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				Navigating pedagogic possibilities in the context of forced displacement: A Bernsteinian Analysis

				Abstract

				Adopting the document study methodology and using Bernstein’s theory of pedagogy as an analytical framework, the study investigated policy responses to education provision in displacement contexts, the pedagogic models generated from such policies, and the implications for promoting learning. The findings revealed that providing education in displacement contexts involves navigating tensions between the contextual appropriateness of pedagogic models, their inherent power and structural consequences, and the ethical and political trade-offs involved in using such models. The study recommends mixed/eclectic pedagogies founded on mixed pedagogic structures.

				Keywords: Bernstein, pedagogic models, displacement contexts, mixed/eclectic pedagogies.

				Introduction

				Providing education to forcibly displaced learners is increasingly gaining attention worldwide (Gaywood et al., 2025; Walton, 2025; Yilmaz, 2024). Consequently, in 2015, a new global agenda for education, Education 2030, was crafted by the World Education Forum in Incheon, Republic of Korea, to underscore the need to provide “inclusive and equitable quality education and promote lifelong learning for all” (UNESCO, 2015: 6). Articulated under Sustainable Development Goal 4 (SDG 4) with the central tenets of inclusion, equity, quality and lifelong learning, the new global agenda vows not to leave anyone behind. 

				Central to the new agenda, inclusion and equity entail “addressing all forms of exclusion and marginalisation, disparities and inequalities in access, participation and learning outcomes” (UNESCO, 2015). Quality, on the other hand, entails “education that fosters creativity and knowledge and ensures the acquisition of foundational skills of literacy and numeracy as well as analytical, problem-solving, and other high level cognitive, interpersonal and social skills” (UNESCO, 2015). A special commitment is made in the global agenda to prioritise education for 
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				learners in displacement contexts. The agenda calls upon countries to “develop inclusive, responsive and resilient education systems” (UNESCO, 2015) that accommodate learning in displacement contexts. 

				Despite the inclusion goals of the new agenda, the global crisis of displaced learners has continued to rise exponentially. The key question confronting many educators worldwide is: How can education be provided in countries where there is war and displacement of learners? While this question begs for multisectoral approaches, this study examines it from a pedagogical perspective. The study addresses the question by investigating policy responses to education provision in displacement contexts, the pedagogic models underpinning these policy responses, and implications for promoting learning in displacement contexts. Bernstein’s theory of pedagogy (Bernstein, 1990; 1996) is used as an analytical framework and conceptual language for the study. The qualitative document-study methodology is used to generate data. 

				Studies on providing education in crisis contexts, such as wars and health pandemics (Aluko & Ooko, 2022), have tended to focus on using online learning as an approach to providing education in such contexts. Few studies have focused on the inherent features of pedagogy as a possible means to address the challenge of education provision in displacement contexts. The present study closes this gap by investigating how the underlying features of pedagogy can be leveraged to address the challenge.

				Methodology

				Data for the study were generated through the qualitative document-study methodology, which entails analysing written materials containing information about the phenomenon under investigation (Johnson & Christensen, 2014). Bernstein’s seminal books (e.g., Bernstein, 1990; 1996) were closely studied to generate an analytical framework and conceptual language for the study. 

				UNESCO publications on displacement and education provided helpful descriptions of education policies in various displacement contexts. Articles retrieved from search engines, such as Google Scholar and EBSCOhost databases, provided antecedent studies on the phenomenon. The variety of sources used ensured triangulation and gave the study more comprehension, clarity, and deeper insight into the phenomenon.

				Search words, such as “learning under forced displacement”, “displacement pedagogy”, and “inclusive pedagogy”, were used to purposively sample relevant and recent articles. Peer-reviewed articles (e.g., from Routledge) were used. The data were analysed using the qualitative thematic data analysis technique, which entailed intensive reading and re-reading of the documents, identifying patterns and themes (Miles & Huberman, 1994). Thematic data analysis was supported by the Bernsteinian analytical framework, which provided theoretical and conceptual lenses for making sense of the data. 

