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'ledge codes was too sharply drawn The paTticular school whic“

~

- ABSTRACT

Basil Bernstein developed:a typology of .educational knowledge
. S

1 . . 2

codes which focused on the organization of educational khowledge and

" the social consequences of changes in that organization. He incorpor-

&

ated Durkhelmian social 1ntegration to elaborate the linkage between
soc1al change (soc1al solidarity) .and cultural change (knowledge code)}

This typology was theareferential framework for a theoretical and em-

o

piricalqexploration{into‘the structure of educational knowledge.
. , o

The theoretical analysis of the typology!illustratedthqw Bern- .

stein.developed‘a phenomenological sociologv of‘knowledge'approach to, /-

value of the typologv within a specific educational context

. The findings. indicated that the weaknesses of thexgysologyb

xwer partly due to\inadequacies of the sociolinguistic thesis. TIn-.ad-

dition kf was suggested that the. incorporation of DurkHeimian social

solidarlty was not.clarified. The empirical application of "the typo—

logv which focused on the three message systems - curriqulum pedagogy,

and evaluation - suggested that Bernstein s distinction betweeﬁ\'n w— 3

-~

was chosen

-for the study had a collection curriculum but an integrated pedagogy.

Bernstein cons1dered integrated codes only at the level of ideology.

'(

Moreover he did not consider the existence of such ‘an- anomaly as was

1

found here The most important finding was that in spite of an inflexible

o
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currlculum there was considergﬁle structural openness displaved at
. ! - /f\ Y
this school.

v The typology has great merit in that emphasis was placed on the
relevance of what is taught to powor and social control. Although it

was useful as a paradigm for mlcro—analvsis, the greatest potential of ¢

the tvpology was assessed to be its value in cross- cultural comparisons

of educational knowledge. It was concluded that if theﬁtvpology'ex—
e , . ) ,
te£;§ its scope to 1nc1ude all tvpes of education .aod not onlv the
z S
ggﬁqdl, then Bernsteln s approach to soc1ologv of education will provide
,,&L;Lgorous study of culture. |
4 ]

- The results of this qtudv were 31gnif1cant in two reSpects.

“from ; eoc1olo§1cal point of view, it indicated the. adaptabilitv
R
?knstein s typology from the general form in which he stated it, to
_bspecificfcoptexti‘ih this case,'a private school. Second, from
an’edue;tional point of view;, the qtudv draws ‘attention to the cultural
traé:?ieqion of knowlgdge whieh has not been extensively studied. -This

has important implications for the_deveIOpment of an original-and central

theory of‘educatioh;-p - o , ' _ ' : i
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¥ "I don't know what vou mean by 'glorv, '"‘Alice said.
Humpty Dumpty smiled contemptuouslv "Of course vou don't -
till T tell vou. I meant 'there's a'nice known-down argument for" “you!'"
"But glory doesn't mean 'a nice knock-down argument,'", :
Alice objected. T
_ "When T use a word," Humpty Dumpty said, in rather a scornful
torte, ' ir e ns just what I choose it to mean -~ neither more nor less.
. "The ;uestion is," said Alice, "whether vou can: ‘make words
LJmean ‘so many different things."
"The question is,' ‘said Humpty Dumpty, "which is to be masterf—
that's all." S : .

LEWIS CARROLL\:\‘ Through the Looking-Glass.
. :\ ‘ . .
\
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CHAPTER I

. INTRODUCTION
¢ .
e

The Problem

'The soc1olog1cal study of education may focus on either educa-
tion as a social- instltution or education as a process of cultural
transmiss1on The tendency of traditional sociologv of educatien has

.been to coricentrate on such topics as the relationship between educa-

w

tion and soc1ety, the school as a social system, education and social

h‘

change, and education and socialization whilevgiving little or no at-
tention to the very core of the educational process - knowledge itself.
Sociology of education incorporates functionalism systems theory, or-

'ganizational theory, conflict theory, symbolic interactionism role

theory, and reference group thgbrv as various approaches to sociologv

of education and perhaps as an attempt to emulate ‘the other higher status

-

"~ sub-disciplines of sociology.. Howevefq-as Davies notes;
- » o \

It is one of the curiosities soclology as a discipline
that - although early sociologists were concerned with ,
the control and ‘transmission of knowledge, their success-
ors have been primarily interested in the selection pro~-
cess, ‘sacialization and organization in ways that tell us
little about the business of education.l

It is intereséigg to'note,ifor'example, that Karl Mannheim's

presence in England seemed to bear no effect on the study of education

o from ‘a sociologv of knowledge approachs2 In the United Stanes,'as

early as 1950, Cook remarked on the marginality of educational sociology

and its need to applv itself to such areas as sociology of knoyledge 3

The neglect of sociologists of education‘in treating knowledge

"\ -



7. .' . .- . | T ﬁ& :

as sotinllw constltuted4 on(ourly(d Blsll Bornsttin (1971) to develop”.}
a typologv of educational knowledge codes which, stated‘simply, deli—

e ; 5
neates who gets what knowledge,nwhen,‘and how. He suggests that suth

an analysis of the education process will also help explaln power and

o

.....

: social control d1mensions f 'the disseminatlon af knowledge

A

Rather than treat knowledge as given Bernstein's phenomw

' J . :
logical sociology of knowledge approach considers educational knowledgeK}
- v o o
as problematic. That is to say, he’ begins his discussion with ‘a .des-

cription and interpretation of what constitutes educational knowledge
o K

and who makes the decisions regarding the transm1351on of this knowledge
4

When this approach to knowledge ts taken, it becomes possible to dis—;

cuss the, influence of the: sociocultnral eOVironment on the construction

L

of reality. I1f one accepts -that what counts’ as reality is-a function

of the social environment then, it foliows that different environments

will generate'different concepts of reality.’

T

'Statement and Qignificance
"of the Studv

t
v

g; It was the purpose of this stud¥ to applv the Bernsteln‘

tvpologv of educati."aliknowledge codes to a particular school setting

with.tyo main goé»s _nded.' Firstlv, the dynamics of the classroom,

Ty

were used to test ﬁhe applicabilitv of the thologv in analvsing and A -
understanding the. social nature of educational knowledge Secondlb,

it was hoped this application would serve tp explain and clarirv the
'Bernstein typologv This jpproach, then, was’both'an empirical'and‘

<
the structure of educadi/nal knowledge

theoretical exploration int

It is important to understand that the focus of this studv was
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.. . ;E(:he Bernstein typology rather than on the. sbhool scttihg itself,
ere was no attempt made to evaIuate the -school in terms of Bernstein s

-ﬁtypology. Rather the tvpologv was evaluated in terms of its useful-

ness in Cescrlbing and explaining the dvnamics of the particular 'school

chosen. -, s ' S . | o ﬁ5

Background to the Study

The typology of educational knowledge codes offers an extension

and development of Bernstein 8 earlier work in sociolinguistics It
. }

is also an attempt to eqd the . distinction between ‘the sociologv of edu—

. o
cation and soc1ology ‘of knowledge bw adopting a phenomenological soci-

.

_ology of knowledge approach to education. Bernstein remarks:

- Essentially and briefly T have used Durkheim and Marx
at the macro-level and Mead at the micro—level to realize -
a sociolinguistic thesis @hich could meet with a range
of work in anthropology, linguistics, sooiologv and psy-
chology.b & ‘ T ,

i
1

LevifStrauss, Vygotsky, and Schmidt haveksimilarly’related language
WLo¢ emotlonal,\cognitive,.and social‘development within the culture of
‘human groups. ‘ o L. -,

¥ ‘ Intorder to explain- the bggic structure (and changes in the
structure) of culturaL transmission, Bernstein integrates the various

ideas of Durkheim Marx, and Mead. Durkheimais most central ‘to :ﬁw

E 'typologfjin that he discusses the connections between symbolic orders

3

. social relationships, and the structuring of experience. .8 ‘His focus
‘ is on the- differences between societies having a mechanical solidarity
w1th implicit and condensed symbolic structures and those havi-g organic B

solidarity with explicit :and differentiating symbolic strurture; He‘.
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does not, howevef%jexplain how one changes'symhollc svstems' Mead

proves useful in. offering a dlscuss1on of. the>1nteract10ns ‘between

g

social role and speech but does not adequatelv expliln changeLg/ HIS

1 o

emphasis is on the ‘shaping of experience through the acquisrtion and

z

. . - ) o
developmed?ﬁdf the social self. Maf&{ on the other han%,'discusses
both the institutionalization and change of symbollc structures

]

Bernstein noteB that Marx's focus on power ‘rela cionships and control

over'symbolic‘strUCEures-points oue/fhat
it .is not only capital in the strict economic sense,
which is subject. to appropriation but ‘also.cultural
capital in the form of the svmbolic systems through
which man can extend and change the boundaries of‘h1s “
4§experience 10 y

Not all sdciologisgs have tahen fof graﬁted knowledge as de-
fined;fwcf‘Wright Mills, for exaeple,;sees the necessity of trans-
forming shared meanings_into.objects\of'enquiry.lit his writings‘allow‘

. : {-
one to‘see the processﬁs\by which a meaning becomes shared bv.the sccial

~

wg??up and, perhaps more importantlv, which groups lezltlnated shared

R - ’ »
mmanings for societv More recentlv, Michael F. D. \oung, a colleazue

@

of Bernstein, emphasizes the adoption of a soc1olbex of knouledne

approach to the curriculum with,the expr?ss purpose of giving sociology

L v U
of education a new'direction. : One can evaluate this new direction

A i ' - LH

-.as one which the discipline would have taken upon its rounding had it

follové; the classical trabltion of sociologv of knowledge wh1ch

/

vstudied the relationship between social structure and consciousness.

lBernstein s tvpologv is an’ integral part of this movement to open»

1
3 )
.

educational knowledge to. empirical investigation.13 T

4
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Delimitations of the Studv

RS

i , .
The educational setting which was chosen for emplrlca] applica—

“tion of the typology 1s relatlvely new. ThisNindependenu school enter-

ing, inro.its tenth year of operat&oﬂ/g; yet has no graduares~to the
tertiary levels of educatZgh. -'A new level or grade is-added each vear,

such that the first gradu¥ting class will. be in 1976. It was, there-

fore, premature to analyze this school in terms of. that part of the

typology which deals with the socio-political Societv—atflarge.

- -

In addition to its‘newnesé, the school is atvpical iq other

respects as will be documented in Chapter IV. As an independent. school
: - -t '
it offers an alternative to public school education. . Its findependence,

. \ . A . ,
however, results in a tuition fee which, althoygh not exorbitant, may

limit its membership to children frém higher socioeconomic homes. The

financial structure also serves to keep teacher salaries low and to -

y

_pléce.the principal in a multi-faceted role. Principals and teachers

- educatioh of their children. - The phiiosophy<of the 1ol, in fact,

‘are more llkely to be more heterogeneous in tralning and- background in—

terests than those in the public schnol system.f Mpreover, at this °~

school, the parents are expected to take the most Stgive role in the

maintains that education is the naturel’right of th savents.

o The study operated within a limited scope. It was hoped that
. . » , | o -
its restriction to an analvsis of "the three mecsaze svstems - curriculum,

s

pedagogv, and evaluation -~ ‘would provide .some firm empirical evidence
~,) .

for thls scarcely researched area which Bernstein maintains should be -

of-major~concernt_ The studv treated curriculum pedagogy, and- evalu—'“

NERN . : . s

&

ation as sogially conéiituted categories which:were-open to sociological

4 : 3

%\ﬂ\s 'nﬂ." ‘ .



. Eg :
investigation. Bernstein notes substantive differences o6f the codes

?

in a'cross—culturalanalvys’i"s.14 .He‘suggests that strength of classifi-
Ty

cation and framing is greatest in Europe and weakest infthe United

States. The.relationship b tween curricula for varied ability groups
. . ’ 4 . .

is seen as a function of the British class svstem while the American

- egalitarian system has greater options avallable to students.

Methodology

\,&Y, .

The major”methods'of gathering information on the three mes-
sage systems wefe observation and interview.

. Curriculum was examined usiné the school timetable which shows
subjects taught and the time allotted to the ins‘ruction o%~eath of
these. A content analysis of theesubjects was done by obsetving what
books.and.resou;ce materials were used.

Similarly, classroom observation was .used to gather information

~on pedagogy; What was actually taught ‘n the'claasroom was compared.
. andlcqntrasted to the labelling‘of thk . s hool . tinetable The otinci;
: pal was formally interviewed and disc. ssions were held with teachers
~and some parents to learn about training,.interests, and-ideologiesi
of‘edueation Obse- ving the classroom dvnamics served to- evaluate the -
deeree of congruence, between teaching oractiees and the basic philo—
sophv of the school | ' -

Cﬁﬁ' Evaluation was likewiee determined'thfough elasstoom obserVa—‘
tion and‘analysis of hOmework assignwents and tests. ’ConvereatiOns

with both teachers and principal also covered this area of evaluation

and promotion. o ' o i - 7



Summary . . L ' s
This chapter has introduced. Bernstein s typology of educational
knowledge codes.as an 1nt§gral part of & phenomenological sociology of

knowledge approach to the social basis of.knowledge_transmitted in -

schools.‘ : . S
9

. Chapter II - 111 outline the tvpologv eXplaining\its concepts
and its phenomenological naﬁ?re. Chapter ITT will explain the develop-
ment of erfistein's sociolln&uistic\the;ls and its linkage to the
vtypologv of knowledge codes It will also ‘show how his%approach incor=
.porates the studv of language and curriculum into a more rigorous ap-
proach for soc1ologv of education. Chapter IV will detail the empirical
applicatlon of the tvpology to a specific educational setting with its-
focus on the three message systems - curriculum pedagogv, -and evalua-
' tlon. Finally, Chapter v will summarize the . applftability of)the Bern-

stein tvpologv as well as 1its value and limitations for the study of

the organization of educational knowledge.

