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Abstract Covid-19, the most severe global pandemic since the Spanish flu that followed 
World War I, threatens nearly every country, from global powers to developing nations. 
This threat presents a concurrent challenge for educational systems. With schools closed 
during the pandemic, students and teachers have had to stay at home worldwide. This shift 
has required us to move beyond conventional ideas regarding education. From kindergarten 
to higher education, schools offered web-based and online classes, both synchronous and 
asynchronous. However, while technology emerged as a savior, it is not possible to achieve 
thorough learning only by listening or watching content. Instead of championing technolo-
gies in which pedagogy is irrelevant, schools must invest in helping students become life-
long learners, enrich their learning processes, and focus on critical self-reflection, prob-
lem-solving skills, imagination, ideas, and projects involving social problems. A significant 
attempt to redefine the concepts that we have traditionally used must be made. The aim of 
this article is to develop new suggestions on how curriculum as the essence and core of all 
educational systems can be reconceptualized for the post-Covid-19 era.

Keywords Curriculum · Covid-19 · Ecology · Crisis · Education systems · Online 
learning · Pandemic · Technology

Karl Marx and Friedrich Engels open The Communist Manifesto with this sentence: 
“A  spectre  is haunting Europe—the spectre of communism” (Marx and Engels 1910, p. 
11). When the manifesto was first published in 1848, all the powers of Europe were pre-
occupied with the danger this spectre posed for them. Marx and Engels had given voice 
to the call of a social class to eliminate poverty and oppression. A hundred and seventy-
two years later, a new threat has caught humanity unprepared. However, today’s threat 

 * Sümer Aktan 
 saktanus@gmail.com

1 Department of Curriculum and Instruction, Necatibey Faculty of Education, Balıkesir University, 
Soma Cad, Dinkciler Mah, Altieylül, Balikesir, Turkey



206 S. Aktan 

1 3

destroys humanity with no regard for social class. Not only the powers of Europe but also 
the world’s “superpowers” confess their desperation before it. As the world wakes up to the 
reality of Covid-19, Europe, the Americas, Africa, and Asia are suffering at the hands of an 
extraordinary crisis.

Although the global pandemic will eventually come to an end, it will leave traces, hav-
ing started a fire of change on an unprecedented scale. Simon Mair (2020), writing about 
this change, is correct to ask, could the huge shifts in our ways of life being introduced 
as part of the fight against Covid-19 pave the way for a more humane economy? James 
Meadway (2020) states that the coronavirus caused a crisis of capitalism that has never 
been this deep and that fundamental changes are awaiting the global capitalist system. The 
pandemic, notes Alex Callinicos (2020), enables us to better see the sickness of capitalism.

The situation of the poor once again stands out (OECD 2020a). That condition deterio-
rates day by day for people with no social security (Sumner, Hoy, and Ortiz-Juarez 2020). 
In fact, the pandemic has provoked questioning of social welfare and healthcare structures 
in developed countries. While economically advantaged countries find makeshift solutions 
to social problems through drastic measures, the condition of economically disadvantaged 
countries, where more people have no choice but to go out to work, has worsened. As 
Ulrich Beck states (1992), society in the 21st century is turning into a “risk society”, in 
which the risk is so great that all are vulnerable to the threat it brings.

While the global capitalist economy is fighting against the crisis in which it finds itself, 
another vast issue has emerged in education systems and on a scale unimaginable even for 
the world’s most developed education countries. UNESCO (2020a) stated that as of April 
2020, schools were closed due to this outbreak in 188 countries and that 1,576,021,818 
students globally are continuing their education away from school. Countries have set their 
focus on maintaining learning and preventing students from falling behind by means of 
radio and television streaming, online courses, and virtual classes (UNESCO 2020b). How-
ever, in most areas, infrastructure, access to the internet, and economic deprivation make 
it difficult to provide distance education (Woolley et al. 2020; Taylor 2020). Other critical 
issues that now preoccupy policymakers are how to evaluate courses taken via distance 
education, how to manage schools if and when they are re-opened, the isolation of students 
at home, the psychological load on families, and the pressure on teachers who must work 
under the difficult conditions of remote learning (United Nations 2020; WHO 2020).

