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Document Purpose 

 
The purpose of this document is to mark the completion of Reading Support Project (RSP) by 

providing a summary description of the distinct but inter-related phases of implementation 

of RSP up to the end of December 2020, a description of the results achieved, identifying the 

lessons learned, and recommendations for follow-on activities.  This document outlines the 

extent to which FPD has met their responsibility to USAID under the terms and conditions of 

the Cooperative Agreement (RFA-674-16-000005) between the two parties. For 

accountability purposes this report is accompanied by a comprehensive financial report.    

 

This document also demonstrates adherence to critical project closure procedures, policies, 

and activities.  This document transfers assets to the Department of Basic Education (DBE), 

FPD’s Research Unit and the North West Department of Education and Sport (NWDES) to 

continue to support reading and literacy initiatives driven by the Research Unit of the DBE. 

Implicit in the transfer of asset is the understanding that the organisations receiving these 

assets will expand the benefits that accrued from the RSP to other deserving schools and 

sustain them in those schools that benefitted from this project. The lessons learnt from the 

implementation of a project of this magnitude have been documented and a detailed report 

is also attached for consideration by any entity that may implement a similar project. 

 

 

  



Executive Summary 
 

The Reading Support Project is a four-year Cooperative Agreement, including a three month 

no-cost extension to December 2020, between USAID and the FPD-led Consortium. The 

overarching goal of RSP is to improve the reading skills of primary grade learners in African 

Home Languages (AHLs), as well as in English as a first additional language (EFAL). The project 

was implemented in two distinct phases.  Phase 1 (Pilot) was a Department of Basic Education 

(DBE) systems strengthening intervention targeting curriculum advisors, principals, and heads 

of department to build their capacity to improve language and literacy content knowledge 

and pedagogy of primary grade teachers in AHLs and EFAL. The pilot was implemented in Ruth 

Mompati District, North West Province, from 2017-2018.  Phase 2 represented a significant 

shift in technical approach to advance emerging recommendations from the DBE Early Grade 

Reading Study (EGRS) and evidence of impact for teacher-level coaching.   The revised RSP 

was a teacher-level Just-in-Time curriculum training and in-school teacher coaching 

intervention.  Phase 2 was implemented in 253 schools in the Dr Kenneth Kaunda and Ngaka 

Modiri Molema Districts in the North West Province, from 2019-2020.  

 

Phase 1 – RSP Pilot 

 

As with all complex interventions, Phase 1 of the implementation entailed a Pilot that was 

conducted in North West’s Ruth Mompati district (RSM) to test the validity of the project’s 

theory of change that was essentially built around system strengthening considerations. To 

that effect, in addition to the provision of quality LTSM to project schools, the pilot phase 

targeted key individuals (Subject Advisors, principals and Departmental Heads) in the system 

for ongoing capacitation. The initial intention was to adopt a blended approach (contact 

through PLCs and online via the provided tablets) to capacitate these individuals to perform 

their respective monitoring, supervisory and support roles optimally using available resources 

including technology. A number of challenges experienced during pilot implementation 

necessitated a review of the original design. These challenges included, among others, poor 

network connectivity and ITC penetration in the district and unwillingness to embrace 

technology by most of the participants; access to training venues, principals’ workload that 

hindered regular attendance at PLCs and the inability of departmental heads to cascade 

training to their teachers due to their heavy workload. Despite these challenges, the following 

benefits accrued from the pilot phase: 

 

• Successful (revival) of PLCs as places of networking, sharing best practices and peer 

learning.  

• Completion of professional development activities by Principals / HoDs and the 

acquisition of CPTD points. 

• Improvements noted in the ICT capabilities of some Principals and HoDs as a result of this 

project. 



• Continuous learning seen throughout the project where lessons learnt were incorporated 

in project implementation to improve on project delivery.  

• Quality LTSM delivered to participating schools in Dr RSM district. 

• Quality of course content delivered to participants by Oxford, Molteno and FPD. 

• Good practice videos shot in schools which meant that learning at PLCs was being 

translated into practice.  

• Accountability of project team seen through periodic project performance report-back 

meetings to District and Provincial officials. 

• Identification and training of facilitators intended to continue to conduct PLCs beyond the 

pilot phase. 

 

Phase 2 – EGRS alignment and RSP JiT training and coaching intervention 

 

Planning for scaling up entailed regular engagement with the Research Unit (RU) of the 

Department of Basic Education (DBE).  During the RSP pilot, the RU finalised a study on early 

grade reading (EGRS) which demonstrated that working directly with teachers through 

dedicated coaches improved the reading abilities of learners. 

 

In line with USAID’s CLA (Collaboration, Learning and Adaptation) framework, we submitted 

a modification to revise the original RSP design to incorporate evidence-based 

recommendations from the EGRS. This revised design commenced in January 2019 and 

entailed the following focus areas:  

 

• The provision of quality LTSM including lesson plans in Setswana and EFAL to participating 

schools.  

• Quarterly Just-in-Time training workshops on the implementation of Setswana and EFAL 

scripted lesson plans given to teachers and Departmental Heads.  

• Ongoing professional development of coaches and SAs on lesson plan implementation and 

coaching skills. 

• On-site coaching support provided to teachers in grades 1-3 at 135 coaching schools. 

• SMT training conducted through focussed PLCs to enable them to support curriculum 

delivery as well as create a conducive environment to promote a culture of reading in their 

schools. 

 

Working closely with DBE during the implementation of the scaling up phase in the Ngaka 

Modiri Molema and Dr Kenneth Kaunda districts, the FPD consortium identified the need to 

clarify scope, strengthen the intervention activities and increase the financial allocation for 

the activities, resulting in a DBE-initiated design document: Early Grade Reading Study 1 and 

2: Design Specifications for Reading Support Programme. The Design Document introduced 

quality enhancing measures aimed at strengthening RSP implementation from the beginning 

of Term 2 in 2019: 

  

 



• Expanding the role of DBE chaired Project Management Team meetings overseeing RSP 

implementation. 

• Increasing the JiT training to 2-day residential training session for teachers. 

• Expanding the role of SAs in Reference Group activities and to quality assure scripted 

lesson plans. 

• Clarifying targets for school-based support and Coach to Teacher ratios. 

• Addition of Big books for Setswana. 

 

The expanded scope was implemented by the FPD-consortium as of Term 2, 2019; in 

anticipation that the budget will be approved later. USAID approved the modification and 

budget in April 2020.  The Khulisa Formative Evaluation Report, released in November 2019, 

identified strengths and weaknesses for the RSP. Among others, the Report indicated that the 

project and coaches were well received by teachers and schools, that the quality of RSP 

coaches was comparable if not better than the EGRS coaches and that the planned project 

activities would lead to the attainment of the declared theory of change. On the other hand, 

the report highlighted the following shortcomings: low dosage and coverage with regard to 

the number of teachers reached, high coach to teacher ratios and a poor data management 

system.  To mitigate the risks highlighted in the report, the FPD Consortium developed a RSP 

Improvement Plan to inform RSP activities in 2020. These quality improvement initiatives 

included: supplemental training of literacy coaches (leadership skills development and JIT dry 

run sessions), resetting coaches’ targets and monitoring structures and introduction of a data 

management application (RedCap) to support monitoring and management of training and 

coaching activities.   

 

The RSP Improvement Plan was fully implemented in Term 1 of 2020 and partially in Term 4 

after the phased reopening of schools.  The COVID pandemic had a significant and negative 

impact on the schooling sector especially for Terms 2 and 3 in 2020.  The advent of Covid-19 

lockdown (March 2020) and resultant closure of schools led to the suspension of major 

project activities such as Term 2 educator training and all in-school coaching activities.  The 

Covid-19 disruption forced the project team to develop strategies to ensure dissemination of 

updated lesson plans and capacity building activities were converted and adapted to available 

virtual platforms.   

 

During the lockdown, the RSP team provided technical support to DBE and supported schools 

to plan to mitigate the educational impact of COVID on teaching and student learning.  

Schools were closed towards the end of March 2020 and only opened for Foundation Phase 

Learners in September 2020 with strict social distancing requirements. Our approach to 

teacher training was informed by strict adherence to COVID-19 safety measures. To that end 

permission was sought and granted by USAID to purchase the necessary personal projective 

equipment (PPEs) that included masks, sanitisers and thermometers for the provincial office 

and coaches. We are thankful that the measures we put in place secured the safety of all the 

teachers and coaches that participated in these workshops. No emergencies were reported 

during and after training. It is also pleasing to report that we enjoyed high levels of attendance 



during this time. This suggests that teachers appreciated the support they received from the 

project.  

 

In January 2020, RSP conducted Term 1 Just in Time (JIT) teacher training across four venues 

which had been set by Term 4 of 2019. The venues were selected based on having the 

adequate number of break-away rooms to accommodate the large number of educators 

comfortably and ensure manageable groups. T1 training was held over two days per Grade as 

per the DBE Design specifications. A total of 1,428 (93%) educators attended training and all 

but 12 educators received LTSM packages for both EFAL and AHL. After training, LTSM was 

distributed by coaches and the Logistics Coordinator to schools that had not attended 

training.    

 

In early 2020, starting from Q1, FPD set and closely monitored daily coaching targets to ensure 

achievement of minimum dosage and coverage as set out in the DBE Design specifications 

document. Targets were shared with coaches and monitored daily by head coaches and 

weekly with head coaches via submission and discussion of actual performance against plans 

and strategies to improve performance.  The coaches were on track to achieve required dose 

and coverage until the COVID-19 pandemic led to the closure of schools towards the end of 

March 2020.   

 

Since the lockdown restricted direct access to the teachers, RSP transitioned to a remote 

coaching model and all the coaches created WhatsApp groups to provide e-coaching and 

support to teachers in their respective clusters.  The engagement with teachers via WhatsApp 

enabled coaches to be in touch with their teachers. Coaches shared a lot of information on a 

range of topics relating to lesson plan implementation as well as information on the COVID-

19 pandemic. In some rare instances some teachers also solicited support from coaches on 

some topics. The main barrier to optimum teacher participation on the WhatsApp e-coaching 

and teacher support initiative was teachers’ unwillingness to use their personal phones and 

data for schoolwork and the incompatibility of some of their devices for ongoing engagement. 

 

In May 2020, FPD submitted the revised RSP Workplan as well as the MEL plan to USAID, 

which was subsequently approved, with the understanding that all planned activities were 

subject to Ministerial directives, especially those that were school based.   

 

Following the resignation of the SMT leader, Prof Slabbert, and the termination of the VSO 

contract, a mentor for the SMT programme was appointed to ensure continued support for 

the SMT programme. This move led to improved participation rates in the programme 

resulting in 72% (97) participation rate for SMT PLC 4 To encourage submission of PoE, the 

SMT Mentor set up a WhatsApp group with all participating SMTs to provide technical and 

other assistance and ensure completion and submission of PoE. The SMT programme was 

overlaid on half of the coach supported schools to establish the extent to which trained SMTs 

could impact on reading outcomes in their schools. It is important to note that the attendance 

of principals at PLCs was generally erratic due to their work commitments. Among others, two 



key lessons are critical in this regard:  Firstly, that the focus of training must respond directly 

to their day-to-day challenges and secondly, the timing of training must be properly 

communicated, taking into account their workloads. 

 

With the exception of school - based activities, RSP was able to implement all other planned 

activities using available online platforms.  Key achievements over the lockdown period 

include:  

 

• Adaptation of lesson plans and the development of study guides aligned to ATPs   

(T2, 3 & 4). 

• Closer collaboration with Subject Advisors and use of RSP materials in their engagement 

with teachers. 

• Engagement with teachers via WhatsApp, despite the challenges highlighted above. 

• All Reference Group activities were undertaken as planned. 

• All project meetings were conducted successfully using Microsoft Teams and Zoom 

platforms. 

• Coaches’ training was conducted successfully via Microsoft Teams and Zoom. 

• Most of the planned SMT activities have been successfully implemented through their 

WhatsApp group. 

 

It must be borne in mind that despite the number of adaptations made to the original 

Technical Application document as discussed elsewhere in this work, and the complications 

brought about by the COVID-19pandemic, every effort was made to achieve the overarching 

goal of the RSP: To improve the reading skills of primary grade learners in African Home 

Languages (AHLs), as well as in English as a first additional language (EFAL). The Project 

Performance report section will provide a clear indication of the extent to which FPD has met 

its responsibility to the funder (Cooperative Agreement signed in 2016) and the North West 

Department of Education and Sport in achieving the overall goal of this project. 

 

Overall, RSP interventions targeted Principals/Deputy Principals, Foundation Phase (FP) 

Departmental Heads (DH), FP teachers in Grades 1-3 in 253 pre-selected schools. All FP 

educators, estimated at 1,518 in total (assumed 6 teachers per school), were targeted to 

receive just-in-time (JIT) training every term, where they were trained on structured learning 

practice and given Learner and Teacher Support Materials (LTSM). Additionally, 

approximately 810 teachers in 135 of these schools (coaching schools) received specialized 

onsite coaching from trained literacy coaches who provided individualized classroom-based 

support. Principals/Deputy Principals and Foundation Phase Department Heads in 64 of the 

coaching schools were targeted to receive training on Cultivating Leadership for Reading 

Literacy Improvement.  

 

 

 

 



The project was implemented in 253 schools in the Dr KK and NMM Districts of the North 

West Province. The schools were selected by the DBE, based on being between Quintile 1-3, 

Setswana Language of Learning and Teaching (LOLT), non-Multi grade and that no other 

literacy intervention was implemented in the school.  

 

The schools were randomly allocated to receive three layers of interventions 

 

• Structured Learning Program (SLP) and centralized training (JIT teacher training & LTSM): 

all teachers in the 253 schools were targeted to receive Just-In-Time training at the start 

of every term on structured learning and additionally received quality LTSM aligned to 

Curriculum and Assessment Policy Statement (CAPS). 

• Structured Learning Program (SLP) and Literacy Coaching Intervention: Teachers in 135 of 

these schools (subset of 253 schools) were targeted to also receive specialized onsite 

coaching from trained literacy coaches.  

• School Management Team (SMT) training Intervention: Principals /Deputy Principals and 

DHs in 64 of these schools (subset of the 135 schools that also receive coaching) were 

targeted to receive training on Cultivating Leadership for SMTs for Reading Literacy 

Improvement. 

