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Abstract 
The academic world has become increasingly complex over the years, thus necessitating distributed instructional leadership 

(DIL) among more people to improve the efficacy of curriculum implementation. However, DIL at departmental level in 

secondary schools in Lesotho is ambiguous and not fully acknowledged. With this mixed-methods research of a convergent 

parallel design we explored how heads of science departments (HoDs) conducted DIL in their respective departments for the 

implementation of the new science and technology (ST) curriculum in Lesotho secondary schools. Quantitative data from a 

concurrent nested sample of 67 HoDs were collected through a questionnaire and analysed through descriptive and 

inferential statistics. A stratified purposive subset consisting of 4 HoDs and their 4 ST teachers was interviewed, and the data 

were thematically analysed. The HoDs in this study performed DIL functions related to out-of-class activities more 

effectively than the functions related to in-class activities. Only 2 of 4 interviewees implemented curriculum integration as 

proposed in the syllabus. We recommend constant communication among the HoDs, teachers and curriculum developers 

through regular feedback during the implementation process. 
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Introduction 

Successful leadership is a key factor in enhancing learning outcomes and overall institutional achievement by 

enhancing staff morale and student engagement (Akomodi, 2025; Wolfe, Knudsen & Mahaffey, 2023). 

Leadership success depends on the efficacy of first-order innovations such as changes in curricular and 

instructional design (Demirdag, 2021). However, Thornell (2022) posits that instructional leadership (IL), which 

focuses on teaching and learning, remains undervalued despite its potential to influence school performance. 

The academic world has become complex over the years. This necessitates DIL to extend beyond one 

leader because, individually, leaders are more likely to focus their attention on administrative duties than on 

instructional advancement (Li, Chan & Hu, 2023; Sahlin, 2023). This paradigm shift has resulted in the 

incorporation of more people into leadership practice for instructional improvement, including the HoDs 

(Malinga & Jita, 2020). 

HoDs are central to DIL, particularly during curriculum reform, owing to their influence on instruction, 

which is more consistent and significant compared to other leaders (Sengai, 2021). HoDs are change agents and 

expert leaders who model and coordinate good curriculum implementation practices and support their teachers 

in terms of expertise and resources, thus creating a positive environment for instructional activities (Doherty, 

2021). In cases where they were unable to offer direct support to their teachers, they solicited external assistance 

by encouraging and organising collaboration among teachers within and beyond their department and/or school 

(Sahlin, 2023; Sengai, 2021; Thornell, 2022). 

 
Literature Review 

None of the components of the education system requires more effective leadership strategies than secondary 

schools, owing to IL of poor quality that often leads to resistance to curriculum reforms (United Nations 

Educational Scientific and Cultural Organisation [UNESCO], 2021). According to Akuma and Gaigher (2021), 

the senior secondary and natural science sectors present most of the challenges. For instance, secondary schools 

achieve poor results in national examinations, experience a high dropout rate resulting from their large size, 

wide curriculum, and a lack of relevant research (Examinations Council of Lesotho [ECoL], 2020; Leithwood, 

2016). These challenges are exacerbated by, among other factors linked to curriculum implementation, a lack of 

leadership expertise and resources, inefficient teaching methods, and inadequate support from stakeholders 

(Aslam, Mushtaq, Noor, Maqbool, Khan & Sarfraz, 2024; Jita, 2021). 

Curriculum implementation is one of the key factors affecting the success of education systems, hence the 

need for appropriate approaches to resolve the challenges (Aslam et al., 2024). The world is consistently 

adapting to changes through curriculum reforms, and Lesotho is no exception. The Lesotho government opted 

for curriculum integration as its latest strategy for enhancing knowledge construction and self-reliance among 

students (Ministry of Education and Training [MoET], 2021). This innovation manifested as the Integrated 

Basic Education Curriculum (IBEC), which is the most recent reform since the end of British colonial rule of 

Lesotho in 1966 (Raselimo & Mahao, 2015). This was an extension of the Curriculum and Assessment Policy 
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(CAP) of 2009, and it was introduced in stages, 

starting from 2012 (MoET, 2021). The IBEC 

arranges traditional subjects into learning areas 

such as science and technology (ST), creativity and 

entrepreneurship, and linguistics and literacy, for 

Grade 8 (MoET, 2009, 2018). The ST learning 

area, which is the focus of this study, includes 

natural science, agriculture, home economics, 

technological and technical subjects, geography, 

life skills, and health and physical education 

(MoET, 2009). An ST teacher, therefore, is 

expected to teach all these subjects in a holistic, 

integrated manner. Concepts are taught once rather 

than many times in different subjects through 

student-centred pedagogy and democratic learning 

to develop 21st-century skills (MoET, 2021). 

