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ABSTRACT

This paper reflects upon collaborative school-based research over recent years in an ARC-funded
project which focused on curriculum leadership for effective learning and teaching. While the
research addressed certain questions about the nature of curriculum leadership and its rich
diversity of representation in a range of teaching/learning contexts, it raised others of significance
in relation to the "readiness” of significant stakeholders to engage in curriculum leadership
practice. This paper begins to explore to what extent and in what ways all stakeholders have voice
and are included in curriculum leadership practice.

The paper is informed by emerging understandings about curriculum leadership from the Research
Project mentioned above, and by insights derived from relevant literature about the empowerment
of significant stakeholders to engage in and transform curriculum leadership practice.

Some very tentative propositions about creating space for significant stakeholders in curriculum
leadership are presented within the context of some exploratory research in a small number of
schools across a small number of cross-cultural sites.

The paper concludes with a call to define empowerment to engage in and transform curriculum
leadership practice by all stakeholders in ways which are authentic and relevant in
teaching/learning contexts. Such a call will foreshadow possible ways of responding to, and further
researching, the challenge of creating space for the voices of all stakeholders in curriculum
leadership.

JOINT OWNERSHIP OF IDEAS

This paper reports research from a project funded by the Australian Research Council and Education
Queensland in 1996 and 1997. The members of the research team included Tania Aspland, Bob
Elliott, IJan Macpherson, Adrian McInman and Christine Proudford, School of Professional Studies
and Ross Brooker, School of Human Movement Studies, Queensland University of Technology; and
Joan Jenkins, Leonie Shaw, Greg Thurlow, Christine Woods, Laurie Wheldon and Del Colvin,
Education Queensland. Lynn Burnett and Sue Powrie were involved as Research Assistants in the
second year of the project. The ideas developed in this paper were developed with the knowledge of
the research team mentioned above and facilitated by QUT's Professional Development Program for
Academic Staff. The paper forms the basis for a research grant application for a much larger
research investigation in the latter part of 1998 and during 1999. This investigation will use an
action research approach and employ a mixed methodology as a means of developing further and
authenticating a living educational theory about creating space for the voices of significant
stakeholders in curriculum leadership.
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INTRODUCTION

This paper reports upon collaborative school-based research over recent years in an Australian
Research Council-funded project which focused on curriculum leadership for effective learning and
teaching. While the research addressed certain questions about the nature of curriculum leadership
and its rich diversity of representation in a range of teaching/learning sites (namely secondary and
primary/elementary schools), it raised others of significance in relation to the "readiness" of
significant stakeholders to engage in curriculum leadership action. This paper explores to what
extent and in what ways significant stakeholders (especially teachers, students and parents) perceive
they have voice and are included in curriculum leadership action. Stakeholders, for the purposes of
this paper are defined as those people who have a concerned interest in what goes on in schools in
the name of teaching and learning.

An overview of curriculum leadership is provided; and an initial exploration of the notion of
"readiness to engage in curriculum leadership action" is undertaken as a basis for significant
stakeholders (teachers, students and parents) to have voice and inclusion in curriculum leadership.
The work is set within an action research approach which is characterised as both critical and
collaborative. The use of narratives written by, and conversations with significant stakeholders
provide lifeworld perspectives (Habermas, 1987) or windows through which generative insights and
understandings are voiced as propositions about the readiness to engage in curriculum leadership
action in schools and classrooms. The propositions seek to capture the richness and diversity across
cultural contexts and specific teaching/learning sites.

The purpose of the paper, then, is to present the tentative first steps of an
emerging living educational theory about creating space for the voices of
significant stakeholders in curriculum leadership via an exploration of their
perceptions of readiness to engage in curriculum leadership action.

A THEORETICAL FRAMEWORK

The paper is framed by a theorised position about curriculum leadership which derives from a view
that celebrates the centrality of teachers in curriculum decision-making and their role as curriculum
makers in schools and classrooms (Clandinin & Connelly, 1992; Brubaker, 1993; Henderson &
Hawthorne, 1995, Macpherson, Elliott & Aspland, 1995). This position is discussed in detail
elsewhere (for example, Macpherson, Aspland, Brooker, Elliott & Thurlow, 1996; Macpherson,
Aspland, Elliott, Proudford, Shaw & Thurlow, 1996; Elliott, Brooker, Macpherson McInman &
Thurlow, 1997). In these examples, the informing literature with its associated ideas about
curriculum and leadership is discussed at greater length.

