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Abstract

Education research has been increasingly concerned about the role of instrumentalism in
defining education. Within the context of the climate emergency, conceiving of education
instrumentally positions educated subjects as actors capable of minimising the effects of
climate change. This article is not critical of actions that mitigate the climate emergency.
However, within the research that resists the instrumentalization of education, the
climate emergency requires a status different from its role as an end that orients the
content and practices of education. By asking what is educational about the climate
emergency, this article focuses on the emergence rather than the urgency of climate
change as a way for education to carry on as the climate emergency continues to present
unforeseen challenges of living together. The article concludes with the irreducibility of
conflict to an emergent understanding of the educational, a feature that commits edu-
cation to an incomplete and porous world.
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This paper considers the question of what is educational about a climate emergency. The
term climate emergency refers to the increasingly lethal climatological conditions for
many if not most lifeforms on Earth due to weather instability and temperature extremes.
This questioning of the educational status of the climate emergency occurs in view of
recent research attuned to the role instrumentalism plays in defining education as a means
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toward various ends including the educationalization of social problems (Fendler, 2018;
Smeyers and Depaepe, 2008), the politics of instrumentalism (Atif, 2024; Carusi, 2022b),
education as an end-in-itself (Carusi and Szkudlarek, 2024; Vlieghe and Zamojski, 2019),
as well as research theorising education as explicitly non-instrumental (Lewis, 2020;
Osberg and Biesta, 2020). If a theory of education takes on board an instrumental ar-
rangement whereby a predefined, if changing, end constitutes education as a means
toward achieving that end, then the question of the climate emergency posed by this paper
is answered almost before it begins: Yes, the climate emergency is a problem that should
be addressed by educational means. However, if education is theorised so its instrumental
role remains undecidable or is specifically rejected, as the research cited above does, then
there are two responses to the question: (1) no, there is nothing educational about the
climate emergency or (2) yes, there is something educational about the climate emergency,
but education will need to be figured differently than as a means toward the melioration of
the emergency. This latter response is pursued here. To frame the question in terms of the
above: How can the climate emergency be educational without reintroducing instru-
mentalism into education?

A response to this question comprises the following essay and proceeds according to a
series of interlinked points. First, the article considers some of the difficulties of defining
the educational while maintaining the indeterminacy of the subject. This indeterminacy is
key to positioning the subject without also prescribing a course of action for one to follow.
However, the climate emergency can present difficulties to educational research that
supports the subject as indeterminate by stopping short of prescribing urgent actions to the
subject. The focus for this article, then, is not on the climate emergency as a call to action
to be answered by education. Instead, this article takes up the question of the times and
worlds of education as emergent in our climate emergency. By focusing on different
arrangements of time and world, emergency can be construed in terms of its emergence
rather than its urgency, which holds educational consequences for the climate emergency.
With these consequences in mind, the paper concludes by underlining conflict and
dissensus for the educational sense of the climate emergency argued for here.

The indeterminacy of the educational subject

The term ‘educational’ is difficult to leave alone. Grammatically, its ending suggests an
adjectival status accustoming readers to expect some object to follow and be modified thus
focusing on the educational aspects of that object. The educational, as a term, leaves room
for something more; it even implants the expectation that something further will follow in
the form of an object. Educational research, educational theory, educational practice: each
of these follows such a formula. This is to say nothing of the use of educational to say
something is good for a person: it’s educational! Or the ambiguity of a term like edu-
cational policy which can mean policy that legislates education as well as policy that
educates.

When considering what is educational about an object or term like the climate
emergency, one risks making its adjectival work into an object, namely education. This
allows phrases like climate emergency education and environmental education to des-
ignate an object (education) determined by its modifier (climate emergency). To the degree
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that environmental education, for instance, is understood as “education for the envi-
ronment” (Fien, 2000), the scope and terrain of education is oriented within the context
and confines of the environment. On this basis, to speak of environmental and climate
emergency education is likely to evoke a sense of historical and future-oriented actions
informed by empirical evidence and conceptual frameworks of climate change to abate the
ongoing emergency. Yet this is the sense of the subject-supposed-to-act that this paper
seeks an alternative to when considering what is educational about the climate emergency.
To be clear, the focus of this article is not to refute the shaping and directing of education to
address the climate emergency, but to consider the advent of the educational within a
climate emergency without assuming or necessitating an instrumental relation between the
two. The concern for this article, then, is to ask how the climate emergency conditions the
educational not as a means toward an end for determining a subject’s actions but as a
context that remains open for the educational to appear.