 
Problem Statement 

It appears that the governments of Lesotho, 

Zimbabwe, and South Africa are not adequately 

committed towards innovations. Jita (2021) is of 

the opinion that these countries seem to introduce 

new curricula mostly for compliance with 

international educational standards. The CAP 2009 

was not effectively implemented owing to a lack of 

planning, supervision, and evaluation, among other 

reasons (MoET, 2021). As a result, it was reviewed 

even before the IBEC rollout was completed in 

secondary schools, resulting in the development of 

the new policy, namely, the Lesotho Basic 

Education Curriculum Policy (LBECP) of 2021. 

While Niemelä (2022) highlights that effective 

curriculum integration requires high competence 

levels, the policy review (MoET, 2021) reveals that 

Lesotho teachers lacked content knowledge and 

appropriate qualifications for implementing the 

IBEC, thus proposing that the integration of 

subjects in secondary schools be aborted. 

Nonetheless, the IBEC is currently being 

implemented in Lesotho secondary schools pending 

the development of the new curriculum. 

The impact that HoDs have is yet to be fully 

acknowledged by educational systems and 

researchers on secondary schools, in particular 

(Leithwood, 2016). This means that although the 

subject departments are valuable, the principles of 

departmental leadership as part of DIL are not 

clearly stated (Forde & Kerrigan, 2022). For 

instance, the new career structure for Lesotho 

teachers summarises the role of HoDs in one 

paragraph of general statements rather than 

indicating specific functions, for example, “the 

position holder coordinates the processes of 

learning and teaching in the group of subjects for 

whom he or she is responsible” (MoET, 2019:14). 

We recognised this gap and acknowledged the 

urgency of research that explores the contribution 

of HoDs towards school leadership. Research on 

the HoDs’ DIL function is even more significant in 

underdeveloped countries such as Lesotho, which 

require drastic educational reforms for 

socio-economic growth. In this study we explored 

DIL practice based on the question: What are the 

Lesotho science HoDs’ DIL practices and 

perspectives related to the implementation of the 

ST curriculum in their departments? 

 
Theoretical Framework 

Instruction is a multi-faceted phenomenon that 

requires the distribution of leadership among 

people and instruments that drive the education 

system (Doherty, 2021; Sahlin, 2023). The 

importance of DIL is two-fold: leaders’ attention is 

focused on improving instruction (Shaked, 2022), 

and leadership is effectively distributed for 

instructional advancement (Malinga, Jita & Bada, 

2022). The origins of DIL can be traced back to the 

effective school movement era in the United States 

of America (USA) between 1960 and 1980, during 

which the meaningful dynamics of educational 

performance was explored through research 

(Australian Department of Education, 2022). Since 

then, DIL and accountability demands required of 

leaders to shift from haphazard management to 

purposeful leadership (Munna, 2023). DIL has 

emerged as a crucial strategy for leaders to improve 

their schools (Dania & Andriani, 2021). 

DIL emphasises that leaders such as HoDs 

should collaborate and make decisions with their 

teachers, instead of isolating their leadership 

behaviour or traits (Malinga et al., 2022; Sachar, 

2025). HoDs’ functions include stating their 

expectations of the teachers in their departments, 

identifying professional learning activities for their 

teachers and employing data-driven improvement 

plans (Akomodi, 2025; Sachar, 2025). Each 

function can be achieved through a specific set of 

strategies and resources, such as the educational 

policies and regulations that constitute the school’s 

context (Diamond & Spillane, 2016). 

