Curriculum Studies

A critical review of the aims and purposes of the International Baccalaureatte Diploma Programme (IB DP) using Bernstein’s pedagogic theory and an analysis of the extent to which these are achieved in practice based on my own experience

Introduction

The International Baccalaureatte Diploma Programme (IB DP) has become the dominant post-16 course of choice for the internationally mobile elite.  It is also gaining ground on homegrown upper secondary education worldwide (International Baccalaureatte, 2012).  I am a teacher of IB DP Biology for over 10 years and I intend to examine the programme and its implementation in my current school through Basil Bernstein’s pedagogy theory. Initially, I will focus on his earlier ideas about classification and framing in relation to the IB DP and its implementation in my school.  I will then explore his ideas of pedagogic practice, and then use the framework to analyse IB DP.  From this, I will explore Bernstein’s ideas about pedagogic identities in relation to the IB DP.  I will then assess whether his ideas are still relevent and applicable in this context.
The Curriculum

Kelly’s definition on curriculum is relatively comprehensive ; “the totality of the experiences the pupil has as a result of the provision made” (p8, 2004).  Taba defines curriculum as the approach towards preparing young people for participating in a culture  (1962).  In a similar vein, Lawton defines curriculum as a selection made from the culture of a society (1989).  

For the purposes of this asignment, I will be focusing most closely on the formal, or planned, curriculum through the rhetoric of the IB DP.
The IB diploma

A student of the IB DP will study six subjects selected from six subject groups.  Typically, three are studied as higher level subjects involving 240 hours of teaching, and three as Standard Level subjects with 150 hours of teaching.  A core, comprised of Theory of Knowledge (ToK), Extended Essay (EE) and Creativity, Activity and Service (CAS), is also compulsory and, in fact, central to the IB vision.   The ToK component aims to examine the basis of knowing across all subject groups, and to develop critical thinking skills and cross-cultural understanding.   The EE develops academic rigour in a particular area of subject specialism.  CAS aims to develop students as active contributors to the community beyond personal academic goals, and to foster particular values.  Underpinning all of these components is the IB Learner Profile (LP), which is described as the values driving everything that goes on in a school, derived from the IB mission statement (IB, 2009).  In addition, there is a strong emphasis to locate all learning within an international context and to develop crosscultural understanding and appreciation.  The student leaves secondary education with a widely accepted university entrance diploma, amongst other skills, aptitudes and attributes. 

Basil Bernstein

Basil Bernstein is described as one of the most important and influential curriculum theorists of the past 50 years.  He forms part of the movement termed the New Sociologists of Education (Kelly 2004, Scott 2008, Sadovnik 1991).  Using the insights of Marx, Engels, Mannheim and Durkheim, he views the curriculum as a social and political construction.  The movement examines the ways in which education leads to cultural reproduction, particularly in relation to the maintenance of social inequality. Sudovnik (1991) describes two approaches to the theory.  The first, espoused by Michael Young and Nell Keddie, emphasises phenomenological inquiry, where knowledge is socially constructed through human interaction.  The second, to which Bernstein and Pierre Bourdieu belong, emphasises structuralist enquiry, and seeks to develop a critical study of school knowledge and transmission; the curriculum is viewed relative to division of labour and the economic and political systems (Sudovnik, 1991).  Structuralists view human beings as being understood through structures or overarching systems, where a discourse shares a sign system featuring a code of binary opposites (Pettit, 1975).  

It is worth noting here that the post-structuralist movement was critical of the signs and the interplay between them.  Roland Barthes (1977) viewed the signs as arbitary, Julia Kristeva (Moi, 1986) described the interplay between signifiers as potentially infinite with no absolute truth, and Jacques Derrida (1998) views the interplay between these binary signifiers as fluid. Despite these criticisms, there can be no doubting the utility of Bernstein’s heuristic for examining curriculum. 

Bernstein describes the curriculum as “what counts as valid knowledge” and pedagogy “what counts as valid transmission of knowledge” (Bernstein in Sudovnik, 1991 p51).   Classification and framing are the principle curricular themes Bernstein uses.  Classification is viewed as relating to the distribution of power and the division of labour.    Framing relates to the communication rules and the location of control. 

