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Abstract

Over the last twenty years, technology has reorganized how we live, how we
communicate, and how we learn. Learning needs theories that describe
learning principles and processes, and should be reflective of underlying so-
cial environments. This work presents a research investigation if education
can remain relevant in the digital era. Two conflicting and complementing
concepts “critical pedagogy” and “critical digital pedagogy” have been dis-
cussed to establish a foundation for the new forms of teaching practices re-
lated to a virtual learning environment. It focuses on how our teaching prac-
tices can be re-imagined to become a crucial part of the socialisation process
with students. In this system, students are encouraged to become reflective
learners and think critically about the current conditions of the world and
how to make it a better place for all. It discusses the role of the teacher in the
21* century and how it has evolved dramatically in recent times. The work is
based on the independent research conducted by several universities in Ber-
lin, New York and Moscow, which found that students do not expect their
teachers to know everything; instead, to have somebody prepared to listen to
students, have mentoring and coaching capacities and willing to offer extra
time for consultations.
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L. Lunevich

1. Introduction

In the philosophy of education, it is accepted that knowledge is not objective, but
rather constructed by humans. Knowledge is imperfect, incomplete and grows
through exposure to experiences. The condition of knowledge production and
acquisition at the heart of pedagogy provides the knowledge, skills and attitudes
for students to read history in ways that enable them to reclaim their identities
in the interest of constructing forms of life that are more democratic and more
just (Boronski, 2021; Galloway, 2019). As emphasised by advocates of critical
digital pedagogy, connectivism becomes a curricular tool to revise the social or-
der and promote social justice (Luke, 2017; Jackson, 2008). According to Hollo-
way (2002) and Field (2005), a special focus related to critical pedagogy is the
areas of multiculturalism, feminism and globalism (Holloway, 2002; Field, 2005).
Critical pedagogy results in the transformation of learning which has as its goal
the growth of active learners through the construction and reorganisation of
cognitive structures and better connectivity (Dreamson, 2021; Boronski, 2021).
According to (Holloway, 2002; Boronski, 2021), critical digital pedagogy advo-
cates the importance of re-visioning a more just world order across both cultures
and political units. It suggests that education can establish a civil society that
moves beyond the destructive effects of competition among nation-states some-
time resulting in such unhealthy side effects as environmental destruction (Bo-
ronski, 2021; Luke, 2017).

The specific research question that has been investigated in this article is can
education remain relevant in the digital era when students become co-creators of
knowledge production and acquisition? In response to this question, two aspects
of modern education were examined: transition of critical pedagogy into digital
sphere with the context of blending learning; and can this environment create
transformative learning, thereby facilitating the intellectual and ethical develop-

ment of learners?

2. Can Education Remain Relevant in the Digital Era?
2.1. Role of Teacher in the 21st Century

As humanity stepped into the 21% century, the COVID-19 pandemic came to
represent a breaking point during which the global community came to appre-
ciate equally important professions: scientists and teachers (Chernigovskaia,
2022; Yepuurosckas, 2020). Our future, social order, economic development,
environmental awareness, social progress and sense of “us” depend on scientists
and teachers. Recent research conducted by several universities in Berlin, New
York, and Moscow independently found that students do not expect their teach-
ers to know everything (Yepuurosckas, 2020). Instead, they want to have
teachers who are prepared to listen, who can understand their difficulties in-
cluding personal problems. Teachers who have mentoring and coaching ca-
pacities who are flexible with their time and can design courses around flex-
ibility for students (OECD, 2021; Chernigovskaia, 2022; Yepuurosckas, 2020).
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Many students mentioned that they highly regard teachers with developed in-
terpersonal skills and who are easy to talk to. It became a media attraction when,
during an extended lockdown, an 8-year-old schoolboy told his grandmother, “I
do not want you to teach me! I want my teacher to teach me!” It became imme-
diately apparent how hard the pandemic was for children and their caretakers.
As Plato describes the “gift of teaching,” a passion and love of teaching can
translate into student engagement, motivation, and interest in a subject. The role
of the teacher in the 21* century has evolved dramatically under the pressure of
artificial intelligence, robotics, data economy and greater demands from stu-
dents the 4C skills of the 21* century: communication, collaboration, critical
thinking and creativity as well as practical knowledge (Chernigovskaia, 2022;
Boronski, 2021; Lunevich, 2021b).

