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A Libertarian, An-archist  
and A-crata Approach to Education

Félix García Moriyón*

Abstract
When anarchism appeared as a political proposal, it was accompa-

nied by a philosophy that encompasses all aspects of human life. In this 
political project, education plays a very important role on the road to a 
radically different society. Education is a necessary condition to foster 
free people who tend towards social solidarity. At present, anarchists 
offer three different educational proposals: deschooling society, creat-
ing schools with an anarchist agenda and ethos and teaching in free and 
compulsory schools. In this paper, we explore the third option in a more 
detailed way: the role of an anarchist teacher in public schools. We pay 
attention to the three essentials that run throughout all manifestations 
of anarchist ideology: freedom (libertarian1), autonomy (anarchism) 
and empowerment (a-cracia2). The three of them should guide anarchist 
teachers, according to the central principals of anarchist political prax-
is: direct action, pre!gurative politics and mutual aid. The means em-
ployed to change society must be coherent with the ends to be achieved.

Keywords: deschooling; non-authoritarian schools; pre!guration; di-
rect action; self-government; anarchist education; anarchist teacher.

1. Introduction

1.1 Anarchism and anarchisms

Anarchism is a political philosophy that was born at the beginning of 
XIX century, although it is possible to .nd very old antecedents (Marshall, 

* Universidad Autónoma de Madrid.
1 Although I continue to use the term ‘libertarian’ in my paper, it is, in Spanish (and also 

in French or Italian), synonymous with ‘anarchist’ and has a weak, but interesting, re-
lationship with the US term ‘libertarian’, which is normally on the right of the political 
spectrum (Roderick, 2018; García Moriyón, 2019).

2 ‘Acracia’ is a very frequent term in Spanish to refer to ‘anarchism’, and ‘ácrata’ is 
almost synonymous to ‘anarchist’. This term exists also in French, Portuguese and Ger-
man, but not in English. I want to use it because it refers to a fundamental trait of an-
archism: a society without power nor domination. ‘Acracia’ comes from ancient Greek: 
α-, a ‘non’, y κράτος, kratos ‘power’. It is very different meaning to that of the English 
term ‘akrasia’: weakness of will.
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1993). It is a worldview that not only focuses on political theory and prax-
is, but is concerned with all the dimensions and spheres in which human 
lives develop. Additionally, the fact that, from the beginning, it posed a 
global and radical revolution – a comprehensive and holistic revolution – 
means that its approach seeks to clearly transform social, political and eco-
nomic structures. At the same time, it seeks to transform people, defending 
a different model of human being. For this reason, anarchists have always 
placed great emphasis on education, as well as on the forms of struggle 
with which to advance towards a different society. The means employed to 
change society had to be coherent with the ends to be achieved.

The foundations of anarchism as a speci.c political proposal date back 
to the 19th century. From the outset, anarchism made important contri-
butions to education, both theoretically and practically in the creation 
of anarchist-inspired schools (García Moriyón, 1986). We can date the 
end of this phase to 1937, when anarchism was defeated in Spain, where 
it had achieved a widespread public presence and had been able to im-
plement its social model in large areas of the country. We see a strong 
renaissance of anarchism in the 1960s in different countries around the 
world, with another /owering of anarchism occurring at the beginning of 
the 21st century, especially as a result of the 2007 crisis (García Moriyón, 
2001; Gordon, 2007; Grubacic & Graeber, 2004). In this article I will 
focus on the contribution of anarchism to education in these last two 
stages, although I include a brief reference to the pedagogical principles 
developed in the previous period, since they are still substantially present. 
At the same time, although I speak of anarchism in general, it would be 
best to speak of anarchisms, since there are diverse tendencies within the 
broad spectrum of anarchism.

Contrary to what is often said, classical anarchists do not have an op-
timistic conception of the human being, like Rousseau’s, nor a pessimistic 
conception, like that of Hobbes or Carl Schmitt (Angout, 2014). In gener-
al, they highlight the plasticity of human beings with positive and negative 
traits, always open to cooperation, but also to con/ict (Ibañez, 2004). The 
predominance of positive traits will depend on education, and on society 
in general. Moreover, it is always possible for the situation to be reversed 
and the negative traits to be reintroduced, thus requiring constant vigilance 
to ensure that the conditions of freedom that make a life without oppres-
sion and exploitation possible predominate. This vigilance should apply to 
society in general, to the educational institution in particular, as well as to 
anarchist organizations and individuals who seek to radically transform 
present day society.