				 Although the selected documents for the study were available to the public, the researcher adhered to ethical considerations, such as being objective and truthfully reporting findings. No AI tools were used to aid the study.
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				Analytical framework

				Bernstein’s theory of pedagogy (Bernstein, 1990; 1996) was used as an analytical framework to analyse policy responses and generate pedagogic models for providing education in displacement contexts. Through its fundamental rules, namely the regulative, the instructional, and the evaluative rules, as well as the concepts of classification and framing, Bernstein’s theory of pedagogy enabled the researcher access to the underlying structures of pedagogy and to generate various pedagogic models. Regulative rules highlight the issues of power, hierarchy, and expected conduct in the pedagogic relation. Instructional rules, on the other hand, highlight the issues of control over the curriculum aspects of selection, sequencing and pacing in the pedagogic relation. Evaluation rules highlight what is regarded as legitimate or illegitimate learning (Bernstein, 1990; 1996). The fundamental rules of pedagogy generate two broad discourses underpinning pedagogic discourse: the regulative discourse (a discourse of power, character and manner) and the instructional discourse (a discourse of control over the selection, sequencing, pacing, and evaluation aspects). Bernstein (1990) argued that the regulative discourse underpins, shapes, and informs the instructional discourse. 

				Bernstein (1990; 1996) further argued that, depending on the degree of explicitness or implicitness, the fundamental rules of pedagogy, together with their attendant regulative and instructional discourses, generate two broad categories of pedagogic practice: visible and invisible. Explicit hierarchical rules, accompanied by clear power relations, super-ordination and subordination in the pedagogic relation, generate visible pedagogies or traditional teacher-centred pedagogies (Bernstein, 1990). Masked or blurred rules of hierarchy underpinning regulative and instructional discourses generate invisible or learner-centred pedagogies (Bernstein, 1990). 

				Visible pedagogies construct and project a pedagogic identity of the teacher as a dominant authority figure who transmits the pedagogic text to the learner. In contrast, the learner’s pedagogic identity is relegated to that of a passive receptor of the pedagogic text. Invisible pedagogies project the teacher with a pedagogic identity of a facilitator while the student is projected as an active participant in the pedagogic context. Visible pedagogies highlight learners’ summative and gradable performance, comparing learners and producing stratified differences between them. In contrast, invisible pedagogies highlight holistic and formative assessment, recognising uniqueness and diversity among learners (Bernstein, 1990). 

				In addition to the fundamental rules, Bernstein’s (1990; 1996) concepts of classification (C) and framing (F) provided access to the foundational structures of pedagogy needed to generate pedagogic models. Classification refers to power relations and concerns the degree of insulation between pedagogic categories. Classification can be strong (C+, C++) or weak (C-, C--). Strong classification (C+, C++) entails strong insulation between pedagogic categories, while weak classification (C-, C--) entails weak insulation between pedagogic categories (Bernstein, 1990; 2004). 

				Strong classification (C+, C++) generates unique identities, while weak classification (C-, C--) generates blurred identities. Power creates, legitimatises, reproduces the insulation between the pedagogic actors, and naturalises the pedagogic identities as real (Walton, 2025; Bernstein, 2000). Strong classification (C+, C++) gives rise to strong recognition rules, leaving no 
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				room for the learner’s exploration and demonstration of competence (realisation rules). Weak classification (C-, C--) gives rise to contextual ambiguities in contextual recognition, leaving room for the learner’s exploration of the context and diverse ways of demonstrating competence (realisation rules). Bernstein (1996) associated strong contextual specifications for learners with visible pedagogy, while he associated weak specifications with invisible pedagogy. The classificatory principles were further used by Bernstein (1990; 1996) to illuminate restricted (monolingualism or monoculturalism) and elaborated codes (multilingualism and intercultural contexts) in pedagogic practice. 

				The concept of framing (F) illuminates the locus of control over the selection, sequencing, pacing, and evaluation aspects of curricular. Framing can either be strong or weak, depending on the positionality of control. Strong framing (F+, F++) is when the locus of control over the selection, sequencing, pacing, and evaluation of pedagogic discourses is positioned outside the learner’s control. Weak framing (F-, F--) is when control over these aspects is centred on the learner. 

				Framing can either be external (eF) or internal (iF). eF illustrates pedagogic contexts where external authorities (e.g. education authorities) constitute the centre of control over the instructional aspects. iF denotes contexts where control over instructional aspects is centred on internal pedagogic players such as the teacher or the learner. External and internal framing can either be strong (eF+, eF++, iF+, iF--) or weak (eF-, eF--, iF-, iF--) (Bernstein, 1990). 

