-
tified; these assumptions operated among students as epistemological
obstacles to the adoption of a discontinuist view of science. The finding
was that these assumptions—identified as obstacles in the task of sci-
ence teaching—converge with the assumptions of cognitive approaches
to scientific-academic literacy. Thus, the way in which reading and writ-
ing practices are carried out in the classroom is not innocuous in sci-
ence teaching, as they can tacitly reinforce the very obstacles that were
intended to be overcome. Various obstacles were identified that intersect
with reading and writing practices focused on study skills and mental
processes. They are grouped into six categories:

 Prior concepts regarding the notion of representation and the
notion of science as certainty: These stem from a traditional
view of knowledge understood as a relationship between a
preexisting subject and a given object, where words represent
things. This adds a linguistic obstacle that assigns unambigu-
ous meanings to terms. When reading and writing practices
emphasize extracting information from a text, these assump-
tions—which are characteristic of a common-sense view of sci-
ence as synonymous with truth or absolute certainty—are rein-
forced. Consequently, this creates an obstacle to understanding
that the categories of analysis are constitutive of the phenom-
ena under study, making it difficult for incoming students to
recognize the need to make methodological constructs explicit
as a capacity or skill required by the scientific discursive genre
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and by scientific know-how. This creates an obstacle to under-
standing the contingency of scientific knowledge construction
as an intrinsic, non-dogmatic characteristic subject to provi-
sionality. Furthermore, this leads to the obstacle of instrumen-
tal positions that disregard conceptual debates, as these are not
understood as the foundation of scientific know-how.

Scientific neutrality and abstract scenarios: The assumption
that science is neutral poses an obstacle that is reinforced by the
centrality of reading and writing techniques that require the
erasure of conditions of enunciation and subjective markers to
achieve expository objectivity. This can give rise to essentialist
assumptions, rendering invisible the conditions of enunciation,
value judgments, power relations, and the corpogeopolitics of

knowledge that underlie the production of scientific knowl- 227
edge. Furthermore, neutrality is reinforced when these tech- ’\CD)
niques require identifying time and space in texts as an abstract A

setting or mere “backdrop” that does not influence the analysis,
rather than as endogenous variables capable of constructing
multiple time-spaces, scales, and levels.

Reductionism of autonomous founding consciousness: The as-
sumption that reduces knowledge to a cognitive action or mental
processing creates an obstacle that disregards the material, sym-
bolic, and historical conditions shaping the subject. This fosters
a view of concepts as abstractions of universal essences (for in-
stance, recognizing that childhood and madness are not given
universal concepts), preventing an understanding of their gene-
alogy within social practices of knowledge-power and as con-
structs that transform through different practical trajectories.
Assumptions about reading and writing as codes (encoding-
decoding): It is an obstacle to take the way a generative artifi-
cial intelligence (GAI) reads and writes as a model for humans.
GAl is “an artificial intelligence (AI) technology that automati-
cally generates content in response to written instructions in
natural-language conversational interfaces known as prompts”
(UNESCO, 2024, p.8). However, GAI does not understand
“real objects or the social relationships that underpin language”
(p. 10). If the aim is to teach reading and writing according to
the grammar of GAI this would overlook the relational and
situated ways in which humans read and write.
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Prioritizing knowledge as an end and holding a negative view
of error: By downplaying the process of constructing scientific
knowledge, the role of error—as part of the contingency that
characterizes such knowledge—is rendered invisible. Scientific
knowledge is presented primarily as a finished product or end,
thereby obscuring its nature as an open, provisional process
constantly subject to transformation. This creates an obstacle to
understanding the epistemic value of error, as a punitive view
with negative connotations is prioritized in school assessment.
This hinders or obstructs student participation in class—a skill
required to develop a scientific attitude capable of asking ques-
tions that go beyond what is already known, without any guar-
antee that there will be no error.

Disciplinary fragmentation and institutional obstacles: The
preconceived notion that disciplines correspond to fragmenta-
tions of reality hinders understanding them as constructions
of objects resulting from interpretive frameworks or even from
different paradigms arising from historical ruptures. This can
be observed in the institutional gap between secondary educa-
tion and entry into higher or university education, since at the
secondary level, the presentation of isolated subjects is often
prioritized over interdisciplinary dynamics. Consequently, the
deep-rooted nature of this preconceived belief can act as an ob-
stacle at the higher education level and hinder comprehensive
approaches and conceptual articulation associated with con-
crete problem-posing—practices inherent to the construction
of scientific knowledge. The type of instruction that seeks to
emphasize the exercise of mental operations on a text can lead
to a decontextualization of reading in practical contexts and
those associated with the scientific approach to problems of so-
cial reality.

These obstacles were identified in real-world situations and help
demonstrate that teaching reading and writing is not immune to repro-
ducing assumptions rooted in a particular view of knowledge and sci-
ence. Based on this framework, we proceeded to analyze an operational
distinction between a process of knowledge reception and a process of
knowledge appropriation, which will be illustrated through a paradig-
matic case study.
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Process of Receiving or Repeating Knowledge

Orthodox consensus science presupposes a cognitive human nature. Be-
yond variations resulting from diverse contexts, objective knowledge is
determined by a structure that unifies phenomena objectively based on
the assumption of the unity of consciousness. This is the basic frame-
work of truth as correspondence in the empirical sciences, where truth is
a matter of judgment—i.e., it is based on representation. Various studies
on language during the twentieth century introduced variations to this
framework while maintaining the core correlation. The modern version
of the traditional correspondence theory of truth is the so-called “se-
mantic conception of truth,” which establishes the correlation between a
metalanguage and an object language (Klimovsky, 1994).

In the field of scientific and academic literacy, the expression “to be 229
close to a text” is often used when students are asked to extract basic infor- /\CWD/\

mation or to paraphrase content in some way. Thus, “Freire is a Brazilian
educator” is a true statement if and only if Freire is a Brazilian educator
in the object language. In university assessment practices, this type of cor-
respondence is frequently used with the set of valid statements provided
within the course. This set allows statements to be classified as true or false.

From the perspective of modern institutions, planning serves the
function of aligning the course with the institutional plan, and within
the course itself, “it is used by the professor to carry out their role (to
discipline, monitor, and assess students’ mastery of the subject). Chang-
es may be made to the lesson plans, but they must be justified” (Corea
and Lewkowicz, 2010, p. 25). In turn, the exam serves as the monitoring
mechanism to ensure the alignment of this transfer of knowledge be-
tween teachers and students.

Corea and Lewkowicz (2010) point out that “this idea of access
to culture or education for all is characteristic of modernity: underlying
this conception is the idea of human knowledge [...] a knowable human
essence” (p. 24). Within this framework, however, they propose that con-
temporary education can no longer be based on a cognitive essence but
rather requires a practical concept of what it means to be human, ground-
ed in thinking about it in terms of subjectivation in specific situations.

As emerged from the literature review and articulated in the theo-
retical framework (Calle Arango and Avila Reyes, 2020; Guzmdn Simén
and Garcia Jiménez, 2015; Pérez et al., 2018), there are two hegemonic
models in the field of academic literacy: the cognitive model (in which
the schema consists of the reading subject and the text as object) and
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the sociocognitive model (which frames the former within a communica-
tional context). In both models, the cognitive basis for reading and writ-
ing remains.

Likewise, continuity theories in science share assumptions with
education in the modern tradition, given that knowledge is inscribed
within the aforementioned consciousness-world schema. From another
perspective, this research has raised the issue that cognitive models ex-
clude the human condition of speakers as mortal, sexualized, and desir-
ing beings. To paraphrase the psychoanalyst Gomez Camarena (2011),
one might ask: Are reading and writing not permeated by these “rem-
nants” that traditional university knowledge leaves out?

The Process of Appropriating Knowledge
230 from the Knowledge-Truth Division
(I) To understand processes of appropriation, the framework of reading and
' writing does not correspond to a traditional communicational model in-
volving a reading subject, a text as object, and a context that presupposes
intersubjectivity. Instead, a transferential framework—or social bond—is
proposed, in which the act of reading co-determines an effect of subjec-
tivity-objectivity that does not pre-exist that act.

Below, we present a paradigmatic case study developed in the class-
room to illustrate this new theoretical framework for scientific-academic
literacy. “Maria,” a thirty-five-year-old student, is a freshman in the Soci-
ology program. She received a score of “4” on her first midterm exam, a
grade derived from “truth” as a semantic concept —i.e., based on the as-
sumption of a metalanguage and an object language. However, for the sec-
ond midterm, she was required to give an oral presentation to the group
on a written assignment she and her peers had submitted. The topics for
this midterm on the Epistemology of the Social Sciences included dialecti-
cal and hermeneutic perspectives, as well as critical epistemologies.

During her presentation, Maria offered an example from her per-
sonal life. Her teenage son had told her that a classmate was behaving
poorly and aggressively. She asked her son how he understood his class-
mate, and since his answers tended to disparage, degrade, or pathologize
the boy, she suggested that he ask himself other questions. At that point
in the classroom presentation, other students chimed in with analytical
queries: “What did the family or the school do?”, “What social class does
he belong to?”, “What neighborhood does he live in (because that behav-
ior would be normal in my neighborhood)?”, “What mental illness does
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he have?” Freire and Fatundez (2013) criticize this type of non-existent or
superficial questioning: Today, teaching—knowledge—is an answer, not a
question (p. 69).

They distinguish between apparent questions—those asked based
on prior knowledge, such as answers dictated by the curriculum of a
course—and another type of question that touches on the human con-
dition: “The beginning of knowledge [...] is to ask” (p. 69). If one ana-
lyzes the students’ questions, there is an underlying body of knowledge
required to answer them; for example, if a question is asked about the
family, it is because the family is assumed to play a definitive role in so-
cialization; if a question is asked about pathology, it is based on an as-
sumption of medical normality, and so on. Therefore, it can be said that
there is a question, but there is no enigma.

However, Maria recounted that she invited her son to ask himself 231
a fundamentally different question: “From whom else does he seek rec- ’QD)
ognition? With whom else does he link his existence?” To ask these kinds I

of questions, Maria had to set aside her prior knowledge while simulta-
neously demonstrating an active engagement with topics from the mid-
term exam, such as Hegel’s concept of recognition, Foucault’s notion of
the subject-subjected, the idea that “we are spoken,” and her choice not to
start from a founding individual. Thus, these kinds of questions are not
underpinned by the answer that would arise from a mere particular case
that can be subsumed under an already known law.

These questions generate an enigma, an unknown, because they
involve thinking about that teenager within the specific context of the
situation —reflecting on the truth of that situation— and not approach-
ing it from the perspective of prior knowledge, where one asks nothing
for which one does not already have a pre-existing answer (as an artificial
intelligence would also do). Maria had internalized both knowledge and
know-how. The evaluators were able to observe in real time —through the
subjective effects on Maria and the shift in her way of thinking— that, in
retrospect, there had been an appropriation of knowledge. This had not
occurred with Juan, another student, even though he had earned a perfect
score of ten on the midterm. Thus, Maria, with a four, demonstrated a
greater degree of appropriation than Juan with a ten. This appropriation
was evident in her ability to set aside prior knowledge to formulate a new
question. In this sense, appropriation is the way in which subjectivation
manifests itself in the educational context.

The bureaucratic system encourages traditional forms of assess-
ment (Corea and Lewkowicz, 2010); however, it is important for teach-
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ers to interpret classroom situations through the lens of subjectivation,
to acknowledge that there is no total control over educational practice,
and to avoid falling into a disempowering complaint where low grades
are automatically interpreted as “how little they have learned.” Classify-
ing students as capable or incapable based strictly on grades leads us to
forget that the assessment system is neither neutral nor free of bias,and to
overlook the fact that everyone is capable (Ranciére, 2003; Cerletti, 2008).

On the second midterm, Maria raised her score to a nine. Beyond
the grade that must be assigned under the current system, the evalua-
tive reading process involved a non-bureaucratic form of assessment
grounded in transfer. Maria formed a transferential bond with the subject
and the discipline; she became “a” subject of the course Epistemology of
the Social Sciences. This refers to a subject independent of the absolute

232 number of people in a classroom; Marfa incorporated herself into the
(I) symbolic order of that space of contingent and discontinuous thought.
To incorporate oneself is to become a subject, to form part of a “body

of scientific truth” to which she was summoned in discontinuity with her
prior knowledge. This structural shift moves the problem from reception
(acquiring competencies) to appropriation (becoming a subject of science).
The appropriation of knowledge operates as an alteration; that is why it sum-
moned science in its dimension of invention, transmitting know-how and
the most important scientific attitude: the contingency of what is not deter-
mined and could be otherwise. In that very act, Maria altered the class’s entire
body of knowledge by interrupting the repetition of knowledge with a truth.

Finally, it is worth noting that the body, within the traditional
framework, is precisely what modern knowledge has sought to normalize,
classify, and serialize. From the discontinuist framework, it must be un-
derstood as that which, when removed from knowledge—since the body
is what resists serialization and de-totalizes the structure—gives rise to
a genuine question about the unknown and, in that process, enables the
possibility of questioning a truth.

Discussion

It is important to discuss the concept of “interpretation” that emerges
from the preceding findings. Following the contributions of the philoso-
pher and psychoanalyst Lutereau (2014), interpretation is understood by
situating it between the “quotation” and the “enigma”: “If this ‘in-between’

character is worth highlighting, it is because we consider that it is not a
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matter of seeing the quotation and the enigma as two modes of inter-
pretation, but rather as two conditions of interpretation” (p. 111). A quo-
tation implies a propositional statement of knowledge with a manifest
referent;i.e., something was said. In that statement, however, there is a “be-
yond” that can be explored and that reveals the conditions of enunciation.

Within the conditions of enunciation, there was an “act of speaking”
that was later fixed in writing as “what was said,” which allows for the investi-
gation of those traces that are partially preserved in the text. The conditions
of enunciation point to the locus of truth of that act of speaking. This comes
into play in scientific and academic reading and writing insofar as students
are taught to recognize the historical constraints of a text’s context of emer-
gence, biographical details of authorship, and other such markers. Since one
reads both what is said (the utterance) and what is not said (the conditions
of enunciation that can be reconstructed), there is an intrinsic discrepancy
that prevents linear encoding and decoding. What is not said within the
quoted utterance constitutes one of the conditions of interpretation.

Unlike the quotation, from which references that contribute mean-
ing can be drawn, the enigma leaves it open for the reader to determine the
meaning at that very moment of reading, within the act of speaking itself
(Lutereau, 2014). For the enigma, the conditions of enunciation are inde-
terminate; thus, they are defined or determined by the act of reading in that
new situation. Consequently, one must read and speak anew; reading a text
is, in essence, to rewrite it.

The enigma is a way of formulating an utterance that does not cor-
respond to a statement of knowledge: “In other words, the enigma is truth
without knowledge [...]. Producing the utterance is left to the listener” (Sol-
er, 1984, p. 18, cited in Lutereau, 2014). In the written context, the listener
is replaced by the reader. The enigma implies that a new utterance must be
produced between that text and that reader in that particular situation—
i.e., within that specific act and new condition of enunciation. That is why it
can be said that interpretation arises “between” the quotation of knowledge
and the enigma. Interpretation is a new act of reading that occurs between
knowledge and truth. In psychoanalytic terms, truth is “half-spoken” be-
tween the quotation (knowledge) and the enigma (truth). In conclusion,
the quotation and the enigma are conditions of interpretation, and inter-
pretation occurs situationally as an interpretive effect (Lutereau, 2014).

In the classroom setting, the reader does not preexist the act of
reading, as the reader does not window a closed or given consciousness;
nor does the written text preexist in a finished form, since the text is not
closed but possesses a beyond, an excess. Both reader and text possess a
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kind of consistency that intrinsically includes indeterminacy. Therefore,
interpretation from a discontinuist approach to scientific-academic lit-
eracy involves positing a reading operation based on “codetermination”
(Lewkowicz, 2007 and 2024).

For the continuist approach, the framework involves a sequence:
it allows us to assume that, given text A, someone then reads and repro-
duces text B. This way of understanding the process responds to a linear
and teleological rationality. In contrast, from the discontinuist perspec-
tive, there is no sequence, but rather an act of reading that simultaneously
co-determines text A and text B. The first act is never witnessed; it is only
through the act of reading—which produces text B (the second text, that
of the reader)—that text A (the first, the written one) is realized. There
is no access to the origin, since it will have as many versions as there are

24 readers, but only to an “in-between.” Text A is not determined prior to its
(I) reading by the production of text B; text A means nothing in and of itself
unless it evokes text B. Therefore, logically, B accounts for A retrospec-

tively. In the words of Lewkowicz (2007):

The situation we study and the situation from which we study [...] we
turn into an object situation and a subject situation; but that is not the
case, because they are not determined separately [...] these two open-
ings only come together in a codetermination (p. 104).

It is possible to analyze the situation in Maria’s case in terms of
codetermination. In the act of interpretation, Maria and the text code-
termine one another. Likewise, in retrospect, it is possible to account for
the fact that appropriation took place because in the act of interpreta-
tion —the evaluative reading— there is also codetermination: teachers
can observe that Maria has altered her thinking through an event and
can ask questions in a way she did not before. Maria became a thinking
subject within the course Epistemology of the Social Sciences, capable of
the scientific attitude of creating and inquiring beyond what is already
known or beyond mere repetition. In other words, she became part of a
thinking subject that upholds a scientific truth.

Psychoanalysis’s contribution to a discontinuist rationality of read-
ing and writing practices requires starting from different assumptions.
Language is a flawed and contingent structure that cannot say everything:
the “—ontological gap between discourse and reality is irreducible and
impossible to bridge” (Aleman, 2019, p.28). Through language, human
beings lose nature (total jouissance) and enter into culture, where their
jouissance is always partial. Discourse is a symbolic order that is intrinsi-
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cally incomplete; therefore, all discourse involves an excess that it cannot
name. Psychoanalysis formalizes this excess as the “object a” or “remnant.”

Through these conceptualizations, psychoanalysis is not reduced
to a hermeneutic of meanings, senses, cognitions, or imaginaries; rather,
this serves to postulate an intelligibility of the body. For Lacanian psy-
choanalysis, the “object a”—the impossibility of discourse to say every-
thing—can operate within rationality as:

o Surplus of jouissance: It is the body linked to the malaise in
culture that produces a division and a clash between represen-
tations, giving rise to conflicts and symptoms.

o The cause of desire: It is the anguished and desiring body, when the
impossible becomes an enigma that produces a rupture in knowl-
edge and drives us to create and produce new codes and orders.

These conceptualizations point the way toward problematizing the
idea that difficulties in learning are not cognitive deficits, but rather can
be interpreted as a symptom or a particular mode of a subjective response
within the material and symbolic relationships of educational practices.

It is important to note that, according to Aleman (2019), it is useful
to distinguish between a structural and a historical sense of the materi-
ality of language. In the former, “the speaking, sexed, and mortal being,
made a subject by language, never finds in it a signifying representation
that fully encompasses it” (p. 58). In the latter, the languages of socio-his-
torical domination that produce subjectivities, although they oppress and
control, cannot completely determine: “They never exhaust the subject in
its openness to the possibilities of a transformation yet to come” (p. 58).

At this point, we turn to Badiou (2010). The way of conceiving the
excess that prevents any closure implies a new conceptualization of the
body. It should be clarified that “body” here does not refer to a biological
organism but to the dimension of the real that is excess and cannot be
captured by language. The body, in terms of what eludes knowledge, is
what makes it possible to propose that reading and writing occur as open
processes that require codetermination, and this is what enables the pos-
sibility of novelty, creation, and an event. Unlike perspectives that focus
on a linguistic turn and rely on the dispersion of meaning, the discon-
tinuist approach demands a rupture of meaning to make alteration and
the new possible. In summary, what is subtracted from knowledge, what
leaves it incomplete, what maintains openness, and what simultaneously
makes the new possible is what is termed “body” in this theorization of
scientific-academic literacy.
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The continuist approach implies a complementary logic; in con-
trast, the discontinuist approach involves a supplementary logic. The for-
mer is cumulative: new meanings are added to what is already known,
and new knowledge is combined and created based on what came before.
This aligns with the reading and writing practices of GenAls, which pro-
cess large volumes of data.

In contrast, the supplementary logic functions as follows: within
the knowledge of a given situation, there is an unrepresented excess;
therefore, a naming—a creation—involves introducing an assertion of
something that was impossible to articulate based on prior knowledge.
By naming what was impossible, prior knowledge is de-totalized; it is a
subtractive rupture that pierces it, revealing its incompleteness, and com-
pelling it to alter itself to go further and transform itself. While repetition
suffices for the reception of knowledge, the appropriation of knowledge
requires alteration through a rupture.

The continuist approach involves upholding a foundational, closed-
off, or essentialist cognitive assumption. In contrast, post-foundationalist
criticism (Marchant, 2009) is based on the premise that there is no ulti-
mate or essential foundation as an origin point. Without an origin, what
exists is a contingent beginning—whether historical or axiomatic—and
if other beginnings are possible, there is discontinuity. This is consistent
with the view of science as a social practice and with contemporary theo-
ries of the subject (Palti and Polo Bonilla, 2021). Table 1 is organized to
illustrate the conceptual articulations made regarding views of science, a
stance toward language, and a stance toward the real.

Table 1
Categorical Framework of the Materiality of Language,
Views of Science, and Scientific-Academic Literacy

Materiality of language for scientific-academic literacy
(Discursive) Reality Real
li is-
Imaginary register Symbolic Re Bis Real (unrepresentable) regis-
. ter (Conditions of . L
(representations) ) ter, (impasse of formalization)
Representation)
Event (presentation)
Statements Enunciation Gap or rupture
Knowledge Truth (half-spoken) “Division between knowledge
and truth”
Naturalistic science Science of the linguistic | Science of the ontological turn
+ GAI turn or science of the real
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Materiality of language for scientific-academic literacy

(Discursive) Reality

Real

Knowledge-
knowledge

Knowledge-conditions

Knowledge-truth (creation)

Closure and
totalization

Coextensiveness of ut-
terance and enunciation

Openness and incommensura-
bility (rejects totalization and
coextensivity)

Referral: apparent
knowledge refers to
grounded knowl-
edge; or to metalan-

Remission: apparent
knowledge refers to its
historical conditions.
The beginning of theo-
ries of the non-trans-

Immanence: materialism and
division within appearance

able; it is an aspira-
tional epistemic value
achieved through ac-
cumulation. It includes
variants: skepticism;
nihilism; etc.

Truth manifests itself in

every era; as an absolute,
it becomes ineffable. It is
the future; it is sanctified

Truth depends on an event (in
science, art, politics, or love).
Truth persists by producing
effects or consequences

The claim of cogni-
tive perspectives to a
single rationality, dis-
regarding the condi-

their claim of techni-
cal neutrality

It is the body that

is rendered invis-
ible or denied It is
learning through
accumulation

A symbolic order is
incomplete and includes
an “impossible” or
“remnant” (Lacan refers
to this as “object a”). The

There are symptoms or
conflicts between rep-
resentations; if these are
denied, one is led back
to thinking of them in
the traditional way as
deficits or difficulties of
an individual

The “remainder” or impossible
takes the place of agency and
becomes the “object cause” of
desire

The body is that of anxiety, the

. . body is that of the word, .
tions of enunciation, . only affect without representa-
. . traversed by the materi- . .
which contributes to . L tion (an enigma) and one that
ality of signifiers

gives account of a desire. It is
the body that faces the pos-
sibility of alteration (learning
as appropriation)

This gives rise to the possibili-
ty of a new symbolization: new
encodings, new rewritings. It
gives rise to speaking out

guage; or to the GAI .
database parency of language and .
power
ain
Truth is unattain- Q

From these scientific perspectives, theory and
practice are separate realms, as are form and
content

No separation between theory
and practice, nor between
form and content

In accordance with the above, teaching interventions related to
reading and writing practices do not lead back to an abstract interpretive
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framework, but rather to a rigorous reflection on the materiality of edu-
cational practices. Reading and writing from the materiality of language
implies reading from the tight interweaving of the imaginary, symbolic,
and real dimensions.

Consequently, scientific-academic literacy should not be con-
ceived solely as a knowledge-knowledge relationship—i.e., as the mere
reception of knowledge—but as a strategic subjective positioning based
on the knowledge-truth divide, which enables the genuine appropriation
of knowledge or the incorporation of a truth into the thinking subject.

Conclusions
238 Through theorization grounded in practice, we have sought to make a con-
( 1) ceptual contribution toward developing new interpretive frameworks for
scientific-academic literacy. It is argued that the distinction between a “pro-

cess of reception” (linked to a continuist view of science) and a “process
of appropriation” of knowledge (linked to a discontinuist view of science),
when used as an interpretive framework, can lead to variations in the types
of reading and writing practices proposed in the classroom, specifically for
science education in terms of its creative practice. It was proposed that, in
the current state of the field of scientific-academic literacy, there is a pre-
dominance of assumptions underpinning a cumulative and neutral view of
science. In seeking ways to promote science education from discontinuist
perspectives, it was concluded that it is also necessary to alter the way in
which reading and writing practices are understood in the classroom.

It was shown that there is a definitive relationship between the
obstacles to constructing a new concept of science and the obstacles to
acquiring literacy skills in the scientific-academic genre. Looking back
on the discussion, it can be noted that, from the perspective of cognitive
theories, saying that one can read and write “closer to the text” points to
a repetition—to a form of knowledge that is not grounded in truth—and
is practically a pure series. The series is a repetition of what is already
known, which can act as an obstacle to the new. This would amount to
an inability to appropriate learning—to follow Bachelard, for whom such
appropriation would occur only by breaking with that series.

On the contrary, when the impossible takes the place of agency, it
operates to produce something that no longer forms a series. It is not a
matter of a subject repeating knowledge; rather, in the place of knowledge
lies division. Consequently, the subject is exposed in their not-knowing,
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and this gives rise to a search for new knowledge and a new ordering. The
subject is not rendered powerless, nor are they condemned to a repeating
machine; rather, knowledge comes into contact with the site of truth. The
subject is restored to their symbolic capacity to produce new knowledge
that reconfigures what came before, thus opening up the possibility of
creating oneself through the text.

When cognitive theory speaks of “moving beyond the text” —from
a discontinuist perspective— we are no longer dealing with repetition
but rather with a transmission of the rupture with knowledge to alter it
through a process of truth. Garcia Puchades (2021), following Badiou, has
termed this process “subjectivation through truths” in the field of educa-
tion. Although this study succeeded in constructing a problematization
that made the implicit visible, the conceptual approaches developed are

likely still insufficient to assert that a new approach has been successfully 23,9
established; nevertheless, they contribute to defining a line of research ’QD)
that requires further study. This line of research involves delving deeper AL

into literacy models that recognize the materiality of their processes—
and not merely the processing of information.

In light of the above, it is worth questioning whether it is reduc-
tionist to believe that humans read or write exactly the same way as a gen-
erative artificial intelligence (GenAlI). GenAl works with knowledge as a
series rather than as an alteration. Strictly speaking, the machine cannot
read or write on behalf of a human, but only in an apparent sense and as
a tool of knowledge. From our condition as mortal, sexed, speaking, and
desiring beings, reading and writing means creating from an excess that
creates a void in prior knowledge: we read and write to forge a self, a “we,”
and to make ourselves into bodies and worlds. This contrast leaves avenues
open for future inquiries that have become urgent in the current context.

In short, the division between knowledge and truth implies a dia-
lectic that is not one of totalizing overcoming, but rather a dialectic re-
quired for an epistemology compatible with an open process; thus, these
theoretical frameworks may be relevant for formalizing teaching and
learning processes that do not promote logics that close off knowledge.
The ultimate aim is to construct a theory of scientific literacy grounded in
a materialist, contingent, immanentist, situational, and event-based epis-
temology—and, since it does not start from the essentialist and determin-
istic assumption of a cognitive human nature, one that is also eminently
political and emancipatory.
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Abstract

At present, hate speech constitutes a growing social problem that permeates different spheres of public and
private life and is deeply rooted in fears and feelings of disgust, both individual and collective. This article offers
a theoretical and critical approach to the phenomenon of hatred and the discursive forms through which it is
articulated, identifying its main emotional precursors and emphasizing the central role that emotions play in
educational and social processes. Drawing on the philosophical work of Martha Nussbaum, the article examines
how emotions such as fear and disgust function as driving forces of hatred and why appeals to empathy are often
insufficient to counteract its persistence and social impact. In response to this limitation, ethical compassion
is proposed as a fundamental moral value capable of guiding human actions toward justice, recognition of
others, and democratic coexistence. Furthermore, the article critically analyzes how hatred can disguise itself
as compassion, allowing certain victim-centered narratives to appropriate the vulnerability of genuine victims
to legitimize practices of exclusion, discrimination, and violence, as occurs in cases of extreme nationalism
and xenophobia. From a critical hermeneutic perspective, the article invites a reflective reading of the analyzed
discourses and highlights the need to incorporate emotional education and critical thinking into educational
contexts, in order to promote compassion as a moral compass against hate.
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Ethical Compassion in Education to overcome Hatred and Hate Speech

La compasidn ética en la educacion para la superacién del odio y sus discursos

Resumen

En la actualidad, los discursos de odio constituyen una problematica social creciente que
atraviesa distintos ambitos de la vida publica y privada, profundamente enraizada en miedos y
repugnancias, tanto individuales como colectivos. Este articulo propone una aproximacion
tedrica y critica al fenémeno del odio y a las formas discursivas que lo vehiculan, identificando
sus principales precursores emocionales y subrayando el papel central de las emociones en los
procesos educativos y sociales. Tomando como referente a Martha Nussbaum, se examina como
emociones como el miedo y la repugnancia actian como motores del odio, y por qué la apelacion
a la empatia resulta, en muchos casos, insuficiente para contrarrestar su persistencia. Frente a esta
limitacion, se plantea la compasion ética como un valor moral fundamental, capaz de orientar
las acciones humanas hacia la justicia, el reconocimiento del otro y la convivencia democritica.
Asimismo, se analiza criticamente cémo el odio puede enmascararse bajo una retdrica de falsa
compasion, permitiendo que determinados discursos victimistas se apropien de la vulnerabilidad
de las verdaderas victimas para legitimar practicas de exclusion y violencia. Desde un enfoque
hermenéutico critico, el articulo invita a una lectura reflexiva de los discursos analizados y destaca
la necesidad de incorporar la educaciéon emocional y el pensamiento critico en las aulas para
promover la compasién como brujula moral frente al odio.

Palabras clave

Educacion moral, valores morales, pensamiento critico, discurso de odio, ética, educacién
ciudadana.

Introduction

In a global landscape characterized by major social challenges—such as
the rise of extremist views, a loss of political and social trust, stark in-
equalities, and polarization—hate speech appears to be gaining ground,
threatening social cohesion in our democracies. In this context, it is im-
portant to remember that such discourse often stems from deeply rooted
fears—both individual and collective—and that it requires only an emo-
tional trigger to spread easily among the public. Given the social impact
of hate speech, it is essential to understand it in order to find ways to
move toward its eradication. This reality reminds us that emotions play a
decisive role in human actions. In this regard, can moral education offer
solutions to address hate speech?

The aim of this article is to explore the phenomenon of hate speech
by analyzing some of its emotional precursors, such as fear and revulsion,
and to shed light on whether an education in and for compassion can
serve as a good starting point for countering hate and hate speech. In this
context, the argument put forward is that there is a need to reclaim or
revitalize key values for our democracy, among which compassion stands
out in particular. Thus, emphasis is placed on the ethical potential of
compassion as an essential value for our democracies, noted for its moral
strength and its capacity to serve as an ethical compass capable of guiding
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and counteracting hate and its expressions. To this end, the work of phi-
losopher Martha Nussbaum will serve as the primary point of reference.

Based on this framework, the article is structured around several
research questions: What emotions foster the emergence and legitimiza-
tion of hate speech? How do fear and revulsion influence the construc-
tion of exclusionary narratives? And can moral education—especially ed-
ucation focused on compassion—provide ethical and pedagogical tools
to counteract these dynamics?

The main hypothesis guiding this research holds that hate speech
cannot be understood solely from legal or political perspectives but also
requires an ethical-emotional analysis that allows for the identification of
the affective mechanisms that underpin it. Consequently, it is argued that
compassion—understood as a moral disposition linked to the recogni-
tion of shared vulnerability—constitutes a fundamental democratic value
and a key educational tool for preventing the normalization of hate and
strengthening democratic coexistence.

These reflections are developed within a problematic and highly
topical context. This refers to situations in which hate is disguised as
“compassion,” allowing victim-blaming discourses to usurp the place of
actual victims in order to justify and legitimize hate (Gracia Calandin,
2023). A clear example of this dynamic can be found in the rise of ex-
treme nationalism and the resulting xenophobia —a trend that is spread-
ing like a virus throughout our societies, hence the importance and ur-
gency of this issue. In this regard, it is considered essential to incorporate
emotional education into classrooms to foster deeply human values, such
as the one advocated here.

The importance and relevance of this issue are further evidenced
by the increase in research and institutional reports warning of the im-
pact of hate speech on democratic coexistence, especially among young
people and in digital environments. The rapid spread of polarizing and
exclusionary messages through social media and other digital platforms
contributes to the normalization of discriminatory attitudes and hinders
the building of relationships based on mutual recognition and respect.
In this regard, addressing hate speech through moral education is not
merely a theoretical reflection but an urgent social and pedagogical ne-
cessity, aimed at strengthening critical judgment, ethical sensitivity, and
the capacity for coexistence in increasingly pluralistic societies.

From a methodological standpoint, the article is grounded in criti-
cal hermeneutics, an approach that allows for the interpretation of the
analyzed texts and discourses and enables a review of the literature across
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La compasidn ética en la educacion para la superacién del odio y sus discursos

various works and research studies. The research draws on the analysis and
interpretation of philosophical, pedagogical, and socio-ethical texts rele-
vant to the study of hate speech and the moral emotions associated with it.

The choice of critical hermeneutics as a methodological approach
stems from its established status as a methodology within the humanities
and social sciences, particularly well-suited for analyzing complex ethical,
educational, and political phenomena. Its interdisciplinary nature allows
for the integration of contributions from philosophy, pedagogy, sociolo-
gy, and political theory, fostering a comprehensive understanding of hate
speech and the emotions that underpin it.

The text is structured as follows: it begins with a general overview
of hate, understanding it as a major social challenge. From this perspec-
tive, fear and disgust are analyzed as the roots of hate. The analysis then

248 delves deeper into the social impact of hate speech, ultimately focusing
(l) on the tension between vulnerability and victimhood, demonstrating
how, in many cases, hate cloaks itself in victimhood to legitimize itself. In

light of this context, the text highlights the need to restore moral values—
specifically compassion—devoting a section to this topic. Finally, it con-
cludes by presenting education as a space in which to cultivate compas-
sion and critical thinking, which are essential for confronting hate speech
and strengthening democracy.

Hate and Hate Speech as a Social Challenge

Before contextualizing this problem within the ethical-educational
framework, it is important to understand hate speech. To this end, this
first section will provide a brief overview of hate, exploring its possible
emotional roots—namely, fear and projected disgust—in order to under-
stand how hate speech develops.

The importance of addressing hate speech lies in the fact that it
constitutes one of the main ethical, social, and educational challenges
facing contemporary democracies. Its effects impact not only the indi-
viduals and groups directly affected, but also the quality of democratic
coexistence, the recognition of human dignity, and the building of in-
clusive societies. In this regard, analyzing the emotions, narratives, and
social dynamics that underpin hate speech is essential to understanding
the processes of exclusion and dehumanization that weaken social bonds
and erode democratic values.
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Fear and Disgust at the Root of Hate

Today, we are caught up in numerous social, political, economic, and
cultural pressures that manifest as challenges to our societies and our
democracies. One of these is hatred, which sometimes manifests as vio-
lence and intolerance, and at other times through so-called “hate speech”
These phenomena have been in the spotlight in recent years, as they pose
a “threat to the lives of people belonging to the most vulnerable and tradi-
tionally most stigmatized groups” (Gracia Calandin, 2022a, p. 1).
Differences can become the ideal pretext for driving us apart (Paris
Albert, 2020). In fact, these differences are often exploited to foster de-
tachment or distancing from a particular culture or group, which can give
rise to what are known as “social phobias” This term refers to the many

social pathologies in which a phobia —understood as an aversion to or 249
rejection of someone or something— is directed toward a specific group, /\CWD/\

such as xenophobia, homophobia, and aporophobia. This type of aversion
is unique, as it targets an individual solely because they belong to or are
associated with a specific collective or social group. In other words, “the
harm is directed against a specific person or a specific group of people,
not because of who they are, but simply because they are one, a few, or a
group” (Cortina, 2017, p. 36). That insufferable indefinite article—to bor-
row the words of philosopher Adela Cortina—is what seems to justify
all kinds of aggression against those specific individuals. These phobias,
called “social” due to their marked social component, exhibit a series of
characteristics that distinguish them from other, less systematic forms of
rejection or intolerance.

The distinctive feature of these phobias is that the other person
is identified with or reduced to a characteristic or attribute of a specific
social group or collective. In this way, the collective becomes the target
upon which hatred is directed, thereby creating a collective imagination
based on suspicion, rejection, fear, and hatred. Consequently, just as with
projected disgust, an asymmetrical relationship emerges between the two
poles that are created—"them” and “us”—in which the individual doing
the rejecting assumes an attitude of superiority toward the rejected.

The moment this asymmetrical relationship is established—one in
which inequality prevails between the polarized groups—it reveals a fail-
ure to recognize human dignity, specifically the dignity of that particu-
lar person, who is being denigrated and reduced to nothing. This failure
to recognize the other leads to rejection and systematic hatred (Cortina,
2017), thereby causing deep social rifts.
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According to the Dictionary of the Royal Spanish Academy (DRAE),
the term “hatred” comes from the Latin odium and means antipathy and
aversion toward something or someone whose harm is desired. In other
words, the person harboring hatred harbors a desire for harm toward the
other. This is often accompanied by other anti-moral feelings (Nussbaum,
2010) related to aversion—such as fear and disgust—which are at its root.

From an evolutionary perspective, fear has been key to the survival
of species because it helps avoid situations that may pose a risk to one’s
own life. However, in humans, fear takes on specific characteristics that
make it an emotion distinct from that manifested in other species (Pinedo,
2020). One such trait is that, far from being based on accurate assessments,
fear is associated with distorted thoughts and beliefs in which the other is
viewed as a real or potential danger (Pinedo, 2021), often simply because

250 they are perceived as falling outside the structures of dominant cultures.
(I) Our fears expose our human vulnerability and fragility; we can respond to
this cooperatively, but also in a repressive and coercive manner. It is this

latter way of confronting fear that generates and reinforces hatred, thus
leading us toward the non-recognition of differences and social exclusion
(Paris Albert, 2020). This is how the rhetoric of fear begins to gain ground.

Fear is often accompanied by another emotion that contributes to
the spread of hatred: disgust. Disgust also has an evolutionary basis, as it
functions as a survival mechanism by serving as a primitive rejection re-
sponse to anything that could cause harm. This defense mechanism helped
our ancestors stay away from certain harmful elements. In this regard, we
can draw on the words of Nussbaum (2008) when she explains that disgust
has to do with the boundaries of one’s own body, specifically with the idea
of a problematic substance being incorporated into oneself. Consequently,
what provokes disgust is that which reminds us of our own animality—
that which is linked to vulnerability to decay, waste, and finitude.

Although revulsion or disgust has an evolutionary basis—and is
thus an adaptive response to protect the organism—this emotion is pres-
ent in many aspects of human relationships, as it provides a powerful
means of transmitting cultural values. Through cultural evolution, the
triggers of disgust have expanded to include objects and our perceptions
of them that go far beyond human concerns about survival. In this sense,
it is understood that disgust is not merely a physiological reaction, but
is also a “charged emotion, full of cognitive content, linked to beliefs, as-
sociations of ideas, and perceptions (often entirely unreflective), and that
has to do with imaginary or metaphorical contamination rather than ac-
tual contamination” (Le6n, 2014, p. 28).
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From this, disgust is largely influenced by social learning. Con-
sequently, by “teaching what to be disgusted by and how to feel disgust,
societies have an effective means of channeling certain attitudes” (Nuss-
baum, 2008, p. 239). Thus, the emotion takes on strong social, political,
and moral dimensions, since “society exerts a tremendous influence on
the form and direction that revulsion takes —i.e., in determining the ob-
jects that we will find repulsive” (Ledn, 2014, p. 25). Thus, disgust and its
projection are influenced by different traditions, social policies, educa-
tion, and cultural practices.

It is understood, therefore, that cultural forces can foster the associ-
ation between typically repugnant qualities and certain classes of people,
thereby provoking responses of disgust toward specific social groups—a
kind of exaggerated disgust that ultimately dehumanizes. This gives rise

to a social dynamic based on fear and segregation, in which disgust is no 251
longer merely projective but also moralized, encouraging the classifica- ’\CD
tion of others into morally questionable groups (Pinedo, 2020). A

These types of emotions—which belong to the family of aversion,
such as disgust, fear, and hatred—influence, generate, or exacerbate social
distinctions of all kinds, whether based on social status, religion, race,
ethnicity, or gender. Such categorization establishes a hierarchy, since one
group asserts its superiority over the rest, even coming to feel invulnera-
ble. Hierarchies, although a component of our evolutionary heritage, pose
an obstacle to the recognition of equality in human dignity when taken to
this extreme of competition for superiority (Nussbaum, 2014).

In order to perpetuate this social distinction —and thereby guar-
antee that supposed superiority— there is a tendency to stigmatize cer-
tain individuals or social groups, associating them with animal-like at-
tributes and characteristics that inspire revulsion. “When a social group
is stigmatized, the people who belong to it are identified with what is
inferior, contaminated, to be excluded, ignoble, and unworthy [ ] they are
stripped of their humanity and dignity” (Ledn, 2014, p. 33). Through this
projection of disgust, stigmatized individuals or social groups become
repulsive, inanimate objects devoid of humanity and, therefore, groups
with whom contact and interaction are denied.

This dehumanization of individuals through disgust and revulsion
has been a mechanism that, unfortunately, has been employed through-
out history.! Nussbaum explains that “disgust, which always serves the
purpose of keeping us at a distance from our own animality and mor-
tality, will easily take as its object other people and groups, who come
to represent what is avoided in the self” (Nussbaum, 2008, p. 387). For
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this reason, this projected disgust is occasionally conceptualized as a so-
cial phenomenon that tends toward the segmentation or splitting of the
world, in which there is a self, other beings similar to the self, and others
close to animality to whom repugnant properties are attributed.

In light of all the above, it can be concluded that disgust provokes
fears and rejection, which quickly degenerate into hatred directed toward
other individuals and groups. All of this creates the ideal breeding ground
for the spread of so-called “hate speech.”

Hate Speech

At the conclusion of the previous section, reference was made to how
this social aversion and phobia manifest through other pathologies such

252 as “hate speech” (cf. Gracia Calandin and Sudrez Montoya, 2023), which
( ") operates as “a tool that allows the actual realization of the desire to cause
harm through concrete actions” (Paris Albert, 2020, p. 148). The term

originates from the English expression hate speech, although its trans-
lation into Spanish presents certain challenges. Nevertheless, over time
it has become established as the standard concept used to describe dis-
course directed against people who are part of marginalized or stigma-
tized groups (Gracia Calandin, 2026).

It is worth noting the contribution of Adela Cortina (2017), who
clearly and concisely outlines a distinction between three related but dis-
tinct phenomena: incidents, crimes, and hate speech. She states that, ac-
cording to the Ministry of the Interior, the term “hate crimes” refers to:

All criminal and administrative offenses committed against people or
property on the basis of race, ethnicity, religion or religious practice, age,
disability, sexual orientation or gender identity, poverty and social exclu-
sion, or any other similar factor, such as ideological differences (p. 32).

With regard to hate incidents, “they occur when there is evidence
of behavior involving contempt and mistreatment of people because they
belong to a particular group, but that behavior does not meet the legal
threshold to be classified as a crime” (p. 32). In contrast, hate speech con-
sists of any form of expression intended to spread, incite, promote, or
justify hatred toward specific social groups, stemming from a position of
intolerance. In other words, it targets an individual simply because they
belong to a specific group or collective that is stigmatized and denigrated.

This definition can be expanded upon with contributions from the
European Commission against Racism and Intolerance. In its General
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Recommendation No. 15 concerning the fight against hate speech, it de-
fines it as:

The encouragement, promotion, or incitement, in any form, of hatred,
humiliation, or contempt toward a person or group of people, as well as
harassment, discrediting, or stigmatization [...] with respect to such a
person or group of people, and the justification of such expressions on
grounds of race, color, descent, national or ethnic origin, age, disability,
language, religion or belief, sex [...] and other personal characteristics
or conditions (ECRI, 2016, p. 4).

The same general recommendation states that hate speech is based
on the assumption that one group or person is superior to another, in-
cites discriminatory acts or violence, damages social cohesion, and un-

dermines respect for minority groups. Cortina (2017) explains that this 253
type of discourse is typically monological rather than dialogical, since /\CWD

the speaker does not view the other as a valid interlocutor capable of
participating in dialogue, but rather as a mere object that does not de-
serve respect. The very definition of dialogue implies an inclusive activity,
and this type of discourse loses that inclusivity by silencing the other and
reducing them to a mere recipient of hatred. It is, furthermore, a type of
discourse lacking valid argumentation, since its sole purpose is to express
contempt and hatred and to incite others to share it.

The philosopher also explains that discourse itself can be harmful,
since this communicative act constitutes a performance and, as such, is
capable of causing harm in and of itself. Finally, it is argued that this type
of discourse undermines one of the basic principles of the democratic
ethos, since it manifests a relationship of asymmetry and inequality be-
tween an “us” and a “them.” Consequently, hate speech can weaken—and
does weaken—social cohesion and potential interpersonal bonds among
members of a society.

These pathologies reveal certain shortcomings that affect the indi-
viduals who exhibit them. On the one hand, their vision is restricted; their
lack of open-mindedness prevents them from seeing others without dis-
sociating them from the group or collective. One of the most pronounced
shortcomings, according to José Barrientos (2022), is their lack of critical
thinking skills; since those who adopt these hateful attitudes, by clinging
to the collective imagination, become “passive instruments of the ideol-
ogy they uphold or blind slaves to their group” (p. 3). Another shortcom-
ing highlighted by the author relates to the individual’s own identity, since
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the narrowness of perspective and the walls emerged as a result of that
hatred hinder the enrichment that “the other” can provide.

All of this leads to an even greater deficiency, if that is possible, re-
lated to affection and care, since these discourses negate the recognition of
the other’s human dignity and, with it, the capacity and willingness to care.
To summarize, it can be said that these perpetrators of hate exhibit mul-
tiple shortcomings related to the narrowness of their vision, the deficiency
of their critical thinking skills, and their poor sense of self-identity, since
the denial of equal dignity nullifies their capacity and willingness to care.

Hate speech manifests itself in various ways—orally, in writing,
and through audiovisual media. The relevance of this issue is particularly
evident in the rise of polarizing discourse in digital spaces and on social
media, as well as in the surge of extremist movements and exclusionary

254 narratives present in various contemporary political and social contexts.
(I) “It is no longer confined to physical, tangible spaces; rather, it has now
migrated to the largest space of all time—and the one where it is most dif-

ficult to curb —the internet, and specifically, social media” (Martinez et al.,
2019, p. 27). Through the internet, these messages spread like an epidemic
throughout society. They take deep root, perpetuate themselves, and gain
momentum and speed across multiple platforms and social media net-
works —such as X, Instagram, and TikTok— where it seems that anything
goes, even denigrating others and reducing them to less than nothing.

