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SUMMARY/ABSTRACT
TITLE: Curriculum leadership programme for Heads of Department in secondary schools.

Key terms: Curriculum, leadership, curriculum leadership, training programme, training and
development, head of department (HOD), curriculum leadership roles of HODs, secondary
schools.

This study investigated the curriculum leadership training programmes of Heads of Department
(HODs) in secondary schools. HODs are an integral part of school leadership. Their main
function is to lead and oversee curriculum support and delivery in schools. HODs are uniquely
placed to influence the quality of teaching-and-learning in their departments and within the
entire school. They are an important bridge between the school management team (SMT) and
the educators. The influence of HODs can only be realised if they understand what their roles
are and how to go about executing those roles. To have a good understanding of the research
topic, the researcher undertook an in-depth literature review to explore the current nature,
content and structure of curriculum leadership training programmes for HODs in secondary

schools.

The research followed a qualitative, phenomenological approach underpinned by an
interpretative paradigm. Purposive sampling was used to select the participants due to their
proximity, knowledge and understanding of the phenomenon under research. Semi-structured,
open-ended questions were used for data collection. The participants in the research were
HODs and principals of sampled schools and departmental officials responsible for educator
training, development and support. Additional data was collected through field note taking and
audio-recordings which were later transcribed into text, coded, and themes were formed from
these texts with similar topics for the researcher to conclude on the findings and
recommendations for the research. The research found that HODs lacked training and
development. The research findings also indicated that where the opportunities for training and
development were afforded to the HODs, it was incoherently organised, badly managed and
was of minimal benefit to the HODs. Training was done over very short periods of time like
once-off induction and after hours’ development when HODs are tired and lacked concentration.
The research suggested and developed a coherent curriculum leadership training programme

for HODs in secondary schools.



OPSOMMING

TITEL: Kurrikulumleierskap-opleidingsprogramme vir Departementshoofde van sekondére

skole.

Sleutelterme: Kurrikulum, leierskap, kurrikulumleierskap, opleidingsprogramme, opleiding en
ontwikkeling, Departementshoof (HOD), kurrikulumleierskapsrolle van Departementshoofde,
sekondére skole.

Dié  studie iS onderneem  om kurrikulumleierskap-opleidingsprogramme  van
departementshoofde in sekondére skole te ondersoek. Departementshoofde, wat ’'n integrale
deel van skoolleierskap uitmaak, het 'n belangrike rol te speel in skole aangesien hulle
hooffunksie is om kurrikulumbegeleidend teenoor hulle kollegas op te tree. Hierdie begeleiding
is veral in kurrikulumondersteuning en -aflewering geleé. Daarom is hulle op ’'n unieke wyse in
skole geplaas om die kwaliteit van onderrig en leer in hulle onderskeie departmente en binne
skole ten beste te kan beinvioed. In hierdie verband is hulle 'n belangrike skakel tussen die
skoolbestuurspan (SBS) en opvoeders. Die vermelde funksies van departementshoofde verleen
invloed aan hulle. Dié invloed wat hulle het, kan slegs tot voordeel van die skool gebruik word
indien hulle die aard van hulle rolle verstaan en hoe om dit tot uitvoering te bring. 'n
Diepgaande literatuurstudie is onderneem om die aard en omvang van die werk van
departementele te ondersoek. Die literatuurstudie het die huidige aard, inhoud en struktuur van

kurrikulumleierskap-opleidingsprogramme vir departmentshoofde in sekondére skole blootgelé.

Hierdie navorsing was kwalitatief van aard, waarna 'n fenomenologiese benadering en ’n
interpretivisme lewensbeskouing gevolg is. Doelgerigte steekproefneming is gebruik om die
navorser in staat te kon stel om deelnemers te kies op grond van hulle beskikbaarheid vir die
navorsing, sowel as kennis en begrip vir die verskynsel wat nagevors is. Semi-gestruktureerde,
oop-einde vrae is vir die data-insameling gebruik. Die deelnemers in die navorsing was
departementshoofde en skoolhoofde van geselekteerde skole, asook departementele
amptenare wat vir opvoederopleiding, -ontwikkeling en -ondersteuning verantwoordelik is.
Bykomende data is gebruik, soos notas tydens die onderhoude en getranskribeerde inligting
van opnames. Die data is gebruik om te kodeer en temas vir die navorsing te formuleer. Dit is
ook gebruik vir gevolgtrekkings en aanbevelings vir verdere navorsing. Van die belangrikste
bevindinge van die navorsing is dat departementshoofde tekort skiet aan opleiding en
ontwikkeling. Voorts is bevind dat, alhoewel opleidingsgeleenthede vir opleiding en ontwikkeling

vir departementshoofde gebied word, is die opleidingsgeleenthede lomp en sonder struktuur



georganiseer en verder swak bestuur. Volgens die deelnemers was die opleidingsgeleenthede
dus hiervolgens van minimale waarde. Die opleiding was ook oor kort periodes, byvoorbeeld ’'n
eenmalige induksie en nauurse opleiding wanneer departementshoofde moeg was en nie kon
konsentreer nie. 'n Omvattende kurrikulumleierskap-opleidingsprogram vir departementshoofde
is deur die navorsing voorgestel en ontwikkel.

vi
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CHAPTER ONE

Introduction to the study
11 Introduction

Heads of department (HODs) are part of the school management team (SMT) in schools and
named middle managers (Javadi, Bush & Ng, 2017). The middle managers are referred to as
phase head, subject head, middle manager, curriculum manager, curriculum leader,
instructional leader, instructional manager and team leader to describe their positions,
depending on what they do (Bassett & Robson, 2017; De Nobile, 2018; Kasim, Zakaria &
Basran, 2015; Larusdottir & O'Connor, 2017; Maingi, 2015; Shaked & Schechter, 2017). HODs
are both educators and managers of other educators, and are engaged in managing the
academic curriculum (Ogina, 2017). They are educators with formal administrative
responsibilities and are recognised to play significant roles in education leadership and
curriculum implementation (Gurr & Drysdale, 2012; Seobi & Wood, 2016). The role of an HOD
is a very serious and important one for the delivery of curriculum in all schools. It plays a
fundamental role in contributing towards successful learner academic performance (Fleming,
2014). In some instances, HODs are very experienced in their field and subject (Albashiry,
Voogt & Pieters, 2016; Ghavifekr & Ibrahim, 2014; Grootenboer, Edwards-Groves &
Roénnerman, 2015), while in some occurrences they lack preparation and training for the

demanding position of curriculum leadership (Maingi, 2015; Paranosic & Riveros, 2017).

It is for this lacuna in training that this research undertook to explore the curriculum leadership
for HODs in secondary schools. As curriculum leaders their work demands them to play a
crucial role in effective operation of the work of the secondary school department. The
curriculum leadership of the HOD provides direction, resources and support to teachers and
learners with the aim of improving and ensuring a sound culture of teaching-and-learning at all
times (Ogina, 2017; Paranosic & Riveros, 2017; Seobi & Wood, 2016). The most daunting task
of the HOD is of being curriculum leader and the need for preparation, development and
training for HODs cannot be overemphasised. They need to be trained and developed so that
they can provide a visionary role towards maintaining and upgrading the school’'s academic
programmes from an informed point of view (Leithwood, 2016). The HOD’s curriculum
leadership role is to promote and optimise academic work outcome and to maximise learner
social outcomes through improved classroom practice. One can only do so when HODs are

informed and confident about what they are doing (Leithwood, 2016). Curriculum leadership



includes various roles and responsibilities that entail technical, professional and interpersonal
aspects (Thorpe & Bennet-Powell, 2014). It further includes strategies and actions to improve
conditions for effective curriculum implementation. The position therefore places immense
responsibilities on the incumbent, which without a doubt requires the incumbent to be well

prepared and trained in curriculum leadership.

HODs also encounter barriers as they execute their curriculum leadership roles (Bambi, 2012;
Leithwood, 2016). The barriers are in many instances caused by lack of training for HODs
(Bambi, 2012; Fitzgerald, 2009; Fitzgerald, Gunter & Eaton, 2006; Thorpe & Bennet-
Powell, 2014). HODs require training before appointment and during their occupation of the
position. This research argues that the barriers can only be minimised or overcome by proper
preparation for the position, continuous development and life-long learning. When barriers are
well addressed, HODs become enablers.

The HOD is an internationally recognised school leadership position. It was therefore important
to have some discussion on what responsibilities HODs in other countries had, what their

challenges were and what was being done to develop them.
1.2 International context of HOD

Although they have different titles in different countries, HODs have been used internationally
as part of the management structure of the school (§ Chapter two). HOD roles have evolved
over time and across the globe. Their leadership responsibilities in schools are becoming more
complex by the day (Mampane, 2017). Mampane (2017, p. 143) continues to mention that the
school principals cannot handle school leadership alone anymore. The achievement of leaners
and the effectiveness of teaching and learning rely on the effective leadership and management
of HODs, which in turn requires them to be well prepared and trained for the role. The need for
training cannot be attributed to one country such as South Africa, but across the globe, as
discussed in Chapter Two and throughout this research. The research focuses on the nature,
content and structure of curriculum leadership training programmes for HODs in secondary
schools. The leadership and management programmes afforded to HODs would be helpful in
identifying what should be taken into consideration for leading and managing educators and
learner performance by HODs (Javadi et al., 2017; Mampane, 2017). The skills gained by
HODs from the training programmes would assist them in carrying out their work with
confidence and determination as they would know what they are doing and what they want out

of particular activities.



1.2.1 Changing roles of HOD

Studies about HOD roles internationally show that the roles of HODs are changing (De Lima,
2008) (8 Chapter two). In the United States of America (USA), the HOD has to perform what is
seen as traditional or routine managerial roles, such as to provide resources, maintain
departmental budget, ordering supplies, and assigning teachers to classes (Flores & Roberts,
2008; Mercer, D. & Ri, 2006). Changes in HOD roles can also be realised in other countries like
Australia, Kenya, Trinidad and Tobago, Malaysia and the United Kingdom (UK), some of which
are highlighted by findings from a growing body of research, which in turn indicates a move
toward increased expectations for HODs to take on greater leadership and managerial
responsibilities at the subject department and even whole school level (Javadi et al., 2017,
Mampane, 2017; Ogina, 2017; Seobi & Wood, 2016). A number of studies have noted that,
along with traditional roles related to resource management, HODs in the USA and England
have the added responsibilities to primarily focus on greater accountability for the quality of
teaching-and-learning in departments and involvement in the wider school context, including
strategic planning and support of school-level aims (Aubrey-Hopkins & James, 2002; De Lima,
2008; Dinham, 2007; Feeny, 2009; Javadi et al.,, 2017; Mampane, 2017; Mayers & Zepeda,
2002; Ogina, 2017; Seobi & Wood, 2016; Zepeda & Kruskamp, 2007). The greatest
expectations regarding accountability will require HODs to become more involved in the
evaluation, monitoring, and/or development of colleagues; roles which HODs in the past have
indicated they had little time for and were reluctant or ill-prepared to play (Larusdéttir &
O'Connor, 2017; Leithwood, 2016; Thorpe & Bennet-Powell, 2014). There is actual expansion
in the roles of HODs and not simply increased expectations for the HOD position (Mampane,
2017; Ogina, 2017; Seobi & Wood, 2016).

HODs curriculum leadership is central to the HOD’s day to day operation in New Zealand
(Stephenson, 2010) for they have to oversee what teachers and learners are engaged in their
classrooms. Studies conducted in the USA show HODs have to provide curriculum vision for
their departments and develop strategies to improve teaching-and-learning (Klar, 2012). In
England the English National College for Leadership (NCSL) maintains that the HOD has to
lead and manage the curriculum by the following: modelling and being exemplary in how to
implement curriculum; monitoring what is going on in the classrooms; engaging in dialogue
through talking and listening to colleagues on curriculum matters; and setting structures and
systems of implementing, evaluating and analysis of the curriculum (NCSL, 2007). The
Australian requirement for curriculum leadership is that the HOD manages the curriculum by
doing assessment, recording, reporting, monitoring and evaluating the curriculum (Independent
Schools Queensland, 2015).



Literature indicates that there has been changing expectations for the roles of HOD over time
(DeAngelis, 2013). The HOD is expected to increasingly take a greater leadership responsibility
for their department and even the school (Bennett, Woods, Wise & Newton, 2007). A number of
studies have noted these greater expectations regarding accountability that require HODs to
become more involved in the evaluation, monitoring, and development of colleagues. It is
therefore clear that the HOD has much to deal with every day, suggesting that the HODs need
training and development to keep pace with, and remain current, in the latest developments in
education leadership (Javadi et al., 2017; Mampane, 2017; Seobi & Wood, 2016)

The lack of literature about HODs in South Africa in general indicates that there is also a dearth
of training programmes for HODs. It is also a minimal indication of what HODs in South Africa
are expected to do and how they are trained and developed, if they receive any training or
development, except what is found in the PAM document of the Employment of Educators Act,
76 of 1998 (South Africa, 1998), where the roles and responsibilities of HODs are outlined. This
study investigated the curriculum leadership training programmes of HODs in secondary
schools (§ Chapter four) and developed a training programme that will assist the HODs in their

curriculum leadership (8 Chapter six).
1.2.2 Preparation for the role of HOD

Atebe (2009) asserts that, because of the importance of the position, internationally an HOD
must undergo proper preparation before assuming the position of curriculum leadership to lead
the curriculum activities in a department, phase or subject. Preparation should include exposure
to all the roles that the HOD will play once promoted, and also emphasise having a successful
teaching experience. HODs must also demonstrate that they possess the training and skills
appropriate to their subject groupings and leadership qualities for positions of leadership for
which they are applying (Atebe, 2009; Maingi, 2015). It is critical to note that Maingi (2015) and
Atebe (2009) emphasise the importance of training as a way of preparing an HOD by stating
that it is professionally and economically indefensible to appoint HODs to fill a position as
complex and demanding, and then to simply leave them there to fend for themselves as best

they can.

There is little done to prepare teachers for the role of HOD in South Africa, as there is
inadequate planning and provision of in-service training for the strategies and competencies
required and minimal research in this important field (Bambi, 2012). According to Bambi (2012),
it is blindly assumed that some teachers would, by sheer luck, progressively be assimilated into

senior positions through practice and experience, even though they were not well prepared for



positions such as that of HOD. There is a rapid change towards provisioning of training and

development for HODs, particularly in the western countries (Leithwood, 2016).

The UK has a training programme for HODs (8 Chapter Two). The training programme is a
prerequisite for every aspiring HOD to undergo before they can be promoted. In the United
Kingdom, the Teacher Training Agency (TTA) formed under the Education Act 1994 (United
Kingdom, 1994) and relaunched as the Teacher Development Agency (TDA) under the
Education Act 2005 (United Kingdom, 2005) explored the nature, scope and impact of
professional development and training opportunities available to HODs in England and Wales
(Thorpe & Bennet-Powell, 2014). Its central purpose was to identify the types of professional
development and training opportunities that were most effective in changing HODs practice
within the school and classroom context (Bush, 2018) while providing strategic direction and
wide ranging oversight of funding for the initial training and the continuing professional
development of HODs.

1.2.3 The South African context

The South African context is a little different from that of the UK and the USA and other
developed countries, as South Africa has not yet developed a formal qualification for the HOD
(8 Chapters Two and Five). There is no formal HOD training required to be appointed as an
HOD in South Africa. Presently leadership training and development focuses mainly on school
principals with the introduction of the Advanced Certificate in Education in School Leadership
(ACE) (Bush & Glover, 2009), which will in future become a requirement for promotion to
become school principal. The ACE has also been phased out and was replaced by the
Advanced Diploma in Education (ADE) which would in future become a requirement. There are,
however, general programmes on leadership that individuals may register for with different
universities for personal development. In South Africa, the South African Council for Educators
(SACE) has introduced a Professional Development Plan (PDP) for all teacher levels including
the HODs. SACE approved the Continuing Professional Teacher Development (CPTD)
implementation plan in November 2012. The HODs fell under the 2™ cohort whose cycle started
from January 2015 — December 2017 and thereafter every three years. The HODs will be in a
position to drive their own professional development through activities and reporting, guided by
the SACE guidelines. The HODs will be in a better position to support their staff on the

implementation of the CPTD system.

The South African context requires expertise in a subject in order to be appointed to position of
HOD (Mampane, 2017; Ogina, 2017; Seobi & Wood, 2016). Teaching experience is also cited

as important (Dinham, 2007) as an HOD has to have knowledge of the content and teaching



skills of the subject. Poultney (2007) postulates that teachers, HODs, and principals all
perceived teaching and leadership ability, as well as mastery of subject matter, to be more
important for HODs than the amount of time spent in the profession. Other favoured attributes
included knowledge of the subject, management skills, and strong interpersonal skills
(Leithwood, 2016). Poultney (2007) explicitly cited HOD level of academic preparation,
indicating that graduate study was less important than HODs abilities to teach, lead, and
manage. It is, however, noticeable that the training and development provision for HOD in
schools has, to date, been relatively limited (Mampane, 2017). Earlier research reports suggest
that many new heads of department seemed to be ill prepared for the role and that few training
programmes were available for aspiring or new HODs, although some improvements have been
done lately (Adey, 2000).

The teacher appointed in an HOD position should possess a minimum qualification of
Matriculation plus a three year teacher qualification (M+3) with a Relevant Education
Quialification Value (REQV 13), (PAM, 1999). The HOD is expected to have at least three years
of actual teaching experience in the subject or subject group, as well as appropriate experience
(PAM, 1999) which include knowledge, skills and attitude in the subject group. The teacher
should understand the context and conditions of the school (PAM, 1999). These requirements

are still applicable today and the need to change them cannot be overemphasised.