) .
» i ~
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FOOTNOTES
o lIoan Dayies, "The Management of Knowledge: A Critique of
the Use of Typologies in the Sociology of Education," in Knowledge
and Control: New/Directions for the Sociology of Educat on, ed. by

. Mfchael F. D. Young (London: Collier-Macmillan Publishers, 1971), .

p. 278. . -
A : - ok

_ZMichael F. D. Young, Knowledge and’Contﬁpl, p. 27 notes that

most of Mannheim's writings have: been on the borddr of sociologv and

epistemology such that substantial empirical evidénce has been shunned.

?Lloyd Allen Cook, "Educational sociology," Encyclopedia of .
Educational'ResearcH, ed. by Walter S. Non;gé. Revised Edition (New

4 o . .
_ One must acknowledge, (of course, the Marxist sociologists' "
awareness of this fact for yearss, ' : ' -

SBasil Bernstein, Class, Codes and Control: Volume 1 Theore-
tical Studies Toward a Soclology of Language (London: Paladin Edition,
1973). o ' l : I .

6 o
~Ibid., p. 196.

oo : o ‘ -
7Claude Levi-Strauss, The Savage Mind (Chicago: University of
Chicago Press, 1966); L. s. Vvgotsky, Thought and Language, ed. and
trans. by Eugenia Hanfmann and Gertrude Vakar (Ca bridge, Massachu-
setts: M.I.T. Press, 1962); W. H. 0. Schmidt, Chiild Development: The
Human, Cultural, and Educational Context (New York: Harper & Row
Publishgrs,/1973). —J

8Basil Bernstein, Class, Codes and. Control, p. 194,
. » . .

,9Bernsteih feels that;although Mead‘réCOgn{ggsnphg role of
speech in forming a“social gelf through the development of an "I". and
"me", he only implicitly points out the conditions bringing about such
a change. ' See John W. Petras, "George Herbert Mead's Theory of Seif:
A Study in the Origin and convergence of Ideas," Canadian Review of -~
Sociology and‘Anthropology, X, No. 2-(1973), 148-59. ' ’

A
EI hd ¢

’-1QBasillBernétein, Class,. Codes and Control, p. 196. "

S llC.,Wright Mills, "Language, Logic and Culture," in Power,
Politics and People; The Collected Papers of C. Wright Mills, ed. by .
I. Horowitz (New York: ' Oxfard University Press, 1963), pp. 423-38.
Also see C. Wright Mills, -Sociplogy and Pragmatism: -The Higher Learn-
ing in America, ed. with intro. by Irving Louis Horowitz (New York:
Oxford University Press, 1966). ‘ , g :
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FOOTNOTES (continued) -

lZMichael F. D. Young, "An Approach to the Study ef Curricula-

as Socially Organized Knowlédge," 1in Knowledge ar . Control, pp. 19-46.
. ) ’ »~ .

) 13This approaqp to educational knowledge ;= apparently becoming
the dominant paradigm in British socilology of education. In Kuhn's
terms, it is providing the "map" as well as the "directions essential
- for map-making". See Thomas S. Kuhn, The Structure of Scientific Revo-
lutions (Chicago: tniversity of Chicago Press, 1962y, p. 108.

;ABasil Bernstein, Class, Codes. and Control, pp. 233-35. These
‘substantive differences, however, may be seen as an oversimplification
of reality. The present study analyzes the typology in a Canadian set-
ting. Aside from reasons of economic feasibility, this setting was
‘chosen to demonstrate»Canadian education codes may be quite diﬁgerent
from either English or American education codes.
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. damental features of educators' worlds which are taken for granted

-bbjects of enquiry". Young goes' on to say that,

CHAPTER 11

-

THE BERNSTEIN TYPOLOGY OF EDUCAT.I'ONAL_
‘ KNOWLEDGE CODES

Introductidn :
= 3 , N
This qhapter consists of two major discussions. The first is
a brief and general discussion of the problenatlc nature of educational
knowledge in societv. The second is the specific development of Bern-

stein's t&pologp of educational knowledge codes which was formulated

to handle this central problen of sociologv of ‘education.

' Educational Knowledge

in Society
Michaeluﬁoung has expressed the hope that’ sociologists wiil
begin to "make" rather than take ‘edncationel problems. Bv widening
their scope to include the organization'and.processing ot knowiedge as:

v

well as people 4in the educational svsten, soclologists make 'certain fun-

the .task of sociological enquirv [is] to treat [the
dominant leqitimizing] categories not. as absolutes but
as constructed realities realized in particular in-
stitutional contexts.

Once sociologists beg n to studv what is selected. organized;‘andsesf
sessed as knowledge in Vi dutational svslems they can then begin to foens.
on the centtaliproblem of social control. To analvie the socidi con4
trol which one has in a situation only in. ‘terms of position held (within

that situation) results in an 1ncomplete perspective of control.. Ac-

cording to Dawe,

~



to control a situation is to impose meaning dpon

it by acting upon it . . . to control a situation is to’
impose one's definition upon other- actors in that situ-
ation. 3 :

In thls sense, educational knowledge would be regarded ‘as an imposed
def1n1t10n of reality. It"is the set of meanings which those wholhave
power over the dlssemlnation process choose to make available to other
members of soc1ety It is not so much the position but ». the relation
of that position to the dissemination process of educational knowledge
which determlnes control |

If this 1s the case, knowledge is relative to a person's sgcio-
cult&ral position in societv. Those who are 1in control. of its.dfﬁtri—
-bution determine what knowledge is valid who will receive it, how
and when. They, in fact, determine what other s sociocultural position
.shall be.: When one. employs this frame of analvsis it is clear what
.Bernstein means when he states that "educational knowledge is a majord)
regulator of the structure of experienced.a iPeoplevtend to act on the
basis of information made available to them: when‘there is‘avdifferen—v

‘ Lo

tial accessibility to information it follows that actions will be
simil diverse -

Bernstein S Typology of Educational
Knowledge Codes

By presenting a tvpologv of educational knowledge codes Bern-
stein attempts to analyze the social basis of, knowledge made availablev
in schools. This typology delineates the interrelationships between,
symbolic orders, the shaping of experience, and social organization.

- that is, it attempts to show how knowledge is relative to one' 5 time and

t

11



space in society. % B ; g
o . »‘ . n
The general featud&s of the.typology are consiructed in. terms

of the English, Eurcpean,'and American systems of education as analyzed
by Bernstein.s‘(See Figure‘l) Concerned primarilv wlth change - specifi—
cally, the’ change in the definltion of educational knowledge - the
‘typology has»its theoretical foundations in the words of George Herbert
Mead, Karl Mafx; and FEmile D-urkheim.6 .Durkheim's ?ajof interest is

the relationsnip'between categories in the SVmbolic‘order and the struc-
turing of experlence: the interaction of individual nlnds and society,
.the influence of tne soclocultucal‘environmenc,on individual thought.
;Mead offers an explanation of how the indlvidual interacts with the en-
,_vqunment to‘deuelop mind and how, through the vauisition of language
and reflexiveness he develops a soclal self Marx suggests that economic
factdrs are.the basis of mental activitv. The ma:erlal and cultufal
icqnditions dfreeciecy.are interrelated to the extent‘chac the class

which 1is in'contfolvof the_material production of societv alec has con-
: trol over mental pfoduction. ?ower celationshipsvas thev are emBodied“'

in the classg structure are the mqin dete inants of/;vmbollc svstems

The M ‘d—Marx Durkheim matrix is not' an. original combination in

Bernsteiln's vpology alone.‘ For'examéle, Berger and Luckmann‘use the -

N

Mead—Marx~kchut2 matrix‘within tnelr‘phenomenclogical eociology of
knowledge,and Apple extends this matfix to include Durkheim.zv lhere—
fore, it would seem that Bernstein's aporoach neceasarily entails the
inclusion of Mead's pragnatism and fits influence “on sociologv of hnow—
lledge as well as Marx' s_theory‘of‘phe economic determlnism of conscious—

ness. Moreover, Durkhei;T;\glscussion of classifica;ion of categories

&
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~ CODE ( TYPE VARIETY

Ly pure _____,____5 " England

—

L - ‘(not Scotland)
spec1allzed<:;\\\\\\\g . . \

impure

‘subject—bésed-;~——9 European
non-specialized

’$" , course-based ————3 U.S.A, | . g
de-classification : o S g
! , : teacher-based o
| ,
{ :
Integrated

within a subject

\3teachers;based

across subjects

Figure 1
The Bernstein Tvpology of Knowledge Codes

Basil Bernstéin,'Class; Codes and Control, p. 238
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which are produced\py each group's different cognition of soclety is
similarly.integral to the thesis.
The typology articnlates edncational knowledge throdgh three

message svstems —~curricu1um, pedagogv, and evaluation - which Bern-
"stein feels ,are the major processes by which knowledge is selected,
organlzed, and assessed withinh the school system.

| C"rrlculum is def1ned as valid knowledge " valid in the sense | | "
that the knowledge is both planned by and g1ven under the guidance of
the agents of the schoo:? Curriculum refers to those‘principles by
which.knowledge is selected (such as;ito cultivate.the "educated man'') ‘ v f
“and relatlonships.between subjects are‘deternlned.. Curriculum, invthe ,
Alberta educational svstem, would refer to the presented knowledge as. it éﬁ
is packaged by the Department of Education the school and/or the in- Aﬁgi

dividual teacher.8 The status and signlficance of various educational

“
contents depends upon the time allotted for their studv as well as Qgﬁgf

compulsorv or Opt1ona1 nature. Currlculum artlculated 1n th
.svliabus 1s observed readilv in the classroom learning expg%};

'One-often finds a discrepancv between words and’deedS' observ?‘ﬁ oY -

> ¥

riculum as presented in the pedagogical process. tests ‘the coneruence
. I ‘
between intended or stated action and actual behavior

Pedagogv refers to the valid transmission of this educationall
'knowledge given within the boundaries of the teaching learning procass.

G
As knowledge tends to be transmitted in accordance with the teacher's
interpretation of the curriculum, the question of validityv must rest

with the classroom teacher. Pedagogv is the prac&gzz of education,

Vthe systematized 1nstruction which includes prlnciples of teach1n@ and



social-control. The emphasis_is on the.context rather than the con-
.tent of the process, on how, rather‘than what, knowledge is given.
Therefore; pedagogy would appear to'be the most important“message‘system
in terms of social control. Here the decision'is made as to how know-
ledge shall he transmitted.

/ Evaluation, which is the .valid realization of knowledge op
the part of the pupil focuses on’ both content and context- of edlcational
knowledge. Hence, the quantity and quality of the pupil's education is
carefully appraised by‘those in control of the dissemination of educa-.
tional knowledge Furthermore, it 1s suggested that if what counts as
valid knowledge is relative_to the person:who is in control.ofythe peda—
gdgical proceaa rather than.being a direc: function of the curriculum,
thenhthe‘cateeory of “pass";is relative_to whomeyer.is‘in control of
evaluation. .Bernstein does-not acknowledge that categories of eValua—
tion may be'as much a matter of chance as they are of merit.
| The interrelationShips of these three message systemé are based
on two.forms of transmission.which Bernstein calls classification and
iframing Classification refers to the relationship between the contents
‘iﬁ the curriculum rather than to the contents themselves In other
words, c13531f1cation nould refer to whether the contents are organized

K o

around discrete subJects (history, geography, economics) or cut across

Sa

.0 :
subjects in an attempt tdaiocus on problems of 1iving (the "new" social

studies curriculum) The degree of boundary maintenance or the distinc—
tion of one content from another is called "the critical distinguishing

feature of the division of labour of educational knowledge".g Framing .
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is used to designate "the degree of control teacher and pupil possess over
-the selection, organization, and pacing of knowledge transmitted and re—
.ceived in the pedagogical relationship" 10 Framing is also used. to distinii
guish educational knowledge from everyday common knowledge the knowledge:‘
which is and is not considered legitimate clas<rogm knowledge One can)‘

well appreciate what this means but how such an end is achieved that is,

-
3

how one prevents a teacher from introducing 'outside".knowledge into the
lesson, is beyond comprehenSion. The authority relationship between ‘teacher ..
Ad‘pjpil is such that any tangential remargs on the part of the’ student

.can be controlled but the same can most certainlv not be said for those made

byrthe teacher. Perhaps the only way one can ‘control the dissemination pro—
-cess’ is with the use of teaching machines |

| Although classification and framing are both related to the Concept

: of boundarv strength Bernstein stresses that thev are independent of one Q'
another Within the same educational context one mav be strong while the -
v other is relatively weak." For example it may be that history is taught\;ﬂ
»as a discrete subject with a strong boundarv drawn between it and economics

" or geograph K However teachers and pupils- may decide together how they
graphy. p g

7/

.. . : N
will study history, what topics they will discuss, whether there will be

o films,vor‘preSentations, and:so on: in other words framing is weakened

)

.Classifi tion and framing are seen to affect not onlv the form of the know—
lédge'tralsmitted but. also the authority and power structure which control
the dissemination of educational knowledge ' Bernstein states:

How a soclety selects, classifies, distributes transmits

and evaluates the educational knowledge it considers to be
(_ - public, reflects both the distribution of power and the prin-
- ciples of social control, 1. )
From these basic concepts-Bernstein constructs two ideal types

oy
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- of educational knowledge codes which he calls collection and integrated.