Three hundred thirty teachers from 98 countries responded to the question, “What areas 
of intervention should be prioritized during the pandemic process?” and answered as fol-
lows: continuation of learning processes, 83.93%; professional support to teachers, 77.87%; 
support for the wellbeing of teachers, 77.57% (OECD 2020b, pp. 10–15).

In addition, a deeper concern of educational systems has once more gained currency: In 
a period that has so fundamentally reshaped our lives and habits, how will we prepare chil-
dren for the difficulties ahead? Human history shows that significant turning points have 
contributed to the reconstruction of social structures and reconceptualization of education. 
The pandemic period—its endpoint still unknown—is such a turning point. The world is 
being forced to build a new human typology with new values. But it is not just because 
Covid-19 has shaken the foundations of the world’s economic systems, led to hundreds of 
thousands of deaths, and a questioning by humanity its own existence but also because of 
concurrent crises, including immigration, climate change, hunger, consumerism, and anti-
democratic movements that have contributed to increasing violence, racism, and othering.

At another historical milestone, Herbert Spencer (1895) asked the question, What 
knowledge is of most worth? What led him to pose this question was the technological, 
industrial, and economic development of his era and the world getting smaller as a result 
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(Lawton 2009). Now, more than a century later, the period of the pandemic has made the 
world even smaller and also demands technological and economic shifts in societies strug-
gling to survive. When considering the main task of curriculum against the threat of exist-
ing and newly emerging issues, Spencer’s question is still valid: What knowledge is of most 
worth?

It should be emphasized that the crisis of Covid-19 surpasses in its damaging effects 
even the Great Depression of the 1930s (Martin 2020). If we carefully investigate the post-
Great-Depression trauma of the United States, which as an advanced capitalist country was 
perhaps most affected, and explore proposals to address the problems that emerged in that 
era, we may also find remedies for the Covid-19 pandemic and the issues that have arisen 
with it.

Another important reason to study the post-Great-Depression period in the United 
States is that the work and efforts of academicians in three US universities of that period 
(Ohio State University, Columbia University Teachers College, and University of Chicago) 
played a crucial role in the emergence and cultivation of curriculum as a scientific field of 
study. By examining curriculum issues in this historical context, we are able to illuminate 
curricular problems in the current period of crisis.

The fundamental problem of education in the post-Covid-19 era will be, What knowl-
edge is of most worth when constructing a new social and global awareness through cur-
riculum? To this end, I will address George S. Counts’ (1932) proposed solution to the 
socio-economic crisis that emerged from the Great Depression. Next, drawing upon rela-
tions between Franklin Bobbitt’s ideas of change and transformation in The Curriculum 
(1918), I will examine the driving forces that induced change in curriculum in that earlier 
era of crisis. Thirdly, I will examine the relationship between human beings, nature, and 
education through the lens of the ecological crisis, in which eco-schools are seen as spaces 
of curricular practice that internalize nature as the main source of life. The last section con-
sists of my remarks on curricular imagery post Covid-19 that continually seeks to answer: 
What knowledge is of most worth?

Curriculum for crisis times: Remembering George S. Counts

The economic crisis of the Great Depression led to deep social breakdown in American 
society in a very short time (Bernstein 1987; Elder 1999). This breakdown turned into a 
social crisis that occupied the society as a whole a result of its lack of readiness to han-
dle and organize processes of change in the aftermath of rapid scientific and technological 
development. To combat this social crisis, the American thinker George S. Counts (1932) 
advocated changes to the education system that may help us untangle issues presented by 
the Covid-19 pandemic. Counts is a focus of this study because of his early emphasis on 
educational inequality and a comprehensive framework for reconstructing a society and 
social structure in crisis by means of education. He saw the construction of a new eco-
nomic structure as a necessity to combat the inequalities of capitalism and redesigned 
school as the key to this change process.

Educational systems, he argued, do not prepare individuals for social and cultural 
change, either mentally or behaviorally (Gutek 1984; Lagemann 1992). Only individuals 
with problem-solving skills, who can easily adapt to change, can construct a road to social 
development and progress. Counts saw school as an institution at the center of social devel-
opment and sought to create a new curricular and instructional understanding based on 
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participatory democracy. The curriculum he envisioned had two main features. First was 
the development of democratic habits, tendencies, and interests; second was the acquisition 
of knowledge and comprehension as preparation for intellectual participation in a demo-
cratic society. Such schools would (a) respect the equality of all people, (b) develop the 
talents and tendencies of the individual, (c) discuss, criticize, and decide on issues using 
a democratic process, and (d) give importance to personality and character development 
through a holistic and scientific ethos (Gutek 1988).