In order to meet the new demands of HOD curriculum leadership, a much more coherent way of
development in the form of a comprehensive training programme for HODs is long overdue (8
Chapters two, five and six). This research explored the HODs curriculum leadership in
secondary schools and the training opportunities needed to prepare them sufficiently for their

curriculum leadership. In order to do so a problem statement was developed.
1.3 Problem statement

The research sought to explore what the current nature, content and structure of curriculum
leadership training programmes of the HOD in secondary schools entail. In secondary schools,
HODs are uniquely placed to influence the quality of teaching-and-learning within their subject
areas (Albashiry et al., 2016; Ogina, 2017; Seobi & Wood, 2016; Shaked & Schechter, 2017).
As team leaders, they have powerful influence over classroom practice and are important
gatekeepers to change and development within the subject or phase (Rosenfeld, Ehrich &
Cranston, 2008). In the South African context, the Integrated Quality Management Systems
(IQMS) has extended the responsibilities of HODs in that they have a major role to play in

assessing and monitoring the performance of others (Queen-Mary & Mtapuri, 2014).



The most important aspect that falls under the responsibility of an HOD is the fact that they
need to be experts in the content knowledge of the subject, as well as being skilled in leading
the curriculum (Ogina, 2017) and be in a position to lead the pedagogy of their subjects or
departments (Seobi & Wood, 2016). Strategic curriculum leadership is likely to lead to more
effective teaching-and-learning practice, as Cardno and Collet (2003) reiterate that a more
organised person is likely to have better outputs. Curriculum leaders should have the curriculum
insight and the transformative ability to enhance student achievement in schools (Mampane,
2017; Ogina, 2017). Clarke (2007) concurs that HODs have an increasingly important role in
managing the teaching-and-learning of their subject teams and need to be supported by senior
management teams in developing their leadership skills. Curriculum leadership is characterised
as a focus on teaching-and-learning and on the behaviour of teachers in working with learners
(Paranosic & Riveros, 2017). Bush (2003) accentuates important aspects that need to be in
place before the HOD is appointed: The HOD has to receive appropriate training and must be
capable and ready to fulfil the important and extremely demanding role of HOD. Javadi et al.
(2017) and Kasim et al. (2015) emphasise the fact that the HODs have a very complex and
demanding profession and they need to have a clear understanding of the responsibility that is
linked with said profession. In most situations teachers are not prepared to fulfil their roles as
curriculum leaders (Mestry & Khumalo, 2012; Schmidt & Mestry, 2019; Smith, Mestry &
Bambie, 2013). In other words, HOD’s are expected to be accountable and knowledgeable of
their role and the influence it has on learner academic performance but they have received no

training in this field.

Gurr and Drysdale (2012) posit that there is a body of work done on the roles of HOD though it
has not captured the research interest it deserves yet, and that more needs to be done to
research and the curriculum leadership of an HOD. Busher, Hammersley-Fletcher and Turner
(2007) added that it is difficult to pin down the HOD job descriptions and responsibilities. The
dearth of literature on clear HOD roles is in stark contrast with that of school principals, which
remain prevalent because of the assumed importance of the role of the principal (Javadi et al.,
2017). Apart from England, Canada, France and Scotland and other developed countries’
initiatives on providing professional development for HODs (Bush, 2008a), literature also

reveals a paucity of research in the training programmes of HOD (Stephenson, 2010).

There is a need to explore, describe and analyse the curriculum leadership and training needs
of the HODs in secondary schools (Dragomiroiu, Hurloiu & Mihai, 2014; Hammond & Churchill,
2018; Harris & Jones, 2017). A lacuna on limited training programmes of HODs has been
identified (Aguinis & Kraiger, 2009; Blume, Ford, Surface & Olenick, 2017; Chepkole, Koross &
Kiptoo-Tarus, 2017; Dragomiroiu et al., 2014; Hammond & Churchill, 2018) (8§ 5.2.5.12). This



study will try to close this void by exploring the training needs of HODs and what training

programme can be implemented to develop HODs’ curriculum leadership abilities.

HODs are appointed to their positions without prior training (Shaked & Schechter, 2017).
Promotion to an HOD post at a secondary school in South Africa is very simple and is offered
as a reward for loyalty, long service, or convenience (Kotze, 2002). When a teacher becomes
HOD it usually leads to frustration, as the teacher was unaware of the demands of the position
(Turner, 2000). Unrealistic expectations may lead to stress (Bambi, 2012). Bush (2008a) agrees
that leadership requires a specific training and a formal qualification before a leader can
function optimally in a leadership position.

The training opportunities for an HOD in a school have, to date, been relatively limited (Shaked
& Schechter, 2017). In earlier research Hattie (2003) and Collier, Dinham, Brennan, Deece and
Mulford (2002) identified the dearth of research into HOD roles and they highlighted the
inadequate preparation for the role as HOD.

It is evident that the HOD’s role of curriculum leadership is vital in the school as an organisation.
It is however clear that there is a scarcity of training and preparation of HODs for curriculum
leadership. The purpose of the study was to explore the current nature, content and structure of
curriculum leadership training programmes for HODs in secondary schools, identify the barriers
and enablers HODs face in carrying out their curriculum leadership responsibilities, and to
develop a training programme that will enable the HODs to be prepared for curriculum

leadership.
1.4 Rationale for the study

At this point in the South African context, HODs are to an extent made aware of their duties and
responsibilities as outlined in PAM (South Africa, 1999) and EEA (South Africa, 1998). Many
researchers here and abroad have revealed in their findings on curriculum leadership of HODs
that HODs were not ready for the curriculum leadership due to lack of proper training and
development (Amos, Ristow, Ristow & Pearse, 2008; Ogina, 2017; Paranosic & Riveros, 2017;
Shaked & Schechter, 2017; Stephenson, 2010). It is apparent that there is lack of training
opportunities for HODs (Amos et al., 2008).

The HODs need training for work for which they seem unprepared or that they do not know
what to expect (Bush, 2018; Paranosic & Riveros, 2017; Shaked & Schechter, 2017).
Researchers such as (Bambi, 2012) concur that many new HODs seem to be ill-prepared for

the role and that few curriculum leadership training programmes were available for aspiring or



new HODs. However, Seobi and Wood (2016) postulate that HODs are expected to be

accountable and knowledgeable of their role and influence learner performance.

The study identified HODs curriculum leadership in secondary schools and developed a training
programme that would assist in preparing the HODs for their future role as curriculum leaders in

secondary schools. The purpose, research questions and aims were also explored below.
15 Purpose, research questions and aims

The purpose, research question and aims assist the researcher to keep focus on what is
researched and also to give direction on what to look out for when doing empirical research, as
well as what to look out for during interaction with the participants and the phenomena which is
researched (Merriam & Tisdell, 2016; Thomas, 2017).

15.1 Purpose of the study

The purpose of the study was to explore the nature of current curriculum leadership training
programmes for the HOD, to explore the HOD perception of curriculum leadership in secondary
schools, to identify the barriers and enablers HODs face in carrying out their responsibilities as
curriculum leaders, and to determine what training programme can be implemented to develop

the HOD curriculum leadership.
153 Main research question
The main research question was:

¢ What is the current nature, content, and structure of HOD curriculum leadership

training programme in secondary schools?
1.5.3 Sub research questions
The research sought to answer the following sub-research questions:
¢ How do HODs perceive curriculum leadership in secondary schools?
o What are the barriers and enablers HODs face in their roles as curriculum leaders?

e What training programme can be implemented to develop HODs’ curriculum

leadership?

154 Research aims

The research aimed:



e To explore the current nature, content and structure of HODs’ curriculum leadership

training programme in secondary schools.
e To explore how HODs perceive curriculum leadership in secondary schools.
o To explore the barriers and enablers HODs face in their roles as curriculum leaders.

o To explore and develop a training programme that can be implemented to develop
HODs in effective curriculum leadership.

1.6 Theoretical framework

The research was based on Chen and Chang (2006) Whole Teacher Approach to Professional
Development Theory (PDT), which targets multiple dimensions of teacher development (8
Table 1) and Zhao (2010) School Knowledge Management Framework and Strategies — The
New Perspective on Teacher Professional Development as an improvement strategy to the
professional development of HODs in order for them to become better curriculum leaders and

managers (8 Table 2).

The leadership theories that framed this study were the managerial development and
performance theories. These theories can help scholars understand and make predictions
about leadership practices in all types of organisations, including secondary schools
(Hernandez, 2013; Miller, 2009). Curriculum leadership is important for reforming and improving
schools; yet, there is no clear definition of what it actually means (Alig-Mielcarek & Hoy, 2005;
Mitchell & Castle, 2005).

It was however very important to note that in most countries the HODs are not trained to
perform the curriculum leadership roles they are employed to do (Shaked & Schechter, 2017).
This research will therefore explore the current nature, content and structure of curriculum
leadership training programmes of heads of department in secondary schools with the aim of

preparing and improving the HODs curriculum leadership roles.

Chen and Chang’s (2006) approach has multidimensional, domain specific, integrated and
developmental characteristics. The multidimensional characteristic of the approach targets
educator attitudes, skills and practices, offer multiple ways to learn and develop, and
accommodate diverse teacher needs and motivation. The mentioned aspects are also

applicable to the HOD training needs (8§ Chapter Three).

The approach is domain specific as the training objectives are based on content and

performance requirements of specific professional development domains for the HOD. Chen
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and Chang (2006) uses an integrated approach where instructional strategies facilitate dynamic
interrelationships among attitudes, skills and practices. The instruction of the approach engages
the whole teacher, rather than limiting the learning process to narrow, isolated goals. The
approach is also developmental as it uses programmes that support teacher growth from novice

to expert levels of proficiency, promoting continuous growth.

Zhao's teacher professional development approach is fused with school knowledge
management, putting the school at the centre of PTD activities. The approach is divided into
two levels, which are further subdivided as mentioned on the table above and discussed below.

The first level is the school management, which is divided into leadership and administration.
The HOD requires a level of training in leadership and administration that will lead to a learning
school which can be realized through clear assessment mechanisms, a good learning culture,
cooperation and sharing and information systems that function well, which are in turn the
hallmarks of performance management. A training programme that is well developed will
support the school's PTD, which will lead to a learning school. Thus, the HODs require a
training programme that will develop knowledge management that will support the learning

school.

These theories were important for the study, as they helped in exploring and describing what
the nature, content and structure of current HOD training programme are, with regards to
curriculum leadership, identifying the barriers and enablers HODs faced in their roles as
curriculum leaders, and to develop a training programme that can be implemented to develop

HODs in effective curriculum leadership.
1.7 Research design and methodology

Through the research design the researcher described the procedures through which the
research would be conducted. The research design is a blueprint of the study with the aim of
providing credible results for the study (Thomas, 2017). The research must contain a research

design to assist the researcher in exploring the researched phenomenon
1.7.1 Research design

The purpose of the research design was to provide the most valid and accurate possible
answers to the main research question (Creswell, 2007). Trafford and Leshem (2008) add that
a research design describes and explains how the researcher devised a strategy to approach

and undertake the investigation that is presented in the thesis (§ Chapter four).
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This research followed a qualitative design. It was interactive, as there were in-depth semi-
structured interviews where the researcher interviewed and interacted with HODs and principals
at schools, as well as education officials at sub-district level, asking questions that entailed their
real life or natural environment (Merriam, 1998; Merriam & Tisdell, 2016). Qualitative research
involves the systematic collection, organisation, and interpretation of textual material derived
from talk such as interviewing or observation. It is used in the exploration of meanings of social
phenomena as experienced by individuals themselves, in their natural context (Merriam &
Tisdell, 2016; Moser & Korstjens, 2018; Neuman, 2011; O’Reilly & Kiyimba, 2015).

The research followed a phenomenological mode of inquiry. Phenomenology aims to contribute
to greater understanding of the lived experiences of individuals as HODs. They were studied to
understand how they experienced the phenomenon of curriculum leadership (Ogina, 2017;
Seobi & Wood, 2016). The research was exploratory and descriptive in nature (Merriam &
Tisdell, 2016; Thomas, 2017) as it explored, documented and described the curriculum
leadership of HODs in secondary schools (O’'Reilly & Kiyimba, 2015). The phenomenology
mode of inquiry aided the research in the development of a training programme that can be

implemented to develop HODs’ curriculum leadership capabilities.

The justification for a phenomenological study was to understand people’s insights, viewpoints
and understanding of a particular phenomenon (Merriam & Tisdell, 2016; Thomas, 2017).
Phenomenology involves researchers approaching a phenomenon with fresh perspective, as if
it is for the first time, through the eyes of the participants who have direct, immediate
experience with it (Hays & Singh, 2012; Thomas, 2017). The phenomenological mode of
investigation assisted the researcher to determine the participants’ personal expectations and
needs in their specific school contexts with regard to the nature, content and structure of
curriculum leadership training programmes of HODs in secondary schools. The research also
had to follow a particular research methodology for clear articulation and clarity of how the aims

were to be achieved.
1.7.2 Research methodology

For the purpose of this research a qualitative research methodology was followed (8 Chapter
four). The goal of this researcher was to generate exploratory data, which is also the goal of
qualitative research (Hays & Singh, 2012; Merriam & Tisdell, 2016). A qualitative methodology
is interpretative and constitutes an interactive dialogue which happens between the researcher
and the participants. During the process of interaction between the researcher and the

participant, the participant's world was discovered and interpreted by means of qualitative
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methods (De Vos, Strydom, Fouche' & Delport, 2011; Merriam & Tisdell, 2016; Patton, 2002;
Thomas, 2017).

Data of qualitative inquiry consist most often of the words and actions of people and thus
requires methods that allow the researcher to capture language and behaviour (Thomas, 2017)
and transform inferences and group ideas into emerging themes (Merriam & Tisdell, 2016). The
researcher used interviews as a means of data generation. An interview provides access to
what is inside a person’s head, makes it possible to measure what a person knows (knowledge
and information), what a person likes or dislikes (values and preferences) and what a person
thinks (attitudes and beliefs) (Merriam & Tisdell, 2016).

The researcher was a participant-observer. He employed semi-structured interviews through a
phenomenological approach (De Vos et al., 2011). Qualitative research involves a deeper
exploration from the point of view of the participants. This method was implemented and utilized
by posing questions to HODs and principals of the sampled schools, as well as education
officials, to understand the particular phenomena under study. The qualitative research method
studies the ‘how’ of things and not just what, where and when. This is why the qualitative
approach is more appropriate in exploratory and descriptive research (Marshall & Rossman,
2011). It focuses more attention on smaller rather than large samples to enable in-depth
analysis. Qualitative research constantly builds a comprehensive, holistic picture, analyses
words, reports detailed views of participants and conducts the study in a natural setting (Maree,
2007). The researcher scrutinised the literature in order to be abreast of the research that has
been done on the nature of the content and structure of curriculum leadership training

programmes of HODs.
1.7.3 Literature study

The literature study assisted the researcher to consider the critical points of current knowledge,
including substantive findings, theoretical and methodological contributions (Merriam & Tisdell,
2016; Thomas, 2017) as well as to identify gaps in the knowledge of the particular research
topic (Creswell, Klassen, Plano Clark & Clegg Smith, 2011). The literature review included
various literature sources such as books and articles in reputable scholarly journals and
professional publications pertaining to the research topic. Various databases such as Google
Scholar, ERIC, Pro Quest, Academic Search Premier, SABINET, JSTOR, EBSCO Host, as well
as the World Wide Web (WWW) were consulted. Furthermore, the latest and most relevant
empirical studies (dissertations and theses), as well as national and international conference

papers, were reviewed. The philosophical orientation was also very important for this research
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as it aided the researcher to shape the direction of the research, support his argument on the

researched phenomena and guided him to choose the design, methods and methodology.
1.74 Philosophical orientation

The researcher selected the interpretivist paradigm, because it can offer a perspective and
analyse the situation under study (8 Chapter four). The analysis provided insight into the way in
which a particular group of people make sense of their situation or phenomena they encounter
(Grossoehme, 2014). Its greatest strength is the richness and depth of explorations and
descriptions it yields (Merriam & Tisdell, 2016; O’Reilly & Kiyimba, 2015; Thomas, 2017).
During the inquiry the researcher became the instrument through which data was collected and
analysed (Hays & Singh, 2012). The researcher was aware of the critique that is levelled
against the interpretivist research paradigm of it being subjective and it failing to generalise its
findings beyond the situation under study. The latter was dealt with in detail in the sections
under trustworthiness in chapter four of this research.

The central undertaking in the context of the interpretive paradigm is to understand the
subjective world of human experience (De Vos et al., 2011; Merriam & Tisdell, 2016; Thomas,
2017), i.e. to begin with individuals and set out to understand their interpretations of the world
around them, (Cohen, Manion & Morrison, 2011). Interpretive approaches focus on action
(O’'Reilly & Kiyimba, 2015). The main idea is to understand human experiences (Ormston,
Spencer, Barnard & Snape, 2014). To retain the integrity of the phenomena of the current
nature, content and structure of curriculum leadership training programmes for HODs in
secondary schools being investigated, efforts were made to get inside the person and to
understand them from within. The aim of the research was to explore the current nature,
content and structure of HODs’ curriculum leadership training programmes in secondary
schools and to look into what training programmes could be implemented to develop them. The
interpretive approach type of inquiry lends itself to a qualitative approach that is aligned with
interpretive theory (De Vos et al., 2011; Merriam & Tisdell, 2016; Thomas, 2017).

