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Abstract

One of the significant tasks of education is to enable one to learn to live a meaningful
life. It will be argued that “nature” is a rich and fundamental source of meaning in this
respect and yet that what is taught about nature in many conventional curricula is
severely limited, resulting in an impoverishment of meaning. The central aim of this
thesis is to identify and elucidate meanings of nature that have rich educational

significance and to begin to explore their implications for pedagogy.

The investigation consists in three broad parts. The first is an analysis of a current set
of curriculum guidelines in order to revea some underlying ways in which limited
understandings of nature are represented and promulgated. The Taiwanese Grade 1-9
Curriculum Guidelines is taken to exemplify this, and also the way in which global
educational reform has resulted in the incorporation of a modern “Western” view of
nature that is defective in two key respects: an underlying “homogenisation” and an
underlying “disembodiment” in our understanding. It is argued that these result in the

oversimplification of the content and process of |earning with regard to nature.

In order to extricate our learning from the pitfall of oversimplification by inviting a
richer experience of nature, this thesis explores our conceptions of nature. Five
themes are identified to anchor the numerous, various, and complex conceptions of
nature. Each theme with its implying polarities illuminates the significance of the
human conceptualisation of nature as an on-going dynamic and dialectic process. It
will be argued that the investigations invite us to reconfigure the curriculum so as to
accommodate heterogeneous and plura views of nature and reveal the abundance of
meaning to be had in different ways of experiencing nature in the context of one’s

unigue life.
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PART |

Nature and Education

Humanity follows the Earth; Earth, Heaven; Heaven, Tao and Tao,
Nature.
(Lao Tsu, Dao TeKing)*

Nature speaks with a thousand voices, and we have only begun to
listen.
(Prigogine & Stengers, 1985, p.77)

! There are numerous English versions of Dao Te King (Tao Te Ching). The version cited here is
adopted from a German website “Das Tao Te King von Lao Tzi”, cataloging 128 versions of 24
languages. Among them are 84 English versions. After comparison of these trandations one by one, the
citation of chapter XXV is from Cheng’s due to the succinctness and faithfulness, in the author’s
personal view.



I ntroduction:

Nature as an | ssue for Meaningful Education

One of the significant tasks of education isto enable one to learn to live a meaningful
life. But what is a meaningful life? What is the meaning of my life? Thisis a question
which has kept haunting human mind for millennia. The most important motif for
many philosophers’ pursuits, implicitly or explicitly, is to seek the meaning or
meanings or the most important or valuable thingsin life (Metz, 2007). A meaningful
life for one can thus be understood as a life in which one can experience the most
important things for one’s life. Paradoxically, the meaningfulness does not lie in the
sheer possession of the important things but in the relationships between subjects and
objects. For example, stamps could be the most important things for a stamp collector.
Y et what makes a stamp collector’s life meaningful is not only the sheer possession of
the stamps themselves but also the experiences associated with the stamps, such as
memories, psychological satisfactions, feelings and knowledge and, the sheer
fascination and joy (sometimes mixed with frustrations) of the activity itself.
Something in experience that is conveyed and connoted makes this stamp or these
stamps important and thereby makes the collector’s life directional, interesting and
meaningful.

Thus the concept “meaning” in this thesis is not used in a strict linguistic sense
to mean denotations but in a broad sense to denote something that is signified,

conveyed, connoted in and related to experience. “A “meaningful” object”, tangible or



intangible, means that this object can remind one of one’s life experiences and inspire
many or rich meanings and abundant significance. In other words, a meaningful
object is an object full of meanings; it can help one to apprehend many meanings from
this moment of experience. It can illuminate plentiful relationships with many other
objects. An object with rich meanings can inspire diverse and multiple experiences.
In contrast, a “meaningless” object with poor meaning and meagre significance is in
weak or thin relationships with other objects. Therefore, a meaningful lifeisalife full
of meanings --- a living process within which diverse, different, interesting and
fruitful experiences are activated, connected or related and refreshed through various
and continuous relationships and interconnections.

A meaningful education is an educational process which can improve a
meaningful or meaning-full life; to unpick that, this process can be enhanced by
“right” people and “appropriate” materials which can help learners to understand the
multiplicity of the relationships interwoven within the very moment of learning. This
view of education can be understood to some extent in terms of the deep approach to
learning proposed by Marton and S&lj6 (1984). A deep approach to learning is that the
learners engage with the materials in an active and reflective attitude and acquire
fertile meanings from them, while learners in a surface approach lack such a probing,
caring, actively exploring attitude and fail to gain rich meanings during the process
(Marton & Sdljo, 1984). Overal, whether an education is rich or poor in meaning
consists in the interrelationships between subjects and objects, learning approaches
and materials, or pedagogical methods and curricula.

In this respect, the concept “nature” might be one of the richest and the most
fundamental sources of meaning and inspiration; it has been and till is one of the
most important themes concerning human beings through history, and across cultures.
However, a single set or sets of unified definitions of nature cannot be specified
without debate. Drawing on Merleau-Ponty (2003): “There is nature wherever there is
a life that has meaning... Nature is what has a meaning...Yet nature is different from
man: it is not instituted by him...” Life that has meaning is nature or a part of nature,
thus nature has meaning. Y et the meaning of nature is not something to be discovered
insofar as life is a process and so is nature. The meaning of nature is revealed during

the interaction between human beings and nature. With regard to nature and human



beings, we may also say that, there is nature wherever and whenever there is humanity.
“Nature”, as a source of life, meaning and inspiration, should be thus taken as an
important issue in education. This point invites us to think about whether current
educational practices pay adequate heed to the concept of nature.

It seems difficult to find in educational discourse adequate and sufficient
discussions distinctively focusing on the concept of nature. On the one hand, the
educational discourse which highlights this term is often limited to the fields of
environmental education (EE) and science education (SE) (Bonnett, 2007). One of the
ways of revealing whether our present educational practices pay adequate attention to
“nature” could be the analysis and examination of the curriculum related to EE and
SE. On the other hand, the concept of nature has great influence on human
understanding related to epistemology, metaphysics, theology, aesthetics, ethics,
worldview, etc. The concept of “nature” has been embraced in the assumptions about
“human nature”, “natural environment”, “natural law”, “the wild” and “the quality
opposite to ‘man-made’ or ‘artificial’” by general educational literature. This point
shows that the meaning of nature could be far wider and richer than we learn in EE or
SE. The general discourses about nature might provide us with inspiration to
reconsider the meaning of nature with respect to education and to enrich education
and life.

The above thoughts point out two tasks ahead: the revealing of the meaning of
nature conceived in current educational practices such as curriculum and exploration
of the meaning of nature in more general and broader varieties of discourse. The first
task will demonstrate the shortcomings and lead on to the following exploration to
identify the causes of the shortcomings and seek ways of overcoming the problems.

Let me give a brief explanation of the two tasks. The first task is to examine the
meaning of the conception of nature in current educational practices to reveal whether
those practices provide learners with a curriculum which is beneficial for developing a
meaningful life by, or through its conception of nature. Here I may take the
Taiwanese Grade 1-9 Curriculum Guidelines as an example for discussion. Two
central points causing the oversimplification of the conception of nature implied in the
curriculum can be identified: “homogenisation” and “disembodiment”. The

elucidation of the sense of nature in the curriculum is undertaken in the hope that the



curriculum can be made more helpful for usto learn to live aricher life. This task will
be undertaken in Chapter 2.

The second task can be understood as the main exploration of this thesis which
will be carried out from Chapters 3 to 7. In order to make our understanding, learning
and living more meaningful, we are brought to enquiries concerning nature: What
kinds of concept of nature would be helpful to enrich our education and thus be
referred to in curricula? What kinds of learning process relating to such
conceptualisations might prove more meaningful and insightful ?

As mentioned, the concept of nature may be used in the assumptions about
“human nature”, “natural environment” and many other ideas without being
highlighted. It might be difficult to find a “best” way to encompass “all” the meaning
of nature. But if appropriate orientations to a more meaningful conception or
conceptions of nature can be identified, they may enrich education and life by being
included in curricula

In order to identify the appropriate orientation, some introduction of past studies
may help. Enquiry into conceptions of nature and education may be divided into two
types: education-based and nature-as-key-concept-based. Works based on these two
types of enquiry are not exclusively separated from each other.

1) education-based

The first type of enquiry can be understood as education-based. The
concept of nature is as an assumption for supporting certain educationa ideas or
practices. The importance of nature is apparent in the following three
educationa fields. They are naturalistic education, natural science education,
and environmental education. The concept of nature is an indispensible idea
underpinning these educational fields but not in the same sense. Its meaning
variesin different fields. Let us have a brief overview.

Naturalistic education is often connected with child-centred education.
The most well-known figure could be Rousseau (1962). Many authors (Allen,
1937; Attfield, 2004; Harrison, 1992) point out that there may be contradictions
in Rousseau’s thought of nature and education; however, his view that “the

inner development of our faculties and organs is the education of nature”
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(Rousseau, 1962) has great influence on today’s child-centred education
(Oelkers, 2002). Another important source nourishing child-centred and
naturalistic education is Romanticism. Many authors (Halpin, 2006) point out
that Romanticism values love, imagination and human potential. Romantics
believe that there is consonance between human nature and nature and therefore
nature is helpful for human learning. In this light, “nature study” and “outdoor
education” are regarded as important educational means (Postma, 2004;
Stevenson, 2007).

As for natural science education, its focus is learning about natural
phenomena and natural law. In some respects, it can be taken as an ancient
discipline. The ancient study of nature includes the studies of cosmos, universe,
world, and supernatural deity (R. G. Collingwood, 1945; F. J. Collingwood,
1960; Copleston, 1966a). The function of ancient legends and myths, in the
sense of providing explanations of nature, is similar to that of modern scientific
theories although they are taken as different kinds of knowledge nowadays. At
the present time, cosmology and theology are no longer taken as parts of natural
science study. Yet the concept of nature still underpins these studies even
though they are understood as very different disciplines in modern people’s eyes.
It is interesting to explore the turning point or the driving force of the split of
these studies and the meaning of nature assumed in these studies.

Compared with the above, environmental education can be taken as a
newly emerging subject. Its development is related to the increasing problems
and growing concern about our environment. At the initiative stage,
environmental education, in some respects, can be taken as a continuation of
outdoor education and nature study, aiming to raise appreciation and love of
nature (Postma, 2004; Stevenson, 2007). With the escalation of environmental
problems, the scope of environmental education is broadened to include social,
political, economic and ethical issues. This highlights the ethical aspect of the
human/nature relationship and the importance of interrogating the ethical
meaning of the idea of nature. Environmental ethics is thus one of the foci in

contemporary environmental as well as philosophical discourses.
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There have been innumerable works concentrating on environmental
ethics in recent decades (Attfield, 1983; Leopold, 1949; Light, 2000; Light &
Rolston 111, 2003; Nash, 1985; Oelschlaeger, 1996; Rolston 111, 1989a, 1989b;
Weston, 1996). The relationship between human and nature is highlighted and
under examination. Most of the authors attempt to articulate the human/nature
relationship in a normative language.

Overdl, the concept of nature plays a crucia role in these educational
fields. It does not mean that there is clear understanding of the concept of nature.
On the contrary, the number of debates on the concept of nature is increasing
with growing environmental awareness and educational reflection. For example,
what is the definition of “nature” in the conservation movement? Is it required
for an educator to be environmentally aware? Is it the same with that in
naturalistic education? What is the relationship between human and nature from
different perspectives, such as a naturalist view, scientist view, or Romantic
view? Does an environmental educator understand “nature” in the way of an
environmentalist? What is meant or implied by “education for nature” or
“education for environment”? There can be more questions about “nature” and
“education” and they are difficult to answer in short paragraphs. However, what
we can find here is that many educational theories and practices al assume
“nature”, yet, in very different ways of understanding. Are those assumed
conceptions of nature all helpful for a meaningful education and life? What kind
of conception or conceptions of nature could be mostly educationaly
meaningful? Thus more clarification and discussion of the concept of nature
may help for contriving educational ideas and practices related to nature. Thisis

related to our second type of enquiry into nature.

2) nature-as-key-concept-based

The second type of enquiry concerning the concept of nature in relation to
education can be understood as key-concept-based and may be pursued out of
educational fields, such as through history, social studies and philosophy.
Authors of this kind of work aim at exploring the meaning of nature in different

respects. They may or may not develop and interpret educational implications
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from their work. However, whether they concern themselves directly with
education or not, educators or philosophers of education can till find
inspirations from works of this sort.

There are numerous works investigating the meaning of nature from
different perspectives, such as topic, issue, thinker, school of thought, culture,
region and timeline. For example, some works focus on a certain topic. For
instance, “nature” or “naturalness” is a key concept of the ancient Chinese
classic Lao Tzu (or Dao Te King) authored by Lao Tzu (Liu, 1998). Lao Tzu is
well-known as a cornerstone of Taoist philosophy and religion in Chinese
culture. The meaning of its core concept “Dao” (or “Tao”) is multivocal,
contentious and inspiring. However, many scholars admit that the most
important meaning of the idea of Dao could be “nature” or “naturalness” (Liu,
1998). As the concept of nature has many references including physical world,
nonhuman beings, natural law, particular properties of things, or forces
controlling events in physical world in Western context, the term Dao aso
refers to many meanings, such as spontaneous state of all beings, supernatural
deity, truth that is spoken, the act of speaking, logos, essence, universe, and path
(or “way”). Among such many meanings, the concept of Dao as nature is mostly
often used to describe the natural state of all beings. Since Dao is the ultimate
truth of universe, the best way of life isto follow it, to live in accordance with
its, or our own, natural state. Living in accordance with Dao (or nature) is not
equivalent with living by instinct. According to Lao Tzu, natural state is a state
of being harmonious with nature. In many respects, it is difficult for readers to
acquire a clear and distinct definition of nature in Lao Tzu. On the one hand,
Lao Tzu iswritten in avery laconic and archaic literary form. On the other hand,
the author Lao Tzu describes Dao as ineffable, unnamable, and invisible: “If
Tao can (be) Tao(ed) (expressed in words), then it’s not always Tao” (Lusthaus,
1990, p. 192).% Thus, the idea of Dao surpasses human comprehension and

cannot be expressed in human language. It is interesting to find that the

2 This sentence “If Tao can (be) Taoe(ed), then it’s not aways Tao” is adopted from Dan Lusthaus’
very apt trandation. “Tao” can be understood as “path” (or “way”) “speech” and “act of speaking”.
Thus this sentence is more often trandated as follows: “The truth which can be spoken is not the
constant truth.” and “The way which can be trodden is not the enduring and unchanging way”.

13



meanings of the concept of Dao in Chinese context may be as complex and
plura asthose of the concept of nature in a Western context.