Curriculum leadership includes any initiative that teachers in the multi-faceted contexts of
teaching/learning sites may undertake to encourage more effective learning and teaching. It is about
leading learning and seizing opportunities that appear to have the potential to enhance learning and
teaching experiences and outcomes. Our theorised position, then, proposes that curriculum
leadership involves those actions which are intimately related to the knowledge, skills and attitudes
that teachers hold about their curriculum context, which interact with their personal qualities,
resulting in actions for enhanced learning and teaching in that context. Furthermore, it recognises
that:



e people (and particularly people working together) are important in any
teaching/learning setting;

e curriculum leadership is a shared phenomenon among a range of
stakeholders who make complementary contributions to the shape and
practice of curriculum leadership at any one site;

e collaborative effort is desirable in promoting curriculum leadership for
effective learning and teaching;

e at each teaching/learning site, curriculum leadership action is shaped by
three contextual factors (the images of curriculum held by people, the
organisational arrangements and the social relationships among people);

¢ individual personal factors are important in mediating the contextual
elements and seizing the opportunities; and

e the mix of contextual elements is unique to each teaching/learning site of
curriculum leadership action, and impacts upon the way persons
individually and collectively mediate these elements and seize opportunities
for curriculum leadership action (See Brooker, Aspland, Macpherson,
Jenkins, Woods, Elliott, Proudford & Kemmis, 1996).

This paper adds other significant stakeholders such as students and parents to the centrality of
teachers in curriculum decision-making. If curriculum leadership is a shared phenomenon at a
teaching/learning site, and if it seeks to include all stakeholders in its enactment, then it follows that
we must be interested in the socially-constructed contexts and processes which shape curriculum
leadership as a shared phenomenon at the levels of both conceptualisation and practice.
Considerations of alienation (for example, Australian Curriculum Studies Association, 1996) and
calls for partnerships and collaborative efforts in education (for example, Australian Curriculum
Studies Association, 1996; Education Queensland, 1997; Education Department, Hong Kong, 1997,
Blunkett, 1997, Stokes, 1997) point to the need of finding authentic ways of listening to the voices
of these stakeholders and including them in curriculum leadership action (or practice).

There is no doubt that other significant stakeholders in the broader community, business and
industry could be identified. However, significant stakeholders in the exploratory research
investigation reported in this paper are confined to teachers, students and parents (See Bates, 1991,
Brady, 1995).

What is intriguing is to explore not so much the objective opportunities for engaging in curriculum
leadership action, nor even the way in which these are perceived subjectively and with desire to
engage by stakeholders; but the factors which contribute to the readiness of stakeholders to engage
in curriculum leadership action. A research question, then, emerges:

How does a view of curriculum leadership as a shared phenomenon contribute to
shaping stakeholders’ perceptions of:

1. their PLACE in curriculum leadership;

2. their READINESS to engage in curriculum leadership action; and




3. their POTENTIAL to transform curriculum through having voice and
authentic inclusion in curriculum leadership.

The exploratory research investigation outlined in this paper has used this question to interact with
the lifeworld perspectives of selected teachers, students and parents about the empowerment of
stakeholders to engage in and transform (i.e. to have voice and authentic inclusion in) curriculum
leadership action. Authentic inclusion has to do with the actual and visibly demonstrable involvement
of stakeholders in not only providing their perceptions of what should be included in the curriculum
and how it should be experienced by learners, but also being a meaningful (or empowered) and
continuing part in the processes which make the "why", "what", "how" and "so what" decisions
associated with curriculum leadership action. The exploration of these perspectives is being informed
by literature relating to such areas as empowerment and transformation (for example, Romanish,
1991; Smith, 1993; Kemmis, 1995, Shor, 1996) teacher leadership (for example, Macpherson, Elliott
& Aspland, 1995; Rallis & Rossman, 1995; Moller and Katzenmeyer, 1996) and voice (for example,
Keedy & Drmacich, 1991; McConnell, 1991; Trotter, 1991; Etheridge & Hall, 1992; Gitlin,
Bringhurst, Burns, Coley, Myers, Price, Russell & Tiess, 1992; Mellencamp, 1992; Navarro, 1992;
Omer, 1992; Pease & Copa, 1992; Roberts & Dungan, 1993; Rosaen, 1993; Covaleskie, 1994;
Hargreaves, 1994; Liontos, 1994, Dana, 1995; Johnston & Nicholls, 1995; Hargreaves, 1996;
Mclntyre, 1996, Rudduck, Chaplain and Wallace, 1996; Beresford, 1998).

