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1. Introduction

Bruce Morito author of Thinking Ecologically recommends that to overcome
contradictions at the heart of nofions of sustainable development sustainability
needs lo relate to “the development of the person foward ollunement and respect”
{Morito, 246). This paper tokes up Morito’s call for a process approach to
understanding volue in suslainable development by introducing A. N. Whitehead's
process cosmology and by reviewing how this cosmology can provide a basis for
understanding learning as valuing. The hope here is to advance o discourse on
the foundations of education for sustainable development as self-development that
supports social and ecological justice. Complexity and ambiguity associoted with
the challenges of building copacities for various constituencies to work together in
emergeni and contested circumstances is one of the primary problems faced by
such educators, The work of Unifed Nolions Regional Centers of Expenlise for
Education for Sustainable Development is an example of a planelary initiative that
can take up such an approach. Since ils inauguration in 2005, the United Notions
University Institute of Advanced Studies (UNU-AIS) has granied charters to more
than sixty Regional Centers of Expertise {RCE) throughout the world. These centers



are mandated fo support and advance education for sustainable development
{EfSD} through formal, non-formal, and informal networks, universities, technical
institutes, school systems and in non-government and community based
organizations. The proposal for advancing learning os valuing may be of assistance
to those associated with these centers and to others involved in developing moral
imagination and courage to advance education for sustainable development.

This paper, therefore, recommends that education for sustainable development be
consirucled on o notion of learning as valuing based upon the idea of valuing as
interpreted from Whitehead’s understanding of the actualization of actual occasion
or evenls developed in his cosmology. it presenis sustainable development as
pracesses of infrinsic subjective and infer-subjective learner self-emergence through
wisdom, moral imagination and courage in response o the problems of complexity
and ambiguily. To begin, this work reviews Bruce Morito”s call for a process ontology
approuach to values and valuing and introduces Morito’s concems about the failures
of sustainable development; and it inlroduces Alfred Nonth Whitehead's process
cosmology as a cosmology of valuing that takes up Morito’s call. This paper
then appraises United Nations inilialives to establish Regional Centers of
Expertise on Education for Sustainable Development to support educators’
efforts to suslain consideration and development of sffactive educational
philosophies, policies and praclices; and presents complexity and ambiguity
as central challenges related to planning and undertaking education for
sustainable development initiatives. Moral imagination is proposed subsequenily
as the basis for a more adequate wisdom and to develop courage in response
1o the challenges of complexity and ambiguity. To explicate the bases of learning
as valuing that develops moral imagination, this work then proceeds to review
Whitehead's theory of education as it relates to his understanding of how
wisdom adds value to the immediacies of life through the rhythmic cycles of
fearning. Finally, this work concludes by demonstrating how Whitehead's notions
of valuation and evaluation explicate the idea of learning as valuing.

2. Sustainable Development in an Ecologically
Grounded Ontology

In Thinking Ecologically, Bruce Morito recommends recognizing human valuing
and value conferring activily as part of an “emerging holistic ecological scheme”
not as “detached and objective observers” that liberal theory suggests (108}, This
valuing arises within and is dependent upon integrity of “the complex and
interdependent processes that form ecosystems” (108). In these systems, “{ilhe
whole delermines, in part, our constitution and purposiveness as valuing beings.
What and why we value, therefore, also are determined in part, by the whole”



(108). Qur human interests and moral agency are the products of “evolutionary
processes, which are fine tuned fo support our existence” {108}. “Nothing about
our conslitutions, including our valuing and thinking funclions, exists or operates
independenily of our evolutionary history and ecosystems processes” (109). Because
of the way thot human beings have evolved they “can not choose or agree 1o be
inlerested in something for which they are not suited” (109). in relation to these
observations, Morito states that liberal value theory needs to be inverted from the
notion that the environment is valueless and humans create value through work
and through toking an interest to recognizing that “[hjuman voluational activity is
bul one mode of a more comprehensive valuational activily” (111}, In this
framework, “most of our valuational activity has already formed” {1 10) before it
reaches the rolional stage.

These values are often deeply hidden, mofivating factors in thought ond
action; they operate independent of any explicil acknowledgement,
deliberate act or work to reproduce value {111). Valuational processes
precede and underlie the emergence of rational interest-driven behavior;
their function is to orient the rotional agent toward faking an interest in
particular elements of the environment’ (111-112}.

Because Morito sees valuational activities as “judgments, or quasi-judgments, that
an organism makes in determining distinctions between suitable and unsuitable
aclivities, good and bad situations” (112), he explicitly calls for a theory of “valuing
rather than of values’ (112). He states that “analysis of values presupposes a
process ontology, that is to say, values are processes not objects” {112}, He
recommends process onlology as an approach which understands the world in
terms of processes rather than as substance. In such an ontology, humans are loci
of valuing not the repositories of value. This view stands in direct dislinction to
notions of the essential infrinsic value in which entities have value in them as if
values were deposited inside the repository of the individual enlity seporate from the
external world and separate and distinct from other entiiies.

In his discussion about sustainable development, conservafion and sustainability
policy evaluation, Morito crificizes the nofions of sustoinable development which
"exclude perspectives and voices, resuliing in injustice and cooptation” {Morito,
211); and he is critical of how “superficial democratic processes promote the
perception of fairness and justice for the dominant group, while suppressing it for
the dominated groups” {238). Nevertheless, he does offer some hope for the
possibilily of recognizing the values and needs of those oppressed by sustainable
development and other equivalent regimes and for supporling emancipatory
inclinations offered by organizations such as the United Nations.



To understand the sorts of volues recognized by the United Noiions, we
need fo develop appropriote and explicit procedures 1o account for
such values, Otherwise, they will be distorted or misrepresented.
This procedure involves understanding the different ways of knowing
and the context, according to which valuations acquire meoning
(Morito, 228).

