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Abstract  

One of the challenges that special schools face is how to make judgements concerning the 

recontextualization of a mainstream national curriculum (NC) into a format believed to meet 

the specific needs of pupils in different social groups. This is against pressure to ensure that 

NC demands are met in the absence of special school curricula. Therefore, this study 

explored how teachers made such judgments at the level of four special schools for pupils 

with social, emotional, and behavioural difficulties (SEBD). The study explored the ways in 

which NC recontextualization meshed with the broader ways in which social relations are 

constructed.  

Bernstein’s (1990) pedagogic device which holds that knowledge recontextualization opens 

up spaces in which ideology can play was used to examine how social relations influenced 

the ways in which teachers made their judgements. The findings from this transnational 

study suggested that ideology influenced teachers’ judgements, which resulted in the 

transformation of the implicit hidden curriculum located in the mainstream NC into an explicit 

special school curriculum. The modality of pedagogic discourse that emerged was a 

dominant regulative discourse with a suspended instructional discourse. This pattern 

emerged even though all four schools in this study, two in England and two in South Africa, 

are arrayed differently contextually in their respective countries.  

Findings also suggested that pupils with SEBD are not disadvantaged by a curriculum 

different from a mainstream NC. It appeared that pupils benefited from an explicit hidden 

curriculum that facilitated progress in relation to their starting points. The mainstream NC 

with academically aligned progression on a year-on-year basis appeared ill-suited to the 

particular needs of pupils in this study. Therefore, the study has thrown up a suggestion for a 

special school curriculum that takes into account the specific needs of pupils from different 

social groups; arising from further transnational studies. 
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Chapter 1: Introduction to Study 

1.1 Introduction  

One of the challenges teachers in special schools face is how to make judgements 

concerning the recontextualization of a mainstream national curriculum (NC) into a format 

they believe will meet the specific needs of these pupils against pressure to ensure that NC 

demands are met. To date there have been no studies that examined the judgements that 

teachers make in curriculum recontextualization at the level of special schools.  

This study, therefore, embarked on discovering truths (Cohen et al, 2007) about this process 

as there is no special school curriculum in England or in the second country in this study, 

that is, South Africa. Neither does there appear to be a formal special school NC elsewhere 

internationally.  

Since the advent of inclusive education in 1945, when the League of Nations adopted the 

right of every citizen to appropriate education, differentiation of the mainstream curriculum 

has been advocated for pupils with special educational needs (SEN) but primarily under a 

broad umbrella of inclusive education in mainstream settings (DfEE, 2001, DfE, 2011; DoE, 

2001). Whilst differentiation has been promulgated, there is still a growing pressure for 

special schools to follow a core curriculum similar to the one applied in mainstream schools 

(Jenkinson, 1997), including those for pupils with social, emotional and behavioural 

difficulties (SEBD) like the schools in this study. This pressure emerges because national 

curricula (NC) are generally ‘subject to some degree of government regulatory control of the 

curriculum, either at a national or state level' (NIER, 1999, p.149) as countries with a 

national education structure: 

... exhibit a range of national regulations, from the complete control of all aspects of 

student outcomes and curriculum implementation, including time allocations, 

subjects, and assessments ...  to curriculum and administrative guidelines  (p.149). 

It appears that the education system that is governed by the legislative demands of the NC 

is too inflexible to accommodate a broad range of needs and the curriculum demands are 

often completely inappropriate for children with behavioural needs (MacBeath et al, 2004). 

How to differentiate this mainstream NC for pupils with SEN remains an issue for teachers in 

special schools because dilemmas and difficulties are encountered in designing a common 

curriculum that will meet all pupils' needs (Wang, 2009).  

Such dilemmas are compounded by the underperformance of pupils in special schools for 

SEBD. For instance, data from a battery of baseline assessments on entry for pupils at the 

school that I was based in at the start of this study suggested that all pupils were 

underperforming in relation to nationally chronologically benchmarked expectations by a few 

months to ten years below their chronological ages. Other authors have provided reasons for 

this pattern, for example, ‘children and young people with SEBD experience notable 

difficulties in learning' (Cooper, 1999d in Medcalf, 2010, p.2).  

National statistics in England seem to support the notion of underperformance of pupils with 

SEBD and generally those who fall under a broad umbrella of SEN. For instance, evidence 

suggests that pupils with SEN are less likely to achieve five or more A* to C grade GCSEs or 
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equivalent (level 2 qualification) by the age of 19 than pupils with no identified SEN (DfE, 

2011). The SEN Green Paper: Support and Aspirations (DfE, 2011) suggested that some 

groups of pupils with SEN are much further behind and compared with their peers, children 

and young people who have SEN are considerably more likely to be at risk of poorer 

outcomes. They are less likely to achieve well at school and are four times less likely to 

participate in higher education, frequently leave school with few qualifications and are much 

more likely than other children to become unemployed or economically inactive in the future 

(European Commission 2012) . 

According to Porter et al (2008) attainment data for children at key stage 1 (KS1 – years 1, 2 

and 3) revealed that fewer children than those with no SEN achieved level 2 (which is the 

expected level of attainment at the end of key stage 1 in England). Their study reported that 

key stage 2 (years 4, 5 and 6) data provided a similar profile.  

At the time of this study, there were no similar statistics for children with SEN in South Africa 

to make a comparison with. However, global trends appear to suggest the same patterns as 

evidenced in studies done in other countries. For instance, Nolan (n.d.) in a paper for 

UNICEF on ‘Barriers and Opportunities in Serbia’ noted that even when students with 

special needs are included in some type of education in Serbia their results show that they 

are underperforming.  

Discovering the Truth about NC Recontextualization  

In addition to deductive, inductive, and inductive-deductive reasoning experiences used in 

search of the truth, a further means by which we set out to discover the truth is by research 

(Cohen et al, 2007). The systematic, controlled, empirical and self-corrective features of 

such research was a structured and consistent approach that brought to bear on an 

exploration of curriculum adaptation and its subsequent relocation at the level of schools in 

this study. Thus, bringing order to what appears as fragmented curriculum worlds of these 

pupils with SEBD, in the absence of a special school curriculum, which in effect is their 

social reality and that of the teachers in this study. 

1.2 Research Design and Methods 

This study was a single case study with embedded units. Accordingly, this study investigated 

the process by which the NC is adapted in four special schools for pupils with SEBD (two in 

England and two in South Africa) and explored the ways in which NC recontextualization 

meshed with the broader ways in which relations are constructed. This was done taking into 

account social relations that influenced the ways in which teachers made judgements about 

curriculum recontextualization in the special schools in this study. In the context of this study, 

relations refer to social relations that may be implicit or explicit.  

The embedded units in the case study were England and South Africa and each of these 

embedded units had further-embedded subunits, that is, two schools in each of the 

countries. The case study was exploratory in nature because an examination of the ways in 

which teachers in special schools make judgements about curriculum recontextualization 

has not been previously conducted. It also bore characteristics of an instrumental case study 

because it intended to contribute to the systemic and pedagogic discourse theories. Issues 
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were looked at in depth, contexts scrutinised and ordinary activities detailed (Stake, 1995) in 

a transnational study of two countries.  

The numbers of transnational studies in education seem to be on the rise, in particular those 

relating to curriculum development. Analysis of research and development projects indicated 

that they focused on the effectiveness of the curriculum (NIER, 1999). Such research is 

undertaken at the institutional, national, local, and international levels, and the findings 

appear to be used to improve the curriculum. Examples of such transnational studies in the 

past are as follows: 

• student performance (proficiency in languages in France, India, and Lao PDR); 

• mathematics and science (Japan, India, and Korea);  

• effectiveness of teaching/learning materials such as studies on the use of textbooks 

(Sri Lanka and China) (NIER, 1999, p.249). 

In a comparative study of educational research in China and the United States, Zhaoa et al 

(2008) lauds the benefits of transnational studies and remarked that ‘educators and 

policymakers have become increasingly aware of the importance of understanding the 

educational practices of other nations for a number of reasons’ (p.1), which are: 

(a) to assess the relative standing of their own education outcomes as an indicator of 

global economic competitiveness; (b) to learn from other nations’ policies and 

educational practices in order to improve their own; and (c) to understand their own 

strengths and weaknesses in relation to other nations in order to identify areas of 

improvement (p.3). 

More recently it has been argued by Crossley (2012) that: 

… the global impact of large-scale international surveys of student achievement 

helps to legitimize such developments and there is rapidly increasing evidence of the 

dramatic impact of such survey and related league table findings upon educational 

policy and practice worldwide (p.6). 

However, there appears to have been fewer such transnational studies on special education 

and none concerning curriculum recontextualization in special schools. The few studies that 

have been conducted on special education have related to review of literature, the 

occurrence and distribution of children with SEN, and inclusive education policies and 

practices. For instance, Mitchell (2010) conducted a review of international trends in the 

education of pupils with SEN across several countries. The purpose of the review was to 

outline international trends in the education of children with SEN in order to inform the New 

Zealand’s Ministry of Education’s review of SEN. Amongst other things, the review examined 

curriculum, pedagogy and assessments. One of the conclusions was that national curricula 

and assessment regimes should be accessible to children with SEN, taking into account the 

principles of universal design for learning. Another was that educational provision systems 

should be reformed so that education fits the child and not vice versa. This view supports 

one of the findings in this study, which is discussed later in Chapter 8 of this thesis, that is, a 

suggestion for a special school curriculum. However, whilst Mitchell’s study gave attention to 
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curriculum, pedagogy and assessment, this was largely done comparing the types of 

systems in the respective countries in his study. The review did not seem to cover the ways 

in which teachers in special schools make judgements in curriculum recontextualization. 

In another instance, Sebrechts’ (2012) study was not concerned with the specifics of 

curriculum construction and recontextualization but rather with education systems. His study 

was a comparative study of education systems and parental guidance services in Belgium, 

Norway, the Netherlands and England. One of the conclusions was that social and economic 

factors are relevant within the educational field of children with SEN. This notion is explored 

further in Chapter 4 in this thesis on the archaeology of the social group of ‘other’ pupils in 

this study. 

This study therefore aimed to build on the overall body of evidence for curriculum 

construction for pupils with SEN. The research question in this study was thus: 

How do teachers in special schools for pupils with SEBD, two in England, and two in 

South Africa make judgements about curriculum recontextualization? 

The study also aimed at arriving at an understanding or as close as possible to an 

understanding of the particular context within which, ‘participants act and the influence this 

context has on their actions’ (Maxwell, 2005, p.22). This was arguably the intellectual goal of 

the study, which focuses on ‘understanding something, gaining some insight into what is 

going on and why this is happening’ (p.21), all four of which was aimed for as pertaining to 

curriculum recontextualization in the special schools in this study. 

1.3 Background to Study 

1.3.1 Personal Background to Study 

In this section, I provide a brief overview of my personal circumstances and details of 

reasons for this study. This is because it was important that I recognized and took account of 

the personal goals that drove and informed this research seeing that eradicating or 

submerging my personal goals and concerns was impossible, and attempting to do so was 

unnecessary (Maxwell, 2005). However, what was necessary was for me to become aware 

of these concerns and how they could possibly influence this study research. These are 

addressed during the course of the thesis. 

I am currently the Head of Development for a private organization that provides care in 

children’s homes for looked after children (LAC) and education for some of these pupils and 

day pupils from various Local Authorities. When this study commenced I was the 

headteacher of two special schools for pupils with social, emotional and behavioural 

difficulties (SEBD) within the same organization. The pupils at these schools were 

permanently excluded from mainstream and other schools, were at risk of permanent 

exclusion in their previous schools, were missing from education, and looked after children 

(LAC).  

My interest in this research study thus resulted from direct involvement in and exposure to 

schools that appeared to be fundamentally driven by the ideological orientation of the 

organization. In addition, I wanted to compare recontextualization of the mainstream NC in 

countries in different cultural contexts that is developing and developed. The reason for the 
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choice of a comparative study between two schools in England and two schools in South 

Africa (SA) arose from dual nationalities, that is, South African and British. The choice of 

these schools worked out logistically because I travel regularly to SA and live in England.  

Having been exposed to education both here in England and in SA, it appeared that that 

there were factors at play in the process of recontextualization of a mainstream curriculum in 

special schools. In examining how teachers made judgements about curriculum 

recontextualization in special schools, I set out to gain a systemic global understanding of 

how the NC for mainstream schools is transformed into curricula for special schools.  

The schools in this study were selected because of similar ideological orientations. All four 

schools view the progress of pupils in relation to starting points on entry. This is in contrast 

with NC demands, that is, measuring progress in relation to attainment. Whilst all four 

schools are arrayed in parallel ideologically regardless of their geographical location, they 

are arrayed differently contextually in their respective countries, one a developing, the other 

a developed. 

In addition, I had adopted what I thought was an ecosystemic conceptual framework for 

operationalization in special schools that I have led to date. However, it became evident 

early in the consideration of a research topic that this notion of an ecosystemic way of 

working in special schools had been primarily concerned with explicit interpersonal 

relationships between the subsystems of pupils’ environments and not majorly concerned 

with social relations. This was also evidenced by the first pilot study (see details of pilot 

studies in Chapter 3). In conducting this study, I was thus also hoping to arrive at an 

understanding of how social relations beyond interpersonal relations and interactions 

influence the judgements that teachers in special schools make about the 

recontextualization of the NC in special schools, if at all.  

1.3.2 A Natural History of Social Science 

A natural history of social science emerged from a journey in search of a conceptual 

framework that would facilitate the examination of how teachers in the four schools in this 

study made judgements about the recontextualization of the NC. At the outset, there had 

been consideration of the use of an ecosystemic model. The ecosystemic theory has as one 

of its basic tenets the notion of relations between the subsystems of a child’s environment 

(Apter, 1982; Hobbs, 1982; Bronfenbrenner, 1979).  

In my initial foray into the works of ecosystemic theorists, I had largely focused on 

interpersonal interactions between all those who influence and or come into face-to-face 

contact and interactions with children because of my constructions of systemic relations I 

had assumed from literature. This was because the literature I perused focused on these 

types of relations to the exclusion of wider-influencing social relations. This appears to be 

largely the case, possibly because there has been a persistent reluctance on the part of 

many psychologists to consider the social world beyond interpersonal interaction in particular 

settings (Daniels, 2005). 

Furthermore, despite the significance attributed to the role of relations in the ecosystemic 

approach, there seems to be an absence of a framework that identifies the nature of 

pedagogic relations between the various components of a child’s schooling ecosystem as 
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evidenced through my first pilot study. Bronfenbrenner (1979) offers a symbolic 

representation of the layers of an ecosystem using an illustration of onion rings but he does 

not theorise the relations between the layers of onion rings. Yet, the principle of 

interconnectedness is a crucial feature of the ecosystem and implies that relations with 

subsystems beyond the micro-systems are significant as is attested by Bronfenbrenner’s 

claim as follows: 

 ... the principle of interconnectedness is seen as applying not only within settings, 

but those in which the developing person actually participates  and those that he may 

never enter but in which events occur that affect what happens in the person’s 

immediate environment (p.7). 

Pupils’ engagement with education thus appears to be largely mediated by those 

interconnectedness phenomena, that is, explicit and implicit social relations that control, 

dictate and order the processes of transmission and acquisition. Furthermore, it could be 

argued that these social relations define the theories of instructions (TI) in schools. Indeed, it 

appears that the implicit social relations that governed pedagogic relations quite often 

occurred in discursive spaces that were not visible to pupils, yet these, implicit relations 

borne in such spaces invisible to pupils appeared definitive and seemed to regulate explicit 

relations that were visible to pupils.  

The findings from this study suggest that what goes on in the classroom in the presence of 

pupils is not a standalone phenomenon. It appears to be the culmination of shaping, 

influencing, defining, guiding, and instructing by the protagonists of school governance, 

either in the immediate macro-institutional layer of the school’s social structure or from 

governance by a wider local, national, and international macro-institutional level. This 

viewpoint seems to be supported by Cooper et al (1994) who postulated that ‘human beings 

are neither wholly free, in an existential sense, to behave as they choose, nor is their 

behaviour wholly determined by environmental forces’ (p.88). Instead, ‘human beings exist 

within a social web, rather like a biological ecosystem, in which the individual’s behaviour 

and development is both constrained by, and a constraining force upon, the behaviour and 

development of others with whom he/she interacts’ (p.88). 

In addition, the impact of social relations and the design of theory of instruction shaped by 

phenomena unique to schools by virtue of the characteristics of their school population on 

the development of the child appeared to have far-reaching consequences as attested by 

Cole (1996) as follows: 

... this notion of context recognises the power of social institutions relative to 

individuals and the potential of individuals to change the environments that condition 

their lives ... On the one hand, aspects of the ‘macro’ level serve as 

constraints/resources in constituting context. On the other hand, each situation is 

idiosyncratic in the mix of resources/constraints brought to bear and hence there is 

no strict determination of the consequences of action that results (p.143). 

Exploring how teachers made their judgements in curriculum recontextualization 

necessitated looking at the ripple effect of factors in or changes within sub-systems in which  

the child is not even present (Meadows, 2010) from the macro-institutional state levels to the 

micro-interactional local school levels. The study was not just concerned with the forms of 
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knowledge that are relocated at the micro-interactional level in special schools, but was also 

concerned with the ways in which teachers made their judgements about recontextualization 

that resulted in the forms of knowledge at micro-interactional levels. It was concerned with 

exploring social relations within a broader framework that extends beyond the micro-

interactional processes of teacher-pupil interpersonal relations.  

Bernstein’s (1975, 1990, 2000) theory in contrast with the ecosystemic theory revealed a 

comprehensive discourse (Atkinson, 2001) on the social relations that inform pedagogic 

discourses. His model of pedagogic discourse (Bernstein, 1990, 1996) permitted a 

‘comprehensive sociological analysis of the processes and relationships, which characterise 

curriculum development at the macro and micro levels’ (Morais, 2006, p.10). It also allowed 

an exploration of the autonomy, which is given to teachers within the educational system. 

Many studies and reviews have drawn on Bernstein’s theory (Holland, 1986; Sadovnik, 

1995; Atkinson, 2001; Morais and Neves, 2001, Morais, 2006, Bourne, 2008). For instance, 

Daniels (1987) explored the process of educational transmission. Bernstein’s (1990, 2000) 

theory also appeared to be widely used in the South African context (Parker and Adler, 

2005; Swanson, 2004; Hoadley, 2005; Bertram, 2008).   

Despite various criticisms levelled at the Bernstinian paradigm (King, 1976, 1981; Karabel 

and Halsey, 1977; Harker and May, 1993; Danzig, 1995), Bernstein’s theoretical project was 

of enormous significance to an analysis of the reproduction of knowledge via schooling 

institutions (Castells, 2000 in Singh, 2002). He presented a delicate and rigorous conceptual 

framework for researching pedagogy (Hoadley, 2005) and a range of researchers 

internationally have provided empirical evidence to support the theory (see Daniels, 2001; 

Singh, 1997; Atkinson, 1985, Sadovnik, 1995). His model ‘seeks to show the multiple and 

complex relations which intervene in the production and reproduction of such discourse’ 

(Morais, 2006, p.8). 

In South Africa, Bertram (2008) explored how History knowledge was recontextualized in 

mainstream schools. Bertram was interested in the ways in which the official policy message 

is re-interpreted and recontextualized at various points of the implementation process, 

specifically in relation to History. However, this study was not concerned with the 

recontextualization of knowledge in any specific subject or learning area; it was concerned 

with the process of transformation of the curriculum in its entirety, that is, it aimed to explore 

the process of reconfiguration of the whole curriculum in special schools for pupils with 

SEBD. Whereas Bertram located her study within a specific case of curriculum change, that 

of the History curriculum in the secondary school, this study examined discourses at a time 

of current overall curriculum reform both in England and in South Africa. It also examined 

discourses against a background of how the identities of the modalities of pupils in the 

special schools in this study have been historically constructed and the ways in which these 

were recontextualized in each of the two countries in this study. 

1.4 Overview of Conceptual Framework for Study 

The conceptual framework was a formulation of what I thought was going on with the 

phenomena I chose to study, a tentative theory of what was happening (Miles and 

Huberman, 1994 in Maxwell, 2005). It comprised the language that facilitated analysis of 

data about the phenomena in this study, both empirically and theoretically. The study was 
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thus located in an empirical field and a theoretical field (Bertram, 2008). The empirical field 

was curriculum recontextualization. The theoretical challenge was to theorize how the 

everyday aspect of pedagogic discourse is provided in different settings and how it mediated 

engagement with the social relations of its site of production and their setting (Daniels, 

2001). This theorization thus facilitated the compilation of the system of concepts, 

assumptions, expectations, beliefs, and theories that supported and informed the research 

(Maxwell, 2005).  

The conceptual framework also explained, either graphically or in narrative form, the main 

things to be studied, that is, the key factors, concepts, or variables and the presumed 

relationships (Miles and Huberman, 1994, in Maxwell, 2005). An integrated framework was 

thus compiled for coding social relations at the micro-interactional and macro-institutional 

levels that influenced and shaped, or not, the process of recontextualization of a mainstream 

NC at the four special schools in this study and which subsequently either explicitly or 

implicitly came to bear on instructional and regulative practices at classroom level. The 

integrated conceptual framework told an enlightening story about the phenomena, one that 

gave new insights and broadened the understanding of the phenomena (Maxwell, 2005). 

The function of theory in the research design thus informed the rest of the design. It helped 

to 'assess goals, develop and select realistic and relevant research questions and methods, 

and identify potential validity threats to conclusions' (p.33). 

In this study, Bernstein’s theory (1975, 1990), which ‘opens the way to new perspectives in 

educational research and created an internal language of description that allows sound and 

fruitful empirical work’ (Morais, 2006, p.5) was used. His theory was used to devise the 

internal language of description and the work of Bertram (2008), Hoadley (2005) and Daniels 

(1987) were drawn from to devise an external language of description. The external 

language of description that was developed thus contributed to the activation of Bernstein’s 

internal language (Morais, 2006).   

The basic precepts of Bernstein’s theories (1975, 1990, 2000) are contained in Chapter 2 of 

this thesis but are also interspersed throughout the thesis. In summary, Bernstein was 

concerned with the theorizing of pedagogic discourse, which describes the relay of 

pedagogy. Pedagogic discourse is constituted by instructional discourse embedded in a 

regulative discourse. Instructional discourse is concerned with the transmission and 

acquisition of specific competences, skills and knowledge. Regulative discourse on the other 

hand is concerned with the expectations of character, conduct and manner. 

Two key concepts classification (C) and framing (F), which refer respectively to power and 

control (Hoadley, 2005) were used by Bernstein to provide a language for the description of 

pedagogic discourse. The concept of classification is used to determine the underlying 

principle of a social division of labour and the concept of framing is used to determine the 

principle of its social relations. Classification is also defined at the most general level as the 

relation between categories (Daniels, 2001). ‘The relation between categories is given by 

their degree of insulation’ (p.136). Framing refers to the control on communicative practices 

(selection, sequencing, pacing, and evaluative criteria) in pedagogical relations, whether 

they are relations between parents and children or teacher and pupils or micro-interactional 

and macro-institutional levels as has been the case in this study. Here, framing has also 
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been taken to mean the extent of control in relations between macro-institutional levels and 

teachers. 

Classification and framing formed the basis of the internal language of description for the 

study. They were used across the different levels of the study both at macro-institutional and 

micro-interactional levels. These concepts provided a specific language for analysing data 

on school descriptions, curriculum modalities, pedagogic practices and the judgements that 

teachers made regarding curriculum recontextualization. Curriculum in this study was taken 

to mean: 

• Knowledge organization (KO) 

• Knowledge modalities (KM) 

• Internal organization IO (theory of instruction {TI}) 

In addition, Bernstein’s (1975) concepts instrumental and expressive orders (see Chapter 2) 

from his earlier work were used to frame the modalities of curriculum in a whole-school-

macro-context. In developing a framework for coding social relations, I was also interested in 

the extent to which the theory of instruction (TI), that is the internal organization of the 

school, was influenced and shaped explicitly and implicitly by the schools’ ideological 

positioning; and identifying the social relations that already existed either by plan or 

coincidence because inevitably, the TI influences instructional and regulative practices in 

schools (Daniels, 1987).  

A crucial aspect of Bernstein’s theory (1990) in relation to this study was two fields of the 

pedagogic device, that is, recontextualization (at the macro-institutional state level) and 

reproduction (at the micro-interactional level of schools) and the discursive gaps that opened 

up between these two fields when knowledge was relayed from the former to the latter fields. 

Knowledge is realized through three message systems, that is, curriculum, pedagogy, and 

assessment (Bernstein, 1990). The TI was also a significant part of the conceptualization of 

social relations within the schools. This was especially at the levels of reproduction because 

the TI is a crucial recontextualized discourse as it regulates the orderings of pedagogic 

practice, constructs the model of the pedagogic subject (the acquirer), the model of the 

transmitter, the model of the pedagogic context and the model of communicative pedagogic 

competence. I was particularly interested in the discursive gaps that opened up between the 

two fields of the pedagogic device, viewing teachers as agents of recontextualization in 

these gaps as illustrated in Figure 1.1. 
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Figure 1: Framework for Study: adapted from Bernstein (1990) 
 
 
 
 
 
 
 
 
 
                                   M. O. K.                                                      M.O.K 
 
 
 
 
 
 
 

 

 

M.O.K. - Movement of Knowledge 

The figure above illustrates the path of knowledge from where it is produced by society in 

Field A to where it is transmitted by schools in Field C. Studies have thus far looked at this 

process in relation to a mainstream NC. It appears that no studies to date have traced how a 

mainstream NC has been reconfigured into a special school curriculum. Therefore, I was 

interested in finding out how teachers in special schools in Field C adapt the curriculum from 

Field B. So, what was it that happened in the gap between B and C that influenced teachers' 

choices? How were judgements made about how to recontextualize a mainstream NC into a 

format teachers believe will meet the specific needs of pupils in special schools against 

pressure to ensure that NC demands were met? How did ideology influence their 

judgements, if at all? 

Ideology in this study has been defined as a complex set of interacting values and beliefs 

that influence not only curriculum choices but also the way in which relationships are made 

and realised (Bernstein, 2000). It is also thus a social relation, which influences these 

choices and realisation of relationships.   

Therefore, ideology appeared to influence pedagogic discourse. Pedagogic discourse itself 

is constructed by a principle, recontextualization, which selectively appropriates, relocates, 

refocuses and relates other discourses to constitute its own order (Daniels, 2001); an 

ideological process through which this takes place (Bernstein, 1990). The Bernsteinian 

approach holds that the process of recontextualization opens up a gap between sites in 

which ideology can play.  

This study was thus concerned with how ideology at different levels from macro-state to 

macro-school to micro-school influenced teacher judgements. The study was also concerned 

with the fundamental constitution and application of a dominant regulative discourse (RD) 
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with an embedded instructional discourse (ID) as this pattern also emerged at all four 

schools in the second pilot study and seemed to support Bernstein's postulations about 

pedagogic discourse. I was also interested in exploring further the dominant life skills 

rationale that emerged from the school description model. Therefore, I envisaged that this 

study would help me find answers to how teachers in special schools for pupils with SEBD 

adapt a mainstream NC into a format with a dominant life skill rationale and a dominant RD. 

This study commenced at Field C, made a journey to establish the forms of macro-state 

discourse in Field B then returned to Field C. At Field C there was an examination of 

teachers' pedagogic practices. An examination was then made about how teachers made 

judgements in the gap between Field B and Field C in arriving at the forms of 

recontextualized discourse seen at the level of their classrooms that is at the micro-

interactional levels. Field A was not within the scope of this study. However, further research 

taking all three fields of the pedagogic device into consideration could contribute to 

discourses concerning curriculum recontextualization in special schools. 

I expected that this study would provide me with props for the analysis of curricula in a group 

of schools in the more strategic role that I have started moving towards. Thus, these goals 

were the personal goals (Maxwell, 2005) for this study. They motivated me to do this study; 

they included a desire to change the existing situation for curriculum recontextualization; I 

was curious about this specific phenomenon and wanted to advance my career. 

Furthermore, it was expected that the findings and recommendations of this study will 

provide a useful tool for educationalists in making judgements about how to recontextualize 

a mainstream national curriculum into a format that we believe will meet the specific needs 

of pupils with SEN. This is especially given the current focus on improving provision for 

pupils with SEN in both England and South Africa. 

1.5 The structure of this thesis 

Chapters 2 and 3 made up the analytical framework for the study, that is, the internal 

language of description and the research design in each of the chapters respectively. 

Chapter 3 concluded with details of the two pilot studies that were undertaken to refine the 

research design. 

The identities of the types of pupils in the four schools in this study have been constructed 

differently and these constructions appeared to have been taken up differently historically. 

Chapter 4 traces what has been termed the archaeology of ‘otherness’ which examines 

these constructions and how they were taken up in England and South Africa in order to set 

the context for the current forms of curricula they received during the period of this study. It 

suggests ways in which the ‘otherness’ of the pupils in this study have been constructed, 

that is how they had been placed in a particular social group of pupils with SEBD. It also 

suggests ways in which this these identities have been historically recontextualized in 

special schools that is the modalities of curriculum pupils like these had been given access 

to historically in both countries. 

Chapter 5 presented macro-institutional state discourse and macro-institutional school 

discourses in the respective countries as pertaining to the forms of knowledge organization, 

knowledge modalities, and the internal organization of two of the schools in this study. 
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The findings from analysis of pedagogic practices at the micro-interactional level of individual 

classrooms in the reproduction field are presented in Chapter 6. Findings are presented from 

the analysis of four Literacy lessons, one in each school. However, only findings from two 

lessons are discussed in detail. Chapter 7 examines how two Literacy teachers arrived at the 

forms of pedagogic discourse in their respective schools in the respective countries, that is, 

how they made their judgements in the recontextualization of the mainstream NC into 

special school curricula at the level of their schools. 

Chapter 8 concludes the study with a summary of findings and conclusions. It also examines 

empirical and theoretical implications and finally makes recommendations that emerged from 

this study.  
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Chapter 2: Theoretical Field 

2.1 Introduction to Chapter 

In the introduction to this study, it was noted that a natural history of social science 

developed. As such there was recourse to Bernstein’s theory on pedagogic discourse  

(1990, 2000) in particular to recontextualization of knowledge, its transformation into 

pedagogic practices and the use of his ‘classification’ and ‘framing’ which form different code 

modalities of pedagogic discourse and pedagogic practice. Classification and framing codes 

can provide a language, which describes relationships, interactions, and pedagogic practice 

(Cause 2010). They can provide a language to analyse and describe how the knowledge 

that learners develop is relayed, constructed, and then realized by the pupil (acquirer). It 

helps researchers discover how the content pupils learn becomes legitimatised, controlled 

and formed. Cause maintains also that one can use the concepts or principles used in 

Bernstein’s recontextualizing theory to explore the recontextualizing agents in the school  

that is, the teachers in this study who made judgements on how to recontextualize a special 

school curriculum from a mainstream national curriculum at the level of their special schools. 

Using Bernstein’s theory helps one to examine the actual transformation of what the school 

deems worthy of learning, from the pedagogic recontextualization field (PRF) to the official 

recontextualization field (ORF), to the teacher, and then from the teacher through to the 

realization of student (Cause, 2010). In addition, the language that Bernstein (2000) has 

developed allows researchers to take measures of institutional modality, that is, to describe 

and position the discursive, organizational, and interactional practice of the institution 

(Daniels, 2012). His model is one that is designed to relate macro-institutional forms to 

micro-interactional levels and the underlying rules of communicative competence. This was 

particularly useful seeing that the scope of this study is to examine how teachers in special 

schools make judgements on how to recontextualize a mainstream curriculum from the 

macro-institutional levels to the micro-interactional levels.  

Chapter 1 introduced Bernstein’s theory (1975, 1990, 1996, 2000). This chapter provides a 

more comprehensive exposition of Bernstein’s pedagogic discourse, pedagogic device, and 

the subsequent recontextualized discourses. It frames the theoretical field of the study and 

together with the following methodology chapter provides the analytical framework for the 

study.  

This chapter first examines the core components of Bernstein’s theory on pedagogic 

discourse then focuses on an exposition of the recontextualization process. It also examines 

the forms of knowledge in the two types of curriculum modalities that emerge from the 

recontextualization process and uses Bernstein’s concepts instrumental and expressive 

orders from his earlier work (1975) to frame the modalities of curriculum in a whole-school-

macro-context. These provide the internal language of description for the study. Bernstein’s 

‘classification’ and ‘framing’ are used across the different phases of the study and provide a 

specific language for analysing data on school descriptions, curriculum modalities and 

pedagogic practices and the judgements that teachers make in recontextualizing a 

curriculum. 

 

http://www.sciencedirect.com/science/article/pii/S2210656112000037#bb0255
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2.2 Background to Bernstein’s Theory 

The most sustained and original attempt to conceptualise school knowledge is that 

developed by Basil Bernstein (1971, 2000) (Young, 2011), one of the greatest sociologists of 

the 20th century who inspired several generations of researchers, educators and students all 

over the world (Morais, 2006). His legacy will keep modelling the way in which we 

understand the social world (Davies, 2001 in Morais, 2006) even though major battles 

continue to be raged about the sociological category into which his theory falls. For instance, 

Sadovnik (2001) felt that although structuralist in its approach, Bernstein’s sociology drew on 

the essential theoretical orientations in the field, that is, Durkheimian, Weberian and 

interactionist whilst others have seen his work as the harbinger of a new synthesis (Karabel 

and Halsey, 1977 in Sadovnik, 2001).  

Sadovnik (1991) also argued that Bernstein is often portrayed as a neo-Marxist, a 

functionalist, a Weberian conflict theorist, or an interactionist new sociologist of education. 

Cause (2010) on the other hand iterated that his theories cannot be viewed as belonging to 

a categorical box named ‘structuralism’ or ‘positivism’ with strong boundaries. The concepts 

from his theories need to be viewed as more flexible than this as often they have a 

functionalist nature to them (Wilkes, 1990 in Cause, 2010).  

Marx and Mead also inspired much of Bernstein’s work, although it was not as palpable as 

the influence of Durkheim (Dickinson and Erben, 1995 in Cause, 2010). However, as argued 

by Cause, not entirely as such a claim would undervalue the potential of his contribution to 

the field of education and would convey a homogenous view of his work, constraining the 

possibilities of his theories. According to Cause although most heavily influenced by 

Durkheim, many themes of Bourdieu and Foucault run through Bernstein’s work. For 

example, like Bourdieu and Foucault, Bernstein was concerned with the principles of cultural 

and social reproduction and the contexts, conditions and environments, which form or 

influence these. Whilst on the face of it the intellectual projects of Bernstein and Bourdieu 

have a great degree of similarity (Harker and May, 1993) one of the main differences 

between their projects can be seen in the degree of influence that Durkheim had on 

Bernstein’s work. Bernstein’s theories drew mainly from Durkheim’s analysis of complex and 

simple forms of social organization when describing the organization of schools and the 

influences this has on the individual and personal identity of the child (Jenks, 1995). 

Bernstein himself clarified that he: 

... used Durkheim and Marx at the macro level and Mead at the micro level, to realize 

a sociolinguistic thesis which could meet with a range of work in anthropology, 

linguistics, sociology and psychology (Bernstein, 1972, in Daniels, 2001, p.133). 

Bernstein’s recourse to Mead and subsequent building on Mead’s theory offered a way of 

looking at how recontextualization took place from the macro-institutional levels to the micro-

interactional levels. Where Mead left gaps in her theory on the ways in which society 

constructs different social roles and transforms individual identity Bernstein combined 

empirical and theoretical research to explicate the differences between individual and 

personal identity (Cause, 2010). Cause argues that he ‘… defined the explicit contexts, 

processes, and conditions in society that work to interiorize and exteriorize social 

relationships and shape the wider institutional and cultural situations that frame identity and 
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so, class and society’ (p.4). This assisted particularly in understanding how the ‘otherness’ of 

the social group in this study was constructed (see Chapter 4). In addition, Bernstein’s belief 

that in order to understand pedagogic discourse as a social and historical construction 

attention must be directed to the regulation of its structure, the social relations of its 

production and the various modes of its recontextualising as a practice (Daniels, 2012), was 

of direct relevance to this study. 

At a micro-level, his theory helps to bring into analysis the ways in which the teacher 

influences student learning through the control the teacher possesses over what is and is not 

transmitted through pedagogy, assessment, and curriculum. At the macro-level, it helps to 

illuminate the influence outside agencies have on what, how and when content is transmitted 

(Cause, 2010). This macro-to-micro or vice versa premise in Bernstein's work on the school 

shows his continuous engagement with the interrelations between changes in organizational 

form, changes in modes of control and changes in principles of communication (Daniels, 

2006). 

Bernstein’s early sociolinguistic work was highly controversial, as it discussed social class 

differences in language, that some labelled a deficit theory (Sadovnik, 2001); the deficit 

theory is the medical model used in Chapter 2 that is, seeing the needs of children as an 

illness requiring treatment and cure. Even though labelled by some as a deficit theory, it 

nonetheless raised crucial questions about the relationships among the social division of 

labour, the family and the school, and explored how these relationships affected differences 

in learning among the social classes. In his later work (Bernstein, 1977) began the difficult 

project of connecting power and class relations to the educational processes of the school 

(Sadovnik, 2001).  

Whereas class reproduction theorists, such as Bowles and Gintis, offered an overtly 

deterministic view of schools without describing or explaining what goes on in schools, 

Bernstein’s work connected the societal, institutional, interactional and intra-psychic levels of 

sociological analysis (Sadovnik, 2001). In addition, where most approaches in the sociology 

of knowledge and education focused on relations to knowledge, for example, class, 

Bernstein’s approach also focuses relations within knowledge (Maton, 2007). Instead of 

showing how identity shapes knowledge, his approach also revealed how knowledge itself 

specialises identity, consciousness, and relations. Furthermore, using Bernstein’s theory 

allowed power relationships to be brought into the analysis so that the concepts that 

illuminate significant influences in the shaping of knowledge could be examined, 

distinguishing, rather than dichotomizing different transmission structures (Cause, 2010).  

2.3 Bernstein and Pedagogic Discourse 

Bernstein’s model of pedagogic discourse is directly centred on the ‘what’ that is transmitted 

as educational knowledge and with it, he has developed a theory about the production and 

reproduction of pedagogic discourse. To summarise, pedagogic discourse is an ensemble of 

rules or procedures for the production and circulation of knowledge within pedagogic 

interactions. It is a principle for appropriating other discourses and bringing them into special 

relation with each other for the purposes of their selective transmission and acquisition. 

According to Bernstein (1996), the basic idea was to view pedagogic discourse as arising 
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out of the action of a group of specialised agents operating in specialised setting in terms of 

the interests, often competing, of this setting.  

It does not have a discourse of its own but draws from others and relocates them within 

itself; and is fully dependent upon others drawn from outside of itself in forming its own. It is 

not a discourse per se but a principle of recontextualization, that is, a principle or rule that 

embeds the instructional discourse in a regulative discourse. Regulative discourse (RD) is 

the dominant discourse, which produces order for instructional discourse (ID) and at the 

most abstract level it provides and legitimizes the official rules regulating order, relation, and 

identity. 

The principles and distinctive features of instructional discourse and its practice are relatively 

clear (the what and how of the specific skills/competences to be acquired and their relation 

to each other) (Daniels, 2012). However, on the other hand the principles and distinctive 

features of the transmission of the regulative discourse are less clear as this discourse is 

transmitted through various media and may be characterised as a diffused transmission. 

Bernstein argues that the tendency is to separate these discourses as moral and 

instructional discourses, or to see them as ideologically penetrated rather than to regard 

them as one embedded discourse producing one embedded inseparable text. Yet: 

... the grammar of pedagogic discourse (the underlying ordering principle) condenses 

competence into order and order into competence (Bernstein, 1990, p.188). 

He argues further that the grammar which produces the internal orderings of pedagogic 

discourse is not a grammar for specializing a specific discourse but a principle for delocating, 

relocating and refocusing other specialized discourses, bringing them into a new relation 

with each other and introducing a new temporal, internal ordering. Furthermore: 

... pedagogic discourse is constituted by what we shall call a recontextualizing 

grammar. This grammar necessarily transforms, in the process of constituting its new 

orderings, the appropriated discourses into imaginary discourses and thus creates a 

space for the play of ideology (p.189). 

Thus, this recontextualizing grammar, the grammar of appropriation, is linked to the levels of 

pedagogic practice by realisation rules. These realisation rules are derived from theories of 

instruction (implicit or explicit). 

The theories of instruction (TI) are themselves necessary to form ID/RD and are themselves 

constituted by recontextualizing principles, which regulate the internal orderings, temporal 

and contextual realisations of the discourses of pedagogic practices. Changes in the TI can 

thus: 

... have consequences for the ordering of pedagogic discourse and for the ordering of 

pedagogic practice ... we can distinguish between two modalities of theories of 

instruction, one oriented to the logic of transmission, and one oriented to the logic of 

acquisition. The former will privilege graded performances of the pedagogic 

discourse, the latter will privilege shared competences of the acquirer (Bernstein, 

1990, p.189). 
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2.4 The Pedagogic Device 

Of crucial significance to this study is what Bernstein (1990, 1996, 2000) conceptualised as 

the pedagogic device which he described as the ordering and disordering principles of the 

pedagogising of knowledge. He posited that this device constituted the relay or ensemble of 

rules or procedures via which knowledge (intellectual, practical, expressive, official or local 

knowledge) is converted into pedagogic communication (Singh, 2002). The pedagogic 

device makes the transformation of power into differently specialised subjects possible 

through the distribution and regulation of knowledges and the discourses such knowledges 

presuppose (Bernstein, 1990). ‘It provides the generative principles of the privileging texts of 

school knowledge through three interrelated rules: distributive, recontextualizing, and 

evaluative, which are hierarchically related’ (Singh, 2002, p.2).  

The distributive rules make different forms of knowledge and govern the institutional 

practices and the upper echelons of government. The recontextualizing rules make up 

official knowledge and refer to the rules or procedures through which educational knowledge 

is moved from one educational site to another (Bernstein 1996). The evaluative rules, make 

up pedagogic practices as they define what is to be transmitted (Bernstein, 1990). 

Evaluation rules are embedded in pedagogic practices and regulate recognition of what 

counts as valid acquisition of instructional (curricular content) and regulative (social conduct, 

character and manner) texts. 

Bernstein posits that there are three fundamental, crucial, interdependent fields of 

educational discourse, practice, and organization, which have a relation to the rules, which 

constitute the pedagogic device. Singh (1997) suggested that Bernstein’s concept of field is 

similar to that proposed by Bourdieu. These were a ‘social space of conflict and competition, 

an arena in which participants vie to establish monopoly over the species of capital effective 

in it and the power to decree the hierarchy and ‘conversion rates’ between all forms of 

authority in the field of power’ (Singh, 1997, p.3).  

Figure 2.1 Fields of the Pedagogic Device 

 

 

 

 

IG: Ideology at play in discursive gaps between fields of the device 

Such social spaces of conflict in which there is battle for power, could be said to be 

Bernstein’s fields of production, recontextualization and reproduction of knowledge which are 

hierarchically related and through which pedagogic discourse is produced. When a 

curriculum moves from one place to the other, it is recontextualized because it is inevitable 
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of conflict, that is, within the fields of the pedagogic device, the process of 

recontextualization opens up discursive gaps between the fields in which ideology is at play.  

In the first field, the field of production, the process through which a text is developed and 

positioned is termed by Bernstein as primary textualization. This term refers to the process 

through which new ideas are selectively created, modified, and changed and where 

specialized discourses are developed, modified, or changed. This context creates the 

intellectual field of the educational system, which is the field of production of discourse 

(Cause, 2010). The field of reproduction of discourse with its various levels, agencies, 

positions and practices is referred to by Bernstein (1996) as the selective reproduction of 

educational discourses and distinguishes between four levels, that is, tertiary, secondary, 

primary and pre-school. Within each level, there may be some degree of specialization. The 

field of reproduction is the field where pedagogic practices reside, that is, at the micro-

interactional levels of classrooms.  

Located between the production and reproduction fields, the recontextualizing principle 

creates recontextualizing fields, in which agents recontextualize discourses in order to create 

a pedagogical discourse (Bernstein, 2000). The recontextualization field is a field in which 

positions, agents, and practices are concerned with the movements of texts/practices from 

the production field to the reproduction field of discursive reproduction. The major activity of 

recontextualizing fields is the constituting of the ‘what’ and ‘how’ of pedagogic discourse. 

The recontextualization field is divided into two sub-fields, that is, the official 

recontextualizing field (ORF) and the pedagogic recontextualizing field (PRF).  

The former includes specialized departments and sub-agencies of the state and local 

education authorities or districts together with their research and system of inspectors. The 

latter includes university and polytechnic departments of education, colleges of education 

together with their research and private foundations (Bernstein, 2000).  

Official pedagogic discourse (OPD) emerges from the ORF not only impacting upon 

curriculum and classroom practices, but also offering different forms of specialized 

consciousness, thus helping to construct different identities for different categories of 

learners (Bernstein, 2000). Which pedagogic discourse is appropriated in classrooms 

depends more and more today upon the dominant ideology in the ORF and upon the relative 

autonomy of the PRF (Bernstein, 1990). The dominant ideology of the ORF is transmitted to 

the PRF and reproduction fields through the ORF’s OPD.  

2.5 Regulative Discourse in the Pedagogic Device 

According to Gamble and Hoadley, (2011) the regulative discourse is possibly most 

comprehensively conceptualised in the pedagogic device where Bernstein outlines the 

structure enabling the transformation of knowledge into pedagogic communication. They 

argue that readers of the work around the pedagogic device are often puzzled by the 

positioning of pedagogic discourse in the pedagogic device. However, according to them the 

formulation of an instructional discourse embedded in a regulative discourse, which, 

emanated from classroom research, is lifted analytically to the level of curriculum, that is, the 

recontextualizing rule, while pedagogic practice resides at the level of the evaluative rules. 

What was previously pedagogic discourse as a framing relation (Bernstein, 1990 in Gamble 
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and Hoadley, 2011) is now transformed into pedagogic discourse generated by a 

recontextualizing principle. 

Gamble and Hoadley argue further that an Althusserian influence is discernible in this 

positioning of pedagogic discourse where Bernstein signals the ideological nature of the 

choices that construct curriculum that is no discourse moves without ideology at play. 

According to them, the recontextualizing functions then become the means whereby a 

specific discourse is created and formally we move from a recontextualizing principle to a 

recontextualising field with agents with practising ideologies. 

The moral order of the device becomes an ideological order and the effect of the dominant 

ideological order on curriculum and thus on classroom practice is stated unambiguously 

(Gamble and Hoadley, 2011); often people in schools and in classrooms make a distinction 

between what they call transmission of skills and the transmission of values (Bernstein, 

2000). Bernstein posited that these are always kept apart as if it were a conspiracy to 

disguise the fact that there is only one discourse. However, in his opinion there is only one 

discourse, not two, because the secret voice of this device is to disguise the fact that there is 

only one. 

In this way the social (ideological) nature of the moral order is brought strongly to the fore, 

both in its regulation over what counts as character, conduct and manner (for example, what 

counts as responsible citizenship) and in its regulation over classroom practice (Gamble and 

Hoadley, 2011). Through pedagogic discourse, the original discourse of a subject passes 

through ideological screens as it takes on its new form. Regulative discourse in this account 

regulates both the what and the how of the instructional. 

In relation to the what, the process of recontextualising involves the selective appropriation, 

relocation, refocusing and relating of a discourse as it moves from its site of production to 

become a school subject (Bernstein, 2000) so that: 

 ... the rules of order of physics in the school (selection, relation, sequence and pace) 

are a function of the regulative discourse (p.34). 

The how of instructional discourse is affected by the pedagogical ideology that inheres in a 

particular theory of instruction (for example, behaviourism or constructivism). This also 

belongs to a regulative discourse through the kinds of decisions that are made about 

selection, sequence, pace and relation of the knowledge to be pedagogised (Gamble and 

Hoadley, 2011); the level of control of transmitter or acquirer over  selection, sequence and 

pacing thus signalling categorization into either a performance or competence model.  

Pedagogic discourse then becomes part of the recontextualising rules; hence, a structural 

similarity is created between pedagogic discourse at the level of recontextualising (the 

constitution of the curriculum OPD) and pedagogic discourse at the level of reproduction (the 

classroom). The relation between them, like the relation between the recontextualising rules 

and the evaluative rules, is hierarchical (Gamble and Hoadley, 2011).   

According to Gamble and Hoadley control over the device means control over educational 

ideology at play; these implications can thus be seen in the structuring of pedagogic 
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discourse as it is recontextualized and in the materiality of what happens in the classroom - 

this, within the same conceptual structure.  

The main agents appropriating the recontextualized discourse from the field of 

recontextualization to the field of reproduction (schools) are teachers themselves. Therefore, 

the main agents operating in the discursive gaps between the recontextualization and 

reproduction fields are teachers who appeared to act on the discursive traces left by history 

influenced by existing supra-ordinate ideologies. For example, in Chapter 4 on the 

construction of the identities of the particular types of pupils in this study,  Foucault’s 

‘archaeology’ (1980) was used to conduct a historical trace of discourses that influenced and 

shaped the construction of ‘otherness’ and how such constructions were acted upon at the 

micro-interactional levels. This trace revealed the discursive traces left from the initial use of 

the medical discourse and the subsequent use of the social discourse. However, even 

though Bernstein (1990) has posited teachers as the main agents in the reproduction field, it 

appears that his theory has not covered the actual role that teachers play in the process of 

recontextualization of knowledge from the recontextualization field to the reproduction field. 

Neither do his discourses theorise how teachers act in the discursive gaps. 

What transpires in the discursive gaps between the two, that is, how they make judgements 

on what knowledge to adopt from OPD for special schools in the case of this study has not 

been previously researched. Therefore, this study aims to build on what transpires in these 

discursive gaps by exploring how teachers make judgements on how to recontextualize OPD 

or more specifically the mainstream national curriculum into a format they believe will meet 

the unique needs of their pupils at the level of their special schools. 

2.6 The Field of Reproduction in the Pedagogic device 

Bernstein (1990) focused upon two levels in the field of reproduction that is at the level of the 

school: a structural level (classification) and an interactional level (framing). The structural 

level is analyzed in terms of the social division of labour it creates and the interactional level 

with the form of social relation it creates (Daniels, 1987). Even though it was not Bernstein’s 

original intention to design these terms which researchers could use as a framework for 

distinguishing and describing classroom practice (Cause, 2010) these concepts had 

research relevance independent of its role in his theory. Cause argues that the formulation 

has an important function in his theory. One can also draw from these terms for research 

relevance as the logic of these concepts provide a language from which classroom practice 

can be described. As such, they appeared to provide a sound basis for analysing power 

relations and principles of control within the educational organizations in this study that is the 

four special schools.  

Bernstein’s concepts of classification and framing, which are at the heart of his theory of 

curriculum (Sadovnik, 2001), help create an understanding of the curriculum (Jaffer, 2010). 

According to Jaffer the educational researcher starts to understand relationships between 

different variations of classification and framing, the evolution of knowledge and some of the 

consequences of these variations on different groups. In as far as, ‘framing’ is concerned: 

... for the educational researcher, one can draw from his concept of framing to 

illuminate the power relations behind communication in pedagogic relationships. It 

can provide a language of description from which we can understand what learners 
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have access to, and what they do not. It refers to how meanings in the classroom are 

constructed, made public and the nature of the social relationships behind putting it 

together (p.5). 

His most recent development of his code theory can help the educational researcher to 

analyze the social processes within educational organizations (Cause, 2010). It can then 

offer a language of description from which to understand and describe the construction 

(framing and classification) of three message systems, that is, curriculum, pedagogy and 

assessment. These three message systems instrumentalise the realizing of knowledge. 

According to Cause, analysing the strength of boundaries maintained in a school 

(classification) and analysing the range of options teachers or students have, or the control 

they have over what is and is not taught (strength of framing) can help researchers better 

understand the ways in which knowledge is relayed and formed at the level of the pupil.  

To summarise, classification at the structural level refers to the degree of boundary 

maintenance between contents (Bernstein, 1971) and the nature of the differentiation of the 

content of one subject compared with others. In cases where the content of the subject is 

well insulated from the content of others by strong boundaries, classification is thus strong. 

Where there is reduced insulation of content and the boundaries of the subject are weak or 

blurred, classification is weak. Thus, the social division of labour is analysed in terms of 

strength of the boundary of its divisions, that is, with respect to the degree of specialization 

(Daniels, 2001).  

Within a school, the social division of labour is complex where there is an array of 

specialized subjects, teachers and pupils, and it is relatively simple where there is a 

reduction in the specialization of teachers, pupils, and subjects (Daniels, 2001). Therefore, 

the key concept at the structural level is the concept of boundary, and structures are 

distinguished in terms of their boundary arrangements and their power supports and 

legitimations (Bernstein, 1996). Thus, classification is the critical distinctive feature of the 

division of educational knowledge. 

Framing at the interactional level on the other hand refers to the specific pedagogical 

relationship between the teacher and the pupil. It refers to the degree of control teacher and 

pupil possess over the selection, organization and pacing of the knowledge transmitted and 

received in the pedagogical relationship. It also can refer to the timing of curriculum content 

in the sense of what content is taught when, and what takes priority over the other therefore 

analyzing the strength of framing in an educational organization can help illuminate the 

power particular agencies have over what, when and how knowledge is learnt (Cause, 

2010). ‘The interactional level emerges as the regulation of the transmission/acquisition 

relation between teacher and taught: that is, the interactional level comes to refer to the 

pedagogic context and the social relations of the classroom or its equivalent’ (Daniels, 2001, 

p.8). In the case of this study, framing has also been applied to the relations between 

teachers and macro-school and macro-state levels.  

The interactional level then gives the principle of the learning context through which the 

social division of labour, that is classification in Bernstein's terms, speaks (Daniels, 2001). In 

the school, framing can be used to refer to the strength of the boundary between what may 

be transmitted and what may not be transmitted in the pedagogic relationships (Walford, 
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1995 in Cause, 2010). For the educational researcher, one can draw from his concept of 

framing to illuminate the power relations behind communication in pedagogic relationships 

(Cause, 2010). 

Framing also refers to ‘how meanings in the classroom are constructed, made public and the 

nature of the social relationships behind putting it together’ (p.5). At the level of the 

classroom, it referred to the relationship between the teacher and the student and the 

degree of autonomy each person has in that relationship in regards to what the learner has 

access to, when content is taught, how that content is prioritized and the physiological and 

environmental factors in which the learning takes place (Bernstein, 2000). At the level of 

macro-school and macro-state, in the case of this study, it referred to the level of autonomy 

that teachers had in relation to macro-levels. Through the strength of framing, students learn 

what questions can be asked and when, and what is more valuable than the other (Cause, 

2010). For instance, in a classroom where students are only allowed to speak at certain 

times, the framing could be described as strong. 

On the other hand as argued by Cause the same classroom may have weak framing in 

regards to the pacing of subject content such as when students exert autonomy over when 

they can complete tasks. The student learns that only certain kinds of questions can be put 

at any one time, and the teacher learns to provide a certain kind of answer; thus as frame 

strength over pacing changes, so does answering and questioning behaviour (Bernstein, 

1975). Therefore, it is in this way that the educational researcher can start to understand 

ways in which the curriculum is primarily socially constructed, through the choices leaders 

and teachers have when constructing the curriculum. Some subjects are given special status 

over others; there is nothing intrinsic about how educational time is used; or the status of the 

various contents or the relation between the contents. 

Bernstein (1971) has argued that depending on the specific strength of classification and 

frames within schools, curriculum is generally rigid, differentiating, hierarchical and highly 

resistant to change. Where the theory of instruction (TI) gives rise to a strong classification 

and strong framing of the pedagogic practice it is expected that there will be a separation of 

discourses (school subjects) and an emphasis upon acquisition of specialized skills (Daniels, 

2006). The highly classified and highly framed structures of the traditional subjects, like 

physics and chemistry, provide for pupils who are university bound, but for those who are 

not, these subjects can be seen as meaningless (Bernstein, 1971).  

2.7 Curriculum Boundaries 

There are a number of distinctive aspects to how Bernstein uses the idea of boundary, all of 

which can be traced back to Durkheim (Moore, 2004 in Young, 2011). Firstly, ‘boundaries 

refer to the relations between contents and not the knowledge contents themselves’ (Young, 

2011, p.153). Secondly, Young argues: ‘… although strong boundaries have traditionally 

been expressed in disciplines and subjects, from Bernstein’s perspective, this is a historical 

fact, and the disciplines and subjects that we know are not the only form that strong 

boundaries can take’ (p.153). Thirdly, ‘strong boundaries between contents will have 

distributional consequences; in other words, they will be associated with certain inequalities 

of outcomes’ (p.153). Fourthly, ‘whether it is associated with creating new knowledge (in the 
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university) or extending the acquisition of powerful knowledge to new groups of learners, 

innovation will involve crossing boundaries and calling identities into question’ (p.153).  

The curriculum may then be analysed as an example of a social division of labour and 

pedagogic practice as its constituent social relations through which the specialization of that 

social division (subjects, units of the curriculum) are transmitted and expected to be acquired 

(Daniels, 2006). Power may be described in terms of classification which is manifested in 

category relations which themselves generate recognition rules whereas control may spoken 

of in terms of framing which is manifested in pedagogic communication governed by 

realisation rules. The distribution of power and principles of control differently specialise 

structural features and their pedagogic communicative relays. 

2.8 Modalities of Curriculum  

A code of educational knowledge is a principle which models a given curriculum, pedagogy 

and evaluation, and as such, the typology of pedagogic codes (invisible reality) derives from 

the distinction between the types of curriculum (visible reality) (Bernstein, 1971). Using the 

concepts of classification and framing, Bernstein (1996) contrasted two modalities of 

curriculum that is a performance model and a competence model. In this study, these 

modalities of curriculum have been applied to the archaeology of how pupil differences were 

taken up at the micro-interactional level historically and in an examination of the 

recontextualized special school curriculum. The models have also been used to classify the 

forms of recontextualized curricula that 'other' pupils in special schools in this study are 

currently receiving. Bernstein used these two models to describe how knowledge was 

recontextualized that can be seen as two opposing forms of power (classification) and 

control (framing) (Ivinson, 2002). Competence models were characterised by weak 

classification and framing and resulted in few explicit instructional structures. On the other 

hand, performance models were characterised by explicit instructional structures and strong 

classification. Figure 2.2 sums up the discussion that follows on the differences between the 

two modalities of curriculum that is the performance and competence. 
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Figure 2.2 Curriculum Models         
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C + + (very strong classification); C - - (very weak classification) 

There were three modes within each model as illustrated in the table below: 

Figure 2.3 Curriculum Modes adapted from Singh (1997) 

Competence Model Liberal-progressive Populist Radical 

 Child-centred 
primary curricula 

Separatist curricula 
(for example, feminine 
or 
culturally specific 
content and methods) 
 

Critical pedagogies 
 

Performance Model Singular Regional Generic 

 History 
Physics 
Mathematics 
 

Studies in Society and 
Environment 
Cultural Studies 
 

Competency-based 
education 
 

 

However, Bernstein suggests these pedagogic codes of curricula organisation are rarely 

actualised in the pure forms described in the mode (Singh, 1997). For example, as argued 

by Singh, radical instructional practice may be embedded within liberal-progressive practice, 

whereas pupil learning may be evaluated in generic pedagogic terms because within any 

classroom we would expect to find a patterning of practice which might lean more towards 

one of these modalities than the other. 

2.8.1 Performance Model 

'A performance model of pedagogic practice and context places the emphasis upon a 

specific output of the acquirer, upon a particular text the acquirer is expected to construct, 

and upon the specialized skills necessary to the production of this specific output, text or 

product' (Bernstein, 1996, pp.57-58). Performance models are underpinned by the principle 

that things should be kept apart. In performance models, learners are required to produce a 

specific output and they are therefore evaluated based on what is absent from their output, 

that is, the shortfall between their output and the text to be reproduced; evaluative criteria 

are explicit, as is a teacher's control over pupil activity (Barrett, 2004). ‘Although fewer of the 

students' personal attributes, intentions and style are used as criteria for control, students 

Performance Model Competence Model 

School Knowledge 
Vertical 
Visible 
Explicit 
Logic of Transmission 
Collection Code 

Everyday Knowledge 
Horizontal 
Invisible 
Implicit 
Logic of Acquisition 
Integrated Code  
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became easily classified as successful and less successful, precisely because the subject 

(discipline) criteria were publicly available’ (Ivinson, 2002, p.6).  

Performance pedagogies emphasize deficits in students’ knowledge and students are 

stratified according to performance that is subject to grading by the teacher (Jaffer, 2010). 

These pedagogies are not concerned with the specific nature of individual students, are 

explicit about what students are expected to know and what they don’t know and the control 

of teaching and learning is explicit (Jaffer, 2010). Performance pedagogy is considered a 

visible pedagogy since both the evaluative criteria and the control over pedagogy is made 

explicit to the student. 

Bernstein (1996) also distinguished the performance model from the competence model in 

terms of differences that result from the variations in the framing and classification, that is, 

open and closed systems. The performance model is a closed strongly classified curriculum 

that is a collection type. Here the learner has to collect a group of favoured contents in order 

to satisfy some criteria of evaluation and all subjects are taught in isolation of each other with 

strong boundaries separating subject content (Bernstein, 1996). Framing tends to be strong 

in a collection code because there are reduced options available to teacher and students 

concerning the control of what is transmitted and acquired in the context of the pedagogic 

relation. 

Performance models as argued by Barrett (2004) are sustained and permeated by a context 

of competition. According to Barrett, competitive instruments, such as league tables and the 

quasi-marketisation of education have contributed towards creating and maintaining a 

climate of performativity, which unsurprisingly has resulted in failing schools as well as the 

vaunted winners of the badge of excellence.   

2.8.2 Competence Model 
 
In contrast to performance pedagogies, the nature of the individual student is central to 

competence pedagogies and individual differences as opposed to deficits in knowledge are 

emphasized (Jaffer, 2010). The attainment of the individual’s innate competence rather than 

performance is the object of this form of pedagogy. Competence models are characterised 

by a great measure of control of the acquirer over selection, sequence and pace and by 

implicit recognition and realisation rules (Bernstein, 1996). Students are distinguished by 

their individual differences and creativity rather than stratified according to performance 

(Jaffer, 2010). Jaffer argues that the role of the teacher is that of manager of the learning 

context and the students actively construct meaning for themselves. Competence pedagogy 

is also considered an invisible pedagogy since both the evaluative criteria and the control 

over pedagogy is implicit; control is diffused through interpersonal relations between the 

learner and the teacher (Barrett, 2004).  

In an open curriculum, which Bernstein (1996) called an integrated curriculum type, that is, a 

weakly classified curriculum, the subjects are not isolated from each other and the 

boundaries between them are broken down, relationships are drawn between them. 

Therefore, unlike the performance model, the competence model holds that things should be 

kept together. The practice of the competence model is dependent on teachers being 

allowed autonomy and having an internalised sense of their moral responsibility (Osborn et 

al, 2000). In an integration code, framing tends to be weaker, that is teachers and students 
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have a range of options in the context of the pedagogic relation. A change from collection 

codes to integration codes may correspond to a change in the form of control and yet power 

relations are not altered (Bernstein, 1996). 

When knowledge is recontextualized according to competence models, surveillance is 

centred more directly on the intentions, attributes, and individuality of the student, and less 

on the criteria attributable to specialist discourses (Ivinson, 2002). Evaluation is oriented 

towards celebration of what is present in the learner’s output rather than pointing out what is 

absent and as a result evaluation criteria are not made explicit.  The transmitter requires an 

extended education in competence educational theories (Barrett, 2004).  

2.9 Relations between Knowledge and Production 

Whether a performance or competence model is selected with their different modalities of 

knowledge organization and knowledge transmission has been related to production. Bonal 

and Rambla (2003 in Singh et al, 2010) argued that in flexible capitalism rapid production 

and circulation of knowledge becomes a crucial input for economic performance. According 

to them: 

... knowledge becomes a raw material for the production process and earns 

tangibility. Although knowledge changes rapidly, it becomes an instrumental input for 

capital accumulation. The market shapes what is considered worthy or useless 

knowledge and also underlies the presence and the absence of its specific forms. 

Invisible pedagogies or competence models of pedagogy incorporated expressive 

and intangible forms of knowledge. Knowledge learned in educational institutions did 

not have to be necessarily linked to ‘work and life’ but to a specific habitus: that of the 

new middle class (p.250).  

Thus, according to them in this pedagogic model the market can have only an indirect (and 

invisible) impact on what is learned at the school and how it is learned. They argue further 

that the form of domination lies more in having access to a specific habitus than in 

possessing the necessary knowledge required by the market (Singh et al, 2010). A 

competence model is therefore a weak pedagogic modality for a type of economy that is or 

wants to be knowledge-driven and performance oriented.  