Take another example. “Wilderness™ is a key concept in Oelschlaeger’s
enquiry into nature (1995). Oelschlaeger adopts a historical and key-concept
approach to the investigation of the meaning of “wilderness” from Paleolithic to
postmodern times. There are works focusing on special issues, such as
“ecofeminism”, “sustainable development” or “sustainability” (Bonnett, 1999,
2002a, 2002b, 2003, 2004, 2007; Stables, 1996, 2001). In the view of
ecofeminists (Kheel, 1995; Merchant, 1983, 1992, 1995; Plumwood, 1993;
Warren, 1995), one main theoretical cause responsible for environmental
problems is human mastery over nature. This mastery is asserted by
ecofeminists to be in tune with masculine oppression of women and with other
forms of oppression. Ecofeminists believe that the liberation of women is
helpful to some extent for enhancing human exploitation of nature. As for
“sustainable development”, it is an issue in debate (Stevenson, 2006). It was
formally proposed in the United Nations report Our Common Future (WCED,
1987) as a certain solution to the dilemma of improving environmenta
problems and meeting economic needs. For policy-makers, it could provide a
“common language” (Postma, 2004) for compromising expectations of
environmental improvement and economic growth. However, it is criticised by
many as an oxymoron (Bonnett, 1999) or a “paradoxical compound policy
slogan” (Stables, 1996). Thus, some authors suggest a reconceptualisation of the
idea of sustainability, for example, as a frame of mind rather than a policy
(Bonnett, 2002). This could be more educational .

There are some works aiming at exploring the meaning of nature in the
view of particular thinkers. For example, many authors find an inspiration from
Martin Heidegger’s thought for developing environmental philosophy (Bonnett,
2003; Zimmerman, 1983, 1986, 1993, 1994). Heidegger’s (1962, 1977) critique
of technology and modernity perceptively reveals the dangers implied in
modernism towards environment and human existence. According to Heidegger
(1977), modern technology is characterised by the feature of “Enframe”
(Gestell), meaning “revealing” (or alethia), “setting-upon”, “challenging forth”,

14
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“producing”, “presenting”, “unconcealment”, “occasioning”, “bringing forth”,
and “destining”. Technology expands human exploitation of nature and,
paradoxically, confines human freedom by leading humans to forget about their
own being --- Dasein. On this point, we may understand why Zimmerman
(1986) relates Heidegger’s philosophy to deep ecology --- both criticise
modernist thinking and lifestyle. Arne Naess’s (1989) --- one founder of deep
ecology --- critique of modern technology and modern lifestyle in his Ecology,
community and lifestyle is in tune with Heidegger’s. Heidegger’s strategy of
dealing with the forgetting is a call for returning to “Being” or “Sein”. In my
point of view, the Heideggerian approach seems mystical and essentialist in
atitude. According to Heidegger, “man finds himself in Being and does not
create it, nevertheless Being is not properly grasped by the categories of Nature.
For Nature, which Heidegger likes to call das Vorhandene, is aso only a part of
Being, something within the whole or in Being” (Gray, 1952, p. 416). This is
confusing: is Being supernatura? Yet Being is neither nature nor God,
moreover, Being cannot be grasped “through the being or in the beings --- or
anywhere else” (Heidegger, 1961, p. 27). Being is beyond humans and ineffable.
In short, Being is nothing that can be understood through language. Heidegger
always describes Being as “self-revealing”, “self-disclosing” and paradoxically
“self-concealing”. However, what interests me is the answer to the question:
what does Being conceal or reveal? As Heidegger (1998, p. 252) states, “Yet
being — what is being? It ‘is’ It itself. ... Being is essentially farther than all
beings and is yet nearer to the human being than every being, be it a rock, a
beast, a work of art, a machine, be it an angel or God”. He seems to say that
there is no answer to what Being is or is not. In brief, athough Heidegger
provides inspirations for criticising modernity and technology and for
developing environmental reflections, his idea of “Being” is puzzling for
readers.

On this path of existential phenomenology, French philosopher Maurice
Merleau-Ponty may be helpful for overcoming the tendency of mysticism and
essentialism when conducting phenomenological interrogation of the concept of

nature in relation to education. His ideas of perception, bodily experience and
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nature® and the potential for environmental philosophy have started attracting
scholars’ attention lately (Abram, 1995, 1996; Cataldi & Hamrick, 2007; Hung,
2008). Merleau-Ponty’s philosophy could be inspiring for reconsidering the
meaning of lived experience and lifeworld in relation to nature (Hung & Stables,
2008; Van Koppen, 2000; Van Manen, 1997). What kind of lived experience
can we have in nature? If nature can be helpful to enrich human lived
experience or lifeworld, it could be treated with more attention and care. This
could be a turning point for conceiving an education which can be friendly to
nature.

Moreover, some authors explore the meaning of nature from the
perspectives of certain schools of thought, such as “Romanticism” (Garrard,
1998) or “deep ecology” (Naess, 1989, 2005). These explorations give us
different inspirations for concelving of nature and the human/nature relationship.
For example, according to Garrard (1998), the most distinguishing point of
Romanticsistheir belief in the intrinsic value of nature. This seemsto bein tune
with critiques of anthropocentrism which is criticised by many as one main
theoretical cause of environmental problems. None the less, Romantics highly
value individual freedom and autonomy. Then, how does a Romantic view
cherish human individuality and disapprove of anthropocentrism simultaneously?
What is meant by the Romantic value of nature? What is implied in the concept
of anthropocentrism? An enquiry into the Romantic view of nature and
humanity may be helpful for the exploration of the meanings of nature.

One point is common, explicitly or implicitly, for most of the above
discussions. a critique of modern technology. Modern technology is identified
by many as a crucial factor resulting in today’s environmental problems in
practice. However, what concerns philosophers more is the underpinning of
modernist instrumental rationality which is regarded as a theoretical root of
human crisis (Habermas, 1971, 1996; Husserl, 1970). For example, according to

Habermas (1971), the production of knowledge and science is related to human

% Merleau-Ponty did not publish works about the concept of nature; however, he still showed much
interest on this topic. During the years 1956 to 1960, he gave courses focusing on the idea of nature at
the College de France. The courses notes on nature were collected and published after his death, under
the title La Nature. The English version was published in 2003.
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interests. There are three types of human interest and rationality: technical,
practical and emancipatory. Correspondingly, these three types of rationality
provide legitimation for three different domains of science including natura
science, interpretive science and critical science (Carr & Kemmis, 1986). The
problem caused by modernism is an unbalanced over-expansion of technical
interest, or instrumental rationality. Instrumental rationality denotes
“manipulation and control of the environment; prediction about observable
physical or socia events; reality, based on empirical knowledge and governed
by technica rules, and the criteria of effective control of reality, which
determines the appropriateness of action” (Merzirow, 1981, p. 4; cited in Ewert,
1991). This instrumental rationality pervades al domains of knowledge and
results in a crisis in our lifeworld since al levels of human life are measured,
understood and practised according to the same technical criteria. Habermas’
critique, in tune with Husserl’s, pertinently describes the pervasiveness of the
modernist instrumental, materialist rationality and its edging out of other types
of rationality. This may result in the impoverishment of meaning in, for instance,
imaginative life and is thus worth notice: how then does the modernist
instrumental rationality become so pervasive and dominant? How does it
influence our understanding of nature and education? Overdl, athough
Habermas’ critique of modernist instrumental rationality is revealing, it is
questionable whether human interest and rationality can be distinctively
separated into “only” three types and fit in three domains of knowledge. In my
view, this classification could also over-simplify our understanding of nature if
these three types of interests and knowledge are taken as the only effective
orientations. The Habermasian position seems, in some respects, to rule out the
significance of affectivity and imagination in life and in education. These are
cherished by Romantics.

In addition, some works focus on the concept of nature in respect of the
relationship between environmental change and religion. For instance, Lynn
White (1967) identifies Christianity as one of the roots of today’s environmental
problems. Some authors explore the concept of nature from particular cultures,

traditions; or geographical areas or regions (Corbeil, 2003; Soper, 1995, 1996;
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Weller, 2006). For example, Robert Weller (2006) has documented the
transformation of meaning of the concept of nature in Taiwan and in China. He
points out that the understanding of nature in modern Chinese tradition has been
heavily westernised due to the influence of globalisation athough the
understanding of nature before it was influenced by Western ideas in the 19"
and early 20" century was generally used to denote various ways of thinking
about the environment and how people should live in it. Weller’s finding may
help this thesis to contextualise the exploration of the meaning of nature in the
western tradition.

Among these many perspectives, works studying nature chronologically
can exhibit more detailed and comprehensive meanings of nature in different
periods of time. Let us have a more detailed discussion. For example, Man and
Nature authored by George Perkins Marsh (1874) might be seen as an early and
significant work revealing how human beings change the natural landscape and
the implied cultural and social factors. Clarence J. Glacken’s (1967) Traces on
the Rhodian Shore is one of the classics for its detailed expositions of the
development of natura environment. Its subtitle manifests the main target of
this work: Nature and Culture in Western Thought from Ancient Times to the
End of the Eighteenth Century. There are three main ideas as the axes of this
book: the idea of the Earth designed for man, the idea of environmenta
influences, and the idea of humankind as a geographical agent. However, these
two books make elaborate investigation of the relationship between human
action and environmental changes and the implied social, cultural and
intellectual factors. Yet there are ill limits when we attempt to retrieve
meanings of nature from the above works to enhance curriculum: firstly, by
focusing on the physical environmental changes and the related human action,
the works above read as encyclopaedias of history of geography rather than
exploration of the meaning of the concept of nature. Moreover, there is a
difficulty caused by the study of environmental history itself. As an
interdisciplinary field, environmental history may not be specified by a clear
definition because there are innumerable materials and data coming from other

fields such as agriculture, geography, natural sciences, and so on.
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Peter Coates in his Nature: Western Attitudes since Ancient Times (1998)
explores “historical nature” from ancient times to the modern era. Attempting to
outline the major categories of the meanings of nature in the Western context,
he provides five categories. nature as a physical place; nature as collective
phenomena of the world; nature as an essence, quality and/or principle; nature
as an inspiration, guide, and source of authority governing human affairs; and
nature as the conceptual opposite of (artificial) culture (Coates, 1998, p. 3).
Coates, on the one hand, perceptively reveals the complexity and ambiguity of
the idea of nature and its inconsistency with environmental actions throughout
history; on the other hand, his elucidation of the varied meanings of nature may
be somewhat insufficient because he fails to provide further claims and
implications for practices --- whether on an ethical or politica level. Moreover,
one point that might need notice is that his discussion related to the
“postmodern” is relatively scant. As the author promises, this work aims at
displaying Western attitudes towards nature since ancient times, the discussion
of the “postmodern nature” is comparatively slight --- only three pages in the
last chapter --- although the term “postmodern” is defined as a period of time
after modern times or a certain cultural, social and philosophical ethos or
characteristics distinguishable from those of modernity.

Compared with Coates’s work, Bruce Morito’s Thinking Ecologically:
Environmental Thought, Values and Policy (2002) investigates the concept of
nature from many aspects, incorporating a historical approach and discussion of
values, ethics, policy and sustainable development. The meaning of nature is
divided into three kinds of world view according to three periods of time:
animism in classic times, mechanism in modern times, and ecologica thinking
after the rise of evolutionary and ecological theories. Morito strives to present a
world view adopting ecological process as the context of thinking, viz.
“thinking ecologically”. In order to attain this world view as ‘“thinking
ecologically”, the “understanding of the history of ideas...began to appear...as a
path to greater inclusion of perspectives, as shifts in world view seemed to
undermine former world views, while building on them” (Morito, 2002, p. 2).

Some part of this paragraph is acceptable and some debatable. The emergence
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of aworld view is very possibly established on the ground of the former world
views but not necessarily based on the destruction of the former views. It might
be an extension or refinement. In addition, Morito’s perspective seems to take
the development of world views as alinear progress along history. In this sense,
the world view is taken as a unitary view and the implied complexity, plurality
and ambiguity of nature could be overlooked.

In addition to the historical approach, there are other different approaches
to the understanding of nature by taking particular theoretical perspectives.
Many contemporary reconsiderations of the idea of nature can be understood as
reactions to modernism. Modernism is generally recognised as one of the
important causes of environmental crisis; accordingly, many doctrines or ideas
contra modernism have been proposed as antidotes, including non-Western,
non-modern, traditional or postmodern ways of thinking. For example, Nell
Evernden (1992), David R. Griffin (1988a 1988b, 1988c, 2000), Max
Oelschaeger (1991), Richard Rorty (1980) and many other authors have made
in-depth investigation of the concept of nature athough their thoughts
concerning the issue of nature and approaches are quite different.

As postmodern responses to modernism, these authors’ thoughts may be
briefly divided into two categories --- adapted from Griffin’s (1988a, 1988b,
2000) view: deconstructive and constructive postmodernism (Hung, 2007). Put
simply, deconstructive postmodernism can be characterised by the features of
anti-essentialism and anti-foundationalism by revealing that the taken-for-
granted and everlasting ideas, values, beliefs and truths (“eternal verities and
orthodoxies”) are socially and culturaly linguistic constructs and so no more
transcendental and perennia reality “foundations” can be found “out there”.
Jacques Derrida is taken as one of the leading “deconstructive” thinkers.
Viewed in this light, “nature” is a social construction whose meaning depends
on the context. Adopting this approach, some authors announce the end of
“nature” such as Michael E. Soul¢ and Gary Lease (1995), and William Cronon.
Michael E. Soulé and Gary Lease, as editors of Reinventing Nature: Responses
to Postmodern Deconstruction, state in the Preface that “The so-called

deconstructionist view...asserts that all we can ever perceive about the world
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are shadows, and that we can never escape our particular biases and fixed
historical-cultural positions” (1995, p. xv). Moreover, Cronon argues that the

concept of nature as wilderness is amyth, a hope, and a quasi-religious vaue:

...wilderness is not quite what it seems...it is quite
profoundly a human creation --- indeed, the creation of very
particular human cultures at very particular moments in
human history... we too easily imagine that what we behold
is Nature when in fact we see the reflection of our own

unexamined longings and desires. (Cronon, 1996, p. 7)

Soulé and Lease and the other authors in the anthology and Cronon have invited
the criticism of various authors including Samuel P. Hays (1996), Michael P.
Cohen (1996), Thomas R. Dunlap (1996) and George Sessions (1995). Some
authors (Griffin, 1988a, 1988b, 1990) claim that one of the views opposed to
deconstructive postmodernism is constructive postmodernism. Although | doubt
whether it is appropriate to name “constructive postmodernism” as one branch
of postmodernism, this point will be argued in later chapters. Now let us return
to the so-called “constructive postmodernism”.