Driving forces of a new curriculum

Historically, educational imagery and curricular thought have shifted when societies are 
forced to change socially or economically. The conservative curricular thought of the Yale 
Report of 1828, unable to resist capitalism or technological change, ceded its place as a 
change agent to the social efficiency movement. J. Franklin Bobbitt (1918), who compre-
hended this change process very well, was one of the first to notice the key role curriculum 
would play in it. Bobbit articulated a systematic perspective on why, for what, purpose, 
and how curriculum must change, a view that became a source of inspiration for the social 
efficiency movement. He remains a significant and inspirational figure among those forces 
driving curriculum change in the Covid-19 era.

When Bobbitt came up with the first draft of his curriculum theory (1918), the world 
had been witnessing the rise of capitalism alongside the development of technology. 
There were Henry Ford’s mass production system, Taylor’s scientific method (1913), and 
in alignment with Thorndike’s (1918) and Judd’s (1918) behaviorist psychology, a strong 
belief that people would reach goals of social efficiency as a result of individuals’ effec-
tively taking their place in and contributing to the capitalist production process and capi-
talist social structure (Callahan 1964; Cremin 1988; Kliebard 2004)—a more systematic 
version of the program envisioned by Bobbitt.

Tyler’s (1949) rationale was nothing other than a more systematic and applicable ver-
sion of perspectives introduced by Bobbitt, Charters, and Snedden. Tyler’s perspective 
was highly compatible with their focus on mass schooling, the increase in urban popula-
tions, and the curricular needs of a developing social structure (Lau 2001)—so much so 
that Jackson (1992, p. 24) remarked, “If any single volume deserves to be called the bible 
of curriculum making, it is certainly Ralph Tyler’s Basic Principles of Curriculum and 
Instruction”. Tyler’s rationale, which engulfed schools in a techno-scientific conceptualist 
swirl, was a remarkable reflection of the spirit of its time.

Technological and social factors have always affected the structure of curricula. In The 
Curriculum (1918), Bobbitt stated the necessity of changing the curricular perspective of 
the era in parallel with the era’s mind-blowing technological and social developments:

Since the opening of the twentieth century, the evolution of our social order has been 
proceeding with great and ever-accelerating rapidity. Simple conditions have been 
growing complex. Small institutions have been growing large. Increased specializa-
tion has been multiplying human interdependencies and the consequent need of coor-
dinating effort. Democracy is increasing within the Nation; and growing throughout 
the world. All classes are aspiring to a full human opportunity. Never before have 
civilization and humanization advanced so swiftly (Bobbitt 1918, p. III).

Impulses similar to Bobbitt’s desire for fundamental change in the structure of curriculum 
have reemerged periodically throughout history. The days following the launch of Sputnik 
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in 1957 witnessed the sudden awakening of the American public to the fact that American 
schools had fallen far behind Soviet educational systems, leading to a fundamental change 
in American school programs (Kliebard 2004; Steeves, Bernhardt, and Burns 2009; Urban 
2010). In terms of their educational messages, the statements in A Nation at Risk (National 
Commission on Excellence in Education 1983, p. 114) resemble those of Bobbitt’s state-
ment of 1918:

The world is indeed one global village. We live among determined, well-educated, 
and strongly motivated competitors. Knowledge, learning, information, and skilled 
intelligence are the new raw materials of international commerce...Learning is the 
indispensable investment required for success in the “information age” we are enter-
ing.

Similar statements can be found in the Goals 2000: Educate America Act (1994). Refer-
ences in that act to compatibility with competition, ability to use technology, and global 
economic leadership emphasize the same message as the texts of 1983 and 1918. The com-
mon ground of these three important documents published in that 74-year-period is that in 
a world where change and transformation are experienced globally and locally, education’s 
most significant objective should be to provide students with intellectual competency so 
that they can rapidly adapt to change, solve problems that arise in relation to change, and 
understand the society and world in which they live.