1.2 Anarchism and education in the last five decades

There are continuities between the .rst and the following two stages, 
at least in the importance given to education and in efforts to implement 
libertarian school models. There is also continuity in the general principles 
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that guide both the critique of existing education and the application of 
pedagogical alternatives. There are, however, differences that provoke a 
change in anarchist educational proposals.

When anarchism .rst emerged as a speci.c proposal for social trans-
formation, education was still a very limited activity; about two hundred 
years later, almost all children aged 3 to 16 attend compulsory school in 
most countries. The education system, run by the state (public school sys-
tem) or other institutions (semi-public and private schools), guides (and 
controls) the socialization process of all children from kindergarten to 
twelfth grade, or the equivalent. So the central question from an anarchist 
approach is not only concerned with offering education to children, but 
with how to offer a different way of educating them within the framework 
of an education system governed completely by state regulations and laws.

The main change is that formal compulsory education has now been 
introduced all over the world, from ages 6 to 14-16. I emphasize two 
important differences from an anarchist perspective: formal education is 
compulsory and the state has complete control over the school curricula 
and academic quali.cations of teachers and students, although all over the 
world there are public schools (dependent on the state and free of cost) 
and private schools. Private schools are certainly not free and contribute 
in some way to the segregation of students. While this makes it dif.cult to 
create new schools outside the publicly .nanced system, anarchist criticism 
of the current model of schooling remains, focusing on three basic points:

a) The education system reproduces social inequality. Since the publica-
tion of Samuel Bowles and Herbert Gintis’ Schooling in Capitalist America 
(Bowles & Gintis, 1976), the role of the formal school as both reproducer of 
the social order and legitimizer of social inequality has become clear. A key 
element in this legitimization is meritocracy: compulsory education is pre-
sented as a pivotal element in the equality of opportunities, made possible by 
social mobility (OECD, 2012): if opportunities are equal, those who rise to 
high positions in society have achieved it on their own merits, by their indi-
vidual effort in the education system. Since there is hardly any social mobility, 
meritocracy becomes pure ideology that conceals the true role of the school 
in the reproduction of inequality (Volante & Jerrin, 2018; Appiah, 2018);

b) The mold of consciences (García Moriyón, 2011). The education 
system remains focused on a very uncritical model of teaching, along the 
lines proposed by Freire when he contrasted banking education with crit-
ical and liberating education – education for conscientization. Although 
of.cial documents generally insist on the profound relationship between 
education and critical development and emphasize the importance of dem-
ocratic values, current education primarily focuses on the uncritical assim-
ilation of dominant values and respect for authority (Goodman, 1960). 
The continuity between the prison, the mental hospital and the school as 
institutions in charge of social control, highlighted by Foucault (1975), is 
not a rhetorical exaggeration, but rather reveals what has been called the 
hidden curriculum: the die-cutting of consciences;
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c) The commodi.cation of education. Once compulsory schooling has 
been achieved, education in general becomes impregnated, and controlled 
by, the neoliberal political and economic model, in which education has 
become one of the sectors of the economy where most money is invested 
and spent and has eventually been dominated by the interests of the mar-
ket (Garland, 2012). It is a fundamental asset for increasing productivity. 
Large corporations insist on adapting curricula, syllabuses and academic 
research to the needs of the productive system, while students invest in 
their own education in order to gain access to better paid jobs and occupy 
positions of power in economics and politics. After years of schooling, stu-
dents end up internalizing the dominant values, and those who access the 
highest levels of academic training internalize the meritocratic and com-
petitive approach that form the basic ideological underpinning of today’s 
neoliberal capitalist society.