According to Griffin  (1988a, 1988b, 1988c), deconstructive
postmodernism is unable to ameliorate modern predicaments such as the
environmental crisis; furthermore, deconstructive postmodernism and its
implied relativism and nihilism aggravate the problem. Griffin (1988c) claims
that deconstructive postmodernism overcomes the modern worldview through
an “anti-worldview view”. “The ingredients necessary for a worldview, such as
God, self, purpose, meaning, areal world, and truth as correspondence” (Griffin,
1988c, p. x) are deiminated by deconstruction. This criticism could be
questioned because Griffin seems to confuse deconstruction of the
unchangeable, transcendental reality of ideas with that of conceptualisation of
ideas and with relativisation and nihilisation of the world. However, in Griffin’s
view, what is needed is “constructive postmodernism”. It involves “a new unity

of scientific, ethical, aesthetic, and religious intuitions...Constructive
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postmodern thought provides support for the ecology, peace, feminist and other
emancipatory movements of our time” (Griffin, 1988a, p. 2-3). This perspective
can be understood as containing numerous re-workings of nature, including re-
invention, re-construction, re-creation, re-description, re-contextualisation, re-
divinisatrion and re-enchantment. Paradoxically, constructive postmodernism
on this point seems to adopt the idea of its enemy, deconstructive
postmodernism, because the reworking implies dismantlement and dissection of
the old structures and the following building and composition of new ones.
According to Griffin’s view, what distinguishes constructive from
deconstructive postmodernism may be the features of re-divinisation and re-
enchantment of nature.

However, it is not clear how best to use the term ‘“constructive
postmodernism”, because postmodernism is a term in a very broad sense which
refers to a wide range of positions including deconstruction, nihilism, relativism,
anti-foundationalism and anti-essentialism. In my understanding, what Griffin
considers as deconstructive postmodernism refers to relativism and nihilism;
while what he takes as constructive postmodernism is a certain kind neo-eco-
theology which integrates Whitehead’s process philosophy, ecological thinking,
parapsychology and religion . 1 disagree with Griffin’s definition of
postmodernism. On this point, many prominent thinkers, such as Friedrich
Nietzsche, Richard Rorty, Jacques Derrida, may give us more food for

postmodern thought.

* Griffin’s constructive postmodernism in some respects can be understood as an assemblage of anti-
modern notions. He sees modern world in crisis and thus the modern world view needs to be
transcended. The problem of modernism can be overcome by constructive postmodernism. In Griffin’s
view, the modern world view is characterised by individualism, anthropocentrism, patriarchy,
mechnisation, economism, nationalism, secularism, and militarism, while constructive postmodernism
is composed of various and divergent thoughts including “ecology, peace, feminist, and other
emancipatory movements” and “premodern notions of a divine reality, cosmic meaning, and an
enchanted nature”. Moreover, he claims that “through its [constructive postmodernism] return to
organicism and its acceptance of nonsensory perception, it opens itself to the recovery of truths and
values from various forms of premodern thought and practice that had been dogmatically rejected by
modernity” (Griffin, 1988c, p. Xi). In some sense, this constructive postmodernism seems a farrago of
anti-modern ideas. The modern worldview, according to Griffin (1988a, 1998b, 1988c), contains the
notions of atheism, mechanism, materialism, militarism, environmental crisis and disenchantment and
thereby the countering ideas are the solution. These ideas, such as theism, organcism, spirit, peace,
ecology and enchantment, compose constructive postmodernism. Such pursuit of solution to the
modern problem seems a wishful thinking.
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For instance, Rorty (1993a) points out that the process of making
distinctions, redescribing and recontextualising consists of two parts. to
“criticise” present practices by “exposing” and “demystifying” them and to
“suggest” alternative ones. In sum, deconstruction can be understood as
denoting an on-going process of continuous re-examining, questioning,
dissolving, decomposing, re-inventing and re-composing. Therefore, the notion
of deconstruction refers to the ideas of dismantlement and dissection of the old
structures and the subsequent building and composition of new ones. Yet this
will not be explored in-depth in this paragraph. The am here is only to
introduce the variety of “postmodern” approaches to nature.

The above constructive postmodern view is, to some extent, in tune with
the view of Oelschlaeger (1991) who understands postmodernism in terms of
“cosmic synergism” and some other authors who do not label themselves as
postmodernists, yet view things in a similar light, such as Patrick Curry (2003,
2007), who argues for “eco-pluralism” (or can be termed “ecological pluralism
or “pluralist ecocentrism”). There is a tendency in these views, which is an
attempt to pursue the sacredness or divinity of nature. Y et, this pursuit could be
a the risk of reifying and substantiating nature. Furthermore, what is worth
consideration is whether the divinity of nature (whatever that means) is a
necessary condition for human beings to value and conserve nature. Some
ecocentrists and deep ecologists concern themselves with the idea that if nature
Is not taken as divine, or if thereis no intrinsic value in nature, then nature could
be taken as an object at human disposal from an anthropocentric perspective.
However, | shall put forward a possible aternative to ecocentrism and
anthropocentrism.

All in al, the above discussion shows abundant meanings of the concepts
of nature across numerous studies in the past. They can provide food for thought
with respect to education. In this view, the exploration of nature is taken as
fundamental for devel oping educational thought and practice.

However, these two types of enquiry --- education-based and nature-as-
key-concept-based enquiries --- cannot be exclusively separated. The

understanding of nature underpins educational ideas and practices, whether or
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not it be taken as an explicit object to learn about. Educationa philosophical
enquiry into the concept of nature can be articulated as the investigation of the
meaning of nature and its educational implication and also the investigation of
the nature of education. In this respect, Bonnett (2003, 2004, 2007) has provided
insights into the metaphysica meaning of nature and education. After
examining the notion of nature and its related environmental issue, Bonnett
(2003, 2007) identifies the features of nature as a sef-arising and
epistemological mystery. These features of nature suggest that, ontologically,
there is always difference between human and nature and, epistemologically,
there is always something in and about nature beyond human understanding.
Here we may find an interesting parallel between the concept of nature in the

Western context and the concept of Dao in an Eastern background.

Overdl, the overview of the enquiries inspires me to propose five themes
consisting of polarities as the anchors for exploration. They can be understood as five
kinds of dialectic of the interrogation of nature. The five themes with polarities are as
follows:

1) Should “nature” be understood as becoming or being? Which conception
could be more educationaly meaningful? What might be offered by these
two views?

2) What kind of conception of the telos (purpose) of nature could be helpful for
a meaningful learning? Should the telos be taken as immanent or
transcendent? Divine or non-divine?

3) What kind of human attitude towards nature could bring more and richer
meaning to education? A disenchanted or enchanted view?

4) What kind of human/nature relationship could be helpful for conceiving
more and richer meaning for learning? An anthropocentric or what | will
term an anthropo-non-centric view?

5) The above discussions lead us to explore different pedagogical approaches
to nature. What kind of pedagogica approach to nature would be significant
and desirable? A disengaged or engaged approach?
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The exploration of the meaning of nature guided by the five themes will reveal that
some of the underpinning ideas about nature, humans and their relationship might
tend to impoverish the meaning of education and deepen the pitfalls in the present
curriculum and educational practices. These notions will be summed up as
“anonymising view”. In addition, it will also reveal some of the underpinning ideas to
be helpful for concelving more and richer meanings of nature for education. These
ideas will be referred to as “authoring view”. The exploration of Chapters 3to 7 isa
process of unpicking the notions of anonymising and authoring views.

Chapter 3 focuses on the metaphysical assumption of nature. This thesis argues
that there are two basic metaphysical positions through history: philosophy of being
and philosophy of becoming. Both positions can be traced back to ancient Greek
philosophers including Heraclitus, Parmenides, and atomists. This chapter will argue
that philosophy of being has greater and more explicit influence on current
educational ideas and practices than philosophy of becoming. Philosophy of being in
this sense can be understood as one of the factors resulting in the pitfalls in current
curriculum. In contrast, philosophy of becoming may offer a different, more dynamic
and interesting view for understanding nature, humanity and education and thereby
help to improve current educational practices.

Chapter 4 explores the meaning of nature regarding the telos (purpose) of nature.
The telos of nature is related to divinity which has been one of the most important
enquiries into nature in human history. The debates on the notion of physico-theology
mark out two important and different conceptions of telos of nature: nature with
immanent divine telos and nature with transcendenta divine telos. These debates have
important origins in ancient Greek philosophers including Plato and Aristotle and
Enlightenment thinkers, especially Hume and Kant. | will discuss the debate and
demonstrate how these concepts of divine nature influence our views of humanity,
knowledge, and our world. However, evolutionary biology brings us the third
conception of telos of nature: nature with immanent non-divine telos. This thesis
points out that three kinds of telos of nature can be conceived and that different
conceptions of telos assume different metaphysical positions. In my view, nature with
divine telos is grounded on philosophy of being and results in a deterministic view of

education, while nature with non-divine immanent telos is in tune with philosophy of
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becoming. This conception of telos of nature can yield more benefits for developing a
freer and meaningful education than the conception of divine telos.

Chapter 5 aims at revealing the meaning of nature in respect of epistemology.
Nature has been recognised as disenchanted or enchanted in history through different
perspectives. However, an understanding of nature as enchanted or disenchanted
entails not only knowledge of nature itself but aso the means of acquiring knowledge
of nature. The idea of disenchantment has aroused innumerable discussions and
criticisms. It can be understood in terms of Weber’s (1948) “intellectualisation” and
“rationalisation”, Habermas’ (1971) “technical interest” and “instrumental
knowledge” and Husserl’s (1970) “naive naturalistic attitude”, whereas the idea of
enchantment is often explained in terms of divinisation. However, what interests me
most is the attitude or ethos involved. This thesis demonstrates that, on the one hand,
modernist scientists and thinkers, such as Galileo, in early modern times make
significant contributions to the formation of disenchantment or disenchanted ethos.
On the other, Romantics, such as Rousseau and Wordsworth, have significant
influence on the understanding of enchantment and an enchanted ethos. The
demonstration will reveal that a disenchanted view is inappropriately overemphasised
in mainstream educational discourses and thereby results in an oversimplifying
curriculum. Hence to pay more heed to an enchanted view in curriculum may help to
improve the unbalanced situation and direct us towards a meaningful, interesting and
desirable education.

Chapters 3 to 5 are the elaboration of the fundamental philosophical position of
this thesis. On this ground, Chapter 6 extends the concern to the human/nature
relationship, Chapter 7 to the learning approach. Chapter 6 explains a main
perspective concerning the human/nature relationship --- anthropocentrism.
Anthropocentrism has been criticised as one of the central factors of environmental
crisis and many countervailing views have been proposed as solutions. However,
these views may ignore the inextricable and diaectical interrelationships between the
conceptions of nature and humanity. Drawing on the idea of deconstruction of Derrida
(1969, 2002) and Agamben (2002), | suggest an anthropo-non-centrism as a new
perspective towards the understanding of the human/nature relationship. This

anthropo-non-centrism reveals the interdependence and intertwinement of the
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understanding of humanity and nature and thereby inspires different and novel
meanings for education.

Chapter 7 focuses on the approach to learning. According to the previous
exploration, | propose two learning approaches. disengaged and engaged. In some
sense, they are similar to but not exactly identified with the surface and deep learning
approaches in the field of learning theory (Marton & Sdlj6, 1984). The disengaged
approach to learning stresses the collective and disembodied parts of experience
which have been taken for granted in learning, while the engaged one emphasises the
personal and individualistic parts of lived experience. In my view, the engaged
approach to learning is more beneficial than the disengaged one for producing richer
and more meanings in the lifeworld. Drawing on Husserl (1913/1931, 1970) and
Merleau-Ponty (1962, 1962/2003, 2004), the idea of lifeworld can be understood not
only as a collection of ordinary life experience common for all but also an assemblage
of unique, private and personal lived experience each unique to one individual, but
with shared elements (Hung & Stables, 2008). The interpretation of the lifeworld as
private lived experiencesis crucial for understanding how inexhaustible meanings can
emerge from our own lived experience. Chapter 7 will argue that an engaged
approach to learning is an appropriate means for exploring our lifeworld as a source
of meaning.

After exploration through the five themes, the views tending to result in
impoverishment of meaning are generally called “anonymising orientation”, while the
views beneficial for the generation of meaning are referred to as “authoring
orientation”. Chapter 8 will remark on how the authoring-oriented view can improve
the understanding of the concept of nature and enrich the meaning of education and
life in general as well as overcome the pitfalls of our present curriculum in particular.
The educational implications of the authoring-oriented view will be discussed in three
respects. meaning of education in general, education about and for nature and nature
in a particular system of education (the Taiwanese curriculum).

The meaning of the authoring view of education will be articulated with regard
to metaphysics, epistemology, educational anthropology and ethics. This thesis takes
the metaphysical position of a philosophy of becoming and a constructive view of

knowledge. On this ground, the human image can be depicted as primarily an author,
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who aso plays the roles of an inventor, an adventurer, an agent and a poet. This
anthropologica view leads to an ethics of responsibility since every individual is an
irreplaceable authentic author who cannot escape from her responsibility for herself
and the world. The understanding of the meaning of the authoring-view of education
Is helpful for reflecting on education about and for nature. How can an education
about and for nature be developed? Three aspects will be considered: nature as the
object to be learned about, nature as the surroundings to be learned within, and nature
as a guide to be learned from. The above concluding remarks are helpful for
envisaging a prospect of a more meaningful educational practice. Based on the
authoring view, | will return to the Taiwanese curriculum and make suggestions for

overriding its shortcomings of homogenisation and disembodiment.
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Nature in Current Educational Practice:

The Taiwanese Curriculum

This chapter aims to show that the concept of “nature” in current educational
discourse has been over-simplified. The Taiwanese curriculum will be proposed as an
example for analysis and examination to demonstrate the over-simplification as
“homogenisation” and “disembodiment”.

As mentioned, the concept of nature is significantly related to the extent of the
meaningfulness of education since it is often referred to, implicitly or explicitly, when
many assumptions are made about humanity, nature, science, deity, etc. Thusit should
be taken seriously as an important issue for education. None the less, it seems difficult
to find general educational literature focusing explicitly on the concept of nature. The
concept “nature” is often implicit in assumptions about human nature or natural law or
natural environment without being used explicitly. To some degree, assumptions
about human nature and nature have been taken for granted. This point shows that it is
important to investigate the meaning of nature in genera discourse because this
investigation can help to uncover the taken-for-granted conceptions of nature assumed
in educational practices.

There might be another reason that the concept of nature attracts increasing
attention. It could be related to anxiety about the escalating environmenta crisis. The
environmental crisis reminds educational thinkers and practitioners of the importance
of our own “natural” environment and the related education. Certainly, in the late 20™

century, issues related to natural environment and environmental problems have been
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highlighted in the educational field. There are some prominent examples. many
international and national organisations aiming at the promotion of environmental
education have been set up in the past decades and they call for and undertake
numerous actions or strategies for implementing environmental education in al levels
of education; moreover, various related new pedagogic fields appear, such as
environmental education (EE), education for sustainable development (ESD) or
education for sustainability (ES). The emergence of these organisations, these
educational fields and the related discourses in some sense shows an increasing public
environmental concern. For example, many frameworks have been proposed to
“inspire and guide the peoples of the world in the preservation and enhancement of
the human environment” such as The Sockholm Declaration (UNESCO, 1972),
Thilisi Declaration (UNESCO-UNEP, 1977), and so on. The concept of nature seems
to be taken for granted as a synonym of natural environment by these frameworks.
However, this assumption may diminish and lessen the meaning which nature could
bring to our learning because “nature” does not necessarily refer to the natural
environment.