A focus on the educational as a determining means is perhaps one of the most common,
if contested, features of educational theory, policy and practice. When viewing the ed-
ucational as determining, two points in time must be arranged in order to identify changes
for which education will be responsible (or accountable). From the pervasive phrase “’the
teacher is the most significant in-school factor in raising student achievement” (see
Carusi, 2022b) to the more heterogenous prescriptions of social mobility, globally
competitive workforces, social justice and liberation, education is the means by which
societies, markets, communities and individuals achieve (and fail to achieve) its variously
assigned goals. Thus, understanding the educational as determining by its effects is a
banal, if retroactive (Mendel, 2022), assumption. To question how the climate emergency
determines the educational is more uncommon and requires some sense of what goes into
the determination of the educational.

Subjectification offers a starting point for expressing what is educational about the
climate emergency. Biesta writes that subjectification has a unique, if often neglected, role
in education and that ‘education becomes uneducational if it only focuses on socialization
—i.e., on the insertion of “new-comers” into existing sociocultural and political orders’
(2010: 75). The being and becoming of subjects emphasised by subjectification positions
the educational as conditioned by ‘our freedom as human beings and, more specifically,
our freedom to act or to refrain from action’ (Biesta, 2020: 93). Subjectification is not an
effect of education but constitutive of the educational. Furthermore, a focus on the subject
entails an indeterminacy regarding the subject’s actions. Subjects are educationally free in
two senses: free to act or not and free from determination by existing socio-political
orders, this latter being the distinguishing factor between subjectification and
socialization.

When the climate emergency is construed as a demand for and to the subject to act, the
indeterminacy of the educational subject is replaced by one supposed to mitigate and
meliorate the cumulative effect of humanity that makes climate increasingly inhospitable
to human and non-human life. Indeed, the need for immediate responses to global
ecological disasters along with the mass relocations of people from their homes for
climatological reasons and the subsequent increase in xenophobic responses from more
and more nations, all call for subjects who will act, not for educators defending subjects’
indeterminacy. Yet, by attending to the indeterminacy of the subject, the educational
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serves as a site for the new and unanticipated events that the climate emergency continues
to produce.

Additional to Biesta’s notion of subjectification, Carusi and Szkudlarek (2020) con-
ceptualise the educational to further emphasise the indeterminacy of the subject as well as
the contingency of education. Elaborating Laclau’s (1991) claim that the impossibility of
society gives rise to the social, Carusi and Szkudlarek (2020) consider how the im-
possibility of education generates the educational. This approach takes education as a
signifier that has no signified, that is, a signifier not only emptied of the thing signified, but
also capable of incorporating heterogenous demands for what is to be signified (Laclau,
1996, 2005). In terms of the educational, discourses of education that direct action to the
formation of multiple subjects (and objects), from global to individual, constitute the
educational. Whilst aiming for education, what is produced instead is the educational. For
example, demands for education to produce a winning nation in a competitive global
marketplace and demands for education to produce democratic citizens who collaborate
across differences are both able to orient education in accordance with their contradictory
demands. Yet, education continually fails to produce the unregulated free market of
neoliberalism or the citizenry that celebrates diversity that these demands envision. In-
stead, they form the educational, that is, particular attempts whose composition relies upon
a universal notion of education designed to impossibly include all people, where “all” is
simultaneously an exclusive and inclusive term.

For the scope of the argument presented here, the educational, as a name for the
particular attempts to constitute education, entails the indeterminacy of the subject to the
degree that each attempt, like the neoliberal and democratic examples above, suppose a
particular subject. The subject of education, like education, becomes a vanishing point that
draws educational discourses toward the realization of education and its subjects (Carusi,
2025). The many subjects imagined and symbolised to populate free markets or dem-
ocratic nations are constrained by the respective aims of education, yet as educational,
subjects (and education) remain indeterminate as no educational discourse exhausts the
subjects and educations that emerge. It is within this theoretical framing of the educational
where the subject continues to be articulated differently because of its indeterminacy that
ask whether the climate emergency is educational.

Is the climate emergency educational?

