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Abstract

Our article explores the possibilities of imagining a decolonial environmental education in Abya Yala/Latin
America as an environmental-desiring machine underpinned by a South-complex environmental thinking,
capable of generating subjectivations, promoting agency, and nurturing critical pedagogy praxes that place
ecosystems sustainability and care-of-life at the very center. To illustrate those pluriversal alternatives, we
present two educational and political-pedagogical experiences: a ‘nomadic curricula’ praxis on the
Federal University of Espirito Santo (Brazil) mediated by (re)existence/resistance movements woven by
Kapi’xawa and Kizomba collectives and communities; and a water-care popular environmental education
experience in the Sochagota Lake (Colombia), as a pedagogical praxis of (re)existence/resistance to
hegemonic market-episteme ‘water management’ models.
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Introduction

The set of multiple and interrelated crises (ecological, political, war, eco-social, care,
cultural, etc...) that has come to be called “poly-crisis”, and that is the result of the predominance
of a capitalist, neoliberal, and neocolonial predatory logic, invites us not only to imagine
environmental/ecological humanities (Hartman, Oppermann & Armiero, 2024 ), but to feeling-
thinking (‘sentipensar’) from ‘other’ places (‘/ugares otros’) (Leff, 2002). That is, to look for new
ways of thinking, feeling, and understanding that go beyond the disciplinary capacities and
subjectivities that are established in formal (environmental) education, transcending the linear and
mechanistic technical-scientific-financial-environmental solutionism. Aiming to open the door to
socio-economic, political, cultural, and onto-epistemic transitions (Escobar, 2021) able to generate
‘cracks’ (Walsh, 2017) in the wall built by hegemonic thought that prevails in the Capitalocene
(Moore, 2017).

Generating these cracks implies (re)imagining, (re)thinking and (re)acting from 'outside'
(‘afuera’) the hegemonic subjectivities of coloniality, an exercise of resistance and re-existence
from which other ways of being, thinking, doing and feeling are possible, and which give hope for
other pluriversal futures (Kothari et al., 2019; Garcia-Arias et al., 2025; Sardao & Silva, 2024) to
be imagined.

Contemporary capitalism entails the subalternization of ‘other’ beings, cultures, and
knowledge(s), and gives pre-eminence to a modern/colonial/Western-centric vision of
environmental education (EE) that is neoliberal, academicist, instrumental, and technocratic, based
on formal processes, and deeply connected to the hegemonic concept of ‘sustainable
development’, an oxymoron and a neoliberal device which is central to the capitalism/(mal-
)development paradigm (Garcia-Arias et al., 2025), and one of its hegemonic manifestations: the
2030 Agenda (Telleria & Garcia-Arias, 2022). The capitalism/(mal-)development paradigm not
only presents false solutions to the poly-crisis (Fraser, 2022), but also makes invisible other
existing fully viable alternatives and, even more, other possible utopias (West et al., 2024).

Mainstream EE is unidirectional —from experts/educators to learners—, vertical, and
mediated by a ‘knowledge-based economy’ —founded in the production, distribution, and use of
(orthodox) knowledge— where the educational system must provide uncritical ‘learners’ with the
cognitive tools and techniques necessary to contribute to the well-oiled operation of the
ecologically predatory, neoliberal, financialized, patriarchal, and neocolonial Capitalocene
(Garcia-Arias et al., 2023).

Faced with this hegemonic paradigm —in which the colonizing molar machine (Deleuze &
Guattari, 1972; 1980) incorporates the mechanisms of the capitalist machine— several critical and
dissenting views coexist. Among these, it is worth highlighting the pluriversal alternatives to
development (Kothari et al., 2019; Garcia-Arias et al., 2025), many of which can be brought into
dialogue with previous Latin American critical environmental thought (Galano et al., 2002; Leff,
2002; 2012). For these critical views, the capitalism/(mal-)development paradigm reproduces the
‘colonial matrix of power’ (Quijano, 2000) that, anchored in modernity and its neocolonial
institutions (Mignolo, 2007) —among them, mainstream EE—, promotes a cosmology of
‘development and sustainability’ based on the Human-Nature dissociation, and on predatory
subjectivities of domination, extraction, subalternization and control, establishing and perpetuating
different forms of exploitation (human, more-than-human, nature, class, race, gender, culture, ...).
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Transcending this domination/subalternization/extraction/exploitation trap requires not
only overcoming capitalism, the deconstruction of the concept of hegemonic ‘development’ itself
(Escobar, 1996), and its (re)politicization (Swyngedouw, 2018), but also a pluriversal, decolonial
and rhizomatic EE (Garcia-Arias et al., 2023), as a mediation to understanding the world from
‘other’ knowledge(s), built from more diverse epistemologies —included those from Latin America
(Santos, 2014; Noguera, 2018; Esteva, 2020).

But also in Abya Yala/Latin America, mainstream EE is built under the coordinates of the
hegemonic paradigm, and it is necessary to (re)imagine other EE anchored in others
epistemologies, ontologies, pedagogies, knowledge(s) and praxes —designed, lived, and felt ‘desde
dentro y desde abajo’ (from within and from below) by peasant, indigenous and Afro-descendant
communities themselves, who both inhabit the territory and feel inhabited by it. Such EE must be
critical, autonomous, intercultural, rhizomatic, decolonial, ecofeminist and pluriversal, in order to
redefine new ways of relating to the planet. As Garcia-Arias et al. (2023) pointed out:

The experiences of critical, autonomist, and emancipatory pedagogies carried out
in the global South (...) constitute a source for learning to build pluriversal forms
of education. Critical pedagogies, critical intercultural education, epistemologies of
the South, and Latin American environmental thought, all share the same origin
matrix: they define themselves from an epistemological and political-pedagogical
plur(ivers)ality as anti-colonial Souths, demanding a plurality of forms of
producing knowledges. (p. 1399)

Mainstream EE, limited to the field of education as an institutionalized/schooled space
(Walsh, 2017), has been hijacked by instrumental interests of teaching and the transmission of
(modern/Western-centric/colonial) knowledge, so our gaze points towards the pedagogical praxis
as an essential methodology within and for social, political, ontological, and epistemic struggles
for liberation (Freire, 2006).

