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ABSTRACT  

According to the ELRC in South Africa, for an educator to be promoted to Departmental Head 

he or she must have a teaching experience and a teaching qualification (M+3) with a Relevant 

Education Qualification Value (REQV 13) as the minimum requirement. The main role of 

departmental heads is to provide support and assistance in teaching and learning to achieve 

positive learner results. Due to different circumstances such as a decrease in enrolment, some 

departmental heads in schools find themselves in a position where they offer support in out-

of-field subjects. Therefore, it was crucial to explore departmental heads’ understanding of 

roles, how they perform those roles, and the enabling and hindering factors of supporting 

teaching and learning beyond majors. The purpose of the study was to explore the 

Departmental Heads’ experiences of supporting teaching and learning in their out-of-field 

subjects.  

The study is conceptualised within the framework of leadership for learning theory. It used a 

qualitative case study design within the interpretive paradigm. Eight participants were selected 

using purposive sampling. Face-to-face semi-structured interviews were employed to generate 

data and the generated data was analysed using thematic analysis.   

The research findings revealed that out-of-field departmental heads understood their role to 

include the provision of guidance and support, monitoring of curriculum, determining the 

subject needs, departmental vision alignment with the school’s vision and goals, and 

moderation of tasks.  Out-of-field departmental heads applied different strategies to ensure that 

their roles were performed regardless of the lack of training. Some of the strategies they applied 

included allocation of subject heads, working with majored departmental heads, pairing their 

educators with neighbouring schools' departmental heads specialising is similar subjects and 

attending Professional Learning Communities. Furthermore, the out-of-field departmental 

heads identified numerous factors they considered to make supporting teaching and learning 

easier, which include gaining subject content, class size impacts on teaching and learning, 

communication and motivation. The study has also identified several hindering factors in 

supporting teaching and learning, which include inadequate resources, lack of development 

for departmental heads, subject content and curriculum changes as well as workload against 

time.   
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This study concludes that the departmental heads’ understanding of their roles is common and 

they confirm what is stated in different departmental policies. It also concluded that the roles 

performed for out-of-field subjects were the same roles they performed for their majored 

subjects. However, it can be argued that in the OOF context, leadership of a department is a 

shared role to accommodate the shortcomings stated by participants. I recommended that the 

Department of Basic Education consider the position of a subject head to be an official position 

since they complement the out-of-field departmental heads.  

LIST OF ABBREVIATIONS AND ACRONYMS  

ELRC  Education Labour Relations Council  

DH  Departmental Head  

OOF  Out-of-field  

PAM  Personnel Administrative Measures  

DBE  Department of Basic Education  

LTSM  Learning and Teaching Support Material  

LER  Learner-educator ratio  

LFL  Leadership for Learning  

JIT  Just in Time workshops  

TL  Teaching and Learning  
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CHAPTER ONE 

ORIENTATION TO THE STUDY   

1.1 Introduction  

Although principals are thought of as the school's leaders and are supposed to monitor 

curriculum implementation in the classrooms, their influence on regular teaching and learning 

activities is not always easily observable (Grootenboer et al., 2019). More than principals, 

Departmental Heads (DHs) are essential to managing and implementing the curriculum in 

schools (Grootenboer, 2018). DHs are the first line of support for educators and are expected 

to support educators in providing quality teaching and learning.  In order to support educators, 

I argue that DHs must be knowledgeable about the subjects they monitor to make sure that the 

feedback that is given to educators ensures quality teaching, learning, and improvement of 

learner results. Based on this preceding argument, this study sought to explore, the complexities 

of supporting quality teaching and learning beyond DH's major subjects. This chapter (Chapter  

One) aims to demonstrate why this study on DHs’ experiences of supporting teaching and 

learning (TL) out-of-field subjects is relevant. The chapter presents, contextualises and justifies 

the need for the study through the background and rationale, the description of the research 

problem, and an explanation of the research objectives and questions. Furthermore, this chapter 

explains and clarifies some concepts included in this research as well as a brief description of 

other chapters in this study.   

1.2 Background to the Study   

In South Africa, for an educator to be promoted to Departmental Head (DH) he or she must 

have three-year’s teaching experience which is a crucial criterion (ELRC, 1998). A degree in 

educational management and leadership is not important (Tapala, van Niekerk & Mentz. 2020). 

According to the ELRC (1998), a teaching qualification (M+3) with a Relevant Education 

Qualification Value (REQV 13) is the minimum requirement for a teacher to be promoted while 

an educator needs to be aware of the setting and circumstances at the school (DBE, 1999). 

These requirements are still valid, and it is imperative that they be changed (Tapala, et al., 2020) 

to ensure that DHs are able to support quality teaching and learning effectively.  

According to Ogina (2017), the DH is a member of the SMT in South Africa as well as the 

middle leadership in schools. Depending on the size of the school and the functions and 

obligations they must carry out, it goes by numerous names and has diverse definitions in many 
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different nations throughout the world (Bassett & Robson, 2017). According to Bennett, 

Newton, Wise, A. & Economou (2003), De Nobile (2018), Harris, Busher & Wise (2001), 

Javadi et al. (2017), Lárusdóttir & O’Connor (2017), Shaked & Schechter (2017), the school's 

DHs are also known as middle managers, curriculum leaders, subject leaders, subject 

coordinators, faculty heads, evaluation coordinators, and HODs. In South Africa they are called 

Departmental Heads. 

The Employment of Educators Act 76 (1998) adopted in Section C of ELRC 1998 in South 

Africa outlines the primary roles and responsibilities of DHs as distinct and varied based on the 

needs of a school in its Personnel Administrative Measures (PAM) document (ELRC, 1998). 

My interpretation of the policy clause stated in the PAM document is that a DH may or may 

not monitor out-of-field subjects depending on the needs of the school as these needs are 

different from one school to another. The Employment of Educators Act 76 (1998) (EEA) also 

specifies that the job of the DH is to oversee the effectiveness of the educators and pupils in 

their departments. According to the Education Labour Relations Council's (ELRC) Resolution 

8 of 1998, the duties of DHs include planning appropriate extra-curricular activities to 

guarantee that the subject matter and pupils' education are properly promoted.   

DHs' role in our schools is to head the departments and provide guidance to educators. They 

offer advice regarding teaching and learning across all the subjects they supervise. However, 

in some schools like mine, DHs find themselves with the responsibility of supporting teaching 

and learning in subjects they did not major in during teacher training and they are still expected 

to provide the same level of support as they would do for subjects they have majored in. I 

believe that DHs who are knowledgeable in the subjects they oversee can be more resourceful 

and serve as human capital for their departments given the fact that they are the first line of 

support for educators in need of guidance. A subject-oriented DH can quickly evaluate the 

quality of teaching and learning taking place in a classroom when observing the effectiveness 

of educators during class visits, and they can provide positive criticism to help and develop 

their teaching (Ngcobo, 2021). Similar findings were reported by educators in Harris and Jones' 

(2017) study, who found that some DHs had minimal impact on classroom teaching and that if 

DHs were receiving guidance would have been beneficial. While DHs receive support in 

overseeing subjects outside of their area of expertise, subject leaders oversee quality assurance 

in various disciplines within schools. Nevertheless, DHs are still accountable for all subjects 

including their out-of-field subjects.   
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1.3 Rationale for the Study   

Since I started working as an educator in the DBE seven (7) years ago, my work has been 

supervised by two DHs, who do not have any background knowledge of the subject matter I 

teach which is tourism. My first DH was in charge of the Languages department and had no 

idea what the tourism subject is all about. Amongst many encounters with the Languages DH, 

I noticed that I was not receiving the support I required from the DH and opted to ask for 

assistance from other schools' DHs. In contrast to the tourism subject, English First Additional 

Language (FAL), which I also teach as a filler subject in grade 8, I saw that my DH was more 

at ease providing comprehensive feedback throughout the pre-and post-moderation stages. 

Although my second and current DH is keen to understand my field, she still occasionally 

makes mistakes and needs clarification in certain situations. My DH, who is an expert in 

geography and IsiZulu, oversees the Humanities department, which comprises geography, 

tourism, business studies, and economics. As she has limited subject content knowledge, she 

struggles to conceptualise learners’ responses while moderating School-Based Assessments 

(SBA). I am of the view that DHs monitoring subjects they have knowledge of, or have 

background knowledge and training, can assist educators in their departments with impactful 

support for effective teaching and learning and implement curricular changes efficiently. This 

is also supported by scholars (Cohen, 2017; Hallinger, 2018).  

One of many DHs' duties is to assist with the quality control of the teaching and learning that 

take place in their departments. According to Thomson (2017), quality control is the process of 

assuring efficient resource input, control, process improvement, and rising output standards in 

order to achieve the desired results and satisfy the needs of the school. Currently, in the context 

of South Africa, DHs are somewhat informed of their obligations by PAM (ELRC, 1998) and 

EEA (South Africa, 1998). Many researchers, both in the country and internationally, have 

found that DHs are not prepared for the role of curricular leadership due to a lack of adequate 

training and development (Sakhayedwa, 2022; Ogina, 2017; Paranosic & Riveros, 2017; 

Shaked & Schechter, 2017). Similarly, the ideal situation, according to Martim and Likoko 

(2022), is for DHs to receive regular training in order to be effective and efficient in overseeing 

educators' and students' work. However, in Kenya from the years 2013 to 2017, there was a 

decline in the capacity building for DH in the curriculum, and this was evident in the results of 

the pupils' work (Martim and Likoko, 2022).  
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According to Dube-Xaba and Maeke (2018), DHs are not trained to moderate exams, especially 

in subjects they do not specialise in, like tourism, which is a challenging field because it 

encompasses a lot of topics, hence, I often find myself explaining my marking strategies to my 

DH. School-based assessment (SBA) moderation is a quality assurance measure before an 

assessment is given to learners and after an assessment has been conducted on the learners 

(DBE, 2011). This study will not concentrate on the DHs’ expertise in SBA moderation, but 

rather on their experiences in supporting TL in subjects other than their areas of specialisation. 

The importance of DHs in supporting TL cannot be overstated because they serve as the first 

source of information for educators in their departments (Weldon, 2016). One of the findings 

from Malatji and Singh (2018) was that principals and deputy principals need to ensure that 

DHs are given subjects in which they have specialised. Participants also remarked that choosing 

DH school subjects should not be based solely on prior experience because prior expertise 

without training is occasionally irrelevant.  

The Out-of-Field (OOF) phenomenon is defined by Du Plessis (2015) as educators teaching 

outside their field of qualifications, expertise, or specialisation. Porsch and Wilden (2022) 

assert that the phrase "out-of-field" exclusively refers to educators who did not take part in any 

subject-specific training and, as a result, did not earn a qualification, or acquire knowledge and 

skill for a school subject that they routinely teach. The above authors use the terms 

specialisation, skills and qualifications to define OOF subjects to educators. The out-of-field 

phenomenon is mainly studied from a teacher’s perspective (Nixon et al., 2017; Taylor; Du 

Plessis, 2017). This study sought to argue that OOF can also be studied from a DHs’ perspective 

since they have qualifications as well, however, their qualifications do not specialise in all 

subjects they support and this may have implications that this study will discover.   

I am of the view that OOF may also manifest to DHs by monitoring out-of-field subjects, where 

by DHs supervise without expertise, specialisation and qualifications. The OOF phenomenon 

has been researched thoroughly by scholars (Du Plessis et al., 2015; Hobbs & Törner, 2019; 

Ingersoll, 2019) however, there is limited research that has been produced on DHs supervising 

out-of-field subjects. For educators' self-efficacy, confidence, sense of belonging in the 

classroom, and effective classroom practice, out-of-field teaching has real-life negative effects 

(Pendergast et al., 2022). Self-efficacy concerns are linked to academic performance, 

confidence, and a sense of belonging (Wurster et al. 2020), while Brown et al. (2021) emphasise 

that educators' sentiments of preparedness are frequently a significant predictor of their ability 
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to accomplish teaching duties. Low self-confidence is not the only feeling educators feel 

however, being OOF leads to stress and makes them feel inadequate when they are in classes. 

This is also supported by scholars (Lane & Ríordáin, 2020) in their studies. DHs are human as 

well and these kinds of feelings might be encountered during their daily experience of 

monitoring out-of-field subjects and this study seeks to unveil such information.   

OOF is mainly studied from a teacher’s perspective but this may even manifest in DHs practice 

whereby DHs monitor subjects that they are not familiar with or not of their specialisation. My 

argument is how can our DHs be expected to support and improve quality teaching and learning 

if they do not have the required skills to perform the duties entrusted to them by the DBE?  

According to Singh (2021), the knowledge, behaviours, and characteristics of DHs translated 

into assistance in the form of social and material resources and are likely to be the human 

resources available to the educators. The job title of a DH requires one to offer human capital 

(a knowledgeable person vested in the subject and supplying subordinates with knowledge and 

skills). DHs with geography and Isizulu can only be consider human capital for the major 

subjects unless they further their studies. According to research (Mampane, 2017; Ogina, 2017; 

Seobi & Wood, 2016) in South Africa, one must possess subject-matter expertise to advance to 

the post of DH. It is for this reason that this study seeks to understand the experiences of DHs 

in supporting teaching and learning out-of-field subjects and their majors. 

1.4 Statement of the problem  

Depending on the protocols and requirements of a particular school, the primary duties and 

obligations of DHs’ are diverse and varied (ELRC, 1998). The ELRC (1998) further clearly 

states that the DH’s duties include supervising all school subjects, should the necessity arise 

due to any unique conditions or difficulties the school may be experiencing. DHs oversee both 

the delivery of the curriculum and its execution (Du Plessis, 2015). The DHs’ leadership role 

is said to be a driving force behind creating a successful and excellent school (Nalla & Camaya, 

2023) by evaluating and observing the performance of educators and learners (Ogina, 2017; 

Seobi & Wood, 2016). With all these responsibilities DHs must carry out, some DHs must 

perform all the above duties without knowledge of the subject or subjects within their 

departments (Du Plessis & Eberlein, 2018). In completing the role of supporting TL as well as 

improving quality teaching and learning, it is imperative for DHs to be equipped with skills, 

training and knowledge. Martim and Likoko (2022) discovered in their study that the advantage 
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of having DHs who are knowledgeable about the subjects they are leading is that they can better 

equip their educators, which has a favourable effect on learners' academic performance. 

Therefore, a knowledgeable DH is the key to effective and improved quality teaching and 

learning in schools.  

Depending on the size of the school and the area of responsibility, the DH is responsible for 

overseeing a subject or subjects and/or a department or departments (Ogina, 2017; Tapala et 

al., 2020) and ensuring that learners and educators do well in those subjects and departments 

(Tapala et al., 2021). The Norms and Standards for Educators Act No. 27 of 1996 in South 

Africa lists the primary responsibilities of DHs as to fulfil the school requirements, and school 

size; overseeing and participating in extracurricular and co-curricular activities; managing 

personnel; performing general or administrative duties; and corresponding and working with 

stakeholders (ELRC, 1998). Due to different circumstances such as a decrease in enrolment, in 

some schools a DH ends up supervising subjects they have no knowledge of or training in. The 

study sought to also explore the different measures DHs take to ensure their role of supporting 

quality teaching and learning for out-of-field subjects is accomplished.  

DHs must also oversee educator development and appraisal operations through the Integrated 

Quality Management Systems (IQMS) (Ogina, 2017). Nalla and Canaya (2023) state that DHs 

are expected to provide training for educators and learners, appropriately use and manage 

resources, and influence and bring together a team of individuals within the school. For DHs 

to be able to develop educators in their departments, they must be knowledgeable about the 

subjects they support otherwise, how can they support educators in their departments without 

subject knowledge, skills or training?   

1.5 Purpose statement  

The purpose of this qualitative study was to explore the DHs’ experiences in supporting 

teaching and learning in their out-of-field subjects. The study focused on three sets of 

experiences. Firstly, it focused on what the experiences of DHs in supporting TL in OOF 

subjects are, secondly, the study explored the measures DHs take to ensure that their role of 

supporting teaching and learning in the OOF subjects is accomplished, and lastly it examined 

the factors that enable or hinder DHs in supporting TL OOF subjects.   
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1.6 Research questions  

  Main question  

•  What are the experiences of Departmental Heads in supporting teaching and learning in 

out-of-field subjects at secondary schools?  

Secondary questions  

• How do Departmental Heads generally understand their role in supporting teaching and 

learning in subjects?   

• How do Departmental Heads play their role to support teaching and learning in-out-of- 

field subjects?   

• What factors enable or hinder Departmental Heads in supporting teaching and learning 

in out-of-field subjects?   

1.7 Clarification of Key Concepts   

The following section presents essential concepts that are used in this study.    

1.7.1 Departmental Heads  

According to De Nobile (2017), Departmental Heads are also known as middle leaders, these 

are individuals who are placed organisationally above educators yet beneath the principal and 

other senior leaders. Department Heads have the power to implement academic policies, 

structure, supervision, strategies, and decision-making in schools because they are 

knowledgeable middle managers who are situated at an organisational fulcrum (Armstrong & 

Woloshyn, 2017). They are in charge of the advancement of their subject area; they implement 

strategic policies and contribute to the modification of school improvement plans (Alviz, 2019).  

1.7.2 Out-of-field  

When a teacher teaches outside of their specialisation, they are considered to be out of the field 

(OOF) (Du Plessis, 2015). According to Weldon (2016), OOF teaching is the practice of 

educators teaching subjects or specialities for which they lack the necessary training or 

experience. To support this assertion, Masters (2015) argues that educators engage in OOF 

teaching when they learn that they are teaching pupils in subjects or courses that they have not 

studied at a university for at least one semester and for which they have not taken a pedagogy 

related course. 
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1.7.3 Instructional leadership  

Nixon (2015) defines instructional leadership as anyone who has an impact on student learning 

outcomes. The author further suggests that an instructional leader in a small school must be 

very hands-on, whereas, in a larger school, they must concentrate on developing the leadership 

skills of other staff members. Instructional leadership places a strong emphasis on teaching, 

learning, and the conduct of educators while interacting with pupils (Skaalvik, 2020). Liu et al. 

(2021); Ozdemir and Demircioglu (2015) espouse that the educators who get instructional 

leadership assistance are more likely to report higher levels of job satisfaction, motivation, and 

dedication as well as lower levels of stress and burnout.  

1.7.4 Human capital  

Knowledge, skills, and behaviours that enable people to develop others and provide other 

beneficial effects for themselves, their employer, and society at large are collectively referred 

to as human capital (Kuzminov et al., 2019). Scholars (Ogbeifun & Shobande, 2022; Anikin 

(2017), concur with this definition. The concept of human capital includes a person's collection 

of abilities, knowledge, and skills (Ployhart, 2021). Nalla and Camaya (2023) conclude that 

while human capital can accumulate through training however, it can also "wear out" in 

material and moral aspects, as it requires ongoing training.  

1.7.5 Jika iMfundo 

Jika iMfundo is a systemic education change intervention programme that focuses specifically 

on teachers' development of curriculum coverage (Mthiyane et al., 2019). The Jika iMfundo is 

a programme that seeks to address the limitations by strengthening SMT through support and 

training, enhancing teacher knowledge and skills through professional development 

workshops, optimising school time management, and using curriculum trackers to monitor 

curriculum coverage (Bertram et al., 2021). In collaboration with the KwaZulu-Natal 

Department of Education, PILO created it (Pillay, 2020). From 2015 to 2017, two education 

districts—King Cetshwayo, which is predominantly rural, and Pinetown, which is more 

urban—implemented it as a trial project (Metcalfe, 2015). 

1.8 The organisation of the report  

This study is organised and divided into five chapters. Below is a brief description of these 

chapters.   
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1.8.1 Chapter one  

Chapter One gives an orientation to the study. The introduction gives a brief explanation of the 

study's objectives. The chapter also offers background information, the problem statement, and 

the rationale of the study. It also lists the three research questions and the study's goals, followed 

by the clarification of concepts. Also, the study's plan is covered in the chapter's final section.   

1.8.2 Chapter two  

The theoretical framework that guides the investigation is presented in Chapter 2. It also 

examines the literature reviewed on the role of DHs in promoting effective teaching and 

learning, as well as DHs' experiences on working outside of their areas of expertise. It examines 

some studies about out-of-field leadership training for DHs.   

1.8.3 Chapter three  

Chapter Three presents the research design and methodology that guides this research. It goes 

into detail to explain the research paradigm and methodology used in the study. Also, a 

thorough explanation of the research participants, sampling procedure, data collecting process, 

and data analysis strategy are provided.  

1.8.4 Chapter four  

Data generated through semi-structured interviews along with the analysis of the data are 

presented and discussed in this chapter. Common themes and organised quotes from the 

participants serve as confirmation for this. Chapter four covers the analysis and interpretation 

of the data generated.  

1.8.5 Chapter five  

In Chapter Five of this report, the findings and recommendations from the entire study are 

summarised.  

1.9 Chapter Summary   

This chapter serves as the study's introduction, focusing on the DHs' leadership of effective 

teaching and learning in schools, especially those supporting subjects they do not know. It gives 

the background and rationale of the study. The statement and goal of the study are explained, 

which is more crucial. This chapter contains the essential questions that serve as a guide for the 

examination and explanation of significant ideas.  
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CHAPTER TWO   

REVIEW OF RELATED LITERATURE   

2. Introduction   

The previous chapter lays out a clear overview of this study. Chapter 2 provides an outline of 

the literature on DH’s experiences in supporting in out-of-field subjects. Limited literature 

around DHs was found but most literature I found is on educators in out-of-field subjects. 

According to Dube-Xaba and Makae (2018) that out-of-field phenomena may also manifest in 

DHs at schools where they are assigned to monitor subjects, they are not familiar with. This 

misalignment of subjects for DHs screams OOF and deserves academic attention. The chapter's 

opening section focuses on the evaluation and discussion of various existing views on out-of-

field phenomena and how different scholars define them. This is followed by a discussion of 

the different meanings of supporting TL and what factors can enhance or hinder teaching and 

learning. Thereafter, the chapter explores the DHs' roles in supporting TL.  The final section of 

the chapter unpacks the relevance of Instructional Leadership Theory as a theoretical 

framework underpinning the study.  

2.1 Out-of-field teaching  

In the past years, OOF teaching has been a topic of interest among scholars. It has long been a 

major subject of concern for the entire world to provide every learner with high-quality teaching 

and learning (Kim, 2015). The numerous issues and ramifications of OOF teaching are 

highlighted by both the current focus on OOF teaching techniques in various subjects and the 

experiences school principals have had with the phenomenon in their schools (Hobbs &  

Porsch, 2022). There is limited literature about DH’s experiences of monitoring out-of-field 

subjects. Many scholars (Hanuscin et al., 2020; Hobbs & Törner, 2019a; Rahayu & Osman, 

2019; Vale et al., 2020; Du Plessis, 2015) have taken an interest in researching OOF phenomena 

in different countries and how this phenomenon impacts teaching and learning in schools.   

OOF teaching is an international phenomenon, according to Hobbs and Porsch (2022), and 

identifying it globally is crucial because of the important implications it has. According to  

Hobbs and Törner, 2019; Ingersoll, 2019, there are OOF educators all over the world, including 

in South Korea, the United States, Australia, South Africa and Germany. In Indonesia, they 

refer to OOF educators as non-specialist educators (Rahayu & Osman, 2022). OOF is every 
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education department's and school's little dirty secret because educational authorities all around 

the world are aware of the existence of the phenomenon and its implications, however the 

incidence of OOF teaching increase yearly (Hanuscin et al., 2020; Kim, 2015; Rahayu & 

Osman, 2022).   

The term OOF educator may refer to an educator for example, who is an engineering 

department graduate that is hired at a secondary school to teach English (Rahayu & Osman, 

2022). According to Du Plessis (2017), a qualified teacher who has teaching qualifications yet 

teaches in a subject, grade level, or subject area outside of their area of ability is also referred 

to as an OOF teacher. Another example could be, an English Education graduate who was 

prepared to teach the subject to junior and senior high school learners, however, ends up 

teaching all topics at the primary school level (Rahayu & Osman, 2022).  

According to Weldon (2016), OOF teaching is when a secondary school teacher teaches pupils 

a subject that they have not studied beyond the first year, or else teaches subjects without 

specialised knowledge and abilities. According to Hobbs and Porsch (2022), OOF teaching is 

the mismatch of teaching tasks, teacher discipline, and educational background. OOF educators 

are qualified educators but only because there has been a misallocation of subjects for various 

reasons. Scholars (Hanuscin et al., 2020; Vale et al., 2020; Du Plessis, 2015) seem to agree that 

the OOF phenomenon is a pandemic which allocates subjects to educators to teach while they 

have no foundational knowledge or qualification for that subject. Our school departments are 

full of misallocated subjects and has become a norm where DHs are supposed to support 

teaching and learning without qualifications for OOF subjects. In this study, OOF will be 

defined as DHs who support teaching and learning beyond their qualifications.   