1.3 Anarchist Alternatives

In the face of these changes, the educational strategies of the classical 
era do not make much sense, although the teachings embodied in schools 
such as Yasnaia Polyana, La Ruche or the Modern School continue to be 
referents that must be taken into account, since in those schools children 
were provided with a liberating and non-authoritarian education, an edu-
cation aimed at empowering children to become persons endowed with the 
capabilities required to exercise their freedom (Gribble, 2004). Focusing 
on the .eld of formal education, and leaving out both non-formal and in-
formal education – in which the anarchist tradition has also offered many 
ideas and practices – current anarchism intervenes from three different 
approaches in educational practice.

On the one hand, there are those who consider that no pact with the 
educational institution, with compulsory schooling, is possible. As we 
have mentioned above, the education system continues to be, in gen-
eral, an institution of control and domestication, in which the normal 
development of children is restricted, giving priority to uncritical adap-
tation and obedience to established authority. This idea was revisited in 
the 1960s by an author who can be considered an anarchist, Ivan Illich 
(Kahn, 2009). Illich directly proposed a kind of deschooling that goes 
beyond not attending formal institutional schools – which are controlled 
by the state. Rather, he promotes a type of real deschooling: the only way 
for anarchists to remain consistent with their educational beliefs is to 
explore non-schooling ways of achieving children’s personal grown pro-
cesses within complex societies such as that of today. Home-schooling is 
one good example (Heidenry, 2011). 

A second option is to create schools with an anarchist agenda and ethos. 
As Neill acknowledged when he presented his experience at Summerhill, 
the problem with these schools is that, if they are private, they cannot serve 
poor sectors of the population or the working class. Nevertheless, there is 
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a broad movement in the educational world of schools that try, more or 
less radically, to implement a model of grass-rooted, direct democracy in 
the school. Some of them have a speci.cally anarchist orientation – as in 
the case of the Paideia school in Spain (Martín Luengo, 2016). Yet they 
are few, while others are integrated into the broader framework of the 
new school movement or progressive education. These share fundamental 
principles that were already in force, such as, for example, Ferrer Guardia’s 
Escuela Moderna. Such principles include: 1. trust in reason rather than 
doctrine; 2. self-government or shared responsibility; 3. freedom of choice; 
4. equality; and 5. respect for children and trust in each child (Gribble, 
2004). We are faced with a varied reality that, without being properly an-
archist, translates fundamental aspects of anarchist educational approach-
es into practice.

The third option is to become a teacher in the free public compulsory 
school. In some countries – most of the countries of the European Union, 
for example – this is almost the only option, since the two previous op-
tions represent a minority, amongst other reasons because, as we have 
just seen, private schools, either fee-paying or with economic support 
from the State, are only accessible to children of a certain economic level. 
Obviously, when teaching in a public school, all the criticisms I have pre-
viously raised about compulsory formal education are valid. In a sense, 
there is a contradiction between being a public school teacher and being 
an anarchist educator: “Sooner or later people will have to recognize that 
compulsory schools are part of the problem. Eliminating them is part of 
the solution” (Gabbard, 2012: 44). However, it should not be forgotten 
that the majority of children attend these schools, so it is necessary to 
consider how to in/uence them with a libertarian pedagogical approach. 
In fact, some of the schools mentioned in the previous paragraph, not 
many of them of course, are public and have an educational practice very 
close to that proposed by anarchism.

In the next section, I will focus on this third area that is clearly opposed 
to the radical anarchist option of deschooling, that is, not sending children 
to public school or – to make it clearer what causes them to drop out – to 
state-run schools. It is an option based on my own personal experience of 
involvement in anarchist thought and practice since 1974.