 

The RSP has resulted in a wealth of insights and the invaluable lessons learned.  Key 

learnings are: 

• That the implementation of any project must be preceded by a situation analysis study to 

fully understand the context of delivery and to plan accordingly. The RSM Pilot serves as a 

good example in this regard. 

• That Professional Learning Communities (PLCs), if well implemented, could be a powerful 

strategy for professional development at all levels of the system. 

• The introduction of any ICT aligned intervention must be preceded by intensive training 

followed by ongoing monitoring and support at implementation level to boost the 

confidence of participants. The poor uptake of SASAM and DDDD in schools is borne out 

of the lack of ongoing targeted support. 

• The training of coaches must be extended beyond content mastery, it must encompass all 

aspects to equip coaches with the skills and knowledge to support teachers to deal with 

their varied contexts and classroom settings. 

• Teachers are at different levels of development, any intervention aimed at supporting 

them must acknowledge this reality and embrace differentiation in its offerings. 

 

 

 

 

 

 

 



Project close-out entails a number of activities. These include among others the following: 

• Consultation with all stakeholders to inform the about project closure and considerations 

relating to how project benefits will be sustained. 

• Consultations with project staff to ensure compliance with human resource requirements 

including the termination of their employment contracts. 

• The finalisation and approval of the Asset Disposal Plan.  

 

All close-out activities listed above have been complied with and additional information will 

be provided in this report. 

 

 

 

 

 

 

 

 

 

  



1. Overview and Background 
 
The dawn of democracy in South Africa in 1994 propelled the country onto the world 

stage. The imperative for education policy making after the democratic elections was to 

transform education provisioning and to substantially improve access, quality, equity and 

redress for learners. Consequently, education financing has been directed specifically 

towards considerations of the principles of access, quality, equity and redress. 

Regrettably, both local and international studies point to the fact that South African 

learners achieve poorly compared to learners from other countries- including the 

Southern African countries (Organization for Economic Cooperation and Development 

Report (2008), Block (2009) and Govender (2010). 

 

The OECD Report (2008) quoted above goes further to state that learners’ levels of 

achievement are not commensurate with the financial investments made in public 

ordinary schools (about 80% of the total education budget). It is an acknowledged fact 

that one of the reasons why public spending in the South African public education has 

not translated into higher scores is because many public schools are dysfunctional and 

pupils from these schools leave the foundation phase without the basic literacy and 

numeracy skills. The National Development Plan (NDP) (2013) acknowledges the 

problems afflicting the South African basic education system and therefore calls for 

innovative approaches to improve the system. 

 

Given the extent of the resources already committed to the education system, innovative 

projects aimed at making a difference, have to focus on identifying ‘pressure points’ in 

the system where targeted interventions can unlock systemic change. Poor academic 

performance of SA learners from grade 4 onwards has been attributed to weak literacy 

skills due to ineffective English and mother tongue teaching practices in the foundation 

phase (Reeves et.al: 2008). 

 

The education districts have been identified as a key driver of performance in schools. It 

therefore goes without saying that district-based staff (i.e. Subject advisors) must be 

equipped with the necessary skills and competencies to effectively support the schools 

under their supervision. Poor district support to schools (Principals, Departmental Heads 

and teachers) has been singled out as one of the key weaknesses of the system. 

Consequently, few DHs engage in meaningful curriculum management, classroom 

monitoring or the professional development of the teachers they are meant to support. 

This inevitably leads to poor learner performance. The reality is that the district-based 

staff are often given limited or no training in their roles and responsibilities or 

overstretched to provide oversight support and intervention at school level. 

 

 

 



In 2016, FPD was awarded the Reading Support Project, funded through a USAID 

Cooperative Agreement, to support the Department of Basic Education in its effort to 

improve the reading skills of foundation phase grade learners.  The overarching goal of 

the project was to improve the reading skills of primary grade learners in African Home 

Languages (AHLs), as well as in English as a first additional language (EFAL). The project 

objective was to improve language and literacy content knowledge and pedagogy of 

primary grade teachers in AHLs as well as in EFAL.   

 

By end of the four-year project, the following results were anticipated: 

 

• Result 1: Increased capacity of curriculum advisors (CA) and heads of department 

(HODs) to support primary grade teachers in language and literacy in African Home 

Languages as well as English First Additional Language. (Component 1) 

 

• Result 2: Increased capacity of principals and deputy principals to support primary 

grade teachers in language and literacy in African Home Languages as well as English 

First Additional Language. (Component 2) 

 

• Result 3: Improved quality and use of LTSM for African Home Languages as well as 

English First Additional Language in the primary grades. (Component 3) 

 

The Reading Support Project’s (RSP’s) original theory of change is based on the 

hypothesis “that if SAs, DHs, principals, and deputy principals have the required 

competency (knowledge, skills & attitudes relevant to school management and literacy 

pedagogic), resources (including access to LTSM & ICT), and support, then they can 

unlock systemic change and dramatically improve reading skills of primary grade learners 

through strengthening DBE performance systems and by providing more effective 

development, support and supervision of teachers in delivery of the AHL and EFAL 

curriculum”. 

 

The proposed strategic approach was designed to improve teacher effectiveness and 

quality by means of improving capacity of SAs at district level and DHs, principals and 

deputy principals at the school level to support teachers for better learner results in AHLs 

and EFAL. The Project specifically aimed to: improve subject matter knowledge; promote 

more effective pedagogic practices; improve in-class time management; increase 

effective use of Learner Teacher Support Materials (LTSM); and foster a school 

environment to support teachers’ ability to implement the full curriculum and facilitate 

successful teaching and learning. The proposed strategic approach was designed to build 

sector’s capacity to strengthen supervisory and management systems for AHL and EFAL 

literacy at the primary grade level, focussing on grades one to three.   

 

 

 



1.1. Implementation Phases 
 

The RSP was implemented in two distinct phases. The pilot phase that aligned closely to 

the theory of change alluded to in the previous paragraphs and the expansion phase that 

aligned closely to the DBE’s Early Grade Reading Study (EGRS). It is important to note that 

the pilot phase of the RSP was a system strengthening strategy targeting existing DBE 

supervisory structures and therefore had limited direct engagement with teachers. The 

expansion phase (EGRS) on the other hand targeted teachers directly. These phases will 

be elaborated upon in the paragraphs that follow. 

 

1.1.1. The Pilot Phase in Ruth Segomotsi Mompati (RSM) Education District in the North 

West Province (1 November 2016 – August 2018)      

 

• Initial Project Design and Partnership Approach 

 

The pilot phase was designed and implemented by a consortium around three 

components as detailed below: 

 

Table 1: Project Design and Partnership Approach 

Component          Expected Results Responsibility 

Component 1 Increased capacity of curriculum advisors and 

heads of department to support primary grade 

teachers in language and literacy in African Home 

Languages as well as English First Additional 

Language 

Molteno 

Component 2 Increased capacity of principals/ deputy principals 

and HoDs to support primary grade teachers in 

language and literacy in African Home Languages 

as well as English FAL. 

 

 

FPD is the prime partner 

and is responsible for 

overall project 

management led on this 

component and 

supported by VSO 

Component 3 Improved quality and use of LTSM for African 

Home Languages as well as English FAL in the 

primary grades 

SAIDE was supported by 

OXFORD to implement 

this component 

 

 

 

 

 

 

 

 

 



Adjustments Made to the Initial Design (Technical Application) 
 

The following adjustments were made to the initial design before implementation: 

 

Consistent with the commitment made in the proposal to collaborate with other 

organisations pursuing the same objectives, we had a meeting with the National 

Education Collaboration Trust (NECT) to understand the nature of their intervention in 

the North West Province. We were informed that NECT was in the process of distributing 

learning programmes in the province. However, they were not providing readers to 

schools. In addition, they have also introduced a new programme called Primary School 

Reading Improvement Programme (PSRIP) targeting 1670 schools and 10000 teachers 

(nationally) for EFAL improvement. (Output 5) 

 

• It was based on this information that a decision was taken not to design new lesson 

plans as this would create tension within the system. To that effect, SAIDE 

(Component 1) adjusted their scope as follows: 

o The Vula-Bula readers and African Storybook supplementary readers will be 

printed and distributed to schools through the district structures. 

o Instead of lesson plans and trackers SAIDE will produce a multi-lingual Reading 

Support LTSM Handbook that will also be aligned to the NECT learning 

programme. 

 

• Regarding Component 1 (Molteno and Oxford), the initial plan was to offer the 

programmes of the two organisations separately to both the Curriculum Advisors 

and Heads of Department. This approach was likely to create additional pressure on 

the participants especially because they also have full workloads. It was after giving 

due consideration to this and other factors that the project took a decision to 

combine both the Molteno and Oxford offerings into 6 modules that were submitted 

to SACE for endorsement. (Component 1: Outputs 1 and 2) 

 

• The leadership and management programme for principals/deputy principals was to 

be offered as a full (accredited) programme consisting of 12 modules. It became clear 

to us that this programme could not be completed within the lifespan of the project. 

To that effect we decided to introduce a SACE endorsed Short Course: Introduction 

to School Leadership and Management Practises. This course comprises of 4 Modules 

that are directly linked to the objectives of the Reading Support Project. (Output 8) 

 

 

 

 

 

 

 



• The initial agreement reached with the North West Department was to pilot the project 

in the Dr Kenneth Kaunda District. An audit of related interventions in the district was 

conducted under the auspices of the USAID. It became apparent that this district was 

flooded with interventions and it would therefore not be advisable to consider it for the 

pilot. This resulted in the project moving to Dr Ruth Segomotsi Mompati District. The 

change of the pilot district did not however impact negatively on project timelines. 

(Output 5) 

 

• Given the status of the Teacher Resource Centres/EDSCs, we purchased routers to 

overcome the challenges of internet connectivity. Agreement was reached to use other 

facilities where the centres fall short. (Output 6) 

 

• The initial plan was to register participants directly online. This was not possible due to a 

variety of reasons: poor computer literacy skills, internet access and the fact that a good 

number of the target group did not have email addresses. We therefore proceeded to 

pre-register the candidates manually before migrating to online registration.  

 

• Implementation strategy 

 

Starting in June 2017, FPD implemented a pilot intended to test the original RSP model 

and accompanying curricula and materials in the RSM district, North West Province. The 

following section provides a broad overview of planned outputs as outline in the Revised 

Technical Application document, and strategies adopted to achieve them. Specific details 

relating to the achievement of the different project outputs will be provided under 

‘Project Performance’ later in this report. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Table 2:  Key Outputs and Implementation Approach 

 

Outputs Focus Area Strategic Approach 

1 Plan approval Several initiation meetings (consultative and 

advocacy) were held with the province, district 

officials and project schools to adopt the plan. An 

MOU was concluded with the North West 

Department of Education and Sport (NWDES) to start 

implementation in June 2017 

2 Project Coordination 

Structures 

Several project governance structures were 

established: 

• BOD comprised of CEOs of partner organisations 

to provide strategic direction and oversight. 

• Partner Meetings (Consortium) 

• Provincial and District Steering Committees 

(multi-stakeholder fora) 

3 Access to Performance 

Data 

This activity was deferred to the next phase of the 

project 

4 DMT involvement in 

programme monitoring 

Progress reports were presented quarterly at the 

Extended District Management Team Meetings 

5 Audit of Similar Initiatives Work closely with NECT to avoid duplication in the 

districts 

6 Access to TRCs These were audited and only those found suitable 

were used 

7 Establishing PLCs PLCs for both DHs and Principals were held as planned 

8 Endorsement of training 

programmes 

All programmes were submitted to SACE for 

endorsement. Certificates were presented during the 

handing over ceremony 

9 Skills Audit of District 

Officials 

SAs participated in the PLCs earmarked for DHs 

Comp 1 

Outputs 1-3 

Training/Coaching of CAs 

and DHs 

The training of Departmental Heads was conducted 

through PLCs. Apart from separate ongoing 

engagements with CAs/SAs they also attended the 

PLCs for DHs. 

Component 2 Professional Development 

of Principals/deputies and 

DHs 

Principals participated in the PLCs aimed at enhancing 

their leadership skills in general and as curriculum 

leaders to create and promote a reading culture in 

their schools 

Component 3 Supply of quality LTSM All project schools received their LTSM through the 

sub-districts 

 

 

 

 



This pilot was concluded in June 2018 and the handover to the district was done in August 

of the same year. Even though the pilot has not been formally evaluated, the mid-term 

review of the pilot provided some lessons that began to shed light on the theory of 

change that underpinned the RSM pilot. One of the lessons learned is that the HODs do 

not cascade the skills and competencies acquired from the RSP intervention to their 

teachers to improve the reading abilities of their learners. The reasons advanced for this 

anomaly range from the HODs having full teaching loads to curriculum overload at the 

foundation phase level. The other critical lesson learnt was that the RSM district was not 

ready for an online intervention as initially envisaged in the original design of the project.  
 

The lessons learnt from the midterm review are highlighted in more details under the 

Collaboration, Learning and Adaptation (CLA) framework to be discussed at 1.2.2.1.  
 

1.1.2. The Scale-Up Phase: EGRS and implications for RSP redesign (1 November 2018 – 

31 December 2020) 
 

Concurrent with the inception and pilot of the RSP project and its strategic approach, the 

Department of Basic Education (DBE), in collaboration with the University of 

Witwatersrand (Wits), had been conducting research on the acquisition of reading in 

North West province since 2015. The study known as the Early Grade Reading Study 

(EGRS, 2017), assessed three interventions: 
 

• A structured learning programme and centralised training 

• A structured learning programme and specialist on-site coaching (coaching 

intervention) 

• Parental intervention 
 

Of the three intervention models, the Coaching intervention showed a substantial 

positive impact after two years of intervention (end of grade 2). This intervention 

provided teachers with a set of lesson plans aligned to the National Curriculum Statement 

(NCS) including the Curriculum and Assessment Policy Statements (CAPS), quality reading 

materials and ongoing support to the teachers through on-site coaching and small cluster 

training sessions. Learners in schools that received two years of this Coaching 

intervention were approximately 40% of a year of learning ahead of the students in the 

schools that received no intervention.  Evaluation of the models highlighted that far more 

learners were reading graded readers and were more likely to do group-guided reading, 

resulting in more opportunities for learners to receive individual attention, in schools 

receiving coaching.  Findings from the study highlighted graded readers are only useful if 

teachers develop the appropriate skills to use them effectively and that some teaching 

practices, such as group-guided reading, are more difficult to practice and require 

additional development to be effective. In light of this, recommendations relevant to RSP 

strategic revision included: 1) structured programmes are effective; 2) coaching is more 

effective in improving the skills levels of teachers; 3) direct in-service training is better 

than ‘train-the-trainer’ models; and 4) existing subject advisors cannot fulfil the role of 



coach due to their limited numbers relative to the high number of teachers they are 

expected to support. 