Thus the purpose of this study is to understand the HOD perception of curriculum leadership in
secondary schools, to identify the barriers and enablers HODs face in carrying out their
responsibilities as curriculum leaders and to determine what training programme can be
implemented to develop the HOD curriculum leadership. Due to the vastness of the population
of the possible participants, it was necessary to work from a sample frame as not all members

of the population could be included in the research.

14



1.7.5 Sampling

Sampling is the process of selecting a portion of the population for the purpose of the enquiry.
Sampling means to make a selection from the sampling frame in order to identify the people or
issues to be included in the research. A sample is also described as a portion of the elements in
a population (Creswell, 2014). It is therefore a representation of a population (De Vos et al.,
2011; Merriam & Tisdell, 2016; Thomas, 2017).

Purposive sampling was used for this research. Purposive sampling is sampling where the units
are chosen because they have particular features or characteristics which enable detailed
exploration and understanding of central themes and puzzles which the researcher wishes to
study (Ritchie & Lewis, 2003). This mode of sampling involves the researcher hand-picking the
participants based on exact characteristics in order to develop a sample that is large enough,
yet still possesses the required traits (Merriam, 1998). The participants were selected because
of some defining characteristic that made them unique data-holders imperative to the study
(Patton, 1990). On the basis of the researcher’'s knowledge about the population, a judgement
is made about which participants should be selected to provide the best information to address
the purpose of the research (White, 2005). The participants were selected for this research
because they were information-rich participants. The participants were able to give information
on curriculum leadership of HODs in secondary schools that were sampled in the Bojanala
Education District in the North-West Province, South Africa. The participants were information
rich as they are involved with the work of curriculum leadership on a daily basis. They were

therefore relevant to this study.

Convenient sampling was also applied (Moon, Brewer, Januchowski-Hartley, Adams &
Blackman, 2016). The sampling strategy was used because of ease of access (Merriam &
Tisdell, 2016). The research took place in schools with HODs. This is because the researcher
was familiar with the schools in the district of research and had the understanding of the
geography of the area (Moon et al., 2016).

The Bojanala Education District (BED) is a vast district and is divided into two sub-districts —
Bojanala East (BE) and Bojanala West (BW) with two district managers to make it easy to
manage. It is the biggest education district in the North-West Province. Like most parts of the
North-West Province, Bojanala District is mostly rural. The researcher carefully selected
schools in the Bojanala District with participants with exact characteristics that matched the
researched phenomena to develop a sample large enough yet possessing the necessary rich
information for the search (Thomas, 2017). The researcher selected certain schools because of

his familiarity with the district and phenomenon of research.
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The following sampling selection criteria were to be met for the HOD to be included in the study

as a participant (8 Chapter Four):
Participants must be/have:

¢ HODs in a secondary school
¢ Willing to voluntarily participate in the study
e Three years and more of experience as HOD

The schools had to be secondary schools in the BW district.

HODs with three years and more work experience were selected for the research. The HODs
were subjected to open-ended interviews. Because of the nature of this study and the
anticipation of the problems that may be associated with the availability of a sample, sampling
would be done until a saturation was reached (Lincoln & Guba, 1985; Thomas, 2017). Six
schools were selected and two HODs and the principal were selected to be interviewed at each
school. The researcher anticipated that there wouldn’t be sufficient HODs with the required
experience in the sampled schools and planned to continue with the available ones as long as
the required information was received during the interview process and such HODs were willing
to participate in the research. The education officials were also interviewed at their work places

for their comfort and convenience, and for saving on travelling time and expenses.
1.7.6 Data collection

The research used semi-structured interviews as the main method of data collection (Merriam &
Tisdell, 2016). The interviews assisted the researcher to clear up all misconceptions that
emanated during the interview by constantly asking the participants to repeat where it was not
clearly audible, made follow-up questions and probed deeper for more information where there
was a need to do so (Cartledge, Feldman, Bray, Stub & Finn, 2018; Creswell, 2013; Moon et
al., 2016; O’Reilly & Kiyimba, 2015).

The interviews were conducted with HODs, principals and education officials and audio-
recordings were generated and later transcribed and used for data analysis purposes. Field
notes were taken for later corroboration of the analysed data. An in-depth discussion of the
semi-structured interviews which were open-ended in nature is discussed in chapter four (8

4.6.1). Collected data also needed to be analysed to realise the aims of the research.

16



1.7.7 Data analysis

Data analysis is the process of observing patterns in the data, asking questions of those
patterns, constructing conjectures, deliberately collecting data from specifically selected
individuals on targeted topics, confirming or refuting those conjectures, then continuing
analysis, asking additional questions, seeking more data, furthering the analysis by sorting,

guestioning, thinking, constructing and testing conjectures (Hays & Singh, 2012).

During the process of analysis the researcher took all the collected data from interview
transcripts and field notes to form a clearer understanding of the information (Creswell, 2014).
Thematic analysis was used during the data analysis (Creswell, 2013). The researcher first tried
to reduce the data by chunking it into summaries, memos, cluster of themes, codes and
patterns (Maxwell & Miller, 2008). The researcher then coded the data by looking for specific
words for which themes could be identified (Creswell, 2013). The researcher finally brought
together the identified patterns in multiple data sources and methods and examined how
categories or concepts related to the research questions and also to each other (Hays & Singh,
2012).

In order to address the research question, themes were compared, inferenced and tabulated for
the purpose of interpretation (Creswell, 2003). The coding process was essentially one of
organising and communication of the content in a manner that allowed for easy identification,
indexing, or retrieval of content relevant to the research question (Gibbs, 2018). Data from
transcripts was coded and grouped into themes. The researcher analysed and interpreted the
data using Computer Aided Qualitative Data Analysis Software (CAQDAS) application
Atlas.ti™, a computer-based qualitative analysis programme, due to its unique network building
capacity. The analysed data was then checked whether it addressed the research questions

and aims. The researcher was also participant in the data collection process.
1.7.8 Role of the researcher

The researcher was an active participant as an interviewer and observer for field note taking
purposes (Creswell, 2014). The researcher formed a vital part of the research (Hernandez,
2013) as data collection instrument (8 4.6.3). The researcher recognised his bias, values and
personal interests with regard to the research topic and processes (Creswell, 2013). The
researcher acted as an observer, as he was interested in the reactions, expressions and
emotions of the participants. The researcher asked questions, recorded responses and created
a conducive atmosphere for the participants to act naturally. Because the researcher was

immersed in the process of data collection as observer and interviewer, he was part of the data
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generation (Bogdan & Biklen, 2007; Creswell, 2014; White, 2005). The researcher minimised
the threats to the research validity by constantly checking whether it conformed to the prescripts

of trustworthiness.
1.7.9 Trustworthiness

The threats to validity in the research were minimized and trustworthiness enhanced by
focusing on certain key issues by means of the multiple data collections methods applied in the
study (Cohen, Manion & Morrison, 2007) (8 4.7). The qualifying factors of trustworthiness are
defined by a process through which the accuracy of the findings is determined (Creswell, 2014).
Irrespective of the methodology adopted, it is critical to assess to what extent is it likely to be
reliable and valid (Merriam & Tisdell, 2016). It is very important to keep validity and reliability in
mind when doing research, because they are so crucial as they bring out the objectivity and
credibility of the research (Merriam & Tisdell, 2016). Creswell, (2014) and (Thomas, 2017)
proposes that ‘trustworthiness’ is an alternative to ‘reliability’ and ‘validity’ because of the ethics

of respect for truth in an interpretive paradigm.

Lincoln and Guba (2002) and Shenton (2004) recommend certain strategies to help the
researcher to ensure the trustworthiness of the findings. The researcher implemented the

following strategies:

o Credibility (truth-value) relates to the researcher’s ability to take all the complexities that
present themselves into account and to deal with patterns that are not easily explained
by giving a true and accurate account of the findings (Gay, Mills & Airasian, 2011). The
guestion the researcher needs to answer is whether the findings reflect the reality and
lived experiences of participants. In order to maintain credibility, the researcher ensured
that the information obtained from participants was recorded and analysed accurately.
Furthermore, the researcher used triangulation techniques such as multiple methods
during the data collection and data analysis phase of the research to enhance credibility
(Thomas, 2017). Additional strategies commonly integrated to establish credibility was
included, such as the use of reflection or the maintenance of field notes of data
(Creswell, 2014).

e Transferability (applicability) indicates to what extent the findings from the study are
context-bound and whether they will apply to other settings, contexts or groups (Gay et
al., 2011). To ensure applicability, the researcher presented sufficient descriptive
information as well as context-relevant statements in this study that added value to

future research. Additionally, the use of specific procedures for coding and analysis such
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as symbols and signs during the data analysis phase helped to ensure transferability
(Thomas, 2017).

¢ Dependability (consistency) refers to the stability of data, whether the findings will be
consistent with future studies of the same kind, using the same subjects and similar
contexts (Gay et al, 2011). In order to ensure dependability, the researcher

safeguarded against researcher’s theoretical position and biases (Thomas, 2017).

¢ Confirmability (neutrality) deals with the neutrality or objectivity of the collected data, the
freedom from bias and subjectivity in the research procedures and findings (Gay et al.,
2011). In order to achieve this, the researcher engaged in member-checking, which
involved taking the interpretation and the descriptions of the data analysis back to the
participants to verify their accuracy, credibility and authenticity (Brikci & Green, 2007).
Furthermore, raw data such as field notes, tapes, transcripts and other documents
compiled by the researcher during the data collection stage were kept safe by the

researcher for later inspection by the supervisor or auditor if required (Thomas, 2017).

The researcher followed the guidelines above to ensure the research’s trustworthiness. The

researcher had to make some ethical considerations before undertaking the research.
1.8 Ethical aspects

Ethics defines what is or is not legitimate to do or what moral research procedure involves
(Creswell, 2014; Neuman, 2011; Trafford & Leshem, 2008) (8 4.9). According to Thomas
(2017), the ethics of science concerns the wrong or the right way in conducting research and
that in the search for truth, the researcher’s conduct must follow generally accepted norms and
values. As the phenomenon of curriculum leadership was investigated in one of the spheres of
human life, the researcher had to ensure that it was conducted in a morally acceptable way.
The researcher had to adhere to a set of ethical principles guiding the researcher in conducting
the study. According to Johnson, and Christensen (2008), the researcher had to guard against
the fabrication, falsification, or plagiarism in proposing, performing, or reviewing research or

reporting research results.

As ethical issues arise from interaction with other people, or other beings and the environment,
the researcher ensured awareness of his obligations and responsibilities in conducting the
research. Authors such as Thomas (2017), Creswell (2014) and Merriam and Tisdell (2016)
define ethics as a set of widely accepted moral principles that offer rules for, and behavioural
expectations of, the most correct conduct towards experimental subjects and respondents,

employers, sponsors, other researchers, assistants and students. The treatment of the research
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participants was a basic issue that the researcher had to be aware of. The rights of the
participants had to be guaranteed and the research had to be free of harm. The researcher
obtained consent from the participants, after having informed them of the purpose, procedures,
risks, benefits, alternative procedures and limits of confidentiality of the study. The researcher
strictly adhered to confidentiality and the principle of full disclosure of information about the
research (Merriam & Tisdell, 2016). The researcher sought permission from the following (8
4.9):

o The Ethics Committee of the NWU who had to give approval for the research to be
carried out (8§ Addendum H);

o Department of Education of the North-West Province (8§ Addendum J);
¢ Bojanala Education District Office (§ Addendum I);

e Rustenburg Area Office and Moses Kotane West Area Office who, together with the
Provincial and District Departments of Education, had to grant permission for the

researcher to conduct research in their school;

e Principals and School Governing Bodies of sampled schools who gave permission to

access HODs and other school facilities and resources (§ Addendum D);

e Consent from HODs, principals and education officials who were participants (8§
Addendum G).

The participants were made aware that their participation in the research was voluntary and that
they had the opportunity to withdraw from the study at any time during the data collection
process without the fear of being prejudiced against (Merriam & Tisdell, 2016). The researcher
sought consent from the participants to record the interviews. The researcher also asked the
participants for their permission to take part in the research. The researcher gave them consent
forms to sign (Thomas, 2017). The researcher assured the participants that they would not be
subjected to unusual and unnecessary stress and made to lose their self-esteem.
Confidentiality of participants was maintained by ensuring that the information they provided did
not reveal their identity. Information collected was treated confidentially by not making public
connections between the participants and the data collected (8 4.9) (Tilley & Woodthorpe,
2011). The researcher also adhered to requirements of reporting the findings in a complete and
honest way. Care was taken to make sure that there were no disruptions to the sampled
schools during the research process by conducting the research after hours or when the

participants were available.
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1.9 Contribution of the study

This study resides under the research entity EDULEAD (Education leadership and management
with the focus on leadership, management and governance for performance in diverse
educational organisations). The study made a unique contribution to the expansion of
knowledge on the curriculum leadership role of HODs in secondary schools and the
development of a training programme for HODs in secondary schools. The HOD is critical to the
effective curriculum leadership of the school in view of the urgent need to manage teaching-
and-learning effectively in schools for better academic performance of learners. The body of
knowledge arising from this study will assist the Department of Basic Education in using the
training programme in training HODs in secondary schools.

1.10 Chapter division

The structure of the research was arranged as defined hereafter with each chapter briefly
explained. Chapter one is about the introduction to the study with the focus on giving the reader
a window into what is expected in the research. In chapter one, the researcher gave direct
cross references to the exact location of certain texts and in-depth discussion which appeared

in other chapters.

Chapter two, which is the first chapter of the research’s literature review, is about the HOD as
curriculum leader. The chapter dealt with the background of the curriculum in South Africa prior
to democratisation in 1994 and after 1994. The chapter also dealt with curriculum formats,
purposes of curriculum in schools, curriculum leadership, the HOD as a part of the middle
management of schools, roles of the HOD, the South African and international context of the
HOD and the curriculum leadership of the HOD.

In Chapter Three the second part of the literature review is laid out. It is about the nature,
content and structure of the HOD curriculum leadership training programmes in secondary
schools, training and development, theories on training and development and the international
and South African nature, content and structure of the HOD curriculum leadership training

programmes in secondary schools were extrapolated on.

Chapter Four is about the research methodologies followed in carrying out this research. It
deals with the research design, research methodology, gaining access to the research sight and
participants, trustworthiness, reliability and validity of the research, data collection, analysis and

interpretation and ethical considerations.
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Chapter Five deals with the in-depth analysis and interpretations, and discussions of the
research data. The chapter sought to test the research questions and aims against the
analysed data. During the process of analysis and interpretations of the data, seven broad
themes were discovered. These themes were the nature of curriculum leadership training
programmes for HODs, types of training for HODs, structure of curriculum leadership training
programmes for HODs, barriers experienced by HODs, enablers experienced by HODs, and
perceptions of participants on the components to be included when designing curriculum
leadership training programmes.

In chapter six, the findings of the research were discussed and a new curriculum leadership
training programme for HOD was suggested and developed. The limitations and value of the
study, personal reflections, proposed future research that relates to this study and conclusion of
the study were extrapolated on.
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Chapter Two

Head of Department as curriculum leader

2.1 Introduction

This chapter endeavours to achieve research aim two (8 1.6.4) by exploring the Head of
Department’'s (HOD) perceptions regarding curriculum leadership in secondary schools. The
roles of HODs have moved from administrative to leadership and management (Glover,
Gleeson, Gough & Johnson, 1998). The HODs play an important role of being a link and
mediator between management and educators (Klar, 2012; Mercer, D. & Ri, 2006; Poultney,
2007) as they bridge the gap between School Management Teams (SMT) and the teaching
staff. This positions the HODs in uncomfortable situation as they have to please both
management and educators, have responsibility as leader and manager, as well as be
knowledgeable subject teachers in the classroom (Smith. & Winter-Irving, 2009). Among the
most notable leadership and managerial roles the HODs have to fulfil is that of monitoring and
evaluating the implementation and performance of the curriculum and reporting to both
educators and the SMT (Bush & Glover, 2009).

The HOD works closely with the curriculum and should therefore have a certain level of
knowledge and skills of curriculum leadership and management in their schools (Bolam &
Turner, 2003). The knowledge and skills acquired through training and experience enable the
HOD to manage and oversee curriculum implementation in schools. Like any other leadership
role, the HOD’s curriculum leadership role has negatives and positives in the form of barriers
and enablers (Rudhumbu, 2015). The research endeavours to explore the enablers and barriers
of the HOD’s work through answering sub-research question two (8 1.6.4), which seeks to
investigate the barriers and enablers HODs face in their roles as curriculum leaders (Mafora &
Phorabatho, 2013). By exploring the enablers and barriers, the researcher will have a clear
understanding of which areas of the HODs need to be developed and require training in order to
effectively fulfil their various roles. Training is a serious requisite for the HODs in executing their
roles successfully (Kosgei, 2015). To address research aim three (8§ 1.6.4), the chapter will
undertake to identify the barriers and enablers HODs face in their roles as curriculum leaders.
Research aim one (8 1.6.4), which seeks to explore the current nature, content and structure of
HODs’ curriculum leadership training programme in secondary schools, will be deliberated on in
chapter four of the research (Leithwood, 2006), while research aim four (§ 1.6.4), which seeks
to explore and develop a training programme that can be implemented to develop HODs in
effective curriculum leadership (Phasha, Bipath & Beckmann, 2016), will be extrapolated on in

chapter eight.

23



This chapter also aims to conceptualise the meaning of curriculum, curriculum formats, the
purpose of curriculum, leadership and education leadership, as well as how HODs lead and
manage curriculum in secondary schools. The conceptualisation is important to formulate the
theoretical framework of the study (Ngulube, Mathipa & Gumbo, 2015). The conceptual
framework provides an explanation of the phenomenon or phenomena under study (Jabareen,
2009), assisting the reader to understand the basis of the study and formulate a relationship
among the various concepts and their relation to the study.