				While Bernstein’s conceptualisation operated in a dichotomised manner, subsequent studies (e.g. Morais & Neves, 2001) provided an innovative use of the classificatory and framing concepts by designing a four-point scale of classificatory values (C++, C+, C-, C--) and framing values (F++, F+, F-, F--), or (eF++, eF+, eF-, eF--) with the highest values representing strong insulation and control relations, and the weaker values representing diminished insulation and control relations. The concepts of classification and framing were used to highlight further Bernstein’s pedagogic device (Bernstein, 1996), which illuminates issues of knowledge production, recontextualisation, and distributive and evaluative rules. 

				Policy responses to education provision in displacement contexts

				Document studies were conducted to investigate policy responses to education provision in displacement contexts. The findings revealed two broad policy contexts in which displacement education occurs, namely, internal displacement contexts (for those who stayed behind despite the war) and cross-border displacement contexts (for those who crossed international borders to seek security from the war) (Abu-Ghaida & Silva, 2020). 

				For internal displacement contexts, document studies (e.g. Fransen et al., 2018; Abu-Ghaida & Silva, 2020) revealed that proper policy responses are hampered by adverse effects of the ongoing war, such as attacks on schools, killing of teachers and learners, recruitment of child soldiers, exposure to violence, and high levels of insecurity (Milton et al., 2023; Phusavat & Buheji, 2024). These factors will likely lead to absenteeism and irregular school attendance by internally displaced learners, limiting their access to education. Fransen et al. (2018) illustrate this situation by highlighting the case of Burundian learners who were internally displaced during the 1993-2005 civil war in Burundi. Fransen et al. (2018) found that Burundian learners who stayed behind during the civil war ended up in camps for the internally displaced; most did not have educational facilities. Half of the school-aged internally displaced Burundian children could not attend school due to the ongoing war. 
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				On the contrary, former Burundian refugee children who returned from the United Nations High Commissioner for Refugees (UNHCR) funded schools in Tanzanian refugee camps had better educational outcomes than their counterparts who stayed behind in Burundi. Phusavat and Buheji (2024) cite challenges for internally displaced education provision, which include a lack of access to learning resources such as laboratories and libraries, as these may be damaged or are being occupied by armed groups. Armed conflict-related internal displacements aggravate the provision of qualified teachers and other education personnel. Equally, it poses a challenge in setting up learning spaces as the available limited funds are prioritised for the war (Phusavat & Buheji, 2024).

				Regarding cross-border displacement contexts, document studies revealed two dominant policy responses: parallel/separate education provision and inclusive education provision (UNESCO, 2019; Walton, 2025; Gaywood et al., 2025). Parallel education entails educating displaced learners in a system separate from host country learners, with the hope of eventual repatriation to their home country. Parallel/separate provisions include camp-based special schools parallel to host country schools (UNESCO, 2019). In some cases (UNESCO, 2019), the camp-based special schools for displaced learners have been criticised for creating a segregated, unequal parallel system of provision, denying displaced and host country learners to benefit from intercultural diversity (UNESCO, 2019). Furthermore, Fransen et al. (2018) highlight the risk associated with an externally funded camp-based provision where the funding agency might run out of funds. However, in the case of Tibetan exile schools in India, separate education provision for displaced Tibetan learners has been welcomed as a positive move intended to promote Tibetan national identity, language, and cultural preservation (Wangdu, 2021). 

				Within the framework of international conventions, such as the 1951 Refugee Convention, several countries have moved towards inclusive policy responses, including displaced learners into national education systems. The inclusion model denotes meeting the refugee’s rights to education within the host country’s existing education provision framework. 

				Document studies revealed several forms of the inclusion policy model. These include the complete integration/multiculturalism inclusion model, such as the Italian post-1994 policy on intercultural dialogue and coexistence, which called for the importance of openness and dialogue in schools (Migliarini & Cioe-Pena, 2024). Another form of the inclusive policy response is the strict assimilatory policy response, which is illustrated by the assimilatory policies of the United States of America (USA), which seek to exclusively advance American cultures and languages among displaced learners (UNESCO, 2019). Mendenhall et al. (2018) cite the Ugandan case, which illustrates the adaptive policy response where the goal is to facilitate the integration of displaced learners into the host country’s education system while acknowledging and valuing their cultural identities and experiences. Likidor and Chimbutane (2024) cite yet another form of inclusion policy response, which is the flexible and adaptive learner-centred practices in Kakuma refugee camp schools in Kenya, which illustrate adaptive and flexible linguistic practices where the language of instruction is adapted to the unique linguistic needs of the learner. Lastly, the transformative inclusive or intercultural policy response centres on celebrating cultural diversity to promote learning for all students (UNESCO, 2019). 