Basically, collection codes exhibit both str%ng classification and

z

framing (althcough there can be sub—types‘witf variations 4in both) = - ]

w%ereas integrated codes have weakened classifidcation and various

strengths of framing. Bernstein ties these directly to the Durkheimian

5’

%{%btion of social 1ntegration The division of labour brings with' it
-an increased dlfferentiation of knowledge such that indlviduals relate
through their differences: . people think less. and less alike 'Bérn-

stein analyses the collection code as representative of a segmental

4

society where social roles are a531gned and social conduct is regulated
by a shared belief system., The societv'is highlv stratified with Strong
hierarchlcal roles, groups;.and subjects’ The integrated code, on the
other hand,‘is representative of a differentiated societv where roles

“are achieyed and private individual beliefs’result in tension ‘and con%
flict. In such- a society, social integration is based on the inter-
_dependence of the different social roles rather than on subordination to. .

o L

:}a common belief system Inasmuch as Bernstein's sociolinguistic codes
; s

';'r}

(rg§ .icted and elaborated) took their- starting point in Durkheim' s two
solidarlty one should be able to understand his application of

’Durk ?im to the typology of knowledge codes. 12 -At the theoretical 1evel

however the discussion is obscure. One can only hope that the empirical

application w1ll help clarify the linkage
Bernstein discusses two types of collection code, specialized

/" and non- specialized which differ ‘according- to the number of . closed
E contents in whlch a student is’ fbrmally examined at the completion of -
\

‘secondary level studies. Within the specialized type qffcollection_code

>
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are pure and” impure varieties depending on whether or not the contents

- are drawn from a.common nniverse of knowledgéT’ The pure variety would .
be represented by a collection such as physics, chemistnv, and"mathe—b

matics while French,'economics, and religion would be classified as im-

pure. Fidally, within the non-specialized type of collection code

knbwledggfme"' 5ject or. course based. For example, history‘
taught as a‘dijpkete subject or -as orie aspect of a course in socia

studies; readlng can be taught as a discrete sub1ect or as part of a

S

language-arts ptogramme, and so on. Again one must note the fact that
a subJect is listed as a discrete unit on the currlcu’ut is no guaran-

tee that it will be taught as, such. _ - ‘ '

’

Intqgrated codes, which Bernstein places at :the level of theery;
§111 belinstituted by the subbrdination;of all?distinet subjects to
some relatﬁonal idea. Thrs coee can he_either teacher or teachers
based: that is, fhe ;ubject(a) can be taught by one‘or nany teacherst

In the -latter category, - this can be elther w1th1n a’Guhwect or across

-

many sub1ects. The code strength wlll then depend on factdrs'such as

the range of sub]ects co—grginated the nunber o‘”teachers co—orur ated,
: —_.
.and the strength of frames zmeaning tM& degree of control teacner and
. \
students have over. the dissemination'process). Therefore difrerences
st
'_ between codes will focis on the strenzth and nature o‘ classification

- and framrng "‘ ) T

Bernstein feels that under a. collectlon code few pupils 1earn
L&

how to use their knowledge as a tool a bodv of facts is collected

//, without the accompanving skill of using these facts. _Rather than

achieving creativity and selffdi covery the pupils reach a state of

ke



knonledge.‘ Pupils-learn standard procedures and Operations that one
must carry out in a specific context- rather than the creative potential
®of exploring these various principles such that,

~ for the many, socializ tién into knowledge is soc1aliza
tion into order, the e sting order, into the. experience.
that the world's: educational knowledge is impermeable.13

" In Bernstein s analy31s ajshigk\to the 1ntegrated code of kn%;ledge

' may heif)prov1de this creativitv and desire to. explore the connections -
' [ c/\/ . 3 .

’ between various .arears of learning which mav in turn lead to a fuller

o

understandlng of the sources and uses of knowledge. The emphasis again

.'appears to be on the pedagogical relationship, how rather ‘than what

knowledge is transmitted.
P Bernstein analyzes the d1rection of change in code in a Durk-
" ’ )

heimian sense' The movement‘is from the covert. structure«of mechanteﬁl
solidarity to the overt Structure or organic solidariﬁy. from a closed
collection code of 1mp11cit and shared symbols to an open integrated
code* with increased differentiation between members. 14 The division of -
labour-within education serves to hold societv together bvgprom ing
1nterdependence and strengthenlng bonds One might%well questizg the
covert/overt dichotomy of the two types of social integration as(igll as
the bonding quality of the 1ncreased differentiation or subject frag-
mentation.

| Bernstein has thus defined classiflcation and framing not only
in terms of the insulation between ‘the contents of educational knowledge
l,'h but also in terms of poner and. social control. ) He attributes the at-

: Q;empt to recognize and change the social nature of knowledge to a

~
I
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technological source - the'increased differentiation of knowledge; the
14

. A | ‘ :
changing concept of skill, and the personal and very human problem of

N

trying to make sense of a rapidly changing symbolic system within tech-

nocratic society. Bernstein believes that the major objection to a-

- o, -

g

change in edUcational knowledge'codes will be a fear of the resultant
.changes in the structure of authoritv and social control. He discusses
present subject loyalties and specific identities of the academic com-

.munity which serve to create alsacred aspect .to knOwledge and the con-

L]

cept of knowledge as private property which serves as its profane aspect.

Musgrove also addresses himself to this idea:

‘Subjects are not only 1tellectual s&stems, thev are
social 'systems: they ¢confer not onlv a sense of
identify on their members, they confer authority and
they confer power.15

As an example, one notes that sociologists, psvchologists' chemists,"

tand biologists each have a recognized body of knowledge which each

group considers its own, which binds the members together into a. soc1al
o /\

system with a particular social status that dist1ngu1shes them f{rom each
other as well as from society-at—large, .

A move from such purity of categories to diversity would cause

~
’

a mixing of educational andvevervdav values. Bernstein does not suggtstg

that these values could be mixed in a collection code although his

stand ‘on this point is not clearlv substantiated . Subjects in the cur-

riculum would be subordinated to some relational and fhtegnatlnz idea

r -sulting in heterogeneous‘teaching_groups (that is, varied in size
and.composition). Eeachers of fferent subject orientations will
relate to one another .1n both social and task relationships. ‘Changes

b . .
n -
. M
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4 In what eounts as ﬁfving kn@wledge and ithhe procees of knowledge
transmission'and agnuisition will necessarily result in dierubtions in
educational identities, the authority structure, and the pronerty no%
tion of knowledge. |

. Befnstein further states that changes in knowledge cpde wiil'

. cause changes in the orga:ization ekanowledge (cutriculum, pedagogy,
and evaluation) as well as in the.preducté‘ef the socialiaﬁtion process.
He hypothesizes thatwindividuals who learn invthe integrated.code_wfll'
recegnize ana confront‘ene‘another bn'the basis of persenal abilities
rather than on the basis of stich fixed qualltles as-1;0., age, and sex.
In>addition teachlng groups will become more flexihle,_when the sub—
Ze~ct no longer dominates the peda égical relationship a”teachet ceases.

to be a spec1allst;16 This will entail‘a‘change in the teacher s point

.

of 'reference: it is possible he mav become a specfalist in human re-

latigns, for example. ' ) ‘ ’ °
[ ’ »

NS

]
!

The mevementttdward the integrated cdde will be problematit. y
Bernstein sees the first hurdle as:teaching consensuslen an:exnlicit
relational idea. | | |

Integrated codes at the’ surface level create weak or

blurred boundaries, but-at the bottom they may rest upon

closed, explicit 1deologies 17
Further tq‘this, there willjbe problems of resocializing teachets intp
the integrated code to coordinate their behaviors in tetms'of the in-
tegtatiné ideology. Such teachers will haﬁe to be‘willing and ahle‘tov
'funCtion in conditions of ambiguitvaithin'the schoelbenvironment as

_the predictive behaviors and outcomes ef the'collection-code will no

s
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longer be with them. Finaﬂly, the question of .evaluation will be
problematic under a system where inner attributes of both teachers and
ta” ht become readily visible. Bernstein does not consider the .present

. I'd
situation whereby the student is evaluated on effort and conduct as well

n

as performance as an evaluatlon of inner attribhtes

¢

Bernstein suggests that the openness of the integr 5 d code of

. knowledge will allow pupils to greate their own roles: structure will

be lost, boundaries will bevblurred,'and pupil autonomy will be stated

(™

and stressed. . The” extreme individualization will thus be anomic. The
. =
increased personallzation is hypothe51zed to result in stronger age-
group identity to the extent that the adolescent segment will isolate
. £
itself from the rest of society. Whatever the outcome, Bernstein feels

that it is the duty of sociologv to explore changes in social integra-

tionfﬁn order to examine ‘the central concept of the discipline - social

18 : ,
control. A, ,
o N 01 . ‘ ,
r N . . & 4
’ Summarz o "‘ ’

"

_ This chapter prbvided a general discussion of -the problematic

t

nature of educational knowledge focussing specifically on the problem

“of knowledge and sodial control.

The dfscussion of the Bernstein tvpolog; of educational‘know—

ledge codes serves to scribe and interpret”the typology'which will

. provide the referential framewor' for this study. The difficultv in';

operationali@ation some. of the:c Ycepts hascbeen pointed out with

s

special reference to the linkage with Durkheim s theorv ot social 1n-:

"tegration. T *t '\

7
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FOOTNOTES

]“ichael F. D. Young, Knowledge and Control, p. 2.

Ibid., p. 3.

‘ Alan Dawe, "The Two Sociologies," British:Journal of Sociology,
XXI, No. 2 (1970), 213. The word "control" is used in the Marxist
sense of a set of ideas or meanings and is related to power relation-

- ships. Dawe's position is very .similar to that of Durkheim and Sumner
who see the cultural superstructure as deterministic and coercive. .See
Emile Durkheim, The Division of Labor in Societv, trans. by George
Simpson (New York: Free Press, 1964): William Graham Sumner, Folkways:
A Studv of the Sociological Importance of Usages, Manners Customs,

b"Iores, and Morals (Boston:” Ginn and Companv, 1940).

. .
asil Bernstein, Class, Codes and Control, p. 228. .o
The substantive differences in educat1ona1 knowledge/zodis of
these three countries tend to givé an oversimplif1ed view of reality.
- (see supra, n. 14, p 9).

6B351l Bernstein, Class, Codes and Control pp. 194-96. A
51m11ar discussion of master symbols and institutional arrangements is
presented in Hans Gerth and C. Wr1ght Mills, Character.and Social Struc-

ture: The Psvchology of Social Institutions (London: Routledge &
Kegan Paul, 1954), pp 274 305.

~

See Peter L. Berger and Thomas Luckmann The Social Construction

of Reality (Garden City, New York: Doubleday & Company, 1966); Michael
Vhitman Apple, ' Relevance and Curriculum: A Study in Phenomenological
Sociology of Knowledge" (unpubiished Ed. D dissertation,. Columbia Uni-

versity, 1970). Apple also includes Mills , Sapir, Whorf, and Bernstein
in hls dlscussion '
&

As a rule, curriculum is determined bv the. Department of quca-

tion. The independent school which was chosen . or this studv frames its.
own curriculum '

9Basil.Bernstein, Class, Codes and Control, p. 231.

014,44,
Yipig.) p. 227,
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FOOTNOTES (continued) - \
12Ibid., P- 259. Bernstein has shown an interest in Durk-
heimian sociology in his early papers on sociolinguistics. However, the
notion of social integtration was first introduced in Basil Bernstein,
H. L. Elvin, and R. S. Peters, "Ritual in Education,” in School and
" Society: A Sociological ‘Reader, prepared bv . the School and Society
Course Team (London: Routledge & Kegan Paul in association with the
Open University Press, 1971). This was extended in Basil Bernstein,
"Open Schools, Open Soclety?" New Societv, September 14, 1967, PP.
351-53. Here a shift from mechanical solidaritv to organic solidaritv
in education was first suggested. The discussion of this idea has. not
been fully clarified in the typologv of knowledge codes.

R )

H

3Basil Befﬂstein, Class, Codes and.Cdntrol,'p. 241,

4 ) - ' ' g
Basil Bernsteigi-'Open Schools, Open Society?" Here Bern-
stein seefﬁfhe schools refllecting societv with the movement toward di-
versity. “@ : . ' ' ' B

Fréﬁ%LHﬂs rove, "Power and the Integrated Curriculum;"
Journal of Curricul Studies, V, Ne. 2 (1973), pp. 3-12.

wn
(A8

6Bésil Berhstein; “Oﬁen.Schools, Open Societv?" p. 3

o) l713:11511 Bernstein, ‘Glass, Codes and Control, p. .251.
. . : ) ) N . . * )
- l8Bas11 Bernstein, "Open Scheols, Open Society?" p. 353.



CHAPTER IIT o o

BERNSTEIV MOVEMENT TOWARDS A
"NEW" SOCIOLOGY OF EDUCATIOXN

Introduction

This chaptet attempts to demonstrate how‘éernstein s tvpologv
is an integration of three prev1ousiv separate areas of sociological
concern into a new perspective for the'sociologv of education. The
first'section offers a - discussion of sociolingnistics’with.its scope re-

: : - s

_stricted to the genesis of Bernstein's own thesis This is followed by
a discussion of the role sociologv could plav in turriculum dev<]opment
The final section of the chapter -attempts to show.how an integrative

approach, such as Bernstein offers with its focus on language, could

help end the distinctlon between sociologv of, education and sociologv_g’

) .
'l

of knowledge This could, in turn, create a more rigorous_analysis and"

understanding of education in-societv.