Consequently, the positive impact of DIL manifests 

in conducive learning environments, empowered 

teachers, and improved student achievement 

(Demirdag, 2021; Sachar, 2025). This impact 

places DIL second after classroom instruction 

among the most significant factors influencing 

learning achievement (Leithwood, Harris & 

Hopkins, 2020). 

Based on literature (e.g. Akram, Kiran & 

Ìlğan, 2017; Day & Sammons, 2016; Hallinger & 

Murphy, 1985; Spillane, Halverson & Diamond, 

2004) we developed Figure 1 to illustrate the 

principles used in this study and the DIL functions 

that HoDs distribute to their teachers. 
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Figure 1 DIL model  

 

The interaction among HoDs, teachers, and 

their school contexts is illustrated in Figure 1: 

social distribution among HoDs and their teachers 

and contextual distribution between HoDs/teachers 

and their environment (Halverson & Clifford, 

2013). The outermost layer of the diagram 

illustrates the eight functions that were explored in 

this study (Demirdag, 2021). 

 
Methods 

The mixed methods research approach supported 

by pragmatism was employed in this study because 

it provides for research diversity through 

quantitative and qualitative methods (Cohen, 

Manion & Morrison, 2018). A convergent parallel 

design was employed because it is more time- and 

cost-effective than sequential designs. 

The names of schools from all 10 districts in 

Lesotho were fed into a number generator 

(Random.org, 2021) to select an accurate 

quantitative sample of 67 schools to enhance the 

generalisability of the conclusions. We assumed 

one HoD per high school (HS). Schools are more 

accessible than individual HoDs, hence their 

engagement as units of sampling in this study 

(Creswell & Creswell, 2018). A stratified 

purposive sample of four HoDs was also selected 

from the original sample to promote the 

comparison of responses from various contexts in 

the qualitative phase. 

All the HoDs rated their practice on a 5-point 

Likert scale of 40 DIL statements. Four HoDs were 

individually interviewed using semi-structured 

open-ended questions to allow them to express 

their opinions freely and honestly. These HoDs 

were then asked to choose one Grade 8 teacher to 

participate in the interviews. Half of the 

interviewees were from urban schools, and half 

were from schools piloting the new curriculum. All 

interviews were audio-recorded to have a detailed 

account of the findings with minimal interference. 

The questionnaire responses were analysed using 

statistical analysis software ([SAS] SAS Institute 

Inc., 2013) to enumerate and organise the 

quantitative results for meaningful reporting. The 

interview data were transcribed and coded to 

identify meaning for thematic analysis. The 

original study design included document analysis, 

but this data collection method was ultimately 

eliminated as research instrument because the 

documents lacked significant information about the 

HoDs’ DIL. For instance, the interviewed teachers’ 

preparation books had only the HoDs’ signature as 

evidence of checking instead of providing 

meaningful feedback on instructional activities. 

The policy documents and the syllabus also did not 

provide any guidance regarding the specific 

functions of the HoDs and how the curriculum 

should be integrated. 

Even though the questionnaire employed in 

this study was adapted from valid instruments, 

namely Hallinger and Murphy’s (1985) principals’ 

instructional management rating scale (PIMRS) 

and Akram et al.’s (2017) instructional leadership 

questionnaire (ILQ), it was re-validated through 

inferential statistics and piloting. The results reveal 

reasonably high internal consistency because the 

Cronbach alpha coefficients ranged between 0.63 

and 0.80 for the eight constructs. Most (71%) of 

their Pearson inter-item correlation coefficients 
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were between 0.5 and 0.77, which Cohen et al. 

(2018) consider acceptable for social research. All 

DIL constructs were significantly and linearly 

related to each other (α ≤ 0.05), meaning that the 

questionnaire had acceptable content validity. The 

questionnaire and the interview protocol were 

piloted in two secondary schools to improve the 

reliability and validity of the items. The data 

collection instruments were self-administered to 

augment the credibility of the procedures. 

 
Ethical Considerations 

The relevant authorities granted permission for this 

study to be conducted within a specific code of 

ethics. Participation in this study was voluntary and 

anonymous, and the information was handled 

confidentially. Anonymity was achieved using 

pseudonyms. Information regarding this research 

was communicated to the participants and 

authorities in writing. This research was declared 

independent and free from any conflicts of interest. 