A comparison of similarities and differences of international perspectives of the HOD curriculum
leadership from countries such as the United Kingdom, Australia, Malaysia, Kenya, Trinidad
and Tobago and Canada will be drawn and deliberated on. The selection of these countries is
based on their representability around the globe. In looking at the differences and similarities,
this chapter will further undertake a discussion of the South African context of HOD curriculum
leadership roles and compare it with the international context of the countries mentioned in the
preceding statements, in order to develop a sense of what HODs in other countries do to
practice their curriculum leadership. The literature review will be based on leadership as social
construct (8 1.6.4), and leadership as an organisational (8 1.6.4) construct in order to
understand how leadership is developed within groups of people and within organisations. An
elaborate discussion of leadership will follow in section three of this chapter. The two theories (8
1.6.4) will assist in developing an HOD training programme suitable to contexts of various

schools and individuals.

The new political dispensation in South Africa has brought with it lots of social, economic and
curriculum changes (Badugela, 2012; Du Plessis & Marais, 2015; DBE, 2009b) It is therefore of
utmost importance that education and curriculum changes in the country are discussed as the
changes impact directly on the responsibilities of the HOD who, like all educators, need training
to cope with the rapid curriculum changes that occurred in the country since 1994. Curriculum is
at the centre of the HOD leadership roles. It is important to elucidate on what curriculum is, how

it is perceived and what it means to the observers.
2.2 Curriculum

The aim of this section is to clarify and get a mutual understanding of the term curriculum for
this research. The term curriculum seems to be difficult to conceptualise, as there are numerous
definitions (Glathorn, Boschee & Whitehead, 2009). The definition of curriculum can be
presented in numerous formats and meanings (Ornstein & Hunkins, 2013), as the definitions
are usually based on its intentions and who defines it at a given moment (Glathorn, Boschee,
Whitehead & Boschee, 2012; Middlewood & Parker, 2009; Ornstein & Hunkins, 2013). The
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United Nations Educational, Scientific and Cultural Organisation (UNESCO) argues that
definitions of curriculum can range from specific and precise interpretations to broad,
comprehensive interpretations which include virtually every aspect of the full education system
(UNESCO (United Nations Educational Scientific and Cultural Organisation), 2016). Curriculum
usually refers to teaching and learning activities and experiences which schools provide (DoE,
1993), including the aims and objectives of the education system and specific goals of the
school; the selection of content to be taught, how it is arranged into subjects, and what skills
and processes are included; ways of teaching and learning, and relationships between
educators and learners and the forms of assessment and evaluation used (Ness & Lin, 2013).
The HOD, as head of an academic or subject department and leader of teachers in a school,
has an important role to play (Ornstein & Hunkins, 2013) when the UNESCO definition is
considered.

Ornstein and Hunkins (1998, p. 11) state that “curriculum can be viewed as a field of study or
subjects and that curriculum can be defined as a plan for action or learners’ experiences at
school”. Ornstein and Hunkins (2013, p. 9) further describe curriculum as a field of study with its
own foundations, knowledge domains, research, theory, principles and specialists. Su (2012, p.
152) views curriculum as “a plan of what ‘seems to be considered greatly as what educators are
going to teach and, in other words, what learners are going to learn”. This definition is similar to
Middlewood and Parker (2009) who define curriculum as a plan for achieving goals that has to
be taken into consideration in academic activities of an organisation like a school (Ornstein &
Hunkins, 2013, p. 8). Curriculum plans are usually presented in the form of documents which
are used by implementers like HODs and educators as guidelines for the implementation of the
curriculum (Van Zyl & Duminy, 1979). In addition, one can add to the definitions by asserting
that curriculum is the combination and ordering of subjects required to complete at school level
or grade (Stephenson, 2010). Teachers in general and HODs in particular, are part of a corps of
professionals who are mainly focussed with the leadership and management of the

implementation of the curriculum.

Ellis (2004) and Kelly (1999) postulate that curriculum is the body of knowledge transmitted to
learners which takes place over a period of time. In South Africa learners attend school and
receive knowledge and skills based on the curriculum over a period of twelve years. Although
the expected time to be spent on a schooling period is twelve years, some learners do leave
school earlier due to various reasons, such as dropping out and choosing to follow the
Technical Vocational Education and Training (TVET) route where they study vocational skills.
The assertion that curriculum is time-bound can be equated to the Latin word currere, meaning
to run or to track race (Barrow & Milburn, 1990; Pratt, 1994; Su, 2012). In agreement with the
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latter authors, Jacobs (2000, p. 97) states that a “curriculum is a course to be run” by learners

over the time they spend learning.

Curriculum is also described as knowledge and skills learners are supposed to learn (Brown,
2006). The knowledge and skills are presented in the form of lessons and content. The lessons
and content are offered in a school through courses, programmes or subjects (United States.
Indiana Department of Education, 2010). Knowledge and skills are based on certain objectives
and predetermined standards that learners have to reach. Every institution of learning, including
schools, have sets of outcomes, goals and objectives they want to reach or achieve
(Stephenson, 2010). The outcomes, goals and objectives are planned, presented and

implemented over a period of time. The time can range from one to four years.

At some point, the curriculum has to be assessed to test its relevance and validity (Hoadley &
Reed, 2012). An assessment of the curriculum skills and knowledge is done at the end of a
term, grade, or phase through standardised activities or tests to determine whether learners are
ready for the next grade or phase. Assessment is done at all levels of education, including
schools where it is closely monitored by the HODs and School Management Teams (SMTs),
districts, provinces and national Department of Education (Glossary of Education Reform,
2015). Marsh and Willis (2003, p. 7) define curriculum as: “the subject content in subjects that
are taught in a school, that it is all the experiences learners have under the school guidance
and also that curriculum is a total learning experience provided to learners to attain general
knowledge and skills”. In resonance with Marsh and Willis, Ornstein and Hunkins (2013, p. 9)
state that “curriculum can be defined as in terms of subject matter ... or content.” Ornstein and
Hunkins (2013, p. 9) further contend that “we can talk about subject matter or content in terms
of grade levels...” meaning that certain facts and concepts may only be taught at certain levels

of school taking into consideration the development of learners in a grade.

Most countries prescribe the curriculum to be followed in schools (Hoadley & Reed, 2012).
South Africa is no exception as the Curriculum Assessment Policy statements (CAPS) is
designed and developed nationally (§ 2.2.3). The irony is that this is just an intention “as
different schools with the same prescribed curricular seem to teach in such different ways and,
in some cases, teach different things” (Hoadley & Reed, 2012, p. 31). Schools have different
contexts like sizes of classes and disruptions that occur during curriculum delivery. In South
Africa, an educator may have to abandon the aims of a lesson and concentrate on learner
safety due to the unrest caused by learners outside the classroom who interrupt classes across
the school, due to an issue they could not settle with the principal or on a matter they are not

satisfied with, e.g. the type of punishment meted to late-comers.
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From the various perspectives above regarding the definition for curriculum, the working
definition for curriculum in this research shall mean the following: all activities that take place in
a school for the purpose of learning including all learners’ experiences which are planned and
documented with the intention of developing the learners’ general knowledge and skills
(Ornstein & Hunkins, 2013). The choice of this definition is due to the fact that curriculum is a
collection of activities for learners, occurring deliberately as they are planned and are
concerned with the preparation of the learners’ future. The HODs are central to the curriculum

activities at the school as they have to oversee these activities.

In order to give a broader understanding of the concept curriculum, is it also essential to focus
on the different formats that curriculum can be presented in.

2.3 Curriculum formats

A format can be described as a layout or a plan. It can also be described as an arrangement,
composition, configuration, form, pattern, scheme or even make-up of something (Oxford
English Dictionary Online, 2018). For the purpose of this research, curriculum format can be
described as the way in which the curriculum is arranged or set out as viewed by its users or
audience, i.e. learners, educators, including HODs, and other stakeholders inside and outside

the school, like office-based managers and subject specialists.

Curriculum can be presented in various forms depending on the audience and situation it is
utilised for (Su, 2012). Marsh (2009) also postulates that curriculum can be presented in
different formats including the explicit and formal formats. In the explicit curriculum format,
learners learn something that is obvious to them. The learners are aware of the academic
content of their school subjects and how it will be learned, e.g. the division of periods in a week
and the sequence of topics they have to cover for a subject. The learners are made aware of
the vision and mission of the school and the direction the school wants to take because each
school has its own targets of performance. The learners are also aware of the outcomes of
each subject and learning field (Ebert, Ebert & Bently, 2013) which are stated in the curriculum
policies, text books and learner guides. Educators also contribute by echoing the outcomes to
the learners. It will be indicated later in the study that the HOD has a specific role in
coordinating staff and teaching aspects (8 1.6.4). The ethos and culture of the school lead to a
set of behaviours, attitudes and expectations that characterise the culture of the school which
rubs off on the learner without being coerced (Ebert et al., 2013). The extra-curricular activities
at school are not formal curriculum and not documented, but still form part of the development

of the learner and is supportive to the formal documented curriculum.
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The formal curriculum is that which is documented and should be followed by all the learners as
it will be evaluated at the end of the term, year or phase (Ebert et al., 2013). A documented
curriculum is found in documents such as textbooks, study guides for learners and educator

guides. The formal curriculum is documented and presented in the form of a course of study.

Curriculum can be presented in more than one format (§ 2.4) and mean different things to
different people (Coleman, Graham-Jolly & Middlewood, 2003; Marsh & Willis, 2007; Su, 2012).
The literature review reveals that there are different forms of curriculum. Bilbao, Lucido, Iringan
and Javier (2008), Booyse and Chetty (2016) and Glathorn et al. (2012) argue that curriculum
forms can be presented as: curriculum as a course of study, curriculum as an action plan,
curriculum presented in the form of official documents, curriculum as content for subjects,
recommended curriculum, written curriculum, supported curriculum, taught curriculum, tested

curriculum and learned curriculum.
231 Curriculum as a course of study

Curriculum can be presented in the form of a course of study. Van Zyl and Duminy (1979, p. 59)
describe curriculum as “a course of study (and) includes the whole study programme to be
followed to reach a certain goal” with a determination to complete a grade or phase of
schooling. The course of study can also refer to a series or selection of subjects or courses that
the learner has to complete before they can advance to the next level of study (Glossary of
Education Reform, 2013). In the South African high school system, learners completing their
final year of learning have to complete at least seven compulsory subjects from the combination
they have chosen from different subject streams (Young, 2014). These subjects are evaluated
at the end of the final schooling year to check for compliance and attainment of relevant
curriculum knowledge and skills (Glossary of Education Reform, 2013). The curriculum as a
course of study is descriptive as it defines to educators and education leaders such as HODs
what, when and how things should be done in order to attain the level of competency for a
particular course or subject (Ellis, 2004). During interaction the curriculum is a constant re-
enactment moving from the child’s present knowledge to the future by focusing on the product
or end through the course or subject content. Wood, and Davis (1978) in (Su, 2012, pp. 153-
158) concur by stating: “curriculum can be considered as a totality of courses that constitute a
course of study offered by an institution or followed by a student (learners)”. In relation to this
study, curriculum as a course of study would mean the total subjects per learner, per grade over
a period time, e.g. a year, grade or phase offered by a school (Marsh, 2009). Curriculum
therefore cannot happen accidentally (Ahn & Kim, 2016), it needs to be planned well in advance

so that HODs know exactly what content is covered in the curriculum and can be well prepared.

28



2.3.2 Curriculum as an action plan

Curriculum can be seen as a blueprint of undertakings to be implemented in a school (Su,
2012) or a written and or official document offered in official format in a user-friendly way for
ease of implementation (Hoadley & Reed, 2012). The content and instructional methods are
planned beforehand and the outcomes pre-determined (Ness & Lin, 2013). The plans can be
found at all levels of curriculum development, planning and implementation starting from the
national to the provincial level down to the level of the school where the educator does the
micro-planning, which is the lesson planning (Parkay, Hass & Anctil, 2010). It is at the school
and classroom level where the HOD has to manage and lead the curriculum implementation
and oversee its overall success (Stephenson, 2010). The HOD must have an in-depth
knowledge and understanding of the various philosophical underpinnings of how learning
happens in learners (Brandon & All, 2010) and also be aware of the various paradigms that
influence teacher perspectives on learning, such as behaviourism and social constructivism or
cognitive constructivism (Ultanir 2012). By so doing, the HOD will be in a vantage position to
guide his or her followers on how best to help develop the learners through well-structured

lesson plans.

The Curriculum and Assessment Policy Statements (CAPS) curriculum (DBE, 2011) in South
Africa is a point in reference as it gives schools and all implementers, inclusive of HODs, a

blueprint of what has to be done, how, by whom and by when.

CAPS is “a modification of what to teach (curriculum) and not how to teach (teaching methods)
in South African schools” (Du Plessis & Marais, 2015, p. 114). The CAPS came into being as a
result of the extensive review carried out on the previous curriculum termed National Curriculum
Statements (NCS) and is therefore not entirely a new curriculum but an amendment to the
National Curriculum Statements (Pinnock, 2011). With the new curriculum, what was referred to
as learning areas during Curriculum 2005 (C2005) and the Revised National Curriculum
Statements (RNCS) are now referred to as subjects. Each subject has its own policy document
that guide educators on what to teach and what to assess in each grade. Everything that an
educator does is planned beforehand (DBE, 2011). It is therefore important that the HOD is
aware of the plans and how to monitor, evaluate and oversee their implementation. The training

of the HOD on curriculum policy is very important.

Even though there are guidelines of what to expect from learners in the form of outcomes, i.e.
the linear approach to teaching as in the behaviourist and ‘traditional instructive’ approaches
(Schcolnik, Kol & Abarbanel, 2006), the learners are expected to lead their own learning in a

constructive manner based on their pre-existing experiences (Ornstein & Hunkins, 2013; Ultanir
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2012). The type of learning where ‘the learners’ previous experiences and background
knowledge’ are highly regarded is based on John Dewey’s (1859-1952) ‘Progressive Approach
of Education’, Jean Piaget’s (1896-1980) ‘Developmental Psychology’ and Maria Montessori’s
‘Self Directed Learning’ (SDL) approaches (Ultanir, 2012). These learning theories are the
bases for a constructivist way of learning which will be discussed in full in chapter four (8 1.6.4).
Paradigms like learner-centred and educator-centred paradigms should be considered when
curriculum planning is done (McManus, 2001) as paradigms determine the educator’s
educational assumptions, educational goals, and assessment of results that the educator may
have on education. Further, it determines the educator's sense of curriculum, educational

responsibilities, the relationship with students, and motivational and mentoring responsibilities.

CAPS is an outcomes based education (OBE) national curriculum that is implemented by all
schools in all grades from Grade Reception to Grade 12 (R-12) which has been phased in since
2012 (Badat, 2009) to replace the National Curriculum Statements (NCS) which was introduced
in 2007 (Adu & Ngibe, 2014). It has its roots firmly entrenched in the constructivist approach to
learning as it advocates that learners’ prior experiences have to be taken into consideration
when developing lessons (Gordon, 2009) and that the teacher should not overshadow the
learning experiences by allowing the learners to direct their own learning and learning paces as
in the Montessori approach of SDL (Ornstein & Hunkins, 2013; Ultanir 2012). CAPS plans
outline the timeline and activities to be completed by learners, educators and education leaders
and managers like HODs. While it is not very clear on what HODs should do, the CAPS
document provides guidelines to HODs on what to expect when doing monitoring and oversight
of curriculum implementation. When doing monitoring and oversight the HODs check whether
or not the educators have completed the right amount of work allocated for a particular period,
e.g. for a school term and the expected quality of work against set criteria (Bilbao et al., 2008).
The HODs also have to ascertain whether the learners have reached set performance
standards for a schooling grade. External monitoring is done by education officials from the
districts. The officials visit schools to monitor compliance to the curriculum implementation. It
seems clear from the literature that curriculum has to be planned well in advance to serve as a
guide for educators (Marsh & Willis, 2003) to achieve predetermined goals and objectives of
developing knowledge and skills of learners. Curriculum planning is done at various levels by
different stakeholders in education (Marsh & Willis, 2007). The stakeholders include, but are not
limited to, the national and provincial departments of education, universities, districts, schools,
educators, principals, parents and learners. All stakeholders have a stake in the curriculum

planning no matter how varied and what the size of their contribution is.
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Planned curriculum is presented in the form of documents for ease of reference (Dvorakova &
Matthews, 2016). The bulk of the documents are derived from the national Department of
Education which filters down to schools through bureaucratic channels. As the Department of
Education takes responsibility for the development, planning and overseeing the
implementation of the curriculum, it also has the responsibility of developing printing and
distribution of the official curriculum documents such as policy documents, learner and educator
guides and textbooks (Ahn & Kim, 2016).

It is therefore very important to keep in mind that this research looks to explore the enablers
and barriers HODs face in their day to day encounter with curriculum leadership in schools as
one of its aims. In addressing research aim three the research will be answering sub-research
guestion two (8 1.6.4), which seeks to investigate the barriers and enablers HODs face in their
roles as curriculum leaders (Mafora & Phorabatho, 2013). Much of the curriculum is presented
in documents. The documents make the curriculum official and it is expected that
implementation thereof will be followed by all schools as the national official curriculum.

