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obiectives nodel and teacher freedom, initiative and spontaneirv? In an

earlier period, this is the question that was asked of plannins ls sound
planning, of its nature or in ils chamcteristic forms, hostile to individual

ireedom and ininical to flexibility ard adapubilir-v to changing situadons?
The answer siven by Karl Mannheim, John Dewev and others \lho

believe in purposeful democmLic action, is tllat fre€dom of action in social

systems ard organizations, so far from being within the reach of spon-

eneously acting individuals (professional or oderwise)' requires both

colaboradon ('commurity') and the adoption of procedures where'

among\r oder drings. pardcipanN Dol only rrv ro reach agreeoent on their

objecuves but also work out the kinds of action needed to achieve &em
(rational planning) - (Dewey 1916, chapters VIII' IX; MaDnleim 1943'

chapter 1). We need Dot assume tlat the use of objectives in planning and

desig! prevents us from using them flexiblv and imaginalivelv.
\)0lar the ctirics of the objectives model do not show, is either the

inadequacy of the model in a'f form or tle undesirabilitv of its contirued

developnent and refin€ment as one of our most useful instruments ot

curriculum analrsis and development They fear its hhibiting effects, ard

rlis is perhaps salutary if surprisi4, but do not show whv schools should

not use it witl discrimination and sensitivitv as a tvpical mode of plactical

curriculun development
Due to the citical onslaught againsr obiectives, for some two decades

and mo.e, we hav€ had battle-ti.nes drawr ard only the unwary or lhe

brave have come forward with thefu obiectives built into curriculum Plans
snd prcgrammes. Over the next decade, this is very likely to chadge as

increasing numben of schoots become familiar with curriculum planning,

the amlysis and determination of aims, the overhaul of assessment
pmcedures and the ne€d to communicate the whal and the how of rleir

curricula to parents and the community at large. In this new ervironment
of !€newed, school-level cudculum activitv we rnav verv wel fird

our\elv€< tuming !o lhe sylremaric revrew. evaluabon and developm€nr of

the curdculum through the use of simple, powerful and economic

obiectives desigi[ models. The practice and issues arising ftom it may be

expecteii ro lead to a revision of reconmended prccedures for thal

practrce. and a realignmenl of theoretical Posioons

A design model for school-based curriculum development

\fe have considered the question of objecrives at length, because the
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opposition ro objectives has been inrense and widespread, nor to sav
inimidaring. h is rime for us io change course. The criricisms have meant
an uneasness and ambivaience abour obiecrives which has obscurcd rhe
issue of how plannins and designing rhe curiculum are ro p.oceed. We
may not wish to reduce all of this ro models for curiculum devetopmenr.
Yet general planning and desisn modets are undoubre{t\, mlu;h, in
identifyirg and interelating sisnificant areas of acrion, providing a
momenlllm for_ acuon bv poinring $e way ahead. a,d ina;carirg wliere
moortorrng and evalua on are requ;ed. Inevilable rimptijjcalion. and
disrorr ions cJn be pur ro tuf lher use.ssrhevcanberhemeJn,ofcrrr icdl
anaiysrs and the rmprovemenl of lhe curriculum plar5 and desiBo..

.In the remaining pan of this chaprer I shall ourtine an approach to
school,based curriculum development which I firsr became tnierested in
and adopred several years ago. As formutared in some ofmy own papers, ii
has been widely used, ofren wirh liberal vadations al}d aaaptarions, in
manf dif.feren( school serLinss. Dr\\ernDs reader: wJt bdve Do drlficutr)
rn roenurvLng rrs sources and anrecedenrs. k rs ser our in Tabte 8.1, as an
outline of lhe kinds of action ro be iaken iD curriculum develoDhenr.
conce'ved ds a process of co dbordrive. suur Lured decision makhe.