Historic trends of human development over the past 100 years have shown
that the more students can learn from open sources, such as the internet, the less
time they will spend in structured learning environments like universities. Con-
sequently, the more students learn from open sources, the more universities will
face a demand for knowledge (Yepruurosckas, 2020; Lunevich, 2021b). It is ex-
pected that students will not only demand knowledge that is specific to certain
disciplines, but also demand knowledge related to evaluating new information,
comparing concepts, and determining what is right and what is wrong
(Hepumrosckas, 2020; Boronski, 2021). It is apparent that education systems will
introduce robots and artificial minds into the teaching space in order to assist
with the teaching process and design better learning spaces (Lunevich, 2021a,
2021b; Traxler, 2021). An alternative learning environment will create new ways
of accessing knowledge in real-time, spontaneously, where students and teachers
learn from each other. What is the teacher’s role in the classroom? Perhaps it is
the role of an observational researcher: one who observes the learning process,
observes students and monitors classroom interactions, whether face to face or
online (Lunevich, 2021b; Galloway, 2019).

2.2. Transformative Learning

Other research indicates that people born within the last 20 years have higher
cognitive learning abilities and demand more intensive learning activities (Cher-
nigovskaia, 2022). This very much contradicts the behaviourist principles de-
scribed Skinner (1950), who suggests that “human beings are highly developed
animals who learn in the same way that other animals learn.” (Skinner, 1950).
According to behaviorism, humanity does not stand above or outside of nature;
rather, humanity is a part of nature. Scientists can refine teaching techniques
through experimentation with animals, and these techniques can then be applied
to human beings. According to Skinner, education is a process of behavioural
engineering (Skinner, 1950). The tasks of education are to create learning envi-
ronments that lead to desired behaviours. Schools and other educational institu-

tions are therefore viewed as ways of designing a culture. The teacher’s role is to
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create transformative learning environment.

Transformative learning occurs when students are challenged intensively,
leading to upper level intellectual and ethical development. For instance, when
students learn to deal with uncertainty and relativism, learners experience a sig-
nificant positive emotional engagement in their learning activities (Buber, 2011;
Lunevich, 2021a, 2021b). Teachers try to maintain supportive relationships, es-
tablish cooperative and collaborative learning goals, and minimise the sorts of
pressures that dispose students towards performance or work avoidance. When
these conditions are created in a classroom or a virtual classroom, students can
focus their energies on learning without becoming distracted by fear of embar-
rassment or failure, or by resentment of tasks that they view as pointless or in-
appropriate (Buber, 2011; Galloway, 2019; Crowther, 2022).

The learning environment of transformative learning can be characterised
when teachers assisting students to achieve a sense of flow: goals are clear and
compatible, feedback is immediate, challenges are easy, and students can stretch
their limits (Dahlin, 2014; Crowther, 2022). The whole learning environment is
set up with the expectation that students will succeed (Jackson, 2008; Lunevich,
2021a, 2021b). Higher-order thinking skills and learning processes occur via
sharing a love of teaching and learning, sharing enthusiasm and exchanging
ideas (Lunevich, 2021a; Boronski, 2021). The next step in this process is the
analysis of information by learners, problem-solving activities, the analysis of
real events and receiving feedback from the teacher. In this process, students
engaged in motivated and active learning with immediate feedback from the
teacher. Transformative learning is deep, and through constant changing of
learning activities and analysing of information, it offers new constant chal-
lenges for students. As soon as they solved one problem another follows to con-
sider. For transformative learning to occur, the following conditions must be
met: 1) course learning content should be well developed and suited to course
objectives; 2) the teaching approach should be aligned with assessment tasks and
course objectives; and 3) the level of student engagement should be appropriate
to course objectives (Lewis, 2012; Cowden, 2019). Furthermore, trust between
teacher and learners is the foundation of transformative learning (Jackson, 2008;
Stern, 2017).