2.3.3 Curriculum presented in the form of official documents

Most of the curriculum in schools is presented in the form of official documents. It is also known
as written curriculum. Written curriculum assist teachers to ensure that the required goals and
objectives are reached by giving guidelines of what has to be done, how, by whom and when.
The written curriculum basically serves to mediate, standardise and control the process of
curriculum development. CAPS is a form of documented curriculum and shows educators what
to teach when and how it should be done (RSA, 2011). Su (2012) agrees that curriculum is a
course or programme presented in document form such as curriculum policy documents, and
educator and learner guides and textbooks. It also paces learning as it directs educators on the
amount of work to be done during a schooling term or year. The written curriculum like CAPS is
very specific on intention and clear on its scope and sequence of activities. All the academic
content that learners are supposed to master is contained in documents such as textbooks and
guides for ease of reference. The curriculum leadership of the HOD is called into action as they
must have a meticulous knowledge of the curriculum at various levels of schooling and also
have an idea of what content should be covered at what time of the year (Marsh & Willis, 2007).
Schools need continuous support to accomplish curriculum implementation expectation
(Glathorn et al., 2012). The success of the curriculum depends on its support by various
stakeholders, including institutions of higher learning, communities and civil society. The written
documents such as the CAPS document (§ 2.2.3) include statements on objectives, content
outline, methods of teaching and presentation and assessment forms and strategies. The

curriculum documents serve as guidelines to the teacher on what to teach and how to deliver
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the content matter (DBE, 2011). Every school is supplied with materials such as policy
documents, educator and learner guides that are supposed to help the educators and all who
are tasked with the supervision of curriculum implementation. HODs, Senior Subject Specialists
(SES) and the Quality Assurance Divisions (simply referred to as Whole School Evaluation —
WSE) placed in the Provincial Departments of Education (PEDs) aid in the process of ensuring
effective curriculum implementation through continuous guidance given to educators and SMTs
including HODs. Although the curriculum is an official document and the educator is expected to
follow and apply the content of the curriculum in the classroom, the documents should not be
the be all and end all for educators in terms of curriculum implementation (Brady, 1995; Su,
2012). Educators should not rely solely on the documented curriculum content to develop
learners’ knowledge and skills. Educators must utilise and innovate industrious ways of making
sure that the curriculum delivery and implementation is a success (Hoadley & Reed, 2012). It
remains the responsibility of educators to be aware of the context of the school they teach in
and use resources that can make learners’ learning enjoyable and productive, as well as

explain the content of learning to meet the level of comprehension of all learners.

The planned curriculum is presented in documents which contain content that should be
presented to learners for the development of their knowledge and skills. The content is
presented in the form of subjects. The HOD must have pre-existing knowledge of the content
matter of the subject or subjects they specialise in, but should also be trained to be able to lead,
manage, oversee and monitor whether the correct content is taught in the appropriate grade or

whether it is for the corresponding subject.
234 Curriculum as content for subjects

Ahn and Kim (2016) as well as Goodson (1993) define curriculum as a group of subjects offered
in a school, or the total content of a subject for a particular phase or grade. It is a tendency in
the majority of countries that the “national curriculum developments and designs tend to focus
on a linear subject structure (i.e. a body of work taught as a single subject, for example
mathematics Grade 1 through to mathematics Grade 12)” to define the curriculum (Boyle &
Charles, 2016, p. 4). Kelly (1999, p. 83) mentions that “curriculum is the content or body of
knowledge transmitted to learners”. Kelly (1999, p. 93) further states that “curriculum can also
take a form of lists of subjects taught”. Morris and Adamson (2010) states that curriculum offers
much more than content, it also includes the development of learners in totality, as it is not only

from subject content that learners learn and develop new knowledge and skills.

The CAPS document (8 1.6) also presents curriculum as a list of subjects. It presents different

documents for different subjects from grades R-12. The subjects may be seen as different
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entities or ends in themselves, but in reality all subjects are interlinked; for example language is
used in all subjects to teach and learn (Goodson, 1993). Mathematics is used in subjects such
as Economic and Management Sciences (EMS) to calculate budgets and audit statements.
Mathematics can therefore not be separated from EMS or thought as an independent subject as
it is interlinked with it. Another example is in Social Sciences (SS), where map scales are
interpreted using ratios. The ratios are a mathematical field but are still used in the SS subject.
The same argument as in the EMS and mathematics applies in the case of SS. Both subjects
use language for teaching and learning. The learners have to learn new concepts, formulate
arguments and solve problems using language as part of the broader curriculum. It is therefore
important to realise that no single subject is presented on its own but as part of a set of
integrated learning areas. Educators should therefore be aware of the importance of integration
of content from different subjects so that learners can be aware of the interrelatedness of
subjects and subject content (Wood, E. & Hedges, 2016). Life Orientation (LO) also cuts across
all subjects as the learner’s total being is taken into consideration across all subjects when they
are engaged. The learners’ health, Intelligence Quotient (IQ) and emotions are all being brought
to the fore during lessons. The learners’ background is of importance so as to have a better way
of dealing with individual learners in the best possible way (DBE, 2011). LO cuts across a range
of subject areas as it employs content from subjects such as physical education, health
education, personal development and career coaching, leadership and management and many

other subject areas. All subject content is therefore important in forming the curriculum.

The HOD’s work is impacted by the integrated approach as they must have a general
understanding of all the subject group content and context so that they can be able to monitor
and evaluate both educators’ and learners’ work. The HODs should also be able to determine
whether the educators implement what the curriculum expects from them or whether the

learners are achieving according to set objectives.

It is clear from the literature (Glathorn et al., 2012; Glossary of Education Reform, 2015; Marsh,
2009; Morris & Adamson, 2010; DBE, 2011; Su, 2012) that curricula have various formats to
consider in order to understand what curriculum encompasses and means. Booyse and Du
Plessis (2014) posit that curriculum can thus be defined from an observer's point of view
considering the respondent’s background, and to suit a particular narrative. The following are
some more forms of curriculum and how it can be viewed by its users or intended group or

groups.
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2.3.5 Recommended curriculum

Recommended curriculum is systematically planned (Tiwari, 2007) and formalised by experts in
the field of curriculum development, and recommends through policy that is accepted by the
government what the outcomes, requirements, content and sequencing of the curriculum should
be (Bilbao et al., 2008). The recommended curriculum is based on a humber of premises and
rooted in philosophies such as idealism, realism, pragmatism, existentialism, perennialism,

progressivism, essentialism and reconstructionism (Ornstein & Hunkins, 2013).

Whatever we do, whatever curriculum is recommended, it must bear in mind that philosophy
directs our actions, and that curriculum reflects philosophy. In South Africa many analysts and
so-called experts have voiced their concerns about the curriculum and suggested ways of what
the curriculum should be and how it should look (Chisholm, 2003). Due to the centrality of
decisions on the development of the curriculum, many of their suggestions have never been
taken into account (Chisholm, 2003). The curriculum implemented in schools, including private
schools, is CAPS (DBE, 2011) as recommended by the National Department of Basic
Education (DBE) to be followed by all schools in the country. For ease of reference and record,

curriculum has to be written down.

The HODs in their capacity as curriculum leaders must be aware of what curriculum is
recommended in their country, like CAPS being the recommended curriculum in South Africa.
The responsibility lies with the HODs to make sure that the right curriculum is implemented and
that the intended objectives of the curriculum are met. For the HODs to lead curriculum
implementation in their schools successfully, they need training, which this research seeks to
identify whether the HODs receive before assuming their curriculum leadership responsibilities.
It is also very important for the HODs to be aware that the implemented curriculum is the

supported curriculum.
2.3.6 Supported curriculum

Ornstein and Hunkins (2013) purport that constructivism is the basis of the supported
curriculum as it strives to “draw upon the strengths... and thus strengthen control of the schools
by and for the goal-seeking interests of the overwhelming majority of mankind”. The latter
statement reasons that for a curriculum to be a supported one, the majority of the members of
the society must be in favour of it. The supported curriculum (Glathorn et al., 2012) can be
distinguished by the amount of support given to particular programmes or subjects. In South
Africa there are a number of initiatives supporting curriculum implementation, such as special

projects like the Dinaledi Schools (a national DBE initiative) which focuses on mathematics and
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science subjects. Time, personnel in the form of extra and highly trained educators including
HODs as curriculum leaders, laboratory materials such as textbooks and study guides, are
pumped into selected schools in the form of support (Finn, Gerber & Boyd-Zaharias, 2005, p.
214). Through this support, it is expected that learner performance in the identified subjects and
schools will be enhanced. Not all schools and subjects will yield the intended outcomes though,
as the outcomes are largely dependent on what and how educators teach and how the
curriculum is managed (context) especially by HODs as curriculum leaders. It is a very huge
responsibility placed on the HODs to lead curriculum implementation in schools as leadership is
one of the most daunting tasks that can result in a school and learners to fail or succeed. HODs
must see to it that what is taught in the classrooms is the correct curriculum as set out in the
policy documents such as CAPS.

2.3.7 Taught curriculum

The next type of curriculum is the taught curriculum which is basically what is being delivered in
schools in the form of subject content and context (Young, 2014). It is based on the premises of
post-modernism which rationales the teaching of other subjects such as mathematics,
languages and physics, but not only concentrate on the classics such as the arts and drama
(Ornstein & Hunkins, 2013). Individuals teach (educators) and receive (learners) education in
different ways and their education will lead them to different paths in life. Two schools in the
same vicinity or from various settings may have the same written and supported curriculum but
may deliver it in different ways (Bryk, 2010). As such, the results may differ. One school may be
successful in delivering its curriculum through innovation and covering all aspects of the
curriculum while the other may choose to cover certain aspects only (Hoadley & Reed, 2012, p.
31). The same may happen to teachers who may choose what aspects and content of the
curriculum to teach, which may lead to varying performances of learners from different schools
when tested (Hoadley & Reed, 2012, p. 31). In South Africa there are examples of secondary
schools from rural areas with basic resources that perform better than well-resourced schools in
urban areas (Ornstein & Hunkins, 2013). The performance can be attributed to what educators
cover and teach the learners, how they teach and what emphasis they put on certain content
(Bergman & Bergman, 2010). Learners are tested at the end of each grade or exit level to

ascertain if they meet the requirements of the next level of schooling.
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2.3.8 Tested curriculum

Boyle and Charles (2016, p. 39) argue that “assessment in many countries now has three
paradigms and one result”. Paradigm one is dominated by an accountancy model which is used
by policy makers as measurement for effectiveness. The policy makers argue that one has to
teach to be measured. There must be some degree of teaching to have taken place for the tests
and assessments to take effect. The second paradigm is based on the banking model where
learners are “topped up” as they come to school as empty vessels. The learners have to “recite
back to the teacher to prove that learning had taken place”. The third paradigm is based on the
testing metrics where teaching and learning has to conform to the testing metrics and the
humanistic and social implications of such metrics are not considered as systemic flaws, e.g.
“test scores correlate with parental income rather than actual student (learner) performance”
(Boyle & Charles, 2016, p. 40). The implication here is that the performance of learners is
predetermined by the socio-economic background.

What the tested curriculum espouses is that the learners are tested at all levels of schooling to
evaluate the coverage and compliance to the taught curriculum. The curriculum tests the
comprehension and application of the content by learners (Popham, 2007). The tested
curriculum also tests the compliance to the written curriculum by educators. The National Senior
Certificate (NSC), which is an exit level examination before tertiary education, the Annual
National Assessment (ANA) and Trends in International Mathematics and Science Study
(TIMSS), are but a few examples of the tested curriculum. Learners are tested on what they

have learned.
2.3.9 Learned curriculum

Ness and Lin (2013, p. 81) postulate that curriculum is a transmission of knowledge and is used
to achieve a product for students. The learned curriculum emanates from the taught curriculum.
The learned curriculum “denotes all the changes in values, perceptions, and behaviour that
occur as a result of school experiences. The learned curriculum includes what the student
(learner) understands, learns, and retains from both the intentional and the hidden curriculum”
(Glathorn et al., 2012, p. 17). The learners’ skills, values and attitudes should not be the same
as when they started working on a particular content or project. Their outlook on life should be

different, or at least that is what is expected (Bilbao et al., 2008).

In light of what is discussed above, it is also essential to understand why curriculum is important

to the schools as educational institutions as it has a deliberate purpose of existence.
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Whether curriculum takes the format of a course of study, an action plan, is presented in the
form of documents, or as content or subject matter, is a recommended or supported curriculum,
is a taught, tested or learned one, the fact remains that it will require some skill and competency
to oversee its implementation. This is where the HOD comes in. It is also important to realise
that the HOD needs some degree of preparation before assuming the task of curriculum
leadership in the school. The level of training required for HOD is not only about the expertise
they must possess in the subject content, but also in the curriculum and leadership skills they
may require to execute their duties, as what they do is important. The section below looks at

why curriculum is used in the schools.
2.4 Purpose of curriculum in schools

Internationally and nationally curriculum is developed with a certain intention in mind (Ebert et
al., 2013). Typically, the intention is to prepare the learners for the future and capacitate them
for positive growth and change within society. For it to be effective and productive, a curriculum
should be structured. It should be based and designed on clear learning outcomes and on the
differentiated learners’ paces of learning (Boyle & Charles, 2016). It should be tailored for
beyond schooling and feed into the concepts of life-long learning. Boyle and Charles (2016, p.
33) advance two broad aims of the main aims of the curriculum: The first is that a curriculum
should aim to provide opportunities for all students (learners) to learn to achieve. The second
aim is that a curriculum should reflect and influence the values of society, as it aims to promote
learners’ spiritual, moral, emotional, social and cultural development and prepare all students
for the opportunities, responsibilities and experiences of life. In addition to teaching skills, the
curriculum intends to teach responsibility and hard work. Stakeholders, including parents,
community and educators, work in partnership to develop the curriculum with the aim of

inculcating character and to reinforce positive conduct in the learners (Marsh & Willis, 2007).

Through the curriculum, the learners complete and master a sequence of subjects at various
levels of difficulty in order to earn recognition. Learners who have successfully completed their
NSC are recognised and admitted to institutions of higher learning such as universities and

TVET colleges to study in various fields of interest.

Curriculum informs teachers what to teach in each schooling grade with the intention of
preparing the learners for a post-secondary education or job. When educators understand the
bigger picture of why a curriculum is implemented, they will align their own view of what to teach
with that of the school and the national curriculum (Ornstein & Hunkins, 2013). Curriculum aims
are general and long term (Glathorn et al., 2009), therefore serving as a benchmark for

educators to know and check whether they are on the right track of building a firm foundation for
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the next level of learning. Educators build skills, knowledge and character from the most basic
to the more complex through the implementation of the curriculum in the schooling grades.
Without the curriculum, teaching and learning would be haphazard and confusing (Booyse & Du
Plessis, 2014). Curriculum helps to sequence learning experiences and make it easy for

educators and learners to follow what is learned in a logical and paced way.

The issue of trying to define what curriculum is, what form it takes and what and how it is taught
at a given moment happens all over the world (Ebert et al., 2013). South Africa is no exception
as the country has undergone a number of changes politically, socially, and economically.

On the education side, the changes not only affected the learners and educators who are the
primary target of the curriculum changes, but also the HODs who are the drivers of curriculum
implementation in schools. HODs, by being part of “the middle management” or “middle
managers” of the school and directly immersed in curriculum leadership and its implementation,
need adequate training on their curriculum leadership roles. The HODs must be knowledgeable
of the latest trends in education as they have to lead and manage these trends in their schools

and also train the educators on what is expected from them.

A series of the curriculum changes have taken place in South Africa over the past two decades

since the dawn of democracy in the country and they are discussed below.
2.5 Curriculum changes in South Africa from 1994

After the advent of democracy in South Africa, it was proper to relook at the type of citizenry the
country wanted to produce through education (DBE, 2009b). The post-democratic outcomes-
based and learner-centred curriculum in South Africa is very different from the educator-focused
apartheid era one (McManus, 2001). A new curriculum was developed and implemented to
change the way education was provided in the apartheid-era dispensation. This section will look
at the pre-1994 education provisioning followed by the changes after 1994 and its general effect
on the educator and specifically on the HOD.

251 The political period in South Africa before 1994

The purpose of this section is to elaborate on curriculum implementation in South Africa and to
give a brief overview and background of curriculum history in the country, to put the reader up
to speed on the curriculum issues of South Africa over the four decades leading up to 1994 and
beyond, by looking at curriculum changes and its implications to the roles and responsibilities of

educators in curriculum implementation generally and HODs in particular.
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The history of South Africa is tainted with the inhumane treatment of some parts of the citizenry
during the apartheid period that existed before the 1994 democratic dispensation (Pinar, 2010).
During the apartheid era, the government of the Nationalist Party (NP) introduced draconian
laws which were discriminatory according to colour, creed, culture and every other way
imaginable against those who were non-whites (Blumfield, 2008). Education was not spared as
it was used as the major weapon of suppressing the development of non-whites. The denial of
equal education opportunities was used as a way of exclusion towards the greater benefits of
society.

The South African history on discrimination against non-whites particularly in education goes a
long way. This history of discrimination dates back to the 1700s, but became apparent and
institutionalised when the NP took over government in the mid-1900s. In 1953, the NP
introduced The Bantu Education Act (no. 47) of September 1953 for blacks, making it an
integral part of ‘separate development’, and “left the missionaries (Blumfield, 2008), who had
until then controlled almost all schools for Africans, in a dilemma: either to hand over their
schools to the newly-created Department of Bantu Education or to keep them under missionary
control without government subsidies” (Cross, 1992, p. 222) as cited in (Blumfield, 2008, p. 10).
The Bantu Education Act put black and other non-whites at the bottom of development as it was
a deliberate and cruel way of providing inferior education to non-whites. The non-whites
received less support and the budget was also cut significantly (Blumfield, 2008), and in that
process making education for non-whites very difficult. That is how apartheid, a cruel and
draconian government system created to separate people according to race, provided separate
development for different racial groups and created grossly unequal society. Apartheid in South
Africa was introduced by the white government, including under British rule, but it was the NP
government that institutionalised it, making it very difficult to resist against as state resources
and institutions were used to enforce its values. Education was not spared as laws like the
Bantu Education Act were introduced to enforce it through providing inferior education to non-
whites (Blumfield, 2008; Pinar, 2010).