Additionally, these constraints of hegemonic EE invite us to (re)imagine ecological
humanities (Van Dooren et al., 2024) that can overcome their institutional and epistemological
boundaries to embrace the poly-crisis threats beyond formal, institutional-based education. A
(re)imagination that allows EE to become a driving force in the development of a transdisciplinary
and intercultural ‘didlogo de saberes’ (dialogue of knowledges) that makes possible new ways of
being, thinking and feeling. Or, in other words, to radically transform EE into an environmental-
desiring machine that engenders the flows of deterritorialization of the ‘one’ and reterritorialization
of the ‘socius’ (Deleuze & Guattari, 1972), and which mediates a tapestry of life from decolonial,
care-centered, communal, and pluriversal perspectives.

Critical and autonomous environmental thinking from the South(s), as a hopeful path
towards other ways of living that contribute to the centrality of life and ecosystems, allows us to
think about this pedagogical challenge in coherence with the notion of the environment which
emerges from the culture-nature nexus.

In this context, our article explores the possibilities of imagining a decolonial EE in Abya
Yala/Latin America as an environmental-desiring machine underpinned by a pensamiento
ambiental complejo-Sur (South-complex environmental thinking) (Maya, 1996; Noguera, 2018),
capable of generating subjectivations, promoting agency (Deleuze & Guattari, 1972; 1980),
weaving ecological humanities, and creating new pedagogical praxes that place care, life and
ecosystems at the very center.
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Departing from the idea of ‘nomadic curricula’ (Pessoa, 2021) —that is, curricula always
on the move, that are dynamic and open to the issues that contextualize them—, a decolonial EE
can operate as an environmental-desiring machine, producing in and from conviviality, life-care
and the commons. While the machine of coloniality promotes processes of ‘individuation’, which
Guattari & Rolnik (1996) conceptualize as the ‘alienation of desire’, the environmental-desiring
machine could engender processes of ‘singularization’ —that is, disruptive processes in the sphere
of the production of desire, and /ines of flight against ‘capitalocenic’ subjectivities.

From this situatedness, the participatory research presented here engenders these
singularization movements by promoting academic activities contextualized into local cultures
even amid the molar and fixed articulations of educational institutions and curricula without
contextualization, which merely provides training for the job market, and not for a good life worth
living.

Based on extensive fieldwork, the article analyzes two different educational and
pedagogical pluriversal experiences. Firstly, an EE praxis on the Federal University of Espirito
Santo (UFES), and the articulations of (re)existence movements produced by Kapi’xawa and
Kizomba school collectives and communities in the municipality of Alegre (Espirito Santo, Brazil),
mediated by rounds of talk, capoeira, and other praxes. Secondly, a water-care popular EE
experience —based on South-complex environmental thinking— in the Sochagota Lake (Boyaca,
Colombia), as a pedagogical praxis of resistance to a market-based episteme ‘water management’
model.

By mapping those autonomous and decolonial EE experiences in Brazil and Colombia
—which are produced in everyday education and community life, rich in experiences and
reterritorializations, often invisible in official/academic references, but which (re)exist in the
pluriverse—, we explore the possibilities to imagine and potentiate some pedagogical praxes that
can produce eco-collective subjectivities, ecological humanities, and create non-mainstream EE
experiences ‘afuera’ (outside) of the capitalism/(mal-)development paradigm.

The rest of the article is organized as follows. In the next section we present the concept of
‘nomadic curricula’ and we apply it to the educational praxis of an EE developed in the Alegre
Campus of the Federal University of Espirito Santo (Brazil). Afterwards, after analyzing the
pedagogical praxes of the ‘South-complex environmental thinking’, we present its application in
an experience of decolonial EE focused on water-and-life care, in the Lago Sochagota (Boyaca,
Colombia). In the last section, we discuss both praxes, connecting them with the idea of an
environmental-desiring machine, and imagining some of the basic elements of a decolonial and
rhizomatic EE, capable of generating ‘other’ possible pluriversal futures (convivial, communal,
critical, and autonomous).

Environmental Education and Decoloniality

From The Colonial Matrix of Power to the Coloniality of Knowledge and the Nomadic
Curricula

In Abya Yala/Latin America, original colonialism has been replaced by a ‘colonial matrix
of power’. According to Quijano (1992), globalization can be understood as the culmination of a
process that began with the constitution of America and the colonial/modern and Eurocentric
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capitalism as a new pattern of global power. In this vein, the author elaborates on ‘coloniality’, a
process still ongoing, which has proven to be more stable than colonialism.

Within this colonial matrix of power, several colonialities coexist. Firstly, a ‘coloniality of
power’ (Quijano, 2000), inherent to a capitalist world-system (Wallerstein, 1974) in which (racial,
among many other) hierarchies emerge. Secondly, a ‘coloniality of being’ (Maldonado-Torres,
2007) which refers to the real subjectivity of power differences that determine that subalternized
subjects and peoples (the poor, indigenous peoples, Afro-descendants, some women, peasants,
racialized and non-heteronormative people) who inhabit the (geographic, economic and political,
but also cultural) peripheries are subalternized, and their voices are not heard (Spivak, 1988),
making them the main actors concerned and affected by coloniality. Finally, a ‘coloniality of
knowledge’ (Grosfoguel, 2002) based on the discourse of a hegemonic ‘civilizational’ model
underpinned by the capitalism/(mal-)development paradigm, which is presented as the most
advanced manifestation (as well as an aspirational model) of ‘human progress’ (Lander, 2000).
This coloniality of knowledge implies a process of (cultural) domination on a global scale that
marginalizes the ‘otredad’ (otherness): ‘other’ forms of knowledge(s) (‘conocimientos otros’),
‘other’ political-cultural identities, ‘other’ subjectivities, ‘other’ ways of validation of cultures and
knowledge, and ‘other’ educational processes.

This colonial matrix of power imposes a Western-centric/ modern/ colonial/ capitalist/
racist/ patriarchal world-system (Grosfoguel, 2013), that constructs a monocultural gaze based on
a historical-epistemic structure (Mignolo, 2011), and impacting on the ways of knowing and
producing knowledge(s), and on the symbols, modes of signification, patterns, and instruments of
formalized education.