Since OOF educators and DHs are qualified they are hired in posts for different reasons. Several 

factors contribute to assigning educators to teach outside their field of expertise, including a 

lack of educators with specialised knowledge of specific subjects in the educational system, an 

uneven distribution of those educators amongst schools, poor leadership where educators are 

poorly managed within a school, and individual choice where educators choose to take on new 

subjects (Hobbs & Törner, 2019a). While some DHs have majored in two subjects during their 

qualifications, being an OOF DH is inevitable. Shah, Richardson et al. (2022) contend that 

structural variables, including the size and location of the schools as well as the schools' 

finances, can account for the unequal distribution of assignments among schools.  
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Although OOF teaching occurs often in educational systems around the world, its effects on 

systems, educators, and aspiring educators transcend national boundaries (Du Plessis et al., 

2023). OOF has major implications for both educators and learners in school, such as not a DH 

not being able to give teaching strategies to novice educator (Tapala et al., 2018).  Studies 

(Bugwak, 2021; Boco and Abadiano, 2020) reveal that out-of-field educators experience 

implications such as self-doubt, and lacked confidence in the teaching and learning procedures 

in their line of work. Indeed, they had to have these feelings, it is human nature to have these 

feelings when engaging in an activity a person has little or no training in. As a result of the 

compromise in teaching ability that results from teaching outside of their area of expertise, 

educators may feel stressed, have poor self-efficacy, and dissatisfaction (Schueler et al., 2015).  

DHs must be well-invested in the subjects they teach (Hauptfleisch, 2022). The DH's 

comprehension of what learners are to learn is essential for the numerous duties of teaching, 

including choosing appropriate learning activities, providing clear explanations, formulating 

insightful questions, and assessing learners' progress (Weldon, 2016). A DH's comprehension 

may also assist in formulating different strategies that will accommodate different kinds of 

learners in the classroom. According to Du Plessis (2015), confidence is a primary key for a 

teacher to conduct a successful lesson and knowing the subject one teaches very well gives an 

educator self-confidence. Studies (Hobbs & Törner, 2019; Coetzee, 2015) have demonstrated 

that non-specialist educators negatively affect learners' learning which lowers accomplishment 

levels. Lack of confidence may also be experienced by OOF DHs when dealing with subjects 

they lack knowledge in similar ways to OOF educators (Vale et al., 2020). To ensure that 

teaching and learning happens successfully DHs and educators must have acquired the 

necessary skills and knowledge for the subject and be able to pass on quality education with 

appropriate pedagogies (Rahayu & Osman, 2022).   

2.2 Meaning of supporting teaching and learning  

DHs must provide support in the form of knowledge, skills, strategies and techniques for the 

educators they supervise to ensure quality teaching and learning is occurring (Singerin, 2021). 

Lárusdóttir and O'Connor (2017) explains that in their study that the DHs must look for and 

supply resources for the members of their teams. According to ELCR Resolution 8 of 1998, 

supporting TL for DHs suggests that they must be involved in classroom teaching and organise 

related extracurricular activities to guarantee that the subject and pupils’ education are properly 

implemented. According to the Employment of Educators Act No.76 of 1998, section 3, DHs 
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are required to advise their educators on the most recent subject ideas, methods, techniques, 

evaluation, and approaches to improve learners' performance.   

According to the United Republic of Tanzania (2019), regular training is essential for 

developing human capital skills to enhance learners’ mindsets for social and economic growth, 

for educators to equip learners with quality teaching and learning and for DHs to be able to 

support educators where support is required. Together, DHs and educators carry out the purpose 

of day-to-day teaching and learning activities (Chaula, 2023). According to Edgar et al. (2022) 

educationalists today advocate for educators to receive support and guidance from their DHs 

to help them become the kind of educators they aspire to be. DHs are fully aware of their 

responsibilities in supporting TL through what is called clinical supervision where they receive 

training on how to provide support to their educators (Musundire & Dreyer, 2019).   

In Tanzania, they refer to supporting TL as clinical supervision (Ngole & Mkulu, 2021). 

Clinical supervision is described by Chaula (2023) as face-to-face engagement between school 

DHs and educators that focuses on educators as change agents while using problem-solving 

strategies tailored to each class. Tanjung (2020) defines clinical supervision as a face-to-face 

interaction between managers and educators at work, which is very similar to the definition 

given in the previous sentence. Clinical supervision ensures that DHs are trained and can give 

guidance to their educators using acquired skills and knowledge provided in training. The 

process of clinical supervision assists educators and their DHs in realising professional 

behaviour while teaching and learning in classrooms is in progress (Siatun, 2020). Although 

the definitions provided are restricted to impersonal interactions, Olibie et al. (2016) define 

clinical supervision as a process that supports educators' professional development. This 

process involves observing educatoers' instructional practises, providing feedback to educators 

about classroom interactions, and assisting the teacher in using the feedback to improve 

teaching. Clinical supervision, therefore, could be defined as DHs giving guidance to educators 

within their departments to ensure that there is quality teaching and learning through 

monitoring and feedback.  

DHs’ have several roles that they must perform successfully in their departments that qualify 

as support. As a DH, among other responsibilities, many things need to be developed for each 

teacher within the department, such as the personality of the teacher, ongoing professional 

development, the learning process, and subject matter mastery (Singerin, 2021). The following 

section shares some of the different roles DHs must perform for their departments.  
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2.3 Departmental Heads’ roles in supporting teaching and learning  

According to Habi (2022), DHs are seen in schools to be the first line of support for educators 

in their departments. They are expected to coach a cultural or productive team and serve as 

mentors to junior and newly appointed staff members (RSA, 2016). By participating in 

recruitment panels for new members, being visible, and being prepared to be a resource for 

subject-related concerns, they are expected to be role model educators who can show teachings 

in classrooms (RSA, 1996; 2016). For the members of their teams, DHs look for and supply 

resources such as textbooks and lab supplies (Lárusdóttir & O'Connor, 2017). Despite these 

high expectations that are placed on the DH, Seobi and Wood (2016) and Valle et al. (2015) 

note that the DH must develop their experience, training, and communication skills to meet 

these demands. To exchange ideas, obtain feedback, and make decisions about the advancement 

of education, DHs must possess appropriate communication skills (Hauptfleisch, 2022).  

Without relevant knowledge and skills, DHs may struggle to complete their roles with success 

(du Plessis & Eberlein, 2018). Ngcobo (2021) asserts that since overseeing teaching and 

learning is their primary responsibility, DHs could be trained on how to implement policies and 

practices to foster an environment where everyone uses proper lesson delivery techniques.  

2.3.1  Curriculum management role  

The major activity at schools is implementing curriculum and DHs play a significant role in 

ensuring that the learner outputs are excellent in their departments (Mpisane, 2015). The PAM 

document states that the DHs’ role is to control educators’ and learners’ work, tests and 

examination papers and memorandums as well as the administrative responsibilities of 

educators (ELRC, 2016).   As part of their responsibilities for curricular leadership, the DHs 

also keep an eye on and moderate educators' and pupils' work (Tapala et al., 2019). Continuous 

assessment (CASS) requires them to pre- and post-moderate the learners' formal activities, 

based on the Annual Teaching Plans (ATP) established by the DoE at the National and 

provincial levels (Tapala, 2019). This is to assess the calibre of the written work, the learners' 

level of performance, and the calibre of the grading once the students have completed the tasks 

or written the exam (Tapala et al., 2022).  

According to Tapala (2020), DHs are required to be leaders in the classroom and specialists in 

their subject area. To do this, planning is an essential for the DH., adhere to current plans, and 

counsel others on the strategies, skills and knowledge to reach the goals of the department 
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(Leithwood, 2016). Therefore, the DH's function is crucial in directing the execution of such 

programmes (Tapala, 2019). To ensure that the intended curriculum and teaching are carried 

out in both quality and quantity, they also visit classrooms and observe lessons (Ogina, 2017). 

Ngcobo (2021) asserts that DHs are completely within their responsibilities to supervise 

teaching time through class visits, as provided for in the departmental policies however, there 

are challenges for OOF DHs. For each subject covered by the DH, checking and supervising 

the syllabus coverage includes visiting classrooms and observing lessons (Grootenboer, 2018). 

DHs are in charge of the curriculum, which is a huge job that calls for some level of training 

and growth (Tapala, 2020). For the curriculum management role to be efficient the DH must 

have some knowledge or background of the subject monitored. Classroom observations may 

only have the required impact when the DH has updated, current resources and knowledge 

which will assist in obtaining the required learner output (Mpisane, 2015).  

2.3.2 Administrative duties for DH  

Amongst other roles, a DH has to perform administration duties. According to Grootenboer, 

2018; Manaseh, 2016; Ogina, 2017, one of the duties and responsibilities of DHs in the 

performance of their everyday work is administrative work. They carry out a variety of duties 

related to the administration daily and in their capacity as middle leaders (Fullan, 2015). These 

include but are not limited to, report writing, result analysis, final mark sheets and mark 

schedule compilation and signing, timetable creation, question paper setting and typing, and 

management of the class and summary registers (Fullan, 2015). DHs are also responsible for 

analysing the performance of learner output. Also, the DH oversees the learner admission 

register and handles receiving, distributing, and filing memos and circulars as well as copying, 

distributing, and filing policy documents (RSA, 2009). DHs make sure that the subjects’ 

documentation they monitor is up to date and safely kept.  

2.3.3  Personnel Management Roles  

DHs should identify the best candidates to be hired by the principal and the School Governing 

Body because they know the objectives and goals of their departments, hence they also advise 

the principal on the qualities for educators to be hired. When a hiring procedure is in progress, 

the DH advises the principal on the position's ideal applicant (RSA, 2016). By evaluating the 

educators' strengths and weaknesses, they also give the principal advice on teacher placement 

and the distribution of subjects (De Nobile, 2018). According to Fullan (2015), the DH has 
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daily interaction with and direct supervision over educators. Their proximity to the educators 

causes some sort of interaction (Seobi & Wood, 2016) almost daily. Beyond training, 

evaluation, and appraisal, the DH also has to help the educators advance professionally (Ogina, 

2017) through educators’ development training and coaching. Other roles include inspiring, 

mentoring, orientation and induction, delegation, disciplinary measures, and working with 

educator unions (Grootenboer, 2018). DHs are essential to teacher induction and mentorship of 

new educators in their first year of teaching in many schools (Saglam & Alan, 2018). Dealing 

with the staff is not simple (Tapala et al., 2021). The DH deal with the professional and personal 

growth of educators' skills as well as their feelings (De Nobile, 2018). Therefore, the DH must 

acquire education and training in personnel administration and interpersonal communication 

(Dube-Xaba & Makae, 2018). DHs serve as liaison officers between their department and the 

deputy principal, as well as fostering the goals of the school and educators. Without the 

development of skills, knowledge and training these roles cannot be done effectively and with 

pleasing results (Tapala, 2015).  

2.3.4  Roles in Resource Management  

According to Usman (2016), the term education resources refer to all human and non-human 

elements that are available in a school to support school administration and make teaching and 

learning activities easier.  Managing education resources is vital for a school because teaching 

and learning cannot happen without them (Kasim et al., 2015). According to Bassett and 

Robson (2017); De Nobile (2018); Fullan (2015); Lárusdóttir and O'Connor (2017), DHs are 

supposed to be resource providers, distributors, and managers. The biggest challenge OOF DHs 

come across is that they must embark on extremely innovative measures to outsource additional 

resources to enhance teaching and learning if they don’t appear in the DoE catalogue. The DH 

must locate, distribute, maintain, retrieve, and store learning and teaching support materials 

(LTSM) such as apparatus, textbooks, and other relevant equipment for their educators 

(Manaseh, 2016). According to Van Staden and Motsamai (2017), resource management is a 

vital function since the DH should be aware of where there are shortages and which materials 

were given to which teacher. As a result, training is necessary for both the aspiring and the 

actual DH to go through training to safeguard the school’s resources (Tapala et al., 2021). 

According to Lárusdóttir and O'Connor (2017), the DHs' additional responsibilities are 

excessive for them to handle while also receiving little or no assistance. Limited formal training 

for the job, the additional responsibilities include conducting departmental meetings, creating 
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annual budgets for the department, and allocating human resources accordingly to ensure 

effective teaching and learning (Fullan, 2015).  

2.4 Factors enhancing teaching and learning  

Enhancing teaching and learning guarantees the implementation of the curriculum and delivers 

positive learner results. There are several factors the school and School Management Teams 

(SMT) may improve teaching and learning. Some of the factors are discussed below. For this 

study, only a few will be discussed namely: motivation, classroom size, adequate DH 

development and teacher collaboration in Professional Learning Communities (Munna & 

Kalam, 2021).  

2.4.1  Motivation   

The key to effective teaching and learning is motivation. According to Börü (2018), motivation 

is a complicated aspect of human psychology and behaviour that affects how people choose to 

spend their time, how much effort they put into a task, how they think and feel about the work, 

and how long they stick with it. Luthans et al. (2021) define motivation as a process that begins 

with a physical or psychological need, deficit, or drive that initiates a behaviour or drive 

directed at a target, reward, or incentive. This is why Guay et al. (2016) refer to motivation as 

the reason underlying behaviour. As the name implies, motivation is what drives a person, and 

it is essential to success in the teaching and learning process for educators and learners to be 

motivated. According to Filgona et al. (2020), motivation is demonstrated by educators’ and 

learners’ choices of learning their tasks, the time and effort they put into them, their 

perseverance with those tasks, and how they handle the challenges they face during the learning 

process.  

One of the most aggravating barriers to learners learning, from the perspective of educators, 

has always been a lack of motivation. According to Ryan and Deci (2017) and Wood (2019), 

educators are the primary source of inspiration for learners to participate in learning activities 

within their educational environments. According to Maile (2021), a teacher is more likely to 

have learners who acquire positive views and excitement for learning and achievement within 

the topic if their behaviour demonstrates a positive attitude and enthusiasm for learning in that 

subject. Learners may also feel the lack of energy when educators are not enthusiastic about a 

topic or subject, hence DHs have a significant and ongoing role in sustaining educators’ and 
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learners. Motivation and encouragement to accomplish educational goals, which include 

efficient teaching and learning (Mdabe, 2019).  

2.4.2  Classroom size   

There has been discussion concerning class size and whether it has a positive or negative impact 

on how well learners do in school. According to Blatchford and Russell (2019), one intriguing 

aspect of the class size debate is the entrenched division between the viewpoints of the majority 

of educators, practitioners and some researchers who believe that small classes are good for 

teaching and learning. The authors further state that the opposing viewpoint, is frequently 

supported by economists, policymakers, think tanks, as well as some academics, who believe 

that class size, is not important.  

Small classes have great advantages such as they are easier to manage, and all learners have a 

chance to be observed closely by the teacher (Wagner et al., 2020). According to Finn and 

Shanahan (2016); Finn (2019), list the following as factors that influence class size: personal 

connections, learners being more supportive of one another; a more thorough curriculum; more 

time for teaching in terms of individualised guidance; and evaluation of pupil achievement. 

According to Blatchford and Russell (2020), there are three main ways that smaller classes 

benefit student achievement: first, there are fewer behavioural issues, which results in more 

teaching time and learning opportunities; second, educators are more satisfied and enthusiastic, 

which results in higher levels of pupil engagement in learning; and third, there is greater 

knowledge of individual pupils.  

The overcrowding of classrooms in South African schools is caused by several factors (Meier 

& West, 2020). Some of these elements include a shortage of educators and poor infrastructure, 

such as insufficient classrooms and schools (Pretorius, 2017). The official learner-educator 

ratio (LER) for all public schools with government-employed educators is 33:1 on average 

nationwide (DoE, 2014b:4). However, it becomes difficult to manage those classrooms and 

carry out teaching and learning in some schools. In some South African schools, the LER has 

even been reported to be 50:1 or higher (DoE, 2014b:4). According to Marais (2016), one of 

the important reasons connected with poor performance and grade repetition is crowded 

classrooms and this is evident in South Africa's Grade 12 quality of outputs against quantity, 

which is getting worse every year, and present retention rates are further indications that there 

is a crisis in the education sector.  
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2.4.3  Adequate professional development for DHs  

To ensure that teaching and learning are beneficial to both learner results and school goals, 

professional development is essential for DHs. Being developed through professional 

development in knowledge and skills helps the DHs monitor the educators they lead by 

inspiring them with their aspirations and goals for the departments and subjects they oversee 

(Tapala et al, 2020). This demonstrates to the educators that they can rely on their leader for 

mentoring concerning the subject matter they are teaching. According to Hallinger and Liu 

(2016), DHs have a substantial impact on how professional development for their educators is 

organised and supported. The DHs, who are responsible for overseeing the implementation of 

curricula in their departments or grades, are expected to keep abreast of the most recent 

pedagogical trends and should mentor their educators and monitor their use in the classrooms 

(Sartori et al., 2018).  

Professional development has multiple definitions (Ngcobo, 2021). Older literature, such as 

that by Sparks and Loucks-Horsley (1989) and Parker (1990), defines the phenomenon of 

professional development as those processes that enhance educators' job-related knowledge, 

skills, or attitudes to enable them to create instructional programmes to better student learning. 

Beginning of every year, the DoE offers assistance in the development of DHs, educators, and 

deputy principals in the form of workshops, however, the introduction training for SMTs, 

according to a study conducted by Tapala et al. (2021) reportedly lasts a day or only a few 

hours, which the participants believed was just marginally helpful in preparing them to carry 

out their duties. The DoE issues circulars annually for subject content workshops to be attended 

by subject educators, DHs, and principals to bridge the gaps encountered at schools for effective 

curriculum management. DHs should be using this opportunity to familiarise themselves with 

the OOF subjects. Consequently, Mestry (2017) has called on the Department of Basic 

Education to require school leaders to complete mandatory leadership and management 

training, however this training will solve the management part of the DH role and not the OOF 

supporting role. In the study by Dube-Xaba (2017), DHs felt that their attempt provided 

inadequate support in capacitating them to thoroughly handle moderation or any other 

additional support to subject educators, particularly in subjects they were not acquainted with 

because they did not have time to attend workshops.   
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2.4.4  DH Collaboration in Professional Learning Communities   

In the past, the only duties assigned to DHs were to ensure that the curriculum was followed to 

the letter by the Department of Education's guidelines (Singh, 2021). In other words, it was the 

responsibility of DHs to ensure that the syllabus was taught in accordance with a set schedule, 

covering specific topics within a specific timeframe. DHs had to change their perspective when 

Outcomes-Based Education was introduced because they were ill-equipped to assist educators, 

which made professional development necessary (Mclytyre & Hobson, 2016). According to 

Mpisane (2015), DHs should have systems in place to discuss the various professional 

challenges they face with one another to advance and develop their supporting methods. South 

Africa has a similar support initiative that is called Professional Learning Communities (PLCs) 

which Otálora and Jaime (2019) define as a group of co-workers who discuss their job 

experiences and how this collaborative process can assist members to perform better and 

produce better outcomes for the schools they work in. Within these PLCs, field educators can 

cover teaching pedagogies for their subjects, how they manage challenges, and share 

experiences to assist each other.   

The initiative of PLCs could be used by DHs managing out-of-field subjects where they could 

meet and share techniques and experiences in supporting educators in their departments 

teaching out-of-field subjects. Mthiyane, Naidoo and Bertram (2015) conclude in their study 

that involvement in Jika iMfundo has led to more routine meetings with departmental 

employees, better curriculum coverage, and enhanced departmental connections. In addition, 

during these meetings and training, DHs felt that the tools provided helped them know their 

task and how to do it well. DHs are not receiving the support they require for their roles hence, 

they go through a variety of unsettling emotions, including worry and feelings of inadequacy 

(Mclytyre & Hobson, 2016).  Consequently, to empower DHs to develop educators as well, 

DHs must receive professional development (Du Plessis & Eberlein, 2018).  

2.4.5 Allocation of Subject Heads  

Khanyi and Naidoo (2020) suggest that grade heads, subject heads, committee chairs, and union 

site stewards are some examples of leadership roles in schools. According to Blose and 

Khuzwayo (2023), post-level one educators are not acknowledged as official leaders, although 

they do perform informal leadership roles in schools. Although the positional power is held by 

the formally appointed school leaders, research on educational leadership indicates that the 



21  

  

  

concept of leadership is changing from being seen as something that formal leaders possess to 

something that is shared and distributed (Fletcher & Kaufer, 2003; Hallinger, 2010; Spillane et 

al., 2001). Over the past few decades, most leadership typologies in school leadership studies 

have included dispersed, democratic, shared, and leadership for learning models (Fletcher & 

Kaufer, 2003; Hallinger, 2010; Spillane et al., 2001). According to these leadership 

constructions, educators can enhance their performance by participating in leadership and 

helping other educators feel that they belong (Fletcher & Kaufer, 2003; Hallinger, 2010). By 

doing so DHs’ OOF subjects in departments are supported by subject specialists who use their 

subject expertise to support and advise fellow educators effectively.   

DHs assign educators to the unofficial leadership role known as subject head as one method of 

implementing curriculum management roles. One of the conclusions reached by Blose and 

Khuzwayo (2023) from their research is that subject heads are the best-qualified individuals 

for this position because they comprehend the requirements of subjects as subject specialists 

and they can be utilised to close the mentoring gap in schools. The literature supports this by 

confirming that subject heads are a good support system for recently hired educators and that 

under their leadership, inexperienced educators are likely to perform well (Chatturgoon, 2008; 

Kajee, 2011; Khumalo, 2014).   

2.5 Factors hindering teaching and learning  

Out-of-field support has not been seen as a phenomenon for DHs to study and examining the 

hindering factors might be the stepping stone required to further the study of OOF as a 

phenomenon. Particularly in South Africa, factors hindering DHs in curricular leadership have 

gone unaddressed (Bush, 2018). The need for immediate action in this area is critical (Murphy 

& Bleiberg, 2019). The aim of the curriculum must be understood by all parties involved in the 

same way implementation processes must also be explained, and collaboration between 

stakeholders must be encouraged (Ogina, 2017). There is still a dearth of research on the 

obstacles faced by DHs in their function as curricular leaders (Albashiry et al., 2016).  

2.5.1  Ever-changing curriculum  

The DHs in South Africa have to keep up with an ever-changing curriculum. Since 1994, the 

South African educational system has undergone several well-documented modifications 

(Bantwini, 2017). Curriculum changes emanates from the necessity for society to reconsider 

the kind of citizen it wished to create through its educational programmes and policies (Francis 
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& Kuhl, 2022). In addition to the fact that the new curriculum introduces changes to goals, 

methods, and tactics that feel challenging to understand, it also affects how difficult it is for 

DHs to choose acceptable learning activity situations when moderating (Bowe et al., 2017). 

DHs should always be ready for changes in curriculum and should get regular training to 

overcome their challenges (Kasim et al., 2015). The DHs participating in a study by Tapala et 

al. (2020) indicated that they monitor subjects that they do not know and that they need regular 

training to keep up with the change in curriculum. The DHs to keep abreast with the changes 

and put them into practice (Olamo et al., 2019). According to Tapala et al. (2020), DHs consider 

the implementation of a new curriculum like CAPS as a hurdle. As soon as they become 

proficient in, the curriculum changes again, therefore out-of-field DHs are never prepared for 

the implementation of a new curriculum. It is essential to have the assistance of SMT, including 

the principal's position as a supervisor, in this increasingly complex situation (Carter & Abawi, 

2018; Valdivieso, 2020).  

2.5.2  Inadequate Professional Development  

The main obstacle for DHs is working without sufficient development (Munna & Kalam, 2021). 

Due to South Africa's constantly evolving curricular policies, the DH has grown to be an 

essential part of the educational system, assisting educators in comprehending and putting the 

changes into practice (RSA, 2009). Grootenboer et al. (2015) state that leadership has long been 

recognised as a crucial component of efficient school operations and that DHs can have a 

considerable impact on educators' professional growth. Unlike the principal, Liontas (2023) 

concurs with the earlier researchers and states that DHs can directly affect classroom practices, 

they are the key "instructional" and "curriculum" leaders who concentrates on the fundamental 

business of educational institutions, i.e. learning, and teaching. As a result, Grootenboer et al. 

(2015) conclude that DHs are in a strong position to lead professional development, promote 

and maintain effective teaching and learning practices in classrooms, and their leadership 

practices merit consideration. The DoE should also be aware of the need for regular training 

for DHs to be in full control of what is expected of them (Ogina, 2017). Sartori et al. (2018) 

state that some DHs were unable to perform their duties because they lacked the necessary 

training. Hartzell (2018) concurs that the lack of pre-and in-service professional training and 

preparation for a curriculum supervisory position results in DHs lacking the necessary 

curriculum leadership skills to carry out the systematic topic and general curriculum 

development tasks. DHs will not be adequately prepared to carry out the mandate given to them 
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if they are not properly trained (Grootenboer et al., 2015), rendering them helpless when it 

comes to training and developing their staff (Mampane, 2017) hence, DHs require adequate 

professional development.  

2.5.3  Lack of Resources and Facilities  

The lack of resources is a current and continuous barrier in schools. Buildings, furnishings, 

tools, libraries, computer labs, and textbooks, serve as the foundational teaching and learning 

materials which all fall under the category of inadequate resources (Veriava, 2017). The ability 

of DHs to perform their duties may be hindered by a lack of resources (Mabula et al., 2023). 

They also add that when there are not enough resources to support their work, DHs struggle to 

function at their best. Most DHs reported that they were lacking in one particular kind of 

resource or another (Maile, 2021). As seen by their comments, DHs identified a dearth of 

textbooks as the primary obstacle. Additionally, they stated how it can be challenging for 

students to work independently in some grades due to a scarcity of textbooks (Tapala, 2019). 

One needs the right tools for the job to be as productive as possible (Mabulala et al., 2023). The 

DHs' ability to complete their duties will be severely restricted if they are not given the 

appropriate teaching and learning resources for their classes.  