				The inclusion policy response has not been without its challenges. Most common have been the prejudicial, stereotypical attitudes that displaced learners have faced under the inclusion model. While some inclusion models, such as the assimilation models, have guaranteed 
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				displaced learners’ access to schooling, they have not enabled such learners access to learning. Thus, while emphasising physical access to inclusive schooling, the inclusion model has not addressed stereotypical attitudes, which hamper access to learning (UNESCO, 2019). Displaced learners under the inclusion model are likely to face practices such as discrimination, racism, outright hostility, and sometimes physical attacks (UNESCO, 2019). 

				Another challenge surrounding education policy response in displacement contexts pertains to teacher provision. For internal displacement contexts, the challenge has to do not only with ensuring the safety of teachers but also with guaranteeing teacher quality and numbers. For instance, Milton et al. (2023) observed that internally displaced teachers working in displacement camps face challenges, such as difficulty in collecting their salaries, fear of physical attacks and killings, abductions, recruitment into the military, and general arrests by authorities. Additionally, teacher scarcity sometimes leads to authorities hiring teachers with variable qualifications, a situation that negatively affects teacher quality. This has been compounded by the lack of continuing professional development for teachers, given the war circumstances (Mendenhall et al., 2018).

				Generating pedagogic models for education provision in displacement contexts

				Two broad categories of pedagogic models are generated from the preceding presentation: the separate/parallel and inclusion pedagogic models. The foundational structures of the models are discussed in the following sections. 

				5.1	Separate/parallel pedagogic model

				The separate/parallel pedagogic model is characterised by strong insulation (C+, C++) between education provision for refugees and that of host country learners. Education for refugees tends to mirror that of their home country, preserving their home country’s cultural identity with the hope of repatriation in the near future. 

				A study by Fransen et al. (2018) on the 1993-2005 Burundian refugees in Tanzania who were taught separately in refugee camp schools through financial support by the UNHCR provides a typical example of a separate, parallel system. Another case example is that of the separate education provision to Syrian refugee learners in Turkey, which was based on a Syrian curriculum taught in Arabic by Syrian teachers seeking to maintain educational continuity for eventual return to Syria (UNESCO, 2019). A similar case is that of the Tibetan exile schools in India which provide a separate system for Tibetan children aimed at the Tibetan cultural self-preservation (Wangdu, 2021).

				The foundational structure of the separate pedagogic model is based on strong insulation (C+, C++), with clear and rigid, traditional subject boundaries between host country subject content and home country subject content. Refugee and host country knowledge are strongly insulated, emphasising the home country curriculum. Specialised/unique pedagogic identities of refugee and host country learners are spelt out without interchange.

				External framing at the macro-level is strong (eF+, eF++), mirroring limited incorporation of host country context and community involvement restricted to within the refugee population. Internal framing at the micro-level of pedagogic practice is strong (iF+, iF--), with teachers maintaining control over the instructional discourse’s selection, pacing, sequencing and evaluation aspects. Given the underlying pedagogic structure, this model will likely mirror Bernstein’s (1990; 1996) visible pedagogy with the power and control aspects centred 
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				externally to the learner. Strong insulation (C+, C++) and control (F+, F++) relations suggest explicit recognition rules where expectations for learners are clearly defined, and specific standards for demonstrating competence (realisation rules) are clearly stated. 

				The pedagogic device comprises production and distributive rules that maintain home country knowledge, minimal contextualisation or adaptation to the host country context, and evaluation aspects aligning with home country standards. Restrictive code is the underpinning code, emphasising refugee community identity and linguistic forms. 

				5.2	Full integration/multiculturalism pedagogic model

				This model seeks to fully integrate displaced learners into the host country’s mainstream education system. Minimal interaction is maintained between refugee culture and host country culture. Consequently, “parts of migrant culture are accepted or integrated, and migrants are more tolerated or respected”, a situation which leaves migrants “feeling conflicted as parts of their culture are valued over others” (UNESCO, 2019). 