 

1.1.3.  Collaboration Learning and Adaptation (CLA) 

 

Theresa Herscowitz (USAID, Southern Africa, 2018) defines CLA as follows: 

 

• Collaborating intentionally happens when USAID, partners and stakeholders identify areas 

of shared interest and potential cooperation, avoid duplication of efforts, share knowledge 

about what works and what needs adjustment.  

• Learning systematically happens when USAID, partners and stakeholders utilize 

performance monitoring data, take time to pause and reflect on implementation, and 

review and synthesizing relevant assessments and evaluations.  

• Adapting effectively happens when USAID and partners apply learning and make iterative 

course corrections and improvements during implementation to accelerate the impact of 

development assistance. 

 

The USAID’s Program Cycle guidance (ADS 201.3.5.19) states that, ‘Strategic collaboration (as 

with DBE), continuous learning (RSP pilot in RSM and RSP overlay with EGRS in Dr KK and 

NMM) and adaptive management (revision of RSP strategic approach) link together all 

components of the Program Cycle’. CLA helps to ensure that our programmes are coordinated 

with others, ‘grounded in a strong evidence base, and interactively adapted to remain 

relevant throughout implementation. (Source: USAID Learning Lab) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Table 3: RSP CLA summary - RSM pilot project 

 

CLA Process Motivation for RSP Design Review 

Collaborating Collaboration has always underpinned the RSP activities. In a sector that is 

intervention-intensive like education, it is imperative to know and to 

collaborate with all the role-players pursuing similar objectives. To that 

extent, regular meetings have been held with NECT to achieve synergy in 

our work in the RSM district. Aligning RSP intervention to DBE priorities was 

paramount, hence the establishment of the DBE Steering Committee; its 

provincial and district variants were incorporated into the project design. 

Post the EGRS evaluation, a series of meetings were held with DBE officials 

and funders to align RSP activities more closely to the DBE priorities and 

the fundamental shift in the way DBE intends to confront the reading 

challenge in the country.  

Learning Apart from the lessons learned from the EGRS, the RSP intervention (pilot) 

in the RSM district, among others presented the following lessons: 

• That whilst the DHs acquired the necessary skills and competences, 

they did not cascade these to their teachers to improve classroom 

practise for a variety of reasons including, timetabling and DHs 

having full teaching workload. This observation contradicts the 

stated intention of the RSP to ‘improve teacher effectiveness and 

quality by means of improving capacity of SA at district level and 

DHs, principal and deputy principal at the school level to support 

teachers for better learner results’.  

• School level support that was provided by volunteers was often 

inadequate given that the volunteers were themselves not 

specialists in teaching reading. 

• The literacy programme offered by OXFORD (EFAL) and Molteno 

(Setswana) was well received by the HODs who indicated that it 

would assist greatly in capacitating teachers to help learners to 

transition from Setswana to EFAL at grade 4 level. 

• The programme for principals had to undergo several modifications 

to meet the declared needs of principals. This is understandable 

given that the earlier versions of the programme were meant to 

meet the criteria for accreditation. Subsequent versions were 

therefore more focused on equipping principals with the requisite 

skills and tools to deal with their day-to-day challenges especially as 

they related to creating conducive environments for reading in their 

schools. Due to the many changes to this programme, no 

information is available on its impact. 

• The need to align and synergise the programmes for principals and 

DHs to capacitate them with the knowledge, skills & attitudes 



relevant to school management and literacy teaching, was 

identified as being critical to enabling the school to plan better and 

to devise better strategies to support the cultivation of a reading 

culture in their schools. 

• The contextual constraints that militated against the delivery of an 

online programme as envisaged. These relates to among others, 

the poor IT literacy skills of participants and access to internet 

connectivity. Going forward, modifications to the online offering 

will be made taking into account the contextual challenges alluded 

to. 

• Duration of the pilot (1 year) proved inadequate to draw credible 

conclusions on the study. A systemic change would require a 

longer timeframe.   

Adapting The information gathered through collaboration (EGRS) and the lessons 

learnt from the RSM pilot study necessitated adjustments in project 

components, and addition of a new Result (Result 4) that relates to 

increased competency and practice of primary grade teachers to teach in 

AHL and EFAL. 

Result 4 Increased competency and practice of primary grade teachers to teach in 

AHL and EFAL through the introduction of on-site coaching. 



1.1.4 Implementation of the Revised RSP/EGRS Design 

 

Following a series of consultative meetings from April 2019 with the DBE and USAID, the 

RSP Team developed a Concept Document that incorporated the inputs garnered from 

these meetings. Further inputs were made on the concept document. Once the inputs 

were received and incorporated into the Concept Document, a Modification was 

submitted to USAID for approval. Even though the approval for the Modification was only 

secured in October 2018, much of the implementation preparatory work was undertaken 

as indicated in the following Table (Table 4): 

 

Table 4: Project Implementation Phases 

 

Project Phases Key Deliverables 

1. Inception 

     April to July 

 

• Internal consultations with consortium partners on 

adaptation 

• Consultative meetings with DBE and USAID on concept 

document 

• Submission of the Modification to USAID for approval 

• High level meetings with provincial officials, USAID and DBE 

• Consultations with the two districts for advocacy and buy-in 

2. Preparation 

      July-December 2018 

• Development of the SMT programme 

• Development of the CA/ SA programme 

• Development of the training programme for coaches 

• Development of an activity and year plan for the two districts 

• Material adaptation/alignment: AHL & EFAL lesson plans 

• Recruitment and training of coaches 

• Establishment of project offices in the districts 

• Secure advocacy and buy-in 

• Develop a database of schools, SMTs and teachers in the two 

districts 

• Assigning coaches to 165 schools 

• Induction, Orientation, and training of coaches 

• Recruitment and on-boarding of international volunteers. 

• Printing of lesson plans and other resource materials 

• Uploading of LTSM materials and other resources on tablets 

• Identification and assignment of coaches to 14 school 

clusters 

• Development of M&E plan 

• Development of RSP Standard Operating Procedures  

• Development of Monitoring Instruments 

 



3. Implementation 

      Jan 2019 – Oct 2020 

• Orientation sessions for officials in the two districts 

• PLC for selected Principals and DHs in the two districts 

• Centralised training of Quintiles 1-3 teachers  

• Ongoing professional development of coaches 

• On-site support to coach assigned schools 

• Submission of reports (Annual, quarterly, monthly, weekly) 

• Review and Development of Setswana and EFAL lesson plans 

• Distribution of LTSM/Lesson plans 

• Convene and attend stakeholder meetings 

• Convene Reference Group Meetings to quality assure 

materials 

4. No Cost Extension 

   1 Nov – 31 December 

2020 

The declaration of the Lockdown by the President of the Republic 

of South Africa on the schooling sector affected all on-site project 

activities,  including the centralised training of teachers. To that 

effect, a request for  ‘No Cost Extension’ up to the end of  

December 2020 was made and approved. 

To make good the time lost during Levels 5 and 4 lockdowns. 

Project Closure Activities: 

• Consultations with stakeholders and project beneficiaries 

• Project Closure consultations with RSP staff 

• Submission of project closure reports and project 

equipment 

• Closure of the provincial office and transfer of assets to FPD 

• Head office 

5 Evaluation • Undertook regular monitoring and evaluation activities 

(internal) 

• Supported the external evaluation processes 

 

1.1.5  Rationale for the incorporation of EGRS into the revised RSP Project Design 

 

The overarching goal of the project is to improve the reading skills of primary grade 

learners in African Home Languages (AHLs), as well as in English as a first additional 

language (EFAL). [Unchanged] The project objective is to improve language and literacy 

content knowledge and pedagogy of primary grade teachers in AHLs as well as in EFAL. 

[Unchanged] By end of the four-years, the project aims to achieve the following planned 

results: 

 

Result 1: Increased capacity of subject advisors (SA) Department Heads (DHs) to support 

primary grade teachers in language and literacy in African Home Languages as well as 

English First Additional Language. (Component 1). 

 

 



Result  2: Increased capacity of principals or deputy principals to support primary grade 

teachers in language and literacy in African Home Languages as well as English First 

Additional Language.  

 

Result 3: Improved quality and use of LTSM for African Home Languages as well as English 

First Additional Language in the primary grades. (Component 3) [with inclusion of EGRS 

structured lesson plans]. 

 

Result 4: Increased competency and improved practice of primary grade teachers to teach 

in AHL and EFAL. [new Result area; primary focus area for revised strategy]. 

 

The revised strategic approach was designed to improve teacher effectiveness and quality 

by means of improving capacity of teachers through a structured learning program and 

specialist on-site coaching for better learner results in AHLs and EFAL. [Significant change 

with focus on the teacher and coaching]. The Project specifically aimed to: improve subject 

matter knowledge; promote more effective pedagogic practices; improve in-class time 

management; increase effective use of Learner Teacher Support Materials (LTSM); and 

foster a school environment to support teachers’ ability to implement the full curriculum 

and facilitate successful teaching and learning. [unchanged] The proposed strategic 

approach was designed to build teacher capacity to teach early grade reading in AHL and 

EFAL focussing on grades one to three [significant revision through direct engagement 

with teachers in school via coaching and pivot from focusing on capacitating HoDs to 

perform a coach-like role for teachers in their schools] and strengthen supervisory and 

management systems for AHL and EFAL literacy at the primary grade level. The revised 

RSP model is a direct capacity building model for teachers with supplemental systems 

strengthening activities to foster a more enabling environment for the coaching program 

and to promote sustainability of practices. 

 

The TOC was adapted in 2020 to comprehensively outline the pathways to change. This revised 

TOC is elaborated upon as explained below: 

 

For each of the result areas, the RSP aims to achieve results based on the following revised 

theories of change: 

 

Teacher training + LTSM : IF all teachers attend four centralized training sessions on the use of 

CAPS-aligned lesson plans and LTSM, AND receive CAPS-aligned lesson plans and complete 

package of LTSM which have been quality controlled by a reference group, THEN teachers’ 

skills and pedagogical knowledge will improve AND THEN they will be sufficiently prepared to 

teach via a SLP THEN Teachers improve the way in which they implement a SLP in their classrooms 

AND THEN improve curriculum coverage and motivation to teach AND THEN Teachers will use 

more effective teaching strategies AND THEN Teachers’ instruction will become more effective. 

 



Coaching: IF all teachers attend four centralized training sessions on the use of lesson plans 

and LTSM per annum and receive at least 5 individual coaching sessions from a literacy coach, 

AND attend at least 15 School Based Workshops facilitated by the coach, AND develop a 

trusting an open relationship with the coach, THEN teachers’ skills and pedagogical knowledge 

will improve AND THEN they will be sufficiently prepared to teach via a SLP THEN Teachers 

improve the way in which they implement a SLP in their classrooms AND THEN improve curriculum 

coverage and motivation to teach AND THEN Teachers will use more effective teaching 

strategies AND THEN Teachers’ instruction will become more effective. 

   

SMT: IF Principals/Deputy Principals and DHs attend all 5 PLCs to improve leadership and 

management capabilities, receive tablets which will give them access to both online and offline 

LTSM resources consisting of graded readers and other supplementary reading material, links 

to online resources and good practice videos, and receive at least one support visit from the 

SMT mentor; THEN they will improve their understanding of their role as curriculum managers 

in their schools, and gain relevant skills, knowledge, values and attitudes relevant to school 

management and pedagogic literacy, AND provide more effective development, support and 

supervision of teachers in the delivery of EHL and EFAL curriculum, AND THEN ensure an 

enabling and supporting environment to develop a reading culture and these SMTs can thereby 

unlock systemic change and performance systems in their schools.   

 

IF (all) Subject Advisors responsible for supporting Grade 1 – 3 teachers in project schools 

attend the training of coaches and the training of teachers AND IF these Curriculum Advisors 

receive tablets which will give them access to both online and offline LTSM resources consisting 

of graded readers and other supplementary reading materials, links to online resources and 

good practice videos AND these  Subject Advisors participate in the Subject Advisors’ Reference 

Group to provide quality assurance of lesson plans on a quarterly basis THEN these Curriculum 

Advisors will be motivated to fulfil their roles AND their knowledge of approaches for 

effectively fostering bi-literacy outcomes would increase AND their capacity to support 

Foundation Phase teachers and DHs in language and literacy in EFAL and Setswana HL will 

improve AND THEN Curriculum Advisors will provide better support to teachers and DHs in the 

schools AND conduct better classroom monitoring AND conduct better monitoring of 

curriculum coverage. 

 

 

 

 

 

 

 

 

 

 

 

 



Figure 1: Graphical representation of RSP’s Theory of Change1 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

*Adapted ToC from Khulisa’s Design Evaluation Report (October 2019) 

 

In addition to the RSP programme described until this point a classroom library component was 

overlayed in selected schools. The design and delivery of this component was done by the DBE 

with the Wits School of Education. 

 

Classroom Libraries  

The project is a joint research initiative between the DBE and the Wits School of Education. The 

classroom library is a collection of books in the classroom where the learners read 

independently for pleasure and through this the learners could be encouraged to read in their 

own time. The Classroom Library Project aims to produce proficient readers in the Foundation 

Phase through creating opportunities for learners to practice their reading skills and encouraging 

a habit of reading in the learners. The rationale for the Classroom Libraries initiative was to field-

test the feasibility and cost-effectiveness of simple, low-cost literacy resources (i.e. independent 

reading books, related materials, including setup and training for teachers), to deepen learners’ 

reading proficiency and develop the habit of reading for enjoyment.  The library resource pack 

consists of a book box, which contains 40 Setswana titles for grade 2 and grade 3 and 20 

Setswana titles for grade 1, a book display poster, a book management chart, a plastic bag 

dubbed Very Important Plastic (VIP) and a reading card. Included in this box is a 5-finger reading 

card helping teachers with assessing the level of learners’ reading ability and sticker tags that 

could be pasted on the book management chart to track reading progress.  