Bernadino-Costa et al. (2019: 9) deepen this problematization by emphasizing that
“colonization in the field of knowledge is the product of a long process of coloniality that continued
reproducing economic, political, cognitive logics of existence, of the relationship with nature, etc.
that were coined in the colonial period”.

Additionally, Mareto Silva & Krohling (2020) emphasize the relationship between the
subalternization of both nature and women in Abya Yala:

the exploitation of Latin American countries is based on three pillars: i) the
exploitation of Nature, with permanent extractivism, the enslavement and
submission of rural communities by international industry; ii) cultural colonization
that imposes Europeanized standards for thinking and living as if they were
absolute and universal values; iii) the double subjugation of Latin American
women, who were subjected by Latino men and, later, by colonizing men. (p. 126)

Hence, after original colonization various colonialities has been (re)produced to generate an
ideology that prevents or hinders an autonomous and pluriversal approach to ‘real sustainability’
in Abya Yala’s territories. Transitions to break with this ideology, so that ‘other’ sustainability can
be achieved, are needed (Escobar, 2021); and these transitions require a new socio-political,
economic, and cultural system, but also different EE pedagogical praxes.

In this context, Latin American ‘sentipensares’ (feeling-thinking), and critical pedagogies
(Sudrez et al., 2016; Pinheiro-Barbosa, 2020) play a key role in allowing the construction of an
educational process that promotes the rupture with very diverse forms of oppression (class,
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coloniality, race/ethnicity, among others), while creating a nexus with an onto-epistemic critique
of the capitalism/(mal-)development paradigm. That is:

critical pedagogies de-hierarchize knowledge by dismantling the conception of a
one-way political/pedagogical subject —understanding that educator and learner
must be producers and builders of knowledge(s)—, questioning neoliberal relations
and building new epistemic territories (...) where these ‘pedagogies that decolonize’
propose forms of re-existence, resistance, and insurgency. (Garcia-Arias et al.,
2023, p. 1399).

Latin American political-pedagogical praxes, such as the educational project of the
Movimento dos Trabalhadores Rurais Sem Terra (MST) in Brazil (Caldart, 2004), the Zapatista’s
educacion verdadera (true education) (Garcia-Arias et al., 2023), the feminist pedagogies of
popular, community, decolonial, indigenous and peasant feminisms (Pinheiro-Barbosa, 2018), or
the pedagogy of alternation and field education (Fraga & Sousa, 2017), challenge the hegemonic
EE model, connected to the capitalism/(mal-)development paradigm and anchored, among others,
in the Sustainable Development Goal #4 of the 2030 Agenda, which although presented as an EE
that aspires to “leave no one behind” and to confront the present ecological crisis, in reality it is a
depoliticized, uncritical, prescriptive, unidirectional and utilitarian educational model, which
serves to sustain the status quo (Jickling & Sterling 2017).

The pedagogical-political praxes inspired by these Latin American ‘sentipensares’
(feeling-thinking) and critical pedagogies are impugnatory and insurgent, that is, they aspire not
only to (re)imagine education itself but also to build autonomism (Maldonado-Villalpando et al.,
2022) and environmental humanities (Van Dooren et al., 2024), through praxes that are not only
educational, but also prefigurative. In short, it is about imagining and weaving pluriverse (Garcia-
Arias et al., 2023; 2025), and Buen Vivir systems (Garcia-Arias & Cuestas-Caza, 2024) from
educational-political praxes based on ‘other’ onto-epistemologies, knowledge(s) and modes of
conviviality.

By understanding that the curriculum is not limited to the classroom, but that it is
interwoven with communities, families, teachers and students’ experiences and everyday lives, the
idea of ‘nomadic curricula’ (Pessoa, 2021) may be an integral part of this decolonial and rhizomatic
EE needed, as the ‘nomad’ (Deleuze & Guattari, 1980) constitutes territories with the potential to
bring about collective transformations.

The two case studies presented below show the possibilities of constructing molecular
revolutions to break with the coloniality of knowledge. According to Mignolo (2020), in the
formation of the school curriculum in global South countries, a bloody battle took place that
subordinated the knowledge of previously colonized peoples, making them ‘unfit’ for the
curriculum, a fact that relegated them to a form of ‘cultural knowledge’ and thus legitimized the
colonial difference through the coloniality of knowledge. Therefore, there is still a curriculum
largely based on Western onto-epistemology that disregards other epistemes.

Coloniality of knowledge in Brazilian higher education (HE) institutions

In this context, discussing the importance of the effects of colonization, followed by other
forms of colonialities, in Brazilian HE institutions seems relevant (Tristdo, 2016), highlighting the
need to deconstruct colonial discourses and produce ‘other’ narratives. For instance, academic
literature has problematized the challenges that university faces when receiving an increasing
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number of culturally diverse students, and movements for contesting the (mono)cultural-social-
labor hegemony emerge (Certeau, 2012).

Brazilian HE is, in general terms, based on a solid tradition of Eurocentric modernity, in
which the effects of both Portuguese colonization and current colonialities can be observed.
Hegemonic knowledge has been produced predominantly by a white and western group of
scholars, from the perspective of a Western-centric epistemology, so that ‘other’ knowledge(s) are
rarely considered. Thus, monocultural education opposes the students’ cultural diversity,
decontextualizing them from the educational process, and contributing to the crisis that Brazilian
HE is experiencing (Alves, 2001). Subsequently, it is necessary to (re)imagine and (re)think
Brazilian HE institutions, proposing a logic of ‘multiple singularities’ which respects the cultural
diversity of this community.

This challenge is thus linked to the HE institutions and the society in which they are
inserted. Rethinking the roles they play today requires understanding their complexity, for example
problematizing the movements of contestation to hegemonic education, or by analyzing whether
students can provoke change, or create possibilities for ‘other’ EE in local communities, schools
and HE institutions (Pessoa, 2020).

For a rhizomatic and decolonial EE, it is needed that ecological knowledge should be
contextualized to the specific curriculum of the courses, highlighting the contributions of local
cultures. For example, within the practices articulated by the Kapixa 'wa collective, local farmers
taught graduates how to store rainwater in the soil for dry periods, articulating indigenous
knowledge with academic knowledge to mitigate the effects of climate change.