				The pedagogic structure of strong insulation (C+) is illustrated by the firm boundaries between the home country curriculum and host country curriculum, with displaced learners expected to follow and adhere to the host country curriculum, standards, and assessments similar to that of local students, with minimal specialised support. Minimal specialised support comes in the form of rapid mainstreaming activities, accelerated remedial interventions, or catch-up interventions, which are, by and large, intended to serve as mechanisms for absorbing and integrating displaced learners into the mainstream culture (UNESCO, 2019). A case example is that of displaced West Africans in Italy, which highlights the Italian post-1994 multiculturalism policy. The Policy emphasised dialogue and coexistence between displaced learners and host country learners. The policy called for the importance of school openness and dialogue (Migliarini & Cioe-Pena, 2024). Full integration/multiculturalism pedagogic models have been criticised for emphasising the need for displaced learners to integrate into host communities while host communities do not have to change (Walton, 2025). 

				The insulation is strong (C+) with clear subject boundaries and follows the host country’s curriculum structure. Strong insulation is further maintained between school knowledge and the everyday knowledge of refugee learners, with education separate from refugee learners’ personal experiences. Internal framing is strong (iF+), with teachers controlling content selection, pacing, and evaluation in a predominantly teacher-directed approach. 

				Strong insulation gives rise to explicit recognition rules, with clearly communicated expectations, and realisation rules that are based on host country norms, with limited flexibility. Regarding the pedagogic device, the model manifests distributive rules that prioritise the host country’s official knowledge, with recontextualisation rules providing minimal adaptation for displaced learners. Displaced learners are expected to adapt to the linguistic and cultural norms of the host country. The pedagogic practice exemplifies Bernstein’s visible pedagogy. 

				5.3	Strict assimilatory pedagogic model

				The strict assimilatory pedagogic model emphasises complete assimilation into the host country’s education system without accommodating displaced learners’ backgrounds or experiences. Refugee learners are expected to become proficient in the host country’s official language and should embrace the national culture. Displaced learners are expected to abandon their previous identities, language, values and norms entirely and adopt those of the host country.
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				Rather than celebrating diversity, assimilatory practices are aimed at the complete erosion of difference between host society and displaced learners, leading to displaced learners feeling excluded as their culture is excluded. UNESCO (2019) further cites the US example of assimilatory policies, which seek to exclusively advance American cultures and languages. 

				The strict assimilatory pedagogic model is underpinned by strong (C++) insulation, highlighting subject boundaries with rigid and strict adherence to the host country curriculum. Very strong insulation (C++) is further maintained between school knowledge and the displaced learner’s everyday knowledge, with the displaced learner’s personal experiences excluded. There is no recognition of refugee knowledge.

				The pedagogic structure of the model further exhibits very strong external framing (eF++) by host country curriculum authorities, with experiences of displaced learners not recognised and community involvement related to refugee identity discouraged. The pedagogic structure further exhibits very strong internal framing (iF++), with teachers exercising control over the instructional aspects of pedagogic practice, with instruction exclusively teacher centred (visible pedagogy). 

				Recognition rules are highly explicit, with strict expectations based on host country norms, while the realisation rules are rigid, with limited ways to demonstrate competence. The pedagogic device manifests distributive rules that exclusively prioritise host country knowledge and recontextualisation rules that ignore displaced learners’ experiences. Regarding linguistic codes, no consideration is accorded to displaced learners’ linguistic backgrounds; learners are expected to embrace the host country’s language. The pedagogic practice is highly visible with strict criteria and uniform assessment. 

				5.4	The adaptive integration pedagogic model

				The pedagogic structure underpinning the adaptive integration model is characterised by moderate classification (C) and framing (F) relations. The pedagogic model maintains a porous insulation by blending the national curriculum with adaptations to meet the specific needs of displaced learners. The model includes supplementary support, such as language classes, cultural orientation, and psychosocial assistance. The goal is facilitating integration while acknowledging and valuing displaced learners’ cultural identities and experiences. Mendenhall et al. (2018) cite the Ugandan case, where a shift to mainstreaming displaced learners into national education systems is seen as a positive move towards sustainable education provision. 