Furthermore, Morito states thot

“[...] sustainability involves the development of the dialeclical opposite
of a more global ethic. Sustainability demands an ethic that exercises
the human beings capacily to know, analyze and value in ways that are
inclusive of other perspectives and evaluations. We see at ils core a
need for freedom (autonomy) (238},

To provide for sustainable development which is socially and ecologically just, he
calls for values analysis which “involves not only analysis of marginalized peoples’
values, but an onalysis of the prosuppositions of the system already in place and
the matter in which it forces reinterpretation of marginalized values” (243).

In Whitehead's cosmology, the purpose of The cosmos is to create value in a
universe constituted by ongoing actual occasions or events. His work provides a
process ontology that Bruce Morilo is looking for in Thinking Fcologically. Bruce
Morito sees that “[o]ll valuations and valuers, being consequences of evolutionary
and ecological processes nested within different levels of organization of valuation
activity, are paits of valuational networks such that it becomes impossible to separate
the valuer from this network in any radical way (Morito, 111). “[V|alues are ofien
deeply hidden, motivating faclors in thought and action ... fwhich] “ultimately
derive from evolutionary and ecological relationships” (Thinking 110-111). Valuing
precedes rafional interes-driven behavior and orients agenls toward taking an
interest in parficular elements constifuting the environment. Valuational activity,
therefore, is not fundamentally the result of rational deliberation (Moriio, 111-112)
but occurs as ecological processes (Morito, 112). Whitehead's cosmology concurs
with Morito’s call for a process ontology and agrees with the criticism that the
environment is valueless, that there exists a fundamental separateness between the
valuing agent and the object valued, that value-conferring activity is one way
relationship from rational humans to the environment, and that nature is best
understood as having objective essentialist intrinsic value.

To engage in developments thot sustain local and global environments and to
suppoit ecologically and socially just initiafives, Morito’s call is to move to process-
based ontologies that recognize if not foster capacities to assess value.  Alfred
North Whitehead's cosmology provides an opportunity to take up Morito’s concerns



and suggestions for a process approach to sustainable development; and this
paper seeks to provide a foundation for sustainable development education based
in the notion of learning as voluing. At the very heart of A. N. Whitehead's
process cosmology is a pre-occupation with existence as “value-existence” (Jones
in Whitehead, 1996, xxv) and with the actualization of existence as value in the
world. He locates the actualization of value in a world of primordial and
consequential possibilities in which value is a funclion of continuous self-creative
emergence. This self-emergence occurs as events which he refers to as aciual
occasions of encounter, adjustment and resolution thot selectively prehends past
values and current value possibilities and concresces them into definitive value
patterns of relation that become ovailable into the future. The self-creation of
value which projects into the future Whilehead refers to as subject-superject. This
reference differentiales his notion of subject and subjective emergence from the
notion of subject-object relations dominant in substance ontologies where what is
really real exists objectively and is constituted by inert matter. In this process
cosmology, events are constituted by and intrinsically related to ofher evenls 1o
constitute space and lime. This is unlike the external relations of separale and
distincl entities in absolute space and time.

Whitehead's cosmology offers an analysis from the perspediive of process philosophy.
In contrast 1o understanding the world within the dominant 17" century scientific
materialist worldview in which reality is fundamentally regarded as constituted by
inert unchanging aloms of substance called matter, the world within A, N.
Whitehead's ontology is constituled by processes of continuous emergence or
actuglization through which what is selected from the past is non-cognitively
apprehended with selected value possibilities into a definitive actualization or
concrescence. When that moment of actudlization perishes the actualization
becomes objectivelyimmortal and consequently available to the future for subsequent
crealive occurrences.

Within this process philosophy, all events or occurrences are constituted by other
events. No entily is independent of the events through which it is constituted and
related. All enlities are, therefore, in processes of inter-relation with other enlities
and consequently related 1o the whole. No enlities exist as independent isolated
realities. All entilies or actualizing occasions not only offer a perspective on the
world, they “ontologically” constitule a perspective “of” the world. The
fundamental assumption in this view is thot the world was not created ex -nihilo
by an external creator but is in constant processes of self-creation and recreation.
Within this view, intrinsic rather than external causes move entities to be what they
can possibly become,

The woy fo crealive emergence is by selecling the most ideal influences or capacities
presented from the past, selecting the most ideal possibilities for the future, and



harmonizing them in novel forms that address current limitations or limit situations to
creote new infense syntheses. Creativily is subjective self-emergent processes of valuing
which moves from less 1o more infense and harmonious worlds. Educafion is the
development of capacities to select the most ideal inheritances from the past in
combination with new ideal possibilities fo actualize in each current circumstance,
Where moralily is “the confrol of process so as to moximize importance” (MT 19), and
where politics is moralify in the public sphere, this learning as valuing is moral and
political as process that moximizes importance and education that maximizes
environmenlal, social and economic volue for individuals and for the common.

3. United Nations Mandate for Sustainable
Development Education

Were development to be conceived as the development of the person
toward aftunement and respect, sustainable development might not be
an offense but a comprehensive measure of sustainability. it could help
us work loward new forms of autonomous communily development,
empowering communities fo develop low impact fechnologies and modes
of production that would protect rather than undermine the many
valuotional activities of all loci {(Merito, 246).