A METHODOLOGICAL FRAMEWORK

The nature of the research question and the theoretical framework which informs it suggested that
an appropriate way of pursuing the exploratory research investigation was via an action research
approach which is both critical and collaborative (Aspland, Macpherson, Proudford & Whitmore,
1996). The approach is critical in that it operates within a socially-critical position (Kemmis, Cole
and Suggett, 1983) of curriculum leadership which values the centrality of teachers and significant
others in curriculum decision-making, along with notions of empowerment and transformation
(Smith, 1993); and collaborative because the research investigation highlights the lifeworld
perspectives of participants as both sources of and contributors to the analysis of data and as a basis
for working together in transformative action. The approach is action-oriented as it attempts to
critique (from a socially-critical perspective) past and present curriculum thinking and practice as a
basis for participants themselves to reconstruct and transform their practice. Broadly, then, the
approach provides a basis as an example of critical education research (Smith, 1993) for participants
to develop a sense of empowerment (individually and/or in collaboration with colleagues) to engage
in and advocate for critically-informed and transformed (in an ongoing sense) curriculum practice. It
became obvious that, as the exploratory research investigation proceeded, action research, in its
fullest sense, was not going to be feasible. However, there were encouraging signs that in a larger
and longer research investigation, action research would be both appropriate and possible.

Within this approach, narrative (for example, Gough, 1994; Aspland, Brooker, Macpherson,
Proudford & Kemmis, 1996; Aspland and Macpherson, 1996; Aspland, Macpherson, Elliott &
Brooker, 1997, Beattie, 1997, Fenstermacher, 1997) and conversation (for example, Applebee,
1996, Feldman, 1997) were used as a basis for interacting with and seeking to understand the
lifeworld perspectives of teachers, students and parents in terms of the three parts to the research
question as outlined above. In the exploratory work so far, it was the intention that participants
would be invited to construct a narrative from their own experience in curriculum practice at
teaching/learning sites using the three parts of the research question as a framework. Conversations
in small groups were to follow at each teaching/learning site in four cultural contexts (Brisbane
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(Australia), Hong Kong (Special Administrative Region of the People's Republic of China),
Cambridge (United Kingdom) and Phoenix (USA)). This intention could not always be fully realised
at each site, and the research approach had to be modified to meet local constraints and the limited
time available at each cross-cultural context.

An analytical process which seeks to be both collaborative and critical used iterative techniques (as a
form of hermeneutic circle (Schwandt, 1997)) to emphasise that the voices of teachers, students and
parents were being recorded as faithfully as possible. Where possible, up to three schools per
context were used in the exploratory research investigation. Each school in each cross-cultural
context is being considered as a case of stakeholders' perceptions about place in and readiness to
engage in curriculum leadership; as well as potential to transform curriculum. It was not possible to
focus on individual schools as cases in the UK, so the selection of schools, teachers, parents and
pupils contacted comprise the one case.

The case reports (elicited from the narratives and mostly, from the conversations) have been used as
a basis for exploring the ways in which the lifeworld perspectives are being shaped within each
cultural context and within each school context. It is the interaction of these perspectives with the
research question that has led to the propositions outlined below.

However, the paradox of research investigations which focus on cases (Simons, 1996) is being
encountered in that both the richness and diversity of perspectives and the similarities across cases
are being captured. In this respect, the research investigation outlined in this paper does not seek to
generalise; rather it seeks, with case study data from Brisbane, Hong Kong, Cambridge and Phoenix,
to be generative of ideas about creating space for the voices of significant stakeholders in curriculum
leadership at the teaching/learning sites.

The data sources in this exploratory research investigation (and in any ongoing larger investigations)
are the significant stakeholders who develop narratives and engage in subsequent small group
conversations which reflect upon, critique and seek to reconstruct stakeholders' perceptions about
curriculum leadership action within a framework provided by the three parts of the research
question. Since this exploratory research investigation aimed to generate rather than generalise ideas
about creating space for the voices of significant stakeholders in curriculum leadership, the specific
sites or groups for study do not claim to constitute a "representative" cross section of
teaching/learning sites or groups. However, the ideas being generated form a living educational
theory (Whitehead, 1989) which will continue to develop in further studies which may include larger
and more representative samples and which, in time, may lead to more generalisable findings in the
future.

The documented data from this exploratory research investigation include the written narratives
where they were completed, field notes of conversations with people participating, case summaries
(checked by the relevant participants) and broad summaries of each cross-cultural context (checked
with small groups of local higher education people). These data are briefly represented in a number
of windows a little later where they interact with the propositions. These propositions relate to the
three parts of the research question; are couched in terms which represent ideas in relevant
literature; and are used to interact with the voices of teachers, students and parents, as represented
in the case studies. The propositions seek to celebrate the richness and diversity across cultural
contexts and specific school sites and focus on:
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PLACE

L. the centrality of significant stakeholders and their complementarity in
curriculum leadership;

READINESS

2. the confidence and competence which significant stakeholders develop as a
readiness to engage in curriculum leadership action; and

POTENTIAL

3. the conceptions of potential to engage (i.e. to have voice and authentic
inclusion) in curriculum leadership action.

SOME PROPOSITIONS EMERGING FROM THE TENTATIVE FIRST STEPS

The amount of data available for writing this paper was not extensive. It would appear, nevertheless,
that these preliminary data, as they interact with the research question and the literature associated
with it, are generating some interesting propositions that are worth further exploration in more
extensive and detailed investigations and actions.