While the prevailing paradigm and driving force of the past was constructed with the 
goal of not falling behind economically and developing constantly, the foundation and 
driving force for a new curriculum in our own time, as I will argue in the following section, 
is ecology.

Ecology: The main problem for humanity

Especially since the beginning of the past century, the foundational incentive for change 
and transformation in the curricula has been the need to bringing up new generations quali-
fied to serve the capitalist economy. In other words, the concept of human capital became 
fundamental to the change in curriculum. The pandemic period has given us an opportunity 
to remember the earth, the environment, and other living beings we share the earth with. 
In discussing Covid-19 and its effects, humanity’s relationship with nature has become a 
constant theme. Baker (2019) points out that technology and the distorted relationship of 
humans with nature stand out among the most significant issues we are facing.

Humanity walked away from high ethical values and spoiled the balance and harmony 
of the world. This was a natural result of a strictly self-centered economic understanding 
based on consumption and waste and aimed solely at economic rent and profit. It has dev-
astated nature to such a degree for the sake of its ambitions that this era of exploitation is 
called the Anthropocene, the era of geologic change caused by human activity. The most 
negative effects of the Anthropocene are the harms done to biodiversity on earth, climate 
change, and increasing carbon dioxide emissions. Other characteristics of the Anthropo-
cene include turning oceans into plastic waste dumps, irregular and unplanned urbaniza-
tion, destruction of forests for more income, and the extinction of animals who have lost 
habitat (Leinfelder 2013; Steffen et al. 2011; Zalasiewicz et al. 2010; Wals and Corcoran 
2012). The future of the world is threatened by the problems of the Anthropocene, and 
there is an urgent need to create awareness in children about these threats. The World 
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Economic Forum (2017) states that half the problems facing the world’s youth between the 
ages of 18–35 are environmental issues.

It is therefore not surprising that today’s youth are highly sensitive to the devastat-
ing effects of the Anthropocene. Youth show higher levels of solidarity when it comes 
to the issues of climate change and the environment (Baker 2019). Their objection to 
the status quo and leadership of change and transformation have been key to several 
cultural and political movements (Arnold et al. 2009; Blythe and Harre 2012; Hickman 
et al. 2016). The participation of 1.4 million students worldwide in the protest led by 
Greta Thunberg is a concrete example of this solidarity (Carrington 2019).

When we educate children to comprehend the risks that accompany environmen-
tal disasters, who realize the necessity of a clean environment, they can become part 
of an environmentally conscious global class capable of shaping the future. When 
they become adults, they will vote for the protection of the environment and natural 
resources, and even before adulthood may affect the voting preferences of their par-
ents. Developing in children and youth an awareness of and sensitivity to environmen-
tal disasters and empowering them to develop praxis for environmental issues are pos-
sible only if they internalize the belief that the world’s future depends on sustainable 
development, in which human beings and nature are regarded holistically.

Ecological schools, or eco-schools, in which students internalize the idea of nature 
as the main source of life, are important examples of this internalization (Pauw and 
Petegem 2013; Mogensen and Mayer 2005). The main goal of eco-schools is to provide 
students with experiences that lead them to comprehend the significance of eco-sys-
tems and sustainable living for humans and other living beings (Eco-Schools 2020a; 
Gadotti 2010; Scott 2009). A different kind of pedagogy is needed to reach this goal, 
one that involves a transition from a passive, listening-based school structure to a pro-
duction-based school structure and active practice. This “to know is to do” approach 
should be the guiding principle of the school’s pedagogic practices. The school has to 
be organized in such a way that students experience freedom, equity, respect for differ-
ences, and democratic consciousness.

Eco-schools are based on internalization of the idea that our futures are entwined 
with one other and with those of the other living beings that share our environment. 
For this reason, the curriculum of eco-schools is constructed on ten themes. These 
themes are biodiversity, energy,  food and the environment, global citizenship,  health 
and wellbeing,  school grounds, transport,  waste minimization, water, and litter 
(trash) (Eco-Schools 2020b). Instruction in these themes requires an interdiscipli-
nary approach: Students gain an understanding of the social dimensions of ecological 
change through the instructional bridge between natural sciences and sociology, and 
they develop both local and global awareness by analyzing environmental issues (Bajd 
and Leščanec 2011; Krnel and Naglič 2009).