The spread of these messages through digital platforms has mul-
tiplied their reach and influence, contributing to the normalization of
discriminatory attitudes and the weakening of democratic bonds, par-
ticularly among children, youth, and adolescents. For this reason, we are
witnessing a surge in hatred toward “otherness” on various digital plat-
forms, as social media and other virtual spaces allow for the public dis-
play of attitudes of hatred and rejection toward what is termed the “out-
group” (Arcila Calderén et al., 2020).

All of this presents a threefold problem. First, the ease and volatil-
ity with which these discourses spread online make them truly difficult
to curb. Second, the demographic that uses social media the most —chil-
dren, youth, and adolescents— consists of individuals who are at a critical
stage of growth and character and personality development, and they are
exposed to messages where “the word has been devalued by sensation-
alist narratives, caricatured portrayals of the adversary, and derogatory
clichés about members of other groups” (Gracia Calandin, 2022a, p. 2).
Thus, these discourses not only endanger social cohesion in increasingly
pluralistic societies but also spread and perpetuate their message among
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young people. Third, the blurring of the concept of vulnerability occurs
to the point where its true meaning is lost, leading to a victim-centered
ideology.

These issues highlight the importance of developing educational
approaches aimed at strengthening critical thinking, emotional educa-
tion, and the recognition of human dignity. From this perspective, moral
education plays an essential role not only in preventing attitudes of intol-
erance and exclusion but also in fostering a democratic citizenry capable
of coexisting in contexts of diversity and pluralism. From Vulnerability
to Victimhood: Hatred Hidden Behind False Compassion

Hate speech often has two sides. While spreading hatred, it simul-
taneously conveys a message of “protecting our own” against the out-
group, which is supposedly the enemy. These exclusionary and hateful
attitudes, coupled with this message of assumed protection, trigger a con-
tagious sentimentality that—fueled by word of mouth—spreads percep-
tions marked by suspicion toward certain individuals or groups, who are
perceived as potential threats to the cohesion and balance of community
life (Pinedo, 2020). This contagious sentimentality is sometimes legiti-
mized under the guise of false compassion—a disguise that, in addition to
distorting the true meaning of compassion, tends to blur the distinction
between vulnerability and victimhood.

According to the Dictionary of the Royal Spanish Academy (DRAE),
the term “vulnerable” derives from the Late Latin vulnerabilis, which in
turn comes from the Latin vulnerare (“to wound”) and the suffix -bilis
(“-able”), and means capable of being wounded or injured, either physi-
cally or morally. In other words, it indicates the possibility of being hurt,
a fact that highlights the ontological vulnerability of every human being.
However, this conception has not always been clear or accepted as such,
since one of the great myths, as Brown (2016) points out, is the erroneous
analogy drawn between vulnerability and weakness. This myth is wide-
spread and highly dangerous because the fear and discomfort that vul-
nerability—understood as weakness—causes us transform the value hid-
den behind it into reductive judgments and criticism (Orts Garcia, 2023).

Vulnerability is neither inherently good nor bad; it is not what we
call a “dark emotion,” nor is it always a positive or uplifting experience.
Rather, vulnerability is the essence of all emotions and feelings. To feel
is to be vulnerable. To believe that vulnerability equals weakness is to
believe that feeling itself equals weakness (Brown, 2016).

With this idea that “to feel is to be vulnerable,” vulnerability can be
understood as an inherent part of our humanity and, in a certain sense,
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explains the structural interdependence among people. Gracia Calandin
(2022b) also defends this idea when she refers to vulnerability as a fun-
damental anthropological trait of every human being —one that mani-
fests differently in each person and, therefore, requires distinct needs and
forms of care. Recognizing our vulnerability allows us to access a fuller
form of humanity. Being aware of and self-conscious about our fragility
is an essential condition for genuine human openness.

However, it is important to emphasize that “vulnerability is neither
a merit nor a privilege, and being vulnerable does not imply actually be-
ing or having been harmed, nor is it enough simply to believe oneself to
be vulnerable” (Gracia Calandin, 2023, p. 26). This point is key, since it is
vital to distinguish between real victims and those who are feigning or
imagining victimhood. This distinction is essential for dismantling the

256 confusion that arises when a victimhood culture appropriates the con-
(I) cept of vulnerability.

Victimhood is not the same as being a real victim. It refers to the
attitude by which a person or group constantly presents themselves as
a victim. Most of the time, they do so by exaggerating or distorting dis-
course, appropriating it and the narratives of real victims in order to dis-
guise it as the compassionate sentimentality alluded to above. It is pre-
cisely this victimist ideology that, in part, tends to fuel phobic messages
and hate speech that project evil onto a specific group.

To move beyond the false analogy between vulnerability and vic-
timhood, we must understand that recognizing vulnerability as a con-
stituent trait of human beings does not mean identifying or defining in-
dividuals —insofar as they are vulnerable— as victims in general, thereby
attributing to them passivity or resignation (Gracia Calandin, 2023). In
fact, the ethical conception of vulnerability advocated here stands in di-
rect contrast to that idea of victimization and passivity. This ethical view
of vulnerability recovers the critical and self-critical dimension that is
often lacking in those who adopt a victim-centered mindset; by failing to
examine themselves, they tend to attribute all responsibility for their situ-
ation to a supposed external enemy. This rejection of victimhood should
not be confused with a lack of recognition and compassion for real vic-
tims (Gracia Calandin, 2023); on the contrary, it aims to be a call to focus
attention where it is truly needed.

Hence, it is essential to reclaim the meaning of vulnerability as a
constitutive element of every human being—a vulnerability related to
feeling. This vulnerability must be framed within an ethics of care, which
is what can truly offer us the mutual interdependence that unites us as
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human beings and forms the foundation of moral responsibility, which
must necessarily take shape or be expressed through care. This is a kind
of care that moves away from that contagious yet empty sentimentality,
which finds no fertile ground in which to take root. Based on this idea of
vulnerability, such care is neither partial nor selective, for it is capable of
recognizing human dignity wherever it has been violated.

Restoring Moral Values
The context outlined above highlights several profoundly troubling issues.

On the one hand, there is a distinct weakening of democracy, since hate
and hate speech—which champion asymmetry and inequalities between

“them” and “us”—undermine one of the basic principles of the democratic 257
ethos, thereby eroding social cohesion. The significance of this problem /\CWD/\
lies in the fact that it not only affects certain vulnerable groups, but also i

undermines the ethical foundations of contemporary democracies, erod-
ing essential values such as equality, mutual recognition, solidarity, and
respect for human dignity.

Likewise, this rhetoric based on fear and hatred leads to a failure to
recognize the human dignity of others, and with it, a decline in the capacity
and willingness to care, as well as a loss of genuine interest in others. All of
this gives rise to even greater concern, as it reveals a profound crisis in the
way we conceive of the meaning of existence, the most evident manifesta-
tion of which is insensitivity to the suffering of others (Pinedo, 2018). Given
this landscape, this section will seek to defend the thesis that we must re-
store the moral values essential to the well-being of our democracies.

The relevance of this debate is particularly evident in a social con-
text marked by political polarization, the rise of extremist rhetoric, and
the spread of exclusionary narratives in digital and media spaces. This
reality, steeped in undeserved suffering, injustices, exclusion, and rejec-
tion, calls for “alternative models of coexistence and moral sensitivity
that respond to the essential fragility that defines us” (p. 30). To this end,
building a framework of values based on equality is key (Modzelewski,
2016). In this regard, it is considered advisable to strive to rehabilitate
fundamental values such as love, solidarity, responsibility, and compas-
sion in order to strengthen the meaning of our democracies.

The term “rehabilitate” is used intentionally because this is not the
first time in human history that the aspiration has been expressed to find
a guiding principle to steer our societies. In this context, marked by mul-
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tiple social problems, it is pertinent to delve into values because they are
seen as a source of inspiration for renewing our understanding of what it
means to be human and for strengthening democracy.

Achieving this goal, explains Modzelewski (2016), involves moving
beyond a notion of justice reduced exclusively to the functioning of in-
stitutions. If citizens are expected to be active participants in the pursuit
of justice, it is essential to consider the factors that foster their willing-
ness to get involved; thus, special attention must be given to emotions.
In this sense, emotions play a fundamental mediating role and must be
recognized as a key element in empowering and strengthening individu-
als to engage in social life, particularly within the framework of a demo-
cratic society (Modzelewski, 2016 and 2017). The key will be to discern
which specific emotions and values we should reclaim and cultivate for

258 this purpose.

Compassion as the Key to Cultivating a Democratic Ethos

Given all of the above, and in light of the contemporary need to strength-
en democratic bonds and combat the dynamics of exclusion and dehu-
manization, there is a commitment to compassion due to the ethical and
political force it can exert in public life. Along these same lines, Nuss-
baum argues for the need to revive concepts such as compassion, under-
standing them as ethical principles that must be incorporated into moral
reflection so that they can guide the functioning of today’s democracies.
For this reason, the American philosopher serves as the primary refer-
ence for this article.

Currently, there is renewed interest in the study of compassion due
to its role in social and democratic life. This growing interest stems, to a
large extent, from the need to find ethical and educational frameworks
capable of addressing contemporary social challenges related to polar-
ization, moral indifference, and the fragility of democratic coexistence.
However, terminological confusion persists, which at times obscures or
hinders a precise understanding of this phenomenon. This situation is not
surprising when one considers the multiple translations and interpreta-
tions of the Greek term éleos. This historical difficulty has led to a diffuse
use of different concepts which, although distinct, have been employed
practically as synonyms: mercy, pity, compassion, empathy, and sympathy.
It is not the purpose of this article to develop a phenomenological catego-
rization of all these concepts, nor is it to trace a historical account of the
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origin and uses of compassion. However, it is worth taking a brief look
back to see how the sense of compassion defended here is rooted.

Through its biblical texts, the Christian tradition refers to compas-
sion as a central attribute of God, reflected in a profound concern for the
suffering of others that drives the actions of helping, healing, and forgiv-
ing—an essential quality that believers must emulate through their deeds.
This idea was widely accepted until the Modern Era, when the sentimental-
ist ethics of the Scottish Enlightenment marked a shift away from tradi-
tional Christian piety, giving way to a more fraternal and reciprocity-based
philosophical conception of the human being (Pinedo, 2018). From that
point on, as the author notes, a philosophical tradition began that sought to
justify compassion without relying on the theological categories that tradi-
tionally gave meaning to a virtue considered essential for social coexistence.

In recent years, driven by a renewed interest in Aristotelianism
as a framework for addressing various contemporary moral concerns, a
virtue-centered ethical approach has gained strength. This approach em-
phasizes character formation, the relevance of emotions in moral experi-
ence, and the cultivation of dispositions fundamental to building strong
community bonds and a genuine concern for the well-being of others
(Pinedo, 2018). In this context, as the author asserts, compassion is per-
ceived and integrated as one of the virtues closely linked to the subject’s
emotional realm, as well as to their motivations and aspirations in both
personal life and processes of public deliberation. It has even come to be
regarded as the democratic emotion par excellence (Modzelewski, 2017).

Within this new framework rooted in Modernity, as has been not-
ed, Martha Nussbaum undertakes the philosophical task of re-examining
and revitalizing the notion of compassion and its relevance to contem-
porary societies. Drawing on the Aristotelian conception, the American
philosopher defines compassion as a painful emotion arising from anoth-
er person’s undeserved misfortune. Nussbaum (2008) explores what she
calls the “cognitive structure of compassion,” positing that there is a series
of beliefs or judgments that serve as prerequisites for its development.
The judgments proposed by the author, which are inspired by Aristotle
and ancient Stoicism, are:

o The judgment of gravity: An evaluation that the suffering or
misfortune is significant and non-trivial.

o The judgment of merit: The belief that the person suffering did
not fully bring this misfortune upon themselves through their
own fault.
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o The judgment of comparable possibilities: The recognition by
the compassionate person that they share a similar vulnerabil-
ity and could experience a similar misfortune.

o The eudaimonistic judgment: The cognitive placement of the
suffering person within the sphere of the evaluator’s own goals,
concern, and sense of well-being.

For Nussbaum, compassion is an emotion closely linked to justice
and occupies a fundamental place both in her educational approaches
and in her project to promote a renewed culture of public politics (Pine-
do, 2018).It is an emotion of great value for ethical reflection, insofar as it
can be linked to human deliberation.

The philosopher’s conception also aligns with current empiri-

260 cal and neuroscientific studies that incorporate key elements, a fact that
C ") lends it even greater interest and validity. These studies suggest that there
' are a series of components that make up the phenomenon of compas-

sion: the affective component, the differentiation between self and other,
aregulatory cognitive element, and, finally,a motivational and intentional
component that is latent, prosocial, and aimed at alleviating the suffering
of others (Stevens and Benjamin, 2018).

Among these components, the prosocial nature that accompanies
compassion stands out, distinguishing it from other phenomena. Based
on this idea, one could say that compassion is a feeling that involves, on
the one hand, concern for another’s suffering and, on the other, the mo-
tivation to help and improve that person’s well-being (Klimecki, 2015).
In other words, the feeling moves us, allowing us to experience another’s
suffering, and at the same time motivates us to act to alleviate that suffer-
ing, thereby taking on the other’s pain as a shared responsibility. Thus, it
can be concluded that compassion actively drives moral action, seeking
to alleviate another person’s suffering.

Despite its ethical potential, compassion is not without its critics.
In fact, throughout the history of philosophy and moral thought, compas-
sion has been subject to highly contradictory interpretations. These range
from the outright rejection by the Stoics and Spinoza to Nietzsche, who
considers it a symptom of decadence and a weakening of the will to live,
and include Rousseau’s view of compassion as the natural source of all
virtue and Schopenhauer’s identification with universal suffering (Boella,
2004). Such contradiction is not surprising, for as Boella (2004) points
out, compassion does indeed raise the classic problem of emotions—their
“irrationality” and, therefore, their unreliability and partiality—but also
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the problem of the difficulty of transforming them into action, of going
beyond their reactive and sentimental nature.

This problem, as the Italian philosopher points out, has today be-
come a pressing social and political issue due to a structural disproportion
between affective communication and affective action—specifically be-
tween the individuals capacity for intervention and the immense amount
of suffering present in the world. This imbalance can even exacerbate the
contradictory nature of compassion, leading to its instrumental and se-
lective use. Hence, the need to restore the value and moral significance of
compassion is strongly emphasized.

Arteta (2019) argues that compassion, when understood as a mere
feeling, is fleeting, since what matters is the immediate moment itself;
the other person’s misfortune and the compassionate response it evokes
tend to occur almost simultaneously. It is selective, partial, one-sided, and
superficial because it requires a visible and specific form of suffering and
depends on the degree of closeness to the other person. Since it is trig-
gered by a specific form of suffering, it turns out to be a limited form of
compassion. It is also a fearful feeling, since, as is clear from Aristotle’s
definition, compassion involves fear of the possibility of suffering the
misfortune that the other person is experiencing. It can be considered, the
author asserts, as directly motivated by the desire to alleviate the other’s
pain in order to thereby alleviate one’s own distress.

When one measures another person’s misfortune against one’s own
well-being, an imbalance can arise from compassion, causing it to be-
come one-sided and hierarchical. It is this characteristic that could lead
to a sense of superiority in the person experiencing it, thereby creating
an asymmetrical relationship with a marked paternalistic component, as
some critics point out. Finally, the author argues that, as an emotion de-
pendent on the senses, compassion is passive, reactive, and to some extent
involuntary and unconscious. It would therefore follow that, driven pure-
ly by this emotion, compassion lacks a reflective process and can cloud
the subject’s judgment.

In light of these implications, it is important to distinguish between
compassion understood as a feeling—as pathos—that moves and sweeps
us away, and compassion as an “ethical passion” guided by the exercise
of reason, through which character (éthos) is forged from habits (éthos)
(Gracia Calandin, 2018). In this latter sense, compassion is not under-
stood as a mere passive feeling that comes over us, but rather implies ac-
tive, virtuous action. Under this conception, we would be predisposed to
restore the ethical value and moral significance of compassion. To elevate
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compassion to this explicitly ethical plane, we must recognize its founda-
tions, which rest on two pillars: human dignity and vulnerability —or
the idea of finitude. It is this conception that invites us to speak of ethi-
cal compassion, insofar as it calls for the recognition of dignity in those
whose dignity has been violated (Gracia Calandin, 2018).

It could be said that the foundations of compassion as a virtuous
habit are these two concepts: on the one hand, the recognition of hu-
man dignity; on the other, the awareness of finitude and of our intrinsic
vulnerability, since it is upon these that the ethical foundation of com-
passion is built. To paraphrase Arteta (2019), only from these two ideas
can a theory of the moral nature of compassion and the role it plays in
ethics—and even in moral education—be properly developed. In light of
the above, it could be argued that at the core of compassion lies a tension

262 between human finitude and vulnerability and human dignity—a tension
(I) that helps eliminate bias and partiality, since we are all equal before these
very principles.

The moral value of compassion lies in standing with those who
suffer and helping those most in need, not as a display of superiority, but
to repair the harm they have suffered. It is this specific idea that links
compassion to the possibility of countering hatred and its rhetoric, be-
cause compassion steps in where dignity has been violated, precisely
where one is most vulnerable. It is not a feeling that simply acts for the
sake of others, but rather one directed toward those who are suffering and
find themselves in a disadvantaged situation.

As noted in previous sections, on many occasions hatred disguises
itself as sentimentality—as a false compassion capable of moving and stir-
ring a population on behalf of victims who are not real. In other words,
this emotional appeal can be used to trigger a specific emotional conta-
gion that sweeps us along, thereby redirecting the focus of compassion.
To prevent this—or rather, to avoid becoming disoriented—compassion
must be accompanied by critical thinking. From this perspective, this ar-
ticle argues that ethical compassion, combined with critical thinking, can
serve as a fundamental pedagogical and moral tool for preventing the
emotional legitimization of hate speech and strengthening a democratic
culture based on the recognition of human dignity.

The Indissoluble Link Between Critical Thinking and Compassion

Ethical compassion represents a concrete exercise in discernment
regarding the vulnerability of others, which necessarily involves both
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criticism and self-criticism (Gracia Calandin, 2023). The author asserts
that compassion, in this sense, is not reduced to feeling sorrow or pity for
someone —or for oneself— at least not within the framework of the ethi-
cal compassion advocated here and considered desirable in the context
of education. Understood thus, ethical compassion does not obscure rea-
son or confuse intelligence with empty sentimentality. On the contrary,
it constitutes an affective disposition that not only fosters but actively re-
quires the exercise of discernment as an indispensable condition.

This analytical requirement is key to the problem under discussion
here —namely, hatred and its discourses— since critical and self-critical
capacity must be directed toward clearly distinguishing between con-
cerns that are legitimate and those that are not (Gracia Calandin, 2023).
In other words, it is necessary to carry out a rigorous process of selection

and discernment, since not every feeling of unease or anxiety is inher- 233
ently justified. As noted above, concern can occasionally act as a veil that CD)
conceals illegitimate motivations. To avoid falling into distorted judg- I

ments, it is essential to conduct a rigorous analysis, sharpen one’s critical
eye, and precisely define the true object of these concerns.

This exercise helps distinguish between illegitimate concern—
which reinforces stigmas and fuels derogatory stereotypes—and legiti-
mate concern, which, rooted in ethical compassion, drives responsible
criticism and fosters the care and protection of those who find themselves
in genuinely vulnerable situations. Ethical compassion invites us to culti-
vate a lucid and responsible sensitivity to the suffering of others, steering
us away from purely reactive emotional responses that can lead to inac-
tion, simplistic solutions, or a distorted focus on false victims.

For all of these reasons, education remains the fundamental ve-
hicle. As Nussbaum (2010) notes, the ultimate goal of education cannot
be for children to aspire to invulnerability. Quite the contrary: it consists
of accepting and acknowledging our own constituent limitations, which
connect us and make us structurally interdependent. It is from this per-
spective that compassion and care for others can be effectively fostered—
a compassion that upholds human dignity, acknowledges the vulnerabil-
ity that defines us, and maintains a critical and self-critical eye, ensuring
we know exactly where to direct our efforts and why.

Education as a Seedbed for Compassionate and Ethical Citizenship

If we wish to counteract hatred and the rhetoric that fuels it, we must
promote a conception of humanity and citizenship that places social jus-
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tice and equal opportunity at its core. This must go hand in hand with
respect for the dignity of all people and the recognition of vulnerability
as an inherent feature of our human condition, so that these principles
guide moral reflection and political decision-making (Pinedo, 2018). To
this end, the idea of compassion advocated here is key, since, as the au-
thor argues, understood in this way, compassion acts as a driving force in
the formation of moral consciousness and in the promotion of virtuous
behaviors oriented toward the common good—not only at the individual
level, but also at the social and public levels. It is in this way that we can
aspire to a compassionate citizenry—a citizenry whose emotional life
drives them to take an active interest in others, particularly those who,
due to situations of social injustice, find themselves in a more vulnerable
position and have fewer opportunities to develop fully as human beings

264 (Pinedo, 2018).

(I) How do these ideas relate to the topic at hand—namely, the idea of
being able to reverse hate and its discourses? If hate speech manages to
take root in our societies, it is not solely because of intolerant and mali-
cious individuals—though they certainly play a role. Its power also lies in
the fact that it feeds on social structures and images, prejudices that have
become normalized, and narratives that we have internalized since child-
hood. Given this landscape, this paper argues that ethical compassion,
combined with critical thinking, must be cultivated through education
as a pedagogical tool capable of counteracting the emotional, social, and
cultural mechanisms that sustain hate speech.

Education in general, and ethics in particular, as a process of holis-
tic formation of individuals, has the power not only to impart technical
knowledge but also to foster ethical and affective dispositions. This is why
it enables us to recognize the suffering of others while simultaneously
questioning the causes of that suffering, with the aim of dismantling the
social constructs that underpin exclusionary discourses.

First and foremost, before delving into the subject, it is essential
to take a self-critical look at our own educational practices. This issue
takes on particular relevance in the educational sphere, since schools are
among the primary spaces for moral socialization and the construction of
mental frameworks regarding otherness. On many occasions, and almost
without realizing it, educational systems can fuel these hateful discourses
by reproducing stereotypes, silencing memories, and perpetuating exclu-
sion. In classrooms, hatred and its discourses can be sustained through
ignorance about the other, the oversimplification of complex identities,
and fear of those who are different. Nowadays, it seems that “the other”
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has become invisible and that the rest of us have become desensitized;
we have stopped seeing others, recognizing them, and feeling their needs
(Tamarit, 2025). Therefore, following Tamarit, it is necessary to first en-
gage in a process of “unhiding” the other—of revealing a reality that exists
but that we have stopped seeing—so that we can subsequently begin to
recognize the other.

In this regard, it will be crucial for education to begin by conduct-
ing a self-examination aimed at dismantling the mechanisms that con-
tinue to fuel the perception of those who are different as a threat, since
this creates an ideal breeding ground for hate speech. It is also essential
to foster the education of the senses so that they do not become numb or
overwhelmed, thereby creating spaces for openness, listening, and dia-
logue (Tamarit, 2025). This can be achieved, for example, through story-
telling, as proposed by Modzelewski (2020 and 2017). At the same time,
it will be essential to develop tolerance —but an “active” tolerance, which
is the kind that can truly lead to mutual respect and the recognition of
differences (Gracia Calandin, 2018).

In this sense, it is not merely a matter of fostering compassionate
individuals, but of providing them with tools to question and reflect on
the structures that generate suffering and exclusion. This is why the pre-
vious section referred to critical thinking as an inseparable element of
compassion: we must educate individuals to be compassionate, but also
critical. This idea ties into what was noted earlier regarding the develop-
ment of active tolerance, since educating in compassion through critical
thinking can also provide us with tools to recognize that invisible suffer-
ing—but above all, to recognize our own responsibilities.

Similarly, educating in ethical compassion has social and cultural
implications, as it seeks not only the emotional well-being of the indi-
vidual but also aims to make an impact and leave a mark on the social
sphere. In a context where hate speech finds fertile ground nourished by
fear and misinformation, schools can become spaces of resistance that
help dismantle phobic discourses. Surely schools cannot be held solely
responsible for a problem as vast as the one we face here, but they can
certainly be the place where alternative narratives and discourses based
on justice, solidarity, and active tolerance are built. To this end, the focus
must be on providing an education for meaning and the common good—
an education that, “from a humanistic and relational perspective, places
human beings and their relationships at the center of the educational
process, promoting self-determination, mutual care, and action for the
common good” (Buxarrais, 2025, p. 90). Building on this idea, we might
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envision an education rooted in ethical compassion. This would serve as
a seedbed in which to lay the groundwork for subverting hatred and its
discourses —not as something anecdotal and/or isolated, but as a com-
mitment, a civic commitment that endures over time, in which habits will
give rise to a sustained and sustainable character (Orts Garcia, 2024) over
the long term.

These ideas point to the existence of an intrinsic link between edu-
cation and character development, understood as the set of habits and dis-
positions that guide us toward certain ways of acting and that are built day
by day through our choices. The habits that incline us to act correctly are
called virtues (Cortina, 2007). These virtues are habits that can be taught
and cultivated (Codina, 2015); therefore, it is essential to reflect on the types
of habits promoted through education, since character development—and,

266 consequently, the way we behave—depends on them. “When schools focus
(I) exclusively on the acquisition of knowledge, the personal dimension re-
mains neglected, leading to an impoverished character development and

the underdevelopment of social empathy” (Effendi, 2024, p. 10).

Given all this, if we understand that to educate is to help cultivate
character—the ethos—how should we educate? Based on what values?
What virtuous habits should form the foundation? In light of the context
of hate and hate speech, we should cultivate—as has been argued—those
ethical values that help us forge a character that aspires to a more peace-
tul, just, and compassionate world. Hence, compassion is considered a
habit that must be practiced until it becomes second nature, as it is a way
to begin subverting hatred and its discourses. Cortina (2007) asserts that
compassion constitutes a moral reason in the face of suffering and mis-
fortune—a motive worth developing because it embodies the bond that
unites us and that we must strengthen, since the lack of that bond is surely
one of the factors that fuel hatred and hate speech.

Based on this premise, there is a whole series of habits that should
be cultivated, as they nurture ethical compassion while steering clear of
fleeting and empty sentimentality. This refers specifically to dialogue and
active listening, civic shared responsibility, and solidarity embodied in the
ethics of care, in which respect for others is neither condescending nor
paternalistic, but rather a profound recognition of their human dignity.

In the educational process, there must be communication, an encounter,
a genuine dialogue without belittling the other [...] the main idea is to
bring what is peripheral to the center, as a participant in a whole; it is no
longer a part, it is not seen in isolation, but rather as a single organism
(Vivas, 2015, pp. 6-7).
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Hence, it could be argued that, in the educational sphere, ethical
compassion becomes an essential tool for shaping critical citizens—citi-
zens capable of identifying the structural causes of hatred and its dis-
courses, and of actively committing to their transformation. Understood
in this way, compassion is not merely a fleeting impulse but a key com-
ponent of moral education, linking the affective and emotional dimen-
sions with the rational and ethical ones. By fostering critical reflection,
ethical compassion also guides us to examine our own practices and bi-
ases, thereby promoting an education that strives for justice, solidarity,
and respect for the dignity of all, and thus embraces both individual and
collective responsibilities.
In this educational and social context, this is relevant because it al-
lows us to direct critical thinking not only toward external analysis but also
toward examining our own motivations and judgments. Thus, educating 227
for ethical compassion and critical thinking means forming individuals ca- CD)
pable of discerning when concern serves as a driving force for good and A
when, conversely, it becomes a pretext for hatred and intolerance. Hence,
the constant practice of criticism and self-criticism, accompanied by com-
passion, is considered a fundamental pillar for building more inclusive and
supportive societies, as it enables us to distinguish between feigned and
genuine victims, and allows us to focus our attention on areas where vul-
nerability has left—and continues to leave—open wounds and conflicts.

Conclusions

The analysis presented in this article supports the argument that hate
speech constitutes one of the most complex ethical, social, and educa-
tional challenges facing contemporary democracies. Its spread cannot
be understood solely as the result of deviant individual attitudes or as
a problem confined to the realm of language; rather, it must be situated
within the framework of broader emotional, cultural, and political dy-
namics that fuel, legitimize, and normalize it. In this sense, hate manifests
as a socially constructed phenomenon that finds in discourse a privileged
instrument through which it translates into concrete practices of exclu-
sion, dehumanization, and harm.

This article demonstrates that emotions such as fear and revulsion
play a structuring role in the origin and consolidation of hate speech.
Far from acting solely at the individual level, these emotions function
as genuine cultural elements that organize perceptions, delineate moral
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boundaries, and reinforce exclusionary identities. Fear triggers narratives
of threat that justify defense against an “other” perceived as dangerous,
while projected disgust contributes to stripping that other of their hu-
manity, facilitating their systematic marginalization. When these emo-
tions are reinforced by specific social and political contexts, they become
a particularly fertile breeding ground for the proliferation of discourses
that legitimize exclusion and violence.

From this perspective, hate speech cannot be understood as mere
verbal expressions laden with aversion, but rather as social practices with
a profound impact. Language not only reflects hatred but actively acti-
vates it, channels it, and turns it into action. Through such discourse, the
desire to harm others is normalized, justified, and translated into policies,
behaviors, and attitudes that directly affect the dignity and living condi-

268 tions of specific individuals and groups. This observation reinforces the
(I) idea that the response to hate speech cannot be limited to censorship
strategies, but requires a thorough examination of the emotional, cultural,

and moral elements that underpin it.

Within this framework, the article has highlighted the existence of
significant shortcomings among those who uphold and reproduce hate
speech. These shortcomings manifest themselves, among other things,
in limited critical thinking skills, fragile or impoverished identities, and
structural deficits in the realm of emotions and care. These limitations
hinder the recognition of the other as a dignified person and foster pro-
cesses of dehumanization. Recognizing these deficiencies does not im-
ply justifying hate, but rather understanding the conditions that make it
possible and, therefore, identifying priority areas for intervention, among
which education plays a central role.

Special attention should be given to the deceptive nature of certain
hate discourses in the contemporary context. As has been argued, these
discourses often present themselves as a victim narrative that deliberately
confuses vulnerability with victimhood. By appropriating the language
of care and protection, hate manages to legitimize itself as a defensive
response to supposedly external threats, effectively sidelining real victims
and stripping fundamental notions of democratic coexistence of their
moral content. This instrumentalization of suffering not only makes it
difficult to identify hate, but also contributes to its normalization and the
progressive erosion of democratic values.

In light of this scenario, this article has argued for the need to reclaim
a profound understanding of vulnerability as a constitutive feature of the
human condition. Far from being a weakness or a moral privilege, vulnera-

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 245-273.



MARIA ORTS GARCIA

bility points to our interdependence and the mutual need that defines us as
human beings. Recognizing our shared vulnerability allows us to dismantle
exclusionary narratives of victimhood and opens the possibility of building
relationships based on care, responsibility, and mutual recognition.

At this point, compassion emerges as a key moral value for coun-
tering the logic of hatred. Following the thought of Martha Nussbaum,
compassion has been understood here as a complex ethical sentiment
that articulates emotional openness to the suffering of others and ratio-
nal judgment oriented toward justice. This conception allows us to clearly
distinguish ethical compassion from its misappropriations, preventing it
from being reduced to an uncritical emotion or instrumentalized in the
service of exclusion. It is precisely in the tight integration of emotion and
reason that its transformative potential lies: ethical compassion is capable
of recognizing suffering without hierarchizing it or using it as an excuse
to deny the dignity of others.

From this perspective, education emerges as a privileged space for
cultivating ethical compassion and critical thinking. Educational insti-
tutions cannot limit themselves to the transmission of technical knowl-
edge or instrumental skills; rather, they must assume their responsibility
for the moral and civic formation of individuals. In a context marked
by overexposure to emotional stimuli, polarization, and emotional ma-
nipulation, it is essential to provide tools that enable students to critically
interpret discourses, manage emotions, and develop dispositions oriented
toward care and justice.

Finally, committing to an education in and for ethical compassion
entails a commitment that transcends the individual sphere and extends
into the social and political realms. This is neither a naive proposal nor
an immediate solution to hatred, but rather a normative framework that
guides more inclusive and humane educational and democratic practic-
es. In times when hatred masquerades as care and suffering becomes a
rhetorical device, ethical compassion emerges as an indispensable moral
compass for resisting dehumanization and strengthening the values that
underpin democratic life. Cultivating it is, without a doubt, a complex
task, but it remains an inescapable ethical imperative of our time.

Note

1. Martha Nussbaum (2008, p.237) explains that the things that evoke disgust are
those linked to one’s own vulnerability to decay, since this implies that one’s self
will eventually become waste. For this reason, in all cultures, the ability to wash
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and dispose of waste is an indicator of human dignity. The philosopher cites Rozin
and Fallon (1987) in their paper “A Perspective on Disgust,” where they explain
how, based on analyses of certain prisons and concentration camps, it has been
established that individuals deprived of access to bathrooms or prohibited from
washing themselves could be considered subhuman, making it easier to torture and
kill them, since they had been reduced to the status of animals.
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Abstract

This article analyzes the silent decline of reason under the influence of algorithmic power in the digital
age. Once the foundation of human freedom and moral agency, reason is now increasingly subordinated to
instrumental rationality embodied in algorithms designed for efficiency, prediction, and control. This topic is
justified by the urgency of understanding how technological mediation affects autonomy;, critical thinking, and
democratic participation. The objective of the study is to examine the philosophical and political implications
of this transformation. The methodology combines conceptual analysis and critical reflection based on
contemporary philosophical sources. Four main propositions are developed: 1) algorithmic power extends the
logic of instrumental reason and functions as a mechanism of biopolitical control; 2) critical reason is silently
eroded by automated systems that limit reflective judgment; 3) this erosion contributes to an epistemic and
political crisis in which public reason is manipulated and moral responsibility fragmented, thereby weakening
democracy; and 4) reclaiming reason requires ethical reflection, epistemic agency, and a democratic pedagogy
grounded in critical and moral education. The article concludes that defending democracy in the digital age
requires more than regulatory frameworks—it demands a deep and sustained revitalization of reason as a central
pillar of civic life.
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The Decline of Reason under the Algorithmic Power of Contemporary Democracy

El declive de la razén bajo el poder algoritmico en la democracia contempordnea

Resumen

El presente trabajo analiza el declive contemporaneo de la razén en el contexto del poder
algoritmico que caracteriza a la era digital. Una vez fundamentadas la libertad humana y la
agencia moral, la razén se encuentra hoy subordinada a la racionalidad instrumental, encarnada
en algoritmos disefiados para optimizar la eficiencia, la prediccién y el control. La justificacion
del tema radica en la necesidad urgente de comprender como esta transformacion tecnoldgica
afecta la autonomia humana, el pensamiento critico y la vida democratica. El objetivo del estudio
es explorar las implicaciones filosoficas y politicas de esta transformacién mediante un enfoque
tedrico-conceptual, sustentado en el andlisis critico de fuentes filosoficas contemporéneas. La
metodologia utilizada combina la revisién bibliografica y la reflexion argumentativa. El articulo
se organiza a partir de cuatro proposiciones: 1) el poder algoritmico prolonga la logica de la
razén instrumental y actiia como mecanismo de control biopolitico; 2) la razon critica se debilita
progresivamente ante la automatizacion de los procesos de pensamiento; 3) esta transformacion
genera una crisis epistémica y politica que afecta la razoén publica y la responsabilidad moral; 4)
defender la democracia digital requiere una pedagogia centrada en la reflexion ética, la agencia
epistémica y la educacion critica. Se concluye que revitalizar la razén es condicion necesaria para
enfrentar los desafios de la era algoritmica.

Palabras clave

Poder algoritmico, razén publica, democracia, capitalismo digital, educacion critica, control
biopolitico.

Introduction

Democracy depends not only on institutions but also on the vitality of
public reason: the ability of citizens to think critically, distinguish truth
from falsehood, and assume moral responsibility in public life. In the
algorithmic age, this foundation is increasingly under threat. As digi-
tal platforms mediate public discourse through opaque algorithms de-
signed to maximize engagement and control, reason is subtly reshaped.
These systems reinforce instrumental, emotional, and polarized modes of
thinking, which erode rational deliberation and foster epistemic passivity.

This article argues that the algorithmic governance of public com-
munication contributes to what might be called the silent death of rea-
son: a gradual erosion of critical thinking that remains largely invisible to
those affected. Individuals believe they are acting freely, but their percep-
tions and decisions are shaped by an algorithmic logic that eludes their
awareness. The central problem addressed here is how algorithmic power
transforms the cognitive conditions of democratic participation and un-
dermines citizens’ epistemic and moral agency.

The aim of this study is to offer a philosophical and political analysis
of this transformation, positing the hypothesis that defending democracy
in the digital age requires more than just normative solutions: it demands
a fundamental revitalization of reason as an ethical, epistemological, and
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pedagogical imperative. This reflection is particularly timely in a context
in which democratic systems around the world are facing crises of trust,
polarization, and disinformation—crises exacerbated by the algorithmic
organization of knowledge and visibility. From a methodological stand-
point, this is a conceptual and theoretical-critical study grounded in politi-
cal philosophy, media theory, and epistemology. It employs documentary
analysis, conceptual reconstruction, and normative reasoning to examine
the epistemic and political implications of algorithmic mediation.

The article is structured into four sections. The first examines how
algorithmic power embodies and extends the logic of instrumental ra-
tionality, transforming the cognitive environment of contemporary so-
ciety. The second analyzes the silent erosion of reason in the algorithmic
age, highlighting its subtle yet profound effects on critical thinking and

autonomy. The third section explores the link between epistemic passiv- 277
ity and democratic fragility, showing how algorithm-driven knowledge ’QD)
systems undermine democratic deliberation. Finally, the fourth section I

proposes a normative response: the revitalization of reason as an ethical,
epistemic, and educational imperative essential to restoring democratic
accountability in the digital age.

This article addresses the problem of how algorithmic systems re-
configure public reason and democratic agency in contemporary digital
societies. It asks: How does algorithmic power contribute to the erosion
of critical reason, and what normative responses are required to defend
democracy in the digital age? The article argues that algorithmic gover-
nance extends the logic of instrumental rationality and biopolitical con-
trol, thereby undermining epistemic autonomy and moral responsibility.
Its main contribution lies in integrating critical theory, biopolitics, and
studies on digital capitalism into a unified philosophical critique of algo-
rithmic democracy.

Theoretical Framework

This study draws on critical theory, particularly the tradition of the Frank-
furt School. Horkheimer and Adorno (2002) identified the rise of instru-
mental reason as a foundational threat to autonomy and emancipation
in modern societies. In their classic analysis, rationality—when stripped
of its critical and emancipatory functions—is reduced to a mere tool of
domination. This insight remains deeply relevant in the digital age, where
algorithmic systems intensify the logic of efficiency, prediction, and con-
trol at the absolute expense of democratic deliberation and reflection.
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Complementing this perspective, Habermas (1984, 1987, 1989,
and 1996) emphasized the normative importance of communicative ra-
tionality and a robust public sphere as strict prerequisites for democratic
life. Algorithmic mediation structurally undermines these conditions
for communicative action and public reason by systematically promot-
ing emotional and polarized content while simultaneously suppressing
discourse-oriented communication.

Furthermore, Foucault’s (2008) theory of biopolitics clarifies how
power in contemporary societies operates not through direct, repres-
sive coercion, but through the continuous management of knowledge
and subjectivity. Within this framework, algorithmic governance can be
interpreted as a contemporary instantiation of algorithmic biopower: a
sophisticated mode of regulation that operates through systematic data-

278 fication and predictive behavioral control (Yeung, 2018; Zuboft, 2019).
(I) Recent scholarship has also highlighted the role of digital infra-
structures in reinforcing epistemic inequality and cognitive manipula-

tion. Zuboff’s (2019) concept of “surveillance capitalism,” Couldry and
Mejias’s (2019) critique of data colonialism, and Feenberg’s (2005) criti-
cal theory of technology provide essential frameworks for understand-
ing how data-driven architectures restructure social relations and epis-
temic authority. Moreover, the contemporary spread of disinformation
and tribalized cognition (Zollo et al., 2017; Ecker et al., 2022; Wardle and
Derakhshan, 2017) empirically demonstrates the severe epistemological
consequences of algorithmic content curation.

In summary, this theoretical framework integrates the critiques
of instrumental reason, biopolitical control, and algorithmic regulation
to examine how the overarching logic of digital capitalism erodes public
reason, weakens democratic participation, and fragments moral respon-
sibility. Rather than treating the decline of reason as an isolated or purely
technological phenomenon, this study situates it within broader struc-
tural transformations of knowledge, power, and political agency.

Methodology

This study adopts a theoretical and critical approach that combines a
literature review, discourse analysis, critical hermeneutics, and ideologi-
cal critique to examine the erosion of public reason under algorithmic
power. The analysis draws on a diverse theoretical foundation, drawing
inspiration from the Frankfurt School—particularly the critical theories
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of Adorno, Marcuse, and Habermas—whose reflections on instrumental
reason, the culture industry, and communicative action provide a con-
ceptual framework for understanding the manipulation of public reason.
The study also addresses Hannah Arendt’s reflections on totalitarianism,
the banality of evil, and the collapse of judgment in modern societies, of-
fering important insights into the moral dimensions of epistemic decline.
Guided by dialectical materialism, the study situates algorithmic power
within the broader socioeconomic structures of digital capitalism. From
a dialectical materialist perspective, algorithmic systems are not neutral
technological tools, but rather expressions of the economic logic of digi-
tal capitalism. The business models of large technology corporations—
centered on data extraction, behavior prediction, and the monetization
of attention—shape the cognitive environments in which individuals

think, interact, and form political judgments. Therefore, the transforma- 279
tion of public reason cannot be separated from the material infrastruc- ’QD)
tures and economic interests underlying algorithmic governance. The I

analysis unfolds in three stages. First, it reconstructs the philosophical
critique of instrumental reason and biopolitical control. Second, it exam-
ines how algorithmic systems put this logic into practice within digital
capitalism, reshaping public cognition, normalizing epistemic passivity,
and contributing to the silent decline of critical and divergent thinking.
Third, it assesses the democratic, moral, and educational implications of
this transformation through a normative critique, focusing on the crisis
of democratic agency and moral responsibility, as well as the urgent need
to revitalize reason through ethical and pedagogical frameworks in the

digital age.

Algorithmic Power and the Instrumentalization of Reason

This section examines how algorithmic systems embody the logic of in-
strumental rationality in contemporary digital capitalism. First, it reviews
the philosophical concept of reason and then analyzes how algorithmic
infrastructures transform rationality into mechanisms of prediction, ef-
ficiency, and behavioral control.

The Concept of Reason and the Rise of Instrumental Rationality

Philosophical conceptions of reason have evolved over time, reflect-
ing specific historical contexts. For Immanuel Kant (2004), reason in its
broadest sense refers to human intelligence, while in its strictest sense it
Sophia 41: 2026.
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constitutes the highest stage of cognition, serving as the foundation for
both knowledge and morality—albeit within recognized limits. From a
Marxist-Leninist perspective, reason arises from socio-historical condi-
tions, shaped by productive activity and class struggle, and is aimed at
rationally organizing society for collective emancipation.

The Frankfurt School, however, issues a critical warning: reason
itself can become distorted. Horkheimer and Adorno (2002) argue that,
under modern capitalism, reason degenerates into instrumental reason—
a form of rationality focused exclusively on efficiency and utility. Instead
of fostering moral judgment and critical reflection, instrumental reason
reduces both nature and humanity to objects of calculation and control.
As they write: “What is in fact destroyed is the dialectic of reason, since
instrumental reason turns every relationship into a calculable and con-

280 trollable process” (p. 97).

(I) This regression, they suggest, begins with the Enlightenment,
where the emancipatory promise of reason turned into domination.
Human beings became measurable units within production systems,
stripped of dignity and redefined by their function. The bureaucratic state
and capitalist markets increasingly rely on this logic, reinforcing existing
power structures (Habermas, 1984). As Feenberg (2005) points out, this
technocratic rationality erodes self-reflection and critical agency.

From this perspective, reason no longer liberates but rather ad-
ministers. As Horkheimer and Adorno (2002) conclude: “In the adminis-
tered world, instrumental reason extends its dominion over all spheres of
life, dissolving both critical thinking and dialectical reason” (p. 119). The
trajectory of reason—from Kantian morality to Marxist emancipation
and the pessimism of the Frankfurt School—reveals its alienation under
modern conditions. Reason, far from being neutral or immutable, must
be examined within its social, economic, and political context.

If algorithms represent the technological embodiment of instru-
mental reason, the next question is how such systems reshape human
cognition and public judgment in everyday digital life.

Algorithms as Technological Embodiments of Instrumental Reason

In contemporary digital capitalism, algorithms—particularly those driv-
en by artificial intelligence (AI) and big data—have become concrete
technological embodiments of instrumental reason. Rather than seeking
understanding or emancipation, knowledge is increasingly valued for its
utility in prediction, control, and optimization (Zuboft, 2019). This log-
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ic underpins algorithmic governance, which prioritizes “computability”
over deliberative or ethical considerations (Yeung, 2018). Commercially
driven algorithms amplify sensationalist and divisive content, reinforcing
patterns of behavioral manipulation and epistemic conditioning.

In the late 20th and early 21st centuries, as traditional models of
economic growth increasingly revealed their structural limits—such as
rising resource costs, market saturation, and the declining efficiency of
industrial infrastructure—capitalism faced growing pressure to expand
into new spaces of accumulation. Under these conditions, a seemingly
limitless digital sphere emerged. Digital platforms became the dominant
organizational form of the post-industrial era because they could coor-
dinate multilateral markets, control intermediary infrastructures, and,
above all, accumulate data as a strategic asset.

Within these vast and ever-growing repositories of digital infor- 281
mation, behavioral data has become one of the most valuable resourc- CD)
es. Through the extraction of behavioral surplus, advertising no longer I

operates through generalized mass exposure, but rather through an in-
creasingly precise alignment with users’ interests, preferences, and con-
sumption patterns. From this transformation emerged a new model of
accumulation commonly described as surveillance capitalism. The ex-
traordinary growth of large technology companies over the past two de-
cades has been driven largely by data-centric advertising models built on
this logic of behavioral data extraction (Zuboft, 2019, pp. 112-113). As
Zuboft argues, surveillance capitalism uses Al to maximize the predict-
ability and control of behavior, institutionalizing instrumental rational-
ity at the core of digital infrastructure. In a “datafied” society, algorithms
process enormous sets of behavioral data to optimize performance across
all domains—from marketing to police surveillance—at the expense of
autonomy and reflexivity (Zuboft, 2019, pp. 241-243).

Mittelstadt et al. (2016) emphasize that “algorithmic systems are
designed to optimize predefined objectives—whether click-through
rates, user engagement, or revenue generation—through mathematical
processes” (pp. 1-2). These systems quantify behavior and automate deci-
sions, reducing freedom to a set of calculated outcomes.