One difficulty with this type of research (both in the early exploratory stages and in later more
extensive and detailed stages) is to capture directly the voices of those stakeholders which the
research is claiming to represent. Schools are becoming increasingly wary of university researchers
and Principals, it seems, are playing the role of protective gatekeepers very effectively. A salutory
lesson is being re-emphasised here concerning the need for time to initiate and maintain a
collaborative working relationship with the schools used and the teachers who participate. There has
to be something in it for them, and especially in the very practical terms of day-to-day life in
classrooms. Added to all of this is another dimension - the perception of those in gatekeeping roles
that students and parents might not have all that much to offer in terms of curriculum leadership!

Yet another difficulty relates to the reporting of this type of research. It would not be possible
within the limits of a paper presentation such as this one to represent the full detail of what the
voices of all stakeholders are saying. One is caught between dwelling on the detail of one voice and
relishing the account as a good literary piece (or story) at a descriptive level on the one hand, and
trying to critique what the voices are saying and informing at a theoretical and methodological level,
on the other. This paper "errs" on the side of the latter and such an approach is argued in terms of
the stated purpose of the paper which contains elements of description, reflection and theorising in
making the tentative first steps of an emerging living educational theory.

It would appear that creating space for the voices of significant stakeholders in curriculum leadership
involves the development of a sense of community at a teaching/learning site. It is within this sense
of community that all stakeholders may be supported and sustained in their efforts to engage in
curriculum leadership. When talking, then, of professional development for teachers, we should
really be talking about the development of all stakeholders and the release of their potential to
engage in curriculum leadership.

Our work in curriculum leadership provides a way of describing and understanding the unique mix of
factors operating at each teaching/learning site. Such description and understanding, in turn, provide
a way of creating space for the voices of all stakeholders within the uniqueness of specific sites and
within the broader contexts of societal trends, educational policies and systemic priorities.

7

8



At this stage, it looks as though the following propositions are being reflected in a variety of ways in
the exploratory research investigation data; and appear to be worth further investigation and
ongoing action. We must be aware, however, that these propositions are very tentative, and the
windows into the case data are very frosted, so to speak. The propositions which follow also appear
in the next section of this paper where they interact with the lifeworld perspectives of the teachers,
parents and students who participated.

PLACE

RE AWARENESS AND DESIRE, it is proposed that:

Stakeholders are aware that curriculum leadership is a shared phenomenon
within the community of a teaching/learning site, and that an individual
stakeholder's desire to become involved is nurtured in an inclusive manner by
those who currently have the power (and are willing to share that power).

RE ACCEPTANCE AND LANGUAGIE, it is proposed that:

Individual stakeholders (some of whom may represent dissonant voices) have a
sense of acceptance by those who currently have the power and to have access
to a language whose meaning is shared in order for reciprocal communication
to take place.

(See Dana, 1992; McConnell, 1991; Roberts and Dungan, 1993; Hargreaves,
1994 and 1996.)

- READINESS
RE COMPETENCE AND CONFIDENCE, it is proposed that:
Individual stakeholders build on their growing sense of awareness and
acceptance and develop a sense of competence to engage in curriculum
leadership as an ongoing conversation with other stakeholders. A competence
to engage brings with it a confidence to become involved.
RE PARTICIPATION AND ESTEEM/WORTH, it is proposed that:
Individual stakeholders who have the opportunity to participate will develop a
sense of esteem and worth when they see that their voices are being heard and
heeded.
RE REFLECTION AND DEFENSIBLE POSITION, it is proposed that:
Individual stakeholders reflect upon their participation in ways that are
critically and contextually informed and educationally defensible.
(See Mellencamp, 1992; Hargreaves, 1994 and 1996; Keedy and Drmacich,
1991; and Rosaen, 1993.)

POTENTIAL

RE RECONSTRUCTION AND EMPOWERMENT, it is proposed that:
Individual stakeholders are supported and sustained in their participation so
that their potential to engage in curriculum leadership is realised in ways that
are reconstructive and empowering.

RE RECOGNITION AND EMPATHY, it is proposed that:

Individual stakeholders retain their individuality, but at the same time, see
themselves as part of a wider community with a common purpose. The balance
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here is managed by a sense of empathy that the most appropriate community
decision/action at any given time may not be their individual perspective.
(See Gitlin et al. 1991; Roberts and Dungan, 1993; and Covaleskie, 1994.)

A

Propositions like these, of course, raise more questions than they provide answers. They may not be
reflected entirely in the current reality of the four cultural contexts; but they do seem to capture the

mood of both what the relevant literature and these stakeholders would like to happen and what the
rhetoric of current policy statements is espousing.

They are not universal “laws™; but thev are signposts for considering approaches and strategies

which individual teaching/learning sites may implement within the uniqueness of their own local and
broader societal contexts. And this is where Action Research, in its fuller sense, fits in!