The path to developing conscious praxis and conscious attitudes toward environ-
mental problems that threaten our future most is to shift our schools closer to the 
human/nature axis and even, in the post-Covid-19 era, to transform them into eco-
schools. A good starting point is to let our students comprehend the human as part 
of the nature they share with other living beings and to understand the importance 
of water, soil, and air for the future of humanity. When students discover the impor-
tance of nature and biodiversity through a participatory, inquiry-based, and democratic 
atmosphere, it can lead to a deeper comprehension of compassion, affection, and good-
ness. If we adopt a new perspective toward our countless critical problems and wish to 
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construct our schools and pedagogical thought in response to these new living condi-
tions, then we need a new curricular perspective, as well.

The new perspective on curriculum

Ensuring the connection of curriculum with life holds a highly significant place in the 
Deweyan perspective. However, if we wish to construct the links between school and life 
very clearly and specifically, we have to reconsider our definition of curriculum. If we want 
individuals to construct a praxis and maintain a dignified stance throughout their lives, we 
have to imagine the individual and curriculum as a whole. When such a definition of cur-
riculum is put forward, the individual will naturally comprehend the importance of lifelong 
learning and will be able to deal with the problems that come with change. What definition 
of curriculum do we need in order to address curriculum in unity with the child instead of 
as a separate structure from the child?

In this context, Pinar’s definition of curriculum (2004, pp. 186–187) is significant: 
“Provocation for students to reflect on and to think critically about themselves and the 
world they will inherit”. Only if individuals engage in critical self-reflection about the 
environment and the world they live in can they develop a praxis toward environmental and 
global problems. Because the nature of the relationship between the teacher and the student 
is very complex, reaching such a goal takes effort. If teachers perceive the curriculum more 
like a journey taken with, experienced with, and accompanied by the student, rather than a 
collection of predefined learning outcomes, they will regard students’ status nonhierarchi-
cally. Over time, this journey will help the student discover their inner world, develop a 
critical perspective, gain an awareness of their self-existence, and construct a holistic view 
of nature and the world.

Paul Klohr, in 1974, was first to express the notion of constructing a holistic and organic 
view of curriculum (Pinar et al. 1995). All humane activities, he maintained, are essentially 
holistic in nature. In other words, all humane activities, including knowledge production, 
are linked with and related to each other. For this reason, all of humanity’s problems must 
be addressed from a deep and wide perspective (Horn 2007). Learning is a dialectical pro-
cess; it is through a critical perspective that we learn deeper and wider. Thus, we must 
address the Covid-19 pandemic not only as a problem within the scope of medical science 
but also from economic, social, political, ecological, and philosophical perspectives, ques-
tioning its whys and wherefores and developing a network of its relationships with various 
domains of life, Only then can we attain a thorough comprehension of it.

The first step toward developing a holistic and organic view of nature and self is car-
ing about living beings and social life beyond one’s own. Noddings (1995) emphasizes 
that using care-based themes more often in school curricula is very beneficial to students 
and provides them with a comprehensive intellectual basis for thinking about existential 
problems, respecting the rights of living beings other than humans, obtaining critical intel-
lectual competency, and widening their cultural horizons.

While gaining these abilities during the journey taken with the teacher, the individual 
will also discover the nature of passion, a unique feeling that gives meaning to everything 
we do in life. It cannot be denied that behind technological and scientific progress are 
imagination and passion. Passion is not something that can be learned from course books. 
It can be awakened only through the conversation between the student and the teacher. 
Pinar (2004, p. 248) highlights the point of this conversation as follows:
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The educational point of the curriculum is to draw students out of themselves into 
unknown (to them) terrains of the “cultural field”, enabling them to engage the world 
with passion and competence while never breaking the bridges of psychic attachment 
that makes the process of education subjectively meaningful.

Charles Silberman’s “killers of the dream” in Crisis in the Classroom (1970, p. 10) is an 
overview of our schools today. Expecting school and curriculum to develop the work-
force of the nation, enhance new generations with knowledge and skills in science and 
technology, and contribute to the future of the country are goals almost anyone would 
agree with. However, it cannot be acceptable for schools to ignore individuals and their 
needs in favor of society, technology, and global economic competition. Instead of func-
tioning as killers of the dream, we should defend the role of school and curriculum as 
students’ companions on their intellectual journeys of discovery.