Following the Frankfurt School, Marcuse (2013) warned that the
reality principle had been transformed into a performance principle, de-
manding conformity to productivity and efficiency. As he later observed,
“performance and efficiency have supplanted ethical and emancipatory
values in advanced industrial society, subjecting human capacities to
technological imperatives” (Marcuse, 2013, pp. 17-18). By their very de-
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sign, algorithms model and digitize reality according to technical criteria.
In doing so, they blur the line between what is rational and what is nor-
matively legitimate. Thus, the warning from the Frankfurt School is no
longer theoretical: it is algorithmically encoded in the dominant infra-
structures of contemporary life.

Marx and Engels (2002) described capitalism as a system driven by
the infinite accumulation of capital and the continuous incorporation of
new spheres of life into market relations. From a Marxist perspective, sur-
veillance capitalism represents a new regime of accumulation directed at
human life experience, transforming all dimensions of life—search, com-
munication, movement, emotions, and everyday interaction—into data
assets subject to capitalist ownership and exploitation. As algorithmic
systems increasingly penetrate everyday life through the logic of surveil-

282 lance capitalism, their influence extends far beyond economic behavior
(I) and begins to reshape the cognitive and cultural foundations of demo-
cratic society. Thus, the erosion of critical thinking is not limited to indi-

vidual cognition; ultimately, it transforms democratic culture itself.

Algorithmic Governance and the Biopolitical Management of Life

Beyond their instrumental logic, algorithms also function as tools of bio-
political governance. Following Foucault’s (2008) concept of biopolitics—
the political rationality that governs life and populations—algorithms
now manage human existence through data-driven modulation. Rouvroy
and Berns (2013) describe algorithmic governance as “a new biopolitical
regime in which data-driven processes regulate life, shaping the condi-
tions of existence for populations” (pp. 164-165). With their ability to col-
lect, analyze, and predict behavior on a large scale, algorithmic systems
fundamentally reconfigure the structures of life (Cheney-Lippold, 2017).

Zuboft (2019) frames this phenomenon within surveillance cap-
italism, where human experience becomes raw material for predicting
behavior and generating profit. Algorithms silently structure choices, in-
fluence attention, and manipulate preferences, often without informed
consent. What emerges, is “a coup from above,” in which the private power
of data eludes traditional democratic oversight. The result is a new form
of domination—psychological rather than physical.

Today, surveillance is no longer limited to the state. As Lyon (2006)
argues, the proliferation of digital technologies has expanded the scope of
surveillance to the most private aspects of daily life, going beyond the tra-
ditional panopticon model (pp. 4-5). Zuboff (2019) expands on Foucault’s
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metaphor: constant observation through digital platforms invisibly shapes
behavior (pp. 234-235). Individuals are continuously monitored, adjusted,
and classified—not only as consumers but as governable subjects.

Couldry and Mejias (2019) characterize algorithmic power as
a technopolitical assemblage that fuses instrumental reason with bio-
political control (p.73). Optimization becomes the norm: individuals
unconsciously conform to the metrics defined by the system. Although
platforms proclaim their neutrality, they actually serve the interests of
dominant powers, shaping what is visible, valuable, and legitimate.

Mir (2025) warns that these monopolistic platforms—though effi-
cient—concentrate political and economic influence. Based on Metcalfe’s
law, the value of these platforms grows exponentially, as does their po-
tential for manipulation. Once behavioral data is sufficiently comprehen-
sive, users can be “read”—even before they are self-aware—and guided
accordingly. In Canada, for example, 80.5% of the population was using
Facebook by the end of 2023 (Napoleon Cat, n.d.), giving Meta immense
influence over public opinion.

The consequences are not abstract. The Cambridge Analytica
scandal revealed how data and algorithms were used to deliver micro-
targeted political messages designed to provoke emotional responses and
influence undecided voters during the Brexit campaign (Cadwalladr and
Graham-Harrison, 2018; Cadwalladr and Townsend, 2018). Thus, disin-
formation now functions as a strategic form of political communication.

In the 2024 U.S. presidential election, Elon Musk—through plat-
forms such as X and Tesla’s digital ecosystem—used targeted media cam-
paigns to amplify his political influence (Financial Times, 2024). These
examples reveal how algorithmic power—once limited to commerce or
communication—now extends deeply into the political sphere, reshaping
public discourse and challenging the foundations of democratic agency.

The Silent Decline of Reason in the Algorithmic Age

The silent decline of reason in the algorithmic age manifests itself through
subtle transformations in the way people think, judge, and engage with
information in digital environments. This process not only weakens criti-
cal and reflective abilities, but also limits exposure to diverse perspec-
tives, thereby fostering polarized forms of consensus and undermining
the conditions necessary for democratic deliberation.
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The Erosion of Critical Thinking and Reflective Judgment

The erosion of critical thinking under algorithmic power is not an un-
foreseen phenomenon. As early as 1964, Herbert Marcuse diagnosed the
loss of critical consciousness among modern individuals in a world dom-
inated by technological rationality and consumerist ideology. In One-Di-
mensional Man, he warned that the optimization of commercial interests
leads to the atrophy of social criticism, reducing individuals to passive
consumers molded by a preconfigured system. New forms of control,
masquerading as progress and efficiency, erode freedom by dulling criti-
cal faculties—a dynamic that is now intensifying in the algorithmic age.
As reason recedes, individuals no longer question the structures around
them; they come to desire and accept only what the system offers. Today’s

284 digital propaganda aims not only to persuade but also to generate cog-
( ") nitive submission: a population that no longer asks “why” (Bennett and
T Livingston, 2018).

Despite unprecedented access to information, users are increasing-
ly suffering from cognitive overload. This saturation fosters susceptibility
to conspiracy theories and disinformation, which have been key factors
in recent global upheavals (Ecker et al., 2022). In Canada’s 2025 federal
election, for example, the online environment became a chaotic space
flooded with misleading content that fractured public opinion, turning
democratic discourse into a volatile arena governed more by prejudice
than by reason (The White Hatter, 2025). Similar dynamics are observed
around the world. TikTok, for example, has become a powerful vector for
disinformation regarding events such as the war in Ukraine (Bosch and
Divon, 2024).

Online conspiracy theories have succeeded in shaping segments of
public consciousness, generating a false consensus around issues such as
COVID-19 vaccines or the 2020 U.S. elections (Skafle et al., 2022). This
manipulation no longer requires state censorship; it is enough to flood
social media feeds with algorithmically targeted narratives. Through cal-
culated amplification, digital platforms enable a form of “manufactured
consent” under a new guise. A fragmented public self-organizes around
engineered narratives, bypassing deliberation and critical scrutiny.

Platforms such as Meta, Google, and YouTube operate according
to a consistent logic: the more they understand users, the longer they can
retain their attention, and, consequently, the greater the economic value
they can extract. The paradox lies in the fact that this very capacity for
“perfect service” also signals an increasingly deep form of dependence.
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The more personalized the content and the smoother the experience, the
more individuals become integrated into an invisible system of behav-
ioral extraction and modulation. On a cognitive level, this mechanism
produces a form of “voluntary orientation,” in which individuals believe
they are choosing freely, while the range of available options has already
been structured by algorithms optimized for engagement. The result is
the gradual erosion of autonomy, as the boundary between authentic
needs and artificially constructed desires becomes increasingly blurred.
Human beings no longer appear as self-reflective subjects but are reduced
to sets of behavioral signals that can be measured, predicted, and exploit-
ed within an ever-expanding cycle of data accumulation.

The profits of digital platforms depend directly on their ability to
retain users’ attention for as long as possible. Consequently, these plat-
forms have developed an addictive architecture based on psychological
mechanisms such as instant rewards and dopamine feedback loops. In
other words, the platforms deliberately construct psychological cycles that
encourage users to continually seek immediate stimulation, thereby main-
taining uninterrupted engagement. This helps explain why many forms of
digital psychological distress should not be understood as accidental side
effects but rather as predictable outcomes of intentional design. A transna-
tional study conducted by Cheng et al. (2021) across 32 countries revealed
that approximately 24% of users show signs of social media addiction.
Similarly, a report by the U.S. Department of Health and Human Services
(2023) indicated that adolescents who spend more than three hours a day
on social media face approximately double the risk of experiencing mental
health issues, such as anxiety and depression. These figures reveal the mag-
nitude of the problem and demonstrate the connection between platform
structures and the psychological transformation of users.

Paradoxically, while Al chatbots are becoming increasingly intelli-
gent thanks to the data generated by billions of users, humans face a grow-
ing risk of what digital culture often describes as “brainrot”—a colloquial
term referring to the deterioration of concentration and critical thinking
caused by the excessive consumption of brief, repetitive, and low-value
digital content, especially on social media platforms, which fosters addic-
tive behavior patterns and reduces people’s ability to engage with more in-
depth forms of information. At the same time, the commodification of im-
ages, emotions, and online self-presentation increasingly reduces personal
value to engagement metrics such as “likes,”“shares,” and “followers.” In this
sense, individuals are not only subjected to surveillance but are also valued
and quantified within a digital marketplace, contributing to a broader iden-
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tity crisis in contemporary society. These developments reflect the wide-
spread nature of the problem and reveal the profound relationship between
platform structures and the psychological transformation of users.

The result is troubling: truth becomes fragile and public reason
collapses. As Hannah Arendt warned, a society inundated with distort-
ed media loses the foundations of shared reality and, with it, the condi-
tions for sound judgment. Truth, she argued, is “extremely fragile” and
can be “manipulated and eliminated from the world by political power”
(Arendt, 1972). In such a climate, citizens overwhelmed by contradictory
messages are less likely to seek clarity. Instead, they retreat into passiv-
ity, becoming vulnerable to carefully designed disinformation campaigns.
Algorithms, as discussed earlier, serve as mechanisms for disseminating
these campaigns, whether driven by political or commercial objectives.

280 Social media bots further amplify falsehoods, reinforcing cognitive biases
(I) and accelerating the spread of unverified claims. Gombar (2025) aptly de-
scribes this as a cognitive war, in which public perception is manipulated

through digital media ecosystems.

This environment produces a “virtual consensus,” not based on
rational debate, but shaped by the control of information. The goal of
disinformation is no longer merely deception but disorientation, emo-
tional disengagement, and passive acceptance. The long-term danger is
the gradual erosion of the public’s intellectual vitality. Surrounded by
personalized content streams, users increasingly consume content with-
out reflection, clicking “like” on entertainment content while disengaging
from substantive issues. Over time, this weakens the habits of civil dis-
course and critical inquiry.

As Van Badham (2024) observes, young people—who are most im-
mersed in digital environments—show early signs of a decline in critical
thinking and a decrease in autonomy in their responses to online content.
Their social realities are confined to screens where manipulated informa-
tion is conflated with the truth. In such a world, as O’'Hara (2022) warns,
digital environments can either enhance or erode human rationality, de-
pending on how they are structured and regulated. In fact, the very pro-
cess of identity formation is increasingly shaped by these environments.
As Alegria Moran (2025) points out, “young people, by shaping the spaces
they occupy, also mold their expressions of identity, shaping their virtues,
beliefs, and meanings” (p. 274), which highlights that digital spaces are
not neutral arenas but rather environments that actively participate in the
construction of subjectivity.
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The Suppression of Divergent Thinking
and the Rise of Polarized Consensus

The algorithmic structuring of digital environments increasingly sup-
presses divergent thinking and fosters the illusion of consensus through
polarization. Arguedas et al. (2022) describe how algorithms trap users
in echo chambers or filter bubbles, selectively reinforcing preexisting
opinions while excluding opposing perspectives. Under this regime, in-
dividuals are no longer exposed to difference but encounter only algo-
rithmically selected affirmations of what they already believe. Traditional
gatekeepers—such as editors, journalists, and public intellectuals—have
been largely displaced by algorithmic logics that determine visibility
based not on truth but on engagement. Platform algorithms increasingly

rely on users’ immediate behavioral responses, often encouraging forms 287
of engagement that do not necessarily reflect their more profound inter- /\CWD

ests, long-term intentions, or genuine preferences.

Following this logic, personalization fragments the public sphere;
algorithms such as Facebook’s News Feed and TikTok’s “For You” page
select content based on behavioral profiles (Mittelstadt et al., 2016), pro-
ducing what has been described as a “mirror of the self” On TikTok, this
process reaches extreme levels: the platform quickly learns users’ prefer-
ences and offers them a constant stream of content that reinforces them.
As The Verge noted, TikTok functions as “a TV channel perfectly cali-
brated to the user’s brain” (Sato, 2024). While this hyper-personalization
maximizes user engagement, it also limits cognitive exposure and stifles
the development of divergent or critical thinking. The 2024 U.S. presi-
dential election vividly illustrated this danger. In the run-up to the elec-
tion, TikTok became an “optimistic bubble” for Harris supporters, feeding
them only content that reinforced her likely victory, which led many to
ignore conflicting signals (Sato, 2024).

Such environments foster ideological isolation. People are drawn
to like-minded communities, which become isolated enclaves of affirma-
tion rather than spaces for dialogue. In these environments, sensational
or emotionally charged content is more likely to spread than measured,
fact-based discourse (Dunaway, 2024). The logic of participation favors
the provocative over the reflective. Zollo et al. (2017) observe that, within
echo chambers, even attempts to correct false beliefs fail because users
prioritize identity over evidence.

Polarization is not limited to a single platform. It unfolds in parallel
across all digital spaces—including X, YouTube, and Reddit—each of which
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cultivates its own internal consensus. Users who express minority opinions
face algorithmic invisibility, reduced reach, and, ultimately, self-censorship
(Kaiser et al., 2020). As Gearhart and Zhang (2015) point out, this dynam-
ic reflects the “spiral of silence,” in which opinions perceived as minority
views are suppressed, allowing dominant narratives to appear hegemonic.
The absence of visible dissent should not be confused with genuine agree-
ment; it often reflects the silencing effects of algorithmic control.

Beyond personalization, algorithms actively shape the visibility
and popularity of content. Major platforms highlight posts based on en-
gagement metrics, creating an implicit attention economy. Content that
performs well—regardless of its factual basis—receives algorithmic re-
wards, while nuanced or unpopular truths are marginalized. Pennycook
et al. (2018) point out that this model prioritizes sensationalism over ac-

283 curacy, making truth a casualty of the digital competition for attention.
(I) The epistemic landscape becomes distorted: what circulates widely is not
what is true, but what provokes a reaction.

The political implications are serious. In deeply polarized environ-
ments, different communities live in incompatible realities. The absence
of shared facts erodes the common ground necessary for rational delib-
eration. Ecker et al. (2024) warn that this fragmentation fosters mistrust
and radicalization. Individuals increasingly perceive their own group as
morally correct and numerically dominant, while dissenters are viewed as
aberrant or manipulated. When political outcomes challenge these insu-
lar expectations, the resulting disillusionment can lead to a breakdown of
trust—and even to violent backlash.

The decline of reason does not manifest as overt coercion but rath-
er as the silent disappearance of dissent. Digital publics may appear har-
monious, but beneath the surface lies a deeply fragmented epistemic or-
der. The algorithmic suppression of minority opinions creates an artificial
consensus, concealing the absence of pluralism (Arguedas et al., 2022).
As Marx and Engels (2000) foresaw, modern progress often results in the
externalization of the intellect into systems, while human subjectivity is
reduced to mechanical responsiveness. In today’s digital age, algorithmic
systems seem to possess intellectual life—selecting, predicting, and opti-
mizing—while human reason is reduced to passivity, eroded by patterns
it no longer shapes (Marx and Engels, 2000).
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From Epistemic Passivity to Democratic Fragility

The erosion of critical reason in digital environments eventually extends
beyond the sphere of individual cognition and begins to affect the very
foundations of democratic life itself. As citizens become increasingly de-
pendent on algorithm-mediated information systems, epistemic passiv-
ity gradually transforms into democratic fragility. This process manifests
itself not only in the manipulation of public reason through algorithmic
control and disinformation but also in the weakening of democratic
agency and moral responsibility in contemporary society.

Algorithmic Power and the Manipulation of Public Reason

Hannah Arendt (1951) famously warned that the blurring of the bound- 289
aries between truth and falsehood is one of the most insidious tools of /\CT’D
totalitarian control. In her view, the ideal subject of a totalitarian regime
is not the committed ideological fanatic, but rather those for whom the -
distinction between reality and fiction—between the true and the false—
no longer exists. This epistemological confusion marks a critical rupture
in public reason.

When reason quietly declines, society loses its ability to question,
verify, and judge. The result is an epistemologically vulnerable public,
highly susceptible to fake news, populist rhetoric, and conspiracy theo-
ries. Extremist groups, armed with microsegmentation tools on social
media, exploit this vulnerability to spread propaganda tailored to specific
psychological and demographic profiles, thereby shaping behavior and
influencing election results. Neudert (2017), for example, documented
the coordinated use of political bots and German fake news during the
country’s federal elections, demonstrating how algorithmic agents can be
deployed to systematically manipulate democratic processes.

Algorithmic systems trained on biased data further perpetuate
structural discrimination. Buolamwini and Gebru (2018) demonstrated
how facial recognition systems exhibit severe racial and gender biases,
revealing how technological rationality can reinforce existing inequalities
rather than dismantle them.

The paradox of digital modernity is that, while information is
abundant, public discourse is impoverished. In this post-truth era, noise
drowns out the signal, critical perspectives are silenced, and clarity gives
way to confusion. McIntyre (2018) described this as a social shift in which
truth no longer carries normative weight in public debate. The weaken-
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ing of critical reason, accelerated by algorithmic amplification, opens the
public sphere to cognitive domination by corporate and political elites.
The philosopher Herbert Marcuse (2013) foreshadowed this dy-
namic in his analysis of “sublimated slavery”—a state in which individu-
als internalize domination and confuse coercion with freedom. In today’s
digital context, control is no longer exercised openly but is disseminated
through algorithmic logics that push, influence, and condition choice. In
this way, public reason is not only silenced but also subtly reprogrammed.

The Loss of Democratic Agency and the Crisis of Moral Responsibility

The manipulation of public reason inevitably leads to the erosion of demo-
cratic agency. Consent no longer stems from deliberation and understand-

290 ing but rather from a manipulated perception and an emotional response.
( ") As Zuboft (2019) points out, surveillance capitalism introduces “a new
' form of power that is not based on democratic oversight, but on unilateral

knowledge, asymmetry, and behavioral control” (p. 8). Individuals, increas-
ingly influenced by micro-targeted messages, begin to act not as autono-
mous citizens but as behavioral subjects responding to invisible stimuli.

This situation undermines the ethical foundations of democracy.
Nyhan (2020) argues that political advertising often reinforces voters’
misperceptions, while Ranjan and Upadhyay (2024) observe that such
advertising tends to oversimplify complex issues, thereby distorting the
public’s understanding. Far from empowering citizens, algorithmically
curated content narrows their interpretive frameworks and amplifies bi-
ases, producing a kind of informational despotism disguised as freedom
of expression. The illusion of choice replaces autonomy.

Fragmented audiences, each living in their own personalized in-
formation environment, are becoming increasingly polarized. Social
media platforms function as polarization machines, eroding common
ground and fostering epistemic tribalism. Ecker et al. (2024) warn that
such environments foster the illusion that one’s own group is dominant
and morally correct, while opponents are perceived as irrational or dan-
gerous. When expectations clash with electoral realities, the result is not
reflection but outrage, which fuels political instability.

The consequences are not limited to discourse alone. Digital incite-
ment can translate into real-world violence. Miiller and Schwarz (2020)
document how far-right propaganda on platforms such as Facebook and
Twitter has contributed to hate crimes against immigrants and Muslims.
This breakdown of epistemic and social trust weakens society’s ability to
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respond collectively to crises such as pandemics, climate change, and eco-
nomic inequality.

The global dominance of a few digital corporations also threat-
ens national information sovereignty. The case of Metas (Facebook)
2023 decision to block Canadian media outlets in response to regulatory
measures (Patterson, 2024) demonstrates the extent to which corporate
power can prevail over democratic governance. This is no longer simply a
matter of media bias, but of supranational platforms exercising unilateral
control over access to information.

Today, the decline of democracy is less a matter of authoritarian
repression than of algorithmic normalization. Digital oligarchs—armed
with vast datasets and insights into behavior—exercise subtle control
over the public consciousness. They shape not only what people see and
believe, but also how they interpret reality and relate to one another. This
power, though largely invisible, is deeply political—and deeply moral.

The Enlightenment ideal of democracy is based on the premise
that free individuals, guided by reason and capable of exercising mor-
al judgment, can shape their collective destiny. In a world where public
opinion is manufactured and moral agency is eroded, that ideal becomes
increasingly fragile. The decline of reason, accelerated by algorithmic
governance, thus signals not only a crisis of knowledge but also a crisis of
moral and democratic responsibility.

Revitalizing Reason and Responsibility in the Digital Age

Revitalizing reason and responsibility in the digital age requires more
than just technological regulation; it demands the reconstruction of the
ethical, epistemic, and educational foundations of democratic life. This
renewal involves both reclaiming individual epistemic agency in the face
of algorithmic manipulation and fostering a democratic culture based on
critical thinking, moral responsibility, and communicative rationality.

Reclaiming epistemic agency through ethics,
truth, and pedagogical commitment

Revitalizing reason in the digital age requires a collective commitment to
restoring critical reflection and epistemic agency. The first imperative lies
in the ethical governance of data and algorithms. As O’Hara (2022) notes,
“digital modernity is a subjective world in which reflexivity and choice are
externalized to the ambient data infrastructure” (p. 53). In such a world,
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individuals lose their autonomy unless mechanisms are put in place to
reaffirm control over the infrastructures that shape their cognition.

Big data, now considered the “oil” of the digital economy, is increas-
ingly concentrated in the hands of a few powerful corporations. How-
ever, unlike traditional resources, data is intangible, infinitely replicable,
and flows at an unprecedented speed. According to Couldry and Mejias
(2019), digital capitalism transforms users into unpaid laborers whose
behavioral data is collected for profit. Under this regime, democratic
oversight is replaced by algorithmic governance, and user autonomy is
undermined by opaque infrastructures.

To reverse this dynamic, legal and institutional mechanisms must
be strengthened. The UNDP (2019) highlights the need for antitrust regu-
lation and data-sharing obligations to limit monopolistic power and pro-

292 mote democratic transparency. Lessons drawn from the European Union’s
(I) (EU) Digital Services Act (DSA) and Digital Markets Act (DMA) suggest
that reining in the power of platforms is not only necessary but also pos-

sible. Governments must enact robust data legislation, enforce algorithmic
transparency, and ensure citizens’ access to pluralistic information.

However, the challenge of regulating algorithmic power cannot be
reduced solely to issues of legal transparency or institutional oversight.
It also concerns the structural asymmetry inherent in the very forms of
“consent” that govern contemporary digital life. In practice, clicking the “I
Agree” button has become a mandatory condition for accessing services
within the ecosystem of big tech—a vast network of interconnected digi-
tal platforms, infrastructures, and services that includes search engines,
social media, e-commerce, cloud computing, and Al systems. Formally,
these agreements are presented as consensual arrangements between us-
ers and platforms. However, they operate according to a coercive “take it
or leave it” contractual logic: users must accept the terms or forfeit their
participation in essential digital environments.

In contemporary society, where daily life has become deeply de-
pendent on the internet and digital services, people are effectively forced
to click “accept” as a procedural necessity rather than as an expression
of genuine voluntary choice. Even assuming that users could read these
agreements in their entirety, the complexity of the legal structures and
specialized technical language makes it difficult for them to understand
or critically assess the implications of what they are consenting to. These
agreements allow technology companies to unilaterally establish rights
to access, extract, analyze, and reuse behavioral data without meaning-
ful negotiation or genuine democratic consent. In this sense, the power
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of platforms often sets normative practices before citizens—and even
governments—are fully aware of the transformations taking place. The
phrase “I Agree,” therefore, does not mark the beginning of a transpar-
ent relationship but rather functions as a legal gateway that legitimizes a
preconfigured system of power and data surveillance. For this reason, the
question of how democratic societies can regulate surveillance capitalism
and limit the exploitative extraction of user data has become one of the
major legal and political challenges of the digital age.

In the context of data capitalism and the expanding power of global
digital platforms, the EU’s General Data Protection Regulation (GDPR)
has been regarded as a significant step toward protecting privacy and hu-
man dignity in digital spaces. The GDPR asserts that personal data should
not be treated merely as an economic resource but as an issue closely tied

to citizens’ fundamental rights. Consequently, it establishes strict prin- 293
ciples regarding transparency, informed consent, and accountability in ’QD)
data processing. At the same time, the regulation reflects the EU’s broader A

effort to limit the commercialization and exploitation of behavioral data
by transnational technology companies (EU, 2016).

In light of the rapid development of AI, big data, and the platform
economy, the GDPR also faces new challenges. In 2025, the EU continued
to introduce regulations such as the Data Act and the AT Act, demonstrat-
ing that the power of data is no longer limited to the issue of individual
privacy but has evolved into a strategic issue involving digital sovereignty,
algorithmic power, and social control. This evolution reflects Europe’s
broader effort to build a human-centered model of digital governance,
aimed at limiting the widespread commodification of human life under
the logic of data capitalism and the growing dominance of transnational
technology companies (EU, 2016). Although the GDPR and the EU’s most
recent data regulations are generally considered significant advances in
protecting privacy and limiting the power of digital platforms, their prac-
tical effectiveness remains constrained by enforcement challenges and
uneven regulatory capacities among EU member states. While regulatory
agencies often lack sufficient resources and must contend with lengthy
legal proceedings, large tech companies continue to hold significant ad-
vantages in terms of financial resources, algorithmic infrastructure, and
control over global data ecosystems. As a result, existing regulations serve
primarily to restrict and partially regulate data extraction practices, rath-
er than fundamentally transforming the logic of behavioral data accumu-
lation that underpins surveillance capitalism.
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Recent analyses of data legislation in 2025 indicate that the United
States still lacks a comprehensive federal data protection law comparable
to the EU’s GDPR: “The United States lacks a comprehensive federal data
privacy law comparable to the GDPR. Instead, the responsibility for pro-
tecting personal data falls to individual states, many of which have enact-
ed their own privacy laws. Although there have been several attempts to
introduce a comprehensive national data privacy law, no such legislation
has been enacted to date” (EU, 2016). Precisely because of the absence
of a unified federal legal framework, control over personal data in the
United States remains largely concentrated in the hands of major digital
platforms, making it more difficult to protect personal data compared to
the EU’s data governance model. These examples demonstrate that per-
sonal data protection systems continue to evolve and are far from achiev-

294 ing global coherence or consistency. In this ongoing process, education
(I) remains one of the most important solutions.
Equally important is the role of education. Regaining epistemic

agency requires a pedagogical transformation. Schools and universities
must instill digital literacy, critical thinking, and algorithmic awareness.
Citizens must be trained not only to detect fake news but also to ques-
tion the very structures that mediate the truth. As Nobel laureate Maria
Ressa warns (ITN Business, n.d.), exposure to disinformation acts like
a slow-acting poison, ultimately reshaping users’ perceptions and cogni-
tion. Only an educational approach grounded in epistemic vigilance can
inoculate people against this erosion. Education enables modern indi-
viduals to develop an internal protective shield rooted in each person’s
cultural values. While legal frameworks continue to evolve, defending
reason against algorithmic manipulation ultimately requires recogniz-
ing that “culture is the system that regulates development itself” (Partido
Comunista de Vietnam, 2026). Culture plays a fundamental role in es-
tablishing norms, guiding values, and regulating behavior. In this sense,
culture functions as a self-regulatory mechanism for both society and the
individual, contributing to the formation of a generation of digitally re-
silient citizens, endowed with critical awareness, cognitive autonomy, and
the ability to resist algorithmic power. These individuals are less likely to
become caught up in endless cycles of consumption and entertainment;
they can distinguish truth from falsehood, recognize how digital plat-
forms exploit their data, and know when to set limits against the tempta-
tions generated by digital conveniences.

Finally, scholars and journalists play a crucial role in deciphering
the black-box mechanisms of algorithmic systems. Transparency and ac-
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countability must become democratic standards, not technical luxuries.
Algorithmic fairness, as Mittelstadt et al. (2016) argue, must be based on
ethical and political norms, not merely on computational optimization.
The future of democratic life depends on the restoration of public reason
through reflective, inclusive, and rules-based digital governance.

Toward a Democratic “Ethos” of Critical and Moral Education

There can be no strong democratic society without citizens capable of ex-
ercising reasoned judgment, assuming moral responsibility, and achiev-
ing mutual understanding. The Enlightenment legacy of democracy as a
project of rational autonomy must be reaffirmed through education and
public discourse. As Habermas (1996) states, “democracy depends on the
communicative power generated through discourse that approximates
the ideal speech situation, thereby guaranteeing the legitimacy of collec-
tive decisions” (p. 305). Therefore, education must cultivate the capacities
necessary for democratic action. As Durkheim (1951) warned, without
moral cohesion, societies sink into anomie and individuals drift away
from collective norms (p. 241). Public education must foster a democratic
ethos rooted in reason, empathy, and ethical deliberation. This requires
that institutions provide not only information but also spaces for dis-
cursive participation where conflicting viewpoints can be debated on an
equal footing and with mutual respect. Empirical studies underscore that
effective democratic education goes beyond rote learning, emphasizing
critical thinking, open dialogue, and civic participation (Burbules, 2023;
Teegelbeckers et al., 2023). For example, Burbules (2023) observes that
the lack of critical thinking skills among a large proportion of citizens
leaves democracies “vulnerable to demagoguery and blatant deception”
(p- 189). Furthermore, he argues that fostering a commitment to critical
inquiry requires not only individual skills but also “networks of social
support and encouragement,” so that when one “asks difficult questions or
challenges orthodoxies” (p. 189), one is not entirely alone. In practice, this
means that educational policies must prioritize curricula and teaching
methods that foster debate, ethical reasoning, and collaborative problem-
solving. Recent studies on citizenship education suggest that participa-
tory, debate-oriented teaching methods—such as small-group work, civic
projects, and democratic decision-making activities—can effectively
promote democratic knowledge, political engagement, critical thinking
skills, and students’ ability to deal with differences (Teegelbeckers et al.,
2023). Therefore, educational systems should aim not only to produce
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academically competent graduates but also citizens capable of engaging
in rational public dialogue, reflective judgment, and ethical deliberation
within the framework of democratic life.

In the digital age, democratic citizenship can no longer be un-
derstood solely in legal or institutional terms. Increasingly, citizens are
required to navigate complex information ecosystems shaped by algo-
rithms, data mining, and platform governance. Consequently, demo-
cratic participation now depends not only on political rights but also
on epistemic competencies: the ability to critically evaluate information,
recognize manipulation, and participate responsibly in digital public
spaces. This transformation requires a redefinition of civic education it-
self. Schools and universities must cultivate forms of digital citizenship
based on ethical responsibility, communicative rationality, and critical

296 self-reflection. Citizens should not limit themselves to passively consum-
(I) ing information but should actively participate in shaping democratic
discourse. In this sense, democratic education becomes inseparable from

epistemic empowerment. Without these capabilities, individuals risk be-
coming vulnerable to algorithmic influence, emotional polarization, and
manufactured consensus. The defense of democracy depends, therefore,
not only on institutional reforms but also on the formation of citizens
capable of resisting epistemic manipulation and upholding public reason
in increasingly complex technological conditions.

Habermas (1984, 1987, and 1989) developed the concept of com-
municative rationality as the foundation of democratic legitimacy. In his
view, only discourse governed by the force of the best argument—and
free from coercion—can generate a legitimate consensus. In an era of al-
gorithmic manipulation, this model is more relevant than ever. Modern
societies face a deluge of fragmented information and opinions, often se-
lected by opaque algorithms that amplify sensationalism or reinforce bi-
ases. Digital media environments, structured around personalization and
microsegmentation, tend to create “echo chambers” and filter bubbles that
can erode the common ground of public debate. If left unchecked, these
systemic imperatives threaten to colonize the lifeworld, undermining
citizens’ ability to engage in genuine dialogue. Algorithmic communica-
tion poses profound challenges to democracy. Practices such as filtering,
“hyper-boosting,” and microsegmentation on social media increasingly
polarize the electorate and weaken the deliberative foundations of demo-
cratic society through the large-scale circulation of disinformation. These
processes distort the public’s epistemic environment and also create in-
equalities of influence, as certain actors use data and algorithms to shape
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public opinion, while many citizens lack the ability to recognize or resist
such manipulation. To counter these trends, institutional spaces dedicat-
ed to communicative reason must be strengthened. This involves both
reinforcing normative commitments (ensuring that public discourse ad-
heres to the pursuit of truth and respect for individuals) and implement-
ing structural safeguards in the media and technology sectors.

To safeguard democracy, we must move beyond fragmented, algo-
rithm-shaped opinion toward a shared deliberative understanding. This
means building infrastructures that support public reasoning: indepen-
dent journalism, civil society forums, transparent media regulation, and
inclusive educational systems. A free and pluralistic press and public-in-
terest media provide forums for the deliberative exchange of ideas and act
as a counterweight to disinformation. Similarly, fostering regular civic fo-
rums or citizens assemblies can enable diverse groups to reason together
on an equal footing. In the digital sphere, policy interventions are needed
to ensure that technology serves democratic ends. This includes greater
oversight of social media algorithms and data practices—for example,
requiring algorithmic transparency and restrictions on micro-targeted
propaganda—as well as robust measures against online disinformation.
Emerging Al technologies have the capacity to flood digital media en-
vironments with low-quality content, manipulation, and disinformation
on a massive scale, thereby undermining social trust and democratic ac-
countability. In response to these risks, increasingly robust measures are
needed, including reliable systems for detecting Al-generated content,
greater platform accountability, and broader forms of digital and media
literacy among citizens. Indeed, media and information literacy must
be improved so that citizens can critically evaluate news sources, recog-
nize manipulation, and engage responsibly online. Ultimately, defending
democracy in the digital age demands more than reactive regulation:
it requires a cultural and philosophical commitment to human dignity,
epistemic justice, and moral autonomy. The collective task is to priori-
tize reason over automation, reaffirm the ethical essence of civic life, and
ensure that digital technologies serve the ideals of democratic discourse
rather than subverting them. Only through progressive educational poli-
cies and resilient communication infrastructures can we equip citizens
with the reasoning skills necessary to maintain a truly democratic spirit
in the 21st century.
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Conclusions

In the digital age, algorithms, big data, and platform infrastructures are
no longer limited to mediating communication; they are actively reshap-
ing the cognitive, moral, and political architectures of democratic life. To-
day, the manipulation of information rarely takes the form of overt cen-
sorship. Instead, it is embedded in algorithmic recommendation systems,
personalization engines, and predictive analytics that subtly govern vis-
ibility, engagement, and beliefs. The rise of filter bubbles, echo chambers,
manufactured consensus, and data-driven behavioral control signals a
profound epistemic shift: algorithmic power—rooted in instrumental
reason and sustained by biopolitical mechanisms—now penetrates the
very heart of public reason and political autonomy.

298 This algorithmic colonization marks a technological evolution and
(I) a philosophical regression: the decline of reason itself. Modern democracy;,
which was once founded on critical thinking, communicative action, and

rational consensus, now faces an erosion that stems not from dramatic
ruptures but from the gradual normalization of irrationality. As transpar-
ency gives way to opacity and deliberation is displaced by manipulated
participation, the foundations of democratic legitimacy begin to crumble.

However, this decline is not inevitable. It is neither irreversible nor
immune to resistance. The challenge before us is not merely normative or
technological but deeply philosophical and civic: to reaffirm human reason
as the guiding principle of digital society. This means confronting the in-
strumental rationality underlying algorithmic systems and replacing it with
a normative commitment to truth, justice, and democratic accountability.

Reversing this trajectory requires a multifaceted strategy. It calls
for legal mechanisms to curb monopolistic data power and enforce algo-
rithmic transparency. It demands that public institutions and educational
systems foster digital literacy, moral judgment, and epistemic vigilance.

In this collective effort, communicative rationality must be re-
stored as the cornerstone of public life. In the face of the pressures of
algorithmic governance, citizens must be empowered to deliberate, dis-
sent, and decide together. Only by restoring the primacy of reason over
code—of human agency over algorithmic determinism—can we hope to
safeguard the moral integrity of democracy. The future of freedom in the
digital age depends on our willingness to defend reason itself.
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Abstract

Over the past two decades, Stoicism has experienced a renewed revival across diverse contexts. Unfortunately,
this restoration has distorted it due to narcissistic and capitalist biases. This neo-stoicism has turned stoicism
into an instrument for purposes that are far removed from its origins. This is the case of Donald Robertson’s
therapeutic approach, Ryan Holiday’s business approach, and Francisco Vézquez’s approach connected to
resilience for physical training. It is therefore necessary to expose the shortcomings of these authors and other
phenomena associated with this movement. In addition to uncovering the gaps in this neo-Stoicism in relation
to logic, one of the three pillars of this philosophy, this article aims to recover the fundamental notions of logic
ignored by this new movement. To this end, it uses a methodology of analysis of primary sources and secondary
literature in order to restore stoic original foundations and interests. The results and conclusions demonstrate
that there is a significant list of elements unknown to the aforementioned neo-Stoicism that must be restored for
academic research and social dissemination. It also concludes that the eradication of the fundamental elements
of logic in the Stoic reading distorts other Stoic pillars, particularly ethics.
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The Logical Gaps in Contemporary Neostoicism

Las lagunas légicas en el neoestoicismo contempordneo

Resumen

Las dos ultimas décadas han sido testigos de la enésima recuperacion del estoicismo en
contextos plurales. Desgraciadamente, esta restauracion lo ha deformado debido a sesgos narcisistas
y capitalistas. [tem mas, este neoestoicismo ha convertido el estoicismo en un instrumento para
fines que son ajenos a sus origenes como sucede con la terapeutizacién de Donald Robertson,
la introduccién en moldes empresariales de Ryan Holiday y el uso para la resiliencia ante
el entrenamiento del cuerpo realizado por Francisco Vazquez. Por ello, se hace necesario el
desenmascaramiento de las lagunas de estos autores y del resto de fenémenos que se incardinan en
este movimiento. Este articulo ademas de destapar las lagunas de este neoestoicismo en relacién
con lalégica, uno de los tres pilares de esta filosofia, pretende recuperar las nociones fundamentales
de la logica ignoradas por este nuevo movimiento. Para ello, usa una metodologia de andlisis de
fuentes primarias y literatura secundaria con el fin de restaurar las bases e intereses originales. Los
resultados y conclusiones demuestran que existe un listado importante de elementos desconocidos
por el citado neoestoicismo que debe ser restaurado para la investigacion académica y para su
divulgacion social. Asimismo, se concluye que la erradicacion de los elementos fundamentales de la
légica en la lectura estoica tergiversa otros pilares estoicos, muy particularmente la ética.

Palabras clave

Escuelas filosoficas, conocimiento, educacion, edad antigua, fildsofo, filosofia.

Introduction

Toward a Critical Perspective on Neo-Stoicism

The last twenty years have seen the publication of a series of self-help
books written by American and British authors, peppered with neo-stoic
moral slogans. Likewise, Stoic theory has spread through social media
and schools that seek to revive the ideas of Seneca or Marcus Aurelius.
Unfortunately, their theories distort the original sources. They transform
these philosophers’ maxims into narcissistic interpretations and exploit
them for purposes unrelated to these philosophical traditions.

The aim of this work is, on the one hand, to unmask these distor-
tions and, on the other, to reveal the gaps in contemporary neo-stoicism.
By “gaps,” we refer to the shortcomings of the neo-stoic trend in relation
to the theory found in the original sources. In this sense, neo-stoicism
exhibits philosophical deficiencies stemming from a flawed reading of
the sources. Furthermore, this is due to the authors’ integration into non-
philosophical frameworks such as psychology (as in the case of Donald
Robertson), business studies (as seen in Ryan Holiday), or sports science
(as in the case of Marcos Vazquez).

Following this line of reasoning, the general hypothesis of this
work posits that the most widespread trends in contemporary Stoicism
are flawed due to an insufficient study of this school of thought and, fur-
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thermore, utilize the ideas of these thinkers in contexts far removed from
their roots. Thus, the classical Stoic quest for logos does not align with the
use of the works of Marcus Aurelius or Epictetus to enhance consumer
success, increase resilience in relation to physical training, or reduce anxi-
ety or stress.

The prominence these trends are gaining in contemporary society
calls for an academic examination of their tenets to prevent the spread of
Stoic interpretations that run counter to the original sources.

The methodology for conducting our study is based on several pil-
lars. First, the tracing of neo-stoicism, linking this task both to the study
of bestsellers and the most widely read authors (Robertson, Holiday, Pig-
liucci, Vazquez) in this field as well as to Stoic sources (works of late Sto-
icism —Seneca, Epictetus, Musonius Rufus, Marcus Aurelius— and works
or fragments of middle and early Stoicism —Zeno, Cleanthes, Chrysip-
pus, Diogenes of Babylon, Posidonius, and Panaetius). In addition, we
have drawn upon secondary literature (highlighting classic works such
as those by Hadot, Foucault, Pohlenz, Brun, and Elorduy, among others).
The analysis of neo-stoicism has required us to examine phenomena in
audiovisual culture, such as films and social media, to gain a comprehen-
sive view of Stoicism. This exploration allows us to synthesize the fun-
damental features of Stoic theory. Furthermore, the investigation helps
identify the gaps in Neo-stoicism regarding one of its three pillars: logic,
which is the subject of this work. Finally, we conclude with a proposal for
steps that anyone trained in Neo-stoicism should take to conduct a study
of this school of thought that is more faithful to the sources.

The preceding paragraph serves to explain the structure of the
article. It consists of three parts: a study of the dimensions and gaps in
Neo-Stoicism, an analysis of the elements of Stoicism overlooked by Neo-
Stoicism, and proposals for how Neo-Stoicism can improve its approach
to Stoic philosophy.

Neo-Stoicism

As noted above, Neo-Stoicism is a multifaceted phenomenon. In addi-
tion to written works, it includes social media profiles, courses offered by
organizations, and even movies and TV series. This section examines this
phenomenon and, in its second subsection, summarizes the characteriza-
tion of Stoicism presented by its proponents.
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Neo-Stoicism in “Best-Sellers”

Donald Robertson (2013), an English psychologist, discovered two
decades ago that Stoicism offered a set of tools useful for his work as
a therapist and for cultivating “calm and self-control in the face of life’s
difficulties” (p. 11). These connections between Stoicism and cognitive-
behavioral therapy grew ever closer, leading him to publish several stud-
ies (Robertson, 2000, 2013, 2016, 2019, and 2020; Robertson and Codd,
2019), most notably Stoicism and the Art of Happiness: Practical Wisdom
for Everyday Life (2013) and Think Like a Roman Emperor (2020). It
should be noted that he also conducted studies on mental illness from a
philosophical perspective (Raabe, 2010). In parallel with these endeavors,
he launched the “Stoic Mindfulness and Resilience Training” course in

308 2014, which views the teachings of Marcus Aurelius and Seneca as a tool
( ") for building resilience." He later achieved success with his “Stoic Week,”
1 which has now reached more than forty thousand people.”

Although the American Ryan Holiday took courses in political
science and creative writing in college, he never graduated. Despite this,
he knew how to capitalize on the marketing classes he took to devise a
clever ploy that made him famous: he appeared on television shows using
fake profiles to complain about various companies. These strategies laid
the groundwork for him to become the CMO of American Apparel and
to write books such as Trust Me, I'm Lying: Confessions of a Media Ma-
nipulator (2013). However, for nearly a decade, his main source of income
has been teaching courses and writing books on Stoicism (Holiday, 2014,
2016,2021, and 2023; Holiday and Hanselman, 2014 and 2020).

Marcos Vazquez, a university-trained engineer certified in nutri-
tion and fitness, is the author of another neo-stoic bestseller: Undefeated:
Achieve More, Suffer Less (Vazquez, 2021). He had a sickly childhood
due to physical problems such as asthma and allergies. As a teenager,
he joined a gym in hopes of strengthening his physique and overcom-
ing his limitations; however, the results were meager, so he created his
own methodology: “revolutionary fitness” His program integrates several
pillars: nutritional recommendations, strength-building exercises, and
philosophical activities designed to enhance mental clarity and decision-
making through critical thinking. This last aspect is cultivated through
meditation exercises and Stoic philosophy. This is where his book Invicto
comes into play. Unlike the authors mentioned earlier, Vazquez has writ-
ten only this one book on Stoicism, devoting the rest of his publications
to nutrition or fitness.
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Massimo Pigliucci, a professor at City College of New York, con-
tinues the tradition of neo-stoic bestsellers with How to Be a Stoic (2018),
The Forging of Character (2023), and My Stoic Notebook (Pigliucci and
Lépez, 2019). Although the first text presents a form of Stoicism aligned
with the ideas of classical thinkers, the volume co-authored with Lopez
veers off course by mixing the intentions of Seneca or Epictetus with psy-
chological ideologies, endowing this philosophical tradition with an in-
strumental pragmatism foreign to the primary sources.

These authors have promoted neo-stoic courses, conferences, and
institutions that share the philosophy’s instrumental spirit. The program
with the highest number of participants is the aforementioned Stoic
Week, created in 2012 as a study group for students at the University of
Exeter. Its success was stratospheric: during the first week, more than 150

people signed up, and, as noted, it has now reached more than 40,000 339
people. This group trains its participants over seven days through philo- ’\CD
sophical exercises and three daily meditations linked to five pillars (Mod- AL

ern Stoicism Team, 2020):

o Happiness

o The four Stoic virtues: wisdom, courage, justice, and moderation
o Individual ethical development

o Emotions

o Contemplation of Nature

Building on this success, Stoa centers have opened their doors in vari-
ous countries, offering similar educational programs (Pohlenz, 2022). Such
is the case with the Stoa in Madrid, founded by a foreign economist enam-
ored with Roman Stoicism, which offers courses and seminars organized
into three programs: a philosophical gym, a “mentoring” program that—in-
spired by Robertson—combines Stoicism and “rational emotive behavior
therapy; and an assessment of progress through individualized monitoring.

Neo-stoicism has also proliferated on social media. There are doz-
ens of Stoicism groups on Facebook that bring together thousands of fol-
lowers, such as “Estoicos-estoicismo” (424,000 members), “Estoicismo/
estoicos Bogota Colombia. Path to Holistic Development” (334,000 mem-
bers), “Stoic Journal” (73,000 members), “Stoicism for Beginners” (11,000
members), “Stoicism” (3,700 members), “Stoicism in Spanish” (8,000
members), “Practical Stoicism: Journals, Meditations, and Reflections”
(6,400 members), and “Stoicism. Colombia” (5,200 members). It should
be noted that membership numbers are constantly increasing, and the
figures presented here are as of August 20, 2023. Furthermore, this num-
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ber is higher when groups on other platforms such as Telegram or TikTok
are taken into account. Finally, we must include TikTokers and influenc-
ers who have used Stoic slogans to achieve success—as defined within the
ideological framework of capitalist society.

Added to this social media explosion is Hollywood’s commodifica-
tion of the Stoic spirit through characters who display a theatrical control
over their emotions. The stern, furrowed-browed gazes of gunfighters in
Western films set an important precedent. Recent years have seen fran-
chises like Star Trek (remember Mr. Spock) and Star Wars continue to
rake in dollars and euros by leveraging the Stoic emotional profile. The
Jedi’s mastery of the Force (and their passions) is a prime example (even
though George Lucas has indicated that his source of inspiration is more
Eastern in origin—i.e., derived from bushido and Buddhism). The Jedi
have been joined by new faces and new galactic tribes. The latest has been
the series about the Mandalorians (The Mandalorian, The Book of Boba
Fett), who reaffirmed their loyalty to a rationalist creed of honor (“This
is the way”) that echoes Stoicism. In fact, Mandalorians and Jedi have
ultimately merged in television productions such as the recent Ahsoka.