2. An anarchist teacher

If we wish to carry out an anarchist education, we must be aware that 
it is a global project that involves us in three dimensions or spheres. First-
ly, it demands a speci.c way of understanding and practicing our role 
as teachers, that is, to rigorously consider the personal changes that we 
must incorporate into our daily pedagogical practice in order to guarantee 
that we align that practice with what an anarchist education aims to be 
(García Moriyón, 1996). This radical change consists in overcoming the 
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dominant model, which promotes the teacher as an expert in educational 
methodology and in the speci.c content of the subject matter being taught 
– a person whose function is to hand down this knowledge to children so 
that they can incorporate it signi.cantly into their lives, and to guarantee 
that students internalize the norms that govern society. Faced with this 
model, the objective is to become a critical professional (critically analyz-
ing current patterns of educational behavior) and a creative professional 
(able to generate different modes of behavior at school) (Giroux, 1988). 
The central objective of an anarchist teacher is not to make his students 
grow up as anarchists, but to help them to become people who are able 
to think for themselves, critically and creatively, in collaboration and di-
alogue with their own peers, people who are able to deal with the rules 
and situations that constrain and limit their own freedom and that of their 
classmates. We, as teachers, do not seek to integrate the new generations 
into the logic of the current system, nor do we teach them to adapt to 
these norms. On the contrary, education becomes the ‘practice of free-
dom’, girls and boys (along with their teachers), learning to critically deal 
with the real world and society and to discover how to participate in the 
transformation of their world.

Secondly, it is necessary to transform the classroom – the site where 
we exercise the most important part of our profession – into a space for 
collaborative learning. It must be transformed into a place in which we 
put into practice a basic principle: no one educates anyone, nor does one 
educate himself. Rather, people educate each other through the mediation 
of the world, in reciprocal and horizontal relationships. Having trans-
formed the classroom into a community of inquiry (Kennedy, 2012), we 
break with the banking model of education, ceasing to be the repository of 
knowledge and norms of behavior that we transmit to our students, sim-
ply so that they can incorporate and reproduce that knowledge and those 
norms. This also breaks with a scheme in which the teacher is the center of 
the educational relationship. Rather, s/he seeks a multipolar relationship in 
which teachers play a basic role, yet neither exclusive nor central. Children 
need to realize that learning relationships develop in different directions. 
Of course they go from teacher to student, but also from student to teacher 
and, most importantly, from one student to another.

Thirdly, we do not have to limit ourselves to what we do within the four 
walls of the classroom; it is also necessary to transform the entire school 
into a just community in which students participate directly in all aspects 
related to the governance of the school. These include: deliberating about 
the pedagogical organization; participating in the elaboration of school 
regulations and in the resolution of con/icts; and intervening in the de-
sign of the educational project, as well as in the adaptation of the general 
educational goals to the speci.c school and class group in which they are 
learning. This is what is already being attempted in democratic schools, but 
anarchists want to advance towards a model that goes beyond democracy, 
towards an autonomous self-organization of the school. They do not even 
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limit themselves to what happens in the school, but seek to relate to the 
social environment to which it belongs, involving families .rst, and later 
on, the community in which the school is located.

It is easy to understand that the dif.culty of the task grows as we spread 
over wider spheres. In the classroom environment, where the core of the 
pedagogical relationship develops, the capacity of teachers to implement 
an alternative model is fairly broad, although there can be obvious dif.cul-
ties, and con/icts may occasionally arise with school management or with 
the educational administration (Gabbard, 2012: 34-35). It is more dif.cult 
to in/uence the modi.cation of the life of the center, so it is important to 
create working groups within the school to share experiences and activities 
that broaden the scope of educational transformation. Beyond the school, 
it is important to join the pedagogical renewal movements that are actively 
involved in the transformation of education (García Moriyón, 2009). 

More speci.cally, it is important to get involved in the activity of the an-
archo-syndicalist teachers’ unions which place at the center of their direct 
actions the profound modi.cation of working conditions. It also wants 
schools to advance towards models of radical democracy, that is, of acro-
bat education, since acracia is the best example of democracy: it seeks not 
only to divide and control power, but also to advance towards a complete 
disappearance of the relations of power and domination.

3. Comprehensive anarchist political intervention

The option of introducing anarchist education within public compulso-
ry formal education is also based on the premise that the education system 
is not only the mold of consciences and an institution of social control. It 
is also the social environment in which the most vigorous and in/uential 
human efforts are made to achieve the kind of universal education that 
allows people (students, teachers and families) to more effectively face the 
many complex mechanisms of oppression. In this sense, its contributions 
have been very important, as shown by the substantial increase in the pop-
ulation’s capacity to understand and criticize the world around them. At 
the same time, if certain conditions are met in schools, there can be radical-
ly supportive and democratic forms of coexistence, much more so than in 
any other institution. Last but not least, the formal school is an adequate 
and effective environment in which to .ght against the ignorance that is 
a major instrument of control (or el alimento de la esclavitud – a motto 
repeatedly used by anarchists).