 
1 As stated previously, Classroom Libraries do not form part of RSP implementation activities in 2020 



The Classroom Library Project was piloted in 2019 in the Dr Kenneth Kaunda and Ngaka Modiri 

Molema districts, North West province. In each of the schools that participated in the project, 

teachers, DH’s and at times principals were trained by fieldworkers from the project. Training 

was in two parts; first was the theory where the teachers were provided with the why, the 

what and the how of the classroom libraries. During training, teachers were able to familiarise 

themselves with the resources. Fieldworkers introduced the classroom libraries to the teachers 

through role-play and assisted teachers in setting up the classroom libraries. In total 98 schools 

received the classroom library resource packs for the Foundation Phase. 

 

• The classroom library project implementation was evaluated by Room to Read and these 

were some of their findings: 

o 88% of schools had some level of implementation.  

o 91% of teachers in the project strongly agreed that books in the library increased 

learners’ book selection and reading skills.  

o 72% of teachers reported improvement in their learners’ ability to read with fluency 

and comprehension in the Setswana language.  

o 89% of teachers suggested that the implementation of the Classroom Libraries had 

increased their understanding of their learners’ reading abilities.  

 

• Some of the challenges noted by Room to Read: 

o Teachers’ motivation and the lack of trust that teachers had in their learners’ ability to 

manage books and to read without supervision when at home.  

o Inadequate resources such as furniture and overcrowding in some of the classrooms 

could not allow space for classroom libraries. 

o Lack of parental support in encouraging learners to read. 

• Recommendations: 

o DBE and partners should conduct workshops aimed at strengthening the capacity and 

engagement of school leadership and parents followed by regular training and coaching 

for teachers. 

o An ongoing review of the level of titles provided in the Classroom Library kits should be 

done to make sure that books in the library boxes remain relevant and at the correct 

level of the learners’ reading ability.  

o Proper checks should be done to make sure that the books are still in good condition.  

o Undertake an audit to check the number of books remaining and to check if schools 

need a top up. The audit will be implemented by SMTs. 

 

Since one of the objectives of the RSP/EGRS was test the effectiveness of EGRS at scale, the 

selection of participating schools remained the prerogative of the DBE Research Unit. The 

following paragraphs provides an overview of the selection process and the overall 

challenges/impact experienced during implementation. 
  

 

 

 



1.1.6 Selection of Project Schools by DBE 
 

The project has a component of research and used a selection criterion to include schools and 

allocate them to one of three interventions with the understanding that proper selection will 

optimise the validity of the study, improve feasibility and lower costs. And most importantly, 

minimise ethical concerns.  

 

Figure 2: Allocation of schools to intervention arms 

                    
 

Challenges 
 

The selection of schools by DBE proved to be a daunting task mainly because DBE did not have 

direct access to reliable and updated data from the province. Information obtained from 

SASAMS/DDD was not sufficiently updated. While the DBE could confirm the former 230 EGRS 

schools, the addition of all eligible schools in line with scaling up required various validation 

efforts including inputs from the province, which took longer than anticipated. This process is 

also not very effective because school information is not regularly updated on EMIS, which led 

to reliance on schools to provide information. In many instances, the information seemed not 

reliable because of lack of monitoring and support of some schools’ administration officers, as 

well as a lack of updating of school information in a central location. Some of the principals are 

not IT competent and could not check the correctness of their schools’ information particularly 

on the DDD. This led to inclusion of some schools that did not meet the selection criteria e.g. 

multi-grade schools or schools not using Setswana as LOLT. The number of participating 

schools moved from an initial 298 to 253 by the end of the project, while this represented a 

15% change in the targeted schools, it created administrative challenges. In addition to overall 

eligibility where the majority of schools were removed, continuous changes in schools - such 

as the merging of schools or changing of school district allocations - meant that schools 

continued to be removed from the project even in the third term of 2020. The delayed 

finalisation of the list of participating schools impacted negatively on a range of deliverables: 

supply and distribution of LTSM, teacher participation in training activities etc. 

 

Figure 3 below shows the number of teachers per grade per intervention.  

 

 

65 (26%)

67, 26%

121, (48%)

Total number of Schools : 253

Coaching &  SMT

Coaching Only

LTSM Only



Figure 3: Teacher Distribution per grade, intervention 

 
 

According to figure, there was an almost equal distribution of educators across the 

intervention arms. There were more Grade 1 educators compared to the other two grades, 

made up of 97% female educators in-keeping with the norm in Foundation Phase.   

 

Recommendation 

 

Information from EMIS should be updated regularly and made timeously available to relevant 

stakeholders, especially implementing partners. Ideally, the list of all participating schools must 

be finalised before the project is implemented. The ongoing changes to the list during 

implementation made the work of the implementing agent extremely difficult and brought 

about high levels of dissatisfaction amongst schools that were removed from the project during 

implementation. As alluded to earlier, LTSM distribution was also a challenge in this instance 

because books given to unqualifying schools could not be retrieved. (Annexure A: List of 

schools). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



2. Project Closure Activities   
 

Since its inception in 2016, the RSP intervention interacted very closely with key role-players in 

the DBE & the 3  North West education districts (Ruth Mompati, Ngaka Modiri Molema and Dr 

Kenneth Kaunda). This close collaboration laid a good foundation for the department to sustain 

the benefits that accrued out of this intervention. Despite the unfortunate disruption occasioned 

by the COVID-19-19 pandemic; a good foundation was laid for the project beneficiaries to build 

on. 

 

The following direct benefits were enjoyed by the beneficiaries: 

 

Quality LTSM including lesson plans in Setswana and EFAL.  

• Training workshops given to teachers, Departmental Heads and Subject Advisors. 

• On-site coaching support provided to coaching schools. 

• SMT training conducted through focussed PLCs. 

• Training of 10 official in facilitation skills (during the pilot phase). 

• Tablets provided to all Departmental Heads, selected principals, and Subject Advisors. 

 

In both phases of the implementation, serious consideration was given to the transferring of 

responsibility for the continuation of project gains and services to key officials in the department 

(SAs, DHs and Principals). To that effect, the RSP Team developed a Sustainability Strategy that 

was endorsed by the PMT meeting. Beyond the endorsement of the strategy, a pre-meeting was 

convened with the SAs to prepare for the broader workshop with the principals and DHs of all 

project schools. The purpose of the workshop was to (i) inform all the project beneficiaries, 

including schools about the project closure and (ii) share the sustainability strategy. 

 

Closer collaboration with UNICEF especially in the training of coaches and SAs led to one of RSP 

sub-awardees (Molteno) being awarded a contract by UNICEF to continue with RSP/EGRS 

intervention in the pilot district starting in January 2021. To support this initiative, FPD’s Disposal 

Plan recommended that some of the vehicles that were used by coaches in the RSP 

implementation be transferred to Molteno to enable their coaches to conduct in-school support 

activities. Other assets, including vehicles and Tablets, were also recommended for transfer to 

the North West Education Department and DBE to support reading support initiatives in that 

province. 

 

2.1. Financial Matters 
 

The RSP was implemented in accordance with FPD finance policies. All procurement and 

recruitment processes aligned with and centralised at FPD head office. 

 

 

 

 



2.2. Human Resources 
 

The pilot phase discussed earlier in this report, was not envisaged to be labour intensive. 

Consequently, the staff complement of the project was as follows: 

 

• 1x Chief of Party 

• 1x Literacy Project Manager 

• 1x M&E Advisor 

• 1x Provincial Manager 

• 1x Leadership and Management Expert (employed on a LOE basis) 

• 1x Admin Assistant 

• 1x Research Assistant seconded to DBE 

• Other FPD support staff who were employed on a LOE basis depending on the extent of 

their involvement in the project 

 

The expansion phase on the other hand was more labour intensive as indicated in the 

organogram on the next page. 

 



Figure 3: RSP Organogram  

 

 

 

 

 

 

 

 

 

 

 

 



The project was run from two offices: the FPD Head Office in Pretoria and the Lichtenburg Office 

in the North West Province. The head office dealt with strategic direction of the project and the 

provincial office focussed on project implementation matters. 

 

• Selection and Recruitment 

As an independent Higher Education Institution, FPD has well established HR policies and 

procedures. All the positions were profiled, and the job descriptions were finalised before 

external adverts were placed online and in local newspapers. The adverts attracted hundreds 

of applicants. These were carefully screened and those meeting the criteria for the position 

were invited for interviews in line with FPD policies and procedures. Successful candidates 

were made to sign employment contracts before assuming duty. Once appointed, the RSP 

staff enjoyed all the rights and privileges accorded to FPD employees. All employed staff had 

clear job descriptions attached to their posts. 

 

• HR Administration 

All staff were expected to adhere to the stipulated 8 hours workday. To that effect staff were 

expected to submit an electronic timesheet at the end of every month. FPD has a well-

established automated system that enhance the overall administration of the organisation. 

Staff leave was administered via an internet enabled Employee Services platform. 

 

• Ongoing Professional Development and Capacity Enhancement 

In line with FPD policies, all newly appointed staff had to undergo an induction process to 

orientate them with FPD policies and procedures. Beyond the general orientation, job 

specific training was provided to RSP staff on an ongoing basis. With specific reference to 

coaches and head coaches, training was provided by Oxford and Molteno quarterly on the 

implementation of scripted lesson plans in Setswana and EFAL. Additional training was 

provided to coaches and head coaches when RedCap, a data collection and monitoring tool 

was introduced to improve the quality of data collection and analysis in the project. 

 

• Performance Management 

All RSP staff were made to sign performance agreements based on Key Performance 

Indicators (KPIs) or Balanced Scorecards (BSCs) depending on their level of appoint. 

Performance reviews were conducted regularly, and formal performance reviews were 

conducted annually to determine those eligible for performance awards. 

 

 

 

 

 



• Contract Termination and Retrenchment 

Consistent with the South African Labour Relations Act, all RSP staff were consulted on the 

closure of the project. Ongoing consultation meetings were held and retrenchment letters 

detailing all processes and procedures were served on all staff. The necessary support was 

availed to staff who needed it during this difficult period in their careers. All contractual 

obligations to the RSP staff were fulfilled by the end of December 2020 and January 2021.  

 

2.3.  Administration 
 

The administrative closure of this project entailed several key activities that are captured in 

the RSP Project Close-Out Plan (Attached). All the important documents that are to be 

retained are uploaded onto FDs Soft Copy Library for storage and retrieval when required. 

An All the source documents were filed and submitted to ‘Documents Warehouse’ for 

storage over the next three years. These documents will be retrieved at any point when 

required subject to a short notice period. 

 

All service contracts for the provincial office were terminated after notices were served on 

relevant service providers. Outstanding obligations to service providers were settled, 

including those of the sub-awardees. 

 

A close- out plan for the provincial office was developed and implemented. Among others, 

the plan focused on the submission of close – out reports by coaches, the submission and 

transfer of project assets to the FPD head office, including vehicles and furniture. The 

provincial office was closed on at the end of December 2020. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



3. Final Project Performance Report  
 

The following section will provide a comprehensive overview of project activities implemented 

between January 2019 and December 2020. Drawing from the previous sections, the final 

performance report will begin with an Activity description/ Introduction, and detailed 

performance based on the intended purpose of each of the project objectives including statistics 

where applicable, as well as recommendations. The section will conclude with a list of lessons 

learned and remedial actions taken during implementation as well as to inform future 

interventions of this nature. 

 

Project performance since Nov 2016, however pilot close-out report is attached for that period. 
 

Activity Description/Introduction  
The Overarching Goal of The Project is to Improve The Reading Skills of Primary Grade Learners 

in African Home Languages (AHLS), As well as in English as a First Additional Language (EFALL). 

The Project Objective is to Improve Language and Literacy Content Knowledge and Pedagogy of 

Primary Grade Teachers in AHLS as well as in Efal. The Project was being Implemented in 253 

(Down From 255) Schools in the Dr Kenneth Kaunda and Ngaka Modiri Molema Districts of the 

North West Province. The Schools were selected by the Department of Basic Education, Based on 

Being Between Quintile 1-3, Setswana Language of Learning and Teaching (LOLT), Non-Multi 

Grade and That no other Literacy Intervention was Implemented in the Foundation Phase. Based 

on the overall objective, These were the intended results: 

 

1. Increased Capacity Of Principals And Deputy Principals And Department Heads (Dhs) To 

Support Primary Grade Teachers In Language And Literacy In African Home Languages As Well 

As English First Additional Language. 

2. Improved Quality And Use Of Ltsm For African Home Languages As Well As English First 

Additional Language In The Foundation Phase Grades. 

3. Increased Competency And Improved Practice Of Foundation Phase Teachers To Teach In Ahl 

And Efal. 

 

The following section details project performance based on the intended results.  

 

 

 

 

 

 

 

 



RESULT 1: Increased capacity of Principals and Deputy Principals and Departmental Heads 

(DHs) to support primary grade teachers in language and literacy in African Home Languages 

as well as English First Additional Language. 

 

How the intervention was intended to work: Principals/Deputy Principals and DHs in 64 of the 

coaching schools received training on leadership and management, which aimed to capacitate 

them with knowledge, skills and attitudes relevant to school management and literacy teaching 

in order to plan better and devise strategies to support the cultivation of a reading culture in their 

schools. They also received training on practical strategies to fulfil their classroom supervisory, 

administrative and teaching responsibilities. This training incorporated the development of 

strategies by SMT which outlined their reading challenges in their schools and developed action 

plans as to how they can go about resolving those challenges. This information formed part of the 

submitted Portfolios of Evidence (PoE). They received tablets loaded with SMT training content 

material and LTSM provided by the project, as well as access to additional supplementary reading 

resources. SMT program is made up of 4 modules spread across 4 PLC sessions. Each module is 

attached to a PoE to be completed by SMT for assessment and submission to SACE. A fifth wrap-

up session was convened to ensure all SMTs are up to date in terms of completion of PoE for 

submission to SACE. All DHs in the participating project schools were given Tablets with 2019 and 

2020 LTSM loaded to provide further support to educators in their schools and re-enforce their 

roles as an in-school support resource for educators.  

 

Actual Performance: The purpose of the SMT program was to increase capacity of 

Principals/Deputy Principals and Departmental Heads (DHs) to support primary grade teachers in 

language and literacy in African Home Languages as well as English First Additional Language. The 

Program was designed by FPD as a strategic intervention for SMT members in half of the coaching 

schools; where SMT were trained on the Main Theme: “Cultivating School Management Teams 

for Literacy Improvement” and this main topic was divided into 4 Modules which were delivered 

at each of the Peer Learning Communities under different topics. In each topic there was a 

question to be answered by participants. During the pilot phase, SMT members raised their 

challenges in the SMT programme indicating that the programme was difficult to implement. 