According to Mabula et al. (2023), several issues, including finance, stakeholder 

responsibilities, curricular changes, procurement procedures, and administration of textbooks, 

have an impact on textbook acquisition and availability for learners. According to Section 

21.1(c) of the South African School Act (SASA, 1996), public schools are required to obtain 

government school funds for the purpose of purchasing textbooks and other educational 

resources. The education department continues to be in charge of paying salaries and incurring 

costs for new structures, therefore the cash given to the schools does not cover these expenses 

(Mpolokeng, 2017). Due to the low funds that are allocated to schools by the government, 

sometimes schools must resort to raising funds to add to the shortages (Ngole & Mkulu, 2021). 

According to the Schools Act of 1996, all SGBs must make every effort to raise money to 

augment the school budget to raise the quality of instruction. According to Mpolokeng (2017) 

and Mashaba and Maile (2021), fundraising for impoverished schools is difficult because of a 

lack of financial literacy and fundraising project expertise. The procurement of teaching and 

learning resources, particularly textbooks, is hampered by the inability to generate additional 

funds, which in turn has a severe effect on teaching and learning (Mabulala et al., 2023).  
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2.5.4 Time Constraints    

Insufficient time is one of the challenges DHs experience in completing their roles. Time 

constraints make it difficult for DHs to complete some tasks (Tapala et al., 2020). As evidence 

of time constraints, Murphy and Bleiberg (2019) concur that conflicting priorities, as noted by 

some of the DHs, aggravate a shortage of time. DHs struggle with having little time to fulfil 

their obligations and expectations (England, 2022).  The majority impression of DHs in the 

(PPTA, 2016, p. 14) survey was that there is now an immense misalignment between the time 

and remuneration available for the role and the demands it poses. According to the literature 

referred to above, time constraints are problematic for DHs and hinder them from completing 

all their tasks in time.  

Time is a fundamental resource in every school because the curriculum depends on it (Tapala 

et al., 2021). The amount of fair time allotted to them each day will determine how the 

classroom times, athletic events, and extracurricular activities are timetabled (Lárusdóttir & 

O'Connor, 2017). DHs spent a lot of time dealing with administrative duties and inter-teacher 

conflict (England, 2022).  When DHs are involved in too many activities, they will fall behind 

on their work, which includes assessing how well educators and learners are doing (Ngole & 

Mkulu, 2021). Despite spending little time managing their departments and engaging in subject 

matter development activities, DHs are nonetheless expected to execute a lot of additional 

administrative duties such as planning and goal setting (Flückiger et al., 2015; Fullan, 2015; 

Javadi et al., 2017).  

2.6 Addressing the hindering factors  

Addressing the factors that hinder teaching and learning was the most difficult part of this 

chapter. There is limited literature on solutions for the hindering factors. Most of the authors 

have done much research on the hindering factors however not on overcoming these challenges.  

2.6.1 Ever-changing curriculum  

Administrative and professional assistance are two ways to overcome the challenges presented 

by the curriculum that is constantly changing in schools (Tapala, 2019).  To overcome the 

difficulties of implementing a new curriculum, Bakir et al. (2016) cited administrative and 

professional support as essential components. A leader who possesses a positive mindset can 

play a significant role in influencing DHs to also think positively about the change. According 

to Derrington and Campbell (2015) a principal that has a negative attitude towards curriculum 
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changes may cloud the DH's perspectives and that may cause challenges right at the beginning. 

When DHs are going through changes that call for action, self-efficacy is crucial for principals 

to positively impact and motivate them (Budak, 2015). Similarly, Mehdinezhad and Mansouri 

(2016); and Budak (2015) discovered that trust-building was crucial, along with principals' 

attitudes towards establishing visions and goals. Principals are heads of schools therefore they 

should be exemplary (Musundire & Dreyer, 2019). The attitudes of the principals and DHs will 

also play a role in how well the curriculum is implemented (Thorn & Brasche, 2015). Support 

is offered through various professional development opportunities and PLCs, which are 

intended to address any issues that might prevent the successful implementation of a change 

(Hall, 2015).  

2.6.2 Inadequate Professional Development  

Professional development takes place once a year, at the beginning of each year, and is solely 

relevant to DHs and educators of the subject fields (Christie & Monyokolo, 2018). It may be 

conceivable to use DH collaboration time as the primary source to enhance instructional 

practises at each site to address the lack of professional development funds and professional 

development days that are expected to capacitate OOF DHs (Hartzell, 2018). At least one day 

per month is set aside for collaboration at five out of the six schools stipulated in the Liontas 

(2023) study results. DHs could get together to discuss issues they have encountered when 

supporting areas outside their fields of expertise and to brainstorm possible solutions. Meeting 

once a month, or even twice a month, may not be sufficient, according to Grootenboer et al. 

(2015), to address all the essential elements of enhancing the level of learner’s performance. 

Educators who have been identified as possessing effective techniques and abilities might serve 

as role models and leaders for other educators who wish to increase their effectiveness (Ogina, 

2017). Even for DHs, those with greater in-depth knowledge and experience of the subject can 

serve as human capital to help those who still lack knowledge. PLCs might be the answer that 

doesn't require funding from the department or the schools however, DHs can continue to 

receive sufficient support from PLCs. A group of educators that collaborate frequently have a 

variety of educational ideas, work ethics, personalities, and professional goals in common (Jao 

& McDougall, 2016).   
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2.6.3 Time constraints  

Due to the number of responsibilities they have, DHs are overloaded with work, and they need 

strategies to overcome time constraints. Workload and stress are significant elements that have 

an impact on time management, according to Gul, Talat et al. (2021). The solution to time 

constraints, Tapala et al. (2020) suggest is Encouraging Effective Time Management (EETM). 

Time management alludes to a set of abilities to manage and utilise time effectively (Murphy 

& Bleiberg, 2019). This begins by developing a capacity-building program that should train all 

the departments for the implementation of EETM (Javadi et al., 2017) followed by training that 

should be backed up by post-implementation feedback so that any gaps can be identified and 

addressed (Murphy & Bleiberg, 2019).  Bukhari, Gul, Bashir et al. (2008) suggest time 

management techniques that contain techniques, such as prioritising tasks that are essential for 

management and administration to develop short-, medium-, and long-term goals for achieving 

organisational objectives. Planning an excessive quantity of work for one day or one week can 

lead to a panic attack (Gul et al. 2020). Greif and Palmer (2022) make the following additional 

recommendations for efficient time management: DHs must take short breaks during meetings, 

speak with others directly, and hold brief but important meetings.   

2.7 Theoretical framework  

This study has adopted leadership for learning theory by Hallinger (2011) as the theoretical 

framework underpinning it to make meaning of what the DHs understand about their roles and 

the manner they perform those roles in supporting TL in their OOF subjects. The theoretical 

framework serves as the dissertation's overall “blueprint” (Osanloo & Grant, 2016). As a result, 

it influences the research design and data analysis strategy a researcher chooses (Adom & 

Hussein 2018). The theory of leadership for learning provides a lens through which to see the 

various perspectives and experiences of DHs as well as a means of analysing and interpreting 

the data that has been generated.  

2.7.1  Leadership for Learning Theory   

Supporting teaching and learning is a task that requires different approaches. Leadership for 

learning theory (LFL) refers to strategies used by school leaders to accomplish significant 

educational goals, with a special emphasis on learners learning (Hallinger, 2003). School 

leaders must be able to identify appropriate leadership styles in different day-to-day situations 

the school faces. The LFL framework has a combination of instructional, distributed, shared, 
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and transformational leadership styles that can have a positive impact on pupil learning and 

school reform (Hallinger, 2011). Hallinger and Heck (2010), further say that LFL refers to 

management positions such as the principal, deputy principals, and DHs exercising leadership 

over the entire school. DHs work closer with educators in their departments and using LFL 

theory can help achieve better outcomes for learners.   

Several factors must be scrutinised to achieve the vision and goals of the school. According to 

Hallinger (2011), the context of the school and the surrounding environment affects leadership. 

Leaders’ attitudes, values, knowledge, and experience are crucial (Hallinger, 2011). The 

leadership of learning encompasses not only the understanding of the educational environment 

by leaders, but also the attributes of the leaders themselves, including lessons learnt in their 

careers and values. This indicates that a leader's traits influence how they practise their 

leadership every day of their lives (Buthelezi, 2017). LFL and school results are mediated by 

school-level factors including vision and goals, academic structures and processes, and human 

capital, which causes leadership to be indirectly enacted towards learning outcomes (Hallinger, 

2011). The model shown in Figure 2.1 below combines conceptualisations constructed by 

leadership researchers, including Bass (1990), Bossert et al. (1982); Hallinger and Heck (1996); 

Hallinger and Murphy (1985); Kouzes and Posner (2007); Leithwood et al. (2006) and Pitner 

(1988).  
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Figure 2.1 Leadership for Learning Model adopted by Hallinger (2011)  

The model of leadership for learning addresses a variety of assumptions that ensure that 

learning takes place in a school with positive outcomes. According to Hallinger (2011), it first 

highlights the fact that leadership is exercised in the context of an organisational and 

environmental setting. The community, institutional structure, and social culture are all parts of 

the "open system" in which school leaders work (Bossert et al., 1982; Leithwood et al., 2010; 

Mulford and Silins, 2009). It is not enough for school leaders to set a vision and goals in 

isolation however, they also need to understand the community the school is located in. The 

opportunities and limitations present in the school organisation and its surroundings both 

influence and form effective leadership (Bossert et al., 1982; Bridges, 1970, 1977). The leader’s 

personality traits also influence how they exercise their leadership (Hallinger, 2011). I wish to 

direct attention in particular to the personal beliefs, opinions, experience, and expertise of 

leaders as sources of variation in leadership practice (Leithwood et al., 2006). The figure, 

according to Hallinger and Heck (1996), Leithwood et al. (2010), Robinson et al. (2008), 

demonstrates that leadership does not directly affect pupil learning but rather that its effects are 

mediated by conditions and processes at the school level. Furthermore,  

Hallinger and Heck (1996), Mulford and Silins (2009), and Figure 2.1’s double-headed arrows 

demonstrate that school leadership both influences and is influenced by these school-level 

circumstances. The LFL model contains four dimensions, which are: (a) values leadership; (b) 

leadership focus; (c) context for leadership; and (d) sources of leadership. A brief discussion of 

these dimensions follows next.  

2.7.1.1 Values leadership  

Values specify the goals that leaders pursue as well as the ideal strategies they will use to get 

there (Hallinger, 2011). Myende et al. (2022), adds to this by suggesting that the values focus 

primarily on what schools stand for, which is the learner's academic accomplishment. 

Additionally, this articulates the significance of personal values and culture in forming the 

leadership of school leaders (Chiororo, 2020). How DHs are going to achieve their goals in 

their departments will be shaped by what they stand for, the department’s goals and culture can 

enhance the school’s environment. According to Hallinger (2011), leaders need to be aware of 

the institution's underlying values. This study intends to emphasise the dynamics of supporting 

subjects that DHs majored in and those they regard to be OOF subjects by examining their lived 



29  

  

  

experiences. The DHs’ clear vision of how they will achieve their goals will shape how they 

think and be more intentional with regard to how they carry themselves in supporting TL, 

producing positive outcomes.   

The school leaders should consider the personal and professional beliefs of other stakeholders 

and embrace them rather than dictating the school’s principles to foster a sense of community 

and an emotionally stable learning environment (Hallinger, 2011).  It is of utmost importance 

that DHs embrace the values that educators in their departments have about achieving the same 

goals. This assures educators that the values for achieving goals are not set by one individual, 

but their values are respected and considered by the DH. Concerning values leadership, 

Hallinger (2011) contends that executives need to be aware of the institution's prevailing values. 

In conclusion, leaders' beliefs and behaviours are influenced by their values, which also present 

possible tools for collaborating with and enhancing the school's learning culture.  

2.7.1.2 Leadership focus  

The idea of leadership focus refers to the different ways that a school leader's leadership 

influences and has impact on wide school learning that is thought to be very influential in 

fostering academic achievement in schools (Hallinger, 2011). Leadership focus concentrates 

on the three key channels or routes that connect learning and leadership which are: vision and 

goals; academic structures and processes; and people.  

2.7.1.2.1 Departmental vision and goals  

The most important way that school leaders can influence learning is through their vision and 

goals (Hallinger & Heck, 1996). Considering the school's vision and goals, DHs might need to 

create a departmental vision and goals that support the school’s overall vision. Vision refers to 

a broad picture of the direction in which the school seeks to move (Chiororo, 2020). On the 

other hand, goals refer to the precise objectives that must be met to move towards that vision 

(Hallinger, 2011). There are two ways vision and goals can shape the school and departments. 

One of which, they motivate others to give their time, energy, and sometimes even make 

sacrifices to advance a common objective (Hallinger, 2011). In the theory of transformative 

leadership, the motivational force of vision is highlighted (Hallinger & Heck, 2002; Leithwood, 

1994). Vision and goals must be clearly stated by leaders in schools to all stakeholders with the 

intention of everyone achieving them.  
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2.7.1.2.2 Academic structures and processes  

Schools have structures and these structures depend on numerous factors. Effective leadership 

promotes academic structures that let staff members directly influence teaching and learning, 

enhance staff teamwork and cooperation, and reduce conflict to promote beneficial synergies 

(Hallinger & Heck, 1996, 2010). Hallinger (2011) makes the case for improvements in how 

school leaders oversee educators’ professional growth as a major factor in how well students 

learn. Amongst many other roles, scholars such as Seobi and Wood (2016), Gumus et al. 2018; 

Tian et al., 2016, and Valle et al. (2015) affirm that DHs may appoint educators in their 

departments to develop and support other educators in their departments with the necessary 

skills and knowledge. According to Chiororo (2020), educational leaders should establish both 

formal (such as professional learning communities, departmental meetings and targets, and 

communities of practice) and informal structures (such as social gatherings and fund-raising 

events, parent meetings, and consultation days) that promote cooperation among school 

stakeholders to enhance the learning of pupils. Collaboration and gatherings that include 

stakeholders assist in safeguarding the vision and goals of the school by educating, training and 

informing all stakeholders.   

2.7.1.2.3 People   

According to Hallinger (2011), research on organisational learning and human capacity 

development increased in the late 1990s. Hallinger (2011) defines capacity building as a broad 

term that emphasises the growth of both the organisation and its members. Organisational 

stakeholders, especially DHs need to be capacitated with knowledge and skills to ensure that 

teaching and learning are supported thus resulting in positive outcomes for learners. A strong 

supporter of this viewpoint, Fullan, states that it is becoming more and more obvious that 

leadership at all levels of the system is the key lever for reform, especially leaders who focus 

on capacity building and develop other leaders who can carry on (Fullan, 2001). DHs ensure 

that their department provides clear goal setting, curriculum alignment, teaching observations, 

teacher development, strategic planning and a focus on the importance of allocating resources 

since this will promote teaching and learning to produce positive learner outcomes.  

2.7.1.3 Context for Leadership  

Schools are built in different environments and these plays a significant role not only in shaping 

schools but also in leadership. According to Chiororo (2020), every school has a particular 
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context, and multiple leadership styles are required to handle various circumstances. Without 

an understanding of the school context, it is impossible to fully comprehend student learning 

outcomes and leadership because any leadership is informed by external and internal contexts 

that both present opportunities or threats and lead to situational leadership (Hallinger, 2011). 

The school context, which is determined by the organisational structure of the school, the 

personality traits of the staff, the power dynamics at play, and the accessibility of resources, is 

the setting in which school leaders work (Hallinger, 2011). Understanding the schools’ internal 

and external environment will assist leaders in implementing appropriate leadership styles. The 

environment of the school has a significant impact on its performance (Hallinger, 2011).  

2.7.1.4 Shared leadership  

For centuries, not just decades, the issues of whether, why, and how to share leadership have 

been at the forefront of discussions of leadership (Bass, 1990). According to Hallinger (2011), 

school leaders can share their leadership in many ways, including through strategies and actions 

that involve stakeholders in decision-making that affects their lives or places of employment. 

Other ways include delegation, consensus-based decision-making, input, and voting. Leaders 

who have mastered shared leadership in their schools stand a greater chance of positive learner 

outcomes. Recently, distributed leadership and collaborative leadership have been investigated 

as forms of shared leadership (Crowther et al., 2008; Gronn, 2009; Murphy, 2005). To enable 

more stakeholders to share power and leadership through participating in decision-making, 

schools should diversify and expand their sources of leadership (Hallinger, 2011). School 

leaders sharing leadership develops educators professionally, and educators see themselves as 

being trusted with responsibility. According to Myende et al. (2022), when an institution’s 

capacity grows, locating diverse leadership sources and collaborating with those sources of 

leadership are crucial to building the ability of the institution’s members.  

2.8 Theoretical framework justification  

While instructional leadership is usually viewed from the perspective of principals, leadership 

for learning theory broadens the parameters to other management structures such as 

departmental heads being instructional leaders of supporting TL in their departments. The 

significance of the DH position in LFL is demonstrated to be vital by the literature as it 

illustrates that they should have a clear vision and goals for their departments and be capacitated 

through training and academic structures and processes. The LFL model fits this study because 
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the personality traits and experience of OOF DHs determine the different leadership styles 

chosen while assessing their day-to-day encounters. The LFL model developed applies to this 

study because it is aligned with how DHs can enhance teaching and learning while achieving 

positive learner outcomes.   

2.10  Chapter Summary  

This chapter revealed three types of information that relate to this study. The evaluation is DHs 

have several roles and can safely conclude that DHs are overloaded. The core of this chapter is 

what is expected of DHs when looking at the meaning of supporting TL. This part explained 

that DHs are curriculum leaders, and they should provide human capital in the form of 

knowledge, skills, resources and teacher development. The difficulties experienced by DHs 

include a lack of training, lack of resources, and not enough support and encouragement for 

them to carry out their tasks, particularly in developing countries like South Africa. Lastly, the 

hinderances to supporting TL for DHs supporting teaching and learning are briefly discussed.  
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CHAPTER THREE  

RESEARCH DESIGN AND METHODOLOGY  

3.1 Introduction  

Chapter two described the different roles that DHs perform to promote teaching and learning, 

as well as the various factors that either make these functions simple or complex. The current 

chapter presents the study’s methodology and research design. The chapter begins with a 

discussion of the research paradigm and methodology upon which the study is built and is 

followed by a description of the participant selection procedure (sampling). Then, specifics of 

the methodologies used for data generation and the process for data analysis are given. The 

chapter ends with a discussion of how trustworthiness and ethical considerations were 

addressed in the study, followed by an explanation of what were considered to be the study's 

limitations.   

3.2 Research paradigm  

This study was located within the interpretive paradigm as its epistemological, ontological and 

axiological base. Cohen et al. (2018) argue that a paradigm is how people view the world. An 

interpretive researcher's goal was to gain a deeper and more precise understanding of how 

people interpret the circumstances of their work and daily lives (Bertram & Christiansen, 2014). 

According to Manion and Morison (2011), the interpretive paradigm helped me better 

comprehend the world and the people who live in it. The interpretive paradigm's purpose was 

to understand how people create meanings from the events in their daily lives (Nzama, 2021). 

Pham (2018) further emphasises that the interpretive paradigm aids researchers in developing 

a more complete understanding of the world and the people who live in it. Through this 

paradigm, I was able to discover the different truths about what DHs understand to be their role 

in supporting TL in high schools.   

An interpretive researcher's goal is to better understand how people interpret the circumstances 

around their work and daily lives (Creswell & Poth, 2016). The ontological assumption is that 

reality is subjective and varies from one person to another (Beckera & Schad, 2022). Since each 

reality is uniquely created, there is as many realities as there are people (Ikram & Kenayathulla, 

2022). The experiences of DHs were different and subjective according to their interpretations 

and how they made meaning of challenges. The epistemological assumption of the interpretive 

paradigm is subjectivism which is founded on actual events occurring around the world (Ikram 
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& Kenayathulla, 2022). The existence of the world is based on our understanding of it (Grix, 

2018). This paradigm is appropriate because I wanted to understand how DHs support teaching 

and learning in out-of-field subjects. The interpretive paradigm backs up a worldview based on 

the different experiences and realities that DHs may be exposed to. How DHs make sense of 

their realities is subjective to each of them. DHs monitoring out-of-field subjects have unique 

strategies for overcoming obstacles and employing various techniques to support educators in 

their departments. The interpretive paradigm helped me to understand and identify DHs’ 

experiences of navigating through their daily duties and the factors that are enabling or 

hindering them from performing their role of supporting TL. As a result, the interpretive 

paradigm helped me learn about the reality of DHs through the perspectives, experiences, and 

backgrounds of participants (Mackenzie & Knipe, 2006). Thus, "through the eyes of the 

participants" lies the perspective from which the social environment can be understood (Cohen 

et al., 2018). Given that the interpretive paradigm's epistemological assumption of reality is 

that reality is socially produced, the interpretative paradigm was relevant for this research. 

Participants’ perspectives and an understanding of their experiences can only be narrated by 

DHs who are attempting to supporting TL in out-of-field subjects.  

3.3 Research Approach  

Creswell and Poth (2016) define a research approach as a set of directions and instructions that 

researchers need to adhere to when addressing a research problem. The research approach aims 

to choose an appropriate and justifiable course of action that may be used to provide empirical 

evidence relevant to the research questions (McMillan & Schumacher, 2010). This study 

adopted a qualitative research approach. According to Aspers and Corte (2019), a qualitative 

research approach often emphasises words rather than numerical quantification in its data 

generation and interpretation. Norman et al. (2021) argue that qualitative research is an 

emergent, inductive, interpretive, and naturalistic approach to the study of individuals, cases, 

phenomena, social situations, and processes in their natural settings. The approach reveals in 

descriptive terms the meanings that people attach to their experiences of the world. 

Additionally, Munhall (2012) emphasises that qualitative research entails broadly stated 

inquiries about human realities and experiences, investigated through extended contact with 

the participants in their natural environments and generating rich, descriptive data that will aid 

our understanding of the experiences of the participants. Stake (2011) added the four 

distinguishing characteristics of qualitative research, which are "holistic," "empirical," 
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"interpretive," and "emphatic." Utilising a variety of methods, the qualitative research design 

sought to better understand, and characterise detailed textual explanations of the nuances of 

people's experiences on particular problem or circumstance (Shaked & Schechter, 2017).   

An in-depth understanding of the many realities that people hold is the main objective of a 

qualitative research approach. I was able to view the different experiences of DHs attempting 

supporting TL in subjects they did not major in, through the lens of the participant’s practice. 

A qualitative research approach was most appropriate for this study since it falls under the 

interpretive paradigm, which supports the view that there are numerous socially created truths 

in the world. According to Creswell and Poth (2016), rather than focusing on the "when" and 

"where," the qualitative method of inquiry analyses the "what," "how," and "why" of decision-

making. The type of questions mentioned by Creswell and Poth (2016) aligns with the research 

questions of my study, which are:  

• How do Departmental Heads generally understand their role in supporting teaching and 

learning in subjects?   

• How do Departmental Heads play their role to support teaching and learning in out-of-

field subjects?   

• What factors enable or hinder Departmental Heads in supporting teaching and learning 

in out-of-field subjects?   

A qualitative research approach typically develops through social interaction, often with input 

from experienced participants, in a series of social experiences during which the person 

acquires an understanding of the meaning of behaviours as well as perceptions and judgements 

of the objects and circumstances that make the activity possible and desirable (Mey, 2022). One 

of the main features of qualitative research is that the emphasis is on meaning and 

understanding (Teti et al., 2020) which means that the main goal of this methodology is to 

understand the phenomenon being studied from the participants' perspectives rather than mines.   

3.4 Research Methodology  

This study aimed to understand the experiences of DH’s supporting TL in out-of-field subjects 

using a case study method. Case study research is defined by Nieuwenhuis (2007), as “a 

systematic inquiry into an event or a set of related events that aims to describe and explain the 
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phenomenon of interest”. Thomas (2021), in a similar vein asserts that case study research 

entails a detailed, contextualised scientific probe into comprehending a real-world event.   

Since the precise occurrence or how it occurs is documented, Cohen et al. (2018) state that a 

case study is a descriptive investigation. According to Harrison et al. (2017), a case study entails 

a thorough investigation of a real-life occurrence within its context. A case might be any 

individual, group of people, organisation, event, or problem (Harrison et al., 2017). In this 

study, the case is the DHs experiences. Flick (2018) offers additional justification for using a 

case study, noting how easily the examination of the research phenomena is made through using 

case study research. Using a case study helped me to create knowledge as a specific case is 

examined to explore life in that context (Yin, 2009).  

Furthermore, Yazan (2015) states that a case study design should be used when the following 

conditions exist: (a) the goal of the study is to provide "how" and "why" explanations; (b) 

participant behaviour cannot be controlled; (c) we want to cover contextual conditions because 

we believe they are relevant to the phenomenon under study; or (d) the boundaries between the 

phenomenon and context are ambiguous. In this study, the above conditions exist in that the 

study aimed to understand the how and why explanations of DHs supporting out-of-field 

subjects.  

According to Cohen et al. (2018), the primary goal of case study research is to accurately 

portray what it is like to be in a particular circumstance and in this study, I explored what it is 

like to be a DH supporting teaching and subjects one did not major in. Case studies aim to 

explain why things happen in a certain way to illuminate and foreground insights on similar 

circumstances from a single example, which necessitates a thorough investigation that will 

provide an in-depth description of the phenomenon under research (Cohen et al., 2018). This 

design proved to be suitable for my study because when DHs shared their roles and the different 

strategies, they use to perform these roles to achieve the vision and goals set for their 

departments, it gave me insight into the nature of supporting TL in subjects beyond one’s 

majors.   