 
Results 
Teachers’ Continuous Professional Learning 

Table 1 displays the descriptive data for the five 

DIL sub-constructs addressing how the HoDs 

promoted continuous professional learning (CPL) 

among their teachers. 

 

Table 1 Descriptive statistics of the HoDs regarding promotion of teachers’ CPL 
Sub-construct n M SD 

All 67 3.53 0.68 

  8. Learn with teachers 66 3.50 1.0 

20. Discuss the subject matter and the new curriculum 66 3.90 0.9 

29. Evaluate teacher learning 66 2.64 1.1 

35. Select teacher workshops 66 3.89 1.1 

38. Suggest improvements based on assessment data 67 3.15 1.2 

 

Table 1 illustrates that the HoDs were 

moderately engaged in promoting their teachers’ 

learning in four of five sub-constructs of DIL. 

Their activity was highest when engaging with 

teachers in discussions regarding the content and 

the curriculum, and when selecting teacher 

workshops. However, their engagement level in the 

evaluation of CPL was below average. The 

interviews revealed that the HoDs addressed some 

of the implementation challenges by facilitating 

collaboration. For instance, the teachers shared 

ideas regarding the solutions to some of the 

instructional challenges that they had experienced. 

The teachers believed that some of the 

challenges were student-related. For instance, they 

considered that the quality of students who were 

exposed to the new integrated curriculum was 

lower than that of their counterparts who were 

taught using the old curriculum. Ms Ntha indicated: 

“They are difficult to teach. The present ones 

cannot even write ... They do not even come close 

to writing the right thing because they seem to be 

writing in Afrikaans.” This challenge necessitated 

teachers to share pedagogical content knowledge 

(PCK) strategies suitable for teaching such 

students. For instance, Ms. Ntha solicited 

assistance related to PCK from other teachers: 
When we have problems …, we bring them to other 

teachers so that they can advise accordingly … so 

that they can teach it for you … However, if it is 

something that is easy to understand, then they give 

you the material that you can read. (Ms Ntha, Pelo 

HS) 

Ms Skop also encouraged collaboration beyond her 

department by allowing her teachers to request help 

from elsewhere: “Some were consulting from other 

schools, and that seems to have helped them ... Our 

leader is supporting us. As a science teacher 

herself, she even helps us with the teaching of our 

subjects whenever we experience problems.” 

Some of the implementation challenges 

originated from the teachers themselves because of 

a lack of PCK for some of the subjects in the ST 

learning area. Mr Santos said: “It is taught by one 

person. Someone will not be well equipped with the 

content of certain subjects.” Mr Maru was the only 

participant who felt comfortable teaching ST even 

though he expressed concern for student teachers: 

“It is so difficult, why because on behalf of the 

interns …, they did home economics at the college 

but here they are teaching physics, biology, 

chemistry, and agric[ulture].” Therefore, some 

HoDs, in collaboration with their teachers, decided 

to separate ST into its components to enable 

different teachers to teach the subjects in which 

they majored, although this was contrary to the 

curriculum expectation of integration. For instance, 

Mr Santos said: “We discussed as the department 

that we should at least split it. It is true that the 

ministry does not encourage this issue of splitting 

because it does not have integration.” 

The HoDs facilitated the attendance of 

workshops organised by the MoET to mitigate the 

teachers’ challenges linked to PCK. All teachers 

expressed positive feelings about the workshops, 

even though they were concerned that the 

workshops had either stopped or occurred less 

frequently. The participants reported this lack of 

support in terms of in-service training as one of the 

barriers to the successful implementation of the 

new curriculum, as was the case in a study by Tafai 

and Tsakeni (2022) on primary teachers in Lesotho. 