3. Alternative Ways of Being and Educating
3.1. Critical Pedagogy

Critical pedagogy is, indeed, a “problem-posing” form of education: it presents
the rationale that if we can identify the reality of the problems we face, then the
identification of practical solutions will follow by instigating collective action for
positive societal change, as studied in Freire’s concept of alternative emancipa-
tory education (Freire, 1970; Freire, 1969; Galloway, 2019). However, an under-
standing of the problem does not automatically create a solution in the form of a

recipe for emancipation. Ranciere offers a theory of emancipation that does not
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place human consciousness at its centre, a necessity for critical approaches to
education seeking to overcome a “naive consciousness” among students (Gallo-
way, 2019). According to Galloway (2019), Ranciere describes an emancipatory
education that is deeply connected to the shared concerns of humanity whilst
simultaneously reliant upon all of us, as individuals, taking responsibility for
speaking and being heard (Holloway, 2002; Galloway, 2019).

Traditionally, critical pedagogy has been communicated as the cycle of social
reflection and social action in response to a society’s problems (Yeprurosckas,
2020; Galloway, 2019). According to Galloway (2019), Freire presents his as-
sumptions as self-evident truths about the innate character of human beings.
What separates humans from animals is that we are conscious of the material
world around us (Galloway, 2019). More than this, our drive for social reflection
and action is symptomatic of an enteral striving toward “completeness” (Freire,
1970; Galloway, 2019). This cycle of social reflection and social action is driven
by dialogue and reliant upon human relationships, where love, trust and hope
are integral to equality (Galloway, 2019). Beyond that, learning environments
can function to correct the social, economic and political injustices of the past
(OECD, 2021). Educational feminism is also a subset of critical pedagogy, as
women and their concerns have not had an equal voice in male-dominated so-
cieties (Luke, 2017; Ridley, 2019). Not only did feminism create curriculum in-
novations such as women’s studies, but the movement has also sought to in-
crease the number of women in educational power structures. While feminism
in education is concerned with such issues as representation and power, there
are also more complex aspects to its agenda (Boronski, 2021). Some advocates,
for example, have argued that women’s experiences, values, responsibilities and
activities need to be integrated into the curriculum (Luke, 2017; Ridley, 2019;
Boronski, 2021). In short, advocates of feminism are acutely aware of the role of
personal relationships, aesthetics and emotion in the construction of knowledge
within the context of learning, and they want to see such concerns receive more
attention in the educational experience (Luke, 2017; Ridley, 2019; Galloway,
2019).

Historically, critical pedagogy is an approach to education that emerged in the
1980s from the need to build more just, equitable and democratic societies
(Freire, 1969; Galloway, 2019). It is based on a variety of philosophical tradi-
tions, all of which have been concerned with the role of mainstream education in
maintaining social inequalities and the oppression of powerless groups. From its
outset, a key aim of critical pedagogy has been to create a “language of possibili-
ty” and likely will continue to the future (Ridley, 2019; Tricia, 2021). The term
captures the significance of language and its role in enabling poor and oppressed
groups to challenge hegemonic ideas through a more critical approach to teach-
ing and learning (Harvey, 2007; Blunt, 2019). Many believe that terms such as
democracy, justice and equality are often presented in ways that are too broad
and abstract (Freire, 1969; Freire, 1970; Boronski, 2021).