Their concerns were carefully considered, and all contributions accommodated into the 

documents. Participants complained about the length of the activities, which were shortened but 

still ensuring that whatever is left of the activities will still enable participants to reach the 

outcome of the project. Questions were attached to module themes for better understanding of 

the modules. During PLCs, participants answered the questions through sharing of ideas, 

thoughts, discussions, demonstrations, and group work. The strategies made it easy for them to 

understand what was required. Below are the module themes and the main questions asked:   

 

 



1. Module 1: Personal leadership, the pre-requisite to school leadership - What SMT 

Leadership is required for Literacy Improvement at your school? 

2. Module 2:  Managing Curriculum leadership - What is the reading Challenge at your School? 

3. Module 3: Managing leadership development through action research - What is your 

Leadership SMTs Vision/Mission for your schools’ Reading Literacy improvement? 

4. Module 4: Managing mentorship as leadership - How are you resolving the Reading Literacy 

Challenge at your school through SMT Leadership? 

 

Each PLC workshop was evaluated through a Portfolio of Evidence assignment which was 

completed by each participant and submitted for marking to qualify for SACE endorsed certificate 

at the end of the project.  

 

Advocacy Meetings with SMT and departmental officials: 

Advocacy meeting was held at the beginning of the project in Lichtenburg to ensure that people, 

particularly those who might have an interest in RSP are able to voice their opinion and other 

important issues regarding the project. In this meeting, SMT members and departmental officials 

were invited to ensure people who are responsible for education understand and buy into the 

project. They were given an opportunity to defend and safeguard their rights. Have their views 

and wishes considered when decisions are being made about implementing the project in their 

schools. The overall purpose and benefits of RSP were explained to stakeholders in the provincial 

education department. RSP implementers provided information to ensure that stakeholders 

understand everything about the project and can give their input where necessary. They provided 

information regarding other literacy projects running in the province and discussed matters of 

clarity in relation to how these would be implemented without interfering with the smooth 

running of schools. 

 

Because the project was implemented at schools, it was important to make sure that SMT 

members understood their supporting role. This was evident in the strategies they developed to 

make sure that literacy development is placed as one of the focus areas in the schools’ activities. 

Their support focused on further development of working relationships, team building skills and 

to have an effective collaboration and supportive working environment, which in turn improved 

teachers’ performance levels as well as changing of the classroom time tables to include Drop-all-

and Read. The activity was not just included on the timetable but monitored for implementation. 

Schools were encouraged to establish Book Clubs to support reading.  

 

 

 

 

 



Challenges 

 

Planning of project activities is done for the year and shared with all stakeholders with the 

intention of making it easy for everybody to do their own plans with RSP workplan in mind. 

Despite efforts to reconcile project and district activities, clashes continued to emerge and 

negatively affected attendance to meetings and PLCs, even where reminders were sent to 

schools regarding meetings and PLC dates, provincial activities took priority, which led to 

postponement of some meetings and PLCs.   

 

Because the project was term bound, this became a challenge. In some instances, principals sent 

teachers who were not registered for the programme. This is the reason why the completion 

rates were low in some training centres. 

 

Professional Learning Communities (PLCs): 

 

The attitudes toward developing and supporting others vary from case to case and people using 

different strategies like, mentoring, training, sharing knowledge, among others. SMT members 

have been in management positions in their different schools and came into the project with 

different backgrounds, cultures, management, and leadership strategies. PLCs are a way to make 

a group of people work together, discuss, and learn from one another. At the commencement of 

the project, workshops were conducted by international volunteers who are themselves experts 

in leadership and management in schools, retired school principals and academics. These 

volunteers shared a wealth of knowledge based on their experiences and facilitated sessions of 

peer learning amongst the SMTs. They also provided on-site school support to SMT through one-

on-one or in smaller groups. The support was necessitated or informed by gaps identified in PLCs. 

The overall aim of PLCs was to ensure that SMT members support and create an enabling 

environment for teaching and learning in their schools. 

 

The PLCs were structured in such a way that they enabled SMT to identify reading challenges, 

identify the leadership and management qualities necessary to resolve the challenges, develop 

and implement Action Plans on how to resolve them in line with their vision of how schools 

should create opportunities for intensive reading activities. This is informed by their roles and 

responsibilities in schools.  

 

 

 

 

 

 

 



Figure 4: Attendance to SMT PLCs (2019-2020) 

 

 

 

Figure 4 indicates the fluctuating attendance of SMT participants with good attendances posted 

during the first two PLCs. The numbers dipped during PLC 3 and improved slightly during PLC 4. 

This irregular attendance also mirrors some of the challenges occasioned by the problems faced 

by VSO in recruiting the volunteers whose responsibility was to facilitate these Plc. The RSP team 

pulled out all the stops to safe the SMT programme. Among other measures, SMT mentor was 

appointed to consolidate all programme activities and to ensure that the SACE requirements 

were met. To that effect, PLC 5 focussed largely on the consolidation of the programme and the 

submission of PoE to fulfil SACE certification requirements.  

 

Table 9 below provides an overview on attendance frequencies. It elaborates further on the 

information the issues raised in Figure. Very few participants attended all 5 sessions (27%) and 

only 40% participated in the 4 scheduled PLCs. The use of WhatsApp during the lockdown 

assisted greatly in ensuring that a good number of participants met SACE endorsement 

requirements. 
 

Table 5: Frequency of attendance  
 

Frequency of Attendance # of SMT % (N = 128) 

SMT who attended all 5 sessions  34 27% 

SMT who attended 4 sessions  51 40% 

SMT who attended 3 sessions  66 52% 

SMT who attended 2 sessions  89 70% 

SMT who attended one session TBC N/A 

 

 

PLC 1 PLC 2 PLC 3 PLC 4 PLC 5

Target 132 132 132 132 128

Actual 110 115 85 97 67

% 83% 87% 64% 73% 52%
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PLC Management and organisation 

 

Due to the vast distances in the North West province, PLCs were not held at one venue but three 

– Ngwenya Lodge, Stilfontein for all SMT members in the Dr Kenneth Kaunda district. Seasons 

Weddings and Conference Centre, Mafikeng was booked for SMT members in and around 

Mafikeng. While those in Zeerust were held at Ikalafeng Primary School in Dinokana and later 

moved to Kareespruit game lodge. SMT members were divided into four groups. Mafikeng had 

two groups while Dr Kenneth Kaunda and Zeerust had one group each. The decision regarding 

the number of groups was informed by the number of participants. Five PLCs were held. The 

purpose for the fifth PLC was, among others, to give feedback of the PoE results to SMT 

members. 

 

Lessons Learnt for organizing PLCs 

 

FPD has conducted 5 PLC workshops since the start of 2019, where SMT members were trained 

on the four program modules. Attendance at PLCs fluctuated is discussed above. Few lessons 

were learned and key among those is that good communication and timeous release of 

invitations to schools secured better attendance figures and that localized cluster PLC venues 

which were selected based on proximity to schools served to shorten travelling time and 

therefore more convenient for participants. Catering was provided at all training sessions and 

participants were requested to evaluate each of the PLC session. Feedback from the sessions 

showed that participants appreciated the training received, and the support provided by FPD to 

ensure that SMTs are capacitated on issues of leadership and management in their schools. 

 

Of particular interest was PLC 4 where participants were reminded of their roles and 

responsibilities as Principals and DHs in relation to management of literacy outcomes in their 

schools. Participants thoroughly enjoyed a presentation by the Data Driven District Dashboard 

(DDDD) team which advocated for the use and management of the DDDD in schools in terms of 

the reports generated and how that information could be used as a leadership and management 

tool; as well as how they can ensure credible data is entered into the system for quality reports 

to be generated. Log in details were re-set and created for some participants as some indicated 

that they had never received training on the system prior to the PLC. The collaborations between 

FPD and NFL in the facilitation of this PLC proved to be very successful. This collaboration was 

aimed at capacitating the participants to optimize the use of the dashboard to manage their 

schools better.  

 

The following table shows the number of submissions made. Each SMT member was supposed 

to submit all 4 PoE to qualify for 40 SACE points and essentially complete the Program.   

 



Table 6: Submission of Portfolios of Evidence (PoE)  
 

# of PoE Actual submissions  % Submissions  

Submitted all 4 PoE 40 31% 

Submitted 3 PoE 35 27% 

Submitted 2 PoE  17 13% 

Submitted 1 PoE 6 5% 

Did not submit  30 23% 

Total  128 100% 

 

Table 6 above indicate that 23% of the participants did not submit a single PoE and did not qualify 

for any points. The rest of the participants submitted any number between 1 and 4 PoE, with 40% 

having submitted all PoE. Each PoE submitted attracted 10 SACE points. Those who submitted all 

4 PoE therefore qualified for 40 SACE points. 

 

Assessment was formative and continuous throughout the workshops. Activities were assessed 

according to the Structure of the Observed Learning Outcome (SOLO) taxonomy of Biggs, which is 

an alternative to Bloom’s taxonomy. SOLO is a means of classifying learning outcomes in terms of 

complexity, enabling assessment of tasks in terms of quality. The model describes levels of 

increasing complexity in the understanding of the performance tasks. All SMT PoE submitted 

reflected the understanding of tasks and the commitment levels towards the programme. The 

remarks given by the assessor gave an understanding of the performance of each participant.  

 

Challenges 

 

Planning of project activities is done for the year and shared with all stakeholders with the 

intention of making it easy for everybody to do their own plans with RSP workplan in mind. Despite 

efforts to reconcile project and district activities, clashes continued to emerge and negatively 

affected attendance to meetings and PLCs, even where reminders were sent to schools regarding 

meetings and PLC dates, provincial activities took priority, which led to postponement of some 

meetings and PLCs.   

 

Because the project was term bound, this became a challenge. In some instances, principals sent 

teachers who were not registered for the programme. This is the reason why the completion rates 

were low in some training centres. 

 

Not all the SMT participants were able to submit their PoE for a variety of reasons ranging from 

a lack of resources to work pressure. Sometimes e-mails at some of the schools were not 

working. Some members did not have their own personal resources. Due to change of mentors 

after one of the mentors passed on and the VSO contract was terminated, some of the files kept 



by the volunteers could not be retrieved. Participants had to resubmit the files where possible. 

Unfortunately, due to the closure of schools and lockdown the planned visit to schools did not 

materialize. Communication with participants was through WhatsApp, e-mails and where 

possible phone calls. Only 70% of the participants had WhatsApp and 30% could not send any 

activities. SMT members were given an extension of one week after the last PLC in November 

to submit activities that were not submitted. Every effort was made to encourage the 

participants to submit their PoE, and all those that were submitted were accounted for. 

 

Recommendations 

 

Participants should be given time during PLCs to complete activities and leave them with 

facilitators. Only activities pertaining to school stakeholders or where they felt they needed 

pictures could be done at home or at schools and be submitted during the next PLC. It should 

be noted that participants have their fulltime jobs and sometimes do not get enough time to 

complete the activities. Care must be taken not to give too many activities since the goal is not 

to have many activities but to achieve the intended results. The time allocated to PLCs should 

be considered when giving activities for participants to complete. 

 

Assessment of PoE 

 

An external assessor was appointed on contract to assess PoE and submit results to RSP. All PoE 

submitted were marked and results submitted. Participants received their marked files and 

results at the last PLC in November 2020. 

 

Moderation of PoE 

 

The Literacy Project Manager acted as the moderator for the SMT PoE submitted and assessed. 

A meeting with RSP Chief of Party, M & E Advisor for RSP and the Project Manager had a meeting 

where the details of assessment tasks, assessment criteria, marking and moderation procedures 

were discussed. Only one external assessor was contracted to assess the PoE and produce 

feedback. The assessment records were then passed to the moderator who looked at the 

records of assessment. 10% of the PoE were moderated. The procedure of selecting the PoE was 

done according to the marks achieved: Low (5), middle (5) and high achievers (6) – It should be 

noted that some of the principals and DHs of the schools removed from the project requested 

to continue with the programme sighting that they do not want to lose the knowledge and skills 

they are gaining from the project, hence the 10% of the portfolios of evidence is 16 and not 13. 

The following is an example of the moderator’s report.  

 

 



Figure 5: Example of RSP’s PoE Moderator’s Report 

 

MODERATOR’S REPORT 

 

For Reading Support Project Portfolio of Evidence 

 

Programme Name Cultivating Leadership for Reading Literacy (4 Modules) 

 

Note to assessors and moderators 

Principals and Departmental Heads Portfolios of Evidence 

 

For all Portfolios of Evidence (PoE), there will be one external assessor and 10% of PoE 

will be moderated by one moderator. 

 

 

A. Road map to the structure of moderator’s report 

S

e

c

t

i

o

n 

Section information to be completed 

Section to be completed by: 

External Assessor Moderator 

1 SOLO taxonomy (John Biggs) ✔  ✔  

2

.

1 

Supporting documents ✔   

2

.

2 

Reliability and relevancy of the 

information in the PoE 

✔  ✔  

3 Reliability and validity of the marking 

process 

✔  ✔  

4 Signatures ✔  ✔  

 

 

 

 

 

 

 

 

 



B. Module information  

 

Module 1: Personal leadership, the pre-requisite to school leadership 

Module 2: Managing Curriculum leadership 

Module 3: Managing leadership development through action research 

Module 4: Managing mentorship as leadership 

 

SACE points per 

module: 

10 (4 x10 = 40) 

Portfolios of 

Evidence from: 

64 Schools from Dr Kenneth Kaunda and Ngaka Modiri Molema Districts 

(North-West), taking part in the Reading Support Project. 

 

Section 1: Self-Evaluation of the Cognitive Level of the Poe  

      (To be completed by the external assessor BEFORE moderation of the PoE). 

* Optional = For quality, self-reflection and professional development practices. 

 

Structure of Observed Learning Outcomes Taxonomy – John Biggs  

(1999)        Https://Www.Johnbiggs.Com.Au/Academic/Solo-Taxonomy/ 

 

Target Level Abb Description Possible 

Grade 

Grade 

Awarded 

Previous Prestructu

ral 

P The learner works with 

irrelevant concepts/aspects  

0 No students were 

unable to work 

with concepts 

indicated in 

various activities. 

On 

target 

Unistructu

ral 

U The learner works with a few 

relevant concepts/aspects in 

isolation 

1-5  

Multistruc

tural 

M The learner works with many 

relevant concepts/aspects in 

isolation  

6-10 Most students 

were able to 

reflect on the 

various concepts 

as indicated in the 

marks received. 