Sobiolingoistics

Sociolinguisticsa(or, thevsocioiogy“of language)»has recentlyv:f
experienced'a‘rebirth of interest among sociologists in various parts of’
the world. It is a relatively new interdisciplinary field which bor—'
_Tows extensivelv from linguistics, philosophy, psychologv and_anthropo—
logy. Sotiologists, howeVer, aim to study Ianguage "in tetms_of its
»,social and'societal relationships implications, functions, and et—
fects;"iz The study of language 1s a well established but certainly not

a universal tradition in sociology. Most North American sociologists,

for example; showed no deep interest in this area prior to the 1ast two

25
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_decades. Tt was only in 1971 that the American Sociological Associa-
{ v '

L ]
«

tion established an interest group in’ the sociology of language to in-
-vestigate 1an§uage and the social construction of,personal relevance.

~Such a lack of concern ifzgifficult to

notes, as does Fishman, that language functions as more than the means

of communication.

Language itself 1s content, a referent for loyalties and
animosities, an indicator of sociai stat ses and personal
relationships, a marker of situatir d toplcs as well’

as the societal goals and the- large scale value-laden .areas
of interaction that tvpify every speech communitv

Bain states it thus:

~In the process of learning a language a child is not
merely acquiring a store of words or an ability to under—
stand and use certain. sounds, he {is also acquiring a cer-
tain mode of cognitionj the linguistic; that forms the
social background again%t which all phenomena svmbolic and
non- symbolic, are experienCed 3

" These descriptions serve to i1llustrate how language also serves as a
. : . ’ ' v

- tool of sociéllcontrol and a reflector of social stratification. Warx
has commented on the control of svmbolic svstems by the dominant group L
in societv Hi@torical—structural conditions Qetermine~both the absorp—'

-tion and dissemiuation of‘knowledge by the ideology of the social svs—

o

tem. It is, therefore, important to realize that,

the language system and the metaphysical and sociocultural
texture and context of a society or even a group cannot be
separated. Each reflect the other: each is operationally
related to-the other eath is both cause and effect of the

other.® |

Millé' early investigatlons into language are onlv recentlv

. being given consideration by other sociologists His concern is

v \ L
1anguage_as a system. of social control. He points out that:

5



a vocabularv is not merelv a string ol words wimmanent
within it are societal textures - institut onal and

° political coordinates. Back of a v%caﬁyvAE _lie sets of
collective action.? ' e .

. :

ﬂwnguage (des-

criptive), changes in language over time (historical/com

Linguistic stndies focus on several areas’ the QB?
| . '%atiﬁe),‘and
dialect geography.' Similar to Mills, and id the Meadian tradition;. |
Bernstein is more interested in the social situation —Arelationships

' dbetneen role, time, and space. Mead saw the importance of language "in

N

its»function as a differentiating element in ‘the phylogenetic continuum
“not in its function as a medium or communication",6 Bernsteinls fﬁi
clusion of Mead in his theory is more’relevant in the typology of- know-
ledge codes thanrin the sociolinguistic thesis itself. Mead notesithe &
_central importance of %anguage in the development’of the social self and
in the control the generalized other" has over the individual 7
Bernstein agrees that social roles are learned through communi;
cation; he further notes that soc1alkclass promotes a communication ‘
'code.s The manner of speaking is dependent upon thejaccess'a person has
to the rules of langdage.: This access,iin_turn; is determined‘hy the
socialvcontrol setting ofrthe family and,eddcational systems. .vThe
analysis of the acquisition of langﬂage in terms of soctal class has};
great potential in the understanding of the socialization process
[Bernstein s] general sociolinguistic thesis attempts to
explare how symbolic systems are. both _realizations and regu-
lators of the structure of social relationships. The par-

ticular symbolic system 1s that of speech NOT language. 9

To discuss the influence which symbolic systems have upon social re-

';-’
5

lationships Bernstein draws from th@ work of von Humboldt, Cassirer
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~Sapir, and Whorf who discuss the inter—relatioﬁship of 'language, cul-
’ - 10 - Lo ' o -
ture, and personality. Von Humboldt sees -language as necessary for

~‘humanity not only in communication but in the creation of a philosophicél

Hdoéfrine)for the'culture Cassire; notes the 1mportance of 1anguage fof
 1‘f§§cation fo; removing the opposition betueen indiv1dual and
uniVerse, In<3he Sapir- Whorf hypothesis, the structure of 1anguage is

: £
seen to 1nf1uence perception of the universe In terms of their thesis
- of linguistic relativity aﬁd linguispic determinism, people speaking

‘:différentrlangugﬁes live in different worlds of reality. Language

_gujdes'socigi realitv bv either facilitatiﬁg or providing a barrier to

S
I v

“the transmisgion of ideas and pattern§ of behavior.11 Levi;Strauss has
}simil lv éommented upon the function of primitlve totemic classifica-
tions in the management ofrknowledge. The prinltl»e organizes tim e and o

e o b 12
space such that nothing in man or nature remains alien to him. The
feiafionship betweeﬁ lanéd&ée aﬁd cuipﬁralrperceétibné_thét have been‘
discussed oﬁ anvihpgrfsoé{etal'basis provide fhe framework for Bgrn—
-stein's 1ntra;sociétai~apaljsis;

The distinction bethen thé‘symboiic SQStgms ofvlanguagexand 

’ spéech is roo?ed in fhé workfof.de Saussuré: language is essential and

social while speech 1is agtidental and individual.13 This distincticn is

also found in the writings of Whorf, Vygotsky, and Merleau-Ponty/
With,Merleau—Ponty, there is a distinction betweén speebh as an¢ bjéétg?
(empirical speech) and speech as mine (authentic speech). ‘Bernstein

focuses on_gmpjfjcal'speech for he feels that it is here that innovations

Ty, .

..in language-occur. ‘He-cbﬁbinES'the Durkhéimian'notion of the social
. - s R - .




. .significance of language for thevstructuring of social relationships

-

w1th Mead's concept of how the shaping of experience occurs through the
-uge of symbols He.then uses Marx s ana1v31s of control over‘and change
in symbolic structures,. 15 Bernstein believes that the fashions of )
_speaking, which he calls codes, -are functions-of,ﬁﬁe fornﬁsocial rela-‘
tionships take.

) . v X

Bernstein notes ‘that within a common. language there may be dif-

ferent . forms of_speaking and‘different perceptions of,reality. His

emphasis is on -the svstem of social relations from which two ideal: tvpes

of code (elaborated and restricted) are developed is based upon  the

observation thgt
historically, and now, onlvwa tiny percentage of the
population has been socialized into knowledge at the
level of the meta-languages of control and innovation,
whereas the mass of the poputation has been socialized 16
into knowledge at the 1eve1 of context-tied operations.

The social structure determines the 1inguistic form used which, in
turn, affects behavior and, ultimately, cultuye This,is‘wery similar
to Vygotsky who notes that in order

to understand another's speech it is not, sufficient to.
understand his words - we must understand? *hisg- thought.

But even that is not enough - we must also know its moti-
vation. No psychological analysis of an utterance is com--
plete until that plane is reached :

There is ‘an attempt on Bernstein s part to understand social: integration

and social control by linking the language codes to the Durkheimian

':"-,

-framework of mechanical and organic solidarity. The. structure of
family organization is seen to determine modes of cognitive expression.

- Cognitive devglopment which has an influence on the perception of

one's social milien, is then seen to determine eduCébility. By linking

29



language, roles, and 'socialization Bernstein attempts to outline how

social structure‘generates linguistic form 'transmits culture, and':
S constrains'behavior. Furthermore, the belief that class structure ;

limits access to the elaborated code leads Bernstein to investigate

the- consequences of the institutjonalization of this code by‘the educa-

tion system. : ‘ 2

~-Sociology of durriculum
Although there is not, a total absence ot sociological research

into the curriculum;.nést'studies concentrate on changes in structurej

rather than content.1 ‘ Critics. of education continue to point to the
/J/\ﬁ>eed to make school more meaningful for students and vet the resultant
thanges rarely touch upon the content and form of the knowledee whieh
is transmitted in the schooling process. Y The crux of thls issue is
the various interpretations of the prohlem of relevance:19 Tabafs
eoneern with the role of knowledge does not demonstrate an understandfl
ing of the selection and dissenination process_of knowledge. She-

. notes that - - ‘ o

much of the confusion -and debate about such issues as ‘the
merit of different kinds of content and what constitutes .
the fundamentals of the curriculum ensues from the fact

- that such terms as subject, ‘subject matter, disciplines,
and content are used with different meanings and without
sufficient analysis of what knowledge 1in any subject or

~ discipline consists of. This lack of analysis in turn
causes misunderstandings about the role of knowledge 1n

: learning and in curriculum. '

a

Her view tends to’ support an absolute nature of. knowledge Rather, one

must see knouledge as relative to a’ person s position in societv and

't especially note thevrelationship,of_that position‘to those who

30
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are In control of the,process of diagemination. ”g
, e ,Frank Musgrove attempts to clarify the prob]emntic nature
B
of - the role ofaknowledge in society. He notes that curriculum develop- -

ment ‘.

is not simplv a question of presenting newy KMnds of
knowledge new combinations of knowledge and pro-
'v1ding new kinds qf learning experiences; it involves'
teachers. (and pupils) in new social roles. 21

b This analysis begins to consider the social control function which
’ : . £
knowledge has withln\society. The gap between those who develop curri-

culum theory and those who are 1ts practitioners is the present concern
of Michael F. D Young and, colleagues They focus on the relationships

between social structure and curricula and, therefore, the relative
’ | S .

v
‘@{n'

nature of knowledge,’
. » 3

- Michael Young s maJor concern is that sociologists of .education

- \‘«j
- have. too long listened to educators who defined what are the areas of

soc1ological investigation . Similar to Denzin, Young'wants ‘sociologists
i .
"to adopt an intellectual perspective on education and turn the taken- {}h
. : n

foregranted elements of education into issues for sociological investi--

gatlon. Denzin suggests that sociologists must define the problems in

order to become scientists:
. @ . k
A sociologist who views ‘himself as a professional looks
for a client and his client is soclety. ' For the scientific -
.sociologist, there ig no client Pure science is a self=
'contained enterprise, i cused around intellectual problems,
mnot around preblems of. a .client.

.;'Both Young and Blum make culture problematic by analyzing the organizaﬁ
\k/f tion of knowledge and the construction of reality within various institu—'
tional contextS' Horton extends: this approach to a cultural diversity

3
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[4:-.-. “_ : l \

e e

-, mode]. Esﬂand‘focuses on the intersubjective constaﬁction of reality

’ ™

in the teacher/pupil relattonship while Keddie investigates the effects_‘
?

of teachers knowledge of pupils on pupils educational attainment.

Davies and Bourdieu investigate the relationship between modes of com-
munication and the maintenance or 1nnovation of educational\content )
Bernstein and Bourdieu discuss relationships between education and

‘ 3
thought: the 1nteract10n between svmbolism and social structure.

Curriculum development necessarily involves an integratlon of

content and context: one must analyze the so-called common values of

soclety in terms of the societv of which they are part. burkheim's,'
collective representations, Marx's fdomiﬁant other," and Mead's

..‘l ) ‘ ‘ wf)
"generalized othél,” express the influence_which the social environment a _%?

has on thinking.zA In addition to the legitimation of knowledge and

R

the’ conferring of status,’ rewajzij and meanings - all of which are in-
tegral parts of the socialization function of curriculum — one nust'also
consider the social control function which power relationships outside

the school have on educat10na1 knowledge.25 Bernstein s 1pproach to

k)
the selection, classification, and organlzation of knowledge focuses
. \I -
on this role of curriculum as an 1nstrument of power and author1tv \

. : ~N )
Control over knowledge, in terms of div1sion of labour, Tesults in

control over educi;;onal and occupational fate. 26

Bernstein's typologv of educational knowledge codes takes 1nto
consideration the decision-making.processes by which the dissemination
of knowledge is determined He examines the structureAand content of

.knowledge: what subject disciplines and identities are created, how



much of each subject is presented - when, and in what relation to other

‘ subjects -These are all analyzed.ln terms of'classification of curri-
" culum, -’ Framihg'of pedagogy is studied-to anal&ze how’knowledge 1s‘pre—
sented by what teachers, and u51ng which methods Moreover cit exam-i'
ines which Students get ‘this knowledge and at what time in their educa—
tional careers Similarly,_evaluation takes into account who 1s as-

~sesged and how and bv whom this assessment is made. The overall ‘scheme
‘analwzes the social control function of knowledge in terms of the values
transmltted and order maintained. Bernstein suggests the two knowledge
codes;.colleot}on and integrated,‘will'display‘different forms"in each

of these areas of "investigation.

mechanisms in the school which function to modifv and change behavior

¢

Furfhermore, as Shipman27 notes, one must take into account the differ-

\e

ent and changlng perceptions of what is curriculum Bernstein s tvpologv,
l

-~ ¢

'especially that part which focuses on’ 1ntegration ;outl}nes the intri-

. : : 2 C AR ' ‘
‘tive of the social system; 9 hence, ‘ag Begy: ¢in notes, attempts at

o

change are feared. He hypothesizes, hovkyv r, that the innovations and

33
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et

conflicts of change will become 1nst1tutiona1ized within an "open"
society which allows for the development of autonomv 30 If this is
the‘case curriculum will become an eqﬁilibrium in motion - relevant
because it isg relativef