One example of an emerging planetary network of organizations specifically
dedicated to advancing education for sustainable development is the United Nations
Regional Center of Expertise for Education for Sustainable Development initiative
through which more than sixty voluntary centers were chartered between 2005 and
May of 2009 a number to reach eighty by 2010'. Morilo’s proposal for sustainable

Names and Locations of RCE’s In Africa;: Cairo, Egypt; Chane; Greater Mbarara,
Ugando; Greater Nairobi, Kenya; Kano, Nigeria; KwoZulv Natal, South Alrica; Lagos,
Nigerie; Makana and Ruraf Eastern Cape, South Africo; Maputo, Mozombigue; Swaziland;
Zomba, Malawi. In the Asio-Pacific Region: Anji, Chino; Beijing, China; Bogor,
indonesia; Cebu, Philippines; Cha-am, Thailand; Chubu, fapan; Greafer Sendai, Japan;
Guwahati, Indie; Hyogo-Kobe, Japan; Incheon, Korea; Kitakyushu, Japan; Kodagu, India;
Kyrgyzstan; lucknow, India; Okayama, lopan; Pacific Island Countries; Penong, Malaysio;
Pune, India; Tongyeong, Korea, Trang, Thoiland; Yogyakarta, Indonesia; and Yokohama,
Japan. In Europe and the Middle East: Burcelona, Spain; Creias-Qeste, Porugal;
Eost Midlands, UK; Groz-Styria, Austrio;, Hamburg, Germany; Ireland; Munich, Germany;
North East, UK; Nuremberg, Germany; Rhine-Meuse region; Samara, Russio; Skane, Sweden;
Sovthern North Sea Belgium, Netherdands, France; and Severn, UK; Yorkshire and Humberside,
UK. In South America and tha Carlbbean: Curitibo-Parana, Brazil. In North and
Central America Grand Rapids, USA, Greoter Norh Ceniral Texes, USA, Greater Sudbury,
Conoda, Montreal, Conada, Soskatchewan, Canada, Torento, Canada, and Western Jalisco,
Mexico. For informalion on each of these centers go to: hitp://www.ias.unu.edu/
sub_puage.oaspx?caliD=1088&ddlID=641



development maybe particularly relevant and applicable in light of the United
Nations mandate for educolion for sustainable development through the work
of United Nations Educational, Scientific and Cultural Organization, its
establishment of the Decade of Education for Sustainable Development (DESD)
2005-2014, and the work of United Notions University Institute of Advanced
Studies (UNU-IAS) to develop Regional Centers of Expertise (RCE), UNU-1AS
was established in 1996 in Tokyo Japan to advance knowledge and promote
learning for policy-making to meet the challenges of sustainable development.
lts major activities include a bio-diplomacy initiative, an ecosystem and people
program, an education for sustainable development program, a science policy
for sustainable development program, a sustainable development governance
program and other special programs.

In 2003, United Nalions Universily initiated a progrom to establish regional centers
of expertise throughout the world os a network of formal, non-formal and informal
education and leaming-related institutions intended to support and deliver education
for sustainable development at regional and local levels. This system encourages
discourses on this education responsive to local and regional experiences, develops
relevant project possibilities, and defines program options under the guidance
of formal and non-formal educalors. Procedures to develop the UN framework
other than the basic requirements are developed at international RCE meetings.
Following the first and second conferences in Yokohama, Japan {2006) and
Penang, Malaysia (2007), more than 130 RCE participants discussed
development of a global RCE nelwork, networking processes, and inier-RCE
relations in Barcelona, Spain {2008) and in Montréal, Canada {2009).
Conference working groups discussed parinerships, management, promotion,
activities and fundraising with plenary discussions on plans of action including
evaluation and communication. Other groups deliberated on thematic areas
of sustainable production and consumption, biodiversity, e-learning, health,
youth and schooling. What has become apparent through these meetings is
that each local region of the world has its own unique experiences associated
with environmental, social, and economic sustainability that are specific 1o
geography, social and political structure, historical events, influences of
globalization, ethnicity, culture etc. Each area has approaches to and
frameworks for education and fo sustainable development developed through
their own hislorical trajeclories. Each has complex exlrinsic relations to the
rest of the world though which they compare and contrast their own intrinsic
developmenis. Eoch area proposes and is open to the emergence of various
possibilities and relations for developing education for sustainable development;
and each has its own paricular ways of defining and adjudicating how it intends to
proceed and aclually does proceed in its educational initiatives.



The RCE initiative is part of the Decade of Education for Sustainable Development
(DESD) proposed by the Japanese Government and non-government organizations
al the Earth Summit on Sustainable development mesting in Johannesburg the
2002, adopted by the United Nations General Assembly in December 2002 with
an international implementation scheme approved for September 2005 (United
Nations Concept Paper).

The overall goal of the DESD is fo integrate the principles, values, and
praciices of suslainable development into all aspects of education and
learning. This educational effort will encourage changes in behavior
that will create a more sustainable future in terms of environmental
integrily, economic viability, and a just society for present and future
generations {United Nations Concept Paper).

~ Specific Decade of Education for Sustainable Development objectives are to facilitate
EfSD nelworking, linkages, exchange and inferaction among sfakeholders; increase
quality of EfSD teaching and learning; help countries make progress towards the
millennium development goals through EfSD; and provide opportunities to
incorporate ESD into education reform efforts (United Nations Decade). Within
UNESCO’s major thrusts fo improve access fo quality basic education; recrient
existing education programs; develop public understanding and awareness, and
provide training, RCEs are to address environmental, socio-cullural and economic
challenges simultaneously; promote environmental stewardship, social juslice,
improvement of the quality of life, and all-life learning; and ensure ESD addresses
people regardless their gender, age or social status {United Nations University
(UNU), Regional Centers of Expertise, Concept Paper], The senliment of DESD
was confirmed through the Ahmadobad Declaration made January 20%, 2005,
“by more than 800 learners, thinkers and practitioners from over 40 countries,
engaged in education for sustainoble development, at the Education for @
Susiainable Fuiure conference held in Ahmadabad, india.” The following part of
the declaration states that how these participants interpreted DESD.