Relational R The learner works with many 

relevant concepts/aspects 

and integrates them 

11-15  

https://www.johnbiggs.com.au/academic/solo-taxonomy/


Next Extended E The learner exceeds the 

immediate concepts/aspects 

domain and integrates 

relevant one’s from other 

domains 

16-20 

 

A few students’ 

answers were 

exceptional as 

reflected in a few 

very high marks 

received. 

 

Section 2: Internal Moderation of The Portfolios of Evidence 

 

Reliability and validity  Moderator 

Please answer the following 

questions by inserting a tick 

mark (✔) in the 

appropriate box. 

Compliant Non-compliant 

a

) 

The questions in the PoE 

activities and the marking 

were fair and accurate 

according to the expected 

skills levels, module and 

learning outcomes and the 

rubrics. 

✓   

b

) 

The assessor used the 

rubrics to their discretion 

and the marking were done 

in a consistent manner 

✓   

c

) 

The scoring is appropriate, 

clearly visible on the paper, 

and the totals add up 

correctly 

✓   

d

) 

The language (correctness 

of spelling, grammar, 

punctuation, translations, 

clarity of questions) of the 

activities were appropriate 

✓   

 Number of PoE moderated 

(number out of total PoE) 

16 out of 160 (10%) 

✔   

 

 



Please comment on the quality of the PoE 
 

Moderator 

Candidates demonstrated an informed understanding of key terms, concepts, facts, general 

principles, rules and theories of literacy development 

They demonstrated the ability to plan and manage an implementation process within a well-defined, 

familiar and supported environment 

They demonstrated the ability to identify and evaluate problems within a familiar context, and to 

solve problems based on relevant evidence and procedures. 

 

Section 3: Change log of the POE  

 

(To Be Completed By The Assessor(S) And Moderators) 

 

Date: Version 

or file 

name: 

Moderator’s 

proposed 

changes 

/actions 

 

PoE is moderated. Moderator 

please  

mark in the relevant box  

Assessor 

remediation 

and changes 

after moderator 

feedback: 

Accepted 

(no 

changes 

needed) 

 

 

Accepted 

(minor 

changes 

needed) 

***Please 

specify where 

changes 

should be 

made. 

Referred 

back (major 

changes 

needed) for 

re-

moderation 

 

No 

changes 

were 

made 

 None ✓     

 

 

 

 

 

 

 

 



Section 4: Signatures 

 

 Title, name and surname: Signature: Date: 

External Assessor Dr Reda Davin RJDavin 15 December 

2020 

Moderator 

 

Matshediso Lekgetho 
 

20 January 2021 

 

SACE Endorsement 

 

The final PLC (#5) was held from 16 to 19 November 2020 with the aim of collecting all the remaining 

PoE not submitted on time and to give feedback to participants regarding their results. FPD is a SACE 

accredited provider PR13181 (2018 – 2021). All PoE submitted are marked and 10% of the PoE were 

moderated and the moderation report form completed. FPD issued SACE endorsed certificates to 

all qualifying candidates at the end of February 2021. 

 

For the purposes of sustainability and ongoing capacity building, each participating member was 

given a Tablet pre-loaded with all the SMT program documents including manuals to enable easy 

access to program content. DH’s in the program also received Tablets with LTSM for Grades 1-3 that 

was developed and distributed by the program since T1 2019 to support their roles and 

responsibilities of providing support to FP educators in the schools. These Tablets were submitted 

to the NW Provincial Education Department (PED) in February for distribution to all qualifying 

schools. 

 

RESULT 2: Improved quality and use of LTSM for African Home Languages as well as English First 

Additional Language in the Foundation Phase grades. 

 

Provision of quality Learning and Teaching Support Material (LTSM) – a comprehensive package of 

LTSM and CAPS-aligned lesson plans was provided to all teachers in order to improve access to 

quality material and usage in the classroom. The package included Lesson Plans, Graded readers, 

Big Books, Theme Vocabulary Words, Flash Cards, Posters and Phonic Friezes per language. These 

resources were provided on a quarterly basis during training. Educators attending training also 

received packages on behalf of their absent colleagues. The Logistics coordinator delivered LTSM to 

LTSM-only schools who were unable to attend training. For coaching schools, each coach was 

responsible for ensuring that their schools received the prescribed package for their teachers.  

 

Notes on the comprehensive LTSM Package for EFAL & AHL over the two years (2019-2020) are 

contained in Oxford and Molteno’s close-out report attached (Annexure D & Annexure E) 



To support teachers after the lockdown, coaches trained teachers on the revised ATPs and the 

trimmed curriculum. In addition, Molteno developed a Booklet to provide additional notes for 

educators in using the lesson plans. Big Books were provided for Grade 1&2 educators in Term 4, 

2020. 

 

Term 1&4 LTSM distribution was conducted at training venues during training. Due to lockdown 

constraints, Term 2 & 3 LTSM was also distributed at the same training venues however only one 

representative from the schools could collect LTSM on behalf of all the educators in the schools by 

Grade. Schools were broken down into smaller groups and they received communication as to when 

to collect books to ensure adherence to COVID-19-19 safety measures at the training venues. After 

the distribution process. The following Table shows T2&3 LTSM distribution by Language as per the 

signed LTSM registers.  

 

Figure 6: Receipt of Term 2 and Term 3 LTSM 

 

 
 

Difference in distribution of languages due to subject teaching in some schools.  

 

After distribution of materials, coaches then updated teacher profiles on RedCap to indicate receipt of 

LTSM. The following report from RedCap shows the number of educators by Grade who received LTSM 

during the three trainings conducted in 2020. Term2 LTSM is excluded in the following section. The 

total distribution is informed by the total number of educators on RedCap.   

 

 

 

 

 

 

 

 

Term 2 EFAL Term 2 AHL Term 3 EFAL Term 3 AHL

Target 1518 1518 1518 1518

Actual 1486 1488 1491 1489

% 98% 98% 98% 98%

98%

98%

98%

98%

98%
98%
98%
98%
98%
98%
98%

1470
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1500
1510
1520
1530
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Table 7: RedCap Report on LTSM distribution  

 

Frequency of Receipt of LTSM  Grade 1  Grade 2  Grade 3 

All 3  1214  436  400  378 

twice (1&3) 42  10  15  17 

twice (3&4) 59  22  19  18 

twice (1&4) 59  15  19  25 

once (4)  20  7  8  5 

once (3)  15  7  6  2 

once 1(1)  39  11  11  17 

none   17  5  7  5 

 

As per the project TOC, all educators must receive all LTSM for effective teaching and learning. 

The previous table is based on the informa tion as recorded on RedCap of the frequency of LTSM 

receipt.  

 

RESULT 3: Increased competency and improved practice of Foundation Phase 

teachers to teach in AHL and EFAL. 

 

Structured Learning Program - Just-In-Time (JIT) Teacher training: Foundation Phase teachers 

in all 253 schools received just-in-time (JIT) training prior to the start of each term, where they 

received training on a structured learning programme via CAPS aligned scripted lesson plans, in 

both Setswana (AHL) and English (EFAL), by literacy coaches. The intention of the training was 

to improve subject matter knowledge, teaching practices in-class time management; to 

promote more effective pedagogical teaching, improve curriculum coverage and to increase 

effective use of LTSM. Training took place over six days in a year, 2*2day (residential) sessions 

and 2*1-day sessions per Grade. Foundation Phase DH’s (Grades 1-3) also participated in these 

training sessions; acknowledging that most of them are FP educators themselves. The training 

program was registered with SACE and all participating teachers were awarded CPTD points. 

Teachers were expected to attend all four annual training sessions in both languages to qualify 

for the points.  

 

Actual Performance 

 

Capturing Teacher Details – 2019 

 

As previously explained, the selection of schools presented a number of challenges for FPD as 

the implementing partner. When the project began, we only had the list of participating schools, 

an estimate of the number of teachers per Grade an no names. The first process we underwent 

was trying to record the actual educators per grade, per school to create a cohort of 



beneficiaries which could be tracked over time. This was important in the sense that we could 

then calculate actual reach of the intervention based on the number of beneficiaries in the pool 

as opposed to relying on a target number of 6 educators per school; a target which fluctuated 

based on the number of participating schools which in itself was not constant from term to term. 

We were constantly involved in a process of data cleaning; removing schools that did not meet 

the participating criteria and essentially removing teachers from the list of beneficiaries and 

adding some who came on as replacements and substitutes.     

 

Capturing attendance to training was slightly chaotic in the beginning where teachers would 

print their details on a blank attendance register. Since we wanted to create a database of 

educators, we then captured this information onto an Excel template which resulted in a host 

of data quality issues, including incorrectly captured names, surnames, ID numbers as recorded 

by educators themselves. As the year went on, we then decided to print the names and ID 

numbers of educators per grade to develop pre-populated registers so educators can confirm 

their details and only sign on the attendance register. This was an on-going process of data 

cleaning, where coaches were also involved in capturing the details of teachers in their coaching 

schools. During the year teachers changed schools, grades, and in some instances, their 

surnames which resulted in double counting especially where they had not initially provided 

their ID numbers which could then be used as a primary identifier to minimize duplicate entries. 

This process was on-going until term 4 training which speaks to the volume of work and 

corrections that was done.   

 

Table 11 below show high attendance levels especially during Term 2 training where actual 

attendance exceeded the expected target. This is attributable to the fact that the list of 

participating schools was not finalised by DBE. This problem was only partially resolved in the 

final year of the project, 2020. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Figure 7: Attendance to JIT teacher training 2019 

 

 

Calculating Frequency of training  

 

The format of training for 2019 was aligned to the intended outcomes whereby two 2-day 

training and 2, 1-day training were conducted over the year. Attendance varied by Grade and at 

the end of the year the team was able to calculate frequency of attendance. The inconsistency in 

participating schools led to over-reporting particularly for teachers who have attended only once. 

The following Table provides a summary of frequency of attendance for teachers by Grade in 

2019. 
 

Table 8: Frequency of attendance to 2019 JIT Teacher Training by Grade  

 

Term 1 Term 2 Term 3 Term 4

Target 1578 1578 1578 1578

Actual 1545 1711 1377 1369

% 98% 108% 87% 87%
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A teacher had to attend all four sessions to complete the CAPS training. In this instance, 

826/1882 educators can be said to have completed the curriculum. The denominator is based 

on all teachers who have ever attended training, from schools in the NW project whether 

formally participating in the project or not. From January 2019 we have had teachers attend 

training from non-participating schools, teachers who have only ever attended training once 

and some who have changed grades therefore attended training for either Grade 1, 2 or 3 over 

the year.  
 

Data Sources for reporting JIT Teacher Training Attendance  

 

The RSP kept two parallel but complementary data sources for capturing and reporting on JIT 

teacher training attendance over the year. At the start of the year the project migrated teacher 

data to RedCap, an online platform which was meant to circumvent reporting delays, data 

quality issues and essentially ensure a central suppository for project data and ensure access to 

all partners. First, coaches were mandated with the responsibility to ensure all teachers in their 

cohort were captured on RedCap as a starting point. Secondly, they would then update whether 

or not an educator has attended training, received LTSM for both languages, and where they 

were in a coaching schools, they would update whether and when they invited an educator for 

lesson observation, where it was conducted they would complete the lesson observation form 

including feedback given to a teacher and set the next appointment where applicable. 

Additionally, coaches had the ability to create SBWs held by creating the event and subsequently 

updating the names of the educators who had attended the SBW including the topic of 

discussion. Coaches would be required to update this information during school holidays in 

instances where they had not used the RedCap platform to capture this information in real-time. 

Head coaches would then need to verify the information and save. When that process had been 

completed the technical assistant would then access this information and use it to run reports.  
 

Capturing teacher attendance to JIT Training – 2020 
 

2020 started off with a set pre-populated attendance register per coach, per grade. Term 1 

attendance registers were filled with corrections of teachers who have exited the system (either 

resigned, moved to another school or other); new teachers (to the grade, school, system). This 

necessitated a new data cleaning process which was conducted until the start of the lockdown.  

 

Attendance to JIT at the end of the year was calculated based on the total number of attendees 

as per the attendance registers. This presentation takes into the teachers who have been 

removed over the year due to changes in Grade taught, school, retirement, and unfortunately 

some who passed away over the reporting year. As stated in the MEL Plan, such retrospective 

updates are done to the data acknowledging that we work with a fluid cohort where changes 

occur regularly, therefore we also needed to make that allowance in the MEL Plan.   



A total of 1395 (92%) educators from 218 schools attended Term 1 training.  

 

Figure 8: Number of schools attending Term 1 Training (RedCap stats)  

 

 
 

There are various contextual reasons as to why some teachers did not attend T1 training. These 

have been captured for Term1 on RedCap as follows:  

 
Table 9: Reasons for Non-Attendance   

 

In 2020, the attendance figures were beginning to stabilise following ongoing cleansing of data 

by the M&E Advisor. Due to the COVID-19-19 pandemic, no training was scheduled for Term 2. 

Given the devastating impact of the lockdown on the schooling sector, it is pleasing to note that 

attendance (85%) to Term 3 training was beyond expectation. The final training session in Term 

4 (92%) is a clear demonstration of the confidence teachers had on the project. Despite 
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everything else, the enthusiasm for RSP grew stronger and we are humbled by this show of 

confidence in the project. 

 

Figure 9: 2020 Attendance to JIT Training – 2020 

 

 
 

Number of trainings held. 

 

Three 1-day trainings were held in 2020. Term two training was cancelled due to the country 

being under hard lockdown at the time. Term 2 & 3 training were merged and conducted in 

September 2020. The training programme was adapted to implement the trimmed curriculum 

and the Annual Teaching Plan (ATP) to ensure learners gain the necessary skills and 

competencies as outlined in the ATPs.  
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Table 10: Frequency of attendance – 2020 

 

Teachers who have ever participated in the project updated on RedCap 

 

 Training attendance - All teachers   

 Grade 1 Grade 2 Grade 3 Total % 

All 3 times 335 321 304 960 60% 

Twice 121 116 114 351 22% 

Once  49 39 38 126 8% 

Zero 68 48 56 172 11% 

    1609  
 

The 11% depicted in the non-attendance may consist of educators from schools who were 

initially selected to participate in the project but could not because it was subsequently 

discovered that they did not meet the participation criteria as set by DBE e.g. non-Setswana LOLT, 

Multi-Grade and/or participating in PSRIP.  
 