Basic Characteristics of Neo-Stoicism

Neo-Stoic authors share the following common traits

o Lack of familiarity with (or significant gaps in knowledge re-
garding) primary sources. Although they often cite Epictetus,
Marcus Aurelius, and Seneca (frequently using somewhat care-
less translations), it is less common to find ideas from Cicero or
Chrysippus in their writings. Even more serious is the complete
absence of citations from Zeno, Cleanthes, Diogenes of Baby-
lon, Panaetius, Posidonius, or Musonius Rufus. Furthermore,
there are no references to academic secondary literature; i.e.,
there are no references to the studies by Barth (1930), Pohlenz
(2022), Brun (1977), or Elorduy (1972a and b), with the sole
exception of Pierre Hadot (2006). This omission obscures con-
tentious aspects of Stoicism that conflict with contemporary
values, such as the defense of slavery (Seneca, 1986, pp. 55-56)
or of divination (Cicero, 1988).

o The authors come from professions and fields of knowledge
outside of philosophy, such as psychology, business and mar-
keting, or physical education and nutrition. The only exception
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is Pigliucci, although his most recent works have been carried
out in collaboration with Lépez, a psychologist by profession.
 Instrumentalization of Stoicism. As a result, Stoicism is treated
as a tool for purposes unrelated to philosophy. The objectives
of their work are therapeutic in nature (Robertson, 2000, 2013,
2016, and 2019; Robertson and Codd, 2019; Brown et al., 2022;
MacLellan and Derakhshan, 2021; Ohayon and Flanagan, 2019;
Gill, 2016), seek physical improvements (Vazquez, 2021), or
succumb to normalized capitalist productivism (Holiday and
Hanselman, 2020) —all of which are far removed from the
goals of a philosophical education (Silva Carreio et al., 2023,
pp- 183-205). This is driven by the fact that the cited authors
understand and explain Stoicism from within the extra-philo-

sophical ideological frameworks in which they were trained. 311
o Individualism. Since narcissism is one of the dominant char- ’\CD)
acteristics of the Western social system, these authors fail to I

separate it from the objectives of their proposals (Holiday and
Hanselman, 2020, p. 119), prioritizing it over the original cos-
mopolitan and political character of classical Stoicism (Marcus
Aurelius, 2005, pp. 123, 139-140, 199).

o Lack of critique regarding capitalist social excesses. The previ-
ous point is reinforced by a lack of critical and analytical tools
among these authors to challenge the ideologies and sensibili-
ties of the economic system.

« A focus on morality and a neglect or ignorance of Stoic physics
and logic (Vazquez, 2021; Robertson, 2020; Holiday and Han-
selman, 2020).

This study will focus on the last point and leave the remaining top-
ics for future research. Thus, the objective is twofold. The first is to expose
the shortcomings of neo-stoicism regarding logic. This negative goal is
complemented by a second, positive one: to identify and clarify the ele-
ments of logic that complete the theories of the new Stoics.

The Dominance of Morality in Neo-Stoicism

One of the main errors of neo-stoicism is to characterize the Stoic move-
ment exclusively from a moral perspective. This section examines this
deviation and lays the groundwork for a critique in the following section.
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The latter will focus on the logical dimensions and demonstrate why neo-
stoicism’s excessive moralizing is fundamentally flawed.

Morality as a “Leitmotif” in Neo-Stoicism

Social media platforms portray Stoicism as an exclusively ethical-
moral movement. The Facebook group “Estoicismope” (see https://bit.
ly/4eeTjX7) describes its teachings as “an individual’s ability or willpower
to control their feelings and emotions.” Similarly, “Stoic” censors “opin-
ions or articles [...] that do not contain a Stoic commentary, moral lesson,
or teaching” The group “Estoicismo” (see https://bit.ly/4fQIpIf) is aimed
at “all those who share the Stoic philosophy (especially Stoic morality or
ethics).” The slogans shared within these groups—often presented as if

312 they were academic citations—rely on a simplistic moralizing with little
( ") documentary basis and never include logical maxims, save for a reference
' to acting in accordance with reason that is so extremely generic it could

justify any kind of behavior.

These tendencies are consistent with the work of Holiday and
Hanselman (2020), who state that the goal of Stoicism is to “help you
live a better life” (p. 15). This approach uncritically accepts the norma-
tive frameworks of capitalist society, lacking the logical tools to question
its ends or to recognize how one’s ideology and sensibilities are being
shaped. Thus, when they ask, “What would you rather do: risk drowning
by crossing a dangerous stretch in a few weeks, or cross now while it is
easy?” (p. 184), death is acknowledged as an evil to be avoided and life as
an indisputable good. This directly conflicts with the Stoic defense of sui-
cide—namely, the view that one should live only when existence remains
dignified. Following Holiday’s line of questioning, it is hard to imagine
that Marcus Aurelius would have accepted the rule of Rome or that Sen-
eca would have undertaken the education of Nero.

The pragmatism of this question raises further queries, such as:
Does this not advocate a hedonistic and pragmatic tendency that con-
flicts with the fundamentally adversarial and gladiatorial nature of clas-
sical Stoicism?

Holiday and Hanselman’s normative blindness becomes painfully
evident when they argue that success is the result of individual, capital-
ist, and productivist achievements —implying that Stoicism can help us
achieve a happiness that depends on the American social model (p. 185).
This individualistic drift of neo-stoicism reappears in Vazquez’s Invicto
(2021), which implicitly echoes the mantra “if you want it, you can do it”
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These authors overlook the critiques that Sandel (2020) and Horkheimer
(2000) have leveled regarding the profound influence of structural factors
on success, which extend far beyond individual will.

An additional problem is that neo-stoic happiness stands in direct
opposition to a happiness dependent entirely on virtue, as advocated by
Seneca (2001, pp. 56-57), among others.

Pigliucci and Loépez (2019), like their colleagues, adopt a reduc-
tionist moral Stoicism. They state that “the great lesson of the ancient
philosophy of Stoicism” is “to shape one’s character” (p. 8). Although they
maintain that “to decide what the best way of life (ethics) is, one must
understand how the world works (physics) and reason properly about it
(logic)” (p. 10), exercises in logic —except for a simplistic view of dier-
esis— are conspicuous by their absence.

Continuing with this misrepresentation, the purpose of the Stoa 33’,3
of Madrid lies in cultivating “virtues, as the foundation for achieving a ’\CD)
happy life” Its educational programs ignore dianoetic virtues, which are AL

the pillars for constructing sound discourse or argumentation, as well as
the challenges of synkatathesis (assent) and the mechanisms for generat-
ing dialectical thought. This educational plan is consistent with the con-
tent of the British Stoic Week, from which it draws inspiration and whose
daily pillars are structured as follows (Robertson, 2016):

» Monday: Life as a project and role models.

o Tuesday: Determining what is within one’s own control.

o Wednesday: Stoic mindfulness and examining one’simpressions.
o Thursday: Virtue.

o Friday: Relationships with others and society.

o Saturday: Resilience and preparedness for adversity.
 Sunday: Nature and a cosmic perspective.

Although one might concede that examining impressions could
offer some insight into logic, the program provides neither the epistemo-
logical criteria for distinguishing between valid and invalid opinions nor
the tools for a dialectical clarification of the truth contained in arguments.

Neo-Stoic Justifications for Moral Imperialism

Donald Robertson (2016) justified his interest in ethics over logic and
physics with five arguments:
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More Stoic texts on ethics have been preserved than on logic
and physics.

Interest in ethics outweighs that in the other two fields due to
its connection to psychotherapy and self-help, and the preva-
lence of these fields today.

Some Stoics, such as Ariston, centered their entire philosophy
on ethics.

The Stoics placed greater emphasis on ethical character than on
logic and physics.

All Stoics argued that the primary field of philosophy is ethics.

These reasons are evidence of the fragile intellectual foundations
of Neo-stoicism, as we demonstrate with the following objections:

Sophia 41: 2026.

First, there are more texts whose central theme appears to be
ethics only in the case of the Roman Stoics, since metaphysical
and logical considerations are more abundant in the fragments
and writings of Middle and Early Stoicism (Zeno et al., 2002).
Furthermore, the works of Marcus Aurelius (2005), Epictetus
(2004), and Seneca (2001) are permeated by logical insights—
such as the epistemological theory of katalepsis—or by studies
in physics, to the extent that there are even books dedicated
to these topics, such as Seneca’s Natural Questions (2016). This
is consistent with the triad formed by logic, physics, and eth-
ics, which does not allow one to conceptualize one without the
other two, as we will see later. Therefore, the alleged Stoic ne-
glect of physics and logic stems from the author’s inability to
detect the seeds of these two fields in ethical texts or from the
weakness of his interpretations. These difficulties are consistent
with Robertson’s (2020) social perspective, which is steeped in
ethical questions, detached from (meta)physics and logic, and
thus limited in its ability to distinguish the ontological and logi-
cal foundations of reality.

Second, the Stoic with the most published works was Chrysip-
pus. This thinker specialized in logic, as evidenced by the titles
contained in the lists we have preserved and the fragments that
address issues of rhetoric, oratory, and dialectic.

Third, although philosophy can be understood as an ethical way
of life (Tukiainen, 2012), the most widespread and original Stoic
field in academic philosophy during the Middle Ages and the
modern era was not Stoic ethics—which draws inspiration from
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(and sometimes copies) much of the philosophical tradition
of Plato and Aristotle—but rather logic. The Stoics created and
developed a form of logic (propositional logic) that rivaled the
other major school of logic of that era: Aristotle’s predicate logic.
Fourth, focusing on ethics simply because it is the field most
closely related to contemporary society is no reason to accept
it as the sole Stoic truth and to ignore the rest. In fact, focus-
ing exclusively on ethics and avoiding an analysis of Stoic logic
and (meta)physics underscores an ideological and uncritical
dependence on social norms. Moreover, it would be more use-
tul to offer readers content that guides them into less-explored
fields rather than the well-trodden paths of ethics.

Fifth, citing Ariston as an example in Stoicism highlights the

author’s ignorance or, even worse, his deliberate manipulation. 315
Robertson is correct in pointing out Ariston’s disaffection with ’\CD
logic; in fact, this thinker compared dialectics to “a plate of A

crabs: lots of shell and little meat” (Elorduy, 1972b, p. 32), and
Hadot (2013) paraphrased his views in the following terms:
The arguments of dialecticians are like spider webs: useless,
yet ingenious. Those who delve into dialectics resemble those
who eat shrimp: they work hard to obtain nothing more than
a meager meal. Dialectics is like the mud on the roads: use-
less, it causes those who walk on it to fall (pp.54-55). How-
ever, Robertson ignores (or conceals) the fact that Ariston was
a heterodox figure within the Stoa who attempted to establish
an independent school that eventually disappeared. Further-
more, he was supplanted by Chrysippus, who reestablished the
school. Ariston’s work is marginal, and only a few authors seem
to have drawn fleeting and sporadic inspiration from him—for
example, when Seneca criticizes the excesses of the cavillatores’
logic.* It would have been more fruitful for Robertson’s argu-
ment to have cited Seneca’s views against Chrysippus or to have
argued that Marcus Aurelius ultimately rejected Fronto, his
teacher of rhetoric, on the grounds that Fronto used philosophy
to polish his arguments and win public applause rather than to
seek the practical application of philosophy.

Sixth, emphasizing that the Stoics prioritized training in ethi-
cal dimensions again points to a misunderstanding of Stoicism,
since, as we have described in a previous article (Barrientos,
2025), the philosophical life advocated by our thinkers results
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from an ontological or (meta)physical transformation of a logi-
cal nature rather than from blind adherence to moral principles
disconnected from the school’s other two pillars. Thus, without
the subsumption of the person into the logos, there is no Stoic,
no matter how thoroughly one has memorized the philosophi-
cal creed and applied it to one€’s life. The metaphysical goal of
Zeno or Marcus Aurelius (2005, p. 138) was the acquisition of
a nature aligned with the logos, and one of the results would be
ethical behavior.

Finally, not all Stoics focused on morality as the central axis of
their philosophy. The logical commitments of Chrysippus have
been noted, and one should add Zenos metaphysical lineage,
Posidonius’s interest in physics—which encompassed scientif-

316 ic studies of the stars and natural phenomena—the search for
(l) metaphysical foundations in Seneca’s Natural Questions (2016),
the approaches to dialectics in Epictetus’s Enchiridion (2004),and

the reflections on physis and the cosmic vision in the final books
of Marcus Aurelius’s Meditations (2005, p. 138), among others.

The Rediscovery of Logos in Neo-Stoicism

This fourth section focuses on the gaps in Neo-stoicism. It lists and briefly
explains a set of elements overlooked by Neo-stoicism. In doing so, it ex-
plains the distortion of the contemporary reception of classical Stoicism.

The Stoic Trinity

There exists a triumvirate—a bond of kinship—within the Stoa between
logos, physis, and ethos. This is explained through various metaphors. Ac-
cording to Posidonius, Stoicism resembles an egg whose shell is identified
with logic, the white with morality, and the yolk with physics (Barth, 1930,
p. 36). Diogenes Laertius (cited in Elorduy, 1972b, p. 331) likens our philo-
sophical school to an animal, equating its bones and nerves with logic, its
flesh with morality, and its soul with physics. Finally, Zeno likens philoso-
phy to a fertile field whose fence stands tall like logic, whose earth and
trees rise like physics, and whose fruit bursts open, juicy, like morality.

The central element of these trinaries lies in the need to under-
stand their three components as three instances that are simultaneously
distinguishable yet blend their essences, as we will explain below. In fact,
recent conceptions, such as Connelly’s, propose linking logic with phys-
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ics. Connelly (2024, pp. 180-210) points out that truth derives its exis-
tence from position and change in the world.

The first metaphor suggests that, without the protective function
of logic (the shell), morality cannot survive. Activities of logic, such as
dieresis—which reflects on what is within our power to change (Epictetus,
2004, pp. 3-11)—guide us toward action that accepts the unchangeable
and strives to introduce rationality into the dilemmas we face, enabling us
to make decisions that produce an appropriate ethic. On the other hand,
morality (the white) is the nourishment of the physical (the yolk): with-
out the former, material life lacks meaning and self-destructs.

The second metaphor introduces a logic (bones and tendons) that
serves as the foundation of morality. However, these two elements turn
into dead matter without the vitalizing force of physis, the breath of life

from which existence is “recreated.” 3\1}7
The third analogy repeats the image of logic as the rational protec- ’\CD
tor (fence) of morality. Physics appears as the life-giving principle or vis- AL

ible body of existence. Morality will bear fruit from these two principles.

These trinitarian explanations can be reversed and extended, for
example, from logic (dialectic or science) to the moral dimensions, justi-
fying that ethical goodness is the result of rational practice:

Dialectic is a virtue that, in its own right, encompasses various virtues
such as: the virtue of not stumbling (aproptosia), serenity in the face of
appearances, firmness in defense, imperturbability in the face of fantasy,
confidence in understanding, and the ability to discern the true from the
false. It is therefore necessary and constitutes a virtue that encompasses
other virtues (Elorduy, 1972a, p. 303).

Elorduy explains here how the dianoetic virtue of dialectic nour-
ishes and strengthens moral virtues such as serenity, firmness, and confi-
dence. Brun (1977) agrees with this point in his analysis and emphasizes
that dialectic contains other dianoetic virtues that help us make better
decisions or see reality more deeply:

Dialectic [...] is a virtue that contains within itself the other virtues: cir-
cumspection, which tells us when it is appropriate to approve and when
it is not; sagacity, which is the ability to counter what is merely plausible
with arguments, so as not to yield to it; rigor, the strength of reasoning
that prevents us from being overcome by opposing rigor; and gravity,
the ability to relate representations through sound reasoning (p. 54).

On the other hand, physics becomes a principle of ethical wisdom
in Posidonius; thus, the scientist serves as the model of the wise man in
Sophia 41: 2026.
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his texts (Elorduy, 1972b, p. 158; Pohlenz, 2022, p. 268). Likewise, Sene-
ca asserted that the sciences prepare the soul to receive virtue (Elorduy,
1972b, p. 257).

Ontological Nature of the “Logos”

Long and Sedley state that the fields of application of Stoic logic are
“rhetoric, grammar (for some, linguistics), poetics, philosophical seman-
tics, and formal logic, in addition to issues typically classified as ‘theory
of knowledge™ (Long and Sedley cited in Crisipo, 2006a, p. 56). Moving
forward, we will use this taxonomy to highlight the elements overlooked
by Neo-stoicism.

First, it is necessary to analyze the ontological dimensions of the lo-

318 gos, the word. Zeno's religious and Eastern influences mean that his concep-
( ") tion of the logos is equated with the Semitic dabar. The dabar is not merely
' a means of transmitting information but an active, operative principle in

reality (Elorduy, 1972a, p.9). The Hebrew word of God (dabar) creates and
transforms realities, possessing true ontological weight. For this reason,
certain names must not be spoken (nor taken in vain): uttering them facili-
tates taking possession of them or transforms what already exists.

This idea dates back to a conception from the third millennium B.C., in
which the voice of the god acts as a distinct entity with power of its own.
Sumerian and Canaanite texts show that the divine voice or commands
were concretely represented by the roar of thunder. Later, in Egyptian,
cuneiform, and biblical literature, we find many passages in which the
divine command—and the word from his mouth—were virtually hy-
postatized (Elorduy, 1972a, p. 40).

In this text, Elorduy offers an ontological dimension of the word
with transformative implications. The word not only serves to convey
information but, as in magical incantations or prayers, actively operates
upon entities. The author goes on to provide examples drawn from the
Old Testament. This is the part of the Bible of Semitic origin that provides
the foundation for the ontologization of the word, a point that will be
confirmed later:

We read in Deutero-Isaiah 40:8: “The word of God will endure forever.”
In the Wisdom of Solomon, written at least four centuries later, we find
the remarkable passage (18:15): “Your almighty word (logos) was hurled
down from heaven, from your royal throne, like an invincible warrior in
the midst of a land destined for ruin, carrying your irrevocable decree
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as a sharp sword” As Durr demonstrated with great erudition, this idea
is Semitic, not Hellenic (Elorduy, 1972a, p. 40).

The word in Hebrew (and in Kabbalah) possesses ontological po-
tential, as is the case in incantations or magical spells.” It is no coincidence
that Jesus was born in Bethlehem, for in Hebrew, bet-lehem means “house
of bread,” Christ being the bread that will be offered in the Eucharist for
salvation. Jerusalem, the city into which Christ would enter victoriously,
derives from ir-shalom, i.e., “city of peace” (Mt 21:1-11; Mk 11:1-10; Lk
19:28-40; Jn 12:12-19). Thus, the Jewish reader understands (and hears)
that Jesus is entering the city where peace with God would be restored
thanks to his sacrifice on Golgotha. Finally, the Catholic Eucharist does
not use the word merely to recall the past but to summon into the present

the salvific act that transcends time. From this conception of the word, the 319
Bible is not merely read but is proclaimed, bringing realities into being. AR
These ontological and (meta)physical pillars of the word are reit- \CD

erated in the Stoic concept of the logos. Consequently, the study of logic
is identified with that of physis, since the rational order of the logos cor-
responds to that of the world. In this sense, Zeno’s interest in the study of
etymology was based on the fact that it allowed for a deeper exploration
of the very core of reality (Elorduy, 1972a, p. 261; Pohlenz, 2022, p. 60).
His interest in onomatopoeia is profound (Pohlenz, 2022, p. 59) because
these were the words that most closely aligned signifier and meaning.

When Zeno assigns names to various entities (Zeno et al., 2002,
p. 46), he functions as a creator, for without names, realities do not exist.
Likewise, when Chrysippus studies the laws of logic, he feels immersed in
a study of the physical laws of nature, which is consistent with the Stoic
trinity that unites logic and physics. A single logos governs logos, physis,
and ethos.

When Neo-Stoicism neglects logic, it not only loses one of the
three aforementioned pillars but also distorts the other two: acting ap-
propriately (ethos) requires a sound structure of thought (logos), since
thought is the first act of creating realities (physis).

Beginning with the ruins of neo-Stoic logic: representation

Neo-stoicism is not entirely foreign to the logic of our thinkers. However,
its analyses and the content of the concepts it presents are meager. There-
fore, a return to its foundations is required.
We cannot overlook a concept that Neo-Stoicism frequently in-
vokes: opinion or representation. Vazquez (2021) and Holiday and Han-
Sophia 41: 2026.
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selman (2020) remind us that a good life requires that we not be led astray
by erroneous interpretations (opinions) of reality, but rather by those me-
diated by reason. However, their texts neither define what an “opinion” is
nor explain the basis for an erroneous one or how to correct it.
Beginning with the first topic, Plutarch defines representation as an
“affection within the soul” (Brun, 1977, p.45), and Brun summarizes that,
for Stoicism, opinion coincides with “a modification of the soul’s inner ten-
sion by an external object that also possesses its own tension” (p. 49). Clean-
thes, recalling the materialism of the Stoa, points out that representation
has depressions and reliefs (Brun, 1977). The representation leaves its mark
on the soul because it determines passion, as Epictetus’s maxim (1993)
states: “Neither death, nor exile, nor suffering, nor any of these things are
the reason we do or do not do something; rather, it is our assumptions and
opinions” (p. 94). Along these lines, the text by Epictetus (2004) adds:

Remember that it is not the one who insults or strikes who offends,
but the opinion that judges these actions as offensive. Therefore, when
someone irritates you, be aware that it is your judgment that has irri-
tated you (p. 41).

The Stoics distinguish between comprehensive (or kataleptic) fan-
tasies and phantasmagorical or fantastical ones. The former stem from
the proper use of reason or a detachment from the passions; the latter do
not correspond to reality. An example of the latter occurs in the images
that appear in dreams or when one loses one’s judgment (Chrysippus,
2006a, pp. 14-15, 472). The most prolific author of Stoicism adds impor-
tant clarifications to this dichotomy between true opinions (phantasia
and phantaston) and false ones (phantastikon and phantasma). Let us be-
gin with phantasia:

Representation (phantasia) is a state that occurs in the soul, revealing
within itself that which has produced it, just as when we see with our
eyes that which is white: it is a state that takes place through vision in
the soul, and in accordance with this state we can say that there is some-
thing white that moves us (the same applies to touch and smell). It is
called representation (phantasia) because of light (phos), for just as light
reveals itself and what it encompasses, so too does representation reveal
itself and what has produced it (Chrysippus, 2006a, p. 14).

Opposite representation lies the represented, or phantaston:

The represented (phantaston) is that which produces representation—
such as that which is white and that which is cold—and thus every-
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thing capable of moving the soul. This is the represented. Imagination
(phantastikon) is a vain attraction, an affect in the soul that does not
stem from any represented thing, like one who wrestles with shadows or
stretches out his hands into the void; for representation is underpinned
by a represented thing, but imagination is not (p. 14).

Finally, we must distinguish the imagined (phantasma):

The imagined (phantasma) is that to which we are drawn by a vain,
imaginary attraction. It happens to those who suffer a fit of melancholy
or madness. For example, Orestes in the tragedy when he says: “Oh,
mother, I beg you, do not drive me those serpentine joys with blood-
stained feet! There, there they are, already leaping beside me!” He says
this as if he were mad, yet he is not seeing anything; it merely seems that
way to him (p. 15).

321
As mentioned earlier, the first criterion for distinguishing an ap- /\CWD
propriate or kataleptic representation is the preservation of rational san- 1

ity. Reflecting on Seneca’s concept of anger, he pondered how this passion
led to erroneous judgments to the point of provoking irrational acts.

The maintenance of sanity is possible thanks to the rational tonos.
This is the tension that holds the entire universe together and keeps it
rationally ordered, just as physical toning keeps the body healthy, strong,
and orderly. The tonos prevents the subject’s degradation into behaviors
weakened by passion. The toning of the logos requires training on the part
of the subject.

When the logos, out of weakness, assents to a representation that does
not possess the characteristics necessary for the apprehension of the ob-
ject, we are faced with a doxa—a weak, pathogenic synkatathesis—the
source of all errors and incorrect actions. Assent to the kataleptic repre-
sentation—katalepsis—is, on the contrary, the foundation of all knowl-
edge (Pohlenz, 2022, p. 84).

Training consists of all the logical, dialectical, rhetorical, and gram-
matical exercises taught at the Stoa. This philosophical discipline makes
it easier to live in accordance with kataleptic representations, which we
summarize, following Zeno, in four characteristics (Pohlenz, 2022, p. 81):

o It must originate from a real object and not from a mirage or a
dream.

o It must show the subject the object as it truly is.

It must reproduce every element of the object or event.
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« It must prevent the presence of confusing or erroneous repre-
sentations, such as those arising from a dream or psychosis.

Stoic Logic

The skeletal logic, rhetoric, and dialectic of Neo-Stoicism are limited to a
summary view of dieresis—which distinguishes what is within our power
to change—and to a superficial explanation of correct representations.
Below, we revisit other basic elements of the Stoa.

Stoic propositional logic contrasts with (and complements) Aris-
totelian predicate logic. The latter attributes essential and abstract predi-
cates to a subject, as in “human beings are mortal” Chrysippus’s logic,
conversely, establishes inferential and temporal implications, as in “if it

32 rains today, I will not go out. Since it is raining, I have not gone out” (Brun,
(I) 1977, pp. 39-40). Pohlenz uses the label “transcendental” for predicate
' logic (Pohlenz, 2022, p. 70) since it involves essences—i.e., it indicates the
nature of beings. Stoic logic, by contrast, is linked to immanence and ev-

eryday events, connecting causes directly to their consequences.

The study of propositions is based on an in-depth examination of
“syntactic relations” that give rise to “the theory of judgment, logical in-
ference, and demonstration” (p. 65). These tools possess immense prac-
tical application potential in the contexts in which Vazquez, Robertson,
and Holiday operate. Specifically, a good philosopher should practice the
Stoic distinction between conclusive and non-conclusive reasoning. The
former consists of conclusions that follow necessarily from the premises,
whereas the latter do not, since “the opposite of the final proposition is
not contrary to the premises” (Brun, 1977, p. 56); i.e., non-conclusive ar-
guments may be necessary but are not sufficient. One cannot infer the
conclusion “having COVID” from the premise “having a fever,” but one
could safely draw that conclusion if the premise were a positive test for
the disease.

A second key framework for Stoic reasoning is hypothetical rea-
soning (Barth, 1930, p. 112). This corresponds to a conditional inference
based on external “signs”—for example, “it is light, therefore, it is daytime”
(p.112).

Third, Chrysippus argued that the purpose of syllogistics “con-
sisted in establishing the figures (tropoi) that make a correct conclusion
possible” He described five tropoi that provide essential material for com-
pleting neo-Stoic training:

Sophia 41: 2026.
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If A, then B. A. Therefore, B.

If A, then B. Not B. Therefore, not A.

Not both A and B. A. Therefore, not B.

Either A or B. A. Therefore, not B.

Either A or B. Not B. Therefore, A (Pohlenz, 2022, p. 70).

ARl A e

The above schemas are referred to by Chrysippus as the “unde-
monstrables” There were five of them (Mates, 1985, pp. 117-128; Bobzien,
2003, pp. 104-105; Lopez Astorga, 2022, pp. 28-29):

The first undemonstrable proposition is one in which an entire argu-
ment is constructed from a conditional proposition, the antecedent that
begins the conditional, and the consequent; for example, “If the first,
then the second; the first; therefore, the second.” The second undemon-

strable argument is one that results from a conditional proposition and 323
the contradictory of its consequent, and whose conclusion is the con- /\CWD

tradictory of the antecedent; for example, “If it is day, there is light; it is
night, therefore it is not day” (Chrysippus, 2006b, p. 39).

Following this, the first undemonstrable proposition is the classic
form of argumentation linked to the classical modus ponens: if p, then g;
D therefore g. An excellent translation of classical Stoic logic into mod-
ern logic along these lines is provided by Mario Piazza and Marcello
D’Agostino (2022, pp. 83-99) and by Crivelli (2025, pp. 343-375).

The second presents an argument that is slightly more complex. It
includes a conditional (if it is daytime, there is light) and the negation of
the consequent (it is night), which leads to the conclusion that the oppo-
site of the antecedent is true (it is not day).

The third undemonstrable argument is one that results from a negative
conjunction and one of the propositions within the conjunction, con-
cluding with the contradictory of the other; for example, “It is not true
(at the same time) that Plato is dead and that Plato is alive; Plato is dead,
therefore Plato is not alive” The fourth undemonstrable syllogism is one
that results from a disjunction and one of the component propositions,
and whose conclusion is the contradictory of the remaining proposi-
tion, such as “Either the first or the second; the first; therefore, not the
second” (Chrysippus, 2006b, pp. 39-40).

As can be seen, the third undemonstrable proposition involves
combining two contradictory propositions: A and not A—that Plato is
both alive and dead at the same time. Added to this is the premise affirm-
ing one of them (Plato is dead), which leads to the negation of the other
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(Plato is not alive). This line of reasoning forms part of Marcin TkaczyK’s
(2024, pp. 325-345) recent theory on the “principle of explosion” in Stoic
logic, which states that if both P and not-P are accepted, any conclusion
becomes formally valid.

The fourth undemonstrable statement is based on the analysis of
exclusive disjunction and the impossibility of both parts being true si-
multaneously. Thus, if one part is affirmed, it follows that the other is false.
The fifth undemonstrable statement functions conversely: if one part is
denied, it follows that the other must be true.

The fifth undemonstrable proposition is one in which an argument
is constructed from a disjunction and the contradictory of one of the
members of that disjunction, concluding that the other must be true; for
example, “Either it is day or it is night; it is not night, therefore it is day”
324 (Chrysippus, 2006b, p. 40).
(I) Stoic logic is not a transcendental study disconnected from facts
and events. Hypothetical and inferential judgments are firmly grounded
in empirical evidence (Pohlenz, 2022, pp. 68-69). These led to the defense
of science by Posidonius and Herillus, who regarded it as the “supreme
good” and as something “which must be sought for its own sake” (Zeno
etal,, 2002, p. 225).

Finally, Stoicism studied the fallacies of its predecessors, went on
to identify new ones—such as the fallacy of the consequent—and ques-
tioned others, such as the lazy argument. In this regard, it is important to
recall ancient Stoicism’s intense interest in exposing the structural errors
of sophisms (Barth, 1930, pp. 114, 116).

Here is a brief list of tools that can be actively applied in exercises
on Neo-Stoicism. Keep in mind that these tools are not only useful for
constructing and analyzing arguments and discourses; rather, the onto-
logical character of logic and the logical nature of ethics help us under-
stand the very essence of Stoic (meta)physics and morality. Their contem-
porary invisibility destroys the unity of the Stoic trinity, decontextualizes
moral maxims, and reduces logic to academic games with no grounding
in reality—an outcome that stands in direct opposition to the original
intentions of the Stoa.

Oratory

Oratory is fundamental to the Stoa: Zeno, Cleanthes, and Chrysippus

wrote manuals on it, and this interest is evident in the written and oral

discourses of Seneca, Cicero, and Marcus Aurelius. Their texts follow
Sophia 41: 2026.
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strict rhetorical rules consistent with the structure of the logos. This alone
would be sufficient to criticize the lack of practice in rhetoric and oratory
in Neo-stoic works.® Listed below are some topics for training in this field.

Oratory involved correct expression in both everyday language
and liturgical speech, in both its semantic and syntactic dimensions.
Chrysippus (2006b) notes that the practice of oratory enhances the logos
and fosters ethical virtues linked to speaking rightly; furthermore, good
moral character is required to deliver an appropriate speech: “one who is
not good cannot speak well” (p. 51). In fact, he identified five virtues in an
excellent speech: Hellenism, clarity, brevity, decency, and fairness (Elor-
duy, 1972a, p. 305). Theophrastus identifies three such virtues, which are
in line with Zeno’s ideas:

Clarity (safeneia), appropriate expression (prepon), and kataskein—i.e.,
artistic composition through carefully chosen speech that avoids any-
thing vulgar. They went beyond Theophrastus only by including a fifth
virtue: brevity (sintonia). Zeno detested superfluous words and empty
chatter (Pohlenz, 2022, p. 72).

The fundamental vice is the solecism, which the ancient Stoics de-
scribe as “speaking incorrectly” (Zeno et al., 2002, p. 56). Today, a solecism
consists of the incorrect placement of a preposition in a sentence, the im-
proper conjugation of a verb, or an inaccurate agreement between terms.

Due to the connection between logos and physis, solecisms also oc-
cur in everyday contexts, according to Zeno et al. (2002):

A solecism is committed not only through ignorance of language and
speech, but also in matters of dress—when one dresses in a coarse man-
ner, eats without restraint, or walks awkwardly—as Zeno of Citium
states (p. 69).

This idea is echoed by Chrysippus (2006a) in relation to modesty
in speech and actions:

I believe that one must not only cultivate a liberal and simple style, [but
also], in speech, appropriate conduct regarding the proper tone of voice
and the gestures of the face and hands (pp. 218-219).

If we focus on the composition of speech, Chrysippus identifies
four parts (Pohlenz, 2022, p. 72):

 Prologue or introduction to the speech.
« Diegesis, or the narration or description of the event in the
most objective and kataleptic manner.
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+ Refutation of the opponent through arguments.
« Epilogue, which summarizes, synthesizes, or brings closure to
what has been explained.

There are various types of propositions: exhortation, oath, peti-
tion (desire), hypothesis, and apostrophe, among others. Among these,
the axiom or judicative proposition is of particular interest to philosophy,
since it “formulates the mental fixation of a fact with a claim to objective
validity” (Pohlenz, 2022, p. 66). Furthermore, there are six types of (ju-
dicative) propositions: the conditional, the consecutive, the coordinated,
the disjunctive, the causal, and the comparative.

This theoretical material would serve to help Neo-Stoics not only
deepen their skills in sharpening their discourse and arguments but also
refine their modes of expression related to their manner of dress and, in
general, their way of being.

Philosophy of Language and Grammar

Epictetus maintained that “the examination of words” should become the
foundation of philosophical teachings (Epictetus, 1993, p. 108), since lo-
gos influences the other two fields of the Stoic triad. In fact, the Stoic Lu-
cius Aelius Stilo, teacher of Cicero and Varro, is considered the founder of
linguistics and the first philologist.

The Stoics’ discoveries in this field predate Stilo. The following
are particularly noteworthy (Barth, 1930, pp. 139-141; Pohlenz, 2022,
pp. 63-65):

o The article, which originally covered the pronoun and the ad-
verb (coined by the Stoic Antipater of Tarsus).

o The inflection of nouns and verbs, and the cases of the nomina-
tive, genitive, and accusative.

o Verb tenses, including the present, the pluperfect, and indefi-
nite tenses such as the future and the past.

o The active and passive voices, intransitive verbs, and reflexive verbs.

o The indicative and subjunctive moods.

o Types of sentences: pure and simple statements, questions, in-
formative statements, commands, oaths, prayers, hypotheses,
explanations, and imprecations (vocatives).

Blank and Atherton (2003) have added an account of how grammar
was structured according to Stoic theories. Thus, in addition to the article

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 305-336.



JOSE BARRIENTOS RASTROJO

(arthron), the Stoics were pioneers in the study of the noun, the verb (rhe-
ma), the conjunction (syndesmos), and the pronoun (antonymia), among
others. It should be added that Stoic semantics established a rigorous clas-
sification of “sayables” (lekta) and axioms (Castagnoli, 2025, pp. 315-342).

These theories have been undermined by Neo-stoicism. This cir-
cumstance not only destroys one of the three fields of the triad but also
distorts the other two. For example, ignorance of noun inflection limits
awareness of actions directed against other subjects (accusative) or those
performed by them (genitive); it also obscures the ways in which a person
addresses another interlocutor (whether by cursing them, commanding
them, or appealing to them in prayer) and the consequences of each of
these linguistic impacts.

Exercises in Oratory and Language 327
The Stoa trained its students through exercises ignored by Neo-Stoicism. \CD

An example of this is the variations on a theme that Fronto required Mar-
cus Aurelius to perform:

That he compose a maxim (gnome) every day and, above all, formu-
late it in various ways: “Whenever you conceive a paradoxical thought,”
writes Fronto, “turn it toward yourself, vary it with different figures of
speech and nuances, experiment with it, and clothe it in splendid words”
(Hadot, 2013, p. 410).

Note how this activity could find its counterpart in ethics if Holi-
day or Vazquez were to encourage the daily variation of a virtue over the
course of one or more weeks of training.

Pierre Hadot (2006) reminds us that a large portion of Stoic writ-
ings are composed as exercises in rhetorical dialectic. These included ac-
tivities such as the following:

Discussing, either dialectically—i.e., through questions and answers—
or rhetorically—i.e., through uninterrupted discourse—what were
called “theses,” theoretical positions presented in the form of questions:
Is death a misfortune? Can the wise man fly into a rage? (p. 223).

Theory of Knowledge

“Apprehension” has been the most frequently cited metaphor in the his-
tory of philosophy as an epistemological model: knowledge consists of
seizing something external. This explanation appears in the 4th century
Sophia 41: 2026.
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B.C. in the writings of the founder of the Stoa. For him, knowledge has
four levels (representation, assent, kataleptic understanding, and science),
each represented by a tighter grasp of the hands:

Holding out his hand with the fingers spread, [Zeno] would say, “This is
representation.” Then, curling the fingers slightly: “This is assent” Then,
closing it completely and clenching his fist, he said that this was com-
prehension (...). Finally, bringing his left hand close and clenching his
fist with skill and strength, he said that this is knowledge, which no one
enjoys except the wise (Zeno et al., 2002, pp. 60-61).

The metaphor stems from the connection between the Aramaic
term for knowledge or understanding (yadah) and the hand (yad) (Elor-
duy, 1972a, p. 20). According to this view, knowledge arises from a repre-

328 sentation. This representation may be false (phantasmagorical) or true. If
( ") the assent of judgment, the synkatathesis, is applied to real images, kata-
' leptic understanding will be formed (Hankinson, 2003, pp. 60-65). Oth-

erwise, reality would not be correctly apprehended, producing images
that confuse the subject and cause them to see, hear, smell, or taste repre-
sentations that do not correspond to what is actually before them. Finally,
science is founded on a dual apprehension (one hand clasping the other);
i.e., it manifests the profound certainty that the captured truth is reliable.

This explanation is expanded upon when dialectic is compared to
rhetoric:

Zeno of Citium, having asked himself how dialectic differs from rhetoric,
closed his hand and then opened it, saying, “In this,” intending to convey,
through the closing [of the hand], the ordering, precise, and concise na-
ture of dialectic, and through the opening and spreading of the fingers,
the broad [scope] of wise rhetorical power (Zeno et al., 2002, p. 65).

Cleanthes describes knowledge as an impression that impacts and
transforms. He compares it to the imprint left by a ring on wax, thus fol-
lowing a philosophical tradition that would continue long after his time
(Elorduy, 1972b, p. 34).

If we consider the manner in which apprehension occurs, the Sto-
ics depict the soul as an octopus that extends its tentacles over the five
senses, obtaining external information from them (Brun, 1977, p.53).
This theory underscores the materialism and sensualism of the Stoa:
knowledge is presented as a material or “tangible” transfer from the ex-
terior to the interior of the subject. In fact, a cone extends from the eyes,
with the pupils as its apex and the object of cognition as its base. Auditory
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apprehension is similar, though it uses the analogy of waves: the object
emits waves that ultimately reach the person’s ear—the apex—in a mate-
rial sense (Brun, 1977, p. 92).

Knowledge is objective if the object’s own light combines with that
of the subject’s soul, and subjective if the light proceeds solely from the
person (Elorduy, 1972a, pp. 170-171).

The moderate Stoicism of Panaetius and Posidonius qualifies this
epistemological materialism. Understanding does not arise in the senses
but in right reason (Barth, 1930, p. 121): one does not know through the
former but through the latter. In this way, the groundwork is laid for de-
bates that would flourish centuries later when the question arose as to
whether cognitive activity depends on the senses or on the nous.

Stoic epistemology reveals a certain naivety, since the immediate

connection between the senses and reality prevents them from doubting 32/,9
the information that comes from them, as Elorduy explains: ’\CD

To doubt that one knows what one knows from evident experience; to
doubt that one wills when one concentrates all one’s energies on one’s
will; to doubt that one lives when one feels full of life—is as absurd and
abnormal as for me to doubt that I am myself (Elorduy, 1972b, p. 20).

The time had not yet come to distinguish between the Kantian
noumenon and phenomenon.

Not only does thought correspond to reality, but so do words, since
we are what they say. This idea had not only emerged in the Eastern tradi-
tion of Zeno, but Aristotle had also argued that language manifested the
essence of thought and, therefore, of the logos (Pohlenz, 2022, p. 53). In
this sense, it should be recalled that the fonos constituted the force that
held the entire universe together from the dimension of the logos. Now,
the logos constitutes the rational force that facilitates assent and enables
the person to remain steadfast in virtue and detached from the passions.
For this reason, epistemology possesses practical dimensions linked to all
dimensions of the subject, as Amir (2011) has demonstrated.

Conclusions

Building on the preceding sections, these conclusions will focus on two
points. On the one hand, they explain how Neo-stoicism distorts the three
pillars of classical theory from Zeno to Epictetus. Although ethics was
one of the bastions of Stoicism, it must be balanced with physis and logic.
On the other hand, these conclusions offer some basic recommendations
Sophia 41: 2026.
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for Neo-stoicism to realign itself with classical theory. This will help avoid
a pathological inclination toward a perspective that strays from the teach-
ings of Chrysippus and other Stoic logicians.

A Distorted Triumvirate

Epictetus warns his disciples that an excess of dialectic hinders the prog-
ress of “goodness and honesty”—i.e., of morality (Epictetus, 1993): un-
checked reason can generate “presumption and vanity” and cause stu-
dents to “become conceited and filled with pride” (p. 82). However, when
asked whether the teaching of the logos should therefore be eliminated,
he is unequivocal: “Do I suppress these abilities? Of course not! Nor do I
suppress the sense of sight” (p. 82).

330 It is essential to learn the tools of rhetoric, oratory, and logic be-
( ") cause they are the pillars of the Stoic triad. The ontological implications
' of the logos emphasize that attention to language (the philosophy of

language), to sound reasoning (logic and dialectic), to the sequence of
the act of understanding (epistemology), and to effective speech (rheto-
ric and oratory) facilitates the proper unfolding of morality and (meta)
physics. When logical inferences are trained, when the five virtues of ora-
tory are improved, when the skills to construct or refute an argument are
strengthened, and when words are crafted, one is not merely addressing
logical dimensions; rather, one is forging a more rational subject who is
conscious of the very essence of reality.

Without Stoic logic and dialectic, morality is reduced to a burden-
some Decalogue devoid of existential meaning, observed, at best, merely
to achieve happiness. Without logic, the individual will not understand
that adherence to morality is more than a heteronomous obligation sepa-
rate from the ontology of reality. Without it, adherence to the moral law
may be understood as the result of a divine command, but not as some-
thing rooted in the rational nature of reality.

From this perspective, one can understand the error involved both
in reducing logic to the training of discursive (kataleptic) judgments and,
even more seriously, in degrading logic (or reducing it) to morality and
causing it to disappear through explicit appeals to Seneca’s cavillationes
or Ariston’s criticisms.

What should be learned?

However, theory cannot remain a pipe dream; rather, it requires setting
two objectives: to revive the study of (and practice in) the elements of
Sophia 41: 2026.
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logic discussed above, and to connect every logical activity with its ethical
and physical dimensions.

Contemporary Neo-Stoicism is shaped by systematized ideologi-
cal frameworks such as therapy, entrepreneurship, narcissistic individual-
ism, and productivism. These constraints obscure the critical dimensions
of philosophy that warn that it is no one’s servant, but serves only itself.
Philosophy can yield practical results; however, if its objectives are alien
to its critical nature, it becomes an instrument that loses its true essence.

For all these reasons, it is urgent to recover the Stoic practices ob-
scured by the tyranny of the ideology that drives Neo-stoicism—or, at the
very least, to clarify that these currents are not philosophical but rather
psychological, business-oriented, or productivist (Barrientos, 2023).

Regarding logic, the problem does not lie in a lack of practice in

this field but rather in the inability (or ideology-driven laziness) of Neo- 331
stoics to fully engage with this dimension. Salvation lies on the periphery. ’\CD
The oasis can only be found if one has walked through the desert. Deny- I

ing the existence of the periphery or the oasis reveals the weakness of the
Neo-Stoic scholar or their adherence to comfort and to normativist and
standardized superficiality.

It is not enough to create logical exercises; rather, as we noted in
the second objective, an exposition of ethics divorced from its connec-
tion to logic (and physics) is a mistake. For pedagogical reasons, one
may accept the distinction between the three disciplines. However, it is
unacceptable for the connections and interplay among the three to be
squandered, or for the demise of one or two to be justified by a writer’s
ideological biases. Every Stoic exercise should embody the depth of the
Stoic trinity. The texts of Epictetus, Seneca, and Marcus Aurelius contain
this three-dimensionality even in those examples that lean toward more
moral concerns: the rhetoric of the maxims, the logic of the reflections,
and the ontological and physical nature of the moral teachings—which
refuse to be a mere pragmatic and stripped-down Decalogue—all dem-
onstrate the continuity of the database trinity. Within this framework, the
Stoics acted, thought, and lived.

Exercises in logic, rhetoric, dialectic, and oratory—as well as those
arising from self-awareness or the cultivation of a new way of perceiv-
ing based on the theory of knowledge—should pave the way for Neo-
Stoicism to replace its business-oriented, therapeutic, and productivity-
driven bias with the authenticity of its origins: logos and rationality.
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Notes

1. Alessinstrumentalized view of philosophical mindfulness can be found in the work
of Michael Weiss (2017).

2. This does not preclude forming alliances with psychology while respecting phil-
osophical foundations (Barrientos et al., 2024), or speaking of a philosophy with
therapeutic outcomes (Barrientos, 2026).

3. The capitalist trend has had serious consequences for education, as evidenced by
the study of its influences on Brazilian and Chilean education (Rodriguez Mancilla
et al., 2018, pp. 259-286).

4. “W.Trillitzsch examines the main passages in which Seneca ridicules the dialectical

subtleties of the Stoics. These include Epistles 59, 5; 64, 3; 82, 8; 83, 8; 87, 40 ff.; 102,

20 ff,; 106, 11, 12; 109, 17 ff,; 111, 2 ff,; 13, 1, 15, 26]. We cannot dwell on Seneca’s

criticism of those he calls cavillatores” (Elorduy, 1972a, p. 203). In this sense, Seneca

criticizes Chrysippus on the basis of the “subtleties of formal logic that he employs”

(Elorduy, 1972a, p. 327), although his basic orientation is not opposed to the logos

as the foundation of his philosophy and way of life.

This function appears in certain Greek contexts, as Pedro Lain Entralgo notes in his

classic work ‘La curacion para la palabra en la antigiiedad clasica’ (1958).