				The foundational structure of the model is characterised by moderate insulation (C), with clear subject boundaries but with some interdisciplinary connections between subjects. Insulation between school knowledge and everyday knowledge is moderate, with real-world applications considered, while displaced learners’ knowledge and host country knowledge are integrated, and both are valued. 

				External framing is moderate (F), allowing some permeability incorporating displaced learners’ experiences into the host curriculum knowledge. Similarly, internal framing is moderate (iF), with teachers guiding content and pacing but allowing student input. Community involvement is encouraged for support services. Recognition rules underpinning the pedagogic model are mostly explicit with clear expectations, however, with some flexibility. Realisation rules are flexible with students demonstrating competence in various ways.
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				Distributive rules maintain a balance between official knowledge and displaced learners’ backgrounds. Official knowledge is mostly recontextualised to be culturally relevant. The pedagogic practice is inclined towards what Yilmaz (2024: 6) terms a culturally responsive pedagogy, which “focuses on a comprehensive, inclusive and multidimensional learning environment, which empowers, transforms and emancipates students from diverse backgrounds”. Evaluation rules combine standardised assessment with contextual evaluations prioritised. Linguistic codes combine restricted and elaborated codes, supporting communal identity and individual expression. The pedagogic practice manifests a mix of visible and invisible pedagogy.

				5.5	The flexible learner-centred pedagogic model

				The flexible learner-centred pedagogic model exemplifies Bernstein’s (1990; 1996) visible pedagogy. The model underscores adaptability to displaced learners’ unique needs, backgrounds, and experiences. This model adopts a fluid, process-oriented curriculum, which is often co-constructed with students, integrating students’ cultural backgrounds and real-world experiences. 

				Teachers act as facilitators, guiding students in a collaborative and supportive environment. Lokidor and Chimbutane’s (2024) study on the flexible translanguaging pedagogy in the Kakuma refugee camp in Kenya provides a case example. The translanguaging pedagogy in Kakuma refugee schools exemplifies flexible adaptation of the language of instruction to the unique linguistic needs and backgrounds of learners through code-switching. Lokidor and Chimbutane (2024) highlighted the driving factors for flexible adaptation, including facilitating learners’ understanding of subject matter, enhancing learners’ meaning-making during lessons, activating classroom participation, and fostering communication.

				The pedagogic structure of the flexible learner-centred pedagogy exhibits weak classificatory (C-) relations, with subject boundaries manifesting blurred, interdisciplinary approaches. Real-life experiences are integral to the learning experience through translanguaging pedagogy, thus generating weak insulation (C-) between school and everyday knowledge. The relationship between teacher and learner roles is characterised by collaboration, flexibility, and interchange, resulting in masked pedagogic identities. 

				The pedagogic structure further exhibits very weak external framing (eF--), with high permeability between the classroom and the outside world, incorporating refugee experiences and community knowledge into the curriculum. The model is further characterised by strong community and parental involvement. 

				Internal framing is weak (iF-), with learners having significant control over content selection, pacing, and evaluation. Learning is student-centred, with teachers facilitating rather than directing. Recognition rules are implicit, and learners learn to recognise what counts as valid knowledge through exploration. Realisation rules are flexible, with multiple ways to demonstrate understanding accepted. 

				Distributive rules emphasise diverse knowledge sources, including students’ home backgrounds. Recontextualisation rules adapt knowledge to learners’ contexts, while evaluative rules are flexible, with formative assessment focusing on individual growth. The linguistic code is elaborated, encouraging individual expressions and the use of language in varied and creative ways. The pedagogic practice reflects Bernstein’s (1990; 1996) invisible pedagogy, with a formative and personalised assessment and implicit criteria for assessment. 
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				5.6	The transformative/interculturalism pedagogic model

				This pedagogic model centres on celebrating cultural diversity to promote effective learning for all students (UNESCO, 2019). This innovative model uses diverse refugee experiences to transform education for all learners. It seeks to create an inclusive curriculum that benefits refugee and host community learners. Displaced learners feel more welcome as their culture is seen to add value to learning. 