Classification and Framing

One of the principle curricular themes described by Bernstein addresses the way that knowledge can be categorised or classified.  A curriculum where knowledge is taught in descrete units organised along traditional, classical humanist subject boundaries can be described as strongly classified.  Another term used to describe this curriculum is a ‘collection code’.  Further to this, strongly insulated boundaries between knowledge areas results in a “closed” curriculum. Scott (2008) states the degree to which a curriculum is specialised can be established by determining the number of public exams students sit.  A collection code is categorised by strong boundaries throughout: strong boundaries between teachers and their hierarchical relationships within faculties, strong boundaries between subjects, and strong boundaries between teachers and students (Bernstein, 2000).

A weakly classified curriculum is one in which knowledge is taught in less clearly defined subject boundaries.  In this case ‘integrated codes’ are in evidence.  From this, the absence of strongly insulated boundaries between knowledge leads to an “open” curriculum (Scott, 2008).  An integrated code may well lead to greater similarity in teaching practice across the school since an overarching ideology can be seen to be more evident.  An integrated code is categorised by weak boundaries throughout: weak boundaries between subjects, weak boundaries between teachers and students, weak boundaries between teachers of different faculties.  Teachers develop strong horizontal relationships across subjects (Bernstein, 2000). 

Sudovnik describes a move from a collection to an integration code as reflecting a Durkheimian evolution from mechanical to organic solidarity; from a traditional society where people were bound together by homogeneity, to a more industrialised society where people are bound together by inter-dependence (moving from the sacred to the profane – from the sacred interests of the group to mundane individual concerns  (Matton and Muller, 2006)).

The principle of framing addresses the degree to which teacher and pupil control the selection of material and way it is taught.  A strongly framed curriculum is one where both teacher and pupil exert very little control on content, sequencing and pacing .  They both exert more control within a weakly framed curriculum.  Framing refers to the selection of communication, the sequencing and pacing, criteria for assessment, and the control of the social base from which the curriculum comes (Sudovnik, 1991).

Curricula may be composed of either elements of both, for example a strongly classified curriculum may be weakly or strongly framed.  Further to this the pedagogic approach may not tell the whole story as far as framing is concerned; a seemingly weakly framed, student-centred pedagogic approach, where the student determes the pace and organisation of a curriculum, may well be strongly framed if the teacher ensures that a specific intention is met.  In essence, the different components of framing may themselves vary (Scott, 2008).

The IB DP in relation to classification and framing

Classification

Cambridge (2010) describes an analysis of the IB DP in relation to classification as variable, with clear boundaries between subjects, and, “in other contexts” (p201), some weak boundaries.  His analysis of this is rather vague.  The classification of the IBDP is complex and somewhat contradictory.  

The six subject groups each possess their own objectives driven syllabuses, taught by subject specialists, usually within strongly bound departments; all indicators of a collection code.  However, ToK, alongside the LP, is an indication of the appreciation of  an integrated code, with teachers committing themselves to a common set of values.  In addition, within subject specific areas the syllabuses specify relevent ToK teaching points for subject specialists to address, in order to reinforce the learning in the separate ToK lessons.   

Drawing from my own experience, the expectation of excellence in external examinations within the subject groups, ensures that teachers experience a compelling pressure to demonstrate subject specific expertise, above all else.  For as long as ToK, CAS and LP attributes remain quite separate from the subject group external examinations,  it will be left to the school itself, and issues of framing, to determine how serious it is about implementing a more integrated approach to curriculum planning.  

Perhaps the IB DP best fits into what Fagerty (1991, in Scott) describes as a “connected curriculum.”   This is a strongly classified curriculum where there are attempts made to make connections across subject groups:  The recent introduction of Environmental Systems, a course nested within two groups (Group 3 and Group 4, Experimental Sciences) is an example of this.  In addition, within Group 4 there are common criteria for the Internal Assessment component, effectively weakening the boundaries between Biology, Chemistry and Physics.  The requirements include the development of ICT, database, spreadsheet and investigation skills.  Further to this, the Group 4 project unites all three sciences; Group 4 (all IB) students work collaboratively to solve a problem or explore a theme.  An example of this would be “the market”, where students investigate scientific aspects of the local market, or “ in the event of a zombie apocalyse, would Singapore be self sustaining”.  The students are assessed on skills such as  team-work, self-reflection, and perseverance. 

Boundaries between the sciences might well be less pertinent when considering Bernstein’s concept of classification.  The sciences themselves are derived from the same basic priciples with great unity of knowledge, with the scientific method underpinning them all.  It is perhaps, broader subject disciplines themselves that are more compelling indicators of classification. 