On the other hand, as argued by Singh et al, the fast transformation of knowledge and the 

rapid changes in their economic applications require a generic rather than a specialised 

orientation of performance. According to them specialised discourses appear and disappear 

as fast as the market values them. They argue further that at the same time, the content and 

form of specialised discourses change because specialists themselves redefine them 

constantly and because the production of new knowledge and its access become crucial 

aspects for market access and competitiveness. In summary generic forms of knowledge 

appear to be more suitable to knowledge-driven economies. Nevertheless, the generic 

dimension of a performance-oriented pedagogy is also related to work relations, work 

conditions and the type of expected identities in the knowledge-economy. Here, according to 

Singh et al (2010), the key aspect to consider is the social consequences of economic short-

termism: replacement and disappearance. These, as Bernstein points out, are the main 

characteristics of work content. Traditional forms of knowledge do not inform work content 

anymore and the crucial aspect of worker’s socialisation is trainability (Singh et al, 2010).  
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2.10 Modalities of Knowledge 

In his later work Bernstein (2000) moved from a focus on relations between domains to the 

structure of the domains themselves by introducing a distinction between vertical and 

horizontal knowledge structures (Young, 2011). Young posits that this distinction refers to 

the way that different domains of knowledge embody different ideas of how knowledge 

progresses. According to Young, whereas in vertical knowledge structures (typically the 

natural sciences) knowledge progresses towards higher levels of abstraction (for example, 

from Newton’s laws of gravity to Einstein’s theory of relativity), in horizontal (or as Bernstein 

expresses it, segmental) knowledge structures like the social sciences and humanities, 

knowledge progresses by developing new languages which pose new problems.  

Young (2011) argues further that Bernstein’s primary interest was in developing a language 

for thinking about different curriculum possibilities and their implications. Young posits that 

Bernstein’s second crucial argument was to make the link between knowledge structures, 

boundaries, and learner identities. Bernstein’s hypothesis was that strong boundaries 

between knowledge domains and between school and non-school knowledge play a crucial 

role in supporting learner identities and therefore are a condition for learners to make 

progress.  

Bernstein (1996) also distinguished between the competence and performance models in 

terms of these horizontal and vertical knowledge discourses respectively. The former 

everyday or commonsense knowledge discourse, consisting of a reservoir of local 

communalised segments defined in contexts of use (Moore and Muller, 1999) is 

characteristic of the competence model whereas the latter is school or professional 

knowledge, which is characteristic of the performance model. Bernstein (1996) made further 

distinctions within the vertical knowledge discourse in the performance model itself that is 

between the horizontal and hierarchical knowledge structures. He elaborated as follows: 

... a coherent, explicit and systematically principled structure which is either 

hierarchically organised as in the sciences (hierarchical knowledge structure), or 

takes the form of a series of specialised languages as in the social sciences and 

humanities (horizontal knowledge structure) (Bernstein, 2000, p.157).  

Figure 2.4 illustrates the vertical and horizontal knowledge discourses in the respective 

models. 
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Figure 2.4 Knowledge Structure Discourses in Different Modalities of Curriculums 

                       C ++                                                          C - - 

 

 

 

 

 

 

 

 

To sum up, Bernstein began by conceptualising boundaries of knowledge in terms of two 

dimensions. Firstly, he distinguished between the classification of knowledge and the 

framing of knowledge (Young, 2011). Secondly, according to Young, Bernstein proposed 

that classification of knowledge can be strong when domains are highly insulated from each 

other as in the case of physics and history. Or, it could be weak when there are low levels of 

insulation between domains (as in humanities or science curricula). Similarly framing can be 

strong when school and non-school knowledge are insulated from each other. Or it could be 

weak, when the boundaries between school and non-school knowledge are blurred. 

For Bernstein, a fundamental distinction between what he called horizontal and vertical 

discourse is that the latter is integrated at the level of meanings allowing decontextualization. 

The former is at the level of (culturally specialised) segments binding the language to 

context. ‘A key characteristic of everyday categories is that they are largely learnt 

ostensively or by modelling, that is, by modes of discursive action that require the 

coincidence of time and space, for Bernstein placing a constraint on their distribution’ 

(Muller, 2007, p.4). Horizontal discourse is a form of sense making that is segmental and 

has no recontextualizing principle, that is, it has no principled way to extend the knowledge 

structure vertically (Young, 2011). All forms of vertical discourse have recontextualizing 

principles, and have thus what Bernstein calls knowledge structures. These 

recontextualizing principles differ, though Bernstein did not pursue their difference. Thus, 

these differences could be illuminated by studies of knowledge recontextualization in the 

future; such an exploration is not within the scope of this study. 

An additional distinction between the performance and competence models was that of the 

logic of transmission and logic of acquisition respectively in each of the modalities of 

curriculum models. With the logic of transmission, the emphasis was on the explicit effective 

ordering of the discourse to be acquired by the transmitter (Bernstein, 1990). Bernstein drew 

a distinction between conservative forms of teaching and their underlying behaviourist 

theories of learning with teaching and learning both focused on the individual and radical 

forms of teaching, which are based on social psychological theories of learning and focus on 

intergroup relations and outcomes (Davies et al, 2004). According to Bernstein (1990), both 
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these pedagogic practices emphasize the logic of transmission. On the other hand, with the 

logic of acquisition the emphasis was on child-centred pedagogy influenced by Piaget and 

Chomsky, with a focus on the individual. Bernstein (2003) also posits that with the logic of 

acquisition, the focus is upon the development of shared competences in which the acquirer 

is active in regulating an implicit facilitating practice.  

2.11 Implicit Hidden Knowledge 

In a performance model, knowledge is explicit whereas in a competence model, knowledge 

is implicit. Whilst the school curriculum is generally accepted as an explicit, conscious, 

formally planned course with specific objectives, in addition to this didactic curriculum, 

students experience an unwritten curriculum described by informality and lack of conscious 

planning (Kentli, 2009). This refers to a hidden curriculum that includes values, intergroup 

relations, and celebrations that enables students’ socialization process. This typifies 

Bernstein’s discourse on everyday knowledge (2000) that characterises the competence 

model; it is the implicit principles of the competence model in contrast with formal written 

explicit school knowledge that characterises the performance model. 

Durkheim observed that more is taught and learned in schools than specified in the 

established curriculum of textbooks and teacher manuals (Kentli, 2009), which is: 

... a whole system of rules in the school that predetermine the child’s conduct. He 

must come to class regularly; he must arrive at a specified time and with an 

appropriate bearing and attitude. He must not disrupt things in class. He must have 

learned his lessons, done his homework, and have done so reasonably well, etc. 

There are therefore a host of obligations that the child is required to shoulder. 

Together they constitute the discipline of the school. It is through the practice of 

school discipline that we can inculcate the spirit of discipline in the child (Durkheim, 

1961, in Kentli, 2009, p.2).  

Furthermore, schools have universalistic and particularistic hidden aspects that enable an 

unequal environment for students (Lynch, 1989 in Kentli, 2009). Although some of them are 

visible such as syllabuses, school time and exam procedures that might be accepted as 

universalistic, some of them such as social activities are hidden reward systems that might 

be accepted as particularistic (Durkheim, 1965 in Kentli, 2009). The hidden aspects have 

been classified by different terms historically however; they all appear to capture the same 

essence, that is, implicit, unwritten invisible knowledge. The table in Appendix 1 adapted 

from Kentli (2009) provides an overview of some views about what a hidden curriculum 

comprises. 

Bernstein (1996) argued that researchers tend to distinguish between the overt or official 

curriculum and the hidden or covert curriculum. However, according to him, there is only one 

discourse, that is, the regulative with an embedded instructional discourse. Therefore the 

hidden curriculum is akin to the regulative discourse, albeit in varying levels across the 

performance and competence models. Bernstein’s earlier work (1975) in which he used 

expressive and instrumental orders instead of regulative and instructional seems to have 

allowed for a greater level of fluidity in terms of classification of the hidden curriculum across 

the two modalities of curriculum. In the following section, the transition from the use of 
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‘expressive’ and instrumental’ orders to the use of ‘regulative’ and ‘instructional’ discourses 

is briefly outlined with a view to placing curriculum modalities in a wider school-context. 

2.12 Instrumental and Expressive Orders: Using the ‘Old’ to Align the ‘New’ 
Regulative and Instructional with Whole School Discourses 

In previous sections, differences between the modalities of the curriculum models have been 

discussed relating the differences in terms of the types, structuring and ordering of 

knowledge and boundaries between subjects; and the types of pedagogic practices 

associated with each of the respective models as contained in Bernstein’s later work. It 

appears that this did not specifically cover discourses at the level of the whole-school-macro-

level that is including the organization of teaching groups, teachers and pupils. Bernstein’s 

earlier work (1975) however, distinguished between modalities of knowledge and practices 

in schools in a broader manner using ‘expressive’ and ‘instrumental’ orders to categorise 

organizational forms in schools themselves. 

Earlier in this chapter, it was noted that according to Bernstein pedagogic discourse 

comprises a dominant regulative discourse with an embedded instructional discourse. The 

regulative discourse defines social conduct whilst the role of the instructional discourse is to 

create specialized skills and their relationship to each other. However, in earlier papers 

Bernstein (1975) referred to the instructional and regulative discourses as instrumental and 

expressive orders respectively. He drew on the language of Parsons whose concepts are 

located within a Durkheimian analysis in defining expressive and instrumental orders. 

Instrumental and expressive orders refer to the social structures, which control the 

transmission of skills and morals (Gamble and Hoadley, 2011).  

After Bernstein found an analogous typology in Halliday (1971 in Singh et al, 2010), he 

switched to the new instrumental and expressive language. According to Bernstein (1973), 

there are two distinct, but in practice inter-related complexes of behaviour, which the school 

is transmitting to the pupil: 

... that part concerned with character training and that part which is concerned with 

more formal learning. On the one hand the school is attempting to transmit to the 

pupil images of conduct character and manner; it does this by means of certain 

practices ... activities ... procedures and judgements. On the other hand, the school is 

transmitting to the pupil facts, procedures, practices and judgements necessary for 

the acquisition of specific skills ... in the humanities or Sciences (Bernstein, 1973, 

p.38). 

Whilst the specific skills in subjects like the Humanities and Sciences are often examinable 

and measurable by relatively objective means, the image of conduct, character and manner 

is not measurable in the same way. The expressive order of the school  is the  complex of 

behaviour and activities in the school which is to do with conduct, character and manner 

whereas the instrumental order of the school is the complex of behaviour, and the activities 

which generate it which is to do with the acquisition of specific skills (Bernstein, 1975). The 

instrumental order is divisive; it creates divisions between pupils and creates divisions 

between staff depending on the subject being taught, age, sex, social class of pupils. On the 
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other hand, the expressive order in transmitting an image of conduct, character, and manner 

tends to bind the whole school together. 

In the original formulation of classification and framing (Bernstein, 1971) the focus was on 

the transmission/acquisition of a competence (that is, a curriculum subject), with the original 

definition of framing in terms of the locus of control over the selection, sequencing, pacing 

and evaluative criteria of the discourse to be acquired (Hoadley and Gamble, 2011). In 

earlier work on the school (as discussed above) there had been a separation between the 

expressive order (the transmission of conduct, character and manner) and the instrumental 

order (the transmission of skills) but in the theorisation of classroom practice the ideological 

positioning inherent in the moral regulation of pedagogic practice was not explicit.  

Hierarchical relations and the concept of order were confounded with the more specific rules 

for the transmission of particular subject competences (Bernstein, 1996). It was Pedro’s 

(1981, in Gamble and Hoadley, 2011) simultaneous empirical analysis of classroom 

pedagogy in terms of a specific instructional discourse and a regulative discourse that led 

Bernstein to revise the concept of framing to refer to the control over two embedded 

discourses. According to Gamble and Hoadley, Bernstein thus made it possible with one 

conceptual language to describe the moral order regulating interaction in the classroom, or 

the moral order of the agency, or the relation between the moral order and instructional order 

or between the moral order of the agency and the external constraining moral order. 

However, in the context of this study, the later regulative and instructional discourses 

together with Bernstein’s (1975) earlier concepts, that is the instrumental and expressive 

order of the school provided a more macro-type categorisation of curriculum 

recontextualization at the micro-interactional level which included the wider organizational 

aspects of schools as social classifiers. Instrumental and expressive orders were seen as 

formal controls of discourse. Therefore, whilst it may be argued that Bernstein considered 

criticisms that were levelled against his work and hence further refined his theories drawing 

from theory and research (see Sadovnik, 2001) in his later work; his earlier work still had 

relevance to studies. Table 2.5 from Bernstein (1971) summarises a macro-view of 

curriculum modalities.  
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Table 2.5 Whole School Curriculum Modalities (adapted from Bernstein, 1975) 

 
Formal Controls 

 
Orders: Instrumental 

 
Mixing of Categories 

 
Purity of Categories 

 
Teaching groups:  
Heterogeneous: size and composition varied 
 
Pedagogy: 
Problem setting or creating 
Emphasizes ways of knowing 
 
Teachers: 
Teaching roles co-operative/interdependent/ 
fragmented 
Duties achieved 
Fluid points of reference and relation 
 
Curriculum: 
Subject boundaries blurred (inter-related) 
Progression: deep to surface structure of 
knowledge 
Common curriculum 
 
 
Pupils: 
Varied social groups reducing group similarity 
and difference: increased area of choice 
Aspirations of the many raised 
Fluid points of reference and relation 

 
Teaching Groups: 
Homogeneous: size and composition fixed 
 
Pedagogy: 
Solution giving 
Emphasizes contents or states of knowledge 
 
Teachers: 
Teaching roles strongly insulated from each other 
Duties assigned 
Fixed points of reference and relation 
 
 
Curriculum: 
Subject boundaries sharp (less inter-relation or 
integration) 
Progression: surface to deep structure of 
knowledge 
Curriculum graded for different ability groups 
 
Pupils: 
Fixed and stable social groups emphasizing 
group similarity and difference: reduced area of 
choice 
Aspirations of the few developed 
Fixed points of reference and relation 

 
Type-open 
Ritual order celebrates participation 
Boundary relationships with outside blurred 
 
 
Internal organization: 
Wide range of integrative sub-groups with active 
membership and success roles across ability 
ranges 
If prefect system: wide area of independence 
from staff, but limited exercise of power 
Range of opportunities for pupils to influence staff 
decisions e.g. opportunities for self-government 
Teacher-pupil authority relationships 
Reward and punishment less public and ritualized 
Teacher-pupil relationships of control-inter-
personal 

 
Type-closed 
Ritual order celebrates hierarchy/dominance 
Boundary relationships with outside sharply 
drawn 
 
Internal organization: 
Narrower gaze of integrative sub-groups with 
active membership and success roles confined to 
high quality range 
If prefect system: under staff control and 
influence but extensive exercise of power 
Limited opportunities for pupils to influence staff 
decisions, for example, limited opportunities for 
self-government 
Teacher-pupil authority relationships: 
Reward and punishment public and ritualized 
Teacher-pupil relationships of control-positional 

Orders: Expressive 
 

 
Mixing of categories 

 
Purity of Categories 

 



43 

 

It can be thus seen from this table that what Bernstein (1975) has referred to as ‘mixing of 

categories’ and ‘purity of categories ’ and ‘open’ and ‘closed’ systems typify what was 

termed the performance and competence models earlier in this chapter. However, whereas 

the descriptions of the performance and competence models limited stratifications to mostly 

the type of knowledge and boundaries between the spheres of knowledge, Bernstein’s 

model on expressive and instrumental orders provides a more comprehensive and global 

picture of a school as a whole, thus providing a macro-overview at the micro-interactional 

level. It includes facets of internal school organization such as teachers’ roles, pupils’ roles, 

the composition of teaching groups and rituals that schools may use. The use of the 

framework for instrumental and expressive orders seemed to lend itself to the classification 

of the curriculum as defined in this study, that is, knowledge organization, knowledge 

modalities and the internal organization of the school (theory of instruction). In addition to 

framing relations within and between contents in subjects, the framework seemed suitable to 

classify social relations pertaining to the following in the theory of instruction (TI): 

• Model of transmitter 

• Model of acquirer 

• Model of pedagogic context 

• Model of pedagogic communicative competences 

The concepts of mixing and purity of categories seem to extend across aspects of the 

curriculum, and was not just confined to the structuring and modalities of knowledge. There 

appeared to be a greater level of fluidity in terms of infiltration at the boundaries between the 

two modalities of curriculum. Thus, the combination of concepts from his earlier and later 

work is used in the internal language of description for this study. 

2.13 Conclusion 

This chapter has covered the various strands of Bernstein’s (1975, 1990, 1996) theory on 

pedagogic discourse that were used as the internal language of description for analysis in 

this study. Classification and framing were used as key indicators of identifying the various 

sets of social relations from macro-institutional to micro-interactional levels in this study. 

Whilst the study adopted its own definition of curriculum, that is, knowledge organization, 

knowledge modalities and internal organization of schools; Bernstein’s (1996) 

conceptualization of knowledge discourses was of use as is demonstrated in later chapters. 

Performance and competence models are models of curriculum that Bernstein used to 

illustrate the nature and extent of boundaries between content within subjects and across 

subjects. The classification of interdisciplinary and intradisciplinary boundaries could be said 

to define boundaries in knowledge organization. Interdiscursive boundaries could be said to 

classify boundaries in social relations between modalities of knowledge, for example 

between formal school and everyday commonsense knowledge. The framing of relations in 

Bernstein’s TI on the other hand, was applied to analyse the relations pertaining to the 

internal organization of the school itself. These categories of concepts were used in the 

study to code data from macro-institutional to micro-interactional levels. 
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Chapter 3: Methodological Framework 

3.1 Introduction 

The previous chapter provided the theoretical constructs that have been used in this study, 

which acted as the internal language of description. This chapter discusses the research 

design. Together, these chapters constitute the analytical framework for the study and 

explain the theoretical resources and their analyses (Hoadley, 2005).  

3.2 Choice of Type of Study 

Historically, four assumptions have been made about the nature of social reality. According 

to Burrell and Morgan (1979), these four assumptions are: 

Table 3.1 Basic Assumptions of the Nature of Social Reality  

 
Assumption 

 
Description of Assumption 

Ontological Essence of the phenomena under study 
 

Epistemological Nature and forms of knowledge, how it can be acquired and how it 
can be communicated to other human beings 
 

Human Nature The relations between humans and the relations between humans 
and their environments 
 

Methodology The way in which one attempts to investigate and obtain knowledge 
about the real world 

 

The first three assumptions had direct implications for the methodological concerns of this 

study since 'the contrasting ontologies, epistemologies, and models of human nature in turn' 

(Cohen et al, 2007, p.8) demanded different research methods. In addition, the answers to 

the ontological question, the epistemological question and the methodological question 

(Bertram, 2008) were interconnected in such a way that the answer given to any one 

question, taken in any order, constrained how the others may be answered (Guba and 

Lincoln, 1994 in Bertram, 2008).  

Within the first three sets of assumptions are further subsets of assumptions, that is, two in 

each as follows: 

Table 3.2 Subsets in Basic Assumptions of the Nature of Social Reality 

 
Assumption 

 
Subsets 

Ontological a. Nominalist 
b. Realist 
 

Epistemological a. Positivist 
b. Anti-positivist 
 

Human Nature a. Determinism 
b. Voluntarism 
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Those marked ‘a’ in Table 3.2 lean towards objectivist features and may be summed up as 

quantitative and nomothetic, that is, ‘an approach characterized by procedures and methods 

designed to discover general laws’ (Cohen et al, 2007, p.8). Seeing that this study was 

concerned with the social relations that influenced teacher judgements in ‘real’ curriculum 

recontextualization in a ‘real’ world (Robson, 1993), it adopted those sub-assumptions 

labelled ‘b’, which could be said to be qualitative and idiographic. With idiographic 

assumptions:  

… the principal concern is with an understanding of the way in which the individual 

creates, modifies, and interprets the world in which he or she finds himself or herself 

(Cohen et al, 2007, p.8). 

Thus, in this study, the ‘choice of the problem, the formulation of questions to be answered, 

the characterization of pupils and teachers, methodological concerns, the kinds of data 

sought’ (p.8) were all influenced by the above viewpoint that I held, that is qualitative and 

idiographic.  

In particular, the choice of study was influenced by a consideration of arguments by 

positivists and anti-positivists. Positivist philosophy refers to a worldview compatible with 

science (Farrell, 2012). It emphasizes scientific methods, statistical analysis and 

generalizable findings (Mack, 2010).  Anti-positivists on the other hand: 

... argue that individuals’ behaviour can only be understood by the researcher sharing 

their frame of reference: understanding of individuals’ interpretations of the world 

around them has to come from the inside, not the outside  (Cohen et al, 2007, p.19). 

As such, this was true of this study. I have been extensively involved in the field of social, 

emotional and behavioural difficulties (SEBD) for a number of years. The very selection of 

the research question arose out of personal interest in curricula for pupils who fall into the 

social group ‘other’ and by virtue of this are placed in special schools. Thus, I had been 

interested in how teachers in special schools made their judgements about national 

curriculum (NC) recontextualization. 

Furthermore, the additional appeal of the anti-positivist belief was that: 

... social science is seen as a subjective rather than an objective undertaking, as a 

means of dealing with the direct experience of people in specific contexts, and where 

social scientists understand, explain, and demystify social reality through the eyes of 

different participants; the participants themselves define the social reality (Beck, 1979 

in Cohen et al , 2007, p.19). 

This study was concerned with the very ‘real’ judgements that teachers at the level of special 

schools make in the discursive gaps that open up between the fields of recontextualization 

and reproduction and as such, they themselves could illuminate the discourses and 

ideologies that played in these discursive gaps. 

Furthermore, the interpretive paradigm rather than the normative paradigm served this study 

well because the former is anti-positivist and is characterized by a concern for the individual. 

It is also concerned with action, which may be thought of as 'behaviour-with-meaning; it is 

intentional behaviour and as such future-oriented' (Cohen et al, p.21). This study rejected 
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the latter, which is rule-governed. Anti-positivist interpretive studies are generally reflected in 

qualitative studies. 

This is not to say that the anti-positivist paradigm was selected without dilemmas. The 

arguments for and against were also considered. For instance, Keeves (1988) provided 

arguments that positivists and anti-positivists raised against each other. Their arguments are 

summed up in the following table: 

Table 3.3 Anti-positivist and Positivist Arguments (information adapted from Keeves 

(1988, p.29-30) 

 
Paradigm 

 
Arguments against positivists and anti-positivists 

  
Positivists  

Qualitative anti-positivist research: 
 

• Lacks objectivity, rigour ,scientific controls and  the resources for 
quantification 

• Cannot produce the requisite generalizations to build up a set of laws 
for human behaviour 

• Cannot apply adequate tests for validity and reliability, is irreducibly 
value-laden and subjective 

• Falls short of high standards of objectivity and tight criteria for truth of 
the quantitative scientific paradigm 

 

 
Anti-positivists 

Quantitative positivist research: 
 

• Human dimension of education cannot be captured by statistical 
generalizations and causal laws 

• Knowledge of human affairs is irreducibly subjective 

• It must grasp the meanings of actions, the uniqueness of events, and 
the individuality of persons 

• May be appropriate to the study of nature but it distorts the study of 
human affairs 

• Quantitative positivist tradition is intrusive 
 

 

Nevertheless, the choice of type of study between quantitative and qualitative was also 

determined by other reasons. A few are provided here. For instance, qualitative research 

uses multiple methods that are interactive and humanistic (Marshall and Rossman 2006). 

According to them, it focuses on context, is emergent rather than tightly prefigured, and is 

fundamentally interpretive. I was interested in looking at curriculum recontextualization and 

the judgements that teachers made about such recontextualization processes. In wanting to 

examine the fields of the pedagogic device, specifically the recontextualization and 

reproduction fields; and the discursive spaces that opened up between the two, a holistic 

examination was required. This examination needed to take into account macro-institutional 

forms at state level and at the level of schools; and also needed to take into account the 

micro-interactional levels, that is, at the level of the four schools in this study. Qualitative 

research thus provided the vehicle for such an examination that is viewing social 

phenomena holistically given the topic of the study.  

In addition, the specific cross-cultural contexts in the case of this study were England and 

South Africa. I have provided reasons in the introduction to this study about the choice of 
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these contexts. The particular individuals in this study were pupils with social, emotional and 

behavioural difficulties (SEBD) and the teachers who work with these pupils in special 

schools. Qualitative research thus realized the fruition of answers to the research questions 

by producing ‘evidence based on the exploration of specific contexts and particular 

individuals (Brantlinger et al, 2005, p.203) instead of for the purposes of generalization. The 

main research question was: 

How do teachers in special schools for pupils with SEBD, two in England and two in 

South Africa, make judgements about curriculum recontextualization? 

However, such explorations were done with a view that human beings are not just puppets 

operated within a social system by social forces (Keeves, 1988). The naturalistic, qualitative, 

interpretive approach (Cohen et al, 2007) provided: 

... a view that the social world should be studied in its natural state, without the 

intervention of, or manipulation by, the researcher (Hammersley and Atkinson, 1983 

in Cohen et al, 2007, p.20). 

Furthermore: 

... a new perspective of human agency is emerging that seeks to investigate both the 

reasons and intentions of individuals as agents as well as those institutional and 

social phenomena that influence individuals independently of their own volition 

(Cohen et al, 2007, p.23). 

The choice of qualitative research thus enabled me to explore such ‘institutional and social 

phenomena’ (p.23) in respect of curriculum recontextualization thus illuminating the ways in 

which teachers in special schools made judgements about such recontextualization. 

My personal predispositions also influenced the choice of qualitative research over 

quantitative research because in qualitative research:  

... whilst there are helpful routines and procedures, they are less technical and 

differentiated than much statistical analysis - closer to codified common sense 

(Robson, 1993, p.308). 

To explain; in the early days of iconoclastic rebellion against  forms of institutionalization, I 

opted out of mathematics at senior secondary level at school because Mathematics was 

considered of utmost importance in wanting to enter most fields in further education. Hence, 

I have always been of the view that I never quite mastered skills necessary for Mathematical 

equations, quotients and such like and for statistical analysis. Therefore, regarding the 

modality of study, I believed that I was not sufficiently proficient in Mathematics to undertake 

a quantitative study because I envisaged that a quantitative study would entail demanding 

statistical analyses.  

Some of the basic assumptions of qualitative research appeared to support my  aversion to 

a quantitative study ‘loaded’ with procedures requiring statistical analyses and a high level of 

proficiency in the domain of Mathematics. For instance: 



48 

 

… narrative, accounts and other collections of words are variously described as ‘rich’, 

‘full’ and ‘real’ contrasted with thin abstractions of numbers. Their collection is often 

straightforward. They have a quality of ‘undeniability’, which lends to verisimilitude to 

reports (Robson, 1993, p.371). 

My personal predispositions were not just limited to my lack of proficiency in Mathematical 

domains; they also included personal and intellectual goals of this study. 

Thus, in considering what type of research design to select for this study, the orientation was 

towards a qualitative study, which I envisioned, as that which would not entail statistical 

analyses. However, I was also cognizant of the argument that: 

... the debate over whether so-called quantitative research methodology is in conflict with 

qualitative research methodology does not resolve simply around the use of numbers, of 

mathematical and statistical procedures. Rather it concerns the relation of quantification 

to more basic questions about objectivity, validity, reliability, and criteria for truth 

(Keeves, 1988, p.30). 

I was also under no delusion about what the choice of a qualitative design would entail. For 

instance, Locke, Spirduso, and Silverman (1993 in Maxwell, 2005) emphasize that 

qualitative research is not easier than quantitative research. Furthermore,  the traditional 

view that holds that qualitative research cannot identify causal relationships is based on a 

restrictive and philosophically outdated concept of causality (Maxwell, 2005), and both 

qualitative and quantitative researchers increasingly accept the legitimacy of using 

qualitative methods for causal inference (Shadish, Cook, & Campbell, 2002 in Maxwell, 

2005). 

Thus, the choice of qualitative research as the tool for the realization of the research 

question appeared to be supported by the assumptions and features of the approach. 

3.3 Choice of Case Study 

The next decision was the choice of a particular modality of qualitative research. Case study 

seemed an ideal methodology when a holistic, in-depth investigation is needed (Feagin, 

Orum & Sjoberg, 1991 in Tellis, 1997) even though:  

... data collection for case study research can be time consuming and tedious and 

often results in the accumulation of large amounts of data (Yin, 1994, p.10). 

In addition, case studies lean towards the scientific paradigm (Bertram, 2008). According to 

Bertram, Yin defines a case study as an empirical enquiry that investigates a contemporary 

phenomenon within its real-life context, especially where boundaries between phenomenon 

and context are not evident. Stake on the other hand differentiates between an intrinsic case 

study where the purpose is to understand a particular case better for its own sake and an 

instrumental case study where a particular case is examined to provide insight into an issue 

or to refine a theory (Bertram, 2008). This study has adopted the instrumental case study 

because its purpose is to understand something else, that is, the ways in which teachers 

made judgements about how to recontextualize a mainstream NC into a format they believed 

would meet the unique needs of pupils in their special schools. 
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The features of an instrumental case study allowed the study to be looked at in depth, its 

contexts to be scrutinized, and its ordinary activities detailed (Stake, 1995). In this way it’s 

purpose was also to help to refine the ecosystemic theory, which failed to provide the 

conceptual tools for an examination of social relations in the first pilot study and to expand 

the arguments that researchers have put forward for ambiguities in Bernstein’s (1971, 1973, 

2000)  classification and framing (for example, see Hoadley, 2005). 

There were however similarities between Yin (1994) and Stake's (1995) perspectives. Both 

argued that case studies fall within the school of constructivism. The basic contention of the 

constructionist argument is that reality is socially constructed by and between the persons 

who experience it (Gergen, 1999, in Jones, 2007). It is a consequence of the context in 

which the action occurs and is shaped by the cultural, historical, political, and social norms 

that operate within that context and time (Jones, 2007). This is seen in the chapter on the 

archaeology of 'otherness' in this thesis.  

The social construction of reality can be different for each of us based on our unique 

understandings of the world and our experience of it (Berger & Luckman, 1966 in Jones, 

2007). One of the advantages of this approach is the close collaboration between the 

researcher and the participant, while enabling participants to tell their stories (Crabtree & 

Miller, 1999 in Baxter and Jack, 2008). Through these stories, the participants are able to 

describe their views of reality and this enabled me to understand the phenomena being 

studied better. A sociological case study thus attended to the constructs of society and 

socialization in studying educational phenomena (Merriam, 1998), that is curriculum 

recontextualization.  

This then necessitated multi-perspective analyses which seemed to suit the nature of inquiry 

in this study which was concerned with establishing teacher judgements within a three-

dimensional social relations web, which is detailed in Chapter 7 on teacher judgements. 

Case study methodology provided tools for me to study complex phenomena within their 

contexts (Baxter and Jack, 2008). It thus facilitated exploration of a phenomenon within its 

context using a variety of data sources, the phenomenon being teacher judgements on 

curriculum recontextualization. The context was special schools for pupils with social, 

emotional and behavioural difficulties (SEBD). In this way, teacher judgements were not 

explored through one lens, but rather through a variety of lenses, which allowed for multiple 

facets of the phenomenon to be revealed and understood. 

Furthermore, case study findings were: 

... strengthened by the convergence of information from a variety of sources, 

providing multiple measures of the same phenomenon (Yin, 1994, p.92). 

Once the case study was selected, the next step was to identify a modality of case study that 

would best suit the examination of judgements that teachers made in recontextualizing a 

mainstream NC into a format they believed would be fit for purpose at the level of their 

special schools. 

Seeing that an investigation of what transpires in the discursive gaps (Bernstein, 1990) 

between the fields of recontextualization and reproduction, which influences teacher 

judgements in recontextualization of a curriculum for special schools has not previously been 
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undertaken, the research design was exploratory (Yin, 1994) and also comparative 

(Hoadley, 2005).  

Therefore, the research question was: 

How do teachers in special schools for pupils with SEBD, two in England and two in 

South Africa make judgements about curriculum recontextualization? 

The analytical questions were: 

• How were the types of pupils in this study identified and categorized and how were 

these constructions taken up at macro- and micro-levels, historically? 

• How are the internal and external social relations described and the pedagogic 

discourses and practices that are in place at the four schools identified? 

• Examine macro-state and macro-school curriculum discourses.  

• Explore how pedagogic practices were constituted, that is, what were the underlying 

guiding principles that shaped pedagogic practices? 

• How did teachers make judgements in arriving at the curriculum models that existed 

in each of the schools at the micro-interactional levels? 

Such a case study supported the deconstruction and the subsequent reconstruction (Yin, 

2003) of interconnectedness (Bronfenbrenner, 1979), the fields of the pedagogic device and 

the gaps in between (Bernstein, 1990). The study was a single case study with embedded 

units (Yin, 2003). The single case was the judgements that teachers made about curriculum 

recontextualization in special schools for pupils with SEBD, that is, those whose identities 

were constructed as 'other'. There were embedded units within the case study, that is, 

England and SA. Within each of these embedded units, there were further-embedded 

subunits. The comparative case study enabled comparisons and instrumentalized the 

following relations: 

• within case comparison (the field of research) 

• within embedded unit comparison (each of the countries) 

• within further-embedded unit comparison (each of the four schools in the respective 
countries) 

 
It also enabled comparisons between embedded units (countries) and between further- 

embedded units within each of the countries, that is, the two schools in each of the countries 

and across all four schools across both embedded units, that is, England and SA. Thus, the 

ability to look at subunits that were situated within a larger case was powerful when you 

consider that data was analysed within the subunits separately, between the different 

subunits or across all of the subunits. The ability to engage in such rich analysis only served 

to better illuminate the case (Baxter and Jack, 2008).  

A single case study was chosen over a multiple case study, as the aim of this study was not 

replication (Stake, 2000) across case studies even in each of the embedded units and 

further-embedded units in these embedded units; but to examine the forms of discourse in 

select schools in two different countries. Replication was thus not sought even in each of the 
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embedded units and subunits of these embedded units but what was sought was to refine 

the ecosystemic theory further and to build on curriculum models. The ecosystemic theory is 

being increasingly used and Bernstein's curriculum discourses are widely used in analysis of 

knowledge organization and structures. It was expected that this study would contribute to 

the ways in which curriculum discourses are further developed and enhanced taking into 

account the unique needs of pupils who fall into 'otherness' social groups using both a 

Bernsteinian and systemic framework. 

Those who seek answers to difficult educational questions often prefer a top-down 

approach; one that begins with the large policy questions and builds down to an analysis of 

how schools work to provide solutions or to constrain this formulation (Bernstein, 1990). 

However, the Bernstinian approach is to build from the bottom to the top; an approach that 

sought to write the rules of the educational process, then to link them to larger structural 

conditions; and finally, to place this analysis in the context of larger educational and policy 

questions of educators (Bernstein, 1990). As evidenced through the second pilot study, this 

study adopted an exploration from micro-interactional to macro-institutional level and then 

vice versa, that is it commenced with a school description in the first instance. 

3.4 Transnational Case Study 

There was an additional dimension to the case study selected. Not only was it a comparative 

case study but it was also a transnational study, that is, a comparison between England and 

South Africa. The comparative transnational study increased comparability and helped me to 

get to the invisible phenomena and the different domains in teacher judgements in four 

different schools in two cross-cultural contexts, that is, the respective countries. It enabled 

an exploration of each of the two schools in their respective countries and thus arrived at 

findings that illuminated what was common to the two schools in South Africa (SA) and 

England respectively, what was common to all four schools, and what was common to each 

of the countries.  

Adam (2001) has argued that: 

 ... transnational education is an under-researched and often misunderstood area, 

with no common understanding, definition or approach ... it has many different 

manifestations, some of which are alternately regarded as threats or benefits by 

different national higher education systems and even, by various parts of the same 

system (p.1).  

However, recent decades have seen an increase in transnational studies as illustrated in the 

examples below.  

Yet, transnational studies have mainly focused on mainstream education. For instance, 

Planel (2008) in a comparative study of pedagogy in English and French countries looked at 

the value of assisting to improve teaching practice in multicultural classrooms (Wolhuter et 

al, 2011). They conducted a comparative study across nine countries of students’ 

expectations of and motivations for studying comparative education. The aim of their 

research was to determine what comparative education students expect from comparative 

education courses. However, their study was a survey. Zhaoa et al (2008) conducted a 

comparative analysis of educational research from China and the United States. They 
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examined one major research journal from China and one from the United States. Thus, 

their study too could also arguably be considered as a survey. 

This appears to be the first transnational study of teacher judgements concerning curriculum 

recontextualization at the level of special schools for pupils with social, emotional and 

behavioural difficulties (SEBD) or as otherwise referred to in this study as ‘other’. This notion 

of a transnational case study could be paralleled with comparative education. Some of the 

fundamental principles for the study of comparative education could very well apply to a 

transnational study. For instance, the most basic utility of comparative education is to 

describe education systems/learning communities, within their societal contexts, in order to 

satisfy the yearning for knowledge, which is a sui-generis part of human nature (Wolhuter et 

al, 2011). Comparative education has also been said to help improve education in countries 

by examining policies and practices in other countries. 

However, part of the challenge was that comparative studies is not an academic discipline, 

that is, it does not have its own unique theories, methods of inquiries or distinct subject 

matter for investigation (Mazurek and Winzer, 1994). Nevertheless, I was able to draw on 

existing paradigms because comparative studies are an academic field of study, which 

liberally borrows its theoretical foundations, research methodologies, and phenomena to be 

studied from other disciplines.  

3.5 Sampling 

Decisions about where to conduct my research and whom to include, what is traditionally 

called sampling were an essential part of the research methods in this study (Maxwell, 

2005). Maxwell posits that even a single case study involves a choice of this case rather 

than others, as well as requiring such decisions within the case itself.  

According to Hoadley (2005) in comparative case studies such as this, Bryman (2001) 

suggests that ‘the key to the comparative study is its ability to allow the distinguishing 

characteristics of two or more cases to act as a springboard for theoretical reflections about 

contrasting findings’ (p.71).  

Whilst, this study was made up of a single case study, there was flexibility for the 

incorporation of such an approach (above) because: 

... within the single case may still be incorporated subunits of analyses, so that a 

more complex - or embedded - design is developed (Yin, 2009, p.52). 

Thus: 

… the subunits can often add significant opportunities for extensive analysis, 

enhancing the insights into the single case (pp.52-53). 

However, too much attention was not given to these subunits in their own constitution; the 

focus of this study has been curriculum recontextualization and teacher judgements rather 

than the institutional organization of the schools themselves. The categories used across the 

sample were knowledge organization (KO), knowledge modalities (KM) and internal 

organization (IO) because one of the main features of a comparative study is that the entire 

case study (or the results of a cross-case analysis) when doing a multiple case study is 
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repeated two or more times, in an overtly comparative mode (Yin, 2009). Thus, this 

delineated too much attention to the subunits. Whilst this study is not a multiple case study, it 

is nonetheless a single case study with embedded units and further-embedded subunits thus 

Yin’s premise for comparative studies could arguably be applied in the case of this study, to 

each unit as a separate entity. 

However, one cannot study everyone everywhere doing everything, even within a single 

case, how does one limit the parameters of a study? (Miles and Huberman, 1984 in Maxwell, 

2005). Furthermore: 

 … in qualitative research, it is more likely that the sample size will be small. Sample 

size might also be constrained by cost - in terms of time, money, stress, 

administrative support and resources (Cohen et al, 2007, p.102). 

In the case of this study, only university fees were sponsored. There were high costs 

because this was a transnational study across two countries. Thus, all other costs incurred 

except for fees were borne by me. Convenience sampling, or as it is sometimes called, 

accidental or opportunity sampling (Cohen et al, 2007), was therefore chosen. I selected SA 

and England over other countries because of logistical reasons. I live in England but being 

also South African, I travel to SA regularly, which meant that additional travel costs would 

not be incurred.  

In, addition, it could be said that I also drew on purposive sampling, which is: 

... often (by no means exclusively) a feature of qualitative research, researchers often 

handpick the cases to be included in the sample on the basis of their judgement of 

their typicality or possession of the particular characteristics being sought (Cohen et 

al, 2007, p.114).  

My purpose in selecting a sample was to select schools that had similar ideological 

orientations to explore relations in such schools. Following the second pilot study, the 

study’s focus shifted to the discursive gaps between the fields of recontextualization and 

reproduction in which ideology played, as I wanted to see how what happened in the gaps, 

affected teacher judgements on recontextualization. The evolution of the focus resulted from 

a natural history of social science in this study. 

I was not overly concerned with the small size of the sample because large sample sizes do 

not necessarily guarantee representativeness (Cohen et al, 2007). In addition, a small 

sample size was legitimated because representative sampling cannot always be achieved in 

qualitative research because of the initially largely exploratory nature of the research, 

problems of negotiating access, the weight of work and problems of gathering and 

processing data using only one set of eyes and ears (Woods, 2006). 

Furthermore, I chose the sample from those to whom I had easy access by virtue of being 

South African and British because:  

... as it does not represent any group apart from itself, it does not seek to generalize 

about the wider population ( Cohen, et al, 2007, p.113). 
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Whilst it satisfied my needs to take this type of sample, it did not pretend to represent the 

wider population; it was deliberately and unashamedly selective and biased. 

However, whilst this qualitative study has not been concerned with generalization to the 

wider special school population, future quantitative research or mixed method studies 

involving a larger sample size that yields statistical numerical data to generalize or deny the 

findings of this study would behove curriculum construction and recontextualization for 

special schools; in a way not possible through qualitative research only. For example, 

numbers tell a bigger story using fewer words as in the case of a purely qualitative study. 

The Sample 
 
As has been mentioned, the sample for this study comprised four special schools, two in 

England, and two in South Africa. Each of the schools is a special school however; they are 

four different types of schools with features that are similar. The common similar feature 

between all four schools was that they all provide education for pupils who are in the social 

group classified as ‘other’. I selected two schools in two different provinces in SA and two 

different Local Authorities in England because I was interested in finding out how teachers in 

special schools in different contexts made judgements. Furthermore, in selecting schools 

from two different countries, I was interested in finding out how decisions by teachers are 

made in two different cross-cultural contexts, that is, in England and SA, a developed and 

developing country respectively. More details of the schools are provided later in this chapter 

in the section on pilot studies. 

3.6 Methods of Data Collection 

The methods of data collection and data analyses were tested in two pilot studies. These are 

discussed later in this chapter. Thus, the methods of data collection as discussed in this 

section have also taken into account findings from the pilot studies. As has been mentioned 

in a previous section, this study is a single case study with embedded units and further- 

embedded subunits. To avert the dangers that can arise from the opportunity to gather data 

from various sources which is extremely attractive because of the rigor that can be 

associated with this approach (Baxter and Jack, 2008), the methods of data collection were 

limited to the main methods employed in qualitative research (Woods, 2006), which are 

observation, interviews, and documentary analysis. Thus, I attempted to avert the collection 

of overwhelming amounts of data that require sophisticated management and analysis 

(Baxter and Jack, 2008). Data collection methods were also selected taking into account 

Bernstein’s (1990) pedagogic device interspersed throughout empirical fields of this study, 

which arose from the research questions (RQ) as illustrated in Figure 3.4. 
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Figure 3.4 Flow Chart: Empirical Fields 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

RQ – research question 

However, whilst data from all collection methods were used across the study, there were 

also paradoxical specific purposes for each of the methods which added to the richness of 

data collected. Indeed, a specific structure was attached to each method of data collection to 

facilitate the production of data that could contribute to the realising of the main research 

question and the analytical questions as summarised in Table 3.5. 

 

 

 

 

 

 

 

 

Field A: Archaeology of ‘Otherness’ (RQ) 

Field B: School Description Model (RQ)  

Field D: Pedagogic Discourse/practice in 
Classrooms (RQ) 

Field E: Ways in which teachers made their 
judgements about Field D (RQ) 

Recontextualization 

Field C: Macro-institutional State & Macro-
institutional School Discourse (RQ) 

Recontextualization 
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Table 3.5 Data Collection Methods (adapted from Bertram, 2008) 

Collection 
Method 

Research 
Participant 

Instrument Information 
sought 

Recording Method 

Reproduction Field (micro-interactional level) 

Non participant 
observation 

Adults (teachers, 
support staff),  
pupils 

Field notes, 
Observation 
schedule 

School description 
(classification and 
framing), 
understanding 
school’s 
pedagogic 
discourse 

Digital recorder 
(audio) 
Field Notes 

Unstructured 
Interview 

Adults in 
classroom, 
headteacher 
 

Interview 
Schedule 

Understanding 
principles that 
shaped pedagogic 
practices 

Audio recording 
Notes 

Document 
analysis 

School brochures 
and websites, 
curriculum policies, 
staff hand book 

Not applicable Gain an 
understanding of 
school’s 
pedagogic 
discourse 

Annotations, notes 

Recontextualization Field, Discursive Gaps (macro-institutional) 

Document 
Analysis 

Local and National 
policies 

Not Applicable Gain an 
understanding of 
what happens in 
ORF and PRF; 
and what happens 
in gaps 

Annotations, notes 

Semi-structured 
interviews 

Headteacher or 
equivalent, 
teachers 

Interview 
Schedule 

Gain 
understanding of 
what happens in 
recontextualization 
field 

Audio recording, 
notes 

Teacher Judgements (Discursive gaps) 

Semi-structured 
interviews 

Adults in 
classroom  
(teachers and 
support staff) 

Observation 
schedule 

Adults’ 
perceptions of the 
process of 
transformation 
from production 
field to 
reproduction fields 

Audio recording, 
notes 

Note: Data from all sources were used to elicit the ways in which teachers made judgements  

 

Whilst the table reflects different data collection methods in different domains, that is, from 

macro-institutional to micro-interactional, it does not imply that the collection of different sets 

of data collection methods were limited to these different domains. Data collection through 

these methods was an ongoing process throughout the study and data that emerged were 

used in analyses responding to the analytical questions at the different levels of this study 

because a basic principle of qualitative research is that data analysis should be conducted 

simultaneously with data collection (Coffey & Atkinson, 1996 in Maxwell, 2005). This allowed 

me to progressively focus my interviews and observations, and to decide how to test my 

emerging conclusions (Maxwell, 2005). Emerging conclusions were tested by cross-

referencing the codes, KO, KM and IO in different sets of data obtained by different 

methods, that is, interviews, observations and documents. 
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Collection of sets of data was limited to the secondary phases of the schools to ensure more 

full coverage of the research question and to gain more depth in the study. Three of the four 

schools comprised primary and secondary phases whilst the fourth comprised a Sixth Form. 

Data were collected over a three-year period in each of the schools. The pilot studies were 

included in this period. Data collected from the second pilot study, that is, the pilot of Daniels’ 

(1987) school description model contributed significantly to the answering of the analytical 

questions of this study. 

Three of the four schools were visited four times during the course of the data collection 

period. To clarify; visits to School HS, that is, the school that I was based in at the start of the 

study, followed the same pattern to a certain extent. When the study commenced I was the 

headteacher of this school thus, I was able to ring fence time specifically for data collection. 

However, a new pattern emerged since August 2012 owing to a change in the organization 

of the school. An Acting Head was appointed because I was seconded to a strategic role as 

Head of Development, which meant that I was no longer based at the school. Data collection 

was limited in the summer term in 2012 because the period of transition to the new 

organization of the school commenced in the summer term.  

I no longer had the time to engage in observations of classroom practice because the priority 

was to prepare for the handover and conduct the handover before the end of the summer 

term. This curtailed ring-fenced time for data collection. Visits during the autumn term were 

staggered and conducted in piece-meal fashion, which needed to fit in with convenience as 

determined by the Acting Headteacher. I no longer had free access to the school as I had 

done prior to the changes in organization, thus the final stages of data collection at School 

HS were influenced by these changes and the period of transition for the school. Fortunately, 

this did not hamper the study, as I was able to continue with analysis of data obtained from 

the remaining three schools. 

3.6.1 Documents 

Documents collected throughout the three-year period of data collection acted in a way to 

deconstruct events, and give information about social relationships (Woods, 2006). This was 

done so that they could provide broad coverage (Yin, 2009) of the phenomena this study 

examined, that is, the ways in which the teachers in this study made judgements about 

curriculum recontextualization in special schools. Table 3.6 sets out the documents collected 

before and during the study.  
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Table 3.6 Collection of Documents 

 
Type of Document 

 
Obtained from 

 
Micro-interactional Level 

 
School Brochure or prospectus 

 
School websites 

 
Policies such as curriculum, 
assessment, teaching and learning 

 
Management 

 
Teacher handbooks 

 
Management 

 
Newsletters and magazines 

 
School websites 

 
Teaching plans 

 
Teachers 

 
Time tables 

 
Headteachers 

 
Activity programmes 

 
Teachers 

 
Samples of pupil work 

 
Teachers 

 
Achievement certificates 

 
Teachers 

 
Minutes of staff meetings 

 
School secretaries 

  

 
State Macro-institutional Levels 

 
Official documents such as curriculum 
overviews, programmes of study or 
learning programmes 

 
Department of 
Education websites 
in both countries 

  

 

The documents served a multi-level multi-purpose data elicitation method. I used and 

analysed them differently at different stages to elicit different findings as pertaining to the 

different levels of study, that is, macro-institutional to micro-interactional. The bulk of the 

documents from schools were collected during initial visits to the schools. However, schools 

are dynamic institutions and create constant change. Thus, each visit saw me obtain more 

documents, for example, documents pertaining to changes in time tables, staffing 

arrangements, assessments, meeting records, newsletters, brochures and the like.  

All the schools in this study operated relatively independently with regard to curriculum 

discourse at the micro-interactional level but within a macro-institutional school hierarchy of 

relations. Hence, changes in the upper echelons resulted in documents that emerged 

throughout the study. Access to documents that emerged on an ongoing basis during the 

period of data production ensured broad coverage of events that took place over a long span 

of time (Yin, 2009) that is three years. They also helped to connect events in different 

spaces within the schools across schools and across countries thus facilitating an 

examination of processes at the micro- and macro-layers helping to connect the two 

spheres. Forms of documents obtained were hard copies and online copies that the schools 
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provided. Some schools were more forthcoming compared to others in suggestions of 

documents that could be utilised for data collection. 

Some of the documents like school brochures, school prospectuses, newsletters and 

magazines were extremely useful in identifying macro-school discourses because these 

were able to  tell me a great deal about projected school ethos (which may or may not 

accord with reality), sometimes as much from omissions as from what they contained 

(Woods, 2006). This could be referred to as non-occurrence of phenomena. For instance, an 

example of non-occurrence of phenomena in documents at macro-school level was that 

relating to the social construction of the 'otherness' of pupils in the schools. These were 

inferred from what was articulated by staff at the schools and contributed significantly to the 

identification of dominant ideological orientations of each of the schools. 

In addition, to documents obtained at the micro-interactional and macro-institutional levels of 

the school, the study also made use of documents from the macro-institutional state levels in 

each of the countries. These were mainly those concerning curriculum, pedagogy, and 

assessment, that is, Bernstein’s three message systems through which knowledge is 

realized. Examples of these were: 

• The Revised National Curriculum Statement Grades R to 9 (SA) 

• National Curriculum Statement Grades 10 to 12 (SA) 

• Curriculum and Assessment Policy Statements (SA) 

• Education White Paper 6 (SA) 

• National Curriculum Overview (England) 

• National Curriculum Programmes of Study (England) 

Documents pertaining to macro-institutional state policy were all obtained online. Search 

engines were used with key words pertaining to curriculum, pedagogy, and assessment. An 

online filing system assisted with retrieval of these documents. For instance, there were 

folders titled by the country initials followed by the modality of document such as curriculum, 

pedagogy, and assessment. In as far as, documents obtained from the level of schools were 

concerned; they were filed in folders with the names of the school and particular types of 

data. In cases where documents did not fall into the predefined online folders, they were 

placed in a ‘miscellaneous’ folder, a ‘not useful’ folder or a ‘reserve for later’ folder. Within 

the ‘reserve for later’ folder there were sub-folders pertaining to the different fields of study. 

Thus, documents were the object of explicit data collection plans, were unobtrusive and not 

created as a result of this case study (Yin, 2009). 

3.6.2 Observations 

The observations were direct and non-participant observations, which are a qualitative, 

descriptive approach (Bertram, 2008). In the initial stages, unstructured observations were 

conducted. By then I had commenced analysis because in qualitative case studies data 

collection and analysis occur together (Merriam, 2009). Categories and themes emerged 
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through analysis of data. These together with findings from the two pilot studies informed 

future observations, which were more, structured in nature. Examples of categories were 

knowledge organization (KO), knowledge modalities (KM) and internal organization (IO). The 

use of these categories across schools, across countries and across data sets from different 

methods of data collection facilitated the realisation of this comparative study. In this way I 

was able to conduct within case analysis, within embedded unit and further-embedded 

subunit analysis and across unit analysis in these respective domains. 

Non-participant observation was chosen over participant observation because participant 

observation involves direct participation from the researcher in the observation setting. This 

could potentially alter the dynamics of the context even though I could attempt to be 

unobtrusive because my very presence suggests obtrusion in the context. This would have 

been especially so in the case of this study because all four schools reported that the 

modalities of pupils in their schools, that is, those belonging to the social group ‘other’ do not 

handle change well. My presence in the classrooms and playgrounds would have ‘upset’ the 

routine and structure of the day for these pupils which would have a ripple effect on their 

engagement with lessons seeing that all four schools have cited consistency, routine and 

structure as being of paramount importance to their pupils. In adopting non-participant 

observation, these risks were minimised.  

Thirty-six lessons in total were observed in all four schools during the three-year period of 

data collection. Most were made up of Literacy and Numeracy lessons. This was a 

deliberate choice, that is, I timed my visits to coincide with these lessons because I was 

interested in finding out how the ideologies of the macro-institutional school level were 

relayed in pedagogic practices. All four schools had at the core of their ideological positions 

a concern for improving basic Literacy and Numeracy to ‘bridge gaps’. Prior to observations 

of lessons, I informed the schools of the dates I would be visiting because I was aware that: 

... only the most naive of researchers would not expect their visible presence as an 

observer to affect the behaviour of those being observed. Any observation of social 

interactions which is carried out with the knowledge of participants may affect what is 

said and done (Edwards, Mercer and Maybin 1987 in Walford, 1991, p.48). 

Whilst informing the schools beforehand about my visits gave rise to the potential of 

‘contrived’ lessons by teachers, it was nonetheless necessary so that teachers could prepare 

pupils for my arrival to avert the possibility of disruption in lessons caused by my arrival.  

To keep observations as objective as possible, in addition to digital recordings, I also made 

on the spot notes discreetly to complement data from digital recordings. These, in the main, 

comprised notes pertaining to non-verbal language, which is not captured in digital audio-

recordings. I also wrote up field notes before the end of each day on which observations 

were conducted so that I could capture as close as possible the events in the observation 

contexts whilst the memories of these observations were still fresh in my mind. Following the 

initial stages of unstructured observations, I used an observation schedule, which allowed 

me to ‘jot’ down brief phrases and words in each of the categories during observations. 

There were disadvantages to only recording audio-data digitally. Video recordings would 

have been more advantageous because these recordings would have also captured non-

verbal language played out during observations. In addition to observing what was said and 
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done and observation of the nature of groups, teacher’s role and pupil’s role, what was not 

observed also played a significant role in obtaining data to answer the research question. It 

was important to make a note of the unobserved because: 

... if social science theory, program goals, implementation designs, and/or proposals 

suggest that certain things ought to happen, then it is appropriate for the observer to  

note that these things did not happen (Patton, 2002, p.295). 

Through my basic knowledge of the needs and abilities of the modalities of pupils in this 

study and through my experience in such settings for a number of years as headteacher of 

such schools, I was able to recognise what was missing and make a note ‘that something 

did not occur’ (p.295) which was expected to occur. For instance, in a later chapter this study 

looks at findings from pedagogic practices at the level of classrooms. One of the things that 

emerged was the lack of correlation between macro-state discourse and micro-school 

discourse. For example, instructional discourse (ID) was of mixed pedagogy (F0) at macro-

state level, weakened (F - -) at macro-school level but strongly framed (F + +) at micro-

school level. These conclusions were reached through analysis of data of what had been 

observed but there was also reliance on non-occurrences of phenomena. In all four, there 

was no occurrence of pupil control over selection, sequencing and pacing of knowledge 

whilst teachers had been observed taking full control of these processes. The observation of 

these non-occurrences influenced the coding of data as strongly framed at the level of 

classrooms.  

Figure 3.7 Difference in ID between Macro-state and Micro-school Levels 

 

 

 

 

 

 

 

 

3.6.3 Interviews 

Interviews were selected as one of the methods of data production because they are one of 

the most important sources of case study information (Yin, 2009). They were guided 

conversations rather than structured queries. I pursued a consistent line of enquiry. However 

my actual stream of questions was fluid rather than rigid (Rubin & Rubin, 1995 in Yin, 2009).  

Furthermore, the interview was not exclusively either subjective or objective; rather it was 

inter-subjective. The interviews: 

F - - 

Recontextualization 

F + + 

F0 

Recontextualization 
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... enable participants - be they interviewers or interviewees - to discuss their 

interpretations of the world in which they live, and to express how they regard 

situations from their own point of view (Cohen, 2007, p.349). 

In addition, the interview was a flexible tool for data collection, enabling multi-sensory 

channels to be used, that is, verbal, non-verbal, spoken, and heard.  

During the interviews, the four main components of my task were to: 

a) introduce the interview to the person and convince him/her to accept it and to apply 

him/herself diligently to the responding role 

b) administer the questions using standardized procedures 

c) follow up those responses which are inadequate - those which fail to fulfil the 

objectives of the question - using acceptable, nonbiasing techniques and 

d) record the response accurately and correctly (Keeves, 1998). 

When conducting the interviews, I also started with a pleasant chat before getting into 

explaining what the research was about (Woods, 2006) in order to make interviewees feel 

comfortable.  

Unstructured interviews were used with each of Literacy and Numeracy teachers in the 

respective schools following observation of their initial lessons because the unstructured 

interview is an open situation, having greater flexibility and freedom (Cohen et al, 2007). 

Although the research purposes governed the questions asked, the content, sequence, and 

wording were entirely in my hands, that is, as the interviewer. However, this did not mean 

that the unstructured interview was a more casual affair, for in its own way it also had to be 

carefully planned (Cohen et al, 2007). 

As the study progressed, a more structured approach was used in the form of semi-

structured interviews with headteachers of each of the schools and the Literacy and 

Numeracy teachers to obtain insights into curriculum recontextualization at the level of the 

reproduction fields from the recontextualization fields. These were chosen over structured 

interviews because as with systematic observation, structured interviews were less 

naturalistic (Woods, 2006).  

With the teacher interviews, the purpose was to obtain insight into how teachers made 

judgements in recontextualization of a mainstream NC into a format they believed would 

meet the needs of their pupils, that is, those in the social group ‘other’. Semi-structured 

interviews provided a balance between unstructured and structured interviews in that they 

allowed boundaries to be placed compared to the former and a greater deal of flexibility as 

compared to the latter. 

However, whilst allowing considerable latitude, they were not treated as an everyday 

conversation (Dyer, 1995 in Cohen, 2007). They had a specific purpose, were question-

based and were constructed, rather than naturally occurring situations (Cohen, 2007). Yet, I 

had to keep uppermost in my mind that the interview was a social, interpersonal encounter, 

not merely a data collection exercise. 
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With the semi-structured interviews, an important step was to compile interview schedules 

that would guide my line of inquiry albeit in a relaxed manner. I adopted the format 

suggested by Cohen et al (2007) to compile the schedule, that is:  

• the topics to be discussed 

• the specific possible questions to be put for each topic 

• the issues within each topic to be discussed, together with possible questions for 

each issue 

• a series of prompts and probes for each topic, issue, and question (p.361). 

In constructing the questions for the semi-structured interviews, I used prompts and probes 

to enable me to: 

... ask respondents to extend, elaborate, add to, provide detail for, clarify or qualify 

their response thereby addressing richness, depth of response, comprehensiveness 

and honesty that are some of the hallmarks of successful interviewing (Cohen et al, 

2007, p.361).  

The exact wording and sequence of questions were determined in advance and all 

interviewees were asked the same questions in the same order. Open-ended questions 

were used because: 

... respondents answer the same questions, thus increasing comparability of 

responses; data are complete for each person on the topics addressed in the 

interview (p.52). 

However, there were also weaknesses to the use of open-ended questions. There was: 

... little flexibility in relating the interview to particular individuals and circumstances, 

standardized wording of questions may constrain and limit naturalness and relevance 

of questions and answers (p.52). 

Nevertheless, these types of questions were chosen because they supplied a frame of 

reference for respondents’ answers, but put minimum restraint on the answers and their 

expression. Other than the subject of the question, which was determined by the nature of 

the problem under investigation, there were no other restrictions on either the content or the 

manner of the interviewee’s reply (Cohen et al, 2007). 

Both unstructured and semi-structured interviews were audio-recorded (Hoadley, 2005) in 

full with a digital recorder because it was my personal preference (Yin, 2009) and because 

they provided a more accurate rendition of any interview than any other method. In addition, 

the use of a tape-recording of an interview permitted me to conduct the interview in a 

relatively relaxed way, without concern that key points would be lost but there was a danger 

that the interviewee would withhold comment because a permanent record was being kept. 

In a few instances, interviewees asked me not to use certain comments that they made 

about macro-school and macro-state discourse which I respected. I have not used those 

comments in data analysis, however, these comments were included in my transcripts with a 
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note to self not to use these in analysis and not to share these publicly in this thesis. 

Exemplar full transcripts have not been provided as appendices because of sensitive 

information in the transcripts that teachers did not want to be shared. 

I ensured that I obtained permission for use of the digital recorder from interviewees prior to 

commencing with the interviews. Fortunately, none refused. The same procedure was 

applied in observation settings. I asked the teacher before the lesson to explain to pupils that 

I would be recording.  In addition to recording interviews and observations, like Hoadley 

(2005), ‘informal interviews held with teachers during the course of the research were 

recorded in field notes and formed part of the total teacher interview data set' (Yin, 2009, 

p.83).  

3.7 Data Analysis 

Data analyses were aimed at reducing diversity even though each of the countries and 

schools within the countries was arrayed differently contextually. The focus was not on the 

diversity of contexts but rather on emerging similarities in ideological orientations. The study 

aimed to ‘develop a different approach which placed at the centre of analysis the principles 

of transmission (Bernstein, 1977, p.3) and the forms of Bernstein's message systems, that 

is, curriculum, pedagogy and assessment; and their embodiment in structures of social 

relationships. Qualitative, multi-level (macro- to micro-) and mixed method (inductive and 

deductive) analyses for the analysis of data produced by the methods in the previous section 

across the study were used to explore this ‘embodiment’ and examine how teachers made 

judgements on such embodiment, that is, recontextualization. Different tools for analysis, 

that is, descriptive, narrative, and analytical were used. There was also variation in levels 

and depth of analysis. Table 3.8 illustrates the multi-level frame: 

 

 

 

 

 

 

 

 

 

 

 

 

 



65 

 

Table 3.8 Multi-level Analysis Frame 

 
Level 

 
Details of Analysis 

Level 1 
 
 
 

Literature review: archaeology of ‘otherness’ & theoretical frame 

Level 2 Analysis of documents, observations and interviews with head teachers and 
teachers which resulted in school description model to determine internal 
and external relations and TI 
 

Level 3 Analysis of data collected from documents, observations, and interviews in 
last three years in two schools to determine knowledge organization (KO), 
knowledge modalities (KM) and internal organization (IO) at macro-state, 
macro-school, and micro-school levels. 
 

Level 4 Used findings from levels 1 and 2 to compile a summary of findings for each 
of the macro- to micro- domains in each of the schools and countries 
Used this data in turn to compile a composite model of a curriculum for the 
special schools in this study  
 

Level 5 Analysis of data collected from interviews with teachers to establish how 
teachers had made judgements on how to recontextualize the mainstream 
curriculum into the model that was observed in play at the schools and their 
perceptions of the recontextualization procedure (seen at Level 3 above). 
 

 

3.7.1 Language Barriers 

In addition, there were language differences in this transnational study across two countries, 

In England, English, as the official language, was used as the medium of instruction. In SA, 

there are eleven official languages. The two SA schools in this study used English as the 

medium of instruction. However, in lessons that were observed, the teachers in School L, 

switched to teaching in Afrikaans because of Afrikaans-speaking pupils, even though the 

official medium of instruction was English. In addition, in the Literacy lesson at this school, 

the teacher separated pupils within the group into English- and Afrikaans-speaking pupils. 

Thus, some data recorded digitally was also in Afrikaans.  

However, this did not present as a challenge because I am also South African. Afrikaans is 

my second language, and I taught Afrikaans at secondary school level for 14 years prior to 

relocating to the UK in 2002. I was able to translate the data myself without having to take 

recourse to a translator, which would have incurred additional costs to my studies. Thus, this 

averted the high risk of misinterpretation, misunderstanding, and loss of a respondent's 

intended meaning because as the translator I was familiar enough with the dialect to convey 

conceptual equivalence (Smith, Jing & Liu, 2008). In transcriptions of data from lesson 

observations, the sections that have been transcribed in data for School L are indicated in 

italics. In some cases, I have used the Afrikaans words in my discussion. 