We firmly believe thot a key to sustainable development is the
empowerment of all people, according to the principles of equity and
social justice, and thot a key o such empowerment is action-oriented
education. ESD implies a shift from viewing educalion as a delivery
mechanism, to the recognilion that we are all learners as well as teachers.
ESD must happen in viliages and cities, schools and universilies, corporate
offices and assembly lines, and in the offices of ministers and civil servants,
All must struggle with how 1o live and work in a way that profects the
environmenl, advances socidl justice, and promotes economic fairness
for present and future generations {Ahmadabad Declaration).



The United Nations website provides a review of how each RCE is governed through
its own leadership which facilitates collaboration with all levels of formal, non-
formal and informal education including support for research to transform education
and fraining systems. Each builds frameworks to share information and experiences
with pariners, creates knowledge with and for sustainable development participants,
and promoles re-orientation of education towards sustainable development, access
to quality education, designing training programs, and supponing public awareness
of education for sustainoble development.

To be accepted as a centre appliconts need to demonstrate collaboration of higher
educalion institutions, schools and school systems and other non-formal
stakeholders; o clear specific vision that includes economic, social and
environmental considerations in proposing projects for addressing regional
challenges; governance capability supported by key institutions and financial stability
with a management siructure that provides monitoring and evaluolion mechanisms;
mobilization processes to develop itself; and on-going and planned activities. XXX
Applicotions sent 1o the RCE Global Service Cenire ot the United Nations Universily
(UNU) are forwarded to the Ubuntu Commitiee of Peers for assessment 16 accept or
not forwarded to UNU. The signatory representalives of the Ubuntu Declaration
responsible for vetling applications are United Nations University, United Nations
Educational, Scientific and Cultural Organization, African Academy of Science,
International Council for Science, International Association of Universilies,
Copernicus-Campus, Global Higher Education for Sustainability Partnership,
Science Council of Asia, Third World Academy of Sciences, Universily Leaders for
a Sustainable Fulure, and World Federation of Engineering Organizations.

The United Nations defines sustainable development as “development that meels
the needs of the preseni without compromising the ability of future generations to
meel their own needs” (United Nations Principle 21) o definition which implies
improving the quality of life while living within the carrying capacity of supporting
ecosystems; and the Uniled Notions Institute for Advanced Studies defines education
for sustainable development as educotion that seeks to “empower people to assume
responsibility for crealing and enjoying a sustainable future,” “lo empower citizens
to actfor positive environmental and social change,” and to bring “new motivation
~ to learning ... to develop and evaluate alternative visions of a sustainable future
and to work to colfectively fulfil these visions” (United Nations Principle 21).

Educalion for sustainable development is fo engage people to transform their
individual and organizational activities in ways that promote sustainable livelihoods
and sustainable woys of living. It includes aftentiveness to social and economic
issues of the quality of human life within natural environments. It is not to be
confused with education for sustainability which does not necessarily include social



and economic development. Education for sustainable development refers to
relationships between educalion and development that mutually improve the quality
of human life and natural habitanis through definitive social and economic
construclion and reconsiruction projects and initiatives. But education for
sustainable development is not fo be considered os sustaining development education
where development is identified with dominant forms of exploitative ideclogies
including the globalization of consumerism through state or corporate capitalism.
Al the very least, EfSD should enhance the capacity for critical thinking: “[I]o
understand complexity, ftlo consider values and norms, ond {tjo contribute in
practical ways to sustainable development {Fadeeva).

The United Nations regional center initiative provides a framework for supporling
educalion for sustainable development that has many advantages. First, it provides
dedicated fora throughout the world for bringing together regional participants
dedicated to advancing education for sustainable development. These fora
address various levels of regional need throughout the world for an
infrastructure dedicated o EfSD. Second, these centers not only provide for
development of frameworks which insist on acknowledging and addressing
the regional experience, it provides forums that can offer frameworks of analyses
through which to build increasingly comprehensive and compelling perspectives
that foster initiatives to penetrate regional limit situations and allow the
emergence of more substantive approaches to EfSD. Third, the development
of these regional centers offers new prospecis for inter-relationships.and
resources on a global scole through networking and mutual support initiatives.
Fourth, these centers facilitate the development of regional research and
iniliafives on a scale of cooperation and mutual support not before available,

4. Challenges to Education for Sustainable
Development

Unfortunately, in an environmental context where decision making is
complex, contested, conlextual and emergent and involves many different
facets, simplislic assumptions are not redlistic and can even be alienating
as one group of, supposedly more informed people, seek to influence
others. Going beyond conventional {the usual) assumptions and
expectations is a challenging task but it is clearly necessary if meaningful
social change in relalion to environmental praclices is to be achieved.”
{}im Taylor, 11)

In “Education for Sustainable Development: Perpetuating myths or bringing about
meaningful change?” Taylor argues that environment and sustainability issues are
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associated with “complex ...interaclions between the biophysical, political, socidl,
technological, economic and aesthetic dimensions ... and the different ways that
we have of making sense of this complexily that leads to different and often highly
conlested understandings of environmental issues and what sustainable development
really means, These understandings also change over fime.” {Taylor} Differing
understandings and decision making processes in the work of education for
sustainable development are based on “mislaken beliefls,” “lack of knowledge or
understanding,” “different interests,” and “cultural perspectives” (Taylor, 8). To
make this education effeclive, the “complex, contested, contextual and emergent
character” of sustainable development needs to be recognized. Education for
suslainable development needs to begin from assumptions that recognize these
complexities in order to adequately formulate the purposes, goals, objeclives,
programming structures, pedagogies, curriculum, ond evaluolion strategies of both
formal and informal education.