If we recall how we use this term in our ordinary language, we may surprisingly
find that there are many ways of understanding and usages in relation to nature. For
example, it may refer to natural law, the wild, the essential property of a thing, the
disposition or temperament of a person, human nature, the quality opposite to the
artificial and so on. There are many more ways of using this term. Thus we may
understand why Raymond Williams (1980, p.67) remarks that “nature” is one of the
most complex words in the language. In addition, he admitted that, “I’ve previously
attempted to analyse some comparable ideas, critically and historically. Among them
were culture, society, individual, class, art, and tragedy. But I’d better say at the outset
that, difficult as al those ideas are, the idea of nature makes them seem comparatively
simple” (Williams, 1980, p.67). When nature is merely taken as a synonym of natural
environment, its meaning becomes poor because the ways of conception and
experience of nature are limited, and so therefore is the education related to nature, on
such an understanding. If the concept of nature has been more fully and sufficiently
explored then it will be found that it is not merely equivalent to “environment” or

“wilderness”. Thus when nature is understood as a synonym of environment, no more
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and no less, its rich and abundant meaning could be lessened and impoverished; in
this case learning about nature should not be taken as EE, ESD, ES or SE.

One problem can be detected from the tendency to take education related to
nature as environment-related educational fields such as SE, EE, ESD or ES.
Basicaly, the establishment of these disciplinary fields relies much on the knowledge
of scientists and experts in natural science. In the expert-dependent educationa
perspective, nature tends to be taken for granted as a physical, external and substantial
natural world and as an instrument for providing kinds of resource for human
exploitation and well-being. This might cause a myth that education about nature
(natural environment) is mainly the task of science education and thereby the possible
contribution of other fields such as art, humanities or physical education could be
underestimated or limited. Jensen and Schnack (2006) admit that there is a strong
tendency of scientism in environmental education; the focus of environmental
education has often been to give pupils substantial knowledge about environmental
problems without addressing the social values implied in “secing” the problems. This
point will be supported by the analysis of the Taiwanese Grade 1-9 Curriculum
Guideines (G1-9 CG) (Ministry of Education, MOE, 2006) in the following section.

2.1 The Taiwanese Grade 1-9 Curriculum Guidelines as “Glocal”

Practice

Here | take the Taiwanese Grade 1-9 Curriculum Guidelines (Ministry of Education,
MOE, 2006) as an example for analysis to demonstrate the limitedness of the meaning
of nature in the current educational practices. | will argue that this limitedness can be
understood as resonance of a general trend in present education rather than a result of
a peculiar culture or tradition. Thus the analysis of the Taiwanese curriculum
guidelines leads this thesis also to explore the meaning of nature in the “Western”

context.
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The development and implementation of the Taiwanese curriculum guidelines
can be understood in some respects as closdly related to global changes of economic
and socio-political conditions including globalisation and democratisation (Kennedy,
2008; Law, 2002, 2004a, 2004b; Lee, 2004). The Taiwanese curriculum guidelines
are the product of following the internationa curriculum reform movement in respect
of historical background and substantial content. The current Taiwanese curriculum
guidelines can thus be understood as a local response to globalisation, or a “glocal”
practice in education. In order to clarify this point, | first give a brief introduction of

the background of the development of the Taiwanese curriculum.

2.1.1 Background of the Taiwanese Curriculum: Overview of Taiwan’s
History and Cultural Context

Taiwan’s recorded history can be traced back to the 16™ century. In the 16™ century,
on the way of sailing to Japan, Portuguese had a glance of Taiwan and called it “Ilha
Formosa”, meaning “Beautiful Island” (Su, 1986). The earliest inhabitants were
Malayo-Polynesian peoples who are referred to as “aborigines” or “indigenous
peoples” (Su, 2007). During the past 400 years, many immigrants have moved to
Taiwan, most of them from the southern provinces of China. Meanwhile, Europeans,
Chinese and Japanese established their dominion over this island at different times.
Before the end of World War I, Taiwan had been governed by Dutch (1662-1661),
Spanish (1626-1642), Zheng Cheng-gong (1661-1683), Ching (1683-1895), and
Japanese (1895-1945) (Mao, 1997, 2008; Su, 1986; Su, 2007). Since 1945, Taiwan
has been governed by the Republic of China government --- mainly led by Chiang
Kai-shek’s party --- Koumintang (KM T, or Chinese Nationalist Party).

The historical-political background has been deeply embedded in the
development of the Taiwanese curriculum, in a very complicated and complex way.
In the year 1947, two years after Taiwan was taken over by the KMT government, a
massacre (the 2.28 Operation) slaughtering protesters against government and
innocent civilians was conducted by the government and resulted in a forty-year rule

of martial law. Since then, the educational system has been regarded as an important
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state apparatus by the ruling party KMT to maintain its one-party authoritarian regime.
All levels and al kinds of education were put under severe control and surveillance
until the 1980s. The design of curriculum and publication of textbooks was under the
control of government. Most authors (Hwang & Chang, 2003; Doong, 2008; Tsai,
2002) agree that the mid-1980s can be taken as an important time, since then the
Talwanese curriculum was about to change.

Before the mid-1980s, the am of the Taiwanese curriculum was to fortify
KMT’s ruling authority by indoctrinating pupils with Chinese tradition and culture.
KMT and its leader Chiang Kai-shek claim that their fundamental ideology inherits
Chinese orthodoxies which Chinese communists intend to destroy. Thus Chinese
traditional doctrine in this sense is not only used to provide legitimisation of KMT’s
ideology and ruling authority but also as a thinking apparatus confronting communism
and the other sets of beliefs that could possibly challenge KMT’s ruling authority ---
in the name of protecting Chinese tradition. Education in this period of time was
“Chinese-ised” to a great extent; curriculum was thereby heavily “Chinese
nationalised” (Tsai, 2002). Curriculum was designed to foster patriotism, loyalty and
obedience to government (or the particular political party and its leader). In order to
achieve this goal, the edition and compilation of textbooks must strictly observe the
official Curriculum Standards, which were firstly issued in 1929 in mainland China
and had undergone several revisions until 1993 (Lee, 2008; Shoon, 2000). The
rationale of the Curriculum Standards aimed to shape primary school pupils to be
“energetic children and good citizens” (MOE, 1993) while for secondary school
pupils “optimistic youngsters and good citizens” (MOE, 1995).° The first objective of
the curriculum standards for primary education is to enable pupils to be “diligent,
hard-working, conscientious, obedient to the law, alegiant to family, hometown, state
and the world” (MOE, 1993). While in secondary education, the primary objective is
to enable students to be “nationalistic, patriotic, allegiant to family, hometown and
state” (MOE, 1995). Y et the term “hometown” in the curriculum does not refer to the

island Taiwan but mainland China --- a country where many Taiwanese have never

® The previous curriculum standards for primary education and secondary education were separately
mandated. The earliest edition of Curriculum Standards for primary education was issued in 1929,
while for secondary education in 1922. The curriculum standards for primary education had been
revised for 11 times while for secondary education 18 times until the new curriculum guidelines were
issued. The quotations of the rationales of the standards are cited from the latest editions.
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stepped on. In brief, the Tawanese curriculum can be characterised by
authoritarianism and mono-cultural Chinese-isation from the 1950s to the mid-1980s.

Since the 1980s, as many authors (Law, 2002, 2004a, 2004b; Held, McGrew,
Goldblatt & Perraton, 1998; Waters, 1995) have pointed out, globalisation started to
become a prevalent phenomenon all over the world. “The international flow of capital,
goods, services, information, and people, aided by developments in information and
communication technology, has accelerated and intensified throughout the world”
(Law, 2004b, p. 500). The “Western” ideas of democracy and liberty sneaked in with
Taiwan’s economic development. Chiang Kai-shek died in 1975, and his son
succeeded as the new president. However, the new successor showed some and slow
tolerance to “Western” values. Discussions on public issues were allowed as long as
they did not challenge the authority of government. The martial law was finally lifted
in 1987, one year before Chiang died. The regulations of inspecting the press and
controlling the mass media were denounced in 1988, the law of prohibiting the
formation of political parties in 1989. In 1996, Taiwanese people could vote for a
president for the first time. The changing economic-socio-political conditions during
these two decades opened up a space for debates over educational and curriculum
reform.

In the early 1990s, a wide range of social activists demanded educational reform,
asking for deregulation of the Taiwanese heavily-bound educational system: for
example, the joint entrance examination, the textbook policy, and the state’s control
over curriculum (Doong, 2008). What is more important is that the political
authoritarianism in the disguise of protection of Chinese orthodoxies in curriculum
has been challenged. Some authors interpret this chalenge as a tension between
Chinese-isation and Tawan-isation (Tsai, 2002; Law, 2002), localisation and
internationalisation (Hwang & Chang, 2003), or between nationalisation and
localisation, sinoisation and indigenisation (Mao, 1997, 2008). In my view, the crucial
tension exists between centralisation and decentralisation, monologism and
heteroglossia. The educational systems before the mid-1980s were under severe
centralised control; moreover, the curriculum only presented the very limited
“Chinese-ised” view. Many narratives were excluded from the centralised and

“monolingual” field of curriculum. For example, the 2.28 Operation was strictly



forbidden to public discussion; the Dutch, or Spanish or Japanese rulers were
described as cruel invaders without mentioning their great contribution to education
and development in many other respects. The indigenous people’s stories were rarely
told; they were described as barbarians (hunting for man) in textbooks, waiting to be
“civilised” by Chinese culture. Moreover, Mandarin was approved as the only legal
and official language in schools, and pupils would be punished for speaking dialectics.
Many restrictions and regulations were set in the curriculum standards in order to
maintain the ruling authority. The previous curriculum standards were highly
centralised and mono-cultural (Chinese). Overall, various social movements arose in
the early 1990s, asking for deregulation, democratisation and liberaisation. They
challenged the monopoly-authority and its underpinning centralised and Chinese-ised
ideology and caused the following curriculum reform.

The most impressive achievement of the curriculum reform in the 1990s is the
development of the new curriculum guidelines: Grade 1-9 Curriculum Guidelines.
After years of study, these curriculum guidelines were mandated and implemented in
2001. These new curriculum guidelines are very different from the previous
curriculum standards in many aspects. For instance, the curriculum standards set a
very strict limit for teachers and textbook publishers to plan the curricula and design
the textbooks, thus the contents of school textbooks were under highly severe control.
The new curriculum guidelines only propose the minima requirements as the
references for teachers, textbook designers and editors. Compared with the standards,
these new curriculum guidelines are characterised by the features of decentralisation,
deregulation, democratisation and liberalisation. In some sense, the development of
the new curriculum guidelines can be seen as an achievement of integrating the
“Western”, modern values into the process of Taiwan-isation (or indigenisation),
translating globalisation into local (Taiwanese not Chinese) context.

According to many authors, (Law 2002, 2004a, 2004b; Mao, 1997, 2008),
globalisation, democratisation and educational reform are indivisible parts of socio-
political change in Taiwan from the late 1980s to 2000. Some supportive evidence can
be found in the G1-9 CG (MOE, 2006). The rationale of the G1-9 CG (MOE, 2006)
ams to achieve pupils’ national citizenship and international vision by improving

pupils’ understanding in humanism, practica competence, democracy, localisation
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and internationalisation, and lifelong learning. Although the concepts of humanism,
democracy, localisation, and internationalisation are not given clear definition,
apparently the inclusion of these concepts into the curriculum reveals a concern for
“non-Chinese” worldview implied in the curricular development. The notions of
localisation (Taiwan-isation) and internationalisation which were invisible in the
previous curriculum standards are emphasised in this new curriculum. Moreover, the
idea of individual learning or education with respect to individual difference appears
in the new curriculum guidelines, challenging the authoritarian approach to learning
which is highly valued in the previous curriculum standards (MOE, 2006). Some
authors, such as Mao (2008), take the previous curriculum standards as “Chinese-
centric’, while the current curriculum guidelines “Taiwan-centric”. In my
understanding, this view could over-emphasise the effect of Taiwan-isation of the new
curriculum since the new curriculum does not remove any learning content related to
Chinese language, tradition and culture. It merely opens up a possible space to invite
the excluded narratives to come in. The curriculum reform in Taiwan moves towards
a direction which is more inclusive, tolerant, diverse, democratic and consonant with
the globalised trend --- athough there is much space to be filled. Thus the new
curriculum, in my view, is distinguished from the previous standards by the features
of decentralisation and deregulation, which are responses to globalisation comprising

multiple economic, political, social influences and cultural idess.

2.1.2 The Taiwanese G1-9 CG as L ocal Responseto Globalisation

The previous examination of the background of the Taiwanese curriculum shows that
the development of the guidelines can be understood as a loca response to
globalisation. Therefore, | take the Taiwanese curriculum guidelines as an object for
revealing the view of nature implied in the general current educational thinking and
practices. Three reasons are provided as follows:

First of al, the educational reform in Taiwan is not a peculiar phenomenon of
parochialism; but rather, it is a phenomenon of “glocalisation” in some sense. For

example, it is described in the preface of the Taiwanese curriculum guidelines that the
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ams of the curriculum include the fostering of the local identification, patriotism and
globa citizenship (MOE, 2006) The Taiwanese curriculum guidelines exemplify an
attempt to integrate the trends of globalisation and localisation.

The second reason is related to a broader context. The current Taiwanese
educational institutionalisation and the schooling systems are basically adopted from
the Western tradition. The ancient Chinese educationa system for classical study, for
example, Shu Yuan, has been in decline for more than a century. The explicit
educational systems and the underpinning views about educational institutionalisation
are largely taken from the West.

Thirdly, it can be found that the perspective of forms of knowledge,
epistemol ogy, disciplines and curriculum in the new Taiwanese curriculum guidelines
is, to a high extent, Western. As mentioned, the development of the new curriculum
integrates “Western” values into its rationale. The “Western” influence can aso be
found in the content of objectives and competence indicators of the curriculum. For
example, the parts related to environmental education and the issue of nature embrace
elements of contemporary environmental thinking (viz. Western environmental
philosophy and ethics). (More details will be discussed in the following section.) In
addition, as mentioned in Chapter 1, the study of Weller (2006) shows that the view of
nature in current Taiwanese society has been heavily westernised under the influence
of globalisation. Furthermore, the distinguishing part of the new curriculum
guidelines from the previous standards is the addition of the core competence and the
competence indicators. According to Shong (2000), the process of the research and
development of the Taiwanese curriculum has taken the Australian curriculum as an
important reference, especially with respect to core competences and competence
indicator. At the beginning stage of the curriculum reform in the early 1990s, a
Commission on Educational Reform (CER) was organised (Doong, 2008). CER held
severa forums to collect experts’ and public opinions about educational and
curriculum reform. In the first forum held on 31% August 1995 and the second forum
on 18" December 1995, the Australian experience was presented as a model (Shong,
2000). On 28" June 1996, CER held a seminar whose theme was “Towards New
Education in the New Millennium: the Australian Key Competence” and the Prospect

of the Taiwanese Educational Reform”. From 1996 to 2001, the new curriculum
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guidelines were under discussion and development. There is no detailed record of the
process of the development; however, the new curriculum came out in 2001 with 10
core competences as substantial benchmarks for designing textbooks, and making
assessments. According to the above, | may conclude that the new Taiwanese
curriculum is an achievement of local educational reform greatly influenced by many
globa elements and is thus of international as well as national interest. | thus take the
curriculum guidelines in Taiwan as a staring point to commence the exploration of the

meanings of nature, which will put the main focus on the Western tradition.