Mr Thabi emphasised: “We used to have them in 

the past. Honestly, we no longer have them. I think 

for the past 2 years, there was nothing except for 
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the dissemination….” Ms Lebo explained how they 

mitigated the lack of government workshops: 
We stopped the activities of the association 

because of corona. … We ended up creating a page 

for maths and science teachers, whereby we could 

easily communicate urgent matters. … We also 

shared ways of dealing with the learning 

challenges of our students. (Ms Lebo, Monti HS) 

Ms Ntha expressed positive feelings about her 

HOD’s DIL role regarding the strategic selection of 

teachers who needed additional assistance: “When 

you teach a class that experiences many learning 

problems, the HoD normally chooses you to 

represent the school in relevant workshops so that 

you can gain the necessary skills….” However, Ms 

Maki represented her school as HOD in the 

dissemination workshop, thus demonstrating a lack 

of distribution of IL in this regard. When Ms Maki 

was asked to comment on the professional 

development of the teachers she said: “… Last time 

I checked was when they were disseminating this 

new syllabus to be given the syllabus copy and 

getting an explanation about how we should work.” 

However, Ms Lebo, indicated the lack of 

information sharing after the HoD attended such a 

workshop: “We never had a chance to attend 

Grade 8 workshops.” 

 
Procurement of Instructional Resources 

Table 2 presents the mean and standard deviation 

scores of the participating HoDs in the five 

sub-constructs of the category related to the DIL 

function of providing instructional materials. 

 

Table 2 Descriptive results for the HoDs’ provision of materials 
Sub-construct  n M SD 

All 67 3.90 0.58 

1)   Provide resources 65 4.00 0.8 

9)   Guide teachers on the use of resources 67 3.30 1.0 

18)  Report on resources 66 3.92 0.9 

25)  Ensure accessibility of resources 67 4.09 0.7 

34)  Ask teachers to recommend resources needed 66 4.18 0.9 

 

The participants’ activity in this construct was 

high because three of the five sub-constructs were 

scored above 4/frequently. The interviews 

confirmed that the HoDs collaborated with their 

teachers and principals in terms of securing the 

necessary resources for teaching and learning. Ms 

Ntha commented: “Yes, there are times when we 

need some things, especially in ST because it 

requires a lot of things. She helps us….” Ms Skop 

shared Ms Ntha’s sentiments: “The school bought 

the necessary textbooks for different subjects. The 

school also photocopied the materials for the 

teachers in situations where the textbooks were not 

available. … Our department is greatly supported 

by the administration….” Mr Thabi also expressed 

that he actively provided the resources for his 

department: “Uhm, oh, the school management 

gives me the support because everything we need 

…. There has never been a time when they give us 

trouble with our needs as the department.” 

Nonetheless, Mr Maru contradicted his HoD (Mr 

Thabi) to indicate the opposite: “… why, because 

we regularly talk about the science lab equipment, 

then write down, but even today nothing. So, I can’t 

say they are supporting us.” 

 
Coordination of the Curriculum 

Table 3 provides a summary of the scores in the 

DIL functions related to the supervision of the 

implementation of the curriculum. 

 

Table 3 Descriptive data for supervising curricular activities 
Sub-construct n M SD 

All 67 3.45 0.71 

10) Observe teaching 66 2.92 1.3 

11) Encouraging activity-based teaching 67 3.67 1.0 

17) Model science teaching 66 3.35 1.0 

24) Review workbooks and teaching aids 66 3.89 1.0 

39) Motivate teachers to improve 67 3.64 0.8 

 

Table 3 indicates that the HoDs’ activity in 

this DIL category was above average, except in 

observing classroom activity. From the interviews 

it was clear that the HoDs periodically reviewed 

their teachers’ lesson plans, scheme books, and 

records of work done. For instance, Ms Skop 

expressed her practice as follows: “If it is the day 

designated for checking lesson plans, then I check 

them together with the scheme books.” Ms Skop 

also highlighted that she modelled good practice by 

stating: “I always ensure that I am the first one to 

have lesson plans for my classes. That motivates 

me to check other people’s work.” 

Some participants acknowledged the 

importance of classroom observations. Ms Maki 

said: “Because I believe through observations even 

the subject that you do not know well, you may end 

up having a slight idea.…” Nonetheless, comments 

made during the interviews disclosed that the HoDs 

did not necessarily visit the classrooms, but when 
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they did, it was not to observe but to learn and 

teach. Ms Skop declared: “I have not gone to class 

for supervision in a long time.” Ms Ntha agreed: 

“Both the HoD and the principal do not go to 

classes. They monitor us in the staff room when we 

are sitting in here instead of being in class.” Mr 

Thabi admitted that he visited classrooms strictly 

on demand: “No, not necessarily, most of the time 

we do it when a person has asked you.” Ms Maki 

also admitted that she visited only some teachers 

instead of all the teachers: “I do it, but not to all 

teachers. Some of them refuse and say no….” 