A variety of alternative views capture the notion of the creative curriculum, as
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demonstrated by the Montessori and Waldorf education which offers a stu-
dent-led approach to learning and teaching (Dahlin, 2014). The Montessori me-
thod promotes independent thinking in a creative environment, which aligns
closely with Freire’s concept of critical consciousness and is antithetical to a cur-
riculum that emphasises standardised testing (Freire, 1970). It could be argued
that nurturing free-thinking in students also has the effect of cultivating social
consciousness (Cowden, 2019; Eagleton, 1991; Buber, 2011). Similarly, Stern’s
approach is co-educational, fully comprehensive, mixed-ability and gives equal
attention to the emotional, intellectual, cultural and spiritual needs of each stu-
dent (Stern, 2017). This approach values education and places a heightened fo-
cus on a student’s spiritual development (Jackson, 2008; Luke, 2017). The extent
to which these alternative curriculum options deliver on critical thinking, ex-
ercising autonomy, questioning established conventions, and recognising in-
justices—significant elements in critical pedagogy—remains the focus of the
well-established alternatives that exist and are recognised in the workplace.

A further example of alternative views from global perspectives is popular
education, originating from the Latin American source “of the people” (Freire,
1970). Popular education requires the learners to define what they need in order
to learn, and as such, follows a classic Freirean pedagogy (Freire, 1969; Lunevich,
2021). It is non-hierarchical, and the boundaries between learners and teachers
are intentionally unclear so that an equitable power dynamic is established, with
each teaching the other according to personal skills, knowledge and lived reali-
ties (Cowden, 2019; Dreamson, 2021). Essentially, popular education is struc-
tured and designed to raise the consciousness of its participants and to allow
them to become more aware of how personal experiences are connected to larger
societal problems (OECD, 2021; Stern, 2017; Tricia, 2021).

Many explore the elements of popular education, stating that “it involves an
inherently self-reflective, reflexive and non-dogmatic production of knowledge
and insight, and build on what emerges from the experiences of those actively
participating” (Boronski, 2021). “The richness of the approach lies, therefore, in
the thought and implicit analysis that has gone into the design of the specific
educational events or programmes, and in the spontaneous, sometimes serendi-
pitous, process it unfolds at a particular moment, yielding even more challenges
and possibilities.” (Boronski, 2021; Lunevich, 2021b). This quote illustrates a
commitment to creativity that, in practical terms, is rooted in the teaching of art
and the creation of culture as a means of shaping a way of life (Jackson, 2008).
This example of curriculum design aims to reinforce and shape cultural expres-
sion and offers insight into how creativity can be the foundation of a more holis-
tic, transformational education system (Tricia, 2021; Lunevich, 2021a, 2021b).

According to Boronski (2021), popular education is increasingly important in
UK-based higher education, where university-based teachers and researchers
have come together to refocus on equality and social justice despite the over-
whelming pressures that erode any notion of autonomy and creativity (Boronski,
2021). The International Popular Education Network (PEW) was established in
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1997 and now operates in 57 institutions of higher education. It stated, “popular
education seeks to connect the local and the global”. In every context, it proceeds
from specific, localised forms of education and action, but it deliberately sets
out to foster international solidarity by making these local struggles part of the
wider international struggle for justice and peace, transforming local education
into global knowledge, concerns of critical digital pedagogy (Boronski, 2021;
Crowther, 2022; Lunevich, 2021a, 2021b).

3.2. Critical Digital Pedagogy

Scholars, academics, policymakers and program managers are increasingly using
mobile technologies to support disadvantaged or disempowered communities in
learning more effectively and appropriately (Dreamson, 2021). It is believed that
such technologies will help students and teachers meet the challenges and op-
portunities of our complex, increasingly connected world and work with greater
cultural and ethical sensitivity at the intersection of education, research and
technology (OECD, 2021; Traxler, 2021). By using digital technology, education
enters a meta-connective pedagogy that reflects the ecological, transformative
nature of the digitally networked world (Dreamson, 2021; Traxler, 2021). In ex-
ploring the topic of meta-connective learning, we learn about new concepts: dig-
ital identity formation; emergent communities and collaborative learning; inter-
disciplinary and transdisciplinary knowledge production; teacher attitudes to-
wards the relationship between learning and technology; learner engagement
and online interaction; transformative digital literacy; meta-analysis of technol-
ogy integration frameworks; methodology for authentic digital engagement; and
meta-connective ethics (Dreamson, 2021; Lunevich, 2021b). These concepts are
all part of critical digital pedagogy and more research is required to understand
their positive and negative impacts on students and teachers (Tricia, 2021; Bo-
ronski, 2021; Lunevich, 2021b).