				Gaywood et al. (2025: 374) refer to “a culturally responsive pedagogy of welcome” that creates welcoming spaces that emphasise shared learning, mutual respect, and collaborative knowledge creation. The pedagogic approach is highly participatory, with strong community involvement and a focus on social justice and global citizenship, which, as Gaywood et al. (2025: 375) argue, is manifested through a pedagogy that is “infused with values, ethics, the rights of children, democratic principles and quality teaching”. The transformative inclusive/interculturalism pedagogic model represents the highest level of what Walton (2025) and Koutsiouri and Sarakinioti (2025) term as inclusive pedagogy. 

				The transformative inclusive pedagogy’s foundational structure is characterised by weak insulation (C--), with blurred subject boundaries, emphasising interdisciplinarity and thematic learning. The structure further exhibits weak insulation between school and everyday knowledge, with learners’ experiences shaping the curriculum. A very weak insulation further entails integration of refugee and host knowledge, with all cultural backgrounds equally valued in an intercultural manner.

				External framing is very weak (eF--), manifesting high permeability, with community and global issues central to learning. The pedagogic model emphasises strong collaboration with community organisations. Internal framing is very weak (iF--), emphasising collaboration and shared decision-making, with learners co-constructing the learning process. 

				Recognition rules are highly implicit, emphasising learning what counts as knowledge through engagement. Rules of demonstrating competence are diverse and flexible, with multiple forms of expression encouraged. Distributive rules prioritise diverse and inclusive knowledge sources, with recontextualising rules focusing on creating new, shared understandings. Evaluative rules emphasise personal growth, critical reflection, and collective outcomes. The linguistic code is elaborated and emphasises interculturalism. The pedagogic model is primarily invisible, emphasising holistic and formative assessment.

				Navigating pedagogic models in displacement contexts

				The following key factors are central to pedagogic decision-making in displacement contexts.

				6.1	Structural equivalence of opposed pedagogic models

				As seen in the analysis, both the separate/parallel policy and the strict assimilatory policy operate on identical structural foundations of very strong classification (C++) and very strong framing (F++). Thus, despite their opposed political goals (i.e., cultural preservation versus cultural erasure), the two policy models share the same pedagogic structural foundation. The difference, however, is that in the separate/parallel policy model, the C++ boundary and the F++ control relations operate primarily at the macro-level of education provision, separating refugee learners from host country learners. In the assimilatory model, the C++ boundary and F++ control relations operate at the micro-level of pedagogic practice, separating legitimised host knowledge from the delegitimised refugee learner knowledge. 
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				This finding is significant for policy decision-making in displacement contexts as it illuminates the power of Bernstein’s framework to uncover and reveal deep structures that are invisible at the level of policy intent. Without unravelling these deep-seated pedagogic structures, policy reform in displacement contexts may not lead to any significant transformation. Without interrogating the underlying pedagogic structures, which can be made visible through Bernstein’s framework, a mere shift from separate models to assimilatory models of education provision may not lead to any transformation. 

				At the surface level, the two policies (separate/parallel and assimilatory policy) appear to be different, with the assimilatory inclusion policy purportedly improving the separate/parallel policy. However, the difference is insignificant at the deeper level as the two policies are still driven by the same pedagogic structure based on strong power (C++) and control (F++) relations. The key lesson from the study is that meaningful transformation in education provision for displaced learners requires going beyond the surface level of policy intent to transform the invisible and deep-seated pedagogic structures.

				6.2	Tensions between contextual appropriateness and the inherent power and structural consequences of the models

				The foregoing analysis revealed tensions between contextual appropriateness and the models’ inherent power and structural consequences. This finding uncovered yet another core problem/dilemma of the study: How do we navigate the unavoidable ethical and political trade-offs embedded in the model that is most contextually appropriate? The finding underscores that each model has inherent power dynamics and structural consequences that operate regardless of context. Two case examples can be drawn from this study to illustrate the uncovered problem. These are: the Tibetan exile schools in India and the Kakuma refugee schools in north-western Kenya. 

				The Dalai Lama of Tibet and Jawaharlal Nehru of India agreed to create separate Tibetan schools in India after fleeing the Chinese invasion of Tibet in the 1950s. The establishment of separate Tibetan schools in India was based on a deliberate Tibetan decision to preserve Tibetan identity, history, culture and language (Wangdu, 2020). Tibetan separate schools incorporated the teaching of Tibetan history, culture and language up to grade 8 to preserve Tibetan culture and national identity (Wangdu, 2020; 2021).