THE LIFEWORLD PERSPECTIVES OF TEACHERS, PARENTS AND STUDENTS
INTERACTING WITH THE PROPOSITIONS THROUGH FOUR WINDOWS

A HONG KONG WINDOW

This window is. based on.interactions with: people at one primary. school and. one secondary schoot, and with a
range of higher education people who provided general contextual. information and checked my observations
and interpretations. - Hong Kong has a very structured approach to. the.curriculum, and even in more recent
times with the introduction of the Target-oriented Curriculum there is still a heavy emphasis on outcomes as
measured by examination results. Véry recent emphases-on.quality, contain’ reference to increasing levels of
partnership. * The School Management Tnitiative, introduced. in the. early-1990’s, began to encourage local
responsibility for educational 'decision-making. V '

; _ r The evaluation of the- target-oriented curriculum is now
beginning to focus on pedagogy at the classroom level. so there:do'a

ppear 0 be opportunities for a-greater

T'ea{:hers"arc. emﬁusxastxcr and cdinmjtted;" very oﬁen*i Y
resources. and lack of adequate professional development.”

The: external ‘pressures associated. with ‘examinations. restrict

development. . -

The expectatio
responsibility to ed
blame the school.

" parents -(who'
te.their childs

The role of the PTA is d___omi'namly' confined to ﬁlndira;smg_‘and \yci{ére

Students in Yéafs_ 1to 3 would find it very:
there could be some opportunity. :

diﬂ'xculi, if noi::§mpossiblé: 10 coﬁinbine. .\»laybe:ih 'the' higher grade

Extra~curricular activities have given students the o
here has carried over into the classroom in such
interpersonal reiations
process. :

pportunity to engage in leadership and their experience
areas as two-way comununication. group discussions and
hips. Yet very often, students are still seen as the passive partners in the educational

Talk about empowerment of teachers may bring feelings'of apprehensions, if not panic. and this can include

Principals. The talk will have to be accompanied by activities that will support teachers in developing a sensc
of empowerment.

Teachers” engagement in curriculum leadership actions focuses very much on the classroom.
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The centrality of teachers is based on a school-wide collective belief in catalysing students in that students
must fearn how to learn as they need to teach themselves afer leaving school and success in school means
more than good examination results. [t means learmng how to live as well as how to make a living.

From these comments, it is apparent that the schools see themsetves as conununities, hut they recognise that
the factors associated with curriculum leadership are not operating in a mix which would be conducive o
actually implementing the first propaosition relating to awareness ‘and desire. The concerns that parents are

too husy and that young students would not undervtand seem to-work against the second propommn
concermng accep:ance and languagre

Signposts for Sfurther: znvemgatzorz and action include the mappmg of a teac!zmg/learnmg site,’ usmg the
curriculum leadership factors. Such mapping would help to zdennﬁz possible starting points for ongoing work.

Attitudes of those who currently have the power (i.e. teachersj passibly need to be chatlenged, critiqued and
reconstructed in order to develop a broader una’erslandmg of “where other stakeholders may play
complementary roles in. currzculum leadership. It is obvious that the, twe schools,. if mapped in detail, would
present unigue nu.re.s'of the cumculum leadership ﬁzctors which;“in, turn, would require unique ways of

responding . The natur of the broader hzstortca[ and s‘oc;al. ontexi& is a[so szgmf icant in mappmq the
Spec:f c schooi contexts. ' '

Largc cias’;’scs,. time. resources and professional developme
teachers 10 de\ ‘elop a sense of empowermcm- oengage in reﬁecu.

Cumcutum is a very, vague term in Hong Kong often 1t is seenas the: ejaf:mallv xmposcd s;llab.t.x.s..f At tbxs
stage, there seems to be.no wxdespread common gmund fo ’thmk about and d;scuss cumculum in
broader “school-based” and curnr:uium Ieadersiup term : : :

T'eaching'is a"vén’ practical aézivi’ty.iti{zt it is also éverv val thy ‘Téaching pmcuce is enhanced b\
the use of a vaiue/theorencal posmon to reflect upon and Teconstruct (in an ongom’ wa'y) pmc’ace

and conﬁci’ence The
nfent of profes.ﬂonal
b[e pomzan er is

value-(aden nature of cumcu!um and teackmg is a_
(Ieve[apment activities. |

/ | :'. parems ana' .stua'enls
appear z‘o be szdelmed,‘“and whz[e th:s cou[d be defended on'the arounds.of cullurai nd }nstomcal comext it

pamcrpan on

POTE\ITIAL -
Action: Research 1sa. useful way- for plamuug to mme ahead thh-!ocal acnon

In thc case of the secondarv school there ‘was guarded opmmsm about a grmtcr imvolvement by all

stakeholders in cumcuium leadcrshxp There appcarcd to be more opnrmsm in. thc mmds of studems than of
teacbers : E x :