Table 11: Frequency of Attendance to JIT Teacher Training: 2019-2020  

 

Attendance Frequency  

Grade All 7 6 JITs 5 JITs 4 JITs 3 JITs 2 JITs 1 JIT Attended None 

1 175 135 80 84 83 84 36 2 

2 178 118 66 69 85 68 36 1 

3 194 117 49 90 82 64 27 2 

Total 547 370 195 243 250 216 99 5 

 

Table 11 shows individual attendance of teachers over the 7 training sessions held over the life 

of the project. The total attendance should be understood within the context of the instability 

of the list of participating schools and therefore educators, where some educators only 

participated for a term/year prior to being removed from the project. It is slightly difficult to 

interpret the actual individual over time as a proportion of those expected to attend due to 

delayed finalization of the participating schools’ list.  

 

Literacy Coaches – In addition to the JIT teacher training and LTSM, Foundation Phase teachers 

in 135 schools received in-school coaching from the literacy coaches, which included individual 

coaching sessions (lesson observation and feedback sessions) and School Based Workshops. The 

aim of these sessions was to provide structured coaching and feedback to educators based on 

their differentiated needs and classroom requirements as observed during classroom lesson 

observation sessions; provide an enabling environment that encourages peer learning and 

exchange of best practices and to supplement the JIT teacher training. The success of the 

coaching intervention was underpinned by a trusting, open and developmental relationship 



between the teachers and coaches, and the primary goal of coaching understood as being for 

the improvement of pedagogical practice to benefit FP learners. Educators received lesson 

observation in both languages as a minimum requirement for coaches, where the duration of 

each lesson was between 45 – 90 minutes. SBWs were conducted in the afternoon and all 

teachers in the school were expected to attend these sessions. Success of this intervention relied 

on proper planning by coaches and teachers, as well as attendance to the afternoon sessions. It 

was anticipated that each teacher would receive at least 5 coaching sessions per year and attend 

15 SBW sessions held at the school. However, this figure was revised down due to COVID-19 and 

other contextual impediments.  

 

Actual Performance 

 

Allocation of Coaches to schools  

 

Schools were clustered at the start of the project based on proximity to each other, to 

correspond to the number of coaches in project. As a result, 14 clusters of schools were 

developed, across all three interventions. Coaches were then allocated to clusters based on their 

locations, though some needed to relocate to be closer to their schools. Distance travelled to 

schools was identified as an implementation risk prior to the start of project activities, to 

mitigate for such cases as management we decided on the acceptable travel time to schools 

which was capped at least one hour. There were of course some schools that were extremely 

far from any of the identified starting points, especially those nearer to the Botswana border in 

the Zeerust area.  Initially coaches were allocated schools according to the area where they 

stayed with the intention of making sure that they do not drive long distances to reach the 

schools. Unfortunately, due to the difference in number of schools per area, some coaches were 

allocated more schools than others, and in some instances more teachers. Sometimes where 

schools were many, especially in the rural areas, teachers were few. It was important to find a 

way to balance the number of teachers per coach. Allocation to coaches was changed and based 

on the number of teachers and not the number of schools. The distance to schools was 

considered.  

 

School-Based Coaching Support  

 

Support to educators took one of two actions, either via lesson observation or attendance to a 

School Based Workshop. The processes of conducting each were outlined in detail in the project 

Standard Operating Procedure (Annexure I) developed by the project and the DBE to determine 

uniformity in conducting these critical activities and to ensure quality is ingrained in carrying out 

the activity. Lesson observation forms were adapted from the EGRS MEL plan for RSP and 

approved by the DBE for implementation. The form was contextualized to ensure fit to context. 



Inputs from the coaches and literacy project manager were sought and the form adapted to 

ensure the correct information was collected. A lesson observation was defined to include pre-

and post-observation and teacher feedback as part of the post observation discussions. From 

lessons observed a coach was to holistically identify capacity building gaps and conduct SBW 

with all educators in the school to train them and provide a platform for sharing of good 

practices.   

 

The Lesson Observation form was adapted again during the lockdown period to incorporate 

aspects of the trimmed curriculum/ATPs recognizing the changes in teaching and learning 

(including adherence to COVID-19-regulations) to ensure relevance.   

 

Figure 10 is a visual representation of lesson observations that were conducted during Term 1 

2020, as reported on RedCap 

 

Figure 10: Lesson Observation Process Conducted During Term 1 of 2020 

 

 
 

As per the preceding figure, around 57% of lesson observations conducted were in Setswana, 

compared to around 43% in EFAL.  This is consistent with the CAPS allocation of hours per 

subject; where 7-8 hours of Setswana per week versus an average of 2-4 hours for EFAL in the 

Foundation Phase. It is also possible that the coaches were more comfortable observing 

Setswana as first language speakers.   



According to the DBE Design specification document, each teacher was to receive 5 lesson 
observations in a year year. The advent of COVID-19 disrupted the conduct of in-school coaching 
support where repeated visits were not possible. Table 16 is a consolidation of the total number 
of educators observed at least once over 2020.  

 

Table 12: Educators who received Coaching Support – 2020 

 

 Number  Percentage (%) % Variance from Target 

Target number of educators in 2020 810   

Total who received coaching support in 

2020 

768 95% -5% (42 teachers) 

 

According to data captured on RedCap, there were 848 educators in the coaching schools in 
2020. The reason for this higher figure as compared to the target is that post COVID-19 there 
were new and substitute teachers who were engaged by the schools who also attended training. 
These teachers were then prioritized for in-school support to orient them and ensure they are 
implementing lesson plans as per the requirement. Also, for them to receive the support they 
needed during those challenging times. If we calculate based on the actual number of teachers, 
the coverage is 91% meaning. This means that about 9% (80 teachers) did not receive any 
coaching support. 
 

The following is a data visualization of lesson observations conducted with educators.  
 

Figure 11: Assessment of Lesson Observation Components  
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According to the graph, teachers were performing substantially well in all the components 
observed as part of the lessons.  

 

4. FPD – Project Management   
 

Project management entails, among others, putting in place quality assurance measures to 

ensure that project beneficiaries receive the best support possible. In pursuance of this goal, 

a Reference Group (RG) was formed to quality assure the lesson plans that were being 

developed by Oxford and Molteno. The RG and membership included DBE officials, Curriculum 

Advisors/Subject Advisors for EFAL and Setswana Home Language to ensure adherence to the 

LTSM policy demand that all supplementary LTSM will be subject to approval by Provincial 

Education Department (PED) for use in schools for curriculum delivery enhancement. Other 

members of the Reference Group were Oxford and Molteno, (LTSM developers), RSP Head 

Coaches and the literacy Project Manager. The reference group responsibility was to quality 

assure the development of Lessons Plans. The purpose was to prevent mistakes that could 

occur in the process of development as well as making sure that the departmental curriculum 

policies are adhered to and reflected correctly in the Lesson Plans. The presence of Subject 

Advisors in this group gave confidence that the end-product (LTSM) will be of good quality, age 

appropriate, current, relevant and in line with the requirements of the curriculum.  

 

A comprehensive package of LTSM and CAPS‐aligned Lesson Plans were developed and taken 

through the process of quality assurance. Subject Advisors proofread the documents, gave 

their input before being approved. Printing and delivery to the province was done before 

training of coaches to allow them to use the materials before teacher training.  The package 

that went through quality assurance included structured Lesson Plans, graded Readers, Big 

Books, and flashcards with theme vocabulary words and sight words for EFAL and Setswana 

Home Language. 

 

The Reference Group meetings were held each term. These meetings took place over 2 days 

to allow adequate time for the members to review the lesson plans for each grade, provide 

constructive feedback and recommend changes to improve the quality of the materials. The 

first RG meeting took place in January 2019. However, the feedback was not implemented due 

to time constraints and pressure to have the Lesson Plans ready for the start of the school year. 

The developers took notes, and these were used to inform structural changes to the Term 2 to 

4 Lesson Plans in 2019. The developers were finally able to implement this feedback when the 

decision was taken to revise the 2019 Lesson Plans for 2020. The developers and reference 

group members were able to establish a successful collaborative relationship. This resulted in 

incremental improvements during the 2020 revision of the Lesson Plans.  

 



During the lockdown period, Subject Advisors were given monthly data provisions to enable 

them to attend RG meetings. Later in the year they were also given Tablets loaded with all 

project LTSM as well as the SMT project for sustainability.   

 

During the lockdown, the RSP Team developed a COVID-19-19 Response Plan to ensure the 

continuation of project activities. Among others, this plan called for the establishment of the 

CTSC that was chaired by the Literacy Project Manager. The role of this committee which 

comprised of consortium partners, was to review and approve materials for coaches’ and 

teacher development, as well as to provide ongoing support to coaches and teachers. This 

committee met bi-weekly using the WhatsApp platform and has played a critical role in 

streamlining partner activities during the lockdown period.  

 

Impact of lockdown on the project and RSP response 

 

Schools were closed in March 2020 as per the school calendar. A week after the closure of 

schools, the President of the Republic of South Africa announced a national lockdown due to 

the COVID-19 pandemic. In June 2020 after two-month of COVID-19 lockdown schools were 

reopened using a phased approach. The pandemic gained momentum. By July the South African 

government postponed the return of most learners to schools for another four weeks. Teaching 

and learning was disrupted, and while all learners were disadvantaged, the poorest learners 

suffered the most. Not only regarding teaching and learning but access to the school nutrition 

programme as well. On the 24 July with 5 grades back, schools were closed again due to surges 

in various provinces and reopened on 24 August with staggered return of grades. Many schools 

could not open together with the others due to the pandemic and some parents could not send 

their children back to schools fearing that their children will be infected. To try and adhere to 

the COVID-19 protocol, classrooms could only accommodate 50% of their capacity. Different 

models of scheduling were recommended, and schools allowed to choose their preferred 

model, which made it difficult for coaches to support schools as expected and planned. With 

trimmed curriculum and revised Annual Teaching Plans (ATPs), it became difficult for teachers 

to focus on quality learning because more time and focus was placed on adhering to COVID-19 

protocols. The conditions under which learners had to learn and teachers to teach during this 

period were unbearable and had serious implications for learning teaching and learning process. 

 

Baseline assessment results could not be analysed to enable teachers to plan for differentiated 

teaching and learning because of limited time of schooling. Ideally, analysis of baseline 

assessment results could have been done to allow teachers to plan for differentiation and 

support to learners with special educational needs. Poor learner and teacher attendance rates 

were experienced due to comorbidities and fear of being infected. In October 2020, the SMT 



mentor and coaches were stopped from visiting schools and no further face to face support was 

provided to SMTs and teachers because schools were engaged in assessment activities.  

 

In response to the pandemic, schools’ schedules had to change to accommodate social 

distancing. Recommendations were made to use distance and online learning to reduce 

disruption to education. A system feasible for richer households. Many of our teachers are 

trained in face-to-face pedagogies in a classroom set-up and are unprepared for remote 

teaching and learning. Many teachers lack basic ICT skills and struggle to facilitate remote 

learning. Lack of access to internet and digital platforms at schools participating in RSP made it 

difficult for these schools to continue with teaching and learning.  

 

Holding of meetings and PLCs was not possible. New strategies had to be designed to make sure 

that SMT members are kept informed and the objective of the SMT programme is kept as 

outlined in the RSP Planning document.  

WhatsApp proved to be a reliable mode of communication because some SMT members did not 

have laptops. Emails were not accessed by all members. SMT WhatsApp group was created and 

information shared through this platform. Only 70% of SMT members could access information 

through WhatsApp while the rest did not own smart phones and had to rely on telephone calls 

from the SMT mentor. This added to challenges experienced by SMT to manage and support the 

implementation of literacy development activities in schools. 

 

Tablets were provided to SMT members, but some claimed not to have data. Information shared 

with SMT members had to include strategies to deal with COVID-19 and ensure that safety 

measures are understood and put in place by the time schools reopen. 

 

The provincial office responded to the COVID-19 outbreak by instituting protocol measures to 

be followed when visiting either the provincial office or any of our 6 training venues. All staff 

members were trained and equipped with USAID approved COVID-19 PPEs, and they conducted 

COVID-19 screening at the training venues.  

 

To navigate some of the COVID-19 induced challenges the RSP Team produced a document: RSP 

Scenario Planning Document that provided guidelines on how the implementation of project 

activities during the lockdown. Except for school based activities, all the other activities were 

implemented via online platforms: Microsoft Teams and Zoom. 

 

 

 

 

 

 



5. Monitoring, Evaluation and Learning Update 
 

• MEL Plan 
The revised Monitoring, Evaluation and Learning Plan (MELP) was developed for the purpose 
of guiding monitoring, evaluation, and learning processes for the Reading Support Project 
(RSP) in the North West Province. The MELP primarily describes how FPD and its consortium 
partners will know whether the RSP is making progress toward achieving stated results through 
use of a system that captures and reports on critical data at strategic points to inform 
implementation in a robust manner. The success of the Plan is hinged on full participation of 
all project stakeholders in use of the relevant data capture and reporting tool and reporting all 
the necessary project information at the designated times. The Plan was aligned to the Revised 
Reading Support Project narrative which outlines project implementation over the two-year, 
school-calendar duration from 2019 – 2020 and supported the extended scope of RSP activities 
following RSP’s strategic realignment under the Early Grade Reading Study (EGRS). Most 
importantly the document took into the DBE Design Specifications and Khulisa 
recommendations made in the October 2019 Formative Evaluation. The plan was approved by 
USAID after having undergone adaptations which were shared and agreed with the RU at DBE 
and Khulisa.  

 

• SOP (Standard Operating Procedures) 
A project SOP was developed to outline procedures to be used by all staff and project partners 
for recording, collation, reporting storage and management of RSP data from the Provincial to 
Head office reporting levels. Staff and partners were oriented on the SOP and the overall aim 
that the SOP would serve as a reference point for all involved. The SOP defined all data 
collection and reporting tools; roles and responsibilities of all project staff and partners; critical 
project activities stating the purpose, how the activity was to be conducted and reported on.   

 

• RedCap  
REDCap (Research Electronic Data Capture) is being used to support the electronic capture and 

data management of the RSP project and move away from a paper-based M&E system. RedCap 

is a secure, web-based application for building and managing online databases. REDCap 

complies with the Health Insurance Portability and Accountability Act which is primarily 

responsible for protecting the confidentiality and security of health care information. The 

REDCap platform has been customized to record all observations conducted in fulfilment of 

the project aim. The REDCap has been customized to collect data on schools and teachers and 

support the monitoring of all coaching activities, including scheduled/confirmed visits, lesson 

observations and school-based workshops and link these individual coaching activities 

longitudinally to specific teachers, languages and schools.  The platform includes live data 

reports which are aggregated for live reporting and summation of all data points on the 

project.  The REDCap application will assist in the collection of teacher-specific lesson 

observations and school-based workshops and facilitate tracking and calculating coverage and 

dose over time. 