6. Infact,itis striking that Robertson (2013) outlines the five characteristics of a good
rhetorical speech yet does not propose any exercises based on his texts: “1. Correct
grammar and a rich vocabulary; 2. Clarity of expression, ensuring that ideas are
easily understood; 3. Conciseness, using no more words than necessary; 4. Appro-
priate style, suited to both the subject and the audience; 5. Distinction, or artistic
excellence, and avoiding vulgarity” (p. 49).

i
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The Role of Induction and Probability in the Development of Science and Philosophy

Funcién de la induccién y la probabilidad en el desarrollo de ciencia y filosofia

Abstract

This paper addresses the process of consolidating the inductive method and the support provided
by the development of probability to satisfy formal validation requirements. The discussion on the
limitations of induction considering the prevailing deductive method in philosophy and science
has a long tradition, attention is paid to key concepts of inductive methodology and its probabilistic
support with ranges of occurrence that contrast with the criteria of deduction based on certainties,
such as the criteria of truth or falsehood. It is argued that probabilistic induction is the mechanism
that enables the increase of philosophical and scientific knowledge and prevents us from falling
into absolute and often dogmatic principles. Among the main findings is that induction does not
adhere to the canons of knowledge from the deductive point of view, but introduces the concept
of uncertainty, thereby breaking the Aristotelian tradition prevailing until Modernity. Additionally,
it is observed that probabilistic induction expands the understanding of knowledge by shifting
the discussion from absolute certainty to the realm of possibilities, thus presenting a diversity of
possible worlds without deviating from real data collected by the researcher.

Keywords

Induction, Probability, Epistemology, Philosophy of science, Statistics, Mathematics.
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Resumen

El presente trabajo aborda el proceso de consolidaciéon del método inductivo y el soporte que
brinda el desarrollo de la probabilidad para que aquel satisfaga los requisitos formales de validacion.
La discusion por las limitaciones de la induccion a la luz del método deductivo imperante en
filosofia y ciencia tiene larga tradicion, asi se presta atencion a los conceptos clave de la metodologia
inductiva y de su soporte probabilistico con rangos de ocurrencia que se anteponen a los criterios
de la deduccion basada en certezas, como el criterio de verdad o falsedad. Se argumenta que la
induccion probabilistica es el mecanismo que posibilita el aumento del conocimiento filoséfico y
cientifico, y nos cuida de caer en principios absolutos y, en muchas ocasiones, dogmaticos. Entre
los principales hallazgos se tiene que la induccién no responde a los canones del conocimiento
visto desde la deduccidn, sino que inserta el concepto de incertidumbre, rompiendo asi la tradicion
aristotélica vigente hasta la Modernidad. Ademas, se aprecia que la induccién probabilistica abre
la comprension del conocimiento al desplazar la discusion desde la certeza absoluta para ubicarla
en el plano de las posibilidades, presentando asi diversidad de mundos posibles sin que estos se
aparten de los datos reales recopilados por el investigador.

Palabras clave

Induccion, probabilidad, epistemologia, filosofia de la ciencia, estadistica, matematicas.

Introduction

Throughout the history of philosophy and the subsequent emergence of
science, there has been an ongoing debate over which method provides
the best approach to knowledge, a discussion centered primarily on two
methodologies: deduction and induction. The criteria underwriting these
two methods are fundamentally different, if not contradictory; deduction
is grounded in the criterion of certainty, whereas induction operates with-
in the realm of probability. This paper focuses on the consolidation of the
inductive method and the vital support that probability provides to this
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process. It argues that probabilistic induction is the mechanism that en-
ables the expansion of philosophical and scientific knowledge, preventing
us from falling into absolute—and, in many cases, dogmatic—principles.

When discussing the inductive method, it is common to hear that
it proceeds from the particular to the general, or from the simple to the
complex; however, these definitions are rudimentary and provide only a
vague outline of the inductive process. To define induction simply, one
could state that it proceeds from particular instances of knowledge to
universal structures of knowledge. Another, less debated definition would
characterize it as a form of reasoning in which the truth of the prem-
ises—or facts—does not strictly entail the truth of the conclusion,' but
rather provides compelling reasons for the conclusion to be accepted as
true (Black, 1979). It is worth clarifying that induction lacks absolute cer-

tainty in its argumentation and inherently incorporates uncertainty into 33,9
knowledge. This does not imply that induction should be dismissed for CD)
failing to postulate certain or true criteria (Lamarre and Shoham, 1994; I

Peat, 2002; Pérez Ilzarbe, 2004; Rosmini, 1991); rather, it invites us to un-
derstand that certainty is not the ultimate goal of this method. Instead,
its objective is to provide the rational grounds that allow us to accept the
likelihood of postulated theoretical assumptions.

The objective of this paper is to defend probabilistic induction as a
valid mechanism for generating knowledge in both science and philoso-
phy, highlighting its relevance in overcoming the limitations of deduc-
tion. Furthermore, we will analyze how the probabilistic approach broad-
ens the horizon of epistemological understanding through the evaluation
of potential scenarios grounded in empirical data.

The central problem lies in the persistent lack of consensus regard-
ing the validity of induction versus deduction. Historically, deduction has
enjoyed greater prestige due to its association with logical certainty, while
induction has often been viewed as an inferior method because of its re-
liance on probability and uncertainty. This perspective has limited the
appreciation of induction as a valuable tool in the production of knowl-
edge. This study argues that probabilistic induction, rather than being a
deficient method, is fundamental to scientific and philosophical progress.
Through an analysis of probability as a methodological foundation, this
paper posits that the inductive approach offers a more flexible and re-
alistic framework for validating theories, particularly in contexts where
absolute certainty remains unattainable.

The significance of this study lies in the fact that probabilistic
induction expands the frontiers of scientific knowledge and provides a
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robust methodological alternative to more rigid, deduction-based ap-
proaches. By treating probability as an integral part of the inductive pro-
cess, it becomes possible to address complex issues from a perspective
that acknowledges the uncertainty inherent in reality. The discussion of
induction and probability remains highly relevant today, especially in a
context where scientific advances in areas such as quantum mechanics
and artificial intelligence rely heavily on probabilistic models to make
predictions and validate theories. Indeed, the understanding and accep-
tance of uncertainty as a constituent part of knowledge is an increasingly
mainstream trend across various disciplines.

To develop this analysis, a comprehensive review of the philosoph-
ical and scientific literature related to induction and probability will be
conducted. A comparative approach will be adopted to examine deduc-

340 tive and inductive theories, analyzing how the incorporation of probabil-
(I) ity into the inductive method can resolve traditional problems associated
with the lack of certainty in this approach. Likewise, the contributions of

pivotal thinkers such as Bacon, Hume, and Bayes—who laid the founda-
tions of probabilistic induction—will be explored.

The paper is structured as follows: first, the historical and philo-
sophical context of the debate between induction and deduction is pre-
sented, highlighting the evolution of the inductive method. The second
section examines the consolidation of this approach from Aristotle
through the Modern Era, considering Hume’s critiques and Bacon’s con-
tributions. Next, the third section analyzes the role of probability in sup-
porting the inductive method and how this perspective allows for the
expansion of scientific understanding. The fourth section delves into the
Bayesian model and its impact on the validation of hypotheses in science
and philosophy. Subsequently, the epistemological and metaphysical im-
plications of probabilistic induction are explored. Finally, the main find-
ings are summarized, and the relevance of this approach to the contem-
porary development of knowledge is defended.

Consolidation of the Inductive Method

Induction can be traced back to classical thinkers such as Aristotle, who,
while advocating the use of deduction as a systematic framework, did not
rule out the existence of cognitive processes based on induction rather
than deduction (Aristotle, 1995; Franklin, 2009; Llano, 1991; Mosterin,
2006). This approach explicitly accounts for the information received
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through the senses. For induction, the senses represent the initial step
in signaling the existence of objects; this is why, when we speak of ex-
perimentation, it is understood fundamentally in terms of observational
data—data obtained through sensory perception that nourish knowledge
and allow us to corroborate reality. The senses thus serve as the bridge
connecting the real world with rational structures.

Although Aristotle recognized induction, he did not devote a de-
tailed study to it comparable to his treatment of deduction in his syllo-
gistic logic (Aristotle, 1995; Cardenas Marin et al., 2017; Copi and Cohen,
2014; Gamut, 2002). Consequently, his classical and medieval followers
showed little concern for any method other than the deductive one. This
neglect stemmed from the belief that the senses and reason are designed
to perceive macro-level magnitudes that exhibit continuity and progres-

sion, whereas probability serves to challenge or refute the data provided 3i 1
by these large-scale magnitudes. Interest in induction reemerged centu- ’\CD)
ries later, during the Scholastic period, with the studies of Grosseteste XL

(1942), as noted by Rivadulla (1995a), who revived interest in a method
that takes experience into account and allows for the corroboration of
theory in light of sensory data. Although his thinking remained rooted
in Scholasticism, it is vital to recognize that by considering the value of
numerous cases, Grosseteste employed a process akin to statistics, which
allowed for approximations toward a reliable explanation.

Ockham (1986 and 1988) also offered an alternative perspective
on the nature of science, since alongside episterne one must also consider
doxa, which—while not constituting deductive logic—serves as a precur-
sor to being guided by empirical data. In this sense, opinion introduces a
psychological doubt into deduction. In this way, Ockham introduced the
idea that alternative, non-deductive pathways can be considered in the
construction of knowledge; while these do not invalidate deduction, they
raise crucial questions about it based on an understanding of reality that
provides data that must be accounted for.

In the Modern era, more compelling contributions regarding in-
duction emerged. As Rivadulla (1995a) notes, Bacon (2011) asserts that
science derives directly from experience through induction, thereby es-
tablishing the inductive method as a necessary path to knowledge. Draw-
ing on empiricism, he shifted the understanding of truth to the realm of
objects through his conception of truth as correspondence rather than
mere coherence (Rogers, 1985)—i.e., beyond the simple logical consis-
tency of postulates.
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According to San Martin (2005), the understanding of knowledge
as correspondence conceives of truth as the product of two dimensions
—one objective and one subjective— since truth originates from a subject
who makes a statement about something outside that subject, which is the
object. Conversely, coherence implies that the truth of statements depends
on their internal connections within a totality from which there can be no
separation from the true, a view that constitutes ontological monism.

In Bacon’s view, the true is that which maintains a verifiable con-
nection to what exists in reality and from which something is predicated
that captures that reality as objectively as possible. Deduction, by contrast,
is akin to entering a whirlpool that spins around itself without taking
diverse data into account. Deductive logic does not operate with existing
things, but with mental representations of existence; induction, on the

342 other hand, works directly with existing entities rather than their mental
(I) surrogates. What Bacon lacked—and what remains relevant today—is a
methodological correspondence: the formal link between existence and

logic, which is captured in a single word: probability.

Exactness is an inherent component inferred by deduction with
or without existing entities, and if hypotheses and facts lack a rigid logi-
cal framework, they run the risk of collapsing into psychologism. One
must be careful not to fall into a conception of probability along purely
psychologistic lines. How can this be resolved? Through frequency cal-
culation—i.e., by considering the totality of a domain where the existent
varies in its properties. The presence of higher occurrence rates denotes
the probability of the majority at the expense of the minority, so that the
probable does not constitute a haphazard form of psychologism, but rath-
er a rigorous calculation based on existents.

Baconian empiricism proposed new tools for formulating theories,
utilizing the procedure of induction through the experimental elimina-
tion of mutually competing hypotheses by means of the so-called “tables
of being or presence” (Rivadulla, 1995a). This aspect entails a logical un-
derstanding of modus tollens (Copi and Cohen, 2014; Gamut, 2002; Sup-
pes and Hill, 1988), given that the negation of an expected effect logically
leads to the negation of its possible cause.

The elimination method constituted a significant advance in how
the inductive process is conceptualized. Induction had previously been
understood merely as the collection of data and the passive acceptance
of hypotheses based on those findings; however, this approach fell prey
to the problem of hasty generalization—understood as the fallacy of in-
sufficient sample size—making it impossible to maintain a fully rigorous
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framework. When Bacon introduced the criterion of elimination, the ap-
proach to hypothesis acceptance shifted fundamentally.

In the Baconian method, when there was insufficient data to support
a hypothetical approach, one would proceed to consider a competing hy-
pothesis for which fewer data points had been eliminated.” This might su-
perficially resemble a form of falsificationism (Popper, 1980 and 2007; Pérez,
2004) —since it could be misconstrued as a kind of psychologism lacking a
formal logical foundation— but it does not include the specific theoretical
elements required to be considered as such. For Bacon, it was necessary to
actively manipulate the world to scrutinize its secrets (Hacking, 1996).

This points to the process that Bacon had to clarity for a better un-
derstanding of reality: in experimentation, the researcher can move be-
yond passive sensory data and manipulate reality to yield data that either
support or contradict hypotheses. However, this thinker’s inductive pro-
cess is insufficient to claim that probability emerged as a guiding principle,
since Bacon still placed his trust in the ultimate attainment of certainty
(Black, 1979). Thus, his advances should not be understood as paving the
way for probability, because at that time exact classical physics was de-
veloping, dominated by contributions to gravity and electromagnetism. It
was not until the twentieth century that probability as we understand it
today fully emerged, preceded by the Bayesian postulates of the eighteenth
century. For Bacon, certainty remained a criterion that had to be met. In
this light, we understand that although there was a close connection to
experimental data, these data remained anchored in rational necessity—in
the certainty derived from deduction (Stadler, 2004; Wilson, 1985). This
implies that probability, even in modern induction up to the seventeenth
century, was not viable because the overarching approach relied on the
criteria of exactness and relationships involving large quantities.

In other, simpler forms, induction appeared as a guiding principle,
but it concealed a highly pronounced deductive framework, indicating
that the foundation of inductive methodology—at least in the theorizing
of that era—always rested on a deductive scaffolding. This was evident in
various forms of experimentation. Even today, it can be observed when,
for example, a professor in a laboratory sets the conditions for conducting
an experiment, but before the experiment is carried out, students per-
form mathematical calculations. Thus, once the results are available, the
values the experiment will yield can be determined with highly accurate
approximations; it is even possible to set aside the real or material com-
ponent, since events can be analyzed rationally, and if the causal premises
or conditions are appropriate, the effect must occur. This example does
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not imply that deduction is abandoned entirely, but it highlights that the
traditional understanding of induction that has persisted to the present
day maintains a deeply deductive foundation.

At this point, the problem of probability must be properly con-
textualized. It so happens that this problem does not arise from the de-
duction of large quantities, although it is related to it, since standard in-
duction is grounded in deduction and in the criterion of exactness. It
is crucial to understand probability in terms of the fact that matter and
energy are not comprehensible as independent and progressive realities,
but rather as correlated entities that advance in irregular steps.

Induction emerged as an empirical foundation, and the method
gradually took shape through the contributions of various thinkers; how-
ever, there was not always a consensus on how the method should be ap-

344 plied to support the scientific theories outlined (San Martin, 2005). The
(I) alternative facet of induction is to focus strictly on phenomena, such that
deduction is set aside to make way for observation as the primary source

of data. Although observation has long been part of the natural scienc-
es, it was not always at the center of the scientific method (Nagel, 1991).
However, one should not generalize that everyone who conducts experi-
ments tests theories exclusively in light of observed data, or that such ob-
servations always substantially contribute to knowledge (Hacking, 1996).
In other words, there are postulates that, while appearing to consider data
obtained inductively, remain tethered to a deductive component.

In this regard, one can consider Galileo (Galilei, 2010; Camil-
leri, 2015; Drake, 1975; Fehér, 1982; Fischer, 1986; Jardine, 1976), who,
through his thought experiments, brought observational data and the de-
ductive criteria of mathematics into play —i.e., he generated an inductive
innovation that made it possible to understand the vitality of data and
incorporate it into theoretical quantification (Rogers, 1985).

To understand the consolidation of induction, one must bear in
mind that it is not a process derived from a single thinker; rather, it fol-
lowed an evolutionary path marked by fluctuations, requiring constant
refinement to withstand various attacks against its logical structure.

The ongoing tension or return to deduction that occurred in the
search for the method best underpinning scientific knowledge is evident,
but it cannot be denied that the rise of induction set a vital precedent
in the acquisition of knowledge, despite the objections raised by various
thinkers. One of these detractors was David Hume, who, although he
framed his thought within the tradition of empiricism, also highlight-
ed the profound difficulties of validating knowledge through induction.
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Hume mentioned the origin of the term “induction” as used by Aristotle,
which relates to the generalization of particular cases that fall under spe-
cific considerations (Hume, 1984; Black, 1979)—i.e., induction consists of
elevating observed and experienced events to a general theory, provided
that similar conditions are accounted for in the collection of that data.
It must be clarified that this always applies to macro-scale phenomena,
since the comparison between macro- and micro-atomic calculations is
fundamentally different, as they operate with entirely distinct concepts.
While deduction consists of starting from principles of reason—
principles provided by the human intellect, which are known a priori—
induction involves an unknown aspect of knowledge. It leads the mind
into a realm of non-knowledge, of non-certainty, and of profound un-
certainty regarding what might be encountered. It is this criterion of un-

certainty that lacks logical foundation from a deductive standpoint, yet 335
it highlights the importance of observational data in the structuring of ’QD)
scientific and philosophical theories. I

Later, Mill focused on the study of induction and posited that
this method consists of seeking causes, in a manner closely aligned with
Hume’s idea. As a methodological tool, he employed a system adapted
from the induction by elimination proposed by Bacon, formalizing the
methods of agreement, difference, joint agreement and difference, con-
comitant variations, and residues (Mill, 1973 and 1974; Black, 1979). As
can be seen, the methods for verifying inductive postulates became in-
creasingly rigorous, allowing for greater control over the experimental
process. The methods proposed by Mill made it possible to categorize
observational data and filter them to retain those offering the greatest
explanatory certainty. Although it could be argued that Mill's method re-
stricted or reduced explanations, it must be borne in mind that all these
methods dealt with data that added novelty to knowledge and were ap-
plied directly to observation; thus, they did not constitute a restriction
but rather an expansion characteristic of what has come to be established
as the inductive method (Mill, 1973 and 1974).

The inductive method, which is expected to serve as the stepping
stone to understanding probability, was eventually grounded in the use
of mathematics. It should be recalled that Euclidean geometry previously
dominated mathematics; thus, the common denominator was the syl-
logistic logical method, and deductive logic does not give way to prob-
ability but only to the demonstration of validity. If syllogistic logic were
probabilistic, then the task would consist solely of drawing conclusions
from premises. Since there was no connection to the empirical, the need
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arose to employ mathematics, which enabled the process through ab-
straction: by considering singular cases and, based on those cases, mov-
ing toward the probable, thereby introducing the concepts of uncertainty
and indeterminacy.
For his part, Black (1979) made a clear distinction from what is
generally known as induction, and his postulates include terms such as
“eduction” (arguments that proceed from particulars to particulars, such
as stating that a specific a is b without having previously observed that
all a are b) and “adduction” (the most general case of non-demonstrative
argumentation, corresponding to the classical notion of induction). By
using these terms, he indicated that induction is not a subsidiary part
of deduction. In addition to his postulates separating induction from
deduction, he outlined the most common types of inductive arguments,
346 along with one type of deductive argument:
(I) « Elaborate induction: variants of induction by simple enumera-
' tion (the selection of individuals named in the premises).
 Proportional induction: inference from the frequency of occur-
rence of a certain characteristic in a sample to the frequency of
occurrence of the same characteristic in the original population.
 Proportional abduction: reasoning from one sample to another
based on premises of the same type.
o Proportional deduction: a statistical syllogism that proceeds
from “m/n of C are B” (where m/nis greater than 1/2) and “A is
a C”an“A is a B” Some authors consider simple enumeration to
be, in a certain sense, the most fundamental form (Black, 1979).

As seen, the arguments presented highlight the inductive methods
used in the formation of theories structured under this methodology—
methods fundamentally based on enumerating observational data.

It should be noted that the inductive method evolved from simple
enumeration processes to more advanced models that required the use of al-
ternative tools for validating information; one such tool was statistics, which
paved the way for a probabilistic understanding of the inductive method.

According to Bird (2011), when referring to induction, it is com-
monly understood as a path that starts from the observed to reach the
unobserved; however, this is a misconception, since the premises of in-
ductive inferences may themselves result from previous inductions. The
author made this clarification to help readers understand that just because
a procedure is assumed to be inductive does not mean that purely induc-
tive processes are always being applied. Rather, it must be clear that there
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are certain structural nuances in the methodological considerations that
must be considered when formulating theories. Furthermore, it should
be noted that there are no purely isolated methodological programs—i.e.,
those that adhere strictly to a single methodology, whether deductive or
inductive. Instead, there are instances in which a theory has empirical
support and others in which it has rational support, reflecting a coopera-
tive framework within the methodology of science.

It must be understood that when the term “premise” is used in induc-
tive logic, it does not refer to postulates identical to those used in deduction,
but is simply used as a synonym for an assertion, without this assertion be-
ing grounded in absolute truths of reason. When one has data that are more
or less established, the path of science—which is formal knowledge—begins,
and this involves nothing more than conceptualizing the data and, at that
precise moment, arriving at a deduction. The mind typically draws deduc-
tions from data that have already been accepted, whereas dynamic science
constructs new knowledge precisely from the uncertainty of the data.

In addition to the enumeration of data obtained through experi-
mentation, induction must possess an inferential structure. Induction
provides data that nourish mental states in the observer, such that it would
not be possible to understand it through reference alone (Kuipers, 2004).
Mental states are nourished by induction and allow theories to be devel-
oped from observation, provided that methodological guidelines are re-
spected. Furthermore, it should be emphasized that theories derived from
observational induction can, without restriction, serve as a foundation for
new inductive theories. This introduces a novel aspect to the understand-
ing of induction, since inductive theories can be sustained in a chain-like
manner—something that is rarely possible in other frameworks, given
that the historical foundation of induction typically included some un-
derlying deductive component.

One author who structured his postulates around a methodologi-
cal system alternative to deduction was Peirce, who maintained that in-
ductive inference has the capacity to generate hypotheses that move from
effects to causes (Peirce, 1957; Niiniluoto, 2004). This provides an under-
standing of induction as a system that allows one to infer an explanation
whose hypothetical postulates possess sufficient inferential soundness to
support the explanation based on the observed data.

This must be understood in terms of probability, which constitutes
the condition of instability in data that are not immediately assimilated
into a rigid mental program; there is a state of asymmetry, an asynchrony
of data that do not fit. In the physics of large-scale phenomena, such data
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fit immediately, but at the micro-level, they do not align. The solution is
probability, which gives meaning to the mutability of data and the flex-
ibility of the mind. Thus, it is understood that induction is not a minor
methodological framework derived from deduction—one rooted in it
and whose scope is validated solely by the limitations of necessity or suf-
ficiency established by rational principles. Instead, it is structured as an
alternative methodology that transcends deductive criteria and takes data
from reality as a starting point to infer theories that expand the scope of
knowledge, in such a way that they expand mental states rather than be-
ing restricted to the researcher’s a priori rational conditions.

Although induction has a structure that can be independently sus-
tained, one of the problems that often arises is that it is routinely analyzed
through deductive categories; one such category is the truth inherent in a

348 deductive criterion of certainty. But even when doubt is raised about the
(I) truth of inductive inferences, scientific realists defend the position that
even the best theories must approximate the truth (Niiniluoto, 2004).

Prediction is a combination of propositional data capable of be-
ing deduced; in effect, predicting is nothing more than the application
of deduction based on the reliable stability of data. In probability, on the
other hand, one cannot predict in an absolute sense, but rather calculate
the likelihood of occurrence, which leaves a margin of error and room for
managing the data itself. Mathematics provides a significant aid in lend-
ing some structural certainty to probability.

The understanding of approximately true theories calls for a prin-
ciple upon which induction is based and which provides the rational
foundation that for centuries was required to sustain a rational, math-
ematical counterpart—and that principle is probability.

So far, induction has been approached as the methodology that gives
rise to probability. It is true that probabilities cannot be calculated from pure
deduction, as that would be conceptually absurd; however, such probabili-
ties can be obtained from induction without contradiction—but only when
one moves into the infinitesimal realm, which, ultimately, is what underlies
reality. Induction is the gateway to probability, but not the induction of large
quantities; rather, it is that which is deeply rooted in infinitesimal calculus.

Inductive Probability as a Methodological Principle

The inductive method has undergone extensive revision over the centu-
ries and has been subjected to tests and critiques that have made it possi-
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ble to revise and refine its criteria. Understanding the inductive approach
did not necessarily involve conceiving of knowledge in terms of probabil-
ity; this suggests that induction and probability did not emerge together
as a single method, but rather that the process of theoretical revision al-
lowed researchers to incorporate probabilistic criteria into the inductive
method, thereby enabling it to gain ground and achieve validation.
Dealing with probability involves working with statistics, and
working with statistics entails understanding the principles of mathemat-
ical calculus. For this reason, the following analysis will take these con-
cepts into account to understand how the principle of probability aids the
inductive method in advancing philosophical and scientific knowledge.
The concept of probability is not a recent one; rather, attempts to
establish statistical indices can be traced throughout human history—

even as far back as ancient Egypt—in connection with the creation of 3i9
numerical censuses designed to enable the definition of various courses ’\CD
of action (Maistrov, 1974). In other words, the core concept of probability AL

has been part of human understanding for a very long time.

The concept of probability emerged in the distant past of human-
ity, and the term was not initially coined as we know it today; rather, it
was linked to randomness along with mathematical categories that made
it possible to understand the greater or lesser likelihood of certain events
occurring, based on observed repetitions (Rivadulla, 1995b). Probabilis-
tic calculation emerged with the application of mathematics to observed
cases, in which repetitions made it possible to establish a trend. The ap-
plication of mathematics to observed data enabled humans to predict
events, measure greater and lesser probabilities, and, based on those mea-
surements, make informed decisions across various fields.

According to Maistrov (1974), in the fourteenth century, several
merchant ship insurance companies were established in Italy and the
Netherlands, which were responsible for insuring cargo transported be-
tween continents. These companies performed probability calculations
regarding the risks associated with it. This approach to the use of prob-
ability calculations helps us understand that, as in many aspects of hu-
man life, certain tools emerged from practical needs rather than from the
requirements of scientific knowledge; however, their applications opened
up a field that made it possible to establish principles applicable to the ac-
quisition of knowledge in general. Probability theory, as noted, developed
out of practical human needs, but in the seventeenth century it became
established as a scientific process—though it should not be forgotten that

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 337-368.



The Role of Induction and Probability in the Development of Science and Philosophy

Funcién de la induccién y la probabilidad en el desarrollo de ciencia y filosofia

several of its tools emerged from the fields of chance and gambling, pro-
viding valuable data for the development of science.

Maistrov (1974) posited the enriching role of games of chance in
the early development of probability theory, and even today, using games
of chance as a starting point for understanding probabilistic theories re-
mains a valuable teaching resource. It is important to understand that
these games spurred the development of a more detailed theory of proba-
bility, which made it possible to describe a greater number of phenomena
and solve various problems, although the theory of probability applicable
to science is not limited solely to games but has advanced to a different
level of understanding.

Pinpointing the exact starting point of probability theory within the
scientific method is somewhat complex due to its close connection to the

350 practical aspects of human life, but it can be argued that Descartes (2006)
(I) paved the way for skepticism, while Pascal (2014) positioned God not as a
certainty in the Cartesian style, but rather within a framework of probabil-

ity: God is the best bet, the best possible probability (Hajek and Hartmann,
2010). These constitute two distinct ways of thinking that broke with the
idea of absolute certainty and introduced doubt, possibility, and the con-
stant refinement of human knowledge—a system of probabilities.

The model based on certainties, while providing rational security and
finding validation in criteria of necessity, began to show limitations when
it came to obtaining data from reality; the filters were different, and new
mechanisms were required to record that data. Consequently, there was a
gradual shift away from the pursuit of absolute certainty (Rogers, 1985).

It is worth noting that although the Copernican revolution in sci-
ence took place in the sixteenth century (Copernicus, 1987) and the end
of Aristotelianism—which was the dominant mindset throughout the
West—was declared, albeit with only partial justification, the new science
remained Aristotelian in its consideration of large-scale phenomena.
Thus, gravity and electromagnetism are scientific consequences of Aris-
totelianism due to their high degree of certainty and determinism. The
definitive end of Aristotelianism and the entire classical paradigm came
with the birth of quantum theory, which paved the way for uncertainty
and indeterminacy: science, in its definitive form, became probabilistic
in the twentieth century with Schrédinger’s wave mechanics (Restrepo
Echavarria, 2024) and Heisenberg’s matrix mechanics (1975). When these
scientists shook the foundations of certainty, they established that scien-
tific knowledge requires empirical and rational pillars to be better sus-
tained (Hacking, 1996).
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The criteria of reason and experience are not inherent in tradi-
tional science; reason applies to independent and progressive elements
related to experiments that possess that quality. Reason became a matter
of probability when it could not grasp hidden reality and had to hypoth-
esize; indeed, the hidden is conjectured because it cannot be experimen-
tally verified, and thus remains indeterminate —Schrédinger’s cat serves
as a prime example.

By subjecting certainty to doubt, the way was paved for uncertain-
ty; however, this does not mean that all knowledge fell into the category
of the uncertain, but rather that researchers began to seek mechanisms
to understand it in a more or less plausible, probable way. In this regard,
Hacking (1991) and Black (1979) note that probability is not just any
mathematical discipline, but rather embodies one of the most notable

achievements of modernity by enabling the study of metaphysics and 351
epistemology through a unified methodology. ’\CD
The process of consolidating probability in science occurred grad- A

ually, and it is evident that thinkers, step by step, directed their studies
toward strengthening this theory beyond the context of games of chance.
It is worth noting that the term “probability” had not yet been formally
coined by these authors, appearing only a few times in the writings of the
period (Rivadulla, 1995a).

As can be seen, recurring terms remained rooted in the tradition
of using statistical calculations and had not yet managed to establish
themselves as a cohesive theory of probability. The definitive origin of
the term “probability” is attributed to Bernoulli in his work Ars Conjec-
tandi (1713; Rivadulla, 1995b); with this author, it is possible to mark the
emergence of probability theory as a scientific discipline. Bernoulli’s ad-
vances in the field of probability laid the foundations upon which mod-
ern and contemporary thinkers structured their theories. Bernoulli’s
proof demonstrates the relationship between the number # of observa-
tions tending to infinity and the constancy of the probability p (Ber-
noulli, 1713; Rivadulla, 1995b), as follows:

limP(p—s§f0§p+s) =1
limn — oo

This probability formula establishes the mathematical and episte-
mological foundations necessary to initiate various forms of validation
within probability calculus, helping to emphasize that the nature of prob-

ability stems from both mathematical and empirical perspectives.
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Although terms characteristic of induction—such as observation,
data, and empirical basis—are evident, probability did not emerge along-
side induction but rather within the practical world of human experi-
ence, later finding its specific path as a mathematical discipline. In this
development, the value of statistics in consolidating probability theory
must be recognized (Maistrov, 1974). In addition to proposing a statistical
framework for knowledge, Bernoulli sought to provide an epistemologi-
cal foundation for the principle of probability by arguing that it must be
measurable in terms of proportion (Rivadulla, 1995b, p. 56)—a concept
that remains central to all probabilistic formulas.

Later on, probability theory found new ways to define itself as a
mathematical discipline. Alongside the consolidation of probability the-
ory, an inductive methodology emerged that, while facing difficulties in

352 its formal foundation, called deductive certainties into question. At that

(I) point, thinkers realized that probability could provide the necessary logi-
cal framework for induction, allowing for the expansion of the horizons
of understanding regarding both the inductive method and the principle
of probability. It is through this process of reconciling induction and
probability that criteria began to be established to understand knowledge
from a new perspective (Black, 1979).

As long as probability is viewed merely as a mathematical concept,
it remains irrelevant to philosophy; but when it becomes part of an epis-
temological debate—i.e., in the construction and validation of scientific
theories—probability enters fully into the realm of philosophy. In this
sense, the issue is not only epistemological but also metaphysical, since
it allows for an understanding of the modalities of being, moving far be-
yond the realm of exactness and certainty proposed by Aristotelianism. If
one were to divide the horizon of science, only two overarching possibili-
ties would emerge: the Aristotelian and the probabilistic.

Probabilistic induction established a new way of understanding
scientific theories and allowed for the exploration of new ways of formu-
lating hypotheses, while setting aside the need for absolute certainty in
theories to make way for the possibilities of occurrence.

Later, Peirce (1957) sought to provide a foundation for probabil-
ity in its support of the inductive method, locating this in a mediation
between statistical deduction and abduction (Black, 1979). Probability
lies between reason and the empirical —between mathematics, which has
an undeniable deductive component, and the empirical, which is based
on the collection of observational data. This is why, for Peirce, it is vital
to understand that inductive hypotheses and theories, while possessing
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specific tools, must rely on statistical support of a rational nature. When
one lacks knowledge of the structure of a phenomenon—both its func-
tionality and its consequences—probability comes into play. Something
remains probable as long as the behavior of the data and their combi-
nations is unknown; indeed, probability is a theory in which common
combinations are insufficient and further combinatorial possibilities are
explored. Thus, the field of probability represents the extension of logic
into its potential variations.

For Peirce, probability found a firmer foundation in statistics
than in individual cases. This was because, according to him, determin-
istic views lacked validity, and it was preferable to ground knowledge in
constant values (Hacking, 1991)—values rooted in the numerical con-
stants established by statistics—from which his understanding of induc-

tion arose. His deterministic understanding of probabilistic induction 353
was based on the mathematical formulations he reviewed (Black, 1979), ’QD)
which seemed to impose a deterministic framework on the way scientific I

explanations are understood.

The consolidation of probabilistic induction occurred later with
authors interested in providing greater structure to a relatively young and
evolving method. Carnap (1969) sought alternatives to logically ground
induction, and among them found in probability a viable path by under-
standing it as rational credibility and as the limiting relative frequency of
occurrences (Black, 1979). However, this was an incomplete or exclusive
attempt, since there are insufficient grounds to recognize completely dis-
tinct senses of probability: one a priori and the other empirical. Yet, the
inconsistency in Carnap’s attempt to differentiate between a priori and
empirical probability does not preclude the recognition we must grant
the author for his advances in probability theory.

The system of probability calculus introduced the idea that ob-
served data can expand knowledge to the extent that observation fre-
quencies increase. Although the observer lacks the capacity to capture all
events of a given class, as observational records grow, the likelihood of a
hypothesis being true increases. The versatility of probability lies in the
fact that it is not anchored in the researcher’s mind as a priori principles
of reason but rather expands the perspective to record facts; and these
facts are not abstracted a priori but rather provide the benefit of record-
ing objective information.

Logical elements are inherent to the mind, synchronized with
facts. Events cannot be deemed “probable” in themselves; they simply oc-
cur. Yet the mind seeks not only answers but also meanings. Sometimes
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we have the answers, but they immediately become part of a network of
meanings—and this is a product of the mind. Meanings do not exist in
isolation but only in relation to one another. Probability is not merely a
response to indeterminate phenomena but the attribution of meanings.
Mathematics, together with statistics, opens the door to probabilistic an-
swers, but philosophy is called upon to open itself—through logic—to the
meaning of probability, which is what leads to the construction of theory,
i.e., of epistemology. Herein lies one of the contributions that inductive
probability makes to the construction of philosophical theories.

With the incorporation of the principle of probability into the in-
ductive method, a new field of research into reality was opened up—a way
of understanding knowledge and explaining the world not only from the
researcher’s perspective, but also by recognizing that data provide valuable

354 information that can be categorized, allowing for the expansion of scien-
(I) tific explanation (Rivadulla, 194). This constitutes the basis of probabilistic
induction, which, although it does not allow for the immediate determina-

tion of whether something is true or false—as is the case with deductive
principles—provides a progressive approach to better explanations.

In probability, the same criterion applies as in the science of large
quantities: it is not the experiment that decides, but the argument. This
indicates that probability does not derive its persuasive power solely from
data, since data only provide the variation and possibility within that
specific experiment, leaving other possibilities aside. Thus, scientists and
philosophers are not mere verifiers of experiments but rather defenders
of theory, and this opens up a wide range of meanings.

One traditional criticism of induction concerns its lack of logical
structure; however, probability emerged precisely to provide the logical
support that was required of it. Given the consolidation of the link be-
tween induction and probability, it is a mistake to think of the inductive
method as separate from this mathematical discipline. Keep in mind that
the inductive method is not always followed when calculating probabili-
ties; deduction can also make use of them (Hacking, 2009). Probability
has a statistical—and therefore mathematical—structure, and it is un-
derstood from the outset that mathematics is the quintessential example
of deduction. This does not imply that probabilistic induction borrows a
methodological approach from deduction, but rather that the framework
for calculating probabilities has a logical foundation that allows for the
validation of the inductive approach.

The essential difference between induction and deduction does not
lie in the logical system they follow to validate themselves, but rather in
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the primary source of knowledge: data or reason. In probabilistic induc-
tion, observations serve to inform a hypothesis that will be more or less
accepted in accordance with the empirical data collected. The recording
of data for probability allows observations to be formalized as proposi-
tions—statements open to evaluation—that serve as the basis for argu-
mentation and arise from controlled experiments (Bunge, 1980).

It is evident that scientific theories arise to explain reality only par-
tially, and when it comes to probabilistic induction, one must recognize
that the process is inherently progressive. It would be a mistake to assume
that the observations and hypotheses that emerge immediately rise to the
level of universal laws. Rather, they remain at a specific level —singular
statements that can form general systems of explanation as more data are
systematically incorporated.

The arguments in favor of probability’s contributions to induc- 355
tive methodology are varied. The development of probabilistic reason- /\CWD/\

ing involved several thinkers who gradually shaped the tools used, with
the aim of modeling a more reliable system that would allow for better
approximations to acceptable theories. Among the various probabilistic
approaches developed in defense of inductive methodology, one in par-
ticular was more widely accepted and subject to ongoing refinement: the
Bayesian approach, which made it possible to explore different ways of
validating empirical data in relation to their statistical compilation.

Contributions of Bayesian Probability

In the previous section, we noted that probability has both an informal
history—during which the term was not employed as it is today—and
a formal history, when the term began to be used in its current sense.
Amid this back-and-forth of theoretical adjustments, several contribu-
tions helped shape its formal structure.

Among the authors who proposed foundational probabilistic the-
ories is Bayes (1763), who draws researchers’ attention because his for-
mal proposal incorporates categories that provide rigorous criteria for
defending induction and for supporting hypotheses within probability
calculus. It is necessary to analyze Bayesian approaches because his per-
spective underpins what is known as his inductive logic—a conception
that suggests a robust way to confer validity on a system that was previ-
ously criticized for lacking such a structural foundation (Pinto, 2002).

The Bayesian system is important to the study of probabilistic in-
duction, since the author was not only concerned with theoretically sup-
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porting the inductive method but also sought a probabilistic formulation
that would allow for the definition of validation criteria for that method-
ology. Bayes’ logical system posits various theses regarding probability.
Notably, this system explicitly involves individuals’ belief systems, and
probability calculus serves to measure the degrees of these systems.

At this point, a common range emerges in probability calculus that
involves measuring degrees of confidence between 1 and 0. This frame-
work is notable for its proximity to mathematical logic; however, despite
sharing a certain relationship with it, Bayes incorporated the space be-
tween states of absolute certainty to indicate the greater or lesser degree
of confidence that a belief system can provide. It should be noted that
probability does not allow for degrees of belief greater than 1 or negative
values, because there are two absolute extremes that cannot be exceeded:

356 either a belief approaches the maximum value of a true state, or it moves
(I) to approach the maximum at the opposite extreme—toward a state of
falsity regarding the assertion made.

In this method of grading beliefs, Bayes found a mechanism for
establishing verifiable criteria that made it possible, procedurally, to set
values that could be tested against data obtained through induction (Bird,
2011).Viewed in this way, Bayesian probability does not postulate fixed or
static states of affirmation but rather possesses an inherently incremental
nature; it increases the likelihood of a belief in accordance with new data
as they are obtained. In this manner, Bayes accounted for the fact that
the inductive process is structured around the researcher’s mental states
when observing facts, and that each new piece of data collected directly
influences the observer’s belief.

When discussing the observer’s degrees of belief, there is a risk
of interpreting probabilistic induction as something merely subjective.
However, it must be borne in mind that it is not subjective insofar as the
assertions do not arise purely from the individual’s intellect, but rather
stem from the collection of data and, from that point, are elevated to the
researcher’s understanding; thus, they serve as an objective argument for
defining the gradation of beliefs established in the hypotheses. Bayesian
postulates leave the field of understanding reality open; i.e., theories are
not restricted solely to nourishing a static body of beliefs and marking it
as definitive, but rather allow for the systematic reconsideration of theo-
ries as data collection expands (Chalmers, 1999).

It must be borne in mind that Bayesian epistemology is not merely
passive data collection, as this would lead to an Aristotelian-style refer-
entialism—unconsciously implying that data alone construct probability,
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and thus that the experiment, rather than the theory, is the deciding fac-
tor. This interpretation contradicts the principle already stated; therefore,
it will be maintained that it is not the experiment that decides, but the
argument. If it is not merely the data, but rather the interpretation and
meaning of the data resulting from logical analysis, then interpreting is
not reproducing the data, but rather seeking structural meanings that in-
volve the use of logical connectives. From a logical perspective, data can
be combined in as many ways as possible until a contradiction is reached,
which constitutes the boundary of all science and philosophy. The limit of
probability is contradiction—not the data themselves, but the combina-
tions that have been made of them. This opens up a new perspective on
the understanding of induction, supported by Bayesian probability. In-
duction does not consist of immediately elevating a particular collection
of data to a general postulate, but rather comprises a series of processes
that gradually refine assertions and even allow for the correction of previ-
ous statements based on the data obtained from experimentation.

Probabilistic induction establishes a relationship of inquiry that
proceeds from effect to cause, unlike deduction, which is concerned with
defining the necessary causes to explain effects. Bayes’ theorem clearly
articulates this inductive premise as follows:

We have an event (the data) and want to know whether it was caused by
one of the causes Al, A2, (...) (a series of competing scientific hypoth-
eses; these are the possible causes of B). The probabilities P(A1), P(A2),
(...) P(An)—i.e., the prior probabilities of each of the rival hypotheses—
are known, as are the probabilities P(B/A1), P(B/A2), P(B/An) or the
likelihood of obtaining the data B depending on which of the hypoth-
eses is true. Therefore, the probability P(Ai /B) (the final probability that
hypothesis Ai is true, once we have obtained the data B) is given by the
following expression (Diaz, 2007, pp. 12-13).

The calculation of probabilities within the Bayesian approach does
not merely detail the likelihood of a single hypothesis arising from the
data; rather, it involves a much more detailed analysis. Based on the ob-
served data, several hypotheses will emerge that could explain the cause
of that effect, each of which is supported by the collected data—i.e., they
are never hypotheses disconnected from the events.

The practice of moving from the conditioned to the conditions was
present in Hume (1984) and Kant (2004); however, this does not indi-
cate that it is an inherently probabilistic endeavor, but rather an element
of critique. At the level of mathematical probability, there will be many
possibilities precisely because of the proliferation of hypotheses; but it
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is at the philosophical level that probability assumes the role of critique.
Deduction and referentialism are not critical ways of presenting science,
given their frequent absence of empirical data and reliance on reason
alone, which can lead to dogmatism in science; indeed, such an approach
could scarcely be called science—at best, it is dogmatic philosophy. Criti-
cism is probabilistic because it brings logical elements into dialogue with
facts, presenting alternatives that are not limited to a single point of view
or a unique criterion of truth but open themselves to possibilities. From
this perspective, one could say that critique is the philosophical version
of what is probable.

The probability of hypothetical explanations is reinforced as reality
provides data that offer greater or lesser evidence, and one can distinguish
between these hypotheses in accordance with the values presented in the

358 mathematical formulation. Thus, Bayes’ theorem serves as a criterion for
(I) distinguishing between competing hypotheses—a system that employs
statistical values but is thoroughly informed by experimental data. Bayes’

formula (1763) is formulated as follows:

_ _P[B/A,].P[A]
P[An/B] © Y P[B/A|.P[A]

This formula helps us understand that whether the probability of
a cause or hypothesis #, is higher or lower depends on the ratio of the
relationship between the effect and hypothesis #, to the sum of the prob-
abilities of the effect across the initial causes. We understand that in the
process of validating new theories, each hypothesis n will, in the subse-
quent step, replace hypothesis i.

What Bayes theorem introduced into inductive probability in-
volves a statistical approach that moves from the particular to the gener-
al—i.e., from the sample to the population—but not directly by bypassing
rules of reasoning; rather, it is progressively consolidated through the re-
peated refinement of competing hypotheses, in which a hypothesis n may
be accepted as more or less probable, or even rejected, as the data provide
supporting or contradictory evidence.

There have been several followers of the Bayesian approach to in-
ductive probability; among them is de Finetti (1972), for whom reason-
ing inductively is nothing more than calculating p (h, e), the probability
of h given the observation of e, according to Bayes’ theorem (Rivadulla,
1995a), where e, is given by empirical evidence or experimental data—the
effects. Understanding the probability range of a hypothesis between the
values 1 and 0 leads to the realization that no possible explanation can be
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ruled out a priori; rather, observational evidence e, is required to support
or rule out that explanation as a possible cause of the effect.

Empirical evidence or data constitutes a compelling argument in
probabilistic induction; unlike the irrelevance of data in deduction, in
this methodology its value is high, since it has the capacity to increase the
degree of acceptance of a hypothesis based on observations. These obser-
vations must follow patterns that allow for the establishment of statistical
boundaries; otherwise, there would be hundreds of data points without
rational categorization (Labastida, 158). Researchers who employ Bayes-
ian approaches must clearly understand that cases must be collected ob-
jectively and that their occurrence will not always be constant; this is why
the frequency criterion was introduced (Diaz, 2007). This clarification
highlights the essential distinction between induction and deduction.

The concept of hypotheses exists in deductive methodology, but 359
their justification depends on rational arguments—such as laws or corol- ’\C)
laries—that allow a truth value to be attributed to the hypothetical state- AL

ment. In probabilistic induction, on the other hand, there is no primary
foundation based on laws, because there is no establishment of initial
laws, only data collection; thus, inductive hypotheses lack a stable crite-
rion of truth, and their acceptance is directly proportional to the frequen-
cies derived from experimentation.

This is due to the category of precision within which macro-level
phenomena operate. Indeed, probability, even today, does not enter into
macro-scale phenomena because it is not needed there, as the laws of
classical physics govern that realm. One must not succumb to the need to
resort to probability when human beings are sensory beings who require
stability. The problem will be even greater when a similar effect to that
seen in Modernity occurs: when the influence of mathematical physics
shaped the theory of knowledge, shifting toward a more subject-centered
approach, yet one that includes explicit references to objects.

This results in a duality in the probabilistic conceptualization of a
hypothesis: a probability derived from the hypothesis itself and one de-
rived from the data (Diaz, 2007). This dual concept helps us understand
that, in the application of induction, although we seek a starting point
from the object, the subject possesses mental states that help them orient
themselves toward what they wish to investigate; it is not a blank mind.
This does not imply that probability is a matter more of the subject than
of the object; one must be careful not to make that confusion because,
for example, the physics of microparticles can be studied only through
probability—this is neither subjectivity nor a psychological burden. This
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might seem like a critique of the structure of probabilistic induction, but
all it does is situate the criteria by which probability is employed within
inductive methodology. As noted earlier, Bayes’ theorem never establishes
certainty regarding a hypothesis; its purpose is not to provide deductive
support but rather to calibrate beliefs. Its focus is on providing empirical
support for hypotheses based on the collected data.