3.7.2 Language of Description 

Methodologically, the study drew on studies by Bertram (2008), Daniels (1987) and Hoadley 

(2005) to develop an external language of description to analyse data collected during the 
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course of the research programme. The theoretical frame provided the internal language of 

description and in this chapter, an external language of description for empirical analysis is 

developed. Bernstein’s theory provided a language of description in its own terms; two 

qualitatively different languages in theory and research (Bertram, 2008). The internal 

language was the language of the theory itself and the external language was the language 

that described things outside the theory within the field it investigated providing an external 

language of description. Thus the theoretical and the empirical were viewed in a dialectic 

way (Morais, 2006).  

Figure 3.9 Dialectic Relationships in Language for Analysis 
 
 
 

 
 

 
 

 
 

 
 

However, such a relationship proved challenging as experienced by Hoadley (2006), that is: 

... difficulties in working with the concepts classification and framing empirically. 

Because they are dialectically linked, to ‘see’ them separately poses challenges for 

the researcher (Hoadley, 2005, p.56). 

Nevertheless, in the case of this study, Bernstein’s concepts ‘classification’ and ‘framing’ 

provided a strong conceptual structure and explanatory power (Morais, 2006) to examine the 

underlying structure of the curriculum. His educational codes were useful in the analysis of 

official pedagogic discourse (OPD) and school discourses enabling the study to identify the 

form and manner of how schools selected, classified, distributed, transmitted, and evaluated 

educational knowledge they consider public, which reflected both the distribution of power 

and the principle of social control (Bernstein, 1975). Bernstein’s ‘classification’ and ‘framing’ 

were used as global classifiers across the study because the analysis of classification and 

framing can be applied to different levels of school organization and various units within a 

level (Daniels, 2001). 

Like Morais (2002), the research methodology was based on Bernstein (2000) and rejected: 

... both the analysis of the empirical without an underlying theoretical basis and the 

use of the theory which does not allow for its transformation on the basis of the 

empirical ( Morais, 2002, p.8).  

Therefore, the theoretical models, the external language of description and the empirical 

analysis interacted transformatively to lead to greater depth and precision because the 

internal language of description directed the external language of description and this 

directed the practical structuring of research and the analysis and interpretation of results 

(Morais, 2002).  

Dialectic Relation 

Internal Language External Language 



67 

 

This was a sociological study of the recontextualization of a whole curriculum; it was 

concerned with formal educational knowledge, which may be realised through Bernstein’s 

three message systems. These are curriculum, pedagogy, and assessment. The study made 

use of a Bernsteinian framework because I was able to develop the internal language of 

description into an external language of description that I used to ‘read’ the curriculum 

documents, and data emanating from interviews and observations to arrive at answers to my 

analytical questions and the main research question. 

Bernstein’s educational knowledge code, which refers to the underlying principle, which 

shapes curriculum, pedagogy, and assessment, was used as an internal language of 

description, a deductive analytical tool at the macro-institutional and micro-interactional 

levels. However, the analysis of the three message systems also included inductive analysis. 

The main study was concerned with judgements that teachers make in recontextualizing the 

whole curriculum. The volume and depth of analyses at the micro-interactional level at each 

of the four schools thus differed from other studies conducted on the recontextualization of 

individual subjects such as History (Bertram, 2008) and social class and pedagogy in 

Mathematics (Hoadley, 2005). Analyses in this study were not concerned with the specifics 

of the curriculum in each of the subjects but concerned with comparisons: 

... between the disciplines (inter-disciplinary boundaries), between different topics 

within the same discipline (intra-disciplinary boundaries), or between the school 

discipline and everyday knowledge (inter-discursive boundaries, as the boundary is 

between the vertical, school discourse and the horizontal, everyday discourse) 

(Bertram, 2008, p. 29). 

These concepts assisted in coding data in order to determine whether the curriculum at 

macro-state and macro-school levels were a performance or competence model and  

whether the system at large was a closed or open system. To recap in a performance model 

knowledge is made explicit, is vertically organized, has a collected code (strong boundaries 

between subjects) and is made up of predominantly formal school knowledge; also referred 

to as a closed system (Bernstein, 1975). The competence model on the other hand is the 

exact opposite. Knowledge is implicit, is horizontally organized, has an integrated code 

(blurred boundaries between subjects), blurred boundaries between everyday and formal 

school knowledge; also referred to as an open system. The study made use of Bernstein’s 

(1975) instrumental and expressive orders from his earlier work to explore the notion of open 

and closed systems at the macro- and micro-levels. This enabled the study to take a macro-

view of the three message systems, that is, curriculum, pedagogy, and assessment; thus 

arriving at whether the system at large was a closed or an open one. The internal language 

of description could be represented as illustrated in figure 3.10. 
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Figure 3.10 Internal Language of Description:  

 

 

 

 

 

 

 

 

 

  

 
 
 
 
 
 
 
 
 
 
 
The strong explanatory power of Bernstein’s internal language of description (Morais, 2006) 

allowed the study to use the same concepts in diverse contexts such as at the macro-

institutional state, macro-institutional school and micro-interactional school levels. This 

helped broaden the relationships studied and to conceptualise the results at a higher level 

as the judgements that teachers make in special schools about curriculum 

recontextualization has not previously been studied. Bernstein’s (1996) performance codes 

with purity of categories (1975) and competence codes with mixing of categories were used 

at the macro-institutional state and school levels as well as at the micro-interactional school 

levels to examine the recontextualized curriculum. 

However, educational knowledge cannot be viewed in isolation from other social relations 

within the macro-school context. Other social classifiers appear to exist. Bernstein’s 

performance and competence codes appeared not to allow for the incorporation of all these 

social classifiers to determine whether the system is a closed or open one. In the previous 

chapter, we saw that Bernstein (1975) used the terms mechanical and organic solidarity to 

describe closed and open systems respectively. Organic (open) solidarity is emphasized 

whenever individuals relate to each other through a complex inter-dependence of 

specialized social functions whereas mechanical (closed) solidarity is emphasized whenever 

Message systems: 
Curriculum, Pedagogy, 

Assessment 
 

Recontextualization Field: Macro-
institutional State (OPD) 

Reproduction Field: Macro-institutional 
school (recontextualized) 

 

Closed/Open System: Performance 
/Competence Codes 

 

Classification/ Framing (Global) 
 

Micro-interactional school 
(recontextualized) 

 



69 

 

individuals share a common system of belief and sentiments which produce a detailed 

regulation of conduct. 

Features of Bernstein’s open and closed systems (1975) were also used as analytical tools 

at the macro-state and macro-school levels and micro-school levels to explore discourses at 

the school taking a whole macro-school view. Thus, there was a return to his earlier work 

(1975) to gain a more comprehensive overview of the recontextualized curriculum at the 

micro-interactional level.  

His concepts of expressive and instrumental orders were used as analytical tools to develop 

an external language of description in empirical analysis. It should be noted in relation to this 

coding frame for open and closed systems that curriculum, that is KO, KM and IO were 

analysed at the macro-institutional state level and macro-institutional school level. 

Pedagogic discourse was further analysed at the classroom levels as translated into 

pedagogic practices, that is, regulative and instructional practices. In an earlier chapter on 

the theoretical framework, expressive and instrumental orders were explained further. 

3.7.3 Macro-institutional and Micro-interactional levels 

As mentioned previously, this study is a single case analysis with embedded units. The units 

are each of the countries and these units themselves contain further-embedded subunits, 

that is, the two schools in each country. The units of analysis at the macro-institutional state 

and school levels were curriculum documents at state level, curriculum documents at the 

macro-school level, and interviews and observations at the micro-interactional school levels. 

Data from these processes at micro-interactional levels were also used to shed light on 

macro-school implicit policy in the absence of explicit formal curriculum policy.  

Data from lessons, unstructured interviews and documents were also used to arrive at the 

school description model at the micro-interactional-school levels in the second pilot study. 

Thus, there was an overlap in coding with data serving a dual purpose that is for macro- and 

micro-discourses; more than one category was applied to the same sets of data. Initial and 

secondary summaries were compiled for different sets of data at all levels of the study.  

Strategies for qualitative analysis fall into three main groups which are categorizing 

strategies such as coding and thematic analysis, connecting strategies such as narrative 

analysis and individual case studies, and memos and displays (Maxwell, 2005). The main 

categorizing strategy in qualitative research is coding; the goal of which is not to produce 

counts of things but to fracture (Strauss, 1987, in Maxwell, 2005) the data and rearrange it 

into categories that facilitate comparison between things in the same category and between 

categories (Maxwell, 2005). The categories were derived from existing theory and also 

inductively generated during the research. This made it easier for me to develop a general 

understanding of what was going on; to generate themes and theoretical concepts, and to 

organize and retrieve the data to test and support these general ideas.  

As an example, Table 3.11 is an extract from an initial summary drawn from a state 

curriculum document.  
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Table 3.11 Extract: Initial Description of Segment: RNCS grades R to 9  

 
Level & Unit of Analysis 

 
Segment 

 
Description of Segment 

Macro-institutional state 
level: curriculum documents 

RNCS grades R to 9 KO  
KM 
IoTr  
IoPr  
IoTgr 
PDis  
 
 

C0 
C0 
F0 
F0 
F0 
F0 

 
Data from all sources were coded using three different types of classification relationships, 

namely interdisciplinary, intradisciplinary, and interdiscursive relationships (Bertram, 2008) 

that were mentioned earlier and  internal organization, that is, Bernstein’s theory of 

instruction. Data were categorised into three categories, that is: 

• Knowledge organization (KO) 

• Knowledge modalities (KM) 

• Internal Organization (IO) 
 
Thus, the same categories were used across the study from macro- to micro-levels. This 

was done to facilitate cross-unit comparisons between macro-school discourse and 

pedagogic practices at the micro-interactional levels of classrooms in the reproduction fields 

in each of the countries and between-unit analysis between the two countries in this 

transnational study. At the macro-levels thematic analysis revealed categories from the 

analysis of data pertaining to the form of the curriculum. In analysis of pedagogic practices at 

the micro-interactional classroom levels, these pre-defined categories were applied to 

facilitate comparisons.    

Analyses of data from the three main sources of data collection were an ongoing process. 

Data were revisited at various points and analysed using Bernstein’s internal language of 

description as was pertinent at a particular level in the study because: 

… part of what distinguishes qualitative analysis is a loop-like pattern of multiple 

rounds of revisiting the data as additional questions emerge, new connections are 

unearthed, and more complex formulations develop along with a deepening 

understanding of the material (Berkowitz, 1997 in Miley, 2008, p.52). 

Thus, qualitative analysis was fundamentally an iterative set of processes. Intra-case 

analysis examined curriculum discourses at a single site. Cross-embedded unit analysis and 

cross-further-embedded unit analysis systematically compared and contrasted four schools 

with each other as well as with the respective macro-discourses at OPD level. This is 

therefore unlike Bertram’s study (2008) which presented the different schools as case 

studies in themselves. Furthermore, 

… case study findings are strengthened by the convergence of information from 

variety of sources, providing multiple measures of the same phenomenon (Yin, 1994, 

p.92). 
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This proved true in the use of documents, interviews, and observations in this study. In 

addition, using the same categories for the coding of data from different sources located at 

the macro-institutional to the micro-interactional settings enabled me to measure the same 

or similar phenomena at the micro-interactional levels that had already emerged at the 

macro- levels, both at macro-state and macro-school levels. Furthermore, the adoption of 

the same categories for coding at the micro-interactional levels made it possible to conduct 

comparisons between the macro- and micro-levels in each of the countries. It also facilitated 

the conducting of cross-unit analysis between schools in each of the countries, and across 

schools in the two countries.  

Each of the curricula in the respective countries was treated as segments. Lessons were 

divided into the starter, main activity and plenary. This pattern of analysis was adopted from 

Bertram (2008). The coding frame thus was used for each of these segments and overall 

classification codes were assigned to the lesson as a whole by combining the classification 

codes for each of the segments.  

Table 3.12 an example of an analysis frame: 
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Table 3.12 Summary of Analysis Frame  

Conceptual Category 
 

Analytical Tool 

Curriculum:  
Knowledge Organization 
(KO) 
 
 

Classification (C) 

• Interdisciplinary: strength of boundaries between subjects 

• Intradisciplinary: strength of boundaries between content within 
subjects 

Curriculum Modalities (KM) 
 

• Interdiscursive: strength of boundaries between implicit/explicit; 
horizontal/vertical; everyday/school knowledge; 
integrated/collected code 

 

Internal Organization of 
School (IO) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Framing (F): Theory of Instruction 

• Teacher roles (IoTr): extent to which teacher roles were 
insulated and specialized 

• Pupil roles (IoPr): extent of pupil participation 

• Pedagogic context: 

• Teaching group (IoTgr): extent to which pupil groups were 
heterogeneous/homogenous 

• Pedagogy (IoPdis) ( analytical tools provided below) 
 
Framing (F): Discursive rules (Instructional discourse) 

• The extent to which the teacher controls the selection of the 
content 

• The extent to which the teacher controls the sequencing of the 
content 

• The extent to which the teacher controls the pacing of the 
content 

• The extent to which the teacher makes explicit the rules for 
evaluation of learners’ performances 

 

Framing (F): Hierarchical rules (Regulative discourse) 

• The extent to which the teacher makes formal or informal the 
social relations between teacher and learners 

 

 

Table 3.13 on page 73 is an example of a description of a segment in full. 
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Table 3.13 Description of Segment in full: Document: Revised National Curriculum 

Statement Grades R to 9 

Segment KO: Knowledge 
Organization 

KM: Knowledge Modality: 
Interdiscursive 

IO: Internal Organization of 
School 

RNCS 
grades R to 9 

Interdisciplinary 
Intradisciplinary  

C0 
C0 

Horizontal/Vertical:  
Explicit/Implicit:  
School/Everyday 
Knowledge:  
Integrated/Collected:  

C0 
C0 
C0 
 
C0 

IoTr  
IoPr  
Pedagogic Context 
Tgr 
Ped: 
ID: 
Selection 
Sequencing  
Pacing 
Evaluation  
RD  
 

F0 
F0 
 
F0 
 
 
F0 
F0 
F0 
F0 
F0 
 
 

 

Regarding lesson observations, not all lessons were coded; only the Literacy and Numeracy 

lessons were. Of all lessons observed, Literacy and Numeracy lessons were selected for 

analyses because they formed the bulk of lessons observed. They were also selected 

because all four schools had at the core of their ideological systems, a concern with 

improving the basic Literacy and Numeracy skills of pupils. These were transcribed, coded, 

and analysed. Initial and secondary summaries were compiled for these lessons.  

However, in the chapter on pedagogic practices, only the findings of a single Literacy lesson 

are presented from each of the schools in this thesis. The choice of a Literacy lesson over 

lessons in other subjects arose from wanting to gain a greater understanding of how 

ideology at the respective schools influenced the recontextualization of discourse from the 

macro- to the micro-levels. All four schools identified that their pupils arrived at their schools 

with significant gaps in Literacy, underperforming in a range from a few months to several 

years. It appeared that Literacy was thus an operational tool used by each of the schools to 

instrumentalize their ideological orientations, which in the main amongst other things was to 

raise levels of Literacy to at least an ability to read and write by the time pupils leave the 

school.  

Seeing that the influence of the schools’ ideological positioning on the form of discourse 

adopted at the level of special schools in this study emerged as a fundamental principle that 

appeared to shape such discourses, I was interested in finding out how this played out at the 

micro-interactional levels. I was also interested in exploring further the applicability of 

Bernstein’s pedagogic discourse being a dominant regulative discourse (RD) with an 

embedded instructional discourse (ID) which had already emerged in the school description 

model. 

Each of the Literacy lessons that was analysed in detail followed the same format and was 

presented with similar teaching styles by each of the teachers. Hence, the lessons presented 

in Chapter 6 could be said to be representative of other Literacy lessons taught by these 

teachers. In addition, there were internal staffing changes at one of the schools, School HS, 

which meant that the Literacy lessons observed were conducted by two different teachers at 
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different points in time. Therefore, in each of the schools, the last Literacy lesson observed is 

discussed in Chapter 6 because findings from these could be said to suggest current trends 

at each of the schools. 

Following the compilation of initial and secondary summaries, comparisons were made 

across the study as indicated in Table 3.14. 

Figure 3.14 Comparisons in Analysis 

 

 

 

 

 

 

 

 

 

Comparisons were thus: 

• Between the macro-state discourses in embedded units in  single case study 

• Between further-embedded units in each of the countries 

• Between the schools and macro-state discourse in each of the countries 

• Between schools across the two countries 

3.7.4 Teacher judgments  

Prior to analyses of data pertaining to the ways in which the teachers in this study made 

judgements about the recontextualization of a mainstream NC into a special school 

curriculum, summaries were compiled of findings from the analysis of data that reflected 

macro-state, macro-school and micro-school discourses. This was done to set the context 

for the examination of how teachers made their judgements. In the first instance, a multi-

level summary was compiled, that is, one comprising of a summary of the findings at macro- 

and micro-levels in each of the schools and in each of the countries as shown in Table 3.15. 

 

 

 

Single Case Study 

School LH 

Embedded Units 

South Africa England 

School L School WA School HS 

Further Embedded Units 
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Table 3.15 Framework for Summary of Findings from macro-state to macro-school 

 South Africa England 

 OPD L WA OPD HS WA 

  Macro Micro Macro Micro  Macro Micro Macro Micro 

KO 

IDisc           

Intra           

           

KM 

Idiscu           

IO 

TRo           

Pro           

Tgr           

Ped           

 

A completed frame is located in Chapter 7 on teacher judgements. Following this, a 

composite curriculum model for all four schools was constructed, using data from the above 

frame as follows: 

Table 3.16 Composite Model of Curriculum Discourse  

  Features Curriculum 
Model 

KO Interdisciplinary Weakened boundaries between 
subject content 

 

 Intradisciplinary Weakened boundaries between 
contents within subjects 

 

KM Interdiscursive Weakened boundaries between 
modalities of knowledge 

 

IO Teacher Role Fragmented and differentiated role  

 Pupil Role Contextually raised aspirations with 
contextually limited areas of choice 
and participation 

 

Pedagogic Context   

 Teaching Group Heterogeneous: mixed ages, 
numbers and abilities 

 

 Pedagogy ID (teacher control over selection, 
sequencing, pacing and evaluation 
embedded in RD (control over 
conduct, manner and character) 
 

 

 

Here again, a completed frame is located in the chapter on teacher judgments. In examining 

the ways in which teachers made judgements about curriculum recontextualization, both 

inductive and deductive analyses were used to code data from semi-structured interviews 

with teachers. Bernstein’s classification and framing have been used globally across the 

study. However, for teachers' judgements, analysis was not concerned with classification, 

which is the degree of boundary maintenance between contents (Bernstein 1973a, 1973b in 

Sadovnik, 2001) and a concern with the insulation or boundaries between curricular 

categories (areas of knowledge and subjects).  
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Only framing was used to classify relations as the analysis was concerned with the location 

of control over the rules of communication (Sadovnik, 2001), that is, the degree of control 

teacher and pupil possess over the selection, organization, pacing and timing of the 

knowledge transmitted and received in the pedagogical relationship (Bernstein, 1973). 

Traditionally both Bernstein and other researchers who have used his theory made use of 

framing in pedagogical relations between teachers and pupils. In the case of this study, I 

extended pedagogic relations to that between macro-state and macro-school discourse and 

teachers. Pedagogic relations have also been applied to the relation between teacher’s 

ideologies and ideologies concerning the construction and recontextualization of the 

‘otherness’ of pupils in this study.  The following is an extract from analysis frame that was 

used to code data for teacher judgements:  

Table 3.17 Extract from Analysis Frame for Teacher Judgements 
 

Deductive Conceptual 
Category 

Inductive Analytical Tool 

KO 
 
 
 
 
 
 
 

• Extent to which state ideology influenced teacher 
judgements 

• Extent to which macro-school ideology influenced 
teacher judgements 

• Extent to which the ‘otherness’ of acquirers 
influenced teacher judgements 

• Extent to which teacher’s personal ideology 
influenced teacher judgements 

 

The boundaries that C and F describe are important concepts in Bernstein’s work; they are 

socially constructed between different categories of learner, between different social groups; 

between different school subject areas (Bourne, 2008). According to Bourne, Bernstein 

argues that to understand a social system, or the differences between social systems, one 

needs to examine the way in which such boundaries, or ‘classifications’ are socially 

constructed and maintained, and the degree of insulation or strength of boundary between 

one socially constructed category and another. 

In examining teacher judgements, these socially constructed boundaries within the 

discursive gaps between the recontextualization and reproduction fields were examined. In 

keeping with a need for data reduction owing to a large volume of data that had been 

accumulated during this study, only the findings from semi-structured interviews with one 

teacher in one school in England and one school in South Africa respectively are presented. 

These interviews were with teachers who taught the Literacy lessons (findings from the 

analysis of these lessons are presented in Chapter 6). This was done to facilitate an 

examination of how the emergent dominant phenomena in those lessons had been arrived 

at by the same teachers who had taught these lessons. Findings from analysis of semi-

structured teacher interviews with Literacy and Numeracy teachers in all four schools 

revealed in initial summaries the same or similar patterns as in the findings of the interviews 

presented in Chapter 7. 

The presentation of findings from data analysis of the interviews with Teacher A and 

Teacher B could thus be said to be representative of findings in the same categories for 

different teachers and different lessons in the study.  
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3.8 Data reduction  

‘Data collection for case study research can be time-consuming and tedious and often 

results in the accumulation of large amounts of data’ (Yin, 1994, p.10). A similar pattern 

emerged during the course of this research programme. Hence, I took recourse to data 

reduction which often forces choices about which aspects of the assembled data should be 

emphasized, minimized, or set aside completely for the purposes of the project at hand 

(Frechtling and Sharpe, 1997). The main concern in this study was the judgements that 

teachers make in recontextualizing the NC into a format they believe will meet the unique 

needs of their pupils in special schools. Therefore, decisions about data reduction were 

guided by a concern for data that would illuminate recontextualization and how teachers 

made their judgements about such recontextualization. 

As part of the process of understanding how these judgements were made, it was 

necessary, in the first instance to examine the differences in the form of discourses located 

in the recontextualization field and the form of its transformation as recontextualized at the 

reproduction field at the macro-institutional levels of the four schools. To aid a comparison 

between the macro-state discourse and the discourses in the reproduction field, that is at the 

micro-interactional level, in addition to examining macro-school discourse, I also examined 

discourse at the level of individual classrooms using non-participant observations. However, 

these observations accompanied by subsequent unstructured interviews with teachers 

following the lesson observations resulted in large amounts of data (Yin, 1994). Therefore, 

data reduction took place throughout the study. This was permitted because data reduction 

is not something separate from analysis; it is part of analysis (Miles and Huberman, 1994).  

Data reduction helped me sharpen, sort, focus, discard, and organize data in such a way 

that final conclusions about teacher judgements could be drawn. 

3.9 Criteria for Judging Research Designs 

The true test of the research design of this study was in the four logical tests that Yin (2009, 

pp.40-42) suggested, that is: 

• Construct Validity 

• Internal Validity 

• External Validity 

• Reliability 

Some of the questions posed by Maxwell (2005) as follows provide an indication of what 

validity as a criterion for judging research design in qualitative research is concerned with: 

How might your results and conclusions be wrong? What are the plausible alternative 

interpretations and validity threats to these, and how will you deal with these? How 

can the data that you have, or that you could potentially collect, support or challenge 

your ideas about what's going on? Why should we believe your results? (p.4) 
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However, the exact nature of validity is a highly debated topic in both educational and social 

research since there exists no single or common definition of the term (Winter, 2000). The 

different types of validity and reliability are explored briefly in the following section providing 

measures to avert threats that were posed to these tests in this study. 

3.9.1 Construct Validity 

According to Yin (2009), construct validity which is, ‘identifying correct operational measures 

for the concepts being studied is especially challenging in case study research’ (pp.40-41). 

In the case of this study, the tactics that were provided by Yin to increase construct validity 

were applied as follows: 

• Multiple sources of evidence were used that is documents, observations and 

interviews to encourage convergent lines of inquiry 

• A chain of evidence was established  

• As reports or summaries of findings of each school were drawn up, they were sent to 

headteachers of the schools to be reviewed. 

A conventional way of treating validity in qualitative research is the recourse to triangulation 

(Brock-Utne, 1998). Case study itself is known as a triangulated research strategy (Tellis, 

1997). Triangulation may be viewed as the protocols and alternative explanations that are 

used to ensure accuracy (Stake, 1995). It reduces the risk of chance associations and of 

systematic biases due to a specific method and allows a better assessment of the generality 

of the explanations that one develops (Maxwell, 2005).  

3.9.2 Internal Validity 

Internal validity seeks to establish: 

... a causal relationship, whereby certain conditions are believed to lead to other 

conditions, as distinguished from spurious relationships (Yin, 2009, p.40). 

Yin suggested that internal validity tests were to be used for explanatory or causal studies 

and not descriptive or exploratory studies. However, whilst this study was an exploratory 

study, the research design was aimed at establishing causal patterns in the judgments that 

teachers made in how to recontextualize the mainstream NC into a special school 

curriculum. Indeed, findings as illustrated in the chapter on teacher judgements and other 

chapters in this thesis suggest that teacher judgements were influenced by ideologies that 

played in the discursive gaps between the recontextualization and reproduction fields of the 

pedagogic device. Cohen et al (2007) on the other hand argued that: 

... internal validity seeks to demonstrate that the explanation of a particular event, 

issue, or set of data which a piece of research provides can actually be sustained by 

the data (p.135). 

Therefore, this study applied internal validity as one of the tests to judge the design of 

research. To do this, the study drew on the three modalities of validity that Maxwell (2005) 

and Johnson (1997) respectively distinguished, that is description, interpretation and theory. 
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In doing so, I also took recourse to validity implications of each of these three modes of 

understanding as adopted by Hoadley (2005). Each of the three types is discussed briefly as 

follows: 

a. Descriptive Validity 

Descriptive validity refers to the factual accuracy of the account as reported by the 

qualitative researcher (Johnson, 1997) and is dependent on a full and accurate recording of 

data (Hoadley, 2005). To increase descriptive validity, I used a digital recorder to record 

interviews with teachers and headteachers, informal discussions at the school and 

observations of lessons and other events whilst ‘hanging out’ in each of the respective 

settings. The extended period of data collection, that is, three years, also served to ensure 

increased descriptive validity. In addition, there were built in methods for translation in 

School L, which whilst using English as the medium of instruction, also took recourse to 

Afrikaans because Afrikaans was the first language of some of their pupils. Further details of 

how translation was conducted are located at the start of the section on ‘Methods of 

Analysis’ earlier in this chapter. 

b. Interpretative Validity 

Interpretive validity is obtained to the degree that the participants’ viewpoints, thoughts, 

intentions, and experiences are accurately understood and reported by the qualitative 

researcher (Johnson, 1997) and is threatened when one imposes one’s own framework or 

meaning rather than understanding that of the research subject (Maxwell, 1996 in Hoadley 

2005). According to Hoadley: 

...  the point ... is to be explicit about how the data is structured and analyzed, and 

the way in which the theory and empirical data are put into conversation with each 

other (p.108). 

In the case of this study Hoadley’s premise was applied through the dialectical relationship 

between the theoretical and the empirical (Morais, 2006). This was discussed earlier in this 

chapter, that is, the internal language was the language of the theory itself and the external 

language was the language that described things outside the theory within the field it 

investigated providing an external language of description (Bertram, 2008).  

However, ‘the external language of description provided the chief mechanism for addressing 

interpretative validity as understood within a sociological realist approach’ (Hoadley, 2005, p. 

108). 

c. Theoretical Validity 

Theoretical validity is obtained to the degree that a theory or theoretical explanation 

developed from a research study fits the data and is, therefore, credible and defensible 

(Johnson, 1997) and is threatened if insufficient attention is paid to discrepant data or 

alternative understandings (Hoadley, 2005). Theoretical validity was increased by extended 

fieldwork, triangulation and participant feedback (Johnson, 1997). The duration of fieldwork 

in this study was conducted over a period of three years and participant feedback was used 

throughout the study. Triangulation was discussed earlier in this chapter.  
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3.9.3 External Validity 

External validity, the third test is ‘defining the domain to which a study’s findings can be 

generalized’ (Yin, 2009, p.40), that is it ‘deals with the problems of knowing whether a 

study’s findings are generalizable beyond the immediate case study’ (p.43). The 

generalizability of qualitative studies is usually based not on explicit sampling of some 

defined population to which the results can be extended, but on the development of a theory 

that can be extended to other cases (Becker, 1991; Ragin, 1987 in Maxwell, 2005). This has 

been described by Yin (1994) as cases where previously developed theory is used as a 

template against which to compare the empirical results of the case study. Thus, to increase 

external validity, this single-case study made use of Bernstein’s (1975, 1990, 2000) theory 

and studies done by other researchers such as Bertram (2008), Daniels (1987) and Hoadley 

(2005). 

3.9.4 Reliability 

Reliability, according to Yin (2009) demonstrates that the operations of a study such as the 

data collection methods can be repeated with the same results. Yin identifies a prerequisite 

for allowing another investigator to repeat an earlier case study, that is, the need to 

document the procedures followed in an earlier case. To increase reliability and to avert 

threats to reliability, this study used a case study protocol to deal with the documentation 

problem and I developed a case study database, that is, the findings that are presented in 

this thesis.  

3.10 Access and Ethical Considerations 

Attention to ethical issues in qualitative research is being increasingly recognized as 

essential (Christians, 2000; Denzin & Lincoln, 2000; Fine, Weis, Weseen, & Wong, 2000 in 

Maxwell, 1994). In particular, ethical standards for research concerned with children with 

special educational needs, appear to be of paramount significance. In order to ensure that 

ethical standards for such children were adhered to, I consulted with the British Educational 

Research Association Guidelines (BERA). However, seeing that the main focus of this study 

was the judgements that teachers made and hence a concern for obtaining data from 

observations of and interviews with teachers, no direct participation from the pupils 

themselves in any form of data collection was required. Thus, it appeared that BERA 

procedures for standards relating to active participation of children with special needs were 

not of relevance to the study. I consulted with the supervisors of my study to verify my 

deductions regarding this conclusion that I drew. 

Nevertheless, to minimise risks of violation to ethical standards, informed consent was given 

by those in loco parentis, that is headteachers or proprietors of the respective schools for 

pupils. In addition, in initial visits to the schools, I explained very simply to pupils and staff 

the reasons for my visits. Headteachers would advise parents/ carers of the study. Details 

about the project were sent to Local Authorities or Districts, requesting their consent. 

However, no responses were received. This did not pose a problem because three of the 

schools enjoyed autonomy through their independent status and the fourth had a fair degree 

of autonomy in being a community special school. 
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However, for teachers (including management staff), participation in the project was based 

on informed consent and on a voluntary basis (Cohen et al, 2007), with rights of withdrawal 

at any time (Robson, 1993; Cohen et al, 2007). In addition to arrangements already stated 

for participant feedback and verification of information, copies of the final report will also be 

made available. Data were not used in a way, which could publically identify the school; 

however, given my involvement in the schools in England, it may be the case that I would 

not be able to completely protect the identity of the schools. Nonetheless, pseudonyms were 

used to ensure privacy as much as possible.  

The next stage of the research was to gain access. By this I mean not only gaining physical 

access to the research setting but also the issue of building trust and developing 

relationships there which is so crucial to qualitative research (Measor and Woods, 1984a in 

Walford, 1991). 

Initial contact was made with headteachers of the respective schools in each of the 

countries. These were first done by email then followed up with telephone conversations. In 

the case of the school that I had been headteacher of at the start of the study, an initial 

discussion was conducted with the CEO (Chief Executive Officer) of the organization that the 

school belonged to. Discussions continued throughout the duration of the study, as the CEO 

was both sponsor and a critical friend.  

Following initial contact, arrangements were made for initial visits to the schools in 2010. 

Arrangements were also made for initial unstructured interviews, unstructured observations 

of lessons and general school operations such as lunchtimes, assemblies and breaks by 

‘hanging out’. Thereafter I communicated on an ongoing basis with headteachers or their 

secretaries to arrange visits during the three-year period of fieldwork, to ensure participant 

feedback and to obtain further information when required. 

3.11 Pilot Studies: A Natural History of Social Science 

Two pilot studies were conducted. The first was planned and predetermined whereas the 

second emerged as part of the process of the natural history of social science which has 

been mentioned in Chapters 1 and 2. 

Pilot Study 1 

The first pilot study was conducted in one of the schools in England, School LH. The 

selection procedure for the sample in this pilot study was based on convenience and 

logistical reasons. Geographically, the school was located close to the school that I was 

based in at the start of this study therefore access was easy in terms of time and distance. 

However, care was taken to ensure that the school was selected to represent the various 

dimensions that were pertinent to this study at that stage. For instance, a preliminary review 

of the modalities of the four schools in this study revealed that the characteristics of School 

LH were similar to the other schools in the study. There were four special schools in this 

study; two in South Africa and two in England. The South African schools have been called 

School L and School WA whilst the English schools have been called School HS and School 

LH. All four schools provide education for pupils with social, emotional and behavioural 

difficulties (SEBD); however, SEBD is only defined as a category of special educational 

needs (SEN) in England. In South Africa, there is no formal classification system for the 
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various types of needs in various categories of SEN. However, the Education White Paper 

(DoE, 2001) acknowledges this type of need whilst not ascribing a label to this need.  

Description of School LH (London, England) 

The school is a community special school that caters for 140 pupils aged between 11 and 19 

who come from a diversity of backgrounds. They all have a variety of SEN including general 

learning difficulties, language and communication difficulties, autism spectrum disorders and 

a range of needs falling under an overarching category of SEBD and are pupils who have 

come from mainstream schools or alternative education providers.  

The school is committed to personal growth and the development of all individuals within a 

safe learning environment and aims to provide a safe, caring and friendly environment whilst 

ensuring that young people who attend are enabled to achieve their potential through active, 

practical, participative learning. An ideological positioning iterates the holistic development of 

pupils. There appeared to be an overarching rationale that seeks to promote spiritual, moral, 

cultural, social, emotional, and behavioural development of pupils. 

The school also has an outreach team of specialist support teachers working in many 

secondary special schools. However, the outreach team was excluded from this study 

because they do not form part of the sample as they work with pupils and students who are 

not on roll to the school. 

Details of pilot study 

The main objectives of the first pilot study were: 

• To pilot test the methods of data collection, recording procedures and techniques and 

methods of analyses. 

• To gain an understanding of the sets of relations that were present (internal and 

external to the school. 

• To refine the research design taking into account findings from the pilot study. 

This pilot phase comprised unstructured observations of two lessons and social times such 

as breaks and lunchtimes, unstructured interviews with the teachers of these lessons 

following the lesson observations and documentary analysis of the school brochure.  The 

observations and interviews were deliberately unstructured because I wanted to obtain a 

general overview of the sets of relations characteristic of the school. The conceptual 

framework was derived from a literature review of the ecosystemic theory which included a 

comparison of this theory with other theories such as the psychodynamic and behaviourist 

theories and a review of previous studies conducted using the ecosystemic theory such as 

Pillay and Di Terlizzi (2009) and Cooper (2001).  

It appeared that at the heart of the ecosystemic theory is the notion of relations between the 

subsystems of a child’s ecosystem. Such theorists argue that changes within and between 

the subsystems impact on the child (for example, see Apter, 1982; Bronfenbrenner, 1979; 

Hobbs, 1982). In the main the review suggested that relations between the subsystems were 

interpersonal relations. For instance, Bronfenbrenner suggested that an analysis of the 
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microsystem must take into account the full interpersonal system operating in a given 

setting. He posits that that this system must include all the participants present and involve 

reciprocal relations between them. His dyadic and triadic relations were used to categorise 

relations. Dyads, according to Bronfenbrenner, are the basic building block of the micro-

system of the ecosystem making possible the formation of larger interpersonal structures 

such as triads and tetrads. Seeing that the ecosystemic theory had posited relations as 

interpersonal relations, I had taken this to also mean pedagogical relations in the context of 

this study in the initial stages. 

Thus, whilst the interviews and observations were unstructured, I had predetermined themes 

that I wanted to cover based on modalities of interpersonal relations with those: 

• in the classroom 

• out of the classroom 

• out of the school 

Bronfenbrenner’s dyads were used as the basic unit of analysis to categorise data into sets 

of relations. I, too, like Bronfenbrenner posed the pupil centrally as N in the portrayal of 

dyads. For example, N + 3 (P, T, 2 TAs) was the pupil’s relations with the teacher and two 

teaching assistants in the class. N + 5 (P, T, 2 TAs, HT, DH) was the pupil’s relations with 

the teacher, two teaching assistants, the headteacher and deputy headteacher. 

Findings from pilot study 

This pilot study contributed to the main study. The ways in which both pilot studies helped 

refine methods of data collection and data analyses and subsequently the research design; 

and overcome logistical barriers to data collection are addressed later in this section. 

Findings from the pilot study also suggested flaws in the use of an ecosystemic 

conceptualisation of relations. Attempts to operationalise the notion of relations empirically 

as framed in an ecosystemic perspective, revealed certain weaknesses in how relations in 

the ecosystemic theory are conceptualized. The pilot study revealed a gap in the 

ecosystemic theory; in that; these relations have only been conceptualised at a superficial 

and explicit level. Sets of relations that emerged from analysis of data using an ecosystemic 

conceptual framework as the internal language of description, suggested interpersonal 

dyadic relations rather than pedagogic relations framed as social relations. Findings thus 

suggested that the use of an ecosystemic conceptual framework did not allow me to get to 

the tacit and implicit social relations at the school. 

Pilot Study Two: Emergence of natural history of social science 

The flaws that emerged in the first pilot study led to a natural history of social science in this 

study as mentioned in chapters 1 and 2 of this thesis. The findings from the first pilot study 

suggested the need for a revised conceptual model that set out the social structure of 

special schools, that is, one that could assist in framing the schools in this study in their 

micro-interactional and macro-institutional social relations. This was necessary to establish 

what the different categories of social relations were before going on to an examination of 

discourses. This in turn was necessary before an examination of curriculum 
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recontextualization and the judgements that teachers made about this process through the 

compilation of further coding frames for analysis of data.  

The challenge lay in identifying a model of school description that could be used to code 

categories of relations that extend beyond interpersonal relations, that is, implicit social 

relations from the macro- to micro-domains. Daniels’ model (1987) for school description 

drawn from Bernstein’s pedagogic discourses seemed an appropriate model that could 

generate the data that would aid in answering the first analytical question of this study, that 

is, ‘describe the internal and external social relations; and identify the pedagogic discourses 

and practices that are in place’.  

The model of school description that Daniels (1987) used was aimed at studying the 

transmission of selected criteria of communicative competence and thus appeared to 

provide a useful starting point. The usefulness of a school description model adapted from 

Daniels (1987) (see Appendix 2) and Bernstein’s theory in analyzing social relations at the 

macro-institutional and micro-interactional levels was assessed prior to adopting these 

premises for the whole study as part of the second pilot study.  

Through a natural history of social science, Bernstein’s theory (1990) on pedagogic 

discourses thus emerged as a model that provides a means for analysing social relations at 

macro-institutional and micro-interactional levels as well as social relations between these 

two levels (Daniels, 2006). Daniels’ (1987) model of school description seemed an option to 

identify social relations at a broad level within and between the aforementioned two spheres. 

As the first pilot study revealed gaps in the ecosystemic theory in the classification of 

relations, there was a decision to undertake a second pilot study using Daniels’ school 

description model. I adopted Hoadley’s strategy (2005) that is I lay out as coherently as 

possible what I expected to find in the sites before entry. As a result, theoretical gaps and 

silences were addressed through a robust analytical framework, that is, a theoretical and 

methodological framework. The second pilot study also helped further refine data collection 

plans with respect to both the content of the data and the procedures to be followed (Yin, 

1994) and data analysis. In adopting and adapting Daniels’ model of school description 

(1987), the study was concerned with also assessing the reliability of his general school 

description model based on Bernstein’s sociology of cultural transmission. As far as I am 

aware, Daniels’ model for school description has not been replicated or adapted for use. 

The second pilot study was conducted across all four schools because I wanted to establish 

whether a Bernsteinian conceptual framework was applicable to the cross-cultural contexts 

in this study, that is, two schools in a developing country, South Africa and two schools in a 

developed country, England. Unstructured observations and interviews, and documentary 

analysis of school brochures were again conducted. In the case of School LH, there were 

overlaps in data from the first and second pilot studies even though following the first pilot 

study, themes for unstructured interviews and observations were revised taking into account 

a conceptual framework derived from Bernstein and Daniels. The revised themes were 

social relations in: 

• school organization 

• theory of instruction 
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• classroom practice 

Horizontal and vertical social relations were examined. Bernstein’s classification and 

framing, that Daniels (1987) also used, was used to categorise relations. Codes for the 

various categories of social relations were allocated according to what I viewed as that which 

constituted the macro-institutional and micro-interactional spheres in my model of special 

school’s social structure. To verify the allocation of codes within each school, Daniels’ 

method of verification was adopted, that is, the respective school’s frameworks of codes 

were sent to the respective schools for input by the headteacher to endorse the codes that 

had been attributed to the various categories of social relations. 

Overall Descriptions of the remaining three schools in this study 

School L (Cape Town, South Africa) 

School L is an independent school, part of Project X, recognised by the Western Cape 

Education Department (WCED). Project X is a youth project run by an Italian Catholic Order. 

The school provides full-time and part-time educational programmes for street children. 

Between 40 and 90 children of school age arrive each day from the various shelters in and 

around Cape Town or directly from the street.  

According to the headteacher and school counsellor, practices at the school should be seen 

in the context of the types of street children in the Western Cape, which according to them 

are different from street children in other parts of Africa. The focus is on rehabilitating young 

people, giving them an experience of a school routine, and ensuring that they can read and 

write by the time they reach 16. The crux of the focus is to heal the broken wings and teach 

them to fly again, which encompasses the emphasis on a wide range of life skills, including 

an ideological positioning that stresses spiritual and moral development. 

School WA (Durban, South Africa) 

School WA is an independent school that provides education for children with learner special 

educational needs (LSEN) from grades 3 to 12. Pupils who attend the school are those who 

have social, emotional and behavioural difficulties (SEBD) such as those on the autistic 

spectrum, including Asperger’s, Autism and Attention Deficit and Hyperactivity Disorder 

(ADHD). These pupils experienced difficulties in accessing education in large classes in 

mainstream settings therefore the parental preference is an independent school that 

provides smaller classes and one that caters for children with LSEN. The mission statement 

of the school is to develop happy, thinking, caring pupils who will be equipped with the 

necessary life skills to cope as balanced and confident individuals. This school, like School 

L, also has an overarching ideological positioning that promotes moral and spiritual 

development through a life skills rationale; however, practices at this school also promote 

emotional development through an overarching framework for the development of EQ 

(Emotional Intelligence Programmes). 

School HS (London, England) 

School HS is an independent special school for children with social, emotional, and 

behavioural difficulties (SEBD), Autistic Spectrum of Disorders (ASD), and moderate 

learning difficulties (MLD) that is registered with the Department for Education (DfE). The 
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school is part of a wider organisation, HBH that specialises in providing care and education 

for vulnerable children. HBH has children’s homes for looked after children (LAC) across 

London. The school, as part of HBH is also registered as a therapeutic community with the 

Community of Communities (Royal College of Psychiatrists). Pupils at the school have a 

history of disengagement and prior to attending School HS, they would likely not have 

engaged with education in previous schools such as mainstream, special, residential, Pupil 

Referral Units (PRU’s) or in any other form of education other than at school (EOTAS). 

The school’s vision is ‘restoring hope, releasing potential and rebuilding lives’. As with the 

other schools, School HS leans towards an ideological positioning that aims to provide pupils 

with an experience of education that their peers in mainstream schools have and to ‘heal’ the 

effects of trauma, abuse, neglect and marginalisation from the wider society because of their 

SEBD. However, the ideological positioning of School HS appears to be formalised by its 

affiliation as a therapeutic community with the Royal College of Psychiatrists; membership is 

prescriptive and requires adherence to a range of standards that promotes therapeutic 

practices.  

Analysis of data from Pilot Study 2 

Using the data gathered from the different schools to compile school descriptions according 

to the model of description, I planned to look at the similarities and differences between 

schools in each of the two countries and between differences and similarities between the 

two countries. Included in this analysis was the identification of the impact of explicit and 

implicit social relations at macro-levels. A crucial aspect of this process was to analyse how 

phenomena associated with school governance and the ideological positioning of these 

schools impacted on the micro- to macro- and macro- to micro-levels.  

Furthermore, following the first pilot study, methods of analyses of data were refined and 

there was recourse to mixed method and multi-level analysis as a result of wanting to 

examine common patterns at macro- and micro-levels in and between schools and 

countries. The following section provides and exemplar of analysis of data from the second 

pilot study. 

Example of qualitative mixed method, multi-level approach to analysing data 

The example used here is observation data that I analysed to arrive at the school description 

model. It was not possible to analyse all the sets of data I collected with the same level of 

detail. As I moved from the macro- to the micro-level in my school description model, certain 

things came into focus whilst others moved out (Bertram, 2008). I used Bernstein’s concepts 

of classification (C) and framing (F) as theoretical tools and as analytic devices. I 

operationalised these concepts so that they could be recognised in my data, for example in 

each of the categories in my school description model, I assigned specific indicators within 

each category as Daniels (1987) did (see Appendix 2).  

Some parts of the analysis used description and narratives (Bertram, 2008) such as in the 

overall description of schools. Others emphasized analysis such as pedagogic practices. 

The school description model set out parameters for depths and levels of analysis by virtue 

of the detail in each category. I used inductive analysis to explore emergent themes and to 

condense my vast amounts of raw textual data into summaries and tables. The first step was 
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to transcribe auditory text and text from the field notes using ordinary language and 

translating Afrikaans data to English where applicable. When transcribing data on pedagogic 

practices in classrooms, I organised my data from my auditory text and field notes into three 

segments for each lesson observed: beginning, main and end. This was done because I did 

not want to straight away categorize the whole lesson as weak or strongly framed, I first 

wanted to see what the relations were in various parts of the lessons. 

The data was categorised into two broad themes: macro and micro; I used my own personal 

shorthand to code the data, for example ‘Ma’ for macro and ‘Mi’ for micro and ‘irr’ for 

irrelevant at this stage. In cases where I recognised that the data would come in handy at a 

later stage, I used ‘imp’ or ‘v imp’ for whatever it was that I was earmarking the data for, for 

example, ‘v.imp4TJ’ (very important for teacher judgements). As I went along I drew a list for 

these codes so that I could refer to them when needed later, for example, ‘v.imp4TJsch 

desc.p.4’ (very important for teacher judgements in school description data).  

Deductive analysis was then used to classify data according to existing themes that were 

predefined from the conceptual framework of the school description model. I had looked at 

this model prior to data analysis. I read my text more than once. I used key words from the 

school description model to identify and select text from my data and divided the texts into 

segments that contained meaning units. These were obtained from my school description 

model. I labelled statements in the data with codes for labels from categories from my school 

description model, for example, ‘WAI F + +’, that is school WA, strongly framed in 

international relations.  

Following this, I condensed these statements and placed them under categories from my 

school description model in the format of a table on a school-by-school basis that included 

all four schools. In several instances, I found that segments of texts could be placed in more 

than one category. I used codes to indicate these in the various categories that I placed 

them in, for example, from ‘repWAIF + +’, looked at the schools individually and analyzed 

data within each of the schools (within further-embedded unit analysis). There were still too 

many categories and some categories had blurred boundaries in framing in vertical 

classification of adults in the school. So, I further condensed the statements into the 

categories and merged categories into categories that make up a theory of instruction: 

model of teacher, model of pupil and model of context and model of pedagogic 

communicative competences again initially conducting a within further-embedded unit 

analysis.  

This deductive analysis was done based on categories I had predefined from my theory. I 

then moved on to further analysis and compared similarities and differences between 

schools in each of the countries (between further-embedded unit analyses) and finally 

between countries and across all schools (cross-further embedded-unit analysis). In this 

analysis new themes emerged such as the life skills rationale and ideological orientations 

which shaped the future direction of my study. Once I completed these different levels of 

analyses, I compiled a composite school description model for all four schools. 

Findings 

Table 3.18 sets out main findings from the pilot of the school description model. A 

comprehensive coding frame is located in the appendices section (Appendix 2). 



88 

 

Table 3.18 School Description Model: Coding Framework 

 

 

 

 

 

 

 

 

 

 

 

 

Information in the table above and from the descriptions of the four schools on initial data 

analysis suggested that there are similarities and differences between the schools in each 

country and between schools in the different countries. The greatest similarities across 

schools and the countries lie in the dominance of regulative practices and the emergence of 

similar ideological orientations across schools as follows: 

• Providing a normal experience of schooling to the social group of ‘other’ pupils 

because of gaps in education and total disengagement from education. 

• Improving basic literacy and numeracy skills to ensure that pupils are at least 

numerate and literate by the time they leave the respective schools. 

• Facilitating pupil personal, social, emotional and behavioural development; in the 

main, their social interaction and communication skills to facilitate acceptance in the 

wider society. 

• Providing a nurturing, caring, and warm environment with flexibility in curriculum, 

pedagogy, and assessment matched to needs of pupils. 

In summary, a life skills rationale emerged in all four schools. 

Later in the study, the data were revisited as part of examining macro-school and micro-

school discourse in comparison with macro-state discourse. Subsequent data analysis in the 

context of recontextualization of macro-school discourse transformed some of the patterns 

that emerged in these initial stages.  

 

 School L School WA School HS School LH 

 
External Values 

Framing: 
International/National 
Local Authority/District 
Governing Body or equivalent 
Parents 

 
F + + 
F + + 
F + 
F + 

 
F + + 
F + + 
F + + 
F + + 

 
F - 
F - 
F -  - 
F - 

 
F - 
F - - 
F - 
F - - 

 
Internal Values: 

School 
Subjects: 
Horizontal 
 
Adults 
Horizontal 
Vertical 
Classroom 
Instructional Practice: 
Context 
Order 
Regulative Practice 
 

 
 
C - -  F + + 
 
 
C - - F -  - 
C - - F -  - 
 
 
C  + + 
F  + + 
F  + + 

 
 
C + + F + 
 
 
C - F - - 
C - F + + 
 
 
C + + 
F + + 
F + + 
 
 

 
 
C + + F + 
 
 
C - F - - 
C + + F + 
 
 
C + + 
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The overall impact of the pilot studies on the main study 

The outcomes of the pilot studies were classified into three categories as follows: 

• conceptual framework 

• research instruments 

• practical or logistical considerations 

In the previous sections I have already posited how the conceptual framework for the study 

was refined following the first pilot study. Findings from the second pilot study suggested that 

the use of a Bernsteinian conceptual framework as an internal language of description was 

successful. Therefore, this study adopted this framework for the remainder of this study 

together with an external language of description drawn from studies such as Bertram 

(2008), Daniels (1987) and Hoadley (2005). 

In as far as research instruments and practical considerations were concerned, please see 

Appendix 3 for examples of notes that I made in relation to barriers encountered and how 

they were resolved in the main study. Overall, the following changes to the research design 

took place: 

• use of semi-structured interviews instead of unstructured interviews. 

• more structured observations as opposed to unstructured observations 

• more flexible data collection schedules. 

One of the more practical outcomes from the pilot was the ways in which I arranged visits to 

the school. Following the pilot studies, I ensured that visits to the schools in South Africa 

were timed with my school holidays here in England which meant that I was able to visit the 

South African schools during their term-time. There was one exception. In 2012, the Easter 

vacation in England coincided with that in South Africa. However, I overcame this by 

requesting special leave from my employer. In this way I was able to visit South Africa before 

their schools closed. 

An additional practical implication was that of sharing reports with headteachers of the 

schools. When the school description model for each school was compiled in the second 

pilot study, I sent it out to the respective headteachers. However, I received no feedback 

because headteachers did not have the time to read through the reports. I therefore revised 

the procedure for sharing information. In addition to emailing information to the schools, I 

also discussed main findings from each visit at the next visit to the school. 

Overall, both the pilot studies helped me refine my conceptual framework, methods of data 

collection and analysis. 

3.12 Conclusion to chapter 

Using case studies for research purposes remains one of the most challenging of social 

science endeavours (Yin, 1994). Rigorous planning for the design of this qualitative case 

study was thus essential to minimize such challenges. This chapter has thus covered the 
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specifics of the research design for this case study. It defined the case to be studied, 

determined the relevant data to be collected, determined how such data were collected, 

determined what to do with the collected data, piloted these processes, refined processes 

and considered research issues such as ethics and validity. In this way this chapter 

explained and illustrated a rigorous methodological path. Together with the previous chapter, 

the analytical framework for this study has been provided. 
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Chapter 4: Archaeology of ‘Otherness’ 
 
Historical construction of pupils as ‘other’ and the ways in which this was taken up at 

the micro-interactional levels 

4.1 Introduction to Chapter 

Before exploring how teachers made judgements on how to recontextualize a curriculum in 

special schools for these pupils, an archaeological trace was conducted to establish how the 

identities of these types of pupils in two cross-cultural contexts had been historically 

constructed. This is a sociological study, which focused on a particular type of pupils, who 

are thought to have SEBD and are viewed as ‘other’ than their peers. I was interested in how 

their ‘otherness’ or ‘difference’ was constructed at the macro-institutional levels and 

recontextualized at the micro-interactional levels because sociologists are interested in the 

social construction of categories, how they are created, ascribed, received and changed 

(Barton, 1986) in order to place the study in context.  

The chapter first introduces the types of pupils in this study then examines the archaeology 

of how their 'otherness' was constructed historically in the two cross-cultural contexts, that is, 

in England and South Africa. It then looks at the ways in which these constructions were 

recontextualized as curriculum discourses historically. The chapter also provides a summary 

of the current context in each of the countries respectively.  

4.2 The Pupils in this Study: Social Group 

The pupils in the sample in this study, that is, four special schools, two in South Africa, and 

two in England are seen to have SEBD as their main category of need and may be seen as 

‘other’ than their peers in mainstreams settings. Evidence from the respective schools 

suggests that they may also fall under other categories. There are those who have been 

diagnosed as having specific learning difficulties (dyslexia, dyspraxia and dyscalculia) and 

difficulties associated with formally diagnosed conditions such as those on the autistic 

spectrum of disorders (ASD), Attention Deficit, and Hyperactivity Disorder (ADHD). There 

are also those who are street children, orphans, gang members, drug addicts, abandoned 

children, those who have suffered abuse in different forms, those who have been given up 

by their parents and those who have been removed from their homes by authorities or 

families owing to neglect and poor socio-economic conditions.  

4.3 Social Groups and Production  

Traditionally, ‘social class’ has been a system of stratification used to group people into 

different sets of hierarchical categories, organising society into hierarchical divisions, usually 

synonymous with socio-economic conditions. From a Marxist point of view, class shared a 

common relationship to production. A Marxist view sees class relations as being reproduced 

through time. According to Anyon (1980), Bernstein (1977), Bourdieu and Passeron (1977), 

and Apple (1979) focusing on school knowledge, have argued that knowledge and skills 

leading to social power and regard (medical, legal, managerial) are made available to the 

advantaged social groups but are withheld from the working classes to whom a more 

practical curriculum is offered (manual skills, clerical knowledge). Hoadley, (2005) has 

argued that we have known for a long time that schooling reproduces social class 
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differences. Working class and middle class children come into school differentially 

positioned for success, and the school fails on average to give working class learners 

opportunities for progression. 

There is a large body of work, which evidences hierarchical divisions in education based on 

stratifications according to socio-economic conditions. The relationship between social class 

and production and the cultural reproduction of such hierarchical divisions has been the 

focus of such studies. For instance, Anyon (1980) observed five elementary schools which 

had been categorised as ‘working-class’, ‘middle-class’, ‘affluent professional’ and ‘executive 

elite’. Anyon concluded that fifth-graders from different economic backgrounds are already 

being prepared to occupy particular rungs on the social ladder.  

Schools are thus viewed as socialising agencies (Barton, 1997) and are involved in the 

shaping of identities, in the distribution of particular forms of knowledge and skills, as well as 

the transmission of dominant values and beliefs, that is, ideology. The school contributes to 

the creation of differential forms of consciousness and outcomes, which themselves sustain 

fundamental divisions in the wider society (Hall, 1977; Apple, 1980; Weis, 1986 in Barton, 

1997). They play a significant role in reproductions of these divisions. In this exploration into 

how the ‘otherness’ of the types of pupils in this study has been historically constructed in 

the context of the wider study; the relationship between social class and production is 

applied to the relationship between the SEBD of pupils in this study, that is, their ‘otherness’ 

and the forms of education they have received historically.  

Historically, pupils in schools have been stratified into hierarchical social groups through 

differences in performance, socio-economic factors, ability, ethnicity, gender, SEN and 

language. These social factors have interacted and intersected in a complex manner and 

thus determined into which social groups certain types of pupils have been placed. It 

appears that quite often, the intersections of two or more social factors have either 

marginalized or disadvantaged certain social groups whilst privileging others. Thus, it 

seemed that social inequalities in schooling were inherent for certain social groups through 

the intersections of these social factors. For instance, pupils with SEN are eight times more 

likely to be permanently excluded than their peers who do not have these needs (European 

Commission, 2012). Evidence on gender suggests that boys are over-represented in lower 

sets and from some minority ethnic groups and pupils with SEN are over-represented in 

lower sets (Kutnick et al, 2006). Since the first large-scale studies conducted in the 1950s 

and 1960s, one of the most consistent results in sociology of education research has been 

the existence of inequalities in school results and educational trajectories related to social 

factors (Van Zanten, 2005). However, grouping according to social factors and subsequent 

social inequalities in education are constituted differently in different cultural contexts as has 

been evidenced in this study in England and South Africa.  

In the study it appeared that, the types of pupils have not only been categorized according to 

their SEN, but also in varying degrees by correlation with other social factors. For instance, 

the prevalence of SEN has been attributed to differences in gender, ethnicity, socio-

economic conditions, and language. Studies have illustrated that boys are more likely to 

present with SEBD (Cooper and Upton, 1991) and ethnic groupings such as Afro-

Caribbeans are more likely to have SEBD (Croll & Moses, 1998).  
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Black Caribbean and mixed white and black Caribbean pupils were around 1.5 times more 

likely to be identified as having behavioural, emotional and social difficulties (BESD) than 

white British pupils (Mitchell, 2010). There appears to be a greater number of recorded 

pupils with SEBD from working-class families than from middle-class families (Cole, Daniels 

and Visser, 2012). Studies have also demonstrated that pupils in the aforementioned 

categories are more likely to be excluded, truants, end up in the criminal system, or leave 

school with low levels of functional literacy and numeracy.  

Thus, in addition to the reproduction of social hierarchical divisions based on socio-economic 

conditions, education has also created social hierarchical divisions based on the 

characteristics of pupils according to different social factors. It appears that historically, the 

social group of ‘other’ pupils, that is those with SEBD, had a common relationship to the 

relationship between social class and production. Similarly, it appears that the type of 

education they received and the types of provision that they were placed in, was linked to 

the types of social groups they were placed in. There are various stratifications in education 

for example, ‘less-able’, ‘more able’, ‘underperforming’, ‘EAL’ (English as additional 

language) and ‘G and T’ (gifted and talented). Pupils allocated to these different hierarchical 

divisions have received different forms of education in the same way that pupils from the 

different hierarchical divisions based on socio-economic conditions received; based on what 

schools have thought they are capable of by virtue of the types of social groups they have 

been placed in as is suggested by this archaeological trace.  

Sociologists have provided powerful explanatory models of social reproduction of 

inequalities (Van Zanten, 2005) through schooling. For instance, Bourdieu and Passeron 

(1977) started to make these connections. Their work is concerned with demonstrating the 

way the education system legitimises and perpetuates the current social order by making 

social hierarchies appear to be based on gifts, merits and skills (Tomlinson, 1982). 

A parallel can be drawn between the forms of education that different social classes 

differentiated by socio-economic conditions received and the forms of education that 

different social groups in schools based on stratifications according to social factors 

received. For instance, the bourgeois were seen as the priviledged class and were allowed 

access to superior education that was geared to produce future doctors, lawyers and 

business leaders as has been argued by Anyon (1980). The working-class on the other hand 

was ‘disadvantaged’ and received education that prepared them for more manual labour that 

did not require much academic proficiency (Bernstein, 1977). In the same way studies have 

shown that in schools those in social groups that have been viewed as ‘more-able’ and ‘G & 

T’ have received the full curriculum and higher forms of knowledge whereas those seen as 

‘less-able’ and those with ‘SEN’ have been provided with a watered-down curriculum 

(Tomlinson, 1982). Similarly, these ‘more able’, ‘G & T’, ‘less-able’ and ‘SEN’ social groups 

have been either further disadvantaged or privileged through being further stratified 

according to other social factors such as gender, ethnicity, language and socio-economic 

classes. 
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4.4 The Construction of ‘Other’   

4.4.1 Social Groups 

The categorization of pupils who are seen to have SEN is not a new phenomenon. Since the 

nineteenth century pupils with SEN have been relegated to categories in various ways that 

labelled them as 'other' than or different from their peers. By virtue of this categorization, 

they were rendered into a social group of difference or otherness in education. There is a 

large body of evidence arising from analysis of pupils’ SEN or 'otherness', and the provision 

for them in relation to these stratifications. Research into pedagogic discourses for such 

pupils has to a large extent focussed on an analysis of the occurrence of their SEN and/or 

provision for them; explaining their performances in relation to social stratifications 

(Tomlinson, 1982; Frederickson and Kline, 2002; Riddell, 1996 and Cassen and Kingdon, 

2007). For instance, evidence has suggested that pupils with SEBD are more likely to come 

from black Caribbean families and working class white families (Cole, Daniels, and Visser, 

2012). Other studies have shown that pupils with SEBD are more likely to come from what 

has been called ‘troubled’ families. This suggests the emergence of SEBD social groups 

based on intersections with other social factors. 

In order to conceptualise SEBD or 'otherness' as a social group, this archaeological trace 

draws on work done by Bernstein (1975, 2003) on the relationship between social class and 

pedagogic discourse and practices which has long been a central concern of scholars 

(Morais and Neves, 2001; Sadovnik, 1991; Semel, 1995 in Sadovnik, 2001). However, 

Bernstein’s work and studies based upon his work on the relationship between social class 

and pedagogic practices (Bernstein, 1977, 1990) have mainly focused on the differences in 

performance and/or pedagogic discourses and practices that have arisen from social class 

differences in relation to socio-economic conditions. 

To date there have been no studies that have used Bernstein’s theory on social class and 

pedagogic discourse to examine the relationship between social groups, that is those seen 

as ‘other', and pedagogic practices. However, there has been some work on how ‘other’ has 

been constructed and taken up. Persaud (2000), for instance in a qualitative research project 

offered an analysis of the othering processes of the education system with a focus on pupils 

with disabilities or ‘deviants’, that is,  how the latter were constructed as ‘other’ and 

subsequently excluded and marginalized. Persaud argued that deviance is largely socially 

constructed; determined by the judgements of others and that both society and the individual 

view the ‘deviant’ as ‘other’. 

Carrier (1984), on the other hand, referred to this ‘otherness’ as differences. He posited that 

in societies with formal education and especially in societies where success in formal 

education is seen as an important route to high social status, people are concerned to 

explain differences in pupil performance and achievement that is discovering differences in 

educational outcomes. He suggested that learning disability, speech impairment, giftedness, 

mental retardation, and the other terms that have defined the universe of educational 

exceptionality are formal explanations of educational success and failure that are 

institutionalized in important ways that separate the more or less successful pupils from each 

other.  
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The educational and medical systems' response to difference results in the creation and 

subsequent marginalization, exclusion, and devaluation of 'otherness' thus the education 

system must respond to difference in more appropriate ways (Persaud, 2000). Persaud 

recommended that it is necessary to re-examine and interrogate the special education model 

in terms of ‘othering’ and its use. 

One way of re-examining and interrogating the special education model in terms of what 

Persaud (2000) calls ‘othering’, was to conduct an archaeology of how the social group of 

‘otherness’ for the types of pupils in this study has been constructed and taken up 

historically. 

4.4.2 Bernsteinian Archaeological Tool 

The concept ‘archaeology’ in the context of this discussion derives from Foucault (1980). 

Foucault used the term archaeology in the sixties to conceptualise his approach to writing 

history. According to Foucault, archaeology is about examining the discursive traces and 

order left by the past in order to write a history about the present. Foucault’s archaeology 

proved a useful way to examine the historical ideological construction of 'otherness' and the 

ways in which this construction was recontextualized at the level of special schools as one of 

the ways of understanding how teachers affected such recontextualization in this study. 