Furthermore, there are strong pedagogical currents in the world of for-
mal education that vindicate a critical pedagogy, which follow proposals 
that have always been present in contemporary formal education, such as 
the movement for the new school that was very active between the end 
of the 19th century and the beginning of the 20th century. Without being 
anarchist themselves, many of their theses also coincide with the propos-
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als of libertarian pedagogy. It is enough to consult ‘Critical Pedagogy’ on 
Wikipedia to get a .rst impression of the amplitude of this educational 
trend, with fuzzy limits and with different pedagogical, philosophical and 
political assumptions. Anarchist thinkers often cite authors as diverse as 
Deleuze, Foucault or Rancière (May, 2009), so that the relation between 
critical, progressive or new education and anarchist pedagogy are rather 
circular and work in both directions: anarchist thinkers enrich the current 
of critical education and these innovative trends in/uence anarchist edu-
cators. If we pay attention to the of.cial documents promoted by inter-
national organizations and especially governments, we .nd that they set 
partly contradictory objectives for education. On the one hand, a selective 
and meritocratic approach conditioned by the current neoliberal economic 
policy is a priority (OECD, 2009), although those same of.cial documents 
include the need to promote justice, democratic participation and equality 
(Council of Europe, 2017).

According to a famous biblical quotation from Proudhon, Destruam et 
edi!cabo (Tear down and build), the strategy of anarchist intervention is 
twofold. On the one hand, it is essential to carry out a harsh critique of 
present society, which obviously includes denouncing the structures and 
practices that uphold domination and exploitation. This includes a steady 
critique of the school institution in terms of its role in the reproduction of 
the system of exploitation and domination. Obviously, criticism should 
not simply be denunciation, but should rather help structures and situa-
tions of domination to disappear. This will require different tactics adapted 
to each situation, if possible within the framework of active nonviolence 
and civil disobedience, even though these paci.st formulas are frequently 
questioned in terms of the extent that they end up perpetuating what they 
intended to change (Gederloos, 2007; Dejean, 2016).

Both in the phase of destruction or deconstruction of existing structures 
and in the construction of alternatives, what is important is the use of di-
rect action, that is, that the interested parties themselves take control over 
the solution of their problems, and of the dif.culties they face (Graeber, 
2009). In the world of education, this means not waiting for education 
authorities, trade unions or other types of NGOs to approach and resolve 
what is happening. This is what teachers, but also students, have to do: 
learn to take control of their own lives – not individually and competi-
tively, but by seeking cooperation with those who suffer from the same 
problems. It is necessary to intervene directly in education, bypassing the 
structures of state administration from which neither permission nor justi-
.cation is required (DeLeon, 2008).

Direct action is closely linked to two other proposals of anarchist po-
litical philosophy that apply to education. The guiding thread of an or-
ganization must be self-governance, that is, the direct involvement of all 
the people who form part of the organization in its governance and deci-
sion-making processes. This includes deliberating about the ends sought by 
the institution – what kind of education it is looking for or what is meant 
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by a well-educated person – as well as the means needed to achieve those 
ends. All this is done through various processes of assemblies and delib-
erations, where it is important to reach consensus that enjoys suf.cient 
acceptance, yet at the same time has the /exibility to accept a variety of 
concrete applications of these decisions. An interesting model that can in-
spire concrete practices of self-government and direct action is that offered 
by the Zapatista movement – not strictly anarchist, but with profound 
similarities (Khasnabish, 2012).

Any anarchist intervention to transform social structures, particularly 
education, must always ensure that the means employed are consistent 
with the ends pursued. In formal education, bureaucratic classi.cation, 
measurement, control, discipline, compulsoriness, etc. are all means that in 
themselves provoke what is sought: the formation of individuals who will 
end up being obedient citizens, incapable of questioning the functioning of 
society, people who accept as a vital personal project what contemporary 
society offers: a competitive individualism that manifests itself through 
consumption and climbing up the social hierarchy, in order to increase 
one’s ability to consume and attain the accompanying social prestige. Eth-
ics and anarchist politics insist, therefore, on changing the means (Franks, 
2006), which implies rejecting purely instrumental reason, while maintain-
ing morally founded reason, that is, a reason of ends or valued rationality. 
To paraphrase Martin Luther King, freedom and mutual aid are not merely 
a distant goal that we seek, but a means by which we arrive at that goal.