Jim Taylor recommends the maturity of “self control” where “people come to realize
what fo do because it is the choice they choose to make” {Taylor, 5).

We should always seek to enable people to develop and shape the
principles of ‘self control’ so that their ability fo reason strengthens. But
io achieve this one needs to understand the social contexis in which
people live and work, their motivating reasons and goals, and engage
with these so thal one might come to a better understanding of living
ond acting in the world. In this context ‘self control’ is a goal of life and
an imporiant goal of environmental education and education for
sustainable development (Toylor, 6).

He sees self-control as more effective than other processes such as fear, external
rewards, the compulsion of laws or behavioral conditioning or merely attempting
to make people aware through raising awareness, oftitude change, or behavior
modification each of which is ineffective in its own way. Self-control requires and
assumes the intrinsic emergence of human capacities o focus on and aftend to
their situated reality and to develop capacity o comprehend and move beyond the
limitations that restrict them, For Taylor, the core of sustainability is 1o be found in
the emergence of self-control. However, learners may be limited in their moral
imagination that allows them to achieve self-controf. Sharon Daloz Parks found the
Harvard business students she studied did not have the imaginalion to address the
complexity of the global economy and ecology. “They do not recognize the
inferdependent complexily that, when seriously considered, confounds their too
narrowly framed interpersonal ethicol resolve” (Daloz Parks, 190). She found that
students had narrow ethical commitments including individually oriented values
which were socially inoffensive and not capable of arficulating on ethical commitment
in the public imagination.



Complexity and ambiguity become difficult to address when learning is reduced to
the equivalent of rote acquisition of information, theories, facts, formulas, and
even objectified values as learnings especially in complex, conlested, emergent
and conlextual conditions. Reducfionism in educational processes fails to see
learning as emergent processes of discernment and valuation which recognize the
complexity of situatedness and ambiguities of negotiating contrasting differences
and diversities. Learning to address complexity and ambiguity requires constant
assessment of qualities and characterisiics that allow both for exponding breadth
of scope and for grasping nuanced and subtle disfinctions which make it possible
to maneuver to penetrate limit situations. In spite of criticisms of technical rational
approaches to teaching and learning, transmission approaches continue to
dominate the educalional processes. Whilehead sees this dominance as
associated with materialist belief in the detailed order of nature and in empiricist
method, for example, which insists upon study of fact by experiment and
induclive reasoning. Induction absiracls learning into limited ampirically
identifiable and discrete bils that can be quantified, measured, deposited, and
banked but does nol capture the self —emergence of becoming, moving from
what has been into what “could” be and what “should” be. Instead of affording
full aesthetic appreciation of the complexity and ambiguify of occasions,
including learning occasions, empirical induction pre-empts 1o classify and
measure. Within this empiricist measure, such learning is conceptualized as
occurring with the property of simple location said to be here in timespace,
not differentiated by transition of emergence. “[Wlithout transifion, since the
temporal transition is the succession of instants” (Whitehead, 63), learnings
exist without intrinsic duration. In the materialist model, complexity is reduced
to accumulation and sorting, and ambiguity is reduced to simplification through
exclusion and inclusion of what can be accumulated and organized or
transferred and transmitted. This model abandons the notion that education
is constituted through subjective inirinsic self-emergence from less to more self-
control, from less to more discernment of ambiguity, from less lo more penetration
of complexity.

5. Moral Imagination and Courage

We stand on a “new ethical frontier ... where ethical norms of the past are called
under review” fo provide “a more adequate wisdom” through which fo engage in
a mulliplicity of “new relationships and conflicting values” (Daloz —Parks, 1 78). To
support development of persons and communities with “conneclive, independent
imaginalion by which they can creatively address the intensifying complexity of an
inferdependent global aconomy and ecology” (Daloz-Parks, 190), Sharon Daloz-
Parks argues for education that offers “inifiation into complexily and ambiguity”
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through which “the moral imagination can be strengthened and enlarged” (Daloz
Parks, 190). She argues for this imagination because “[w)e human beings...act
in a manner consistent with how we make meaning, how we think things are really,
what we perceive to be ullimately frue and dependable in the most comprehensive
dimensions we can conceive - and we make meaning by means of the imagination”
{183). Imagination makes it possible lo engage and consider perspectives beyond
ourimmediote scope of experience.

Imaginalion is not o be divorced from the facls: it is a way of
illuminating the facts. 1t works by eliciting general principles which
apply to the facls, as they exist, and then by intelleciual survey of
alternative possibilities which are consistent with those principles. It
enables men to construct an intellectual vision of a new world, and
it preserves the zest of life by the suggestion of satisfying purposes.

(Whitehead, 1929/1957,93)

Imagination aliows one to see what is not immediately evident, what could be and
should be, and o conjure up interpretations of what has been. Imagination allows
learners to see facts in larger contexds that are nol immediately avident and to see
realities in terms of the possibilities that they could be. To imagine reality in terms
ol its possibiliies is not merely to see them as fantasy but in terms of unapparent
relotedness, unrealized conneclions and potential value or worihwhileness. It
visualizes the achievement values of whot has been and proposes value possibilities
of what could be better or worse.

Garrison explicates a notion of moral perception in terms of various aspects of
imagination in relation to students.