Using Foucault’s concept of archaeology, I used Bernstein’s theory of pedagogic discourse 

(1990, 2000) as an ‘archaeological tool’ to examine the construction of the social group of 

‘otherness’ and to examine the different ways the identity of this social group has been taken 

up by and applied in schools at  different key moments in special education. However, the 

school does not engage in the cultural reproduction of hierarchical divisions in a vacuum. 

The archaeology in this chapter suggests that the construction of the identities of the social 

group of pupils like those in this study has been influenced by the characteristics of the 

societies in England and in South Africa in different dispensations.  

There were larger forces at play, which stemmed from the macro-institutional levels. The 

school could be said to be the formal apparatus of the state. A Bernsteinian ‘archaeological 

tool’ was an analytical tool that made an overarching trace possible because his model is 

one that is designed to relate macro-institutional forms to micro-interactional levels and the 

underlying rules of communicative competence (Daniels, 2006). This provided a useful way 

of analysing the relationship between 'otherness' as a socially constructed hierarchical 

division and the form of education that this division has historically received. 

Underlying Bernstein’s theory was his claim that the school acts as the social classifier 

through what he terms the three common message systems that all schools around the 

globe have in common: curriculum, pedagogy and assessment (Cause, 2010). These three 

message systems work to make education an agency of socialization and allocation 

(Bernstein, 1975) and through them, difference is produced and reproduced.  

Through the three message systems of a school, the dominant cultural group controls, 

classifies, produces and transmits what knowledge is to be learnt and what values and 

attitudes are acceptable in that society. However, the three message systems in schools do 

not have their beginnings in schools themselves. They emerge as a pedagogic discourse 
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from a recontextualization process, which is part of what Bernstein (1996) has termed the 

pedagogic device as illustrated below:  

Figure 4.1 Pedagogic Device: Construction of Pupil ‘Otherness’ 
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Thus, discourses for curriculum, pedagogy, and assessment at school level are determined 

by a principle of recontextualization that delocates and relocates discourses from the macro-

institutional levels to the micro-interactional levels (Bernstein, 1996). The resultant discourse 

embeds two discourses, the regulative and instructional discourses.  

As seen in the theoretical framework, Bernstein posited curricula as performance or 

competence models. These models provided a way of examining how knowledge is 

organised and provided a useful analytical tool in exploring the relation between the social 

group of ‘other’ pupils and production.  

The selection of either of the models or a combination of the two may also be largely 

influenced by macro-institutional forms. The macro-spheres may comprise the state but may 

also include those macro-institutional supra-ordinate forms that govern special schools such 

as overarching organizational structures (churches, charities and private organizations in 

cases where schools are independent schools). Even though, initial special education 

provision frequently took the form of separate special schools set up by religious or 

philanthropic organizations (Ainscow and Haile-Giorgis, 1998), they were eventually, 

adopted, and extended as part of national education arrangements, often leading to a 

separate, parallel school system for those pupils seen as being in need of special attention.   
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4.4.3 Constructions of 'Otherness' in England and in South Africa 

This study was conducted in a cross-cultural context that is in England and in South Africa. 

The construction of the identities of the types of pupils in this study appeared to be 

dependent on the wider socio-cultural contexts of these countries respectively. For instance, 

in South Africa, in addition to being categorized as pupils with LSEN (learner special 

educational needs), pupils were also historically classified into social groups of LSEN by 

virtue of the racial class they were in. Thus, it appeared that social inequalities in education 

presented as a result of apartheid practices and continue following the alleged demise of 

apartheid decades ago. Blacks were more likely to be openly classified with LSEN than their 

other counterparts. Similarly, evidence suggests that blacks were more likely to be 

considered violent and dangerous than whites. Thus as a result of apartheid, racial 

classification in education appeared overt and legitimized.  

In England, a similar phenomenon occurred. A bias towards SEN, violence or 

underperformance resulting from belonging to ethnic minority groups seemed to be more 

covert; however, it was nevertheless present as has been demonstrated in a recent study by 

Strand (2012). Thus, the identities of pupils were constructed by an intersection of two or 

more social factors with the SEBD/SEN of pupils such as gender, ethnicity, language and 

social class which resulted in subsequent social inequalities in education by virtue of the 

forms of social characterization and categorization. 

In the next section, a summary of findings from a literature review is presented. More 

detailed descriptions are located in Appendix 4. The section is discussed in the following 

order: 

• England 

o Overall Description 

o Pre-Warnock Era 

o Warnock Era 

• South Africa 

o Overall Description 

o Apartheid era 

o Post-Apartheid Era 

A. The construction of ‘other’ in England 
 
Overall Description 
 
Historically, in England, at the macro-institutional levels, legislation, government guidance, 

advice and the ideological orientations of humanitarians (in the nineteenth and early 

twentieth centuries) appear to have influenced the construction of ‘other’. These appear to 

have also largely influenced how ‘other’ was recontextualized at the micro-interactional 

levels. There appears to have been two key eras that influenced recontextualization 
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processes. I have referred to these as the pre- and Warnock eras. Figure 4.2 illustrates this 

diagrammatically. 

A potential third could be legislation that arises from the state’s SEN Green Paper: Support 

and Aspirations: a new approach to special educational needs and disability (DfE, 2011). 

Figure 4.2 Model for Construction of 'Otherness' in England (adapted from Bernstein’s 

Theory of Pedagogic Discourse) 
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‘Warnock’ refers to a key moment in special education following the publication of the 

Warnock Report (Warnock, 1978) which amongst other things recommended that there 

should be specialist provision for the two percent of SEN children who might need support 

over and above what mainstream schools could provide. The 'otherness' discourse that 

emerged in the pre-Warnock and Warnock eras was recontextualized as the theory of 

instruction (TI) at the level of schools. Both the ‘otherness’ discourse and TI in turn acted as 

recontextualizing principles that shaped the pedagogic discourse at the micro-interactional 

levels for pupils who are ‘other’.  

1) Pre-Warnock Era: Medical Model 
 
Literature suggests that the social group of 'otherness' during this period was characterized 

by the application of a medical model of disability, promulgated by humanitarians and later 

by the official pedagogic discourse (OPD) of the state. Essentially, the medical model viewed 

children’s difficulties as located within individuals (Cooper, 1993). The model of the acquirer 

was the ‘feebleminded’ who became the educable defectives, then the educationally 

subnormal and finally children with learning difficulties (Tomlinson, 1982). The transmitter 

was one who maintained care and control, teaching pupils basic life skills. The models of 
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pedagogic contexts and communicative pedagogic competences were largely shaped by 

what the state felt was necessary and best for the acquirers who were considered ‘other’. 

Curriculum in the Pre-Warnock Era 
 
The types of curriculum that were made available to those in special education during the 

era when ‘otherness’ defined by a medical model, appears to have been largely shaped by 

the OPD. A review of literature suggests that it was also influenced by the ideologies of 

humanitarian structures, which served to act as supra-ordinate forces that influenced how 

'otherness' was recontextualized at the micro-interactional levels.  

It appears that the curriculum offered to ‘other’ children in special education was a basic 

curriculum that focused on equipping them with life skills and basic employability skills so 

that they were not seen as a burden to society. This discourse, which appears to have 

stemmed from the Victorian era continued until the 70’s, that is a social class of children 

categorized as ‘other’ who were seen as dangerous and needed to be ‘contained’ and 

segregated; and who were seen as destined for work in production at manual levels by virtue 

of their social grouping; these types of production roles viewed as ‘menial’.  

The ways in which the constructions of 'other' were recontextualized at the micro-

interactional levels from the macro-institutional levels during the pre-Warnock era could be 

described as Bernstein’s competence model (1996) because they took the following forms: 

• Implicit 

• Everyday knowledge 

• Horizontally aligned 

• Logic of Acquisition 

• Integrated Code 

2) Warnock Era : Social Model 

The Warnock Report (Warnock, 1978) which was later formalised through the introduction of 

the 1981 Education Act radically changed the conceptualisation of ‘other’, that is SEN and 

apparently how children with SEN were educated. The report promoted the use of the social 

model and changed the term ‘handicap’ to SEN. It was hoped that the new conceptualization 

would shift the focus from the individual’s ‘disability’ to their individual needs. In the UK, the 

social model was influenced by sociologists grounded in a neo-Marxist philosophy that made 

a clear demarcation between disability as social oppression and impairment as functional 

limitation (Connor et al, 2008). In contrast with the medical model that encouraged 

segregation, the social model promoted the inclusion of ‘other’ pupils with SEN, which is, 

mainstreaming.  

The model of the acquirer was the child with SEN as defined by the 1981 Education Act, 

which is a child has SEN if he has a learning difficulty, which calls for special educational 

provision to be made for him (DES, 1981). The model of the transmitter was shaped by OPD 

by the 1981 Education Act, which set out clear parameters for what the governors of schools 
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should ensure that teachers should do. The models of pedagogic contexts and pedagogic 

communicative competences were also determined by OPD. 

Curriculum during the Warnock Era 
 
In the discussion of the construction of ‘other’ or ‘SEBD’ in the medical pre-Warnock era and 

social Warnock era, this study has argued that there were different discourses for different 

groups of pupils (see appendices section for supplementary information on the archaeology 

of 'otherness'). A performance model constructed at the macro-institutional level dominated 

the type of knowledge in the mainstream area whilst this was recontextualized into a 

competence model for pupils in special educational settings at the micro-interactional levels. 

The recontextualization process was conducted by teachers, the active agents themselves 

at the micro-interactional levels at the level of schools. However, they were influenced by 

OPD and unofficial pedagogic discourse which had been modelled along the lines of medical 

and social models. A performance model was used in mainstream to provide a more 

academic programme for those who were being prepared for university and college. Its 

recontextualization as a competence model in segregated settings for those who were being 

prepared to enter the market at manual levels appears to have reinforced a Marxist view that 

is the relation between social class and production. Similarly, it supported Bernstein’s (1977, 

2003) notion of the relationship between social class and pedagogy. 

Figure 4.3 Pre-Warnock and Warnock Eras 
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overarching ideologies in two major political dispensations, focusing mainly on what has 

been viewed as inequalities of the past or the previously disadvantaged. 

From the evidence that is available, it appears that historically in South Africa, like in 

England, at the macro-institutional levels, legislation, government guidance, advice and the 

ideological orientations of humanitarians influenced the construction of ‘other’. They also 

largely influenced how ‘other’ was recontextualized at the micro-interactional levels. It has 

been argued that schools played a socialising role and were instrumental in cultural 

reproduction at the level of education (Van Zanten, 2005). 

The construction of ‘other’ at the macro-institutional level; and how this was recontextualized 

and taken up at the micro-interactional levels historically could be categorised into two eras 

in SA; during apartheid and post-apartheid. In summary, the Apartheid Era appeared to be 

characterized by a medical model whilst the Post-apartheid Era appeared to be 

characterized by a social model. 

Table 4.4 Apartheid and Post-Apartheid Eras (SA) 

 

 

 

1) The Apartheid Era: Medical Model 

Overall, the education system in South Africa has been described as a segregated special 

education system, in which children with disabilities were categorized and separated 

according to both race and disability (Muthukrishna and Schoeman, 2000). Apartheid was a 

system of racial segregation that was officially introduced and formalised in 1948. However, 

literature suggests that the system of segregation had already been in place by then. In 

South Africa, in early years disability was addressed from a medical model, focusing on the 

individual’s problem as it deviates from the norm (Coleridge, 1993, in Fagin, 2011) and 

policies relating to special needs were based on categories focused on medical or biological 

impairments.  

Thus, the medical model’s construction of the social group ‘other’ and segregation by race 

was legislated by the OPD during the apartheid era. Together with the ideological positioning 

of the religious order, the OPD shaped the recontextualization of this discourse at the micro-

interactional level. Segregation in the apartheid era appears to have occurred through race 

and SEN unlike in England where segregation during the pre-Warnock era occurred in 

relation to SEN children being segregated from mainstream because they were considered 

as ‘dangerous and ‘disruptive’ to workhouses. However, the emergence of the SEN social 

group was also linked to an intersection with social class. Those ‘dangerous’ and ‘disruptive’ 

children were likely to come from working-class backgrounds. Similarly, in South Africa 

blacks were considered ‘working-class’ therefore both the medical discourse and race acted 

as major differentiators of the social group SEN in the apartheid era. 

From what has appeared in literature,  the model of the acquirer was therefore similar to that 

in England, seen as having a ‘within’ illness that needed to be cured and destined to the 

Era OPD 

Apartheid Medical 

Post-apartheid Social 
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manual levels of production in society. The model of the transmitter was shaped by OPD and 

overarching supra-ordinate ideological orientations, that is the apartheid policies. The main 

aim of the transmitter was to impart and inculcate religious instruction to convert natives and 

provide minimal knowledge impartation. The pedagogic contexts and pedagogic 

communicative competences appear to have also been shaped by OPD thus the TI like in 

England in the pre-Warnock era was shaped by OPD and the philosophies of humanitarians 

and philanthropists. 

Curriculum in the Apartheid Era 

The curriculum in South Africa during the early colonial days and in the apartheid era 

resembled that in the pre-Warnock era in England; it, too, appears to have been influenced 

by an OPD that was formulated according to the medical deficit model, however state OPD 

for special education was also shaped by apartheid policy. In SA, separate curricula for 

whites and blacks were inherited when the Special Education Act in 1948 made special 

education for whites statutory. A performance model, academic curriculum for whites was 

the official curriculum that continued until the introduction of Curriculum 2005 following the 

collapse of the apartheid regime. Blacks, on the other hand, were offered a differentiated 

curriculum. The limited literature that exists on the curriculum for blacks suggests a 

competence model, which was similar to what appeared in England in the pre-Warnock era. 

The following table compares the academic and differentiated curricula in SA during the 

apartheid era: 

Table 4.5 Comparison of Curriculum Discourse in Apartheid Era 

 
Blacks: C - - 

 
Whites: C + + 

 
Differentiated Curriculum 

 
Academic Curriculum 

 
Competence Model 
 

• Implicit 

• Everyday knowledge 

• Horizontally aligned 

• Logic of Acquisition 

• Integrated Code 

 
Performance model 
 

• Explicit 

• School Knowledge 

• Vertically aligned 

• Logic of Transmission 

• Collected Code 

 
 
Thus, a parallel can be drawn between the types of curriculum in the pre-Warnock era for 

pupils with SEBD, to blacks in general in the apartheid era in South Africa and blacks with 

SEN in special education. It appears that they received a curriculum in the mould of 

Bernstein’s (1996) competence model whereas it appears that whites in South Africa in the 

apartheid era, both those with SEN and those without, received a curriculum in the mould of 

a performance model.  
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Figure 4.6   Comparison between countries: Web of Social Relations 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
As can be seen from the figure above, in both countries the medical model persisted in the 

pre-Warnock and Apartheid eras respectively. The construction of the social group ‘other’ or 

’SEBD’ was shaped by OPD at the macro-institutional levels. This discourse was then 

recontextualized and adopted by the micro-interactional levels as curricula. Whereas in 

England the pre-Warnock era medical era was characterized predominantly by a 

competence model for all pupils with SEN, in South Africa, the apartheid medical era was 

subdivided into further social hierarchical stratifications, that is, by race; black and white, with 

each race group receiving different forms of curricula. 

2) Post-Apartheid Era: Social Model 

The post-Apartheid era, like with the Warnock era in England saw a shift to the use of a 

social model in the construction of the social group ‘other’ or ‘SEBD’. It appears that one of 

the first steps in post-apartheid reform was to move away from the use of a medical model to 

the use of a social model. The state wanted to move from seeing disability only in medical 

terms to seeing it in terms of the rights of the disabled (DoE, 2005). Thus, the state adopted 

the social model in the post-Apartheid era moving to a rights-based paradigm as was 

characteristic of the overall national shift following the collapse of the apartheid system.  

The model of the acquirer, that is those considered as ‘other', was learners with special 

educational needs, that is, those with disabilities and impairments (DoE, 2001). This 

construction was similar to England’s SEN in the post-Warnock era. Pupils were seen to 

have special educational needs. Like in the apartheid era and in both eras in England, the 

model of the transmitter was shaped by the OPD. In SA this appears to have been largely 

England: OPD for ‘Other’ SA: OPD for ‘Other’ 

Pre-Warnock Era  Apartheid Era  

Competence  
Model  

Blacks  Whites  

Competence  
Model  

Performance 
Model  

Medical Model 

Recontextualization  
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institutionalised by the Education White Paper 6 (DoE, 2001) and Curriculum 2005. Similarly, 

the models of pedagogic contexts and pedagogic communicative competences appear to 

have also been determined by OPD. 

Curriculum in Post-Apartheid Era 

A review of literature suggests that there were limited changes to the forms of curricula in the 

initial few years following the collapse of the apartheid regime in SA. However, the launch of 

Curriculum 2005 in 2000 saw a curriculum reform. Curriculum 2005 has been described as a 

hybrid model (Hoadley and Jansen, 2009), that is, a combination of features from a 

performance and competence model. This curriculum weakened the boundaries of 

knowledge and placed an emphasis on group work, relevance, local curriculum construction 

and local choice of content (Hoadley, 2011). However, all pupils received the same curricula, 

in mainstream and special education. The hybrid model is illustrated in Figure 4.7. 

Figure 4.7 Curriculum Model in post-Apartheid Era 

 

 

                      C + +                                                                              C - - 

 
 
 
 

 

 

4.5 Current Curriculum Reforms in England and SA 

The empirical work for this study coincided with ideological shifts in education in England 

and South Africa. In South Africa, there was a major shake-up of the national curriculum, 

which sought to address what was viewed as shortcomings of the outcomes-based 

curriculum, which emerged from a major curriculum review. In addition, annual national 

assessments (ANA’s) were introduced. Currently, South Africa is in a period of transition to 

Curriculum 2025, which will continue to be phased in until 2014. This marks a change from 

the old outcomes-based education (OBE) curriculum. 

In as far as special education is concerned; there are moves to further embed the inclusive 

education agenda which had commenced decades ago with the advent of the Education 

White Paper 6 (DoE, 2001). The principle of inclusivity appears to be fundamental to the new 

curriculum and assessment policy statements (CAPS). The reaffirmation of the White Paper 

6 principles was to be reflected in an Action Plan 2014. Amongst other actions, the Action 

Plan 2014 proposed an inclusive education programme. The proposed changes come 

against a background of ensuring quality education for all and a desire to continue to redress 

the apartheid legacies that were inherited. 

Apartheid Era Hybrid Curriculum 

Performance Model 
 
Explicit 
School knowledge 
Vertically aligned 
Logic of transmission 
Collective 
 
 

Competence Model 
 
Implicit 
Everyday knowledge 
Horizontally aligned 
Logic of Acquisition 
Integration 
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In England, the period that this study covered saw a similar review of the national curriculum 

with a new curriculum to be implemented in 2014, one that apparently would give schools 

more autonomy in curriculum selection at local level. It was also and is still a period of 

upheaval in the wake of what was described as a major shake-up of special education in 

thirty years.  

The proposed changes to special education came against a background of the SEN Green 

Paper: Support and Aspiration: A New Approach to SEN and Disability (DfE, 2011). It was 

envisaged that September 2014 would see the implementation of changes. Some of these 

changes relate to a switch to a single plan, which is due to replace the current statement of 

special educational needs (SSEN) with a single care, education, and health plan whilst 

others relate to the way in which the SEN of pupils are categorised. It is also expected that 

the government will redefine what constitutes SEN and disability.  

In England, recent studies appear to confirm that the over-representation of SEBD in certain 

social groups persists (see examples provided earlier in this chapter). Those with one white 

parent and the other of black Caribbean ethnicity were almost twice as likely to be identified 

with behavioural, emotional and social difficulties (BESD) (Strand, 2012). According to 

Strand, black pupils are more likely to get into trouble with their teachers, sparking a debate 

over whether this is a true reflection of bad behaviour - which some argue is provoked by 

cultural factors or, alternatively, of the existence of prejudice among teachers. 

Similarly in South Africa, the current prevalence of social, emotional and behavioural 

difficulties (SEBD) (whilst not yet an official category) and accompanying violence, 

aggression, criminal behaviour and underperformance has been associated with those 

coming from black families and urban areas. 

4.6 Conclusion to Archaeology of 'Otherness' 

This archaeological trace, (together with further findings in the appendices section), has 

suggested that the historical construction of the types of pupils in this study, that is, those 

belonging to a social group ‘other’ by virtue of their SEN and through its intersection with 

other social factors, has been constituted differently in the two cross-cultural contexts albeit, 

paradoxically in a similar manner. In South Africa, apartheid and rural-urban factors 

appeared to be the main social factors that intersected with pupils’ SEN to give rise to the 

social group of ‘other’. Those blacks from rural areas were less likely to become violent and 

dangerous or have SEN. Those blacks from urban areas were more likely to. This could be 

said to be because of the cultural factors in rural and urban contexts respectively.  

In England, the historical construction of this social group was initially largely linked to socio-

economic differences. There was an over-representation of ‘other’ pupils from the working-

class. Later, intersections between social factors such as gender, ethnicity, and language 

gave rise to a social group of ‘other’. Location has also been a social factor added to the 

construction. For instance, inner London schools are said to have higher levels of violence 

and dangerous behaviour as opposed to schools in rural areas. Furthermore, literature 

suggests that pupils had to be more functionally impaired in certain ethnic groups to be 

categorized as ‘other’. It appears that those from middle-class white backgrounds were less 

likely to be called ‘different’. Thus, whilst the influence of racial classification on the 
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construction of other in South Africa had been made overt by apartheid, in England, these 

remained covert.  

Therefore, even though SA could be considered a developing country and England a 

developed country, in both countries the intersection of socio-cultural factors and state OPD 

ideologies resulted in similar constructions of pupils’ 'otherness' and similar ways in which 

these constructions were recontextualized. 

Thus, the social group ‘other’, that is, SEBD, involved a greater degree of social construction 

than SEN (Strand, 2012) through intersections between social factors and to a lesser extent 

through psychological factors. It appears that this in turn influenced which types of pupils 

have historically been excluded, marginalised and disadvantaged; and placed in special 

schools (see Tomlinson, 1982). Regardless of whether the medical or social model was 

used in the construction, the intersection of social factors appeared to dominate the 

construction of the ‘other’ social group. Subsequently those categorized as ‘other’ were 

marginalized and given different forms of education than their counterparts who were 

considered ‘normal’ as illustrated through the use of different types of curriculum models as 

suggested in this archaeology. 

The patterns that emerged from this archaeological trace of the construction of the identities 

of the ‘other’ (SEBD) social group at the macro-institutional levels and its subsequent 

recontextualization at the micro-interactional levels appeared to correlate with the 

prevalence of reproduction of social class in education through pedagogy. Bernstein (1977, 

1975, 2003) was criticized for his stance on the reproduction of social inequalities through 

class reproduction by different forms of pedagogy. Similarly, Bourdieu (1977) was criticized 

for maintaining that education perpetuated existing social and cultural divisions thus 

legitimising these practices. Likewise, Bowles and Gintis (1976) were criticised for proposing 

that the bourgeois used education to control the workforce, that schools reproduce existing 

inequalities and their subsequent rejection of the notion of equal opportunities for all. Apple 

(1982) too, believed that schools are sites of struggle and reproducers of inequalities 

present.  

However, despite these criticisms, this archaeological trace suggests that social inequalities 

were indeed reproduced through education. The relationship between the social group in this 

study and the forms of education they have received historically appear to bear a close 

resemblance to a Marxist view of the relationship between social class and production. Thus, 

the construction of ‘otherness’ did not occur in a vacuum in schools; they were associated 

with other social factors prevalent in society at large however, social inequalities presented 

in schools themselves as a result of the intersection of social factors such as socio-economic 

conditions, ethnicity, language, gender, performance and ability.  

The forms of knowledge from the curriculum that were selected for ‘other’ children were 

informed by the TI. The knowledge was largely everyday knowledge focussing on equipping 

children with SEN with basic skills and appropriate conduct, manner and social skills. They 

were given access to a differentiated curriculum that was other than what their mainstream 

peers, the ‘normal’ were receiving. Tomlinson (1982), however, cautions against this type of 

stratification of knowledge that children in this hierarchical division are exposed to as follows: 
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It is the distribution of different kinds of knowledge and skill through the curriculum to 

different groups of children; or the withholding of certain kinds of knowledge that 

largely determines their future status, social and occupational, in society (p.135). 

This in effect reflects the Marxist relationship between class and production. This 

archaeological trace has suggested that hierarchical divisions in education reinforced and 

mitigated the reproduction of these socio-cultural divisions through the types of curricular 

that were offered to different social groups of children, thus these social groups were 

culturally reproduced through the school as a social classifier. 
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Chapter 5: Macro-institutional Discourses 

5.1 Introduction 

How the schools in this study selected, classified, distributed, transmitted and evaluated 

educational knowledge they consider public, appeared to reflect both the distribution of 

power and the principle of social control (Bernstein, 1975). In order to explore this 

distribution of power and principles and forms of social control, recontextualization that is 

differences within and changes in the organization, transmission, and evaluation of 

educational knowledge from the macro-institutional state and school level to the micro-

interactional school level was a concern in this study. This chapter together with the 

following chapters examines the form of, differences, and changes from the macro- to the 

micro-levels and subsequently explores how teachers at the special schools in this study 

arrived at judgements in making such changes.  

This chapter examines the form of the NC at the macro-institutional state levels in England 

and South Africa, the form of the recontextualized curriculum at the macro-institutional 

school level at one school in each of the countries and pedagogy where data allows it at 

both these macro-levels. Extracts from findings from the remaining two schools, Schools WA 

and LH can be found in Appendix 5. 

The analysis presented in this chapter is presented in two sections: macro-institutional-state 

and macro-institutional-school. Analysis of data used the following categories for coding: 

• Knowledge Organization (KO) 

• Knowledge Modalities (KM) 

• Internal Organization (IO): 

o Teacher Role (IoTr) 

o Pupil Role (IoPr) 

o Pedagogic Context: 

▪ Teaching Group (IoTg) 

▪ Pedagogy (IoPdis) 

A brief summary of findings is provided on macro-state discourse in this chapter because the 

study was concerned with an exploration into the ways in which teachers in special schools 

made their judgements and not with a full analysis in depth of macro-state OPD. The 

findings from an analysis of OPD are presented to set the context for a comparison of 

discourses at the different levels in this study, that is, macro-institutional-state, macro-

institutional-school and micro-interactional-school in order to illuminate the ways in which 

teachers made their judgements. 
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5.2 Macro-institutional State Discourse: South Africa 

Background to Current NC 

In 2002, Curriculum 2005 (C2005) was revised following a review in which weaknesses were 

identified. The revised version was called Revised National Curriculum Statement Grades R 

to 9 (RNCS) and National Curriculum Statement (NCS), Grades 10 to 12. There was a 

further curriculum review in 2009 and further revisions were made. Currently, CAPS, which 

is the Curriculum and Assessment Policy Statement, is being introduced incrementally. It is 

not a new curriculum but rather an amendment to the RNCS and NCS, builds on the 

previous curriculum, and updates it with aims to provide clearer specification of what is to be 

taught and learnt on a long-term basis. 

CAPS is a single, comprehensive, and concise policy document, which will replace the 

current subject and learning area statements, learning programme guidelines and subject 

assessment guidelines for all the subjects listed in the NCS Grades R to 12. 

The NCS Grades R to 12 (January 2012) replaces the two current national curriculum 

statements, namely the 

• RNCS Statement Grades R to 9 

• NCS Grades 10 to 12  

It is expected that the NCS Grades R to 12 will be implemented incrementally as follows: 

• January 2012: Grades R to 3 and Grade 10 

• January 2013: Grades 4 to 6 and Grade 11 

• January 2015: Grades 7 to 9 and Grade 12 

However, during the period of the empirical work of this study in SA, the ‘old’ RNCS Grades 

R to 9 and the NCS Grades 10 to 12 were still in use with CAPS planned for the future, 

therefore the former have been analysed. 

Revised National Curriculum Statements Grades R to 9 (RNCS) 

The RNCS reduced the curriculum design features from eight in the previous C2005 to three 

that is, critical and developmental outcomes, learning outcomes and assessment standards: 

• The critical and developmental outcomes are a list of outcomes that are derived 

from the Constitution and are contained in the South African Qualifications Act 

(1995). They describe the kind of citizen the education and training system 

should aim to create. 

• The learning outcomes describe what learners should know and be able to do. 

• Assessment standards describe the minimum level, depth and breadth of what is 

to be learnt.   
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The RNCS aligned curriculum and assessment. The curriculum aims to develop the full 

potential of each learner as a citizen of a democratic South Africa. It seeks to create a 

lifelong learner who is confident and independent, literate, numerate and multi-skilled, 

compassionate, with a respect for the environment and the ability to participate in society as 

a critical and active citizen. The RNCS consists of an overview document and eight learning 

area statements. 

Figure 5.1 Structure of RNCS Grades R to 9 
 
Revised National Curriculum Statement Grades R to 9 
 
 
Overview Statement (Whole Curriculum)             Learning Area Statements (8) 
 
National Curriculum Statements Grades 10 to 12 (General) 

The NCS Grades 10 to 12 (general) builds its learning outcomes from the critical and 

developmental outcomes that were inspired by the Constitution and contained in C2005, 

which was a curriculum, based on outcomes-based education and represents a policy 

statement for learning and teaching in schools located in the Further Education and Training 

band.  

Figure 5.2: Structure of NCS Grades 10 to 12 

 

  

 

 

 
 
 
The next section provides a summary of findings from analysis of the two curriculum 

statements, that is, the RNCS Grades R to 9 and the NCS Grades 10 to 12. A brief 

discussion of findings is then conducted. Each of the curriculum statements was analysed as 

segments. Table 5.3 is an example of a secondary summary. 

 

 

 

 

 

 

NCS Grades 10 to 12 

1. Overview document 
 
2. Qualifications and 

Assessment Policy 
Framework, 

 
3. Subject statements. 
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Table 5.3 Description of Segment (coded): Document: Revised National Curriculum 

Statement Grades R to 9 

Segment KO: Knowledge 
Organization 

KM: Knowledge Modality: 
Interdiscursive 

IO: Internal Organization of 
School 

Revised NCS 
Grades R - 9 

Interdisciplinary 
intradisciplinary  

F0 
F0 

Horizontal/Vertical:  
Explicit/Implicit:  
School/Everyday 
Knowledge:  
Integrated/Collected:  

F0 
F0 
F0 
 
F0 
 

IoTr  
IoPr  
Pedcon:Pedagogic 
Context 
Tgr 
Ped: 
ID: 
Selection 
Sequencing  
Pacing 
Evaluation  
RD  
 

F0 
F0 
 
 
F0 
 
 
F0 
F0 
F0 
F0 
F0 

    

 

Once the secondary summaries were drawn for each of the curriculum statements, findings 

were compared and a composite model was arrived at. Table 5.4 summarizes these 

findings. Both curricula are reflected as one, that is, South Africa because the codings were 

the same in the NCS and RNCS.  

Table 5.4: Composite Model: SA Macro-institutional State Discourse 

Categories Coding 

KO  

Interdisciplinary C0 

Intradisciplinary C0 

KM  

Interdiscursive C0 

IO  

Teacher Role F0 

Pupil Role F0 

Pedagogic 
Context 
 

 
Teaching Group 
Pedagogy  
 

 
F0 
F0 

 

Findings from the analysis of both curriculum statements suggested a hybrid model, a 

combination of features from a performance and competence model. Whilst there were 

some subjects with vertically aligned knowledge, in others knowledge was horizontally 

aligned within certain learning areas. Similarly, whilst there was strong insulation between 

subjects by virtue of separate subject statements, there were also blurred boundaries 

through overarching outcomes as specified for the curriculum as a whole, which prefixed all 

subject statements. In the same manner, there were blurred boundaries between formal 

school knowledge and everyday knowledge. Boundaries were also blurred by overarching 

inclusive education agendas recontextualized as curriculum discourses. These therefore 

spanned across the curriculum. In addition to the inclusive education agenda promulgated 

by the Education White Paper (2001), it appeared that the curriculum reflected official 
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pedagogic discourse (OPD) concerns with social justice and redressing of inequality brought 

about by apartheid policies. For instance, OPD promulgated a concern with including within 

formal school knowledge, indigenous and traditional knowledge. Thus, the RNCS and NCS 

also appeared as government instruments for promoting equality for different race groups. 

The main differences lay in the way in which knowledge was categorized in subjects. For 

instance, in the RNCS Grades R to 9, knowledge was divided into subjects whereas in the 

NCS Grades 10 to 12 subjects were grouped into learning fields.  Concerning time 

allocation, differences arose out of the ways in which subjects were either kept apart or 

grouped together. In the NCS Grades, 10 to 12 subjects were grouped into categories and 

further grouped into learning components.  

5.3 School L: the Macro-institutional Curriculum  

At the level of macro-institutional school analysis, the study examined the curriculum as 

recontextualized from the recontextualization field (macro-state OPD) to the reproduction 

field that is at the micro-interactional level of the school. Seeing that the focus of the study 

was on how teachers made their judgements to arrive at curricula at the level of their 

schools, this section goes into more detail about findings than done at macro-state level 

above. However, only the findings from one of the two schools in each of the countries are 

discussed in full here in this chapter. Findings are presented in the categories KM, KO and 

IO as set out in the analytical framework. 

To recap, School L is an independent special school in Cape Town, South Africa for street 

children. The main aim of the school and the wider Catholic Order of the school is to 

rehabilitate young people, to give them an experience of a school routine, and to ensure that 

they can read and write by the time they reach 16. An ideological positioning stresses 

spiritual, social, emotional, and moral development and basic life skills. In addition, the 

Catholic Order’s ideological position suggests that the focus should not be on the acquisition 

of high-level knowledge but on aspects that engage and motivate pupils to attend school in 

the first instance as evidenced by the following: 

... have to start from where the pupil is otherwise you will make him dislike school ... 

coming ... learning ... you can’t give them high level knowledge ... you have to keep it 

basic and interesting to keep them coming (Headteacher Interview). 

This suggests that the curriculum has been shaped by the school’s ideology.  

Knowledge Organization 

There is no formal curriculum in the school per se. However, teachers appear to have 

subscribed to the organizations main aims and adopted subjects accordingly as supported 

by the following extract from an interview with a teacher: 

Look when I came here, I saw what was happening. Here, they were not worried 

about teaching all subjects like Science, History and you know all the other school 

subjects. What I saw was we had to focus on teaching them the basic things so I only 

started focusing on Literacy, Maths, the Bible and teaching them how to live properly 

... (Teacher Interview). 



113 

 

Whilst there is neither formal specific overall knowledge-and skills-related outcomes nor 

explicit outcomes for individual learning areas, the general aims of the school and 

organization appear to inform what outcomes are sought for pupils as suggested by: 

... we don’t do all the subjects ... eh ... we only focus on Literacy, Numeracy and Life 

Skills ... um ... us teachers are more worried about teaching them things they don’t 

learn in their lives ... most don’t have parents ... so Projext X (Catholic Order) says 

we must focus on social and religious things so we can teach them to be good 

people and make a way in life (Teacher Interview). 

Thus, the following learning areas exist in the school: 

• Languages (English and Afrikaans) 

• Mathematics 

• Life skills 

• Bible Study 

• Art 

• Sports 

Swimming in addition to sport is time tabled and there are two lessons per week called 

‘puzzles’. This is a ‘subject’ that a teacher added to the time table. It arose from an everyday 

knowledge discourse, a concept that is discussed in the knowledge modalities section in this 

chapter. The addition of this subject to the time table is an example of an overall implicit 

macro-school discourse for the curriculum, that is, ‘teach pupils things that will grab their 

attention and get them to attend school’ (Headteacher Interview). This suggests that 

interdisciplinary boundaries are very weak. ‘Puzzles’ were added because of the following 

justification: 

... child saw a word search in a magazine and asked me if she could do it. The others 

started to get interested in it so now I will give them puzzles every week because 

when I gave it to them the first time ... um ... they concentrated hard and really 

enjoyed it ... eh ... it kept them busy (Teacher Interview). 

Whilst the format of the time table is provided at macro-school level, teachers themselves 

take individual responsibility for how they allocate subjects to the time table. For instance: 

... we get the main time table like when it is lunch, assembly, dishing up and so on ... 

eh ... for the rest of us it is a personal thing, we can do it in any order a long as we do 

the same subjects as each other (Teacher Interview). 

Whilst there is a formal time table in place, unlike the RNCS Grades R to 9 and NCS Grades 

10 to 12, subject areas are not clearly and explicitly defined and classified, neither are skills 

and procedures to be taught to pupils clearly specified for each of the subjects. Rather, all 

subjects include a cross-curricular focus on personal and social development. Thus, 

intradisciplinary boundaries are weakened. Whilst there are distinct, learning areas with 
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strongly classified boundaries between them in terms of being time tabled separately, the 

boundaries are blurred in other respects.  

There is a strong cross-curricular life skills focus, which is aimed at equipping pupils with 

basic life skills and regulating their conduct and manner. Thus, the curriculum is 

characterized by an integrated code, which classifies it as a competence model; boundaries 

between learning areas are weakly classified. However, subjects are not clustered according 

to themes and projects; but there are themes within subjects. For instance, in the senior 

group, the teacher has taught Afrikaans using a themed approach. Instead of specifying 

topics within the curriculum, the teacher has specified themes, for example, ‘everything 

about myself’, my family’ and ‘my address’. In Bible Studies teachers ‘use themes but it is 

not easy ... you have to do the same thing everyday’. However, the themes do not progress 

vertically, where new work builds on old and becomes increasingly difficult (Hoadley and 

Jansen, 2009). 

There is no actual merging of clearly defined knowledge from different learning areas that is 

mixing of categories, except for a cross-curricular life skills focus. However, neither is there 

purity of categories because there was no evidence to suggest vertical progression. Instead, 

teachers may resort to teaching a learning area different from what has been time tabled. 

Thus whilst, a cross-curricular focus on the moral, spiritual, behavioural, emotional and 

cultural aspects exists across learning areas, there is no real integration as defined by 

Bernstein (1996). In this sense, School L’s curriculum differs from the national macro-

curriculum. At the macro-institutional state level, in addition to overall outcomes of the 

curriculum that were prefixed to all subject statements, there were subject-specific outcomes 

in each of the subject statements. School L does not use these subject statements.  

Furthermore, almost on a daily basis, time tabled subjects may be abandoned. The ethos of 

the school defines whether any particular subject is taught on any day, making a departure 

from the time table. For instance, teachers conduct a daily ‘on the spot’ risk assessment 

about whether to teach a time tabled subject as supported by the following from a teacher 

interview: 

 ... we have to see what mood they come in. So ... uh ... if they had a heavy night and 

were on drugs ... or ... say ... in gang fights or ... um ... maybe they were even 

abused, then they will be ... um ... uh ... in a bad mood. We then must leave the 

lessons aside and try to get them in the ... in the ...  mood. We talk to them. If they 

settle down, then ... uh ... maybe we’ll do some easy stuff like Art or Reading ... but it 

depends ... uh ... sometimes ... the whole day can go with no work ... (Teacher 

Interview). 

Departure from the time table appears to be a norm rather than an exception. This appears 

to be supported by examples that have emerged at the school level. An example is as 

follows: 

I don’t follow the time table strictly but I don’t plan for change. It just happens. So 

sometimes I will do two Maths lessons before break and then maybe continue after 

break because when they have break they forget what you were teaching in the 

morning. But, it all depends on their mood. Every morning they are very angry ... 
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don’t know why or against whom ... expressions on their face are not good so I will 

just do some Bible Study (Teacher Interview). 

Thus, overall, KO at School L was very weakly classified in relation to state OPD, C - -. 

Knowledge Modalities 

In the examination of the macro-state curriculum, the curriculum was also defined in terms of 

principles by which units of time and their contents are brought into a special relationship 

with each other and thus examine relationships between contents in terms of time accorded 

to a given content (Bernstein, 1975). The time allocation to content in School L suggests the 

hierarchical positioning of given learning areas as was also the case at the macro-state level 

in the RNCS and NCS. The table below is provided as an example of time allocation from 

School L: 

Table 5.5 Time Allocation 

 
Learning Area 

 
Number of Hours per Week 

  

Language (English and Afrikaans together) 4 hours 

Mathematics 3 hours 

Life skills 2 hours 30 minutes 

Bible Study 1 hour 30 minutes 

Art 1 hour 

Sports 1 hour 

Swimming 1 hour 20 minutes 

Puzzles 1 hour 

Break 2 hours 30 minutes 

Assembly 30 minutes 

Lunch 1 hour 40 minutes 

Total 20 hours 

 

From the above time allocations we can see that Language and Mathematics are 

hierarchically positioned in relation to the other learning areas. The subject life skills is 

positioned below these two learning areas however, the time allocation is higher than Bible 

Study, Art and Sports. The focus of the life skills programme in School L is similar to Life 

Orientation (LO) at the macro-state level, thus this appears to be a similar phenomenon to 

the macro-state subject positioning, that is, LO received less time than other subjects. 

Similarly, like with the macro-state orientation, life skills are taught across the curriculum 

infused with the other learning areas. The allocation of different time to different subjects 

suggests that this is aligned with Bernstein’s (1996) horizontal discourse of knowledge, that 

is content is segmentally organized with some content having more importance than others 

do. 

In terms of the total time, at School L the total number of teaching hours is less than that 

stipulated at the macro-level. The school has adopted this positioning, that is, reduced hours 

because according to the school, the types of pupils in the school, struggle with a full day. 

Many have been out of education for an extended period therefore; they are unable to cope 

with a full day.  
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There is an absence of a vertical discourse in which knowledge takes the form of coherent, 

explicit, and systematically principled structure hierarchically seen in the NCS. There is no 

systematic sequenced systematic conceptual progression as stipulated in the NCS. Instead, 

teachers, have selected certain topics from textbooks, which they think will benefit pupils. 

There is no overall official school discourse for the selection of certain modalities of 

knowledge to be taught instead teachers select what they think fits best as aligned with the 

ideology of the school and organization. However, what exists as a curriculum is 

characterised by everyday knowledge or common sense knowledge. This suggests a mixing 

of categories; therefore, interdiscursive boundaries are very weak. The following presents as 

an example of dominant everyday knowledge, the selection of which is influenced by the 

school’s ideologies: 

You must get married first before starting a family ... eh ... another value that comes 

out of that is ... um ... you must get married first then have sex (pupils laugh) ... listen 

its no joke ... its reality ... a real life and some of you making jokes about this ...  

(Literacy lesson). 

This extract is from a Literacy lesson on speaking and listening. The pupils were being 

taught how to conduct presentations in front of an audience. They were required to stick 

pictures on charts as a group and then to take turns in presenting this to the rest of the class. 

Whilst it was a Literacy lesson, the teacher used it as an opportunity to address what she 

thought was a concern. 

Thus, content is horizontally organized, selection made based on contexts and the everyday 

experiences of pupils which is aligned with a competence model in which knowledge is 

horizontally organized (Hoadley and Jansen, 2009). The organization of knowledge at 

School L, albeit arguably random is thus context-specific for maximising encounters with 

persons and habitats, which was a similar feature to the NCS as well. This appears to be 

supported by the following extract from an unstructured interview with a teacher: 

... what’s the point of teaching them a whole lot of things from the subject. They not 

interested in that ... um ... uh ... what we must do is teach them about life ... I always 

say in the lessons, it is not always about ... say maybe ... Geography ... um ... or 

maybe ... um ... about Science ... No. it is about what they must learn about life ... 

they not interested in Science and subjects ... so that’s why I always say um ... uh ... 

let us teach them about what they must know about their own life ... the facts about 

their ... um ... what they go through ... we don’t know what happens to them ... uh ... 

when they leave here everyday ... (Teacher Interview). 

Thus, like with Bernstein’s horizontal discourse (2000), the features of this type of knowledge 

such as multi-layered knowledge appear to apply to the type of knowledge organization at 

School L.  

However, in the case of School L everyday commonsense knowledge is dominant. 

Knowledge is oral, local, context-dependent, tacit and is segmentally organized, it has a 

common history arising out of the problems of living and dying (Bernstein, 1996). 
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This is further attested by some themed teaching. Instead of curriculum topics a teacher 
used themes to indicate the sequence of her teaching programme in Afrikaans; however, the 
themes did not follow on from each other.  
 
Overall, there is a greater emphasis on implicit, unwritten everyday commonsense 

knowledge. For instance, an excerpt from an interview as follows demonstrates the 

importance that is placed on the incorporation of everyday knowledge that takes precedence 

over formal school knowledge: 

... need a different curriculum to mainstream because those children are different to 

our children ... our children may not be at different levels but they have other things 

going on ... things from school books can’t help them ... you have broken people 

even if they are intellectual ... we stress the development of their emotions ... 

teachers have to use things from their lives ... they have a lot happening ... 

(Headteacher Interview). 

In addition, in yet another excerpt from another interview: 

... how can you teach them things like Science when their lives are broken? ... yes, ... 

um ... they don’t want to know about other countries ... all this school things ... they 

need to know how to get back to their families ... we must teach them how to stay 

away from gangs ... otherwise ... you know ... it just carries on ... but you know that is 

why when I teach ... a lot of times ... I take things from where they come ... this is 

how I can get them to learn ... (Teacher Interview). 

Thus, teaching draws from a learner’s own experiences and everyday knowledge and, in 

turn, assists learners in using their new learning in their lives and work (Hoadley and Jansen, 

2009). 

However, whilst Bernstein’s competence model (1996) allowed for weak boundaries 

between formal school knowledge and everyday knowledge, it appears that his model did 

not allow for a dominant discourse of everyday knowledge where everyday knowledge was 

privileged over school knowledge. Thus, in this instance there were challenges in coding 

interdiscursive boundaries. This suggests that Bernstein’s theory does not allow for 

variations within models in his discourses, such as the dominance of features of everyday 

knowledge and mixing of categories. An exploration of such an implication is not within the 

scope of this study; however it would be useful because more and more countries are 

starting to make connections between theoretical paradigms and their pedagogic practices. 

Overall, KM was very weakly classified, that is F - - because of blurred interdiscursive 

boundaries between modalities of knowledge, with the dominance of everyday knowledge 

and mixing of categories. 

Internal Organization (Theory of Instruction) 

Teacher’s (Transmitter) Role 

Macro-school discourse at School L does not stipulate competences nor qualifications for 

teachers which was a similar phenomenon seen at macro-state level. Discourses regarding 

such competences and qualifications were inferred from state curriculum documents which 

suggested that the teacher’s role fragmented to form a series of specialized roles (vocational 
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and counselling) (Bernstein, 1975), as has been seen at School L. There is thus a more 

complex division of staff and a greater differentiation of the teacher’s role. For instance, 

evidence from the school suggests that there is a strong emphasis on teachings from the 

Bible in order to assist pupils break free from the types of environments they come from as 

supported by the following excerpt from a teacher interview: 

They (Catholic Order [sic]) want us to concentrate on the Bible, on … um … 

interacting with the children ... give them loving ... kindness … um … L’s values that 

we have to ... uh ... teach them because most of them are long gone out of schools, 

... um ... they in gangsterism, they swear, they fight, they take … uh ... uh ... drugs ... 

we bring them out … um … we need to teach them the right values (Teacher 

Interview). 

This suggests that the Catholic Order reinforces fragmented roles. The ideological 

orientations of the school also emerge from this teacher’s view that is a concern with 

breaking cycles of deprivation. The macro-school ideological orientations are mirrored in 

teachers themselves who take on these fragmented roles as supported by the following from 

a teacher: 

You know ... um ... where they come from they live in gangsterism, drugs ... uh they 

live on streets ... they doing all types of wrong stuff like you know wrong things. So, 

here, I teach them to become right ... uh ... everyday I am telling them what is the 

do’s and don’ts ... I want to try and keep them out of trouble but mostly you know out 

of gangs and drugs because that messes their lives up then they get into trouble with 

girls from gangs and drugs early then ... um ... then ... you know, you hear they 

having children so then the children do the same things ... ugh! It’s just not right ... 

(Teacher Interview). 

Thus, teaching is not confined to formal school knowledge; teacher specialism is not related 

to subject content but teachers operate in fragmented roles aimed at the personal 

development of pupils. We saw in the section under knowledge modalities that School L is 

characterized by a competence curriculum model with an integrated code with a greater 

emphasis on the teaching of life skills and personal development rather than on formal 

school knowledge.  

The teacher’s role has thus been assigned to fit this model, leaning more heavily towards 

that of a counsellor/social worker type role focusing on changing behaviour and equipping 

pupils with values. This therefore suggests that the teacher’s role in School L is apt for an 

open system which is similar to what was inferred at the macro-state level, however, at 

School L, there appears to be a greater leaning towards roles that empower pupils morally, 

socially, ethically, culturally, emotionally and behaviourally. In essence, the implicitly 

assigned teacher’s role may be said to be similar to what was made explicit in state OPD. 

The Norms and Standards for Educators (2000 in DoE, 2002) see teachers as mediators of 

learning, interpreters and designers of learning programmes and materials, leaders, 

administrators and managers, scholars, researchers and lifelong learners, community 

members, citizens and pastors, assessors and learning area/phase specialists.  
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Thus, whilst not explicit, there is an implicit ideology that requires teachers to be flexible and 

to take on different roles as dictated by circumstances and moods of children on a day-to-

day basis as supported by the following view: 

Nobody asked me to but you know I feel I must be able to adapt according to their 

behaviour. If something happens I must be able to put that in the lesson otherwise 

you miss out on teaching them important things about life so everytime they come 

with a different mood or maybe something happened in the night I will sit and give 

them advice instead of teaching them (Teacher Interview). 

Usually in secondary schools teachers’ roles are insulated from each other (Bernstein, 1975) 

with teachers having an assigned area of authority and autonomy according to their 

individual subject specialism. However, at School L, no areas of authority and autonomy are 

assigned as teachers are expected to teach all subjects to any teaching group they are 

assigned to regardless of individual subject specialism. Thus, whilst teachers’ roles are 

strongly insulated, these are not based on autonomy and authority for specific subjects. 

Rather, their roles are insulated from each other in the sense of teaching all subjects to a 

particular teaching group; not sharing this role with another teacher as supported by the 

following from teacher interviews: 

I wasn’t given a time table when I came. When I started ... uh ... I did ... uh ... all the 

basic Maths and English and ... uh ... with some life skills also. ... so when I came ... I 

came from the retail business but before that I was a teacher in a mainstream school 

… um ... but you see when I came here whereas in mainstream years ago I was 

teaching only my subject ... um ... uh ... what you call it ... here ... um ... here they 

said you have to teach one class everything ... that is ... um ... they said here 

teachers have to teach everything not only one subject (Teacher A).  

So, when I started I just had to teach all the subjects to the class they gave me ... um 

... us teachers we stay with the same class everyday for the whole day ... we must 

stay in our same class. We don’t move (Teacher C). 

This suggests that teachers are assigned to classes in which they teach the full range of 

subjects in the school’s curriculum. The teacher’s role is not shared or co-operative 

(Bernstein, 1975) in a sense of sharing the teaching load or being able to share a horizontal 

teaching role with peers. Teachers conduct their own planning and their own assessments in 

the absence of overarching macro-school policies and procedures. There are no heads of 

departments as authorities over specific subjects or learning areas as evidenced by the 

following extract from an interview:  

... no-one said what to teach and how to teach it ... to this day ... no-one still said 

nothing about what to teach and uh and um how I should teach it ... (Teacher 

Interview). 

 It is a case of each unto his or herself. For instance, one teacher stated: 

 I do my own planning in my own head, no-one helps me or shows me what to do ... I 

just take each day as it comes ... (Teacher Interview). 
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The only form of authority in the school is the principal who is not directly involved in the 

monitoring of curriculum, pedagogy, and assessment. Thus, the teacher’s role could be said 

to also be one of ‘head of department’ for all the subjects she teaches and classroom 

teacher for all the subjects. The teacher takes lead in what needs to be taught, how it needs 

to be taught, and how it needs to be assessed for the particular group the teacher is 

assigned to.  

An integrated code requires that teachers enter into social relations with each other which 

arise out of a shared, co-operative educational task (Bernstein, 1975), however, this is not 

the case in School L. As seen, teachers' roles are strongly insulated from each other. 

Furthermore, an integrated code and an open system suggest that work relations between 

senior staff such as heads of departments and teachers themselves are horizontal. In the 

absence of senior staff at School L, neither the horizontal nor vertical social relations 

paradigm holds except for with the principal who does not share a role with teachers in 

respect of subject specialism. Neither is the vertical nor horizontal social relation paradigm 

applicable to the relations between teachers themselves; they are not considered peers in 

the sense that each teaches all subjects to a different group and does not share a role.  

The teacher is thus isolated from other teachers and not in a complementary role with the 

other teachers at the level of day to day teaching (Bernstein, 1975). Whilst there has in a 

sense been strong boundaries in insulation, overall, boundaries were weaker rather than 

stronger; the focus was on fragmented roles, therefore, coding was F - -. 

Pupil’s (Acquirer) Role 

Identifying the pupil’s role as defined at the macro-school level presented with some 

challenges. There seemed to be conflicts with what state OPD considered ‘raised 

aspirations’, that is, in relation to the acquisition of vertically progressive knowledge from 

grade to grade. Whilst the school aims to ‘respond to the emotional, physical, moral and 

spiritual needs of pupils; it is arguable whether these constitute raised aspirations as 

espoused by state official pedagogic discourse (OPD). The school also aims to ‘provide an 

experience of the normality of attending school ... development programmes so as to restore 

self-worth and dignity’ (School Brochure) and to ensure that pupils can ‘at least read and 

write by the time it is time for them to leave the school’ (Teacher Interview). Whilst this may 

appear to be in conflict with raised aspirations as espoused by state OPD in terms of 

academic aspirations, it should arguably be considered in context.  

When pupils arrive at the school, they have low levels of literacy having had limited 

experiences of ‘normal schooling … they can’t count, can’t read, can’t write ...’ (Teacher 

Interview). Thus, it may be argued that aspirations are not raised in Bernstein’s (1975) 

traditional sense, that is, aspirations of the few are developed, there is reduced autonomy 

and limited areas of choice, which characterize a ‘closed’ system or ‘collected code’ 

belonging to a performance model. However, the school’s curriculum is characterized by an 

integrated code. Therefore, the suggestion from this phenomenon is that Bernstein’s model 

of open and closed systems (1975) does not fully consider a school’s context. It appears to 

be rigid allowing only for two types of codes.  

As far as the school is concerned there is a strong argument that aspirations are indeed 

raised by virtue of the fact that pupils are at least provided with opportunities to ‘experience 
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normal schooling’ which they otherwise would not have received had they not attended 

School L. Furthermore, aiming to ensure that pupils leave the school being able to read, 

write and count suggests relatively raised aspirations for pupils who would otherwise not 

have such opportunities. Whilst the school does not promote the acquisition of high 

knowledge and skills, pupils’ aspirations are raised in a sense that they are being prepared 

to make a transition into the world of work. This, according to the school interrupts cycles of 

economic deprivation enabling pupils to become financially independent.  

In addition, the hidden, invisible or implicit curriculum of the school aims for pupils to be 

equipped with basic skills and the holistic development of pupils with facets such as moral, 

social, spiritual, cultural therefore findings suggest that pupil aspirations are raised even 

though high levels of academic proficiency are not being sought. This is in contrast with state 

OPD, that is, the development of a high level of knowledge and skills. However, there is a 

similarity with state OPD in the kind of pupil that the state has envisaged, that is, one who 

will be imbued with the values and act in the interests of a society based on respect for 

democracy, equality, human dignity, life and social justice (DoE, 2002). This appears to be 

supported by the school. The following excerpt echoes the macro-school’s implicit ideology: 

My main thing for them is to learn how to live ... if you can just respect others and 

yourself ... that’s enough for me ... from there other knowledge comes ... (Teacher 

Interview). 

The macro-school’s implicit ideology also appears to be demonstrated in the following 

evidence from an interview with the previous principal: 

... we have a tough job. We have to teach them values so that they can become 

members of society respecting society. They should ... what I mean to say is, they 

should ... uh ... learn to treat people they want to be treated like ... they should start 

acting like decent people ... If all we do is teach them to respect others and 

themselves then our job is done (Headteacher Interview). 

From the discussion of the pupils’ role in School L above, findings suggest that aspirations 

are raised for pupils even though it does not fully fit into the mould of the type of pupil 

suggested by Bernstein’s (1975) open system with an integrated code. In this instance, 

consideration has been given to the socio-cultural context of these pupils which Bernstein’s 

model seems to have failed to take into account in his espousal of a pupil’s role in open and 

closed systems.  

Overall, pupil aspirations appear to have been raised contextually hence very weakly framed 

relations, that is, F - -. This coding emerged from a coding frame for pupil roles that took into 

account contextually-raised aspirations. 

Pedagogic Context 

a. Teaching groups 

The teaching groups at School L could be considered heterogeneous since the composition 

varies. Pupils are not taught in teaching groups determined by age as suggested by state 

OPD, for example, grade 8, 9, 10. Instead, pupils are grouped according to a ‘group’ of 

different ages. For instance, a senior group is made up of pupils from grades 7 to 9. Pupils 
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are not grouped according to ability. Thus, there is a mixing of categories (Bernstein, 1975) 

in as far as teaching groups are concerned. 

Usually in schools, Bernstein’s rituals (1975) would group around a prefect system, marking 

it off as a separate system of social control. These rituals also usually serve to increase 

distance and thus boundaries between unequals. However, there is no form of social control 

through a prefect system at School L because: 

... you can’t really have prefects in a school like this. Most of them don’t know how to 

behave so how they’re going to be something like a prefect? Plus, we don’t want the 

older children to corrupt the smaller ones (Teacher Interview).  

Whilst there is no formal modality of social control in as far as pupil roles are concerned, 

some informal allowances have been made for pupils to assume roles of ‘social control’. For 

instance, macro-school policy in the form of a draft behaviour policy stipulates that teachers 

should ‘put someone in charge of handing out materials’ which teachers have already been 

practicing as evidenced by the following: 

… but we ... um ... give them some chances ... give them something to do. I tell them 

they can take turns to do things. So, today I will say, Piet you must pass out the 

books today ... then tomorrow I can say Jan you can give out the books but I have to 

watch them because they boss people (Teacher Interview). 

However, this practice does not fall within what Bernstein (1975) has termed age relation 

rituals because the roles that this teacher assigns are not allocated as per seniority in age 

rather they are randomly allocated so that each child is offered an opportunity of social 

control. Hence, the ideology of the macro-school at large is visible that is, pupils are given 

‘an experience of normal schooling’. Overall, teaching groups were largely heterogeneous 

therefore framing was weakened, that is, F - -. 

b. Pedagogy 

Instructional Discourse 

In as far as pedagogy is concerned; evidence from the school suggests that there is little in 

the way of stipulations from the macro-school level about what types of pedagogic practices 

teachers should engage in. There are no subject statements neither are there specific 

standardized learning programmes at the macro-level in the school that set out what 

teachers should teach and how they should teach except for a document that prescribes 

content in the languages however, this is only used as a point of reference. This thus differs 

from macro-state discourse because at the level of the NCS and RNCS, there were specific 

learning programmes. Teachers extract certain headings from a file that was provided and 

combine these with headings from textbooks that they themselves acquire as supported by 

the following: 

... So, the curriculum I drew up for myself ... eh ... I took the headings from this book 

but I use other books too and I will use things from other things also like magazines 

... (Teacher Interview). 
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These are then sequenced for teaching on a term-by-term basis. They select their own 

content for teaching from textbooks in all learning areas. 

For example, Teacher A has a file in which she places her own learning programmes. The 

plan is called ‘School L: Curriculum: Education’. There are columns for: 

• Learning area (name of learning area) 

• Curriculum (this section sets out various topics to be taught per term) 

• Term 

• Method (more details are provided about the topic) 

• Remarks (for teacher’s remarks) 

An extract from a learning programme is as follows: 

Table 5.6: Extract from planning 

Learning Area Curriculum Term Method Remarks 

Numeracy Naming Numbers  Revision 
Identify numbers from 999-
9999 
Write numbers in 
words/figures 

√ 

 Associating 
Numbers 

 Recognise/Count 
How many do you see in the 
picture?  

√ 

 

However, these plans are a personal choice in limited learning areas. Teachers generally: 

... plan in our heads ... mmm ... uh … what I mean is ... um ... we have no curriculum 

from the school ... so we have to think as we go along ... sometimes you can pick up 

a text book ... I brought my own textbooks ... eh ... there was some when I came ... 

so as I was saying ... sometimes you can just pick up a textbook and teach them ... 

but they don’t listen so it is better to make a copy and give a worksheet but even then 

they don’t want to work ... most of the time they come tired and don’t want to work ... 

(Teacher Interview). 

Thus, whilst there is an absence of overall school learning programmes and subject 

statements that stipulate the modality of selection, sequencing and pacing, at the micro-

interactional levels teachers improvise and create their own thus creating their own  

discourse for sequencing, selection, pacing and evaluative rules. This appears to be mostly 

implicit. For instance, another teacher does the following: 

... plan in my head. There are some days I do Maths all day or pupils go for break 

and come back after and don’t want to work or they feel they don’t have to listen 

because this is not a normal school so what I will do is maybe just take something 

from my head and try to make it fun for them but I also tell them they have to learn so 

maybe in the next period I will try to teach them something (Teacher Interview). 
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Thus, there is an absence of explicit discourses at the macro-whole-school level adopted 

from the macro-state level, that is the RNCS and the NCS because teachers are left to their 

own devices, altering the teaching programme on a day to day basis as they see fit judging 

from what moods pupils are in.  

The implicit pedagogic discourse determines the selection, sequencing and pacing of 

knowledge, thus framing between the school and macro-state OPD has been weakened. 

The argument is that an explicit discourse for such processes would not hold because of 

factors beyond the control of teachers. For instance, teachers find that they often have to 

return to knowledge already transmitted to try to ensure successful mastery of concepts. 

Thus, this appears to limit the extent of vertical progression of knowledge as follows: 

... we just have to do a lot of revision all the time ... um ... you can’t move to new 

things ... because ... eh ... they don’t listen ... they don’t ... eh ... concentrate ... they 

can’t remember ... so for example we do Bible studies ... one day you teach them 

something like maybe a story but then you ask them the next day ... eh ... they don’t 

remember ... even in the very next lesson they have forgotten so a lot of time gets 

wasted ... um ... so we teachers can’t do anything about things like this ... we can 

only try our best (Teacher Interview). 

In as far as, evaluative criteria are concerned, unlike the RNCS and NCS, which was 

characterised, by explicit assessments and clear statements about what was expected at the 

end of each grade and phase, the assessment message system is not explicit in School L. 

There are no clear expectations about what knowledge and skills pupils are expected to 

acquire by the end of a grade or phase. There is only an overall implicit ideology of aspiring 

to ensure that pupils can at least read, write and count by the time they leave school. 

Instead, teachers themselves decide on how they assess. There is an absence of 

standardised tests, which focus on specific outcomes to be acquired. Teachers may decide 

individually to give a test but this is a rare occurrence. This is justified as follows: 

I try to test them every term ...  um ... but it makes it difficult for me as a teacher ... eh 

... they don’t come on the first day and then come right through the year ... um ... they 

will come one day then not come four days ... eh ... makes it hard for us to teach 

them then test them ... like this then you have to go back and teach them the things 

they missed ... um ... then you have to go back only for that one child (Teacher 

Interview). 

Thus, ID was weakly framed in relation to macro-state level, that is, F - -. 

Regulative Discourse 

In macro-state official pedagogic discourse (OPD) there was a strong focus on redressing 

inequalities of the apartheid era through use of the curriculum. The curriculum was seen as 

the state’s apparatus for achieving this agenda. This did not appear at the macro-school 

level. Only fleeting reference was made to the current plight of the troubled youngsters 

because of atrocities of the past. Instead, there appeared to be an explicit ideology that 

stratified the plight of the pupils according to deprived socio-economic conditions.  
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However, there was a strong focus on the regulation of pupils’ conduct, manner, and 

character. There was a concern for teaching the pupils values, politeness, and how to 

behave appropriately. The overarching ethos of the organization at large was to make a 

difference in the lives of these pupils and to ‘rehabilitate’ them so they would not end up in 

gangs. Therefore, RD was very strongly framed with an embedded ID, RD ++. There was 

less of a focus on ID and more on RD; RD was the primary concern at the school. Later, in 

the discussion of teacher judgements, the notion of a ‘suspended’ ID is examined. 

Having examined findings at macro-state and macro-school levels at Schools L and WA 

respectively, similarities and differences emerged. There were greater similarities between 

the schools and both schools differed from macro-state discourse.  

5.4 Macro-institutional State England 

The first section in this chapter provided a summary of findings relating to KO, KM and IO in 

SA (macro-state discourse and macro-school discourse). This section presents a summary 

of findings from analysis conducted of the National Curriculum for England and Wales and 

one of the schools, School HS. The analysis of the curriculum followed in the same manner 

as was conducted with data from South Africa.  