3.5 Sampling 

In this study, I used purposive sampling. Purposive sampling refers to the procedure wherein 

the researcher employs their own discretion to select participants who possess unique and 

specialised information regarding the topic that is under research (Rahi, 2017). Maree and 
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Potgieter (2018) and Korstjens and Moser (2018) state that sampling is the process of choosing 

or looking for circumstances, environments, and/or participants who provide rich data on the 

phenomenon of interest. Since a qualitative case study focuses on a limited number of varied 

groups, the sample size is often modest (Windsong, 2018). Purposive sampling was used to 

select the participants in this study. Purposive sampling, according to Cohen et al. (2011), is 

the process of choosing cases with a wealth of information for in-depth analysis. Setia (2016) 

suggests that purposive sampling is necessary if the researcher wishes to gain a better 

understanding of the phenomenon being investigated. Purposive sampling was appropriate for 

this study as DHs of secondary schools were chosen because they support subjects they did not 

specialise in within their departments. The parameters for the selection of eight secondary 

school DHs were specifically chosen for this study because according to Malloy (2017), 

purposive sampling is mostly useful in small-scale studies. Chapter Four provides a thorough 

explanation of the research site and participants.  

3.6 Data generation  

This study used semi-structured interviews as a method of data generation. These interviews 

are defined as a “two-way dialogue between two or more people in which the interviewer 

questions the interviewee to gather information and learn about the thoughts, convictions, 

perspectives, and practices of participants” (Maree, 2007, p.9). According to Magaldi and 

Berler (2020), semi-structured interviews provide participants with additional chances to 

clarify and explain what they meant, as well as allow for further questioning and clarification 

of their responses. This approach helped clarify DHs' roles as educational leaders in supporting 

TL in subjects they did not specialise in. A semi-structured interview proved to be suitable for 

this study because, as Mahat-Shamir et al. (2021) contend, a thorough interview requires 

several pre-planned questions. It allowed a certain degree of flexibility in this kind of interview 

(Ahlin, 2019). In the semi-structured interview, I asked open-ended questions to eight DHs 

supporting out-of-field subjects as opposed to strictly adhering to a predetermined, predefined 

list of inquiries. I created questions and discussions based on DHs’ daily experiences at the 

workplace. The questions were drawn from research question of this study. Which I was able 

to rephrase questions if the participant did not understand the question. I also had follow-up 

questions when participants had given inadequate information. The use of a semi-structured 

interview method promoted dialogue on both sides. According to MahatiShamir et al. (2019), 
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semi-structured interviews are a flexible method of gathering data since it allowed me to 

construct their questions on what interviewees have said.  

Semi-structured interviews were conducted with eight DHs. The various levels of experience 

that DHs had in their fields of employment gave me a broad variety of knowledge and 

understanding of their roles. Semi-structured interviews are crucial because they allowed me 

to learn essential information about the participants' experiences, viewpoints, attitudes, and 

feelings, all of which need to be thoroughly examined (Bertram & Christiansen, 2014). 

Furthermore, using qualitative research interviews helped me to focus on specific topics and 

explore DHs' experiences in supporting TL in out-of-field subjects (Cohen et al., 2011). This 

method of data generation was therefore deemed appropriate for my study because I wished to 

draw forth the experiences and views of the DHs specifically in out-of-field subjects. Research 

participants could freely express their views during semi-structured interviews, and I had the 

chance to conduct follow-up questions to clarify any points raised that I did not understand 

(Hans-Gerd, 2017). The interviews took approximately 45 minutes per participant. I prepared 

a semi-structured interview schedule (Appendix F) as a guide for the interviews. As a 

researcher, I was responsible for directing the interview conversation towards the participant 

and research questions of my study (Creswell, 2014).  Even though interviews are thought of 

as an efficient data collection approach, Creswell (2014) asserts that the data collected during 

interviews may be biased because the viewpoints of the participants are the main focus. Since 

it is not always possible to write down every point made during a semi-structured interview, 

the interviews were voice-recorded.  For each interview, I recorded the audio using a digital 

audio recorder, thereafter I transcribed all interviews. The interviews were done at the 

participants schools after school. This ensured that the participants were in their normal 

working environment and that their work was not disturbed by their participation in the study.  

3.7 Data analysis  

According to Cohen et al. (2018), data analysis is a procedure in which I examines the data 

produced to identify any visible themes, patterns, categories, regularities, or abnormalities. A 

qualitative study's data analysis, according to Cohen et al. (2011) and Yin (2014), is the process 

by which the researcher organises, interprets, and accounts for the data. Defining data analysis 

as a process of identifying and tabulating data generated. Lemon and Hayes (2020) state that 

there is no one right approach to examining data for a qualitative study instead, information is 

analysed according to its suitability for the goal. Therefore, data generated is analysed based 
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on fitness for purpose. Simply put, this means that the type of analysis that takes place in a 

research project depends on the goal of data analysis (Cohen et al., 2011).  

In qualitative research there are two ways to analyse the data (Ngcobo, 2020) these are inductive 

and deductive approaches. According to Bertram and Christiansen (2014), the inductive 

approach divides the data into categories and looks for patterns within the categories to help 

uncover new themes. The second approach is deductive analysis, which begins with a broad 

hypothesis about the subject and develops themes and categories based on that theory (Varpio 

et al., 2020). This study used an inductive approach since it analysed data using a model that 

claimed that data analysis contains three phases sorting, organising, and making meaning of 

the information collected (Mezmir, 2020). Mihas (2019) identifies three methods for analysing 

interview transcripts in a study where data was gathered through interviews: thematic, content, 

and discourse analysis.  

This study follows an inductive approach where interview transcripts were analysed 

thematically. The background for the creation of particular meaning units and subsequent 

themes was provided by the researcher's familiarity with the audio recordings through listening 

to and rereading the transcripts multiple times while taking notes (Braun & Clarke, 2006). This 

was done to better understand the information the interviewees shared. Quotations from 

transcripts that shared common traits were categorised and coded during the coding process. 

According to Lemon and Hayes (2020), coding is the process of structuring and categorising 

qualitative data. Large volumes of data are generated through qualitative research, and as a 

result, codes with similar meanings were grouped under emerging themes from the data (Lemon 

and Hayes, 2020). Additionally, the themes were cross-checked to ensure their relevance to the 

coded extracts.  

The interviews with participants were audio-recorded while I was taking notes, which is more 

accurate than only taking notes during an interview (Mihas, 2019). As a result, I was able to 

create a text copy of the semi-structured interviews by transcribing the interview data generated 

from the participants. Henning (2004) asserts that audio recording and transcription are 

essential because it enabled me to plan and prepare data analysis. In this study, I did my 

transcription of the interviews so that I could become familiar with the data and interpret it.  

The analysis was driven by the six stages of thematic analysis proposed by Braun and Clarke 

(2006), which are as follows: Getting familiar with the data entails transcribing it, reading it 
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again, and making initial notes. Coding: This is the process of scouring the full data set for 

intriguing patterns or features. Trying to find themes by assembling all information pertinent 

to each theme and grouping codes into viable themes. Examining the themes' compatibility 

with both the complete data set and the coded extracts. Identifying and defining the topics.  

Each theme has precise names and definitions. Making a formal report of the analysis by writing 

up (Ngcobo, 2020).  

3.8 Trustworthiness   

According to Noble and Smith (2015), the dependability of research, in terms of its 

appropriateness and the integrity of its conclusions constitutes its trustworthiness. 

Trustworthiness is used in a qualitative investigation to support the idea that the results are 

significant. The credibility, transferability, dependability, and conformability of data is 

considered in a qualitative study (Creswell & Creswell, 2017). The next paragraphs go into 

detail about the four aforementioned concepts.    

3.8.1 Credibility  

Credibility is the degree of assurance that the research findings are accurate. To determine 

whether the research findings are credible, information that is derived from the participants' 

original data should accurately reflect the participants' initial viewpoints (AlFarraj et al., 2021). 

The participants' interviews were recorded through a voice recorder and when the interview 

was completed, I forwarded the transcript to all the participants for them to read and, check if 

the interview was captured accurately and they signed the transcripts to approve them. This 

was done to make sure that everything the participants stated was captured accurately. Daniel 

(2019) asserts that member checking improves the results' credibility by allowing participants 

to comment on how well the interpretation matched the personal experiences they attempted to 

portray in the interviews. Participants were also given a chance to read the transcripts.   

3.8.2 Transferability  

The degree to which qualitative research findings can be applied to different contexts or settings 

with different participants is known as transferability (Krefting, 1991).  Therefore, I thoroughly 

described the methodologies utilised throughout the research to ensure that the conclusions 

may be transferrable. The data reported in this study showed that there is no single view expressed 

by all participants at all times; it is subject to change depending on the setting and departmental 
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head. The findings of qualitative research like this cannot be applied to an entire population. 

This is because interpretivism limits the research to small, specific surroundings and 

individuals; it cannot be generalised to a broad population under the assumption that all of the 

circumstances are the same (Bryman, 2012). Additionally, a thorough explanation was provided 

of the school where the study was conducted, together with a description of the school's profile 

and the profiles of the participants who were participating, as well as a clear explanation of the 

research methodologies used and the amount of time spent gathering data.   

3.8.3 Dependability   

Dependability is determined by the researcher's inquiry into the rationality, thoroughness, and 

audibility of the study process (Hans-Gerd, 2017). The research design and data generation 

method are covered in-depth in this study. By ensuring that participants' interpretations of the 

data were accurate, the issue of dependability was also resolved. In the chapter on data 

presentation, verbatim quotes are utilised to explain the source of the researcher’s view.   

3.8.4 Confirmability   

According to Krefting (1991), biases should not be present in the research process or findings 

of qualitative studies. Confirmability refers to the research objectivity during the generation 

and analysis of data. Confirmability can be improved, according to Bertram and Christiansen 

(2014), by being transparent about the research process. Additionally, confirmability occurs 

when I offer proof that backs up the conclusions and analysis via auditing (HansGerd, 2017). 

Confirmability also proposes a means to demonstrate quality. In this research, I upheld 

objectivity and impartiality. The findings of the study were based on participant perceptions of 

the research context rather than my assumptions. I made sure that the interpretations were 

supported by the participants' audio recordings and transcripts to establish confirmability.  

3.9 Ethical Issues  

When interacting with people to gather data, ethical consideration concerns what is morally 

acceptable or unacceptable (McMillan & Schumacher, 2010). According to Adu-Gyamfi and 

Okech (2010), a study must not be open to abuses including misrepresentation, 

misidentification, and betrayal of confidence, nor should it put its participants in danger. 

According to Lovat (1998), ethical issues in research are necessary for a study to become 

professional. This is possible through the established approaches of autonomy and integrity 

(AduGyamfi & Okech, 2010; Lovat, 1998). According to Creswell (2012), respect for the 
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participants, informed consent, confidentiality, voluntary involvement, protection of the 

participants from harm, and compassion are all important ethical considerations. I received 

ethical approval from the University of KwaZulu-Natal to conduct this study. Participants were 

guaranteed their confidentiality and anonymity by avoiding mentioning their identities or the 

names of the schools where they were employed during the interviews.  I explained all the rules 

and procedures governing this research, including obtaining a gatekeeper’s letter from the 

KwaZulu-Natal Department of Education to do my research, which was obtained during the 

application for ethical clearance. DHs taking part in the research were required to fill in and 

sign a consent form indicating their acceptance of the research. My application for permission 

to conduct the study in the chosen schools was approved by the provincial Department of 

Education. Additionally, the principals of the sampled schools were consulted and gave their 

consent for research to be conducted in the eight secondary schools.  

It is important to note, however, that I could not have conducted this study without first 

receiving ethical approval from the University of KwaZulu-Natal, authorisation from the 

KwaZulu-Natal Department of Education, and gatekeeper's permission from the 

uMgungundlovu District. This was in addition to gaining the informed consent of the 

participants of this study. The UKZN Research Ethics Committee (HSSREC), the KwaZulu-

Natal DBE Head Office, the uMgungundlovu Education District, and the individual principals 

of each school all gave their permission before I attempted to conduct interviews with the DHs 

of the sample schools. These requests were all granted.  

3.10 Limitations of the Study  

Study limits are regarded as serious problems that are outside my control and have the potential 

to undermine the study (Theofanidis & Fountouki, 2018). The limitation for this study was that 

there were only eight secondary departmental heads who participated in this small-scale study. 

Therefore, the findings cannot be generalised to the entire province of KwaZulu-Natal due to 

this element of restriction.  

3.11 Chapter Summary  

This chapter described the research design and methodology that were applied to generate the 

study's data. After that, it explored how the study was shaped by the research paradigm and 

research approach. This study used a thematic analysis approach to analyse the data. This 
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chapter concluded with a discussion that tackled significant ethical concerns such as the 

principle of anonymity and informed consent, as well as issues of trustworthiness. 
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CHAPTER FOUR  

PRESENTATION AND DISCUSSION OF FINDINGS  

4.1 Introduction   

The previous chapter presented in detail an outline of the research design and methodology 

used to generate data for this study. This chapter presents and discusses the findings that were 

generated through semi-structured interviews. Here, eight OOF DHs were interviewed 

regarding their lived experiences of supporting TL in subjects they did not specialise in. In this 

chapter, I present and review the findings of the interviews. To ensure that the original 

participants’ voices are preserved and to increase the credibility of the research findings, I give 

verbatim statements from the participants. To contextualise the findings, a brief description of 

the research site and participants is given at the beginning of this chapter. The themes that 

emerged from the data are then explored by the researcher, including how DHs support teaching 

and learning in out-of-field subjects.  

4.2 Profiling of the sites and participants  

Semi-structured interviews were conducted with eight participants from eight different 

secondary schools in the uMgungundlovu district. All participants are DHs who are monitoring 

out-of-field subjects, with experience from one to seventeen years. Two of the participants 

monitor the Humanities department, two participants monitor the Commerce department, two 

participants monitor the Science department, one participant monitors the Languages 

department and the last one monitors the Technology department. This is shown in the table 

4.2.1 below.   

Table 4.2.1: Participants’ Profiles  

Pseudonyms   G  YE  Department 

monitoring  

Subject majors  OOF subjects  Age  

Mr One  M  10  Humanities  History  &  

Social Science  

Geography  FET,  Life  

Orientation & Creative Art  

40-50  

Mrs Two  F  17  Technology  Woodworking,  

Engineering  

Graphics  &  

Design  

Mathematical Literacy, 

Agricultural Science &  

Technology  

50-60  

Mrs Three  F  13  Commerce  Business  

Management,  

& Accounting  

Tourism, Geography, Life 

Orientation, Creative Arts & 

Economics  

50-60  
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Miss Four  F  6  Sciences  Mathematics &  

Physical  

Sciences  

Life Sciences, Technology, 

Natural Sciences & Social 

Sciences  

30-40  

Mr Five  M  1  Humanities  Mathematics &  

Physical  

Sciences  

Life Orientation Grades, 

Social Sciences, & Creative.  

20-30  

Mrs Six  F  10  Languages  Isizulu, English 

& History  

Geography, Tourism, Life 

Orientation, Social Sciences  

& Creative Arts  

  

50-60  

Miss Seven  F  5  Commerce  Economics,  

Business  

Studies & EMS  

 Accounting & Tourism  30-40  

Mr Eight  M  8  Sciences  Mathematics &  

Physical  

Science  

Life Science, Mathematical 

Literacy, Natural Science &  

Technology  

  

40-50  

YE= Years of Experience as DH  G= Gender M= Male F= Female  OOF = Out-of-field  

  

4.3 Findings and Discussion   

This section presents and discusses the findings drawn from the experiences of DHs in 

supporting out-of-field subjects. Firstly, the section looks at the DHs’ understanding of their 

role in supporting TL, secondly, it explores how DHs perform these roles in their OOF subjects, 

and lastly, it considers the factors enabling and hindering DHs in performing their role of 

supporting TL in their OOF subjects. The above areas were constructed from the research 

questions of this study and they form the main themes used to report and discuss the findings. 

The sub-themes were constructed from the issues that emerged from the data analysis process.    

4.3.1 Departmental Heads’ Understanding of their Roles  

During the semi-structured interviews, DHs were asked several questions about their general 

understanding of their role. During interviews, several understandings of roles emerged. The 

themes that emerged include the provision of guidance and support, monitoring of curriculum, 

determining the subject needs, aligning with the vision and goals, and moderation of tasks.  

These themes are discussed in detail in the next sub-sections.  
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4.3.1.1 Provision of guidance and support    

After thorough engagement with the data generated from the eight participants, it became 

evident that DHs understood their role to entail the provision of guidance and support to 

educators. The provisions of support and guidance as understood by DHs in this study included 

ensuring that there was development and training of educators, provisions of mentoring, and 

induction, and lastly delegation of roles. Concerning the above, Mrs Two explained that she 

understood her role as providing guidance and support, especially in relation to the Annual 

Teaching Plan (ATP), provision of homework, remedial and practical work, and guidance on 

teaching methodologies. This is what she explained:    

My role as a DH in my understanding is that I must give guidance and support to 

educators that are under my department. I must give guidance for example on the ATP, 

homework, teaching methodology, remedial work, practical work and guidance on 

teaching methodologies.  

Mrs Six and Mr Eight shared the same sentiments regarding the role of providing guidance, 

Mrs Six explained that she understood her role to be developing educators. She said, “My role 

is to develop educators because you may find that the teacher is not aware of how to set the 

question paper correctly. I am not here to check for mistakes but to guide”. Similarly, Mr Eight 

explained that he was the first one to support educators dealing with challenges they 

encountered. He said, “If educators in my department experience challenges, I know that I am 

the first contact for educators. I assure educators that they must feel free to consult me when 

they need guidance anytime”.    

Miss Four’s explanation was not different from the above participants however, she was 

specific that she understood her role to include encouraging educators to attend workshops 

especially to gain the support she could not provide as an OOF DH. She stated:  

My role is to develop educators, if a teacher has a problem, I advise on how to resolve 

that problem. I sometimes give them strategies they can use when they are teaching a 

certain topic. I also encourage educators to go to workshops so that they will be able to 

get the support they require especially where I can’t provide.   

In the same vein, Mrs Three also explained that the DHs’ role is to encourage educators to 

attend workshops for guidance and support, in the subject they could not guide. She stated, “I 

am a person who has to support and guide educators in my department in every way that they 

may require however, for subjects I don’t know I encourage the educators to go to workshops.”   
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Like Mrs Three, Mr One explained that he does not have content knowledge for some subjects 

in his department, however he adds how important it is for him to share how vital attending 

workshops is as it provides support and guidance to educators. He expounded:  

I make sure that educators know the importance of attending workshops because that 

is where they will be getting the assistance, support, and guidance they require for 

teaching and learning to take place effectively. I do not know some subjects, so I 

make sure that educators attend subject workshops.  

Mrs Two and Mrs Six also highlighted that their understanding was that they needed to support 

educators by providing mentoring however, their explanation was specific to novice educators. 

Mrs Two understands her role is to perform induction for novice educators on what is expected 

from them. She said, “I am responsible for doing an induction of new educators joining my 

department to train and make sure that are fully aware of what is expected of them”.  Similarly, 

Mrs Six stated that she is responsible for mentoring both experienced and novice educators.  

She explained, “In my role as a DH, I must mentor educators in my department and capacitate 

novice educators about what is expected from a teacher.”   

Mr One shares the importance of attending workshops for educators in his department and he 

encourages them to attend. However, it emerged from his utterances that he did not only rely 

only on workshops, he allocated subject heads to assist him in supporting and guiding subjects 

he did not know.   

I ensure that educators know the importance of attending workshops because that is 

where they will be getting the assistance, support, and guidance they require for 

subjects. Finding the relevant head of subject that will assist in ensuring that educators 

are supported and guided is also a role of mine.  

In the following extracts, participants shared further what they understood to be their role. Mr 

Five understands his role to provide strategies and address challenges. Mr Five stated “My role 

is also to mediate problems we face in the department. Addressing challenges that my educators 

have will help get efficiency from them.” Mrs Six, in this instance while she was speaking of 

her understanding of her roles, did not necessarily say this is what she understands instead she 

stated what she did, and it emerged that she assists educators with topics that might be 

challenging for them. She explained “I avail myself to educators in assisting them with topics 

which maybe they feel are challenging for them. Where they experience challenges, I am here 

to support them.”  

Unlike the other two participants Mr Five and Mrs Six came up with strategies themselves, Mr  
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Eight expressed that he brainstorms with educators. Mr Eight said, “If educators encounter 

challenges, we brainstorm ideas with educators in the department to overcome those 

challenges.” Mrs Three on the other hand explained that she does research on the internet and 

provides it to her educators as a way of providing guidance and support to her educators. Mrs 

Three expounded “I do my research on the internet and provide it to my educators so that they 

also see that I am trying to assist even though I do not know the subject.”  

 In the semi-structured interviews, DHs shared that they communicate and work with other 

stakeholders to ensure that teaching and learning are supported. Mrs Three explained that she 

doesn’t work in isolation however she collaborates with other stakeholders. She said “My role 

of supporting does not end with me working alone but I also network with other DHs. I initiate 

support from subject advisors and write letters to the parents on what is required to assist the 

learners”. Similarly, Miss Four explained that her role is to liaise with relevant stakeholders 

and attend SGB meetings. She said, “I am responsible for communicating with relevant 

stakeholders such as parents of learners in my department. I attend SGB meetings to pass what 

educators tell me they require from parents and the principal.”  

In the above presentation, it emerges that DHs understood their work to involve supporting 

educators. However, the analysis of data further showed that some DHs understood their work 

to support educators with welfare. Mrs Two indicated that her role involved wellness checks 

with educators in her department. She stated, “My role is to check on the wellness of the 

educators in my department and ensure that all educators in the department are emotionally 

supported.” In a similar vein, Mr Eight stated that he attends to educator’s well-being in school 

in relation to issues such as absenteeism. He alluded, “I take care of the educator's well-being 

in the school. If a teacher is absent, it requires me to go the extra mile as DH to find the cause 

of the teacher's absence.”   

According to the PAM schedule, Chapter A, section 4 on duties and responsibilities of 

educators, DHs have a role to provide and coordinate guidance for educators and inexperienced 

staff members and educational welfare for those within the department (ELRC, 2016). 

Concerning what is provided for in the policy and what is emerging from the study, it appears 

that DHs’ understanding of their roles is in line with what is required of them in the policy. This 

supports Habi's (2022) assertion that DHs must look out for the welfare of educators in the 

classroom to maintain educators' commitment and motivation and prevent them from becoming 

dissatisfied with the tasks that the school assigns to them. The OOF DHs in this study 
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interpreted section 4 as reminding and encouraging their educators to attend workshops as part 

of their role. The findings of this study are in line with the findings of Chabalala and Naidoo's 

(2021) study, where participants confirmed that their DHs encourage educators to go to 

workshops so they may learn how to deal with any problems that may arise in the classroom.  

Olibie et al. (2016) concur with this study’s findings that the meaning of supporting TL is a 

process that supports educators’ professional development. Furthermore, there is a role that 

DHs in this study perform that is beyond what the policy states. This role includes allocating 

subject heads and mediating problems faced by the department to achieve efficiency.  

The findings from the interviews have also revealed that the participants understood their role 

to include providing guidance by addressing challenges that their educators face. The findings 

of this study align with Malloy's (2017) conclusion that the role of the DH is to facilitate the 

work of the educators by offering techniques and support for effective curriculum 

implementation and supervision. Where OOF DHs’ are unable to offer curriculum support and 

guidance, the DHs should encourage professional development through educators attending 

workshops (Mpisane, 2015).  Furthermore, DHs assist in establishing best practices, they offer 

support to new educators and safeguard the well-being of all educators (Chaula, 2023), which 

is also in accordance with this study’s findings. The findings of this study further confirm that 

DHs are transformative leaders of instruction. Their everyday responsibilities necessitate the 

use of many leadership philosophies which align with LFL as described by Hallinger, (2011). 

The study’s findings further revealed that DHs are tasked to communicate with stakeholders 

regarding the requirements for teaching and learning for educators and learners. The Norms 

and Standards for Educators Act No. 27 of 1996 also specifies as the core duties of DHs to 

communicate and collaborate with stakeholders (Seobi &Wood, 2016). The findings are in line 

with the framework of this study, highlighting how it is imperative for leaders to learn to 

communicate with school community members regularly and be actively involved in the school 

community (context leadership), another LFL dimension (Glickman, 2002).   

4.3.1.2 Monitoring role   

According to Moeketsane et al. (2021), DHs are responsible for subjects in their departments, 

and this includes making sure that educators teach such a manner that students perform well in 

these subjects. From the data, it surfaced that the participants were of the view that their role 

required them to perform curriculum leadership roles. The data collected by Tapala (2019) 
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acknowledges that facilitating and managing are part of the curriculum management role which 

encompasses strategizing, learning, teaching, accountability, monitoring, and evaluating the 

curriculum, learner, and teacher performances. In relation to the above, Mr One explained that 

he understood his role as assisting educators to pace and sequence the curriculum by ensuring 

that the documents such as the ATP and POA (indicating all tasks and the dates which will be 

performed for a specific grade) are in the educator's file. This is what he said, “My role is to 

monitor the pacing and sequencing of the curriculum by monitoring educators’ files and ensure 

that all the required documents such as ATP and POA needed by an educator are available.” 