In this sense, we defend the need for a resizing of pedagogical praxis, and for other
guidelines for ecological knowledge(s) that are not only theoretical, but articulated within the
pluriversal tapestry of cultures and social practices (Garcia-Arias et al., 2025), and with a close
relationship between research, teaching, dissemination and extension of knowledge (Pessoa, 2022;
Tristao, 2008). However, a paradigm shift that reorients EE towards valuing all the relationships
interconnected in the socio-environmental network —in which more-than-humans, humans and
nature are interwoven— is not an easy task, and a South-complex approach to the ‘capitalocenic’
ecological crisis from the epistemologies of the South may be of help.

Therefore, it is relevant to analyze colonialities and its updated disciplinary forms of
subjectivity to rethink the EE in relation to territories, communities and culture(s). And, in that
sense, local praxis linked to academic training constitute an important context to be explored
because they can contribute by showing the need for a glocal perspective (Garcia-Arias & Cuestas-
Caza, 2024), understood as a local gaze at global effects, and not the other way around, to combat
some manifestations of climate/civilization crisis. Thus, enabling the construction of an EE that
finds paths for pluriversal alternatives in the Capitalocene.

Nomadic curricula in the Federal University of Espirito Santo (Brazil)

With our field work on the Alegre Campus of the Universidade Federal do Espirito Santo
(UFES), Brazil, we have mapped some learning movements, seeking the possibility of a decolonial
EE which problematizes issues beyond institutionalized and mainstream EE, involving
agroecology, ecofeminist and anti-racist perspectives.
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The participatory field research was carried out by one of the co-authors (Pessoa, 2020;
2021) in the municipality of Alegre, located in the Southern region of the State of Espirito Santo
(Brazil), known as the Region of ‘Caparao Capixaba’. This region is currently known for its coffee
monoculture and ‘specialty coffees’ production, with almost no evidence of remaining ancestral
crops. It is home to the Caparad National Park, which was inhabited in ancient times by different
indigenous groups: the Botocudos, the Poris (or Puris), numerous Tapuia tribes and, later, the Tupi.
The region was also inhabited by groups of hunter-gatherers who, with their resistance to
colonization by the Portuguese, prevented —for a certain time— the destruction of the Atlantic forest
in several regions. They were subject to State persecution and, nowadays, they are subalternized
and exploited within this new monocultural reality.

Upon observing that no approach in the University's courses provided contextualization
with an EE linked to local culture(s) and knowledge(s), we began our research by monitoring
whether this movement existed in other locations on the campus, in addition to the classrooms.

Our epistemic and methodological cartography is anchored in the schizoanalysis and the
rhizomatic principles of Deleuze & Guattari (1972; 1980), following the lines of flight to the
desiring machine, seeking a path to compose responses to Gaia's intrusion (Stengers, 2015), since
both the perspective of EE and the (re)existence movements analyzed can be related to the rhizome
in their articulations in the context of the university and beyond it. This cartographic research-
participative intervention (Passos et al., 2010) was carried out following the movements of
(re)existences that took place on the South campus of the University. More specifically, the data
in this cartography was obtained when monitoring movements on the Alegre campus of UFES and
beyond, in the conversation networks formed in 10 conversation-meetings, 5 event-meetings and
4 training-meetings. We also followed social media (Facebook and Instagram) interactions, and
we participated in meetings/assemblies with some organizations linked to the University, from
2017 to 2019.!

In meeting-conversation-training events we got to know the Kapixa'wa and Kizomba
coletivos (collectives) —groups formed by university students, but operating independently from
formal teaching activities— which promoted projects with schools and local communities.

Kapi’xawa emerged in 1987, from a group of agronomy students that questioned the
conventional agriculture model taught in the classroom, and aspired to other forms of
knowledge(s) linked to local practices. In our research, we analyzed training in agroecology and
permaculture, detecting interrelations with social issues, such as environmental racism and
agroecological feminisms, which may be associated with the molecular crossing of EE.

Another collective analyzed was the Kizomba coletivo, which emerged in 1999 as a
national movement, and settled from 2017 on the Alegre campus, and which aspires both to new
pedagogical praxes and a new political culture that denounces racism, patriarchy and transphobia,
in HE and beyond, questioning the various forms of exploitation, and which can be associated with
decolonizing flows in EE.

The Kizomba and Kapixa 'wa collectives promoted rounds of talk, workshops on Afro-
Brazilians and indigenous cultures, exhibitions, cultural actions, and fairs, involving all the
members of the educational community.

!'See Pessoa (2020; 2021) for a more detailed approach to the methodology used, and data obtained.
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Among these activities were, for example, the articulations between Kapi'xawa and the
Laboratory of Studies and Research in Environmental Education, which promoted conversation
circles about the disposal of waste and the preservation of the environment with students from the
municipal school in the Area of Relevant Ecological Interest (AREI); the organization of the
Caparao Consciousness Meeting at Sitio Floresta, located in the Floresta Rural Settlement with
the slogan of ‘Planet Earth is our Environment, our Common Home’; or the organization of the /
Festival of Diversity and Human Rights of Alegre, under the motto 'Caring is a political act'.

Our cartography followed a few lines and found networks and projects linked, for instance,
to junior enterprises in university incubators and lecturers on campus. To follow these flows, we
have identified additional collectives (self-organized groups without hierarchies, formed by
university students) that compose a ‘nomadic curricula’ with communities, and promote
‘molecular revolutions’ (Guattari, 2012) in the emergence of eco-collective subjectivities. The
‘nomad’ constitutes or seeks to constitute territories with the potential for collective transformation
(Deleuze & Guattari, 1980), so that ‘nomadism’ is not about physical but intensive displacement,
in the sense of following the flows of desire. Therefore, school curricula, by understanding
subjectivities, can provoke deterritorializations, creating possibilities of feeling-thinking about
eco-collective subjectivities in the composition of nomadic curricula, amid attempts to control and
capture the coloniality machine (Pessoa, 2022).