Background to Current National Curriculum: 

In the archaeology chapter, we saw that England, during the period this study covered saw a 

similar review of the NC to that in South Africa with a new curriculum to be implemented in 

2014. The new NC will set out only the essential knowledge that all children should acquire, 

and give schools and teachers more freedom to decide how to teach this most effectively 

and to design a wider school curriculum that best meets the needs of their pupils (DfE, 

2011). Initially the plan was for new curricula for English, Mathematics, Science and PE to 

be introduced from 2013, and the remainder in 2014, however, the new curriculum for all 

subjects will be introduced in 2014 (DfE, 2012). The current NC was in use in the English 

schools during the period of this study therefore the discussion in this chapter focuses on 

macro-state and macro-school discourse as related to the current NC which was first 

introduced in 1989 in England and Wales.  

National Curriculum 

The national curriculum (NC) set out a clear, full, and statutory entitlement, to learning for all 

pupils up to the age of 16. However, since this study commenced, the participation age has 

since been increased to 18. The NC determines the content of what will be taught and it sets 

attainment targets for learning. It also determines how performance will be assessed and 

reported.The structure of the NC is as follows (DfE, 2002) 

• An overview: Aims and Purposes 

• There then follows a structure for each subject in each key stage as follows: 

o Programme of study that sets out what pupils should be taught 

o Attainment targets that set out the expected standards of pupil performance 
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Unlike South Africa, where there were broad aims of the NCS, the English NC sets out aims 

as aims for schools. This suggests the delegation of a certain degree of autonomy to schools 

themselves. The aims commence with ‘the school curriculum should aim to ...’. The aims for 

the school curriculum are: 

• successful learners who enjoy learning, make progress and achieve 

• confident individuals who are able to live safe, healthy and fulfilling lives 

• responsible citizens who make a positive contribution to society. 
 

These aims have been stated as those that schools should strive for however they are state 

OPD and thus not necessarily adopted by schools. Nevertheless, these aims reflect a similar 

discourse promulgated by SA OPD, that is, they seek to create a lifelong learner who is 

confident and independent, literate, numerate and multi-skilled, compassionate, with a 

respect for the environment and the ability to participate in society as a critical and active 

citizen. 

The findings from the analysis of English state OPD suggest that the curriculum is a hybrid 

model which was a similar pattern that emerged in SA. There is purity of categories and 

mixing of categories therefore there are features of open and closed systems and 

performance and competence models. Boundaries were weakened by overarching cross-

curricula discourses. These included the incorporation of personal, learning and thinking 

skills (PLTS). The weakening of boundaries between formal school knowledge and everyday 

knowledge appeared to be legitimated by the NC inclusion statement that was aimed at 

knowledge being made accessible to all types of pupils. The NC inclusion statement also 

legitimated the importation of knowledge from earlier or later key stages for pupils 

performing at levels either below or above their chronological ages as benchmarked against 

national levels of attainment.  However, unlike in SA, in England there was no pre-

occupation to redress the inequalities in a political sense. In SA findings suggested that the 

NC was used as a tool to promote human rights, social justice and environmental justice. 

There were also differences in the way in which subjects were set out compared to SA. The 

NC consists of subjects that are prescribed for each of key stages 1 to 4. Each key stage 

comprises several year groups, for example, the year groups in key Stage 3 are years 7, 8 

and 9.  

Each subject has a programme of study which comprises: 

• Key concepts 

• Key processes 

• Range and content of the subject for the specific key stage 

• Curriculum opportunities that are integral to their learning and enhance their 
engagement with the concepts, processes and content of the subject. 
 

• Attainment targets expected to be achieved by the end of the key stage 
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5.5 School HS: Macro-institutional Discourse 

Overall Description 

As with SA, in this section, the study examines the form of the curriculum as 

recontextualized in the reproduction field that is at the level of the school. The findings from 

the examination are presented together with comparisons between School HS and the 

official NC. The examination involved the same internal and external languages of 

description that featured in earlier sections in this chapter thus the same coding frames were 

used resulting in initial and secondary summaries. 

To recap, School HS is an independent special school for pupils aged 5 to 18 with SEBD, 

MLD and ASD that belongs to a wider organization that provides care and education. 

Evidence suggests that its core values are underpinned by an ideological orientation that 

promotes the adoption of a therapeutic approach in all aspects of the school’s operation, 

including the curriculum and teaching and learning. A core tenet of the school’s therapeutic 

model is relationship-building which it sees as essential to progress that pupils make as 

follows: 

Relationships are a key factor in engaging and supporting pupils who have rejected 

or withdrawn from attempts to include them in the education process (Therapeutic 

Education Handbook, 2012). 

The curriculum which in part has been adapted from the NC is called ‘TAV’, that is 

therapeutic, academic and vocational. It was devised by the CEO and me in my previous 

role as headteacher of the school. TAV is based on a tri-partite model whereby: 

 ... pupils have therapeutic opportunities to address their social, emotional, 

behavioural difficulties, academic opportunities and vocational opportunities to 

prepare them for the world of work and further education (School prospectus).  

TAV is a formal curriculum that is regulated by policies such as curriculum, assessment, 

teaching and learning. It is also to a certain extent, regulated by state OPD. Pupils who 

attend the school have statements of special educational needs (SSENs) which were 

described in the archeology chapter. The SSEN is a statutory instrument that prescribes 

access to the full NC. Thus, the school has drawn from the NC in the constitution of its 

curriculum. The school aims to ensure that:  

... all pupils will have access to a broad and balanced curriculum that addresses the 

difficulties that have caused them to be referred to us. The curriculum will promote, 

assess and recognise their learning, offer them opportunities and experiences that 

will enable them to meet the challenges of adult life and will promote the values of 

caring for others, setting clear boundaries with explicit consequences and it will 

operate in a fair and consistent manner (Curriculum Policy). 

Its purposes are as follows: 

... to provide pupils with a broad, balanced and differentiated curriculum that accesses 

the national curriculum as appropriate. The curriculum aims to meet pupils’ needs for 

developing and extending their skills socially, emotionally, behaviourally and 
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academically. The purpose is also to provide a curriculum both hidden and overt that 

meets the needs of pupils with SEBD and ASD, including the triad of impairments 

(Curriculum Policy). 

In addition, the overarching curriculum ethos is concerned with: 

• Confidence and motivation; 

• Literacy and numeracy; 

• Learning skills; 

• Relationships with peers and adults; 

• Collaborative and team working; and  

• Readiness for post-16 learning and employment opportunities 

The school’s overarching ideology is: 

• Providing pupils with an experience of ‘normal’ schooling 

• Improving basic skills such as literacy, numeracy to ensure that pupils make a 

successful transition to further education (FE) and the world of work 

• Making use of therapeutic education to equip pupils with skills to self-regulate their 

emotions and behaviour.  

Furthermore, the ideology of the school emphasizes the spiritual, moral, cultural, social and 

personal development of its pupils. Thus, evidence suggests that curriculum discourse at the 

macro-school level is primarily underpinned by the organization’s ideological positioning.  

Knowledge Organization 

Whilst the school is compelled to have regard to the NC because of prescriptions in pupils’ 

statutory SSEN, there is a certain degree of autonomy because the school is an independent 

school. In instances where the full NC is not provided, the school nevertheless aims to: 

... give all pupils ‘experience in linguistic, mathematical, scientific, technological, 

human and social, physical and aesthetic and creative education’ as required by The 

Education (Independent School Standards) (England) Regulations 2003 (Curriculum 

Policy). 

The curriculum policy sets out what subjects should be taught at the school and makes 

reference to the NC. The curriculum consists of the subjects in Table 5.7: 

 

 

 

 



129 

 

Table 5.7 School Subjects 

Note: ‘Stubbers’ is an outdoor activity centre. Pupils attend the centre and participate in 

activities such as water sport, orienteering and archery. 

English  

Reading 

Mathematics 

Science 

ICT 

Humanities 

PSHE 

Swimming 

Football 

Trampoline 

Stubbers 

Religious Education 

Asdan 

Art 

Cultural Friday 

Repair and Rebuild 

Social Skills 

 

 

Whilst TAV has drawn from the NC, it does not offer the full breadth of the NC because it 

focuses on: 

... assisting pupils to recover key skills such as literacy and numeracy lost as a result 

of absence or exclusion and, thus, to experience success and enjoyment where, 

previously, failure and disaffection has been the norm (Curriculum Policy). 

There are subjects in TAV that do not appear in the NC. Repair and rebuild is a daily lesson 

in which pupils and staff reflect on what went well (www) during the day and what they think 

needs to be improved (ebi - even better if). Cultural Friday is a recent addition to the time 

table. Each week specific strands from different cultures are adopted. The Cultural Friday 

lesson focuses on the selected strand in a cross-curricular manner. Asdan is the Award 

Scheme Development and Accreditation Network. It is a British charity organisation with 

awarding body status. Pupils compile a portfolio of evidence of activities and projects. These 

are submitted to Asdan for external assessment. Accreditation is granted if portfolios meet 

Asdan accreditation standards.  

Social Skills according to the school, is a structured programme that is used during 

lunchtimes and breaks to promote the development of pupils’ social interaction and 

communication skills. It is direct contact time with teachers therefore it is counted as 

curriculum time. ‘Subjects’ such as swimming, football, trampoline and outdoor activities fall 

under a broad category of sport or could be said to be similar to PE in the NC. 

As with the schools in SA, boundaries between subjects are explicit and strongly insulated, 

thus strongly framed but only in as far as time tabling is concerned. Boundaries are weakly 

classified in other respects. For instance, within Humanities, History and Geography are 

alternated each lesson. Thus, this could be viewed as a phenomenon that was seen in the 
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RNCS in SA, which is the grouping of similar subjects. Because History and Geography are 

not time tabled separately but alternated within Humanities, the boundaries could be said to 

be weakened. On the other hand, whilst they are ‘grouped’ in Humanities, there are no links 

between the subjects themselves therefore paradoxically boundaries between History and 

Geography remains strongly framed in terms of time tabling.  

There are other instances of weakening of interdisciplinary boundaries. As with the NC, the 

curriculum has incorporated personal, learning and thinking skills (PLTS) and functional 

skills. For instance, lesson plans make explicit which PLTS are incorporated in individual 

lessons. However, recontextualization of the cross-curricular dimensions has been 

transformed in the process of recontextualization from macro-state OPD. Whilst the school, 

has adopted the concept cross-curricular dimensions, the nature of these dimensions differ. 

The school’s cross-curricular discourse has been shaped by its ideological positioning. 

There is a strong cross-curricular focus on regulating pupil’s social behaviour and 

encouraging self-regulation of social and emotional conflicts. In addition, school policy 

suggests the inherence of cross-curricular foci on Literacy, Numeracy and ICT. Teachers are 

also expected to incorporate the school’s therapeutic ideology in all subjects. 

Thus, the school’s implicit ideological positioning has been transformed into an explicit 

discourse during the process of recontextualization from macro-state OPD. At School HS 

there appears to be a discourse that derives from their therapeutic philosophy, that is, to 

equip pupils with coping skills to deal with their unresolved social and emotional conflicts. 

Thus, overall knowledge in all subjects is interlinked by the school’s therapeutic ideology. 

Whilst boundaries are weakly classified, subjects are not classified according to themes and 

projects except for those that this study grouped in to ‘Sport’. Neither are there themes within 

subjects. However, contents within subjects may be linked during occasional projects in 

certain classes. For instance, during the London Olympic Games, a year 10 class arranged 

a display outside their classroom using their reading programme time to prepare for this. In 

another instance, some classes were involved in a fundraising programme, with some 

discussion taking place in lessons like English and Humanities. Thus, intradisciplinary 

boundaries could be said to be weakened in these instances.  

In the NC each POS was clearly structured with explicit expectations of the key concepts 

and processes that should be acquired by the end of each key stage. However, School HS 

has not adopted the full programme of study (POS) for each of the key stages. Only some 

content has been selected because the school aims to ‘fill in gaps’ in the first instance with a 

preference for addressing pupils unmet social and emotional needs rather than with adopting 

the full breadth of the NC. Thus, in its recontextualization from macro-state discourse, the 

curriculum has been transformed and aligns itself with the ideological positioning of the 

school. 

The above together with the cross-curricular focus thus arguably aligns the curriculum with 

an integrated code, demonstrating features of Bernstein’s open system (1975). Overall, 

interdisciplinary boundaries and intradisciplinary boundaries appear to be weakened by the 

school’s ideological positioning. 
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There were other similarities with the other schools. For instance, the time table may be 

abandoned if: 

... we see the lesson is going pear-shaped we quickly switch to something else ... 

Ms*** always says we must have back-up plans in place for this ... I check when they 

come in the morning how they are or *** will tell us if he heard anything on the school 

bus to prepare us (Teacher Interview). 

Or, in this instance: 

... you can have the best lesson prepared but if they’re not in the mood, you can’t get 

them to do anything so I will quickly play a game on the whiteboard with them to 

settle them. Most times this works. If it doesn’t work then we’ll get someone to take 

them for a walk or to go work with them on a one-to-one basis. Then when they’re 

ready they can come back to the lesson (Teacher Interview). 

Thus, it appeared that teachers at School HS like those in the SA schools, also conduct on 

the spot risk assessments and may not necessarily teach time tabled subjects but use 

activities and a change of location to ‘rescue’ pupils from disengaging completely. 

Overall, KO was very weakly classified, that is, C - -. 

Knowledge Modalities 

Time allocation at School HS suggests hierarchical positioning which was also seen at 

School L. The following table provides a breakdown of time allocations for subjects for each 

of the teaching groups: 

Table 5.8 Time Allocation 

Subject Number of Hours per week per subject 
 

 Key Stage 2 Key Stage 3 Year 10 Year 11 

     

English  2 2 2 2 ½ 

Reading 1.20 1.20 1.20 1.20 

Mathematics 2 2 2 2 

Science 2 2 2 2 

ICT 1 1 1 1 

Humanities 1 1  1 ½ 1 ½ 

PSHE ½ ½ ½ ½ 

Swimming 4.10 4.10 2.05 4.10 

Football 2.05 2.05 2.05 2.05 

Trampoline - - 2.45 2.45 2.05 

Stubber’s Outdoor 
Activities 

2.45 - - 2.45 2.45 

Religious Education ½ ½ ½ ½ 

Asdan ½ ½ ½ - 

Art 1 ½  ½ ½ 

Cultural Friday ½ ½ ½ ½ 

Repair and Rebuild ½ ½ ½ ½ 

     

     

Total  25 25 25 ½ 25 ½ 
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Firstly, the data above suggest that all  teaching groups do all the same subjects except in 

two instances that is Asdan in year 11 and key stage 3 pupils do not participate in outdoor 

activities. There was no particular reason for key stage 3 however, in the case of Asdan for 

the year 11 group; it was felt by the school that the group needed to devote more time to 

other qualifications. There are no other variations between different age groups as seen in 

the NC; instead the pattern that emerges is identical to that at School L in SA; that is most 

pupils do the same subjects. Secondly, there are limited variations in time allocations 

between groups; the time allocations per subject are similar except for differences between 

KS 2 English and English in the other groups and variations in allocation to Humanities. 

Thirdly, unlike state official pedagogic discourse (OPD) and the SA schools, sport is 

priviledged and receives the greatest time allocation. This phenomenon seems to be aligned 

with the school’s therapeutic ideology because the main focus of the activities held in the 

afternoon which have been grouped into the category 'sport’ is to be used therapeutically to 

equip pupils with coping skills to handle their unresolved social and emotional conflicts 

(Therapeutic Education Handbook, 2012). However, there are also marginal foci on healthier 

living styles as suggested by the school’s curriculum policy. 

Sport is thus located at the top of the hierarchy with English then Mathematics, Science and 

ICT which by virtue of being core subjects seem to be priviledged over the remaining 

subjects. PSHE which is similar to Life Orientation (LO) in SA, as with SA schools and the 

English NC receives the least time. Here the cross-curricular therapeutic approach through 

use of what the school has called ‘operational therapeutic education tools’ appears to 

compensate. The promulgation of the use of these tools suggests that the explicit discourse 

in PSHE is recontextualized as an implicit discourse in other subjects.  Therefore, whilst, in 

terms of allocation of time, here PSHE seems to sit on the lowest rung of the hierarchy of 

school subjects, it enjoys the privilege of the most time implicitly and covertly. 

The total time ranges from 24 ½ hours to 25 ½ hours. The school views transition times such 

as breakfast, breaks and lunchtimes to deliver a formal social skills programme albeit 

covertly so that pupils do not see it as teaching time.  

At the macro-state level knowledge within subjects was vertically structured across key 

stages; this was suggested by attainment targets levelled progressively at the end of each 

programme of study (POS) whilst it was not clear whether there is vertical progression 

across year groups within each key stage as schools themselves engage in selection of 

content. This pattern also emerged at School HS. Topics were selected from the respective 

key stages according to the nature of ‘gaps in knowledge’ that pupils arrive with. There is no 

overt macro-school discourse for the selection of specific modalities of knowledge. Even 

though the deputy head has oversight of the curriculum and planning at the school she does 

not prescribe discourses for the selection of knowledge modalities to teachers.  

Evidence from the school suggests that horizontal instead of vertical structuring of 

knowledge occurs. The curriculum as with the other schools is dominated by everyday 

commonsense knowledge thus suggesting mixing of categories (Bernstein, 1975).  

Content is horizontally organized, selection made based on contexts and the everyday 

experiences of pupils which is aligned with a competence model in which knowledge is 

horizontally organized (Hoadley and Jansen, 2009) as illustrated by the following: 
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... you see Miss we try our best to teach them things from subjects but in every 

lesson you have to use things from their lives otherwise they don’t understand, they 

are very far behind ... most times we are focusing on their behaviour and talking 

about why it is important for them to be listening ...  (Teacher Interview). 

Evidence from another teacher appears to support this view: 

... I plan for the subjects but I can’t only focus on things from the curriculum ... I have 

to use their experiences to build things in ... I try to keep it as simple as possible so 

that they can understand. As soon as they start to act up I know its not going right so 

I use examples about them to make it interesting ... in most lessons I end up talking 

about their behaviour and encouraging them to learn (Teacher Interview). 

In addition to suggesting the dominance of everyday knowledge, the above excerpts also 

point to a dominant regulative discourse which is explored further under the section 

‘pedagogy’. 

Another phenomenon that suggests a dominant everyday knowledge discourse is the 

incorporation of the state’s PLTS. However, there is an additional discourse that makes 

everyday knowledge a dominant discourse. The school, as part of the wider organization has 

adopted a theoretical model which arguably positions the ideological orientations of the 

organization, that is, a therapeutic approach. There is also a model of practice which for the 

school is a Therapeutic Education Handbook drawn by me in my role as previous 

headteacher of the school. Teachers are required to make use of what has been termed 

‘therapeutic education operational tools’. Examples of these are nurture, care and control; 

and storytelling/social stories. 

In addition, there is an explicit discourse for teachers to draw on everyday experiences of 

pupils implicitly as supported by the following: 

Engage the disruptive or disrupted pupil with work or non-work-related conversation 

such as football, soap operas, TV, clothes, haircuts, pets and once the pupil has 

settled down, encourage him/her to return to the task (Therapeutic Education 

Handbook, 2012). 

The therapeutic ideology thus weakens boundaries between school and everyday 

knowledge as in incorporating the therapeutic ideology teachers are required to draw from 

the everyday experiences of pupils when teaching which is stipulated in the Therapeutic 

Education Handbook. As a result, interdiscursive boundaries are further weakened. 

As with the incorporation of PLTS and the school’s own cross-curricular dimensions, the 

promulgation of the incorporation of therapeutic approaches in all teaching and learning 

suggests that the explicit therapeutic discourse is recontextualized and transformed into 

implicit knowledge across all subjects. Whilst here again, exactly what everyday knowledge 

is or how teachers should incorporate it is not made explicit, there is nonetheless an 

ideology that acts as an imperative for this to be done in all subjects. 

Thus, overall at School HS, interdiscursive boundaries between knowledge modalities are 

blurred and weak or very weak, F- -, as follows: 
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• School and everyday knowledge 

• Explicit and implicit 

• Collected and integrated 

• Horizontal and vertical 

Internal Organization 

Teacher’s (Transmitter) Role 

The discourse for teachers’ roles at School HS differs from macro-state level. The school is 

an independent school and thus is not dutibound to adopt the Teachers’ Standards from 

state OPD. Therefore, it does not demand that teachers should possess qualified teacher 

status (QTS) or prescribe qualifications that teachers should have, however, the implicit 

preference is for teachers with QTS as illustrated in the desirable criteria in person 

specifications during recruitment. Whilst the school does not adopt Teachers’ Standards, it 

nevertheless makes it explicit for teachers to adopt a therapeutic approach to teaching and 

learning; this thus suggests the promulgation of a fragmented role. Not only are teachers 

expected to teach subjects but they are also required to take on mentoring, counselling, and 

guidance roles that Bernstein (1975) associated with fragmented roles. In addition to the 

inference drawn from state OPD about a fragmented role owing to the requirement of an 

incorporation of PLTS, functional skills and cross-curricular dimensions, there are other ways 

that evidenced the inherent fragmented role discourse at the macro-school level. 

At School HS as with the other schools, the teachers’ roles are therefore fragmented to form 

a series of specialized roles (Bernstein, 1975). This does not include the requirement for 

teachers to provide Bible Studies as was seen in SA. Its Christian ethos is covert, rarely 

made explicit by the chief executive officer (CEO) publicly. However, there is nevertheless 

an implicit Christian ethos adopted primarily by the executive board of the organization which 

is made explicit only once annually at the annual Christmas service. 

There was however, evidence at the school to suggest fragmented roles in other ways. For 

instance, as with the other schools, the implicit ideologies of the school and organization at 

large promulgate and reinforce the notion of fragmented roles. For example, the Therapeutic 

Education Handbook prescribes that staff should be able to use the following activities to 

build relationships and equip pupils with coping skills: 

• Offsite physical activities, for example, outdoor activities such as canoeing, kayaking, 

swimming, high and low ropes, archery, tunnelling, orienteering and visits to farms 

• Gardening  

This thus suggests that teachers should take on these roles regardless of their subject 

specialism is. In addition, reference is made to the classroom structure including the caring 

approach of a family context. This suggests that teachers should take on parenting roles. 

Furthermore, teachers are required to take on the roles of counsellors, nurturers, trouble-

shooters and they are expected to prepare breakfast for pupils daily. Teachers are also 
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‘metaphorical’ cooks. The therapeutic education handbook contains an unorthodox HS 

School Recipe for a Therapeutic School (Appendix 6). This further suggests fragmented 

roles. 

As with the SA schools, the overarching ideologies of the school and organization at large 

are mirrored by teachers thus teachers readily take on fragmented roles because of their 

adoption of the school’s ideological orientations as suggested by the following: 

... the positive, caring, nurturing attitudes filter down from Head Office ... when we are 

treated well, we don’t mind taking on anything ... uh ... many times I will do things that 

teachers would not normally do ... eh ... we make breakfast for them every morning 

... when we go on trips ... we ourselves make the sandwiches ...  we are not just their 

teachers ... for many of them we are like their mums and dads because they did not 

get this at home ... (Teacher Interview). 

Furthermore, the overarching ideological orientations of the organization as an implicit 

discourse appears to weaken boundaries between school and everyday knowledge through 

the reinforcement of fragmented and differentiated roles; teaching is not confined to formal 

school knowledge. Teachers: 

... have to use experiences from their lives ... um ... they don’t have normal lives at 

home ... their experiences in the community have been bad ... so what we have to do 

is to take what they are familiar with and try and turn it around for them ... eh ... our 

teaching is based on this (Teacher Interview). 

Thus, through an implicit discourse for fragmented teacher roles, the discourse for everyday 

knowledge that was seen in KO is promulgated. This is a phenomenon that is similar to what 

was seen in the other schools. Teaching is not confined to formal school knowledge; the use 

of everyday knowledge is promoted through the types of fragmented roles that teachers are 

expected to assume as a result of the school’s therapeutic ideology. 

Here again this implicit discourse suggests an alignment of the teacher’s role with 

Bernstein’s open system (1975). It also sits within the paradigm of his competence model 

(Bernstein, 1996). The teacher’s role is thus assigned.  

Whilst at the macro-state level inferences were drawn from the Teachers’ Standards, at 

School HS inferences have been drawn from the school’s ideology as well as from more 

overt references to teachers’ roles as contained in macro-organization policies such as the 

organization-wide therapeutic manual, Therapeutic Education Handbook and overview 

document as well as from overt rituals such as Therapeutic Community meetings, staff 

meetings and briefings by the CEO.  

At macro-state level, it was not possible to ascertain categorically the extent to which 

teachers’ roles were insulated and specialized or whether they were assigned to an area of 

authority and autonomy according to individual subject specialism. At School HS, authority 

and autonomy are not assigned. Teachers teach all subjects to their teaching groups 

regardless of individual subject specialism. This is stated as a requirement in the recruitment 

process. Thus, as with the other schools whilst teacher roles are strongly insulated, this is 
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not on the basis of subjects but rather in the sense of teaching all subjects to their respective 

groups. Roles are not shared neither are they co-operative as suggested by the following: 

... here, Miss *** as you know we have to teach all subjects ... its not too bad. The 

level of work is very basic so it’s not a problem to teach subjects that are not my 

subjects ... (Teacher Interview). 

Therefore, there is an absence of horizontal relations between teachers. Yet, as with School 

WA in SA there are overarching discourses that shape what and how teachers conduct other 

duties. 

There are other similarities between Schools HS and WA. There is an explicit vertical 

structure that is hierarchically positioned. Similarly, the hierarchy of relations pertains to 

operation rather than with the organization of knowledge and the selection of knowledge 

modalities. The hierarchical relational structure as pertaining to monitoring of operations now 

follows (this structure is not in Bernstein’s (1975) sense of horizontal and vertical staff 

relations as concerning staff relations pertaining to knowledge discourses). 

Figure 5.9: Staff organization 

 

 
 
 
 
 
 
 
 
 
 
 

 

The vertical relations are concerned with: 

• Monitoring of submission of half-termly medium term plans in advance 

• Monitoring of submission of weekly lesson plans in advance 

• Monitoring of behaviour management 

• Monitoring of operation as a Therapeutic Community 

• Staff duties such as gate and activities 

The deputy head, as mentioned has an implicit role as curriculum lead. However, here again 

this role pertains to monitoring of operations and completion of tasks rather than with the 

structuring and organization of knowledge. In instances where teachers are struggling to 

compile teaching plans, the deputy head makes these available from her bank of resources 
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from previous schools. Thus, whilst there are vertical relations, these are not concerned with 

areas of autonomy and authority over specific subject areas. Therefore, there is no sharing 

of roles neither are there co-operative roles as already seen. Whilst teachers may teach the 

same subjects they do so with their own teaching groups. There are also no horizontal peer 

relations with senior staff. As with the other schools, teachers take responsibility for subjects 

taught to their individual teaching groups for the year. Thus, they take on roles as subject 

heads of departments. 

According to Bernstein (1996) a competence model with an integrated code in an open 

system requires that teachers enter into social relations with each other which arise out of 

shared, co-operative educational tasks. Whilst the curriculum of the school falls within this 

competence model more than it does within the performance model in a closed system, the 

school does not align itself with the paradigm of social relations arising out of such shared 

co-operational educational tasks. As with School WA social relations between staff arise out 

of a monitoring of operational tasks instead of educational tasks. Thus, relations between 

staff theoretically sit within a performance model albeit not quite fulfilling the criteria for staff 

relations in a performance model in a closed system.  

School HS teachers’ roles are thus strongly framed however only in as far as teaching all 

subjects to their own groups, is concerned, which differs from Bernstein’s discourse. 

Teachers are not in a complementary role with each other but all other respects teachers 

roles are arguably weakened, therefore, the framing of relations was F - -. 

Pupil’s (Acquirer) Role 

A similar conflict inherent at the other schools emerged at School HS, that is, tensions in the 

interpretations of ‘raised aspirations’ as perceived at macro-State level, Bernstein’s 

discourse and that at the macro-school level. As with the other schools aspirations are 

raised if considered in the context of the way in which the school’s ideology positions ‘raised 

aspirations’ as pertaining to relative starting points of pupils. This differs from interpretations 

at macro-state level and at the level of Bernstein’s discourse (1975) which suggest that 

aspirations of pupils are raised in an academic sense. Raised aspirations as interpreted and 

promulgated by the school seems to be suggested by the example below that is the levels 

that pupils are at when they arrive and the levels they start to achieve from this point on: 

... when they come to us they are broken children ... they have no self esteem ... they 

have been treated badly ... they don’t trust no-one ... slowly we see how they change 

... Take *** for example, Miss, you know how he was when he came ... I heard he 

used to hide under the table ... his language was terrible ... nowadays ... he has a 

sense of humour ... you know he even takes part in plays (Teacher Interview). 

Therefore, whilst aspirations have not been raised in relation to attainment they appear to be 

raised in as far as the ideological positioning of the school is concerned. Furthermore, whilst 

aspirations are raised for pupils in that they are prepared for end of key stage 4 

examinations such as GCSEs, raised aspirations are not in direct correlation with nationally 

benchmarked levels chronologically as evidenced in the following: 

What matters is that they at least sit a few GCSEs even if they only pass and don’t 

get A to Cs ... this will still be a big achievement for them because if they didn’t start 
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here, they wouldn’t have been able to do this ... their old schools and their parents 

(Teacher Interview). 

These ideologically-based contextual interpretations of raised aspirations suggest the need 

for a further examination of this phenomenon which is not within the scope of this study but 

could illuminate the further development of the theoretical construction of Bernstein’s and 

state OPD discourse on raised aspirations. 

In macro-state discourse, the NC inclusion statement presented with an additional dimension 

to raised aspirations, increased participation and increased areas of choices (Bernstein, 

1975). Bernstein’s model suggests that in an open system, there are raised aspirations for 

many, increased areas of choice and increased participation. However, this appears to be in 

conflict with what actually transpires in the real world. Elsewhere this study has held that 

whilst theoretical models promulgate specific concepts and processes, this does not quite 

play out in the real world. Similarly, in the process of recontextualization of macro-state 

discourse, the idealism of state OPD is transformed into realism at micro-interactional levels, 

often diluted by the ideologies of individual macro-institutional governance. 

Thus, overall, pupils’ roles were very weakly framed, that is, F - -. 

Pedagogic Context 

a. Teaching Groups 

Age is used to mark off groups. There are a group of ages in key stages two and three. 

These different ages within each group are used as differentiators for social groupings 

however the groups are not homogenous even though age is used because there are mixed 

ages within the group. They could also appear heterogeneous because they comprise mixed 

ability groups. At the time of writing this thesis, there was only one pupil who was performing 

according to nationally benchmarked chronologically appropriate levels. The remaining 

pupils were underperforming. However, within this underperforming range, there were 

variations in the extent of underperformance. Thus, whilst most pupils are underperforming, 

the group was nevertheless mixed ability because of the variations in the range of 

underperformance.  

In key stage four, there are year 10 and 11 groups. However, these groups nevertheless 

appear heterogeneous because pupils who are underperforming significantly in year 11 may 

be placed in a year 10 group. Similarly, if a pupil is performing at higher levels than peers in 

a year 10 group, he or she may be placed in a year 11 group. 

There are both implicit and explicit modalities of social control by pupils. For instance, pupils 

are assigned socially differentiated roles such as the following: 

• Points record keeper 

• Helping to prepare breakfast 

• Collecting books and pens 

• Star of the week 
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There are no prefects or privileges accorded as per seniority or class monitors Therefore; 

there are no age relation rituals. However, the school shares a similar ideology to the other 

schools that is to provide a ‘normal experience’ of schooling. Whilst this is not done through 

stratification of forms of social control, it is done through rituals. Pupils take part in Christmas 

plays, assemblies, showing visitors around and in functions at the level of the wider 

organization such as therapeutic community meetings.  

Relations for teaching groups presented with a mixing of categories and with a greater 

leaning to heterogeneity therefore, coding was F - -. 

b. Pedagogy 

Instructional Discourse 

As with the other schools there are both similarities and differences between macro-state 

and macro-school discourses and between school HS and the other schools in this study.  

School HS has not adapted programmes of study (POS) as they are set out in the NC. 

Instead, teachers themselves select, sequence and pace content extracted from the NC in 

‘bits and pieces’ according to what they view as suitable for the needs of their pupils. Thus, 

there is no overall macro-school discourse for how these processes are conducted. 

Furthermore, modalities of selection, sequencing and pacing appear to be random and ad 

hoc with no particular logical and systematic way of extraction of key concepts, key 

processes, and range of content and curriculum opportunities.  

The staffing structural system that is in place is primarily concerned with monitoring whether 

plans are completed, whether assessments are conducted. Monitoring is concerned with the 

format of these processes rather than with the content that these plans carry. Whilst the 

school has not adapted the full breadth of subject POS, it has its own system for planning for 

pedagogy. The headings are stipulated however there is no overall macro-school discourse 

for what content should be applied. Therefore there is a distinct difference between macro-

state OPD because at macro-state level the POS for each of the subjects makes the 

knowledge to be acquired explicit. OPD set up a context in which subject areas are clearly 

and explicitly defined and classified, as are skills and procedures to be taught (Bernstein, 

1990) whereas this was not the case in School HS. 

Teachers themselves have full autonomy in selection, sequencing and pacing of knowledge 

which is a similar phenomenon to the other schools. There are also similarities between 

macro-school and macro-state discourse. The school has adopted the NC inclusion 

statement. Teacher autonomy in selection, sequencing and pacing in relation to macro-state 

OPD is thus explicitly legitimized only in as far as importing programmes from earlier key 

stages is concerned. However, there is an implicit discourse. The school is concerned with 

bridging gaps that pupils have in their knowledge because: 

... the majority of our pupils have had significant gaps in their education and are often 

resistant to re-engage with learning (Curriculum Policy). 

At an ideological level the random selection, sequencing and pacing appear to be legitimized 

because the school believes that it is not so much concerned with teaching all content from 

the POS as it is with filling gaps and providing pupils with a ‘normal’ experience of schooling 
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that pupils have missed out on prior to attending the school, which is a phenomenon that 

was also seen in the other schools. Whilst there is autonomy in terms of selection, 

sequencing and pacing, autonomy is reduced in other ways. There are policies such as 

teaching and learning, curriculum, assessment and operational procedures that prescribe 

the format of planning without specifying particular forms of knowledge.  

In as far as evaluative criteria are concerned, there are differences between macro-state and 

macro-school discourses. At the macro-state level the achievement of prescribed attainment 

criteria at different levels was necessary for progression to the next level of knowledge be it 

within a key stage or between key stages themselves. Even though School HS has imported 

segments from the POS, it has nonetheless imported all attainment targets from the POS in 

each of the key stages. For instance, termly and annual academic reports contain current 

NC levels that pupils are working at as related to NC attainment levels for each subject.  

However, most NC levels at the schools are ascertained as per individual teacher judgments 

and not as per NC attainment target specifications. There are some exceptions. Online 

assessments are used termly to assess progress in core subjects. In other subjects 

assessments are only based on teacher judgments that are not structured according to 

objective criteria.  

Thus, whilst in state OPD relations were strongly framed at school level, there is weak 

framing. Parameters for the extent of acquisition of knowledge are not explicit at school level 

as was inherent at state level. Thus, it is the process of operations rather than a system of 

evaluative criteria that is dominant. For instance, the assessment policy stipulates modalities 

of assessments teachers should conduct. The policy does not specify evaluative criteria as 

pertaining to expected levels of knowledge acquisition necessary for vertical progression. 

Therefore, overall ID was very weakly framed in this sense, that is, F - -. 

Regulative Discourse 

The ideology of the school appears to reinforce the dominance of RD with an embedded ID. 

The overarching ethos of the school suggests that staff regulation of pupil conduct and 

manner are dominant in facilitating the improvement of social, emotional and interactional 

skills so as to enable pupils to become fully-functioning members of society. 

Thus, the therapeutic philosophy of the school appears to further strengthen boundaries in 

RD, that is, the control that teachers possess over pupils. The focus that the cross-curricular 

dimensions bring to bear in all subjects suggests ‘suspension’ of ID which was also seen in 

the other schools. This notion of suspended ID is explored further later in this thesis. 

Thus, the coding for RD was F ++. 

5.6 Conclusion 

The findings presented in this chapter for two of the schools in this study, were similar to the 

findings from the remaining two schools. Differences were noted in relations between macro-

state level and macro-school levels respectively. Overall, in both countries macro-state 

discourse was a hybrid model, that is, a combination of performance and competence 

models in closed and open systems respectively. At the level of macro-school discourse, 

findings suggested weakening of relations in most categories, that is, F - -. This suggests 
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that macro-school discourse was liberated from macro-state discourse even though state 

discourse is the official pedagogic discourse (OPD). The liberation from macro-state 

discourse appeared to be legitimated by the ideological orientations of the schools. In the 

next chapter, findings from the examination of data from lessons in the same schools as this 

chapter are presented. 
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Chapter 6: Analysis of Literacy Lessons in Two Schools 

Note: extracts from the second school in each of the countries, that is, Schools WA and LH, 

are located in Appendix 7. 

6.1 Introduction 

The previous chapter examined the form of the curriculum at macro-state levels in the 

recontextualization fields in England and South Africa and its subsequent transformation in 

the reproduction fields, that is, at macro-school levels at the micro-interactional levels. It was 

noted in the previous chapter that knowledge could be realised through Bernstein’s (1990) 

three message systems, that is, curriculum, pedagogy, and assessment. This chapter 

examines the form of the recontextualized message systems at the micro-interactional level 

in the reproduction field, that is, at the level of classrooms using findings from a Literacy 

lesson in each of the countries. The methodology chapter in the analytical framework 

provides an explanation for why the Literacy lesson was chosen.  

In a subsequent chapter, the study looks at how teachers in the special schools in this study 

made judgements to arrive at such discourses. 

In all four schools, the starters to the lessons set the scene for dominant ideological 

orientations and RD. This is illustrated in the two lessons discussed in the next section. In 

addition, in all four lessons everyday commonsense knowledge, implicit, integrated, and 

horizontal emerged as the dominant discourse. However, there was the emergence of an 

additional phenomenon. In all four lessons, teachers also drew on their own personal frames 

of reference, drawing on their own everyday knowledge to engage pupils in pedagogic 

relations. 

All four lessons also demonstrated that the schools’ dominant ideological orientations were 

recontextualized at the level of these lessons. Thus, the implicit discourse was reconfigured 

as explicit discourses at micro-interactional levels. In all schools, evaluative criteria were 

concerned with presentation of text rather than with a production of knowledge by pupils. 

Thus, whilst teachers made the format of work required explicit, the actual knowledge to be 

acquired was not specified. 

The next section discusses the findings from two lessons, one from School L and one from 

School HS. This is done to facilitate comparison between macro-school discourses, which in 

the previous chapter was discussed using the same schools. 

6.2 School L: Literacy Lesson (South Africa) 

Introduction 

 

 

 

 

This Literacy lesson took place during a time tabled Numeracy lesson. The 
teacher decided to focus on a Literacy lesson instead on what she termed ‘ 
vocabulary building lesson’ following her concerns about difficulties pupils 
experienced in reading a text they had been working on the previous day. 
The teacher had identified a list of words the pupils had struggled with and 
selected these for pronunciation and spelling in this Numeracy lesson. 
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Findings from an analysis of the starter segment in the lesson appeared to set the scene for 

empirical findings that emerged from analysis of the rest of the lesson. Factors that emerged 

pointed towards phenomena that emerged as dominant at the macro-institutional level of the 

school, that is, the overarching dominance of RD and the influence of the ideological 

positioning of the school on the form of the recontextualized curriculum.  

The following is an extract from the starter of the lesson that illustrates the above (T refers to 

the teacher):  

 

 

 

 

 

 

 

 

 

 

 

Discussion 

Firstly, the starter to the lesson affirms the dominance of everyday knowledge that was seen 

at macro-school level. It was a Numeracy lesson; however, it was replaced by a Literacy 

lesson because of difficulties that pupils experienced in a Literacy lesson the previous day. 

This typifies Bernstein’s views on discourse modelled on a competence model, that is, 

everyday knowledge is randomly acquired and unsystematic; picked up in bits and pieces 

(Hoadley and Jansen, 2009). 

Secondly, this extract suggests an occurrence of similar conclusions drawn in the previous 

chapter on macro-institutional discourse that is emergent dominant phenomena. These were 

the influence of ideological positioning on macro-institutional school discourse and the 

dominance of regulative discourse in pedagogy. To recap regulative discourse (RD) refers to 

the principles of social order, relation and identity (Daniels, 2012). 

The starter also seems to support teachers’ views that we saw at the macro-school level, 

that is a flexible approach to the time table; teaching in particular subjects is dictated 

primarily by pupil needs that emerge after an on the spot risk assessment. Whilst the 

teacher’s adoption of a dominant RD at the start is mainly concerned with rounding off the 

previous lesson, the continuance of RD into the Literacy lesson, which we see later, 

suggests the emergence of a dominant RD immediately at the start of the lesson. Overall, 

T: now you others come sit here in front with your books (T continues to correct pupil work 
from the History lesson). Do not rule a line (to a pupil who is getting ready for the Literacy 
lesson - T continues to correct). Don’t write on the right hand, write on the left hand, along 
the margin ... now write that there (points to a worksheet and section on page in pupil’s 
book) ... and this here ... (points to board and book). 
(T walks away from pupils and addresses the class. 
T: Are your’ll finished? 
(T walks to a pupil) ... you write here on the top, here under this... 
(T starts to arrange class for the Literacy lesson). 
T: Gary, come sit here ... put your books away (pupils move closer to teacher). 
(T addresses whole class). 
T: I’m just fetching words from our reading lesson that we had yesterday, what you 
couldn’t say ... we going to say the words, then we going to spell the words then we going 
to put ... um ...  two words in sentences, then we’ll write the sentences down ... 
(T writes lists of words on board, an Afrikaans list and an English list of words. Whilst 

teacher is writing on board, pupils shuffle about and talk ... you know, Piet when you can’t 

sit and wait for me quietly you not gonna learn to read and write … uh ... and you know   

... Father *** always says we must teach your’ll to read and write so you can find jobs ... 

how will you do that if you cant even sit still for 1 minute   (points to me) ... we got a visitor 

today so try and behave ... yes? 
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the extract from the lesson seems to resonate with the school’s ideological positioning seen 

at macro-school level, that is, a concern for pupils to be able to read and write by the time 

they leave the school so that they are prepared for the world of work, which according to the 

school will help break cycles of socio-economic deprivation. 

The Rest of the lesson 

The discussion in this section lesson follows in the order of categories that were used in the 

previous chapters in discussion of macro-discourses, that is, knowledge organization (KO), 

knowledge modalities (KM) and internal organization (IO). Extracts from the lesson transcript 

are used to support assumptions made in the discussion. A brief description of this of the 

lesson is provided in the first instance.  

Overall Description of Lesson 

 

 

 

 

 

 

 

 

 

 

 

 

Full details of the process of analysis have been provided in a previous chapter. To recap 

briefly, digital recordings were listened to. Initial summaries and subsequent secondary 

summaries were compiled. Table 6.1 is an extract from a secondary summary of this lesson, 

which guides the discussion in the section that follows. 

 

 

 

 

 

Once the teacher has written a list of Afrikaans words and a list of English words under 
an English heading ‘Vocabulary’ and Afrikaans heading ‘Woordeskat’, the teacher 
repeats her instruction to the class. She first works with the group of Afrikaans pupils. 
The teacher says each word and asks the pupils to repeat each one after her. She 
emphasizes syllables that the words are broken into to help them pronounce the words 
correctly. Pupils are then asked to spell each Afrikaans word together. Some of them 
struggle. The teacher stops them and points to an alphabet chart on the wall and asks 
them to repeat each letter after her. They return to pronunciation and spelling of words. 
Thereafter, the teacher selects two words and asks the group to construct sentences 
with each of these words. Finally, they are asked to write down the date, heading, words 
as they appear on the board and sentences for the two selected words.  
 
Whilst the Afrikaans pupils have been busy with the teacher, the English pupils were 
sitting, watching, and listening. Some were interrupting with the teacher then silencing 
them immediately. 
The teacher then moves on to the group of English pupils and follows the exact same 
sequence with the group of English pupils. Whilst both groups are writing, the teacher 
walks around regulating their behaviour and showing them how they should write the 
words and sentences down from the board. The lesson is punctuated by constant 
regulation of conduct and manner and by references to the importance of learning to 
read and write.  
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Table 6.1: Example of Secondary Summary: LH/Lit (School LH, literacy lesson) 

Segment KO: Knowledge 
Organization 

KM: Knowledge Modality: 
Interdiscursive Boundaries 

IO: Internal Organization of 
School 

Literacy 
Lesson 

Interdisciplinary 
Intradisciplinary  

C - - 
C - - 

Horizontal/Vertical:  
Explicit/Implicit:  
School/Everyday 
Knowledge:  
Integrated/Collected:  

C - - 
C - - 
C - - 
 
C - - 

IoTr  
IoPr  
Pedcon:Pedagogic Context 
Tgr 
Ped: 
ID: 
Selection 
Sequencing  
Pacing 
Evaluation  
RD  
 

F - - 
F - - 
 
F - - 
 
 
F + 
F + 
F + 
F + 
F + + 

 

Knowledge organization 

The influence of the ideological positioning on macro-school discourse emerged from 

pedagogy in the classroom as suggested by the teacher’s constant reference to this as 

illustrated by the following extracts: 

... now you don’t even know how to spell eventually ... how you going to learn to read 

and write ... you will not get a job if you can’t spell ... uh ... come now ... look at that 

chart there on the board (teacher walks to display board and points to chart). Now, 

that group there ( points to Afrikaans group, some pupils look at me and giggle) ... 

your’ll just be quiet now ... come we say the letters of the alphabet together ... even 

you (points to English group) must say because it is important if you work for 

Afrikaans people ... 

This seems to support what was seen at macro-school level. Whilst there were neither 

formal specific overall knowledge and skills-related outcomes nor explicit outcomes for 

individual learning areas, the ideological positioning of the school appeared to inform 

outcomes that were sought for pupils. Therefore, as opposed to macro-state discourse this 

extract suggests that the school is more concerned with pupils learning to read and write in 

the first instance rather than adopting macro-state discourse, that is, the NCS with clearly 

defined programmes of study focusing on vertical progression of knowledge acquisition.  

The strong emphasis on the importance of learning to read and write so as to make a 

transition to the world of work suggests the inclusion of the cross-curricular focus on the 

school’s ideology seen at macro-school level as evidenced above and in the following 

extract: 

... if your boss is going to ask you to write a letter (a pupil talks to a peer) ... be still *** 

otherwise I will send you to Brother ****... so ... I am telling you now ... you must 

know how to spell this words so you can write when you get a job ... 

Interdisciplinary boundaries are weakened by the inclusion of knowledge from Life 

Orientation (LO), that is, preparing pupils for the world of work. The lesson also affirms 

macro-school discourse in time tabling, that is, even though there are time tables in place; 

these are abandoned as dictated by pupil needs. Therefore, the argument raised at macro-
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school level for strong boundaries between learning areas in as far as timetabling seems not 

to hold. In the instance of this lesson, boundaries between learning areas have been 

weakened by virtue of the History lesson flowing into the Literacy lesson and the 

replacement of the Numeracy lesson with a Literacy lesson because of difficulties 

experienced in Literacy the previous day.  

There were no themes in this lesson however there were links between contents albeit 

random arising from pupil needs as illustrated in the teacher teaching pupils how to say the 

letters of the alphabet, which was not a planned part of the lesson. The teacher resorted to 

this when she discovered that they were unable to spell. Thus, intradisciplinary boundaries in 

the instance of this Literacy lesson appear to be weakened because links were made within 

Literacy between content albeit links were made to topics from earlier years. 

Overall, this lesson seemed to support the discourse that was seen at macro-school level 

that is the form of the recontextualized curriculum at the micro-interactional level was 

characterized by weakened boundaries. Thus, as with macro-school discourse, the lesson is 

illustrative of Bernstein’s (1990) competence model with an integrated code, which falls 

within his open system. There was mixing of categories, therefore classification was C - -. 

Knowledge Modalities 

As at macro-school level, there was an absence of a discourse for vertically organized 

knowledge, which takes the form of coherent, explicit, and systematically principled 

structures hierarchically. The purpose of the lesson was for pupils to learn how to pronounce 

and spell the words they had trouble with in a lesson the previous day. Thus, knowledge was 

implicit, drawn coincidentally from a previous lesson. During the course of the lesson, the 

teacher discovered that they were unable to say the letters of the alphabet so she stopped 

the lesson and taught them how to say the letters of the alphabet.  

Thus, the typology of knowledge fell within Bernstein’s horizontal knowledge discourse. It 

was local, oral, context-dependent, tacit, and segmentally organized. The recourse to 

teaching pupils how to pronounce the letters of the alphabet is also suggestive of a similar 

phenomenon seen at macro-state level in England that is, using the NC inclusion statement 

to import knowledge from earlier key stages for pupils, if required. Here, in this Literacy 

lesson, the importation of letters of the alphabet into a Grade 8/9 class suggests   

importation of knowledge from earlier key stages because usually letters of the alphabet and 

phonics are taught in early years. 

The dominance of everyday commonsense knowledge prevails which was a similar 

phenomenon seen at macro-school level. The lesson arose from the pupils’ context that is 

words were selected from a text that they found difficulty reading. In addition, the 

incorporation of the constant reference to ‘work’ suggests the adoption of content, which is 

horizontally organized, selection made based on contexts and the everyday experiences of 

pupils (Hoadley, 2005).  

The teacher’s focus of the lesson is to get pupils to repeat words, spell them, and write them 

with an explicit focus on ‘getting your’ll ready to start working’ as also suggested in the 

following extract: 
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... say opgewonde (excited), (pupils repeat the word) ... give me a grade 8 sentence 

with opgewonde ... nice (claps hands and gets pupils to clap hands, pupils repeat 

sentence).  Jan is excited because he is going to the workshop from Monday ... then 

he will be ready to work ... 

An additional dimension to everyday knowledge discourse emerged from analysis of the 

lesson. Thus, far we have seen that according to Bernstein (1996), everyday knowledge is 

viewed as knowledge that emanates from the contexts and environments of pupils 

themselves. However, in this lesson, it appeared that the teacher drew on her own context to 

dilute formal school knowledge. For instance, in explaining to pupils what a ‘passenger’ is, 

the teacher mentioned: 

Teacher: So ... what is a passenger? (does not wait for a response) ... so, I am a 

passenger because I take the bus and I sit in the bus ... um ... look here, don’t talk (to 

a pupil who is ‘poking' at a peer with a pencil and making fun of him) ... so, let us see, 

when you come in the taxi to school, you are a passenger, you are sitting in the taxi 

so that makes you a passenger. 

Pupil: I don’t take the taxi ... I come by bus. 

Pupil: No, I walk. 

Teacher: Yes but other times when you go by bus or taxi, you are sitting ... eh ... or 

maybe even standing but because you are in the bus, you are a passenger, do your’ll 

understand? 

Therefore, this adds to Bernstein’s commonsense everyday knowledge discourse (1996) 

because in the case of this study, such knowledge is also drawn from the teacher’s frame of 

reference to engage pupils in learning. In addition, the teacher’s constant recourse to 

everyday knowledge suggests that interdiscursive boundaries are weakened, with everyday 

knowledge priviledged as dominant. 

The lesson also seemed to support the implicit hierarchical positioning of LO in terms of 

units of time. Even though this was a Literacy lesson, the incorporation of the school’s 

ideology suggests that whilst LO received the least time on the time table, implicitly it is 

assigned the most time by virtue of the cross-curricular integration. 

It has been noted in this section that the dominant modalities as with macro-school 

discourse were horizontal, implicit and everyday, commonsense knowledge. Thus, as with 

macro-school discourse, boundaries appeared blurred with these modalities emerging as 

dominant, thus C - -. 

Internal Organization 

Teacher (Transmitter Role) 

At the macro-school level, a fragmented, differentiated, and isolated teacher role emerged. 

There was evidence at the micro-interactional level that supported these phenomena. So, for 

instance, teachers appear to be required to take on a multi-faceted role that seems to be 

predetermined by the school’s ideology as evidenced in the following: 
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... Father **** always says we have to be more than teachers to help these children 

... we have to be like their parents ... many of them come from street shelters ... or if 

they with their families ... um  ... eh ... they don’t get love and care because of gangs 

and drugs ... (Teacher Interview). 

Similarly, evidence from the Literacy lesson itself suggests such a multi-faceted role. In 

admonishing pupils and regulating their social conduct and manner, the teacher referred to: 

... now ... see here (pupil is talking to a peer) ... I will not stand for your nonsense ... 

you always disrespectful and making a noise ... you should learn to listen to me ... we 

teachers are like your mothers and fathers ... (pupil stops talking) ... so, come now ... 

say the word after me ... (stops midway through pupils starting to repeat the word 

after her) ... stop ... (the same pupil has whispered to a peer) ... what did I say now? 

... eh? ... every lesson I have to give you advice ... um ... to teach you respect ... 

In this extract, the teacher has referred to two roles that suggest fragmentation and 

differentiation of roles. She alludes that she is a parent and suggests through mention of 

‘every lesson I have to give you advice’ that she takes on the role of a counsellor. 

The lesson also confirmed isolated teacher roles. The teacher has her own teaching plans, 

does not share this with others, and has drawn them up by herself. Thus, this suggested an 

absence of assigning of Bernstein’s areas of authority and autonomy (1975). The teacher 

herself took on a role of head of department suggesting self-assigned authority through an 

implicit school discourse. 

In an earlier extract, we saw that the teacher threatened a pupil with sending him to Brother 

*** if he continued to misbehave. This affirms that whilst there are no horizontal relations 

between peers nor with senior staff (the only one being the principal), there is a single form 

of vertical relations. For instance, the extract suggests that the principal is the authority on 

discipline. However, the vertical relations are concerned with monitoring operations and not 

with knowledge.  

Thus, the teacher’s role at the micro-interactional level resonated with what had emerged at 

the macro-school level, that is, there was mixing of categories, F - -. 

Pupil (Acquirer Role) 

A similar tension that inhered at macro-school level presented in the Literacy lesson. 

Progress made was not aligned with that as expected at age-appropriate levels if state 

OPD’s promulgation of ‘raised aspirations’ is to be adopted. The nature of the lesson 

suggests that aspirations of pupils are raised in as far as the ideological aspirations that the 

teacher had for her pupils are concerned. The continuance of a Literacy lesson from a 

previous day replacing the Numeracy lesson on the following day seems to support this. The 

teacher was concerned with pupils learning how to say words and spell them; the words 

themselves identified from a text the previous day. In as far as the RNCS is concerned, 

these processes are found in the foundation learning programme in early years; not at the 

level of secondary school.  

Thus, this illustrates that in returning to basics from early years settings, whilst not viewed as 

raised aspirations from an OPD point of view, aspirations were nevertheless raised in as far 



149 

 

as the school’s ideology and  the teacher’s acceptance of this ideology as illustrated in the 

lesson ar concerned. Thus, in one sense, the aspirations of many were raised in as far as 

ideology is concerned; but if viewed in Bernstein’s (1975) and state OPD sense, aspirations 

were not raised. 

Whilst, in the context of the lesson aspirations were arguably raised, one would expect that 

there would be a parallel increase in areas of choice and participation of pupils. However, 

this was not the case. There were limited areas of choices for pupils and limited ‘free’ 

participation of pupils. There was only one area of choice, that is, pupils were allowed to 

think of sentences. However, this was a paradoxical area of choice because the teacher had 

selected which two words pupils should use to make sentences with. 

In as far as, increased participation was concerned, pupils were only allowed to participate 

when the teacher said so and this was mainly in the form of repetition of words and the 

letters of the alphabet. However, as seen at macro-school level areas of participation and 

choice were contextually raised in relation to pupils’ respective starting points. Evidence from 

the school suggests that these types of pupils would have not been able to remain in lessons 

for the full duration. Therefore, social relations were weakly framed, F - -. 

Pedagogic Context 

Teaching Group 

Evidence from the lesson supported macro-school discourse. The group was heterogeneous 

in composition because even though age was used as a social classifier, there were mixed 

ages in the group. The group was also heterogeneous in the sense that there were pupils of 

varying abilities, needs, and rates and styles of learning. Only one pupil was able to 

construct a sentence using the two words selected by the teacher. The teacher tried to 

engage others but they struggled as illustrated in the following example of an extract from 

the lesson: 

(Teacher points to a pupil) *** make a sentence with the word ‘family’ ... how many 

people in your family? 

(He struggled to start a sentence). Start with the words ‘there are’. (Pupil starts) ... 

there are eight ... (starts to make a sentence but struggles).  

(Teacher assists) ... there are eight people in ***’s family 

In other instances, some pupils were able to write the list of words down quicker than others 

whilst others experienced difficulty in understanding the format that should be used to write 

down the words. Similarly, few pupils were able to build sentences with the two words 

selected by the teacher with the teacher having to assist others. 

In as far as, rituals are concerned, there were no age differentiating rituals, however, there 

were other forms of ritualised social control. A pupil collected books at the end of the lesson. 

As explained elsewhere in the chapter on macro-discourse, this is an example of a 

transformation of the school’s implicit ideology into explicit practices, that is, to give pupils a 

normal experience of schooling. Thus, at the level of the classroom, discourse leant more 
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heavily towards an ‘open’ system rather than a closed system, thus aligning itself with an 

integrated competence model, that is F - -. 

Pedagogy 

Instructional Discourse 

At the macro-school level there was no explicit discourse for instructional discourse (ID) that 

is, selection, sequencing, pacing and evaluative criteria as contained in specific plans. 

Similarly, it emerged that vertical progression of knowledge appeared to be constrained 

because teachers often had to revert to transmitting knowledge that had already been 

transmitted because pupils do not remember what was taught the previous day or even in 

the previous lesson. 

These phenomena emerged at the level of the classroom in the Literacy lesson as well. For 

instance, the teacher took recourse to a vocabulary building lesson through use of a Literacy 

lesson that took the place of a Numeracy lesson on the time table because of difficulties 

pupils experienced in pronouncing words in a Literacy lesson the previous day. This 

suggests that the teacher engaged in an ‘on the spot’ planning technique that took into 

account the contextual difficulties experienced by pupils rather than using a lesson aligned 

with longer term planning. 

In addition, rather the lesson supports the notion of regression to earlier years knowledge  to 

ensure mastery of concepts as opposed to vertical progression of knowledge with new 

knowledge building on old knowledge because the teacher focused on pronunciation and 

words which would usually occur during the earlier years as predetermined by the RNCS at 

macro-state level. During the course of the lesson, it emerged that pupils were unable to 

spell words hence the teacher’s return to the letters of the alphabet. This too supported what 

emerged at macro-school level, that is, overlearning and repetition of earlier knowledge as 

opposed to progression to later or higher forms of knowledge. 

Selection and sequencing of content was determined by the teacher as the lesson 

proceeded. The teacher decided to return to letters of the alphabet with an expectation that 

pupils would be compliant and repeat the letters after her in English and in Afrikaans. The 

instruction at the start of the lesson, that is explaining to pupils what they would be doing in 

the lesson and why they would be doing it, was repeated after the teacher had written the 

words on the board as follows: 

Your’ll are going to say in English and Afrikaans ... we are all going to say the 

Afrikaans words then we say the English words ... then we will split and say 

separately ... come we will now first say the Afrikaans words ... I will say, then we will 

say it together ... 

This suggests the teacher’s control over selection, sequencing, and pacing of knowledge. 

The teacher’s control over pacing was also demonstrated through the interspersion of 

constant reminders to time. Examples of this are: ‘ come now ... your’ll must quickly write 

this’ or ‘ come ... come ... we must finish writing the words then you can write two sentences 

...’ or ‘... here are the English words, quickly then you choose one word out of the English 

words and make a sentence’. In addition, to the instruction about the sequence of activities 
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in the lesson pertaining to the words that were written on the board, the teacher controlled 

the pacing in the completion of pupil tasks. For instance as follows: 

Take out your books, then write down the date, then write down the heading ... um ... 

Afrikaans pupils write woordeskat and English pupils write vocabulary.  

Therefore, pupils did not control the pacing of transmission (Hoadley, 2005), thus, relations 

were strongly framed. 

Evaluative criteria regarding the production of legitimate text were absent (Hoadley, 2005) 

because pupils were only required to copy work from the board and repeat what the teacher 

was saying. Even though the teacher made explicit the format that the lesson would flow in, 

she did not make explicit what knowledge pupils would be expected to acquire by the end of 

the lesson. They were merely informed that they would be saying the words after her, then 

writing the words down in their books. These criteria were made explicit; however, the 

teacher did not share the task of evaluation regarding acquisition of knowledge with pupils. 

In the completion of the tasks, the teacher circulated around the classroom checking on how 

pupils were copying down the information from the board; there was no evidence to suggest 

that skills were being applied. There was rigorous evaluation of pupil productions however; 

this was more concerned with the form rather than with skills or content. Nevertheless, the 

extent to which teachers and pupils had control over evaluative rules of ID was strongly 

framed, F +, because the teacher made it clear exactly how a task should be completed, 

constantly moved around and checked on what pupils were doing, and made comments  

(Hoadley, 2005). 

Regulative Discourse 
 
At the macro-school level, regulative discourse (RD) was dominant as predisposed by the 

school’s ideological positioning. This also emerged during the course of the lesson as 

illustrated in extracts provided thus far. To recap, RD in the classroom communicates the 

school’s values beliefs and attitudes, principles of conduct, character and manner (Daniels, 

2001). Throughout the lesson, there was evidence of RD, which aimed to regulate the 

conduct and manner of pupils. The teacher’s constant articulation of instructions regulating 

the conduct and manner of pupils support the notion of very strongly framed regulative 

practices. Examples of these were ‘be quiet now’, ‘stop that now’, ‘just be still now’ and ‘don’t 

do that now ... I will send you to Brother ***. 

Thus, teacher control in the relations between pupils was used to ensure order and control in 

the lesson and very strongly framed. Pupils were only allowed to talk and participate when 

and as instructed by the teacher. Anything else was considered a deviation from the norm. 

Pupils were not self-regulating neither had they internalized certain routines and disciplinary 

norms (Hoadley, 2005) in relation to knowledge acquisition. In addition, discipline was 

strongly controlled by the teacher. However, the teacher felt that aspirations were in fact 

raised. Previously these pupils, 'could not even sit in one lesson' suggests that now that they 

are in fact remaining in their lessons, thus in this sense aspirations are raised contextually.  

Strong framing in ID points to Bernstein’s (1996) performance model in a closed system 

rather than to his competence model that was supported in the rest of the categories in this 

section. In the theoretical framework we saw that competence models were characterised by 
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weak classification and framing and resulted in few explicit (instructional) structures whereas 

performance models were characterised by explicit (instructional) structures and strong 

classification. However, in other respects pedagogic discourse seems aligned with the 

competence model in an open system. For example, the lesson was not concerned with 

forms of higher knowledge neither did new knowledge build on old knowledge in a specific 

sequence which are examples of features of the performance model. Sequencing was more 

concerned with regulative order rather than with sequencing of knowledge in a sustained 

vertical manner.  

Thus, whilst framing is strong in instructional structures, this strong framing in this lesson 

does not sit within an open system and competence model. Therefore, here again as seen 

elsewhere in this study, in as far as the assignation of codes are concerned, Bernstein’s 

framework for competence and performance models appear rigid and do not appear to allow 

for variations within these models. This was a weakness, which Bernstein himself identified; 

he suggested that these pedagogic codes of curricula organisation are rarely actualised in 

the pure forms described in the mode.   

However, ID was embedded in RD (F + F + +), which aligns itself in some ways with 

Bernstein’s theory on pedagogic discourse, that is, there is only one discourse, ID which 

embeds in it the ID. A further dimension emerged in this lesson. Instructional discourse was 

not just embedded in RD but it also appeared to be suspended. This phenomenon is 

explored further in the next chapter.  

6.3 School HS Literacy Lesson (England) 

This section begins with an introduction to the lesson as follows: 

 

 

 

 

 

 
 
 

 
 
Similar to Literacy lessons in the other schools, findings from an analysis of the starter 

segment of the lesson resonated with findings from the macro-school levels. The findings 

also supported the notion of setting the scene for the emergence of phenomena in the rest of 

the lesson that attested to the dominance of ideology-shaped discourse and teacher control 

of pupils in the order, control and manner in the lesson. These, thus had influenced the form 

of recontextualized discourse from the recontextualization to the reproduction fields. 

 

This lesson followed on from an Art lesson. Pupils remained in the 
same room for the Literacy lesson.  
 
The lesson was a continuation of a lesson that had commenced 
the previous day in a unit called ‘Superheroes’. In the previous 
lesson, pupils had been introduced to the unit. In this lesson pupils 
were required to design a symbol that represented their 
superheroes. Pupils were helped to understand the representation 
of symbols. 
 