One of the issues that might cause unease for the researcher is the
use of the concepts of subjectivity and objectivity, since it appears that the
reviewed literature tends to frame induction in terms of the individual’s
subjective, almost psychological states. However, a careful review of the
mechanisms used in both methodologies—deductive and inductive—will
show that the purpose of probabilistic induction is to consolidate the men-
tal state of a subject—in this case, the researcher—in light of objective data,

360 statistical measurement, and the comparison of statements about reality.
¢ l) Based on this, Bayes’ theorem at no point deals with rules for accepting the
truth or falsity of a hypothesis based on the data—no matter how high the

probability obtained—but rather seeks to continue increasing probabili-
ties through the updating of data (Psillos, 2004), thereby elucidating the
inferential chain structured by the information gathered.

Probabilistic induction provides a process-oriented understand-
ing of knowledge construction. The support for a hypothesis within a
probabilistic system does not lead to establishing its truth or falsity, but
rather to connecting it to the probability of a subsequent hypothesis. This
constant updating is possible thanks to the continuous collection of data
from experience, which further shapes scientific explanations.

When considering chains of data—an endless stream of informa-
tion gathered from reality—one might envision an infinite path of proba-
bilistic calculations; and, in fact, it opens the door to understanding an
unfinished science, one that can always renew its explanations. But this
should not be understood as a regression to infinity or an absurdity; rath-
er, with each advance in the probable acceptance of hypotheses, scientific
knowledge and explanation expand.

The path of expansion of scientific knowledge based on Bayesian
postulates can be understood when one considers the need for constant
updating of theories, and this is made possible by recent data obtained
by the researcher, while also making room for data collected by other
researchers (Hajek and Hartmann, 2010).

Viewed in this light, the Bayesian probabilistic inductive model
combines elements that have allowed it to establish itself as a comprehen-
sive vision of knowledge. Meaning, memory, and testimony are key to the
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construction of knowledge and constitute mutually supportive building
blocks; the goal of this integrative vision is the constant improvement of
our explanation of the world. This understanding of theories as a quest
for an ever-improving explanation is relevant to the researcher’s work,
since knowledge does not arise solely from the reasons established by the
subject but is open to new empirical findings. It is evident that for this
progressive construction of knowledge to be possible, inductive infer-
ences take on a generalizing character (Kuipers, 2004); however, there is a
limit to these generalizations, namely that their scope is restricted to the
level of the hypothesis undergoing probabilistic evaluation, and they will
suffice to establish the degree of belief in that hypothesis. In other words,
the generalization obtained is not immediately elevated to the status of
a law; there is no such broad rational leap due to the risk of committing

argumentative fallacies. 32 1
Probabilistic induction in the Bayesian model does not provide C)
states of truth or falsity for statements; what is obtained is a progressive AL

approximation to the truth, although within these criteria it will not be
possible to establish an absolute truth based on observational evidence
(Kuipers, 2004). Although the notion of truth is not ruled out in this sys-
tem, its function is not the same as that attributed to it in the deduc-
tive model of certainty; rather, it becomes a point of reference—a kind of
nominal truth (Kuipers, 2004)—from which statements are formulated
based on the data.

It should be clarified that truth in probability cannot be attained
through reference, since that would constitute Aristotelianism, and prob-
ability is not Aristotelian. The data show how the world is presented, but
it is through probability that ontology is reframed. So, is the world the one
that truly appears to be? For Aristotelians, yes, but for probabilists, the an-
swer is different. Therefore, if truth-falsehood is related to exactness, then
the false will be the probable, precisely because it is indeterminate; but if
truth-falsehood is relative, the exact is nothing more than the assessment
of a categorical state of large magnitudes—that is, the brain was canoniz-
ing things according to categories based on the laws of larger magnitudes;
for example, where matter ends, energy begins. On the other hand, at the
relative, uncertain, and probabilistic level, it is discovered that categories
must also change when one enters the world of fundamental and consti-
tutive elements: what appeared separate at the macroscopic level, as cat-
egories, was, at the elementary constitutive level, a tangle of relationships,
for which there was no capacity to unravel that inner world. Thus, truth
value lies in flexibility rather than in exactness.
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The novelty of the methodological advance represented by Bayes’
theorem lies in the ability to approximate the truth provided by probabil-
ity calculus (Kuipers, 2004)—something that is irrelevant in deduction
and, consequently, limits assertions to the researcher’s rational process,
setting aside—or relegating to the background—observational accounts
of reality.

Conclusions

The inductive method has been subject to centuries of analysis, defense,

and refutation. It has been shown that many thinkers have valued its

scope, but at the same time, it has had to overcome various methodologi-
362 cal limitations to meet the theoretical requirements that establish it as a
( 1) valid method for justifying knowledge.

l The key methodological element for the emergence of induction
was probability, since it fulfills the formal mathematical requirements
that cannot be overlooked in science—namely, the mathematical founda-
tion of theories. In this regard, it has become evident that induction will
never satisfy the concept of certainty; this is because certainty belongs to
a different methodological field—deduction. In fact, much confusion and
many refutations have arisen because philosophers of science analyzed
probabilistic induction through the lens of deduction based on certainty,
leading to a profound methodological incommensurability.

Induction and probability did not share similar origins; it would
be a mistake to assume that probability belongs inherently to induction
and vice versa. As we have seen in the course of this argument, probabi-
listic calculations had rather informal beginnings in recreational fields
such as games of chance, whereas induction has been connected from its
very outset to philosophy and, more specifically, to the branch known as
epistemology. Furthermore, probabilities are not restricted to exclusive
use within the inductive method, since probabilistic calculations can also
be successfully employed in deductive theories; this is due to the math-
ematical and statistical framework involved in measuring the likelihood
of occurrence.

What makes probability unique to induction is that its starting
point is not contingent on concepts preestablished by the researcher, but
rather is grounded in the systematic collection of factual data—of oc-
currences—and this is precisely what begins to inform knowledge. It is
acknowledged that this approach could lead to a fallacy of hasty gener-
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alization, but if probability calculations are used properly, they actively
prevent this error. Furthermore, this fallacy is ruled out by understanding
that the ultimate purpose of the calculation is not to arrive at absolute
certainty regarding what is true or false, but rather to determine what
is more or less probable; thus, a probability value will never be exactly 1
or 0 (true or false in its deductive logical counterpart), but rather ranges
fluidly between these two values.

Bayes’s application of the principle of probability to inductive
methodology helped clarify the path this method should follow to iden-
tify better validation criteria, and paved the way for its development and
acceptance thanks to the statistical support that guides data collection.
However, despite the warm reception given to Bayesian postulates and the
advances made by his followers in revising formulas to ensure improved

validation criteria, induction and its probabilistic foundation remained 323
the focus of methodological observations and criticisms. Nevertheless, ’\CD
the current consensus in epistemology is not that science possesses true A

or absolute theories, but rather that probable theories are embraced, and
it is probability that has enabled the development of groundbreaking
theories over the past century. This does not imply that deduction is side-
lined or no longer considered a valid method today, as it remains highly
relevant, but it does not overlook the rich possibilities offered by proba-
bilistic induction. Understanding philosophy and science through these
criteria allows us to extend our reasoning to possible worlds. The endur-
ing contribution of this method to knowledge has been that it allows us to
break away from absolute or dogmatic understandings in order to move
toward flexible, argumentative possibilities without ever abandoning the
bedrock foundation of reality.

Notes

1. It is important to note that when it comes to induction, the starting point is not
premises but facts; however, in logical theory, the term “premise” is used to refer to
the relationship within the structure of the inductive argument.

2. “Competing hypotheses” are assumptions that seek to explain a reality from two
conceptual perspectives that are not necessarily similar.
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Publication guidelines in «Sophia»

ISSN: 1390-3861 / e-ISSN: 1390-8626

1. General Information

«Sophia» is a scientific publication of the Salesian Polytechnic University 3271
of Ecuador, published since January 2006 in an uninterrupted manner, with a Ql
fixed biannual periodicity, specialized in Philosophy of Education and its in- It

terdisciplinary lines such as Epistemology, Deontology, Aesthetics, Critical Stu-
dies, Hermeneutics, Axiology, Ontology, Philosophical Anthropology, Sociolo-
gy, Philosophical Analytics, among others, all linked to the field of Education.

It is scientific journal, which uses the peer-review system, under double-
blind review methodology, according to the publication standards of the Ame-
rican Psychological Association (APA). Compliance with this system allows
authors to guarantee an objective, impartial and transparent review process,
which facilitates the publication of their inclusion in reference databases, repo-
sitories and international indexing.

«Sophia» is indexed in (SCOPUS) Emerging Sources Citation Index
(ESCI) from Web of Science; in Scientific Electronic Library Online (SciELO);
in the Scientific Information System (REDALYC); in the directory and selecti-
ve catalog of the Regional Online Information System for Scientific Journals of
Latin America, the Caribbean, Spain and Portugal (LATINDEX), in the Matrix
of Information for the Analysis of Journals (MIAR), in Integrated Classification
of Scientific Journals (C.I.R.C), in the Academic Resource Index (Research Bi-
ble), in the Ibero-American Network of Innovation and Scientific Knowledge
(REDIB), in the Portal for the dissemination of scientific production (Dialnet);
in Latin American Bibliography in Journals of Scientific and Social Research
(BIBLAT); in the Directory of Open Access Journals DOA]J and in repositories,
libraries and specialized catalogs of Latin America.

The journal is published in a double version: printed (ISSN: 1390-3861)
and digital (e-ISSN: 1390-8626), Spanish and English, each work being identi-
fied with a DOI (Digital Object Identifier System).
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2. Scope and policy

2.1. Theme

Original contributions in Philosophy of Education, as well as related
areas: Epistemology, Deontology, Aesthetics, Critical Studies, Hermeneutics,
Axiology, Ontology, Philosophical Anthropology, Sociology, Philosophical
Analytics,... and all interdisciplinary related disciplines with a philosophical
reflection on education

2.2. Contributions

«Sophia» publishes critical studies, reports and proposals, as well as
selected state-of-the-art literature reviews related to Philosophy of education.
Accepting also results of empirical research on Education, written in Spanish
372 and/or English.
(l) The contributions can be:

Reviews: 10,000 to 11,000 words of text, without including charts
and references. Justified references would be specially valued.
(around a minimum of 60 works)

Research: 8,000 to 9,500 words of text, without including title, abs-
tracts, descriptors, charts and references.

Reports, studies and proposals: 8,000 to 9,500 words of text,
without including title, abstracts, charts and references.

2.3. Characteristics of the content

All works presented for publication in «Sophia» must comply with the
characteristics of scientific research:

Sophia 41: 2026.

Be original, unpublished and relevant

Address issues that respond to current problems and needs
Contribute to the development of scientific knowledge in the field
of Philosophy of Education and its related areas

Use adequate, clear, precise and comprehensible language

Not have been published in any medium or in the process of arbi-
tration or publication.

Not to be the result of thesis work, monographs, and/or degree
projects

Do not exceed 2% similarity with other documents.

If applicable, explicitly and responsibly disclose the use of artifi-
cial intelligence tools, ensuring that their application was limited to
technical support or writing assistance, without compromising the
originality or intellectual authorship of the manuscript.
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Depending on the relevance of the article, it will be considered as special
contributions and will occasionally be published:

Works that exceed the stated extent.

Articles with more than three authors will be accepted when they
address a topic of significant relevance to the scientific communi-
ty, involve complex categorical analysis within a specific field of
knowledge, are produced by researchers from different countries
and continents, and receive an outstanding evaluation from inter-
national peer reviewers.

Works that do not correspond to the subject of the reflection fore-
seen for the respective issue.

2.4. Periodicity

«Sophia» has a biannual periodicity (20 articles per year), published
in January and July and counts by number with two sections of five articles
each, the first referring to a Monographic topic prepared in advance and with
thematic editors and the second, a section of Miscellaneous, composed of
varied contributions within the theme of the publication.

2.5

2.6

2.7

Transparency, equity, and recognition of researchers’ contri-
butions. To promote transparency, equity, and the proper ac-
knowledgment of each contributor’s role in scientific produc-
tion, Sophia journal adopts the Contributor Roles Taxonomy
(CRediT).

Research integrity. To ensure the integrity of the research pro-
cess and intellectual honesty, Sophia requires the disclosure
of any use of Artificial Intelligence (AI) with the purpose of
identifying the extent of automated intervention in the cre-
ation, writing, analysis, or review of content. This disclosure is
an imperative for clearly delineating human responsibility in
the generation of content to be published by Sophia, and for
fostering a culture of openness toward the appropriate use of
technological tools in scientific production. The declared use of
Al is a prerequisite for the ethical and rigorous advancement of
knowledge.

Retraction. In the event that the author of a manuscript sub-
mitted to the Sophia: Collection of Philosophy of Education jour-
nal, in the required Declaration of AI Use, has explicitly stated
that no Artificial Intelligence (AI) tools were used, and despite
the editorial checks carried out throughout the various stages
of the review process up to publication, aspects related to simi-
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larity, overlap, false or inappropriate information regarding the
use of Al were not detected in time—if, after publication, im-
proper use of Al is confirmed—the journal reserves the right to
sanction the author(s) through formal retraction of the article.
This implies the removal of the document from the journal, the
withdrawal of the author(s)’ claim as stated in the Declaration
of Al Use, and the public acknowledgment of the error. The
author(s) must formally admit the mistake and revoke their
previous declaration.

2.8 Fees. Sophia does not charge for publication. There are no fees
or payments required from authors or readers. Access to all con-
tent is completely free of charge. The processing of manuscripts
and/or publication materials is fully sponsored by the Salesian

374 Polytechnic University of Ecuador. Authors are entirely exempt

(I) from any payment.
' 3. Presentation, Structure and Submission of the Manuscripts

Texts will be presented in Arial 12 font, single line spacing, complete
justification and no tabs or blank spaces between paragraphs. Only large blocks
(title, authors, summaries, keywords, credits and headings) will be separated
with a blank space. The page should be 2 centimeters in all its margins.

Papers must be submitted in a Microsoft Word document (.doc or
.docx), requiring that the file be anonymized in File Properties, so that the
author/s identification does not appear.

Manuscripts must be submitted only and exclusively through the OJS
(Open Journal System), in which all authors must previously register. Originals
sent via email or other interfaces are not accepted.

3.1. Structure of the manuscript

For those works that are empirical investigations, the manuscripts will
follow the IMRDC structure, being optional the Notes and Supports. Those
papers that, on the contrary, deal with reports, studies, proposals and reviews
may be more flexible in their epigraphs, particularly in material and methods,
analysis, results, discussion and conclusions. In all typologies of works, referen-
ces are mandatory.

A. EMPIRICAL RESEARCH

Its purpose is to contribute to the progress of knowledge through ori-
ginal information, following the IMRDC structure: Introduction (objectives,
previous literature). Materials and methods, Analysis and Results, Discussion,

Sophia 41: 2026.
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integration and conclusions. Following the criteria set by UNESCO, it is these
types of scientific texts are also called as: “original memories”

The recommended structure, especially in works that include empirical
research, is the following:

1) Title (Spanish) /Title (English): Concise but informative, in Spanish
on the first line and in English on the second. A maximum of 85 characters
with spaces are accepted. The title is not only the responsibility of the authors,
changes being able to be proposed by the Editorial Board.

2) Identification data: Of each of the authors, organized by priority.
A maximum of 3 authors will be accepted per original, although there may be
exceptions justified by the topic, its complexity and extent. When the subject
matter is of significant relevance to the scientific community, involves complex
categorical analysis within a specific field of knowledge, is developed by resear-
chers from different countries and continents, and receives an outstanding eva-

luation from international peer reviewers. Next to the names must follow the 375
professional category, work center, email of each author and complete ORCID @7)
number. Aspects that must be included in the Cover Letter, must also be uploa-

ded to the OJS system of the journal, in the Metadata section and /or in a word
document attached to the file containing the work proposed for the evaluation.

3) Abstract (Spanish) / Abstract (English): It will have a minimum
length of 210 and a maximum of 220 words in Spanish; and 200 and maximum
210 words in English. The abstract will describe concisely and in this order:
1) Justification of the topic; 2) Objectives; 3) Methodology; 4) Main results; 5)
Main conclusions. It must be impersonally written “This paper analyzes..”. In
the case of the abstract, the use of automatic translators will not be accepted
due to their poor quality.

4) Keywords (Spanish) / Keywords (English): A maximum of 6 ke-
ywords must be presented for each language version directly related to the
subject of the work. The use of the key words set out in UNESCO’s Thesaurus
and of the journal itself, located in the following link: https://sophia.ups.edu.ec/
tesauro_sophia.php, will be positively valued.

5) Introduction and state of the issue: It should include the problem
statement, context of the problem, justification, rationale and purpose of the
study, using bibliographical citations, as well as the most significant and current
literature on the topic at national and international level..

6) Material and methods: It must be written so that the reader can ea-
sily understand the development of the research. If applicable, it will describe
the methodology, the sample and the form of sampling, as well as the type of
statistical analysis used. If it is an original methodology it is necessary to ex-
plain the reasons that led to its use and to describe its possible limitations.

7) Analysis and results: It will try to highlight the most important ob-
servations, describing them, without making value judgments, the material and
methods used. They will appear in a logical sequence in the text and the essen-
tial charts and figures avoiding the duplication of data.

Sophia 41: 2026.
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8) Discussion and conclusions: Summarize the most important fin-
dings, relating the observations themselves with relevant studies, indicating
contributions and limitations, without adding data already mentioned in other
sections. Also, the discussion and conclusions section should include the de-
ductions and lines for future research.

9) Supports and acknowledgments (optional): The Council Science
Editors recommends the author (s) to specify the source of funding for the
research. Priority will be given to projects supported by national and inter-
national competitive projects. In any case, for the scientific evaluation of the
manuscript, it should be only anonymized with XXXX for its initial evaluation,
in order not to identify authors and research teams, which should be explained
in the Cover Letter and later in the final manuscript.

10) The notes (optional) will go, only if necessary, at the end of the arti-
cle (before the references). They must be manually annotated, since the system

376 of footnotes or the end of Word is not recognized by the layout systems. The
(' ?) numbers of notes are placed in superscript, both in the text and in the final
l note. The numbers of notes are placed in superscript, both in the text and in

the final note. No notes are allowed that collect simple bibliographic citations
(without comments), as these should go in the references.

11) References: Bibliographical citations should be reviewed in the
form of references to the text. Under no circumstances should references not
mentioned in the text be included. Their number should be sufficient to contex-
tualize the theoretical framework with current and important criteria. They will
be presented alphabetically by the first last name of the author.

B. REVIEwWS

Literature reviews are based on the analysis of major publications on
a giveLiterature reviews are based on the analysis of major publications on a
given topic; Its objective is to define the current state of the problem and to
evaluate the investigations carried out. Its structure responds to the phases of
the theme/ problem, contributions of researchers or teams, changes in theory
or main theoretical currents; unsolved problems; current and future trends
(Giordanino, 2011). According to UNESCO, this type of work is also known as
“recapitulative studies”

1) Title (Spanish) /Title (English): Concise but informative, in Spanish
on the first line and in English on the second. A maximum of 85 characters
with spaces are accepted. The title is not only the responsibility of the authors,
changes being able to be proposed by the Editorial Board.

2) Identification data: Of each of the authors, organized by priority.
A maximum of 3 authors will be accepted per original, although there may be
exceptions justified by the topic, its complexity and extent. When the subject
matter is of significant relevance to the scientific community, involves complex
categorical analysis within a specific field of knowledge, is developed by resear-
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chers from different countries and continents, and receives an outstanding eva-
luation from international peer reviewers. Each name must next to the names
must follow the professional category, work center, email of each author and
complete ORCID number. Aspects that must be included in the Cover Letter,
must also be uploaded to the OJS system of the journal, in the Metadata section
and /or in a word document attached to the file containing the work proposed
for the evaluation.

3) Abstract (Spanish) / Abstract (English): It will have a minimum
length of 210 and a maximum of 220 words in Spanish; and 200 and maximum
210 words in English. The abstract will describe concisely and in this order: 1)
Justification of the topic; 2) Objectives; 3) Methodology; 4) Main results; 5)
Main conclusions. It must be impersonally written “This paper analyzes..” In
the case of the abstract, the use of automatic translators will not be accepted
due to their poor quality.

4) Keywords (Spanish) / Keywords (English): A maximum of 6 ke-
ywords must be presented for each language version directly related to the sub-
ject of the work. The use of the key words set out in UNESCO’s Thesaurus and
of the Journal itself will be positively valued.

5) Introduction: It should include a brief presentation of the topic, the
formulation of the purpose or objective of the study, the context of the problem
and the formulation of the problem that is proposed, the presentation of the
idea to be defended, the justification explaining the importance, the relevance
of the study; the methodological framework used, and finally, a brief descrip-
tion of the structure of the document. In the justification it is necessary to use
bibliographical citations as well as the most significant and current literature on
the subject at national and international level.

6) Body or development of the document: It implies putting into prac-
tice throughout the text, a critical attitude that should tend towards the inter-
pellation, in order to attract the attention of the topic and the problem treated.
The writer must generate in the reader the capacity to identify the dialogical
intention of the proposal and to promote an open discussion.

7) Conclusions: Objectively state the results and findings. Offer a vision
of the implications of the work, the limitations, the tentative response to the
problem, the relations with the objective of the research and the possible lines
of continuity (to fulfill this objective it is suggested not to include all the results
obtained in the research). The conclusions should be duly justified according
to the research carried out. The conclusions may be associated with the recom-
mendations, evaluations, applications, suggestions, new relations and accepted
or rejected hypotheses.

8) Bibliography: It is the set of works used in the structuring of the
scientific text. It should include only the reference of the works used in the
research. Bibliographical references should be ordered alphabetically and con-
form to the international APA standards, in their sixth edition.
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3.2. Guidelines for references

PERIODIC PUBLICATIONS

Journal article (author): Valdés-Pérez, D. (2016). Valdés-Pérez, D. (2016). In-
cidencia de las técnicas de gestion en la mejora de decisiones administrativas
[Impact of Management Techniques on the Improvement of Administrative De-
cisions]. Retos, 12(6), 199-2013. https://doi.org/10.17163/ret.n12.2016.05

Journal Article (Up to six authors): Ospina, M.C., Alvarado, S.V., Fefferman, M.,
& Llanos, D. (2016). Introduccién del dossier tematico “Infancias y juventudes:
violencias, conflictos, memorias y procesos de construccién de paz” [Introduc-
tion of the thematic dossier “Infancy and Youth: Violence, Conflicts, Memories
and Peace Construction Processes”]. Universitas, 25(14), 91-95. https://doi.
org/10.17163/uni.n25.%25x

Journal article (more tan six authors): Smith, S.W., Smith, S.L. Pieper, K.M.,
Yoo, J.H., Ferrys, A.L., Downs, E.,... Bowden, B. (2006). Altruism on Ameri-
can Television: Examining the Amount of, and Context Surronding. Acts of
Helping and Sharing. Journal of Communication, 56(4), 707-727. https://doi.
org/10.1111/j.1460-2466.2006.00316.x

Journal article (without DOI): Rodriguez, A. (2007). Desde la promocion de
salud mental hacia la promocion de salud: La concepcion de lo comunitario en
la implementacién de proyectos sociales. Alteridad, 2(1), 28-40. (https://goo.gl/
zDb3Me) (2017-01-29).

Books AND Booxk CHAPTERS

Full books: Cuéllar, J.C., & Moncada-Paredes, M.C. (2014). El peso de la deuda
externa ecuatoriana. Quito: Abya-Yala.

Chaprter of book: Zambrano-Quifiones, D. (2015). El ecoturismo comunitario
en Manglaralto y Colonche. En V.H. Torres (Ed.), Alternativas de Vida: Trece ex-
periencias de desarrollo endégeno en Ecuador (pp. 175-198). Quito: Abya-Yala.

DIGITAL MEDIA

Pérez-Rodriguez, M.A., Ramirez, A., & Garcia-Ruiz, R. (2015). La com-
petencia mediatica en educacion infantil. Andlisis del nivel de desar-
rollo en Espana. Universitas Psychologica, 14(2), 619-630. http://dx.doi.
org/10.11144/Javeriana.upsy14-2.cmei

It is prescriptive that all quotations that have DOI (Digital Object Iden-

tifier System) are reflected in the References (can be obtained at http://goo.
gl/gfruh1). All journals and books that do not have DOI should appear with
their respective link (in their online version, if they have it, shortened by Bitly:
https://bitly.com/) and date of consultation in the indicated format.

Journal articles should be presented in English, except for those in Spa-

nish and English, in which case it will be displayed in both languages using
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brackets. All web addresses submitted must be shortened in the manuscript,
except for the DOI that must be in the indicated format (https://doi.org/XXX).

3.3. Epigraphs, Figures and Charts

The epigraphs of the body of the article will be numbered in Arabic.
They should go without a full box of capital letters, neither underlined nor bold.
The numbering must be a maximum of three levels: 1./ 1.1./ 1.1.1. A carriage
return will be established at the end of each numbered epigraph.

The charts must be included in the text in Word format according to
order of appearance, numbered in Arabic and subtitled with the description of
the content.

The graphics or figures will be adjusted to the minimum number requi-
red and will be presented incorporated in the text, according to their order of
appearance, numbered in Arabic and subtitled with the abbreviated descrip-
tion. Their quality should not be less than 300 dpi, and it may be necessary to
have the graph in TIFE, PNG or JPEG format.

4. Submission Process

The receipt of articles is permanent, however, considering that the publi-
cation of the Sophia Journal is bi-annual, the manuscripts must be sent at least
one period before the date stipulated in the corresponding Call.

The manuscripts must be sent through the OJS (Open Journal System)
system of the journal, for which it is necessary that the author previously regis-
ters in the respective space (enter in the following link: http://sophia.ups.edu.
ec/index.php/sophia/user/register, complete the form and follow each of the
suggested steps).

The five documents that must be submitted are:

1. Letter of introduction. This document includes a declaration stat-
ing that the submitted manuscript is an original contribution, has
not been submitted to or is under review by any other journal. It
also includes the acceptance of the signing authors, allowing, if ap-
plicable, the editorial team of Sophia to make changes to the con-
tent, formal aspects, and style of the document following the jour-
nal's requirements after the manuscript review process. Additionally,
the Letter of introduction or Presentation contains a Rights Transfer
section (partial transfer of rights to the publisher) and a Conflict
of Interest Declaration, in accordance with editorial guidelines. This
document must be signed and submitted through the OJS system in
the “Supplementary Files” section.

2. Cover Letter. This letter should include the following information

Sophia 41: 2026.
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Title. In Spanish in the first line, in letter Arial 14, with bold and
centered, with a maximum of 85 characters with space. In English in
the second line, in letter Arial 14, in italics and bold.

Full names and surnames of the authors. Organized in order of
priority, a maximum of 3 authors are accepted per original, although
there may be exceptions justified by the topic, its complexity and
extent. When the subject matter is of significant relevance to the
scientific community, involves complex categorical analysis within
a specific field of knowledge, is developed by researchers from di-
fferent countries and continents, and receives an outstanding eva-
luation from international peer reviewers. Each name must include
the name of the institution in which he/she works as well as the city,
country, email and ORCID number.

Abstract (Spanish) It will have a minimum length of 210 and a
maximum of 220 words. It must include 1) Justification of the topic;
2) Objectives; 3) Methodology; 4) Main results; 5) Main conclusions.
It must be impersonally written “The present paper analyzes..”
Abstract. Summary with all its components, translated into English
and in cursive. Do not use automatic translation systems.
Keywords (Spanish): 6 standardized terms preferably of a single
word and of the UNESCO and the Journal’s Thesaurus separated by
commas ().

Keywords.The 6 terms above translated into English and separated
by comma (,). Do not use automatic translation systems.

. Authorship Declaration (CRediT Taxonomy). Applicable for arti-

cles written by multiple authors; this document details the contribu-
tion of each author to the manuscript submitted to Sophia, in accor-
dance with the 14 aspects outlined by the CRediT Taxonomy. This
document must be signed and submitted through the OJS system in
the "Supplementary Files" section. It is necessary to use the format
required by the journal.

Artificial Intelligence (AI) Use Declaration. This is the formal decla-
ration made by the author(s) regarding the level of artificial intelligence
(AI) used in the preparation of the manuscript, whether in parts or
components of the document. It explains in detail, clearly, and precisely
how this tool was utilized in the process and/or in the presentation of
the research results. The document must be signed by the responsible
author(s) and submitted through the OJS system of the journal.
Manuscript totally anonymized, according to the guidelines re-
ferred in precedence.

All authors must register with their credits on the OJS platform,
although only one of them will be responsible for correspondence. No
author can submit or have in review two manuscripts simultaneously,
estimating an absence of four consecutive numbers (2 years).
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. Article evaluation process

(start of the \
\_ process

l

[ 1. Submission of the manuscript to the journal's OJS system

3. Does not meet the
requirements

Rejection without review. /E"" i “Qw

\pmess)

/ Review of the documents submitted in the OJS system:

a. Letter of introduction or Presentation (rights transfer,
conflict of interest declaration)

. Cover letter (metadata, author and document

identification details)

Authorship Declaration - CRediT Taxonomy

Declaration of use of Artificial Intelligence (Al)

e. Article in compliance with the journal's guidelines

(anonymity, theme, abstract length, keywords, etc.)

4

o

4. If the topic is relevant to the journal's call The author resubmits the
for papers and the manuscript meets the document with the incorporated
minimum formal requirements, corrections revisions.

will be requested

e

If the manuscript meets all the requirements, it proceeds

\ to the editorial process.

5. Plagiarism report

Document with similarity equal to
or less than 2% match

Assignment of 3 or 4 international
reviewers for blind peer review

The author submits the document
with the corrections for a new review

Manuscript with similarity up to 10%
is returned to the author for revisions

Manuscript with similarity Rejection of }= End of (he\“
above 10% match the manuscript. \ process /

Evaluation criteria suggested by the blind peers (reviewers):

a. Accept this submission

6. Reviewers' report b. Accepted with conditions: ~ - Publishable with modifications
- Resubmit for further review

c. Submit to another journal

d. Not publishable

e. See comments

I

7. Editorial Board decision

Pre-selection or preliminary

ﬂb{ Rejection of the document (not publishable).

4

8. 8.The pre-selected or preliminarily accepted manuscript s returned
o the author for the implementation of the changes requested by

the reviewers.
10. Verification of the i

9. Receipt of the revised manuscript with all changes incorporated of the requested changes

_r> Final acceptance of the manuscript

£~ N\
|/ Endof the|
| process |
AN

)

g

11. Entering the editorial process

13. The author implements the
changes suggested by the
Editorial Team.

12. Manuscript correction and styling
performed by the Editorial Team.

14. Layout process by the
Editorial Team

]
15. Final review of formal and 16. Zhe aumr:r‘ recaives Lne mrr(naﬂed a N
substantive aspects by the ocument to make observations, 17. Publication 18. Dissemination /End of the |

modifications, or for the necessary

Editor-in-Chief. validation.

&

6. Publication interval

The font size and style as stated in section 4 (Submission Process). The
interval between receipt and publication of an article is 7 months (210 days).
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Normas de Publicacion en «Sophia»

de Filosofia de la Educaciéon

ion of Philosophy of Education

ISSN: 1390-3861 / e-ISSN: 1390-8626

1. Informacion general

«Sophia» es una publicacion cientifica de la Universidad Politécnica 3&3
Salesiana de Ecuador, editada desde junio de 2006 de forma ininterrumpida, Q}
con periodicidad fija semestral, especializada en Filosofia de la Educacion y sus It
lineas interdisciplinares como Epistemologia, Deontologia, Estética, Estudios
Criticos, Hermenéutica, Axiologia, Ontologia, Antropologia Filosofica, Socio-
logia, Analitica Filoséfica... vinculadas al ambito de la educacién.

Es una revista cientifica arbitrada, que utiliza el sistema de evaluacion
externa por expertos (peer-review), bajo metodologia de pares ciegos (doble-
blind review), conforme a las normas de publicacién de la American Psycho-
logical Association (APA). El cumplimiento de este sistema permite garantizar
a los autores un proceso de revision objetivo, imparcial y transparente, lo que
facilita a la publicacion su inclusion en bases de datos, repositorios e indexacio-
nes internacionales de referencia.

«Sophia» se encuentra indexada en (SCOPUS) Emerging Sources Cita-

tion Index (ESCI) de Web of Science; en Scientific Electronic Library Online
(SciELO); en el Sistema de Informacion Cientifica (REDALYC); en el direc-
torio y catalogo selectivo del Sistema Regional de Informacién en Linea para
Revistas Cientificas de América Latina, el Caribe, Espana y Portugal (LATIN-
DEX), en la Matriz de Informacién para el Andlisis de Revistas (MIAR), en
Clasificacion Integrada de Revistas Cientificas (C.I.R.C), en Academic Resour-
ce Index (Research Bible), en la Red Iberoamericana de Innovacién y Conoci-
miento Cientifico (REDIB), en el Portal de difusion de la produccion cientifica
(Dialnet); en Bibliografia Latinoamericana en Revistas de Investigacién Cien-
tifica y Social (BIBLAT); en el Directorio de Revistas de Acceso Abierto DOA]J
y en repositorios, bibliotecas y catalogos especializados de Iberoamérica.

La revista se edita en doble versiéon: impresa (ISSN: 1390-3861) y elec-
tronica (e-ISSN: 1390-8626), en espaiiol y en inglés, siendo identificado ademas
cada trabajo con un DOI (Digital Object Identifier System).
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2. Alcance y politica

2.1. Temadtica

Contribuciones originales en materia de Filosofia de la Educacién, asi
como areas afines: Epistemologia, Deontologia, Estética, Estudios Criticos, Her-
menéutica, Axiologia, Ontologia, Antropologia Filoséfica, Sociologia, Analitica
Filosofica,... y todas aquellas disciplinas conexas interdisciplinarmente con una
reflexion filosofica sobre la educacion.

2.2. Aportaciones

«Sophia» edita estudios criticos, informes, propuestas, asi como selectas
revisiones de la literatura (state-of-the-art) en relacién con la Filosofia de la
Educacién, aceptando asimismo trabajos de investigaciéon empirica, redactados
384 en espaiiol y en inglés.
(l) Las aportaciones en la revista pueden ser:

Revisiones: 10.000 a 11.000 palabras de texto, sin incluir tablas y
referencias. Se valorard especialmente las referencias justificadas,
actuales y selectivas de alrededor de un minimo de 60 obras.
Investigaciones: 8.000 a 9.500 palabras de texto, sin incluir titulo,
resumenes, descriptores, tablas y referencias.

Informes, estudios y propuestas: 8.000 a 9.500 palabras de texto,
sin incluir titulo, resimenes, tablas y referencias.

2.3. Caracteristicas del contenido

Todos los trabajos presentados para la publicacion en «Sophia» deberan
cumplir con las caracteristicas propias de una investigacion cientifica:

Sophia 41: 2026.

Ser originales, inéditos y relevantes.

Abordar tematicas que respondan a probleméticas y necesidades
actuales.

Aportar para el desarrollo del conocimiento cientifico en el campo
de la Filosofia de la Educacion y sus areas afines.

Utilizar un lenguaje adecuado, claro, preciso y comprensible.

No haber sido publicados en ningtin medio ni estar en proceso de
arbitraje o publicacion.

No ser resultado de trabajos de tesis, monografias y/o trabajos
de titulacion.

No exceder el 2% de similitud con otros documentos.

En caso de que corresponda, declarar de forma explicita y respon-
sable el uso de herramientas de inteligencia artificial, asegurando
que su aplicacion se haya limitado a funciones de apoyo técnico
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o redaccion, sin afectar la originalidad ni la autoria intelectual del
manuscrito.

Dependiendo de la relevancia y pertinencia del articulo, se consideraran
como contribuciones especiales y ocasionalmente se publicaran:

o  Trabajos que superen la extension manifestada.

o Articulos con mds de tres autores cuando se trate de un tema rele-
vante para la comunidad cientifica, complejo categorialmente den-
tro de un determinado campo del saber, elaborado por investigado-
res provenientes de distintos paises y continentes, y con evaluacion
sobresaliente por parte de los revisores internacionales.

o Trabajos que no se correspondan con el tema objeto de la reflexion
prevista para el numero respectivo.

2.4 Periodicidad 385
«Sophia» tiene periodicidad semestral (20 articulos por afio), publicada /\CD

en los meses de enero y julio; y por nimero cuenta con dos secciones de cinco
articulos cada una, la primera referida al tema central de caracter Monografico
debidamente preparado y, la segunda, una secciéon Miscelanea, compuesta por
aportaciones variadas dentro de la tematica de la publicacién.

2.5 Transparencia, equidad y reconocimiento del aporte de los
investigadores. Para promover la transparencia, la equidad y el
reconocimiento adecuado de las contribuciones realizadas por
cada uno de los colaboradores en la produccion cientifica, la
revista Sophia utiliza la Taxonomia de roles de los colabora-
dores (CRediT).

2.6 Integridad de la investigacion. Para garantizar la integridad
del proceso de investigacion y la honestidad intelectual, Sophia
declara el uso de Inteligencia Artificial (IA) con la finalidad de
identificar el grado de intervencién automatizada en la cre-
acion, en la redaccion, en el andlisis o en la revision de con-
tenidos. Esta declaratoria se convierte en un imperativo para
delimitar la responsabilidad humana en la generacién del con-
tenido que serd publicado por Sophia y para propiciar una cul-
tura de apertura al uso de herramientas tecnologicas que medi-
an adecuadamente la produccion cientifica. El uso declarado de
la Inteligencia Artificial constituye un requisito para el avance
ético y riguroso del conocimiento.

2.7 Retractacion: En caso de que el autor de algiin manuscrito in-
gresado en el Proceso de Evaluacion en la Revista Sophia: Colec-
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cion de Filosofia de la Educacién, en el documento Declaracion
de uso de Inteligencia Artificial exigido como requisito por la
revista, haya manifestado expresamente el no uso de Inteligen-
cia Artificial y que a pesar de las revisiones ejecutadas en las
distintas fases del proceso editorial hasta su publicacién, por
cualquier motivo involuntario no se haya detectado oportuna-
mente aspectos de similitud, coincidencia, falsa o inapropiada
informacion relacionados con la aplicacion de inteligencia ar-
tificial en el documento y que posteriormente a la publicacién
del mismo se verifique el uso indebido de Inteligencia Artifi-
cial, la revista se reserva el derecho de sancionar al autor o au-
tores del articulo con la retractacidn respectiva, esto implica
el retiro del documento por parte de la revista, la renuncia a

386 la afirmacién expuesta por el autor o autores en el documento
(I) Declaracion de uso de Inteligencia Artificial. El autor o los
autores deberan admitir publicamente el error y revocar lo

declarado previamente.

2.8 Pagos: Sophia no cobra por publicar. No hay ninguna cuota o
pago por parte de los autores o lectores. El acceso a su conteni-
do es totalmente gratuito. El procesamiento de los manuscritos
y/o los materiales de publicacién son patrocinados por la Uni-
versidad Politécnica Salesiana del Ecuador. Los autores estan
exentos de todo pago.

3. Presentacion, estructura y envio de los manuscritos

Los trabajos se presentaran en tipo de letra Arial 12, interlineado simple,
justificado completo y sin tabuladores ni espacios en blanco entre pérrafos. Se
separaran con un espacio en blanco los grandes bloques (titulo, autores, resu-
menes, descriptores, créditos y epigrafes). La pagina debe tener 2 centimetros
en todos sus margenes.

Los trabajos deben presentarse en documento de Microsoft Word (.doc
o0 .docx), siendo necesario que el archivo esté anonimizado en Propiedades de
Archivo, de forma que no aparezca la identificacion de autor/es.

Los manuscritos deben ser enviados tinica y exclusivamente a través del
OJS (Open Journal System), en el cual todos los autores deben darse de alta
previamente. No se aceptan originales enviados a través de correo electronico
u otra interfaz.
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3.1. Estructura del manuscrito

Para aquellos trabajos que se traten de investigaciones de caracter empiri-
o, los manuscritos seguiran la estructura IMRDC, siendo opcionales los epigra-
fes de Notas y Apoyos. Aquellos trabajos que por el contrario se traten de infor-
mes, estudios, propuestas y revisiones sistematicas podran ser mas flexibles en sus
epigrafes, especialmente en Material y métodos; Analisis y resultados; Discusion
y conclusiones. En todas las tipologias de trabajos son obligatorias las Referencias.

A. INVESTIGACIONES EMPIRICAS

Su objetivo es contribuir al progreso del conocimiento mediante infor-
macion original, sigue la estructura IMRDC: Introduccion (objetivos, literatura
previa), Materiales y métodos; Analisis y Resultados; Discusion, integracion y
conclusiones. Siguiendo los criterios planteados por la Unesco, este tipo de tex-
tos cientificos se llaman también como: “memorias originales”

La estructura recomendada, especialmente en trabajos que incluyen in-
vestigaciones empiricas, es la siguiente:

1) Titulo (espaiol) / Title (inglés): Conciso pero informativo, en cas-
tellano en primera linea y en inglés en segunda. Se aceptan como maximo 85
caracteres con espacio. El titulo no solo es responsabilidad de los autores, pu-
diéndose proponer cambios por parte del Consejo Editorial.

2) Datos de Identificacion: Nombres y apellidos completos de cada uno
de los autores, organizados por orden de prelacidn. Se aceptaran como méximo
3 autores por original, aunque pudieren existir excepciones justificadas por el
tema, su complejidad y extensiéon. Cuando se trate de un tema relevante para
la comunidad cientifica, complejo categorialmente dentro de un determinado
campo del saber, elaborado por investigadores provenientes de distintos paises
y continentes, y con evaluacién sobresaliente por parte de los revisores interna-
cionales. Junto a los nombres debera incluirse, el nombre de la institucion en la
que trabaja asi como la ciudad, el pais, el correo electrénico y nimero completo
de ORCID de cada autor aspectos que deberdn constar de modo obligatorio en
la Carta de Presentacion, ademas deberan ser cargados en el sistema OJS de la
revista, en la seccién Metadatos y/o en un documento word adjunto al archivo
que contiene el trabajo que se propone para la evaluacién.

3) Resumen (espaiiol) / Abstract (inglés): Tendrd como extension mi-
nima de 210 y maxima de 220 palabras en espaiiol; y de 200 y maximo de 210
palabras en inglés. El resumen describira de forma concisa y en este orden: 1)
Justificacion del tema; 2) Objetivos; 3) Metodologia y muestra; 4) Principales
resultados; 5) Principales conclusiones. Ha de estar escrito de manera imper-
sonal “El presente trabajo analiza..”. En el caso del abstract no se admitira el
empleo de traductores automaticos por su pésima calidad.

4) Descriptores (espaiol) / Keywords (inglés): Se deben exponer
maximo 6 términos por cada version idiomatica relacionados directamente con
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el tema del trabajo. Sera valorado positivamente el uso de las palabras claves
expuestas en el Thesaurus de la UNESCO y en el de la propia revista localizado
en el siguiente enlace: https://sophia.ups.edu.ec/tesauro_sophia.php

5) Introduccion y estado de la cuestion: Debe incluir el planteamiento
del problema, el contexto de la problematica, la justificaciéon, fundamentos y
proposito del estudio, utilizando citas bibliograficas, asi como la literatura més
significativa y actual del tema a escala nacional e internacional.

6) Material y métodos: Debe ser redactado de forma que el lector pueda
comprender con facilidad el desarrollo de la investigacion. En su caso, descri-
bira la metodologia, la muestra y la forma de muestreo, asi como se hara refe-
rencia al tipo de analisis estadistico empleado. Si se trata de una metodologia
original, es necesario exponer las razones que han conducido a su empleo y
describir sus posibles limitaciones.

7) Analisis y resultados: Se procurara resaltar las observaciones mas
importantes, describiéndose, sin hacer juicios de valor, el material y métodos
empleados. Aparecerdn en una secuencia logica en el texto y las tablas y figuras
imprescindibles evitando la duplicidad de datos.

8) Discusion y conclusiones: Resumird los hallazgos mas importan-
tes, relacionando las propias observaciones con estudios de interés, seialando
aportaciones y limitaciones, sin redundar datos ya comentados en otros aparta-
dos. Asimismo, el apartado de discusién y conclusiones debe incluir las deduc-
ciones y lineas para futuras investigaciones.

9) Apoyos y agradecimientos (opcionales): El Council Science Editors
recomienda a los autor/es especificar la fuente de financiacién de la investiga-
cion. Se consideraran prioritarios los trabajos con aval de proyectos competiti-
vos nacionales e internacionales. En todo caso, para la valoracion cientifica del
manuscrito, este debe ir anonimizado con XXXX solo para su evaluacion ini-
cial, a fin de no identificar autores y equipos de investigacion, que deben ser ex-
plicitados en la Carta de Presentacion y posteriormente en el manuscrito final.

10) Las notas (opcionales) irdn, solo en caso necesario, al final del arti-
culo (antes de las referencias). Deben anotarse manualmente, ya que el sistema
de notas al pie o al final de Word no es reconocido por los sistemas de maque-
tacion. Los nimeros de notas se colocan en superindice, tanto en el texto como
en la nota final. No se permiten notas que recojan citas bibliograficas simples
(sin comentarios), pues éstas deben ir en las referencias.

11) Referencias: Las citas bibliograficas deben resefarse en forma de
referencias al texto. Bajo ningun caso deben incluirse referencias no citadas
en el texto. Su nimero debe ser suficiente para contextualizar el marco teérico
con criterios de actualidad e importancia. Se presentardn alfabéticamente por
el primer apellido del autor.

B. REVISIONES

Las revisiones de literatura se basan en el andlisis de las principales pu-
blicaciones sobre un tema determinado; su objetivo es definir el estado actual
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del problema y evaluar las investigaciones realizadas. Su estructura responde a
las fases del tema/problema, aportes de investigadores o equipos, cambios en la
teoria o las corrientes tedricas principales; problemas sin resolver; tendencias
actuales y futuras (Giordanino, 2011). De acuerdo con la UNESCO, este tipo de
trabajos se conocen también como: “estudios recapitulativos”

1) Titulo (espaiol) / Title (inglés): El titulo del articulo debera ser
breve, interesante, claro, preciso y atractivo para despertar el interés del lector.
Conciso pero informativo, en castellano en la primera linea y en inglés en la
segunda linea. Se aceptan como méximo 85 caracteres con espacio. El titulo
no solo es responsabilidad de los autores, también los Miembros del Consejo
Editorial puede proponer cambios al titulo del documento.

2) Datos de Identificacion: Nombres y apellidos completos de cada uno
de los autores, organizados por orden de prelacidn. Se aceptaran como méximo
3 autores por original, aunque pudieren existir excepciones justificadas por el

tema, su complejidad y extensiéon. Cuando se trate de un tema relevante para 389
la comunidad cientifica, complejo categorialmente dentro de un determinado @7)
campo del saber, elaborado por investigadores provenientes de distintos paises

y continentes, y con evaluacion sobresaliente por parte de los revisores interna-
cionales. Junto a cada nombre debera incluirse, el nombre de la institucién en la
que trabaja asi como la ciudad, el pais, el correo electrénico y nimero completo
de ORCID de cada autor aspectos que deberdn constar de modo obligatorio en
la Carta de Presentacion, ademas deberan ser cargados en el sistema OJS de la
revista, en la seccién Metadatos y/o en un documento word adjunto al archivo
que contiene el trabajo que se propone para la evaluacion.