The guarded opmmsm that was expressed at bo&h schools retated o a degree of chcz sm that the rhetoric of
policy is not abways reatised in the reality of practice. The development opportunities alluded to above will
need 10 address such areas as interpersonal skills that value and recagnise the distinctive inputs of the various
stakeholders, shared language, more collaborative and democratic wayvs of seeing school organisation, the use
of Action Research 1o strike the balance of theary and practice in the ongoing critique and reconstruction of
curricutun practice. Al of this relates to the proposition dealing with reconstruction and empowerment. In
terms of recagnition and empathy, it is important to consider the complementary roles af the various

stakeholders and to take account thaf even within a stakeholder group, there mav well be a varietv of opinion.
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The complexity and diversity of curriculum leadership action al various sites highlights the need to portray
the umqueness of each site and t develop ways of moving ahead that are appropriate for that site.

AN AUSTRALIAN WINDOW

nal e*(a:mnanons dxd not.. exert -the: pr&ssxm: “they- oI
petition for university places in the lat¢ 80’s brooght. this
hoohng Economxc ranonahsm brought moves to cermahse'

“the rights of the States. Neverthel&cs there have been mcreasmg
measures i nsure quatity of Ieaxmng_ expentences and especially outcomes. Accountability is seen to'be more
immportant than autonomy, and ‘where there has been a devolution of responsibility to the local level, this has
been more ia the area of managemem of funds and personnel than of curriculum. However, recent policy
documcm and systcmxc initiatives stress notions of partnershlp and pamcxpanon

ing “This is whaz we are going to do.” They do however
¢ curriculum™ where they can have an mput. )
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experience where there did not appear to be much appreciation from teachers about the effort expended.

Onc parent commented: 1 would like to have a consultative role in both curricutum and implementation by the
individual teachers ... and | feel confident to do s0.” Another parent said: *I would have no confidence to
undertake such a role.” This parent thought that it was not possxblc for the curriculum to be parent-driven.

“1 would like to find ont more about whm my children learn at school and would like the opportunity for any
interested parent to be involved in school meetings on the curriculum of specific subject areas. 1| would like
more input into methods also, but I would fear treading on teachers es. . I would feel confident in being

involved in dec1310n makmg about v»hat and how my children 2earn at school if 1 had picmv of information at
hand..” . : : :

There is. some’ degree of canﬁdence expre.ssed in: s!ake}zofders comments about readmess to engage in
curricufum Ieadersth at both schoals. Professional- development. for teachers needs. fo be extended in ferms
of school community development for all stakeholders if there:is. to be any authentic partrcxpanon and any
sharing of pmver Agam boundarzes need to be determined so that all stakeholders knaw what their potennal
Jor contnbuttan;zs .v"-lt was mtere.stmg 10 m)!e rhat af. one schoo( teachers xdentzf ed :hemselves as curriculum

of “pat’ recrpes jbr action and change It empha.szses the need far projessmnal deveIOpmem to be “climates
Sfor fostering “o'sense of empowerment in‘all stakekolders”. " [ urther, it indicates that we should address the
needs of .stakeholders who perceive themselves 1o be margmalzsed and that the “in” staﬂeholders think about
Waus of sharing power and Jmplemenfmg strategres that are empathzc and inclusive. . % -
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A UNITED KINGDOM WINDOW

This window is based on a brief review of  some of the documentation reating to the National Curriculum and
the impact it is having in schools; interactions with a smal! seléction of parents, pupils and students in their
homes and. a rangc of schools personnel in a variety of schools in: somhem eastern and central England. (8 in
alt); and a number of iugher educzmonal personnel in some mnversmes i

d..fugh_ dncauon personn;.l was’ ‘tha :
professxonal' _onomy of teachcrs The szonai Cnmculum wa oncd down in the first haif of th

Very little oomcs‘bmk to us as parcms Thcscbools expect us' to support our chﬂdren 5 Imrnmg with. supemsxon and
sopport ofhome“ork, and there is a structure for this.. This, though is not us affécting the curriculur; rather it's us

supplementing the curriculum. At a broader school level. there is very litile imvolvement of parents in a meaningful

13

L 7 COPY AVAILABLE



and authentic way. (Form VI Parent)

Since the National Curriculum. there has not been much room for parental mpm because people are tmng to Cram so
much in. (Parents of children in both Primary and Secondary levcls) - ,

Parental input gets less and less as kldS get older. They nced our consent; “but thal does ot necessanly :
consultation... . There are effects in terms of welfare issues, but lh; quesnonmmams about how much real eﬁfea there