Nevertheless, the teachers disagreed with them. Mr 

Maru disputed that Mr Thabi visited their 

classrooms: “He has never come.” Ms Lebo also 

indicated that Ms Maki did not observe classroom 

activity: “I do not remember her coming to my 

class or seeing her going with another teacher to 

class.” 

Table 4 illustrates the teaching subjects from 

the questionnaire while Table 5 displays the 

subjects that were taught by the interviewees. 

 

Table 4 Teaching subjects of the participants (n = 67) 
Subject Frequency % 

Agriculture 

Biology 

Chemistry 

Geography 

Physics 

Mathematics 

Science and technology 

2 

20 

24 

1 

22 

39 

2 

3.23 

32.26 

38.71 

1.61 

35.48 

62.90 

3.23 

 

Table 5 Interviewees’ teaching subjects (n = 4) 
Ms Skop Ms Maki Mr Santos Mr Thabi 

Chemistry 

Science and technology 

Mathematics Mathematics 

Chemistry  

Mathematics 

Physics 

 

Tables 4 reveals that only two HoDs taught 

ST. Most (62.9%) of the HoDs could not teach ST 

because they were teaching mathematics. The 

interview responses show that the participants 

referred to the experiences of other teachers in their 

departments, instead of their own. For instance, Ms 

Skop said: “The teachers did not know how to 

handle them”, even though she was one of only two 

HoDs who indicated ST as their teaching subject. 

Mr Santos also used the pronoun “they” in his 

responses: “One of the challenges that they raised 

is the issue of teaching ST.” 

 
Discussion 
The Challenges of the Implementation Process 

With this study we explored the DIL functions of 

science HoDs related to the coordination of the 

integrated curriculum implementation in Grade 8 in 

Lesotho. Successful curriculum integration requires 

high levels of PCK of all the subjects involved 

(Niemelä, 2022). However, the participants in this 

study were concerned that the expectation of one 

teacher teaching eight natural and applied science 

subjects in ST was ambitious. This situation was 

exacerbated by the low quality of the Grade 8 

students, who were reported to lack the expected 

prior knowledge. The participants believed that the 

integrated curriculum had reduced the quality of 

education in Lesotho instead of enhancing 

knowledge construction and creativity. The new 

policy (LBECP) states that the Lesotho government 

confirms that this grouping of subjects has 

negatively impacted the quality of the content. The 

reason given by the policy reviewers was related to 

the way in which the subjects were presented in the 

syllabus and in the classrooms (MoET, 2021). 

These results suggest that HoDs, teachers, and 

students in selected schools lacked the competence 

levels necessary for the implementation of the ST 

curriculum. The schools navigated the 

implementation process without the necessary 

content knowledge, pedagogical skills related to 

curriculum integration and support from the 

educational leaders (MoET, 2021). 

The ST syllabus document does not provide 

support in terms of guidance on curriculum 

integration because it does not prescribe how it 

should be delivered. Instead, it presents each 

learning outcome independently, thus allowing 

teachers to deliver the content in a fragmented 

manner. The participating HoDs could not provide 

the necessary support in terms of the DIL functions 

directly linked to in-class activities, even though 

teachers required more support on instructional 

activities that take place in rather than out of the 

classroom (Alsaleh, 2022). This is because they 

lacked relevant, first-hand experience, as most 

(62.9%) of the HoDs and three of the four 

interviewees did not teach the ST curriculum. As a 

result, they could not effectively perform DIL 

functions such as observing teaching (M = 2.92) 

and evaluating their teachers’ CPL (M = 2.64), 

among others. The Lesotho government, in their 

review of the CAP, emphasise that the HoDs could 

not properly supervise the implementation of the 

IBEC owing to a lack of experience (MoET, 2021). 