 In the previous lesson, pupils had been given a task as 
homework, that is, to identify a name for their superhero and to 
annotate a picture that pupils had been given. However, most 
pupils did not complete this hence; the teacher included this in the 
lesson at hand. 
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The following is an extract from the starter segment of the lesson then follows a discussion 

of findings of the analysis of data from the starter segment: 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In discussions of the starter segments in School L, it was noted that resonance with 

phenomena at the macro-school level emerged already at the start of the lesson. Here, too a 

similar trend emerged. We see immediately that there is reference to everyday 

commonsense knowledge. The teacher uses items that pupils may describe that emanate 

from their own environments and things they encounter in their own homes. Hence, there is 

an immediate correlation with what emerged at macro-school level that is the dominance of 

everyday school knowledge over formal school knowledge which starts to set the scene for a 

possible dominance of Bernstein’s competence model (1996) located in an open system 

(1975). 

Already in the starter, regulative discourse (RD) starts to emerge with the teacher’s constant 

reference to control, manner and order in the lesson as evidenced by ‘no more talking’, ‘pay 

attention’ and ‘don’t talk over me’. Thus, ideology at macro-school level is echoed in the 

starter of the lesson. References to ‘everyday’, ‘work’ suggest the recontextualization of the 

school’s philosophy at the level of the classroom that is, equipping pupils with basic skills to 

facilitate a transition to the world of work. Similarly, the school’s philosophy in wanting to 

equip pupils with coping skills to manage their emotions, behaviour and social interaction 

skills emerges in the starter with the teacher’s regulative conduct, for example, ‘you can’t let 

that get to you’ to a pupil who appeared to be having difficulty in settling down. Thus, 

The Art lesson has ended. 
Teacher: Ok, then, let’s get ready for the next lesson. (Teacher cleans the board 
whilst pupils shuffle about) ... stop that *** no more talking (to a pupil who is talking 
to a peer) ... I know you are not happy about ... about ... (teacher walks towards 
pupil) ... but you can’t let that get to you (the teacher writes the objective of the 
lesson on the board). 
Teacher: Ok, so this is what we’re going to do in today’s lesson ... its important to 
learn about symbols because we see it everywhere ... in our homes ... at work ... uh 
... but lets do this first. In pairs with the person sitting next to you ... one of you must 
choose something from a cheeseburger and a washing machine ... uh ... then you 
need to describe it  ... (to a pupil who is distracted by someone walking past the 
window), pay attention *** you need to focus here not on what’s going on outside ... 
(continues) ... you must describe it’s appearance ... how it looks but the thing is you 
can’t say what the thing is ... describe it’s appearance without saying things related 
to it ...   
Teacher: (to a pupil who is talking) ...*** don’t talk over me, its rude ... (continues) 
but remember you can describe it but you can’t say what it is. 
Pupil: This is too hard, I can’t do it. 
Teacher: it’s not hard *** (to the rest of the class) ... but ok ... let’s see ... describing 
words tell us more about something ... you must remember this because it will be 
good for you to use these words even when you leave school. 
Pupils then proceed to try and describe their chosen items, some laugh at the 
other’s attempts. 
Teacher: Stop making fun of him at least he’s trying ... no ... you can’t say that ... 
come, come, let’s finish that ... we have to start this lesson ... ok ... that was good ... 
now let’s look at this (teacher has drawn two symbols on the board whilst pupils 
where describing their selected items. The teaching assistant assisted pupils. 
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strongly framed RD emerges in the starter. The phenomena that emerged from the starter 

segment appeared to follow the same patterns as in the other schools. 

Description of Lesson 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Knowledge Organization 
 
References in the lesson to the importance of using words such as basic describing words 

from earlier years suggest affirmation of one of the school’s ideologies that is to: 

... assist pupils to recover key skills such as Literacy ... lost as a result of absence or 

exclusions and thus to experience success and enjoyment ... (Curriculum Policy). 

The use of such basic skills as contained in earlier programmes of study (POS) sits within 

the school's desire to assist pupils in recovering key skills. The lesson formed part of a unit 

titled ‘Superheroes’ and there was reference to characters such as ‘Superman’, ‘Batman’ 

and ‘Spiderman’. This suggests that knowledge was not drawn directly from the NC 

programmes of study (POS); instead, the teacher has designed the unit to meet the needs of 

the pupils. The reference to childlike characters implies importation of work from earlier key 

stages which because of their absence or exclusion from education, have been missed. 

Thus, knowledge is organized in a manner to help them gain an experience of ‘normal 

schooling’, which is a philosophy that inhered at all other schools in this study.  

Furthermore, a similar phenomenon to other schools in this study emerged in relation to the 

adoption of a discourse that is aimed at equipping pupils with basic skills to prepare them for 

the world of work. For instance, in explaining to a pupil how to arrive at a symbol description 

to a pupil, the teacher referred to: 

Teacher: So, who would you like your superhero to be? Someone you think you 

would like to work with when you grow up? Someone strong? 

Pupil: Strong and something else. 

Teacher: Do you want him to be really fast? 

Following the starter, the teacher points to different pictures of her face she has 
drawn on the board, one happy and one angry. She asks pupils to describe what the 
pictures say about ‘the character of *** (teacher). Pupils describe each of the 
pictures assisted by the teacher and BLSA. Prompts are provided in the form of 
questions and suggestions of words to be used. 
 
Thereafter, pupils are required to identify a symbol for their superhero and for their 
supervillain. They have a blank diagram of the outline of a person. The teacher 
explains to them what they should do then the teacher and BLSA work with 
individual pupils assisting them in identifying symbols and signature colours for their 
superheroes. She reminds pupils that they should already have thought about this 
and identified these things as part of their homework the previous day. 
 
Towards the end of the lesson, the teacher explains to pupils what they will be doing 
in the next Literacy lesson and what she hopes for them to have completed by the 
end of the unit. 
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In another instance, the teacher referred to the importance of the use of descriptive words as 

follows: 

... you must learn how to use describing words because when you start working you 

may need to write things for your employer like reports and so on ... here in my job, 

we have to write reports for you as you know. 

Therefore, whilst there was no evidence of the integration of knowledge from other subjects, 

there was nonetheless the inclusion of the cross-curricular dimensions that emerged at 

macro-school level. It appeared that the implicit ideology was transformed into an explicit 

discourse at classroom level, regardless of subjects in the process of recontextualization. 

Furthermore, the teacher’s regulation of pupil behaviour and emotions suggests an 

alignment with one of the school’s therapeutic tenets, that is, to equip pupils with coping 

skills. 

Thus, interdisciplinary boundaries were weakened. Intradisciplinary boundaries were also 

weakly framed as was seen at macro-school level. Whilst there was use of examples that 

could be said to have been imported from earlier years, such as ‘Batman’, these were not 

linked to content within the subject, rather it was a way of engaging pupils in a task on 

descriptive words. However, in linking describing words to a lesson based on the importance 

of symbols, the teacher arguably linked contents within the subject. 

Thus, as with macro-school discourse  the classification for knowledge organization leant 

more towards Bernstein’s competence model (1996) in an open system (1975) with an 

integrated code rather than a performance model in a closed system with a collected code, 

that is C - -; there was mixing of categories. 

Knowledge Modalities 

At the macro-school level, evidence from the school suggested horizontally structured 

knowledge as opposed to vertically structured knowledge; the progress of which was 

measured by attainment targets at the end of each NC key stage at the macro-state level. 

The lesson demonstrated a macro-school horizontal knowledge discourse as indicated by 

the content of the lesson and the teacher’s importation of characters from early years to 

engage pupils and improve their literacy skills. 

Whilst there was an objective to the lesson, that is, to understand the representation of 

symbols, this was not drawn directly from NC POS thus this affirmed the school’s absence of 

a discourse for the specific selection of systematically organized content that is vertically 

progressive. The importation of characters from earlier stages, as in the other schools is 

suggestive of a playing out of the NC inclusion statement, that is the legitimization of the 

importation of content from earlier key stages in cases where pupils are underperforming. 

As indicated in the starter, everyday knowledge that is context-dependent and segmentally 

organized (Bernstein, 1996) emanated from the lesson. There were many references to the 

everyday context of pupils as suggested from the extracts that follow. 
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The above illustrations of the use of pupils’ everyday knowledge suggest two phenomena. 

Firstly, it points to the dominance of the teacher’s recourse to the use of everyday 

knowledge over formal school knowledge. Secondly, it points to the teacher’s importation of 

knowledge from early years. 

In addition, as with the other school lessons, there was an added dimension to the adoption 

of everyday knowledge. The teacher drew from her own repertoire of experiences to engage 

the attention of pupils. For instance, the teacher referred to ‘Care Bears’. Neither the pupil 

nor the behaviour and learning support assistant (BLSA) were familiar with this. The teacher 

explained in detail what the Care Bears were and likened herself to them as follows: 

Kindness ... my super power is kindness ... I’m super nice ... anyone seen care 

bears? (Teacher explains what care bears are, then says) ... so, that’s special power, 

so I’m like a care bear, when I try really hard my special power turns bad people into 

good people ... 

In another instance, the teacher used another experience from her everyday context as 

follows: 

Teacher: Anyone watched the Jaws thing? (Making reference to a movie) 

Pupil: Jaws is rubbish ... I swear down. 

These extracts point to an added dimension to Bernstein’s (1996) everyday knowledge 

discourse. Bernstein specified that everyday knowledge draws from the everyday living and 

dying experiences of pupils whereas in this study we see that everyday knowledge is also 

drawn from teacher’s living and dying experiences. 

In addition, at macro-school level we saw that the school’s implicit therapeutic ideology had 

been transformed into the explicit across the curriculum through use of the prescribed 

operational therapeutic education tools that the school promulgated through its therapeutic 

education handbook. In the lesson, correlation with this macro-discourse appeared. For 

instance, the teacher’s focus on the difference between good and evil could be said to 

resonate with macro-school discourse which was concerned with improving pupil character 

through the use of therapeutic operational tools as contained in the Therapeutic Education 

Guide for staff. 

Pupil: Oh just ... he just looks messed up, has fangs ... eyes are a bit demented 
Teacher: Can you use another word instead of demented? 
Pupil: Ok, messed up like Spongebob ... 
Teacher: So, Superman has a big S on his chest. 
Pupil: But he don’t have that on his costume. 
Teacher: But we go back to the others we did yesterday ... look Mr Incredible has 
a big I in the middle. 
Pupil: Spiderman has.... 
Teacher: Spiderman has a big spider on his chest ... 
Pupil: (later on in the lesson) ... I’m beginning to look like my superhero. 
Teacher: ... what does the Batman symbol show us? 
Pupil: Cos he’s like a bat. 
Teacher: His costume is bat-like. 
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At the other schools, and at macro-school level in this school, the implicit ideological 

positioning of the school elevated the hierarchical positioning of PSHE/LO to hierarchical 

dominance from having the least time allocation on the time table because of its 

transformation into a cross-curricular dimension. This suggests that the implicit became the 

explicit in and across all subjects. This was a similar phenomenon at the other schools. 

Whilst having only half an hour on the time table, the PSHE cross-curricular dimension and 

the therapeutic cross-curricular dimension raised the position of these dimensions by virtue 

of incorporation in all lessons.  

Thus overall, knowledge modalities that emerged from the lesson leant towards the 
dominance of everyday, horizontal, and implicit knowledge modalities, that is C - -. 
 
Internal Organization 

Teacher (Transmitter Role) 

At macro-school level, it was noted that the school is an independent school and thus has 

autonomy over selection of staff that is they need not possess qualified teacher status (QTS) 

as is the national requirement for the maintained sector. This lesson was conducted by a 

teacher who was employed as an instructor but assumes the role of a teacher, she does not 

possess QTS neither does she have formal training as a teacher. This affirmed macro-

school discourse. This was unlike the other schools where the teachers who taught the 

Literacy lesson were qualified teachers.  

The teacher’s role, however, emerged as a fragmented and differentiated role as seen at the 

macro-level of the school. The teacher’s use of the school’s cross-curricular dimensions of a 

therapeutic approach suggests this phenomenon. In addition, the teacher’s use of a ‘bad’ 

and ‘good’ caricature of herself to illustrate symbolic representations, drew responses from 

pupils that suggest the inculcation of ‘good’ moral and social attributes that pupils should 

have as illustrated in an extract in the previous section, that is, the portrayal of her super 

power as that of the care bears. The teacher also differentiated between ‘superheroes’ and 

‘supervillains’. The teacher’s recourse to the cross-curricular dimension of facilitating the 

moral development of pupils is also illustrated in the following: 

Teacher: So, do you want your superhero to be loving ...  kind ... uh ... helpful? 

Pupil: Yes ... I don’t want him to be evil ... eh ... miss *** I want my superhero to be 

like you ... I want him to be kind and help other people. 

Thus, arguably, through use of the Literacy lesson the teacher has facilitated the creation of 

awareness in pupils themselves about the distinction between good and evil and 

encouraged them to aspire to be good. 

This therefore suggests that the teacher’s role is more than that of a transmitter of 

knowledge; she becomes the transmitter of conduct, character and manner that the school 

seeks to instil through its therapeutic philosophy. Thus, this suggests a fragmented role. The 

teacher becomes the perpetuator of RD dominance and ID submergence. 

At macro-school level authority and autonomy over specific subject areas were not assigned. 

Teachers themselves assumed the roles of heads of departments in the absence of such 
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assignation of authority and autonomy. This was illustrated in the lesson. The teacher herself 

decided that for this unit she was not going to draw from NC POS because of the levels of 

pupils. There was an absence of evidence pointing to shared and co-operative teaching 

roles. However, she was assisted by the deputy head who has a monitoring role but not in 

selection of content rather with the format of planning. Findings from the teacher interview 

suggest that there are no horizontal staff relations. This echoes findings at the macro-school 

level. 

The teacher’s reference to work and employment, suggests roles such as a vocational 

counsellor. In addition, in the teacher’s reference to care bears, the suggestion is a maternal 

role seen in the other schools. The teacher could arguably have been doing what mothers 

would usually do, that is the inculcation of kindness and acceptable levels of ‘good’. This 

thus is resonant with macro-school discourse as is resonant with the school’s ideology that 

is, creating opportunities for pupil’s social, moral and personal development. 

Overall, the role of this teacher was similar to that in the other schools and that seen at 

macro-school level, hence boundaries and insulation whilst strongly framed in Bernstein’s 

sense of insulation, were weakened at school level because of the nature of the school, F - -. 

Pupil Role 

Thus far, this study has noted that there are tensions in the relationship between the notion 

of raised aspirations promulgated by macro-state OPD, Bernstein (1975) and other 

researchers who have adopted his discourse. They suggest that aspirations are raised for 

pupils when they are done so in an academic sense. We have seen at macro-school level 

and in other schools in this study, that raised aspirations for pupils at the respective schools 

have been viewed in relation to contextual factors, for example, in relation to the starting 

points of pupils and not in an academic sense pertaining to the acquisition of age-

appropriate knowledge. 

Findings from the analysis of this lesson suggest similar phenomena. The nature of the 

lesson suggests raised aspirations linked to context. This was a lesson that was continued 

from the previous day. In addition, there was repetition and overlearning of knowledge 

transmitted the previous day as illustrated in the following examples from the lesson: 

Teacher: Ok we looked at this yesterday ... Can you tell me what her special power 

is, mine that’s ***... 

Teacher: They must have a symbol on their ... on their ... uh ... uh ... they must have 

a power ... 

BLSA: And you know that, from all the symbols you stuck in your book yesterday and 

the day before. 

These affirm the school’s ideology for pupil aspirations, that is, the use of repetition and 

overlearning to ensure mastery of basic concepts thus recovering key basic skills. The 

lesson also suggested the importation of work from early years in keeping with the relative 

levels of pupils in the group, for example, in the use of references to film and television 

characters usually associated with those that much younger pupils would associate 

themselves with. Thus, vertical progression of knowledge was not visible which affirms that 
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aspirations are raised contextually rather than vertically as in macro-state discourse. In as 

far as the lesson and school ideology is concerned, there are suggestions that aspirations 

were indeed raised because these: 

… are pupils who even struggled to stay in lessons when they first arrived (Teacher 

Interview). 

Furthermore, areas of choice were limited if defined according to Bernstein’s (1975) and 

macro-state discourse, that as purity of categories. All pupils were required to design a 

symbol. Participation in the lesson was limited to that as instructed by the teacher thus 

arguably the lessons intention for the incorporation of personal, learning and thinking skills 

(PLTS) as extracted below from the lesson plan suggests a contradiction: 

Independent thinkers, self-managers, effective participants, making a positive 

contribution and enjoy and achieve (extract from lesson plan). 

On the other hand, as with the other schools in this study, areas of choice and participation 

were contextually raised in relation to their starting points. Previously they were ‘more out of 

class than in class’,  ' now except for ****, they all stay in class’. Thus areas of choice and 

participation were raised contextually, F - -. 

Pedagogic Context 

Teaching Groups 

The teaching group in this lesson was a key stage 3 group; pupils in the group were in years 

8 and 9; thus the group was heterogeneous. As with other schools in the study, the group 

was also heterogeneous because of variations in ability. Whilst all pupils in the group were 

underperforming, there were differences in the levels of underperformance as also seen at 

macro-school level. Variations in ability emerged, for example, through the manner in which 

pupils participated. Some made limited responses to teacher prompts whilst others were 

more vocal and articulate. Differences were also illustrated in the volume of assistance 

required by the teacher and teaching assistant and the modalities of assistance. All pupils 

were unable to complete the task independent of staff assistance however; some were able 

to more readily get on with the task than others. This is illustrated in excerpts from the 

transcript that follow.  
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The above excerpt suggests variations in abilities. Whilst one pupil struggled to spell a single 

syllable word, another asked for assistance with the spelling of a multi-syllable word. In 

addition, one pupil was able to complete the full task that is a name for the superhero and a 

costume whilst another had not yet started. Throughout the task completion exercise, both 

staff provided extensive assistance to pupils. 

At the macro-school level there were no age-differentiated rituals and no form of social 

control by use of these rituals. A similar phenomenon emerged from the lesson. There were 

no rituals related to age nor were there rituals designed to provide pupils with a normal 

experience of schooling as seen in the schools in SA.  

However, the group appeared to be characterised by more heterogeneity than homogeneity 

therefore framing was weak, F - because mixed abilities and ages suggest Bernstein’s mixed 

categories (1975). 

Pedagogy 

Instructional Discourse 

As with the other schools in this study and with macro-school discourse, thus far it has been 

noted that the selection of vertically progressive knowledge has been constrained by the 

gaps that this particular social group of pupils in all four schools present with owing to 

exclusions and disengagement from education previously. This also emerged at the level of 

the Literacy lesson. The teacher continued with a lesson commenced the previous day. In 

addition, much of the content in the lesson at hand had already been covered the previous 

day, thus it was a repetition of the previous day’s lesson. Even though it was a repeated 

lesson pupils continued to struggle in the completion of task as already has been evidenced 

in extracts from the lesson thus far. 

Therefore, as with the other schools, the teacher engaged in regression of knowledge 

transmission. In addition, an analysis of the lesson yielded findings that suggest total teacher 

autonomy in ID that is, selection, sequencing, and pacing of transmission of knowledge. 

Teacher: Ok, could you get on with designing your character now? 
Pupil: No, its gonna be hard ... 
Another pupil: I can’t do this ... I don’t know what to do ... 
BLSA: You want some ideas, boy yeah? 
Pupil: Miss, how do you spell strong? (the teacher spells). 
Another pupil: Miss, how do you spell intelligent? (the teacher spells) ... 
Teacher: (to another pupil) ... I’ve made it slightly easier with the rules ... uh ... 
what is your ... uh ... superhero’s costume going to look like? 
Pupil: But I don’t even know my symbol yet. 
Teacher: That’s what you need to be thinking about ... give your superhero a 
name. 
Pupil: I dunno. 
Teacher: What did you call your superhero? 
Pupil: I dunno. 
Teacher: Well, that’s what you had to do yesterday. 
Another pupil: Done miss, have given him a name and done his costume. 
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Thus, as opposed to macro-state discourse framing was strengthened in the relations 

between the teacher and pupils at the micro-interactional level of the classroom. The 

strengthening of framing was paradoxically weakened by the teacher’s adoption of the NC 

inclusion statement without her even being aware of doing so because the interview 

revealed that the teacher was unaware of the existence of the NC inclusion statement 

neither was she aware of the implications of the adoption of this statement. She appears to 

have taken recourse to a dominant everyday school knowledge discourse and in the use of 

movie characters such as Spiderman, Batman and Mr Incredible. This, which arguably would 

be used in early years, suggests that the teacher adapted transmission of knowledge to suit 

the diverse needs of pupils according to their different rates and styles of learning. 

Thus, as at the macro-school level and at the level of the other English schools, the 

teacher’s selection of knowledge from an earlier key stage was legitimized by the NC 

inclusion statement and by the school’s ideological positioning. At the macro-school level the 

ideological orientations of the school also legitimized the selection of knowledge from earlier 

key stages because the school was primarily concerned with helping pupils recover key 

skills in Literacy, thus preparing them for the world of work. 

However, this weakening of ID was only as pertaining to teachers' relations with macro-

institutional school and state ideology, ID remained predominantly strong in the pedagogical 

relation between the class teacher and pupils. For instance, after the teacher had completed 

the first part of the lesson in which pupils were encouraged to describe the teacher as 

portrayed by two caricatures of her face, the teacher gave pupils specific instructions for the 

completion of their task as follows: 

 

 

 

 

 

 

 

 

From this extract, several patterns emerge. Firstly, the teacher has stipulated exactly what 

pupils are expected to do. She has also stipulated how many colours they are allowed to 

use. In addition, she stipulates the type of superhero and villain, that is, pupils are not to use 

current characters. The teacher has also stipulated the sequence. There is also reference to 

time. The teacher tells the pupils exactly how much time should be spent on the task. This 

suggests teacher control over pacing in the lesson. In addition to the above, there were other 

references to time in the lesson, which confirmed the teacher’s control over pacing. For 

instance, the teacher stated ‘you need to think now quickly for a name for your superhero’, 

‘you have a couple of minutes to think about what your superhero’s gonna do ... think of his 

Teacher: There are some rules ... some rules for your superhero ... They cannot 
be the same as ... uh ... another current superhero. 
Pupil: Like superman, batman. 
Teacher: Yes ... you can’t ... they must have a symbol on their ... Stop talking *** 
that's rude  ... uh ...  on their ... uh ... uh ... you do this first. 
(Then later in the lesson) So, lets go through the rules for creating your superhero 
... then we can get on with it because you’ve only got fifteen minutes ... you can’t 
use a current superhero. Then you need to design the costume. You can only use 
three colours but that’s for each character. Your superhero can be red, blue and 
grey. So, your super villain can be pink, white and blue ... Stop talking over me 
**** ...  so, you don’t have to use the same colour ... you don’t want your 
superhero to have the same colour as your villain ... you can’t use more than 
three colours ... you can use one or you can use two ... uh  ... you can’t use more 
than three. 
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costume quickly now’ ‘not too long on this, boys because we really need to start designing 

your superheroes today’ and ‘... you have a few more minutes...'. 

Evaluative criteria were made explicit. The teacher provided clear directions on text 

production. The rules in the extract above suggest this. In addition, throughout the lesson, 

the teacher dictated what the completed text production should resemble. Thus, the teacher 

shared the task of evaluation with pupils. There were also rigorous evaluations of pupil 

productions (Hoadley, 2005). The teacher ensured that only three colours were used as she 

did ensure that all pupils had drawn a symbol. As seen at School L, the teacher made it clear 

exactly how a task should be completed, constantly moved around and checked on what 

pupils were doing and made comments (Hoadley, 2005). 

However, evaluation was not concerned with making explicit evaluative criteria for 

knowledge acquisition. Nevertheless, even though ID did not pertain to the acquisition of 

specifically sequenced, selected and paced knowledge with specific evaluative criteria for 

such knowledge adopted from macro-state OPD, ID was nonetheless strongly framed: F +. 

Regulative Discourse 
 
In as far as RD is concerned; it was evident from the lesson that there was regulation by the 

teacher. Even when pupils rocked on their chairs, the teacher sternly reproved them: ‘... 

don’t rock on your chair ***’ was repeated five times in the lesson to two pupils. Teacher 

authority over control of the lesson was strong as evidenced by several references to 

regulation of behaviour and order. When pupils talked out of turn, the teacher immediately 

reprimanded them. For example, this was suggested by ‘listen, don’t talk over me when I am 

talking ...  stop talking now and get on with your superhero ... the problem with you is that 

you talk instead of doing your work ... that’s why you haven’t decided on a symbol yet ... 

there is no need to talk ...’. 

An additional phenomenon that emerged in other lessons, that is, suspended ID in favour of 

RD was also seen in this lesson. The teacher arguably used the lesson content itself to 

regulate pupil conduct and manner. For instance, there were two caricatures of her; one 

good and one evil. Pupils were asked to describe each of her characters. Words suggested 

to pupils were ‘kindness’, ‘good’, ‘caring’ ‘happy’ ‘we did this yesterday ... can you tell me 

what my special power is'? The pupil responds: ‘joyful, making bad people good, helping 

people’. In addition, pupils were required to create a superhero and supervillain. Thus, the 

suggestion is that the teacher used these characters to illustrate the difference between the 

two to pupils, which suggests that they were being taught to be good. This echoes macro-

school discourse, especially the school’s therapeutic ethos.  

According to macro-school discourse, teachers are required to engage in practices that help 

pupils ‘turn around’ and start to self-regulate their behaviour, emotions and manner. 

However, there was no evidence of self-regulation by pupils in the lesson, which was a 

feature of mixing of categories in an open system posited by Bernstein (1975). Therefore, 

tension inhered in the relations between the application of Bernstein's concepts and 

practices 'on the ground' because Bernstein (1990) argued that strongly framed ID and RD 

sits within performance model closed systems. However, strongly framed ID in the context of 

the ideologies of the school and teacher and the construction of pupil 'otherness' suggests 

that teacher regulation sits within an open system rather than a closed system.  
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Here again, as with the other schools in this study, RD emerged as a dominant discourse 

with an embedded ID. ID was strongly framed whereas RD was very strongly framed, F + +. 

Even though the coding ID + RD + + does not suggest features of a competence model in an 

open system, neither does it suggest features of a performance model. In a competence 

model pupils have more control over selection, sequencing and pacing (Bernstein, 1996) 

however as seen in the other schools pupil control over ID appears constrained because of 

the nature of their difficulties as posited by each of the schools in various ways. Whilst the 

lesson revealed limited control of pupils over ID, this was because of the context of the 

school and not because of a concern for the acquisition of forms of high knowledge or 

vertically progressive knowledge.  

Similarly, in a performance model the focus is on what teachers need to teach and what 

pupils have to learn, rather than on what they know already whereas in  a competence 

model teachers are under less pressure to meet targets (Bernstein, 1996) which was 

evidenced in the lesson and at macro-school level. One of the main ideologies of the school 

is to ‘bridge gaps’ therefore the focus is not on a rapid progression of the acquisition of 

vertically structured knowledge with new knowledge building on old. Instead, the focus is on 

ensuring basic concepts are mastered; these repeated to ensure mastery because ‘pupils 

forget’.  

In a competence model, the teacher facilitates knowledge acquisition. This was not the case 

in this lesson. The teacher controlled the lesson and drove knowledge acquisition however 

this was not because of features of the performance model, rather it was because the 

teacher needed to have control over the lesson because ‘pupils cannot manage without 

structure’. Therefore, here again there is conflict with Bernstein’s theory as seen elsewhere 

in this study. Pedagogic practices seemed to be characterized by features of a closed 

system in theory but in actuality pedagogic practices appeared strongly framed because of 

ideological orientations.  

For example, some of the basic tenets of the school’s therapeutic ideology are structure, 

consistency, and routine. Therefore, teachers' strict control over ID and over RD is aligned 

with this ideology whereas in Bernstein’s theory (1990) the exact opposite appears to be 

true. Rigid control and rigid teacher regulation is viewed as purity of categories aligned with 

a performance model. Whilst purity of categories did indeed emerge in rare instances in the 

school and in this lesson, nonetheless there was diffusion of the purity because of dominant 

RD.  This tension is explored further in the next chapter. 

Nevertheless, for the purpose of this discussion, it can be surmised that from evidence that 

emerged from the lesson, pedagogic relations were very strongly framed RD with an 

embedded ID that is, F + F + +. However, in a subsequent chapter on teacher judgements 

we see that this coding sits in a performance model which presents as a contradiction in this 

study.  

Overall Summary of Findings from Literacy Lessons 

Table 6.2 provides an overview of findings from all four lessons.  
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Table 6.2: Summary of Findings from Literacy lessons 

 
Categories 

 
England 

 
South Africa 

 L WA HS LH 

KO 

Interdisciplinary Boundaries C - - C - - C - - C - - 

Intradisciplinary Boundaries C - - C - - C - - C - - 

KM 

Interdiscursive Boundaries C - - C - - C - - C - - 

IO 

Teacher Role F - - F - - F - - F - - 

Pupil Role F - - F - - F - - F - - 

Teaching Group F - - F - - F - - F - - 

Pedagogy: 

• ID 

• RD 

 
F + 
F + + 

 
F + 
F + + 

 
F + 
F + + 

 
F + 
F + + 

 
At the micro-interactional level of the Literacy lessons, overall, in all categories except for 

pedagogy, boundaries were weakened resulting in weaker framed relations, which were 

similar to those seen at the macro-institutional levels in all schools in relation to macro-state 

OPD. In pedagogy, the opposite was true; boundaries were strengthened in ID with the 

teachers taking control of the pedagogical relationship. 

Whilst these phenomena are not quite characteristic of Bernstein’s competence model 

(1996) and open system (1975) suggesting purity of categories rather than mixing of 

categories, the model that emerges is nevertheless one located in a competence model in 

an open system with mixing of categories. This is because of the school’s ideology and the 

subsequent ways in which KO, KM, and IO emerged. The focus is not on a curriculum that is 

specific about what content must be learnt, in what order neither is there a direct teaching 

role that transmits knowledge according to defined pedagogical and hierarchical control in as 

far as relations with state OPD was concerned. 

6.4 Conclusion  

Differences emerged in the discussion of findings from the two Literacy lessons, however; 

these were overshadowed by similarities between the lessons. All four lessons revealed 

weakened framing in all categories in relation to state discourses and to macro-school 

discourse in all categories except for ID. ID at the level of classrooms was strengthened. In 

addition, findings from the lessons in all four schools suggested correlation with macro-

school ideologies, and not with macro-state discourse except for in RD. These similarities 

and differences are explored further in the next chapter on teacher judgements. The 

tensions that arose in relations with macro-state OPD and some of Bernstein’s (1975, 1996) 

concepts are also explored. 
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Chapter 7: Teacher Judgements 

7.1 Introduction 

In chapters preceding this chapter, the study examined the form of the curriculum at the 

macro-institutional-state level in the recontextualization field, the form of the recontextualized 

curriculum at the macro-institutional-school level of two schools in this study and its 

subsequent recontextualization into pedagogic practices at the micro-school levels, that is, 

the classrooms in the reproduction fields. This examination was conducted taking into 

account Bernstein’s (1996) paradigm that formal educational knowledge may be realized 

through three message systems. The three message systems are curriculum, pedagogy, 

and assessment. 

It was noted that macro-state discourse was transformed in its recontextualization into a 

format that teachers themselves believed to be appropriate to meet the unique needs of their 

pupils in these special schools. The schools’ overarching ideologies emerged during the 

examinations conducted thus far. Ideology in this study has been defined as a complex set 

of interacting values and beliefs that influence not only curriculum choices but also the way 

in which relationships are made and realised (Bernstein, 2000). A wide range of relations 

thus also emerged in examinations of discourses. Primarily, these were in the categories 

that were discussed that is, knowledge organization, knowledge modalities, and the internal 

organization of the schools. These categories were applied to discussions of the forms of 

curricula at all three levels of consideration, that is, macro-state, macro-school, and micro-

school levels.  

At the micro-level of the schools, teachers are agents of recontextualization (Bernstein, 

1990), who appropriate the recontextualized discourse from the field of recontextualization to 

the field of reproduction (schools). Within the curriculum process teachers have a powerful 

role that is crucial for their students and their future (Geirsdóttir, 2008), that is, within the 

discursive gaps (Bernstein, 2000) that open up during this process of recontextualization.  

Findings suggested that the agents of recontextualization, that is, teachers, at the level of 

the reproduction field acted in the discursive gaps influenced by existing supra-ordinate 

ideologies as illustrated in Figure 7.1. It appears that ideology permeated not only the 

content of the pedagogic act but the act itself; thus there was no escape from an ideological 

position, as both the message and the medium were ideologically implicated (McPhail, 

2010). 

 Figure 7.1 Teachers as Recontextualization Agents 

 

 

 

 

 

 

Recontextualization 
Field 

Reproduction Field 

Discursive 
Gap 

Teachers Ideology 
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This chapter thus looks at how teachers arrived at the judgements they made in this 

recontextualization process, that is, what were the ideologies located in the different sets of 

social relations they belonged to and how did these influence their judgements in the 

discursive gaps? 

A main theme emerged from findings in previous chapters. This was the influence of the 

supra-ordinate macro-institutional ideologies of the school on the form of discourse, which 

emerged at the micro-interactional levels. The form  of discourse that emerged was that 

aimed at improving pupils' basic Literacy skills, facilitating their social, emotional, 

behavioural and overall personal development at large thus preparing them for a successful 

transition to the world of work.  

7.2 Summary of Findings 

The chapter first presents a summary of findings from previous chapters as these constitute 

what the discourse at the individual schools were; before going on to examine how teachers 

arrived at such discourses.  

Table 7.2 Summary of Findings from macro-state to macro-school. 

  
South Africa 

 
England 

 OPD L WA OPD HS WA 

  Macro Micro Macro Micro  Macro Micro Macro Micro 

KO 

IDisc C0 C - - C - - C - - C - - C0 C - - C - - C - - C - - 

Intra C0 C - - C - - C - - C - - C0 C - - C - - C - - C - - 

           

KM 

Idiscu C0 C - - C - - C - -  C0 C - - C - - C - - C - - 

IO 

TRo F0 F - - F - - F - - F - - F0 F - - F - - F - - F - - 

Pro F0 F - - F - - F - - F - - F0 F - - F - - F - - F - - 

Tgr F0 F - - F - - F - - F - - F0 F - - F - - F - - F - - 

Ped ID F0 
RD F0 

ID - -
RD + + 

ID + 
RD + + 

ID - -
RD + + 

ID + 
RD + + 

ID F0 
RD F0 

ID - -
RD + + 

ID + 
RD + + 

ID - -
RD + + 

ID + 
RD + + 

 

The table above presents a summary of findings from a comparison between macro-state 

official pedagogic discourse (OPD), macro-school and micro-school discourses, which were 

discussed in detail in previous chapters. The findings suggest that discourses at the level of 

the special schools in this study in both countries were transformed during the 

recontextualization process from state to school levels. Both in England and in South Africa, 

at the macro-state level, a hybrid curriculum model emerged, that is, there was a mixture of 

both strong and weak classification and framing respectively. In the process of 

decontextualization, recontextualization and subsequent relocation at the macro-school 

levels by schools themselves, classification and framing were weakened except for in RD 

resulting in forms of curriculum that have been described in previous chapters. At the micro-

school level C and F remained weakened except for instructional and regulative discourses 

which were strengthened. At both macro-school and micro-school levels RD was 

strengthened compared to macro-state discourse, that is RDF0 was transformed into RDF + 

+. This transformation appeared to be as a result of the ideological orientations of the 

schools in this study. To recap, in this study, the curriculum was taken to include the 
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construction of knowledge (knowledge organization), types of knowledge adopted 

(knowledge modalities) and the internal organization of the school (teacher and pupil roles, 

teaching groups and pedagogy [RD and ID]).  

The weakening of discourse at the level of schools resulted in an open system with a 

competence model and dominant expressive orders or regulative discourse which was 

Bernstein’s later conceptualization of the expressive order of the school.  

Thus, in recontextualization from macro-school to micro-school levels, that is, at the level of 

classrooms, ID was transformed and teachers assumed full control over ID whilst retaining 

very strong control over RD.  

In all four schools, the same forms of discourse emerged even though the schools are 

arrayed differently and located in different geographical and socio-cultural contexts. This 

suggests that regardless of differences in cultural context, similar patterns emerged in 

recontextualization. The table below extends the table above by providing a summary of the 

composite model of curriculum discourse that emerged at the micro-school levels in all four 

schools in this study: 

Table 7.3 Composite Model of Curriculum Discourse at all four schools at the Micro-

interactional Levels: Competence Mode and Expressive orders/RD in Open System 

with mixing of categories 

  
Categories 

 
Features 

 

KO Interdisciplinary Weakened boundaries between subject 
content 

C - - 

 Intradisciplinary Weakened boundaries between contents 
within subjects 

C - - 

KM Interdiscursive Weakened boundaries between modalities 
of knowledge 

C - - 

IO Teacher Role Fragmented and differentiated role F - - 

 Pupil Role Contextually raised aspirations with 
contextually limited areas of choice and 
participation 

F - - 

Pedagogic Context  F - - 

 Teaching 
Group 

Heterogeneous: mixed ages, numbers and 
abilities 

F - -  

 Pedagogy ID (teacher control over selection, 
sequencing, pacing and evaluation) 
embedded in RD (control over conduct, 
manner and character) 
 

F + 
 
F + + 

 

As can be seen, boundaries in all categories except pedagogy were very weak thus 

suggesting very weakly framed social relations at the level of the school. The very weak 

framing paints a picture of a form of curriculum that is characterized by Bernstein's 

expressive order (1975). Bernstein referred to his expressive order as a specific culture. 

Therefore, the schools could arguably be instrumental in transmitting a specific culture, that 

is, the expressive order, which seems to suggest correlations with the ways in which the 

construction of pupils’ 'otherness’ was taken up as illustrated in the chapter on the 

archaeology of ‘otherness’. The strongly framed ID embedded in the very strongly framed 
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RD suggests a departure from Bernstein’s competence model (1990) because the 

competence model in an open system is usually characterized by weakened boundaries, 

according to Bernstein (1990). This difference is explored further in the conclusion to this 

thesis.  

The following table adapted from SAIDE (2010) provides a basic outline of Bernstein’s 

arguments for the instrumental and expressive orders. As can be seen and from discussions 

in previous chapters, expressive order culture dominated the discourses at the level of 

schools. 

Figure 7.4 Two cultures transmitted in schools (adapted from SAIDE, 2010) 

 
Type of culture  

 
Instrumental 

 
Expressive 

 
Type of 
activities 

 
Concerned with the  
transmission of formal school 
knowledge: pupils are intended 
to acquire knowledge and 
specific vocational skills 
 

 
Concerned with transmission of 
values and norms: pupils are 
intended to develop particular 
modalities of conduct and 
character 

 
Effect of culture  

Can be divisive: produce 
patterns of success and failure.  
Pupils are ranked. 
 

Potential for creating consensus 
by uniting pupils. 

 

Thus, there was a dominant RD (regulative or expressive order) with an embedded ID 

(instructional or instrumental order) and the disciplinary regulative discourse became the 

hidden curriculum (Margolis, 2001). This included a dominant life skills rationale that 

emerged in discussions thus far. The findings regarding the form of the curriculum that 

resulted from teachers’ judgement in the special schools resonated with the implicit cross-

curricula dimensions in the NC in both countries. The cross-curricular dimensions at macro-

state levels had weakened inter-, intradisciplinary and interdiscursive boundaries which 

rendered the NC a hybrid model, that is, the combination of both the performance and 

competence models located in closed and open systems respectively. The weakening of 

these boundaries was legitimized by the NC inclusion statement in England and inclusive 

education agenda in SA. In SA, the inclusion of cross-curricular indigenous knowledge had a 

similar effect. Thus, the weakening of boundaries resulted in blurred boundaries between 

formal and everyday knowledge, which is also a feature of hidden curricula as seen in the 

theoretical framework.  

However, the difference at the micro-interactional levels was that boundaries were not just 

blurred but features of the competence model overruled those of the performance model. 

The implicit at macro-state levels was transformed in the process of recontextualization to 

the explicit at the micro-interactional levels. Thus, the hidden curriculum of mainstream NC 

that is state OPD was relocated as the full and explicit curriculum at the level of schools in 

this study. At the mainstream level, the hidden curriculum can be found in the social 

structure of the classroom, the teacher’s exercised authority, and the rules governing the 

relationship between teacher and student (Martin, 1976 in Kentli, 2009). It can also be found 

in the teacher’s use of language, textbooks, tracking systems and curriculum priorities. 
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However, these features of the hidden curriculum became overt features at the level of 

schools. Therefore, the manner in which teachers made their judgements resulted in the 

hidden curriculum of mainstream schools transforming into a curriculum for these special 

schools (Tomlinson, 1982).  

This was different to what Bernstein suggested. He noted that researchers often distinguish 

between the overt or official curriculum and the hidden or covert curriculum. According to 

him there is only one discourse, that is, the regulative with an embedded discourse. Yet, on 

the contrary, findings from this study have suggested that there is indeed mainstream hidden 

covert curricula that were transformed during recontextualization into overt explicit curricula 

in the four schools in this study through judgements that teachers made. Schools 

themselves selected minimal knowledge from the mainstream NC, transposed this, and 

supplemented it with non-knowledge (Tomlinson, 1982) drawn from ideologically driven 

discourse resulting in a model characterised by implicit, horizontally segmentalized everyday 

commonsense knowledge with an integrated code. 

The concern of this chapter is to examine how teachers made judgements to arrive at this 

form of curriculum at the micro-interactional levels, which in the main points towards a 

hidden curriculum, that is one with a dominant RD with an embedded suspended ID, which 

correlates with a mainstream hidden curriculum that has been relocated at the level of 

schools. 

7.3 Teachers’ Judgements 

The process of transformation during the recontextualization of discourse from macro-

institutional to micro-interactional levels opened up spaces for ideologies to play in; these 

spaces have been described as discursive spaces. Those ideologies, arriving from the 

different communities in which the discourse is located (Geirsdóttir, 2008), that is, the state, 

school, teachers themselves and pupils together made up the localisation of the pedagogic 

discourse of the discipline. Thus, teachers in this study could be said to be in a three-

dimensional relationship; teachers are in relations with pupils, supra-ordinate forms in the 

school at the macro-institutional levels and in relations with macro-state official pedagogic 

discourse (OPD) as illustrated in the diagram above. In the analysis of data from teacher 

interviews, this three-dimensional relationship was used to draw up a coding frame for the 

coding of data. 

Figure 7.5 Three-dimensional Teacher relationships 
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In as far as findings that were presented in previous chapters are concerned, framing in 

each of the sets of relations varied. As seen in the Figure 7.2 framing in the relations 

between teachers and macro-state discourse and macro-school discourse was very weak in 

all sub-categories in KO, KO and IO. Thus, teachers' relations with both macro-state and 

macro-school discourse were the same, that is F - -. However, in direct pedagogical relations 

at the level of classrooms at the micro-school level, framing in ID became strong and was 

embedded in very strongly framed RD, that is ID + RD + + as is illustrated in the following 

table.  

Table 7.6 Comparison of Pedagogy 

  South Africa England 

  
OPD 

 
L 

 
WA 

 
OPD 

 
HS 

 
WA 

C
o

d
in

g
  Macro Micro Macro Micro  Macro Micro Macro Micro 

F0 F - - ID + 
RD + + 

F - - ID + 
RD + + 

F0 F - - ID + 
RD + + 

F - - ID + 
RD + + 

          

 

There was thus transformation in the recontextualization of discourse from the macro-

institutional levels of the state and schools to the micro-school levels at the level of 

classrooms.  

The categories in Table 7.7 were used to gain an understanding of how teachers made their 

judgements in the recontextualization of a mainstream NC into a special school curriculum 

that they thought would meet the unique needs of their pupils. In previous chapters, it has 

been noted that more than one category was applied in the coding of the same sets of data. 

The same conceptual categories that were applied to data at macro-state, macro-school and 

pedagogic practices were applied to data from teacher interviews however, the analytical 

tools differed because the analysis was concerned with the social relations that had 

influenced teacher judgements and not on boundaries concerning the curriculum. The 

following is a summary of the analysis frame used to analyse data to arrive at findings that 

suggested what transpired in the discursive gaps: 

Table 7.7 Analysis Frame for Teacher Judgements 
 

Deductive Conceptual 
Category 

Inductive Analytical Tool 

KO 
 
 
 
 
 
 
 

Extent to which state ideology influenced teacher 
judgements 
Extent to which macro-school ideology influenced teacher 
judgements 
Extent to which the ‘otherness’ of acquirers influenced 
teacher judgements 
Extent to which teacher’s personal ideology influenced 
teacher judgements 

KM Same analytical tools as above 

IO Same analytical tools as above 
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The potential for recontextualization at the local level is determined by the autonomy of the 

teacher, which in turn is dependent on the culture of the school and its relation to the official 

knowledge of the recontextualizing field (Bernstein, 2000). Within the formal framework, the 

teacher has some scope to make his own curriculum decisions both in regard to content and 

students’ learning tasks (Geirsdóttir, 2008).  

The pedagogic discourses the teachers carry with them may collide when it comes to 

making decisions regarding the curriculum structure or the direction of the programme, 

because of the three-dimensional relationship they are in with the state, macro-institutional 

level of the school and the pupils they teach. In addition, teachers’ personal views and 

ideologies can be identified in their curriculum decisions. Thus, the inductive categories in 

the table above were aimed at examining how the various teacher relations influenced the 

judgements that they made about curriculum recontextualization at the micro-interactional 

school levels. 

The curriculum was, representative of deeper societal patterns of value and authority 

(McPhail, 2010). Teachers made judgments of value when they chose to include something 

in the curriculum. Their decisions relayed not only which discourses and competencies are 

valued but also which teacher-learning relations were given preference (Neves & Morais, 

2001). In addition, in the analytical framework of this thesis it was noted that every time a 

discourse moves, there is space for ideology to play (Bernstein, 2000). Thus, the full coding 

frame for analysis of data pertaining to teacher judgments included criteria for the extent to 

which ideology played in each of the categories above.  

Ideology thus could be said to be the instrument for the transmission of socio-cultural 

reproduction at the level of schools. In the chapter on the archeology of ‘otherness’, the 

study noted that the construction of the identity of pupils who are considered ‘other’ is 

promulgated by socio-cultural reproduction. The relationship between the construction of 

pupil identities as ‘other’ and the ways in which this ‘otherness’ was taken up at the macro- 

and micro-levels was compared to Bernstein’s class relations (1990). He argued that: 

… class relations generate, distribute, reproduce, and legitimate distinctive forms of 

communication, which transmit dominant and dominated codes, … subjects are 

differentially positioned by these codes in the process of acquiring them (p.13). 

Positioning was used to refer to the establishing of a specific relation to other subjects and to 

the creating of specific relationships within subjects. Therefore, as argued by Bernstein, 

codes are culturally determining positioning devices. He further argued that ideology inheres 

in and regulates modes of relations. In addition, ‘… ideology is not so much content as a 

mode of relation for the realizing of contents’ (p.14). 

Thus, the categories of relations in the analysis frame above could be viewed as such 

modes of relations that influenced teacher judgements. Ideologies at the respective levels in 

this study from how the 'otherness' of pupils in this study that were constituted at macro-

institutional-state OPD to macro-institutional school discourse to micro-interactional school 

discourse have emerged from findings already discussed in this study.  

It has been noted elsewhere in this thesis that when a curriculum moves from one place to 

the other, it is recontextualized because it is inevitable that a transformation will take place 
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as it is transferred from the state curriculum authorities, to the school, then to the teacher 

and then to the student (Cause, 2010). Ideology thus shaped this process and then ideology 

became shaped by the pupil when the pupil realized and appropriated the discourse.   

In examining how teacher judgements were made in the next section, the study explored 

how the ideologies at the different levels of this study were at play and whether or not 

ideology operated in the discursive gaps and indeed whether they impacted on the 

judgements that teachers made in curriculum recontextualization at the level of special 

schools in this study. 

Introduction to Teachers 

Data from teacher interviews with the Literacy lesson teachers were chosen from School L in 

SA and School HS in England. The reasons for selection have been provided in the chapter 

on methodology. Before going on to the discussion of findings regarding teacher 

judgements, a brief summary of teacher background details is provided because the 

ideological transformations determined by the values, experience, and knowledge that the 

teachers had, seemed to influence the selective appropriations that teachers made (Bertram 

2008). 

There were both similarities and differences between the two teachers in the respective 

schools as summarized in the following table: 

Table 7.8 Summary of Background Details to Teachers 

 
Category 

 
Teacher A: School L 

 
Teacher B: School HS 

Number of years 
in current school 

Five  One year and nine months 

Background Worked in mainstream schools for 
twenty-four years. Moved to retail 
sector for eight years then returned to 
teaching at School L. 

Worked in mainstream for four years as 
a LSA supporting and teaching pupils 
with SEN, commenced at current 
school as BLSA, was appointed as 
temporary instructor in 2012 following 
the sudden departure of a teacher. 

Qualifications Qualified as a teacher in SA. Not a qualified teacher; has 
commenced a degree in SEN from 
September 2011. 

Reasons for 
joining the school 

Needed a change from the retail 
sector, missed working with pupils, 
wanted to return and make a 
difference, saw the school’s 
advertisement and applied because it 
seemed an ideal opportunity, wanted 
to work with these types of pupils. 

Needed a change, was unhappy at 
previous school, felt undervalued but 
wanted to continue working with pupils 
with SEN, saw the school’s 
advertisement and applied because 
enjoyed working with pupils with SEN. 

 

There were differences in the numbers of years that the teachers were at their respective 

schools and in their qualifications. However, there were similarities in the reasons they 

provided for joining the school and in their respective mainstream school experiences. Whilst 

there were differences, the discussion in this chapter illustrates that regardless of these 

differences, similar judgements were made about curriculum recontextualization for pupils 

who have been considered as ‘other’. 
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7.4 Findings from analysis of the ways in which teachers made judgements 

The following table presents a summary of the coding for Teachers A and B in different 

modalities of relations as concerning the curriculum that guides the remainder of the 

discussion: 

Table 7.9 Secondary Summary of Semi-Structured Interviews with Teachers A and B 

Category Inductive Analytical Tool Teacher 
A 

Teacher 
B 

KO 
 
 
 
 
 
 
 

Extent to which state ideology influenced teacher 
judgements 
Extent to which macro-school ideology influenced 
teacher judgements 
Extent to which the ‘otherness’ of acquirers influenced 
teacher judgements 
Extent to which teacher’s personal ideology influenced 
teacher judgements 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

KM  
Extent to which state ideology influenced teacher 
judgements 
Extent to which macro-school ideology influenced 
teacher judgements 
Extent to which the ‘otherness’ of acquirers influenced 
teacher judgements 
Extent to which teacher’s personal ideology influenced 
teacher judgements 
 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

IO  
Extent to which state ideology influenced teacher 
judgements 
Extent to which macro-school ideology influenced 
teacher judgements 
Extent to which the ‘otherness’ of acquirers influenced 
teacher judgements 
Extent to which teacher’s personal ideology influenced 
teacher judgements 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

 
F - - 
 
F + + 
 
F + + 
 
F + + 

 

The discussion in this section follows in the same order as done at the macro-state, macro- 

and micro-school levels. First, an overall introduction is provided and then the discussion 

follows the following format: 

• Knowledge organization 

o Interdisciplinary Boundaries 

o Intradisciplinary Boundaries 

• Knowledge Modality  

o Interdiscursive Boundaries 

• Internal organization 

o Teacher Role 
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o Pupil Role 

o Pedagogic Context: 

▪ Teaching group 

▪ Pedagogy: 

• Instructional Discourse (ID) 

• Regulative Discourse (RD) 

However, it should be noted again, that whilst the conceptual categories remained the same, 

the analytical tools differed. 

The following section looks at how these teachers made judgements as pertaining to the 

respective categories. 

Knowledge Organization  

This study has noted elsewhere that the pedagogic device is the ordering and disordering 

principles of the pedagogizing of knowledge (Bernstein, 1990). This device constituted the 

relay or ensemble of rules or procedures via which knowledge is converted into pedagogic 

communication (Singh, 2002). Key to this discussion is the recontextualization rule, which 

forms part of the pedagogic device.  

As such, the recontextualization rules, which refer to the rules or procedures through which 

educational knowledge is moved from one educational site to another (Bernstein 1996) was 

seen at play in this study. Ideology at play in the discursive gaps could be postulated as 

these recontextualization rules because teachers' judgements were influenced by the 

ideologies of the different sets of social relations they are in, that is, the three-dimensional 

web of relations. This seems to be supported by Bernstein who signalled the ideological 

nature of the choices that construct curriculum (Gamble and Hoadley, 2011) that is no 

discourse moves without ideology at play (Bernstein, 2000). 

In recontextualization at the micro-interactional level, the extent to which macro-state 

ideology influenced the judgments of Teacher A and Teacher B was very weakly framed in 

as far as knowledge organization was concerned (F - -).  

Both teachers were aware of the existence of the mainstream NC in the respective countries 

but neither had adopted OPD discourse in its entirety for the organization of knowledge as 

supported by quotes from the interview that now follow. 
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Thus, the discourse of academic learning (McPhail, 2010) which is inextricably bound up 

with recontextualization of knowledge for didactic purposes, in what Bernstein has described 

as the creation of imaginary subjects, was not recontextualized by these teachers. Instead, 

the selection of knowledge organization was as is from macro-school level, which did not 

comprise of all the imaginary subjects from state OPD because of the schools’ ideological 

orientations. 

The weak interdisciplinary and intradisciplinary boundaries between subjects and topics 

within subjects respectively that were seen in their Literacy lessons were not as a result of 

the adoption of state OPD. Neither of them had been informed about or consulted with in 

regards to the construction of knowledge organization by state OPD. In as far as they were 

concerned, the subjects located at the level of the school, had been decided on by the 

headteachers in correlation with the ideologies of the school as expressed in the ideology 

table above. Thus, the teachers adopted macro-school discourse in which the schools 

moved away from education in depth to education in breadth (Bernstein, 1975). Subjects 

were no longer as insulated as in the past, and boundaries between subjects were breaking 

down (SAIDE, 2010). Knowledge integration became a feature of curriculum organization 

that these teachers adopted. 

Therefore, concerning the modality of knowledge organization, these teachers accepted the 

schools’ ideologies as illustrated in the extracts that follow. 

 

 

 

 

 

.  

Teacher A: 
We drew up our own curriculum ... we do not have all those ... eh ... eh ... 
subjects they have ... I don’t even know what other subjects they have in 
mainstream, really I don’t know but I do not know ... 
Now, I heard there is a new curriculum that is going to start but ... eh ... um ... 
you know nobody talks to us about anything, we just carry on ... to them its 
like we don’t exist. 
 
Teacher B: 
I knew you couldn’t get through these children through normal education. 
You had to adapt it and change it and I could see the best way to get through 
them was by using things they would understand ... they could relate to ... 
There is no consultation, no-one from the Local Authority comes and tells us 
about the curriculum. 
We don’t do all the subjects ... here you have to focus on basic things ... we 
mostly do our own curriculum. 
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At the macro-school level it emerged that the full breadth of the NC had not been provided. 

This discourse had been selected at the macro-school level as determined by the identities 

of pupils. The pedagogic device thus made possible the transformation of power into 

differently specialised subjects through the distribution and regulation of knowledges and the 

discourses which such knowledges presuppose (Bernstein, 1990). However, the distribution 

and regulation of knowledges was based on the schools’ construction of pupil identities and 

not on the discourses such knowledges presuppose. The respective forms of knowledge 

organization at each of the schools were as a result of the schools’ ideology in respect of 

providing pupils with a ‘normal’ experience of schooling. Thus, at macro-school levels the 

adoption of all subjects from state OPD was deemed unnecessary in the light of this 

ideological orientation. In this sense arguably judgments that Teacher A and Teacher B 

made were strongly influenced by macro-school discourse on such knowledge thus these 

relations were very strongly framed (F + +).   

Even though these teachers' judgements were externally imposed, nonetheless they 

adopted macro-school curriculum organization that represented the best knowledge in 

society organised through authentic hands-on experiences for the child as follows: 

 

 

 

 

 

 

 

  

 

Teacher A: 
But, that is what I was told when I came for my interview ... it is 
more about teaching the kids values you see and more values 
than ... eh ... eh … counting and that ... yes ... that is what I was 
told ... listen ...*** they want ... eh ... how do I say in English? Eh 
... they want us to like … eh ... we must concentrate on … eh ... 
interacting with the child. 
 
Teacher B 
When I first came I was put in Ms ***’s class and I saw them ... 
learning what they have missed out on ‘cos ... I think it’s the 
school’s preference to sort of like … basic knowledge ... without 
basic knowledge they not gonna be able to learn anything new 
nurturing ... caring atmosphere ... it filters down from the top ... 
from head office ... 
 
 

Teacher A: 
Ok, you know ... you know ... in mainstream you know we say for 
instance language there ... eh ... in mainstream I would have 
taught the kids say about say ... eh ... diminutives ... eh ... all those 
kinds of ... eh ... taal (language) ne? But here I will teach them 
things like what they are going to use in their life outside, 
politeness and that type of thing how ... eh ... how to fill out a form 
... eh ... telephone conversations ... eh … yes ... that kind of thing 
... 
 
Teacher B 
It teaches them basic skills without them actually feeling as though 
you’re teaching them is the best way I can describe it ... not so 
pushing the academic side of it ... you’re just saying to the children 
well this is what you need ... as long as you can read and write this 
is a good thing and you’re constantly building on their ... not only 
their academic levels but on their social skills, their life skills ... it 
all kind of integrates into the same thing. 
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In doing so, they averted the dangers of rationalist conceptions which can be linked with 

what Dewey (1902, in Doecke, Pandya & Wyse 2012) called the three evils of inappropriate 

curriculum material:  

a) the material is not organic to the child; 

 b) the connecting links of need and aim are conspicuous by their absence;  

c) there is a lack of logical value (p.24). 

However, whilst there is a dominant implicit school ideology that influenced the organization 

of knowledge in the school, we have seen there is no formal explicit policy for knowledge 

organization. This suggests that there was no imperative for teachers to adopt macro-school 

ideology. However, the ideology of teachers themselves mirrored macro-school ideology as 

seen in previous discussions thus their acceptance of macro-school ideology correlate with 

the notion of ‘matched’ ideologies. The ideologies can be seen to match up with the 

ideologies of the schools. 

 

 

 

 

 

 

 

 

 

 

 

In addition, teachers’ constructions of pupils’ ‘otherness’ resembled that of the school 

therefore the ways in which this ‘otherness’ were taken up in as far as KO is concerned also 

mirrored macro-school ideology. Both teachers as with other teachers who were interviewed 

appear to have bought into a social model of construction of ‘otherness’. Their views suggest 

they saw their pupils’ problems as arising from their respective environments.  

The acceptance of the form of KO that was altered by macro-school’s implicit ideologies 

following recontextualization from state official pedagogic discourse (OPD), that is, the 

rejection of state discourse on KO, suggested weakened framing of authority by the state on 

the school (F - -). The acceptance of school’s ideology-shaped KO discourse suggests that 

the authority of the school was strengthened and the autonomy of teachers was weakened 

Teacher A: 
You know this is a very sore point ... the background where this 
kids is coming from ... the ... the ... these kids here there’s so much 
abuse ... neglect ... eh … malnutrition ... all this should be taken 
into consideration ... they have so much baggage ... I feel that 
most of these kids are not that academically strong, that is my 
personal view ... look where they live ... but some of them are long 
gone out of school ... they just join in gangsterism so we bring 
them out and teach them right values. 
 
Teacher B: 
It’s important that we work on the children’s functional skills and 
their personality and who they are ‘cos when they come to us 
they’re socially in a very bad place or come from a very bad place, 
they’re going through a very difficult time and if we can get them to 
change their way of thinking and their attitude not only do they 
become a nicer person on the inside of school, they become better 
outside of school. 
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(F - -). That is to say, teachers’ ideology reflected the school’s ideology on how the 

‘otherness’ of pupils was constructed and the ways in this 'otherness' was taken up (F + +). 

The teachers thus took recourse to an open integrated curriculum type, that is, a weakly-

classified curriculum, in which subjects were not isolated from each other; the boundaries 

between them were broken down with relationships drawn between them. 

This sits within Bernstein’s competence model (1990) located in an open system 

characterised by mixing of categories with an integrated code (1975).  

Knowledge Modalities 

At the level of state OPD in both countries it was seen that there were mixed modalities of 

knowledge. State ideology perpetuated in the main formal school knowledge that was 

explicit with vertical progression of formal school knowledge and new knowledge building on 

old. However, in both countries, arising from an ideology of cross-curricular dimensions and 

prescriptions for the incorporation of everyday knowledge, classification was slightly 

weakened resulting in a hybrid model at macro-state level.  

At the macro-institutional levels of both schools that Teacher A and Teacher B hail from, 

framing had been very weak because of the ideologies of the respective schools. The focus 

was on equipping pupils with basic skills, facilitating their social, emotional and behavioural 

(SEB) development and thus preparing them for the world of work. Thus, pupil identities had 

been constructed by these ideological orientations of the schools, that is, they were viewed 

as those who were underperforming because their SEBD had prevented or interrupted 

access to the curriculum. Thus, a ‘watered-down’ (Tomlinson, 1982) curriculum had been 

provided. 

This seemed to be located in one of Bernstein’s paradigms (1990) as follows: 

... maintain the sequencing and pacing rules but to reduce either the quantity or the 

quality of the contents to be acquired by both (p.74). 

As framed in macro-school ideology, teachers’ ideology and ideologies about pupil identity 

construction; teachers selected macro-school discourse on KM, that is, very weak 

boundaries between the categories in KM. Interdiscursive boundaries were very weak that is 

‘everyday’ or ‘commonsense’ knowledge discourse was dominant consisting of a reservoir of 

local communalised segments defined in contexts of use (Moore and Muller, 1999).  

Teachers’ judgements for KM did not support Bernstein’s paradigm on boundaries between 

KM, that is, strong boundaries between knowledge domains and between school and non-

school knowledge play a critical role in supporting learner identities and therefore are a 

condition for learners to progress. On the contrary weakened boundaries seem to have 

enabled relative progress for pupils as positioned against their starting points. Therefore, as 

seen in the KO discussion above, relations between state OPD and the teachers were 

weakened considerably (F - -) by implicit ideologies at their respective schools and their own 

personal ideologies about KM. The teachers’ personal ideological orientations regarding KO 

reflected those of the school as illustrated in quotes in KO. 
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Thus, teachers experienced a relatively high level of autonomy in relation to the official 

discourses of the state which provided opportunities for varied ideologies to come into play 

as teachers adapt and recontextualize dominant discourses in interaction with schools, 

students and themselves (McPhail, 2010). 

In the previous chapter we saw that teachers made frequent changes of texts (Geirsdóttir, 

2008) during the course of their lessons. For example, at School L, the teacher took 

recourse to teaching pupils letters of the alphabet during a vocabulary lesson. Thus, new 

courses were easily established providing the teachers with ample space to manipulate and 

control the curriculum process.  

Therefore, as seen in the theoretical framework to this study, whilst the school curriculum is 

generally accepted as an explicit, conscious, formally planned course with specific 

objectives, in addition to this didactic curriculum, students experience an unwritten 

curriculum described by informality and lack of conscious planning (Kentli, 2009). This 

unwritten curriculum adopted by Teacher A and Teacher B arguably refers to a hidden 

curriculum that includes values, intergroup relations and celebrations that enables students’ 

socialization process.  

The particular ways in which Teacher A and Teacher B took recourse to horizontal everyday 

implicit knowledge in an open integrated system with a competence code, suggests that 

more is taught and learned in schools than specified in the established curriculum of 

textbooks and teacher manuals (Durkheim, 1961 in Kentli, 2009). In the examination of their 

Literacy lessons in the previous chapter, we saw features of the hidden curriculum play out. 

The hidden curriculum is viewed as a whole system of rules in the school that predetermine 

the child’s conduct (see Appendix 1 for more features of the hidden curriculum).  

However, fundamentally, a conflict remains in KM that resulted from how Teacher A and 

Teacher B made their judgements in relation to the modalities of knowledge that the pupils in 

their schools were given access to. Whilst the inclusive education agenda in the respective 

countries, macro-school ideology and ideologically-shaped pupil identities for the pupils in 

their schools legitimised relaxed selection, these pupils could be said to be marginalised and 

disadvantaged by the types of KM that these teachers selected. The forms of KM selected 

by Teacher A and Teacher B paralleled those located in Bernstein’s open system (1975) 

with a dominant expressive order (RD) and mixing of categories characterised by an 

integrated code within a competence model. However, Bernstein’s model as seen previously 

suggested that there were to be both horizontal everyday commonsense knowledge and 

formal school knowledge with the latter enjoying a position of hierarchy. 

In the case of the KM selected by Teachers A and B, the opposite emerged. Horizontal 

everyday commonsense knowledge was hierarchically positioned over vertical formal school 

knowledge. 