Like Mr One, Mrs Six and Mr Eight point out that they monitor the progress of curriculum 

coverage on the ATP. Mrs Six stated that she ensures that the lessons are in line with the exam 

guidelines and that educators are punctual in going to their classes, while Mr Eight understood 

his role to be monitoring class activities given to learners. They both expressed it as follows:  

I need to ensure that all the educators have the ATPs and POAs completed and that all 

educators do their lesson preparations on par with exam guidelines. I monitor learners' 

workbooks and that educators are going to their classes and are punctual for classes 

(Mrs Six).  

I monitor the progress of curriculum coverage in terms of the ATP, are the learners given 

activities during classes. I monitor educators’ teaching activities and make sure that the 

curriculum the DoE has mandated us to teach is being taught by all means (Mr Eight).  

While ATPs and POAs were used by Mr One, Mrs Six and Mr Eight to monitor the curriculum, 

Miss Four and Mr Five performed the same task of monitoring but their approaches involved 

checking educators’ and learners' portfolios and workbooks and ensuring that educators honour 

their class periods and prepare for their lesson as well as doing class visits. In what Miss Four 

said, it emerges that her understanding is that her role is to monitor educators’ and learner’s 

work and ensure honouring of teaching time. She stated, “As a DH my role is to monitor 

teacher’s work. I check educators’ and learners’ portfolios and workbooks and also check if 

educators honour their class periods”. Similarly, Mr Five alluded to how he performs his role 

and from his utterances. It came out that he monitors teaching and learning. He explained “I 

make sure that educators prepare their lessons before going to class. I do class visits to ensure 

that the lessons by educators are in line with their lesson plans and how are the lessons 

conducted during the class visit.”  

It emerged from the participants’ words that they understood their role of monitoring teaching 

and learning by conducting moderation as also one of the roles that they must perform in their 

departments. Concerning the above, Mrs Two revealed that she conducts post-moderation 
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following an educator's marking of the tasks. Mrs Two stated, “One of my roles amongst others 

is that after educators have completed learners’ tasks and are marked, I perform 

postmoderation.” Mr Eight is also required to perform pre-moderation and post-moderation. 

He said, “I am required to perform pre-moderation and post-moderation for all subjects in my 

department.”  

Furthermore, Mrs Three and Miss Seven also pointed out that they are also responsible for 

postmoderation. Mrs Three checks the standard of the question papers of all subjects in her 

department. She explained “I am responsible for pre- and post-moderation. I check if the 

question paper if it's set properly and if is it clear for learners to see and understand.”  

Moreover, Miss Seven stated that she checks how the question paper is set and how the 

educators marked in post-moderation. She alluded “In pre-moderation I check how the question 

paper is set while in post-moderation, I ensure that the marking is done according to the 

memo.”  Like the previous participants, Mrs Six moderates tasks however she added that 

without tasks being moderated by her, learners can’t write. Mrs Six explained, “My other role 

is to moderate tasks, the learners can’t write tasks without being moderated. When the paper is 

up to standard and the learners have written, I also moderate the learner's scripts”. Similarly, 

Miss Four performs moderation however, she was specific that the task of moderation is 

challenging as an OOF DH. She said, “I am responsible for moderation and it is very 

challenging for me when it comes to moderation for subjects I did not major in because I 

wouldn’t know if a teacher has set the paper to the correct standard or not.”  

Unlike other participants, Mrs Two and Mrs Three further mention that they make sure that 

examinations are conducted swiftly in their departments. Mrs Two said she ensures that 

photocopies of question papers are completed before the day of writing to avoid challenges.  

She stated, “Once I have done post moderation, I need to make sure that the admin makes 

copies of the task for learners, this must be done before the day of writing is close by to avoid 

any challenges”. In the same vein, Mrs Three explained that she ensures that the examination 

process is a success for all subjects. She said, “I also ensure that there is a smooth running of 

tasks of subjects in my department after pre-moderation is complete.”  

The findings of this study are aligned with the literature and policy. The PAM schedule,  

Chapter A, section 4 states that the DHs’ role is to control the work of educators and learners, 

test and examination papers, memoranda and the administrative responsibilities of staff 
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members in the department (ELRC, 2016). The participants of this study understand their role 

as checking ATPs, and POAs and then performing pre- and post-moderation for evaluating 

question papers and marking standards which is in line with policy. In line with the findings of 

this study, the participants in a study by Nkambule and Amsterdam (2018) assert that classroom 

visits, curriculum support, and portfolio monitoring for educators and learners are all examples 

of monitoring support roles provided to school educators. Khatete's (2020) findings indicate 

that during curriculum support workshops, DHs supported educators, notably about curriculum 

coverage, lesson preparation, assessment methodologies, and advice on creating exam question 

papers. The understanding Khatete (2020) concurs  in the findings of this study as the 

participants confirmed the roles of checking lesson preparation, curriculum coverage and 

performing post-moderation. The participants in Dube-Xaba and Makae’s (2018) research on 

OOF DHs claims how challenging performing moderation is, because of a lack of knowledge 

of some subjects. According to Tapala et al. (2022), participants in his study stated that they 

believed DHs had a responsibility to supervise and monitor the work of instructors and students 

in their departments.  Leadership does not impact learning directly rather its influence is 

mediated by school-level processes and conditions (Hallinger, 2011). Learner performance is 

indirectly impacted by the crucial monitoring role that DHs play in checking curriculum 

coverage.  

4.3.1.3 Determining the subject's needs  

DHs have numerous roles that they must complete in their day-to-day roles. Their roles include 

managing and assigning departmental resources, such as ordering resource items (Harris et al., 

2019). Concerning the above, Mr One and Mrs Two shared the same sentiments regarding their 

role. Mr One stated that he understood his role to determine the needs of the subject making 

sure that necessary resources were available and it was his responsibility to order books for 

subjects in his department.  He stated, “I must determine the needs of subjects. Once I have 

done that I ensure that the resources that are necessary for these educators are available. I am 

also responsible for ordering books for subjects in my department.” In the same vein, Mrs Two 

monitored the stock of resources and if there were more resources needed, she requested them 

on educators’ behalf. She pointed out “I monitor the stock of resources for the department, and 

make sure that resources are there and if there are any more resources that educators are going 

to need, I request them on their behalf.”  
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Similarly, Miss Four also highlighted her role of monitoring resources, however her explanation 

was specific to having a science kit and a skeleton model for Life Sciences and record keeping 

of textbooks allocated to learners.  

I monitor the resources for all subjects in my department and make sure that subjects 

have what they need. I make sure that textbooks are ordered, and a science kit and 

skeleton for Life sciences are available, then keep records for textbooks given to 

learners.  

Like the other participants, Mr Five and Mr Eight also understood that their role entailed 

ensuring that subjects in their departments had resources. Mr Five stated that he ensures the 

provision of resources for his department. He said, “I am the one who makes sure that all 

subjects in the department I head have the resources needed by educators and learners.”  

Similarly, Mr Eight explained that he guarantees that all subjects have the required resources 

to safeguard teaching and learning. He explained, “I ensure that all subjects have the resources 

needed for teaching and learning for the curriculum to be successfully implemented.”  

The Employment of Educators Act No.76 of 1998, section 3 (4.4e) outlines the 

general/administrative role of DHs as assisting with the planning and management of school 

stock, textbooks and equipment for the department (Employment of Educators Act 76 of 1998). 

In relation to what is provided in the EEA policy and what is emerging in the study, it come out 

that the DHs' understandings of their roles is in line with their roles in policy. However, the 

analysis of data further showed that some DHs understood their work to be beyond policy and 

these roles include DHs researching to provide information for their educators. Researching for 

educators is also supported by the findings by Lárusdóttir and O'Connor (2017) where they 

explain in their study that the DHs must look for and supply resources for the members of their 

teams. Scholars in their studies (Bassett & Robson, 2017; De Nobile, 2018; Fullan, 2015; 

Lárusdóttir & O'Connor, 2017) concur with the findings of this study as they share the same 

view that DHs are supposed to be resource providers, distributors, and managers of resources.  

What the Employment of Educators Act 76 of 1998 states on the roles of DHs’ and the existing 

literature are in line with the findings of this study regarding the DHs’ roles in determining 

subject needs. In addition to guaranteeing that the leadership vision is realised, DHs make 

certain that the school has access to the resources required to accomplish its objectives (Murphy 

et al., 2017) which is dependent on the LFL context leadership.   
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4.3.1.4 Departmental vision alignment with the school’s vision and goals  

When DHs and educators have the same vision, goals, and purpose for the department, 

educators can be managed more easily and effectively (Bhengu, 2022). In relation to the above, 

participants in this study understood their role to include aligning the vision and goals for their 

departments to merge with the school’s vision. In the extracts below we learn more about the 

participants’ understandings of their roles, and specifically in this section they shared how they 

incorporate visions and goals into their departments. Mrs Three stated that she sets the goals 

and vision for her department, and everyone in the department know exactly what to achieve. 

She shares these goals with the educators. She said, “My role is to set goals and the vision for 

the department it helps everyone in the department know exactly do we want to achieve at the 

end of the day. And this should be shared and understood by the educators that I work with.”  

Similarly, Mr Eight and Mr One’s explanations were not different from Mrs Three's, however, 

they involved educators in their departments when creating vision and goals. Mr Eight stated 

that his role is to facilitate collegiality in vision planning in his department. He expounded, “I 

involve educators in decision-making and entertain ideas as a way to ensure that educators are 

part of the vision planning.” In a similar vein, Mr One stated that his role is to be exemplary to 

his educators by following the vision and goal they had collegially set. He said, “It is my 

responsibility as a DH to lead by example and so my department has a vision and goals that 

we have set as a department that guides us and helps us to work towards this vision as a 

collective.”  

Contrary to these three participants who created visions and goals for their departments, Miss 

Seven expressed that she understood her role to be strategic planning and formulating 

departmental policies. This is what she said, “I do strategic planning and formulate 

departmental policies. I make sure that they are in line with the mission and vision of the school. 

I am also responsible for drawing up a year plan that includes departmental meetings and 

agendas.”   

In the same vein as Miss Seven, Mr Eight also develops policies for the department that guide 

the department to ensure the smooth running of his department. He explained:  

Creating policies is one of my responsibilities. Policies serve as a guide for my tasks 

since they guarantee that the department operates efficiently and must be in place when 

I oversee it. In the absence of policies, the department's operations will be subjected to 

gaps.  
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Hallinger and Murphy (1985, p. 221), claim that “instructional leaders are often said to have a 

vision of what the school is trying to accomplish”. Drawing from the views shared by the two 

scholars, I can argue that OOF DHs should have a vision of what needs to be accomplished for 

learner progression (Malloy, 2017). The Employment of Educators Act No.76 of 1998, section 

3 (4.4e) states that extra- and co-curricular duties for DHs instruct them to jointly develop a 

policy for their departments (Employment of Educators Act 76 of 1998). Based on what is 

stated by the EEA, it seems that the DHs' comprehension of departmental policy formation 

aligns with the policy. Some DHs, however, did not specify if they align their departments with 

the school’s vision in collaboration with educators in their department or whether they did it 

alone. Some participants said nothing about creating the departmental policy, the information 

provided by the participants reveals some inconsistencies in DHs' understanding of this specific 

role. Mr One and Mr Eight are in line with how Stephenson (2018) understands the role of DHs 

in creating departmental policies in collaboration with team members. To create the vision and 

goals, DHs ask for and welcome feedback from other educators (Leithwood, 2016) to determine 

ideal procedures and regulations that would support the department's vision (Du Plessis & 

Eberlein, 2018). The findings of this study align with the literature as the participants formulate 

departmental vision and goals to ensure that all members work towards achieving the same 

goals. According to Murphy and Hallinger (1985); and Wilson & Corcoran (1988), leaders for 

learning in high-performing schools spend a lot of time developing, articulating, implementing, 

and stewarding a shared vision of learning with members. The LFL model endorses the 

importance of departmental vision and goals to be linked with the vision of the school,  and 

acknowledges that DHs should be innovative, serve as role models, and develop, promote, and 

inspire others to work towards similar objectives (Chiororo, 2020). Leaders for learning are 

shaped, guided and influenced by their vision and goals (Hallinger, 2011).   

4.3.2 Techniques that DHs use to carry out their responsibilities   

The study question, "How do DHs perform their roles?” is addressed in this section, specifically 

for OOF subjects. After closely reviewing the data collected from the eight participants, it 

became evident that they used a variety of tactics to make sure their tasks were fulfilled. Five 

themes emerged from these various approaches to carrying out their roles; these themes are: 

subject heads, curriculum guidance, monitoring teaching and learning, induction of novice 

educators and policy and resources.   
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4.3.2.1 Subject heads   

It became clear after carefully examining the participants’ data that OOF DHs depend on the 

subject heads to assist them in promoting teaching and learning in their OOF subjects. In 

schools, the DHs whose main duty is curriculum management usually collaborate with the 

subject heads (Blose & Khuzwayo, 2023). Regarding the aforementioned, the role of 

moderation, according to Mrs Two, is simpler for subjects she majored in but she finds it 

challenging to moderate OOF subjects, therefore she depends on the subject teacher as an 

expert to provide guidance.  In a similar vein, Mr One clarified that he relies on the subject 

head to confirm that all standard assessments requirements are met since he lacks expertise in 

geography This is what they said:  

For subjects in which I have majored, roles like moderation are simpler; but, having 

limited knowledge in subjects like agriculture, it is difficult. I therefore rely on the 

subject head to discuss matters like whether or not the question paper is set to the correct 

standard (Mrs Two).  

Although I am not a specialist in geography, I make sure that there are subject heads 

available to help me in my role as DH. I am dependent on the subject head for help as 

a subject matter expert for information about the subject's matter, specifics, and 

cognitive levels (Mr One).  

Like Mrs Two and Mr One, Mr Five and Mrs Six, instead of stating how subject heads assist 

them with supporting TL in their OOF subjects, indicated that participants shared roles with 

subject heads. Mr Five highlighted that he relies on subject heads for moderation however his 

subject heads also assist novice educators joining their department while Mrs Six shares that 

she is frequently mentored by an expert in her OOF subject as she wants to avoid seeming 

illiterate. This is what they said:  

The role of the subject head is aligned with subjects of major because they have more 

knowledge on that subject. So, I rely greatly on their assistance to moderate, assist 

educators in my department and assist new educators joining our department with 

induction (Mr Five).   

For the subjects I did not major in I usually work with someone who is an expert in a 

subject. If the one I see as an expert is the geography teacher, I will ask him or her for 

assistance in Social Sciences. The time the teacher is assisting me I am also learning 

because I don’t want to seem clueless every time.  The teacher also helps me to pre- 

and post-moderate (Mrs Six).  

As per the Employment of Educators Act No.76 of 1998, section 3 (4.4e), DHs’ must share the 

responsibilities of organising and conducting extra and co-curricular activities (Employment of 
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Educators Act 76 of 1998). The results of this study demonstrate that while DHs and subject 

heads share some duties, they are largely compliant with policy. The revised Bloom's 

Taxonomy declares that using the Taxonomy on learner’s question papers can be difficult at 

times (Forehand, 2011), even a greater challenge to DHs who are without needed skills and 

knowledge of some subjects they support. Assigning subject heads guarantees that learners and 

educators receive support from a subject expert and produce excellent academic outcomes 

(Blose & Khuzwayo, 2023). According to Hallinger (2011), leaders should seek to share 

leadership and empower others.  

The findings of this study proves that OOF DHs delegate some of their roles because of their 

weaknesses however, subject heads still gain development regardless. Although the subject 

head title does not have formal leadership status (Blose & Khuzwayo, 2023), it does guarantee 

the organisation's members' capacity to develop. According to Naicker (2016), an 

organisation’s leadership is a collective effort rather than the domain of a single person. 

Regarding the literature referenced in section 2.4 of the chapter, educators can improve their 

performance by taking on leadership roles and assisting other educators in feeling supported in 

their teaching and learning (Fletcher & Kaufer, 2003; Hallinger, 2010). Effective 

implementation of shared leadership can greatly enhance the school's ability to realise its 

mission and shape its ideal future (Hallinger, 2011).  

4.3.2.2 Curriculum guidance  

Leithwood, (2016) states that in addition to teaching in a classroom or subject, DHs also have 

other duties including management and leadership. One of the main roles that DHs have is 

curriculum guidance (Harris et al., 2019) in the departments they head. The participants in this 

study shared how they ensure that the curriculum management role is performed in their OOF 

subjects. Several strategies for curriculum guidance OOF DHs emerged in the semi-structured 

interviews with the eight participants. Concerning the above, Mrs Two shared that as an OOF 

DH, she asks for assistance from someone who has majored in her OOF subject outside her 

school premises however, because of her workload, she occasionally lacks the time to request 

assistance. She shared, “Other times in guiding educators of subjects I don’t know I ask for 

assistance outside the school premises. I get someone from another school to help me, someone 

who has majored in that subject but sometimes there too much work there is no time to even do 

that.”  
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In the same vein, Mr One was specific in that he asked for assistance from other DHs who are 

experts in his OOF subjects from neighbouring schools.  This is what he said, “I ask other DHs 

from neighbouring schools to also assist me in getting perspective from a person who is an 

expert in the subject and not solely rely on the subject teacher.”  

Like Mr One, Miss Seven networks with other DHs for mentoring however she additionally 

admits that the role is very challenging for her. She explained:  

Supporting subjects, I did not major in is very challenging but since we have 

neighbouring schools, I usually communicate with other DHs in search of gaining more 

knowledge to support the educators the same way I would with subjects I have majored 

in (Miss Seven).  

Miss Four and Mr Five highlighted that they used teacher expertise to gain the required help. 

Miss Four stated that she networks with educators who have majored in her OOF subjects and 

uses those educators to ask for help whereas Mr Five suggested that he suspected that educators 

were sharing false information so he consulted others. They explained as follows:   

Sometimes when we are in workshops, I would network with other educators who 

have majored in the subjects that I did not major in. I can ask questions I need help 

on and again I will use those educators in future then I report back to educators (Miss 

Four).  

I checked with former DH and neighbouring schools what is expected so that 

educators won't take chances since they know I did not major in their subjects and I 

suspected that educators may tell me false information because they know that I do 

not know how their subjects operate (Mr Five).  

Like the above participants who ask for assistance from others for themselves, Mrs Three and 

Mrs Six refer educators of their OOF subjects to educators and DHs who majored in the subject 

for mentoring. Mrs Three explained, “Depending on the amount of development needed by the 

teacher sometimes I would refer them to a DH close to my school to assist me in capacitating 

that educator.”  

Additionally, Mrs Six stated that there are prior arrangements of pairing her educators with 

educators and DHs from neighbouring schools who have majored in her OOF subjects for 

mentoring:  

For subjects I did not major in I can’t offer the kind of support and guidance that I would 

for my major subjects because I don’t have the required knowledge and skills but, I 

made arrangements prior and paired those educators with educators and DHs from the 

neighbouring schools to be given the necessary development if needed.  
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Mrs Two shared that as an OOF DH, she consults with other educators however she was specific 

about educators of other departments who might have studied her OOF subject in high school.  

This is what she had to say “I consult with other department educators because educators have 

done seven and others more than seven subjects in high school. So, I work with educators too 

if I need guidance in something they would help me by answering my questions.”  

Mr One and Mr Eight shared that as OOF DHs they encourage their educators to attend 

workshops. Mr One explained that he encouraged educators to attend workshops by reminding 

them that workshops are the only place they will receive more guidance and support however,  

Mr Eight shared that developing educators of subjects he did not major in is a challenge because 

his development is limited in his OOF subjects and so he encourages educators to attend 

workshops to receive development from other specialists. This is what they explained:   

I encourage educators to attend these workshops by reminding them of their scheduled 

dates because they are arranged for them and I also remind them that these workshops 

are the only place they will receive more support and guidance they need since I do not 

know some of these subjects (Mr One).  

It is difficult for me to develop educators in the subjects I did not major in because I am 

limited in my ability to do so because I have gaps in my knowledge that I have not 

filled. In contrast, in the subjects I have majored in, I feel confident and at ease 

developing educators. Thus, I urge educators to participate in workshops to provide 

them with the opportunity to learn from other subject matter experts (Mr Eight).  

Mr Five and Mrs Six sought support and guidance from the subject advisor concerning their 

providing curriculum guidance to educators of their OOF subjects. Mr Five shakenly shared 

that he can’t rely on the subject advisor since the subject advisor told him he was safe since he 

is working with experienced educators when he explained he is an OOF DH. Similarly, Mrs 

Six stated that when she calls the subject advisor for guidance and support, she sees that she’s 

some sort of nuisance, however, some subject advisors always help her. This is what they 

explained:   

I can’t rely on the subject advisor because last time he came I explained that I don’t 

know his subject but he told me that I was safe since I have experienced educators in 

my department, he did not workshop me or anything like that but when educators return 

from moderation, I am told I did not do this and that properly (Mr Five).   

I am not ashamed to even ask subject advisors when they come to the school other times 

I could see that I was some sort of nuisance because when I started on this post I used 

to call all the time but some subject advisors have always been there to assist me (Mrs 

Six).  
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There is very little guidance from the ELRC (2016) and EEA (1998) policies regarding how 

OOF DHs must provide guidance in curriculum subjects beyond their majors. It emerges in this 

study that the DHs’ understandings of their roles and how to perform them, especially for OOF 

subjects DHs goes beyond what is provided in different policies. The participants in this study 

shared that in attempting the curriculum guidance role stated by the PAM document of 2016, 

section 4 as OOF DHs, while they are aware of the role (ELRC, 2016) they are not capacitated 

to perform this role effectively. Nonetheless, there are strategies in place to ensure that 

educators are guided by an expert in the subject. According to Dube-Xaba and Makea (2018), 

despite the participants being aware of the moderation policy, the OOF DHs in their study found 

it difficult to put it into practice.  Hallinger (2011) emphasises the importance of leaders’ 

attitudes, values, knowledge, and experience. The participants in this study acknowledged their 

weaknesses as well as the goals of their departments, and so they reached out to those who have 

majored in their OOF subjects to achieve what they stand for – another LFL dimension of value 

leadership. The findings in this study are in line with Leithwood's (2016) which conclude that 

DHs collaborating with other schools and departmental leaders have better opportunities and 

results in supporting TL effectively. In terms of the literature review in the chapter, I explained 

that DHs’ knowledge, practices, and attributes are translated into support in the form of social 

and material resources and they act as human resources which should be available to the 

educators (Singh, 2021) hence collegial connections are equally important. This makes them 

ideally suited to offer the sustained assistance required to promote DHs’ professional 

development (Andrews & Lemons, 2015). It is for this reason that school leaders employ a 

mixture of approaches to leadership to attain learner outcomes by applying leadership for 

learning (Hallinger, 2011).  

4.3.2.3 Monitoring Teaching and Learning  

Before regulating teaching and learning, Bush et al. (2009) state that there are two ways to 

assess the practice in the classroom. Monitoring is the first step, looking at how lesson plans 

are implemented; the second step is assessing the impact on teaching and learning at a higher 

level of strategy (Mpisane, 2015). The extracts below highlight how OOF DHs monitor 

teaching and learning through class visits for their OOF subjects. Mrs Two stated that she 

sometimes does class visits however she notices that educators are not comfortable with them 

however, she does class visit with subject heads. She said, “Educators dislike the class visits I 
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occasionally conduct, but I am required to perform them. I go with the subject heads to class 

visits because as a subject specialist, they will be able to offer guidance to educators.”   

Similarly, Mr One explained that educators are not fond of class visits and are intimidated by 

his position however during class visits, he observes learner participation during the lesson.  

Educators are not fond of class visits let me just start there, they are somehow 

intimidated by my position however they are respectful of what needs to be done. 

Looking at the learner's participation during the lesson will show me if the teaching and 

learning is a success or not. If an educator is well prepared, I‘m able to pick up new 

information for myself.  

Similarly, Mr Three and Mr Five perform class visits in their departments however, Mrs Three 

goes further to say that she listens and observes how the educator relates to the learners.  On 

the other hand Mr Five uses a class visit tool alongside the lesson plan and ATP of the subject. 

This is what they both shared:    

I do class visits because it helps me track if the teacher is in line with the ATP and the 

lesson plans. I listen and observe how the teacher relates with the learners how the 

relationship between them, and how is the lesson going. I do the basics which is that 

the teacher has taught and what did the learners learn (Mrs Three).  

For class visits, I use a class visit tool and with this tool, the teacher must provide me 

with the lesson plan alongside the ATP of the subject so that I see can if the lessons 

presented to the learners are in line with the time frame that he or she is presenting on 

so usually the class visits are about the lesson logic and having meaning to the learners 

and participation of learners in class (Mr Five).  

Miss Seven and Mr Eight shared that they also perform class visits, however, it emerges from  

Miss Seven’s explanation that she compares learner’s work and activities against the ATP to 

check work coverage and if educators have covered the required percentage of work, while Mr 

Eight uses the curriculum management tool provided by DoE to monitor ATPs and lesson plans 

every four weeks, checking the curriculum coverage. They explained:  

Class visits help me to monitor where the teacher is progressing in the ATP. When I 

monitor learners' exercise books I am also looking to monitor if the educators are going 

to their classes. I do this by looking at the dates of learners' work and taking learners' 

workbooks also assists me in checking work coverage and comparing it with ATP (Miss 

Seven).  

I monitor curriculum progress by using tools that are provided by the department. When 

I monitor ATP’s and lesson plans, I use the curriculum management tool. I monitor 

ATPs every four weeks and this is recorded in the management plan on the date so and 

so I must check the curriculum coverage for all subjects. There is also a class visit tool 

that I use when I do class visits (Mr Eight).  
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In the following extracts, majority of the participants shared more about what they did when 

supporting TL for their OOF subjects. The participants of this research shared more about how 

they monitor curriculum coverage. Participants shared the following:  

I make sure that the learners’ workbooks and class activities are monitored and that they 

are in line with curriculum coverage. I check learners’ workbooks against the ATP and 

lesson preparation from educators to make sure that all topics are covered (Mrs Two).  