Many agree, that learning and teaching in the virtual environment de-
mand new skills such as digital and online communication, self-discipline,
self-motivation, self-management, self-enthusiasm, self-initiatives, self-efficiency
and self-determination by learners and teachers (Boronski, 2021; Lunevich,
2021b; Dreamson, 2021). Moving beyond theory and considering what critical
digital pedagogy might look like in the classroom reflects the natural progression
of the discussion into alternative approaches to education. In essence, critical
digital pedagogy in the classroom supports the notion that both students and
teachers are creative, autonomous individuals (Lunevich, 2021a, 2021b; Borons-
ki, 2021; Jackson, 2008). As some argue, students should be viewed as whole
people with their own lived experiences which should form part of their learning
culture: “You cannot deny that students have experiences and you cannot deny
that these experiences are relevant to the learning process even though you
might say these experiences are limited, raw, unfruitful or whatever. Students

have different skills, memories, families, religions, feelings, languages and cul-
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tures that give them a distinctive voice.” Critical digital pedagogy is currently
occupied with understandings of equity and social justice in the field of online
education (Galloway, 2019; Lunevich, 2021b). According to Oztok in his recent
book, The Hidden Curriculum of Online Learning, he analyzes how cultural he-
gemony creates unfair learning experiences through cultural differences (Oztok,
2019). He argues that such inequitable learning experiences are not random acts,
but rather represent the existing inequities in society at large through cultural
reproduction (Oztok, 2019).

Critical digital pedagogy calls for breaking the model of knowledge transmis-
sion from teachers to students, otherwise known as “banking education,” where
the oppressive role of the teacher is to deposit knowledge within students who
are situated as passive receptacles (Galloway, 2019). According to Galloway
(2019), the teacher assumes the role of an active subject while the students are
situated as “objects” dependent upon the teacher for knowledge about the world
(Freire, 1969; Galloway, 2019). Banking education prevents dialogue between
people and weakens social reflection, critical thinking and action regarding
common concerns (Galloway, 2019; Holloway, 2002). According to (Lunevich,
2021a, 2021b; Freire, 1969) and (Galloway, 2019), this lack of engagement with
others and the world renders students with a diminished consciousness of the
world around them: they have a naive consciousness or false perceptions which
prevent them from understanding the true nature of an oppressive society,
therefore weakening their ability to act and make changes (Freire, 1970; Gallo-
way, 2019).

Freire identifies knowledge transmission as a driver of societal oppression
(Freire, 1970). This is not because students are rendered passive objects, but be-
cause it encourages students to believe that they must rely upon the intellect of
others, instead of attending to their own intellect and acknowledging intellectual
equality between all people (Freire, 1970; Freire, 1969; Galloway, 2019). This is
demonstrated clearly in the observational research conducted by Lunevich over
the course of four years (Lunevich, 2021a). When considering the problem of
knowledge transmission, both Freire and Lunevich identify a lack of dialogue
between teachers and students as the source of difficulties (Freire, 1970; Lune-
vich, 2021b). Ranciere considers how the processes of explanation encourage the
flow of knowledge transmission. Students reply upon the explanations of others,
and in a sense, educational institutions are places where they grieve over the
breaking of their wills (Galloway, 2019). As with Freire, Ranciere cited in Lewis
(2012), describes how oppressive processes cascade throughout all of society’s
institutions, including those aimed at countering inequality (Lewis, 2012). Ac-
cording to Freire and Ranciere, charitable organisations may be well-intentioned,
but the way they transmit their ideas through systems of explanation acts to rep-
licate rather than diminish inequality (Lewis, 2012; Boronski, 2021).