Meoral perceplion is the capacity to comprehend particular contexts and
the uniqueness of persons. It is especially important when we need to
grasp mulable, indeterminate, and vague situations in which rules and
clear criteria for their applicalion are difficult to determine. it also shows
us fo see nol just who our students are here and now, but fo see into the
future and imagine their best possibilities. Moral perception allows us
to see the unique needs, desires and inferests hidden in the words and
deeds. (Garrison, 170)

Garrison explains how moral perception is constituted in the “three interrelated
functions” (175} of empathetic imagination, imaginative envisioning, and
imoginative moral reasoning. Empathetic imagination grasps “possibilities
that lie concealed within the current situation” (175) and to “perceive the
needs, cares, concerns, and interests” of others (175) and by exlension the



natural environmenl and the social and economic conditions in which people
live. Thisimaginalion makes it possible o differentiate and contrast continuums
and gradations of perceplions, experiences, possibilities, determinalions, and
decisions in all areas of endeavor. Educotion for sustainable development
requires development of forms of sympathetic intelligence that recognize fragile
and sublle contrasts among entities, persons and events which acknowledge
their worth and significance and prevent collapse into premature contradictions
in order to supporl possible emergence of new forms of relationship. This
sustaining of contrasls is most important in “complex, contested, contextual and
emergent situations.”

Imaginative envisioning explores “possible alternatives beyond the knowledge of
the actual” (176). Education for sustainable development requires the creation of
new hypotheses, theories and proposilions about what is possible in ways that
differentiale variations and gradations of possibility and in light of specific
circumstances because “[wlithoul dlternalives freedom is impossible, because there
can be no choice, much less intelligent choice” {176). “Jmaginative moral reasoning
is vicarious deliberation” {177). This is the third aspect of Garrison's nofion of
moral perception, Deliberation allows conscious discernment of issues without
being in and experiencing the consequences of actual situations. Each of these
three aspaecis of imagination makes moral visioning for sustainable development
more possible.

Where morolily is viewed as "control of process so as to maximize importance”
{MT, 19}, educators for sustainable development make it possible for learners to
learn to moximize their selection of whot is most important by assessing the most
relevant and appropriate value oplions for panicular circumstances. These educators
focus on whoi is of most importance and exclude the irrelevant, meaningless, or
valueless. The morally imaginative educators empathize with the learning interesis
and needs of learners in their parficular contexts and situations, to help them
envision their learning possibilities, and discern the best of those possibilities to
have the courage to address the greatest good.

Developing moral imagination calls for recognizing that the purpose of
education for sustainable development is not merely knowledge but rather
wisdom, practical wisdom to engage in complexity and to work with ambiguity.
The practical wisdom of moral imagination consists in finding woys to move
beyond the limitations that we fear the most and to act courageously. “Courage
happens when one is able o move beyond fear because one can see a more
adequate and compelling truth than the fruth of the danger and can act,
therefore, in response fo the truth beyond the fear” (Sharon Daloz Parks, 191).
Sharon Daloz-Parks outlines three conditions for moral courage: (i) “access to
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an arliculate, compelling viable vision of a positive future that recognizes
complexity and gmbiguity; (i) must resonate with [one’s] ...own felt sense for
dissonance and yearning;’ and (iii} [Tlhere must not only be an individual
sense of choice, but more, the conviclion of a - ‘we.” [W]e must have the
confidence that if we move into new forms of meaning and ethical practice we
will not be alone; there will be o new sociality. Moral courage is not only a
matter of images at the hearis core; it is also a matter of the company we
keep' (Parks, 191)

Education for sustainable development that is fo achieve social and ecological
juslice must not only be responsive to the complexities and ambiguities of context
and siluation, it must also provide the means o penetrate and move beyond those
limilations by imagining and making decisions on the moral justification and feasibility
of possibilities that reside at the hearis core and allow one fo move beyond the fear
of dangerio build a new sociality. This is the task for the United Nations program
of regional centers of expertise to address.

6. Education for Sustainable Development through
Rhythmic Cycles of Learning

Whitehead proposed that the purpose of education was wisdom through “the
guidance of the individual towards a comprehension of the art of life” (Whitehead,
1929/1957, 39). He saw that the wisdom of comprehending the art of life was
altained through “active utilization of well understood principles” (37) in relation
to the broadest of possibilities in one’s environment. Wisdom was achieved through
mastery of knowledge “handled to transform every phase of immediate experience”
{32} and “adds value to bare experience” (32). For Whitehead, therefore, wisdom
was acquired not merely through the formation of principles nor the contemplation
of principles but rather the “utilization” of principles. This attention to utilization
makes clear that education for sustainable development does not occur merely
through the accumulation of knowledge nor through the accumulation of
generalizations, absiractions and principles. In fact, Whitehead was adamant that
presenting education as the accumulation of knowledge was seriously detrimental.
“Educalion wilh inert ideas is not only useless: it is above all things, harmful -
Corruptio oplimi, pessism” (2). 1t leads to “mental dry rot,” for “ideas which are
not utilized are positively harmful” (3).

Adding value to life means acquiring the wisdom of “ulilization.” For Whitehead,
ulilization might be interpreted as engaging in a non-cognitive and cognitive proxis
that discriminates between value possibilities most relevant for o circumstance then
assessing how to incorporate the selected most worthwhile value possibilities into
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the complexities and ambiguities of thal circumstance. Wisdom is constituted by
the valuation of the most worthwhile of possibilities and also by the drawing out of
what is most worthwhile from those possibilities into problematic, contested and
emergent processes.

Whitehead’s wisdom is not about just any ulilization. 1t is about utilizing “well
understood principles.” Education processes can be designed to cover ground
rather than to “penetrate” issues and to develop substantive perspectives. This
type of approach is rampant in those education for sustainable development
occasions including classes, courses, conferences, workshops and programs that
tail to develop learning structures, visions and pedagogies to support and sustain
learner engagement. These processes can be deficient in various ways: when they
fail to allow learners and communities of learners the space 1o develop direc
appreciation and expression of the distinctive urgency of their own initial feelings
and aims from which their investigations arise and are driven; fail to provide leamers
opporiunities fo grow in the conceplualizations that unify what they regard as urgenl
or imporfant in those experiences; fail to develop prospecis for learners to contrast
their experiences, feelings and conceplualizations with others to draw upon variations
of qualities and calegories of options through which o reinterpret and enhance
their own directions; fail to provide space to propose new possibilities for what
could be ways of addressing issues and problems; and foil to arrange occasions fo
ensure deliberation on definifive issues about what “ought” 1o be enacted. Leaming
occasions need to be designed and organized o ensure the progressive emergence
of a comprehensive understanding that moves from initial experience and inferest
to fuli consideration and emergence of definitive action.