The knowledge itself, Lawton’s “selection of the culture”, is typically drawn from what Kelly (2004) would describe as an absolutist, or rationalist theory of knowledge.  Proponents of this theory, such as Plato and Kant, would view true knowledge as residing in the world at large, accessible through rational thought, rather than the senses.  Knowledge is utterly objective and free of cultural or human inteference.  In Kant’s noumenal world, where knowledge does not entail that our epistemology can necessarily access the objective, the knowledge, is nonetheless, out there.  Certain subjects have an inalienable right to be included within a curriculum.  Objectors to this model are numerous.  Locke and Dewey viewed knowledge as being first perceived by the senses and derived from experience.   The senses are not viewed as infallible, and, hence, knowledge is provisional.  Further to this, the 1970s movement entitled New Directions in the Sociology of Education along with the postmodernists, viewed knowledge as ideology and social control, rather than objective and universal.  The ToK component of the IB DP, addresses ways of knowing, and examines the underlying basis of knowledge.  In essence, it attempts, if only in a limited way, to critically examine the basis for the rest of the IB DP.  This, perhaps, further softens those rigid boundaries around the subject areas.

Framing

Cambridge (2010) describes the framing of the IB DP, or the relations within content, as varying.  He describes the sequencing of knowledge as subject dependent, with some subjects requiring very hierarchically sequencing, and others less so.  Again, his analysis seems somewhat superficial, and he has failed to address the other aspects of framing, such as pacing and communication.

In my subject, topics such as biochemistry and cells are foundational topics that determine initial sequencing.  Beyond these, the teacher has great flexibility as to what to teach next. The same can be said for all the Group 4 subjects. There is a well-framed requirement to complete a prescribed number of laboratory hours for the Internal Assessment component, however there is weak framing of the choice of investigations to undertake.  There is also an Options section of the Group 4 subjects where teachers, with or without student input, are free to select from a number of well framed topics.  

The IB weakly frames the nature of the pedagogic approach within the classroom.  This liberates teachers to communicate with students as they chose, and to determine the approach to learning, be it constructivist or transmission-based.  Pacing is more strongly framed, since the IB offers clear guidance on the number of hours to be spent on each section of the syllabus.  

Further to this, although the ToK syllabus stipulates a balanced approach to teaching all the Ways of Knowing (WoK), it is usually taught by Group 1 (Language A1) or Group 3 (Individuals and Societies) teachers.  There is a danger that teacher expertise, bias and preference will greatly impact the approach to a balanced integration of knowing.  The ToK syllabus itself is loosely framed with regards assessment, giving students and teachers great choice about to focus on in the culminating assignments.  In fact, this will become a more weakly framed situation (for First Exams 2015) with the new ToK syllabus containing a larger list of WoKs.  The weak framing here may directly impact the extent of the integration, or classification, between the subjects.
Pedagogic Practice   Performance vs competance

Performance

Bernstein’s later work on pedagogic practice further developed framing and classification ideas, framing in particular (Sudovnik, 1991). Visible pedagogic practice (VP)  is demostrated through a curriculum with explicit hierarchical, sequencing and criteria rules.  This is a strongly classified and framed curriculum. VP is described as emphasising transmission and performance, with an emphasis on an academic curriculum and on the particular accomplishments and outputs of the learner.  It is often described more simply as the performance model (Sudovnik, 1991).

Kelly (2004) critically examines recent curricular developments in the UK using this Bernsteinien framework as a starting point.  A major criticism of the selection of curricular content from the culture of a society is the issue of a multicultural society, such as that in the UK; white middle-class anglo-saxon curriculum will clearly dominate.  Dissafection and apparent irrelevance is the common student experience.  The “timeless” elements might well be argued for by ensuring that the selection is from the cultural heritage of humanity in general rather than that of one particular nation.  Kelly argues that this returns us to the problem of the nature of knowledge; can any knowledge have objective value?  Societies change, hence culture is fluid.  Interestingly, recent announcements by the current UK Secretary of Education Michael Gove, calls for all students to study the classics (Gove, 2011). Whitty (2012) references Bernstein when describing how the traditional model of secondary education in England entails strong classification and strong framing and that Gove is proposing more of the kinds of solutions that will ensure continuing failure by working class students.  