Critical digital pedagogy’s emphasis is on the idea that educational materials
should enforce the will of the student so that they attend to their own intellectual

capability, rather than stimulate dialogue around preselected problems, thus en-
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couraging dialogue between teacher and students (Biggs, 2011; Blunt, 2019; Lu-
nevich, 2021a, 2021b). The educational philosopher Martin Blumer, who influ-
enced Freire and Ranciere, discusses the idea that love might transform sub-
ject-object relationships into relationships between subjects (Buber, 2011). Ac-
cording to Buber, cited in Galloway (Galloway, 2019), such an equitable rela-
tionship identifies the liberatory educator as one who loves their students. In
such a relationship, hope, trust and critical thinking might encourage dialogue,
social reflection and action in response to material problems (Buber, 2011; Gal-
loway, 2019; Lunevich, 2021a, 2021b). Furthermore, emancipation emerges in
this dialogue: the identification of knowledge about our shared problems mani-
fests alongside trust and solidarity, such that the risks necessary to effect social
change might be taken (Freire, 1970; Blunt, 2019).

4. Connected Knowledge and Connective Learning

4.1. Blended Learning Environment

Learning may be not fully controlled by learners and teachers because rapidly
changing environments and innovations in learning technology often go beyond
their perceptions and expectations. Dreamson (2021) pointed out that learning
means not what they must learn but how to learn and evaluate the new envi-
ronment and information (Dreamson, 2021). Siemens (2004) and Dreamson
(2021) proposed connectivism as a new learning theory for the digital age (Sie-
mens, 2004). According to the theory, learning resides outside us in the know-
ledge that is distributed across the networked environment. If knowledge exists
distributed among multiple agents, the hierarchical relationship between student
and teacher becomes invalid and undesirable. From the perspective of connec-
tivism, learning occurs when learners actuate knowledge through their connec-
tion with learning communities in the network (Siemens, 2004) and nodes (Sie-
mens, 2004; Dreamson, 2021). A node is both form and formless, such as a re-
presentation of a substance, a digital form of any information, and a place where
social activities occur. In this case, learning is a process of creating connections
between communities and elaborating the network. According to Dreamson
(2021) and others, connectivism is a theory that requires learning focuses on the
connectivity between nodes (communities) and requires learning processes to
reflect the nature of connectedness where knowledge is distributed across nodes
(Dreamson, 2021). It creates the notion of “know where”, that learning is to
teach learners to know where they can find knowledge when needed in a net-
worked learning environment (Dreamson, 2021).

Knowledge is “created” and re-created by students and teachers in their class-
rooms, thus reinforcing an open and equitable relationship of dialogue and en-
gagement, as opposed to the passive student and the privileged teachers of the
banking model of education (Holloway, 2002; Cowden, 2019). Therefore, the
classroom is understood as a connected space to society, and the learning that

takes place therein is part and parcel of cultural formulation (Crowther, 2022;
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Boronski, 2021). Creating opportunities to reflect on and question power played
out by the context of the classroom authority figures in the immediate setting
provides opportunities to expose students to ideas about privilege and disadvan-
tage (Lewis, 2012; Boronski, 2021).

Thus, a Freirian outlook would combine this recognition of a critical con-
sciousness with the need for concrete action. As students become aware of how
social, economic and political systems work and become conscious of themselves
as agents, they can identify and critique this form of domination and control
(Galloway, 2019; Cowden, 2019). This logic has shaped contemporary notions of
transformation (Luke, 2017; Jackson, 2008) which, in turn, have influenced the
concept of “pedagogical action”—the belief that all students bring something of
value to the learning space, hence the need for a pedagogic curriculum which
incorporates and draws on all sources of knowledge (Boronski, 2021; Galloway,
2019; Lunevich, 2021b).