Part of the narratives of these collectives allow us to consider EE as a dimension in which
the dichotomies created by the coloniality machine, among other dispositives, can be de-
territorialized and re-territorialized by multiple and singular relations, within the rhizomatic
structure of the Human-Nature-Culture tapestry:

In school, I viewed environmental education as preserving the planet. That's what I
understood. I saw environmental education as teaching people to understand how
to preserve the planet, but as I became involved in agroecology and later graduated
with a degree in geology at university, I came to a broader and different view of
environmental education.” (Statement from a student at a meeting-conversation).

So I think environmental education is very much stuck in the preservation bias. I
personally believe that the way forward for environmental education is to convey
the idea that we are part of a whole. To me, this is the transformation that people
need to receive in environmental education.” (Statement from a student at a
meeting-conversation). 2

Moreover, in our event-meetings (Meeting of Rural Women of Alegre (EMRA), and
Meeting of Conscience from Caparao (ENCO)), the communities demanded relations of respect
towards the Earth and the more-than-human species, as is the case with some ancestral cultures.
This is embodied, for example, in agroecological practices, such as permaculture, which we
associate with attempts to reterritorialize relationships with the land. The collectives also
highlighted the importance of preserving ancestral habits and customs, and the local cultures of
each place in the actions and events they facilitate.

We also observe some traces in micropolitical formations that can enhance singularity, the
power of being molecular and multiplicity, without assuming any unity or totality or
circumscribing to a single subject: “[...] @ whole youth that fights for ourselves to transform our

2 All quotations in the text have been translated from Portuguese and Spanish into English by the authors.
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tomorrow, and even our today, for a society in which we can speak without fear of being repressed”.
(Statement from a student at a meeting-conversation).

In these agencies, we observed the possibility of nomadic curricula, which were not limited
to the content of the curricular proposals of the careers. Where ideas were lacking for the institution
to allow the crossing of EE in academic training, there were possibilities for collective agents in
their networks of conversation: “Strengthen the campaigns and groups that already exist [...]. And
move these actions to transform, maybe not this space, but to claim that UFES gives us a space to
really work [...]”. (Statement from a student at a meeting-conversation).

From our field research and participant observation, by emphasizing the power of the
(re)existences produced by narratives which can be nourished with cultural experiences, we can
imagine an EE which may be articulated within communities that highlight the importance of
preserving their ancestral habits and ways of experiencing local ‘nature(s)-culture(s)’ (Pessoa,
2020; 2022).

Additionally, it is possible for these movements to resonate in collective enunciations, such
as observed in meeting-conversation:

We, young students of UFES in Alegre, are looking for an organization to really
change these old practices that the old politics has been bringing. [...] to build this
new political culture that we care so much about proposing democratic, socialist,
feminist, anti-LGBTphobic and anti-racist”. (Statement from a student at a
meeting-conversation).

The possible rupture with ‘old practices’ that are imbued with power, together with the
intertwining of ‘common’ causes, provide clues for this research. That is, a pluriversal EE
perspective (anti-capitalist, decolonial, non-racist, ecofeminist, inclusive, critical) that seek to
break with this disciplinary process of domination of the socio-environmental networks, seeking
to problematize the effects of coloniality on social relations of coexistence with the planet, and to
promote pedagogical praxes and environmental humanities in the connections between
communities, real life schooling, and universities.

These experiences can enhance and influence the different learning processes. We have
detected ‘flows of desire’ that give rise to curricular compositions (i.e., knowledge that is created
collectively as a literary work or an artistic painting) in the search for connections with local
cultures in the rounds of talk and workshops involving the sharing of knowledge with Afro-
Brazilians and indigenous cultures, aspiring to facilitate networks for sharing socio-environmental
communal knowledge(s), and organizing meeting-training events, which suggest possibilities for
the development of a nomadic curricula, which could be articulated as an environmental-desiring
machine, engendering flows of deterritorialization of the ‘ome’ and reterritorialization of the
‘socius’ (Deleuze & Guattari, 1972).

On that curricular production, compositions that leverage decolonial EE and that
problematizes and repoliticizes the domination of nature and indigenous cultures by
capitalism/(mal-)development paradigm, and produce clues in the research trajectories can be
observed: in approaching socio-environmental issues, in meeting-conversation events and schools’
activities that question socio-environmental policies, in recreating new ways of feeling-thinking
—such as the training event, which took place on May 2019, in which students participating in the
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Kapixa'wa collective produced knowledge that go beyond the prescribed and/or official orthodox
educational programs.

Additional examples of this decolonial and rhizomatic curriculum production include
creating ‘conversation circles’ between teachers and students (both as ‘learners’ and ‘knowledge
creators’) on ways of relating to nature-culture(s), in which co-education takes place; collective
debates on consumerism, use/reuse and recycling; sanitization of fruits and vegetables for
consumption and food sovereignty; among many others that emerged in the discussions as flows
of desire.

Every flow of desire intertwines with each other like a rhizome and arises from the interest
in learning about the socio-environmental knowledge(s) that contextualizes them. By following
this learning interest, this ‘invented’ curriculum moves like a nomad (Deleuze & Guattari, 1980),
as it goes towards what interests it. Additionally, those nomadic curricula generate ‘other’
knowledge(s), and produce, in their micropolitics, relevant compositions with local cultures and
communities, being able to (re)create the ability to think, act and care together in harmony, in
current 'capitalocentric' framework, in which civilizatory crises pursues us (Stengers, 2015).

During the curriculum production of these cartographies in connection with schools’
communities in meeting-conversation-training events, eco-collective subjectivities and
possibilities to enhance nomadic curricula are produced, creating a context of mutual care which
provides clues to the convivial reappropriation of the commons and to the transversality of
decolonial EE, by means of a pedagogical praxis that goes beyond the school/university formal
education axes. In these powerful eco-collective assemblages and (nomadic -curricula)
compositions open to the unknown —which break with the knowledge enclosed in Western-
centric/modern/colonial disciplines—, the possibilities for an environmental-desiring machine able
to produce a pluriversal, rhizomatic and decolonial EE emerges.