Kelly (2004) describes the US and UK aims and objectives movement of 1980s  as a particularly troubling example of the performance model.  The curriculum has a very strong collection code and was planned in a scientific and technical way, inspired by the behaviourist theories of learners and learning.  Targets, tables and testing were major components of the movement, with an emphasis on quantity not quality. The movement was highly politicised, aimed at producing “vote-winning” statistics for politicians” (p59).  Kelly’s criticisms of this model are numerous.  In particular, he argues for it representing a form of indoctrination, with schooling viewing children as passive conduits of knowledge.  In addition, learning is viewed as a linear process, characteristic of industrial processes, rather than appreciating the more organic nature of the development of understanding.  The absence of learner autonomy also makes it far from genuinely educational.

The Bernstein model of the VP can be further classified into the autonomous VP (AVP) the market dependent VP (MVP).  The AVP sees knowledge as an objective reality, and its acquisition as inherently worthwhile; knowledge becomes sacred. The MVP rejects this, and views the acquisition of economically useful skills and understanding as worthwhile.  Knowledge is profane, which is similarly the case in Invisible Pedagogic practise (IP) explored in detail later. This is essentially the conflict between vocational and academic knowledge. Bernstein views the AVP as arrogantly stratifying society, and the MVP as similarly not contributing to social change, since working class children are educated for working class jobs.  

Kelly (2004) supports this position, and argues that if there is neither a epistemological not a cultural basis for planning on the basis of knowledge itself, then the selection becomes instrumental or utilitarian and, hence, politically determined as in the English National Curriculum.  Kelly accepts that this is of value if employment or economy are the only concerns, but any idea of valuing education for its own sake of for the benefit of the individual goes out of the window.  He argues that since simply educating for the transmission of knowledge leads to elitism, inequality, dissafection and alienation, and, clearly not all children will be entitled to quality education, based on current government policy, then there is really no need for universal provision in order to ensure societies economic health. 

The instrumentalism of the MVP is an extrinsically valued curriculum and can be referred to as training or instruction  The behavioural objectives underpinning the English National Curriculum  are of extrinsic rather than instrinsic worth.  Dewey in Kelly (2004) argued that education is an end in itself.  Similarly, Peters in Kelly (2004) states that education is not for something.  Kelly argues that “to assert that education is concerned with the development of personal autonomy, understanding, a cognitive perspective, a recognition of the value of certain kinds of activity...is not to state extrinsic goals for education but to identify features that should characterise any process that is to be described as educational”... leads to a “society that has never learned, except by accident, to value things for their own sake” (p67/8).

Competence

Bernstein describe Invisible Pedagogic practice (IP) is the binary opposite of the VP.  This model defines a weakly classified and framed curriculum.  IP practice emphasises acquisition and competence, rather than a particular, pre-defined product.  These competences already exist within the learner and are simply developed. This is often described as the competence model (Sudovnik, 1991).  Scott describes this as the Process Model, where curriculum is activity and experience, not knowledge.  The individual is active and autonomous, whose needs and interests are taken into account.  The IP is usually the dominating curriculum of the primary years, the VP of secondary education (Sudovnik, 1991).

Bernstein’s code theory draws attention to the link between macro and micro power relations at work in curriculum design. Bernstein views both VP and IP as having the potential for radical social change if they seek to change the relationships between social groups.  However, if a student arrives at a school not able to access the code, or the rules and signs, underlying VP practices, they will be disadvantaged. Children of the dominating class are more likely to be advantaged by VP, since it has two sites for acquisition; the home and the school.  Bernstein asserts that the apparently progressive practice of the IP is also more likely to favour the dominating class, since the implicit hierarchical rules reflect the socialisation practices of middle class families; disadvantaged classes and ethnic groups are less able to access the codes and symbols (Sudovnik, 1991).  Scott differs from Bernstein in that he sees no potential for social change from a VP practice.

Young (2010) refers to “powerful knowledge” is the form of knowledge transmitted by elite institutions.  This is knowledge that students can use to make generalisations from their own experience and to move forward from this.  The knowledge emphasises concepts, conections, comparisons and criticisms.  This knowledge is not accessible at home and, would ultimately ensure a participatory role in a democratic society.  Young suggest that the requirements of “powerful knowledge” include bondaries between domains of knowledge associated with subjects – a strong classification – although, somewhat confusingly, Young suggests that these may not always be discipline-based.  Young has taken the Bernstienian position on the distinctions between the AVP and the MVP further by suggesting that the knowledge society, where high skill jobs and innovation dominate, demands explicit educational specifications.  Young, referencing Randal Collins, argues that the increasing credentialism, where people are gaining more and more qualifications in response to the demands of the knowledge society, is not the best educational approach for young people.  Similarly, Lowe (2000) takes the view that it simply continues to stratify on the basis of local and global economics.