Anarchist education is an integral way of teaching that puts into prac-
tice, here and now, a different way of teaching, modelling the transfor-
mative power of our educational proposals. Our educational praxis is an 
effective incarnation of the kind of human society in which we want to live 
and a practical demonstration of the kind of people we want to be. One of 
the most suggestive concepts of anarchist political action is “pre.guration” 
(Graber, 2002). This direct action is indicative of the re/exivity of anar-
chist methods which not only react against existing conditions but are also 
‘self-creative’ (Franks, 2006).

The idea is to create spaces that provide greater freedom and organi-
zational capacity based on mutual aid. Anarchists seek to pre.gure that 
which they are looking for. As applied to education, this means that anar-
chist education does not seek to teach children to be anarchists, it is not an 
alternative model of indoctrination. Rather, it is a perspective and activity 
that puts into practice educational models based on fundamental princi-
ples of anarchism, in such a way that students and teachers change their 
own lives in a radical and deep sense. Anarchist teachers create alternative 
systems and structures of teaching in their own classrooms, to demonstrate 
the viability of their ideals, to visualize that a different way of teaching is 
not a utopian proposal or a dream, but rather a very real pedagogical rela-
tion that is happening here and now. An education that embodies and pre-
.gures the basic aspect of anarchism: a steady critique of the current social 
‘order’, collective direct action, self-organization, mutual aid and a value 
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rationality, a reason interested in ends, not only in means. And the most 
important thing is that any class or lesson that approaches this model is a 
“pre.guration”, a creative event (the moment of the Kairos), “a concept 
of the present as that of the here-and-now, in which splinters of messian-
ic time are shot through” (Benjamin, 1974: XIII, A) and a deep personal 
experience, insofar as it provides a foretaste of what a truly democratic 
society might be like (Graber, 2009: 235). “Only by making one’s form of 
organization in the present at least a rough approximation of how a free 
society would actually operate, how everyone, someday, should be able to 
live, can one guarantee that we will not cascade back into disaster” (Grou-
bacic & Graeber, 2004)

4. A libertarian, anarchist, and ACRATA education

So far I have used the term anarchist mainly to refer to a global pro-
posal that has also been known by other names, although ‘anarchism’ is 
the term that has gained the most prominence. I return to the three terms 
that have been used more or less frequently, because they can help to make 
even clearer the richness of an education inspired by anarchist principles 
and the possibility of implementing it here and now, both in schools that 
are speci.cally anarchist or very close to anarchism, as well as in state-run 
public schools that currently host the majority of children and adolescents.

4.1 Libertarian

A central concept for anarchism is that of personal freedom, to the point 
that anarchists have already been referred to as libertarians. This .rst oc-
curred in France around 1850, then in Spain in the 1930s. In more recent 
times, some people have used the word to situate themselves within that 
political ideology, since it avoids the term ‘anarchist’, which is loaded with 
negative connotations in broad sectors of public opinion. In English, how-
ever, ‘libertarian’ is identi.ed with groups that defend individual freedom 
within the framework of capitalism and the free market. It is important to 
bear this in mind in order to avoid confusion, given that although they do 
share some features, anarchists defend a very different concept of freedom 
(Long, 2017). Traditional anarchism has always been anti-capitalist and 
anti-free market.

The fundamental difference, as Bakunin rightly pointed out, is that anar-
chists link personal freedom to the sense of solidarity and mutual aid that 
are radical hallmarks of their political, social and economic proposal. Our 
personal freedom does not begin where the freedom of the other person 
ends, but rather where that person’s freedom begins; that is, we can only be 
free in a world in which all human beings are free. As long as that situation 
does not occur, the exercise of our freedom will not be ful.lled (García 
Moriyón, 2019). My personal freedom is enriched by the freedom of oth-
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ers and is only such if it is exercised by myself and recognized by other free 
people. Freedom in the liberal sense is not directly linked to the freedom 
of others. In fact, it usually provokes individualism and inequality. On the 
other hand, freedom is not granted – even less by the state or by law – but 
it is rather recognized, and in many contexts the struggle of human beings 
is a struggle for recognition of their full status as human beings.