I monitor by checking the learner’s workbooks and educators must also submit their 

lesson plans every week this assists in monitoring the curriculum coverage and making 

sure that the educator is on par with the ATP. In the workbook I check if the learners 

have been given activities and if they are getting the answers correctly. I also check the 

learner’s informal tests and if the remedial is done (Mrs Three).  

I ensure that the educators are in line with the curriculum by monitoring their teacher 

portfolios. In the teacher files, I monitor the lesson plan to make sure that educators 

prepare their lessons. I monitor if topics on the ATP have lesson plans to ensure 

curriculum coverage and that the topic is covered on time. Then I monitor learners' 

workbooks bearing in mind the number of activities that learners must have per week 

(Miss Four).  

I use ATP to monitor curriculum coverage alongside lesson preparation and learners' 

workbooks to see if these three things are in line with each other. I also keep the records 

of all these. If there are topics that should be covered already and the teacher has not 

we will have that meeting and we come up with a plan as to how that topic will be 

covered before assessment time (Mrs Six).  

Below are the extracts from most of the participants in this study explaining how they perform 

moderation of tests and examinations for learners in their departments. Mrs Two explained that 

doing post-moderation for OOF subjects is very difficult for her because she only uses the 

memorandum however, some questions require understanding which she does not have. For 

pre-moderation she does the basics. She explains:  

When I perform the post-moderation, it is very difficult for subjects I did not major in. 

I use a memorandum to moderate the marking of learners' work but sometimes some 

answers are not there on the memorandum and will require my understanding which I 

don’t have. I first ensure that the marks set are as per POA guidelines and that necessary 

information for cover is there, and I calculate the marks if are equivalent to the total on 

the cover page. I also ensure that the question paper has a memorandum and marks on 

both documents are the same. I then look at spelling mistakes and ensure that the 

learners will understand the questions asked.   

Mrs Three, Miss Four and Miss Seven share the same sentiments as Mrs Two. Mrs Three 

explained that she consults the memo as a reference, and approaches the subject teacher for 

clarification when she is unsure, however, at other times she feels like she has to trust that the 

teacher knows, while for pre-moderation Miss Four checks for grammatical errors and if 
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illustrations are clear on the question paper. After doing so she sends the question paper for 

photocopying by the administrator. Miss Seven explained that it is hard to moderate for OOF 

subjects however, she usually compares grade 11 question papers with grade 12 as she believes 

that the format is the same, since the format is the same in Economics (her major). Next is what 

they stated:  

It is very difficult for me let me just tell you straight. I have to rely on the memo it 

doesn’t go further than that. Most of the time I feel like I have to put my trust in the 

subject teacher. Even when I do post-moderation when I don’t understand I go to the 

educator and she explains her marking technique. Moderation calls for a DH to have an 

understanding of the subject which I lack (Mrs Three).  

First, I do pre-moderation which is checking that the question paper has a memorandum. 

The second thing I do is make sure the instructions to the learners are clear that there 

are no grammatical errors and drawings are clear. Without the knowledge, I think that 

is all I can do. Post-moderation is challenging because I rely more on the subject teacher 

and the memorandum. I post-moderate against the memo and if I don’t understand I 

call or go to the teacher for clarity (Miss Four).  

I compare the question papers maybe for grade 11 of subjects I did not major in with 

the grade 12 question paper then I would be able to assess the standard, I assume since 

in my major Economics the format is the same whether it is grade 10, 11, or 12 the 

format is the same I think this applies to other subjects too where the cognitive levels 

are the same even if it is different grades (Miss Seven).  

Unlike the other participants who use the memorandum to post-moderate the question papers 

for OOF subjects, Mr Eight communicates with other DHs who have majored in his OOF 

subjects regarding the challenges he faces. Mr Eight states the following:  

Pre- and post-moderation is quite a challenge to deal with subjects I did not major in 

but I liaise or network with other DHs that have majored for instance in Mathematical 

Literacy and speak with them regarding certain questions on the question paper or any 

other challenges I might be facing.   

According to the PAM schedule, Chapter A, section 4, DHs are appointed to the position to 

ensure that the subject, learning area, or phase, as well as the learners' education, is promoted 

appropriately. Additionally, DHs' roles include engaging in classroom teaching, being 

accountable for their department's efficient operation, and organising related co-curricular 

activities (ELRC, 2016). Concerning what the policy states it emerges that the DHs' 

understandings of their roles is in line with policy as the participants engage in classroom 

teaching by conducting class visits. Educators dislike class visits, and the results of Mpisane's 

(2015) study support this view. The participants also mentioned how difficult this role is in 

relation to their OOF subjects, raising doubts about the role's authenticity. The findings of this 
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study are consistent with the guidelines for conducting class visits for LFL where Glickman 

and Burns (2020) propose that DHs use observation tools assessing instructional practice such 

as learner involvement, use of space, teacher-student communication and pupil input. In the 

literature reviewed, I explained that DHs are completely within their rights to supervise 

teaching time through class visits as provided for in the departmental policies however they 

face challenges (Ngcobo, 2021). The findings also revealed that DHs conduct moderation, 

nevertheless according to Dube-Xaba and Makae's (2018) results, the DHs are not competent 

to carry out this task. DHs are crucial first-level moderators (DBE, 2011) but research indicates 

that DHs at the school level lack the capacity to fulfil this responsibility (Seobi & Wood, 2016; 

Motsamai, 2017). This study's results are consistent with previous research because the 

participants acknowledged that they attempt to moderate, however, they encounter challenges.   

4.3.2.4 Induction for novice educators   

The induction of new educators as well as mentoring of inexperienced educators during the 

first year of teaching are crucial responsibilities performed by DHs (Nemaston, 2020). Studies 

by scholars (Gorban, 2019; Brody & Hagar, 2015; Eisenschmidt & Oder, 2018) have shown 

that when novice educators are mentored, they become better educators, and their pupils 

achieve higher academic goals. Reflecting on the above, Mrs Two ensures that a teacher who 

is leaving prepares his or her portfolio file with all necessary documents to make a proper 

handover to the novice educator, whereas Miss Four provides all necessary documents and by 

monitoring educators' portfolios she ensures that there is a proper handover. They both point 

out the following:  

When inducting novice educators, I do a proper handover to the teacher. For example, 

I make sure that the teacher leaving the school prepares his or her educator’s file and 

has all the necessary documents for their subject. Documents such as ATPs, CAPs and 

POA are there and completed (Mrs Two).  

For induction, I provide educators with the necessary documents that they need. By 

doing file monitoring it helps me to do a proper handover if there is a new teacher 

especially if that teacher is a novice and has no contacts or networks. I ensured that 

former educators had CAPs documents, ATP and POA. I also make sure that ATP topics 

are timed (Miss Four).  

Unlike the other participants, Mrs Three instead of indicating how she inducts new educators 

in her OOF subjects shared her last experience when a novice educator joined her department. 

She explained that the experience stressed her because it was an OOF subject, however she had 

to research information for the novice educator since she did not know anyone who majored in 
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the subject. As she was sharing this, she turned red and kept on sighing. Mrs Three said, “I 

once had a novice educator for a subject I didn’t know. That experience stressed and tortured 

me. I did not sleep trying to research for that novice teacher. I think I will forever prefer to work 

with an experienced teacher rather than a novice teacher.”  

For Mr Five most parts of the induction of novice educators are done by the subject head who 

will also share their expertise, however, he will do a follow-up with the novice educator to 

check if everything is in order. Mr Five highlights the following:  

In the induction of new educators, most parts are done by the subject head he/she will 

also share their expertise with the teacher. I hand them to a subject head and then I 

follow up on both of them and ask “Have you received this? Are you comfortable?” 

because that is the only thing I can do and show them that I am there for them. 

According to Mann (2016), induction is a thorough, coherent, and persistent 

professional development process that school leaders organise, intending to prepare, 

assist, and integrate the new teacher into the school community. According to the PAM 

schedule, Chapter A, section 4 DHs must provide and coordinate guidance to 

inexperienced staff members within their departments (ELRC, 2016). In terms of the 

policy, the participants of this study are in line because they induct their novice 

educators, and they are aware that inducting novice educators is one of many roles they 

are tasked to do. However, it is worrying how the participants' feel about this task in 

relation to OOF subjects. The descriptions of how participating DHs perform this role 

resembles a handover whereas DHs should be mentoring novice educators. One of the 

induction stages is mentoring, and DHs serve as mentors in schools, advising and 

mentoring newly hired educators (Mamba, 2020). The findings of this study reveal that 

OOF DHs delegate (another element of the LFL model) the role of induction to subject 

heads (Hullinger, 2011).  Mukeredzi and Manwa (2016) conducted a study on new 

educators and discovered that the absence of mentors who could have offered support 

and guidance during the first few months of teaching made the experience unpleasant. 

In terms of the literature reviewed, leadership for learning encourages the enhancement 

of professional understanding for both experienced and inexperienced educators 

regarding the enhancement of teaching and learning (Naicker, 2016).  

4.3.2.5 Policy and Resources  

According to many authors (Gumus et al. 2018; Tian et al., 2016), the DH is required to carry 

out tasks that are considered to be common or standard managerial duties, such as providing 

resources and maintaining departmental budgets. According to Moeketsane et al. (2021), the 

tactics used by DHs depend on the resources available at the schools to carry out the missions 

and goals of education. In relation to the above, DHs' understanding confirmed that their role 

included procuring resources for departments. Mr One explained that he determines the needs 

of subjects that are necessary for sequencing and pacing curriculum delivery by procuring 

books, however procuring must be in line with the budget. Mr One explained:  
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I first determine the needs of each subject in my department including those I did not 

major in. I have to ensure that the resources that are necessary for my educators to pace 

and sequence the curriculum are available by procuring the books for those subjects but 

that has to be done in line with what the school has in terms of the LTSM budget 

available.  

Unlike Mr One who determines the needs of the subjects, Mrs Three relies on the subject 

educators to state what they need for teaching and learning and then educators write lists of all 

the resources they need. She stated:  

I rely more on the subject teacher to state exactly what they need from me to assist him 

or her. Educators are free to share with me whatever they require from me to support 

them for instance educators are required to requisition all the resources they will need 

for the following year. Educators would normally write lists of resources they will need.  

Like Mrs Three, Mr Five’s educators write lists of resources including textbooks required, 

however Mr Five was specific that he also uses a control sheet to monitor textbooks that are 

allocated to learners. This is what he explained “I am the one who makes sure that all subjects 

have resources. Educators are required to submit lists of all the resources including textbooks 

to me. I also use a control sheet to monitor textbooks that must be submitted by the end of each 

term.”  

Mrs Six believes that creating a vision for her department aids in creating a common objective 

amongst departmental members. She explained, “Creating a vision for the department helps to 

create a mutual understanding amongst all members of the department putting forth where the 

department is driving to and what goal we want to achieve as a collective.”  

Similarly, Mrs Three and Mr Eight believe in having a vision and goals for their departments. 

They explained that they formulate the vision with their educators because it ensures unity as 

they draw their goals from the school’s vision. This is what DHs had to say:  

As department heads we formulate goals that we want to achieve for the coming year 

looking at the past year we do this together it is not my own thing. The vision is already 

set for the department but even with the vision of the department we all came up with 

it looking at the school’s vision. This helps us to work together as a department to 

achieve the goals and vision (Mrs Three).  

It is vital to have goals and vision for the department. I make sure the formulation of 

vision and goals is done collectively. The vision of the department is formulated by 

looking at the vision of the school and we will also draft our goals for the department. 

Involving the educators ensures that we are all clear on the vision and that we are all 

working to achieve the same goal (Mr Eight).  
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The following extracts highlight how the participants support teaching and learning by 

following official documents in leading their departments. Miss Seven stated that she keeps a 

resource file for each subject and policy that aids her in knowing what is expected of her. Miss 

Seven stated:  

I would also say keeping a file that I have created for each subject helps me to learn the 

subject and also understand by following the policies or principles of that subject. This 

assists me by knowing exactly what is expected of me. Having the subject file that 

includes, CAPs, ATP, POA and previous question papers, really helps me a lot. On the 

other hand, Mr Five and Miss Four follow the management plan set for the school and 

department to support teaching and learning. Below is what they highlighted.  

The management plan that is set for both the school and the department I follow and 

meet all deadlines of the tasks to be done another thing is that apart from being DH I 

have my job of being an educator of subjects that I have majored in that require me to 

put in extra hours (Mr Five).  

I prepare a management plan for the department that guides me and the educators in my 

department on what must be done and when should it be done. Management plan helps 

the department to be in order and everyone can keep track of the submission dates (Miss 

Four).  

An understanding of DHs' roles in supporting TL goes beyond the policy as it states nothing 

about formulating goals and a vision for the department. However, the policy is clear in 

advocating joint development of policies for the department (EEA, 1998). In this regard, DHs’ 

saw fit to develop goals and a vision for their departments as a road map for what they stand 

for, value leadership which is another dimension of LFL (Hallinger, 2011). Following Tajfel 

and Turner (1982), DHs' experiences are impacted by a range of factors, including their beliefs 

and values which determine their behaviour. The experiences shared by OOF DHs have shaped 

their values and the vision and goals which they set collegially to determine where they want 

to drive their departments. Considering the school's vision and goals DHs create a departmental 

vision and goals that support the school’s overall vision. Bhengu (2022) concurs with the 

findings of this study that educators are easily and effectively managed when both DHs and 

departmental members share the same vision, values and purpose. The findings of this study 

also reveal that DHs procure necessary resources for their departments. De Nobile (2018) 

asserts that DHs are supposed to be resource providers, distributors and managers for their 

departments.  One of the most important roles that leaders have is to support educators in 

generating and achieving learner results by providing them with the resources they need to 

accomplish departmental and school goals. Hallinger and Heck (1996) argue that the most 
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important way that leaders for learning can impact student learning is through their vision and 

goals.  

4.3.3 Factors Enabling Departmental Heads’ Role  

In the semi-structured interviews, DHs were asked several questions, such as what factors made  

supporting TL in OOF subjects easier for them. Several elements that constitute themes 

surfaced during the interviews. The themes that emerged are: gaining subject content, class size 

impact on teaching and learning, communication and motivation and supporting TL. These 

themes are discussed in detail in the next sub-sections.  

4.3.3.1 Gaining Subject Knowledge  

There has been an increase in research into educators' professional development, and in recent 

years PLCs, which are often described as collaborations among colleagues, have received more 

attention than ever before (Valckx et al., 2018, 2019; Van Meeuwen et al., 2020; Vanblaere, 

2016). In relation to the above, DHs explained that meeting with other DHs to share ideas and 

develop one another makes supporting OOF subjects easier. Mr One explained that they meet 

with other DHs before the pre-moderation stage to moderate tasks and brainstorm strategies to 

help them support their departmental colleagues. Mr One said “I meet up with other DHs at 

least once a term before the pre-moderation stage. We moderate educators’ tasks and controlled 

tests and brainstorm strategies that can assist me to support better.”  

Like Mr One, Mrs Three and Miss Four work with others, however Mrs Three was specific that 

she collaborates effectively with DHs from other schools to be mentored in OOF subjects, even 

though her meetings only happens occasionally.  Miss Four collaborates with both educators 

and DHs to develop her knowledge to overcome challenges since she is otherwise clueless and 

useless to her educators. This is what they have to say about their meetings.  

I work with DHs from other schools to gain more insight into the content of these 

subjects. Sometimes we even share challenges and strategies that help and succeed but 

this does not happen occasionally because of the work that needs to be done but it is 

very helpful (Mrs Three).  

Collaborating with other DHs and educators helps me develop my knowledge, and 

skills and share ideas on how to overcome the challenges we face. Collaboration also 

helps me feel like I am not alone in these challenges I face because of being useless and 

clueless (Miss Four).  
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Mrs Six shares that supporting OOF subjects is very stressful and painful however she finds 

comfort in the meetings she attends with other DHs once a month to share ideas and tackle 

challenges. Mrs Six explained:   

It is very painful to support subjects I don’t know and stressful but I have found comfort 

in the meetings I go to with DHs who have majored in Business Studies around my 

school. We make sure we meet up at least once a month where can share ideas, tackle 

challenges and sometimes vent our stress and frustrations to each other.   

Mr Five expounded that he came back from a collaboration meeting and familiarised himself 

with the information that he had learnt. Mr Five said, “What also makes this job easy is self-

teaching, I usually after the collaboration come back and sit down and try to understand these 

subjects by implementing what I have learned in the group meetings.”  

Mr One and Mrs Six also revealed that attending workshops makes supporting OOF subjects 

easier. Mr One shared that he attends DH’s leadership and management workshop that develop 

him in how to be a better manager. He said, “One of the things that I would say helps me is that 

beginning of every year the DoE calls all DHs to a leadership and management workshop that 

equips us on how to be better managers.” Similarly, Mrs Six explained that while she attends 

content workshops she can’t attend all of them, however she believes that the workshops keep 

her up to date and that these workshops should be ongoing. She stated “I attend content 

workshops not all of them though. When I go to workshops I am always up to date. I get to be 

capacitated also and I can come back to school and develop educators in my department.”  

Unlike other participants of this study, Mrs Three added that by attending meetings to gain 

insight from other DHs, she encourages her educators to attend workshops because they will 

provide the support that she’s unable to offer. She explained “I encourage my educators to 

attend workshops because workshops such as the Just in Time workshop will give the support 

that I can’t give to them. These workshops I feel enable teaching and learning to commence the 

way it is supposed to.”  

Miss Seven and Mrs Six shared that the assistance they receive from subject advisors is helpful. 

Miss Seven stated that she turns to subject advisors for support in OOF subjects. She said, “I 

also consult with subject advisors for assistance about the subject that I did not major in and 

they are very helpful.” In the same vein, Mrs Six explained that if she encounters challenges in 

her OOF subjects she contacts subject advisors. She explained, “In some of the subjects that I 

am battling with I make sure that I get the subject advisor's contact numbers and I call them to 
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clarify whatever is troubling me because I don’t want to be blamed for the subject when it gets 

poor results.”  

According to the literature, Mpisane (2015) indicates DHs should have platforms that give them 

the chance to discuss the various professional challenges they face with one another to advance 

and develop the support they provide. The focus of leadership for learning is on the 

relationships that enhance teaching and learning (Naicker, 2016). The findings of this study are 

in line with the literature and the LFL model and confirms that attending a workshop once a 

year is not enough to capacitate OOF DHs’ so they opt to have a system of PLCs in place to 

overcome the challenges they face. Lamenting the same situation Naicker et al. (2013), cited 

in Mpisane (2015), point out that by coming together, DHs help one another to enhance their 

supervisory skills to better manage teaching and learning. According to the LFL framework of 

academic structures and processes, establishing formal structures such as professional learning 

communities will promote collaboration among school stakeholders and enhance the learning 

of pupils (Chiororo, 2020). It is evident from the findings of this study that DHs also encourage 

their educators to attend workshops to equip themselves because as OOFs they face challenges 

in supporting TL hence they also attend PLCs. The findings of this study are in line with what 

Liu and Hallinger (2022) conclude, that DHs are responsible for making sure that educators 

attend workshops so that they keep up with the latest developments in policy and thus may 

improve the quality of teaching and learning. In terms of the literature PLCs are intended to 

address challenges that might otherwise prevent the successful implementation of curriculum 

(Hall, 2015).    

 4.3.3.2 Class Size and Teaching and Learning  

Several states in the USA, the UK, the Netherlands, and East Asian nations like China, Hong 

Kong, Macau, Korea, and Japan all have policies regarding class sizes as a result of the 

widespread belief in education that smaller classes allow for better teaching and learning (Lai 

et al., 2016). In this study, participants shared that class size has an impact on learner results, 

however while they have different experiences their views are generally the same regarding 

this theme. Mr One shared that having small classes can help support teaching because he 

sometimes compares mark lists of classes with 25 learners with his with, and he realises that 

they perform better than his classes of 55 learners: Mr One stated:  

Multiracial schools that have 25 pupils per classroom and their results are better than 

ours and I would wish this was the case in my school too. In those schools, they can 
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give each learner the attention they need but here we can’t. The smallest class in this 

school has a 55:1 pupil ratio other classes go up to a 65:1 pupil ratio.  

Similarly, Miss Two and Miss Four explained the impact of having a small class size and 

achieving positive results. Mrs Two stated that they can guide learners individually which leads 

to quality results and that she monitors and track all learners work while Miss Four explained 

that with a small class size, she can monitor and control learner behaviour in class. They both 

indicated as follows:  

The fact that our school is big helps me because we also have a lot of educators which 

allows us to have a small class size there is about a 30:1 pupil ratio. With small classes, 

educators can guide learners individually and that assists us in getting quality results. 

This also assists me to monitor and track the work of all learners (Mrs Two).  

The Science department is made up of small classes like in grade 10 there are 33 

learners, in grade 11 there are 29 learners and then grade 12 has 14 learners which 

makes it easy for educators and me to monitor the learners and control learner behaviour 

in class (Miss Four).  

Miss Seven and Mr Eight stated that big classes affect teaching and learning. Miss Seven 

explained that the enrolment leads to crowded classes which makes it hard to ensure that all 

learners get the attention they need during classes, while Mr Eight stated that overcrowding 

compromises the feedback process This is what they both stated:   

Our school’s enrolment is high which leads to classes with a minimum of 50 pupils to 

66 pupils in classes. Now with such a number it is hard to make sure that all learners in 

the class are given the attention learners need so it is important that all learners are 

motivated to work hard even at home (Miss Seven).  

Overcrowding or less overcrowding has an impact on teaching and learning in such a 

way that a teacher with a hundred learners assesses learners but if feedback is not given 

to learners that exercise becomes futile whereas a teacher with a small class size can 

assess and bring feedback. Another thing is time, a teacher with an overcrowded class 

that teacher can assess but it will take the teacher a long time to mark and for me longer 

to give the educator their moderation feedback while a teacher with a small class size I 

can return with feedback to learners as learner’s memory is still fresh (Mr Eight).   

According to the EEA (1998) policy, class size is subject preference specific but the maximum 

ideal class size applicable in schools should not exceed 40 LER (Employment of Educators Act 

76 of 1998). The findings of this study reveal that most DHs assert that small class size impacts 

learner performance positively, however those departments whose DHs indicated that they had 

more than the recommended number of learners in their classrooms face challenges in learner 

outcome nevertheless, some DHs reap the fruits of small class sizes. The literature confirms 

that small classes offer many benefits, including the class being easier to manage and giving 
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every learner an opportunity for close teacher observation and interaction. The findings of this 

study are in line with the literature. Additionally, the findings reveal that while low enrolment 

schools offer the same number of subjects as larger schools (Magwaza, 2022), they suffer from 

overcrowded classrooms. In contrast, large enrolment schools benefit from lower class sizes 

(Magwaza, 2022). In terms of the policy smaller schools are more difficult to manage because 

of certain learner-educator ratios (EEA, 1998).  Strelan et al. (2020) discovered in their research 

that class size serves as an instrument for the effectiveness of the educational system, and this 

is dependent on the schools’ enrolment. Osai et al. (2021) found evidence that class size is a 

method to evaluate the educational learning system’s success and they discovered that the 

bigger the class size the less efficient teaching and learning will be. According to Rijal's (2020) 

research, smaller class sizes improved students' learning outcomes because of the relationship 

between instruction, task marking, and feedback. The findings of this study are consistent with 

previous research in which participants discussed the relationship between learner outcomes 

and class size.  

4.3.3.3 Supporting teaching and learning  

As a DH, among other responsibilities, many things need to be developed for each teacher 

within the department, such as the personality of the teacher, ongoing professional 

development, the learning process, and subject matter mastery (Singerin, 2021). Concerning 

the above, the participants stated that allocating subject heads is one of the factors that makes 

supporting their OOF subjects easier. Mr One stated that he sees the arrangement of subject 

heads as a success because they aid him. He stated, “Looking at the successes of the 

department, the arrangement of having subject heads is really helping me with my 

shortcomings.”  

Similarly, Miss Seven and Mrs Two perceive subject heads as being helpful. Miss Seven shared 

that subject heads solve the knowledge barrier that she experiences. She said, “Having subject 

heads, I find it very helpful because this solves the issue of lack of knowledge from my side of 

things.” Similarly, Mrs Two expounded that having subject heads relieves a huge amount of 

stress and embarrassment. She said, “Having a head is a great enabler for me as this takes off 

a huge amount of stress from me because I do not have to embarrass myself or show that I do 

not know anything because the subject head is an expert. They will assist me even with 

moderating scripts.”  
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Unlike other participants, Mrs Three also added that working with experienced educators makes 

supporting OOF subjects easier for her. Mrs Three stated “One of the things that makes my job 

easy is working with experienced educators because I leave it up to the teacher to tell me other 

things that he or she requires that will assist teaching and learning because educators are 

experts and they know best.”  