This problem is not particular to Lesotho as a South 

African study also revealed that more than 50% of 
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its sample of science HoDs did not teach natural 

science, yet they were expected to supervise the 

instruction thereof (Malinga, Jita & Bada, 2021). 

 
Strategies for Effective Curriculum Implementation 

Collaboration contributes significantly to the 

creation of a conducive climate for instruction 

(Sengai, 2021), which is one of the key principles 

of DIL (Akomodi, 2025; Sachar, 2025). Even 

though social distribution of DIL acknowledges 

collaboration, it does not necessarily imply 

delegating other people into leadership positions 

but suggests empowering them in their current 

roles (Solly, 2018). Mxenge and Bertram (2023) 

emphasise that subject clusters, such as 

departments and teachers’ associations, can be an 

effective strategy for teachers of the same subject 

to learn together to improve academic outcomes. 

The HoDs not only cooperated with their teachers 

for knowledge sharing, but they also facilitated 

teacher collaboration within and beyond their 

departments and schools through subject 

associations. The results have also shown that 

having a science specialist as a principal had a 

positive impact on the HoDs’ enactment of DIL 

within the science departments. 

As Jita (2021) asserts, instructional practices 

in schools are sometimes not a reflection of the 

expectations of the curriculum. The contextual 

distribution of the DIL practice demands that the 

leaders, such as the HoDs, make sense of and 

implement existing contexts to avoid being passive 

recipients of the circumstances (Leithwood et al., 

2020). The ST curriculum has been designed based 

on learning areas meant to be taught by one 

teacher, but some participants implemented the 

curriculum in a fragmented manner to mitigate 

their lack of knowledge of some of the traditional 

components. This implies that the participants’ 

schools assimilated and adapted the curriculum to 

make it suitable for their contexts instead of 

adopting it passively. 

The results also reveal that teaching ST 

requires a substantial number of resources, which 

some participants successfully provided. This is the 

DIL construct in which the HoDs were most active 

(M = 3.90), hence their biggest contribution 

towards curriculum implementation. However, it 

was difficult for the HoDs to supply materials in an 

environment in which collaboration and 

cooperation were not supported. 

 
Conclusion 

The heads of departments have the potential to 

promote curriculum implementation (Sengai, 

2021). The participating HoDs in this study 

employed a certain degree of DIL to uphold the 

implementation of the Grade 8 ST curriculum. The 

main DIL function that they practised was 

collaboration. The HoDs collaborated with their 

teachers in decision-making on the purchasing of 

instructional materials. Their collaboration 

continued into assimilating school contexts to 

address the challenges in the implementation 

process. However, most of the selected HoDs could 

not effectively perform DIL functions directly 

linked to in-class activities, owing to their focus on 

mathematics over science, among other reasons. 

We argue that the HoDs must experience the actual 

teaching of the subjects under their purview 

because subject expertise is the distinguishing 

factor between HoDs and other instructional 

leaders. We, therefore, recommend restructuring 

departments into sections of different disciplines 

with either formal or informal teacher leaders to 

enhance subject-related distribution of IL. 

The integration of concepts across a wide 

range of subjects is one of the major challenges 

found in this study (Day & Sammons, 2016; 

Leithwood, 2016). We argue that the mode of 

integration adopted in Lesotho may be 

inappropriate because secondary school teachers 

have been trained to teach only a few subjects. The 

issue should not be the number of teachers 

involved, but rather how the concepts are brought 

together in a meaningful, integrated manner. 

Consequently, we recommend that the decision of 

how change is implemented should be a result of 

multi-level collaboration and that the HoDs enrol in 

massive open online courses (MOOCs) for 

leadership training related to curriculum 

implementation. These collaborations for 

curriculum implementation could also be enhanced 

through the inclusion of the responsibilities of the 

HoDs in influential legal documents, such as the 

education acts and policies, to enhance the HoDs’ 

participation and accountability in DIL. 

The findings of this study should be 

cautiously considered owing to their lack of 

corroboration from observations and follow-up 

interviews. However, this study contributes DIL 

evidence from a developing country’s perspective 

towards research and practice that could form the 

basis of a new model. The new DIL model could be 

extended through research that includes more 

departments and deeper data analyses for further 

understanding of the leadership required for 

curriculum implementation. 
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