In what sense is the climate emergency something educational, that is, something that
attends to the indeterminacy of the subject? I pose this question in view of research that
critiques instrumentalizations of education that seek educational means of resolving a host
of socio-economic and ecological problems, including the climate emergency. Critiques of
instrumentalism have appeared in environmental education (e.g., Bonnett, 2023; Stables,
2013; Stickney and Bonnett, 2020), but recent research in philosophy of education
expands how instrumentalism determines education and offers new lines of inquiry for
reconsidering the role of education in the times and worlds of a climate emergency. In an
introduction to a special issue on the politics of educational instrumentalism, Carusi notes
that “while instrumentalism may appear to be a natural part of education and therefore the
ground for a consensus beyond the need for a politics, the articles contained [in this special
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issue] are concerned with the politics and dissent obscured by the normative role in-
strumentalism plays in educational theory and policy” (2022a: 281). The question re-
phrased then: Are we able to approach the relationship between the educational and the
climate emergency in a way that does not foster the instrumental normativity that already
reduces education to a tool that should or can solve multiple and contradictory social
problems? If we are not, the climate emergency is not a matter for educational attention.
But if this is a question we should turn attention to, how do we avoid entering into the
instrumental problem-solving discourses such as that articulated by the UN’s Sustainable
Development Goals for Quality Education that sets the target of “ensur[ing] that all
learners acquire the knowledge and skills needed to promote sustainable development”
(United Nations, 2024)? The acquisition of knowledge and skills, whether they be for
promoting sustainable development or an even more globally competitive workforce
renders education through what Mendel (2022) has called retroactive instrumentalism,
that is by conceiving the educational as means retroactively from pre-given ends. Pro-
nouncements of ends that the educational should be a means toward, such as the UN’s
SDGs, afford a normative status to consensus contrary to the constitutive differences at
work in educational practices that remain unresolved in dissensus and conflict (Todd and
Safstrom, 2008). If the climate emergency is going to be educational, we will not be able to
engage in the cruel optimism (Berlant, 2011) of saying that education will be the tool to
save us from climate change. To suggest a way to conceive the climate emergency as
educational without reducing either to an instrumental formula, this paper turns to dis-
tinguish between two senses of the emergency.

Two senses of emergency in the climate emergency

The climate emergency, on first hearing, stands out for its urgency. Through conventions
of the Anglophone sound, we hear the word urgency in emergency, and we have multiple
contexts which bear this sense of emergency out: the emergency rooms of hospitals and
television dramas, emergency aid for people and nations undergoing acute political and
climatological crises, emergency plans for potential crises that do not provide the time and
space to reflectively act. The climate emergency in its sense of urgency is something we
are currently experiencing. This sense of emergency is defined by its immediacy; it is
happening right here, right now. This is not to say we should do nothing or can do nothing
to lessen the ecological devastation. We can organize, plan, build, even learn, but in the
service of the urgent matter of the climate emergency, the educational relationship is not
necessary nor given the time to appear. The pace at which the educational proceeds is
easily outstripped by an emergency that requires immediate and unapologetic attention.

However, some philosophers of education are turning away from the urgent char-
acteristics of the climate emergency in favour of a second sense. This turn considers what
is emergent in the emergency, which offers an educational nuance to the term since the
emergent is premised on something appearing, often without anticipation or plan, and not
explicitly contained in what came before. In other words, different from the planned action
that urgency demands, an emphasis on emergence turns us toward the new and unex-
pected; what is yet to be determined rather than what has been. Ruitenberg (2020) in-
timates this kind of emergence in an aporetic rather than transformative environmental
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education in part because of the teleological promise that transformation makes but will
not deliver. She writes “[t]ransformation is never transformational enough, being either
too incremental or too small-scale (or both) to justify the optimism.” Instead, she suggests
“the question is not how we decide in which direction to swim to reach shore, or how we
train to swim faster, but how we learn to float together” (p. 837). She points to the grouping
that emerges from the flood as the educationally important moment. Rather than getting
caught up in promised shores or preparing for possible floods, the educational takes place
in living together. Yet, as Davis (2017) writes, living together is “dead in the water”
(p. 444), if the “we” forecloses itself from the irreducible “toward” that keeps togetherness
open. In other words, the “we” is never a closed or coherent whole but remains incomplete
and partial. As inviting as the new can sound, particularly when heralded as transfor-
mational and problem-solving, a key feature of the emergent is its uncertain and changing
make-up. What is educational in an emergency is to carry on with the indeterminacy of the
emergent. The educational won’t give answers on how to live together but something, not
necessarily answers, will emerge in the doing.