Table E.l

Analyse rhe siruarion

uesLcn rhe readung lezrrunc progrme
J

Interprer and implehenr rhe progreme

I
I

I
I
I
I

I

It scarcely needs saying thar such a diagrammadc replesentanon of fie
processes ot culricrtum making musr simplify and risk disrortjon by irs
very breviry and apparenr orderliness. \fhar should atso be obvious is thar
sequen.ial and cyclical models of human action suffer from rhe dis-
admntage of imposing rhe logic of projeded foruard motion and antic!
p?!on on decisions thar may oscillate tather than progress and on acrrvries
that may diverye or reverse as ofren as they seem ro .move on,. Let us
accept ar r.he ourset cerrain limitarions in ali such proposals and be readv,
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i! ths one, to take corcurreDdy or even in teve$e what rnay suggest

tt 
"-""tves 

io the o.aerlv_minaled as items for step_by-step proSression

Bv wav of illustration, evaluation is a discrete st€p in a desigt process' a

set of orocedures - and ajso a cast of mind. a way of reflecthg on data and

decisions which sbould be apparent throughout a platrinS programmei

asai.o. obiecrives De€d to be modified in the light of experieDce' they are

"-ot 
s.r ao*n, onc. fo. 

"ff 
at rbe beginriaS. but are (o be thouglt of as a

su"""s"ion oi app.oxi-ations and iD tlis sense as organic mther than

exrrir:sic, belons;g |, lhe curdculum in gction nol pro'ecti4 il /rort

."i.ia.. Vft", rises'has tb:s sequence o( actions in curriculum plannine

and desicn? Fbst, we may us€ iI to Provid€ a resum6' a kild of prospccrus

.i o"f."i" U..*.-pt"hcd Sccond, ir can be thc basis of agxeed action

*a i."* f"f";" *a".rng arbitrary o! authoritarian decisions' a m"trer of

""-. 
i."""*"" when hierarchies mav feel challenged bv uosrructured

'.rt."r 
i.a evaluatiotrs. Third, it will be usetul if ir encompasses iI}

simDlified $'avs, crucial and producuve kinds of action Th€re is some

riiof cncdaritv here wbich can be reduced iJ we ue able ro show lhar

the approach prcposed captures wb3t curriculuD plalners' designers'

teachts and otleis have found tbroush expcrience to be tlre tasks that

need to b€ carried out. Fourth, what is proPosed is useful if it helps iD the

p.""*ttti.n 
-a "o--u"ication 

to inteFsted patties of what is planred

und i" trapp*ing in tle curriculum ln summary, the khds of action

."o.""*,J io T"bl" s.l are those requircd in an integrated prosramme

f.i or"""i"g 
-a ""a.naking 

curriculum developmem' evalLrating i( aod

comounicatir:g \r,ith jnterested partics They coosdrure a 8!;de to rF

flective action- in the curriculum. \0e may b€tter apPreciate this by

considedng rhe flve distinct elements in a litde moie detail'

1. Atwlyse the si.aution

A proposat for culriclrlud ieview, evaluatioa or developmmt always

o.""upo*." t siruation'r tiis may be as large as (h€ coun(ry's pnmary

:chooil' or 'music leacbinc in this LEA'S secondary scbools ' or as limited

as 'oDDoftunities for second language learning ir this school's optron

'u",#' 
. f.U* O. oe S cw The Sthnl Gniatlll ' Circulars 6/8 | and

glgl;, 'rte .iruation' for s.hools i! conremporary Britain miSbt be the

wtroie, existing curriculum of a given school, its assumptions' character-

isrics and sociat relations, jn the context of emerying national aDd LEA

curriculum policy plans and pdorities. In aoallsing this situatioD we ha!e'

i.l*" *i l. ," it"a *"rs of describing what the school's curiculum is -
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not only the general smremeots of intent, syllabus outlines, etc., but what
the Schools Council called'the effective cuniculum', thar is what srudents
are learning, in or our of the classroom, formaly or irfomatly. The
Schools Council's handbook, Tht Practiatl Cuniatlarz, suggests wals of
doing a.ll this, by moniroring children's teaming experiences (difficult in
practice - time coNuming and with much inbuilr redundalcy of effort);
drawing up detailed schemes of work; prepa.ing a visual account of the
school's acdvities, etc. Similarly, $ere are helpful suggestions for the
equafly difficult task of gaiDing a general profite of rhe srudenrs (Schools
Council 1981, chapte$ III and ry).