2.2 Naturein the Taiwanese Curriculum

As mentioned, the Grade 1-9 Curriculum has been mandated and implemented since
2001. There are many distinguishing features of the Grade 1-9 Curriculum Guidelines
to make the curriculum guidelines different from the previous curriculum standards.
In general, teachers can have more freedom to decide the material and pedagogic
methods according to the G1-9 CG than under the previous curriculum standards.
According to the G1-9 CG, seven main or core learning areas are the required
subjects including Language Education, Health and Physical Education, Socia
Studies, Arts and Humanities, Mathematics, Science and Technology, and Integrative
Activities (MOE, 2006). Moreover, there are six additional subjects including
Information Education, Environmental Education, Gender Equity Education, Human
Rights Education, Career Education and Home Economics Education. These non-
required subjects are not taught as an independent subject as the required subjects are.
According to the guidelines, the way of teaching of the additional subjects in schools
Isto integrate their concepts, knowledge and skills into the main required subjects.
Now let us examine the G1-9CG to show how the concept of nature is used,
understood and interpreted. First of all, after a survey of the curriculum, we may find
scant references to the term “nature” in the whole Grade 1-9 Curriculum Guidelines

except the Science and Technology Education (STE) and Environmental Education
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(EE). STE and EE are the two areas having more references to the term “nature” more
often than the other areas; they take “nature” as a prominent issue. Thus STECG and
EECG will be more fully examined in the following sections.

The other learning areas have very few references to “nature” and its meaning is
very limitedly understood in the Taiwanese curriculum. Next let us have an overview
of the G1-9CG except the STECG and EECG. It will reveal the scantiness and
limitedness of the concept of nature used in this curriculum.

The Language Education curriculum guidelines (LECG) aim at explaining the
contents and purposes including the required knowledge, skills and understanding
from the perspective of language and literary learning. The term “natural” is used
once in the following description: “Learn to converse with people naturally (in order
to have good manners)” (Competence indicator 1-2-5-3, MOE, 2006).

The term “nature” or its relative “natural” appears twice in the Mathematics
Curriculum Guidelines (MCG) in a very interesting way. The rationale of MCG
presents three features of mathematics as the reasons for taking mathematical
education as an important part of fundamental education. The three features as reasons

are worth exploration:

1) Mathematics is one of the most important human possessions.
Mathematics is acknowledged as the foundation of science, technology

and thoughts and the criterion and the driving force of civilisation...

2) Mathematicsis a form of language.

Mathematics is like a native language; it can be found in many aspects
of human life. Mathematics is the purest and the most precise form of
language and rationality. From the perspective of mathematical
history, mathematics is the most natural language used to know nature.

3) Mathematics is an extension of human talent.”

The instincts of trial-and—error, devising strategy and problem-solving
and the institutional conceptions of form and number develop into
mathematical thinking. (MOE, 2006, translated by the author)
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The above understanding of the features of mathematics in relation to the meanings of
human “possession”, “talent”, “instinct” and “intuition” seems to be inconsistent and
contentious, in my opinion. On the one hand, the view of mathematics as a human
possession (or an asset) suggests mathematics as a reified object; on the other,
mathematics is taken as a development of inborn human talent --- perhaps indicating
the way our brains work. However, this section does not aim to solve the contentious
ambiguity; it will be more fully discussed in Chapter 5 in relation to the discussion of
the disenchanted view of nature. Y et what needs more notice here is the second point
which takes mathematics as the most “natural” language used to know “nature”. Some
points need illumination: firstly, the term “the most natural” seems to suggest “the
best”, implying a value judgement. “Nature” could be understood as the source or the
criterion of value. The point related to the value of nature will be more fully argued in
Chapter 6. Secondly, according to the MCG, the best tool for human beings to
understand the nature is to use the natural and inborn human talent, mathematical
ability. The ideas of “goodness”, “rationality”, “human” and “nature” are assumed as
interrelated; what concerns me is that there is no further argument or justification of
this assumption in MCG. It seems careless for the MCG to make this clam. Yet the
MCG has aready been implemented. In my view, this belief in mathematics, human
rationality and mathematical nature seems naive. In Husserl’s (1970) terms, this
attitude could be understood as the “naive naturalistic attitude”. In chief, “naive
naturalistic attitude” can be defined as the belief that nature and natural science can be
fully mathematically understood by human rationality since pure mathematics is
fundamentally “pure science of ideas” and “science of possible objects in general as
objects determined by ideas” (Husserl, 1970, p. 310). This point will be elaborated in
the last section of this chapter and Chapter 5; however, we may find conceptions of
nature as mathematical realm, human intellect as mathematical mind in MCG. In
addition, this attitude is related to the anthropocentric view of human/nature
relationship, which will be fully discussed in Chapter 6.

The term “nature” is used only twice in the rationale of the Social Studies
curriculum guidelines (SSCG) (MOE, 2006). According to the rationale, “The scope

of social studies composes the interrelations between human beings, society, man-
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made environment and natural environment” (MOE, 2006). It is apparent that the term
“natural” is used as an adjective to describe “nature” as a natural environment, a
physical environment. In this sense, “nature” is natural environment.

A very similar situation can be found in the Arts Education curriculum
guidelines (AECG). The term “natural” also appears two times in the AECG but its
meaning is somewhat different from that in SSCG (MOE, 2006). The term “nature” or
“natural” is basically used to describe “the quality or property opposite to that of the
‘artificial’ or ‘man-made’”. It is thus used to denote features of the “natural object”
distinguishing from “artworks”. However, the meaning of “natural” in this context
might be different from that in “natural” environment. But it is difficult to explore the
meaning of nature from such meagre references --- two in 9176 --- the total number of
the words of the AECG.

The term “nature” appears only once in the Health and Physical Education
curriculum guidelines (HPECG). HPECG points out the HPE aims to establish human
well-being which consists of three aspects: individua physical growth and
development, the interaction between individual and society and the interrelation
between humans and nature (MOE, 2006). However, there is no further and clear
definition and explication of the concept of nature. For example, the competence
indicator 7-1-5 in the following part of HPECG aims to enable pupils to “learn the
notion that humans are parts of nature; actively care about environment in order to
protect human health” (MOE, 2006). Here we may find that the concept of nature is
narrowly taken as physical environment which is an instrument of human well-being
or health. Again, there is no explanation of how and why nature as a physica
environment can enhance human well-being.

Overdl, the Taiwanese curriculum guidelines except EECG and STECG refer
very little to the term nature. Even when this term is used, it is taken almost as a
synonym of natural environment without questioning and examining its meaning. If
the concept of nature is taken in such athoughtless and carel ess way in the curriculum,
itislikely that educators will ignore its implications for education and teach about this
concept in an impoverished sense.

However, the fields related to EE and SE pay more heed to the concept of nature.
Thus the EECG and STECG in the Grade 1-9 Curriculum Guidelines can provide us

41



with more understanding about how “nature” is presented and taught in the present
curriculum. The following discussion will focus on the EECG and STECG to reved

more about nature in current educational practice.

2.2.1 Naturein EECG

The EECG (Environmental Education Curriculum Guidelines) is composed of
five parts. @) rationale, b) learning objectives, ¢) competence indicators, d)
suggestions for integrating EE with the core learning subjects and €) the contents of
learning objectives. The rationale gives a definition of the background and the
importance of EE. The learning objectives define the main learning targets including
knowledge, skills and understanding. The fourth part provides the principles for
integrating learning across the curriculum. The last part: “main contents of the
learning objectives”, explains the content in detail involved in the knowledge, skills
and understanding of the learning objectives.

The “learning objectives” and the “main contents of the learning subjects”
provide the materials for revealing the implied views of nature. According to the
Grade 1-9 Curriculum Guidelines, there are five types of learning objectives. The

learning objectives of environmental education can be explained accordingly:

1) environmental awareness and environmental sensitivity: the ability
to be aware of and sensitive to the various environmental
degradations, pollutions and beauty of the natural and artificial
environments through the training of sensory and perceptual
abilities to observe, classify, rank, locate in space, measure, infer,
predict, analyse and interpret.

2) conceptual knowledge about environment: the knowledge of
ecological science, environmental problems (e.g., greenhouse effect,
landslides, river pollution, nuclear pollution, air pollution, energy
problems and so forth), and the influences on social culture

(including the concepts of sustainable development and biodiversity),
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and environmental lifestyle and actions (such as conservation of
energy, recycling, simple lifestyle, green design, green consumption,
non-nuclear policy and so forth).

3) environmental value system and attitudes: the positive environmental
attitudes of appreciation of nature and its system, of being critical on
the environmental issues, of appreciation and inclusion of different
cultures, of caring minorities and future generations.

4) environmental action skills: the abilities to identify and study the
environmental problems, to collect information, to solve the
problems, to make assessment, analysis and to put into action.

5) environmental active experience: the ability to integrate the learning
into daily and (neighbouring) community life and thereby incite the
belongingness and participation of communities. (MOE, 2006,
translated by the author)®

Three problems can be found from the EECG: mis-juxtaposition of the concepts of
different categories, the arbitrary combination of irrelevant ideas and the ambiguous
assumption of environmental ethics.

The first problem “mis-juxtaposition” can be found in type 1), 2) and 3). In
learning objective 1), it is not very appropriate to understand the “sensational and
perceptual abilities” as the abilities to “observe, classify, rank, locate in space,
measure, infer, predict, analyse and interpret”. Moreover, even if the ability to make
good observation can be understood as making good use of part of the perception, it is
untenable to interpret the ability to “infer, predict, analyse and interpret” as parts of
sensory-perceptual functioning. It is more plausible to take these abilities as parts of
rationality, even if that is “rationalisaion”. This problem might be related to the
cultural and linguistic tradition; in some respects, the usage of ordinary language in
Chinese is freer and less precise and rigid than the European languages. Yet the
concepts of rationality, sensation and affectivity should be defined in a more rigorous

and unequivocal way in curriculum. These concepts included in curriculum could

® The learning objectives cited here are transated by the author for there is no English translation of the
Grade 1-9 curriculum guidelines. The other citations of the curriculum guidelines such as the
competence indicators are also trandated by the author.
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very possibly be taught to pupils as a matter of course without examination and
clarification.

The second problem of “the arbitrary combination of irrelevant ideas” can be
found in type 1), 3), 4) and 5). First of al, it may be dubious that the second learning
objective of EE takes the concept of biodiversity as a socio-cultural idea resulting
from ecological science and environmental problems. Secondly, in learning objective
3), it is difficult to understand how to relate the appreciation of nature to that of
different cultures, minorities and future generations. The similar arbitrariness can be
found in the objective 5) which introduces the concepts of (neighbouring) community,
belongingness and participation of community life as the objectives, however, the
EECG does not fully justify why the (neighbouring) community should be taken as an
important part for environmental education although it could be, in my presumption,
related to the idea of bio-regionalism in contemporary environmentalism. Whether the
(neighbouring) community can be beneficial to EE or not, whether it is underpinned
by bio-regionalism or not, the quest needs to be justified. The EECG should invite
educators and learners to think about why and how the (neighbouring) community can
or cannot play an important role in improving environmental education rather than
just take it for granted. In addition, what needs more exploration is the importance and
influence of the other kinds of groups such as society, nation or state for improving
EE. It is difficult to understand why the other concepts of groups are absent in the
guidelines. Learning objective 4) shows a high extent of arbitrariness or irrelevance.
The action skills as the learning objective 4) are skills in general rather than particular
action skills exclusively belonging to the field of EE. It is not sufficient to list these
action skills in this part. They should be presented as action skills across the
curriculum.

These problems may cause difficulties in teaching EE. With respect to the
concept of nature, the terms “nature” and “natural” are explicitly used in the learning
objectives of the EECG only two times: in the first and the third learning objectives.
In the first case (learning objective 1), the term “natural” is used as an adjective to
describe the environment in contrast to the artificial environment. Viewed in this light,
“natural environment” is used to refer to the non-built physical environment. In the

second case (learning objective 3), “nature” is used in a vague way. As mentioned by



the EECG, environmental value systems and values include “the positive
environmental attitudes of appreciation of nature and its system”. It is difficult to
outline a definite meaning of nature. We can now refer to the fifth part of the “main
contents” related to the third type of learning objective. The EECG points out that the
main contents of “the positive environmental attitudes of appreciation of nature and

its system” can be explained as the following view of environmental ethics:

Environmental ethics: anthropocentric ethics, biocentric ethics and
ecocentric ethics: including the understanding of the interrelationship
and the interdependence between humans and the environment and
respecting the values of various life forms and the ethical relationship
between humans and different life forms. (MOE, 2006, translated by
the author)

There is no specific term “nature” or “natural” used in the above paragraph; however,
“nature” or “natural” seems to be assumed to refer to the physical surrounding world
and non-human beings. With regard to the human/nature relationship, the EECG
presents three positions of environmental ethics without further explanation. This
presentation is somewhat confusing because it does not explicitly and clearly assert
the purpose of the presentation and its relationship with teaching. This is the third
problem of the EECG: an “ambiguous perspective about environmental ethics”.

There have been debates over different positions of environmental ethics. If the
purpose of the EECG is to inform educators and practitioners that there are various, or
at least three theories of environmental ethics and these views can be introduced to
pupils, the inclusion of the three positions in the EECG might be plausible but it needs
more introduction and elucidation. If these views, i.e, anthropocentric ethics,
biocentric ethics and ecocentric ethics, are taken as different stages of a continuous
progress of an ethical view, then it is a very naive educational assumption and far

from critical thinking, let alone education for critical thinking.” Overall, the inclusion

" A similar view about the “paradigm” of environmental ethics can be found from R. F. Nash’s work:
The Rights of Nature: History of Environmental Ethics (1989). Nash argues for the evolution of ethics.
In his view, the agents of morality increase with time, ranging from human beings to universe. He
claims that even rocks have rights. Many philosophers point out that there are meta-ethical problems
with this view. There is no convincing reason to adopt this view as the “only” perspective of
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of the three views of environmental ethics in the EECG seems ambiguous and
arbitrary. The value of learning about the meaning of nature and the human/nature
relationship according to the guidelines is open to question on a number of fronts.
Overdll, it can be found from the scant references to nature in the EECG that
“nature” is basically understood as “natural environment” or a general physical world
composed of plants, animal and physica objects. The human/nature relationship is
mentioned without in-depth explication. In my view, it could be more dangerous to
teach human/nature relationship without reflection than not to teach it since the
human/nature relationship could be taken for granted. The meaning of nature and the
approaches to learning about it tend to be simplified without further examination and
reflection on the following two aspects: firstly, nature is taken as a physical world;
secondly, the learning process is uncritical. The tendency towards over-simplification

can aso be found in the STECG, aswill be reveded in the next section.