Art and literature are important means to obtaining a holistic and organic mindset. 
Although efforts have been made to ensure that art has an important place in curricula, 
concepts such as economic competition and technological superiority are always empha-
sized more. Maxine Green’s emphasis, in her work, Art and Imagination: Reclaiming 
the Sense of Possibility, is very meaningful in this sense:

The danger afflicting both teachers and students because of such emphases is, in 
part, the danger of feeling locked in to existing circumstances defined by others. 
Young people find themselves described as “human resources” rather than as per-
sons who are centers of choice and evaluation. It is suggested that young people 
are to be molded in the service of technology and the market, no matter who they 
are.  (Greene 1995, p. 379)

Among the foundational values of a new curriculum, I argue that the following are 
fundamental:

• An innocent and rational human-environment relationship;
• An emphasis on humane values, such as an individual’s uniqueness, and a democratic 

social life;
• Acceptance of the fact that the individual is the main actor in knowledge construction, 

cultural production, and their exchange;
• Awareness that a high-level consciousness plays an important role in human creativity, 

knowledge, and culture.

Today, in an education system based on assessment and standardized tests, the basic needs 
of students are to reflect upon their inner life, enrich their imagination, and develop a com-
prehension of the social structures they and others throughout the world mutually inhabit.

In this context, what process should we follow in order to have a provocative conver-
sation, and which dimensions should be included in this process? In Reflective Teaching: 
Professional Artistry Through Inquiry, Henderson (2001) presents us with a conceptual 
framework for putting a holistic and provocative conversation into practice. The structure 
that he proposes and has named 3S consists of subject matter, self-learning, and social 
learning.

Subject matter refers not to a conventional course of study but to problem areas that 
can be used to teach about democratic life and culture, develop individual thinking skills, 
and enable the individual to put forward their own unique performance. At this stage, 
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Henderson emphasizes peer learning, cooperative research, project-based studies, authentic 
problems, real-world experience, and critical and creative thinking.

The second stage, self-learning, focuses on the individual, highlighting healthy self-per-
ception, values skills such as lifelong learning, active participation in democratic society, 
and taking an active role in class and school management. Based on the principle that an 
individual’s interests and thoughts are inherently valuable, self-learning is premised on the 
acceptance of everyone’s uniqueness and regards the individual’s interests and thoughts as 
inherently valuable.

The third S refers to society. At this stage, equality, difference, and civility are at the 
forefront. Equity is about people not being superior to each other and having equal civil 
rights with each other. It also refers to considering all individuals equal in educational set-
tings. Diversity refers to differences in people’s views and lifestyles as a sign of societal 
richness. Civility refers to democracy. It includes respect for the opinions of others and 
democratic attitudes.

In all activities and studies, an education system should accept these three values as 
foundational and students should be encouraged to internalize them. This kind of curricu-
lum structure will abolish the gap between school and life, provide students with the activi-
ties they need to actively participate in a democratic society. Anything that has significance 
in child’s life can be part of the curriculum. Such a school would be prepared for a pan-
demic like Covid-19 before its emergence. For example, children could research, from an 
interdisciplinary perspective, pandemics that have severely affected human history. They 
could investigate the pandemic problem in a broad range of subject areas, from history to 
economics, art to mathematics, geography to medical science. This way, children naturally 
acquire valuable knowledge about pandemics—from their economic consequences to how 
to protect their own health. This learning process can also be subject to many performa-
tive studies. For example, students can take an active part in running the cafeteria, library, 
classes, and school, thereby gaining a variety of valuable skills, such as teamwork, thor-
oughness, and work discipline.

Here, a question arises: How will measurement and evaluation occur in this kind of 
learning process? In minds shaped and occupied by the Tyler rationale, the one thing that 
never ceases is the centering of measurement and evaluation. In the curricular perspective 
that I propose, evaluation does take place, but it is not Tylerian. In her study, Delibera-
tive Conversation: Consciousness-Raising for Democratic Interdependence, Bilek-Golias 
(2015) adopts an assessment and evaluation perspective containing five principles, inspired 
by Rutledge’s (2012) The Case for General Education. The five principles—lightness, 
quickness, exactitude, visibility, and multiplicity—can also be regarded as guiding princi-
ples in curriculum development. For instance, multiplicity requires the individual to ques-
tion what it means to be a member of a democratic society. This questioning leads to their 
comprehending the responsibilities of such membership and provides continuous guidance 
in the co-development of curriculum during the instructional process.