Comprehensive schemes ofthis narule er.isr in many schools already ard
rcferenc€ may be made ro rhem for 8lidance on factorc rhat need ro be
taken into accounr and examplcs of reacher-organized analyses of rhe
context, conditions ard evid€nce of learninS (Blenkh and Kelly 1983,
chapters 2-7; calron et al. 1980; cammage 1982, chapters 2 and 7;
Mirchell 1984i Rownffee 1971.

The 'situation' \re are rcferdng ro, however, embraces nor onty rhe
teachers' (parent-communiry-sruden{) perceprioDs of rhe curriculum, bur
th€ tsche/s oxtr reflective seif-awareness. Young reschers, especialy,
have to come to terms with rheir own siruarion and the cufriculum is oftetr
an extension of th€ir own valu€s ard concems, \rhich they need to address
(Dow 1982).

But what, also, of rhe so-called 'hidden curiculum' (an overused and
va$re iefml)? How do we ger to tlrc underlying value srucrures of rhe
school, the message sysrem of rules, rituds, relarionships, and rhe ,sers'
toward lerning, values and oth€r people rhar srudenrs brinA with rherrl ro
school? There is a growhg and sometimes nrher excirable lireraturc on
this subiect, to some of which we refe[ed in Chapr€r 2. Ir is surplisiDg,
though, how lirtle has been said about what - orher rhan know of irs
existence, or perhaps regret ir - r€achers and schools are m€anr to do abour
rhe'hiddeD curriculum'. Generally the concept has been used as a critical
wepon agaiNt schools and schooling; irs heudstic porential in curiculum
developmeDt has yer to be brcught our. As a kind of negarive capabitity,
knowing about the assond itens covered by the reIm ,hidden curric-
ulum' has value; planning ahe curriculum in r}te light of rhis knowledge
ought to be more intelligenr than planning based on ignorance. There is
somediry paradoxical, though, in ihe prosp€cr of rhe planned curriculum
being direcr€d againsr some aspecl of the hidden curriculum. In hskina a
situational anal'.sis, we treat the hiddeD curdculum as Darr of the &ra for
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planning, n€ither ignorcd rcr unwittinglv teprcduced but 'appraised' for
its educational significance and possible utility.

Let us try to summarize some oftle k€y questions ro ask - al)d answer -
in a situational analysis. These ques.ions can form an agenda tor cur_
riculuD r€vi€w within the school. Reference to several of the Section 3
R?adin8s shou's how such questions are identfied ald addressed - or
sometimes lost to siglt - in the course of school cuEiculum dev€lopment.

lvithi the tchool:
L \vlat is the exisring cudculum including the school nles' rituals and

2. !{hat is rhe students' experience of (performance in, perception o0 th€
curricuium?

3. lchat is the cul'iculum context within $e school (i.e. social climate,
pattems of conducr etc.)?

4. What are th€ strengths and capabiliti€s of th€ staf?
5. what are the available resources for the curriculum?

6, V/lat kind of Deighbourhood, comlnunitv, societv are we serving?

7. Vhat arc the key educational policies to which we should be respond'

ins (LEA, national)?
8. V/hat kinds of resourcdsuPport can we &aw upon (LEAS, teachers'

cenrres, cornmunity, teacher education, res$rch etc.)?

9. \vhat are some of the chdges. Proposals and developmenrs in Lu'-

riculum practice atrd ideas that could be useful for us here?

In short, the question we must ask is: 'What are our cuJriculum problems

aDd needs and how can wc meer rhem?'

2. Defme objecites

We have already observed that deining obiectives is neith€r a once-for- 1

mattc! nor a step thal occurs only at th€ ftont €nd of a plaming model in a

defined'stage'. The siruational analysis will undoubtedlv lead into a

discussion of objectives; indeed, being clear aboul problems and needs
presupposes at leas! some sense of purpose, an implicit aim rhar is nol

being fulfitled, a s€nse that thhSs could be differcnt and that something

might and oughr to be done to make them so. ![e have .lreadv discussed

objectives at considerable length. Three or four additional points need to
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L Obiectives in a curriculm should be stated as desirable student
le3rnings and as actions to be undertaken by teachen and those
associated with them to afTect, influence or bring about these learnirysi
rhey need to be clear, concise and ro be capable ofbeing understood by
lhe leamers themselves.