2.2.2 Naturein STECG

A simplified view of nature can be found in the STECG. The STECG is composed of
five parts. @) rationale, b) learning objectives, ¢) competence indicators, d)
suggestions for integrating STECG with the core learning subjects and €) principles of
implementation (MOE, 2006). Let us examine the contents of the STECG to reveal its
view of nature.

The rationale proposes the fundamental concepts of nature, science and
technology. As stated by the first sentence of the rationale in the STECG, “Science is
the outcome of the observation of nature and the study of the various phenomena
within nature; technology is the outcome of the manipulation of nature to improve
human life... We believe that all changes take place according to causal
laws...Learning about and making use of natural phenomena and the implied natural

laws result in various human inventions...Learning about and making good use of

environmental ethics in the curriculum guidelines. Environmental ethics is presented in the Taiwanese
curriculum in a very straightforward and uncritical way. | am worried that the attitude towards nature
that pupils learn from the curriculum could be passive and careless.
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science and technology can benefit human life in the present and future. Nature,
science and technology are inseparable” (MOE, 2006, translated by the author).

The above rationale stresses the connection between nature, science and
technology yet, still, without clarifying the meaning and questioning the relationships
of these concepts. There are very straightforward assumptions that nature is taken as a
resource for offering materials to improve human life and that natural science and
technology seem to be only the knowledge and tools to understand and exploit nature,
no more and no less.

As in other parts of the Taiwanese curriculum, the term ‘“nature” and the
derivative terms including “natural environment” and ‘“natural phenomena” in the
STECG are used to denote the physical world, physical objects and the phenomenain
the world. According to the STECG, the scientific and technological learning ability
can be classified into eight types®. If we take a careful examination of learning ability,
we may find learning abilities consisting of observation, classification, organisation,
comparison, induction, reasoning and dissemination (MOE, 2006). These activities
can be understood as the typical Baconian scientific methods for acquiring knowledge
of natural science. For example, as described in the STECG, the procedure skill of
stage 1 includes the following abilities:

Observation
Competence indicator 1-1-1-1
Be able to observe the features of objects by means of sensation.
Competence indicator 1-1-1-2
Be able to be aware the changes of objects due to the changes of

properties.

Comparison and Classification
Competence indicator 1-1-2-1

Be able to classify objects according to their features.

® The eight types of scientific and technological learning ability consist of (1) procedural skill, (2)
scientific knowledge, (3) essence of science, (4) development of technology, (5) scientific attitudes, (6)
thinking skills, (7) application of science, and (8) scientific and technological design and manufacture
(MOE, 2006).
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Competence indicator 1-1-2-2
Be able to compare objects and identify the similarities and

dissimilarities between them.

Organisation and Relation
Competence indicator 1-1-3-1
Be able to identify an event through observing a series of
phenomena.
Competence indicator 1-1-3-2
Be able to describe an event through multiple observations of a

situation.

Induction and Reasoning
Competence indicator 1-1-4-1
Be aware of the causal relationship between phenomena.
Competence indicator 1-1-4-2

Be aware of the similar effect from the similar situation.

Dissemination
Competence indicator 1-1-5-1
Be able to describe the result of observation in appropriate terms.
(MOE, 2006, trandated by the author)

The explication of the procedural skill isvery similar to what Francis Bacon proposed
as scientific methods in his Novum Organum (1620; Bacon, 2004) which had great
influence on the following development of modern science and research methods.
However, | do not mean to reject the Baconian method as an approach to nature; what
I question is whether the Baconian method should dominate the STECG. It seems to
denote that there is no other approach to nature. In my view, this preconception might
result in a narrow way of learning about nature. The simplification of nature can be
understood with respect not merely to the process of learning about nature but also to

the understanding of nature.
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Then STECG points out that scientific knowledge denotes knowledge about
nature and the consisting components including natural phenomena, plants, animals,
matters (or materials) and natural environments. Atomistic notions are assumed in the

epistemol ogy of the STECG:

Competence indicator 2-4-4-4

Learn about the properties of objects including particles as the
components of objects and the notion of different objects consisting in
different composition of particles or atoms. (MOE, 2006, translated by
the author)

In addition to the notion of atomism, another notion implied in the view of nature is
“mechanism”, a doctrine that everything in the world can be explained by physical
causes. The mechanistic view of nature can be found from the following descriptions
in the STECG:

Competence indicator 2-1-3-1
Learn about the changes of natural phenomena and their causes.

Competence indicator 2-1-3-2
Learn about the knowledge that the motions or vibration of objects
cause from the force and there are various forms of force through

making toys.

Competence indicator 2-3-4-4
Learn about the interrel ation between the air, earth and water.

Competence indicator 2-4-6-1

Learn about the relationship between forces and movements of object

and the conversion of energy. (MOE, 2006, translated by the author)
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The assumptions of an atomistic and mechanistic view of nature can be understood as
“substance metaphysics”. The substance metaphysics assumes that the world is 1)
independently real, 2) unchanging and predictable in crucial aspects, and 3) made of
“stuff” (Stables, 2007, pp. 55-56). However, these assumptions are dubious; they
oversimplify the meaning of nature.

The competence indicators grounded on substance metaphysics can be found in
the guidelines. The view of nature in the guidelines is mainly grounded on substance
metaphysics. “Nature” is taken as a synonym for “natural world”, the appropriate
object for the study of natural science. As stated by the STECG: “Science is the
outcome of the observation of nature and the study of the various phenomena within
nature; technology is the outcome of the manipulation of nature to improve human
life” (MOE, 2006, translated by the author). Nature is taken as a physical environment,
an assembly of resources at human disposal; science and technology are the means for

humans to make use of nature as much as possible.

2.3 The Pitfalls of Oversimplifying Naturein Curriculum

Overal, the examination the Taiwanese curriculum reveals that the meaning of nature
in the present curriculum is quite limited. Nature is taught as a mere physical world
within which all beings are composed of atoms and the composition can be fully
explained by mechanics. This limited view of nature can be identified as two kinds of
oversimplifications: homogenisation and disembodiment of nature.

The view is homogenised insofar as the composition of the parts of nature and
the composition are homogenous. The quality and feature of components of every
being in the natural world are uniform; there are rules of compositions in the natural
world. As stated by the STECG,

Competence indicator 3-4-0-6:
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Achieve the belief that there is a genera regulation underpinning the
changes of the world. (MOE, 2006, translated by the author)

The homogenised view of nature can be found from the competence indicators listed
above: the beingsin the world are homogeneously reduced as the objects composed of
uniform units (e.g., particles, atoms, and so for forth); moreover, the process of the
composition is understood as complying with a general and homogeneous rule.

It is too simple to understand our physical world as equivaent to nature. If we
consider human recorded history carefully, we may find that there have been a
number of different views of nature in history, science and art. And the discourses
about nature are still emerging; even in the field of natural science, the new physics or
the so-called postmodern science such as relativity theory, quantum theory and
thermodynamics. These are suggesting that nature cannot be explained fully by
homogenisation, atomism and mechanism. This overturns many Baconian or modern
scientific assumptions (Bohm, 1980, 1988, 1990; Heisenberg, 1999; Hilgevoord &
Uffink, 2006; Nielson, 1931; Prigogine & Stengers, 1985). Moreover, contemporary
science reveas that mechanism and atomism partly, not exclusively, explain the world.
This point will be developed in the later chapters. Overall, in order to have
meaningful learning experience about nature, the curriculum should present more
views or stories underpinned by different views of nature. None the less, it is hard to
find other perspectives about nature in the existing curriculum guidelines.

| will argue in the second part that the dominant view of nature in the Grade 1-9
Curriculum Guidelines is highly related to the view of nature assumed by modern
science. However, there are various understandings of nature through history other
than the modernist view. It seems not very plausible to preclude the other views. The
most important reason is that the limited view of nature taught in curriculum might
confine the materials provided to pupils and thereby set the limits of pupils’ learning
experience about nature. The limitation could decrease the potential diversity and
complexity of the meanings in their learning. However, educational activities should
broaden but not diminish the possibilities of achieving meaning because living is a
process of meaning-constructing-and-experiencing, as Merleau-Ponty (2003/1962, p.

xxii) reminds us with the following words: “Because we are in the world, we are
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condemned to meaning...” If the possibilities of accessing meaning are decreased, life
Is impoverished to some extent. Educational activities should aim for meaningful, but
not impoverished, living. Therefore, it is necessary to reconsider what kind of concept
of nature has been ignored in our present curriculum,; this reconsideration may help to
keep us away from the trap of over-simplification and homogenisation. For us as
educators, the task ahead is to examine and elaborate what has and has not been
taught about nature in our curriculum, to identify existing inadequacies and to seek
what kinds of concept of nature should be brought into learning to enrich education
and life.

The second over-simplification of nature implied in the curriculum is related to
the learning process or the pedagogical methods. It is what this thesis defines as the
“disembodied view” or “disembodiment”. Disembodiment denotes the following
features. impersonality, neutrality, objectivity, universality, emotionlessness and
disengagement. According to the STECG (MOE, 2006), the procedural skills, one of
the eight types of science and technology |earning ability, include the skills of making
observation, comparison, analysis, organisation, relation, induction, reasoning and
dissemination. If the explication of these skillsis considered carefully, it can be found
that the only skill related to the bodily function is the observation skill: “Observation
skill: Competence indicator 1-1-1-1: Be able to observe the features of objects by
means of sensation.” (MOE, 2006, translated by the author). By contrast, the other
skills can be understood as the various abilities of reasoning or rational thinking. A
tendency towards disembodiment can be found among these scientific skills.

The disembodiment of skills denotes the process of educating pupils to be
indifferent and objective observers by keeping their distance from what they learn
about, keeping a scientific attitude, e.g., impartial, neutral and non-emotional attitudes,
towards the “objects” that are to be learned and arranged in these learning “subjects”.
However, impartiality and neutraity are one side of the scientific attitude;
indifference, emotionlessness and apathy are another. In this sense, this learning
process, on the one hand, encourages pupils to develop the ability to grasp
commonality and generality, but, on the other hand, it discourages the development of
persona and private meaning and values as part of education. Two important ideas

are related to disembodiment: “anonymity” and “disengagement”. “Anonymity”
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denotes the ignorance of the personal and particular characteristics by stressing the
common, collective and general parts of human experience of nature and ignores the
particular elements in individual experience; while “disengagement” denotes the
notion of taking objects and the world as a certain reality or realities irrelevant, distant
and external to human beings. Following this, paradoxically, the more pupils learn
about nature the farther they remain separated from nature. The more scientific skills
pupils acquire the more abstract the world appears to them. This is the learning
process making and keeping the distance between the learner and her learning object,
between the lifeworld and the scientific (or theoretical) world, between one’s lived
experience and knowledge. This could be understood as a “disengaged” learning
approach, favouring the indifferent and detached attitude towards the learning subject
matter. This point related to learning approach will be elaborated in Chapter 7.

Accordingly, the disembodied view of nature is very likely to define nature as
an external and indifferent world which could be learned properly only through
scientific disciplines which are common, universal and general to all human
experience. This feature of disembodiment can be understood in Husserl’s (1970)
term of “naturalistic attitude”.’

The “naive naturalistic attitude” is taken by Husserl (1970) as one the cruxes of
the crisis of sciences and humanities --- the crisis of witheredness of human culture,
reason and spirit and the related unreasonable behaviours, such as violence. The most
important point is that this attitude assumes scientific knowledge as the Truth and

scientific method as the only instrument for attaining and discovering the Truth. On

® There may be different and contrasting meanings of the term “natural attitude” when Husserl uses it
in different contexts. According to David Carr (1970), Husserl uses “natural attitude” in the Ideas
pertaining to a pure phenomenology and to a phenomenological philosophy. First book: general
introduction to a pure phenomenology (1913/1931) to denote the “theoretical attitude”. In the first case,
“natural attitude” is a synonym of “theoretical attitude”, contrasting with the “pre-theoretical attitude”.
In the view of Carr, this “natural attitude” can be understood as a sort of “naive realism” or a
popularised version of “objectivism” which is what he criticises in the later work The Crisis of
European Sciences and Transcendental Phenomenology (Husserl, 1970). None the less, in the latter
work Husserl sometimes uses the term “natural attitude” to describe the “pretheoretical attitude of
naive lifeworld”, or the “natural primordial attitude of original natural life”. In the second case, this
term is used to describe the pretheoretical character of lifeworld in order to criticise the scientism
generally assumed in natural science. It is confusing to use the same term to express two different
meanings. Therefore, in order to prevent the confusion, this thesis uses the term “naive naturalistic
attitude” to describe the presuppositions assumed in the modern science, which is also the objective
under Husserl’s critique in The Crisis of European Sciences and Transcendental Phenomenology. The
discussions related to “naturalistic attitude” and “lifeworld” will be continued in this section, Chapter 5
and Chapter 7. Hereafter The Crisis of European Sciences and Transcendental Phenomenology will be
referred to as Crisis.
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this view, knowledge that can meet the requirements of disembodiment, objectivity,
universality, neutrality, objectivity, detachment, and disengagement can be dubbed
“knowledge”. None the less, many authors including Horkheimer and Adorno (1972),
Husserl (1970) and M. Midgley (2003) point out that science taken as the only
instrument to discover the Truth is actually a myth.

However, to regard science as a myth does not mean to underestimate science --
- that is what scientists do to myth ---but rather to revea the insufficiency or one-
sidedness of human learning if science is seen as the only Truth. Although there are
many critiqgues of science, the naive naturaistic attitude and its implied
oversimplification of “disembodiment” is still prevalent in our current curriculum and
educational discourses. Drawing on D. Carr™® (1970, p. xxxviiii), the disembodiment
in learning to some extent encourages pupils to learn the “non-relative truth about the
world”. The more we learn about scientific attitudes, knowledge and skills, the more
disembodied we become. According to the STECG, the reliability of the scientific is
grounded on the precise record of the “facts as they are...and the repeatable
experiments” (competence indicator 3-4-0-8, MOE, 2006). Viewed in this light,
nature is, as clamed by the curriculum guidelines, a physica world composed of
objects which can be comprehended by the disembodied scientific skills, through the
disembodied process of learning.