The missionary school education enjoyed by non-whites before the introduction of bantu
education was also targeted and the regime announced that all subsidies to missionary schools
will gradually be reduced and ended by 1958 (Troup, 1976, p. 24). Missionary schools were
seen as the most productive schooling system for non-whites compared to the public schools
the non-whites were expected to attend. Most of the churches providing missionary education
had no choice but to close their doors as they did not have nor received subsidies funds to
continue with their schools without government support. Following the cut in subsidy, Troup

(1976, p. 33), in his analysis of the 1970 census, painted a gloomy picture by uncovering that
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“an estimated 48% of Africans over the age of 15 are illiterate in terms of the United
Nations’ criterion for ‘functional literacy’ of a minimum of four years’ schooling (Troup
1976:33). By this time of the census there remained only 438 private schools for
Africans — nearly all of them Roman Catholic — out of a total of just over 10 000
African schools in South Africa (In 1953 there had been over 5000 state-aided

mission schools for Africans)”.

The situation of education provision became very dire and hostilities towards the government
were brewing from different sectors of society, particularly in townships.

Kruger (1986, p. 141) observed that the NP government continued to pass apartheid laws with
education not spared. On 12 November 1971, the Minister of National Education publicised a
new general policy about discriminative education, effective nationwide from 1973 (Kruger,
1986). Among the issues contained in the law was the compulsory use of Afrikaans as a
medium of teaching and learning in most of the subjects taught in schools and in most of the
schools attended by majority African learners. The matter escalated the brewing resistance by
non-whites towards the government. In June 1975 the regime promulgated Regulation R1192
which laid orders down that religious teaching based on the Bible was to be an obligatory
subject for student educators, however exception could be granted on the grounds of religious
belief (Blumfield, 2008). The educators would later be expected to teach religious education to
their learners once they become qualified. The decision did not stifle resistance to the draconian
laws, but fortified the resolve of the student educators and the larger society to oppose what
they saw as oppression. The divisions in who got what education was so palpable and tensions

and emotions grew by the day.

Due to the oppressive, combative and segregate laws of the day, the non-whites started
mobilising against the apartheid regime. Behr (1988, p. 37) notes that the mobilising against the
regime culminated on the 16™ of June 1976, through a well-organised mass protest by some
Soweto children leading to a confrontation with police. The march set off riots, violence and
unrest, which spread through South Africa (Behr, 1988:37). All the uprisings were done in the

name of reigning in a new education approach for all.

The situation of unrests, protests and violence in the name of education reforms continued
through the eighties and schooling was occasionally disrupted due to the unrests. The situation
normalised after 1994 due to the democratic dispensation and the implementation of reform

policies.
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2.5.2 Education reforms since 1994

The democratic dispensation in South Africa inherited an education system which was mainly
modelled by social, political, and economic inequalities of race, class, gender institutional and
geographical disposition (Badat, 2009). The divisions and segregations as it were had to be

negotiated and settled for the benefit of all who live in the country.

Education reform was central to the Reconstruction and Development Programme (RDP) of the
country (DoE, 2001). Through the RDP project, the government had to overcome the
devastating effects of apartheid on society. The new system had to overcome the inequalities of
the past and build a new society based on the principles of democracy, human dignity, equality
and social justice. Education, like any sphere of society, had to be overhauled to match the
expectations of the new era. Lifelong learning was to be put in place for citizens to be ready for
the 21 century’s challenges. New curricular with a different approach had to be developed and
implemented. Curriculum 2005 was born from the introduction of a new schooling system of
Outcomes Based Education (DBE, 2011).

25.2.1 Curriculum 2005

Before the new dispensation, the education department was divided into smaller departments
across the country in accordance with the homeland systems that was introduced by the
apartheid system. The homelands were territories divided according to ethnic groups which
were said to be self-governing and had to decide on their own ways of governance and
provision of important services like education. There were about “19 racially, ethnically and
regionally divided ‘departments of education’ which were to be merged into a single national
Department of Education” (Jansen & Taylor, 2003, p. 2). The departments were not only
demarcated on the basis of race, ethnicity or region, but also on the colour of skin. Demarcating
the education system into one national department and nine provincial departments and

adopting a single national curriculum was a priority in the new dispensation (DoE, 2001).

On 24 March 1997 the government of the new democratic dispensation announced its
intentions to adopt policy on a new look curriculum through its first minister of education,
Professor Bengu. The new curriculum policy was based on the Outcomes Based Education
(OBE) approach which was to be inclusive, promote the new constitution, promote nation
building and national identity, offer equal opportunities, be inspirational and democratic,
establish new social order and be child centred (DBE, 2009b, p. 11). Curriculum 2005 (C2005)
was developed and introduced to schools in a cascading way from 1998 onwards (Moodley,

2013). The curriculum was called C2005 because it was to be fully implemented in all grades
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starting with Grade R to Grade 12 (R-12) by the year 2005. It was intended to be a coherent
curriculum policy, one which would change the nature of schooling in South Africa with the aim
of introducing transformation in the way teaching and learning occurs in South Africans
(Moodley, 2013). C2005 was to put learners first, recognise and build on their knowledge and
experiences, and respond to their needs, meaning that there must be a focus on learner
involvement on their learning, requiring educators and schools to be involved in curriculum
design, as they are better placed to know and understand what the learners need and what
their experiences are (DoE, 2001). OBE was to encompass learner-centeredness, life-long and

effective learning.

The implementation of C2005, RNCS and NCS was fraught with challenges not only for
educators but also for HODs as curriculum leaders (DBE, 2009b). The main finding of the
ministerial task team pointed to complaints about the implementation of NCS, educators being
overburdened with administrative work, different interpretations of what the curriculum required
and underperformance of learners (Pinnock, 2011). HODs were not excluded from all the
challenges as they had to be in the forefront in the implementation of the curriculum, had to
make sure that the educators present credible documented evidence of their work and assist in
making sure that learner performance is at accepted levels. Like the educators, the HODs
would require training, even more so to help the struggling and confused educators in their

subject or subject group.

Everyone involved with the curriculum must be accountable for the implementation of the
curriculum at their level of responsibility, educators and HODs included, as HODs must lead
and manage the curriculum and educators had to teach and implement the curriculum in their
classrooms. In designing C2005, it was borne in mind that educators will play central roles in
designing the curriculum and also in its assessment for reporting and accountability, including
imparting new knowledge, skills and attitude towards their learners. Jansen and Taylor (2003)
and Moodley (2013) agree that there were huge disparities in the knowledge of the curriculum,
expectations, implementation and assessment, as educators were not well trained and
prepared for the new curriculum. The lack of training for educators and HODs lead to numerous

challenges in the implementation of C2005.
2522 Challenges faced with curriculum 2005 implementation

Against the hullabaloo of welcoming the new dispensation in the country, the introduction of
OBE in South Africa was not without challenges. It brought with it complex reform, which was
accompanied by inadequate preparation and lacked support for those who were supposed to
implement it (Stoffels, 2004).
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As early as the first year of its implementation, (Jansen, 1998, p. 1) realised that OBE was
having fragilities and needed attention very soon. Jansen (1998, p. 1) had the following
premonitions for OBE’s failure at its very inception: the language and concepts associated with
the new curriculum was too complex, confusing and often contradictory; its impact of OBE on
society and the economy was unfounded and was misleading and misinforming teachers and
the public; the OBE policy was based on flawed assumptions about what happens inside the
average South African classroom. It required the development of skills, theoretical
understanding and capacity to transfer the policy across different contexts; there were strong
philosophical arguments questioning the desirability of OBE in democratic school systems.
According to Jansen (1998), OBE policy offered an instrumentalist view of knowledge which
violated the structure of certain subjects. There was also an inherent contradiction in insisting
that students use knowledge creatively only to inform them that the desired learning outcomes
are already specified; Jansen further stated that it was fundamentally questionable to focus on
the ends, when much of the educational and political struggle of the 1980s valued the
processes of learning and teaching as ends in themselves. The problem extends to the manner
in which educators as a constituency have been limited in their participation around this
important policy. OBE, with its focus on instrumentalism, enables policy makers to avoid dealing
with a central question in the South African transition versus what education is for. The learning
outcomes barely allude to values and principles — they are bland, de-contextualised global
statements which will make very little difference in a society emerging from apartheid and
colonialism; the management of OBE will multiply the administrative burdens placed on
teachers. Without adequate support such as release time, aid support and smaller class sizes,
OBE will fail. With the then policies of teacher rationalisation and the subsequent increase in
average class sizes, OBE enters an environment which is counterproductive to its success.
OBE trivialises curriculum content yet children do not learn outcomes in a vacuum. It also
threatens to fragment knowledge by ignoring inter-disciplinary demands encountered in learning
a complex task. It further assumes that the way knowledge is acquired is linear and for OBE to
succeed even in moderate terms, a number of interdependent education innovations are

needed simultaneously (Du Plessis & Marais, 2015).

In Jansen’s own words (1998), OBE required a radical revision of the system of assessment
and without intensive debates about the reorganisation of the assessment system, traditional
examinations will reinforce the curriculum status quo. Jansen (1998, p. 1) then suggested the
following actions to be taken in order to make the curriculum change and the implementation
thereof fruitful (Msila, 2007). He advocated that educators be retrained; to introduce new and
radical forms of assessment; to introduce classroom organisation that would facilitate

monitoring and assessment; to have a constant monitoring and evaluation of the curriculum
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implementation process; to retrain the education managers and leaders to secure the requisite
implementation; to canvass parental support and involvement; to develop new forms of learning
resources including textbooks consistent with OBE and provide dialogue and exchange
opportunities for educators for the purpose of co-learning the process of implementing the new
curriculum. Du Plessis and Marais (2015) describe training and development of educators as

crucial to the successful implementation of the curriculum in schools.

The implications the new curriculum had for HODs were enormous. The HOD is the official in
the school who mediates the implementation of the curriculum, oversees its success and makes
sure learners master and succeed in what they are taught and manage and lead the curriculum
business of the school. The training of HODs for their curriculum leadership position is
important and that is why this research seeks to explore the nature, content, and structure of an
HOD curriculum leadership training programme in secondary schools.

The position that Du Plessis and Marais (2015), Jansen (1998) and Msila (2007) take proves to
have significant merit as they were corroborated by educators who provide the DoE with
feedback during its review process, which in turn led to the review of C2005, resulting in the
Revised National Curriculum Statements (DBE, 2009b) introduced to deal with the
shortcomings realised in C2005 (De Waal, 2004). The training of educators and HODs would be

very important in facing the revised curriculum.
2523 The Revised National Curriculum Statements

The new curriculum had teething problems and challenges were realised as soon as its
implementation commenced in 1998 (Jansen & Taylor, 2003; DBE, 2009b). A series of
interventions were instituted. A timeline of the interventions and process to review the

curriculum is sketched below (De Waal, 2004):

1. June 2000: The Council of Education Ministers agreed that the curriculum for
Grade R-9 should be revised. A Ministerial Project Committee was set up to
streamline and strengthen C2005. About 150 curriculum developers were
nominated to work on the task team. Men and women as well as members from

all race groups were included in these groups.
2. January 2001: The task team on the review of OBE began their work.

3. 30 July 2001: Draft Revised National Curriculum Statement for Grade R-9

(schools) was released for public comment for a period of three months.

4. November 2001: Public hearings on the curriculum were held in Parliament.
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5. December 2001: Once the public comments have been received and analysed,

the task team met to incorporate the suggestions into the curriculum.

6. 15 April 2002: The minister of Education released the overview document of the

Revised National Curriculum Statement (RNCS).

The Task Team on the review of the curriculum found that there were many challenges and
advanced The Curriculum 2005 Review Report of June 2000 (Committee on Curriculum 2005,
2000). According to the report the challenges included the skewedness of the curriculum, lack
of alignment between curriculum and assessment policy, inadequate orientation, training and
development of educators, learning materials that varied in quality because there were no
standard control mechanisms for production and printing and also shortages of supply of such
materials, policy overload and limited transfer of learning into classrooms, shortage of
personnel and resources to implement and support C2005, inadequate recognition of
curriculum as the core business of education departments, overcrowding of classrooms and

learning area overload (Chisholm, 2005).

The challenges mentioned above needed urgent attention and the Review Committee in its
report recommended the following remedial actions (Committee on Curriculum 2005, 2000;
DBE, 2009b): that the design of the curriculum be simplified; curriculum overload be addressed,
including the reduction in the number of learning areas in the intermediate phase; the
terminology and language of the curriculum should be simplified; assessment requirements
should be clarified; content must be brought into the curriculum and specified; develop a plan to
address teacher training for the successful implementation of the new curriculum; textbooks and
reading to be widely recognised means to bridge the gap between teacher readiness,
curriculum policy and classroom implementation (Masondo, Mahlangu & Mclea, 2010; Themane
& Mamabolo, 2010).

One of the most obvious challenges from the report is lack of training for personnel (educators),
which the researcher is interested in and is the focus of this research, particularly for HODs.
The training of HODs will follow in the next chapter of this research. The Revised National
Curriculum Statement for Grade R-9 General Education and Training (GET band) was
implemented in the Foundation (Grade R-3), Intermediate (Grade 4-6) and Senior (Grade 7-9)
phases of the schooling as per the recommendations of the Task Team. In the Further
Education and Training (FET band Grade 10-12), the National Curriculum Statements (NCS)

was introduced.

Every time there is a curriculum change, personnel who are directly implicated in its

implementation, such as educators, must receive some form of training for its successful
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implementation. HODs are included in this personnel corps as they are directly linked to
curriculum leadership and management. The HODs must be acquainted with the latest
technical knowledge of the curriculum, the aims, what pitfalls to avoid and which resources will
be required to make its implementation possible and successful. The HOD must also make sure
that they train those in their line of command. It is in this light that HODs themselves need

training before they can train others on curriculum changes.
2524 The National Curriculum Statements

The GET band saw a number of curriculum changes since 1998 due to the jargon, discourse,
design, hasty introduction, insufficient preparation of the outcomes-based pedagogy and lack of
educator training, while the FET band had not been affected by such changes since the advent
of OBE (DBE, 2009b). The National Curriculum Statement (NCS) in the FET was introduced in
a cascading manner (Grade 10 in 2006, Grade 11 in 2007 and Grade 12 in 2008). The delay of
the changes was caused by the many hiccups realised in the implementation of the C2005 in
the lower grades up to grade nine. These hiccups (discussed in the following paragraphs) had
to be resolved first. Care was taken not to repeat the same mistakes, such as lack of proper
training for educators, as realised and recommended by the Review Committee (Badugela,
2012).

The NCS is the official curriculum as it is a statement of what the public understands the
resolves of education to be. The principles of the NCS, such as social transformation;
outcomes-based education; integrated and applied competences; progression; articulation and
portability; human rights, inclusivity, environmental and social justice; valuing indigenous
knowledge systems and credibility, equality and efficiency, have been made clear, and the
values that underpin the curriculum were well specified in the NCS curriculum documents
(Badugela, 2012). The NCS advanced the academic purposes of the curriculum, and which
knowledge, concepts, and skills that the system wanted students to learn in the FET band.
During the development of the NCS, unlike at the time of the C2005, much emphasis was
placed on the involvement of various stakeholders such as educators and educator unions,
institutions of higher learning and even civil society to have inputs on what they wanted the new
curriculum to look like (Chisholm, 2005). Educator training also received much needed attention
(Badugela, 2012; Beck, 2013; DBE, 2009b; Young, 2014) though not enough as they continued
to struggle with the implementation of the new curriculum. The challenges in revising C2005
were considered to produce the NCS (DBE, 2009b, p. 15). While every care was taken to
mitigate against the mistakes of C2005, there is some degree of hesitation and misperception in
the system, and a reasonable notch of denunciation of curriculum provision and implementation

“and how this has raised certain limitations with respect to the clarity of the curriculum and the
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authority it bestows on educators in confidently understanding their mandate in the classroom”
(DBE, 2009b, p. 15). Donnelly (2005, p. 8) agrees that “the key criteria for considering
curriculum is the extent to which they make available to educators statements which are clear,
succinct, unambiguous, measurable, and based on essential learning as represented by subject

disciplines”.

Among the positive offerings of NCS are “that the educators had the advantage of planning their
work and taking their time to teach a theme until they were satisfied that the learners had
mastered the content” (Du Plessis & Marais, 2015, p. 7). Accordingly, NCS gave clear
stipulations on what had to be taught and covered on a term-by-term basis. Educators had
more time to work through the curriculum, freedom to attend to individual learners’ needs and

interests, leading to some level of job satisfaction.

Du Plessis and Marais (2015, p. 7) advance some negative aspects of NCS. The aspects
include those that the NCS was too general and thus not specific to what educators had to
teach as the curriculum had no clear construction. Educators also claimed that there was
overlapping and repetition of content over the terms and grade to grade (Chisholm, 2005;
Moodley, 2013). There was an agreement among educators and policy developers that there
were many learning areas which were confusing to both educators and learners. Gaps were
also realised between phases, differences in content from school to school, district to district
and province to province for learners of the same grade had negative implications for learners
transferring between schools, which in turn led to adapting or catching up with the new work
(Badugela, 2012). Due to the many subjects in the curriculum, the workload of learners and
educators increased (DBE, 2009b), making school work very demanding. The NCS demanded
a lot of practical and research work, leading to educators in schools with poor resources
struggling to teach (Badugela, 2012; Bantwini, 2010; Du Plessis & Marais, 2015; Moodley,
2013; DBE, 2009b). Due to the many challenges a new curriculum was contemplated, and a
review of the implementation of NCS was carried out, leading to the implementation of the

Curriculum and Assessment Policy Statements.