Performance and competance and the IB DP

The original purpose of the IB DP was to ensure the preparedness of the internationally mobile for entry into universities around the world.  The mission has expanded to now seek to provide an international education to students of all ages, aiming to develop international mindedness.  This does not in any way encompass what Kelly would describe as a cultural heritage of humanity. Thompson and Cambridge (2004) propose that two forces shape international education; the more progressive internationalist education, exemplified by moral development and responsible global citizenship; and the demands for transferable qualifications driven by economic and cultural globalisation.  They view the need for cooperation through international relations as oppositional to those of competition through economic globalisation. The ideology of international development might well lead to the transfer of expertise between nation states, and the development of international attitudes, awareness and understanding. However, with markets determining economic policies rather than governments, international education has become an aspirational system of education that transcends national frontiers.  The socio-economic elite of the host country are turning to an international education as a means to access the global capitalist system as part of the transnational capitalist class, a form of “symbolic” capital (Lowe, 2000 p373).  By extension, the multiculturalism espoused by the IB might in fact represent a cultural convergence towards the values of this transnational capitalist class, and a contributing aspect of the social divisions and inequalities of globalisation (Cambridge and Thompson 2004, Lowe 2000).  Lowe (2000) adds that within national school context, it is the elite that take international examinations, a form of “symbolic capital”.  Employment opportunities within the multinational companies are perceived as the most lucrative and prestigious. 

In as far as the IB DP is supporting the status maintenance of the socio-economic elite, it presents an interesting fusion of the market-forces of the MVP model and the maintenance of the western, humanist tradition of what counts as valid knowledge upon which an AVP is founded.  The attainment of university determined valid knowledge, alongside the development of competences specified in the LP, CAS and ToK ensures the privileged classes maintain their status.  As Bernstein asserts, the dominating class will still assert itself through the elements of the IP present within the curriculum – the hexagon core of CAS and ToK plus LP – since the family culture will closely align with that of the institution. Interestingly, it is the IB MYP programe for ages 11-16 which draws most strongly from the IP framework.  

The performance/competence dichotomy has some value in examining the IBDP, but may not be the best model to use when examining the particulars of the IB DP. A better analysis might to be had by using Bernstein’s pedagogic identities.
Pedagogic identities and the IB DP

Bernstein’s pedagogic device comprises three rules: distributive, recontextualising and evaluative.  Distributive rules are about different social groups accessing different forms of knowledge and leading to social stratification.  Recontextualising rules define how knowledge is selected, sequenced and paced once it is created.  Evaluative rules define the standards used for the acquisition of knowledge. A pedagogic identity can be derived from this device. Retrospective and prospective identities are the result of recontextualised state-centred resource management, whereas decentred (market) and decentred (therapeutic) identities are recontextualised from somewhere other than the state. A retrospective identity is described  (in Cambridge) as strongly classified and strongly framed, and the result of conservative recontextualisation with a view to traditional social and cultural reproduction.  A prospective identity is a neo-conservative development of retrospective identities with a recontextualisation of the past, aiming to look ahead toward cultural, economic and technological change.  A decentred (market) identity is derived by independent institutions and involves a recontextualisation as a result of market forces and consumption. A decentred (therapeutic) identity is similarly derived independently of the state, with a recontextualisation driven by progressive theories of the development of the individual. The decentred (market) identity emphasises differentiation between learners and the development of competitive learner identities. The decentred (therapeutic) emphasises stable, integrated and cooperative identities  (Sudovnik 1991, Cambridge 2010).

Cambridge (2010) argues that the IB DP can be projected onto several pedagogic identities.  It represents a weak form of retrospective identity, since it could be “projected onto a form of educational nostalgia looking back to an era of grouped secondary school qualification before the introduction of GCE Advanced Level” (p 209).  Although not centred in state control, Cambridge argues that its emphasis on instrumental educational values, preparing young people for entry into the global knowledge economy, along with inclusion of traditional subjects, represents a prospective identity.  The influence of Kurt Hahn on the philosophy of the IB, the LP and CAS in particular, demonstrate and decentred (therapeutic) pedagogy.   The explicit coupling of the IB DP with the global knowledge economy is seen by Cambridge as a move away from this to a more decentralised (market) identity.   He acknowledges that the nature of the school will offer differing versions of this pedagogic mix.  