However, disembodiment can impoverish the meaning of learning by narrowing
down the meaning of individual lived experience — or in Husserl’s term, “lifeworld”**
(Husserl, 1970). Disembodiment results in the ignorance of the embodied, subjective
and emotional parts of human experience, which are taken as trivial and ordinary. Y et
the experience of the ordinary life and trivialities may hold the potential for
confronting the flaw of disembodiment. The lifeworld can be generally understood as

the lived experience of ordinary everyday life. If so, the learning in this curriculum

19 This Professor David Carr is the phenomenologist as well as the translator of Husserl’s The crisis of
European sciences and transcendental phenomenology (Evanston, Northwestern University Press), not
the educational philosopher.

" The term lifeworld is generally used in humanities and social sciences. However, many authors point
out that, through Husserl, the term lifeworld enters in the field of philosophy. There may be various
interpretations of the concept of lifeworld. However, this thesis takes the lifeworld as synonym of the
lived experience. A paper by Hung and Stables (2008) argues that it is an individual and idiosyncratic
world of lived experience but not a daily life world common and general for all. The understanding of
lifeworld as a personal lifeworld composed of lived experience, in my view, is grounded on the
Merleau-Pontian interpretation of Husserl’s lifeworld.
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seems to be a process of disassociating the pupil and his or her lifeworld because the
am of the curriculum is to teach pupils the scientific knowledge, skills and attitudes --
- which have already assumed the naive naturalistic attitude.

This leads us to think about the meaning of education: if educationa activity
intends to make the individual’s life more creative, interesting and meaningful --- in a
word, vivid --- the disembodiment of learning may lead the learner into the opposite
direction. The lived experience or the lifeworld is alienated from the individua as a
learner because one’s lived experience is no more lived authentically and one’s
lifeworld is no more lived through. The vividness of one’s own experience fades away
with the disembodiment of the learning process. Therefore, a more worthwhile
learning process of nature should incorporate rather than remain apart from the lived
experience, viz. the lifeworld. Then, we are invited to ponder upon the following
guestion: how can we bring the vividness back to the educational process? This will
be discussed in the next part.

In closing, the discussion of this chapter has aready argued that the current
curriculum might cause meaning-impoverishment, and that the impoverishment of
meaning results from the over-simplifications of what and how to learn about the
concept of nature. Therefore the next step may be to think about how to overcome the
pitfalls of oversimplification and enrich the meaning of education and life by adopting
a meaningful conception of nature in curriculum; but there are many steps along the
way. What will happen in the next chapter? Revealing something of the rich range of

meanings of nature is the business of the next Part.

55



PART I

What Kinds of Conception of Nature

Could be Educationally M eaningful?

...from nature as the primitive condition before human society;
through the sense of an original innocence from which there has been
afall and a curse, requiring redemption; through the special sense of a
quality of birth, as in the Latin root; through again the sense of the
forms and moulds of nature which can yet, paradoxically, be destroyed
by the natural force of thunder; to that simple and persistent form of
the personified goddess, Nature herself.

(Raymond Williams, 1980, p. 72)
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I ntroduction of Part |1

What kind of view of nature could help to improve and enrich education? What kind
of concepts of nature could be taught? There have been numerous discussions on the
concept of nature in genera literature. The review of the past literature in Chapter 1
reveals that the meaning of the concept of nature is complex, complicated, and
significant. It is interwoven with human understanding of redlity, the world, deity,
knowledge, and both human and non-human beings. Some of the views could be
traced back to ancient times, such as nature as becoming, and animistic view of nature;
among these ancient views, some are incorporated in modern thought, for example,
the atomistic view is accepted and deepened by the modern scientists. In addition,
some views of nature may be the responses or reactions to contemporary issues, or
more specificaly, environmental crisis. For example, deep ecologist view, social
ecologist view, socia constructionist view, relativist view, and conservationist view
can be understood as the theoretical responses to environmental problems from
various perspectives. The idea of nature is becoming increasingly contentious and
complex rather than clear and distinct. However, the aim of this part is not to solve the
debates and decide one perfect definition, but rather to present various views of nature,
that might enrich the present impoverished curriculum.

Overal, the previous discussion in Chapter 1 shows that there have been alot of
views of nature and different views are still emerging. It is apparent from the above
that there are numerous conceptions of nature that can be utilised for enriching
education and life. | summarise the meanings of nature from the previous discussion
in the following: a) nature as redlity, b) nature as world, ¢) nature as deity, d) nature as
(natural) environment, ) nature as (natural) phenomena, f) nature as criterion of value,
g) nature as a characteristic or characteristics distinguishing one from the others, h)
nature as the sum of qualities opposite to the man-made, and i) nature as honhuman

beings. However, these meanings do not appear independently. For example, the
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concept of nature involved in the human/nature relationship may refer to nature as
(natural) environment, nature as nonhuman beings, and nature as human nature.
Thematic exploration may help us to gain an in-depth understanding of the concept of
nature and its implications for education. Five themes are thus drawn out:

1) Should “nature” be understood as becoming or being? What might be
offered by these two views? Which conception could be more educationally
meaningful ?

2) What kind of conception of the telos (purpose) of nature could be helpful for
meaningful learning? Should the telos be taken as immanent or transcendent?
Divine or non-divine?

3) What kind of human attitude towards nature could bring more and richer
meaning to education? A disenchanted or enchanted view?

4) What kind of human/nature relationship could be helpful for conceiving
more and richer meaning for learning? An anthropocentric or what | will
term an anthropo-non-centric view?

5) The above discussions lead us to explore different pedagogical approaches
to nature. What kind of pedagogica approach to nature would be significant
and desirable? A disengaged or engaged approach?

These themes will invite us to ponder upon the following kinds of question: Should
we regard nature as becoming or being? What difference do the two conceptions bring
to education? Which polarity could be more educationally meaningful ?

It will be argued that these themes are recurrent in different historical times with
different shades of meaning; furthermore, their implications cannot be separated
distinctively. Now let us have a brief introduction of the five themes.

The first theme originates from metaphysical interrogation of nature: what is
nature? What is the composition of nature? What is the origin of nature? How does
nature exist? Can nature be divisible? Is there any beginning or end of nature? These
questions seem to occupy the ancient thinkers’ mind but they never expire. They
appear in various metamorphoses. For example, what is the reality of a quantum?
Many authors (Copleston, 1966a; Corbeil, 2003) have pointed out that, anong the
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numerous metaphysical interpretations, the polarities of “becoming” and “being” are
the most inspiring and influential ideas not only for philosophy but aso for education.
These two ideas have been put under discussion since ancient times, however, they
are still underpinning the philosophical assumptions of education.

It will be argued that, on the one hand, the idea of nature as being seems more
apparent than as becoming in the fields of traditional philosophy and educationa
ideas. It is incorporated in substance metaphysics, which has taken the reign of the
mainstream of metaphysical history and thereby contributed to a large extent to the
formation of the over-simplification of our curriculum. On the other hand, the ancient
idea of nature as becoming, which is inspiring in many ways, has been relatively
overlooked in mainstream intellectual history. Y et the ardent concern for the issue of
nature and the stunning findings of natural sciences in recent decades illuminate the
significance of process thinking and the consonant idea of nature as becoming.

Metaphysical investigation of nature brings us to pursue the finality of nature,
and thereby brings us to the teleological enquiry and our second theme: Does nature
have atelos (purpose)? Should we regard the telos (purpose) of nature as immanent or
transcendent? Divine or non-divine? What difference will it make if these different
views of nature with different telos are brought into education? The changing of
conceptions of the telos (purpose) of nature cross different thoughts, to a large extent,
could be understood as influenced by development of natural science, for example,
the Scientific Revolution and evolutionary biology. Following this, we may find that
there is a transformation of the relationships between deity, nature and human beings.
What change will this transformation point toward in education?

The other themes are in connection with the understanding of the human/nature
relationship. The third theme is related to teleology: the religious meaning influences
human actions and attitudes towards nature, and vice versa. Nature could be
worshiped, respected, appreciated, disregarded or exploited dependent upon different
views of the human/nature relationship. However, the reflections bring us to our third
theme with religious and aesthetic concern: Is nature disenchanted or enchanted,
rational or affective? Should nature be treated indifferently or with feelings? Which
way will be more beneficial for education and improving our over-simplified

curriculum?
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The fourth theme explores the meaning of nature from two standpoints:
anthropocentric and anthropo-non-centric. Should the human/nature relationship be
conceived from the perspective of anthropocentrism or anthropo-non-centrism? Here |
propose the pair of polarities of anthropocentrism and anthropo-non-centrism to
replace the commonly-used contrast between anthropocentrism and non-
anthropocentrism, or anthropocentrism and ecocentrism. With regard to
environmental discourses, the term “ecocentrism” is usually taken as a polarity of
anthropocentrism. None the less, in my view, it might be misleading to take
ecocentrism as the opposite pole of anthropocentrism because it could limit our
understanding of anthropocentrism and the possibilities to overcome the shortcoming
caused by the anthropocentrism. The idea of anthropo-non-centrism will be defined as
a view which acknowledges every human being as a pivot for one’s lifeworld without
taking the whole humanity as the only centre of meaning in and for the world; this
view will be argued to hold potential for illuminating the pitfalls of the current
curriculum and pointing towards the way out.

The final theme is about the learning approach to nature: disengaged and
engaged approaches. This theme will lead us to elucidate the relationships between
the disengaged approach to learning, the collective and anonymous experience and
disembodiment on the one hand and, the interrelationships between the engaged
approach, body-subject and lifeworld on the other. The elucidation may help us to
explore further: What kind of learning process may inspire more and richer meaning
for education? A disengaged or engaged approach? The collectively anonymous
approach or the individually peculiar approach? A disembodied or embodied
approach? It will be argued that the engaged construction is more personaly and
idiosyncratically meaningful while the disengaged construction is more collectively
embedded, viz., culturally or socially dependent. The difference between the engaged
and disengaged construction of nature will be made explicit by the discussions of
nature as another pair of polarities. space and place. The exploration anchored by the
final theme will demonstrate how the disengaged orientation of learning is one
important cause of the pitfalls of our curriculum: disembodiment, and therefore the
engaged approach may help us to extricate our learning from the pitfalls.

60



All in al, the idea of nature is an anchor for the exploration of abundant and
fecund meanings of living and learning. Peter Coates has stated that “nature, like us,
has a history” (1998, p.2). The preliminary overview may suggest that there may not
be only one history or story of nature but many. Every approach or interpretation to
nature can be understood as a story of nature. For example, Newtonian nature,
Einstein’s nature, Wordsworth’s nature, and Lao Tzu’s nature are all different stories.
Each of them implies unique insights of the scientist or the poet. The stories and the
meanings of nature are still increasing if we attend. They can be taken as sources for
us to enrich our currently meaning-impoverished curriculum. Overall, the five themes
which are identified above are used to anchor the numerous, various, and complex
conceptions of nature. Each theme and its implying polarities will illuminate the
significance of human conceptualisation of nature as an on-going dynamic and
dialectic process. The following chapters will manifest the heterogeneous and plural
views of nature and the abundance of meaning to be had in different ways of

experiencing nature in the context of one’s unique life.
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3

Becoming or Being?

This chapter aims at exploring the meaning and educational implications of nature by
focusing on the metaphysical theme of nature as becoming or being. In this chapter,
we are led by the following enquiries: Should we regard nature as becoming or being?
What difference do the two conceptions bring to education? What educational
meanings could these polarities inspire?

Metaphysical discussions on nature have continued since ancient times. These
terms ‘nature”, “world”, “cosmos” and “universe” were used interchangeably in the
ancient times, so that their meanings are not easy to separate completely (R. G
Collingwood, 1945; F. J. Collingwood, 1960; Copleston, 19664). Exploration of the
ancient view of nature is involved with and inseparable from the view of cosmos,
world or universe. The following questions were of greatest concern to the ancient
philosophers: Where does the world come from? What is the origin of nature and
everything within nature? What is the reality of the world? “Of what is the world
ultimately composed?” (Copleston, 1966a, p. 78) In brief, the attempt of the ancient
thinkers is to find the final explanation or explanations of nature, world or universe.
What is more important for educators is that there are aways metaphysical
underpinnings of our educational questions, ideas, practices and curriculum. Different
metaphysical assumptions may orient us towards different educational questions,
theories and practices. For example, educational perennialists, such as Robert
Hutchins and Mortimer Adler (1984), claim that curricula should be designed on the

basis of common and universal human nature. The elucidation of metaphysical ideas
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can help us to make explicit the influences and changes brought to education. The
clarification of metaphysical ideas related to nature could shed light on our
understanding of the views of nature in the present curriculum.

There might be two metaphysical notions which are the most influential for
educational ideas and practices: philosophy of being and philosophy of becoming, or
philosophy of stasis and philosophy of flux. These two doctrines can be traced back to
ancient times (Copleston, 1966a; Corbeil, 2003). The ancient leading figure concerned
with the idea of nature as becoming might be taken as Heraclitus; while the figures
aiming at the idea of nature as being include Parmenides and the atomists (Copleston,
1966a). The division of the philosophy of becoming and being actually indicates two
different kinds of metaphysics. process metaphysics and substance metaphysics. This
thesis does not make rigorously clear-cut distinctions between philosophy of
becoming and process metaphysics, philosophy of being and substance metaphysics.
Thus philosophy of becoming is taken a synonym of process metaphysics, and the
philosophy of being as substance metaphysics, but the categories overlap.

However, it has been mentioned in Chapter 2 that substance metaphysics
dominates not only in the field of philosophy.’? As mentioned above, the partiality
towards the dominant view may limit human learning, understanding and imagination.
Part 1 has pointed out that the over-simplifications of our present curricula are highly
related to substance thinking because the over-simplifications (homogenisation and
disembodiment) are interwoven with atomism, mechanism, determinism,
rationalisation, standardisation, collectivism and depersonalisation. Substance
metaphysics is one of the underpinnings of these thoughts. The relationships
interwoven between these thoughts and oversimplification of the current curriculum
will be unpicked in Chapters 3 to 7. Hence, the following exploration will revea that
the ancient philosophical ideas might point towards some solutions of the current
educational problems. Ancient philosophies of becoming and being are the first source

to explore in this chapter.

12 Substance metaphysics has powerfully dominated the history of ideas even when many contemporary
philosophers argue for a non-substance view. There are a number of authors who argue for the stance
of substance metaphysics when facing the critiques of process philosophy. See E. J. Nelson (1947) A
defense of substance. The Philosophical Review 56(5), pp. 491-509. And A. J. Reck (1958) Substance,
process and nature. The Journal of Philosophy 55(18), pp. 762-772.
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3.1 Nature as Becoming

This section aims at exploring Heraclitus’ idea of nature and its possible educational
implications. We may find that in Heraclitus’ view, everything is in flux and he is
often regarded as the instigator of philosophy of becoming.