For Whitehead, there are three phases to learning: romance, precision and
generalization. Through these phoses, freedom and self discipline emerge. Romance
is the “discursive activity omid a weller of ideas and experience ... dominated by
wonder;" a “process of discovery” which includes “curious thoughts,” “devising
new experiences,” “shaping questions,” and “seeking for answers.” (Whitehead,
1929/1957, 32} This romance is essential 1o learning because it provides for
freedom, the basis of self-defermination through the lure of the possible, the fure of
unactualized potential and the fure of the ideal beyond what is. 1t is the constant
call, if you like, to the adventure of the fullness of life, to sustain one’s own ability
to flourish. Without freedom, there can be no development of a campelling intrinsic
relationship of interest or worth between the learner and what is learned. There can
be no sustainable learning development.

Wisdom requires mastery and romance brings each person to masfery through the
luring selectivity of wonder, curiosity, inferest and the assessment of worth. Romance
is the basis of valuing which brings learners 1o and through mastery to selective
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definitive completion because romance responds fo the lure of the most satisfying
and fulfilling possibilities. The enlightenment of wisdom requires the transformation
of precise selected knowledge so that it is useable or generalizable the same way
thal digestion of food becomes transformed by the human body to give it energy
and direction. The impulse of romance draws and lures leamers through the
challenges of each new aspect of what is fo be learned, ond the lure of the worth or
final satisfaction or fulfillment is the romance of completion. For Whitehead, to
foster romance that leads to the greatest possible creative advance teachers can
select environments and adoplto specific needs and slages of growth, The romantic
lures in education for sustainable development can include visions of equitable
and just economic systems, projeds thot respect and recreate life giving eco-systerns,
and development of the “respect and atfunement” of human cultures and social
relations that appreciale the distinctiveness of place,

Precision for Whitehead means “getiing 1o know fundamental details and main
exact generalizations,” the “acquirement of the best practice,” “mastering technique”
"learning right ways and wrong ways” {(Whitehead 1929/1957, 34}. Valuing in
this phase consists of discerning selection that progressively concentrates and focuses
by selecting what must be alfended to for the whole to be mastered. Because this
phase is driven by the continuous romance of discerning assessment of what is
important and interesting, perseverance for completion and mastery is possible
and can be filled with determination and excitement. However, in this stage, freedom
iransforms into discipline, sell-discipline, a discipline that can be driven by desire and
inferest, duly or worship, excitement or fear where practices are improved and knowledge
comprehended. “The responsibilily of the leacher ot this slage is immense” (35) for it
is the feacher who must provide the supporis, design, and framework that allows
studenis to go about their learning in detail where “lasks correspond to the natural
cravings,” (35) and leamners “powers are atfull siretch” {35) and not killed or rendered
ineffective by unnecessary demands or by meaningless acquisition,

Education for sustainable development processes within these assumptions can be
most beneficial when designed fo ensure that they carry learners from the romance
to the precision stage. The donger is to make demands on precision before the
romance stage, or fo design the precision slage so that it precludes the continuous
romance that lures leamers into each aspect of what needs to be learned in light of
the oftraction of the most worthwhile and inferesting possibilities, The discipline of
this slage is self-discipline that aliows for self-control which Taylor was looking for
in response fo the complexily and ambiguity of emerging situations, Learning in
this phase provides for the development of the capacity of learners fo enfer into
previous non-accessed areas of interest, need, productivity, analysis, and synthesis.
The subjective self-discipline that is learned in this process is the recognition that
constant valuation and evaluation of the worth and currency of specifics makes it



possible lo create and master forms of knowledge that focus aftention, generate
new possibililies and consolidate previous acquisitions into definitive purpose and
effecl. Sustainability is found in this self-discipline, the self-discipline of atiuned
respect for fathoming the value of what is in relation 1o the synthetic creation of
whal can and shouid be.

Generalization is the experience of “definitenass” in which “delails are swallowed
up in principles” (37} and generalization provides for the “active utilization of well
understood principles” (37). This definitiveness is a form of coming together
and crystallization of learning thai makes for new freedom, new life and new
learning possibitilies because what is learned provides fulfillment of initial
interest and assessed worth and becomes o decisive element available for
improving other related realities. It is possible to hove learning processes that
are filled with romance and activities that excite and are inspiring as well as
disciplinarily rigorous but do not bring learners to definitive productive or
uselul conclusions. Generalization in learning, however, can offer a new
freedom including the freedom to act on issues with acquired skill, strategic
direction, programmatic lucidity, clarity of purpose, and vivid “apprehension
of value.” The generalization phase in the rhythmic cycles of learning in
education for sustainable development makes new development possible
because it consolidates what is learned in the previous phases so that it can be
available for into definitive projects, positions, understandings, and/or relationships.

Whitehead's theory of education and learning is based in the self-emergent
subjectivity of learers and the inter-subjeclivity of co-learners intent on consolidating
selected value of the past with selection of the most ideal prospects. For organizations
such as the regional centers of expertise, this model provides for the continuous
self-emergence of value over and against models that might be pre-occupied with
technical rational requirements. Thisis especially the case for designing evaluation,
monitoring, policy development, and other processes that do not become caught
up in fechnical rotional assumptions which result in the production of “inertia”
through life draining reporting; monitoring, and policy production processes thal
kill the drive of self-emergent subjectivity. Inert ideas and processes for producing
inert ideas slifle the creativily of romance, precession and generalization critical for
producing and utilizing well understood principles to add value 1o experience.