My school is non selective, and, although overseas, is not particularly international since it caters to a predominantly British student body, and is staffed by British teachers.  The English National Curriculum is strictly adhered to, and the school is accredited by an overseas version of Ofsted. The IB DP was only recently introduced to offer an alternative to the A level courses on offer for post-16 study.  I understand that the reasons behind the decision were predominantly market-driven; parents were asking for it.  The decentred (market) pedagogic identity is clearly evident.  The school is successful by the terms it sets for itself.   It does, however, seem to be experiencing it owns tensions.  It’s strongly academic reputation, or decentred (market) pedagogic identity, seems to be at odds with deep concerns within the community about the importance of attributes, skills, competances, values, or decentred (therapeutic) pedagogic identity.  

Critics

Bernstein’s critics have mainly focused on his socio-linguistic theories.  Critics of the ideas discussed here address a few areas:

Empirical evidence

The absence of sufficient empirical data from schools themselves to support his theories is a great limitation.  Correlating empirical data does exist, for example, there is a strong correlation between the high socio-economic status of a community, the greater likelihood of the IP in early years, and the greater likelihood of the AVP in more senior years (Sudovnik, 1991).  I would imagine this would certainly be the case in many schools with the IB.  There is tremendous scope for much more empirical evidence to support many of Bernsteins ideas.

Dualism

Another criticisms, part of the essentially post-structuralist movement, disproves the dualist approach; VP vs IP, AVP vs MVP.  It is viewed as simplistic. Further empirical data would similarly support his theories. 

Contemporary issues

Tyler in Muller et al (2004) takes Bernstein’s argument further by highlighting what is described as the increasingly “pedagogised” society (p4).  Contemporary market reforms, National Curriculum movements and online e-learning need further examination using Bernstein’s theories of pedagogic discourse; the online e-learning developments of the IB DP is just such an example.  Diaz in Tyler  (2004) points out the absence of a theory of the virtual worlds of the internet.

The Potential of Bernstein’s ideas.

Sudovnik (1991, p61) talks of the “potential of education to … create the possibility of change”.  Much of the discourse around educational policy is devoid of theoretical frameworks.  Bernstein’s ideas are as relevent as they ever were.  How do pedagogic practices explicitly relate to unequal educational outcomes?  Bernstein in Kelly (2004, p89) asserts the following rights for democratic empowerment; individual enhancement, social, intellectual, cultural and personal inclusion, and participation in procedures.  Partnership curriculum where all interested parties have a right to inclusion in the aims, goals and targets.
Like-minded theorists such as Young and Kelly have drawn inspiration from Bernstein, and moved forward with the ideas.  Kelly (2004) proposes a possible alternative to the dichotomous, structuralist view of education, the underlying power relations, and the possibility for social change, echoing Young’s ideas about “powerful knowledge”.  Kelly proposes viewing curriculum is seen as process and development.  If a society is democratic, humans individuals are entitled to freedom and equality of education, empowered within a democratic social context.  The curriculum is aware of its own ideological nature and is inspired by John Dewey and cognitivists.  Knowedge is rejected as a basis for planning, and the curriculum is driven by procedural principles defined by value positions. The principles and aims are detailed and guide practice, and the focus being on understanding. The aims and processes are interwoven, with the aims seen as extrinsic to acitivity, and the process as intrinsic.  Kelly argues against a skills list, with enjoyment needing to be present from the outset, and the need for room for unintended learning outcomes.  Kelly asserts that since the theory of education as process already acknowledges its value-laden stance, namely the democratic social preparedness context, there is no need for further clarification. 

In the context of the IB DP, itis unlikely to be a vehicle for radical democratic reform of societies and socio-economic injustice, since, with the help of Bernstein’s insights, it is a product of the very system it would be attempting to overthrow.  

It appears evident that Bernstein’s ideas remain as relevent as ever.  I would suggest that his most valuable contribution to this discourse is to prompt reflection on the innate value of education, independent of labout market imperatives and the vicissitudes of short-term policy objectives.  

Ultimately, a society needs to ask itself what is it educating for if, indeed, it choses to educate for something at all.  
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