§ociology of Knowledge
~and Education

To interpret knowledge as currlculum content does
not recognize the fact that knowledge involves pupils
who develop ‘and change as human beings, and who are
called on to make decisions’ withln the scope of know-
ledge as. process.
The problem of relevance demands that knowledge be analyzed as co-.tent
‘and process < Scheffler32 has discussed the wide concept of’knowledgel
‘the relationship of knowledge to other cdmplex‘ideas and the various
manners of knowing, yet, this method of analvzing the epistemologv‘of
knowledge is insufficient for sociological interpretation Sociologists
need also to distinguish the sociallv-shared intellectual knowledge and
commonsense knowledge knowledge must be placed in its institutional
context in order to examine .the relatiohship between academ1c knowledge
and everyday knowledge This is where Bernstein s phenoménological
isociology of knowledge approach proves most valuable.
§ociology of knowledge has developed from a deterministic con—
cept of culture on man tovone of'interdependence of environment and
F:individuals 3%g It focuses on the inter—relationship of social processes
and knowledge but cannot embody the ultimate ground for a philosophy

of knowledge 34 Bernstein takes Mannheim s sociologv of knowledge'which'

" sees ideas related to or’ determined by. class position35 and combines

<



this with Berger and'Luckmann's phenomenological approa h whereby
| a "sociology of knowledge will have to deal \not only
with the empirical variety of "knowledge" in human so-
c1e :es but also with the process by which anybody of 36
"knowledge" comes to be socially establisned as realitv".
An approach which looks at not only ideas but all'categories of pheno-
‘nena encountered provides‘a'“thorough-going social theory of mind"37
by studying the:interaction of selected'segments_of society with an-
- individual.
In addition, this approach allows'one to_differentiate_fﬁnow_
ing that"f "know{ng how", and.'"knowing why"‘uhich are, respeétively,
the oronositional,.nrocedural, and explanational ways of. "knowing one's
reality;38 Such/a/distinction is directly related to Bernstein s con-

trast'between waysﬂof knowing-and states of knowledge Finally, this

approach‘aCCodﬁodates conflict because ‘the evervdav definition of the

=

51tuation may be seen as enforced and sustained by existing and changing

positions of power. ”3? ) -

Mills notes that theiconcepts one uses function to condition

: - 40
. what one sees and what one understands in the society.,

Bv looking ‘at

the everyday world of the individual in his school environment Bernstein.

o~

has adopted a. phenomenological stance to link his sociolinguistic thesis
‘vw1th his’ study of knowledge codes. Such an approach underscores the
manifold dimensions of relevance and shows the. socialization model of
the instrumental and expressive functions of educational curricula tov

be paradoxical in that . ,
. .

the preorganized striuctures of knowledge and: paradigms

of actfvity (broadly conceived) sedimented within the roles

ﬁk\

" 35



of - the scholars and- practitioners of the disciplines
in which we ask students to-dwell, do ngi by their
very nature, refer to evervdav realltv T

v

: : 42 ‘
Here, Schutz s- imposed and volitional aspects of relevance overlap:

with Bernstein S notion of the social control functlon of knowledge"
»

that is’ to sav, what children learn in school 1s dlfferent from the1r
evervdav)common knowledge. §chutz remarks

I am not only taught how te define the environment
(that is, the thical features of the relative natural
aspect’ of the world prevailing#in the in- -group as. the

' unquestioned but. always questionable sum total of all
things taken. for granted until further notice), but also
how typical constructs have to be formed in. .accordance
with the system of relevances accepted from the anonvmous‘
unified point of view of the in-group.

This is. of course, what Bernstein means when he suggests the scho

3

modifies and changes role behavior His sociolingu1stic the51s attenots

to demonstratevhow-claSS structure affected the social disttlhution of
C . , . t

- B

privileged meanings and the interpretative procedures which generated

A - S C : .o
them". & 4 o . _ o '

Summarv
Three_Separate areas of sociological concern - soc1olineuist1cs,

7 sy,

curriculum, and- sociologv of knowledge - have been examined in an attempt

n

_to evolvé an 1ntegrative approach to the studv of education.}-

Bernstein s analvsis of knowledge codes attempts ‘to link speech

codes with the Durkheimian notion of social integration.' His soilolin—
¢ A

guistic thesis shows the need to. examine social relationships in the con—v =

o
. g

text of interaction aun? communicati(n. The studv of knowledge codes,l

particularly its emoh.._s on classifitation and framing, points out,i

the role of curricte 'um n social control: Tt fs his'use?of_a

&
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phéhbmenological approach’ to educéfibn”which has made explicit the

importance of the manner of tran#mis§ion of knowledge to the formal
education process. o
This chapter has‘alsofattempted to clarifyv the derivation of

Bernstein's thesis of sociolinguistic and educétional»knowledge codes.

r.

By showing how he has integrated thg'three,areas of sociokgfical
thought it has hoped to demonstrate the value of integrated analysis

into educational probiems over and'aboxe the creations of sub-disciplines

within sociology.
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CHAPTER 1V

EMPIRICAL ANALYSIS OF THE BERNSTEIN TYPOLOGY

Introduction -

In this-chapterhohservations made at an independent school will
be analyzed to detennine'thevheuristio value of Bernstein's typology
of knowledge codes in 3 specific educational context. A'generalbintro;.
"duction to the social and organizational'characteristicsdof the‘school‘
will serve as a background to this analysis.

Social Characteristics - Historv
and Philosophy of the School

The founder. and principai of the school 1s-a man who has always
9 ‘ : ' '
held strong opinions on the educational system but, aside from his own

schooling, had little direct ‘experience with the educational enterprise
He is, in»fact, a medical doctor. Two events may be cited as being di;
' rectlv related to the development of his philosophv of education. Firstlv,
teaching at an Indian school in northern British Columbia during uni-~
versity break served to_clarify in his mind some of the causes of prob-
1ea§ in the educational system. Secondly, and undoubtedly of greater -

"!

importance was the 1959 Royal Commission: on Education in Alberta (The
, 3 .
Cameron Commission) on which his brother sat and, subsequentlv, filed

the Minoritv Report.1

- Public response to the Minoritv Report and that to his radio

interview of Hilda Neatbv s So Little for the Mind2 encouraged this man

to act on his beliefs and establish an alternative to public schools. o,

.

&
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[
In 1963 the basement of an Anglican church provided the setting for

the first classroom for principal, assistant, and ten chiﬁdren. A
newspaper advertisement and a television interview aided recruf tment

. to this first class.

The school's philosophy and methods are outlined in a handbook
) : N O . I
by the principal. Thé basic ideas are founded primarily on thebworks

of Dorothy Sayers and Alfred North Whitehead but are also a development
of the ideas of pluralism and ‘local control found in the Minority Re- _
port of the Cameron Commission.3 The aim of the school,-for example, is
to ‘assist parents'in‘the education,of their children which,may be seen
Cas a remedv to the "danger of the school'supplanting the parent in its » -
irole as the natural guardian of the child" 4 It shouldgalso be noted
-that the following three elements of Essentialist Thought form the
groundwork for the deve10pment of the snhool s philosophy
1. The relative rights of parents and state. S

2. The psychology of the child

¢ 3. The learning process.

Organizational Structure -
Finances and Clienteke

—

Each year.a new level was added to the school and the inCreasing
“number created a pressing need for re—location of the School. In 1968

the principal declared the school a non- profit (tax deductible) organiza-

[%

tion. ‘Five acres of 1and in a'high‘income area of the city were donated
to the §choo1: ‘however; a grant of some'acreage had to be ‘fade to the
bcity.for a’planned subdiVision.‘ The remaining 2)3/4 acres‘were later
traded ror an adjacent‘B 1/4 acres‘of_land on which the small, plain

' concrete structure was erected. In 1972 the move from the church was
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R
made. Tt is alreadv apparent that further expansion wlll be necessary

\

in another two years. : 3 , !

The school is financed through a grant from the government

-

($170.00 per, child over age 5 1/2) and a fee structure. Tuition is

>$650.00 per annum for all ten levels. That this fee is not exorbitant

is suggested by the fact that children‘represent a cross—section of
society. Nonetheless, the maJoritv of children come from the upper
socioeconomic homes and at least twenty of the students are chridren of
university teachers. » .Vfi
Staff members receive a straightwsalary - no pension, health
: g R : ' - \

plans, or fringe benefits -~ which-each teacher negotiates with the

principal. When one’considers the'financial base of the school - governé

ment grant and fees 4“41 terms of the uses to'which this money is al-
.iocatedve salaries,'suppiies books, and equipment - the precarious
position of the school is. fullv appreciated It is underdtandable that
parents are encouraged to keep the subject of government support to the

independent sthool an open topic with their MLAS 6

\ :
The parents plav-a most important role at this school they

'mustbbe'active,and responsible'for the education of theirvchiidren. "The

hparentaL'role involves much more than merely helping wfth:homework

T Parents provide a source for teaching personnel in elther the formal i&

Uk . 2
curriculum or the extra-curricular activities of the school In addition,

‘"various committees of parents are elected to free the principal from
‘ »

~":some of his non-teaching duties - There 1s- a Board of Governors and

threevmajor committees - fund—raising,_support; and sports. The fund- .
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nance one-third of the outstanding debt on the mdftgage. It is bresently

O‘preparihg a brochure for the business community in the hope of gaining

‘finaﬁcial ald from that source. . The support committee plans and co-

ordinates” fund raising projects. The sports committee has organized

short programmes throughout the vear such as 'soccer, swimming, hockey,

and yoga.

v

- It is quite obvious that parental participation is needed pri-

marily for financial purposes. Fufther,to this,ione’notes that.parents.

help with secretaridl and some janitorial duties. Some parents offer

<

extra—curricular’activities such as music and art. Some act as teacher

aides espeéially_with the younger chiidren. One barent edits the scthII

newspaper. There is a co-operative ;at pool in operation. Parental in-

volvement in all areas is seen as vital to the attainﬁent of the school's

'objectives,

The 146 children are divided into primary and senior schools.

The primary school and enrolments are:‘A(QO)} B(24), C(16), and entiv"

(23).

ﬁic, and Rhetoric, The levels and enrolments are: G1 (13), Gz_(S), G3_‘f
. . . . > o

The seénior school 1is based on the Latin Trivium: Grammar, Dialec-

(19), Di (11), D2 (9Y,‘ahd-R1 (3). The three boys in the seﬁior class

have been_students at the'school_since its founding in 1963.

The Minority Report of thé Caméronrcbmmission had stressed the

. right to éompéting iqeoibgies because

o

AN

the factors of choice and of competition will themselves
automatically ensure a health in the matters of curriculum,
of discipline, of achievement, of teacher qualification and
recognition - the very areas which are undermined in ‘the
public view today.’ L R

-~
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That thls indepéndent school isvregarded'as a'conpeting'ideolggy by
the public school‘syStem may,well be questioned. Its\presence is made
pnbllc in an extremely subt le manner'which'is, of course, by the dis-
tinctive unlfnrm whdch all students must wear.“There are no tormal
adyertisements to increaSe the ,sibilitv of this school sueh that more.
penple'are,awareiof an altetnative structure. Therefore, one mav argue

that the establishment.df independent schools provides neither competi-

tion for the public svstem nor an incentive to change'its structure. It

s

¢

is more likely that- change will come about when_those people who seek

"~ alternatives begin €o direct their energies within the existing structure.

x

Only, then will conpeting 1deologies serve >o benefit~all;

.

ledge code at the- level of ¢ ;ticulum which {is best described as a col—
. . @ v .
lection code of the non-specialized type and subject-based vatietv. . The

very philOSOphy and methods of the school necessitates.that this be ,S0-
Bernstein notes that with a collection code soc1a1 roles are
’assig?ed and- social conduct is regulated b* ired bellef system. This

school has a staff of_twelve, including,the principa.. The seven female'
‘teachers ate allocated,\for the~hest part,‘torthe pr{mar§ sehool. 'Teach—
ers, pupils, andAparents haveeall been given certainvnositions and're—e
spongibilities which thev accept by agreement with the” basic philosophv

bthat teaching is preeminently the parents task". 8

The knowledge code is labelled non—specialized tvpe because

46
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senior students.do not sit for an examination in specializations.
héather, the subjects they study at this level are a natural progression
'froﬁ studies at earlier Ievels_and they are examined in these subjects
"by standard tests during each term. The,collection code is subject

based -as set out on the school's syllabus. Moreover, all these subjects

are compulsory. An example of this 1s given in Figure 2.

[

<
Qurlt
2y

. Classification and Framing
e Classi%ication within the knowledée code (or,'the reiationships
oetween contentsj seems to have the contents organiaed around discrete
isubjects ifrone'bases judgment on the syllabuslalone.‘ However, as will
~be shown in thefdiScussion on_pedagogy, the bonndary maintenance be-
tween these 3ubject is weak. HThe framing, or degree'of control teacher
. and pupll possess over selection, organization, and pacing of the know-

ledge -is extremely rigid The authoritv and power for the dissemination

-

of educational knowledge rests with the principal In this respect,~one
f"‘) pa
is reminded of Donald Barr's comment on headmasters'
For all the bureaucratizing and'scientiziny of. school
"~ administration,  the head<of'& private schoc still is
much like the Grand Duke of’a petty German state in the
. eighteenth century . . . His bu ‘~ess still is with power

, quotidian and substantive powe: hough power- of an
anxious kind. : ™
It is the headmaster who L. . . decide in the long run

what is to be taught, and byiwhom, and to whom. He may
. delegate, but he must not relinquish, this control. He
may spend a great deal of time making his opinions come
out of other men's mouths, but he does not want anyone
to be seriously fooled by his ventriloquism « . . He may
N . disguise a deg#sion as a tradition or as a consensus; he
Ny may try to look flurried and reluctant, to seem compelled
-rather ‘than compelling, but in naked fact he is the locus
-of authority in the  school.