It is important to bear this in mind in formal education, since, in prin-
ciple, it is compulsory education: the child is obliged to attend and the 
family is responsible for this. Moreover, the state intervenes if it detects 
cases of truancy. The concrete way of deconstructing or overcoming the 
authoritarian and coercive character of the school is by generating – from 
the beginning – educational relations in the classroom based on what could 
be called an educational pact or contract. Such a contract is freely decided 
upon by the parties, and can be questioned at any time in order to revise 
or reform it. Yet it is a social contract which, with a solidarity-focused ap-
proach to freedom, imposes certain obligations to observe the pacts.

Experience shows that there is always a strong possibility of introducing 
the educational pact in the classroom. Although the academic curriculum is 
often determined by educational laws, this curriculum has to be adapted to 
each speci.c academic group. Within this context, the teacher can introduce 
a dynamic in which children are recognized as capable of participating in 
the decision regarding the speci.c topics to be addressed in the classroom 
(project-based learning) and the time to be devoted to them. In addition, 
the classroom is transformed into an ongoing community of inquiry that 
allows all its members to speak in conditions of equality, with the teacher’s 
task originally focused on orienting the rigor and argumentative quality of 
the dialogue while avoiding a position of preference. With this approach, it 
is possible to face the actual diversity of students in an environment more 
conducive to the kind of free and cooperative teaching that makes it pos-
sible for each student to contribute to the classroom according to their ca-
pacity, and to receive from the classroom according to their needs (Kennedy, 
2012). The exercise of freedom, understood in this way, is associated with 
equality by compensating for existing inequalities: it generates more equal-
ity, reduces segregation and fosters mutual aid (Suissa, 2008).

4.2 Anarchist

Literally, anarchism means the absence of bosses and the denial of hier-
archies that go beyond the those that merely function relative to speci.c 
contexts and well-de.ned periods of time. The Greek meaning of the word 
anarchy is formed by the pre.x an- or a-, which means the absence or 
the lack of, and the term ἀρχή (arkhi), which means ruler, director, chief 
or authority. Thus, the word anarchy, in itself, can be de.ned as without 
authority or without ruler. So we propose an education without chiefs, 
which means breaking with the intrinsic asymmetric relations that exist in 
the classroom between teachers and students and proposing a model of the 
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teacher as one who facilitates students’ process of growth and self-empow-
erment. Teachers do not liberate students, nor do they empower them, but 
rather facilitate a process of self-liberation and self-empowerment, provid-
ing them with the cognitive and affective tools, habits and dispositions that 
will allow them to be themselves.

We are confronting one of the crucial problems of formal education. The 
relationship between teachers and students is characterized by profound 
inequality that goes beyond functional differences, that is, the different 
roles that each one plays. This relationship also goes beyond the different 
degrees of maturation development – both cognitive and affective – that 
children and adolescents have as stages previous to adult life. In everyday 
practice, teachers are closer to Platos’s image of the philosopher king, or 
to the enlightened despot – much appreciated in the .rst decades of the 
Enlightenment – than to the image of a teacher-companion who offers 
support to children and teenagers in their process of personal growth. In 
contrast, we propose a different image which, by recognizing inequality 
and asymmetry, clearly restricts the tendency to impose, or even to liberate 
students (‘for their own good’, of course), and focuses on accompanying 
and guiding, i.e. educating. This is not an easy task, as evidenced by ex-
periences such as Summerhill, and even more so, by the experience of the 
libertarian schools of the Weimar Republic (Schmid, 1936). Nevertheless, 
as noted above and further discussed below, there are effective strategies 
that can help us to break these asymmetric pedagogical relationships.