According to the EEA 76 (1998), DHs have the task of guiding and supporting educators in 

their departments. The participants’ understandings of the policy confirms that DHs allocate 

subject heads to ensure that their OOF subjects are guided and supported. The findings of this 

study go beyond the policy. The policy doesn’t cater for OOF DHs' needs however, the 

allocation and use of subject heads is a way of ensuring that OOF subjects for DHs have an 

expert who is going to support teaching and learning for these subjects. The LFL model is in 

line with this study’s findings because subject head allocation is an ideal strategy that lies in 

the values leadership dimension identified by OOF DHs that aligns the vision and goals 

identified to achieve positive outcomes on teaching and learning. In the Literature review, I 

mentioned that subject heads are the best-qualified individuals for supporting TL because they 

comprehend the requirements of subjects as subject specialists and they are utilised to close the 

mentoring gap in schools (Blose & Khuzwayo, 2023). The participants in this study also 

revealed their feelings regarding supporting TL when they were explaining how subject heads 

assist them in their shortcomings and it emerges that they feel stressed and embarrassed by how 

they lack knowledge in OOF subjects. The literature confirms that OOF responsibilities lead to 

low self-confidence, and stress and makes educators feel inadequate when they are in classes 

(Lane & Ríordáin, 2020), however while this study was done on OOF teaching, the findings 

are in line with what this study shows. Furthermore, the results of this study indicate that OOF 

DHs relied on the experienced teacher to tell them what was needed. In the study by Habi 

(2022), it was clear that the DHs had faith in their more experienced educators and expected 

them to support them more to maximise learner accomplishment.   

4.3.3.4 Communication and Motivation  

Effective communication enhances educators' performance in teaching and learning (Mdabe, 

2019). To complete the job effectively and promptly, communication is necessary (Christie et 

al., 2010). Considering the above, the participants shared the importance of communication in 

their departments. Miss Four shared that communication and manner of approach are key for 

her and her department in supporting OOF subjects. She stated, “Communication also assists 
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me in approaching educators with respect and politely addressing them is also key in 

communicating support for subjects I did not study for.”  

Like Miss Four, Mrs Six and Mr One communicate with their educators. Mrs Six conducts 

random talks with her educators in search of the expectations of OOF subjects. She expressed 

the following, “Another thing that helps me is that I randomly talk with the teacher in search 

to know what exactly is expected for that particular subject and then this will help me to refer 

to those unplanned conversations.” Similarly, Mr One stated that he holds regular meetings that 

help to develop educators and monitor the curriculum and specific requirements for his OOF 

subjects.  He said, “Having regular meetings with my subject educators helps me develop 

educators and monitor pacing and sequencing of the curriculum. Departmental meetings are 

too broad while subject meetings look at the subject specifics and requirements.”  

Mr Eight suggested that he believes in information sharing from both himself and his educators 

because sharing information avoids misunderstandings within the department. This is what he 

said:  

Sharing information is also what makes my life a bit easier because I would know 

what is going on with each subject in my department. Not only educators should share 

information but I should also do the same. If there is a circular that I have received I 

share it with my educators which avoids misunderstanding.   

Mrs Two stated that she avails herself for her educators if they encounter problems. Mrs Two 

shared, “I assure educators that if they encounter problems, I am always here for them and 

avail myself to help them my office door is never shut for them.”  

The extracts below take us through the different strategies of participants highlighting how 

motivation enhances teaching and learning in their schools and departments. In this light, Miss 

Four stated that they award certificates to learners who achieve excellent marks, as well as 

encourage learners with words. She states “We motivate learners with certificates when they 

achieve excellent marks. I always tell them that the class they are in is the right class for them 

and that they will pass if they work hard.”  

Furthermore, Miss Seven, at her school, awards top achievers with certificates however, she 

specified that they also awarded improved learners and as a department, they buy chocolates 

for learners who achieve level seven. She explained:   

The school awards every term with certificates to motivate learners. The learners who 

are awarded are the top achievers and those who have mostly improved. We also buy 
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chocolates as a department for learners who achieve level seven for our subjects and 

those who improve from one level to the next compared to other terms.  

Like Miss Four and Miss Seven, Mrs Two and Mr Five award learners with certificates. Mrs 

Two added that at her school they also award a teacher of the term award and invite motivational 

speakers while Mr Five shared that his department does not struggle with quality results but his 

school occasionally invites motivational speakers, and an overall achiever is exempted from 

paying school fees for the year. This is what they both alluded to:  

Learners are given awards for excelling in their tasks, every end-of-the-year we award  

Teacher of the Year where a teacher with the best quality results would be gifted so that  

they are also motivated. The school also invites motivational speakers and our former 

learners who are doing well in their careers. Lastly, we have a wall of fame where we 

hang pictures of our matric NCS top achievers in the reception area (Mrs Two).  

The school awards learners who do exceptionally well in their studies every term. We 

occasionally invite people to motivate learners and have grade top ten receiving 

certificates with trophies or medals. We also identify an overall top achiever in the 

whole grade for that year he or she is exempted from paying school fees for that year. 

This is done at the end of term four (Mr Five).  

Unlike the participants who specifically motivate learners, Mr One and Mr Eight shared the 

same sentiments with Mrs Two who motivates educators too. This is what they both had to say:  

I go the extra mile to motivate learners to work harder every term. Learners who achieve 

level seven marks receive certificates for their achievements in different subjects. The 

school also hosts a ceremonial event where top achievers including grade 12 achievers 

are awarded certificates and gifts to motivate learners. I don’t only motivate learners 

but I motivate educators too (Mr One).  

I always remind educators in my department of how important they are in developing 

our learners. It is the educators who are always in contact with the learners so I feel it 

important to always remind my educators how important they are reminding them is a 

form of motivation (Mr Eight).  

As per the PAM schedule, Chapter A, section 4, DHs are responsible for facilitating 

communication among colleagues to uphold high standards of instruction to enhance 

departmental administrative efficiency (ELRC, 1998). Since participants of this study employ 

a variety of communication tactics such as holding meetings and having a warm manner of 

approach when interacting with their educators, the findings are consistent with policy. 

Regarding the literature referenced in Chapter 2, it emerged that DHs must possess appropriate 

communication skills to support teaching and learning (Hauptfleisch, 2022). The participants 

did not indicate if they had received any training that would facilitate their communication with 

their educators, but it is clear from their utterances how important communication is for their 
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role.  Effective DHs through LFL articulate the vision through communicating and sharing 

information with colleagues (Goldman et al., 1991; Leithwood, 1992). These findings are 

consistent with this study because the random talks and meetings DHs turn to supports teaching 

and learning. The participants in this study also divulge that sharing information in the 

department eliminates confusion among staff members. The findings are in line with the study 

by Aradena (2017), who concludes that any failure to share knowledge results in 

misunderstandings. Through the LFL model, DHs create and use channels of communication 

for sharing information that will encourage continuous discussion with educators (Murphy et 

al., 2007). I argue that teaching and learning are not only accomplished through the direct 

engagement of DHs and educators; but they are also accomplished through the use of indirect 

instructional leadership techniques, such as motivation (Mpisane, 2015). Furthermore, the 

findings of the study exposed that most of the participants of this study have programmes in 

place in their schools and departments to motivate both learners and educators to achieve better 

results. As indicated in the literature review, the LFL theory endorses informal structures 

through social gatherings such as award ceremonies to promote and enhance the learning of 

pupils, which is in line with the findings of this study. Teaching and learning occur through 

behaviours and leadership, such as motivation and direct involvement of DHs in instructional 

leadership (Mpisane, 2015) improving the goals and vision of departments and schools. 

Positive learning happens after motivation is established. The findings of this study are also in 

line with the theory of transformative leadership (Hallinger and Heck, 2002; Leithwood, 1994) 

as it emphasises the motivational power of vision.  

4.3.4 Factors hindering Departmental Heads’ Role  

During the semi-structured interviews participants were asked: what are the things that make it 

difficult for them to support subjects they did not major in? Several factors that hinder them 

were shared. During data analysis, the themes that emerged are: inadequate resources, lack of 

development for DHs, subject content and curriculum change and workload against time.   

4.3.4.1 Inadequate resources  

When DHs lack resources for themselves or their subjects, there's a greater chance that they 

will perform poorly or become discouraged (Tapala, 2019). Concerning the above, Miss Three 

shared that her school has a shortage of textbooks because of their quintile ranking they are 

unable to order new books but can only top up old versions. This leads to educators using 
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outdated books though grade 12 NCS question papers are set on current versions. Mrs Three 

expounded:   

Our school has a shortage of books and because of our quintile, we are unable to order 

new books we are only able to top up the books that we have already. Now the teacher 

can’t have another perspective but uses the same book with outdated information but 

when the grade 12 write their exam they are questioned on the current information so 

it is very hard.  

In the same vein as Mrs Three, Miss Seven and Mr One’s schools face the challenge of funds 

and textbooks however, Miss Seven adds that her learners are sharing textbooks so when a 

learner is absent with a textbook the class becomes disrupted because learners have to move 

around. Mr One highlighted that his department fails to send geography learners on excursions 

because of a lack of funds. They both explained:  

We don’t have enough educators our school is small even the allocation of funds for the 

school is not enough to buy us enough textbooks. Our learners are sharing books. If a 

learner is absent with a textbook during class pupils move around to squeeze into those 

who have books and are disruptive (Miss Seven).  

Our school is small some of the resources we can’t cater for because of funds which is 

a challenge. For example, the geography subject requires an excursion, and they require 

various maps to support their class but we can't procure maps and excursions for them 

(Mr One).  

Miss Four stated that the community the school resides in is disadvantaged and they are unable 

to ask learners to replace lost textbooks which leads to a shortage of textbooks and a lack of 

educational facilities, including laboratories. She stated “We are located in a disadvantaged 

community we can’t ask learners to buy books if they lose them which leads us to have a 

shortage of resources. It is also unfortunate that we don’t have a school laboratory.”  

The DBE (2011) stipulates that all resources necessary for curriculum management should be 

under the supervision of DHs however, the findings of this study suggest that there are not 

enough resources to maintain the vision set for the schools and departments. A study carried 

out in secondary schools in the Qumbu District of Education indicates that low learner 

enrolment in schools can be connected to a lack of resources (Vellem, 2015). These results are 

in line with the study’s findings as the participants shared that since their schools have small 

enrolments this factor leads to several challenges such as a lack of resources. Among other 

hindrances, the participants revealed that their low enrolment of learners also determines the 

funding of their schools. The findings presented by Sakhayedwa (2022) show that student 

enrolment determines how much money a school receives, and how a decline in enrolment also 
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causes a deficit in teaching and learning resources. The findings of this study are in line with 

the existing literature, and the evidence shows that there is a correlation between the lack of 

resources and school funding, learner enrolment and where the school is located. According to 

the study, lack of resources has an impact teaching and learning and, in the literature, review I 

mentioned that the ability of DHs to perform their duties is hindered by a lack of resources 

(Mabula et al, 2022). According to Sakhayedwa (2022), lower quintile schools are the most 

affected by teacher allocation, and lack of resources including computer rooms and 

laboratories, since learners do not desire to enrol there. I argue that this is unfair because all 

learners have a right to quality education and despite the low enrolment it does not imply that 

subjects offered are fewer; rather, they are offered the same range of subjects as at a larger 

school (Finn, 2019). According to the LFL framework, leaders need to understand the school 

context (Hallinger, 2011) and through this, a relevant leadership style will be applied. 

Participants have previously shared that they keep previous provincial question papers and 

maps but also do research on the internet to mitigate the effects of a lack of resources. The 

participants of this study believe that the source of the lack of resources originates from the 

community in which the school is located. A disadvantaged community and quintile are some 

of the terms the participants used in their explanations, pointing to the relationship between the 

school and the community the school resides in.   

4.3.4.2 Lack of development for DHs  

The greatest challenge faced by DHs is their inability to function in their role without 

appropriate development (Sartori et al., 2018). Miss Four shared her concerns and was specific 

that not having workshops to develop DHs is what makes their supporting role difficult and she 

compares private sector regular training to limited DoE workshops. This is how Miss Four put 

it “There are no workshops that develop us as DHs to do our roles properly. The private sector 

always takes their workers for training to equip them with skills and knowledge but this does 

not happen with us.”  

Similarly, Mr One emphasises that being called once a year to a workshop is not impactful and 

as the first line of contact he believes there should be regular training. He explained:  

The leadership workshop that we attend as DHs’ happens once a year and I think this 

should be ongoing. The fact that we are the first line of contact for educators requires 

regular training and to be called only once I think it's not fair. I feel that the DoE is just 

letting us down there.  
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Like Mr One, Mrs Six wishes for times when OOF DHs could meet with subject advisors to 

understand what is expected from them. He said, “There should be times when we meet subject 

specialists like subject advisors, so we can be able to get the gist of what is expected of us and 

how can we do that, especially for us who are supervising the subjects we don’t know.”   

Mrs Two acknowledged that supporting OOF subjects for DHs’ would be better if there wasn’t 

a lack of training in OOF subjects, leadership and management and once-off induction. She 

explained “DHs we lack training and development in supporting subjects beyond our majors. 

As a newly appointed DH, you are called to an induction workshop and it's only done once 

however this should be ongoing.  In a similar vein, Mr Five stated that the lack of development 

on OOF subjects poses a hindrance and injustice to his performing his role. He said, “The lack 

of training and development is a huge hindrance in performing my role to the point where I feel 

that I am doing injustice to the subjects that I did not major in.”  

In the same vein, Mrs Three points out that she faces difficulty in supporting OOF subjects and 

she adds that she believes that orientation workshops are specifically for subject educators 

however, she believes that OOF DHs’ would benefit if they were to attend. Mrs Three points 

out:    

As DHs who support subjects we do not know, we don’t have workshops where we are 

equipped with skills and knowledge of these subjects. Orientation workshops I believe that it 

is specifically for educators relevant to that subject but I believe that DHs for the subjects 

beyond majors may gain a lot from those workshops but we are not included. Unlike the other 

participants, Mr Eight shared his concerns about not having workshops. He expressed the view 

that supporting OOF subjects is a challenge, however if at least DHs’ had continuous workshops 

they would save a lot of time waiting for majored DHs’ to assist them. Mr Eight explained:   

Supporting subjects I don’t know is a challenge at least if there are workshops for 

DHs that are continuous where we are equipped with skills and knowledge of the 

subjects we do not know then the time I waste waiting for other DHs to assist me 

could have been used effectively.   

Instead of sharing how the lack of professional development affects her now, Miss Seven 

shared how the lack of development affected her when she was still an acting OOF DH. She 

reflected angrily that acting DHs’ are never workshopped into the role of a DH, during the 

whole year of acting she had to figure out how to perform her roles. She explained “When I 

was still acting DH, I never attended a workshop for DHs for a year acting. I had never been 
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in any workshop to equip me as DH and what is expected from me even within my school no 

one! I had to figure everything out myself.”  

Moreover, Mrs Two and Mrs Six highlighted their encounters with educators who attended 

subject workshops. Mrs Two explained that educators don’t like sharing information with DHs 

but if they do share it, either the information is distorted or they withhold some information.  

She said “The DoE only calls subject educators to subject workshops. Some educators don’t 

like to share information if they do the information is distorted or they will share some and 

withdraw the rest.” Mrs Six additionally stated that her educators do not enlighten other 

members after attending workshops. She explained, “When educators come back from 

workshops, they do not report back because of that I will realise that there are things that I 

don’t know so even when there are changes, I would stick to the old set of information because 

they withhold the information.”  

The PAM document is silent regarding OOF DHs and their professional development in 

subjects they manage out-of-field subjects. According to the findings of this study, it is evident 

that OOF DHs need to be capacitated to ensure that their role contributes towards supporting 

TL in a way that leads to positive learner outcomes. In a study by Blose and Khuzwayo (2023), 

DHs bemoaned that their practices are affected by a lack of training and other forms of 

professional development needed to carry out their responsibilities. With the above being said, 

I maintain that it is unjust for DHs to be given such great responsibility to provide support for 

teaching and learning without proper training. The majority of DHs in a study by Sartori et al. 

(2018) regarded the lack of development for DHs as the most common barrier, to supporting 

TL. In terms of the literature cited, DHs can't fulfil their mandate if they are not properly 

trained. It is for this reason that the LFL model endorses capacity building not to only focus on 

the organisation but on DHs too (Hallinger, 2011).  The study also revealed that educators' 

reluctance to share information after attending workshops hinders OOF DHs' ability to advance 

professionally. Mpisane (2015) found that educators should receive encouragement from their 

DHs to attend workshops and on their return should provide constructive development for other 

members in writing and during departmental or subject meetings. The results of this study 

contradict previous research since educators dislike providing feedback to their DHs following 

workshops. Because of this, I am of the view that educators who don't give feedback to their 

OOF DHs also hinder their ability to advance professionally and keep up with the new 
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amendments.  The recommendations offered by the study’s participants align with all of the 

previously mentioned literature.  

4.3.4.3 Subject knowledge and Curriculum change  

For DHs to guide educators in tackling problematic curricular areas and utilising support 

systems, curriculum leaders must possess expertise in the field of curriculum management 

(Amanchukwu et al., 2015). The significance of this lies in the fact that curricula undergo 

frequent modifications, which presents several obstacles (Nene, 2019). In regard to the above 

the participants of this study shared a lack of subject content as a hindering factor in supporting 

TL for OOF subjects. Mr Eight stated that a lack of subject knowledge for OOF subjects is a 

hindrance in performing their role. He said, “A hindrance that I experience in supporting these 

subjects is that I don’t have subject knowledge.”  Similarly, Mrs Three explained that as a DH 

she is prepared to support educators but lacking subject knowledge is a hindrance in achieving 

this.  

She stated, “As an appointed DH I want to support all subjects including those I did not major 

in but I can’t because I lack the subject knowledge.”  

Mrs Two stated that lacking subject knowledge challenges her in giving guidance on 

approaches and techniques during class visits. Mrs Two said:  

In regards to class visits giving guidance is a challenge because, for my major subjects, 

I have different techniques or approaches I would probably advise the teacher to use in 

teaching a certain topic but I can't come up with different approaches for subjects I 

don’t know.  

Miss Seven explained that lacking subject knowledge leads to educators sometimes taking 

chances since they know she lacks knowledge on the subject, so she has to be careful of what 

she says because she doesn’t want to embarrass herself if educators can’t rely on her. She 

explained:  

A major obstacle is the lack of subject knowledge. Since I lack knowledge educators 

sometimes take their chances with me knowing that I don’t know anything about their 

subjects somehow, I must be careful of what I say so that I don’t embarrass myself since 

educators can’t rely on me to help them but it is the other way around.  

Miss Four and Mr Eight pointed out that a lack of subject knowledge is a barrier as they are 

limited while giving guidance on question papers. Miss Four stated that subject knowledge is 

a huge barrier because she is unfamiliar with OOF subject specifics. She shared “Not knowing 

the subject is a huge barrier because it makes me look like someone who does not know what 
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she’s doing.” Similarly, Mr Eight explained that since he lacks subject knowledge, he can’t 

support educators and those who know he is an OOF DH have developed an attitude towards 

him. He explained “Educators knowing that you have not majored in their subject develops an 

attitude because I’m unable to assist. One teacher even asked how I help her if I didn’t know 

their subject.”   

Moreover, participants in this study shared that curriculum change is a hindrance in supporting 

the teaching and learning of OOF subjects. Mr One stated that they are tasked with many roles 

and curriculum changes are a hindrance because there are always modifications. She said, 

“There are several roles we are tasked to perform and the curriculum changing now and again 

gives me challenges because there is always something new added or eliminated from the 

curriculum.” In the same vein Mrs Six points out the challenge of not being a subject specialist 

because curriculum change makes it difficult to support educators. Mrs Six added, “Curriculum 

change yet I am not a specialist again is another challenge that makes it difficult for me to 

support these subjects.” Similarly, Mrs Two explained that with an ever-changing curriculum 

there isn’t stability to grow in OOF subjects which is a big barrier. She stated, “The curriculum 

is ever-changing there is no stability to grow in the subjects we don’t know.”  

Subject knowledge expertise and understanding are crucial elements of supporting TL, as 

demonstrated by the research done by Khoza (2015) and Nene (2019). The findings of this 

study are in line with the literature as most of the participants revealed that they lack knowledge 

of some subjects they monitor. Because they lack subject knowledge DHs perceive this crucial 

factor as a hindrance in supporting TL since they face different challenges in providing 

guidance and support to OOF subject educators. In Dube-Xaba and Makae’s (2018) study, 

participants admitted that they had no background training on some of the subjects they lead 

and admitted to lacking subject knowledge expertise. In addition, they acknowledged that it 

made supporting these subjects difficult for them. The findings of this study also point out that 

a lack of subject knowledge causes challenges for OOF DHs to perform class visits. These 

findings align with other research (Maile, 2013; Motsamai, 2017) that there are difficulties DHs 

encounter when doing class visits as a result of weak subject expertise. Educators supported by 

DHs with subject expertise rely heavily on their DHs to help them improve teaching and 

learning (Malloy, 2017). Through receiving support educators build mutual trust with their DHs 

(Habi, 2022). In contrast with the literature, the findings of this study reveal that DHs are the 

ones who rely more on educators for guidance since educators are experts and DHs are not. 
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This study’s findings and existing literature provide evidence that subject expertise and 

understanding are crucial elements in supporting TL. The findings explain the attitude of some 

educators. DHs commented that the lack of development on their OOF subjects switches the 

ideal role of a DH because educators are the ones who should rely heavily on DHs, whereas 

with OOF DHs it’s the other way around. From the literature, it is clear that educators don’t see 

value in their OOF HDs because of their lack of approaches, techniques and subject knowledge 

to support them in teaching and learning (Ogina, 2017). In terms of policy, (RSA, 2009) DHs 

play an essential part in the educational system to assist educators. The results of this study also 

show that curriculum changes are a barrier to OOF DHs as they find it difficult to understand 

and execute changes in their departments' practises. In Chapter 2, section 2.5, I stated that the 

new curriculum introduces goals, methods, and tactics that are challenging to understand and 

pose difficulties for DHs, particularly OOF DHs (Bowe et al., 2017). Learning is directly 

impacted by LFL, which provides an opportunity for people to learn how to do things right 

through reciprocal, collaborative, and empowered learning partnerships for all parties (Naicker, 

2016). Through OOF DHs’ experience, they gather new knowledge to assist them in supporting 

teaching and learning for OOF subjects.  

4.3.4.4 Workload versus time  

DHs are presented with several competing priorities that all demand their attention, according 

to Tapala et al. (2020). Priorities create obstacles since the DH is unable to complete them all 

at once (Ogina, 2017). In light of the above, Mrs Two stated that she thinks DHs are overloaded 

and lack time to complete their roles. An OOF DH may be a subject teacher too, hence she 

sometimes takes work home which disturbs her family duties; Mrs Two stated:  

We lack time as DHs I think we are overloaded. Apart from DH roles, we have classes 

to teach, and scripts to mark and do our work there is also administrative work. 

Sometimes I am behind with my work because time is limited. I would take that work 

home to do but even at home I still have duties to do.  

  

Similarly, Mrs Three and Mr Eight shared that they don’t only perform DH roles however, Mrs 

Three was specific that she also handles the administration of SASAMS and that she sometimes 

forgets what educators ask her to do because there is too much to do, while Mr Eight explained 

that juggling all his roles is stressful and above that, he must manage the work of absent 

educators. This is what they explained:  

I have to make this extra time to finish everything because, as DHs, we are overworked 

and the hours we have here at work are not enough. I also have classes to attend and 
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marking to complete. To make sure that these tasks are completed, I even come on the 

weekends (Mrs Three).  

  

The workload for DHs is a hindering factor because it is not only my position as a DH 

but I am also an educator. I must juggle between those two roles, being a DH and a 

subject teacher. So, the workload becomes stressful in that regard and at the same time, 

there are absent educators (Mr Eight).  

  

Like Mr Eight, Mrs Four explains that her role as an OOF DH is stressful and she adds that 

OOF subjects require extra work and commitment while time is limited. She expressed 

“Supporting subjects you don’t know is very stressful because we are overloaded as DHs, 

especially because the subjects we did not major in require extra work and commitment in a 

short space of time.”  

  

Mr Five indicated that he has many hats besides being a DH and since his school has a large 

enrolment this leads to him having five class periods daily which is a load that requires him to 

come in early to school. He explained:  

The issue is that because of how large our school is a DH may have five periods a day, 

I only have one free period, which I use to do departmental tasks. I have to be at work 

early because of this, and I leave very late. As DHs, we have an extreme work overload.  

   

Below are the extracts shared by participants on supporting TL regarding the lack of time. Mr 

Five shared that because of a lack of time, some days he arrives at school at 06:00 and leaves 

at 19:00 to ensure that he meets the deadlines on the management plan and his subject educator 

role which requires him to put in extra time. Mr One highlighted that time is very limited in 

performing all his roles, it is difficult to juggle DH and subject teacher roles. This is what they 

both pointed out:  

There is a lack of time to do all of these duties and tasks.  Some days I come in at 6:00 

and leave at 19:00 to ensure that the management plan is set for both the school and the 

department I follow and meet the deadlines of the roles because apart from being a DH 

I am an educator of subjects that I have majored in that requires me to put in extra hours 

(Mr Five).  

  

Time is very limited because apart from the roles I must play as DH I also have my 

duties as a subject teacher. We have due dates set to complete certain tasks such as these 

departmental meetings and it is very difficult to juggle my duties. I am forced to take 

some work home, even come on weekends and during school holidays (Mr One).  