Changes in the curriculum always bring forth new challenges. These challenges are mitigated
by preparing personnel to be ready to deal with them and have the technical know-how of
dealing with them. The HOD requires prior training before a new curriculum is implemented.
Sub-research question three and research aim four of this research paper seek to explore
which curriculum training programmes can be implemented to address the training needs of

HODs in order to lead the implementation of the latest curriculum changes in South Africa.
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2525 Curriculum and Assessment Policy Statements

Curriculum and Assessment Policy Statements (CAPS) “is a clear, coherent, easily understood
five-year plan to improve teaching and learning across the schooling system needs to be
developed and adhered to; it must also be widely communicated to the nation. Offering support
to teachers and the improvement of learner performance must be its central themes” (DBE,
2009b, p. 7). The DBE (2009b) envisaged to put in place mechanisms to monitor application of
the curriculum strategy, through regular monitoring to measure whether it has the desired result
on learner and educator performance. The monitoring mechanisms were put into place to avoid
the pitfalls of C2005 and NCS.

CAPS, like the other curricular before it, was also implemented in overlapping sequence starting
with the first implementation in the Foundation Phase (Grades R-3) and Grade 10 (FET) in
January 2012, the Intermediate Phase (Grades 4-6) and Grade 11 (FET) in January 2013 and
the Senior Phase (Grades 7-9) and Grade 12 (FET) in January 2014 (Du Plessis & Marais,
2015). CAPS was not an amended of NCS only, but brought with it notable changes to the
landscape of the South African curriculum, such as the use of a 7-point scale in all grades, the
removal of learning outcomes and assessment standards or general aims, replacing them with
topics or themes, and the use of subjects instead of learning areas and programmes with a
weekly teaching plan. To assist the educator, curriculum statements and learning programme

guidelines are set out in one amended document called CAPS (DBE, 2011).

Curriculum needs good monitoring and evaluation for its implementation to succeed. While the
DBE monitors externally, the HOD at the school is the direct person to be responsible for the
implementation, monitoring and evaluation of the curriculum internally (Stephenson, 2010). The
HODs need to be trained, well equipped and knowledgeable and skilful (Moodley, 2013) on how
to lead and manage the curriculum within their departments and entire school. The HOD
training is of importance to this research, which is why the research explores the current nature,
content, and structure of the HOD curriculum leadership training programme in secondary
schools to address the training lacuna for HODs. HODs need not only be trained in matters of

curriculum expertise, but also on general education leadership.
2.6. Leadership

Leadership is such a complex concept to define. It is defined in many ways by various quarters,
depending on who defines it and to which audience it is being defined. The sections below deal

with the definition of the concept of leadership and how it is applied in the school setting.
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It is not an easy exercise to define the concept of leadership, as defining it is influenced by
many factors including the position, experience, learning and background or theoretical stance
of the person defining it (Bass, 2008; Silva, 2016). Although “the search for a common definition
may be in vain” (Silva, 2016, p. 1), the search for common definition of the leadership concept
will continue as it is one of the most researched topics in the world and organisations cannot do
anything without it because leadership is the core of any organisation (Yammarino, 2013). The
concept of leadership is a contested terrain and an ever evolving one where meaning is
continually researched and presented in various scholarly texts, only to be contradicted by the
next research (Juntrasook, 2014). The definition of leadership also includes what leaders are or
what they do (Summerfield, 2014), compounding to the already difficult task of trying to define
the concept. Over the decades researchers, academics, public and private institutions and
organisations have equally tried to define the concept, but each one always came up with a
different definition leading to as many definitions of the concept of leadership as “there are
people who try to define it” (Gregoire & Arendt, 2014, p. 10). | would say defining leadership is
like trying to catch the air. The air is everywhere but no one has ever caught it, or seen it, but

we know of its existence.

Leadership has been defined as behaviour, style, skill, process, responsibility, experience,
function, position, characteristic and even an ability (Algahtani, 2014; Northouse, 2010). It has
also been described as the “process of influencing a group of individuals to obtain a common
goal and develop a vision” (Algahtani, 2014) as HODs would do with their educators and
departments. Leadership is about connecting people to the vision, by means of buy-in and
communication, motivation and inspiration (Ratcliffe, 2013) and working towards improving the
state of being as it is “the core function of the leader to make things better” (Summerfield, 2014,
p. 252). It is about influence and collaborating with others to realise a common course (Ratcliffe,
2013; Yammarino, 2013). In addition, Northouse (2010, p. 10) and Northouse and Lee (2016, p.
2) in agreement with Ratcliffe (2013) and Yammarino (2013) describe leadership as “a process
whereby an individual influences a group of individuals to achieve a common goal”. Bush and
Glover (2014, p. 554), while acknowledging that the “the definition of leadership is arbitrary and
subjective”, infer that “leadership is a process of influence leading to the achievement of desired
purposes”. Yukl (2006, p. 8) gives an almost similar definition of leadership when he states that
leadership is “the process of influencing others to understand and agree about what needs to
be done and how to do it, and a process of facilitating individual and collective efforts to
accomplish shared objectives”. From the definitions of these selected authors, a picture
emerges showing that there are common components of leadership found in almost all of the
definitions. These commonalities include that leadership (i) happens within the context of a

group; (ii) involves influencing others; (iii) is a process; (iv) involves the attainment of goals and
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that the goals are reciprocal, shared by the leader and followers. A process in leadership means
there are activities that take place and have to be clearly defined (Yukl, 2006). Tourish (2014, p.
80) states that leadership “is not a finished category, standing apart from the complex
organisational processes that produce it”. Below is a closer look at the commonalties in defining

leadership.
2.6.1 Commonalties in defining leadership

A review of the literature reveals that in trying to define the concept of leadership, some
common themes appear (Rowe & Guerrero, 2016; Yukl, 2013). These commonalities are found
in almost all definitions of the phenomena by various authors, researchers and academics. A

discussion of the commonalities follows in the section below.
26.1.1 Leadership happens within the context of a group

It is a recognised fact that leadership happens between the leader and follower (Tourish, 2014),
therefore placing it squarely within the group context where there is always interaction between
the leader and the led. In the leadership process the leader and followers have a very lively
interaction where some degree of influence is exerted by both parties in a reciprocal manner
(Juntrasook, 2014). Members of a group share power through sharing knowledge and a
coordinated effort by working towards a common course (Tung & Chang, 2011) while improving
trust and cohesion among the members of the group (Summerfield, 2014). Leithwood and Riehl
(2003) affirm the authors’ assertion by stating that leaders largely work through and with people.
Members of a group also help to create conditions that enable others to be effective, proving
that the effects of leadership on school goals are indirect and direct as it can affect groups and
individuals at the same time. It is therefore very important to note that leaders and leadership

exist because there are people to lead and processes to apply leadership on.

Members of a group have different backgrounds, belief systems, are of different ages, and have
different ways of doing things in terms of pace and approach (Northouse & Lee, 2016). It is
therefore very important for the leader to assess and understand the group dynamics (Rowe &
Guerrero, 2016) and how to deal with them while keeping an eye on the vision and objectives
the organisation and group have (Silva, 2016). Followers must not feel coerced into doing their
work. Coercion has a negative effect on members of the group as it involves demotion and
dismissal, no increase in pay, criticizing, and even withdrawal of benefits which may lead to low
morale among group members (Daft & Lane, 2015). Leaders must respect their group
members, be of service to them, be fair to them, be honest towards them and build communities

with the group members (Northouse, 2016; Rowe & Guerrero, 2016). HODs work within and
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with groups of individuals whether in their departments or in the SMT. They have to understand
and adapt to group dynamics. The leader must seek ways to influence followers to reach

agreed and desirable results in the most economical way.
26.1.2 Leadership involves influencing others

Algahtani (2014, p. 75), citing John Maxwell, states that “leadership is the capacity for collective
action to vitalise” the followers. Ratcliffe (2013) agrees with Algahtani (2014) statement that
leadership involves motivation and inspiration. It is a process in which the leader influences the
group to reach common pre-agreed objectives (Northouse & Lee, 2016, p. 2). Leadership is
about having influence over others, leading them to agree and understand what is required to
be done and how it should be done while facilitating individual and group activities to reach
agreed objectives (Yukl, 2013, p. 7). As leaders of departments or subjects, the HODs have to
exert some degree of influence on their followers or team members to keep the momentum

going and to reach the desired goals.

Leadership does not happen accidentally though. It is a process that has to be managed and

nurtured.
2.6.1.3 The process of leadership

Leadership is not always about what the leader does, but also the interaction between the
leader and the followers or subordinates (Avalio, Walumbwa & Webber, 2009; Northouse,
2010). As Northouse (2007) states, leadership does not play itself out within individuals but is a
social interaction between the leader and collaborators who are the followers, and the leaders
exerting influence by deliberately persuading the members of the group to achieve set goals
(Cunningham, 2017). It is a two-way process affecting both the leaders and the followers.
Leadership is therefore not restricted to one person in the group, but anyone can take the lead,
whether in a formal or informal position (Northouse, 2010; Yukl, 2006). Ingleton (2014)
postulates that leadership is a reciprocal process involving the leader and followers with
activities flowing from both sides of the leadership continuum. The HOD and his/her team of
educators are involved in the process of leadership with the interaction they have through the
work they do. Each one of the two groups is equally important in the execution of tasks. Both
are involved in ethical responsibilities which require them to act in tandem, supporting each
other (DuBrin, 2007).

Leadership is a process that involves some level of influence over individuals or groups of
individuals sharing the same goals (James, 2015). It is a complex process with various

dimensions including those of influencing and motivating various groups and individuals (Vroom
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& Jago, 2007). Leadership can lead to the success or failure of a school or a department or a
subject under a particular HOD. Northouse (2010, p. 3) asserts that “leadership is a process
whereby an individual influences a group of individuals to achieve common goals”, agreeing
with the views of authors such as Cunningham (2017), Ingleton (2014), James (2015) and

others mentioned in this section and elsewhere on the process of leadership.

The HOD motivates the teachers to perform certain tasks while he/she relies on the teachers for
the fulfilment of the tasks or activities such as teaching and learning, learners’ welfare and
administration of learner information. By motivating educators to do their best in completing
their tasks, the leader is involved in the attainment of goals in collaboration with his/her

followers.

26.1.4 Leadership involves the attainment and sharing of goals between leaders and

followers

As a curriculum leader the HODs work hand in hand with the educators in their departments or
subject groups to reach certain levels of learner achievement (Northouse & Lee, 2016; Rowe &
Guerrero, 2016). The leaders direct their own energies and energies of groups and individuals
towards reaching targets together (Northouse & Lee, 2016; Rowe & Guerrero, 2016). Leaders
and followers or group members share common goals. The leader does not impose objectives
and visions on the followers. The vision should be a common one and the onus of followers
understanding the vision lies with the leader (Rowe & Guerrero, 2016, p. 2). To realise the
vision, the leader and followers need each other's support as there cannot be any leader
without followers, and vice versa. Whatever is achieved by the leader has a signature of the
followers on it, though the leaders claim the biggest chunk of the credit with the followers
receiving less acclaim (McCallum, 2013). Summerfield (2014) agreeably puts it that the leader
rallies the others for a common course with the trio of leader, followers and goals being equally
necessary for successful leadership to occur. For leadership to be successful there must be

support from followers, goals to be reached and a leader to drive the leadership process.

After a study of the meaning of leadership, Silva (2016, p. 3) concluded that "leadership is the
process of interactive influence that occurs when, in a given context, some people accept
someone as their leader to achieve common goals”. This research will adopt Silva’s definition
as it tries to position the curriculum leadership roles of HODs in a school setting. The curriculum
leadership of the HOD (which will be discussed in detail in section eight of this chapter) is
positioned within the broader education leadership which is discussed below. The HOD, like
any other leader, approaches his or her leadership in a particular way or style. The leadership

styles are discussed in the succeeding sections below.
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2.7 Leadership styles

A leadership style is an arrangement of behaviours displayed by a leader in their interaction
with their subordinates (Bhatti, Maitlo, Shaikh, Hashmi & Shaikh, 2012). It is a process in which
a leader demonstrates a particular way in order to lead (Gandolfi & Stone, 2017). Ojokuku,
Odetayo and Sajuyigbe (2012, p. 202) opine that a “leadership style is the manner and
approach of providing direction, implementing plans, and motivating people” and that in so
doing determining the culture of the organisation and inspiring the followers. A leadership style
is therefore the approaches leaders use to function in given contexts and situations and how
they affect their subordinates.

There are a number of leadership styles in the literature. There is no consensus of how many of
them there are and which ones are plausible and which ones are not. Some researchers
suggest that there are only three leadership styles, others say six, others say eight, while yet
more even put the number as high as twelve or even sixteen (Blanken, 2013; Gandolfi & Stone,
2017). As (Buchanan, 2013) puts it, the leadership style theories have evolved since the turn of
the 20™ century through to the 1980s when commanding and controlling was the order of the
day, followed by the ‘empower-and-track’ type of leadership styles in the 2000s and then the
‘connect-and-nurture’ ones of the current times. Leadership styles differ in application and
approach (Gandolfi & Stone, 2017). They are used differently by different individuals in an
organisation to suit the organisation culture or context of a given situation. There is “no one
leadership style that suits a particular organisation” (Pawar, 2014, p. 12). A leadership style can
affect team innovation, how the organisation performs, as well as has a direct influence on the

organisational culture (Nanjundeswaraswamy & Sawamy, 2014).

The HODs must be able to follow a particular leadership style or a combination of leadership
styles in order to navigate their way in curriculum leadership, given the demanding and ever
changing contexts of their work and the type of individuals or groups of educators they lead. It is
worth noting that this research is not going to discuss which leadership style the HODs have to
apply in the execution of their duties. The research is also neither going to discuss how the
HOD has to apply such, nor to claim to be experts in the leadership styles, as it is more on the
curriculum leadership training programmes of HODs and how they are prepared for the work of
an HOD. In the process of discussing the leadership styles, the section will be addressing
research aim two by exploring how HODs perceive curriculum leadership in secondary schools.
A selection of some of the leadership styles that the HOD can practice are discussed below.
The discussed leadership styles were chosen because they are readily available in the literature

and are commonly used by most leaders.
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271 Autocratic leadership style

An autocratic leadership style is characterised by the leaders taking decisions without involving
the subordinates (Gandolfi & Stone, 2017). In practicing autocratic leadership the leader tells
the followers what to do and what the end result should look like or should be (Ojokuku et al.,
2012). Everything is centred on the leader. There is little or no consultation when decisions are
made. The subordinates are expected to implement decisions taken by the leader in a top-down

manner, in the form of instructions or strict guidelines.

On the up-side, the autocratic leadership style can reach targets due to time constraints and
deadlines. De Hoog, Greer and Den Hartog (2015) argue that autocratic leadership style works
best when the subordinates are inexperienced or strict rules have to be followed and also when
decisions have to be taken that need urgent attention from all involved like in an emergency.

The downside of an autocratic style includes that the subordinates do not have a chance to
practice their talents or have limited opportunities to make inputs on what concerns them.
Autocratic followers are very hostile and work against the leader (Ojokuku et al. (2012) and as
Nanjundeswaraswamy and Sawamy (2014) put it, there is less sense of belonging than in a
democratic style of leadership, as members feel neglected and undermined. The HOD has to
be very careful in utilising this leadership style as it can estrange the HOD from the

subordinates.
2.7.2 Democratic leadership style

This type of leadership is based on consensus and consultation with subordinates, even though

the leader has the final say in what decisions to implement (Bhatti et al., 2012).

Some of the advantages of following the democratic style of leadership are that it affords the
followers the opportunity to be involved in decision-making (Pawar, 2014) by consulting them.
Followers feel as part of the group as they interact with the leader and other members of the
group and therefore understand each other better and support each other. There is greater job
satisfaction among the members of the group (Bhatti et al., 2012) as communication flows both

upwards and downwards between the leader and group.

The disadvantage of the democratic leadership style is that making collective decisions is time-
consuming (Ojokuku et al., 2012). Members of the team should also be well-informed about the
issues under discussion as wrong decisions may be taken and the leader may not have much

time to guide the followers on what best choices to make during decision-making.
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The HOD may be carried away by consultation and consensus which are the basic principles of
a democratic style of leadership. Being too much accommodating to the followers and may lead
to the HOD losing out on deadlines and allowing for wrong decisions to be taken. It is also very
critical for the HOD to understand the followers’ weaknesses and strengths so that they know
when to allow members to be involved and where not. The transactional leadership style is

similar style that the HOD can apply.
2.7.3 Transformational leadership style

Transformational leadership is characterised by the leader’s stimulus on followers to set goals,
concentrating on and clarifying anticipated results and supporting and inspiring the followers
(Caniéls, Semeijn & Renders, 2018). According to Hetland, Hetland, Bakker and Demerouti
(2018, pp. 746-748), transformational leaders are seen and expected to challenge their
followers to take ownership of their work, inspire change in their followers, to motivate, stimulate
intellectual growth in the followers, craft a work ethic for followers, encourage autonomy in the

subordinates and therefore instil self-management and innovation.