2. Objecdves are dtectional and dynamic in that th€y must be reviewed'
modfied and if recessary reformulated progressively as the teachjls-
learaing prccess unfolds.

3. Objectives gah rheir legitimacy by being related sysr€matically bor-h to
general aims and to the practicalities of teaching and learrling, and by
rle manner of their construction and adoption in rle schooi Gee 5
below). Ther€ are problems here bu! it is nevertheless desirable to try
ro show that the objecrives have a ratioml and legitimate basis.

4. There are s€venl rypes ofobjecrivesi broad and general - specific; lona
and short term; higher order cognitiv€ - lower oder informational;
subiect-specific - global; and so on. Working groups, as Davies shows,
Deed to select and plot types of obiectives (Davies 1976, chapters G9).

5. The construction of cuEiculum objectives has to be participatory,
involving studen$ as wel as teachers' patents aDd community as well
as professionals. This is too larg€ an issue to discuss here - we return to
it i! the next chapler.

3. Design the teaching-Leammg Progantue
V/e may think schematicatly of rhe design of the prosr.mme whar is ro
be taught and learnt - under a few seneral headings. For their elaboration
it is necessary ro consult the detailed and often subjecr-specific liteeture
on dis iopic. \f'e are considerirs the general, procedural principtes here,
not the detail. Design of rhe prograrDm€ of teaching and ledning refers to

I . tlle fundamental orientation of the curriculum, as for example ffeas of
erperience in a core curriculum, ot academic specializalion or leisure
inlerests in the electives part of the curriculum;
rhe groupirys and combinations of subi€ct marter;
the groupinss of srudents, for example mixed abiliry, or special interesl
gloups;
rhe reladonship of l€arning in the differenr subiect areas to the overall
obiectives of the curriculum - a parricularly important and often
neglect€d mafter in planningi

2.
3.
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5. the scope, sequcnce snd structute of teaching content;
6. space, resouces, materialsr equipmetrt;
7. the propos€d merlods of reachiry and learning;
8. staffing ne€ds and allocationsi
9. timetabling aDd scheduling.

Examples of how decisions such as t}le foregoing may b€ preparcd for €nd
takeD a.re given in the Readngs and in rhe lirerature on the selection and
oryanization of curriculum expedences (Cohen and Hafison 1977, 1978,
1979; Galton et al. 1980; GIay 1974; Taba 1962, chapte$ 17 and l8).

In our discussioD of rhe core curriculum in Chapter 7, we defined nine
'areas of experieDce' pith refercnce ro which, we ar$led, the corc ought ro
be constructed at the school level. Taliug rhis as aD €&mple, rhe design of
ieachirgleaming progxammes accordjng to the decisions listed above
would, in tle distincrive and iDdividual siruarioDs cmerying from the firsr
stage of our model, urdoubtedly yield a coDsiderable varicry of school-
based core curricula. This variery would reflecl not only rle diversiry of
studen6, school buildirgs, equipment, locations etc., but also the dif-
terent interpretations thar inevitably arise i! group decision making.

It comes as a surprise to some crirics of cor€ to realize rhar ir is not
monolithic or dir€ctive when used as a rrrdregl Iaiher than a blueprint
within a Dational curiculum framework approach where school decision
making in rhe curriculum has a prominent place. Use of rhe pbnnins
procedures proposed here for school-based curriculum developmem, md
drawing in national polcy 8lidelines and a design for core curriculrm,
n€ed rct resuh in a\rernal conrrol and manipuladon of rhe school
cu[iculum. Curriculum decisions by schools, when orderly and skilfulv
exe€uted, can facilirate tleir o*ln freedom: schools can - and shorid - ser
objectives and wolk our reaching and leaming prosrammes in and for rheir
owr individually defined situations; rhey can - aDd should - use rheir own
iudgement in in€rpreting and implementing rhese programmes, in assess-
hg students and ir evaluating their overall performance in planning,
desigdng and implementing the curriculum. Time and effon given to the
decisions in designing teaching and leaming plogrammes, as enumerated
above, ar€ jusrified by fie resulrs in studenr teaming and by the school,s
demonstration of its own capabiliry in curriculum development.