Heraclitus is admitted as a philosopher of ambiguity, or in the terms of a third-
century B.C. satirist Timon of Philus, “riddler” (Kirk & Raven, 1957), or in the words
of Aristotle, “The Obscure” (Copleston, 1966a; Harris, 1994; Little, 1969).13 His
philosophy is understood by many authors, including Plato and Aristotle, as a
representative of a philosophy of flux or becoming or process (Collingwood, 1960;
Copleston, 1966a; Corbeil, 2003; Kirk, 1951; Laguna, 1921; Stables, 2007). The idea
of becoming distinguishes his view from his contemporaries and other premodern
thinkers’ views. It also inspires us to reconceive and reflect on our present education
which is highly influenced by modern thinking. Heraclitus’ view is understood as
consonant with contemporary process philosophy; here | do not make sharp
distinction between Heraclitus’ philosophy of becoming and process philosophy on
the metaphysical level.

Furthermore, Heraclitus could be understood as a forerunner of postmodernism;
his philosophy anticipates some trends of deconstructive postmodern thinking. On this
point, he might give us some clues towards improving (perhaps in a continuous
process) the state of our present curricula. This point will be argued later. Now let us
investigate Heraclitus’s idea in more depth.

Heraclitus is well-known for the sayings: “All things are in a state of flux,” and
“You cannot step twice into the same river, for fresh waters are ever flowing in upon
you” (Copleston, 1966a, p. 39). Plato and Aristotle both remark that Heraclitus’
doctrine affirms change as the reality of all things: “All things are in motion, nothing

31t is interesting to read the commentary of H. Cherniss (1951, p. 330) about Heraclitus’ writing:
“...the book of Heraclitus, though written in prose, consisted of a series of apophthegms unconnected
by any obviously logical transitions and expressed in an elaborate oracular style. ...Such writing is
difficult to interpret objectively but easy to quote for one’s own purpose, particularly if one selects
phrases that sound significant and quotes them without their context”.
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steadfastly is” (Copleston, 1966a, p. 39). In chief, from Heraclitus’s perspective,
nature can be understood as changing, flowing and becoming. Even mountains move
and rocks can be metamorphous. Some words from his fragments may support this

view:

It isin changing that things find repose. (Harris, 1994, 23/DK84a)™
The sun is...not only new each day, but forever continually new.

(Harris, 1994, 36/DK6)

None the less, many authors point out that it would be a mistake to suppose that
Heraclitus admits nothing but change. In some respects, Heraclitus’ ideas seem
contradictory because he admits that all things are flowing and all things are “One”. In

the fragments, the following description can be found:

People do not understand how that which is at variance with itself
agrees with itself. There is a harmony in the bending back, as in the
case of the bow and the lyre. (Harris, 1994, 11/DK51)

Listening not to me but to the Logos, it is wise to acknowledge that all
things are one. (Harris, 1994, 118/DK50)

A doctrine mixed with pantheism and holism is implied in Heraclitus’ ideas. To Settle
the contradiction in the fragments: on the one hand, all things are in motion; they are
continuously renewed, changing and varying. On the other hand, they are one; they
are “the same”, “the unitary” and “the uniform”. If the things are one, they are the
same, they are unvarying, i.e., they are not changing. Heraclitus attempts to propose
the idea of God to solve the problem. First, Heraclitus suggests that nature or universe

is God and vice versa:

The wise is one and only. It is...to be called by the name of Zeus.

% The former figure 23 in 23/ 84a means the number in the edition of W. Harris. The latter figure
DK83a, however, represents the number in the Diels-Kranz’s numbering system, the most commonly-
referred edition of Ancient Greek fragments. Another well-known English version of the fragmentsin
DK numbering system is trandated by John Burnet (1912), available online at:
http://philoctetes.free.fr/heraclite.pdf .
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(Burnet, 1912, DK32)

None the less, the god is not only one god, a universal Reason, one universal Truth
and Reality because the idea of one, singular “the” Truth may stifle the tension and

the becoming of the world:

Thisworld, which is the same for all, no one of gods or men has made;
but it was ever, is now and ever shall be an ever-living. (Burnet, 1912,
DK30)

This paradox of “one” and “many” brings about another idea as the referent of deity:
the idea of fire which can be perceived as a dialectics of opposites. For Heraclitus,
reality is one and the one only exists in the tension or war or strife of the opposites
(Coplestona, 1966a). As Heraclitus states.

And it isthe same thing in us that is quick and dead, awake and asleep,
young and old; the former are shifted and become the latter, and the
latter in turn are shifted and become the former. (Burnet, 1912, DK88)

Two points might be found from the above fragments. On the one hand, Heraclitus
posits changing or becoming as the reality of the world by claiming that “You cannot
step twice into the same river; for fresh waters are flowing upon you” (DK12); on the
other hand, he asserts that the unity of the one exists only in the tension of the
opposites.

Some authors are skeptical about whether Heraclitus’ ideas can be understood as
the philosophy of flux (Kirk, 1951). For example, Kirk (1951, p.35) claims that the
idea of change is not an idea which Heraclitus particularly stressed. Some (Kirk, 1951;
Reinhardt, 1942, cited in Kirk, 1951) deny the idea of becoming in the river-analogy
argument.’® Some (Cherniss, 1951; Kirk, 1951) object that the idea of becoming

5 According to Reinhardt (1942; cited in Kirk, 1951), Heraclitus did not make a specific analogy
between ariver and any other thing but only described the general features of ariver.
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originates from Heraclitus.’® There is a view that Heraclitus is similar to al the other
pre-Socratic philosophers, who are interested in finding the ultimate Reality or, in the
terms used by Copleston (1966a), “Urstoff” (the primary element) of nature: Thales
takes water as the first element; for Anaximander, the four elements including earth,
water, air and fire are the basic constituents of nature; for Heraclitus, fire."” None the
less, Copleston (1966a; Kirk, 1951) points out that Heraclitus does not simply find
something different from his predecessors. It seems to me that the idea of fire, for
Heraclitus, should not be understood as a universal Redlity as his contemporaries
pursue, but rather as an activity or a dynamic process. The idea of fire understood as
process foreshadows a deconstructive postmodern view of nature and humanity
adumbrating a process philosophy of education. As mentioned earlier, postmodernism
isaterm in avery broad sense referring to a very wide range of notions consisting of
deconstruction, nihilism, relativism, anti-foundationalism and anti-essentialism.
However, in this thesis, deconstructive postmodernism includes dismantlement and
dissection of the old structures and the subsequent building and composition of new
ones. Postmodern deconstruction as an on-going process is to alarge extent consonant
with Heraclitus’ idea of becoming as fire. This point will be argued more fully.

Before delving into more educational implications, let us explain the idea of fire
not as a universal reality but rather as a process. Popper’s acute and interesting

interpretation of Heraclitus’ idea of fire is worth reading:

'8 The notion that “all things are in constant change”, a concept often taken as a key to understand
Heraclitus’ thought, as suggested by some authors such as E. Weerts (1931, cited in Kirk, 1951) and
Cherniss (1951), might not be first articulated by Heraclitus but by the Eleatic Melissus. For example,
the Milesian philosophers including Thales, Anaximander and Anaximenes all derive the world from
one single element. This single element is taken, by Thales, as water, by Anaximander, as infinity and
by Anaximenes, as air. All things change in the world according to the “rearrangement” of the
particular element. The change of things in the world seems to be a “universal recurring periodically”.
From the view of Anaximander, the change in the world is a repeated process of segregation and
reabsorbing; Anaximenes elaborates upon this notion into the “mechanism of condensation-rarefaction”
(Cherniss, 1951).

" Regarding the idea of fire, Popper (1963a, 1963b) and Kirk (1960, 1961) had different opinions.
According to Popper (1963b, p. 144), there is no stability in the world of Heraclitus: “All things are in
motion all the time, even though...this escapes our senses”. Everything is changing in some respects.
Some changes are unclear, but they are. By contrast, Kirk (1960) argues that many things in the world
are not changing al the time in human common sense; they may change some of the time. Thus Kirk
(1960, p. 334) claims that Heraclitus’ fire is “the world-order as a whole” and the world-order is Logos.
In chief, Popper holds the view that Heraclitus’ change is “in every single physical object”, while Kirk
asserts “constant change in the world as a whole, with some things having temporary periods of
stability” (Kirk, 1960, p. 337). Though not disagreeing totally with Kirk, on this point, I agree more
with Popper. There seems to be a danger of totalisation implied in Kirk’s interpretation when the
constant change and the Logos are both found from the world as a “whole”.
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...there are no solid bodies. Things are not really things, they are
processes, they are in flux. They are like fire, like a flame which,
though it may have a definite shape, is a process, a stream of matter, a
river. All things are flames: fire is the very building material of our
world... (Popper, 1963b, 144)

One very important feature distinguishing Heraclitus’ fire from the other Urstoff of his
predecessors or contemporaries is that the idea of fire is “all things that are, but it is
these things in a constant state of tension, of strife, of mutual consuming, of kindling
and of going out” (Copleston, 1966a, p. 41). As Heraclitus states, “Fire is want and
surfeit” (Burnet, 1912, DK65). Fire designates the state of continuous devouring and
dissipating. It is an ever-lasting process of dialectical interaction between opposites,
between obliteration and trace-leaving, between destroying and construction. In this
light, Heraclitus’ idea of fire reminds us of postmodern thinker Jacques Derrida’s idea
of “deconstruction”.

According to Derrida, deconstruction could be understood as a radical act of
reading texts but not just as a literary theory of interpretation since every thing could
be taken as a signal, sign or text (Bingham, 2008; Hoy, 1979; Nealon, 1992; Zuckert,
1991). There is no decidable or definitive meaning of any sign or text because the
meaning of a sign or word is always in relation to the others (senders or receivers of
signals) and is context-dependent. The relation of the usage of asign is not fixed and
changes all the time thus meaning is changing, or we may say, becoming. As such,
deconstruction is a process which intervenes and questions the established meaning,
exposes and breaks the limits and opens up new possibilities. Thisis a process without
particular termination. Therefore, Derrida states, “Deconstruction cannot limit
itself...deconstruction will provide itself the means with which to intervene in the
field of oppositions that it criticises...” (Margins, 329; cited in Nealon, 1992, p. 1269)

Comparing Heraclitus’ idea of fire and Derrida’s deconstruction, we will find an

Interesting consonance between them. As Heraclitus states,

Fire lives the death of earth, and air lives the death of fire; water lives
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the death of earth, earth that of water. (Burnet, 1912, DK76)
There is exchange of all things for fire and of fire for all things...
(Harris, 1994, 28/DK90 )

It can be found from the above that fire can be exchanged for all things, because, in a
broad sense, al things can be burned down and disappear. Yet the disappearance of
the things which have been burned is not absolute --- they are not nullified to zero. To
speak in more precise terms, they are metamorphosed and turn into other beings by
the fire. In one sense, they are dead because they are not what they were; in another
sense, they are regenerated into what they were not. The same happens with “eating”:
we become “made up” what we eat and of what (and who) we love. The early blob-
like amoeba moves about, envelops and absorbs any food which it “encounters”.
Snakes do much about the same, more purposively. Mouse disappears. Snake
becomes “made of” mouse; mouse is reincarnated (resurrected) as “snake”. This
process resulting in the fire is an on-going dialectic between the opposites, between

what is and what is not. The following fragments can give us more clues:

It is one and the same thing to be living and dead, awake or asleep,
young or old. The former aspect in each case becomes the latter, and
the latter becomes the former, by sudden unexpected reversal. (Harris,
1994, 113/DK88)

We may find that fire as a dynamic processis a pivot for the dialectic of the opposites,
i.e. the diaectic of deconstruction and (re)construction. During the on-going process,
every thing in nature is becoming, e.g., being born, growing, decaying, dying and
renewing. What needs notice is that the dialectic can be understood as a process of
varying but not the mere, nor the exact repetition of routine. The meaning of the
dialectic can be revealed from the well-known Heraclitus’ fragment: “You cannot step
twice into the same river; for fresh waters are flowing upon you” (Burnet, 1912,
DK12). *® The other trandations actually, may make explicit the meaning of

'8 Another English translation of the water-fragment very similar to the Burnet’s version, mentioned
above, is the translation in Copleston’s work: “You cannot step twice into the same river, for fresh
waters are ever flowing in upon you” (1966a, p. 39).
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heterogeneity of the process. For example, W. Harris’ (1994, 20) translation is as
follows: “They do not step into the same rivers. It is other and still other waters that
are flowing”. While Kirk (1951, p. 36) translates the fragment into the following
sentence: “Upon those who step into the same rivers, different and different waters
flow”. If we go back to the Greek text, the crucial words are “Etepa kol Erepa’” (Kirk,
1951, p. 36), which mean “different and different” or “other and other”. Viewed in
this light, Heraclitus’ thoughts can be understood as a philosophy of continuous
becoming implying the notion of revealing differences, which is interestingly in tune
with deconstructive postmodern thinking.

As mentioned, the notion of deconstruction refers to the ideas of dismantlement
and dissection of the old structures and the subsequent building and composition of
new ones. Thus, deconstructive postmodern thinking may not only convey to “reveal”
differences in the passive sense but also to “make” differences in the active sense.
This will be discussed in Chapter 5. The dynamic activity of revealing and making
differences is a process of creating. Here we may find that Heraclitus’ philosophy
does not have direct relation with education, yet his ideas of process of making
difference may encourage a creative learning and learning for more creativity and
invention.

The terms “create” and “invent” used here are regarded as synonyms. Although
the term “creation” is often used to refer to created beings and world from nothing by
“God”; the being of the created is brought out ex nihilo. However, here we do not
interpret this term from a theological perspective but put the emphasis on the respect
of human ability to bring out something from nothing: the ability of imagination. Thus
“create” and “invent” are regarded as synonyms. “Creation” and “invention” denote
the outcome or result; while “creativity” refers to the quality or state of being creative
or inventive.

What is highly significant for deriving educational implications from Heraclitus’
philosophy is to find the relationships implicit in the ideas of becoming as fire,
difference, and creativity. The concept of creativity has been under a large number of
investigations ranging across different fields, from psychology to aesthetics. However,
here we are focusing on its philosophical meaning rather than the scientific
explanation of the psychological procedures of the process of creation. On this ground,
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the following authors’ views can be referred to:

According to Vincent Tomas (1958, p.4), “To create is to originate. And it
follows from this that prior to creation the creator does not foresee what will result
from it”. Jan Aler (1964, p. 83) defines creativity as “the capacity to produce
something new”. E. Paul Torrance (cited in Gotz, 1981, p. 297) describes creativity as
“the process of becoming sensitive to problems, deficiencies, gaps in knowledge,
missing elements, disharmonies, and so on; identifying the difficulties; searching for
solutions, making guesses, or formulating hypotheses and possibly modifying and
retesting them; and finally communicating the results”.

We can find two concordant features between deconstruction and creation. The
first one can be found is “originality”. Deconstruction and creation both emphasise
enfolding, problematisation, interrogation, questioning of established beliefs and
practices by creating differences --- something new. The feature of originality can be
perceived from the process of producing differences for the process and the result
could not be bounded within any established prescription or restriction. Even if some
certain goal may be 