Previous discussions considered the position that the classroom is an influen-
tial, discursive space for the enactment of critical pedagogy, suggesting that the
power dynamic therein is inherently political and therefore the basis to explore
inequality, social justice and preproduction (Lewis, 2012; Luke, 2017). The class-
room is also a space that offers real-life connections to how society functions, in
which ideological and economic drivers and the potential to be a change-maker
therein are also considered. A further important factor is the role of the teacher,
who key thinkers have argued occupies the role of intellectuals bringing about
(potential) social change in an effort to construct and deconstruct knowledge
production (Freire, 1970; Freire, 1969; Buber, 2011). Some offer a more pro-
found idea of teaching, arguing that radical critical teaching is needed where
teachers are able to examine how universities are engaged in shaping the ideolo-
gy and material conditions that contribute to relationships embedded in domi-
nation and struggle (Freire, 1970; Boronski, 2021; OECD, 2021).

4.2. Education Is a Moral Enterprise

Education must be a moral enterprise, not merely a route to employment and a
servant to the economy (Boronski, 2021; Traxler, 2021). Boronski and others
pointed out that education should be subordinate to the desire for profit, as the
outcome of such an imbalanced relationship will inevitably result in a society
losing its moral grounding (Boronski, 2021; Tricia, 2021). Above all, education
should focus on the transformation of students and teachers and the creation of
a better world for all, not just for the few (Boronski, 2021; Freire, 1969). Borons-
ki noted that this will involve a change in the relationship between teachers and
the state, between teacher and students, and between students and the state (Bo-
ronski, 2021). In this system, students are encouraged to become reflective
learners, able to think critically about the current conditions of the world as well
as to imagine how to make it a better place for all. Students need to learn how to

use their knowledge for the benefit of humanity, where the idea of achievement
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and being an educated person is linked to problem-solving skills in collaboration
with others (Boronski, 2021; Freire, 1969; Lunevich, 2021a, 2021b). Students can
learn digital literacy skills known as the 4C of 21*-century skills. It is believed
that ethical issues and concerns are directly associated with individual learners’
actions and consequences of technology use in developing the 4C (Dreamson,
2021). According to Dreamson (2021), ethical interventions cannot be integrated
into digital literacy education, rather, ethical use of technology remains within
individuals’ discretion and capacity (Dreamson, 2021; Boronski, 2021).

Boronski (2021) highlighted that Greta Thunberg has brought to the fore sev-
eral key methods in which education should be made relevant and truly globa-
lised—clear evidence of her growing “critical consciousness” (Boronski, 2021).
This is opposite to the neoliberal narrative that education has become just
another element in the gradual but effective conversation of public goods into
private assets, creating new sources of profit for the wealthy (Boronski, 2021;
Blake, 2003; Blunt, 2019). As Harvey (2007) states, “neoliberalism has, in short,
become hegemonic as a mode of discourse and has pervasive effects on ways of
thought and political-economic practices to the point where it has become in-
corporated into the commonsense way we interpret, live in, and understand the
world” (Harvey, 2007). Can education remain relevant? Can it mitigate the im-
pacts of neoliberal austerity? Thunberg certainly encourages us to doubt com-
monly held assumptions about our (limited) potential to change society, instead,
challenging us to take responsibility for formulating and enacting alternatives
whilst responding to each other and our shared concerns (Galloway, 2019; Bo-
ronski, 2021).

5. Conclusion

Critical Digital Pedagogy, no matter how we define it, has a central place in the
discussion of how learning is changing in the 21st century because Critical Digi-
tal Pedagogy is primarily concerned with an equitable distribution of power and
creates better community. If students live in a culture that digitizes and educates
them through a screen, they require an education that empowers them in that
sphere and offers new opportunities for human connectivity. From the perspec-
tives of both critical pedagogy and critical digital pedagogy, there is no fixed
curriculum, but rather an evolving consciousness of problems that need ad-
dressing such as teaching practices, teacher-student interaction, as well as the
skills needed for a challenging world for both teachers and students. More “em-
pirical research” is needed to explore ways in which technology and virtual en-
vironment provide learning benefits. Far too much work in education starts with
tools, when what we need to start with is humans in order for education remain

relevant.
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