4. Inurfuet aftd implnunt the progamrne

Unless we are engaged in training aad simulations, our purpose in
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planning and desig ng curicula is to implement rhem in pafticular
settinas axd evaluare resuhs. The ulrifiare jusrincarron foi aU rhis
projecrive acriviry is to be found in the sarisfactory reachins and learnhg
that take place. No plar or design can guaranree this. The underlying
structures of rationaLiry, foresighr, and prepararory organization musr be
combined with teacher professionalism and supponed by lesular moniror-
rng, review and evaluarion. Will rhe plaffiing and designing be worth
while? rxlill things happen as intended? rtgit rherc be resulrs and benefirs?
Schools are in principle no differenr from the wid€r educarional environ-
mert when change is being proposed: rhe problems of acceprance.
implemenudoD. acluevms whar wrs envisagcd. , oping wirl rhe un-
certainry, confusionJ resisbnce perhaps or indifference, behg flexible
enough ro adtusr and modify according ro circudrsBnces, apply wirhin
schoolsr as th€y do l^ihen narional projecrs are being implememed. The
location of maior responsibitiries for the cufficutum and decisions in the
school is nor a panac€a. Several of rhe reports on school experience in
Section J ofthe Rpadiags mJke iusr rhis poinr. Cu'riculum dev;lopmeDr in
the school is ofr€n carded out on rhe initiarive of innovaro.s and
enthusiasrs - pelhaps a direcror of srudies, deparrmental or year head, or a
strong"ftinded primary school principa.l. problelns of communication.
shared value\ and expecrarrons. of difference\ of inrerprerarjon, of in
adequate impl€mentatioD, frequeDtly arise.

There are one or rwo crucial differences berwee. schools and educa_
tional sysrems which should - bur do nor always - ensure rhar th€ Dlans
made by rhe school wiil be honerdv imptemenred by rhe schoo,. For
several good reasons, we have aecepted rhar $e curricutum ought to be
planned and designed in deeil by those in the school, including leacherc
wirh rheir inrimate knowledge ofihe studenrs fo! whom it is inrended, ro
msure a sood march wi.h rheh characreristics ard needs. The curricu-
lum, we have also argued, ought ro be designed in major pan by rhose
rcsponsible for teaching it ro enstre their cornmitmenr and practical
engagem€nt and a good match wirh rheil capabiliries. Inreryreration and
impl€mmtation by .eache.s of a curriculum in whose desisn thev have
prooioenrly figured oughr ro be belrer rhan o$er sryles 

"i.*ri.rf,r-development, even if rhe role of rhe school is prinurily adaprive with
resped to an externally produced plan and design, and if rhe curiculum
mate als are very largely of external orighs. The school moreover is nor,
lile lrational curriculum proiecrs, a temporary system. The curriculum is
nor an accidental exra but is of r}le essenc€ of rhe i$drution. In sDire of
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these advantages, we caruro! tal<e successful implementation of well-
designed curricula for grantedJ and must, as pan of t}le planning process,
underrake a fifrh srcp.

5. Assets &nd. eoaluate

Assessment and evaluation a.e large ropics and we have already referred to
tlem (see Chapten 2 and 5). Our interest her€ is in rhe funcrion of
assessment and evaluation in the curriculum development cycle, not in
de(ailed prccedures which are dealt with in morc specialist lirerarure (see
for example Rowntree 1977, and rhe bibliogaphy in Skilbeck 1984c).