Thus, this pedagogical praxis may help to articulate nomadic curricula as a counter-
hegemonic way to escape the forms of control that are intertwined with the current Brazilian HE
model. Curricula that are produced in everyday school and community life, rich in experiences and
care-centered, often invisible, but that (re)exist in pluriversal worlds opposed to the Capitalocene.

In this context, decolonial and rhizomatic EE can promote flows of desire, which are
articulated to the spaces-times of schools/universities and beyond them, as it is machinic,
transversal and transdisciplinary. As an environmental-desiring machine it engenders nature-
culture(s) flows of desire. An environmental-desiring machine that can be potentiated by inventive
and decolonial movements, such as those presented in the Brazilian case. Movements that can be
articulated as fighting machines amid a context of dismantling and attempts to control the
coloniality machine, struggling for critical ecological humanities of freedom, whether at
school/university or outside it, in the Capitalocene.

South-Complex Environmental Thinking, Pedagogical Praxis and
Decolonial Environmental Education

Pedagogical Praxes in a South-complex Latin American Environmental Thinking

Pedagogical praxis in the context of the ‘Pensamiento ambiental complejo-Sur’ (South-
complex environmental thinking) (Maya, 1996) represents an invitation to think of the Earth as
pluriversal, and imagining an ethical-poetic and aesthetic proposal that inspires the search for other
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ways of inhabiting it (Noguera, 2018). For this Latin American philosophical perspective, the
ecological crisis is a civilizational one, and it is necessary to abandon the mechanistic and
universalistic vision of the one-world to move towards an understanding of the tapestry of life,
through autopoiesis and autonomism (Maturana & Varela, 2003).

Furthermore, it advocates the construction of new ecological humanities that democratize
knowledge through praxis, and draws on philosophical reflections connected to the ecological
complexity (Leff, 2000), and to the epistemologies of the South (Santos, 2014; Garcia-Arias et al.,
2023), to emphasize the notion of a diverse and creative feeling-thinking which rescues the
affective (Morin, 2018).

Additionally, aesthetics becomes a fundamental pillar of this philosophical approach:
aesthetics as an intersubjective exchange of sensitive effects, a non-linear, open, and permanent
self-construction that can take on the challenge of thinking about the complexity and pluriversality
of the world (Fabelo & Pino, 2011). Thus, the ‘aestheticization’ of EE constitutes a moral and
creative power that links humans with more-than-humans and nature (Noguera, 2004).

Therefore, pedagogical-political praxis must generate spaces that favor ethical-aesthetical-
political transitions towards a symbolic-material tapestry of (educational and cultural) pluriversal
alternatives, by taking an aesthetic stance that is articulated with social communication, and
functions as a code that carries meaning(s) and generates models of life (Motta, 2012).

In other words, more than a methodology, we need a poetics that promotes a critical
decolonial EE that allows us to face the challenges and urgencies of the Capitalocene. In this
ethical-aesthetical-political-poetical turn, the challenge is to bring to pedagogical praxis a
thinking-doing with and from the mother-Earth, which evokes a human situated on the planet,
rooted in a place (Boff, 2017).

In this way, the poetic-aesthetic joins the oneiric, the ludic and the flows of desire (which
have been forgotten in the Western-centric/modern/colonial knowledge), but without renouncing
the educational dimension (Noguera et al., 2020), proposing a pedagogical praxis, where ‘praxis’
is understood both as a subjectivity that transforms the world, and as a practice of freedom (Freire,
2005).

Hence, when (critical) pedagogy is praxis, the performative exercise of reflection-action
becomes a pedagogical and political machine, with a strategic-active use, essential for social,
political, ontological and epistemic struggles for liberation (Walsh, 2017), as well as for the
reterritorialization of a decolonial EE.

The deployment of a pedagogical praxis, from the South-complex environmental thinking
perspective, constitutes a path of resistance to the dominant forms of knowledge which, from a
colonial historical perspective, has given rise to the hierarchization of epistemes, naturalizing
patterns of power that (re)produce relations of domination where the knowledge(s), experiences
and ways of life of those who inhabit colonized territories have been subalternized.

In that context, our fieldwork was carried out by one of the co-authors (Sdnchez Gomez,
2020; 2021) between 2019 and 2021, within the project “Resiliencia y Gestion de Sistemas Socio-
Ecologicos Estratégicos para la Actividad Agricola en Escenarios de Variabilidad Climatica.
Caso de Estudio: Lago Sochagota (Boyaca, Colombia)”. Lake Sochagota, together with the
freshwater and thermo-mineral flows with which it is connected, is a strategic socio-ecological
system for the development of agricultural, tourism, mining, and human consumption activities.
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Given that the market-episteme management and operation of this system can compromise the
quality and quantity of water necessary for the resilience of the system, the project aims to develop
a pedagogical praxis of decolonial EE in search of collective ways to care for water as a common,
convivial and life-sustaining element (Sanchez Gémez, 2020).

The development of our participatory field research was consistent with a South-complex
environmental thinking approach, and therefore it did not establish a specific object of study, but
rather delves into a scenario of socio-ecological complexity in the municipality of Paipa, Boyaca,
Colombia, as a case study. The consolidated ‘grupo motor’ (driving group) was made up of
participants from five sectors, differentiated by activity, as follows: (i) farmers from Cafios, Romita
and Esperanza villages; (ii) owners of hotels and spas offering thermal water bath services; (iii)
users of irrigation canals in the villages of Cafios, Romita and Esperanza; (iv) social and collective
organizations on environmental issues that wish to participate through an open call; and (v)
institutions directly involved in the decision-making process around water management in the area.
The number of participants was variable, ranging between 15 and 30 participants in the different
proposed activities.’

Pedagogical praxis in Lago Sochagota (Colombia)

The results of the fieldwork allow us to imagine the possibility of (re)signifying and
reterritorializing the symbols of water-culture as a key element of the language of the Earth, and
to think about other ways of inhabiting it (Noguera, 2013; Noguera et al., 2020), but also to analyze
its significance, interpretation, consciousness and aesthetics-poetics, through a machinic agency
(Deleuze & Guattari, 1980).