Our children am:nd a small school :and whﬂc thc Nanonal Cus
school, we believe. the: small size: of the: school ‘contributes
pam<:ular mput to. the subject marter or’ how it lS taught, but

that Ihe:r place inc
: 77zev see thetr role Izmz!ed to a subject-onen

_ . : _éoncemmg
their place. in. curr:czdum leadership. It seems appropna:e, Iherejbre fo use the. azmcuiwn Ieademth Jactors and
the propositions to map the curriculum emuromnent of a (eadxmg'lewwmq s:te as a:basis for understanding and

better-informed action. T
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THEIR READINESS TO ENGAGE i. - CURRICULUM LEADERSHIP
Parents would like more communication and discussion. although as long as the results are all right, we don't really

mind. I concede that teachers' workloads are very heavy and it might not be possible for a tot of discussion (o take
place. (Parent of a Form VI student) o :

As Parent Governor, | really appreciated the way the Dcput_\"'Hmd and [ went.'to a training

! day together 1o help in
getting a Parents' Committee established. (Parent Governor in_ a smailvillage Primary Schoot) '

I don't want to become too involved because T am not trained, Ifh&d:dci/clopméixt; otherwise [ am appreheasive and |
feet out on a limb. (A comment made in relation to this parent's involvement: in-he
{Parent of children.in primary and secondary levels) i

lping with a reading program.)

Clear channels 6fcqrmnuniwtj¢n are very important when )OUC!mSlderlhﬁ
curriculum (which works like a trianglc). (Parents of children in lo

inputs of teachers pupzls and parents into
lower secondary and Form V1 levels) - - -

The PTA is largely related to fund-raising, although this was changing withi the development of the PTA more as a
liaison group with the Head Tesicher about mose central issuss:.(Parents of childre ‘ y Sche
another school, " the PTA had been’ renamed the Parent iaisol
siereotypical fund-raising image. In: another school, the "Tnvestors
developing all stakeholders in the schiool community for'
curriculum decision-making/curriculum leadership.)

Group &4 means of ‘getting away from the
Peopie” program has focused very strorigly on
' | authentic role in' school-based

Students are able (o participate forcefully and effectively in.negotiating,

1 would like to have more appo

There ’sﬁmﬂd'bé.more;gppqmty‘f or consultation and negot
terms for providing information and being heard. (Thesc
within.classes and.thwough the Year Councl.: They noto

A smalt gronp of GCSE students commented that they knew about the National Cirricalum ecause teachicrs were
ahways saying that it determined what'they had ‘to learn but’ - not’ get “taught much about it These
students felt that the National Curriculura expected too much in te hat hiad 10.be covered, ‘and their conclusion
was that "we need more time to do' less better. That does not tezn that We want 4n. éasy ride." One Form VI student

used the term “coveragé-crushed” to describe thie curricul

Parents, especially, noted that development and training were important if they were to have a more meaningful role
in curriculum: Both pavents and.students noted that communication was verv- important, as are the processes
associated with consultation and negotiation.. The style of this communication rieeds.to be in such a form that makes
sense for parents and students, it was noted. by one group of students.. The. place which thev occupy in relation o
teachers is an area of uncertainty. and it would appear that. schools have to. clarify the complementary rofes of all
stakeholders. Associated with this. of course, is a shared understanding of what the school is about in terms of
teaching and learning, All three propositions concerning readiness are seemingly appropriate as a basis Jor farther
ivestigating the area of readiness and developing ways of enhancing it for parents and students.

15
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THEIR POTENTIAL TO ENGAGE [N CURRICULUM LEADERSHIP
Parents

Parents do have a chance to contribute to OFSTED inspections, although only a handful of parents go (and some ol
these only go because they have an axc to grind). (Form VI Parent) .

We see less potential for involvement as the c}ﬁldmn'gei 61’deti bm We are not reall\ sure about this. as we have not
discussed this with parents of older children. (Parents of children in a Village Primary Schoo)

probably undervalued. We have a very good Deputy Head whio is open oonsi
of Student and Year Councils. ¢Form VI student) A :

1 have become more competent in undersranmng whv thc teachers é:'e}gxymg thie students hoice :md i?tv'gi'v'es You a
sense.of taking more responsibility for your own learning I would like a greater emphasis to be placed on feedback in
order to understand, rather than just to keep on trying to cov thing, (GCSE stud e L ~

A Tower sixth student

ow noted that his school had good ways
ways of making appropriate contacts; and he had no of

Verv little was said about potent. idity of the ¢ ; s

appreciable increase in parente d articipa ing of

's(udel?kS' might be a usefuzﬁeg . . i uria .. :

school curriculum from withgut, and processes associa.

to the policy level;. An empathic understanding of the.

an environment with the potential for authentic inch
iy b SO :

d feeding back
and students may. create
of esteem rather than’

“at the various schools!