Assessment and evaluaiion are nor rhe same bur rhey are closely r€lared.
For our purposes, drrrs%t in thz anri.lrl m is a process of deteminins and
passine julqeflEftts o stuletts' bamins poteniaL afld perfomance; e?al@tim
means assenbliflg ezridzfte on and nahing judge .nts about rhe clttiaium
includins the processes ofpldn'|ns, deienins and implementine it. Eval.uAtiot'
of the cuniculum ought nor to ignore srudent perfolrnances, (alrhough it
often does) both because tiose performances are pan of the curdculum as
experienced and because their qudity t€lls us somerhing abour r}le quality
of lhe cur.iculum. For practisl puryoses, rhe two process€s are often kept
aput: assessment (ofpedormance) is the business of definirs aDd aseeins
attainment standards, setdng tasks, observing and recoditrg work, exam-
irirs and reportins- As Henry Macintosh and Joh! StepheDson arsue in
the ReadiflSs, there is plenry of room for improvement in all of rhis in
schools, and for rcducing the excessive weight given to eternal examin,
ation results as the fnal verdict' on studen. pedormance. Sirnilarly, much
car be done, ard is beinS done, h the developmem of procedures for
curiculum evaluation for use wiftin the school fEraut 1984: Mirchell
1984). From a curriculum persp€crive, varied, comprehensive and con-
tiruous (as disrinct ftom 'teminal') assessm€nt of student pedormance is
irdispensable and can be very effectively used in the curriculum review
process. This requires us to shift the emphasis from assessment as a
sunmative activity to ass€ssme[t as prognostic in respect bot] of rhe
l€amer and of the curriculum designer. Similarly, xdth evaluation, lhe
cycLic natue ofour curriculum development model demonslrates a cnrcial
feature of the function of evaluation in focusiDg discussion, reflecdon and
action - its coDtribudon lo the cotrtiDuity of the whole planning cycle.

Just as we need well-prepared and practicaly useful schedules for th€
observation and assessment of students (including their self-assessmenr) so
we ne€d schedules which structurc and fa€ilitate evaluadon of the

Objecrives in CuriicuLuln Deveiopmor 239

curdculum. Their coDstruction has been arrempred but rhe widespread
practice, in schools, of occasional or periodic or partial curriculum
euluation - or none ar all - suggests that a$ilable insrruments and
prccedures are unsuitable. There is a role here for schools, as in any other
aspect of curricDlum pianning and desisD, to exp€rimenr with and develop
these instruments aDd procedures.

So much for an outline of the steps in rhe curricuhm development
model. It may be, as Michael Marland remarks, rhar'In rhe Bdrish school
the main burden of curriculum plarnins is placed on the heads of
depar!.nentsJ and their task is expressed in rhe deparrmenfs syllabus'
(Marland 1981, p. 88). He quickly makes it cle3r, how€ver, lhar by
syllabus he means a great deal more rhan ropic ourlines and rhar rhe head
ofdepartment is expected to shale rhe'buden'wirh his colleagues. This is
still (and allowing for rhe assumption ofrhe secondar! secror) a mrrowe.
conception ofthe nature of rhe curriculum developmeni rask rhan rhe one
we have been discussing. Partly, rhis is because whar lhe departmenr in
the secondary school or the class teacher in the primary school does in
constructing a scheme of work is not the whole of what is seneratly
urdelstood - and accepted - as the school's curriculum responsibiliries.

We have given excessive emphasis, in B dsh educarion, ro rhe relarion-
ship of curriculum decisions ro the roles ofdeparrmenrs and class reachers,
and paid too little attentioD to the curriculum conceived as the whote range
and variety of school leamins experiences. One of the puryoses of rhis
chaprer is to redress rhis by discussing modes suirabte for vhole school
curriculum development - within and towards which rhere are viral, bur
not exhaustivej conrributions to b€ made by rhe individual subiecr
departnents and class reachers. Thus, the objectives componenr infers
obi€ctives for the whole cuniculum, in corE\r - the conrexr of rie school
and of the education system. Correspondingly, our assessmenr componenr
must not be limited to class leanings and perfofmances in deparrmenral
sch€mes of work bua must resch out ro encompass rhat wide specrrum of
learnings thar the Sood school facilirares for aI irs members. It follows rhar
the evaluation of the curricuium entails iudgements on rhe whole life of
th€ school and the quality of experi€nce it provides.