7. Ontological Foundations of Valuing in Whitehead's
Process Cosmology

Qur choices bring value into the world, We are a bridge between
timeless forms, in a domain of possibility, and the irreversible actuality



which our creative actions establish in history. The quality of the
cosmos, its value, is contributed to by our own value selections”
(Brumbaugh, 126),

In contrast to the 17 century scientific materialist cosmology where the primary
units of reality are conceplualized as inert, unchanging atoms of matter that
only relate 1o one another externally, all events in Whitehead's cosmology are
constituted by other evenis. These evenis are self-crealing occurrences of
coming together, decisive completion, and projection into the future.
Whitehead refers 1o the encounter, adjustment and resolution cycles of these
occasions of actualizotion as prehension, concrescence and salisfaction.
Whereas in the materialist cosmology, space serves as a coniainer in which
atoms of matier only relate externally through successive units of time, in
Whitehead’s cosmology, these actual occasions constitule the emergence of
space and fime through their internal relatedness to one another, and through
their conformal or conforming relation to each previous occurrence. Once
the emergence each aclual occasion is decisively aclualized, it perishes and
becomes objectively immortal as fact with its potential to influence the fulure.

Although each presenl occurrence emerges in direct conformal relation from the
past, the past is essentially gone and the future is not here yet. Valuing, therefore,
occurs in the crucible of actualization in the “insistent” present through which
selected indeterminate possibility becomes decisive reality for the future. This freedom
created by the existence of possibility makes value ilself possible. Without a world
of possibilities, valuing itself would not be possible for there would be no basis
upon which to discern and select from among options. Because of possibilities,
just how one interprets, values, and fransmits the past into the future occurs as the
present. Valuing, therefore, is the process of determination from indetermination
that decides what becomes the immediate present and the consequent past which
extends fo shaping the fulure. The very sustainability of organic growth, svolution
and development in the world is continuously presupposed upon this process.

In his chapter “Immortality” in The Interpretation of Science, Whitehead presents
valuing in terms of valuation and evaluation. Valuation is that form of selection
which involves discernment of the worthiness of possibilities which exist for each
circumslance. Each emerging occasion of experience offers value possibilities for
each circumstance. Because of the range of variations and gradations of value
possibilities for each occasion, valuation is necessary if some iniliative or purpose
is to be developed and suslained. For entities such as humans to develop a
particular character with distinguishing definition thot persists from one occasion,
event or crisis to the next, there must be a process of selectivity which includes
discernment of options that differentiate one value possibility from another.
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Life and learning are constantly about value-judgments aesthelic, moral or otherwise
in which options are valuated. Our fives and the development of environmental,
social, political and economic policy and practices are fraught with differences of
power, interprelation and analysis, The sustainability of any development requires
learning to make judgments about what conslitutes the most valued possibilities.
Education interested in increasing the capuacity of learners to sustain the development
of their power to discern differences and opfions needs to focus on valuing as

"valuation.”

Evaluation is the oiher form of valuing. From “e”-valuation, meaning to drow out
value, evaluation can be understood as engaging in creative action to incorporate
what one values into ongoing social, palifical and environmental life circumstances.
Evaluation means that one needs to be able to maoke value judgments about what
is the maximum ideal valve possibility that can be feasibly incorporated into the
complexity of specific circumstances to medify or change situations in light of past
perspeclives purposes and future prospects. Value possibilities are not merely to be
enjoyed only cognitively or abstractly. They are persuasive forces of the universe
not only because of their lure for action but because when values are actualized
these values become objectively immorial as fact and can project their impact on
the future. Through the evaluation processes of constantly incorporaling the most
worthwhile value possibilities into curren? circumstances, one is able to build from
one decision fo the next. Educalion increases one's capacity to sustain the making
of judgmenis about how 1o incorporate value into diverse and complex
circumstances.

Learning as valuing combines development of the capacities of valuation and
evaluation so that individuals, socielies and cultures can differentiale, select and
creale through discernment among the complexity of value possibilities; and so
they can actualize these values in practical circumstances. Itis possible for, example,
for the world’s human population to organize itself to be less consumer-oriented,
less polluting, to address climate change, etc. Education needs to focus upon
assisting learners how fo assess and draw out value and achieve the wisest of
possibilities. This notion of learning is essentially distinct from the idea of
accumulating knowledge, from simply engaging in deconstruction and critique,
and from constructing solutions which are meaningful bu! do not decisively and
definitively address crifical issues.

Each of the thythmic cycles of learning adds value fo the immediacies of life through
valuation and evaluation. in the romance phase of this cycle, learners are drawn
1o consider what constitutes the most alluring value possibilities that have the
greatesi prospects for one’s immediate and proximate circumstances and for
the flourishing of the planet and humankind. Valuing occurs as the aesthetic,
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moral and intellectual appreciation of these value possibilities in the complexity
and ambiguities of their variety and differences. In the precision phase, valuing
is the selection of specific defails by concentrating on what is most important
and valuing occurs in the last phase of generalization when all is drawn together
lo muke the most worth while definitive decisive choice. In this process
framework, education for sustainable development can be created through
the design of education programs, structures and processes that develop the .
intrinsic capacily of individuals and groups to seek a more adequale wisdom
which cultivotes the moral imaginafion to discern and achieve what is most
imporlant, and in doing so to hove the courage to become committed 1o truth
beyond fear. Though this learning as valuing, learmers are able to directly address
issues of complexity and ambiguity by critically and creatively addressing the
sustainability of their own individual and colleclive self-development.
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