Thus, by virtue of judgements made, these schools had universalistic and particularistic 

hidden aspects that enable an unequal environment for students (Lynch, 1989 in Kentli, 

2009) in relation to their peers in mainstream schools. Some of them were visible such as 

syllabuses, school time and exam procedures that might be accepted as universalistic, whilst 

most were hidden such as social activities, reward systems that might be accepted as 

particularistic (Durkheim, 1964 in Kentli, 2009). The implicit aspects were interwoven in the 
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form of KM that emerged following judgements that the teachers made about the 

recontextualization of the inclusion of such hidden aspects. Thus, following teacher 

judgements, the hidden curriculum of the NC was transformed into a special school 

curriculum for their pupils. 

Whilst the archaeology of ‘otherness’ earlier in this study in Chapter 4 suggested that pupils 

are marginalized and disadvantaged by a curriculum lacking formal school knowledge, 

findings from this study have suggested that pupils in all four schools benefited from a 

watered down curriculum (Tomlinson, 1982), that is, one dominated by everyday 

commonsense knowledge. The schools argued that their pupils made progress in relation to 

starting points and that a mainstream NC would have hindered such progress. 

Teachers’ judgements about the selection of everyday commonsense knowledge and KM 

from a hidden curriculum were not only influenced by the everyday contexts and experience 

located in their pupils’ frames of reference. They made judgements using their own frames of 

reference. This phenomenon emerged in the previous chapter in the discussions of their 

respective lessons. To recap, in teaching the Literacy lesson, both teachers had taken 

recourse to their own experiences to illuminate and facilitate acquisition of knowledge for 

their pupils. Teacher A, for instance, referred to her experience of Care Bears, which pupils 

had not previously heard of. She used this experience to demonstrate the superpowers of 

herself portrayed as a ‘superhero’. In doing so, she drew distinctions between ‘good’ and 

‘evil’; this thus found a niche in the school’s ideology and her own ideology, that is, to 

facilitate the personal development of pupils across the curriculum. 

Teacher B in explaining to pupils what a particular word ‘passassiers’ (passengers) meant, 

drew on her own experiences of being a passenger thus drawing pupils into the pedagogic 

relation. This pattern suggests that teacher judgements are not only contextualized by 

phenomena located in the everyday contexts of pupils, their families, and communities but 

also by their own contextual frames. Thus, this pattern seems to extend Bernstein’s 

repertoire of the range and breadth of the use of everyday commonsense knowledge that is 

implicit and horizontally arranged from that of pupils to teachers also. 

In conclusion, overall, the manner in which Teacher A and Teacher B made their judgements 

about the selection of different modalities of knowledge, suggests that they were indeed 

influenced by their own personal ideological orientations, that of macro-school and by the 

ways in which pupil identity had been constructed. Thus, framing in these sets of relations 

was very strong, that is, F + +. Findings suggest that they were liberated from macro-state 

discourse by virtue of these ideologies, thus OPD authority was weakened (F - -). 

Internal Organization 

Teacher role: 

Thus far, in this study we have seen that: 

... because every discourse is a recontextualized discourse, every discourse and its 

subsequent texts are ideologically repositioned in its transformation from the original 

field of its production or existence to the filed of its production (Bernstein 1990, p. 

200). 
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We have also seen that ideologies at the respective levels from macro-institutional state to 

micro-interactional-school have influenced the judgements of Teacher A and B in as far as 

KO and KM were concerned.  

Concerning how Teacher A and B made judgements on which modality of teacher roles to 

adopt, the same patterns as the above emerged. They appeared to be influenced by macro-

school ideology, their own ideologies and by how pupil identities had been constructed and 

the ways in which these constructions had been taken up at the level of the school. In 

previous chapters, it was seen that teacher roles at the respective schools were those typical 

of fragmented roles (Bernstein, 1975). Whilst there were variations between the two schools 

in the ways in which teacher role discourse was recontextualized at the level of schools, 

similarities nonetheless emerged.  

In both schools, the hierarchy of responsibility did not become more differentiated 

(Bernstein, 1975), yet there was a shift towards teacher roles that were fragmented to form a 

series of specialized roles (vocational, counselling, social worker and so on) and 

differentiated roles. Teachers assumed roles as pre-determined by the types of pupils at 

their schools with subsequent macro-school implicit ideologies that emerged from this 

construction of pupil identities. 

It was also seen that there was an absence of horizontal relations in both schools. Teachers 

at these two schools were not assigned areas of authority and autonomy in specific subject 

areas neither had they entered social relations with each other that arise out of shared, co-

operative educational tasks. Teachers’ roles were also strongly insulated however; this was 

not in Bernstein’s (1975) sense of the assignation of areas of authority and autonomy. 

Insulation was strong in the sense that each teacher taught all subjects to his or her own 

class and did not enter into shared and co-operative roles and complementary relations with 

other teachers at the level of day-to-day teaching. Both teachers as all other teachers in this 

study felt that their roles were more than ‘just being teachers’. 

However, there were also differences. At School HS, teachers enjoyed shared roles in as far 

as operational tasks were concerned; all teachers were expected to teach all subjects to 

their classes. They were required to plan according to particular formats of planning and 

were required to submit these at regular pre-specified intervals to the deputy head. Thus, 

vertical relations had inhered as concerning operational tasks. Yet, there were no shared 

roles in as far as knowledge was concerned; neither was there a specific discourse for the 

selection of particular modalities of knowledge nor was there a discourse for specific 

horizontally-tiered staff relations in respect of subject knowledge. 

At School L, teachers did not enter in social relations that arose out of shared, co-operative 

educational tasks neither did they enter into social relations that emerged from shared and 

cooperative operational  tasks. We saw that there was no specific explicit discourse for 

either of these relations.  

Nevertheless, in spite of these differences, the common phenomenon between both schools 

was that teachers’ roles were fragmented and differentiated. There were also fundamental 

differences in their qualifications and experiences. Teacher A in School L was a qualified 

teacher who had previously worked as a teacher in mainstream schools for 24 years. 

Teacher B in School HS on the other hand was not a qualified teacher and her teaching 
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experience seemed to be limited to supporting pupils with special educational needs (SEN) 

in mainstream settings teaching these pupils on a one-to-one and small group basis. 

However, both teachers applied for the vacancies at the respective schools because they 

‘needed a change’. The reasons for wanting the change differed. Teacher A wanted to return 

to teaching because she missed working with pupils and because she wanted to make a 

difference in the lives of pupils. Teacher B on the other hand wanted to move from her 

previous position because she was unhappy but she wanted to continue working with pupils 

with SEN because she too ‘wanted to make a difference’. 

However, despite these differences, the ideological orientations of the respective teachers 

were similar. Both wanted to work with these pupils and facilitate the improvement of their 

‘life chances’. Whilst there were variations in how Teacher A and Teacher B articulated their 

ideologies, they were nonetheless similar.  

Thus, it appears that the ways in which these teachers made judgements about which roles 

to adopt at the micro-interactional levels could be said to resemble Bernstein’s (1975) 

mechanical solidarity from his discourse on analysing the school as a complex organization 

(p.67). In developing the concepts of mechanical and organic solidarity, Bernstein drew on 

the work of Durkheim who was concerned about the effect of the increasingly complex 

division of labour in society (SAIDE, 2010). According to Bernstein (1975), organic solidarity 

is: 

... emphasized wherever individuals relate to each other through a complex inter-

dependence of specialized social functions ... presupposes a society whose social 

integration arises out of differences between individuals ... differences become 

crystallized into achieved  roles (p.67). 

On the other hand, mechanical solidarity: 

... is emphasized wherever individuals share a common system of belief and 

common sentiments which produce detailed regulation of conduct ... if social roles 

are achieved under organic solidarity, they are assigned or ascribed (p.67). 

For Bernstein, integration refers to what binds or keeps people together although they may 

have differing interests and outlooks in a particular society (SAIDE, 2010). Thus, in sharing 

the ideologies of macro-school discourse in teacher roles and accepting the ways in which 

pupil identity had been constructed which resulted in the teachers’ judgements on their role 

selection, they shared a common system of beliefs which reflected in the main their own 

personal ideologies also. The ideologies thus bound them together creating mechanical 

solidarity. The differences in features between mechanical and organic solidarity are 

captured in Table 7.10 adapted from SAIDE (2010). 
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Table 7.10 Features of Mechanical and Organic Solidarity adapted from SAIDE (2010) 

 
Type of solidarity 

 
Mechanical 

 
Organic 

 
Division of labour is ... 

 
Simple 

 
Complex 

 
Individuals ... 

 
Resemble each other 

 
Differ from one another  

 
Social roles are ... 

 
Assigned 

 
Achieved 

 
Modes of control are ... 

 
Positional  

 
Personalised 

 
Social cohesion based on ... 

 
Common faith or belief 

 
Contractual relationships 

 

As can be seen from discussions thus far in this study, features from Column A 

characterised teacher roles and relations. The common faith was shared ideologies with 

macro-school beliefs. Thus, ideology perpetuated common belief systems. According to 

Durkheim (in Bernstein, 1975), punishment was necessary in order to revivify shared values 

and sentiments, that is, punishment took on the form of symbolic value over and beyond its 

specific utilitarian function. However, in this study the ideologies of the respective schools 

effectively assumed the role of punishment and thus regulated and revivified shared values 

and sentiments as relating to the types of pupils in this study. In this study, this ideology has 

emerged from macro-school levels, from teachers themselves and from the ways in which 

the identities of pupils in this school have been constituted. 

Whilst the ideologies at the macro-institutional and micro-interactional levels of the 

reproduction field have served to unify the various segments within this field at the level of 

the schools in this study, macro-state OPD has prescribed the exact opposite. At macro-

state levels in both countries it was challenging to ascertain what the specific roles of 

teachers were in Bernstein’s (1975) sense. OPD seemed to promulgate teacher roles that 

seemed to be more in line with organic solidarity whilst at the level of the schools, teachers 

made judgements arising out of mechanical solidarity. State OPD leant towards organic 

solidarity. 

Bernstein suggested that the shift towards organic solidarity in the 70s was accompanied by 

specialisation and differentiation of teacher roles as pertaining to subject specialism. 

Furthermore, he posited that in roles associated with mechanical solidarity, the division of 

labour was simple whereas the division of labour became more complex in a shift towards 

organic solidarity.  

We have seen that for Bernstein a more complex division of labour suggested differentiated 

teacher roles located in his model of organic solidarity. However, we have also seen at the 

levels of Schools L and HS, that there was indeed a complex division of labour; 

nevertheless, this was in the sense of the fragmented and differentiated roles, which 

teachers promulgated in keeping with the ideological positioning of the school. Teachers 

arguably made judgements on what roles to assume based on the needs of the pupils in 

their schools. Pupils who attend the school have a history of neglect, multiple rejections, 

trauma and poverty. Teacher A and Teacher B were of the view that they needed to ‘take 
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care’ of these pupils in the first instance and ‘nurture’ them ‘give them some love’ before 

these pupils are able to make any sort of academic progress. 

Thus, whilst Bernstein (1975) argued that in secondary schools there has been a shift 

towards organic solidarity characterised by mixing of categories; how teachers made their 

judgements in this study suggests that there has indeed been mixing of categories. 

However, solidarity remained mechanical because the respective ideologies from macro-to 

micro- levels of the schools, including those of teachers themselves promulgated a system 

of shared values and sentiments, which regulated order and control, which is a feature of 

mechanical solidarity. Thus, overall, relations between Teacher A and Teacher B and state 

OPD were weakened (F - -) and relations between the teachers and macro-school, teachers’ 

personal ideological orientations and the ways in which pupil identities were constructed 

remained strongly framed (F + +). 

Pupil Role 

Bernstein (1975) has suggested that raised aspirations were accompanied by increased 

areas of choice and participation. At the level of macro-state OPD in both countries findings 

revealed that the aspirations of pupils were raised however, areas of choice and levels of 

participation remained strongly framed in Bernstein's sense of purity of categories, which 

suggested tensions within social relations in, as far pupils were concerned. At the level of 

schools, pupil aspirations were not raised according to state OPD and Bernstein’s take on 

raised aspirations. It appeared that pupil aspirations were raised contextually in relation to 

their respective starting points whereas at macro-state levels, pupil aspirations were raised 

by the nature of the structure of programmes of study in England and the learning 

programmes in SA. Both these stipulated the required outcomes at specific ages, which 

suggested that pupils were successful in acquisition of knowledge through attainment of 

these targets and outcomes. This then heralded pupils’ transition to the next stage of 

knowledge, which progressed vertically. 

The dominant ideology that emerged as pertaining to pupil roles at the level of schools was 

the belief that pupils were not ready to receive age-appropriate curricula by virtue of their 

SEBD and subsequent gaps in education through exclusions and disengagement. This 

ideology for pupil aspirations seemed to be located in Bernstein’s (1990) views on 

sequencing and pacing rules for pupils who are ‘behind’ in meeting the requirements of 

sequencing rules as follows: 

… either a repair system will have to be introduced to cope with the children who 

have failed to meet sequencing requirements or the pacing rules will have to be 

relaxed so that the child is given more time to meet the requirements of the 

sequencing rules (p.74). 

This notion of ‘repair’ and ‘relaxing of sequencing rules’ seemed to be echoed by the 

personal ideologies of both teachers resonating with macro-school discourse and the ways 

in which pupil identities were constituted and recontextualized.  

There was a shift in the ways in which state ideology and Bernstein (1975) posited raised 

aspirations of being raised academically to that raised contextually at the levels of the 

school. The difference being that teacher judgements took into account the socio-cultural 
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contexts of their pupils. Thus, OPD ideology had been diffused in the recontextualization 

process by teachers themselves. In this way ideology as located at the macro-school level, 

at the level of teachers and at the level of pupil identity construction thus played in the 

discursive gaps opened up between the fields of the pedagogic device, changing the 

typology of pupil roles to one that teachers argued was fit for purpose. Both Teacher A and B 

took into account local ideologies when faced with decisions in the discursive gaps as 

evidenced by quotes thus far. 

On the other hand, each form of pedagogy constructs a particular form of ideal student, 

whether as attentive, rule following and obedient, or as risk-taking and problem-solving, for 

example (Bourne, 2008). Against this ideal student, other categories of pupils are then 

distinguished, as slow learners, the gifted and talented, those with SEN, the underachieving 

and those with English as additional language (EAL). However, in the case of this study the 

opposite occurred. The ways in which teachers made judgements about pupil roles as 

influenced by ideology which differed from state OPD determined the forms of pedagogy that 

resulted. The pupil roles determined pedagogic discourses and not vice versa as Bernstein 

(1975) has postulated.  

At the level of state OPD ideology, we saw that social relations were of mixed categories. 

There were both mixing and purity of categories that rendered the classification of pupil roles 

at macro-state level in both countries to F0, that is, combined discourses for pupil roles. At 

the level of macro- and micro-schools, on the other hand, relations were weakly framed with 

pupils aspirations raised contextually. In as far as, areas of choice and participation were 

concerned; these were raised contextually as well. The types of pupils in this study were 

described as those who ‘previously struggled to remain in lessons’ as echoed by all four 

schools. This suggests that areas of choice and participation had indeed been raised 

because the expectation of teachers was that these pupils should remain in lessons for the 

full duration by teaching lessons that were described as follows: 

Teacher A Look ... when they come in the morning ... they don’t want to stay the 
whole day leave alone one lesson ... so you have to make the lesson 
fun ... to keep them here ... some been out long ... struggle to stay in 
lessons. 

Teacher B Keep them in lessons ... once you’ve lost them you’re not going to get 
them back easily ... so I make it fun ... exciting ... engaging ... short, 
small activities ...show them a film about a book instead of reading if 
they don’t want to read. 

 

This suggests that the ways in which teachers made judgements whilst not reflecting OPD 

and Bernstein’s (1975) raised aspirations, nonetheless, suggested raised aspirations by 

virtue of the ways in which they attempted making lessons interesting, fun, with short bursts 

of activities to ensure that their expectations of pupils remaining in lessons for the full 

duration were in fact realized. Thus, again, this suggests that teachers took into account the 

local and context-dependent factors of pupils when making judgements about pupil roles. 

However, this phenomenon creates tension in the relationship between state OPD and 

Bernstein’s account of raised aspirations and that of teachers and their schools. What has 

been described as inherent at the level of the schools differs. For instance, Bernstein argued 

that; 
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... under mechanical solidarity, social roles were likely to be fixed and ascribed, 

aspirations would be limited ... (p.72). 

Yet, we have seen that social relations in the schools in this study discussed thus far leant 

more towards mechanical rather than organic solidarity. Under organic solidarity, aspirations 

are raised and there is greater autonomy for pupils but only as pertaining to ID, that is, 

knowledge selection, sequencing, pacing and evaluative criteria. In the case of this study, 

Teacher A and Teacher B made judgements in ways that took contextual factors into 

account when determining pupil roles and thus altered pupil roles from macro-state levels to 

those at school level that raised aspirations and increased autonomy in as far as outcomes 

for pupils were being improved contextually. These were in the main: 

• Getting pupils to attend school in the first instance 

• Getting them to remain in full duration of lessons 

• Learning to make correct choices, improving their behaviour and social skills 

• Learning to read and write 

The respective ideologies of the schools and teachers themselves operated in the discursive 

gaps resulting in pupil roles that Bernstein (1975) had located under organic solidarity in his 

theoretical expositions but in actuality in the ‘real world’ of these special schools, whilst 

aspirations and autonomy were not raised in an academic sense they were nonetheless 

raised contextually by the teachers. This, therefore, suggests that Bernstein’s paradigms of 

social roles did not fully take into account the notion of context-dependent socio-cultural 

attributes of pupils. There seemed to be little capacity for the theory to accommodate 

contextually raised aspirations and autonomy within mechanical solidarity in cases where 

mechanical solidarity is applicable to other modalities of social roles as pertaining to teacher 

roles and teaching groups. For example, in the discussion of teacher roles, it was noted that 

the typology of teacher roles that Teacher A and Teacher B selected were seen to fit within a 

niche of mechanical solidarity. 

To sum up, social relations, in as far as teacher judgements about pupil roles in their 

respective schools were concerned, were weakly framed in relation to state ideology (F - -) 

but strongly framed in the remaining categories, F + +, that is macro-school ideology, pupil 

identity construction and teachers’ own ideology.  

Pedagogic Context 

Teaching Groups  

To sum up, in all schools in this study, relations were weakly framed in teaching groups. 

Teaching groups were heterogeneous with mixed ages and mixed abilities thus suggesting 

mixing of categories. Whilst all pupils were underperforming in relation to nationally 

benchmarked chronological levels, there were variations in this range with some pupils more 

able than others were within the range of underperformance. 

There were also no forms of age-related social control. However, within each school, there 

were differentiating rituals but these were not determined by seniority in age except for at 
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School WA. Instead, pupils were allowed certain rituals that were aimed at providing a 

‘normal’ experience of schooling, which was part of the respective schools’ ideological 

positioning.  

Teachers’ relations with state OPD concerning modalities of teaching groups were 

weakened (F - -) as they were not required by their schools to adopt OPD discourse 

because of macro-school ideology. Relations at the level of the school and at the level of 

teacher ideologies were strongly framed (F + +) because macro-school ideology and 

constructions of pupil identities ruled the modality of teaching groups. Nonetheless, their 

personal ideologies correlated with those of supra-ordinate macro-institutional school forces.  

Therefore, framing in relation to teacher judgements was very strong because they were 

influenced by macro-school, their ideology and that concerned with constructions of pupil 

identities.  

Pedagogy  

Thus far, we have seen that the extents to which state OPD ideology, macro-school 

ideology, the ideology of Teacher A and B themselves and the ideologically constructed  

‘otherness’ of pupil identities influenced how these teachers made their judgements. 

Bernstein’s ‘framing’ has been used to ascertain the strength of boundaries in these social 

relations. In the category, pedagogy, framing was used to refer to the strength of the 

boundary between what may be transmitted and what may not be transmitted in the 

pedagogic relationships between teachers and pupils (Bernstein, 1990), that is selection of 

knowledge at the micro-interactional levels. In this study framing was also used to refer to 

the strength of boundaries in relations between macro-school and state levels. Thus, I have 

argued that teachers are in pedagogical relations with these two levels respectively. 

Framing in sequencing refers to what knowledge follows next, that is, does knowledge 

progress vertically or horizontally or as has been demonstrated in this study, is there 

retrogression to previous knowledge to ensure mastery of basic concepts and skills? 

Framing of pacing refers to the amount of time allocated to successful acquisition of 

knowledge and skills, which in turn is demonstrated in the time pupils require to realize such 

knowledge and skills. This in turn leads to framing of evaluative criteria, that is, in 

assessment of acquisition of knowledge and skills, do teachers make the modalities of text 

production and evaluative criteria for acquisition of knowledge explicit?  

These four facets make up what Bernstein (1990) has termed instructional discourse (ID), 

which has also been referred to as instrumental order in this study. Instrumental order 

derived from Bernstein’s earlier conceptualization of pedagogy (1975) which is more far-

reaching than pedagogy itself. Thus, framing referred to how meanings in the classroom are 

constructed, made public and the nature of the social relationships behind putting it together.  

At the level of the classroom, it referred to the relationship between the teacher and the 

student and the degree of autonomy each person had in that relationship in regards to what 

the learner has access to, when content is taught, how that content is prioritized and the 

physiological and environmental factors in which the learning takes place (Bernstein, 2000).  
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Instructional Discourse (ID)/ Instrumental order 

In the theoretical framework, an exposition had been provided for the transition of 

Bernstein’s (1975) instrumental order to instructional discourse and expressive order to 

regulative discourse respectively. Some have argued that ID was an enhancement of 

instrumental order, including Bernstein himself. 

However, in the context of this discussion, these two terms are used interchangeably as they 

both have at their core the transmission of skills and procedures in the acquisition of 

knowledge. 

In the examination of ID at the level of macro-state OPD discourse, the subsequent 

examination of macro-school discourse and the final examination of discourse in specific 

lessons, a pattern emerged at the level of macro-state discourse, that is, relations in ID 

varied concerning pedagogical relations between all three. There was mixed pedagogy at 

macro-state level, that is, F0. With state OPD vertical progression with new knowledge 

building on old was made explicit in the structure of the NC in both countries.  

However, it has been noted elsewhere that the ideological positioning of each of the schools 

legitimated weakening of these boundaries, thus schools did not import the full programmes 

of study or learning programmes from the NC in the respective countries. Therefore, at the 

level of macro-school discourse, relations for ID were weakened (F - -); in the process of 

recontextualization from the state, macro-school discourse was transformed by the schools’ 

ideological forces at play in the discursive gaps. Furthermore, even though ideology 

infiltrated the discursive gaps, there was no explicit discourse at the level of schools for 

selection of modalities of ID at the level of schools themselves as evidenced for example by 

comments like ‘ no-one showed me what to do’ and ‘ I was not given any policies’.  

At the micro-interactional levels of classrooms, framing became very strong with teachers 

having full autonomy for ID, thus exercising power over pupils. This may suggest 

contradictions between the former and the latter. To clarify, in the relations between teachers 

and macro-school discourse, teachers were positioned in lesser hierarchical positions as 

seen from the point of view of who controlled who. Thus, the argument is that relations were 

weakened when teachers were granted full autonomy over ID in the absence of explicit 

macro-school discourses for ID and weakened because local ideologies legitimated 

liberation of the schools from macro-state OPD, that is to say, F - -. 

The exact opposite was true in pedagogic relations between teachers and pupils at the level 

of classrooms. Teachers now occupied the higher hierarchical positions and they retained 

control over ID therefore relations were strongly framed. 

It was important to clarify these different sets of social relations as they set the context for 

how Teachers A and B made judgements concerning pedagogy. In earlier sections it was 

noted that macro-school ideologies, teacher ideologies and the construction of pupil 

identities in their schools influenced teacher judgements which were located within 

Bernstein’s (1990) paradigms of the repair system, relaxing of sequencing and pacing and 

reducing the quantity and/or quality of knowledge. However, Bernstein posited that these 

processes bring about stratification of pupils which: 
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… in the case of a repair system ... is explicit and public; in the case of relaxation of 

the pacing the stratification is implicit; and perhaps will not become explicit and public 

until later in the pedagogic life (1990, p.74). 

The ways in which Teacher A and Teacher B made their judgements about pedagogy at the 

level of their classrooms, reflected stratification of pupils against their mainstream peers. 

However, stratification was implicit in both instances of modalities of stratification that 

Bernstein has referred to in the above citation. In the first instance, there was no explicit 

discourse at the macro-level of the schools concerning ID. It has been noted earlier that in 

the absence of explicit discourse for ID, teachers took recourse to full control over selection 

of ID modalities. Their judgements were thus implicit arising arguably from an intersection 

with the ideological orientations of macro-school, their own ideologies, and those ideologies 

governing the construction of pupil identities, for example, as illustrated in the following 

extract:  

 

 

 

 

 

 

 

 

 

 

 

These judgements appear to resonate with Dewey’s views in Doecke, Pandya & Wyse 

(2012). According to them, one of Dewey’s main ideas was that good teaching is built on the 

educator’s understanding that there should be an interaction between the child’s 

experiences and ideas, and the school’s aim to inculcate learning. They argued that less 

effective learning takes place if, instead of interaction, an opposition is built between 

experiences and learning. They posited that over-emphasis on transmission of facts to be 

learned from a formal syllabus is one example of such opposition. The best knowledge 

available to society was the appropriate material for children’s learning, but only through 

teaching that made a connection with children’s experiences and thoughts.  

Thus, the strength of framing of ID determines the space teachers are given to influence, or 

change the pedagogic practice (Geirsdóttir, 2008), according to Dewey’s views above. It is in 

these spaces, that is, discursive spaces (Bernstein, 1990) that Teacher A and B appeared to 

make such judgements in. The ways in which they made these judgements in the discursive 

Teacher A 
Look when I first came here ... so I prepared a lesson, I brought my 
apparatus, charts or whatever and I stood in front and presented my lesson. 
To my dismay the kids didn’t want that, they didn’t listen, they swear ... they 
... and it went on for a while and then I realised no I must change something 
here ... so I focused on reading and writing … you know I wouldn’t 
concentrate so much on counting. 
Teaching them basic knowledge ... go over the same thing ... repetition even 
after break then use things that they know about from their lives. 
 
Teacher B: 
I try and select the bits I think they will engage in ... bits that I know they are 
capable of doing ... no they don’t need all of that deciphering poetry and stuff 
because they’re ... its never anything they’re gonna use ... they need to learn 
to read, to learn, spell, to write ... if they can’t read properly or spell properly 
or even add up … like silly little numbers then there is no point in trying to 
teach them algebra and poetry and studying novels because they’re not 
going to understand it ... they become frustrated ... you’re going to lose them 
so ... take things they will relate to. 
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spaces appear to reflect the different ideologies in the different domains that they are part of, 

that is, the sets of social relations at macro-institutional and micro-interactional levels.  

Ideology in the context of this study as mentioned earlier on is the complex set of interacting 

values and beliefs that influences not only curriculum choices but also the way in which 

relationships are made and realized (Bernstein, 2000). Findings suggest that relations with 

macro-state OPD were weakened whilst relations with 2 and 3 above were strengthened, 

that is, F + +. Therefore, the suggestion is that teachers’ judgments were influenced by 2 

and 3 domination in the intersection with teachers’ ideology. 

Regulative Discourse (RD)/ Expressive Order  

Discussions thus far have revealed that framing in the different sets of relations that Teacher 

A and Teacher B were in transformed ideologies from their respective domains in the 

discursive gaps; these ideologies re-emerged as pedagogical ideology that these teachers 

adopted in the judgements that they made about curriculum recontextualization from the 

recontextualization fields to the reproduction fields. Thus, the ways in which these teachers 

made their judgements and the resultant pedagogical ideologies in the main was the 

recontextualization of ideologies located at macro-and micro-school. In the case of this 

study, the forms of curriculum that resulted at the level of the schools belonged to 

Bernstein’s (1975) open system with dominant expressive orders/RD; with an integrated 

code in a competence model.  

Elsewhere the study has argued for the shortcomings of the rigid nature of these models. 

Whilst the mixing of categories allowed for a certain degree of flexibility; the models were 

mostly fixed. For instance, in relations in this study, we have seen weakening of boundaries 

in KO and KM which suggests their niche in a competence model. However, in pedagogic 

relations themselves between teachers and pupils we have seen that boundaries in these 

relations were strongly framed with teachers having full control and autonomy over selection, 

sequencing, pacing and evaluative criteria.  

Such strongly framed relations are characteristic of Bernstein’s (1996) performance model 

and not his competence model. However, in the main, forms of curriculum that emerged 

have largely been characteristic of the competence model except for teacher-pupil relations. 

This suggests that there needs to be a caveat in Bernstein’s theories of not just performance 

and competence models, but in his theories at large for the incorporation of flexibility that 

permits deviations within specific domains but still keeps intact the specific models. 

However, the strength of Bernstein’s (1990) model on pedagogic discourse lies in the 

allowance for the embedding of ID in RD, with RD being the dominant discourse. We saw in 

the theoretical framework that pedagogic discourse is not a discourse per se but a principle 

of recontextualization, that is, a principle or rule that embeds the instructional discourse in a 

regulative discourse. Regulative discourse (RD) is the dominant discourse, which produces 

order for instructional discourse (ID) and at the most abstract level it provides and legitimizes 

the official rules regulating order, relation and identity. 

This emerged in this study from the ways in which teachers made their judgements.  
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Examples are as follows: 

 

 

 

 

 

 

 

 

 

Thus, RD was the social conduct of the curriculum, controlling the character and manner 

expected of teachers and students and reflected within the instructional discourse 

(Geirsdóttir, 2008). RD functioned ideologically in that it generated theories of instruction and 

a model of the relation between pupil and teacher (Bernstein, 2000). The resultant 

ideologically transformed pedagogy was an instructional component (the selected 

knowledge, its organisation and evaluative definitions) which was ‘embedded in a more 

dominant regulative component of social order: the moral discourse which creates order, 

relations and identity’ (p.32).  

Thus far, this chapter has revealed that the ways in which Teacher A and Teacher B made 

their judgments reflected the ideologies located in the three-dimensional web of social 

relations that they are in, that is relations with state ideology, macro-school ideology and 

pupil ‘otherness’ construction ideology.  These respective relations could be said to be the 

‘society’, which ruled in the discursive gaps that opened up during the recontextualization 

process and resulted in RD that reflected the respective dominant ideologies. Therefore, the 

dominant principles of society were contained within the regulative discourse of pedagogy 

(Bernstein, 2000). Examples of this ‘society’s’ dominant principles were illustrated in the 

views of Teacher A and Teacher B earlier in this discussion. 

The transformation of ideologies from the three-dimensional relation that these teachers 

were in thus resulted in RD that is, pedagogic discourse which: 

… is a principle which removes (delocates) a discourse from its substantive practice 

and context, and which relocates that discourse according to its own principle of 

selective reordering and focusing (Bernstein, 1990, p.184). 

RD was dominant over ID and embedded ID within itself, resulting in suspension of the 

latter. The primary concern of these teachers was to teach pupils basic skills but done 

through RD, not ID. Thus, the ways in which these teachers made judgments about the 

recontextualization of RD at the micro-interactional levels resulted in pedagogic discourses 

and subsequent pedagogic practices that suggest the endorsement of Bernstein’s view as 

follows: 

Teacher A: 
Look ... eh ... eh ... um ... it’s to do with their behaviour ... how we can teach 
them politeness ... not swearing which they learn from gangs and streets 
and that kind of thing ... so when they leave here they will be alright but at 
the moment its hard ... where they go when its quarter past one ... 
everything is forgotten ... if the parent is there ... parent has got his own 
problems ... they not seeing to the values we are trying to instil here so 
tomorrow they just come back and we do our utmost best ... its heart sore 
you know. 
Teacher B 
A lot of it is building up a relation. The children know that they can trust you. 
They know you’re there to help them ... not just make their life a misery 
which is what they had before ... but its all about general life skills, 
compassion, improving their behaviour ... just generally trying to make the 
child a more sociable person and ready to face the real world. 
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It may well be the case that in some circumstances the schools instructional 

discourse is suspended and the discourse then is wholly regulative (Bernstein, 1990, 

p.108). 

This was the case in all the schools in this study. The primary focus was on regulation of 

pupils’ ‘otherness’ that is their SEBD. Therefore, with the suspension of ID, RD remained 

dominant and thus the hidden curriculum was perpetuated. 

Elsewhere in this study it was noted that Bernstein’s (1990) concepts RD and ID emerged 

from his concepts of expressive and instructional orders respectively. In order to examine 

the curriculum in the context of the definition of the curriculum at a macro-level in a wide-

ranging way that was not just concerned with curriculum as valid knowledge,  this study drew 

on Bernstein’s (1975) earlier discourses. Therefore, the emergent dominant RD from the 

judgments that teachers made could be said to reflect a dominant expressive order. The 

instrumental order was embedded in the expressive order as suggested by an RD with an 

embedded ID in which RD was greater than ID.  

However, ID was not just embedded; it was also suspended in all four schools thus making 

more space for RD that is in the case of this study, the hidden curriculum. In the theoretical 

framework it was noted that RD is the hidden curriculum in this study. This assumption was 

made taking into account definitions of the hidden curriculum in Appendix 1. Furthermore, 

the ideological orientations of the schools seemed to suggest discourses for a hidden 

curriculum. Therefore, the following model emerged in this study: 

Figure 7.11 Relations between RD and ID 

 

                                                   = 

 

                                                  =                                                            

                            

 

 

 

A. where RD is > ID = Expressive Order  

B. where RD is > ID = suspended ID = Hidden curriculum 

Thus, the ways in which Teacher A and Teacher B made judgments about how to 

recontextualize discourse at the level of their classes and the resultant forms of dominant 

expressive orders suggest the relocation of the macro-school ideologies in the teachers’ 

pedagogic ideologies resulting in the suspension of ID and the emergence of the hidden 

curriculum. The schools themselves were concerned in the main with regulating pupil 

conduct, order and manner and equipping them with basic skills so that they would be 
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literate and numerate, and possess appropriate social interaction and communication skills 

by the time they leave school. This ideology reflected the schools’ aims for successful 

transition to the world of work and becoming functioning members of their communities 

achieved in the main through regulation of conduct, character and manner, that is, RD or 

expressive order. 

The delocation, recontextualization and subsequent relocation of these ideologies from the 

discursive gaps to the ways in which Teachers A and B made their judgments thus resulted 

in teacher pedagogical discourses that mirrored these ideologies. Macro-school ideologies 

remained static whilst state OPD ideologies were diffused by this relocation process in 

favour of the overarching ideologies of the respective schools.  

Thus, what we see is a dominant expressive order with an embedded instrumental order that 

has been almost entirely suspended because of ideology at the level of schools. To recap: 

… there are two distinct, but in practice inter-related complexes of behaviour which 

the school is transmitting to the pupil: that part concerned with character training and 

that part which is concerned with more formal learning (Bernstein, 1975, p.38). 

The former is the expressive order and the latter the instrumental order which later became 

RD and ID respectively. Both Teacher A and B were more concerned with the reformation of 

pupil character rather than with formal learning. Thus, both teachers were attempting to 

transmit to the pupil images of conduct, character and manner by certain practices and 

activities, certain procedures and judgments. Their choice of the expressive order over the 

instrumental order thus was relative to the construction of 'otherness' of pupils in this study. 

Whilst the teachers may have viewed their selections as justified for the needs of their 

pupils, the same view may not be resonated at levels outside of the school. For instance, 

Bernstein (1975) has argued that the:  

... expressive order of the school is legitimized by notions of acceptable behaviour 

held outside the school, but these notions of acceptable behaviour may not equally 

be held by all groups within a society (p.39). 

This seems to be supported by the differences we have seen between the form of the 

curriculum at the macro-state level and that at the level of schools. The former was 

concerned with vertical progression of knowledge and formal school knowledge whereas the 

latter was concerned with horizontal knowledge, that is, everyday commonsense knowledge.  

Therefore, it appeared that ideology informed the transformation of discourses as illustrated 

in figure 7.12. 
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Figure 7.12 Transformations of Forms of Knowledge by Ideology 

 

 

 

 

 

 

 

Engaging pupils in the first instance, improving their basic skills and teaching them to 

regulate their own behaviour took precedence over instrumental orders. Thus, their 

selections reflected the ideologies of the school society rather than society at large. This was 

also reflected in strongly framed relations in teacher-pupil pedagogic relations. It was 

Teacher A and Teacher B who decided on selection, sequencing, pacing and evaluative 

criteria. However, whilst this relation was strongly framed, relations as pertaining to RD were 

more strongly framed; it was the concern of teachers to regulate the image of conduct, 

manner and character of pupils in their groups and schools at large. 

The levels and nature of teacher regulation appeared contextual. Whilst teachers assumed 

the dominant RD was indeed improving behaviour, the improved behaviour was in relation to 

starting points of pupils and not in the frame of how macro-state society viewed improved 

conduct, character and manner. 

The emergence of the dominant expressive order (RD) with an embedded or suspended 

instrumental order (ID) suggests that the teachers took recourse to what has been described 

in this study as the hidden curriculum, that is, the hidden curriculum of the NC was 

recontextualized as the explicit visible curriculum of these special schools. This notion of the 

recontextualization of the NC hidden curriculum into the main curriculum in these special 

schools is examined further in the next chapter. 

Thus, it may be said that in making the judgments that these teachers made, they did within 

the three-dimensional web of relations that they are in. They did not act independently of 

these social relations. However, in doing so conflict arose. What discourse the teachers 

themselves selected in the niche of this three-dimensional relational structure, did not 

necessarily align with macro-state ideology because we have seen that boundaries between 

state ideologies were weakened thus granting the teachers autonomy in the relation.   As a 

result, tensions inhered between state OPD and schools which were not eased despite 

government regulations for NC. 

Schools and teachers appeared liberated from government regulations by virtue of localised 

context-dependent ideologies. Does this liberation then imply that state ideology perpetuated 

and promulgated through forms of legislation does not hold for special schools? That, 

localized socio-cultural context-dependent ideologies negate the power of state OPD? Does 

such negation then imply that there is a need for a special school curriculum enforced by 
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government regulations and legislation? In the next chapter a suggestion by findings for the 

need for a special school curriculum partly answers these questions. Further transnational 

research is required to explore these questions further. 

7.5 Conclusion 

In this chapter we have seen that Teacher A and Teacher B made judgments based on 

ideology that played in what Bernstein (1990) has referred to as discursive gaps which open 

up between the recontextualization and reproduction fields. The study has argued that their  

judgments could be taken to be representative of the other Literacy teachers and the 

Numeracy teachers because findings from semi-structured interviews suggested similarities 

in how the teachers in this study made judgments on curriculum recontextualization.  

Turner-Bissett (1999 in Singh, 2002) argued that: 

… as recontextualising agents, teachers select from a number of knowledge bases or 

domains, such as subject knowledge, teaching knowledge, content knowledge of 

learners and knowledge of self (p.5). 

Furthermore, they do this also responding to social and cultural fields of influence (McPhail, 

2010). McPhail argues that such an approach carries with it the discomfort and challenge of 

needing to develop a critical awareness of the multiple influences involved in curriculum 

construction.  

Evidence from all four schools has in the main suggested that supra-ordinate ideological 

orientations at macro-school levels and the ideological orientations of teachers themselves 

influenced teacher judgments on curriculum construction. The construction of pupils’ 

'otherness' was also a factor that emerged as influencing curriculum construction. 

Curriculum construction in the case of this study has been taken to mean the judgments that 

teachers made about curriculum choice in its recontextualization from the recontextualization 

to the reproduction fields. 

Teachers have justified their judgments as being those in the best interest of their pupils. 

However, the resultant watered down curriculum (Tomlinson, 1982) seems to have further 

entrenched the notion of social, emotional and behavioural difficulties (SEBD) or ‘otherness’ 

of pupils that we saw in Chapter 4 (archaeology of ‘otherness’). There it was noted that the 

ways in which pupils’ ‘otherness’ had been constructed and the subsequent ways in which 

this discourse was recontextualized at the level of schools could be compared to the Marxist 

view of the relation between social class and production and a Bernsteinian view of the 

relation between social class and pedagogy.  

The way in which teachers made their judgments seems to support such views. By virtue of 

pupils’ SEBD teachers relegated pupils to not worthy of the full NC from state levels. Whilst 

both countries promulgated an inclusive education agenda with equal access for all pupils, 

this chapter together with previous chapters has revealed that the opposite was in fact true 

at the level of the special schools in this study. Findings suggest that the pupils in this study 

did not receive the full NC. 

Bernstein (1990) has argued that: 
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… if children cannot meet the requirements of sequencing rules and are caught up in 

the strategies of the repair system, then these children (including other 

disadvantaged groups), are constrained by the local, context-dependent, context-tied 

skills, by a world of facticity (p.75). 

This seemed to be true of the pupils in this study. In the section on pedagogy we saw that 

rules were relaxed, quality and quantity of content had been reduced and repair systems had 

been taken recourse to. This arguably suggests that as seen in Chapter 4 of this study; in 

the same way in which working class pupils were marginalized in relation to production and 

pedagogy in a Marxist and Bernsteinian sense respectively, the pupils in this study have 

been marginalised by the form of the recontextualized curriculum that teachers judged to be 

appropriate for them. However, findings in this chapter have suggested that pupils were not 

marginalized but given a curriculum diet that was appropriate to their needs.  

All four schools have demonstrated through tangible outcomes, that their pupils have indeed 

made progress in relation to their starting points. Whilst this may have not been in an 

academic sense, their aspirations were nevertheless raised. An argument is that had they in 

fact been exposed to a curriculum that had been recontextualized as is from macro-state 

levels, this would have disadvantaged them. Thus, teachers’ justification for the ways in 

which they made judgments about recontextualization seems to suggest that their pupils 

were priviledged as opposed to being marginalized as evidenced by 'here the groups are 

smaller so we can give them personal attention', ' they were unable to follow the mainstream 

curriculum that's why they started to act up and were excluded', 'when you make the work 

easy you can see straight away their self-esteem starts to improve'. This debate is explored 

further in the next chapter. 

 

 

 

 

 

 

 

 

 

 

 

 

 



197 

 

Chapter 8: Summary and Conclusions 

8.1 Introduction to Chapter 

This final chapter concludes the journey that this qualitative exploratory, instrumental single 

case study with embedded units has taken. The transnational comparative study was based 

on an exploration into how teachers in four special schools in England and South Africa 

made judgements on the recontextualization of mainstream NC into special school curricula. 

It appeared that no previous studies were conducted on this topic or a similar topic.  

The chapter first provides a brief summary of the theoretical concepts adopted. It then briefly 

outlines each chapter and finally summarizes the implications of findings from the various 

domains of this study. 

8.2 Overview of Theory Used 

The study adopted Bernstein’s theory (1975, 1990, 2000) of pedagogic discourse in 

examining the forms of curricula at macro-state, macro-school, and micro-school levels and 

subsequently in examining how teachers in this study made their judgements. Bernstein’s 

view regarding message systems for the realizing of knowledge was adopted, that is, 

curriculum, pedagogy and assessment. However, in the context of this study, curriculum, 

pedagogy, and assessment were seen as micro-units within a broader macro-curriculum 

structure. Therefore, curriculum in the context of this study was seen as comprising: 

• Knowledge organization (KO) 

• Knowledge modalities (KM) 

• Internal organization of the school or theory of instruction (IO) 
 
The internal organization of the school was included in this study’s definition of the 
curriculum because the curriculum also consists of:  
 

... all those activities designed or encouraged within its organisational framework to 
promote the intellectual, personal, social and physical development of its pupils ... the 
values exemplified in the way that the schools sets about its task and the way in 
which it is organised and managed (Whitaker, 1988, in Gulliford and Upton, 1992, 
p.14).  

 
The study adopted the view that the curriculum represents the official state view within the 

recontextualization field (Bertram, 2008). Bernstein’s (1971, 2000) concepts classification 

and framing were used globally across the study to describe the underlying structure of 

curriculum. His instructional discourse (ID) and regulative discourse (RD) played a significant 

role in examining pedagogic practices at the level of classrooms, that is, the transmission of 

skills and their relation to each other, and the principles of social order, relation, and identity, 

respectively. Theories of instruction (TI) were necessary to form ID and RD because the TI 

itself is a recontextualized discourse.  

The pedagogic device, which was used throughout the study, is made up of three fields, that 

is the production, recontextualization and reproduction fields. This study was in the main 

concerned with the recontextualization and reproduction fields with a particular focus on the 

role of ideology in the discursive gaps that opened up between these two fields. The major 

activity of recontextualizing fields was the constituting of the ‘what’ and ‘how’ of pedagogic 
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discourse. The major activity of the reproduction field was the reconfiguration of the ‘what’ 

and ‘how’ and its subsequent transformation as pedagogic practices at the micro-

interactional levels. Teachers were seen as agents of recontextualization making 

judgements in the discursive gaps as influenced by ideology. 

Using Bernstein’s internal language of description (1975, 1990, 1996, 2000) and an external 

language of description from other studies (Bertram, 2008, Daniels, 1987 and Hoadley, 

2005), the study examined discourses at macro-state, macro-school, and micro-school level. 

This was done to identify dominant ideological orientations in each of the schools in order to 

arrive at how teachers in special schools made judgements about curriculum 

recontextualization.  

The next section summarises this examination in an overview of the thesis chapter by 

chapter. 

8.3 Overview of Thesis 

Chapter 1 introduced the research and briefly set out the orientation of study providing 

reasons for the choice of orientation that is a qualitative transnational single case study. It 

also provided an overview of the structure of the thesis. The chapter included what has been 

called a ‘natural history of social science’ in this study. To recap the study initially attempted 

using the ecosystemic theory (Bronfenbrenner, 1979) as a means of understanding the 

social relations inherent in micro-interactional settings, that is schools and social relations 

between the school and the macro-institutional levels. However, the use of the ecosystemic 

approach failed to provide a language of description for the examination and description of 

social relations that influence curriculum recontextualization, focusing rather on interpersonal 

relations and interactions between subsystems in relation to examining behaviour changes 

of the types of pupils in this study.  

The chapter provided reasons for the subsequent choice of Bernstein’s theory (1975, 1990, 

1996, 2000) to provide an internal language of description for the study. In summary, 

Bernstein’s theory provided a means of examining discourses at different levels of the study, 

that is, macro-state, macro-school, and micro-school within the two countries and across the 

countries. His concepts of classification and framing were used to analyse the underlying 

structure of the curriculum across these levels, which enabled the subsequent emergence of 

factors that influenced teacher judgements in recontextualization. 

Chapters 2 and 3 together provided the analytical framework for the study, that is, empirical, 

theoretical, and methodological concerns of the study. Chapter 2 outlined arguments for the 

choice of Bernstein’s theory as the internal language of description and subsequently 

identified key theoretical instruments for the study. Chapter 3 provided an exposition of 

research methods, that is, the techniques and procedures used in the process of data 

gathering (Cohen et al, 2007) as part of the methodology, the aim of which was to describe 

paradigms of research. The aim of methodology in this study was to help me understand, in 

the broadest way possible, not the product of scientific inquiry, but the process itself (Kaplan, 

1973 in Cohen et al, 2007, p.47). Chapter 3 thus provided an external language of 

description as drawn from Bertram (2008), Daniels (1987) and Hoadley (2005) and provided 

details of the instruments for data collection and the external language of description for data 

analysis. The chapter concluded with the results of two pilot studies. The second pilot study 
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adopted Daniels’ (1987) school description model. Findings from the second pilot study 

filtered into the main part of the study, that is, data collected for the second pilot study were 

revisited during the course of the study at the different levels of study, that is, macro-

institutional and micro-interactional. 

Chapter 4 conducted an archaeological trace of how the ‘otherness’ of the modalities of 

pupils in this study has historically been constituted and its subsequent recontextualization in 

the ways in which this ‘otherness’ was taken up. Two main eras were looked at in each of 

the countries, that is: 

Table 8.1: Different Eras in Two Countries 

 
Country 

 
Eras 

England Pre-Warnock Era 

Warnock Era 

South Africa Pre-Apartheid Era 

Post-apartheid Era 

 

The use of the medical and social models of the construction of ‘otherness’ was explored 

and the chapter suggested the following: 

 Table 8.2 Models in the Construction of ‘Otherness’ 

 
Country 

 
Eras 

 
Model 

England Pre-Warnock Era Medical 

Warnock Era Social 

South Africa Pre-Apartheid Era Medical 

Post-apartheid Era Social 

   

 

In the pre-Warnock and pre-apartheid eras, the medicalization of education was noted. In 

the subsequent eras of what can be seen as liberation from the medicalization of education, 

the social model of construction of identities emerged partly because of the global inclusive 

education agenda. The Salamanca Statement (UNESCO, 1994) was seen as the 

international instrument that further promulgated the inclusive education agenda. The 

chapter also argued for the application of Bernstein’s discourse on the relationship between 

social class and pedagogy and a Marxist view of the relation between social class and 

production to the relationship between the social group of ‘other’ pupils and the forms of 

curricula they have received historically. The trace of the archaeological construction of 

pupils’ ‘otherness’ suggested that there was indeed a close correlation between the ways in 

which the construction of ‘other’ were taken up and pedagogy and the Marxist view of 

relations between social class and production.  

Chapter 5 examined the forms of macro-state OPD and macro-school discourse in each of 

the countries respectively. Categories for the presenting of findings and comparison of 

findings between schools in each country, between schools across countries and between 

countries were from the curriculum as defined in this study, that is: 



200 

 

• Knowledge organization (KO) 

• Knowledge Modalities (KM) 

• Internal Organization (IO)  

These were generated inductively following the second pilot study. The findings from this 

chapter suggested striking similarities between all four schools across both countries. In all 

four schools, a competence model located in an open system with very strongly framed RD 

(RD + +) that embedded a strongly framed ID (ID +) emerged which suggested that the 

implicit hidden curriculum of the mainstream NC had been reconfigured as the full curriculum 

in all four special schools in this study. In addition, findings suggested that the inclusive 

education agenda in each of the countries further weakened relations, resulting in the 

legitimating of recourse to earlier programmes of study or programmes of learning as seen in 

all four schools. This phenomenon seemed to illustrate the ways in which the construction of 

pupils’ ‘otherness’ was taken up at the micro-interactional levels in all four schools. The 

findings from each of the schools suggested that the implicit ideological orientations of the 

school were transformed into explicit discourse during the process of recontextualization 

from the recontextualization to the reproduction fields.  

Similarities between the four schools also emerged in their relations with macro-state 

discourse. There were differences between macro-state OPD and macro-school discourse in 

all four schools. Social relations at the level of macro-school discourse were weakened with 

more autonomy at all four schools in discourse selection. The autonomy was a result of the 

nature of the schools, that is independent schools in three cases and a community school in 

the fourth case that permitted ideology to play in the discursive gaps between the 

recontextualization and reproduction fields of the pedagogic device. Thus, whilst the 

recontextualization field has been said to represent the official pedagogic discourse (OPD) at 

macro-institutional state level, this was not recontextualized in the reproduction field by virtue 

of the weakening of framing that is C0F0 (hybrid model) to C - - F - - (competence model) in 

all cases except for RD, where RD was strengthened: F + +. 

In Chapter 6 the findings from the analysis of a single Literacy lesson in two schools were 

presented using the same categories as applied at macro-state and macro-school levels. 

The study argued that the same categories were applied to facilitate comparisons between 

macro- and micro-levels. The dominant phenomena that emerged were ideology and a very 

strongly framed RD (RD + +) with a strong embedded ID (ID +). The very strong RD with an 

embedded strong ID suggested that ID was suspended. The strongly framed ID in the direct 

relations between teachers and pupils was different from relations between teachers and 

macro-school and macro-state discourse.  

Whereas, ID had been very weakly framed in relations between teachers and macro-school 

discourse (F - -), at the level of classrooms the opposite emerged at micro-levels, that is, F 

+. Control in the relationship was thus reversed. Teachers had full control of ID in the 

classrooms therefore framing was strengthened; however, RD remained very strongly 

framed. Overall, a dominant competence model framed in an open system dominated by the 

expressive order resulted. However, in certain categories features of criteria for the 

performance models were inherent. Thus, the study argued that there was scope for 
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Bernstein’s model to take into account contextual factors in determining criteria for 

curriculum classification. This is explored further later in this chapter.  

Chapter 7 first presented a summary of findings from the examination of the curricula at 

macro-state, macro-school, and micro-school levels. Overall, it was found that a hybrid 

model emerged at macro-state level that is, both mixing of categories and purity of 

categories. At the level of schools, competence models emerged as dominant even though 

macro-school and micro-school discourses were in some instances characterized by 

features of purity of categories. The study suggested these models existed because of 

teacher judgements and the chapter then looked at the ways in which teachers made their 

judgements.  

Ideology was seen at play in the discursive gaps that opened up between the fields of 

recontextualization and reproduction. Teachers themselves were seen as agents of 

recontextualization who acted in the discursive gaps influenced by ideologies as contained in 

a three-dimensional relationship between macro-state, macro-school, and the construction of 

pupils’ ‘otherness’ ideologies. Findings suggested that the supra-ordinate ideologies at the 

macro-institutional levels of the school were recontextualized at micro-interactional levels in 

the ways in which teachers made their judgements about recontextualization.  

Chapters 6 and 7 both suggested difficulties posed by what was seen as rigidity of 

categories located in Bernstein’s model, for example the strict boundaries between, purity of 

categories and mixing of categories. 

8.4 Implications of Findings 

Several implications emerged from the findings of this study. Most of these have already 

been suggested in the thesis; however, they are summed up in this section. 

8.4.1 Analytical Framework (Theory and Methodology) 

The orientation of the study, that is, a transnational qualitative case study methodology 

provided me with tools to study the complex phenomena of teacher judgements in 

curriculum recontextualization at the level of special schools, that is, within their contexts 

(Baxter and Jack 2008). Whole-school curriculum (as defined in this study, that is, KO, KM 

and IO) recontextualization in cross-cultural contexts appears under-researched and in the 

case of special schools - appears not researched at all. There were thus gaps in literature 

about curriculum recontextualization in special schools across cross-cultural contexts. The 

further challenge lay in the assumption that comparative studies do not have their own 

theories, methods of inquiries or distinct subject matter for investigation (Mazurek and 

Wizner, 1994). However, owing to the versatility of qualitative research methodology, I was 

able to draw on case study research in general and previous studies on the 

recontextualization of individual subjects such as those conducted by Bertram (2008) and 

Hoadley (2005) to compile a research design. There were constraints to this though because 

this study was concerned with recontextualization of the whole curriculum and not specific 

subjects. Studies conducted by Bertram and Hoadley were concerned with specific subjects, 

that is, History and Mathematics respectively. 
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Thus, this study contributed to the overall design of transnational studies concerned with 

whole curriculum investigations in special schools. The study suggests that a single-case 

study with embedded units and further-embedded subunits could possibly add to the design 

of future transnational studies because it allowed the characteristics of two or more units to 

act as a springboard for theoretical reflections about contrasting findings (Hoadley, 2005). 

This design suggests that case study comparative studies need not be multiple case studies, 

that is, single-case studies with embedded units and further-embedded units serve the same 

purpose. 

In addition, as an alternative to a positivist approach, the naturalistic, qualitative, interpretive 

approach in this study illustrated that ‘people actually construct their social world - they are 

not ‘cultural dopes’ or passive dolls of positivism (Garfinkel, 1967; Becker, 1970; in Cohen et 

al, 2007, p.20). Overall, in the context of this study, findings from the use of a qualitative, 

naturalistic, interpretive transnational case study suggested that ‘situations are fluid and 

changing rather than fixed and static; events and behaviour evolve over time and are richly 

affected by context’ (Cohen et al, 2007, p.20). Furthermore, the selection of a qualitative 

type design did not adversely affect the realization of the research question because: 

... the findings of positivistic social science are often said to be banal and trivial that 

they are of little consequence to those for whom they are intended namely, teachers, 

social workers, counsellors and the like (p.20).  

A concern however was that the study would provide little basis for scientific generalization 

because of the small sample size. The size of the sample had been relatively small owing to 

logistical constraints, that is, I conducted the study whilst being employed on a full-time basis 

in a day job. In addition, there were financial and time constraints to having a larger sample. 

However, seeing that ‘the short answer is that case studies, like experiments are 

generalizable to theoretical propositions and not to populations or universe’ (Yin, 2009, 

p.15), I was not overly concerned with a small sample.  

On the other hand, a larger sample with a greater number of schools across more countries 

would have supported suggestions or not that emerged from this study. The addition of a 

third country or a third school in each of the countries, for instance, would have facilitated 

comparisons across subunits and embedded units in the single case study. On the other 

hand, the small sample size served the study well because it sharpened the focus of the 

study. The focus of the study was also sharpened by the selection of SEBD special schools 

instead of SEN special schools that catered for a wider range of SEN such as specific 

learning difficulties. Had there been choice of a wider range of SEN, more variables would 

have been introduced in the study, which arguably could have made comparisons more 

complex and presented with further limitations. Thus, focusing only on SEBD was a strength 

of the study.  

However, whilst, a naturalistic inquiry was largely successful, there were nonetheless 

limitations to a single-case qualitative study. The use of only a qualitative study presented 

with restrictions. Statistical data from a mixed method case study, that is, qualitative and 

quantitative methods would perhaps have backed up findings and made it easier to report on 

the study because numbers paint a bigger picture without having to take recourse to full 

descriptions of findings through words. Therefore, it appears that the choice of only a 
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qualitative research study because of my personal predispositions posed restrictions to the 

study. In view of the restrictions posed by the choice of a qualitative study, mixed method 

transnational case studies on curriculum recontextualization in special schools are 

recommended for future research.  

The study also confirmed the value of using Bernstein’s code theory to examine discourses 

from and at the macro-institutional to and at micro-interactional levels respectively (Daniels, 

1987). The concepts or principles used in Bernstein’s recontextualizing theory (1990) to 

explore the recontextualizing agents in the school (Cause, 2010), that is, teachers, was 

useful in examining how teachers made their judgements about the recontextualization of a 

mainstream NC into a special school curriculum in each of the four schools. 

However, there were challenges in the use of classification and framing in some instances. 

Certain gaps in Bernstein’s theory made it difficult for the use of his concepts in the analysis 

of empirical data (1975, 1990, 2000). For instance, in the analysis of macro-state discourse, 

a hybrid model emerged, that is the combination of a performance and competence model 

located in closed and open systems respectively, and thus the coding was C0. This suggests 

that the extents of classification and framing could be further developed and extended to 

take into account mid-way points between purity and mixing of categories, instead of 

researchers having to resort to ‘zero’ classification and framing as was also seen in 

Hoadley’s study (2005). 

In addition, as illustrated throughout this study, Bernstein’s models (1996) appeared to be 

rigid and did not allow for fluidity within categories. There also appeared to be conflicts 

between what emerged in some instances in this study and Bernstein’s conceptualisations of 

specific concepts. For instance, the study has argued that in all four schools in this study a 

competence model in an open system with a dominant RD or expressive order emerged.  ID 

was strongly framed in all four schools in direct teacher-pupil relations at the level of 

classrooms. This strong framing of ID, that is, (F +) did not sit within Bernstein’s competence 

model in an open system.  

On the contrary, this pattern seemed to fit a performance model in which teachers have 

control over sequencing, selection, pacing of knowledge. As stated elsewhere in this study, 

pupil control over ID was constrained because of the nature of their difficulties as posited by 

each of the schools in their ideologies. Limited pupil control over ID was because of the 

context of the school and pupils, not because of a concern for the acquisition of forms of 

high knowledge or vertically progressive knowledge that are characteristic of performance 

models. In view of this, this study suggests that the differences between Bernstein’s 

competence and performance models (1996) located in open and closed systems (1975) 

respectively should have greater breadth in modalities of relations within such models. 

These should consider socio-cultural factors. Findings have suggested that except for social 

class differences, Bernstein did not address other forms of differences in social groups of 

pupils such as those of the pupils in this study. Thus, findings from this study have thrown up 

suggestions for a revised model as illustrated in figure 8.3 
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Figure 8.3: Revised Model for Curriculum Classification for the Social Group ‘Other’ 

 

 

 

 

 

 

 

 

This model suggests an added dimension to the performance and competence models 

codes. Findings from the study suggested that contextual factors and localized ideology 

nullified Bernstein’s features for each of the models, that is to say, according to Bernstein 

(1996) instructional and regulative discourses (ID and RD) are strongly framed (F + + ) in a 

performance model and these are  weakened (F - -) in competence models. However, in the 

case of this study, the opposite presented. Whilst overall, features of the competence model 

appeared in the schools, that is weakened relations (C - - and F - -), instructional and 

regulative discourses remained strongly framed (F + F + +). Teacher control over selection, 

sequencing, pacing and evaluation (instructional discourse); and teacher control over 

regulation of conduct, manner and character (regulative discourse) were maintained through 

the effect of contextualised factors and localised ideology; not because of reasons provided 

by Bernstein for control over these processes which were described in Chapter 2. 

Teachers adopted these discourses because pupils were seen as incapable of making such 

choices by virtue of their social, emotional and behavioural difficulties (SEBD). Vertical 

progression of knowledge was seen as unsuitable for pupils. Pupils appeared unable to self-

regulate conduct, character and manner; therefore teachers themselves regulated character, 

conduct and manner. Horizontal knowledge structures comprising everyday knowledge and 

a hidden curriculum (RD) were perpetuated. Evidence from the schools suggests that these 

discourses enabled pupil progress in relation to their respective starting points, that is, 

mostly underperformance.  

Thus, findings suggest alterations to Bernstein’s coding structure, that is, more flexibility for 

reversal of codes in relation to the effect of ideology and contextualized factors, whilst 

retaining either a performance or competence code. The additional dimension is the 

suggestion for the introduction of a new code, that is framing (F) influenced by contextual 

factors (Con), resulting in a new code: FCon as illustrated in the model above which takes 

into account socio-cultural contextual factors for the social group ‘other’.   Further studies 

using such codes could possibly validate whether there is indeed a need for such an addition 

to Bernstein’s theory. 

In addition, this study has suggested the broadening of the range of Bernstein’s everyday 

commonsense knowledge. For example, Hoadley and Jansen (2009) in their commentary of 
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Bernstein’s discourse suggested that everyday knowledge is drawn from the experiences of 

pupils. However, in the examination of the Literacy lessons in this study, it emerged that 

teachers also drew on their own frames of reference and repertoire of everyday 

commonsense knowledge to engage pupils in pedagogic relations. This thus suggests that 

everyday knowledge also draws from teachers’ experiences. 

There also appeared to be conflicts between what emerged at the level of schools and 

Bernstein’s (1975) conceptualisation of mechanical and organic solidarity. The study has 

suggested in the earlier chapter that the respective ideologies of the schools and teachers 

themselves operated in the discursive gaps resulting in pupil roles that Bernstein had 

classified under organic solidarity. However, overall, the schools’ discourses were located in 

mechanical solidarity. This suggests that Bernstein’s distinctions between mechanical and 

organic solidarity did not sufficiently take into account differences in social roles that arise 

out of context-dependent socio-cultural attributes of these pupils. His theory and macro-state 

discourse imply progress related to vertically progressive knowledge, acquisition, and 

predefined attainment targets. Yet, as suggested by findings in this study, progress is not 

necessarily aligned with these factors but may be aligned with relative progress in correlation 

with different starting points. 

It is suggested here that such contextual differences nullify a classification under organic 

solidarity and instead relocate these roles under mechanical solidarity. This is a similar 

observation made regarding pedagogic discourse (ID and RD) in his performance and 

competence models. Therefore, this suggests limitations to Bernstein’s concepts regarding 

school organization, knowledge modalities and internal organization, that is, macro-school 

curricula as defined in this study.  

Thus, this study argues that there is scope within Bernstein’s discourse (1975, 1990, 1996, 

2000) and macro-state discourse for the inclusion of contextually-related progress and 

aspirations for pupils in relation to socio-cultural factors other than social class. The 

discussion above suggests that there needs to be a caveat in Bernstein’s theories for the 

incorporation of flexibility that permits the classification of the curriculum as regulated by 

contextual socio-cultural factors. Whilst the argument could be that his concepts of purity of 

categories and mixing of categories suggest such flexibility, the opposite is true. True 

enough, there is capacity for the model to allow blurring of boundaries, but this is in the 

broadest sense of distinguishing between modalities of curriculum. There seems to be little 

flexibility within each of these curriculum modalities, which permits variations within the 

models whilst allowing the models, as a whole, to retain their classification. 

Nonetheless, the weakening of boundaries in a competence model located in an open 

system with a dominant expressive order, allowed for what has been called the ‘hidden’ 

curriculum of mainstream schools that transform into the explicit curriculum in special 

schools. The ‘hidden’ curriculum has been likened to a dominant expressive order in this 

study. The expressive order has to do with the regulation of social interaction and 

communication skills, and socially appropriate behaviour of pupils that a school focuses on. 