Summary

For lhe school to perform the curdculum roles rhat are widely expected
and claimed, ir needs to decide how the curriqrlum is ro be r€vielved,
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evaluar€d and developed. Curiculum planning and design within the
school involve many diferent procedrues which cannot be underraken
indiscdminately bur lequire different khds of orderina and anicularion.
Refleclive problem sotving. using individual and sma ;roup srudies and
inquiries and incremenral change straregies are not inconsisteDi wirh more
complehensive planniDg approaches. Both arc n€eded in curriculum
developmeDt. Their combimrion produces a model for curriculum de_
velopment comprising rhe arve intereiated Drocesses of.

siruatioDal analysis
d€finition of obiecrives
proSlNE]xle desigl
implementation
assessmenr and evaluarion

This app.oach to schoolbased culriculum developmenr acc€pts rhat
well-constucred obi€crives arc crucial for planninA, a[d designing, the
curdculum. They flgure equaly in evaluation and hclp srructure reaching.
Disagreemms among curriculum theorists ard orhers over rhe value of
attempting to defm€ objectives for rlle whole curriculum. rhe nanue and
ievel of specificirv of objeclives a-od rhe impli(lrions of coosrrucLing
curriculum designs using obiectives, have obscured poijrts of similadrv
beMeen rfie several posirions r3-ken and rnasnjfied aitrerences. IL is more
hehful to schools to sddress rhese issu€s consrrtcrively than ro adoDr
entrenched'deoiogrcal posirioN.

Obiectives sre widely if often inadeqMtely used in cuciculum planning
ard desigr in schools and coleges and improvements are possible rhrough
a reappmisal of how objecrives can be incorporar€d into rhe cuniculum.
Wea&resses of the earlier, behaviourisric atrempb ro define and aniculate
obiectives have been revealed rhrough a succession of critical aDDraisals.
Different forms and sryles of obiecrives have emerged ro meer these
criticisms.

For whole school devetopmen. and for mor€ specialized work in
particular aspecrs of the curdculum, rhe five-stage design mod€l caD be
lsed in reaching decisions and detemining action ro carry rhem rfuough
rn the pracrice ofteaching and leaming. Decisions need ro be colaborarive
ancl to be r$ted in acrion: the curdculum d€velopmenr model rhat is
prcposed is reoexive and developmenral in thar, by irs continuous
applicadon, progressive modficarions can be made ro rhe curriculum bv
aI the panners and in rhe light of expedence.

CHAPTER 9

PARTICIPATION

'A boy sho_had ,u$ lrfr (hool qas a\ked bv hi, fo.ms head@rer wh?r he
nousbr or lh. new buildinss. ..Ir .ould aU b. marbtc. si!.., he repted, ..bu. irwourd sti be s bt@dy sch@t".' (Centrsr Advisory c;u";tr, g,jioi riiiii

In our discussion of the nature of the curriculum and of the school, in
earlier chapre.s, the active roles of teachers _ all reachers _ have been s;en
as fundamenml in any programme of school_based curriculum develop_
ment. How these rcles are best exercised is a quesrion rhat cannot be
aDswered unless we give considerarion to other relevant panicipanrs, both
ourside and within the school. Our aryumem in Chapter i was tlar a malor
new facror since rhe mid-70s has been rhe resuryence of narional curic-
ulum ml€s, mainly those of ofiicials in the DeparEnent of Educarion and
Science (and to a gowing exreDt in Industrv and Employneno, HMI and
the GoverDmenr. These roles are nor confiled ro general policy dererftin_
atrons ard rcsource allocations but, as we saw, extend inro many areas of
the quriculum irself, previously assumed to be distinctively professional,
rhat rs . _tbe preserve ol r eachers and aujed grou pr. A lthougb rle exrercise ol
these otlrcral ,nd polirical roles bas not driven our otber narional nreresrs
with a sarcng professional characrer, such as national curriculum agencies,
they.do corBtirure an impol.ant fador in any review of wlo partici"pates ln
curiculum making and of rheir daims to do so_

In this same period ve have atso nored srowins paren tal and communjry
&Iere$ In Lie curriculum of rhe school with evidence ofan entargemenr oi
formal roles, as in rle sdelgthening of ahe curriculuft mle of school
govemrng bodies (parenrs, local community, locat poliricians) enhanced