				The pedagogic structure underpinning the Tibetan exile schools is characterised by strong classificatory (C++) and strong framing (F++) at the macro-level of policy, with separate schools dedicated to the cultural self-preservation of the Tibetans. Strong external framing (eF++) is illustrated by the Tibetan Department of Education, which sets the curriculum with foundational years focusing on teaching Tibetan history and Buddhist ethics while aligning upper secondary subjects with India’s Central Board of Secondary Education (CBSE) examinations. 

				Strong internal framing (iF++) is illustrated by teachers retaining tight control over the instructional aspects of the curriculum. The Tibetan pedagogic structure illustrates how a visible pedagogy that safeguards cultural identity produces respectable academic results and keeps the dream of eventual repatriation open. Tibetan parents and leaders see the strong boundaries not as barriers but as necessary walls against linguistic and political erasures. 

				Tibetan parents and leaders see the separate/parallel pedagogic model as the most contextually appropriate model for pursuing the political goal of cultural preservation. However, the model poses pedagogic risks from inherent power dynamics and structural consequences 
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				that operate regardless of context. A strongly classified (C++) and strongly framed (F++) pedagogic structure, even when used for a “good” goal like cultural preservation, tends to limit learner agency, suppresses critical thought, and reifies a static version of culture. The power dynamics inherent in such models tend to apportion teachers a dominant role while relegating learners to positions of mere recipients of pedagogic texts (Barrett & McPhail, 2023). 

				Unlike the Tibetan separate schools, the Kakuma refugee schools illustrate the opposed end of a contextually appropriate model yet possessing inherent power dynamics and structural consequences that operate independently of context. The Kakuma refugee camp in north-western Kenya enrols children from more than 15 language groups. Kakuma refugee schools follow the Kenyan national curriculum, taught in English and Kiswahili, yet many learners arrive speaking neither of the languages. With the permissive Kenyan curriculum system, teachers in Kakuma refugee schools adopt a translanguaging pedagogy, code-switching among English, Kiswahili, and home languages with four contextual drivers being: facilitation of learners’ understanding of subject matter, richer meaning-making in the lesson, livelier classroom participation, and better peer communication (Lokidor & Chimbutane, 2024)

				The pedagogic structure underpinning the translanguaging pedagogy in Kakuma is characterised by weak classification (C--), with linguistic and cultural boundaries blurring as lessons are flexible and adaptable to learners’ linguistic needs and cultural backgrounds through code-switching. External framing is very weak (eF--) as teachers freely adapt examples and language usage to suit learners’ needs, while the Kenyan syllabus remains the point of reference. Internal framing is very weak (iF--) as learners steer the linguistic repertoire of the teaching and learning process and can ask questions, answer questions, draft notes, or discuss in any shared tongue. The case illustrates a displacement context characterised by an invisible pedagogy born out of sheer necessity. Given the many languages and few trained bilingual teachers, there is no realistic way to impose a single-language regime. 

				Despite its contextual appropriateness, the translanguaging pedagogic decision lacks consideration of the inherent power dynamics and the structural consequences of the flexible learner-centred pedagogy (invisible pedagogy). A weakly classified (C--) and weakly framed (F--) pedagogic structure, even when used for “good” intentions such as in the Kakuma refugee schools, tends to ignore the risks posed by a weak C--/F-- invisible pedagogy. Bernstein (1990) and Barret and McPhail (2023) argue that not all learners are equally likely to possess the cultural capital needed to recognise an invisible pedagogy’s implicit rules and expectations. An invisible pedagogy may therefore disadvantage learners from poor socio-economic backgrounds. Furthermore, the decentring of the significant role of the teacher as a knowledgeable authority and the blurring of boundaries between everyday knowledge and academic knowledge obscures the learners’ access to vertical knowledge (Barret & McPhail, 2023). These risks pose a dilemma in policy decision-making for displacement contexts.

				Conclusion: Towards mixed/eclectic pedagogies

				Given the complexity of pedagogic decision-making in displacement contexts outlined above, this study recommends a mixed or eclectic approach based on diverse pedagogic structures. Evident from the foregoing discussion is that classroom reality in displacement contexts cannot be neatly packaged to reflect one set of pedagogic structures. A fluid and eclectic pedagogic structure seems to be appropriate. The study concludes that mixed/eclectic pedagogies can contribute towards realising SDG4 in displacement contexts. 
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