The times of emergency

Floating together implies a time of the emergent that runs differently to the time of
urgency. Urgency wears a 3-faced watch that shows an already-missed past, the anxious
now, and a shortening future. “It would have been better if we’d started yesterday” is the
sign on the wall of the Climate Emergency manager’s office. This sense of being too late
alongside the daily deluge of information about the climate catastrophe works in a time not
out of joint but out of time, and as mentioned above, education needs time. It is hard not to
recall skholé (oyoln) which offers a connection to leisure time and hints at the lack of haste
important to an emergent time of education.' Inverting modern divisions between school
and ‘the real world,’ the opposite of leisure time for the ancient Greeks was work time,
which they called askolia (acyolia), that is without leisure time. Skholé in this ar-
rangement becomes the primary term and work time relies on its designation secondarily
as that time defined according to the absence of leisure. In thinking of a slower pacing,
Todd (2020) proposes the time of kairos (xaipdg) that offers a sense of time that is without
haste. She writes that kairos “introduces neither finality nor certitude, but openness to the
vicissitudes of life itself. As such, it is a time of living and staying with our experiences —
even in the face of a vanishing future” (Todd, 2020: 1120). Todd goes on to characterise
kairotic time as a “living present,” suggesting that emergence may not wear a watch at all.
Todd suggests kairotic time can enable education and its members to “develop a living
relationship to the more-than-human world in the present” (2020: 1112), a relationship that
may combat the paralytic sorrow that often comes with daily headlines of environmental
catastrophe. And extending from Todd’s sense of the living present, we can expand kairos
to those senses of the educational that include practice, repetition, and experience. In its
ancient uses, kairos denotes the moment when the archer releases their arrow or the
weaver sends their shuttle through the warp of the loom. Much can be made from these
metaphors, but important for the distinction between urgency and emergence, the time of
kairos is what emerges from and through practice, not through the demand to enter it. This
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is a time that one stays in rather than actively extinguishes as too late: a time in which we
can float together.

Rather than offer education as an instrumental solution to the climate emergency, these
authors characterise education as a relation that occurs within a time and space of
emergence, and in this sense, the climate emergency can be an educational matter. To
respond directly to the opening question, the climate emergency can be educational when
the emphasis falls on the emergence of emergency. These approaches through emergence
speak to a relational notion of education that is neither given in advance nor premised on a
mastery or control of the subject as they are positioned by the climate or even one another.
However, up to this point the argument has only glancingly mentioned the role of conflict
and dissensus. A part of what makes these slow educational gatherings appear as
pleasantly floating and remaining in the present is how we imagine the world in which this
togetherness takes place. This is not to suggest Ruitenberg and Todd are implying such
pleasantness, but differently, to acknowledge the rose-tinge frequently applied to the
world in which the educational is set. Smiling children, saviour teachers, and the world in
which education is the solution to society’s problems all contribute to ready-made visions
of the subject as happy, dutiful, and instrumental, which is to say as a subject already
determined in their attitudes and actions.

We may be inclined to see our contingent and momentary flotillas as a peaceful oasis, or
at least as a coherent group who not only float together but also generally get along. The
work these imaginaries do belie a world that offers hope, even a “relentless positivity”
(Clarke, 2019: 184), precisely on the grounds of a preexisting consensus. Students will all
be smiling, teachers will all be saviours, No Child Left Behind (2002), Every Student
Succeeds (2015), Educational Excellence Everywhere (2016), and so on. Such consensus
serves as an arche and a telos, that is, our beginning or source and what must be returned to
if we’ve departed from it. We can and will get along because there is some ground of basic
agreement not only between us who are present now, but between us all. In light of the all
and everywhere these notions of consensus elicit and the global scale of the climate
emergency, we can now consider the world generated by a consensus-based urgency and
an alternative world of emergence irreducibly riddled by dissensus.