As previously noted, we did not work with a ‘sample’, but with a ‘driving group’ that was
not entirely selected by the researchers but emerges in the living process of the research (Montafiés,
2010). Those ‘driving groups’, which integrate the environmental-desiring machine, are, in our
socio-praxis, groups that represent a type of collective leadership: heterogeneous in their
composition but sharing a common action. Inside them there are no ‘representatives’, but people
who want to commit themselves for a time to a task that seems interesting (Villasante, 2015;
Villasante et at., 2000).

Our research aspires to be a transformative and autonomous performative praxis and,
consequently, the representativeness of this ‘driving group’ is not statistical but meaningful and
structural, where participation is built according to relationships and roles, and not to individual
characteristics (Galeano, 2004).

The fieldwork involved participatory environmental scenarios in the territory (collective
meetings, environmental forums, citizen mobilizations, political meetings, community
workshops), allowing the establishment of relationships of trust with community leaders, peasants,
activists, grassroot organizations, and citizens that allowed the construction of the ‘driving group’
of the participatory-research process. The information was obtained through participant
observation and recorded using a field diary, audio recordings and photographs, and it was
validated by the ‘driving group’.

* See Sanchez Gomez(2021) and Sanchez Gomez & Usaquén (2020) for a more detailed analysis of the
project methodology and results.
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The dialogues within the ‘driving groups’ aimed to overcome the ‘capitalocentric’
hegemonic subjectivity which has turned water into a ‘resource’ that can be ‘valued’ in
economic/market terms. The collective and autonomous reflection in the active participation
meetings showed the urgency of moving towards a reterritorialization and a re-encountering with
water as a common. Our research also showed the complex interconnection that exists in that socio-
ecological system, and the need to generate spaces for reflection that allow the recognition of
interdependent relationships. This is a fundamental element to overcome the individualistic culture
of the Capitalocene and that of mainstream EE, which have reinforced the idea that individual
change is sufficient to achieve ‘sustainable’ societies, hindering the collective encounter. This
deterritorialization has generated a scenario of distrust and conflict that turn the 'management of
the commons' into a power struggle where dominant forces end up subjugating the subalternized
groups and individuals, and taking away their agency and autonomy.

In the framework of this process around Sochagota lake, some pedagogical praxis activities
have been carried out. One of them involves the generation of a pedagogical route ‘Agua de luna
para la sal de la Tierra’ (Moon water for the salt of the Earth) in order to stimulate the dialogue
between scientists and the peasant communities, around the Sochagota lake system. Likewise, the
podcast ‘La almojabana, un reflejo de lo que somos’ (The almojabana, a reflection of what we
are) was created and broadcasted on the community radio station La Paz de Paipa during 2021.
This radio production uses the almojdbana, a popular food in the area, as a metaphor for the
beginning of a process of popular EE that uses the creative act as a pedagogical device.

The collective reflections on this participatory EE with the ‘driving groups’ offered three
ways to rethink water governance in terms of life-care, which can be a model to (re)imagine a
decolonial EE based on an environmental-desiring machine.

The first one is based on care as listening', as an attitude of interest and attention to the
other(s) and to the otherness. In this path it is necessary to silence the human voice so that the
language of water (nature/mother earth) can emerge (Noguera, 2013); in this sense, to care is to
pay attention, to heed the call of the water, to listen to its clamor, from silence. The second path
has to do with 'care as solidarity and compassion', which constitute a convivial way to coexist in
harmony, so that the nature is understood from other logics where the subalterns (those most
affected by ecological degradation in the Capitalocene) are placed at the center of the agenda,
weaving ties of support and mutual aid. On the third path, listening, solidarity and compassion
converge, constituting the path of 'care as responsibility' (Jonas, 1995). To feeling-thinking co-
responsible is to commit oneself to life-care and protection, and demands awareness of the
consequences of what one does and what one fails to do, which suggests a direct relationship with
action. In this way, the responsibility of care is both a pedagogical praxis and a performative
political ‘agencement’ (assemblage). Reflection and autonomous action become synergistic
subjectivities in the process of decision-making that concludes in the ways of acting.

Discussion and Final Remarks

In this article we have shown how an environmental-desiring machine functions as a
coupling of collective desires that, both in the Brazilian and Colombian experiences presented,
materialized in agencies that go beyond the conventional practices of EE, achieving molecular
revolutions that, from the rhizomatic interaction academy-community, were constituted as lines of
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flight capable of subverting the relations of exploitation-domination-control of nature, humans and
more-than-humans, which predominate in the Capitalocene.

These forms of (re)existence/resistance, provide references for a decolonial, rhizomatic and
pluriversal EE which —either through the proposal of a nomadic curriculum as a space of free
collective transformation, or through a water-care pedagogical praxis based on a South-complex
environmental thinking— becomes necessary for the mutation of individual desires that
capitalism/(mal-)development paradigm has produced, for an environmental-desiring machine
capable of producing a socius that is potentially revolutionary.

Our fieldwork in the Federal University of Espirito Santo shows that a decolonial EE, by
understanding subjectivities, moves deterritorializations and creates possibilities of feeling-
thinking about eco-collective subjectivities in the composition of nomadic curricula, amid attempts
to control and capture the coloniality machine. The rhizomatic openings that the Kapixa'wa and
Kizomba collectives can promote (using networks to share knowledge(s), convening training
meetings, organizing workshops and joint efforts for the community), can allow them to (re)create
‘other’ knowledge(s), without barriers imposed by disciplines or by the university. Likewise, we
detected movements that can enhance curricular nomadism and facilitate the crossing of EE in
flows of desire, with molar-molecular scripts, which can enable nomadism in curricular
compositions, and transversality in disciplines and knowledge(s).

This is not to say that technical/scientific knowledge is not important (it is indeed); but
also, in addition to this one, there are ‘other’ issues. Thus, the virtue and transformative power of
a decolonial and rhizomatic EE lies in its effects, in the propagation of ‘cracks’, in the rhizomatic
openings provoked by its movements, which can enhance nomadic curricula, open to the dialogues
that contextualize us.

In this sense, we bet on imagining a pluriversal, nomadic and critical EE that, intertwined
with the micropolitics of re-existences, can cross nomadic curricula. A decolonial EE which
articulates with social movements and local culture(s), weaving flows of curricular production,
and which (re)exists in educational institutions, even if they try to strangle it in disciplines and
actions. Most of its resonances are informal and transgressive, but not even their absence from the
hegemonic curricula is able to prevent the agency of the environmental-desiring machine.