IS
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When one notes thatvteachers discuss their methods1of presenta-
tion with the principal'it is clear.that any innovations in the transmis-
. sion of knowledge‘mustdbeJaccepted as withinvthe boundaries of the philo-
sophy. | o

Three Message Svstems-— Curriculum
Pedagogy, hvaluat1on

e

The primary funétidn of this independent school is intellectual.

P

Character development aesthetic development (art, music, drama), physi-
cal education and vocational educatlon are not a part of the formal cur-

vriculum and, therefore, are not categorized as legitimate educational
A . .

knowledge; However, it is accepted that

-all these fatets of education are of the highest importance.
-Hence. the §$¢hool must leave room for them - it must not '
monopolize the® child's whole - time'10 . «

a

To, this ehd; afternoons are left free'for’tﬁése‘activities Although they
are not’ regarded as the prlmary responsibility of the school the school
',does offer the space ‘and helps. find competent instructors

What counts as valid educational knowledge finds itself on th-

e

“~

. formal curriculum; Following Whitehead s observation that "inert ideas"11

result from the teaching oﬁ ego many subjects, the school follows-a cur-

»IA v ;
L
v

"school that o * ’ - : e

'r1culum that has concentration in area. . It is.the philosophy of,the

the basis for 1earning is established by the sch/ol in .
two- ways:
1. By-laying down habits of work and study,. that will y

.. stand the child in- good stead for the rest of his life;
‘2. By instructing in the methods and gubject matter neces-
”5‘“,sary as. a foundation for future learning. :

-fThis philoﬁophy maintains that a child must have a solid foundation of

3"‘:

c YN N
T .
EERA Y]n?’

LN L
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knowledg: -efore he - can be a critical thlnker Learningvrequires order

and intellectual discipline

In the primary school the curriculum has been laid out 'to give -
‘the child such a foundation of knowledge. The handbook 1ncludes the

follow1ng'subject5jas necessary}at the.primary level: readimg, spell— '
ing, writing, arithmetiCt mathematics, geography, observation languages v

¢

other than English, and-religion.13 The' school svllabus (Figure 2)
details the time allotted to each subJect, Bernstein has noted that
the status and sign1f1cance of subJects may be determlned by the t1me

spent on their instruct1on and bv their compulsorv or optional nature.

e I

In the primary school (A to E) the greatest attention is gi\en to the

: reading programme (readings phonics, spelling,‘writing, and comp051t10n)

o

French, mathematics, and geographv are of secondarv 1mportance The

senior school (G1 to R ) de-emphasizes anlish and related sub1ects to
concentrate on other languages historv ard sciences.

>

The school is interdenominational ‘the' principal is a, Roman

Catholic It was planned that religion would be treated as a normal

14 T .
part of the school day".™ However, the- present climate’ in religious.

matters necessitated that the programme in religious instruction be held

.in abevance. The Lord s Praver is recited in English and in French at

«

the beginning of classes This is, of course, trulv Canadian - one

performs this ritual not with feelings\of religiositv but with ‘the

o

spirit of membership in an officiallv bilingual country. f B - e

&£ '

It is not enough to know what title is givenfto the subJect

: ¢ .
taught: one must also know the content : Reading is‘taught,as»"the
o . R

oL .
¢ L e . v
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) . : o - 15 .
:logical outcome of our alphabetic svstem of writing language" using

f.

the phonic method.  Children learn that cach letter has s name and a
b name ‘

"'sound. The principal prefers this method over ‘anv other for the same

reasons expressed by Barr:

Systematic instruction in phonics gives the child two im-
portant reassurances: (a) that written lanpuage is as
intelligible as.the spoken language he alreadv has learned,
and (b) that he is the possessor of a method of oxtractinp

meaninpgs hv orderly thought . . . From phonics he can learn
the first of a -whole congeries of hahits of responsible
work. The ]Oy of achieving the solution of a problem rather

than chancing on the solution: can be the beginning of a’
jovous sense of competence from which the qelf—tmagc of an
effect1ve person may grow. With phonics the child can read.
up to his own spoken vocabulary and bevond his . vocabularv
“can grow faster because he can learn new words through his
eves as well as Lhrou"h his ears. 16

Y

Kriting follows immediately upon phonics and‘is.done in cursive script
‘to byhass the unnatural detour of printing. Writihg is* taught as.part
of lénguage, of spelling, -and of'penmanship. Spelling’ 1s correlated

with writing: the prlncipal holds a theory thdt the motor reflexes in-

.t

¢ LY

volved in cursive script are somehow’ tied in with psvcholopical processes

“of spelling a word as a combination of letters.

Arithmeticvinvolvcs "the understanding and manipulation of
numherq until an automatic response to number cnmhlnntxonq is o]]cited
as eas11v in mathematics as the automatic response to letter combina-

18 '
tions (words)". ‘Mathematics is 50phisticated concepts of advanced
mathematics. But emph881s must not be removed from number which 1s
19 . . :
1§§ basis’ and language . Although the word "maxh"_is used throughout
_ : &
thevsyllabus, that which is taught at the primary levels is, 1in truth,

number skills and atithhetic.

N,
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Geographv is seen to be "the foundation necessary for under-
%0 ‘ '
éﬁg.standihg the world". It includes study of land forms, winds and air

pressures, s¢a currents, and maps of various areas in the world - basic
b b , _ .

-

phvsical geographv.

Observation.is noted to he the "onlv real foundation of true

7 1 .
science”. Phvsics and chemistry in the senior class entail the learn-

ing of the‘scientific method, definitions, weights and heasures, atomic

symBols, and so on - 1in sﬁort; the lahguage and conéepts.of each science.
.Ffench‘and Latin afe'tﬁe cnly languages being tauaht,at p%eéent

‘aithough there is nbplan to introduce Greek inio ‘the curricuium.‘ These

languages’, like all subjects at the school, are compulsorv. In the pub-

lic schqpl svstem if Latin or Creek are even offered ‘on the curriculum

Sk ‘§ students. Again, one finds con-

‘14-,} 3 &

gruence of thought with Barr on the teaching of Latin:
O

they are “ffered to a ‘small grous

Ig;iﬂ-is a livinp language. It will be a living language
i until*we are no lenger able to understand our traditions -

then it wlll bc we who are dead intellectuallv, nct the

traditinnq. '

Theseilanguages arel taught on the formal oral tradition whereby the

child learns the Basic vecabulary, conjupatiens, and rules of grammar.

f
f

French is taught in the first level (A) because it is felt that one

must learn a laniuaqe early in_life if one 1s,to;become fluent.

)

Aq one mav redlize bv studving the svllahus, concentration of
vtime/is important to the goals of the school » The handbOok notes that

“the hours of formal»schdodiné will be approximately three
hours in the morning. A schedule of prepared work, drill,
and review, to be done at home will require parents to
plav their active part. . Since-this work is done individu-
ally and under parents' personal supervision, it can be

-
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done more efficientlv and in far less time than in a
classroom at school.23

The school day, as shown in Figure 2 . has time divided into twenty-

five minute lessons at the primary level which has interchangeable'

[

- five and ten_minute-breaks. The ten minutejbreaks are considered ta he
lunch breaks. In the senior school many suhjects are taught in two; |
hour blocks and.breaks are given at each teacher's‘discretion. .Wasted
time in class results in the loss'of a break period. -

The school year is from ertember to™May: the fallvagd spring
terms are each divided into three ' quarantines of six‘weeks each. Each

P o ‘

quarantine sees a change in timetable.- It is only at the senior levels
that new subjects are introduced. .Kt the primarv level the same sub-
jects are offered although their ordering may befshifted within the school
day. | -
In sum, the curriculum‘of the .school is‘based on the principles
of concentration in area andiconcentration in time. Both. the school year
’ and school day'are shorter than would be found.with: the public school
system. Moreover a selection o} subJects,lall of which are compulsory,
have been chosen by the principal as the necessary’ tools for the educa—
- tion of critical thinkers.

Pedagogvlcentres'on the teacher who is seen. as-thebpivot ofl
the school only insofar as he ' personifies the educational philosophy
which inspires him".24 .Paper qualifications are not held as a guarantee
‘ Tof stature: Indeed, the principal prefers to hire qualified teachers |
over certified teachers. The philosophy of the school cites the teacher

’

as a delegate of the parent. Parental observation and‘sUpervision is



54

VN

not only welcome but encouraged in order that. the parent Tremains aware

5

All teachers must be in ag/;ement with the basic philoszphy

/

of what is going on in formal classroom 1nstruction "25 . % :

B r'd . ' - »
and methods of the school. This concentration in method is impordant"

26
su that there "be no waste in the sub1e(t area nor in the time spent

The guiding factors in mcthod are outlined in the handbook It is be-

lieved there is a time and a plaee for authoritative learning: to

ignore this time and place is inevitablv to frustrate tp;%éearner and
even to close the door on future learning . Deduction and logical reason-
ing have an absolute importance especiallm in the teaching of reading
"It 'is felt that induction has been over—emphasized that "the school can,
. and should, impart an understanding and appreciation of the necessitv of

thoroughness, of care, and of accurate observation" by auditorv and visual

“means. Aosthetic and artistic qunlities'are important but "formal fur-

ances of nrtistic 3b111tv mus t he loft to the artiQt in each field

e '—" 7] D )
alone 1is competent to 1nstruct and to inepire . Creativity, more-

over, must be restrained by'reason. The school ‘aims tO'develop expres-

sion of all kinds "but it should never be forgotten that real creat1v1tv
O

\\; ‘is not easy or even pleasant. Tt 1is one of the most difficult and pain-

> ful activities a human being can endure". Creativity is likened to the
pains of'childbirth. _ e

‘ _ ’ o . .
Memorization or rote- learning is an integral part of method.

The child is seen to pass through three stages. of learnlne which Savers
8 : : ,
alls "tHe Poll parrot the Pert, and the Poetiz" 2 These cycles of

learning are, . respectively, pleasurable learning bv~heart contradictory



answering back and premggurccjudgments;

L
¥

one. knows, the.striving for creativity. Around these develﬁpmed%%l

trends Sayers discusses the organization of curriculum the method of

pedagogv should fit the child's stage of leaggﬁng

Similarly, there is within the phiIOSOphy of the school a con-

i

cern with the child's mental and physical "readiness"‘7 As in the Minor-

1tv Report, an opinion on flexibility of the child's brain for the acqui—

L]

51tion of a second language is cited. 29 The philosophy adheres to a
strike while the iron is hot" principle: -just as one can be tooyearly,
one can also bé too late with learning.. Therefore,

. the curriculum and age organization of [the school] 1is
based upon the assumption that such deadlines do exist.
For this reason children will be accepted at the age of
5-or at whatever age they demonstrate the ability to
bearn efficiently. 0 ‘

Poor habits may never be eradicated according to this philosophy A

_{

‘:process of "fossilization occurs whereby~wrong habits make‘mind~and

I3

body rigid.3l : : e .

The pedagogy of the school encourages individual development.

'EaCh child has his own desk, books, status, and position in class ahd..

the accompanying responsibilities. There is no ability grouping,

'rather the individual child who 1is lagging behind his classmates is ‘;h

immediately given remedial attention. - It is stressed by all the
teachers that the only.true individual attention can be given by the. .

parent. .
With the family -and school working together, actual in-
dividual development can be obtained in school work.
Without it the concept is a mirage. 32



¥
In most instances the teaching iearning p‘ocess adheres to thls
f~4~f philZsoPhy. In the primaég school stress 1is placed on memorlzatien and
) ;drillf ‘Phonlcs, reading,_spelling, and writing are interrelated. The
use of fifty-year old Canadian Readers with unrestricted vocabulafiee
show the child that "big" words can be handled'with as much ease ag
0

"little" words. The meaning of E\UOrd is not as important as the abil-
~
ity to say the word on one's own: the teacher tells the chlldren the
meaning more often than the pronunciation of gny difficult word. | Simi-
larly, numbers are‘learned by drill. 1t is evident that the primary
“school” is most certainly the time and place for the:aforementioned
authoritative learning. Children learn correet writing positions (sit
‘uﬁiﬁlraight,vfeet on floor, pencil éoint over the shoulder); Atithmetic
- questions are done on ruled, squared paper; It was the writer;évobserj |
vation‘that morevattcntion is paid to lining up one's cblumns neatly,
printing nice fiﬁures,‘and erawingvlines with rulers than to the afith—-

|
- metic skills themselves.

v

tseyers iinke the stages Peli—parrot, Pert, and Poetic to Grammar,
‘Dialectip. ahd Rhetoric, respectivel_v.32 Therefore these levels would
vcohcentrate'en mempry,-reasen, and finally, self-eXpreésion. This seemed
- to be the1tqse_in classroom proeedure.“ The‘G classes deeend 6n.rote;

learning in spelling, French, and mathematics. This was eSpetially SO

in the latter where snap answers are to be given to squares.and_square
( ‘.'»:\‘ ) . . o ) ’ N ) i . - .