Concerning PLACE

challenged and overrurned. “We are confused and demoralized”. (Secondary) .- T S

A tcachcr in another school felt that teachers did not have a strong voice coﬂcctm:h and that policy pronouncements
often made thern look silly: It’s as if “we haven’t been doing these things anyway!” (Primary) '

Another schooi was described as very open with the Head encouraging a lot of human contact, while people in smali
schools noted that very ofien the size contributed to people working together and becoming very involved in a widc
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 range of discussions and decisions. (Secondary)

In terms of READINESS. schools readily agreed that provisions for professional development were very good and
that staff (in some schools all staff) were encouraged to participate in activities and fo share their expericnces and
outcomes with others. Some schools made mention of the “Investars in People” program which helped to focus their
commitment to this part of school life. One teacher in a large school noted that very often the expertisc for
professional development was resident within the school and that staff did not have to leave the school cvery lime
professional development was needed. Professional development was invariably linked with the Schoot Development
Plan and some schools placed a great emphasis on staff induction programs for all new staff.’ There was less mention
made about development opportunities for parents and students, and’concern was expressed about what was really
macant by partnership of parents and students in the educational process.. Schools seemed. generally concerned that
partnerships should be authentic and not just & token lip service.  Some. schools were actively looking for ways to
communicate more cffectively and inclusively with parents ‘and student

groups which go beyond the usual image of the PTA are eviden

Concerning POTENTIAL schools seem caught betwéen wanting to ged in educationally worthwhile activities
on the one hand and ensuring that their position in the edncationat market place (determined Largely by examination
results and OFSTED inspections) is not jeopardized. What comes through strongly i§ school personnel’s continuing
cormitment to quality teaching and easning and the {otal velfare O their puptls an
exaanple,noted that whil things will hange more the
rise 10 thesc ongoing challenges. .. /7

pupils and students. One Deputy Head. for
fi competence that the school can

OTOWHE: ‘made afier visitng, one sch
pertained in the ber of school visited. . -

afairty bleak }Jf&lure is resentedof

In terms of place, a fairly blea s presented of
On closer examination;: however, the range of examples

and ralking with' children and teachers) was impressive
terns of the imposed rigidity of the Natiorial Curriculum;
organizational ‘arrangements, the. social dynamics and.
involvement of all stakeholders; the negative personal fa
can, to same extent, be mitigated.. s

In terms of readmess, e jaca! pomtwas _c{q*g(op)ﬁehf (
parmership. The overall school leadership style seemed
values and maintains very open channels of communicat

In terms of potential,’ the: more this Head: Teacher talked. . the
promise for the fulure as she: consolidates’ the_spadewor
community via ongoing Jeedback; good ‘communication” o all:

participate. meaningfiillv.”and a sense'that the school's ethios an
needs. She believes ir her teachers, her parents and her pupils. "

The propositions-appear-ta have relevance. for the current situation' in schools, ‘although on first reading, school
personnel feel that this sort of research is not as relevant to the current situation as it might have been, sav 15 vears
ago. On closer examination, school personnel tended (o agree that there was value in pursuing an investigation of
the propositions inmuch greater depth at specific sites, L A

A USA WINDOW
{ To be provided at the conference scssion - S o
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A FINAL WORD ... FOR THE TIME BEING

Curriculum as it is experienced by significant stakeholders and as it produces learning outcomes as a
basis for ongoing learning in the lives of those involved is not understood alone by a reading of the
cultural- and policy-driven artefacts such as curriculum legislation, curriculum frameworks, syllabi,
work programs and the like. Rather, the lifeworld perspectives of significant stakeholders (briefly
represented in the four windows) demonstrate the potential to provide us with narrative and
conversational insights to the real world of curriculum decision-making in schools and classrooms.
These windows provide generative insights and understandings about the ways in which significant
stakeholders might be meaningfully supported in having voice and authentic inclusion in curriculum
leadership action. For example, teachers with their professional expertise; students with their
knowledge of youth culture and its intersection with their perceptions of the present and future
world; and parents who have a desire to be partners in the education of their children together bring
rich insights to the world of curriculum. But the question is how ready are these stakeholders to give

voice to these insights and to be authentically included in curriculum decision-making and
curriculum leadership action? ‘

The theorised position which frames, and the research approach which was used in this exploratory
research investigation combine to form a way of mapping and understanding the curriculum
leadership landscape (Clandinin, 1997) and of finding/providing appropriate and distinctive means of
supporting and sustaining significant stakeholders in curriculum leadership action within the unique
nuances of each cultural context and each teaching/learning site.

As the research investigation continues, implications for ongoing work as a praxis of research,
development and action in the area of curriculum leadership will be identified as a basis for
continuing the conversation. It is anticipated that the continuing conversation will seek to enhance
and advance the emerging living educational theory about creating space for the voices of significant
stakeholders in curriculum leadership. The propositions and your comments about them in this
conference session are simply the beginning of this continuing conversation.
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