4.3 Acrata

Finally, we are entering into another, though less frequent central concept 
for understanding anarchism. Anarchists do not seek democracy, special-
ly the actual liberal democracy; they want, as many other people, a true 
democracy, and for them that means advancing towards acracia (Bertolo, 
2019). Nor does it simply attempt to divide power and establish a system of 
checks and balances to avoid its accumulation, but also undertakes a perma-
nent process of fragmentation and deconstruction of power relations. This 
process goes beyond a critique of existing liberal democracies by proposing 
that no one should exercise power, given that power leads to domination 
and tends to increase the distance between those who hold power and those 
who do not. This makes it possible to establish an interesting and fruitful 
distinction between power, authority and domination (Ibidem). It also goes 
beyond direct democracy, because once we recognize a holder of power, 
be it the people (democracy), the best quali.ed people (aristocracy) or the 
techno-scienti.c experts (technocracy or epistocracy), we are giving up be-
ing the subjects of power, or empowered people. This can only be achieved 
by recognizing the genesis of the power that inevitably arises in the bosom 
of common life and by introducing a constant process of deconstruction of 
power relations, which in the .eld of education implies blurring, as far as 
possible, the differences between teachers and students.
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This profound leveling of power relations in the classroom requires in-
creasing horizontal forms of organization, which leads us to transform 
classrooms into safe and free spaces and environments, genuine inquiry 
communities in which we put into practice cooperative learning based on 
relevant work projects. This also requires challenging the power kernel in 
the pedagogical relations of formal education – the processes of quali.ca-
tion and selection – transforming them into processes of evaluation and 
learning. School marks are more than just a source of anxiety and pride 
among students. They should become a tool to focus on the goals to be 
achieved in the educational process by students and teachers. Evaluation 
serves the primary purpose of promoting student learning by informing 
students about their progress, alerting teachers about their students’ needs, 
and certifying the degree to which students have mastered the tasks and 
competencies valued by students, teachers, schools and even by society. 
But schools that reduce evaluation to grading and giving marks – a process 
entirely in the hands of teachers – becomes a school that segregates, classi-
.es and hierarchizes, thereby justifying meritocracy and legitimating social 
reproduction. All the same can be said of the control of living together and 
of the norms of the inner regime, with its system of sanctions and punish-
ments (Foucault, 1975). School classrooms become a central institution of 
social control, via grades, students’ records, sanctions and punishments.

An anarchist practice of education requires overcoming both the system 
of grades and that of awards and punishments. It is entirely possible – with-
in the framework of the school contract of which I spoke above – to negoti-
ate with students the goals to be achieved in the academic year, to negotiate 
the indicators to be used to gauge the extent to which those goals have been 
achieved, and to open the door to their direct participation in evaluation 
and grading. It is also possible to abolish all systems of sanctions, prizes and 
punishments, by seeking con/ict resolution practices based on mediation 
between equals and on the open discussion of differences, in order to .nd 
solutions to the problems that coexistence always provokes. To the extent 
that we move into this direction, current education can more closely ap-
proach that of an anarchist, libertarian and acratica education.

5. Conclusion

Be realistic, demand the impossible! This slogan became famous in 
France in May 1968 – a period of social revolution in which anarchism 
had a notable presence and contributed by giving a certain identity to the 
social uprising of students and workers.

That motto is useful in summarizing the fundamental contribution of 
this article. The anarchist educational proposal, which has always been 
so important within anarchist theory and practice, is a realistic proposal, 
although many call it impossible. Not only is it a matter of providing a 
harsh, albeit well-deserved criticism of the negative side that predominates 
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in the current education system, but also of trying to offer an alternative 
way of practicing education, radically transforming the usual way of teach-
ing and learning.

Under the cobblestones, the beach! Another slogan from 1968 that re-
minds us that under the boring, oppressive and repressive environment of 
usual teaching in a compulsory school lies the joy of learning. We don’t 
need no education, we just long for enriching education. And it is here, 
breaking another brick in the wall.

Guided by the force of anarchism (anarchy, freedom and acracia) and 
the tactics they have been used to change society (direct action, self-man-
agement, mutual support) it is a fact that other ways of educating and 
learning can be put into practice, ways that, by being based on freedom, 
mutual support, empowerment, etc., foreshadow an alternative education 
and point to a different society, without domination or exploitation.
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