The study suggested that the special school curricula were defined in terms of social skills 

and the modification of behaviour (Tomlinson, 1982).  
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8.4.2 Implications of Overall Findings 

This study has suggested that the ways in which teachers made judgements about 

curriculum recontextualization in their respective special schools in SA and England were 

similar despite the differences in cultural contexts, that is, the former a developing and the 

latter a developed country. Their judgements resulted in a competence type model located in 

an open system with an expressive order and largely mixed categories. It has been 

suggested that in all four schools, ideology influenced teachers’ choices because in both 

countries, it emerged that there is no formal special school curriculum. Instead, teachers 

have made judgements as influenced by ideology at play in the discursive gaps to adapt ‘bits 

and pieces’ from the mainstream NC as they saw suitable to meet the needs of pupils in this 

study.  

Whilst all four schools were able to demonstrate through anecdotal evidence that pupils in 

their schools did indeed make progress against their relative starting points, none of the 

schools had an explicit discourse for curriculum construction. Findings suggest that teachers 

made their own judgements based on an intersection of their ideologies with the ideologies 

that emerged from the three-dimensional relations that they were in that is, the relationship 

between their own ideologies and that of macro-state, macro-school, and the construction of 

pupil identities. The ways in which these social relations intersected with teacher ideologies, 

resulted in their judgements. Thus, ideology was not merely theory but directly influenced 

practices (Eagleton, 1991). 

It was not within the scope of this study to embark on an ideology critique. Further research 

is required on the role of ideology in the recontextualization of pedagogic discourses and 

pedagogic practices at the level of special schools for pupils with SEBD and SEN at large. 

This is because a critique of ideology would expose ‘the operation of ideology in many 

spheres of education, the working out of vested interests under the mantle of general good' 

(Cohen et al, 2007, p.29). In Chapter 4 on the archaeology of 'otherness’ it was noted that 

special education commenced as a result of initial philanthropic ventures which was later 

taken over by education departments. As a result of the ideological positions of the 

respective schools in this study, such philanthropies appeared to persist and findings 

suggest these ideologies influenced teacher judgements on curriculum recontextualization.  

The ideologies of the schools suggested a concern for interrupting patterns of 

disengagement and deprivation. From this point of view, ideology could be seen as the 

driving force for empowerment of pupils. On the other hand, teachers were seen as agents 

of recontextualization in this study who made their judgements in the discursive gaps that 

opened up between the fields of the pedagogic device, in which ideology was seen at play 

(Bernstein, 1990). This suggests that ideology influenced teachers to act in a way that 

perpetuates a system, which keeps them either empowered or disempowered. 

The strengthening of ID in teacher-pupil relations suggests that ideology as contained in the 

three-dimensional relationship that teachers were in, in this study steered teachers in the 

direction of their own empowerment, with them eventually taking full control over ID at the 

level of their classrooms. However, paradoxically they were also disempowered. Constraints 

imposed on the selection of a particular modality of ID by ideology and the 

underperformance of pupils suggests that the suspension of ID that was seen in the findings 
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of an analysis of pedagogic practices was out of their hands. The dominant RD with an 

embedded suspended ID makes for further research in this area to assess whether such a 

pedagogic discourse is indeed beneficial for pupils categorized as ‘other’ such as those in 

this study. 

An additional dimension to ideology-influenced teacher judgements emerged. Ideology was 

seen as the perpetuator of cultural reproduction that was covered in Chapter 4 on the 

archaeology of the 'otherness' of the pupils in this study. In relaxing selection, sequencing, 

and pacing of knowledge, the notions of expected underperformance from pupils with SEBD 

were further entrenched. Whilst all four schools focused on bridging gaps in Literacy, 

Numeracy and basic skills and aimed to bring pupils up to national chronologically 

benchmarked levels, none of them had enrichment programmes aimed at academic 

excellence. Instead the core focus in all four schools appeared to be a dominant life skills 

rationale. The assumption was that ‘... these pupils can’t work ... they can’t pay attention ... 

they can’t stay in lessons ... they don’t want to learn ...’. These were many ‘cant’s’ which 

suggest teachers' own ideologies restricted academic development for these pupils. 

However, the counterargument is that all four schools argued that their pupils did indeed 

make progress against their starting points. 

This study therefore suggests that further transnational research may consolidate or not 

assumptions made in this study, that is, how teachers’ judgements result in the 

recontextualization of the mainstream ‘hidden’ curriculum into a form of the full curriculum for 

special schools. Such research could assess the applicability of a competence-type model 

located in an open system with a dominant expressive order for special schools, albeit with 

greater flexibility within such a model that allows for variations without compromising the 

nature of the model as seen in the revised model suggested by this study in Figure 8.3. 

Future transnational studies could also illustrate whether other teachers in other special 

schools in other countries arrive at such judgements in a similar fashion. This could possibly 

enhance or disprove conclusions drawn in this study, which in turn could possibly inform a 

global discourse for a form of curricula for those pupils in special schools, who fall into the 

category of ‘otherness’. 

For instance, at an international macro-level, the Salamanca Statement (UNESCO, 1994) 

asserted that every child has unique characteristic, abilities and learning needs and that 

education services should take into account these diverse characteristics and needs. The 

Framework for Action set out a range of actions that should be carried out at international, 

national, and regional levels; however, it did not specify specific pedagogic discourses for 

adoption at the level of schools. 

Similarly, curriculum reforms currently at play in the countries in this study, England and 

South Africa, have advocated the same principles but do not promulgate a specific discourse 

for knowledge selection, sequencing, and pacing for pupils in special schools. The 

assumption is that the mainstream NC should be adapted for pupils who are categorized as 

‘other’. Findings from the study suggest that there is a need for specific discourses for 

knowledge selection instead of ad hoc selection that was seen in this study if adaptation of 

mainstream NC is to continue for ‘other’ pupils. In the absence of a special school NC, it may 

be useful to have clearer delineation in the mainstream NC that distinguishes between 
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mandatory knowledge for all pupils and optional knowledge for particular social groups of 

pupils.  

On the other hand, the study has thrown up a suggestion that it may be useful to have a 

special school curriculum for special schools for pupils with SEBD and SEN at large instead 

of current discourses for adaptation of mainstream NC for special schools seeing that at the 

heart of a sociological analysis of special education must be a consideration of the special 

school curriculum (Tomlinson, 1982), This study has suggested that there is an absence of a 

special school curriculum; instead, teachers in the four special schools in this study adopted 

curriculum discourses in an ad hoc fashion as suggested by findings in the absence of 

specific curriculum discourses for special schools.  

8.5 Conclusion 

An exploration of teacher judgements about curriculum recontextualization in the context of 

education for children classified as ‘other’ was at the heart of concern in this study. Findings 

suggested that pupils in the four schools made progress in relation to their relative starting 

points even though these did not correlate with expected levels of performance as per 

national benchmarked chronological ages.  

Earlier in this thesis, in Chapter 4 the Marxist and Bernsteinian notions of the relation 

between social class and production and social class and pedagogy respectively were 

applied to the relations between the social group ‘other’ and pedagogy successfully. 

Findings suggested that pupils categorized as ‘other’ were marginalized and deprived of the 

curriculum that their mainstream peers had access to.  

However, findings from the schools in this study did not correlate with findings from the 

archaeological trace of the construction of pupil identities and the subsequent 

recontextualization of this construction. In Chapter 4 it was argued that pupils categorised as 

‘other’ were marginalized and disadvantaged by a ‘watered down’ curriculum in comparison 

with their mainstream peers who received the full breadth of an academic-type curriculum. 

Findings from this study suggest that pupils in fact benefited from a curriculum other than 

mainstream NC.  

In all four schools, findings suggested that the mainstream NC with academically aligned 

progression on a year-on-year basis was ill-suited to the needs of pupils in this study. 

Findings also suggested that discourses for everyday commonsense, horizontally organized 

knowledge were priviledged over discourses for vertically progressive knowledge with new 

knowledge building on old. Thus, the study suggests that the priority for children with SEN 

must be that they have access to curricula, which are appropriate for them, not that they are 

fitted into a national curriculum, which was designed for the mainstream population (Farrell, 

2010).  

In addition to suggestions concerning curriculum discourses, findings also suggest 

extensions to the range of modalities of relations in the ecosystemic theory. For instance, a 

natural history of social science was posited in this thesis. As part of this process the 

ecosystemic theory was abandoned in favour of Bernstein’s theory on pedagogic discourses 

(1975, 1990, 2000) because the ecosystemic theory did not provide a conceptual framework 

for examining social relations. Relations in the ecosystemic theory had been posed as 
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interpersonal relations. Findings from this study suggest that relations extended beyond 

superficial interpersonal relations in curriculum recontextualization, that is to say, they were 

social relations. Thus, the study has also thrown up a suggestion for an extension to social 

relations in the repertoire of relations theorized by the ecosystemic approach and for the 

nature of such relations between subsystems of an ecosystem to be theorised, particularly 

those concerning pedagogic relations. 

In conclusion, overall teachers in the special schools in this study were seen as active 

recontextualization agents in curriculum delocation and relocation at the levels of their 

schools from OPD. Findings from teacher interviews suggest that teachers would like to 

have a greater say in curriculum construction for special schools in the recontextualization 

field because they find it time-consuming and onerous to adapt the mainstream NC. They 

also feel they are the ‘experts’ because they are aware of the modalities of needs of their 

pupils.  
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Appendices 

Appendix 1: Definitions of the Hidden Curriculum adapted from Kentli (2009) 

 
Theorist 

 
Description of Discourse 

Durkheim ([1925] 1961) 
 
  

More is taught and learned in schools than specified in the 
established curriculum of textbooks and teacher manuals.  

Jackson (1968) Learning to wait quietly, exercising restraint, trying, completing 
work, keeping busy, cooperating, showing allegiance to both 
teachers and peers, being neat and punctual, and conducting 
oneself courteously. 
 

Dreeben (1967) Makes the pupils to form transient social relationships, 
submerge much of their personal identity, and accept the 
legitimacy of categorical treatment. 
 

Vallance (1973) The 'unstudied curriculum', the 'covert' or 'latent' curriculum, 
the 'non-academic outcomes of schooling', the 'by-products of 
schooling', the 'residue of schooling' or simply 'what schooling 
does to people'. 
 

Bowles and Gintis (1976) Schools are not an agency of social mobility but seen as 
reproducing the existing class structure, sending a silent, but 
powerful message to students with regard to their intellectual 
ability, personal traits, and the appropriate occupational choice 
and this takes place through the hidden curriculum. 
 

Martin (1976) Hidden curriculum can be found in the social structure of the 
classroom, the teacher’s exercise authority, the rules 
governing the relationship between teacher and student. 
Standard learning activities can be found also to be sources, 
as can the teacher’s use of language, textbooks, tracking 
systems, and curriculum priorities. 
 

Willis (1977) The hidden curriculum of the school structure is most important 
in determining the reproduction of class relations in schools. 
 

Anyon (1980) Is tacit preparation for relating to the process of production in a 
particular way? Differing curricular, pedagogical, and pupil 
evaluation practices emphasize different cognitive and 
behavioural skills in each social setting and thus contribute to 
the development in the children of certain potential 
relationships to physical and symbolic capital, to authority, and 
to the process of work. 
 

Apple (1982) Involves various interests, cultural forms, struggles, 
agreements, and compromises. 
 

Giroux (1983) Those unstated norms, values, and beliefs embedded in and 
transmitted to students through the underlying rules that 
structure the routines and social relationships in school and 
classroom. 
 

Tomlinson (1983) Made up of those unofficial, informal activities which count as 
learning but would not appear on the timetable, for example, 
learning of implicit standards of appropriate behaviour. What 
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goes on in special schools might bear little resemblance to the 
passing over of knowledge, and is often defined more in terms 
of social skills and the modification of behaviour. The hidden 
curriculum of normal schools becomes the curriculum of 
special schools. 
 

Lavoie (2000) Unwritten social rules and expectations of behaviour that we all 
seem to know, but were never taught. 
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Appendix 2 

Coding Rules for Values of Classification and Framing used in Descriptions of Project 

Schools (adapted from Daniels, 1987) 

C = Classification 

F = Framing 

External values: Framing 

International /National 

 
Coding values 

 
Criteria for allocation 

F + + • No influence of international policy 

• No influence of national policy 

• No access to school 

• Total headteacher autonomy in curriculum choice and school organisation 

F + • Some influence of international policy 

• Some influence of national policy 

• No access to school 

• Total headteacher autonomy in curriculum choice and school organisation 

F - • Some influence of international policy 

• Some influence of national policy 

• Some access to school 

• Partial headteacher autonomy in curriculum choice and school 
organisation 

F - - • Some influence of international policy 

• Some influence of national policy 

• Full access to school 

• Partial headteacher autonomy in curriculum choice and school 
organisation 

 

Local Authority/ District Level/ external professionals 

 
Coding values 

 
Criteria for allocation 

 Note: professionals external to the school are therapists, educational and 
clinical psychologists, social workers, advisors, counsellors and youth workers. 

F + + • No formal links with Local Authority (LA) or district 

• All LA/district contact with headteacher/principal 

• No links with professionals external to the school 

F + • Random/ semi-structured links with LA’s/district 

• LA/district contact with all staff via headteacher/principal (training, advisory, 
monitoring) 

• Links/access  with/to professionals only through headteacher/principal 

F - • Structured system for links with LA/district 

• LA/district contact with staff through headteacher/principal (training, 
advisory, monitoring) 

• Direct/access links with/to professionals by staff 

F - - • Structured system for links with LA/district 

• LA/district direct access to staff (training, advisory, monitoring) 

• Direct links/access with/to staff  

 



224 

 

Governing Body (or other such as PTA, Board of Directors, Executive Board) 

 
Coding values 

 
Criteria for allocation 

F + + • No governing body (GB) or other 

• No reporting system (reporting to GB or other) 

• All control with headteacher/principal 

• Little or no direct contact with staff 

F + • GB or other 

• No structured reporting system to GB but reporting in some form 

• Access to classrooms and staffing via headteacher/principal 

F - • GB or other 

• Structured reporting system to GB or other 

• Access to classroom and staffing via headteacher/principal 

F - - • GB or other 

• Structured formal reporting structure 

• Open access to classrooms (and staffing) 

 

Parents 

 
Coding values 

 
Criteria for allocation 

F + + • No links with parents 

• Parents do not visit the school 

• Parents are not invited to the school 

F + • Some links with parents 

• Parents visit the school by prior arrangement 

• Parents are not invited to the school 

F - • Links with parents 

• Parents call at the school by prior arrangement 

• Parents invited to the school for a range of meetings 

F - - • Strong links with parents 

• Parents call at the school when they choose to 

• Parents invited to a range of meetings 

 

Subjects 

Horizontal Classification 

 
Coding Value 

 
Criteria for allocation 

C - - Integrated day 

C - Broad-based related subjects 

C + A range of grouped subjects 

C + + Subject-based 

 

Framing 

 
Coding Value 

 
Criteria for allocation 

F - - • Control over content rests with acquirer 

F - • Control over content rests mainly with acquirer but influenced by 
transmitter 
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• Themes selected by adult 

• Activities within themes selected by pupils 

F + • Control over content rests mainly with transmitter but influenced by 
acquirer 

• Themes and subjects selected by adults 

• Sequencing and pacing may be left to pupil 

F + + • Control over content rests with transmitter 

• Criteria always in hands of adult 

 

Adults (teachers, support staff) 

Horizontal Classification 

 
Coding Value 

 
Criteria for allocation 

C - - • No subject/SEN specialists 

• All generalists 

C - • Some adults specialise in few subjects/ areas of SEN 

• Most generalists 

C + • Some adults are generalists 

• Most adults have a subject/SEN area specialism 

C + + • All adults are specialists 

 

Framing 

 
Coding Value 

 
Criteria for allocation 

F + + Curriculum influenced by LA/district or national 

F + Curriculum-led staffing 

F - Staff interests tend to influence curriculum  

F - - Pupil interests/needs tend to influence curriculum 

 

Vertical Classification 

 
Coding Value 

 
Criteria for allocation 

C + + • Clear influence/authority of GB or other on management team 

• Clearly marked hierarchy in teaching body 

• Specific roles attached to senior posts with stated responsibility and 
authority 

C + • Clear influence/authority of GB or other on management team 

• Some hierarchy in teaching body 

• Some specific roles attached to senior posts with stated responsibility 
and authority 

C - • Little influence/authority of GB or other on management team 

• Some hierarchy in teaching body 

• Some specific roles attached to senior posts with stated responsibility 
and authority 

C - - • No influence/authority of GB or other on management team 

• No publicly announced staff responsibilities accept for distinction 
between headteacher and teachers 

• No distinction between teachers and support staff 
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Framing 

 
Coding Value 

 
Criteria for allocation 

F + + • Social relations within hierarchy of staff imposed by framework for 
formal hierarchical structure 

• No individual choice over teacher’s choice about what to teach 

• No individual choice over who or whether to support for support staff 

F + • Social relations of staff dominated by framework for formal hierarchical 
structure but with an amount of personal negotiation 

• Some individual choice over teacher’s choice about what to teach 

• Some individual choice over who or whether to support for support staff 

F - • Social relations of staff influenced by an informal hierarchical structure 
with  personal negotiation most of the time 

• Some individual choice over teacher’s choice about what to teach 

• Some individual choice over who or whether to support for support staff 

F - - • Social relations of staff influenced by full personal negotiation 

• Full autonomy over choice of what to teach 

• Full autonomy over who and where to support by support staff 

 

Classroom 

Instructional practice 

Context 

 
Coding Value 

 
Criteria for allocation 

C - - Pupils working in different groups or as individuals pursuing different tasks 

C - As above but similar tasks 

C + Class work as individuals but different tasks 

C + + Class work as individuals but same tasks 

 

Order 

 
Coding Value 

 
Criteria for allocation 

F + + Adults control selections, criteria, sequencing and pacing of instruction 

F + Pupils have some influence on selections, criteria, sequencing and pacing 
of instruction 
Control largely in hands of adults 

F - Adults provide broad indications of areas in which pupils should be working 

F - - Pupils control selection, criteria, sequencing and pacing of instruction 

 

Regulative Practice 

Framing 

 
Coding Value 

 
Criteria for allocation 

F + + Form of desired social behaviour is a direct concern of adults in classroom 

F + Instructional practice demands conformity to social rules 

F - Instructional practice is designed to allow for acquisition of specific moral 
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competencies 

F - - Pupils are supposed to acquire social and moral competence with little or 
no constraint either from direct instruction or arising from instructional 
practice 
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Appendix 3: Examples of notes to self during pilot studies 

Abbreviations used in notes: 

T: teacher 

P: pupil 

Docs: documents 

Mtgs: meetings 

Omg: oh my goodness 

Durbs: Durban 

Afriks: Afrikaans 

Lang: language 

Obs: observation 

Int: interview 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

School LH/pilot study 1/notes to self 

Docs:  

Collection quite random – think am collecting this & that. Draw up 

a list of standard docs required from each school otherwise will 

just be amassing anything and everything – too much data! 

Int: 

Disruptions in c/room with p’s and other t’s streaming through/ 

arrange for another room in future + MAKE SURE am checking 

beforehand that the T is not on ground duty or in mtgs/ also don’t 

take up their free periods! 

Obs: 

Omg – I was quite the sensation today! P’s looked & looked – and 

I think T was none too pleased- too many distractions SO try and 

arrange visits over consecutive days so p’s get used to seeing 

me/ start ‘hanging around’. 



229 

 

School WA/pilot study 2/note to self 

Big lesson today! DON’T book flights to durbs until visit with 

school confirmed, unnecessary cost to change ticket date (this 

note was because of the following email {extract}) 

My email to school secretary: I would like to visit in the second 

week of my visit to Durban ideally from 6th August, if possible. 

Please find out from **** (headteacher) which days would be 

suitable 

Response: *** says that we have a 3 day week that week. 

Tuesday and Wednesday will already be interrupted by a 

fundraising event so could you come the week before please? 

 

 

 

School L/pilot study 2/note to self 

Obs: 

Remember to tell T she doesn’t have to only teach in Eng/ tell her 

my 2nd lang is Afriks so I can understand when she switches to 

Afriks 

Ints 

Aide memoir for interview didn’t really help – t’s go off track very 

easily, was challenging to bring it back & keep continuity/need to 

keep it more focused to prevent digression (they are too eager)! 

Maybe switch to semi-structured? Also for obs I think. 
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Appendix 4: Supplementary findings: Archaeology of ‘Otherness’ 

The Construction of the 'Otherness' of Pupils 

England 

A. Pre-Warnock Era: Medical Model 

The construction of the 'otherness' of pupils appeared to arise largely because of a medical 

model discourse adopted by macro-state OPD. In the early 19th century, the establishment of 

the then-known asylums was partly due to a desire to protect society from contamination and 

possible threat to the established order (Barton, 1997). Even though the rhetoric may have 

been humanitarian, because of involvement of humanitarian proponents, the practice 

appeared to be mainly one of control. ‘Other’ characterized by a medical discourse was used 

as a form of control by society, for example, asylums were institutions where the less-than-

human groups within society were controlled.  

It appears that special education was also influenced by conflicting factors, including 

contemporary humanitarian values, a growing societal commitment to formal education, the 

need for a literate and manageable workforce, and the development and strengthening of 

local education authorities. Together with ideologies of humanitarian philanthropic 

organisations such as the church, charities, and non-governmental organisations, these 

factors played a part in the development of the network of structures, which was used to 

support a deficit model of various disadvantaged groups (Barton, 1997) during the first half 

of the twentieth century. Added to this was the growing distinction that was developed, 

because of the rise of capitalism, between the ‘able’ and ‘non-able’ bodied, the productive 

and non-productive elements within society.  

Even though legislated-OPD in 1870, dictated compulsory education for all children, 

subsequent legislation-influenced OPD shaped the type of education for those considered 

‘other’. For instance, Tomlinson (1982) posited that the emphasis was on vocational training 

although some school instruction was given (for the physically handicapped). Economic 

interests also played a significant role in the care and education of the mentally 

handicapped. Defective children were removed to asylums because of their troublesome 

presence, which interrupted the smooth operation of labour workhouses; and to maintain 

public order.  

The setting up of separate institutions for the mentally defective to give some kind of 

instruction and trade training; served a variety of interests (Tomlinson, 1982). The economic 

interests were served by removing ‘defective’ people who were interrupting the workhouse 

labour, but also the possibility of training mentally defective people for productive work was 

important. Furthermore, political interests were served by the removal into residential care 

and confinement of a potentially socially disruptive group.  

Thus, pedagogic discourse that emerged after shaping by the two recontextualizing 

principles, that is, the  medical ‘otherness’ discourse and the subsequent theory of 

instruction (TI), was characterized by a focus on vocational training and limited instruction 

that was politically and economically driven. For instance, some argued that years of 

schoolwork seem a wasted outlay, if they could be separated effectively at the age of ten or 
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twelve, a training to become hewers of woods and drawers of water might make them 

happier and more useful to others (Tomlinson, 1982).  

It thus appears that at the micro-interactional level, the selection of forms of knowledge for 

these ‘other’ children was shaped by an interest in preventing them from disrupting the 

smooth operation of labour. Later, amongst other changes, the Education Act 1944 declared 

educable defective children as educationally subnormal and maladjusted. The 1944 act still 

referred to children who suffered from a disability of mind or body. Therefore, this suggests 

that special schools were seen as required for handicapped children. Many children were 

considered uneducable and pupils were labelled into categories such as ‘maladjusted’ or 

‘educationally sub-normal’ and given ‘special educational treatment’ in separate schools 

(House of Commons Report, 2006). The act therefore still focused on a medical model of 

disability. Special schools were still seen as the most appropriate way to educate children 

with special needs although limited recognition was given to the provision of education in 

mainstream schools.  

The removal of children from mainstream education continued well beyond 1944. The focus 

on providing them with ‘non-knowledge’ appears to have continued. The emphasis was on 

equipping them with very basic forms of ‘non-knowledge’ that would enable them to become 

self-sufficient; thus not becoming a burden to society; this arising from the inherent 

ideologies during this period.  

B. Warnock Era (late 70’s and beyond): Social Model 
 
The social model had already started to emerge in the sixties in response to criticisms of the 

medical model. It highlighted the wider social context in which terminology reflected 

prejudices within the minds of non-disabled people, influencing human interaction, and 

professional practice, too often with the effect of disabling individuals (Golding, 2009). It 

essentially saw the problem with the environment and the socially constructed barriers that 

‘disabled’ people and held that barriers needed to be removed and that changes needed to 

be made in the environment and society.  

The Warnock Report (1978) introduced the idea of  statements of special educational needs 

(SEN), and an integrative approach, which later became known as inclusive approach, 

based on common educational goals for all children regardless of their abilities or disabilities: 

namely independence, enjoyment, and understanding (House of Commons Report, 2006). 

At the micro-interactional level, teachers were expected to adapt and differentiate to make it 

possible for children with SEN to access the curriculum. 

However, segregated education from the medical era continued in the Warnock era. The 

1981 Act legislated the statement of SEN, institutionalised a requirement for Local 

Authorities to identify and assess pupils and it established a process of stages of 

assessment, which would lead to a statement of a child's SEN for children whose SEN could 

not be met in mainstream schools. The statement of SEN is a statutory instrument and 

commits the Local Authority to providing for the child; additional funding was provided for 

children with statements.  

Nevertheless, it was expected that pupils with statements of SEN would be integrated into 

mainstream provisioning. This resulted in segregation within mainstream settings, as those 
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children who were unable to manage in mainstream classes were withdrawn, and educated 

away from their peers but within the school. However, it was also expected that special 

schools would continue to be needed for a small minority of pupils with needs that would not 

be able to be met in mainstream schools.  

Warnock (1978) referred to the use of special schools as ‘positive discrimination’ and 

believed that such discrimination will always be required to give some children with special 

educational needs the benefit of special facilities, teaching methods or expertise (or a 

combination of these) which cannot reasonably be provided in ordinary schools. This 

suggests that ‘positive discrimination’ was reinforcing the Marxist view of reproduction of 

social class stratifications, which in the context of this study has been taken to mean 

stratifications of social groups in education.  

Thus, it appeared that despite the use of a social model, which was seen as opposite to the 

medical model, practices characterised by the medical model era continued into the post-

Warnock era. There were still pupils who were relegated to the ‘lesser’ social hierarchical 

divisions in education and who were provided with a different form of education. These 

pupils too like those in the pre-Warnock era were denied access to the curriculum that their 

‘more-able’ counterparts in mainstream education were receiving.  

Those who were ‘segregated’ within mainstream schools were ‘contained’ in special groups 

that were withdrawn from most or all lessons and taught in small groups. The programme for 

these children mainly comprised basic Literacy and Numeracy and some ICT. For pupils with 

SEBD, the bulk of the work was around equipping them with basic skills, including social 

skills to enable them to progress to at least some sort of production role in society. These 

types of programmes were legitimized by the introduction of initiatives such as ‘circle time’ 

and ‘nurture groups’. 

This study suggests that the TI during the Warnock era for children in the social group of 

‘other’ or SEN was thus again largely shaped by the state’s official pedagogic discourse 

(OPD) mainly institutionalised through the 1981 Education Act. A child with a ‘learning 

difficulty’ was further elaborated as one who has a significantly greater difficulty in learning 

than the majority of children or has a disability which prevents or hinders him from making 

use of educational facilities of a kind. The transmitter was required to engage in adaptation 

and differentiation to ensure that the needs of these children were met in addition to 

continuing to teach the larger majority of peers who were seen as belonging to a hierarchical 

division, ‘normal’.  

The Warnock era also saw the emergence of what was called ‘alternative education 

providers’ particularly for those identified as having social, emotional and behavioural 

difficulties (SEBD). Their disruptive presence was seen to impact negatively on the learning 

of their peers. Thus, provisions such as PRUs (Pupil Referral Units) emerged. The model of 

the acquirer in these settings and in segregated settings within mainstream schools was no 

different to those in the medical era. They were removed to settings in which the emphasis 

was on equipping them with basic Literacy and Numeracy skills, skills for emotional literacy 

and largely vocationally-based programmes. Hence, they received the same treatment that 

the socio-economic ‘working-class’ group has historically received. There was thus a relation 

between their social class in education and production. They too were being prepared for the 
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lower tiers in production, the manual and menial as opposed to what was being done with 

their peers in mainstream settings. 

We can therefore see that even though the Warnock era claimed to be characterised by a 

social model of ‘other’, practices from the pre-Warnock era still inhered. Despite claims that 

there were moves to a more enlightened way of viewing this social group of ‘other’ and 

adapting the environment and societal views to ensure their entitlement to the same 

education as their peers, there were contradictions. A small minority was subject to a 

curriculum based on a medical model. This group of pupils was rendered ‘disadvantaged’ in 

the same way the pupils from the working class had historically been.   

South Africa  

A. Apartheid Era: Medical Model 

During the apartheid era, South Africa created a special education system that labelled 

individuals based on their category of impairment and separated them from their peers 

(Fagin, 2011). The notion of special education was located within a deficit model in which 

learners with a range of physical and cognitive deficits were placed in special schools. 

Education from the 17th century onwards was largely influenced by missionaries. Pupils were 

taught reading and writing but it was in the context of learning the language and religion of 

their settler masters (Prinsloo, 1999). Special schools were set up; not for children with SEN 

but for slaves. To increase motivation, pupils were given a tot of brandy and two inches of 

chewing tobacco, an unorthodox regulative discourse.  

However, an additional factor was that of apartheid. The apartheid system was supported by 

legislation and policy, which entrenched these inequalities by institutionalising racial 

segregation, labelling learners with special needs and separating them from their peers. 

Later, overall, mainstream practices in the apartheid era for blacks were aimed at the 

vocational. They were to be taught basic literacy and numeracy, religious instruction and be 

prepared for taking on menial jobs.  

The missionaries provided practically all the schooling that was available to black South 

Africans right up until 1953 when the Nationalist government set up a state system of for 

Bantu Education. More than centres of religious and literacy instruction, the mission stations 

became sites for the transformation of social identities and practices. Of those who went to 

school, the bulk left after only a few years of irregular schooling, interspersed with cattle 

herding duties. The majority of young boys left for jobs as unskilled migrant workers, on the 

mines in particular, as soon as they were old enough (Kallaway, 1984 in Prinsloo, 1999). 

Young girls would often terminate their schooling on entry into early, arranged marriages. 

The quality of education for the majority of the South Africans was, thus, determined by the 

ideology of the ruling white regime in their attempt to educate the masses only to the level on 

which their labour requirements were met. 

Evidence suggests that prior to the second half of the nineteenth century there was no 

provision for any type of pupil with SEN, regardless of race. The indigenous people viewed 

disabilities with superstition and according to traditional tribal custom; children who were 

unusual or different were killed at birth. These children were regarded as bad omens and 
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their disability was seen as an indication of the wrath of the ancestors (Engelbrecht, Kriegler 

& Booyens, 1996 in Siebalak, 2002). 

The first separate schools for children with SEN were founded by the church. From the start 

of the twentieth century, the state became involved in special education. Central legislation 

institutionalised the setting up of vocational and special schools (Siebalak, 2002) but these 

were only for white pupils. Churches and missionaries continued to be involved though and 

became more involved in special needs provision for a small number of black pupils 

(Nkabinde & Ngwenya, 1996 in Siebalak, 2002). 

The formal apartheid era commenced in 1948 and ran until 1994. This formal policy further 

entrenched segregation according to race; the segregation of pupils with SEN in separate 

racially stratified hierarchical divisions continued. White children with all types of SEN were 

given free and compulsory education in special government schools whilst ‘non-whites’ were 

denied this priviledge; they continued to be educated by churches. Special education law for 

the white population became official in 1948 with the Special Schools Act (Fagin, 2011).  

The Special Schools Act introduced into special education a medical and mental diagnosis 

and treatment model thus treating the child according to his/her individual deficits, rather 

than attempting to modify the system or environment to meet his/her needs (Naicker, 2006).  

In the sixties, the Bantu Special Education Act enforced the racial segregation of pupils with 

SEN, using the medical ‘deficit model’ of construction (Siebalak, 2002). The use of the deficit 

model led to exclusionary practices in education towards learners with disabilities and those 

experiencing learning difficulties. Special schools for blacks were transferred from the 

missionaries to the different racially classified educational departments. The state assumed 

domination of special education. It appears that very few special schools existed. 

During the apartheid era, there appears to be no formal ‘term’ that was used to describe the 

types of pupils in this study. However, the forms of knowledge adopted in this era were 

similar to those adopted in England in the pre-Warnock era. Both black pupils in mainstream 

at large in segregated settings and those seen to have SEN were offered non-knowledge. 

They were taught how to read and write and be prepared for menial jobs; and even then, 

literacy was aimed at promulgating their wider acceptance of Christianity and subservience 

to settlers and colonists. Thus, the recontextualized discourse at the micro-interactional 

levels was mainly influenced by churches, with ideologies that mirrored the overall OPD 

during this period.  

B. Post-Apartheid Era: Social Model 

In 1994, the official collapse of the apartheid era occurred when the first democratic 

elections were held following the release of Nelson Mandela a few years earlier. The post-

apartheid era inherited a separated system of mainstream and special education. The 

challenge was and still is to establish a transformed just system that will address the 

inequalities of educational provision of the past. Final decisions on national policy were 

state-driven. There was a shift towards inclusion in schools which was a similar trend seen in 

England in the Warnock era. ‘Mainstreaming’ had commenced because of a shift from a 

medical model to a social model. 
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The South African Schools Act (Act 84 of 1996) reinforced the shift to inclusion and the 

supposed demise of apartheid in education. The Education White Paper 6 (DoE, 2001) 

following the Education Act further affirmed the need for one system, advocating for an 

inclusive education system modelled along the lines of inclusive systems that were 

implemented in England in the Warnock era based on the social model. Whilst the closure of 

specials was promoted, such schools that were still required were to continue under a 

different umbrella of specialised resource centres which again demonstrated that a full policy 

of inclusion was not adopted. This is no different to policy and practice in England and 

internationally. International policies such as the Salamanca Statement legitimise such 

practices of segregation for the small minority of pupils who experience barriers in 

mainstream settings despite differentiation and adaptation of the environment, which 

includes differentiation of the mainstream curriculum. 

The White Paper (DoE, 2001) identified certain values and principles, which guided national 

policy for the reconstruction and development of special education and an inclusive system 

of education overall. Later, the New Constitution of 1996 and a Bill of rights heralded three 

important shifts from the traditional notions of deficit and disability. Firstly, the policy 

embraced notions of diversity over disability. Secondly, the approach expanded the diversity 

of learning needs away from a narrow focus on disability to encompass social, economic, 

and linguistic barriers to learning. Finally, the policy recognised that special needs is not 

simply a reflection of individual deficit but is reflective of systemic failures (Pillay and Di 

Terlizzi, 2009). The social model view thus promulgated that the environment and attitudes 

needed to be adapted and changed to facilitate their access to education. 

Overall, at the macro-institutional level the post-apartheid era saw the use of a social model 

in the construction of ‘other’ and this approach was the main driver for the ways in which 

‘other’ was recontextualized at the micro-interactional levels. However, like in the Warnock 

era in England, even though the social model was widely used, there was still recourse to 

the medical model for a small group of pupils despite the fact that inclusion had been widely 

promulgated.  

Recontextualization of Construction of ‘Otherness’ 

England 

A. Curriculum in the Pre-Warnock Era 

The ways in which the curriculum for the ‘other’ was taken up at school level was shaped to 

a certain extent by the model of transmitters, that is, teachers themselves. This appears to 

be supported by Bernstein’s allowance for the TI to be shaped at the level of particular 

classrooms. This was also supported by Tomlinson (1982), that is, like other teachers, 

teachers in special schools are involved, whether they acknowledge it or not, in issues of 

power and control, and their decisions about what comprises the curriculum in their classes 

do affect the immediate and future lives of their pupils.  

The curriculum which teachers selected for ‘other’ children, were determined by the 

ideologies and aims of special education during this era and a resultant TI that had been 

shaped by the OPD. The main aim of pre-twentieth century education of the blind, deaf, 

crippled and ‘educable imbeciles’ was largely concerned with vocational training and the 
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inculcation of some kind of occupational skill to prevent the great torrent of pauperism 

foreseen by the Egerton Commission (1889, in Tomlinson, 1982). Tomlinson argued that 

even the low-status knowledge of the ‘3Rs’ offered in elementary schools was eventually 

considered to be less important for children in special education, particularly for the large 

group of educable defective children. During the first half of the twentieth century, the aims 

of special education moved from the 3Rs to the three Ms, that is mechanical or manual, 

manipulative and moral training. Thus, Tomlinson suggests that the majority of special 

school leavers have always followed a curriculum, which had a general aim of preparing 

them for some kind of low status employment. Here we can see the relationship between 

their social group and production and pedagogy. 

The forms of knowledge from the curriculum that were selected for ‘other’ children were 

informed by the TI. It was a taken-for-granted assumption that most special schools would 

naturally be offered a curriculum consisting of academic non-knowledge and would therefore 

be outside sociological preoccupations with social equality and mobility (Tomlinson, 1982). 

Paradoxically children in special schools by virtue of the low-status knowledge that they 

were receiving were being prepared for manual-type production in society. They were not 

considered capable of attempting to master high-status knowledge that would lead to a more 

academic type role in production like in medicine and law. Thus, their social group was being 

reproduced instead of interrupted. 

The highly classified and highly framed structures of the traditional subjects, like physics and 

chemistry, which would have been provided for pupils who were university bound, were 

viewed as meaningless for ‘other’ pupils who were destined for menial jobs. Indeed, it was 

considered by many that a high degree of teaching skill was not required; all that was 

needed was someone who would be kind to the children, train them in habits of cleanliness 

and keep them quiet (Mittler and Sinason, 1996). 

Even the basic knowledge, which constituted the primary school curriculum, that is, literacy, 

numeracy and a preparation for subject-oriented secondary schooling, was not necessarily a 

part of special schooling. Thus, it appears that categories were weakly insulated, resulting in 

weak classification. A major curriculum aim for children in special schools was social control, 

expressed in terms of self-sufficiency, social acceptance, and behaviour regulated by those 

who ‘teach’ the child. Thus, the curriculum not only included a formal written programme. It 

also included the unwritten, hidden informal programme and those features which produce 

the school’s ethos, such as the quality of relationships (Whitaker, 1988 in Gulliford and 

Upton, 1992). 

This suggests that regulative discourse was dominant which appears to be aligned with 

Bernstein’s claim that the regulative discourse is the dominant discourse with an embedded 

instructional discourse. Evidence also suggests that the TI selected by schools placed 

emphasis on what was to be transmitted thus the logic of acquisition. The type of knowledge 

imparted was that of the everyday knowledge of this social group of pupils. This was an 

implicit model. The curriculum was an integrated and flexible one, largely aimed at preparing 

pupils to enter the trade industry; however, this did not result in specialized skills (Daniels, 

1987). Thus, it appears that the curriculum during the pre-Warnock era was weakly 

classified, that is, there were no clear boundaries between subjects. 
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B. Curriculum during the Warnock Era 
 

For a long time special schools and units stayed with the core of language and number 

(Wilson, 1981) that inhered in the pre-Warnock medical era. They continued to provide what 

has been described as a ‘deficiency-based’ curriculum, which was based on English, 

Mathematics, Physical Education (PE) and Art as project-based work and activities. This 

was starting to change following the Warnock Report and 1981 Education Act which 

promulgated greater integration of the SEN group of pupils into mainstream settings and 

following criticisms and observations about the limitations of special school curriculums 

(Gulliford and Upton, 1992).  

The 1988 Education Act made a national curriculum (NC) statutory. All children including 

those with SEN were entitled to the full NC; this thus promoting greater integration. The NC 

prescribed specific programmes of study (POS) for each subject at the levels of different key 

stages and year groups that were stratified by age.  The desire was for the establishment of 

a strongly classified curriculum expressing and promoting collection codes (Bernstein, 1971) 

in which knowledge is organised and distributed through subjects and their hierarchies. The 

strongly classified NC with clear and well-insulated boundaries between subjects heralded 

the shift to a performance model in contrast to the competence model, which had 

characterised the pre-Warnock medical era.  

Yet, even though the use of the social model led to a performance model characterized by 

the social model in the Warnock era, there were still characteristics that were similar to those 

of the competence model. With the formalization of a performance model through the 

statutory NC, there was a strongly classified system in order to transmit a collection code 

(performance model) but weaker framing to accommodate the increased school autonomy 

over delivery systems. According to Sadovnik (1995) through the embedding of a RD into an 

ID, pedagogic discourse regulates that production and reproduction of consciousness and 

does so differentially according to different groups of children. This is evidenced by the NC 

application of the NC inclusion statement that was part of the statutory mainstream NC.  

This statement talked about setting suitable learning challenges, responding to pupils’ 

diverse learning needs and overcoming potential barriers to learning for individuals and 

groups. In mainstream settings, teachers were expected to transmit the same programmes 

of study for all pupils, but were required to adapt and differentiate knowledge and how they 

transmitted the knowledge in different ways for those who had different rates and styles of 

learning. The NC inclusion statement also made legitimate an option for teachers to be able 

to import programmes of study from earlier key stages for those pupils who were under 

performing according to nationally benchmarked chronological levels. 

Thus, there were stratifications within mainstream settings themselves. Like with the medical 

model era, these pupils followed a curriculum, which had a general aim of preparing them for 

some kind of low status employment (Tomlinson, 1982). In addition, there was an excessive 

concentration on routine remedial reading and basic arithmetic work in many units, where a 

narrowed curricular diet made it increasingly difficult to arrange a return to the educational 

mainstream for those who had dropped off the edge of the world. 
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For many they had already been relegated to a lesser hierarchical social group in education, 

even those who were in segregated settings within mainstream. This is also evidenced in a 

study that Cooper (1993) conducted on school effectiveness: 

... naughty ... no-hopers ... they didn’t integrate with other children ... they were 

taught separately ... do a different course ... they didn’t have a full curriculum ... had a 

very narrow curriculum ... and they could put the very strongest teachers [in the 

sense of control] to teach them ... they were called ‘thickies’, ‘dimbos’ ... the 

programme of education they received was inadequate. They got English, English, 

English; maths, maths, maths ... (p.199). 

Even though there were arguments that the curriculum offered to these types of children was 

the same as their peers, that is, it was the NC, therefore there was no discrimination, in 

reality they were being offered a competence model in their segregated settings within 

mainstream schools and those out of mainstream settings such as alternative education 

provisions and special schools. The categories within their curriculum were weakly insulated, 

resulting in weak classification hence a competence model. The main curriculum aim as was 

in the medical pre-Warnock era was social control, expressed in terms of self-sufficiency if 

possible, social acceptance, and behaviour regulated by those who teach the child 

(Tomlinson, 1982). Therefore, the RD was dominant with an embedded the ID.  

Similar to the pre-Warnock medical era, a logic of acquisition inhered for this class of 

children even though the NC was characterised by a logic of transmission, that is the NC 

prescribed through its POS exactly what was going to be transmitted. Thus, the Warnock 

social model era was characterised by a performance model NC that was available to most 

mainstream pupils. There were clear boundaries between subjects and they were strongly 

insulated. However, for pupils in the SEN or ‘other’ social group of pupils, the NC inclusion 

statement legitimised the recontextualization of the mainstream performance model NC into 

a competence model NC for pupils segregated within and out of mainstream settings. Pupils 

in these types of settings received a curriculum that was weakly classified, weakly insulated 

with a dominant RD that embedded the ID.  

South Africa 

A. Curriculum in the Apartheid Era  

Not much has been written about the curriculum for children categorized as ‘other’ in the 

apartheid era in South Africa. It appears that whites continued to access a highly classified 

and highly framed curriculum with strong boundaries between subjects and high status 

knowledge. Blacks on the other hand reverted to the ‘mission’ type education that they had 

first received. The focus was again on basic skills in the 3Rs with the fourth R, religious 

instruction. Thus, their curriculum was weakly classified dominated by a RD with an 

embedded ID. They received ‘non-knowledge’ aimed at preparing them for menial and 

manual labour thus it appeared similar to that in the pre-Warnock era, that is, the 3M’s ( 

mechanical/manual, manipulative and moral training) (Tomlinson, 1982). The curriculum was 

also characterised by the ‘hidden’ or ‘unwritten’ implicit curriculum, which was predominantly 

aimed at self-sufficiency, subservience, and manipulation promulgated by the OPD that was 

driven by racist ideologies. The hidden curriculum is made up of those unofficial, informal 

activities which count as learning but which would not appear on the timetable.  



239 

 

The focus was on what was taught hence the logic of acquisition like with England in the pre-

Warnock era. Thus, the curriculum for whites was a performance model and the curriculum 

for blacks was a competence model.  

B. Curriculum: Post-Apartheid Era 

There appeared to be some curriculum changes from 1994 to 1997, however, the major 

post-apartheid curriculum reform movement was Curriculum 2005 (C2005), which weakened 

the boundaries of knowledge and placed an emphasis on group work, relevance, local 

curriculum construction and local choice of content (Hoadley, 2011).  

In 2000, C2005 was revised and is now referred to as the National Curriculum Statement 

(NCS). The NCS is an outcomes-based, integrated knowledge system based on a learner-

centred pedagogy that has to improve the quality of education for all in South Africa (SA).  

The revised NCS is a hybrid or mixed model; it is more strongly classified and less 

integrated than C2005, but it keeps many aspects of a competence model of curriculum, 

such as a learner-centred pedagogy (Hoadley, 2011).  

In as far as special education was concerned; the DoE ruled that there would no longer be 

separate curricula. C2005 and the NCS were considered to be flexible enough (DoE, 2000). 

To ensure that there was equal access to the curriculum, the DoE argued that the curriculum 

commission would develop practical guidelines on curriculum adaptation to accommodate 

the widest range of learning needs and styles. All pupils would have access to the NCS. 

However, an addendum for learners experiencing barriers to learning who were either 

attending special schools or were in schools where special care was being taken care of 

them was added to the NCS in 2009. In keeping with the overall ethos of inclusion according 

to a social model, learning pathways were introduced for learners who could not meet the 

requirement for qualifications that would enable them to get a qualification. Therefore, whilst 

the same curriculum for all had been advocated, there was flexibility as to allowances that 

could be made for the social group of ‘other’ SEN pupils. It was not an imperative for them to 

cover the full breadth of the curriculum. This could be likened to the flexibility we saw in the 

post-Warnock era through recourse to the NC inclusion statement.  

The same type of curriculum was in force for all types of pupils. The curriculum in the post-

apartheid era appeared to be of mixed pedagogy. There are variations within the curriculum 

with strong framing in some learning areas such as in Mathematics and Science whilst there 

is weaker classification in other area such as in Life Orientation. Later, the construction of 

the ‘other’ or ‘SEBD’ social group was in some ways similar to the Warnock era, that is, the 

use of a social model. 
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Appendix 5: Extract from findings from analysis of macro-school discourse at School 

WA (South Africa) and School LH (England) 

School WA: South Africa 

Pupil (Acquirer) Role 

Aspirations are raised contextually: 

Example 1 

 ... special pupils have the ability to experience school which is turned into a magical 

environment of self confidence and personal belief (School Brochure). 

Example 2 

 ... happy, thinking, caring pupils who will be equipped with the necessary life skills to 

cope as balanced and confident individuals (Teacher’s Manual).  

Example 3 

• being accepted by Damelin after being told they need to find sheltered employment  

• being able to read and write, blossoming and achieving at their own level and pace  

• discovering their Artistic and Cooking Flair  

• setting short to long term goals when the future looked very bleak (School Brochure). 
 

School LH: England 

Pupil (Acquirer Role) 

Aspirations are raised contextually which differs from macro-state discourse but resembles 

discourses at Schools L, WA and HS. 

Example 1 

... some pupils can work on their own, they will even take part in lessons but most 

pupils struggle with this. You have to be next to them and checking what they are 

doing. They struggle with simple instructions like writing the date (Teacher Interview). 

Example 2 

... external accreditation is important but not to the detriment of personal 

development ... there are many children who may not manage GCSE’s ... they come 

to us with low levels ... they have suffered interrupted education ... therefore its about 

what is best for the individual pupil ... (Headteacher Interview). 

Example 3 

This could mean that in a very short space of time, students will be encouraged to 

enter school in the mornings on their own and find their way to their classrooms ... 

consideration will be made for individual student’s personal needs but they will be 

encouraged and stretched to achieve their potential by the time they leave (School 

Brochure). 
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Appendix 6: School HS Recipe for a Therapeutic School (compiled by staff) from 

Therapeutic Education handbook (2012) 

Ingredients 

100 cups hope 

1 cup self control and self regulation 

1 cup differentiation 

1 cup positive attitude 

1 cup patience 

1 cup team spirit 

1 cup knowledge, skills and understanding 

1 cup reflection 

1 cup planning 

1 cup good communication 

1 cup confidentiality 

1 cup good staff relations 

1 cup respect 

Temperature for baking 

Preheat oven to ‘warm, nurturing, calm, caring, contained and patient’. 

Baking Gear 

Put on apron of professionalism, therapeutic gloves and flexibility cap. 

Method 

1. Beat hope with positive attitude until light and frothy. 
2. Mix planning and differentiation with sifted knowledge, skills and understanding of 

curriculum and pupils. 
3. Stir briskly and add flexibility and respect with good staff relations and good 

communication. 
4. Stir in confidentiality by not discussing pupil issues in the presence of their peers. 
5. Fold in team spirit gently using spoon made of ‘talking to each other’. Avoid using 

fork with sharp prongs ‘talking about each other’.  
6. Pour ingredients into baking pan lined with self control, self regulation and reflection. 
7. Bake in oven heated to warm, nurturing, calm, caring, contained, and patient. DO 

NOT open oven whilst cake is baking by complaining in pupils’ presence about them 
or each other. 

8. If cake collapses, burns or texture is doughy, start recipe from the beginning again 
but adjust measures.  
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9. Smile, smile, smile through entire method and cry away from kitchen. Wipe tears 
away with promise of baked cake. 

 

Baking Time   

Continue to bake until done. Test with a skewer of assessments. Once done, remove from 

oven and decorate with awards, certificates, stickers, points, vouchers, verbal praise, 

positive phone calls home, mention in newsletters and magazines, positive feedback at 

meetings etc. 

Frosting  

Sense of accomplishment, raised self-esteem, improved learning and behaviour, ECM 

outcomes. 
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Appendix 7:  Extracts from findings from Literacy lessons: Schools WA and LH 

School WA (South Africa): Literacy Lesson  

Introduction 

 

 

 

 

 

 

 

 

 

 

As with the other schools, the lesson is an extension of a previous day’s lesson. Similarly, 

the lesson is because pupils had ‘forgotten’ what they had previously learnt and the teacher 

took a decision to revisit teaching them how to summarize texts.  

Similar to the other schools, the ideological positioning of the school and a dominant RD 

emerge from the outset of the lesson as illustrated by findings from an analysis of the starter 

segment of the lesson. An extract from the starter segment of the lesson now follows. 

 

 

 

 

 

 

 

 

 

 

 

The lesson took place in a time tabled Literacy lesson; it is a lesson with 
Grade 10 pupils. The teacher waited for pupils to arrive from a Cookery 
lesson and busied herself with getting things ready for the lesson.   
This was a lesson following on from an English lesson the previous day. 
The teacher explained that she was teaching them summaries and clarified 
that she had taught them how to do summaries of texts previously but they 
had forgotten. Therefore, the teacher had returned to this the previous day. 
Some pupils had started to write their summaries the previous days but 
most had not.   
 
According to the teacher, during the course of the previous day’s lesson, 
she discovered that there were words that they could not pronounce and 
did not understand therefore most pupils had been asked to look up the 
meanings of difficult words from the text to be summarized. 
 
In this lesson, the teacher decided to deviate from her plan and ‘go over’ 
those words in the first instance before continuing with teaching them how 
to summarize texts.  
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The focus on everyday, commonsense knowledge emerges from the starter as evidenced by 

the teacher’s decision to focus on words that pupils has struggled with the previous day from 

a text they had been summarising. Thus, the lesson under discussion is drawn from the 

everyday context of pupils and immediately suggests a discourse of horizontal knowledge, 

which is a feature of an open system in a competence model; the teacher reminds pupils 

about the importance of learning to write summaries, which they will need to do when they 

start working.  

The extract also suggests dominant phenomena that emerged at the macro-school level and 

the other schools, that is, the influence of the school’s ideological orientation on school 

discourses and the dominance of RD in pedagogy in the classroom as well. We see from the 

extract that the teacher regulates the manner and conduct of pupils from the outset, 

reminding them about school rules and the consequences of breaking these.  

The teacher reminds pupils about the importance of them learning the words they could not 

pronounce and understand the previous day. This suggests alignment with one of the 

ideological orientations of the school, that is, a focus on teaching pupils basic literacy, that is, 

to read and write to help them make a successful transition to the world of work when they 

leave the school. 

The pupils enter the classroom 
T: Come in quietly please, we have a visitor today (pupils look at me, pupils sit at their 
respective places, some of them begin to have conversations with each other, some giggling, 
the teacher reminds them about the school rules. Pupils take out their books). 
T: Now, we’re going to go through the words we did yesterday together ... 
P: Miss, I don’t have mine (pupil looks for her worksheet). 
T: I’ll give you another (pupils are shuffling about looking for their worksheets from the 
previous day, some are talking). 
T: Come, come ... no more talking, you need to learn how to do the summary ... you know we 
are doing it again because you didn’t remember from the last time we did it... 
P *** : Miss, can I go to the toilet? 
T: No (pupil accepts this decision) but carries on talking to a peer sitting next to him. 
T: *** now, please stop that (points to pupil who is talking) ... it is important for you to learn 
how to do this summary ... you won’t need it now but it will help you when you start working ... 
(pupil continues to talk). 
T: Now, stop that right now or else you know what will happen. 
T: (teacher starts to wipe the board) ... oh, its not working ... I had a white cloth ... not a major 
problem each one of you have a copy and what you had to do was to look at the meanings of 
the words that we didn’t think ... uh ... which was it ... we had to look for ‘bulldozer’ ... (teacher 
then calls out all the words that pupils had been asked to look up). 
(Then follows an exchange between teachers and pupils about where their sheets are and 
teacher explains to me that they used to have files). 
T: A lot of us liked files ... but they wasn’t too keen on files ... some don’t know how to use the 
punch ... eh ... I had to teach them. 
P: It saves money (then follows a discussion with pupil about differences in prices between 
books and files). 
T: Ok, lets get started (T recaps 2 words ‘bulldozer’ and ‘frontloader’ and reminds them about 
what they had said about these in the previous lesson). 
T: alright, is there anyone who is confused to what these words mean? ... you cannot write a 
summary if you don’t know what these words mean. 
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The RD as a dominant discourse emerges from the start of the lesson and as with the other 

schools, it continues throughout the lesson. The starter segment supports the ideological 

positioning seen at macro-school level that is equipping them with basic skills to prepare 

them for the world of work. 

Example of everyday knowledge drawn from teacher’s frame of reference to engage 

pupils in pedagogic relations: 

 

 

 

 

 

 

 

 

 

 

 

School LH: England 

Introduction to Lesson 

 

 

 

 

 

 

 

 

 

 

Teacher: Radiogram, received, lugging ... ok, that’s fine now ... we 

didn’t look up radiogram ... radiogram ... when I was young we 

called this (points to picture) radiogram ... what is a radiogram? 

(does not wait for a reply) ... we plug it in with cables ... radiogram 

is actually a radio, it normally has speakers, was huge and also 

had a turn table ... when I was at home we had a big one, it stood 

about that high (teacher lifts her hands to her waist level) ... it had 

drawers and it got the radio and big dials ... now we call it (pauses) 

... what do we call it? (doesn’t wait for an answer). I think a 

radiogram is a wireless ... yes ... 

Pupil: In my last house we had a big one. 

Teacher: Was that your dad’s? 

Pupil: Yes. 

Teacher: Ok, thank you ... (asks another pupil to read). 

 

This was an English lesson following on from previous lessons. Pupils arrive at 
the lesson and wait outside. The teacher had commenced a unit ‘Wicked’. As 
part of the unit a trip to the theatre to watch the play ‘Wicked’, has been 
arranged. It is a trip, which was subsidised by Mousetrap, a charitable 
organization. The play also follows on from two drama workshops that pupils 
have experienced with actors who conducted these at the school. 
Wicked is the untold story of the Witches of OZ, it draws from Gregory 
Maguire’s (1995) ‘Wicked’. 
The lesson was spilt in two parts. In the first the teacher recreated all aspects of 
the play and she went over all aspects of the trip that would be taking place in a 
few days to prepare pupils for the trip. In the second half of the lesson, the 
group is divided into two groups, each group taking turns to go to the Sensory 
Room whilst the other gets on with reading and some engage with an online 
Literacy programme called ‘Lexia’. This is usually what happens during the 
weekly Reading lesson because use of the sensory room for this group of 
pupils is time tabled during the Reading Lesson (all classes in the school have 
a time tabled session in the sensory room that cuts across subjects that are 
time tabled for that period). 
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As with the other schools in this study, findings from an analysis of the starter create the 

setting for the rest of the lesson. Findings seemed to support the dominant discourses that 

emerged at the macro-school level. The following is an extract from the starter segment of 

the lesson: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

As with the other schools in the study, the ideological positioning of the school emerges at 

the outset of the lesson. Pupils are being provided with a ‘normal’ experience of schooling, 

that is, an off-site educational visit to the theatre. Thus, everyday knowledge is drawn on. 

The emergence of everyday commonsense knowledge is also noted from the outset of the 

lesson in the starter segment. The teacher is setting the scene for a make-believe theatre 

experience as part of preparing pupils for a school trip to the theatre in a few days. RD also 

emerges straight away. Pupils' conduct and manner are regulated from the start of the 

lesson and continued throughout the lesson.  

Example of everyday knowledge drawn from teacher’s frame of reference to engage 

pupils in pedagogic relations: 

As with the other schools everyday knowledge was also drawn from the teacher's contexts. 

The teacher referred to mutual experiences with pupils such as a previous visit to the 

pantomime and a visit from the theatre group. 

Owing to shortage of space in the school, the teacher uses the former library as her English 
classroom. The ‘library’ is made up of three parts: a small room, a larger room and a little 
room for one-to-one interventions. Pupils are waiting outside supervised by teaching 
assistants. The teacher explains to pupils and support staff that they are doing ‘some drama 
about theatres and how we have to behave in theatres and what its about’. 
Teacher: (to pupils). Just come in here a minute ... come and stand here for a minute ... 
(pupils enter, shuffling about). This is called a foyer (points to small room) ... right when we 
get off the bus we’ll be walking right into the theatre, this is the first part, the foyer ... now, 
what did *** say would be happening in the foyer, you remember *** ? (*** is one of the 
actors who conducted the workshop the previous week). 
Pupil: It’s scary. 
Teacher: No, it’s not scary ... none of it is scary. 
Pupil: He said that when we arrive yeah? We have to wait a couple of minutes. 
Teacher: That’s right, good girl, well done, there will be a little bit of waiting. The reason we’ll 
be waiting is because we have to wait for the show to start ... (addresses another pupil) *** 
I’m watching you ... if I don’t think I can trust you, I ain’t taking you. 
Pupil: Ok 
Teacher: Right, I mean it because everyone has got to have a good time ... right, we’ll be 
waiting. We might sit down ... there’ll be lots of things happening around us ... who went to 
the pantomime last year or been to the theatre? (Several pupils respond). Alright, when we 
went to the pantomime and we stood waiting to go in, there were some people who work at 
the theatre standing around, weren’t there? What were they selling, can you remember? 
Pupil: Programme (the teacher explains what a programme is, what they are allowed to take 
and not to take, how they should behave, and then tells them they are now going to enter the 
theatre [the second room]). (Throughout the first part of the lesson the teacher has reminded 
several pupils about their conduct): ‘*** you need to calm down ... what have I said? No 
talking over each other ... wait a minute, *** you need to stop that now or there will be no 
theatre for you ... 
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Appendix 8: Extract from interview schedule from semi-structured teacher interview: 

Teacher Judgements 

A. Introductory Questions/ Personal Ideological Orientation: 
 

1. For how long have you been working in special schools or with children with special 

educational needs? 

2. How long have you been teaching at this school? 

3. How/what made you decide to join this school? 

4. What was your background prior to coming to this school (where have you worked 

previously-mainstream/ special schools? Where did you study)? 

5. What are your personal views/beliefs about the kind of curriculum schools like this 

should provide for pupils? Why? 

6. In my last three visits, I noticed a strong life skill rationale (who decided on this 

focus? When did it start? Why was this approach adopted? Was it already in practice 

when you started? Why did you continue to provide this curriculum? Did you ever 

wish to change the focus? Why/Why not? How?) 

7. How do you think this kind of curriculum benefits your pupils? What are your own 

views: do you think that there are differences between a mainstream and your school 

curriculum? What are the differences?  

8. What would you say are the things that shaped this school’s curriculum? 

9. If you had a choice to design a curriculum, what would your input be? What type of 

curriculum would you be saying benefits the needs of pupils in your school? 
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Appendix 9 

School Consent Form 

Background to formal consent request:  

I visited your school, amongst many other schools similar to your school and mine. As 

previously discussed, having carefully considered the characteristics of your school and the 

characteristics of pupils at your school, I would like to involve your school in research that I 

am conducting for my PhD study. I have provided brief details below. Please contact me 

should you require further details. Following receipt of consent, I would like to conduct a 

Skype or telephone discussion with you at your convenience. I will be shortly be contacting 

you telephonically to arrange this. 

Consent is hereby requested to conduct research in your school/organisation. 

Name of Researcher: Sharina Klaasens 

Purpose of Research: PhD Study at the University of Bath (UK) (Please refer to a brief 

diagrammatic outline of study attached as an additional document) 

Topic:  An Exploration of how the Mainstream Curriculum is recontextualized in 

Special Schools for pupils with social, emotional, and behavioural difficulties (SEBD). 

Insert: (this was the topic at that start of the study, the topic changed over the course of the 

study but the field remained the same therefore consent was not sought again). 

Research methods 

A number of research methods will be involved: documentary analysis, interviews, 

observation, and research diaries. All interviews will be recorded with a digital recorder and 

transcribed. 

Informed consent will also be obtained from all other participants. For those participants who 

are minors, informed consent will be obtained from headteachers. 

Location of Research 

• Observations and interviews will be conducted on the school site.  

• Documentary analysis will be done away from the school site in cases where 

documents are online. 

• In cases where there are only paper copies of documents, documentary analysis 

may be conducted on the school site. Or, with your permission, this will be done off-

site. A template will be created to keep a record of documents being taken off-site to 

analyse. 

Time Scale 
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The research programme commenced in October 2009. It is expected to go on until 

September 2013 at the minimum.  

Anonymity 

All information in this study will be made anonymous, with all names of schools, 

organisations and people changed. 

Confidentiality 

All data will be stored securely either electronically on an external hard drive or in hard copy 

version in my home. As part of this study; electronic and hard copies of notes, analysis, 

reports, discussions, transcripts and other raw data may be given to the doctoral supervision 

team at the University of Bath. Copies may also be shared with a small number of other 

participants/researchers and my critical friends to ensure validity and reliability of evidence. 

Research Dissemination 

Data obtained through this research will be published as a doctoral thesis and may be 

reproduced and published in various forms and for a variety of audiences related to the 

broad nature of the research detailed in the outline of study and diagrammatic representation 

previously submitted to you (that is, conferences, peer reviewed journals and articles). 

Consent is hereby given for this research project as follows: 

I have informed pupils/parents/carers/staff and the Governing Body about this study and give 

you permission to conduct your study: 

Name ______________________________________________________________ 

Position ____________________________________________________________ 

School/Organisation Name: ____________________________________________ 

Contact Details: ______________________________________________________ 

Anonymity is offered to the organisation if you wish not to be identified in the research report. 

However, confidentiality is more complex and cannot extend to the supervisors of this project 

but can apply to the published outcomes. If confidentiality is required, what form applies? 

 [  ] No confidentiality required 

 [  ] Masking of organisation name in research report 

 [  ] No publication of the research report 

Signature: __________________________________ Date: ______________ 

My contact details: 

xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx 
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Appendix 10 

Extract from coding frame for teacher interviews: Teacher Judgements 

Examples of statements coded from Teacher A interview  

 
Coding 

 
Domain 

 
Examples of statements coded 

 
F - - 

 
Macro-state 

 
Mainstream is not right for them … eh … I see for 
myself what they need … uh … you see, that work 
is too much for them. 

  
Macro-school 

 
Our main focus is to integrate them back to their 
families … to teach them to read and write… so 
tomorrow they just come back and we try our 
utmost best … 

  
Construction of pupil 
‘otherness’ 

 
Look they are here now till quarter past then they 
go where everything is forgotten. There’s no one at 
home and if the parent is there, the parent don’t … 
eh … eh … the parent has got his own problems … 
they not seeing to the values we are trying to instil 
here … 

  
Teacher’s own ideology 

 
… because I felt that what this kids need to know … 
eh … be taught … I thought it would help them on 
their way. 

 