Therefore, EE from a critical and pluriversal perspective can promote flows of desire,
which are articulated to the space-times of the university and beyond, as it is machinic, transversal
and multidimensional; that is, an environmental-desiring machine engendering nature-culture(s)
flows of desire. A desiring machine that can generate lines of flight amidst the axiomatic power of
the coloniality device. A machine that rhizomatically articulates favoring deterritorializations of
traditional knowledge to reterritorialize a more integrated one, articulated around local cultures
and social movements, seeking a close relationship between research, teaching, diffusion and
extension, as can be seen from our case studies, in the activities and events that were presented,
and in the training provided by collectives, local farmers and other community members.

An environmental-desiring machine that can be potentiated by movements of re-
existences; movements that can be articulated as ‘fighting machines’ (Negri & Guattari, 2017) in
the midst of a context of dismantling and attempts to control the coloniality machine, struggling
for new spaces of freedom, whether in the university or outside it.



34 Critical Education

Regarding our research on the Lago Sochagota, we have shown that, in a decolonial EE
situated in a South-complex environmental thinking, water governance should be based on
interdependence/eco-autonomous organization, which establishes that there is no autonomy
without multiple dependencies (Morin et al., 2006). The need for the recognition of
interdependence is key to overcome the indifference and concealment of the other(s) and the
otherness, generated by geo-biopolitical discourses that have constituted a universal/Western-
centric model of inhabiting the Earth; that is, a colonial, ecologically predatory and
‘capitalocentric’ system.

Learning from this praxis of EE applied to water-and-life care, we imagine and propose,
instead of the hegemonic market-episteme approach, the ethics and pedagogical praxis of care and
protection as guiding principles to rethink water management, based on a convivial relationship
with ourselves, with the otherness and with the Earth. Based on a collective feeling-thinking on
the driving group's desiring-machine, a pedagogical praxis of care makes possible the feelings of
solidarity and compassion needed for conviviality.

Therefore, life-care emerges both as a critique and a line of flight to the Capitalocene, and
its absence in our relationship with nature and ‘others’ as the cause of our disconnection with the
‘whole’. In face of this de-agencement, we propose a relationship of care in which reterritorialized
links allow humans to listen to the language of water (and of the Earth), respecting its cycles, but
also its mysteries.

Life-care allows not only to rethink nature, but also to promote paths of listening, solidarity
and responsibility that allow approaching environmental complexity from other (ecological
humanities) logics. This requires an ‘ontological turn’ (Garcia-Arias & Schoneberg, 2021) that
helps to overcome an ontology based on control, domination and hierarchies, to an ontology based
on the convivial tapestry of life (Maturana & Varela, 2003), but also, as we have shown in this
article, an ‘ethical-aesthetical-political-poetical turn’. This transition has the potential to generate
a transformation in power/knowledge relations, empowering the care of the common as a political
exercise, as a performative action, and as an ethical-poetic pedagogical praxis. In sum, a turn that
allows to leave the Capitalocene towards an ‘Ecocene’ in which

the nexus of mind-and-matter, culture-and-nature, self=and-world, are gathering
and co-evolving together in non-fusing but holonic ways of part and wholes,
thereby disclose an open process of ‘betweening’. The embodied ‘subject’ or ‘inter-
(sub)ject’ and its likewise embodied ‘inter(sub)jective’ encounters with all their
meanings and ‘inter-(ob)jective’ lifeworld and its forces are an extensive
continuum. (Kiipers, 2020, p. 7)

Therefore, our research achieves to (re)imagine an EE able to generate paths built on
‘conocimientos otros’, and transforming reality by pedagogical (and political/poetic) praxis that
propitiate life-care as a way of inhabiting the aesthetic-poetic Souths.

That is, a rhizomatic and pluriversal EE as an environmental-desiring machine capable of
decolonizing life, nature, human and more-than-human beings, and territories. A rhizomatic and
pluriversal EE, understood as an environmental-desiring machine, that generates agency and
interconnections, as shown by the two experiences analyzed in this article, evidencing alternative
paths that, in a framework of diversity of contexts, manage to meet in common collective desires,
where the academy-community interaction constitutes the propitious pedagogical scenario to
enable the production of other ways of knowing that contribute to the centrality of life.



Imagining Critical Pedagogies and Ecological Humanities 35

As we have shown, a critical EE capable of overflowing hegemonic institutional education
(neoliberal, colonial, patriarchal) requires the participation of grassroot social movements that
represent the subalterns (peasants, indigenous, Afro-descendants,...) that, in their ‘rebel dignity’
(Baronnet, 2011), militancy and struggle, give meaning to the daily practices from which the
environmental emerges, in a neoliberal, neocolonial and ‘capitalocenic’ context that impacts on
nature(s)-culture(s) relations.

In experiences such as that of nomadic curricula in Brazil HE, and that of a pedagogical
praxis for water-care based on a South-complex environmental thinking in Colombia, we can
observe flows of (common) desires that overflow the theoretical, practical and methodological
positions of each of the experiences, and generate ontological and epistemological openings and
praxes. Here, the environmental-desiring machine functions as a collective reflection-action
capable of producing a tapestry of knowledge(s) and experiences, connecting art and culture as
pedagogical devices, unfolding molecular revolutions, and producing new flows of desire that
empower a decolonial, rhizomatic and pluriversal EE.

Giving continuity to these counter-hegemonic perspectives of EE becomes increasingly
necessary to imagine other possible pluriversal futures (convivial, communal, critical, and
autonomous) in the Capitalocene, where the centrality of life and ecosystems must be non-
negotiable. This search implies the capacity to be able to think, feel, and act from ‘other’ places,
from a pluriversal ‘afuera’ (‘outside’) that cannot be accessed without a critical (environmental)
education that makes possible the creation of new concepts-precepts-affects that allow Humanity
to inhabit poetically and politically our planet. In this context, hopefully this research may help to
think beyond institutionalized and formal education, towards an Education (in capital letters)
articulated with local cultures and their ways of relating to life and ecosystems.
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