  

In a similar vein Mrs Six wants to meet her submission deadlines, however she went on to say 

that at her school she comes in at 7:00 to monitor the study and she works on weekends and 
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takes some of the work home, however, she angrily blames the DBE for DHs supporting OOF 

subjects. She explained:  

  

Lack of time causes me to do injustice in roles that I play as a DH because I want to 

meet all the submission deadlines. I also have other duties as an SMT member like I 

have to be at school by 7:00 to monitor the study so it’s a lot really and it's not easy. I 

think it's wrong of the DoE to determine the number of educators by the number of 

learners in the pupil-teacher ratio. I think that is where this problem of supporting 

subjects we don’t know starts.  

  

Like Mrs Six, Mrs Three and Miss Four's working hours are not enough, so they put in extra 

time. They said:  

I have to make extra time because working hours are not enough to perform all my 

roles. Sometimes I have to work at home and go the extra mile especially when it comes 

to checking of learner’s work. Sometimes I even make some time after school and stay 

behind to finish (Mrs Three).  

  

The time I have at work is not enough to complete all my duties. I am not only a DH 

who must monitor educators’ and learner’s work but I am also an educator myself. I 

stay behind after school, I come to school on weekends I also come during school 

holidays there is no time to rest (Miss Four).  

  

Mr Eight, like other participants stated that time constraints hinder him from completing his 

tasks, however he also had to deal with the absenteeism of educators which stresses him 

because he must attend classes of absent educators. This is what he highlighted:  

There is not enough time to do my work as a subject teacher, I am also a DH and I have 

to ensure that educators who are absent from their classes are attended to. Then tell me 

how can I not be stressed in all of this? If I was only supervising the subjects that I have 

majored in then so much time would be saved and I will use this time effectively in the 

role tasked to me as a DH.  

  

The Norms and Standards for Educators Act No.27 of 1996 (Republic of South Africa, 1996c) 

outlines the fundamental responsibilities of DHs as teaching learners a subject based on their 

workload, school requirements, and school size; overseeing and participating in co-curricular 

and extracurricular activities; managing personnel; general or administrative duties; and 

interacting and working with stakeholders (Seobi & Wood, 2016). The findings of this study 

are in line with the policy because participants are performing these roles, however they also 

declared that they are overloaded and there is limited time to perform them.  According to  

Torres (2016), DHs’ heavy workload and responsibilities are barriers to their work. In the Tapala 

et al. (2020) study, DHs voiced dissatisfaction with their load of work which includes 

supervising a range of subjects, even ones for which they are unqualified. Since DHs are 
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overloaded, they fail to perform other tasks, such as supporting TL. It then compels DHs to put 

in more time at work to fulfil their roles. The findings of this study align with those of Tapala 

(2020), which I discussed in Chapter 2, Section 2.5, on the vicious cycle of time constraints 

forcing DHs to work after school hours. They are unable to complete all of these tasks due to a 

lack of time. These situations put the DHs under stress and impair their capacity to work at 

their best since they are constantly considering how to fix difficulties for subjects they are not 

qualified for and in which they lack knowledge (Maddock & Maroun, 2018).   

4.3 Chapter Summary  

This chapter considers OOF DHs' experiences of assisting with instruction in disciplines 

outside of their areas of expertise. Through the use of thematic data analysis, this chapter 

identified several viewpoints from OOF DHs regarding their experiences. The participants 

admitted that it was difficult to support teaching and learning for subjects other than their areas 

of expertise, but they also used a variety of strategies to ensure that their roles were 

accomplished. Thematic analysis was used to evaluate and interpret the research findings of 

this investigation. The study questions and sub-questions were addressed by the results, which 

were arranged into themes and subthemes. The next chapter provides the research study's 

conclusion. A synopsis of the findings is provided, along with suggestions.  

  

  

  

CHAPTER 5  

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS  

5.1 Introduction  

This study was aimed at exploring the experiences of OOF DHs in supporting teaching and 

learning in out-of-field subjects in secondary schools. The study looked at the DHs’ 

understanding of their roles and how they perform those roles for OOF subjects. The study also 

took into account the enabling and hindering aspects that come with the OOF DHs' duties in 

supporting teaching and learning for out-of-field subjects. The previous chapter analysed and 

discussed the research findings for this study. The current chapter’s aims are three-fold. The 
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chapter presents the summary of findings, conclusions that emerged from the study in response 

to three key research questions, and recommendations for practice and future research.  

5.2 Summary of the study  

The purpose of this study was to aimed at exploring the experiences of OOF DHs in supporting 

teaching and learning in their out-of-field subjects in secondary schools. The study was 

conducted to explore DHs’ understanding of their roles and to analyse how they performed 

these roles for their OOF subjects to support teaching and learning. The intention was to 

discover what supporting teaching and learning in OOF entails and the factors that enable or 

hinder DHs to perform their roles for OOF subjects. This study made the case that despite being 

designated to manage their departments' curricula, some DHs must oversee their departments 

without having a thorough understanding of the subjects they oversee. The purpose of this study 

was then to explore the DHs’ experiences in supporting teaching and learning in their OOF 

subjects. To achieve this, the report was divided into five chapters. A brief overview of the 

contents of each chapter is provided below.  

Chapter One started with a short introduction that provided the background to the study and 

discussed the rationale. This chapter argued that DHs must have subject expertise in subjects 

they monitor to ensure that teaching and learning are being supported to achieve learners' 

academic outcomes. It argued that it is vital for DHs to understand and execute the role of 

supporting teaching and learning as well as improving the quality teaching and learning.  

However, it is equally imperative to be equipped with skills, training, and knowledge to ensure 

that their roles are performed effectively. Research has indicated DHs as instructional leaders 

who are tasked to influence learner outcomes through the human capital they represent. The 

research topic and research questions that served as a guide for the entire study were made clear 

in this chapter.  

Chapter Two reviewed the literature on OOF teaching because limited literature was found on 

OOF support or monitoring. It emerged in the literature that OOF teaching is an international 

phenomenon where educators teach out-of-field subjects. The OOF phenomenon is a term that 

is used for educators however, this study defined OOF DHs who support teaching and learning 

for out-of-field subjects. It was further revealed that there are different meanings about what 

supports teaching and learning, and it was discussed. The chapter also explored the DHs' 

different roles in supporting teaching and learning. Moreover, this chapter discussed the factors 
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that enable or hinder DHs in supporting teaching and learning. The chapter also discussed the 

leadership for learning theory as a theoretical framework underpinning the study. The issue of 

supporting teaching and learning is reinforced in the leadership for learning theory, that a DH 

receives objective guidance by examining all the dimensions of the framework in achieving 

positive learner outcomes.  

Chapter Three presented a detailed discussion of the research design and methodology that 

was executed during the empirical study. This study used a qualitative research methodology 

under the framework of an interpretivist paradigm. This study utilised the case study method 

to explore the lived experiences of OOF DHs in supporting teaching and learning on out-of-

field subjects. The case study method proved to be suitable for this study because using a case 

study method helped me to create knowledge as a specific case is examined to explore life in a 

specific context (Yin, 2009). In this study, participants were chosen using purposeful sampling. 

Eight (8) participants were chosen for the study based on characteristics they possessed (Cohen 

et al., 2011). To generate the data, semi-structured interviews were used. The data was then 

analysed using an inductive approach. This chapter concluded with a discussion of the study's 

limitations, trustworthiness concerns, and ethical considerations. The data analysis and the 

ethical considerations were discussed in chapter four.  

Chapter Four presented the analyses and interpretation of data generated on the experiences 

of OOF DHs in supporting out-of-field subjects. The analysed data was also presented using 

themes that emerged to complete the findings. I later shared the summary of the findings as 

presented in the chapter by restating the questions and demonstrated what the findings are.   

5.3 Summary of Findings  

The answers provided by this study to each critical question are summarised in this section. 

Based on the conclusions from the literature review as well as the data, the findings are 

summarised below.  

5.3.1 How do Departmental Heads understand their role in supporting teaching and 

learning in out-of-field subjects?   

The findings revealed that OOF DHs have a common understanding of their roles as DHs. 

Firstly, they considered their role to include giving support and guidance to novice and 

experienced educators in their departments. In providing guidance and support, the findings 
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show that DHs must develop and capacitate educators in their departments as they are the first 

contact and support for educators. The LFL framework suggests that leaders for learning must 

provide useful guidance in achieving the goals and mission of the school (Hallinger, 2011). 

Furthermore, the findings of this study suggest that DHs also have a role of motivating 

educators to attend workshops to ensure that educators receive all the guidance and support 

they require especially where they cannot offer it themselves. DHs also saw themselves as 

strategy givers, offering advice and organising brainstorming sessions with educators to address 

and resolve any issues they may be having. This role can sometimes be challenging since the 

participants of this study explained that they do not have the required skills and knowledge to 

provide this support hence, to support learning, leadership for learning places a strong emphasis 

on relationships (Naicker, 2016) to seek strategies that will resolve challenges.  

The study revealed that the DHs also have monitoring roles in their departments. Their 

monitoring roles included pacing and sequencing of curriculum, monitoring ATPs and 

curriculum assessment, monitoring learners’ and educators' work and conducting pre-and 

postmoderation of learners’ tasks. Furthermore, the participants in this study believed that to 

achieve the learner results envisioned by leaders for learning, it is their responsibility to 

determine, provide and monitor resources needed for teaching and learning to occur in their 

departments. Values specify the goals that leaders pursue as well as the ideal strategies they 

will use to get there (Hallinger, 2011). Monitoring teaching and learning is an ideal strategy for 

the participants of this study which assesses if the specified values will be achieved by the 

department. In addition, the findings suggest that DHs must formulate a vision for their 

departments as well as common goals to ensure that all members are working towards achieving 

the same objective. In the findings the DHs had different views of formulating the vision for 

their departments, some developed the vision on their own while others involved their educators 

in the process. Leadership focus concentrates on the strategies that leaders use to try to improve 

learners' academic performance (Hallinger, 2011) hence, formulating a vision is necessary to 

guide the department.   

5.3.2 How do Departmental Heads play their role in supporting teaching and learning 

out-of-field subjects?  

The findings of this study revealed that OOF DHs allocated subject heads to assist them with 

their OOF subjects as they lack the necessary skills and subject knowledge. The findings 
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revealed that subject heads help in roles like pre- and post-moderation. During pre-moderation, 

they assist in ensuring that the standard of the question paper meets the requirements for each 

grade while during post-moderation they check the educators’ marking of learners’ scripts. In 

this role, the participants believe that it requires them to have the subject knowledge which they 

lack and subject heads assist them. The findings suggest that the idea of allocating subject heads 

is a successful approach that OOF DHs use to ensure that support in teaching and learning for 

OOF subjects is provided by a subject specialist. According to Blose and Khuzwayo (2023), 

subject heads are the best-qualified individuals to assist OOF DHs because they comprehend 

the requirements of subjects as and they can be utilised to close the mentoring gap in schools.  

Shared, delegated or distributed leadership is one form of leadership that encourages members 

in the department to work towards the same goal and vision while developing the members for 

the future (Hallinger, 2011). The findings of the study also showed that OOF DHs seek 

curriculum guidance from other educators or DHs who have majored in their OOF subjects 

within and outside their school premises. The findings of this study further showed that since 

OOF DHs are not equipped with the skills and knowledge of some subjects, they often pair 

educators of subjects they don’t know with those who have majored in their OOF subjects. This 

allows their educators to receive support from someone who is a subject expert, which will 

ensure learner academic achievement. Some DHs encourage their educators to attend 

workshops as they believe that in workshops educators will receive the guidance and support 

that they are unable to provide as OOF DHs.  

The study further exposed that the OOF DHs, during their monitoring of teaching and learning 

perform class visits even though educators are not fond of this kind of monitoring. The findings 

indicated how OOF DHs perform class visits and that there are various approaches used to 

perform this role. Some DHs use a class visit tool, others observe the relationship between 

educators and learners in the classroom while others monitor ATPs to assess work coverage 

against learners’ work or activities to understand what happens in the classroom. The OOF DHs 

disclosed that they make use of the question paper and memorandum to perform 

postmoderation however this way disadvantages learners because some answers may go 

beyond the memorandum. When it comes to pre-moderation the findings of this study revealed 

once more that DHs are not trained to perform this role because they seem to be doing the 

basics like fixing grammatical errors and checking illustrations and instructions.   
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Furthermore, the findings of this study exposed that when it comes to inducting novice 

educators out-of-field subjects, OOF DHs struggled. However, they ensure that all documents 

needed by an educator are there before an experienced teacher leaves. The LFL model suggests 

that people in schools must be given opportunities for capacity building to increase their 

productivity in achieving organisational goals (Hallinger, 2011). Lastly, the findings of this 

study revealed that OOF DHs relied on educators to share with them their subject needs for 

resources, and depending on the LTSM budget they will order on their behalf, distribute and 

monitor stock for their departments. The participants in this study also researched on the 

internet for their educators to try to provide information to support OOF subjects. 5.3.3 What 

factors enable Departmental Heads to support teaching and learning in out-of-field 

subjects?   

The findings of this study indicate that OOF DHs attended PLC meetings with other DHs to 

share challenges and strategies to overcome their weaknesses. The meetings assisted OOF DHs 

to familiarise themselves with the subject knowledge. OOF DHs felt comfort in knowing that 

they were not alone in the challenges they faced, and they gained new knowledge and strategies 

for supporting teaching and learning.  However, these meetings happened occasionally which 

slow-paced their development in OOF subjects. Because the meetings made their lives easier, 

the participants begged for more of them.  Furthermore, the findings of this study revealed that 

annual management workshops designed for DHs made leading departments easier for them. 

In the workshops, participants gained knowledge and skills on how to lead and manage their 

departments. However, some DHs spoke about the management workshop as induction for 

them which took place only once when all DHs were appointed to the position. The findings 

also revealed that the workshops attended by OOF DHs seem not to be serving the purpose 

since OOF DHs show contradictions in how they perform some of the roles. Moreover, the 

findings of this study reveal that the workshops educators attend enable teaching and learning 

because educators receive guidance and support that OOF DHs are unable to offer. Further, the 

findings of this study also showed that the assistance given from subject advisors to OOF DHs 

also makes supporting teaching and learning easier for them. Subject advisors are subject 

experts, they can provide guidance and support to OOF DHs by offering them the techniques, 

skills and knowledge they need to support teaching and learning.    

In addition, the findings of this study revealed that class size does have an impact on teaching 

and learning, thus demonstrating that educators with less crowded classes can attend to learner 
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needs individually and effectively. When educators in the department achieve positive learner 

outcomes the departmental vision and goals set by DHs will be attained. Furthermore, the study 

revealed the usefulness of subject heads when it comes to solving the barriers of being an OOF 

DH supporting teaching and learning. Subject heads provide assistance to OOF DHs where 

they fall short with regard to skills and knowledge for out-of-field subjects. It was evident that 

OOF DHs keep copies of official subject documents like ATP, POA, CAPs documents and 

previous question papers, making supporting teaching and learning easier for them. By keeping 

copies of the official subject documents OOF DHs can refer to and familiarise themselves with 

the information and requirements of their OOF subjects. Moreover, the findings confirmed that 

DHs’ communication skills and manner of approach make supporting OOF subjects easier 

because OOF DHs are able to get the answers and the assistance they require within their 

schools. Lastly, the findings of this study revealed that motivating learners and educators, 

awarding certificates, inviting motivational speakers, offering school fee exemptions and 

academic colours to learners also make supporting teaching and learning in their departments 

easier because it keeps educators and learners enthusiastic which leads to positive results. The 

involvement of OOFs DHs in motivation serves as support and when educators and learners 

are motivated, they strive to achieve outstanding learner outcomes which is the main function 

of all departments and schools.  

5.3.4 What factors hinder Departmental Heads in supporting teaching and learning in 

out-of-field subjects?   

The findings of this study revealed that a shortage of resources such as textbooks, laboratories 

and science equipment make OOF subjects difficult for DHs. Moreover, it was confirmed from 

the findings that the quintile ranking of their schools seemed to be another factor that hindered 

them from procuring enough resources with recent and relevant information, given the limited 

allocation of funds for their schools. Since the provincial question papers are set on current 

contexts for subjects such as tourism and learners are using old textbooks, this hinders them 

from acquiring needed information and learners cannot be taken on excursions because of a 

lack of funds. In line with this finding, Mabula et al. (2023) conclude in their study that the 

ability of DHs to perform their duties may be hindered by a lack of resources.   

The findings of this study also show that the lack of capacitation of OOF DHs makes them feel 

stressed, and embarrassed for not knowing the subjects they have to provide leadership on. 
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OOF DHs confirmed not doing justice to their roles which results in them waiting for assistance 

from those who have majored in the OOF subjects. The participants claimed that waiting for 

assistance from DHs who have the subject knowledge wastes their time when that time could 

be used meaningfully in the countless other duties they have. Furthermore, the findings of this 

study revealed that OOF DHs shared concern about workshops planned by the DBE only 

happening once a year and they felt that the workshops should be ongoing. DHs felt that if the 

workshops were ongoing, they would assist greatly in performing their roles and eliminate 

some of the hindrances they are facing. OOF DHs also shared that if they were included in 

specialisation workshops attended by their educators, they would gain much as educators do 

not report back and when they do, sometimes the information is distorted. Some participants, 

however, mentioned that they had multiple OOF subjects in their department and did not see 

how they could attend these sessions because of time constraints brought on by their multiple 

duties. The Findings also showed that there are more challenges for acting DHs. The DHs are 

not workshopped or trained for their role, and they are left to operate their departments on their 

own or seek help from more seasoned DHs. This study is not looking into acting DHs however 

these findings are evidence that capacity building is for all the people in the organisation 

(Hallinger, 2011). The DBE should be aware of the need for regular training for DHs to be in 

full control of what is expected of them (Ogina, 2017) especially OOF DHs. Tapala et al. (2022) 

conclude that OOF DHs may know what is expected from them however, their supporting role 

in out-of-field subjects areas requires regular training.  

In addition, the findings confirmed that OOF DHs see their lack of subject knowledge of OOF 

subjects as a hindrance to performing some of their roles. Furthermore, the findings of the study 

show that a lack of subject knowledge in OOF subjects leads to a lack of approaches and 

techniques that can assist educators in tackling topics in their classes. It emerged from the 

findings that the challenge of giving support on techniques and approaches is not the only 

hindrance relating to subject knowledge but OOF DHs also could not provide guidance on the 

quality of assessment and cognitive levels during pre-and post-moderation, which makes them 

feel clueless and useless at their role. Moreover, regarding monitoring teaching and learning 

through pre- and post-moderation, the findings reveal that OOF DHs find it difficult to perform 

this role because of a lack of skills, knowledge and training. The findings of this study also 

revealed that curriculum change makes it difficult to support teaching and learning for OOF 
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subjects as this is an ongoing battle of learning new things and there is no stability in learning 

and mastering OOF subjects for them, because of constant modifications to the curriculum.  

Significantly, the findings of this study revealed that DHs are overloaded with work and there 

is not enough time to complete all the required roles. The participants in this study confirmed 

that because of the amount of work they have, they find it necessary to allocate extra time to 

be able to complete all their tasks. DHs explained that they work some hours before school 

begins, during work hours, after school hours, at weekends, and on holidays and sometimes 

take work home to ensure all their duties are completed. The amount of time participants spend 

on their work is evidence of how dedicated they are to their work, but it also proves that DHs 

are overloaded, and above this they manage subjects they are not familiar with. The findings 

also revealed that DHs have numerous roles aside from supporting teaching and learning for 

their departments. DHs commented that they are also educators with teaching subjects and 

because of the school size some DHs have up to five periods daily which leads to them 

struggling to juggle the various roles which can be stressful if they are unable to perform all 

roles within the allocated hours of work. According to Dube-Xaba and Makea's (2018) findings, 

OOF DHs admitted that most of the difficulties they face in out-of-field subjects, like tourism, 

don't arise when they are supporting their major subjects. Hence OOF DHs dedicate extra hours 

to their work to complete their duties.   

5.6 Conclusions   

The Departmental Heads have a relatively common understanding of their roles and they 

confirm doing what is stated in different departmental policies. The findings indicated how 

OOF DHs' roles are performed. From the findings, it can be concluded that there are no unique 

roles that OOF DHs play as compared to those supporting teaching and learning in their major 

subjects. However, it can be argued that in the OOF context, leadership of a department is a 

shared role to accommodate the shortcomings mentioned by participants. It is apparent from 

the findings that there is no single strategy for performing the same role for OOF DHs, but they 

apply different strategies to perform common roles. Studying the findings on enabling factors, 

I can conclude that there are shared factors that make supporting teaching and learning easier.  

Furthermore, I conclude that there are certain skills DHs need to acquire in order to support 

teaching and learning out-of-field subjects. These skills include communication, problem 

solving, strategic thinking and delegation. Drawing from the participants’ utterances about how 
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OOF DHs conduct pre- and post-moderation, I can conclude that their moderating is done 

mostly for compliance rather than to ensure quality and enhance teaching. The lack of subject 

knowledge and a skills deficit are some of the factors stated by OOF DHs that force them to 

perform compliance moderation. It is also evident from the study that Departmental Heads face 

several common challenges that these come with a series of emotions related to supporting 

teaching and learning out-of-field subjects. I can conclude that leadership in the context of OOF 

that DHs experience is similar to the experiences of OOF educators. For instance, both OOF 

educators and participants in this study experience conflict, self-doubt, a lack of confidence, 

stress and dissatisfaction when dealing with OOF subjects. The hindrances OOF DHs face also 

come with opportunities such as networking with neighbouring educators, DHs and subject 

advisors. I can also conclude that these networks are useful for OOF DHs in urgent situations 

where they require support or guidance.  

5.5 Recommendations  

Given what had emerged in this research, this section presents the recommendations for both 

practice and further research.   

5.5.1 Recommendations for practice  

The study concluded that departmental visions and goals are beneficial and therefore I 

recommend standardising the creation of a vision and goal statement for every school 

department. The Department of Basic Education should consider making the position of subject 

heads an official role given the findings of this study, as it reflects that they can complement 

the OOF DHs. The PLC meetings attended by OOF DHs prove to be a working system of 

sharing challenges and working strategies. Therefore, I recommend that PLCs be mandatory 

for all DHs to ensure continuous development for all DHs, especially OOF DHs. Since the 

findings of this study suggest that paring educators with those who have majored in 

neighbouring schools is a working strategy. I recommend that this collaboration be made 

official, where schools are paired during orientation workshops at the beginning of the year and 

these pairs can be reshuffled every three (3) years. It is evident from the study that the 

workshops attended by educators are beneficial to OOF DHs, so I recommend that the 

workshops should be intensified so that educators are thoroughly supported and encouraged to 

attend. The findings suggest a strong need for intervention training which can also assist subject 

advisors to do school visits in support of OOF DHs. Therefore, I recommend that the subject 
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advisors link with OOF DHs to equip them with relevant skills and knowledge which can cater 

for the roles tasked to them.  

This may also be done through virtual meetings because of the work overload OOF DHs’ report 

and taking time off work may lead to delays in completing their roles as leaders for learning. 

Considering the findings of the study, there is more that still needs to be done for the OOF DHs 

to perform their roles effectively. I recommend that the Department of Basic Education arrange 

ongoing subject specialisation workshops for OOF DHs. This might be done through circuit or 

cluster meetings to encourage participation, and foster interactions and engagement by all OOF 

DHs.    

5.5.2 Recommendations for further research   

The study encourages further research particularly with regard to OOF DHs experiences of 

supporting OOF subjects. Since this study was conducted in the uMgungundlovu district as a 

small-scale study with eight participants. I strongly recommend a similar study but on a larger 

scale. The study may also include educators in schools supported by OOF DHs to share their 

views about their experience of being supported by OOF DHs in teaching and learning.    

5.6 Final word   

The purpose of this study was to explore the lived experiences of OOF DHs in how they support 

teaching and learning in their departments. There are numerous perspectives offered by 

different scholars describing the support of teaching and learning. Literature shows that DHs 

are curriculum leaders who should provide curriculum support for their educators to achieve 

the goals and vision of their schools, which is achieving positive learner outcomes. The findings 

of this study emphasise that the OOF DHs understood their roles in supporting teaching and 

learning and have several strategies for ensuring that their roles are successfully executed. In 

addition, the findings indicate that as much as there are factors that make supporting teaching 

and learning easy, there are more hindrances than enablers which shows how challenging their 

roles are. Leadership for learning theory as the theoretical framework underpinning this study 

corresponds well with the practices, particularly in relation to DHs being leaders of learning 

for their departments, as encouraged by LFL.   
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APPENDIX F: SEMI-STRUCTURED INTERVIEW SCHEDULE  

Topic: “Supporting teaching and learning in out-of-field subjects: a case study of departmental 

heads”  

1. Which subjects fall under your department and which of those subjects you did not major in 

for your qualification?  

2. What do you understand as the role of supporting and learning in general but also in subjects 

you did not major in?  

a) In your understanding do you think your understanding of your role in supporting 

teaching and learning, and how is your experience in the subjects you have majored in 

and for those you did not major in?  

3. What are the actual roles that you play in supporting teaching and learning, especially for 

subjects you have not majored in?   

a) How do you do those roles?   

b) Is there any difference in supporting teaching and learning in subjects you have 

majored in and those you have not majored in? if yes, what are the challenges you 

face?  

c) How do you deal with those subjects?  

d) Do you think there is a link between your understanding of the roles and the actual 

roles that you play?  

4. What are the things that make it easy for you to support teaching and learning in subjects that 

you have not majored in?  

a) How do those things help you to support teaching and learning in those subjects?  

5. What are the factors that hinder you from supporting teaching and learning for the subjects 

you did not major in?  

a) How do those things impact you in supporting educators of subjects you have not 

majored in?  
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