It is not surprising that transformational leadership is seen as the leading and preferred type of
leadership (Caniéls et al., 2018; Hetland et al., 2018). The transformational leadership style is
mostly focussed on the growth of followers and their work and personal requirements (Ojokuku
et al.,, 2012). The leader and the followers are bound together in the transformation of the
subordinates (Rowe & Guerrero, 2016, p. 167). In support of Rowe and Guerrero (2016),
Northouse and Lee (2016) postulate that the interaction between the leader and subordinates is
based on the leader satisfying the personal and work needs of the followers. The followers’
needs are of importance to the leader; hence the leader motivates the followers to reach
personal and organisational goals. Transformational leadership has a strong link with the work
place satisfaction (Nanjundeswaraswamy & Sawamy, 2014). Yukl (2013) emphasises that
transformational leadership motivates followers to work more, as: (i) it makes workers more
prepared for the work at hand; (ii) it encourages workers to be selfless and work more for the
team than for themselves; and (iii) it inspires workers to concentrate on the needs that operate
at an upper level. Through the transformational leadership style, the leader sees subordinate
growth and providing for their needs as very important. In the literal sense of the word, the
leader is on a mission to “transform or change” the followers and organisation into a particular
direction and culture of doing things “through idealised influence, inspirational motivation,
intellectual stimulation, and individualised consideration” (Gandolfi & Stone, 2017, p. 24). For
the transformational leaders to achieve the vision of the organisation, they have to work closely
with their followers because they know they can’t reach their goals without the participation of

others.
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Some positives on the leadership style are that the leader is closely working with the followers
and can therefore influence and monitor the followers closely (Gandolfi & Stone, 2017, p. 24;
Ojokuku et al., 2012, p. 204). The leader can also help and stimulate followers to be part of the

solution towards a challenge they come across.

For the HODs to succeed in leading the curriculum matters in the school, they must work hand-
in-hand with the members of their subject group or department. This can be realised with
instances where a new curriculum is introduced, as in the case of South Africa where there
were many curriculum changes since 1994. Another example is when a department under an
HOD sets targets for a subject or subjects and for the department for an academic year. The
HOD cannot tell the educators what to do, but must sit with the educators to decide on what to
do, how to do it and when that can be realised. The HOD must literally transform the educators
into believing that they can achieve the targets by providing professional, material and personal
support. As there are transactions between the educators and the leader through services like
teaching and discipline and general welfare of the learners that the educators offer to the school
and the recognition of the educators by the leader, the HOD must be knowledgeable in how to
implement the leadership style without giving in too much (Bush & Glover, 2014). There are
many positives derived from the use of a transformational type of leadership compared to the

sparsely available negative.

The study carried out by Caniéls et al. (2018), and supported by (Blom & Alvesson, 2015) show
that it is not always the case that transformational leadership enhances subordinate
performance, as its success may also heavily rely on the personality and engagement of the
said subordinate. Caniéls et al. (2018) further state that the growth in mind-set of the followers
may hamper the effectiveness of the transformational leadership. If the growth of the mind-set is
higher, there are prospects that the subordinate may accede to the flattery of transformational
leadership as advanced by the leader.

274 Laissez-faire leadership style

When the leader applies the laissez-faire leadership style, the leader refrains from interfering
with what the followers do and allows them complete freedom to do their work. The leader has
no structured way of reaching goals (Bhatti et al., 2012), as he or she lets the followers find their
way around tasks. The leader hands authority over to the followers. There is very minimal
supervision and guidance, as “the rights and power to make decisions is fully given to the
worker” (Pawar, 2014, p. 13). The leader is hands-off and mainly delegates tasks to followers
with almost no provision of direction (Pawar, 2014). Yang (2015) states that it may sound as if

the laissez-faire leadership should be discarded and not used by leaders, but there are
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advantages of the style as followers are given a chance to shine and be innovative without

anyone pressuring them.

The disadvantage of the laissez-faire leadership style is that it allows too much freedom to
followers which can lead to serious mistakes. It can lead to a serious dysfunction of the
organisation as followers are allowed to carry out tasks that they are not ready to do (Vann,

Coleman & Simpson, 2014).

For the HOD, there must be enough knowledge among the subordinates to allow them to work
alone without supervision as many things can go wrong. A novice teacher cannot be allowed to
work alone without being supervised as they have to adhere to certain principles of teaching
and learning. The leader must advise the novice educator to realise the departmental and
curriculum goals. That suggests that there should be some form of transaction between the
leaders and the followers in order to realise objectives together.

2.75 Transactional leadership style

With transactional leadership, the leader is willing to recognise a follower or give out something
in return for followership (Ojokuku et al., 2012). The exchange can be anything including
recognition. The transactional leader looks at furthering their goals through interaction with the
followers with an eye on the end result or what has to be achieved (Yahaya & Ebrahim, 2016).
The transaction between the leader and follower is beneficial to both the leader and follower
and to the organisation as a whole (Gandolfi & Stone, 2017). The downside of this style is that
while the follower is a beneficiary of the transaction, the follower does not initiate the
transactions. The leaders as sole initiators set objectives that they reach through the follower

whom they reward after the task has been completed.

The HOD has to be very careful when using the transactional leadership style. The transactions
should be well planned in advance and that the HOD should not make promises which they
can’t keep or fulfil. The HODs cannot promise rewards for their educators for reaching targets if
they do not have budgets for such rewards. On the other hand, transactional leadership can
encourage educators to work harder for the rewards, but it needs to be done in a balanced and
non-prejudicial way. Educators need to be coached, trained and prepared on how to plan for

and how to achieve set goals.
2.7.6 Coaching leadership style

In using the coaching leadership style the leader is engaged in motivating and encouraging

followers to achieve personal and organisational goals. Subordinates are directed while they
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are highly supported by the leader (Gandolfi & Stone, 2017). The leader uses two-way
communication, he/she takes inputs from the followers while at the same time giving them
encouragement (Northouse & Lee, 2016). The leader still chooses what is to be accomplished
and how it should be accomplished (Northouse & Lee, 2016; Rowe & Guerrero, 2016). The
coaching leader is concerned with the development of followers by encouraging them to try new
ways of doing things and how best to complete a task. The strengths of the coaching leadership
style is that it builds strengths in followers and that it is aimed at making followers successful at
what they do. The weaknesses may be that followers are not always keen to learn new ideas

and sometimes are rebellious, leading to time wasting and misuse of resources.

The changing world of education and curriculum in schools affords the HODs the opportunity to
work with their educators on new approaches by using their skills to coach the educators on
these new approaches. It also affords the HODs a chance to work with new recruits to the
department through coaching them on the culture of their departments and that of the school.
Leaders can also apply a charismatic leadership style.

2.7.7 Charismatic leadership style

Charismatic leaders are able to instil inspiration in the followers as they have resilient
convictions in their views and ideals. The charismatic leaders display confidence and positive
sentiments and the ingenious vision they offer (Oreg & Berson, 2014). Charismatic leaders use
their character to draw the followers (Ojokuku et al., 2012; Oreg & Berson, 2014) closer to them

by endowing rich ground for imagination and innovation in an inspiring way.

The shortcomings of the charismatic style of leadership is that they rarely produce leaders as
they are the centre of attraction themselves (Ojokuku et al., 2012). The charismatic leader may
be difficult to distinguish from the populist leader who is only interested in developing the

followers’ specific attitudes and leave out the followers’ general values and beliefs.

If the HOD practices this type of leadership style, they must have the necessary understanding
of how to use it and not confuse the educator follower. The HOD should not appear to be a
leader who is only interested in achieving personal goals and not develop the follower. Leaders

and followers may be engaged in a leader-member exchange type of leadership.
2.7.8 Leader-member exchange (LMX) leadership style

The Leader-Member Exchange (LMX) style of leadership is characterised by interaction
between the leader and follower (Daft & Lane, 2015; Ojokuku et al., 2012; Rowe & Guerrero,

2016). The LMX is concerned with the quality of exchange related to results for the leaders, the
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followers, the groups in which the leaders and followers interact with each other, as well as the
entire organisation (Rowe & Guerrero, 2016). (Yukl, 2013) suggests that an organisation will
perform better where the leader is actively engaged with the followers and has a good working
relationship with them, than in an organisation where there is a lack of good relations and

constant engagement.

The HODs who are in constant engagement with their educators stand a better chance of
achieving goals. It is also easy for the leaders to establish better relations with their followers.

However, the main focus of the HOD leadership is the curriculum leadership.
2.8 Curriculum leadership

Curriculum leadership can be defined as “a facilitating process in which the leader works with
others to find common purpose, build collaborative teams, structure a way of working, and
coordinate many complex activities” (Wiles, 2009, p. 21). Curriculum leadership, also known as
instructional leadership, school management or education leadership, is a branch of leadership
which developed from general management with special focus on teaching and learning (Bush,
2008a). Curriculum leadership is an international phenomenon as it embraces topics such as
strategy, learning and teaching, the curriculum, accountability issues and curriculum
implementation (Brundrett & Rhodes, 2014, p. 4). It is an international phenomenon as it takes
place globally in all education institutions. Like leadership, curriculum leadership has a plethora
of definitions and is difficult to pin it to one definition, as it means one thing to one audience and
something else to another (Jankowska & Martynoga, 2017b). Louis, Leithwood, Wahlstrom and
Anderson (2010) define education leadership as a requirement for operating effective schools
while contributing to the cooperation of the participants in the educational processes. It is a task
that the leader has to be prepared for as a lack of preparation may cause challenges such as

stress and underperformance for the leader.

The development of curriculum leadership put the spotlight on the middle management of the
school. The school is where the HOD’s leadership is located and practiced (Cardno, 2012).
Curriculum leadership involves roles such as technical, professional and interpersonal aspects
(Ghavifekr & lbrahim, 2014, p. 46). For the HOD, curriculum leadership is about leading
educators and the activities they undertake to ensure teaching and learning happens effectively
by modelling, motivating and creating channels for reciprocal interpersonal relations (Ogina,
2017, p. 224). As a leader, the HOD must be prepared and possess the basic know-how skills
for the leadership roles mentioned in this paragraph. The skills can only be gained through

training or experience, both of which most newly appointed or promoted HODs lack.
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There are numerous studies that emphasise the principal’s role as the curriculum leader and
how curriculum leadership influences learning (Manaseh, 2016; Ogina, 2017; Valle, Almager,
Molina & Claudet, 2015). Ghavifekr and Ibrahim (2014), Ogina (2017) and Shoma, Daud and
Subramanian (2016) all agree that curriculum leadership is concomitant with concepts such as
supervision of educators, evaluation of both educator and learners, monitoring achievement of
goals, curriculum implementation and the process of teaching and learning. To boost
professional growth and educator performance, there needs to be improved ways of training
HODs for the curriculum leadership roles. In the literature about curriculum leadership, a lacuna
on lack of professional development and training on curriculum leadership of HODs was
identified (De Lima, 2008). The lack of training in curriculum leadership has a direct bearing on
effecting curriculum changes, as was the case in South Africa with the changes that happened
in the curriculum since 1994 where educators, including HODs, experienced difficulties when
coming to the implementation of the new curriculum (Cowie et al., 2009). This research has a
direct interest in the curriculum leadership training of HODs.

Research in curriculum leadership is both challenging and rewarding (Brundrett & Rhodes,
2014, p. 5) due to its complexities, as well as an ever-changing nature and the interest it bears
for both the education system and researchers as evidenced by the decades-long reforms in
education systems worldwide (Hallinger & Huber, 2012). The interest in curriculum leadership
research has seen a dramatic growth in both individual and collective leadership (Hallinger &
Huber, 2012, p. 359), putting the spotlight on leadership structures like school-based
management and leadership as well as on the training of education leaders such as HODs.
How leadership affects learner performance is also a focus point of the research on curriculum
leadership (8§ 1.6.4). Although the research on curriculum leadership receives attention
internationally, the same cannot be said about South Africa as South Africa lags behind in the
field of education leadership (Hoadley, Christie & Ward, 2009; Hoadley & Reed, 2012). Bush et
al. (2006) further state that the review of education leadership in South Africa shows lack of
conceptual richness and suggests that there needs to be a relevant theory development for the
South African context. The lack of research also affects the training and development of school
leaders in key areas of leadership and management, including curriculum leadership training of
HODs (Hoadley et al., 2009, p. 375). The assertions of Bush et al. (2006) and (Hoadley & Reed,
2012) points to the fact that there needs to be training for the education leaders, especially

HODs, for curriculum leadership.

Principals, due to their position of authority, are viewed as to have an indirect influence on
teaching and learning (Ogina, 2017, p. 225). It is the HODs though, by virtue of their proximity

to what is happening in the classroom and through working with both educators and
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management, who have direct influence on educators and learners through coaching,
encouraging, training and developing the educators (Valle et al., 2015). The HODs therefore

need to be well equipped through training to deal with educator and learner curriculum needs.

Without getting much deeper into the roles and responsibilities of HODs, as that will be
discussed in (8 1.6.4), the South African context of HODs dictates that HODs are members of
SMTs and constitute the collective role of curriculum leadership. The curriculum leadership role
of the HOD revolves mainly around effective teaching and learning and to promote continual
educator professional development (Ghavifekr & Ibrahim, 2014), among other responsibilities.

There is an increased expectation from HODs to set and share curriculum targets with team
members, to set up curriculum structures, build and develop teams and bring into line their
departmental aims and activities with those of the broader school (Albashiry et al., 2016). The
discussions below give a better understanding of the HODs by defining who they are, what their
roles and responsibilities are, what competencies they possess, what challenges they meet in
performing their duties and the training they require to best perform their duties.

2.9. The Head of Department (HOD) as part of the middle management and
leadership in secondary schools

The HODs, as part of the SMT, are part of the school leadership tasked with the role of
curriculum leadership. Curriculum leaders are responsible for effective teaching and learning
(Ogina, 2017). (Ghavifekr & Ibrahim, 2014) postulate that the HODs are also responsible for
developing other educators in their line of command. They should also make sure that the
educators are continuously trained to achieve the school and department’s goals. Seobi and
Wood (2016) wrote in their study on HODs that the HODs are engaged in team work and use it

to advance teaching and learning in their respective schools and departments.

The head of department (HOD) is part of the middle leadership structure of the school. It is a bit
complicated to explain or pin down who the middle managers are, as the line between the SMT
and middle management is a bit blurred, as well as between the middle management and the
classroom (Cardno, 2006; Cranston, 2009). By middle leadership it is literally meant that these
leaders lead from the middle, literally, as they sit between the principal and his management

team and the teaching staff (Grootenboer et al., 2015).

The position of HOD is also said to be ‘hermaphroditic’ or as Gurr and Drysdale (2012) put it,
they have hybrid responsibilities as they are not full-time leaders nor full-time classroom
educators but perform both tasks. The position is rather ambiguous as the principal and the

deputy principal of schools are regarded as middle managers in terms of the education system
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but regarded as top management of the school, while the HOD is regarded as middle
management in the schooling system (Gurr & Drysdale, 2012). The HODs are referred to as
middle leaders in some literature, while in others it is the deputy principals and assistant
principals who are referred to as middle management or leaders. The HOD, department
chairs, administrators, curriculum coordinators, subject coordinators, subject leaders,
student wellbeing coordinators, syndicate educators, development leaders, team
leaders, directors of teaching and learning, and pastoral leaders are also some of the
concepts thrown around when referring to middle managers (Jaca, 2013b). The many concepts
used for middle managers is a demonstration that it is not easy to define who they are (Gurr &
Drysdale, 2012). For the purpose of this research, the concept of HOD is adopted and used
instead of middle managers or leaders.

The HODs have been acknowledged as part of a team of people who are key agents in
teaching and learning but their training and development has received less attention (Bennett et
al., 2007; Thorpe & Bennet-Powell, 2014). It is only recent that the contribution and potential of
HODs has been researched and explored with more vigour (Ogina, 2017; Seobi & Wood,
2016). In the South African context, the HOD is a formal position provided for in the school
leadership and management structures like the SMT (Ghavifekr & lbrahim, 2014) as guided by
the Employment of Educators Act, 76 of 1998 (EEA, 76 of 1998) (see figure 2.1). The Act sets
out stipulations on remuneration, roles and responsibilities and locus of operation of the HOD

which is the subject, learning area or phase in a school (South Africa, 1998).

The HODs’ roles are significant as they occupy positions of responsibility for particular areas in
the school like the subject areas and the departments they head. The duties and responsibilities
of the HOD in South Africa are “varied and individual, depending on the approaches and needs
of a particular school” (South Africa, 1998, pp. C-66) and include, but are not limited to,
classroom teaching, management of extra- and co-curricular activities, personnel management,
general administrative tasks and communication (Fullan, 2015; Harris & Jones, 2017). HODs
play an important part in heading their department’s curriculum work (Lattuca & Stark, 2009).

The roles and responsibilities of HODs as per the EEA are discussed in the sections below.
291 The roles and responsibilities of HODs

The HODs in secondary schools are basically curriculum leaders by virtue of the expertise they
possess in their area of operation and the influence they enjoy over those they lead (Valle et al.,
2015). In the main, the HODs are chosen to head a department, subject or phase due to the
expert knowledge they have on a particular subject rather than having other technical know-how

of leading and managing (Fullan, 2015). For the HOD, the most basic skill that they have to
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possess is that of teaching in a classroom, which also forms part of the foundation of the HOD’s
curriculum leadership (Jaca, 2013b), so that they may know what is taught in the classrooms
and be able to advise educators on the pedagogical approaches best suited for a subject or

learning area.
29.11 Teaching and learning

It is globally agreed that leadership in schools makes the greatest difference in learner
performance (Gurr & Drysdale, 2012; Ko, Hallinger & Walker, 2014; Smith, et al., 2013) and that
leadership comes second in strength only to classroom instruction (Gurr & Drysdale, 2012;
Leithwood, Day, Sammons, Harries & Hopkins, 2006). It is then not surprising to realise that the
HOD should be well equipped with skills and knowledge of the subject or learning area in order
to manage and 