‘roots.’ .French, Latin, and English concentrate on group and individual

recitation of verse sand prose. History is taught around dates, names,

and events although there is much discussion on judging other cultures

¢
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by Western standards.  The D cPasses do vocabulnrlos in both French and

. Latin.' Mathematios centres around algebraé students ledm how to -

handle "big" numbers with the same ease as "small" numbers.y History

classes are opened to debate. It is also true that the ‘R class isyopen

to more freedom. and self—expression. A stated opinion was that these

three students are frustrated from being eiperimented upon for ten years.

Contrary to Sayers, then, the self—expression‘is often regarded as re-

sentment and is linked by some teachers to lags in the learning'process.
The pedagogical prgﬁess_operates wlthin a context of operations

linked to,developmental stages. Horeover the children are eXposed to

a method of teachlng whlch varies little from teacher to teacher. Every

classroom experlence stresses the 1mportance of time and reminds, the

children of the role their parents must play in their.education.

a With reference to evaluation a pr1mary belief of the school‘

iz “hat "the great maJority of children are capable of immeasurablv

mor ﬁan any of us realize dr ask of them today n34 'The philosophy

and ne 1ods of. the school reject pragmatlsm The school. supports, in-

stead, The absolute nature of many standards -~ standards whichlare not

su*jc - to the winds of constant change".35 In 'line with this belief

57" ard tests are given each year to measure the progress of each level

" .inst the same level of the previous.year., Ihis is also the gahner

in which lessons are conducted. 1In a sense, ‘these are ‘a measure of -
R v . e oo ) v

SN

group progress.

i
LS

For ‘individual evaluation, homework 1s checked and recorded
and there are tests at the end of each quarantine. ~ When tests or home-

work are returned to the student, most teachers comment on the grade



an. ‘T sugpgestions for Improvement. Promotion from one level to
th 1s- apparently automatic. ~The principal does not like to hold
a child back a year but if it is done it is usually on the basis of

3

emotional maturity ‘and level of cognitive development. Preferably, the

child will repeat a weak subject rather than an entire year.

5

Summary .

It is fou;d that the processes of classification and framing,
which.are the,formal hasia of the typology, aerve to,underscore the
complex nature of the transﬁission of knowledge.

| In the final analysis, it is- concluded that this independent

school has a collection currﬁculum and an integrated pedagogv. In -

other words, thigschoo] offers whit Bernstein ca]ls a standard Furo—‘

-t

a2 : N
pean,’non Specialized, subJect gas i’curriculum Bernstein,hypothesizes
. . L , “‘ , S o
this to exhibit - _34 o ' o s

: » 4‘»,-_‘ ’ ’ 'ID"Y/’ «
strong claggification but. exceptionelly strong framing;
o , - that is, at levels below higher eﬂucation there are
relatively few options, available to teacher and especi-

> ) vallv ‘to thought, over the transmission of knowledge
. ghrricula and syllabus . ére very explicit.36
- is

This is confirmed as Figure 2 exhibits The curriculum, which is
" set out'ﬁy the prin pal, has’ compulsory subjects;assigned to rigid’
¥ timeﬁ;&it .

X
;}_. . , ,
P The pedagogv, on the other hand, is found to be integrated.
e ' :

Bernstein cautions that "because One'subject uees the theories of
another subject, this ‘type. of intellectual inter- relation dmes not
constitute integration” .3 This type of intellectual inter -relation is

presenty of course, as shown in the discussion.of teaching readingvand



"%:'V

mathematics. - In addition to this, all transmission af knowledpe is

suhordlnated to a relational idea which is the stated philosophv of .
. "
‘the school: all teaching is\preeminently the parents' task. The
. ~—"',n

school restrlcts 1tself to an infellectual function as delegate of the

p ‘ents and employs the methods of concentration in area, time, and

method of teaching.

Conclusioh

Thls chapter dlscussed the social and organizational character—

istics of theﬁ“ hool.‘ It then analyzed the school in terms of the

B ,,,.‘.r ke

“"wredge codes. It was found that whereas the

currlculum of the school was best described ‘as a collection code, the

Bernstein typology St

,pedagogy was best analyzed in terms of integration Bernstein's typo-
logy does got‘%%@dily allow for such a dichotomy in analysis and ‘it

&N . .
3 - it
.MOSt certaiwl’y agoes not cons1der integration existing except at the

,level of theogy %his empirical application tends to .suggest otherwise.

)

The ldmitations of Bernsteiﬂ s typology which were apparent
4 ,

in thlS analysxs will be discussed in Chapter V and suggestions for its

e

1mprovement’w1ll be offered.

59
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— . FOOTNOTES
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) ‘
Report- of the Royal Commission on Education in Alberta. The
Honourable Senator Donald Cameron, Chairman (Edmontonp&Alberta. Queen's

Printer 1959). It will-be shown throughout this chapiter that the Mi-
nority Report and the philosophy of the independent school can be viewed,
for the most part, as one and the same.

2 o :
- . Hilda Neatby, So Little for the Mind (Toronto‘ Clarke, Irwin
& Company, 1953).

3Dorothy Ledgh Sayers, The Lost Tools of Learning, paper read
at a Vacation Course in Education, Oxford, 1947 (London: Methuen &
. Coly 1948), Alfred North Whitehead The Aims of Education and Other
Essays (New York: Free Press, 1957) Report of the Roval Commission
on Education in Alberta e ' 51

4 ' .
Report of the Roval Commission on Education in Alberta, p. 359.

°Ibid., p. 371. - | E

6Teon Times, May 1973

7Report of the Royal Commission on Education in Albérta, p. 451.

8The school S name is derived from the Latin translation of
thls phrase '

9Dondld Barr, Who Pushed Humptv Dumptv” Dilemmas in-American

Education Today (New York: ' Atheneum, 1972), + 118-19. Although these

remarks may be interpreted as disparaging, one should note- that Barr,
himself, is a headmaster (Dalton School New York). He believes that
‘discipline is necessary for freedom.: -

10G N. Cormack 'Tempo School: An Outline of Philosophi and
Method (Lillooet British Columbia: A Tempo-Tiger Publication, 1963),
p.. l4. S .

11Alfred North Whitehead Aims of Education , p. 2. By "inert

ideas" 1s meant that- the child receives a dossier of facts without the

skills of how and when to use these facts.

1“G N. Cormack, Tempo School p.‘6. This can be seen as an

'application of Essencialist Thought as discussed in the Wlnoritv Report
(see supra p. 43).

13Ibid., p. 7.

.
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Y1bia., p. 18.

lslbid., p. 6.ag

[

16Donald Barr ﬂho Pushed Humpty Dumpty”, p. 297. .

7The relatlonship between inner mechanisms and speech, - reading,
and wrlting is discussed in Dr. A. A: Brill, ed. The Basic Writings of
Sigmund Freud (New York: Modern Library, 1938), pp. 87-94. Visual-
motor perception has also’ been connected with reading and number ability
by Dr. Loretta Bender. See Elizabeth Munsterberg Koppitz, The Bender--
Gestalt Test for Young Children (New York: Grune & Stratton, 1963).

18G N. 'Commack, Tempo School p. 7.

19

Tbid. » ' _ .
, ' : G
201b1d, S

2l1p14.

22y onaid Barr, Who Pushed-Humpty Dumpty?, p. 280.
23

G. N. Cormack, Tempo School, p. 7.
| zalbid.;'p. 16.
25 .~ ‘ '
Ibid. Parents are encouraged to sit in on any class at any
.time and many do. The only stipulation is that they do not interfere
in the teaching process but, rather, discuss it after the class. Many
teachers do involve parents in the classroom interaction such as read-
ing with the children or diding correction of work. 'Unlike the public
System, the independent school maintains that it 1s a public building.

261b1d., p- 7.,

271bid.,‘pp. 8-10.

28Dorothy Leigh Sayers The Lost Tools of Learning, pp. 14-15,
29

G. N. Cormack, Tempo School, p. 15; Report of the Royal Com-
mission on Education in Alberta P 426,

30

G. N. Cormack Tempo ‘School, p. 17
.‘}

(rjx 31 l1bid., p. 12. | - .




31pid., p. 13.
Ibid. ]

33Dorot,hy Lei@%

3[‘G. N. Cormack,

BSIbid;

36

Standard.Europgan curric

riculum.
“

37Ibid., p. 235.
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Sayers, The Lost Tools of Learning, p. 16.

i

Tempo School, p. 19.

L]

Basil Bérnstein, Class, Codes and Control, p. 234. _The

ulum {s similar to the traditional Canadian cur-
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CHAPTER V.
CONCLUSTONS AND IMPLICATIONS

The Problem

Bernstein s typology of educational knowledge codes provided
the theoretical framework which was basic to this study. The develop-
ment of his soc1olinguistic thesis and its linkage to the typology of
A educational knowledge codes was offered in Chapter ‘ITII. It was also '
suggested that Bernstein use of phenomenolbgical'soiiology'of know-
ledge may well provide a more rigorous sociology of education An eme
i p%rical application of the typology was conducted to test its heuristic
‘value in a specific educational context. The analysis of this applica-
tion was.reporteduin Chapter IV.‘ The general conclusion was, that con-
trary to Bernstein s theory an integrated code does exist at the level
‘ of practice and not only at the level of idevlogy. Moreover it was
apparent that the school chosen for this study had a collection curricu- .

lum but an integrated pedagogy. Bernstein s typology does not take

into consideration such an anomaly

Conclusions

Because this study is a relatively rigorous analysis of one pri—‘
.vate school, one cannot formulate far reaching conclusions as to the
value of the Bernstein typology ‘The need exists for further and 1arger
studies before the typology is fully tested Nonetheless, it 1s possible
to comment on the theoretical concepts to“some extent now that an em—.

£\

pirical study has been made

/L
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Bernstein's thesis is highly suégestive. “however,‘in order'to
btuily test its viability one must use his methodic idea and concepts.l
Here lies the major difficulty: many of these concepts (‘"collection'l
"code" or fframe strength', "deep structure”, to'name a-few) are both
theoretically and empirically obscure. Much of this difficulty stems

from the basis of the typology - his sociolinguistic t

sis. ThlS
thesis relates linguistic development and value orientati na.,;The role

of the. social environment, family and speech codes in thip

nitivetdevelopment is useful for child-rearing studies andfinterdiSCip:'nﬁ'

linary research. However, as useful as they may be in a discu531on of
. p N,

learning skills, speech codes are r.ot necessarily connected with con—”.:?f3

B .,
i

cepts such as authoritarianism and umanitarianism Betnstein links

vfamily speech codes with authoritv‘sﬁructuref lower classeg speak in tf’

restricted code and have positional authority while middle and upper"’

classes speak in elaborated- code and have inter—personal auéhority.. The J:

‘,.

empirical probability of this theory is appreciated but one must alwavs

‘e

view the linkage within;its_situational context. : f}c,mj‘

.. Secondly, the consideration'that language infiuences perception

24

of the_entire»environment is by no means_unique toWBernstein.f But, if
Bernatein is correct in his linkage of'socialastructure;,role,:culture,
and language then a change in school structure will be required in order

to extend the. range of control over speech.’ 3 As a social’learning
theory, then, Bernstein does state a'plausible'theoretical position as
. ' o . . .

well as provide.a.frameuork for a general theory of achievement. He

shows that cognitive, motivational, andleValuative factors are related '-.

. e
- . ' vb\d .
\ . .
.
A

- < e
PSP

case, in cog-
dy " -

v



to each other and to the environment. However, it is felt that the
, o

oversimplification of the sociolinguistic thesis has not been fully

: corrected bv the tvpofl'%w
(3 .

d; gducatlonal knowledge codes.

: v,g' =t
The 1ncon51§tenc¥es ahd 1nadequac1es of a purely linguistlc

perspective of soc1ocuitura1‘communicatlon, orlentation, and 1nteract£on
obviouslyv create a need for an integrated model. Bernstein's move to-
ward a social pﬁilosophy with,sbecgfic reference'tovthe cndditionsﬁgﬁﬁ
contexts of learning iﬁ schools incopporates a mafrix of Ehe ideas of
Durkheim, Mead, and Marx. The use of'DUrkheimian social solidaritv is

- most difficult to foilow and shall hopefullv be clarlfied by Bernstein
in‘e later paper.A It is felt that just as Durkheim holds organic ~

2

solidarity .superior to mechanical solidarity, Bernstein evaluates the

Sy

integratéd codeaps supéﬂ@d&fﬁ”"teeedllection.code of knowledge. He

implfes that the integrafiqh‘;edegiéyhore fitting a rapidly_changing

RN L . ‘ 5 RN e
technological society.

»

implicar ione

The dlchctomy cf- Collectlon code/merhgnlcn] so]ldarlty and in-

-

'tegrated code/organic solldazity is found to be misleading. | Bernsteid

cevelops his typelogy. of educational knowledge codes in such a way that

the basis fcr ‘evaluating codes appears to'rest with the nature of cur-
i} ) .

. riculum. The empiriCa%Eapplicatlon of the typology tends to suggest
that the evaluatlon of code should be on the basis of pedagogy ' More—

over,’ the linkage with Durkheimian solidarity_requires a much mone‘
detailed analysis of a situation then the typology provides. 'Peéhaps the
v ) e -

o



o

the deductive method.
. 7 .

.

best method by which one can illustrate this ovorsimp]if!!ation of code

classification is by, attemptine to .locate the formal controls of . the

schgol on the diagram Bernstcin has suggested (Fipure 3).