The world of conflict & education

A world premised on consensus is part of what motivates the critical project of this article,
but this is not to suggest such a critical position is without a world. However, the world
plays some funny games in its rhetoricity (Davis, 2017). The world is what everyone
arrives with and forms part of what Lacan (1974) has called one’s edupation. The dupes
we are as subjects in resistance to our indeterminacy partly relies on the world we
symbolise and imagine in order to position the subjects we are and wish to be. The world
acts for many as a kind of synecdoche that allows parts to stand for wholes by arranging an
order that makes sense of us as subjects. For instance, while internet use is not universally
available, we have since the early 1990s referred to the world wide web. Those internet-
connected parts form the world-wideness of the web. We also have the World Bank, the
World Wildlife Fund, the World Health Organization, World Wrestling Entertainment, the
Women’s World Cup, the US baseball World Series. This doesn’t begin to broach those
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worlds we find in education discourses of world-class and world-leading standards and
curricula. The OECD annually publishes their “Education at a glance” report that bills
itself as “the definitive guide to the state of education around the world” (2023: 21). These
uses of the world point to the way the world can offer a sense of wholeness and provides a
kind of closure that assures we’ve included all the parts that make up the world. In fact, it is
more precise to say these iterations of the world are all efforts in worlding. In what Carusi
(2021) has discussed as ontological rhetorics, worlding is an act that produces the object of
which it speaks through tropological arrangements like metaphor and synecdoche. In the
cases above, the world is produced in each iteration as a way to project a whole into which
its relevant parts are ordered: a place for everything and everything in its place. For
example, the OECD’s claim to provide the definitive guide to education around the world
articulates the whole of the world into which education fits and can be compared between
nation state members of the OECD. This is not the world of oceans and land, but of nation
states. It is in this synecdochal sense that [ will discuss the world today, especially because
not all synecdoches are the same. As a quick caveat, there are other ways of conceiving the
world that do not fit into a synecdochic register. For instance, Donna Haraway’s work on
worlding as “speculative fabulation” (2013, 2016) offers some sense of the metaphors that
worlding evokes, especially in light of Vico’s (1984) claim that every metaphor is a fable
in brief. However, for the purposes of this article, the synecdochic register of worlding
offers contrasting modes that further explicate the senses of emergency that determine
education according to urgency and emergence.

First a note on synecdoche. While this is not a well-known trope, it has everyday uses
as indicated above. In academic research, synecdoche has strong connections to social
change. Foss and Domenici (2001) discuss the use of synecdoche in the Argentinean
protests of the Madres de Plaza de Mayo. Dalke and McCormack (2007) make use of
synecdoche along with feminist critical theory to build transdisciplinary knowledge when
teaching their “Gender and Science” course. Laclau (2005) writes that the hegemonic
relation theorised in his work with Mouffe (2001) “gives clear centrality to... synecdoche.
It also suggests that synecdoche is not simply one more rhetorical device... but has a
different ontological function” (p. 72). Across these iterations, the authors render syn-
ecdoche as a trope that works in a political register. While there is not space to explore this
shared attribute, the use made of synecdoche here continues this trajectory to suggest that
the worlds of urgency and emergence entail a different sense of politics from one another,
viz. a consensual politics of urgency and a dissensual politics of emergence.

In the context of the two senses of emergency, urgency and emergence, we might say
they are working from different worlds, which we can discuss in terms of two different
kinds of synecdoche: closed and failed. In a closed synecdoche, the whole successfully
closes so its parts can be ordered and ascribed a proper function within that whole. This
closure allows for notions of order and even health to be quantified and evaluated, thereby
enabling our references to the life and death of schools (Ravitch, 2011), education, and so
on. White (2000) notes this feature of synecdoche and characterises the trope as the basis
of organicism. In its most closed expression, we can articulate the part/whole relationship
at dizzying levels of order. For instance, Plato (1996) writes of the city as the soul writ
large in the Republic (368d-369a) and of the cosmos as the city writ large in the Timaeus
(24c, 42¢, 69Db). In this Platonic sense, the ordering principle that governs the tripartite soul
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also governs kallipolis, the beautiful city, and the cosmos, thus the whole and part stand for
each other in such an order that the wholes of the cosmos, the city, and the soul each are
identical as parts of the governing principles of justice. Thus, the subject is already
determined in the world of a closed synecdoche and has no time or need for the challenges
that indeterminacy holds for it.

Within the context of the urgent sense of the climate emergency, and the immediacy
demanded to act, a closed synecdoche is extremely useful. The world is in need of urgent
and immediate action, and our actions are a matter of life or death. The place of the subject
in such urgency is the-subject-supposed-to-act. Moreover, given the human role in the
construction of the Anthropocene, our culpability further urges our need to act as our acts
are largely what brought us to this precipice. This works, as Laclau (2005) suggests, by
fixing the ontological horizon toward which all action must be oriented. To be clear, the
fixing of horizons is unavoidable, what Laclau (2005) calls ‘politically necessary’, but it is
only ever done partially. Social change occurs specifically through such a process of fixing
an ontological horizon that allows parts to act toward the whole of the climate activists’
demand for change. However, because the decision to fix the horizon constitutes the
urgency to act in the climate emergency, what becomes closed out are those emergent
qualities that are not directly a part of remedying the climate emergency, yet key in
attending to the indeterminacy of the subject that makes up the educational relation. In a
closed synecdoche we lose the ability to stay with the subject who is unresolved and does
not fit or is resolved in their refusal to fit. This closure forms the basis for consensus at the
expense of dissenting voices. This is not to suggest that the calls for urgent action must
attend to all dissenting voices. The point for this paper is to argue for a sense of the climate
emergency that is educational, and in this sense, dissenting voices are key to the
emergence of new positions that floating together encounters.