Conclusion: What we have learned from Covid‑19

Covid-19 captured the world in a very short time and became not only a health crisis but 
also a global economic, social, and educational crisis. Countries across the world have 
fought against it with extraordinary measures, among which the shutdown of schools is 
one of the most significant. Over 1.5 billion students worldwide stayed away from their 
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schools. Educational systems faced an intense learning crisis, unlike any they had experi-
enced before.

What have we learned from this crisis? What kind of reality does it force us to con-
front? Thanks to the pandemic, issues that have deeply affected our lives but have been 
kept out of our agendas have come to the fore. As a result of this crisis, not only have 
we started to rediscuss curriculum, but other issues, including the technical capacities 
of schools, the wellness of teachers, and the continuation of learning under various cir-
cumstances have taken a well-deserved seat at the table.

The first thing we learned from this crisis was the significance of our relationship 
with nature. We began to rethink our relationship to animals, oceans, and forests. We 
saw nature start to refresh itself, as the earth began to repair the destruction caused 
by the unbalanced and unreasonable acts of humanity. This is undoubtedly a signifi-
cant learning outcome in terms of the curriculum. Undoubtedly, a more ecology and 
environment-centered curriculum will play a significant role in the future. To that end, 
schools should prepare comprehensive action plans to nurture students’ love of animals 
and nature. Awareness of the earth as humanity’s one and only home should constitute 
the soul of the curriculum.

The continuation of learning emerged as a priority during the pandemic since children’s 
connection to their schools needed to be maintained. Technology came along as a savior. 
From kindergarten to higher education, schools offered web-based and online classes, both 
synchronous and asynchronous. In classes delivered through distance education, students 
have had to cultivate the qualities of self-control, self-regulation, and work discipline.

Even though schools’ use of technology is a compelling feature of the pandemic, it is 
not possible to achieve thorough learning only by listening or watching content. We have to 
think about how schools can self-manage learning processes without depending solely on 
technology. Instead of championing technologies that simply provide students with audi-
ble and video content through devices—technologies in which pedagogy is irrelevant—
schools should invest in technologies that help students become lifelong learners, enrich 
their learning processes, and focus on critical self-reflection, problem-solving skills, imagi-
nation, ideas, and projects involving social problems.

The pandemic has also underlined class differences within and between societies. Mil-
lions of children have missed online classes because they lack access to the internet. Where 
poverty was already a big disadvantage in the physical school environment, the pandemic 
has doubled its effect. Despite the neo-liberal discourses, the necessity of states to increase 
their investment in public education in favor of the poor should be a primary focus of cur-
riculum theory.

We have also learned that our schools are deficient in imparting careful, common-sense 
action and the knowledge of how students can protect their health. Every day, children 
have had to hear news of infected family members or confront the numbers of dead due 
to Covid-19 on TV or the internet. In addition, expressions of extreme individualism—a 
reflection of competitive education practices that are not rooted in democratic conscious-
ness—occurred during this pandemic, further threatening society. Thoughtless travel by 
infected individuals to places outside their quarantine areas had an enormous effect on the 
spread of Covid-19. Questions such as what is a pandemic, what are its effects on fami-
lies and countries, and what do these effects mean might have been answered by build-
ing a democratic consciousness through effective health literacy. Unfortunately, we did not 
devote the time and resources to health literacy that we devoted to financial and technologi-
cal literacy. I expect that we will be talking equally about them both in the future.
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Lastly, I believe that the educational effects of the pandemic will differ vastly around the 
world. While the curricular reflexes will be stronger in countries with high income levels 
and democratic social structures, I anticipate that these reflexes will be weaker and will 
disappear over time in countries with lower income levels, education systems based on 
competition, and dysfunctional meritocracies. On the other hand, thinking of curriculum 
as some magical power in itself will not work since it is, in reality, a textual mirror that 
reflects the socio-political, philosophical, and cultural codes of the society in which it is 
embedded. I conclude that curricular reactions against this pandemic will take place in par-
allel with changes in the socio-cultural and political structures.
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