3) Resumen (espaiiol) / Abstract (inglés): Tendrd como extension mi-
nima de 210 y maxima de 220 palabras en espariol; y de 200 y maximo de 210
palabras en inglés. El resumen describird de forma concisa y en este orden:
1) Justificacion del tema; 2) Objetivos; 3) Metodologia; 4) Principales resulta-
dos; 5) Principales conclusiones. Ha de estar escrito de manera impersonal “El
presente trabajo analiza..”’. En el caso del abstract no se admitira el empleo de
traductores automaticos por su pésima calidad.

4) Descriptores (espanol) / Keywords (inglés): Se deben exponer
maximo 6 términos por cada version idiomatica relacionados directamente con
el tema del trabajo. Sera valorado positivamente el uso de las palabras claves
expuestas en el Thesaurus de la UNESCO y en el de la propia revista.

5) Introduccioén: Deberd incluir una presentacién breve del tema, la for-
mulacion del propodsito u objetivo del estudio, el contexto de la problematica
y la formulacion del problema que se propone enfrentar, la presentacién de la
idea a defender, la justificacion que explica la importancia, la actualidad y la
pertinencia del estudio; el marco metodoldgico utilizado, y finalmente, una bre-
ve descripcion de la estructura del documento. En la justificacion es necesario
utilizar citas bibliograficas asi como la literatura mds significativa y actual del
tema a escala nacional e internacional.
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6) Cuerpo o desarrollo del documento: Implica poner en practica a
lo largo de toda la exposicidn, una actitud critica que debera tender hacia la
interpelacion, a efectos de concitar la atencion del tema y el problema tratados.
El escritor deberd generar en el lector la capacidad de identificar la intencién
dialdgica de la propuesta y potenciar en el una discusion abierta.

7) Conclusiones: Expone de manera objetiva los resultados y hallazgos;
ofrece una visién de las implicaciones del trabajo, las limitaciones, la respuesta
tentativa al problema, las relaciones con el objetivo de la investigacion y las
posibles lineas de continuidad (para cumplir con este objetivo se sugiere no in-
cluir todos los resultados obtenidos en la investigacion). Las conclusiones debe-
ran ser debidamente justificadas de acuerdo con la investigacion realizada. Las
conclusiones podran estar asociadas con las recomendaciones, evaluaciones,
aplicaciones, sugerencias, nuevas relaciones e hipotesis aceptadas o rechazadas.

8) Bibliografia: Es el conjunto de obras utilizadas en la estructuracion

390 del texto cientifico. Debera incluir unicamente la referencia de los trabajos uti-
(' ?) lizados en la investigacién. Las referencias bibliograficas deberan ordenarse al-
fabéticamente y ajustarse a las normas internacionales APA, en su sexta edicion.

3.2. Normas para las referencias

PUBLICACIONES PERIODICAS

Articulo de revista (un autor): Valdés-Pérez, D. (2016). Incidencia de las téc-
nicas de gestion en la mejora de decisiones administrativas [Impact of Man-
agement Techniques on the Improvement of Administrative Decisions]. Retos,
12(6),199-2013. https://doi.org/10.17163/ret.n12.2016.05

Articulo de revista (hasta seis autores): Ospina, M.C., Alvarado, S.V., Feffer-
man, M., & Llanos, D. (2016). Introduccion del dossier tematico “Infancias y
juventudes: violencias, conflictos, memorias y procesos de construccién de
paz” [Introduction of the thematic dossier “Infancy and Youth: Violence, Con-
flicts, Memories and Peace Construction Processes”]. Universitas, 25(14), 91-95.
https://doi.org/10.17163/uni.n25.%25x

Articulo de revista (mds de seis autores): Smith, S.W., Smith, S.L. Pieper, K.M.,
Yoo, J.H., Ferrys, A.L., Downs, E.,... Bowden, B. (2006). Altruism on American
Television: Examining the Amount of, and Context Surronding. Acts of Helping
and Sharing. Journal of Communication, 56(4),707-727. https://doi.org/10.1111/
j.1460-2466.2006.00316.x

Articulo de revista (sin DOI): Rodriguez, A. (2007). Desde la promocién de
salud mental hacia la promocion de salud: La concepcion de lo comunitario en
la implementacion de proyectos sociales. Alteridad, 2(1), 28-40. (https://goo.gl/
zDb3Me) (2017-01-29).
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LIBROS Y CAPITULOS DE LIBRO

Libros completos: Cuéllar, J.C., & Moncada-Paredes, M.C. (2014). El peso de la
deuda externa ecuatoriana. Quito: Abya-Yala.

Capitulos de libro: Zambrano-Quifiones, D. (2015). El ecoturismo comunitario
en Manglaralto y Colonche. En V.H. Torres (Ed.), Alternativas de Vida: Trece ex-
periencias de desarrollo enddgeno en Ecuador (pp. 175-198). Quito: Abya-Yala.

MEDIOS ELECTRONICOS

Pérez-Rodriguez, M.A., Ramirez, A., & Garcia-Ruiz, R. (2015). La competen-
cia mediatica en educacién infantil. Andlisis del nivel de desarrollo en Espana.
Universitas Psychologica, 14(2), 619-630. https://doi.org/10.11144/Javeriana.
upsyl4-2.cmei

Es prescriptivo que todas las citas que cuenten con DOI (Digital Object 32,1
Identifier System) estén reflejadas en las Referencias (pueden obtenerse en http:// C )
goo.gl/gfruh1). Todas las revistas y libros que no tengan DOI deben aparecer con
su link (en su versidn on-line, en caso de que la tengan, acortada, mediante Bitly:
https://bitly.com/ y fecha de consulta en el formato indicado.

Los articulos de revistas deben ser expuestos en idioma inglés, a excep-
cién de aquellos que se encuentren en espaiiol e inglés, caso en el que se expon-
dra en ambos idiomas utilizando corchetes. Todas las direcciones web que se
presenten tienen que ser acortadas en el manuscrito, a excepcion de los DOI
que deben ir en el formato indicado (https://doi.org/XXX).

3.3. Epigrafes, tablas y grdficos

Los epigrafes del cuerpo del articulo se numeraran en arabigo. Iran sin
caja completa de mayusculas, ni subrayados, ni negritas. La numeracién ha de
ser como maximo de tres niveles: 1./ 1.1./ 1.1.1. Al final de cada epigrafe nu-
merado se establecera un retorno de carro.

Las tablas deben presentarse incluidas en el texto en formato Word se-
gun orden de aparicién, numeradas en arabigo y subtituladas con la descrip-
cion del contenido.

Los gréficos o figuras se ajustaran al nimero minimo necesario y se
presentaran incorporadas al texto, segtin su orden de aparicion, numeradas en
arabigo y subtituladas con la descripcién abreviada. Su calidad no debe ser in-
ferior a 300 ppp, pudiendo ser necesario contar con el grafico en formato TIFE
PNG o JPEG.

4. Proceso de envio

La recepcion de articulos es permanente, sin embargo, considerando
que la publicacién de la Revista Sophia es semestral, el envio de los manus-
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critos debera efectuarse al menos un periodo antes de la fecha estipulada en la
Convocatoria correspondiente.

Los manuscritos deberdn remitirse a través del sistema OJS (Open Jour-
nal System) de la revista, para lo cual es necesario que el autor se registre previa-
mente en el espacio respectivo (ingrese en el siguiente link: http://sophia.ups.
edu.ec/index.php/sophia/user/register, complemente el formulario y siga cada
uno de los pasos que se sugieren).

Los cinco documentos que deben ser enviados son:

1.

392

(l)
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Carta de Presentaciéon. Contiene la Declaracion en la que se ex-
plica que el manuscrito enviado es una aportacion original, que no
ha sido enviado ni se encuentra en proceso de evaluacién en otra
revista. Consta la aceptacién de las autorias firmantes, para que, en
caso de ser procedente, luego del proceso de revision del manuscrito,
el equipo de redaccion de Sophia, realice la introduccién de cambios
en el contenido, en aspectos formales y en el estilo del documento
conforme a las exigencias de la Revista. Adicionalmente, la Carta de
Presentacion contiene el apartado de Cesion de Derechos (cesion
parcial de derechos a la editorial) y la Declaracion de conflicto de
intereses, de acuerdo con las normas editoriales. Este documento de-
berd ser firmado y consignado a través del sistema OJS, en la seccion:
“Ficheros complementarios”.

Cover Letter. En la que se consigna la siguiente informacion:
Titulo. En castellano en la primera linea, en letra Arial 14, con negri-
tay centrado, con un maximo de 85 caracteres con espacio. En inglés
en la segunda linea, en letra Arial 14, en cursiva y con negrita.
Nombres y apellidos completos de los autores. Organizados por
orden de prelacidn, se aceptan como maximo 3 autores por origi-
nal, aunque pudieren existir excepciones justificadas por el tema,
su complejidad y extension. Cuando se trate de un tema relevante
para la comunidad cientifica, complejo categorialmente dentro de
un determinado campo del saber, elaborado por investigadores pro-
venientes de distintos paises y continentes, y con evaluacion sobre-
saliente por parte de los revisores internacionales. Junto a cada uno
de los nombres debera incluirse, el nombre de la institucién en la que
trabaja asi como la ciudad, el pais, el correo electronico y niimero
de ORCID.

Resumen. Tendrd como extensiéon minima 210 y maxima 220 pa-
labras. El resumen describird de forma concisa y en este orden: 1)
Justificacion del tema; 2) Objetivos; 3) Metodologia; 4) Principales
resultados; 5) Principales conclusiones. Ha de estar escrito de mane-
ra impersonal “El presente trabajo analiza..”.

Abstract. Resumen con todos sus componentes, traducido al inglés
y en letra cursiva. No utilizar sistemas de traduccion automaticos.
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Descriptores. Maximo 6 términos estandarizados preferiblemente
de una sola palabra y del Thesaurus de la UNESCO vy de la propia
revista, separados por coma (,).

Keywords. Los 6 términos antes referidos traducidos al inglés y sepa-
rados por coma (,). No utilizar sistemas de traduccion autométicos.
Declaracion de Autoria (Taxonomia CRediT). Aplicable para los
casos de articulos elaborados por varios autores; detalla la contribu-
cion realizada por cada uno de los autores del documento presen-
tado a Sophia, en concordancia con los 14 aspectos descritos segin
la Taxonomia CRediT. Este documento debera ser firmado y consig-
nado a través del sistema OJS, en la secciéon: “Ficheros complemen-
tarios” Es necesario utilizar el formato exigido por la Revista.
Declaracion de Uso de Inteligencia Artificial (IA). Consiste en la
Declaracién formal que el/los autor/es realiza/n acerca del nivel de

uso de inteligencia artificial (IA) en la elaboracién, en partes o en 393
componentes del documento presentado; explica de manera detal- @_’)
lada, clara y precisa la forma en que dicha herramienta fue utilizada

en el proceso y/o en la presentacion de los resultados de la investig-
acion. El documento debe estar respaldado con la/s firma/s de re-
sponsabilidad correspondientes y deberd ser consignado a través del
sistema OJS de la Revista.

. Manuscrito totalmente anonimizado, conforme a las normas referi-

das en precedencia.

Todos los autores han de darse de alta, con sus créditos, en la plata-
forma QJS, si bien uno solo de ellos sera el responsable de corres-
pondencia. Ningtn autor podrd enviar o tener en revisién dos ma-
nuscritos de forma simultanea, estimdndose una carencia de cuatro
numeros consecutivos (2 afios).
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5. Proceso de evaluacion del articulo

/" Inicio del
\_ proceso

L

{ 1. Ingreso del manuscrito en el sistema OJS de la revista }

l

Revision de los documentos ingresados en el

sistema OJS:

a. Carta de presentacion (cesion de derechos, declaratoria
conflicto de intereses)

TN
‘GHaI del \‘
cheso/

3. No cumple con los
requerimientos.

Rechazo sin revision.

b. Cover Letter (metadatos, datos de identificacion del autor
y del documento) ! )
¢. Declaracion de Autoria Taxonomia CRediT 4 f‘uiv;i’:‘i o8 gz “:"9;:55";3;35 “asl o aut el .
° s autor reenvia el documento
d. Declaracion de uso de Inteligencia Artfcial (1A)
¢ ! , manuscrito tiene aspectos formales
e. Articulo conforme a normativa de la revista (cardcter A conlos ajustes incorporados

i minimos se solicitara las correcciones
anbnimo, tematica, extension en resumen, palabras

clave, etc.) Si el manuscrito cumple con la totalidad
\ de los requisitos continua con el proceso editorial

|

3 94 5. Informe antiplagio

Documento con similitud igual o
inferior al 2% de

Asignacion de 3 o 4 revisores
para la evaluacion
por pares ciegos.

Manuscrito con similitud
hasta el 10%, regresa al autor
para los ajustes.

El autor entrega el documento
con las correcciones para una
nueva revision

— )\
Manuscrito con similitud superior Rechazo del (Final del \
al 10% de coincidencia. manuscrito | Proceso |

Criterios de evaluacion sugeridos por los pares ciegos
(revisores):

a. Aceptar este envio

6. Informe de los evaluadores. b- Aceptado con - Publicable con "
- Reenviar para nueva revision

c. Reenviar a otra revista
d. No publicable
e. Ver comentarios

Jl

7. Toma de decision Consejo Editorial

Preseleccion o aceptacion preliminar (publicable)

/enat don)
Rechazo del documento (no publicable). ]=< f,'rf;ﬁ::l::ol )
)

{1

8. Elmanuscrito
se regresa al autor para la ejecucion de los ajustes requeridos
por los revisores.

Aceptacion definitiva
del manuscrito
9. Recepcion del manuscrito corregido con todos los cambios 10. Ze”"ca”"" de la ejecucion

incorporados. e Ios cambios solicitados.

Ve
/ Final del
| Proceso |
N
12. Correceion y estio del 13. El autor ejecuta los 14. Proceso de
11. Ingreso a proceso editorial manuscrito realizados por la cambios sugeridas por la diagramacion desde la
Editorial. Editorial Editorial.
I
16. El autor recibe el documento >
15. Revision final de aspectos s
diagramado para realizar / Final del
formales y de fondo por la observaciones, modificaciones 17. Publicacion 18. Difusion
Editora en Jefe.

es, m Proceso |
o para la validacion correspondiente,

6. Intervalo de publicacion

El intervalo comprendido entre la recepciéon y la publicacion de un
articulo es de 7 meses (210 dias).
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Indications for External Reviewers of «Sophia»

The Board of External Reviewers of «Sophia» is an independent co-
llegiate body whose purpose is to guarantee the excellence of this scientific
publication, because the blind evaluation - based exclusively on the quality of
the contents of the manuscripts and carried out by experts of recognized In-
ternational prestige in the field - is, without a doubt, the best guarantee for the
advancement of science and to preserve in this header an original and valuable
scientific production.

To this end, the Board of External Reviewers is made up of several
scholars and international scientists specialized in Education, essential to se-
lect the articles of the greatest impact and interest for the international scientific
community. This in turn allows that all the articles selected to publish in «So-
phia» have an academic endorsement and objectifiable reports on the originals.

Of course, all reviews in «Sophia» use the internationally standardized
system of double-blind peer evaluation that guarantees the anonymity of ma-
nuscripts and reviewers. As a measure of transparency, the complete lists of
reviewers are published on the official website of the journal (http://Sophia.
ups.edu.ec/)

1. Criteria for acceptance/rejection of manuscript evaluation

The editorial team of «Sophia» selects those that are considered more
qualified in the subject of the manuscript from the list of reviewers of the Board
of Reviewers. While the publication requires the maximum collaboration of
reviewers to expedite the evaluations and reports on each original, acceptance
of the review must be linked to:

a. Expertise. Acceptance necessarily entails the possession of compe-
tences in the specific theme of the article to be evaluated.

b. Availability. Reviewing an original takes time and involves careful
reflection on many aspects.

c.  Conflict of interests. In case of identification of the authorship of
the manuscript (despite their anonymity), excessive academic or fa-
mily closeness to their authors, membership in the same University,
Department, Research Group, Thematic Network, Research Pro-
jects, joint publications with authors... or any other type of connec-
tion or conflict / professional proximity; The reviewer must reject
the publisher’s invitation for review.

d. Commitment of confidentiality. Reception of a manuscript for
evaluation requires the Reviewer to express a commitment of con-
fidentiality, so that it cannot be divulged to a third party throughout
the process.
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In the event that the reviewer cannot carry out the activity for some of
these reasons or other justifiable reasons, he/she must notify the publisher by
the same route that he/she has received the invitation, specifying the reasons
for rejection.

2. General criteria for the evaluation of manuscripts

a) Topic

In addition to being valuable and relevant to the scientific community,
the topic that is presented in the original must be limited and specialized in
time and space, without excessive localism.

b) Redaction

The critical assessment in the review report must be objectively written,
providing content, quotes or references of interest to support its judgment.

¢) Originality

As a fundamental criterion of quality, an article must be original, unpu-
blished and suitable. In this sense, reviewers should answer these three ques-
tions in the evaluation:

o Isthearticle sufficiently novel and interesting to justify publication?
o Does it contribute anything to the knowledge canon?
o Isthe research question relevant?

A quick literature search using repositories such as Web of Knowledge,
Scopus and Google Scholar to see if the research has been previously covered,
may be helpful.

d) Structure

Manuscripts that refer to «Sophia» must follow the IMRDC structure,
except those that are literature reviews or specific studies. In this sense, the ori-
ginals must contain summary, introduction, methodology, results, discussion
and conclusion.

o The title, abstract, and keywords should accurately describe the
content of the article.

o The review of the literature should summarize the state of the
question of the most recent and adequate research for the presented
work. It will be especially evaluated with criteria of suitability and
that the references are to works of high impact - especially in WoS,

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 371-429.



Normas editoriales

Editorial guidelines

Scopus, Scielo, etc. It should also include the general explanation
of the study, its central objective and the followed methodological
design.

o In case of research, in the materials and methods, the author must
specify how the data, the process and the instruments used to res-
pond to the hypothesis, the validation system, and all the informa-
tion necessary to replicate the study are collected.

o Results must be clearly specified in logical sequence. It is important
to check if the figures or charts presented are necessary or, if not,
redundant with the content of the text.

o In the discussion, the data obtained should be interpreted in the
light of the literature review. Authors should include here if their
article supports or contradicts previous theories. The conclusions
will summarize the advances that the research presents in the area

of scientific knowledge, the future lines of research and the main 397
difficulties or limitations for carrying out the research. AR
o Language: It will be positively assessed if the language used facili- QJ

tates reading and is in favor of the clarity, simplicity, precision and
transparency of the scientific language. The Reviewer should not
proceed to correction, either in Spanish or English, but will inform
the Editors of these grammatical or orthographical and typogra-
phical errors.

o  Finally, a thorough review of the references is required in case any
relevant work has been omitted. The references must be precise, ci-
ting within the logic of the subject at study, its main works as well
as the documents that most resemble the work itself, as well as the
latest research in the area.

3. Relevant valuation dimensions

For the case of empirical research articles, «<Sophia» uses an evaluation
matrix of each original that responds to the editorial criteria and to compliance
with the publication guidelines. In this sense, the reviewers must attend to the
qualitative-quantitative assessment of each of the aspects proposed in this ma-
trix with criteria of objectivity, reasoning, logic and expertise.

If the original is a review of the literature (status of the matter) or other
type of study (reports, proposals, experiences, among others), the Editorial
Board will send to the reviewers a different matrix, including the characteristics
of Structure of this type of originals:

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador

Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 371-429.



Normas editoriales

398

([)

Editorial guidelines

STUDIES, REPORTS, PROPOSALS AND REVIEW

Valuable items Score
01. Relevancy of the title (clarity, precision and with a maximum of 0/5
85 characters).
02. They summarize (In an alone paragraph and without epigraphs, 0/5
minimum / minimal: 210-220 words).
03. Introduction (brief presentation of the topic; formulation of the
problem; it designs to defending or hypothesis to demonstrating; I 0/5
target; importance of the topic; current importance; methodology;
structure of the document).
04. Review of the bibliographical foundation (Beside using current
g . . . . 0/10
bibliography to consider the incorporation of Sophia’s documents).
05. Structure and organization of the article (argumentative capabili- 0/10
ties, coherence and scientific redaction).
06. Original contributions and contextualized analyses. 0/5
07. Conclusions that answer to the topic, to the problem and to the 0/5
raised aim.
08. Citations and references of agreement to the regulation and to the
format requested by the magazine (Any document and author who
o . e o 0/5
consists in the section of bibliography must consist in the body of
story and viceversa).
Maximun total 50 points
RESEARCHES
Valuable items Score
01. Relevancy of the title (clarity, precision and with a maximum of 0/5
85 characters).
02. They summarize (In an alone paragraph and without epigraphs,
o . 0/5
minimum / minimal: 210-220 words).
03. Introduction (brief presentation of the topic; formulation of the
problem; it designs to defending or hypothesis to demonstrating; I 0/5
target; importance of the topic; current importance; methodology;
structure of the document).
04. Review of the bibliographical foundation (Beside using current
bibliography to consider the incorporation of Sophia’s documents). 0/10

Methodological rigorous and presentation of instruments of
investigation.
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RESEARCHES
Valuable items Score

05. Structure and organization of the article (argumentative capabili-
ties, coherence and scientific redaction). Analysis and results of inves- 0/10
tigation with logical sequence in the text. Presentation of tables and
figures without duplicity of information.
06. Original contributions and contextualized analyses of the 0/5
information.
07. Discussion, conclusions and advances that answer to the topic, to 0/5
the problem and to the raised aim.
08. Citations and references of agreement to the regulation and to the
format requested by the magazine (Any document and author who

o 4 o0 o 0/5 399
consists in the section of bibliography must consist in the body of -
story and vice versa). @)
Total 50 points -

4. Ethical issues

Plagiarism: Although the journal uses plagiarism detection sys-
tems, if the reviewer suspects that an original is a substantial copy
of another work, he must immediately inform the Editors citing the
previous work in as much detail as possible.

Fraud: If there is real or remote suspicion that the results in an
article are false or fraudulent, it is necessary to inform them to the
Editors.

Omitting the author declaration: In the article, it is necessary to
acknowledge the contributions made by each author according to
their level of involvement.

Conflicts of interest: In order to ensure transparency and objecti-
vity in the work, any potential conflict of interest that may influence
the results or interpretation of the research must be declared.
Ethical consent and respect for participants: When the article in-
volves human or animal subjects, the authors must have obtained
the relevant ethical permissions and ensure that the research has
been conducted in accordance with established ethical principles,
respecting the privacy and well-being of the participants.
Transparency in the use of artificial intelligence (AI): In cases
where Al has been used in the research, the authors must declare
its use, clearly and precisely specifying how it has been employed,
describing the algorithms, tools, and techniques used, as well as the
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data, parts, or sections developed with the support of the tool, fo-
llowing the applicable ethical guidelines.

Data access and replicability: The authors must ensure that the
data used in the research is accessible for verification and replica-
tion, promoting transparency and reproducibility of the results.

. Evaluation of the originals

After completing the quantitative and qualitative evaluation of the ma-
nuscript under review, the reviewer may propose recommendations aimed at
improving the quality of the original text. The manuscript will be graded accor-
ding to the following four options

1.

Accept this submission. The topic, content, and structure align
with the themes outlined in the call for papers and are related
to the journal’s research areas.

. Accepted with conditions. The article is interesting; how-

ever, it does not meet some formal requirements set by the
journal to proceed with the editorial process. It is necessary
to clearly identify the components that need improvement,
list the comments, and specify the paragraphs and pages
where modifications are suggested. This criterion involves
two aspects: a. Publishable with modifications; and b. Resub-
mit for further review.

Submit to another journal. This criterion applies when the
topic is interesting, the document is well-structured, but it does
not align with the nature and research areas of the journal.

. Not publishable. The article is rejected due to the identified

deficiencies, which are justified and reasoned with both qualita-
tive and quantitative evaluation. If the quantitative evaluation
scores less than 35 out of 50 points, the report must be detailed
and explain the reasons for rejection.

All the above criteria include a comments section, represented by
the phrase: See comments.

6.Article Retraction

An article may be retracted from Sophia: Collection of Philosophy of Edu-
cation if, after its publication, the improper use of Artificial Intelligence
(AI) tools is verified and was not disclosed by the author(s) in the re-
quired AI Usage Declaration submitted during the editorial process.
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Even if the manuscript successfully passed all editorial review
stages without the timely detection of similarities, overlaps, or inappro-
priate content related to automated assistance, if it is later confirmed that
there was undeclared Al intervention in the creation, writing, analysis,
or review of the text, the journal reserves the right to officially retract
the article.

Such retraction entails the removal of the published document, the
nullification of the original statement made by the authors, and the re-
quirement that the authors publicly acknowledge the error and formally
revoke their prior declaration.

This measure reflects Sophia’s firm commitment to academic in-
tegrity, objectivity and rigor in manuscript evaluation, publication qual-
ity, scientific transparency, and the ethical advancement of knowledge.

49,1
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Indicaciones para revisores externos de «Sophia»

El Consejo de Revisores Externos de «Sophia» es un 6rgano colegiado
independiente cuyo fin es garantizar la excelencia de esta publicacidn cientifica,
debido a que la evaluacion ciega —basada exclusivamente en la calidad de los
contenidos de los manuscritos y realizada por expertos de reconocido prestigio
internacional en la materia— es la mejor garantia y, sin duda, el mejor aval para
el avance de la ciencia y para preservar en esta cabecera una produccion cien-
tifica original y valiosa.

Para ello, el Consejo de Revisores Externos estd conformado por di-
versos académicos y cientificos internacionales especialistas en Filosofia de la
Educacion, esenciales para seleccionar los articulos de mayor impacto e interés
para la comunidad cientifica internacional. Esto permite a su vez que todos los
articulos seleccionados para publicar en «Sophia» cuenten con un aval acadé-
mico e informes objetivables sobre los originales.

Por supuesto, todas las revisiones en «Sophia» emplean el sistema estan-
darizado internacionalmente de evaluacion por pares con «doble ciego» (doble-
blind) que garantiza el anonimato de los manuscritos y de los revisores de los
mismos. Como medida de transparencia, anualmente se hacen publicos en la
web oficial de la revista (http://Sophia.ups.edu.ec/) los listados completos de
los revisores.

1. Criterios de aceptacion/rechazo de evaluacion manuscritos

El equipo editorial de «Sophia» selecciona del listado de evaluadores del
Consejo de Revisores a aquellos que se estiman mas cualificado en la tematica
del manuscrito. Si bien por parte de la publicacion se pide la maxima colabo-
racién de los revisores para agilizar las evaluaciones y los informes sobre cada
original, la aceptacion de la revision ha de estar vinculada a:

a. Experticia. La aceptacién conlleva necesariamente la posesion de
competencias en la tematica concreta del articulo a evaluar.

b. Disponibilidad. Revisar un original exige tiempo y conlleva re-
flexién concienzuda de muchos aspectos.

c. Conflicto de intereses. En caso de identificacién de la autoria del
manuscrito (a pesar de su anonimato), excesiva cercania académica
o familiar a sus autores, pertenencia a la misma Universidad, De-
partamento, Grupo de Investigacion, Red Temdtica, Proyectos de
Investigacion, publicaciones conjuntas con los autores... o cualquier
otro tipo de conexién o conflicto/cercania profesional; el revisor
debe rechazar la invitacion del editor para su revisién.

d. Compromiso de confidencialidad. La recepcion de un manuscrito
para su evaluacion exige del Revisor un compromiso expreso de
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confidencialidad, de manera que éste no puede, durante todo el
proceso, ser divulgado a un tercero.

En caso que el revisor no pueda llevar a cabo la actividad por algunos
de estos motivos u otros justificables, debe notificarlo al editor por la misma via
que ha recibido la invitacidn, especificando los motivos de rechazo.

2. Criterios generales de evaluacion de manuscritos

a) Tema

La temdtica que se plantea en el original, ademds de ser valiosa y rele-
vante para la comunidad cientifica, ha de ser limitada y especializada en tiempo
y espacio, sin llegar al excesivo localismo.

b) Redaccion

La valoracion critica en el informe de revision ha de estar redactada de
forma objetiva, aportando contenido, citas o referencias de interés para argu-
mentar su juicio.

¢) Originalidad

Como criterio de calidad fundamental, un articulo debe ser original,
inédito e idoneo. En este sentido, los revisores deben responder a estas tres
preguntas en la evaluacion:

o ;Eselarticulo suficientemente novedoso e interesante para justifi-
car su publicacién?

o ;Aporta algo al canon del conocimiento?

o ;Esrelevante la pregunta de investigacion?

Una busqueda rapida de literatura utilizando repositorios tales como
Web of Knowledge, Scopus y Google Scholar para ver si la investigacion ha sido
cubierta previamente puede ser de utilidad.

d) Estructura

Los manuscritos que se remiten a «Sophia» deben seguir la estructura
senalada en las normas de publicacion tanto para las investigaciones empiricas
como para revisiones de la literatura o estudios especificos. En este sentido,
los originales han de contener resumen, introduccién, metodologia, resultados,
discusién y conclusion.

o El titulo, el resumen vy las palabras clave han de describir exacta-
mente el contenido del articulo.
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o Larevision de la literatura debe resumir el estado de la cuestion de
las investigaciones mas recientes y adecuadas para el trabajo pre-
sentado. Se valorara especialmente con criterios de idoneidad y que
las referencias sean a trabajos de alto impacto —especialmente en
WoS, Scopus, Scielo, etc. Debe incluir ademas la explicacién general
del estudio, su objetivo central y el disefio metodologico seguido.

o En caso de investigaciones, en los materiales y métodos, el autor
debe precisar como se recopilan los datos, el proceso y los instru-
mentos usados para responder a las hipodtesis, el sistema de valida-
cion, y toda la informacion necesaria para replicar el estudio.

o En los resultados se deben especificar claramente los hallazgos en
secuencia logica. Es importante revisar si las tablas o cuadros pre-
sentados son necesarios o, caso contrario, redundantes con el con-
tenido del texto.

o En la discusién se deben interpretar los datos obtenidos a la luz 405
de la revisién de la literatura. Los autores deberdn incluir aqui si @‘_’\
su articulo apoya o contradice las teorias previas. Las conclusio- I

nes resumiran los avances que la investigacion plantea en el area
del conocimiento cientifico, las futuras lineas de investigacion y
las principales dificultades o limitaciones para la realizacién de la
investigacion.

o Idioma: Se valorard positivamente si el idioma utilizado facilita la
lectura y va en favor de la claridad, sencillez, precision y transparen-
cia del lenguaje cientifico. El Revisor no debe proceder a correccion,
ya sea en espaiiol o inglés, sino que informara a los Editores de estos
errores gramaticales u ortotipograficos.

o  Finalmente, se requiere una profunda revisién de las referencias
por si se hubiera omitido alguna obra relevante. Las referencias han
de ser precisas, citando en la logica de la tematica a estudiar, sus
principales obras asi como los documentos que mas se asemejen al
propio trabajo, asi como las ultimas investigaciones en el drea.

3. Dimensiones relevantes de valoracion

Para el caso de articulos de investigaciones empiricas, «Sophia» utiliza
una matriz de evaluacion de cada original que responde a los criterios edito-
riales y al cumplimiento de la normativa de la publicacion. En este sentido los
revisores deberan atender a la valoracion cuali-cuantitativa de cada uno de los
aspectos propuestos en esta matriz con criterios de objetividad, razonamiento,
légica y experticia.
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Para el caso de articulos reflexivos, estudios, revisiones de literatura (esta-

do de la cuestion) u otro tipo de estudio (informes, propuestas, experiencias, en-
tre otras), el Consejo Editorial remitird a los revisores una matriz distinta, com-
prendiendo las caracteristicas propias de estructura de este tipo de originales:

ESTUDIOS, PROPUESTAS, INFORMES Y EXPERIENCIAS

Items valorables Puntaje

01. Pertinencia del titulo (claridad, precisién y con un méximo de 0/5
85 caracteres).
02. Resumen (En un solo parrafo y sin epigrafes, minimo/méaximo: 0/5
210-220 palabras).
03. Introduccidn (breve presentacion del tema; formulacion del prob-
lema; idea a defender o hipdtesis a demostrar; objetivo; importancia 0/5
del tema; actualidad; metodologia; estructura del documento).
04. Revision de la fundamentacion bibliografica (Ademads de usar bib-

. , . . . . 0/10
liografia actual considerar la inclusion de documentos de Sophia).
05. Estructura y organizacion del articulo (capacidad argumentativa, 0/10
coherencia y redaccion cientifica).
06. Aportaciones originales y analisis contextualizados. 0/5
07. Conclusiones que respondan al tema, al problema y al objetivo 0/5
planteado.

0.8. Citaciones y referencias de acuerdo a la normativa y al formato so-

licitado por la revista (Todo documento y autor que conste en la sec- 0/5
cion de bibliografia debe constar en el cuerpo del articulo y viceversa).

Total maximo 50 puntos

INVESTIGACIONES
Items valorables Puntaje

01. Pertinencia del titulo (claridad, precision y con un maximo de 0/5
85 caracteres)

02. Resumen (En un solo parrafo y sin epigrafes, minimo/maximo: 0/5
210-220 palabras).

03. Introduccién (breve presentacion del tema; formulacion del prob-

lema; idea a defender o hipotesis a demostrar; objetivo; importancia del 0/5
tema; actualidad; metodologia; estructura del documento).
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INVESTIGACIONES

Items valorables Puntaje

04. Revision de la fundamentacion bibliografica (Ademas de usar bib-
liografia actual considerar la inclusiéon de documentos de Sophia). Rigor 0/10
metodoldgico y presentacion de instrumentos de investigacion.

05. Estructura y organizacion del articulo (capacidad argumentativa, co-
herencia y redaccion cientifica). Anélisis y resultados de investigacion

14 g : 0/10
con secuencia logica en el texto. Presentacion de tablas y figuras sin du- /
plicidad de datos.
0.6. Aportaciones originales y analisis contextualizados de los datos. 0/5
0.7. Discusion, conclusiones y avances que respondan al tema, al prob- 0/5
lema y al objetivo planteado.

407

0.8. Citaciones y referencias de acuerdo a la normativa y al formato solic- 0/5 @7)
itado por la revista (Todo documento y autor que conste en la seccion de i
bibliografia debe constar en el cuerpo del articulo y viceversa). -
Total maximo 50 puntos

4. Cuestiones éticas

a. Plagio: Aunque la revista utiliza sistemas de deteccién de plagio, si
el revisor sospechare que un original es una copia sustancial de otra
obra, ha de informar de inmediato a los Editores citando la obra
anterior con tanto detalle cémo le sea posible.

b. Fraude: Si hay sospecha real o remota de que los resultados en un
articulo son falsos o fraudulentos, es necesario informar de ellos a
los Editores.

c.  Omitir declaracion de autoria: En el articulo, es necesario reco-
nocer las contribuciones realizadas por cada uno de los autores de
acuerdo a su grado de participacion.

d. Conflictos de interés: Con la finalidad de asegurar la transparen-
cia y objetividad en el trabajo, es preciso declarar cualquier posible
conflicto de interés que pueda influir en los resultados o la interpre-
tacion de la investigacion.

e. Consentimiento ético y respeto por los participantes: Cuando el
articulo involucre a sujetos humanos o animales, los autores deben
haber obtenido los correspondientes permisos éticos y asegurarse
de que la investigacion se haya realizado en concordancia con los
principios éticos establecidos, respetando la privacidad y el bienes-
tar de los participantes.
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Transparentar el uso de inteligencia artificial (IA): En el caso de
que en la investigacion se haya utilizado IA, los autores deben decla-
rar su empleo especificando con claridad y precisiéon la manera en
que ha sido utilizada, describiendo los algoritmos, las herramientas
y las técnicas empleadas, asi como los datos, las partes o secciones
elaboradas con el apoyo de la herramienta siguiendo las directrices
éticas aplicables.

Acceso a los datos y replicabilidad: Los autores deben garantizar
que los datos utilizados en la investigacion sean accesibles para su
verificacion y replicacion, promoviendo la transparencia y la repro-
ducibilidad de los resultados.

5. Evaluacion de los originales

408 Luego de completar la evaluacion cuanti-cualitativa del manuscrito en

lidad del texto original. La calificacién del manuscrito se realizara conforme a las

(l) revision, el revisor podra proponer recomendaciones destinadas a mejorar la ca-

siguientes cuatro opciones:

1.

Aceptar este envio. El tema, contenido y estructura responden
a la temdtica prevista en la convocatoria y estdn vinculados con
las lineas de investigacion de la Revista.

Aceptado con condiciones. El articulo es interesante, sin em-
bargo, no cumple con algunos aspectos de caracter formal ex-
igidos por la revista para avanzar con el proceso editorial. Es
preciso identificar con claridad los componentes que deben ser
mejorados, debe enumerar los comentarios, especificar los par-
rafos y paginas en las que se sugiere las modificaciones. Este
criterio, implica dos aspectos: a. Publicable con modificaciones;
¥, b. Reenviar para nueva revision.

Reenviar a otra revista. La aplicacion de este criterio aplica
cuando el tema es interesante, el documento se encuentra bien
estructurado, pero no responde a la naturaleza y lineas de in-
vestigacion de la revista.

No publicable. El articulo es rechazado debido a las deficien-
cias detectadas, justificadas y razonadas con valoracion cualita-
tiva y cuantitativa. Si en la evaluacién cuantitativa obtiene una
valoracién menos de 35 de los 50 puntos, el informe debera ser
detallado y explicativo de las razones del rechazo.

Todos los criterios anteriores contienen una secciéon de comentar-
ios, representada por la expresion: Ver comentarios.
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6. Retractacion de un articulo

Un articulo puede ser retractado de la revista Sophia: Coleccién de
Filosofia de la Educacién cuando, tras su publicacion, se verifica el uso
indebido de herramientas de Inteligencia Artificial (IA) que no fue de-
clarado por el autor o autores en el documento de Declaracion de uso de
IA, exigido como requisito durante el proceso editorial.

Aunque el manuscrito haya superado las distintas fases de revision
sin que se detectaran a tiempo similitudes, coincidencias o contenidos
inapropiados vinculados al uso automatizado, si posteriormente se com-
prueba que hubo intervencidon no declarada de IA en la creacion, redac-
cidn, andlisis o revisidn del texto, la revista se reserva el derecho de re-
tractar oficialmente el articulo.

Esta retractacion implica el retiro del documento publicado, la re- 409
nuncia a la afirmacion original emitida por los autores en su declaracion, /\CWD/\

y la obligacién de que los mismos reconozcan publicamente el error y
revoquen su declaracion previa.

Esta medida forma parte del compromiso de Sophia con la inte-
gridad académica, la objetividad y rigurosidad en la evaluacion de los
manuscritos, la calidad de la publicacidn, la transparencia cientifica y el
avance ético del conocimiento.
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Protocol of Manuscript Evaluation
for External Reviewers

Instructions

o The fulfillment of each one of the articles will be valued in
agreement to the following protocol.
 The total sum of the articles will determine the approval or re-

jection of the article.

« The minimal puntaje in order that the article is approved will be

of 48/50.

Article Details

Date of submission for evaluation: | Date of return of evaluation: | Article code:

Title of the article to be evaluated:

SECTION: REPORTS, STUDIES, PROPOSALS AND REVIEWS

01.- Relevancy of the title (clarity, precision and
with a maximum of 85 characters)

Mandatory comments:

Value from 0 to 5

02.- They summarize (In an alone paragraph and
without epigraphs, minimum / minimal: 210-220
words).

Mandatory comments:

Value from 0 to 5

03.- Introduction (brief presentation of the topic;
formulation of the problem; it designs to defend-
ing or hypothesis to demonstrating; I target; im-
portance of the topic; current importance; meth-
odology; structure of the document)

Mandatory comments:

Value from 0 to 5

04.- Review of the bibliographical foundation
(Beside using current bibliography to consider
the incorporation of Sophia’s documents).

Mandatory comments:

Value from 0 to 10
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05.- Structure and organization of the article
(argumentative capabilities, coherence and sci-
entific redaction)

Mandatory comments:

Value from 0 to 10

06.- Original contributions and contextualized
analyses

Mandatory comments:

Value from 0 to 5

07.- Conclusions that answer to the topic, to the
problem and to the raised aim

Mandatory comments:

Value from 0 to 5

08.- Citations and references of agreement to the
regulation and to the format requested by the
magazine (Any document and author who con-
sists in the section of bibliography must consist
in the body of story and vice versa)

Mandatory comments:

Value from 0 to 5

OBTAINED PUNCTUATION

Of the total of 50 predictable
points, this assessor grants:

REDACTED OPINION
More detailed if the work does not get
48/50 points, to inform the autor (s).

This text is sent verbatim to the autor
(s) amonymously

RECOMMENDATION ON HIS PUBLICATION IN SOPHIA

Result

Validation criteria
Yes

Yes, with conditions

01. Widely recommended

02. Recommended only if his quality
is improved attending to the totality of
the suggestions realized by the revisers

03. His publication is not
recommended

PROPOSED CHANGES
(In case of “Yes, with conditions”)
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Protocolo de evaluacion de manuscritos
para revisores externos

Instrucciones

« El cumplimiento de cada uno de los items sera valorado de acu-
erdo al siguiente protocolo.

o Lasuma total de los items determinard la aprobacién o rechazo
del articulo. El puntaje minimo para que el articulo sea apro-

bado sera de 48/50.
Datos del articulo
412 Fecha envio evaluacion: | Fecha devolucién evaluacion: Codigo articulo:
( l) Titulo del articulo a evaluar:

SECCION: ESTUDIOS, PROPUESTAS, INFORMES Y REVISIONES

01.- Pertinencia del titulo (claridad, pre- | Comentarios obligatorios:
cisién y con un maximo de 85 caracteres)

Valorede O a5

02.- Resumen (En un solo pérrafo y sin epi- | Comentarios obligatorios:
grafes, minimo/maéximo: 210-220 palabras).

Valore de 0 a5

03.- Introduccién (breve presentacién | Comentarios obligatorios:
del tema; formulacion del problema; idea
a defender o hipotesis a demostrar; ob-
jetivo; importancia del tema; actualidad;
metodologia; estructura del documento)

Valore de 0 a5

04.- Revisién de la fundamentacion bibli- | Comentarios obligatorios:
ografica (Ademas de usar bibliografia ac-
tual considerar la inclusion de documentos
de Sophia)

Valore de 0 a 10

05.- Estructura y organizacion del articulo | Comentarios obligatorios
(capacidad argumentativa, coherencia y re-
daccion cientifica)

Valore de 0 a 10
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06.- Aportaciones originales y andlisis | Comentarios obligatorios:
contextualizados
Valore de 0 a 5
07.- Conclusiones que respondan al tema, | Comentarios obligatorios:
al problema y al objetivo planteado
Valore de 0 a5
08.- Citaciones y referencias de acuerdo ala | Comentarios obligatorios:
normativa y al formato solicitado por la re-
vista (Todo documento y autor que conste
en la seccién de bibliografia debe constar Valorede 0 a5
en el cuerpo del articulo y viceversa)
413
Del total de 50 puntos AN
PUNTUACION OBTENIDA previsibles, este evaluador I
otorga: A
OPINION REDACTADA

(Mis detallada si el trabajo

no tiene 48/50 puntos, para informar
al autor/es) Este texto se remite
textualmente al/los autor/es de
forma an6nima

RECOMENDACION SOBRE SU PUBLICACION EN SOPHIA

PUBLICABLE

Resultado

SI Si, con condiciones

NO

01. Ampliamente recomendado

02. Recomendado solo si se mejora
su calidad atendiendo a la totalidad
de las sugerencias realizadas por los
revisores

03. No se recomienda su publicaciéon

MODIFICACIONES
PROPUESTAS
(En caso de «Si, con condiciones»)
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Checklist prior to sending the manuscript

1. CHECK OF THE MANUSCRIPT, PRIOR TO SENDING

To facilitate the process of evaluation of the manuscript and to accelerate
the report of its possible publication, a final self-review of the manuscript is
advised, checking the following questions.

COVER LETTER

Title of the manuscript in spanish (maximum 85 characters).

Title of the manuscript in english (maximum 85 characters).

414 The two versions of the title of the manuscript are concise, informative and

The abstract in spanish is included, in a single paragraph and without epi-

({) collect as many identifiable terms as possible.
graphs (minimum / maximum: 210/220 words).

The abstract in english is included, in a single paragraph and without epi-
graphs (minimum / maximum: 210-220 words).

Abstracts in spanish and english respond in order to the following issues:
justification of the subject, objectives, study methodology, results and
conclusions.

It includes 6 descriptors (in english and spanish) (only simple words, not
phrases or combinations of words), with the most significant terms, and if
possible standardized.

The texts in english (title, abstract and descriptors) have been written or
verified by an official translator or expert in this language (The use of auto-
matic translators is prohibited).

All the identification data of the authors are included in the order stipu-
lated in the norms: identification and correspondence data, professional
filiations, last academic degree...

The first and last name of the authors has been normalized.

Each author is identified with their ORCID code.

The maximum number of authors is three, with the exception of those
works that justify a higher but limited number of authors

The author(s) have duly signed the letter of presentation of the article,
which includes the partial transfer of rights and the declaration of conflict
of interest.

MANUSCRIPT

It includes title of the manuscript, abstract, and keywords. All in spanish
and english.
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An introduction is included that in order contains: brief presentation of
the subject; problem formulation; Idea to defend or hypothesis to prove;
objective; Importance of the theme; relevance; methodology; structure of
the document.

The text is within the minimum and maximum extension:

In the Review sections: 10,000/11,000 words of text (without including
the references).

In the research section: 8,000/9,500 words of text (without including
the references).

Reports, Studies: 8,000/9,500 words of text (without including
the references).

In case of research, the manuscript responds to the structure required in the
guidelines IMRDC).

In the case of a report, study or review, the manuscript respects the mini-
mum structure required by the guidelines.

The review work includes three citations from three previous issues of So-
phia Journal.

The manuscript explicitly cites and cites the used sources and materials.

The methodology described for the research work is clear and concise, al-
lowing its replication, if necessary, by other experts.

The conclusions follow on objective and problem raised are supported by
the results obtained and presented in the form of a synthesis.

If statistical analyzes have been used, they have been reviewed/contrasted
by an expert.

The citations in the text are strictly in accordance with the APA 6 regula-
tions, reflected in the instructions.

In case of use of final notes, it has been verified that these are descriptive
and cannot be integrated into the general citation system. Footnotes are not
acceptable.

The final references have been rigorously reviewed and only those that have
been cited in the text are included.

The final references conform in style and format to the international stan-
dards used in Sophia.

The number of references is according to the theoretical basis of the study
carried out

DOIs have been included in all References that carry it in the following
format: doi: https://doi.org/XXXXXX

All web addresses of references have been shortened with Google Url
Shortner
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If figures and charts are included, they should provide additional and not
repeated information in the text. Their graphic quality has been verified.

The number of charts and / or figures does not exceed 6

If the case, financial support is declared.

ASPECTOS FORMALES

The rules have been strictly observed in the use of bold, capital letters, italics
and underlines.