A dissenting world

The role of dissensus in education has received attention in education research (Clarke and
Phelan, 2015; Heimans and Singh, 2018), particularly in the figure of the educator (Ball,
2016; Biesta, 2019, 2020; Carusi, 2017, 2024; Heimans et al., 2024). Across this research,
dissensus is theorised as a constitutive part of education that is often effaced through
attachments to and assumptions of consensus as a ground from which educational projects
should be built. However, less attention has been paid in dissensus-oriented research to
configuring the world in which educational dissensus is a feature instead of a flaw. A failed
synecdoche, however, suggests precisely such a world.

Synecdoche gains its ‘failed’ sense in connection with Laclau’s notion of ‘failed
transcendence.’ He writes, “[t]he social terrain is structured, in my view, not as completely
immanent or as the result of some transcendent structure, but through what we could call
failed transcendence” (Laclau, 2005: 244, emphasis in original). Laclau blurs the cat-
egories of immanence and transcendence in the social terrain, pursuing instead an in-
determinacy that can neither arrive at its universal and transcendental form of Society nor
be composed strictly of particularities in immanent but asocial terms. This indeterminate
sense of transcendence differs from current notions of transcendence in environmental
education that theorise transcendence apart from its blurring into immanence (Stickney
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and Bonnett, 2020, Bonnett, 2023. See Bonnett (2012, 2015) for single mentions of
immanence that may be sympathetic to the notion of failed transcendence used here but
remain undeveloped as to the constitutive role played by each towards the other). For
Laclau, it is precisely the failure of transcendence to maintain a categorical difference to
immanence that keeps the social open to ongoing change, introduces an openness to the
world premised on conflict, and offers an understanding of climate change that remains
educational.

The failure of transcendence is “the different ontological function” Laclau alludes to
above that makes synecdoche central to the role of dissensus as something that cannot be
erased if the climate emergency is to be educational. The positing of ontological horizons
to constitute a whole is shared between closed and failed synecdoche, but their difference
lies in the status of that horizon. A closed synecdoche affords the status of a transcendental
structure to the whole, that is a world that is “objectively the case” reducing disagreement
and conflict to a matter of who is right and who is wrong, which then determines how the
subject is supposed to act. The world in its transcendence offers a ground common to
everyone from which consensus can be built or according to which those who deny the
ground are objectively wrong. A failed synecdoche, however, renders the horizon as
always temporary and insufficient to such certainty.

Within a failed synecdoche, the emphasis falls on the conflicting roles of ontological
horizons rather than proceeding from their certainty. Dissensus is central to a failed
synecdoche because it prevents the whole from closing and thus enables an opening for the
emergent to appear—its failure is its strength in this sense. The world remains porous and
incomplete such that we may speak of the hole world as opposed to the whole world.
When there is no conflict, the worlds circumscribed by incompatible horizons remain
insular and unchallenged, each a whole unto itself. Conflict in the sense developed here is
what opens new holes in the world. We may consider these holes from any number of
disciplinary angles, but as educational, this conflict is what keeps the indeterminacy of the
subject undecided, which allows us to remain within a kairotic and floating time. Within
this failed whole, the question of worlds, what world, where is it, who is in it, and so on, is
a part of the work introduced by a failed synecdoche and undertaken as defences of the
subject’s indeterminacy on the part of the educator. The heterogeneity that such questions
elicit, the multiple and incommensurate worlds, is not directed toward a new consensus,
but remains unresolved and full of holes. The climate change denier, the flat earther, the
saved and soon-to-be-raptured, for instance, are going to have worlds that some will not be
a part of, and the immanent world will likely not be inviting to them. However, the
emergences of the climate emergency and the indeterminacy of the subjects in the ed-
ucational relationship begin with these conflicts rather than end.
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Note

1. Admittedly, this connection between school and skholé is largely broken by the modern school
where time is made alarmingly audible by the bell schedule and measured in terms of time-on-
task. Contemporary school curricula, policy and practice that direct students’ time toward work-
readiness and work force preparation are better described by askolia. However, the modern
school does not erase entirely the connection between school and skholé due to its etymological
history (Anastasiadis, 2004). Within the argument made here skholé is more closely connected to
education than current schooling.
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