LN : ~
' The specific school context is analyzed in terms of mixing of

categories and purity of categories. It can be seen that elements of -

both are in operatign at the school chosen for this study (See Figure

4). - At the instrumental level - curriculum,_pedagogy, and evaluation -
there is a tendency toward mixing of .categories (or integration)_with

the'exception of eurriculun;.lThe teeching;groups vary ‘in s{ze and come
pdsitidn. For examp}e, the A cldss is instructed by one teacher whereas

the other. classes have as many teachers as they have subjects. The.

ultimate goal of pedapogy is to stress wavs of knowing and in order to

v

attain,this goal the teacher roles are cooperative and interdependent.

€6

There is a commonfcurriculum with no options available. Here the'subjectf_

boundaries are sharply drawn on the syllabus and learning progresses.by

v

At the expressive level - character of conduct and manner. -

there is mixing of categpries with respect togteachers and purity of_

>categories with respect to pupils. The teachers have part1c1pat10n and

. Ly
ccoperation in both task and non-task areas but all 1nteract10n is domi-

neted by the authdrity of.the principal. 'Because parents are encouraged

»

to partxc1pate in the educatlon of their chlldren the bnundarv malntenance'

) . \ oy

with the cutside world is blurred Sub-groups are integrated eSpecially

if one considers the non—task'relationships of children: there is gmuch

B NS Y

- e



'

{5

& . . .
,. ) G mb . . o= . ) .M».
o .. L : - . \ .
) B ,., -7 . . . 092 'd *ypoijuc) pue eapo) Tesel) ‘utaisuaadg Tisvg
N .ot . — ‘A~cu«~umcvckv Lﬁcuuccu [eudog .
N R, ’ - ¢ erndyg . . S oY . -
. | #a1108238) jo Aajing IA1SSTYAXT

]

93patanvuy Jo s03v3I8 10 sju

teuor3zsod - 1o13un> jo sdyysuojieral 11dnd-1ayoway
. pSziieniyi puw d71qnd Juduwysyund pue piemay
sdyysuojiwyos A3jioyiny [pdnd-1uyoway

. . . - Judwuldaod

.=3138 203-8313junizoddo pajjuyy “4*a ‘suojeyoap
J3vie aduanpjul o3 sjdnd au} saprjunizoddo porywyr
’ B 19A0d JO FE]I10XA IATHUIIXND  Ing

‘asuan{jul pue 161ju0> Jyeaw Jopun - wajeds yoajaad g

N . X } aduva Ayyprye
Y3ty 03 pauljuud Bafo1 ¥8033nw pue dyyvioquew

ATI0® :u«r gdnoi¥-qns o>wuch=n~r_ Jo eduri guomoaarvu
- . E

. SiUQTIEZIULr¥I0 [rulajule(().
unulp ATdIvys 3pyEInL Yija BAJyEUOTILIes Avpunog ). ~
1epio tenaty (1)

8JULUTEOP/AYDIRIAIY Ha UL QD

POSOTD . = OdAY = Semm e mmmee oo
UOTIP[IL pUY 2IUALITAI Jo Siujod paxyg
pagoraaap moj oy jo BUOTIvIjduy
o LR TR RS TNTITY

vuuzvmgtou:ahc_uﬁfcpc >~—h:~_E_=L::»x

Buzzisueydwa sdnosd yejoow S[YeIB puw poxjy ‘e1pdn
: - sdnoad
31114 Ju0tayg1p 103 popuid uminoyang
. WALy -

Jo 2anidnize dadp 01 adejins  cuupEsaadory
(UoTIvaYaIu} 10 uugy

~U191103uf §801) darys sajivpunug 3a0|qny
UOTIFTAL UL adUd10o1 jo wrujod pangyg

’ @Wc Fanr uop g

224310 1{orD Wil paiu]nBuliRoter

W

h Aoz perydug

s

()

'

1

ursazuuuu:u_Avnua_puucgc-w poldn{q svjpiepunoq 3d0fgng

QU BEL duy oy i819y3w9]f auapuadapiaiuganyiviaduos sagol dujyovey

83110831e) jo. Buzkin

. ) truosiad
-133U} - [013u0d jo sdjysuc}iwial 17dnd-1aysway
Paziyenitl puw >y1qnd €837 juamysjund pu® pawaay

3 . .
|

’

. . . JuoTulIAcY

-}198 10j sajijunizoddo ‘%o ‘9U0}913p jjwvae
wol} aduapuadapuy jo evaile apyA - 3231948 103301d.3
1898Uv1 AJ}1)qu. 5HOIOV HaJ0l s9IIINE puv dyysivquoy
IS SFTIRIERTN sdnoad-qne c>¢uenmo_=*‘_o antel apia

vnhu:~n.nv—n~:c Yyija

L posTel Auvm ay3y jo suopieajdsy

. . ) - sty
JO a1v pasvoudu} - $OUDIIJJTp pur Adjie]
-jwi8 doo2¥ Fujonpos sdnosy Iv1208 pajaey

i

WNHojIIng owwo?)

odpamoux jo.

ININE wovgang 03 doop  uojssaadony
UUTIULBL puv ddudiajul jo siujod pingy
paaapyae sajang

Buyaouy Jo sAva sazyseyduy

tEninojiiny

sdyysuojiw(alr £1jaoyine rdnd-1ayseay (4
3 O]

T T R T o e e e e e emeee- wadg - adAy

| UOIIVT31. puv 23ua1ajar jo siujod pyniy

1810yovay

-

iuofIezjur¥io [rusajul €) -
sdjysuotieyas Kiwpunog )
:cﬁuw%wa§0u\:c—u=n“o«uu=a §31v1q2[3> 1apio yenity (1)

rerydng '

X3 uopingoy 1 A¥adepa, Jupiea1d 10 Bupiias wipqoay “>xomzmchi.
k) ’ . poyaEa
B BOTITE0dWOd pur BoziE ~ wnosuLiwoy tednoay Vo3IE80dwod pue 3Zfs - snosussulalay r8dnoi1n
. : Brjyova | . - fuyyoway
? .
Boldudaare jo Aljang P JMHzmx:kaz_ HepodaIy jo duryy .

s4Ia¥0 '




68

$aT103238) JO A3ITIng

(IX23U0d YITM S3TIBA) TOIJUOD TRUOFIFSO4
'PRZTTENITL pue 2 Tqnd jusauysjund pue piemay .

:sdyysuojieiaa £3jaoyine Tydnd- —-19Yyoeal (%)
"SUOTSTO9p  Jjels BdUINTJUY
03 mﬁwa:a.uOu.mwﬂuﬂc:uuQaadﬁvmuﬂaﬂqﬂ
{UoFlIeZTURZIO TEUIDIUT (g)
?3euWIIIN mm.vaﬁcwouwp Hmaﬂucﬂmﬁ.mo %uﬁpoﬁu:(mAHv
pesoiy - mayhlnurrllnr |||||||||||| r1||r||rxlur|L|rL|“
4 . - . S
o
wucmumwwﬂ@ pue %uﬂumﬂﬂEHm mscuw .
3urzyseyduwe sdnoild Teyoos 979835 ‘paXi4d

mcﬂcumma SAT3I0npap :iuptssaidoag
: . .mmﬂpmvc:on apm:w

N .vmcuwmmm §3TINQ-
R - 3ugmouy " yo :

w,wmﬁﬂm:a

uUmInNoTIaAN)

:s19yoea]

4ATSS KA

[

. . AHG.UﬂuHQEmv 81013U07 HmE.HOm... L .. , | - .

7 ENO1d

Auxwu:ou Y3 Im 'SaTIeA) aouucou HmcomumaumucH.m
.maﬂszOﬂumﬁmu/xuMuo:u:m Hﬂa:a pm:umwh ()

ma:ouw n:m m>ﬂumumquﬂ Jo wwcmu mvﬂz

L

e . UOT3IETa1 pue -
o '90Ud13331 jo sjujod pInyg
S ‘paste1 Aueu m0pmcowumuﬂam<

: ES~DUHLu:u :oecoo
uof3eTal v:m 30ud13331 jo sjutod pinyg

mmﬁou u:wvcmawvumu:ﬂ\w>ﬂumumaoou :s19yde9]

A "{UOTIBZTURSZIO TRUIDIUT - (£).
kuusﬂn mvﬂmu:o y3ra- mc0ﬂum~wu %pmncsom (2) -
coﬁumuwaoou\GOﬂumaﬂUﬂuuma mmumunwﬂwu pwvuo Hm:uﬂx Aﬁy

:$Tydng

uaﬂﬁbuapu:o

Lem uow mﬂmmp e se kuﬁmmcasm ucwucop;\.mwowmvm& 2,,, . ) MCﬂBOGx 3o sAen mmuﬂmﬂyasm,. umwovmvum
: . . - - L m:omcmmoumumm :8dn61g
i e R Bupyoesy,

sa7108038) 3o A1Ting TVINIWNNISNI $9110821e) 30 BUFXIK* K

v iR S

. L..SHAMNO.

B



of superior/inferior is recognized buf there is also the consideration

S _ 69 /
‘ - . 2 . N . o
1 :

mixing of agekﬁndfscx groups. Reward and. punishment are highly ritu- ,

alized. Punishment .usually entalls 1051ng a break or writing lines

Control, however, does vary with context:, both positional and inter-, ‘, 5

. personal dimensions are foUnd That is to say, the teacher—pupil diad

N
o

that the pupil may well be the teacher s own child or the child of an-

A

other staff member To categorize the: school as having mechanical or

R}

organic solidarity on the, basis of this information would not only be
misleading but an ovefsimplification of the interaction processes

The empirical application of the typology clarifies'several

/
o

matters. Flrstly, it seems that emph351s should be placed on pedagogy

It is not so much what is taught (although this is certainly important)

-

but how it is taught that is the key to knowledge'and social control

Just as’ speech determines ‘the different ways of relating to objects and
_persons,‘it is the way in which a subject is taught which will determine

the power and social control dimensions of knowledge. : g

Secondly, this empirical study suggests that the diagram )

Bernstein offers of the two educational knowledge codes (Figure 1)~ is

'1nstead an ana1y51s of the two message systems, curriculum and pedagogy

'hThe analysis presented in Chapter IV shows curriculum to be non—special—

vized type and subJect based variety . Moreover, pedagogy was shown‘to

be both teacher and teachers—based and within and across subjects. This

‘seems to imply a strong plassification of curriculum but a weak clas-

sification within the pedagogical process. “That is to say, the sharp

boundary distinctions which are presented on the syllabus are not evi-

7dent.in the actual teachingflearning situation. Moreoyer, the’integrating



1déa discussed in Chapter v i; so entrenched in the pedagogy that an.
observer sees 1ittle'difference in teaching ﬁéthod from one class to the
next. All of‘this serves‘to underscore the neéessity of ahalyzing the ~
interaction between curriculum and pedagogy relatiQ; to evaluation Be—
fore categpriéing the knowledge coae 6f the school._‘It is possible

that these findings are applicable only at‘the micro-level of analysis.
One must remember.thét Bernstein derives his classificafory scheme

from macro-analysis of different culturés (England, Europé u. S A).

Finally, the dvnamics of interaction beg‘Fen staff andzbetween
s;aff and students within and without the teaching-learning.Jituation
requires adalysis before ény,relationship to social solidarify of a
mechanical or organic nature can be asseséed.; This 1is especially rele—
vant in a school such as the one chosen for this study where boundarv
relationéhips with the outside are'Coﬁsiderably wgak.

A méjor 1imitation of the,Bérnstein tyﬁo}ogy is thé cﬁanging
cégcept of education in society. 'The school and teachgr no longer have

exélusive authorify 1n‘edUCatiQn. "The publishing induétry, radié,.telef'
-viSioﬁ, correspondeﬁce’schools, and on¥the;job training hévevput an end
‘to‘the monOpoiy on education. Education c¢annot refer to only the formal
.1nstitutionalized process represented by the sch001. It follows from
this that “the scope of soéiologv of éducation must. also expand. | As

‘much as the Bérnstein typologv focuses our attention on the social
‘basis of knowledge, it must recognize the ambiguous boundaries of that

basis and_adjust to them. 1If not, the analysis of knowledge and social

conitrol cannot be aﬁyghing bﬁt,ﬁartial.

70



By focusing on the selection, gransmission,.and evaluation
‘knowledge Bernstein makes the;sociplogy of education a study of power
and social control_within a culture. His typology emphasizes the s;ruc—
ture of cultural transmission by‘focusing on curriculum‘and pedagogy.
Although this studf%suggests that the distinction between collection
and integrated codes is too sharply drawn by Bernstein, it nonetheless‘

clarifies the use of the ‘typology as a paradigm for the analysis of

'p-w;icular educational structures. Because the ﬁesSage sysgsms of cur-.
»7{ um, pedégogy, and.évaluétion pnderscére what is relevant in“knbw—
and socia% coﬁtrol, the major btréngth.of the typélogy lies in
Eéﬁqential for macro-level stpdies, eépeéially comparative»edﬂcation.

Bernstein's typology has its greatest value in cross-cultural analysis®

- where it may prove useful in testing the congruence between educational

¢

and societal openness. °
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FOOTNOTES

‘ 1Stephan Strasser, Phenomenology and the Human Sciences: A
Contribution to a New Scientific Ideal (Pittgburgh, Pa.: Duquesne
University'Prgss, 1963), p. 127. Strasser mentions that in order to
verify something as a "fact", one must be willing and able to adopt
the mode. of thinking of the person stating the "fact".

Relationship between language.and environment is a widely
discussed topic (See supra Chapter ITI). '

3,Denis'Lawt‘on, Social Class, Language, and "Education, p. 157.

_ The development'of‘Durkheimian'social integration within
Bernstein's work has been noted (See supra, p.24, n. 12).

5Basil Bernstein, Class, Codes and Control, pp. 254-55.
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