Arial font, size 12 has been used.

A single line spacing (1) has been used without tab.

The epigraphs have been properly and hierarchically numbered in Arabic.

416 Double spaces have been deleted.
( ) The typographic quotes « » (with alt + 174 and alt + 175 for opening and
closing) have been used.

Word dictionary for surface spelling has been used.

The text has been supervised by external staff to ensure grammar and style.

PRESENTATION

The signed Letter of Introduction or Presentation is attached, containing
a Declaration that explains the originality of the manuscript; the autho-
rization for the journal's editorial team to make necessary changes to the
content, formal aspects, and style of the document; the Rights Transfer and
the Conflict of Interest Declaration.

The attached Cover Letter identifies the section of the journal to which
the manuscript is submitted, includes informed consent for experimenta-
tion (if applicable); provides the article title in both Spanish and English, as
required by the journal; details the complete identification information for
each author; includes an abstract of at least 210 words and no more than
220 words; provides an abstract in English with a minimum of 200 words
and a maximum of 210 words; does not use automatic translation systems;
includes 6 keywords in Spanish and 6 keywords in English, separated by
commas, in accordance with the UNESCO Thesaurus and the Journal’s
Thesaurus; and declares any financial support for the research (optional).

The CRediT Author Statement clearly and accurately explains the contri-
butions made by each of the article's authors and includes the responsibility
signatures.

The Artificial Intelligence Use Statement contains complete, clear, and
precise information regarding its presentation
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The manuscript is uploaded to the platform in Word format and without
authors identification

ANNEXED DOCUMENTS

The five attached documents are: Presentation, Cover Letter, CRediT Au-
thor Statement, Artificial Intelligence (AI) Use Statement, and the article in
Word format

The accompanying documents and annexes have been published with
Figshare.
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Chequeo previo al envio del manuscrito

1. CHEQUEO DEL MANUSCRITO, PREVIO AL ENVIO

Para facilitar el proceso de evaluacién del manuscrito y acelerar el informe de su po-
sible publicacién, se aconseja una autorevision final del manuscrito, comprobando las
siguientes cuestiones.

DOCUMENTO PORTADA (Cover Letter)

Se incluye titulo del manuscrito en espaiiol (mdaximo 85 caracteres).

Se incluye titulo del manuscrito en inglés (maximo 85 caracteres).

Las dos versiones del titulo del manuscrito son concisas, informativas y reco-
gen el mayor numero de términos identificativos posibles.

418

( ) Se incluye resumen en espafiol, en un solo pérrafo y sin epigrafes (minimo/
méximo: 210/220 palabras).

Se incluye abstract en inglés, en un solo parrafo y sin epigrafes (minimo/
maximo 210-220 palabras).

Los resumenes en espafiol e inglés responden ordenadamente a las siguientes
cuestiones: justificacion del tema, objetivos, metodologia del estudio, resulta-
dos y conclusiones.

Se incluyen 6 descriptores (en espafiol e inglés) (sélo palabras simples, no
sintagmas o combinaciones de palabras), con los términos mas significativos,
y a ser posibles estandarizados.

Los textos en inglés (titulo, resumen y descriptores) han sido redactados o
verificados por un traductor oficial o persona experta en este idioma (Se pro-
hibe el uso de traductores automaticos).

Se incluyen todos los datos de identificacion de los autores en el orden estipu-
lado en la normativa: datos de identificacion y correspondencia, filiaciones
profesionales, ultimo grado académico.

Se ha normalizado el nombre y apellido de los autores.

Cada autor esta identificado con su c6digo ORCID.

El nimero maximo de autores es tres, a excepcion de aquellos trabajos que
justifiquen un nimero mayor limitado.

El autor/es ha firmado debidamente la carta de presentacion del articulo, en la
que consta la cesion parcial de derechos y la declaracion de conflicto de intereses.

MANUSCRITO

Se incluye titulo del manuscrito en espaol, inglés, resumen, abstract, de-
scriptores y keywords
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Se incluye una introduccién que en orden contiene: breve presentacion del
tema; formulacion del problema; idea a defender o hip6tesis a demostrar; obje-
tivo; importancia del tema; actualidad; metodologia; estructura del documento.

El trabajo respeta la extension minima y maxima permitidas:

Seccién de Revisiones: 10.000/11.000 palabras de texto (sin incluir las
referencias).

Investigaciones: 8.000/9.500 palabras de texto (sin incluir las referencias).
Informes, Estudios: 8.000/9.500 palabras de texto (sin incluir las referencias).

En caso de investigacion, el manuscrito responde a la estructura exigida en
las normas (IMRDC).

Si se trata de un informe, estudio o revision, el manuscrito respeta la estruc-
tura minima exigida en las normas.

En los trabajos de revision se incluyen tres citas de tres nimeros anteriores
de la Revista Sophia.

El manuscrito explicita y cita correctamente las fuentes y materiales
empleados.

La metodologia descrita, para los trabajos de investigacion, es clara y concisa,
permitiendo su replicacion, en caso necesario, por otros expertos.

Las conclusiones responden al objetivo y al problema planteados, se apoyan
en los resultados obtenidos y se presentan en forma de sintesis.

Si se han utilizado andlisis estadisticos, éstos han sido revisados/contrastados
por algtin experto.

Las citas en el texto se ajustan estrictamente a la normativa APA 6, reflejadas
en las instrucciones.

En caso de uso de notas finales, se ha comprobado que éstas son descriptivas
y no pueden integrarse en el sistema de citacion general. No se aceptan notas
a pie de pagina.

Se han revisado rigurosamente las referencias finales y se incluyen solo aquél-
las que han sido citadas en el texto.

Las referencias finales se ajustan en estilo y formato a las normas internacio-
nales utilizadas en Sophia.

El numero de referencias estd de acuerdo a la fundamentacion tedrica del
estudio realizado

Se han incluido los DOI en todas las Referencias que lo lleven con el siguiente
formato: doi: https://doi.org/XXXXXX

Todas las direcciones web de las referencias han sido acortadas con Google
Url Shortner
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Si se incluyen figuras y tablas éstas deben aportar informacién adicional y no
repetida en el texto. Su calidad gréfica se ha verificado.

El niimero de tablas y/o figuras no sobrepasa las 6.

En su caso, se declaran los apoyos y/o soportes financieros.

ASPECTOS FORMALES

Se ha respetado rigurosamente la normativa en el uso de negritas, mayudscu-
las, cursivas y subrayados.

Se ha utilizado letra Arial, tamafio 12.

Se ha usado un interlineado sencillo (1) y sin tabulaciones.

Se han numerado los epigrafes en ardbigo de forma adecuada y jerarquicamente.

420 Se han suprimido los dobles espacios.
({) Se han empleado las comillas tipograficas « » (con alt+174 y alt+175 para
apertura y cierre).

Se ha utilizado el diccionario de Word para correccién ortografica superficial.

Se ha supervisado el trabajo por personal externo para garantizar la gramati-
cay el estilo.

PRESENTACION

Se adjunta la Carta de Presentacion firmada por todos los autores, contiene
Declaracién que explica la originalidad del manuscrito; la autorizacion para
que la redaccion de la revista realice la introduccion de cambios necesarios
en el contenido, en aspectos formales y en el estilo del documento; la Cesidén
de Derechos y la Declaracion de conflicto de intereses.

Se adjunta la Cover Letter que identifica la seccién de la revista a la que
se dirige el documento, el consentimiento informado de experimentacion
(si el caso lo amerita); contiene el titulo del articulo en espafiol y en inglés
con las caracteristicas exigidas por la revista, detalla los datos completos de
identificacién de cada uno de los autores; presenta el resumen minimo 210
y maximo 220 palabras; contiene el abstract con minimo 200 y maximo 210
palabras; no utiliza sistemas de traduccién automaticos; presenta 6 palabras
clave y 6 keywords, separadas por coma, conforme al Thesaurus de la UNES-
CO vy al Thesaurus de la Revista; declara el apoyo y soporte financiero de la
investigacion (opcional).

La Declaracion de Autoria CRediT explica con claridad y precision las con-
tribuciones realizadas por cada uno de los autores del articulo y contiene las
firmas de responsabilidad.

La Declaracion de Uso de Inteligencia Artificial, contiene la informacion
completa, clara y precisa en lo que amerita a su presentacion.
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El manuscrito se sube a la plataforma en formato Word y sin identificacién
de autores.

DOCUMENTOS ANEXOS

Se adjuntan los cinco documentos anexos: Cover Letter; Carta de present-
acion; Declaracion de Autoria CRediT; Declaracion de uso de Inteligencia
Artificial (IA) y el articulo en versién Word

Los documentos complementarios y anexos han sido publicados con Figshare.

Sophia 41: 2026.
© Universidad Politécnica Salesiana del Ecuador
Print ISSN:1390-3861 / Electronic ISSN: 1390-8626, pp. 371-429.



Normas editoriales

Editorial guidelines

Cover Letter

Section (Mark)
Monographic Dossier ___
Miscellaneous

Title in Spanish: Arial 14 bold and centered.
Maximum 85 characters with spaces
Title in English: Arial 14 cursive. Maximum 85 characters with spaces

Name author 1 (standardized)
Institution, City, Country
Institutional email

ORCID

42 Name author 2 (standardized)
( ) Institution, City, Country
) Institutional email
ORCID

Name author 3 (standardized)
Institution, City, Country
Institutional email

ORCID

Abstract (Spanisb)

Minimum 210 and maximum 220 words. It must include 1) Justifi-
cation of the topic; 2) Objectives; 3) Methodology; 4) Main results; 5) Main
conclusions. It must be impersonally written “The present paper analyzes..”

Abstract (Eng]ish)

Minimum 200 and maximum 210 words. It must include 1) Justification
of the topic; 2) Objectives; 3) Methodology; 4) Main results; 5) Main conclusions.
It must be impersonally written “The present paper analyzes...” Do not use auto-
matic translation systems.

Keywords (Spanish)

6 standardized terms preferably of a single word and of the UNESCO
Thesaurus separated by commas (,).
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Keywords

The 6 terms referred to in English separated by commas (,). Do not use
automatic translation systems.

Financial Support of Research (optional)

Entity:

Country:

City:

Subsidized project:
Code of the project:
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Cover Letter

Secciéon (Marcar)
Dossier Monografico
Miscelanea

Titulo en espaiiol: Arial 14 negrita y centrado.
Maximo 85 caracteres con espacios
Title in English: Arial 14 cursiva. Mdximo 85 caracteres con espacios

Nombre autor 1 (estandarizado)
Institucion, Ciudad, Pais

Correo electronico institucional
ORCID

44 Nombre autor 2 (estandarizado)
( l) Institucion, Ciudad, Pais

Correo electronico institucional
ORCID

Nombre autor 3 (estandarizado)
Institucion, Ciudad, Pais

Correo electronico institucional
ORCID

Resumen

Minimo 210 y méximo 220 palabras. Debe incluir 1) Justificaciéon del
tema; 2) Objetivos; 3) Metodologia; 4) Principales resultados; 5) Principales
conclusiones. Ha de estar escrito de manera impersonal “El presente trabajo
analiza..”

Abstract

Minimo 200 y mdximo 210 palabras cursiva. Debe incluir 1) Justificacion
del tema; 2) Objetivos; 3) Metodologia; 4) Principales resultados; 5) Principales
conclusiones. Ha de estar escrito de manera impersonal “El presente trabajo ana-
liza..” No utilizar sistemas de traduccion automdticos.

Descriptores

6 términos estandarizados preferiblemente de una sola palabra y del
Thesaurus de la UNESCO separados por coma (,).
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Keywords

Los 6 términos referidos en inglés separados por coma (,). No utilizar sis-
temas de traduccion automadticos.

Apoyos y soporte financiero de la investigacion (opcional)

Entidad:

Pais:

Ciudad:

Proyecto subvencionado:
Codigo de proyecto:
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PRESENTATION

Letter of introduction

Mr. Editor of «Sophia»

Having read the regulations of the journal «Sophia» and analyzed its co-
verage, thematic area and approach, I consider that this journal is the ideal one
for the dissemination of the work that I hereby attach, for which I beg you to
be submitted for consideration for publication. The original has the following
title ”, whose authorship corres-
ponds to .

The authors (s) certify that this work has not been published, nor is it
under consideration for publication in any other journal or editorial work.
46 The author (s) are responsible for their content and have contributed
(l) to the conception, design and completion of the work, analysis and interpre-

tation of data, and to have participated in the writing of the text and its revi-
sions, as well as in the approval of the version which is finally referred to as an
attachment.

Changes to the content are accepted if they occur after the review pro-
cess, and also changes in the style of the manuscript by the editorial process of
«Sophia».

Transfer of Copyright and Declaration of Conflict of Interest

The Abya-Yala Publishing House (publishing house of the works of the
Universidad Politécnica Salesiana of Ecuador) preserves the copyrights of the
published works and will favor the reuse of the same. The works are published
in the electronic edition of the journal under a Creative Commons Attribution
/ Noncommercial-No Derivative Works 3.0 Ecuador license: they can be co-
pied, used, disseminated, transmitted and publicly displayed.

The undersigned author partially transfers the copyrights of this work
to the Abya-Yala Publishing House (Ecuador) (RUC: 1790747123001), for the
printed editions.

It is also declared that they have respected the ethical principles of re-
search and are free from any conflict of interest.

In (city), by the days of the month of of 202_

Signed. (By the author or in the case, all the authors)
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Author first and last name
Identification document
Signature
Author first and last name
Identification document

427
Signature @‘_D

Author first and last name
Identification document

Signature

Note: Once saved the completed and signed document, it must be
register through the OJS system in the section “Complementary Files”.
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PRESENTACION

Carta de Presentacion

Sr. Editor de «Sophia»

Leida la normativa de la revista «Sophia» y analizada su cobertura, area
temdtica y enfoque, considero que esta revista es la idonea para la difusion del
trabajo que le adjunto, por lo que le ruego sea sometida a la consideracién para
su publicacion. El original lleva por titulo “ %
cuya autoria corresponde a .

El/los autor/es certifican que este trabajo no ha sido publicado, ni estd

en vias de consideracién para su publicacién en ninguna otra revista u obra

editorial.
48 El/los autor/es se responsabilizan de su contenido y de haber contribui-
(I) do a la concepcion, disefio y realizacion del trabajo, analisis e interpretacion de
datos, y de haber participado en la redaccion del texto y sus revisiones, asi como

en la aprobacion de la versién que finalmente se remite en adjunto.

Se aceptan la introduccién de cambios en el contenido si hubiere lugar
tras la revisidn, y de cambios en el estilo del manuscrito por parte de la redac-
cion de «SOphia»,

Cesion de derechos y declaracion de conflicto de intereses

La Editorial Abya-Yala (editorial matriz de las obras de la Universidad
Politécnica Salesiana de Ecuador) conserva los derechos patrimoniales (co-
pyright) de las obras publicadas y favorecerd la reutilizacién de las mismas.
Las obras se publican en la edicion electrénica de la revista bajo una licencia
Creative Commons Reconocimiento / No Comercial-Sin Obra Derivada 3.0
Ecuador: se pueden copiar, usar, difundir, transmitir y exponer publicamente.

El/los autor/es abajo firmante/s transfiere/n parcialmente los derechos
de propiedad (copyright) del presente trabajo a la editorial Abya-Yala (Ecua-
dor) (RUC: 1790747123001), para las ediciones impresas.

Se declara ademas haber respetado los principios éticos de investigacion
y estar libre de cualquier conflicto de intereses.

En (ciudad), a los dias del mes de de 202_

Firmado. (Por el autor o en su caso, todos los autores)
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Nombres y apellidos del autor
Documento de Identidad
Firma
Nombres y apellidos del autor
Documento de Identidad

429
Firma @‘_D

Nombres y apellidos del autor
Documento de Identidad

Firma

Nota: Una vez haya guardado el documento cumplimentado y fir-
mado, debera consignarlo a través del sistema OJS en la seccion “Ficheros
Complementarios”
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AUTHORSHIP STATEMENT — CREDIT

The CRediT Taxonomy applies to cases of documents or publications
created by multiple authors. Its purpose is to specify the type and extent of
each contributor’s involvement in a multidisciplinary and collective work.

By consensus, the authors of the document declare that the pro-
posed article has not been previously submitted or published in other
media outlets.

The authors credit all contributors without omission and specify
their contributions according to the CRediT Taxonomy.

In the following section, each participant’s contribution to the sub-

430
([) mitted document is outlined:
Contributions made according
Full Name to the CRediT Taxonomy
Example:
Author 1 Investigation: conducting research and exploration, specifi-
cally performing experiments or collecting data/evidence.
Example:
Investigation: Conduct a process of research and explora-
Author 2 . . . . .
tion, specifically by carrying out experiments or collecting
data/evidence.
Author 3

This document must be signed by the author and all other relevant authors as applicable.

AUTHOR I:

Full Name:

Identity Document:

Institutional Email:

ORCID Code (mandatory):
Complete Institutional Affiliation:
Google Scholar Profile Link:
h-index:

Signature:
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AUTHOR 2:

Full Name:

Identity Document:

Institutional Email:

ORCID Code (mandatory):
Complete Institutional Affiliation:
Google Scholar Profile Link:
h-index:

Signature:

AUTHOR 3:

Full Name:

Identity Document:

Institutional Email:

ORCID Code (mandatory):
Complete Institutional Affiliation:
Google Scholar Profile Link:
h-index:

Signature:

In (city), on the day of the month of ,202

Editorial guidelines
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DECLARACION DE AUTORIA-CREDIT”

La Taxonomia CRediT se aplica para los casos de documentos o
publicaciones elaborados por multiples autores; tiene por finalidad es es-
pecificar el tipo y la magnitud de la contribucién de cada colaborador en
un trabajo multidisciplinario y colectivo.

En consenso, los autores del documento declaran que, el articulo
propuesto no ha sido presentado ni publicado con anterioridad en otros
medios de divulgacion.

Los autores tributan sin omisién de ningtn autor e indican la con-

432 tribucion segun Taxonomia CRediT (taxonomia CRediT).
( ) En el siguiente espacio se menciona la colaboracion realizada por
[ cada uno de los participantes en el documento presentado:
Nombres y apellidos Contribuciones realizadas conforme
completos a la Taxonomia CRediT
Ej lo:
Autor 1 jempto N .
Conceptualizacion.- tratamiento de datos, etc...
Ejemplo:
Autor 2 Investigacién.- Llevar a cabo un proceso de investigacion y
exploracidn, especificamente realizando los experimentos
o la recopilacién de datos/evidencias.
Autor 3

* Este documento debe estar firmado por el autor y todos los autores segtn corresponda
al caso.

AUTOR 1:

Nombres y apellidos completos:
Documento de Identidad:
Correo electrénico institucional:
Cddigo ORCID (obligatorio):
Filiacion institucional completa:
Direccién de Google Académico:
Indice h:

Firma:
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AUTOR 2:

Nombres y apellidos completos:
Documento de Identidad:
Correo electrénico institucional:
Cédigo ORCID (obligatorio):
Filiacion institucional completa:
Direccién de Google Académico:
Indice h:

Firma:
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AUTOR 3:

Nombres y apellidos completos:
Documento de Identidad:
Correo electronico institucional:
Cddigo ORCID (obligatorio):
Filiacion institucional completa:

Direccién de Google Académico:
Indice h:

Firma:

En (ciudad), a los dias del mes de de 202
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DECLARATION OF USE OF ARTIFICIAL INTELLIGENCE

The author(s) (full name(s)) ........ccoovviiiiiiiiii
of thearticle titled: ........................ submitted to the OJS of the Sophia
Journal: Collection of Philosophy of Education for review and evaluation
within the editorial process, declare that the preparation of the document
was supported by Artificial Intelligence (AI) to a percentage of: ___ %.

The section, component, or part of the article developed with the
help of Al is found on the following page(s):

Please briefly explain how AI was used in the research presented
(e.g., preparation, paraphrasing, writing, editing, style correction, bibliog-
raphy, etc.):

This document must be signed by the author and all authors as
appropriate.

AUTHOR 1I:

Full name:

Identity document:
Institutional email:

ORCID code (mandatory):
Full institutional affiliation:
Google Scholar profile link:
h-index:

Signature:

AUTHOR 2:

Full name:

Identity document:
Institutional email:

ORCID code (mandatory):
Full institutional affiliation:
Google Scholar profile link:
h-index:

Signature:
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AUTHOR 3:

Full name:

Identity document:
Institutional email:

ORCID code (mandatory):
Full institutional affiliation:
Google Scholar profile link:

h-index:

Signature:

In (city), on the day of the month of ,202
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DECLARATORIA DE USO DE INTELIGENCIA ARTIFICAL

El autor o los autores (nombres y apellidos completos)...............
.................................... del articulo titulado: ...................cooale.
ingresado en el OJS de la Revista Sophia: Coleccion de Filosofia de la
Educacion, para la revision y evaluacion dentro del proceso editorial,
declara/n que la elaboracién del documento se apoyd con Inteligencia
Artificial (IA), en un porcentaje de: %.

La seccién, componente o parte del articulo desarrollado con ayu-
da de IA se encuentra en la/s pagina/s:
el Explique b tela f fue utilizada Ia IA en la in-

: xplique brevemente la forma en que fue utilizada la IA en la in
([) vestigacion presentada (Elaboracion, parafraseo, redaccion, correccion de
redaccion vy estilo, bibliografia, etc):

* Este documento debe estar firmado por el autor y todos los au-
tores seguin corresponda al caso.

AUTOR I:

Nombres y apellidos completos:
Documento de Identidad:
Correo electronico institucional:
Cédigo ORCID (obligatorio):
Filiacion institucional completa:
Direccion de Google Académico:
Indice h:

Firma:
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AUTOR 2:

Nombres y apellidos completos:
Documento de Identidad:
Correo electrénico institucional:
Cédigo ORCID (obligatorio):
Filiacion institucional completa:
Direccién de Google Académico:
Indice h:

Firma:
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AUTOR 3:

Nombres y apellidos completos:
Documento de Identidad:
Correo electronico institucional:
Cddigo ORCID (obligatorio):
Filiacion institucional completa:

Direccién de Google Académico:
Indice h:

Firma:

En (ciudad), a los dias del mes de de 202
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Call for papers 2026-2030

CALL FOR PAPERS 2026-2030

Sophia 42
Philosophy in media communication and digital media in education

Lines of research:
o Reflections on media education
o Truthfulness of information in digital media
o Philosophical analyses of misinformation phenomena
o Questions on the impact of fake news on society and education

o Ciritical formation of individuals regarding media and digital technologies 441
o Reflections on various media and digital formats AR
o Philosophical foundations of digital literacy and media education Q;

o Critical and competent civic formation in the use of media and digi-
tal technologies

o Constructivist and critical approaches to media education

o Philosophical methods for teaching media skills

o Pedagogical strategies for teaching media and digital skills

o Critical thinking for media analysis

o Technical and creative skills for media content production

o Ethics and responsibility in the digital age

o Ethics and responsibility in creating and disseminating digital content

o Impact of media and technology on society

o Education on online privacy and personal data protection

o Strategies for maintaining digital security and ethics in technology use

o Equitable access to technology and media

o DPolicies and practices to reduce the digital divide and promote tech-
nological inclusion

« Therole of media literacy in forming informed and participative citizens

o The use of digital media for civic participation

o Ethical dilemmas related to the use of technology and digital media

o Social responsibility and professional ethics in creating and con-
suming media content

o Integration of media education into the curriculum

o Ciritical evaluation of educational programs and practices in media
literacy

« Emerging trends in digital literacy and their relevance to the future
of education

o Globalization through the internet and the power of Artificial Intel-
ligence as a leveling force in education

Sophia 41: 2026.
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Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: July 15,2026
Publication date of this edition: January 15, 2027

Sophia 43
Philosophy of neuroeducation

lines of research:
o Ethical, epistemological, and methodological implications of apply-
ing neuroscientific knowledge in education
o Nature, limitations, and purposes of neuroeducation

o Philosophical reflection on the relationship between neuroscience,
442
¥ psychology, and pedagogy
(l) « Neurobiological foundations of learning

o Brain plasticity and memory consolidation

o Fundamental cognitive processes: attention, perception, memory,
and emotions in education

o Principles of neuroscience to improve teaching and learning

o Ethics of neuroeducation

o Informed consent in neuroeducational research

o Critical evaluation of neuroscientific methodologies

o Criticisms of neuroscience and neuroeducation

o Designing learning environments adapted to students’ cognitive and
emotional needs

o Impact of emotions on learning and memory processes

o Strategies to foster intrinsic motivation and emotional well-being in
the classroom

« Lifelong learning and neuroplasticity in adulthood

« Philosophical reflection on the use of emerging technologies like
neuroimaging and brain stimulation in educational research

o Philosophical reflection on teacher training and neuroeducation

« Influence of neuroscientific knowledge on educational practice

o Philosophy of mind and neuroeducation

o Moral neuroeducation

« Neuroethics related to education

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission seadline: December 15, 2026
Publication date of this edition: July 15,2027

Sophia 41: 2026.
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Sophia 44

Ethics of artificial intelligence in education

Lines of research:

o Ethical and moral implications of AI development and use
o Transparency, privacy, and data protection
o Ethical handling of personal data
o Autonomy and educational decision-making with Al systems
o Human autonomy and supervision with Al
« Effects of automation and Al in education
« Philosophical reflection on the use of AI
« Strategies to combat misinformation generated by Al
o Criticisms of machine autonomy and robot ethics
o Cultural and ethical differences in the perception and regulation of AI 443
o Approaches, perspectives, and trends to address the challenges and g
opportunities of this technology C)
o The use of Al in virtual educational environments A
« Security, justice, and benefits of AI for stakeholders
« Reflections on equity promoted by AI
« Impact of Al on teachers’ responsibilities and students’ roles
o Ethics as a balance point between technology and human interac-
tion in the educational process
o Educational assessment
o FEthical use of Al to evaluate student performance
« Ethical approach to the implementation of artificial intelligence in
education

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: July 15,2027
Publication date of this edition: January 15,2028

Sophia 45
Philosophy of education in truth and post-truth

Lines of research:

o Conceptions, theories, and criteria of truth
« Epistemological foundations of how we know the truth
o Theories of knowledge and their application in education
o Implications of truth in educational processes
o The truth in the teacher vs. the truth in the student
Sophia 41: 2026.
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Ethics and truth in educational research

Types of truth, problems, and limits of truth in education
Education in truth based on critical thinking

Education in truth in the post-truth era

Educational dimension of post-truth

Intellectual honesty, integrity, objectivity, and rigorous pursuit of
knowledge

Truth as the center of the educational process

The role of truth in civic education and citizen formation
Relationship between truth, power, and propaganda in education
Strategies to promote self-reflection and personal pursuit of truth
Importance of authenticity and honesty in personal and educational
development

Methods of teaching truth

Truth in the sciences, humanities, and social sciences

The pursuit of truth in academic and scientific research

Cultural relativity and truth

Teaching truth in a multicultural and pluralistic context

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: December 15,2027
Publication date of this edition: July 15,2028

Sophia 46
Philosophy of the environment and education

Lines of research:

Sophia 41: 2026.
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Interaction between environmental philosophy and education
Philosophical approaches to environmental education
Environmental ethics in education

The ethics of respect and care for the environment

Environmental ethical dilemmas in the classroom
Transdisciplinary dialogue on sustainable development and regen-
erative cultures from critical pedagogy

Philosophy of nature and education, philosophical perspectives on
nature influencing education

The role of education in global sustainability

Philosophy of ecology in education

Educational methods to develop ecological awareness
Environmental education in the formation of ecological values



Call for papers 2026-2030

o Teaching environmental equity

o Ecofeminism in environmental education

o Philosophy of climate change and education

o Climate change from a philosophical perspective

o Ciritical pedagogy for understanding the environment

o Teaching about the rights of nature

o Philosophical implications of nature

o Philosophical foundations of curriculum integration with environ-
mental topics

o Interdisciplinary curriculum from environmental philosophy

o Anthropocentrism and ecocentrism

o Philosophy and environmental technoscience in education

o Ethics of geoengineering and other technological interventions in
the environment

o Ontology of the environment 445
o Philosophy of ecology AR
o Criticisms and challenges in implementing the rights of nature QJ

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: July 15,2028
Publication date of this edition: January 15,2029

Sophia 47
Problems and challenges in the philosophy of education

Lines of research:

o Philosophical foundations of inequality and educational equity in
education

o The role of the philosophy of education in cultural diversity

o Therole of the philosophy of education in political and civic formation

o Intercultural philosophy and educational competencies in globalization

o Evaluation of the relevance and updating of educational content

o Alternative methods of educational assessment

o Decentralization and governance in education

o Philosophy of education for understanding the mental health of
teachers and students

o Pedagogical orientations based on philosophical currents

o Ciritical thinking in the classroom

Sophia 41: 2026.
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Article contributions: We welcome articles from prominent represen-

tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: December 15, 2028
Publication date of this edition: July 15,2029

Sophia 48

The role of the teacher in character formation and virtue modeling

Lines of research:

446

(l)

Sophia 41: 2026.

Character education from philosophy

Articulation of ethical theory, pedagogical practices, and cultivation
of a school environment for moral development

Philosophical strategies for character education

Teaching values

Modeling virtues

Teachers  behavior and decisions

Teachers as role models of virtues

Moral and ethical dilemmas in the classroom

Philosophy for children programs for developing critical thinking skills
Experiential learning for character education

Project-based learning as an experience to strengthen human character
Importance of interdisciplinarity in character formation

Influence of the school environment in character formation

The practice of virtues as a mechanism for forming the character of
the subject

Character education through developmental stages

Teaching values

Philosophical methods, techniques, and strategies for character
formation

Philosophical-pedagogical proposals for character formation
Personal reflection and self-knowledge as mechanisms for character
formation

Philosophical currents for character formation

Ethical theories for character formation

Theories of moral development (Piaget, Kohlberg, etc.)
Understanding character formation through the relationship be-
tween moral and psychological development

Role of character education in civic participation and the common good
Role of religion and spirituality in character education

Importance of religions in character formation

Criticisms and defenses of character education programs

© Universidad Politécnica Salesiana del Ecuador
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« Role of mentors in character education

o Character formation from philosophy

o Character formation from pedagogy

o Philosophical and pedagogical strategies for character education

o Interdisciplinary approach to moral education

o Relationship between character and knowledge

o Theories, practices, and school environments in moral development
and character education

o Pedagogy and philosophy in moral education

o Theart of character formation from pedagogy and moral philosophy

o Philosophy and pedagogical practices for character development

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: July 15, 2029
Publication date of this edition: January 15, 2030

Sophia 49
Philosophical foundations and perspectives of transformative education

Lines of research:

o Theoretical foundations of critical consciousness

« DParticipatory pedagogy as a basis for transformative education

o Contextualized education as key to personal and social transformation

o Interdisciplinarity as a mechanism to address problems

o Critical consciousness as the basis for transformative education

o DParticipatory pedagogy as a reference for transformative education

o Interdisciplinary approach to education and social transformation

« Foundations of transformative education from Freire to Foucault

o Holistic learning as a foundation for transformative education

o Theory, praxis, and philosophy towards transformative education

o Contextualized education asabasis for personal and social transformation

o Interdisciplinarity and critical consciousness in transformative education

o Philosophical perspectives of transformative education: Freire,
Dewey, etc.

o Theories and practices for holistic understanding of transformative
education

o Holistic perspective of learning and understanding as a basis for
transformative education

o Philosophical foundations of transformative education from Freire,
Dewey, Kant, Rousseau, Giroux, Foucault, Gramsci, etc.

Sophia 41: 2026.
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Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: December 15, 2029
Publication date of this edition: July 15,2030

Sophia 50

Phenomenology of experience in education

Lines of research:

o Study of subjective experience

o Phenomenological methods to understand the mind

o Importance of lived and subjective experiences in integral formation

o Philosophical foundations of lived experience

o Attention and focus as necessary aspects for understanding
Sensory and cognitive perception in educational experience

o Influence of the temporality of experience on learning

o Impact of time perception on educational experience

o Importance of situational context, physical, educational, social, and
cultural space in the learning experience

o Development of personal and professional identity of the main edu-
cational agents

o Importance of authenticity in education

o Influence of emotions and feelings on educational experience and
learning process

« Relationship between emotion and cognition

o Influence of emotional experiences on understanding and academic
performance

o Critical reflection on educational experiences to foster deep and
meaningful learning

o Adapting the curriculum to respond to perceptions and needs

o Experiential learning and self-directed discovery

o Reflective and empathetic teaching based on students’ perspectives
and experiences

o Learning environments to foster interaction and collaboration

Article contributions: We welcome articles from prominent represen-
tatives in the field of philosophy, addressing the central theme and its implica-
tions in psychology, pedagogy, or other disciplines.

Manuscript submission deadline: July 15,2030
Publication date of this edition: January 15,2031

Sophia 41: 2026.
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Sophia 42
Filosofia en la comunicacion mediatica
los medios digitales en la educacion

Lineas de Investigacion: Reflexiones sobre la educacion medidtica; la ve-
racidad de la informacion en medios digitales; analisis filoséficos de los fenome-
nos de desinformacion; cuestionamientos sobre el impacto de las noticias falsas
(fake news) en la sociedad y la educacion; la formacion critica de los individuos
en relacién con los medios de comunicacion y las tecnologias digitales; reflexio-
nes sobre diversos formatos mediaticos y digitales; fundamentos filoséficos de
la alfabetizacion digital y la educacion medidtica; formacion ciudadana critica y
competente en el uso de medios y tecnologias digitales; enfoques constructivistas
y criticos en la educacion medidtica; métodos filosoficos para la ensenanza de
habilidades mediaticas; estrategias pedagogicas para la ensefianza de habilidades
mediaticas y digitales; pensamiento critico para el analisis de medios; habilidades
técnicas y creativas para la produccién de contenido mediatico; ética y respon-
sabilidad en la era digital; ética y responsabilidad en la creacién y difusion de
contenido digital; impacto de los medios y la tecnologia en la sociedad; educaciéon
sobre la privacidad en linea y protecciéon de datos personales; estrategias para
mantener la seguridad digital y la ética en el uso de tecnologias; acceso equitativo
a la tecnologia y a los medios de comunicacion; politicas y practicas para redu-
cir la brecha digital y promover la inclusién tecnoldgica; rol de la alfabetizacion
medidtica en la formacién de ciudadanos informados y participativos; el uso de
los medios digitales para la participacion civica; dilemas éticos relacionados con
el uso de tecnologia y medios digitales; responsabilidad social y ética profesional
en la creacion y consumo de contenido medidtico; integracion de la educacion
medidatica en el curriculo; evaluacion critica de programas y practicas educativas
en alfabetizacion medidtica; tendencias emergentes en la alfabetizacion digital y
su relevancia para el futuro de la educacidén; La globalizacién mediante internet
y el poder de la Inteligencia Artificial como fuerza de nivelacién de la educacion

Generacion de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de julio de 2026
Fecha de publicacion de esta edicion: 15 de enero de 2027

Sophia 41: 2026.
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Sophia 43

Filosofia de la neuroeducacion

Lineas de Investigacion: Implicaciones éticas, epistemoldgicas y me-
todolodgicas de aplicar conocimientos neurocientificos en la educacién; natu-
raleza, limitaciones y finalidades de la neuroeducacion; reflexion filosofica de
la relacién entre neurociencia, psicologia y pedagogia; bases neurobioldgicas
del aprendizaje; plasticidad cerebral y consolidacion de la memoria; procesos
cognitivos fundamentales: atencion, percepcion, memoria y emociones en la
educacidn; principios de la neurociencia para mejorar la ensefianza y el apren-
dizaje; ética de la neuroeducacion; el consentimiento informado en la investi-
gacién neuroeducativa; evaluacion critica de las metodologias neurocientificas;
criticas a la neurociencia y a la neuroeducacion; disefio de entornos de apren-
dizaje adaptados a las necesidades cognitivas y emocionales de los estudiantes;

450 impacto de las emociones en los procesos de aprendizaje y memoria; estrate-
(, z gias para fomentar la motivacion intrinseca y el bienestar emocional en el aula;
l) aprendizaje a lo largo de la vida y neuroplasticidad en la edad adulta; reflexion

filoséfica sobre el uso de tecnologias emergentes como la neuroimagen y la
estimulacién cerebral en la investigacion educativa; reflexion filoséfica sobre la
formacion docente y la neuroeducacion; influencia de los conocimientos neu-
rocientificos en la practica educativa; filosofia de la mente y neuroeducacion;
neuroeducacién moral; neuroética vinculada con la educacion.

Generacion de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de diciembre de 2026
Fecha de publicacion de esta edicion: 15 de julio de 2027

Sophia 44
Etica de la inteligencia artificial en la educacion

Lineas de Investigaciéon: Implicaciones éticas y morales del desarrollo
y uso de la IA; transparencia, privacidad y proteccion de datos; manejo ético
de los datos personales; autonomia y toma de decisiones educativas con los
sistemas de IA; autonomia y supervision humana con la IA; efectos de la au-
tomatizacion y la IA en la educacidn; reflexion filosdfica sobre el uso de la IA;
estrategias para combatir la desinformacion generada por la IA; criticas sobre la
autonomia de las maquinas y la ética de los robots; diferencias culturales y éti-
cas en la percepcidn y regulacion de la IA; enfoques, perspectivas y tendencias
para abordar los desafios y oportunidades que presenta esta tecnologia; el uso
de la IA en entornos virtuales educativos; seguridad, justicia y beneficios de la
IA para los involucrados; reflexiones sobre la equidad promovida desde la 1A;
impacto de la IA en las responsabilidades del docente y en el rol del estudiante;

Sophia 41: 2026.
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la ética como punto de equilibrio entre tecnologia e interacciéon humana en el
proceso educativo; la evaluacion educativa; uso ético de la IA para evaluar el
rendimiento estudiantil; enfoque ético en la implementacion de la inteligencia
artificial en la educacién.

Generacién de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de julio de 2027
Fecha de publicacion de esta edicion: 15 de enero de 2028

Sophia 45

Filosofia de la educacion en la verdad y la post-verdad

Lineas de Investigacion: Concepciones, teorias y criterios de verdad;
fundamentos epistemoldgicos de cdémo conocemos la verdad; teorias del co-
nocimiento y su aplicacion en la educacion; implicaciones de la verdad en los
procesos educativos; la verdad en el docente vs la verdad en el estudiante; ética
y verdad en la investigacion educativa; clases de verdad, problemas y limites de
la verdad en la educacion; educacion en la verdad basada en el pensamiento
critico; educacion en la verdad en la era de la posverdad; dimension educativa
de la posverdad; honestidad intelectual, integridad, objetividad y busqueda ri-
gurosa del conocimiento; la verdad como centro del proceso educativo; el rol
de la verdad en la educacidn civica y en la formacion de ciudadanos; relacion
entre verdad, poder y propaganda en la educacion; estrategias para fomentar
la auto-reflexién y la busqueda personal de la verdad; la importancia de la au-
tenticidad y la honestidad en el desarrollo personal y educativo; métodos de
ensefianza de la verdad; la verdad en las ciencias, las humanidades y las ciencias
sociales; la busqueda de la verdad en la investigacion académica y cientifica;
relatividad cultural y verdad; ensefianza de la verdad en un contexto multicul-
tural y pluralista.

Generacion de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de diciembre de 2027
Fecha de publicacion de esta edicion: 15 de julio de 2028

Sophia 46
Filosofia del medio ambiente y educacion

Lineas de Investigacion: Interaccion entre filosofia del medio ambiente y
la educacidn; enfoques filosdficos en la educacion ambiental; ética ambiental en
la educacion; la ética de respeto y cuidado por el medio ambiente; dilemas éti-

Sophia 41: 2026.
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cos ambientales en el aula; didlogo transdisciplinar sobre el desarrollo sostenible y
culturas regenerativas desde la pedagogia critica; filosofia de la naturaleza y edu-
cacidn, perspectivas filosoficas sobre la naturaleza que influyen en la educacion;
el papel de la educacion en la sostenibilidad global; filosofia de la ecologia en la
educacion; métodos educativos para desarrollar una conciencia ecoldgica; la edu-
cacién ambiental en la formacion de valores ecoldgicos; ensefianza de la equidad
ambiental; ecofeminismo en la educacién ambiental; filosofia del cambio climati-
co y educacion; cambio climético desde una perspectiva filoséfica; pedagogia cri-
tica para la comprension del medio ambiente; ensefianza sobre los derechos de la
naturaleza; implicaciones filosoficas sobre la naturaleza; fundamentos filoséficos
de la integracién curricular con temas ambientales; curriculo interdisciplinario
desde la filosofia ambiental; antropocentrismo y ecocentrismo; filosofia y tecno-
ciencia ambiental en la educacion; ética de la geoingenieria y otras intervenciones
tecnoldgicas en el medio ambiente; ontologia del medio ambiente; filosofia de la

452 ecologia; criticas y desafios en la implementacion de los derechos de la naturaleza.
(' ?) Generacién de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en

otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de julio de 2028
Fecha de publicacion de esta edicion: 15 de enero de 2029

Sophia 47

Problemas y desafios de la filosofia de la educacion

Lineas de Investigacion: Fundamentos filosdficos de la desigualdad y
la equidad educativa en la educacion; papel de la filosofia de la educaciéon en
la diversidad cultural; funcién de la filosofia de la educacién en la formacién
politica y ciudadana; filosofia intercultural y competencias educativas en la glo-
balizacion; evaluacion de la relevancia y actualizacion del contenido educativo;
métodos alternativos de evaluacion educativa; descentralizacion y gobernanza
en la educacidn; la filosofia de la educacién para la comprension de la salud
mental de docentes y estudiantes; orientaciones pedagogicas basadas en co-
rrientes filosdficas; el pensamiento critico en el aula.

Generacion de articulos desde representantes de la filosofia destacados en el
tema central y sus implicaciones en la psicologia, en la pedagogia o en otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de diciembre de 2028
Fecha de publicacion de esta edicion: 15 de julio de 2029

Sophia 41: 2026.
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Sophia 48

La funcién del docente en la formacion del caréacter y en la modelacion de virtudes

Lineas de Investigacion: La educacion del caracter desde la filosofia; ar-
ticulacion de teorfa ética, practicas pedagdgicas y cultivo de un ambiente escolar
para el desarrollo moral; estrategias filosoficas para la educacion del caracter;
ensenianza de valores; modelado de virtudes; comportamiento y decisiones de
los docentes; docentes como modelos de las virtudes; dilemas morales y éticos
en el aula; programas de filosofia para nifios para el desarrollo de habilidades de
pensamiento critico; el aprendizaje experiencial para la educacién del caracter;
el aprendizaje basado en proyectos como experiencia para fortalecer el caracter
del ser humano; importancia de la interdisciplinariedad en la formacién del ca-
récter; influencia del ambiente escolar en la formacion del caracter; la practica
de las virtudes como mecanismo para la formacion del caracter del sujeto; la

educacidn del cardcter a través del desarrollo evolutivo; la ensefianza de valores; 453
métodos filosoficos, técnicas y estrategias para formar el caracter; propuestas AR
filoséfico-pedagdgicas para la formacidn del caracter; la reflexion personal y el Q;
autoconocimiento como mecanismos para la formacién del cardcter; corrientes 4

filosdficas para la formacion del cardcter; teorias éticas para la formacion del
cardcter; teorias del desarrollo moral (Piaget, Kohlberg, etc.); comprension de la
formacion del caracter desde la relacion entre desarrollo moral y desarrollo psi-
coldgico; funcién de la educacion del cardcter en la participacion ciudadana y
el bien comun; rol de la religién y la espiritualidad en la educacién del caracter;
importancia de las religiones en la formacion del caracter; criticas y defensas de
los programas de educacion del caracter; rol de los mentores en la educacion
del cardcter; la formacion del caracter desde la filosofia; formacion del caracter
desde la pedagogia; estrategias filosoficas y pedagogicas para la educacion del
cardcter; enfoque interdisciplinario en la educaciéon moral; relacion cardcter y
conocimiento; teorias, practicas y ambientes escolares en el desarrollo moral y
la educacion del caracter; pedagogia y filosofia en la educacién moral; el arte de
formar el caracter desde la pedagogia y la filosofia moral; filosofia y practicas
pedagogicas para el desarrollo del caracter

Generacion de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de julio de 2029
Fecha de publicacion de esta edicion: 15 de enero de 2030

Sophia 49
Fundamentos y perspectivas filosoficas de la educacion transformadora

Lineas de Investigacion: Fundamentos tedricos sobre la conciencia cri-
tica; la pedagogia participativa como base para la educacion transformadora;

Sophia 41: 2026.
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educacién contextualizada clave para la transformacion personal y social; la
interdisciplinariedad como mecanismo para abordar problemas; conciencia
critica como base para la educacion transformadora; la pedagogia participativa
como referente para una educacién transformadora; enfoque interdisciplina-
rio para la educacion y transformacion social; fundamentos de la educacion
transformadora de Freire a Foucault; aprendizaje holistico como fundamen-
to para la educacién transformadora; teoria, praxis y filosofia en clave hacia
una educacion transformadora; la educacién contextualizada como base para
la transformacion personal y social; interdisciplinariedad y conciencia critica
en la educacién transformadora; perspectivas filoséficas de la educacion trans-
formadora: Freire, Dewey, etc.; teorias y practicas para la comprension holis-
tica de la educacién transformadora; perspectiva holistica del aprendizaje y la
comprension como base para la educacion transformadora; fundamentos filo-
soficos de la educacion transformadora desde Freire, Dewey, Kant, Rousseau,
Giroux, Foucault, Gramsci; etc.

Generacién de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de diciembre de 2029
Fecha de publicacion de esta edicion: 15 de julio de 2030

Sophia 50

Fenomenologia de la experiencia en la educacion

Lineas de Investigacion: Estudio de la experiencia subjetiva; métodos
fenomenoldgicos para comprender la mente; importancia de las experiencias
vividas y subjetivas en la formacion integral; fundamentos filoséficos de la
experiencia vivida; atencion y focalizacién como aspectos necesarios para la
comprension; la percepcion sensorial y cognitiva en la experiencia educativa;
influencia de la temporalidad de la experiencia en el aprendizaje; inciden-
cia de la percepcion del tiempo en la experiencia educativa; importancia del
contexto situacional, del espacio fisico educativo, social y cultural en la expe-
riencia del aprendizaje; desarrollo de la identidad personal y profesional de
los principales agentes de la educacién; importancia de la autenticidad en la
educacidn; influencia de las emociones y los sentimientos en la experiencia
educativa y en el proceso de aprendizaje; relacion entre emocién y cognicion;
influencia de las experiencias emocionales en la comprensién y rendimiento
académico; reflexion critica sobre las experiencias educativas para fomentar
el aprendizaje profundo y significativo; adaptacion del curriculo para respon-
der a las percepciones y necesidades. aprendizaje experiencial y el descubri-
miento autodirigido; enseflanza reflexiva y empatica basada en las perspecti-
vas y vivencias de los estudiantes; ambientes de aprendizaje para fomentar la
interaccion y la colaboracion.

Sophia 41: 2026.
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Generacion de articulos desde representantes de la filosofia destacados
en el tema central y sus implicaciones en la psicologia, en la pedagogia o en
otras disciplinas.

Fecha limite para la recepcion de manuscritos: 15 de julio de 2030
Fecha de publicacion de esta edicion: 15 de enero de 2031
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