 



• Quality Assurance on RedCap 

Measures have already been put in place in the software to ensure data quality checks as per 

the flow diagram.  REDCap customization includes live data entry with pre-designed data 

quality checks including branching logics, field validations and auto-field verifications as 

measures of enhancing the project’s data quality assurance. In addition, an in-built sister 

platform has been developed to carry out the data resolution workflow between the project 

staff and data quality monitors who review each data entry and approve those meeting the 

data quality standards. 

 

Head coaches are responsible for checking completion of data on the system; after which M&E 

will also conduct a second level verification prior to finally sending data for storage centrally, 

where it will be analysed further and used for reporting. Database developers have the overall 

responsibility to check data credibility and review the changes made on the system. They, 

together with M&E, were responsible for data quality checks on the system and to 

communicate data gaps back to the relevant individuals.  

 

• On-going Process evaluations  
Process evaluations were factored in all project interventions at strategic points to ensure a 

robust and responsive M&E system. They were designed to assess project implementation 

from both implementer and recipient perspectives to assess fidelity and ensure gaps in 

implementation are identified and rectified in a timely manner. To that end, surveys were 

carried out with teachers, SMT, SAs and the DBE as well as coaches to assess varying aspects 

of project implementation to be elaborated on. A series of internal process evaluations were 

conducted throughout the life of the project to determine effectiveness and efficiencies and 

generate evidence necessary to revise and strengthen project processes for maximum 

outcomes. The learning agenda informs the types of evaluations to be done. The following 

table shows the type of questions asked as well as a summary of findings. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 Table 13: Evaluation Questions and Timelines  

 

Evaluation Question  Summary Of Findings 

Will the overlaying of the 

coaching model with the 

capacitation of key school 

management individuals 

enhance sustainability in the 

targeted 67 project schools? 

SMT completed PoE where they outlined sustainability activities 

for their schools. Understanding their roles and responsibilities, 

how they can create and maintain synergies with staff. The SMT 

effectively concretized accountability on the part of SMT as 

leaders and managers of their schools, and to ensure they pay 

particular attention to reading and literacy outcomes in FP, and 

support and monitor educators to achieve this.    

What are the main contextual 

challenges in achieving dose and 

coverage of coaching at scale?  

How can they be mitigated? 

What are the success factors 

necessary for replication? (to 

measure effectiveness of the 

coaching intervention at scale) 

Contextual challenges in classrooms e.g. overcrowding, 

inadequate resources, learners at different ability levels. Coaches 

and educators identified the need to context-specific strategies 

to enhance teaching and learning. The lesson plan and curriculum 

coverage were identified as critical inputs however the “how” 

part needs to be addressed and that’s where coaches’ strengths 

were maximized.     

How effective is the use of SLP 

and LTSM in improving learner 

outcomes? 

SLP are important, and educators mostly do not struggle to 

implement. Other contextual contributing factors as those 

outlined above pose challenges to implementing SLPs. Newer 

educators struggle initially to understand content however with 

support they were able to adapt and improve teaching practices.   

Customer Satisfaction Survey – 

Educators (feedback on various 

aspects of project 

implementation) 

Educators were mostly content with training and LTSM provided. 

Attendance to training speaks to this point.  

Customer Satisfaction survey – 

SAs 

-What are the views and 

perceptions of Subject Advisors 

on RSP, Coaching model, 

sustainability measures  

SAs appreciated that the project actively engaged them, and their 

inputs were incorporated in project planning, schools’ 

inclusion/exclusion; lesson plans and LTSM.  Close collaboration 

was built over time to ensure educators receive similar messages 

from coaches and SAs. Understanding the need for sustainability 

post-RSP SAs encouraged SMT to maintain FP educators at least 

for the next two years to maximize on capacity building activities  

 

 

 

 

 



Coach survey was conducted 6 months into implementation to assess coaches’ understanding of 

their roles as coaches, their prior experience to carry out the roles; adequacy of resources, assess 

their continued development activities and improvements they would like to see being 

implemented to better support them. Also, we sought to determine the extent to which they 

received institutional support (from head coaches, managers). They were requested to evaluate 

the coaching process; relationship with educators and SMTs, changes observed since they began 

coaching, and importantly, their views on sustainability of the coaching intervention and 

recommendations they could make for future coaching programs.  

 

Between October - November 2020 we conducted a Post-Lockdown Educator survey with the aim 

of collecting information from educators regarding in-school adaptation to the “new normal”; and 

to identified challenges and opportunities for continued teaching and learning. It became critical 

to understand the context in the schools post-lockdown considering the tenets of the new normal 

in the schools. Concerns around the amount of teaching and learning time available in the backdrop 

of COVID-19; absence of teachers due to co-morbidities, absence of learners, new/substitute 

teachers; schools’ closure, rotation of learners, including the varying methods of rotation 

implemented in the schools and other factors. We effectively wanted to understand the context, 

as we continued implementing project activities in schools, to investigate the factors that might 

mitigate achievement of project objectives. We also wanted to understand how schools have 

defined the new normal as proposed by the DBE, acknowledging the amount of time left in this 

schooling year as well as the amount of work that needs to be completed by educators to ensure 

learners acquire the necessary skills and competencies to proceed to the next grade. We 

acknowledge that there will be significant learning gaps that have been incurred, therefore through 

the survey sought to gather information about the base factors that enable/disable learning in this 

new normal at classroom level.   

 

Telephonic interviews were conducted with about 10 FP educators randomly selected across 

project schools. We found that most of the schools were using the alternate day/week rotation 

model of learning, as proposed by the DBE. One school used a bi-weekly model of and in another, 

due to the few numbers of learners, all attended daily. An interesting alternative within the 

alternate day rotation was evident in one teacher’s response who said they used gender rotation 

where boys and girls attended on alternate days and this was developed by the school, to which 

the teacher said; “I asked all learners to come on daily basis to avoid the confusion and because 

they are a small group and can meet the social distancing requirements as per COVID-19 

regulations”.     

 

In terms of learner attendance, most of the educators stated that all their learners were back in 

school and attending on their allocated days except for one who said four of her learners had been 

withdrawn from school.  



The ATP outline the critical skills and content that learners must acquire, and teachers focus on 

for the remainder of the year and as per the norm, educators are responsible for ensuring that 

learners acquire these skills and complete the content as outlined. All educators mentioned they 

had conducted the Baseline Assessment as per advice from their trainers to assess learners prior 

to the start of learning activities, and this they said helped to inform knowledge gaps and 

structure their teaching practice.   

  

At the end of the interview’s educators were asked on reflect on challenges/opportunities 

presented by this new normal and what came out the most was the acknowledgement of the fact 

that there was a lot of content that could not be crammed in the remaining teaching time, 

compounded by the fact that learners do not attend daily. Some reflected on the inconsistencies 

in the trimmed curriculum, that it was not further trimmed to align to the remaining time in light 

of the schools opening and closure, a process that occurred quite a few times add to the individual 

schools closing on account of COVID-19 cases. One of the educators lamented on the lack of 

parental support, which she felt was a huge gap as they required assistance to ensure learners 

continue learning especially during the days when they are not attending school.  

 

On a positive note, educators showed appreciation for the training provided by RSP, and said it 

has really helped to demystify the “how” part of teaching and learning, as well as the continued 

support they received from coaches.  

 

It is undeniable that there are a lot more complexities that exist within schools and classrooms as 

they navigate the new normal. The need for additional support is significant and critical and must 

be fulfilled for teachers to continue to function efficiently. Parental support would potentially 

help to alleviate the pressure on teachers however stakeholders need to come together to pursue 

the common goal of supporting schools and specifically teachers who are tasked with the 

responsibility of producing positive learner results and ensuring learners progress to the next 

grades. 

 

As a recommendation going forward, one can state that it would be equally beneficial to focus 

training on capacitating teachers with the skills to conduct baseline assessment and develop 

teaching strategies based on learning gaps incurred over the year. This is critical especially for 

2021 when educators will inherit learners with significant learning gaps experienced from 2020. 

 

 

 

 

 

 

 



6. Preliminary Recommendations 
 

6.1. Finding: The training of coaches was narrowly focused on content delivery i.e implementation 
of scripted lesson plans. 

 

Recommendation: Given the high-quality demands and expectation on coaches, it is important 

that their training programme must be broader to include lesson development strategies and 

facilitation skills to enable them to provide teachers with the requisite skills and knowledge to 

adopt a nuanced approach to the implementation of the scripted lesson plans in the varied 

contexts in which they work. Additionally, some basic training on the identification and support 

for learners with learning barriers would go a long way in providing teachers with basic skills 

to, as far as possible, accommodate these learners in their lessons. 

 

6.2. Finding: Timing of Just-in time workshops still a challenge. 

 

Recommendation: The policy of the Department is that all training must take place during 

school holidays. RSP is grateful that they were allowed to train when schools were in session. 

In some instances when we used school holidays to train teachers, a number of complaints 

were registered. We recommend that agreements with unions be secured timeously and the 

necessary resolutions be shared with all affected parties, especially the teachers in project 

schools. 

 

6.3. Finding: Slow uptake in the implementation of Red Cap or any ICT intervention. 

 

Recommendation: Coaches were trained to implement Red-Cap to improve on data collection 

and management. As with all ICT interventions, time must be invested in the training of people 

in any IT innovation. More training and often leads to enhanced confidence to embrace the 

new innovation. This also applies to our experience in the pilot district. It penetration in the 

education sector, especially in rural districts remains very low. The Department must commit 

itself to the full implementation of its ICT strategy in education.  

 

6.4. Finding: The one- cap- fits- all approach in the training of teachers on the implementation of 

scripted lesson plans frustrated teachers who were previously exposed to EGRS. 

 

Recommendation: Teacher profiling prior to the implementation of a project is critical to 

determine the exact needs of teachers. Secondly, differentiation must be adopted as a guiding 

principle to ensure that support is targeted were it is needed to avoid duplication of efforts. 

 

 



6.5. Finding:  Relationship between coaches and Subject Advisors must be carefully managed. 

 

Recommendation: Greater involvement of Subject Advisors in the implementation of any 

curriculum programme often leads to greater success of the programme. Their buy-in at the 

outset of the implementation of the project must be secured and their interest sustained 

throughout. 

 

6.6. Finding: Lack of coordination of internal M&E processes often led to confusion during 

implementation. 

 

Recommendation: The development of the project MEL Plan must guide all planned internal 

evaluations. To that end, extensive consultations with all key players must happen to ensure 

that their interest and needs are sufficiently accommodated in the plan to avoid adhoc 

evaluations that crept in from time to time during implementation. 

 

6.7. Finding: Inadequate use of available information systems (e.g SASAMS and DDDD) by school 

leadership to    inform school level decision making. 

 

Recommendation: The Department has made huge investment in the development of a school 

information management system (SASAMS). Our engagement with SMTs during PLC 4 left us 

with the distinct impression that school leaders were not using this system to manage their 

schools better. Again, there was no commitment on their part to ensure that the information 

uploaded was accurate. We recommend that the Department put measures in place to ensure 

that schools use these systems optimally. Creative ways must be found to incentivise schools 

to embrace these systems to manage their schools better. 

 

6.8. Finding: Implementing a multi-partner intervention calls for clarity of roles and responsibilities 
for each party involved. 

 

Recommendation: All parties involved in the implementation of a project must have a good 

understanding of their roles and responsibilities. Such an understanding provides the context 

within which each party will perform and report. Clarity of performance expectation relates to 

the need to agree on what each party is expected to contribute to the end results and the 

achievement of the desired outcomes. If the expectations are unclear, the outcomes are 

unlikely to be realised. On a practical level, this entails the signing of agreements contracts 

with each parties’ roles clearly spelt out. This contract must precede the implementation of 

the project. 

 

 



6.9. Finding: The implementation of scripted lesson-plans did not adequately address the needs 

of learners with learning barriers in the classroom. 

 

Recommendation: Whilst it is understandable that lessons must be paced to cover the 

curriculum. It is equally important that lesson plans are designed to make provision for those 

learners who tend to lag behind for a variety of reasons. Pursuing curriculum coverage 

without giving due consideration to this reality will marginalise other learners who may not 

cope and subsequently drop out of the schooling system. 

 

6.10. Finding: Capacitating SMTs require requires careful planning, buy in and strict adherence to 
an approved activity plan 

 

Recommendation: SMTs generally have many responsibilities in managing their schools. 

Consequently, they are often expected to participate in many activities e.g meetings and 

workshops. And because the demands placed on their time, they tend to prioritise, 

understandably so, departmental activities over those of external service providers. This 

happens regardless of an activity plan that has been approved by the department. The senior 

management of the department must respect and enforce agreements made with external 

parties. This will in turn assist in enforcing accountability on the part of those who should 

benefit from the intervention. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



7. Concluding Remarks 
 

Implementing a project like the RSP presented several challenges- from design to implementation. 

The initial design was arguably very ambitious is scale and scope. This explains why several changes 

were effected prior to the implementation of the pilot phase as discussed under paragraph 1.2.1. 

The pilot phase presented us with the opportunity to review and refine some of the design features 

and thereby prepared the ground for scaling. 

 

The above challenges notwithstanding, the RSP implementation was focused on achieving the 

declared objective: To improve language and literacy content knowledge and pedagogy of primary 

grade teachers in AHLs as well as in EFAL. 

 

The above objective was doggedly pursued and monitored through a highly vigilant PMT that 

comprised of all critical stakeholders. Despite the devastating impact of COVID-19 on the schooling 

sector, all other project activities continued unhindered. Once the schools reopened, we were ready 

to implement all school-based activities that were suspended during the hard lockdown. We remain 

indebted to the funder, USAID for affording us more time to conclude outstanding activities during 

the months of November and December 2020.We are confident that the RSP has gone a long way 

to improving the language and literacy content knowledge and pedagogy of primary grade teachers 

in AHLS and EFAL.  
 

In partnership with DBE, we have developed a meaningful LTSM and distributed scripted lesson 

plans, graded readers, flashcards, posters and Big Books, handwriting posters, school based 

assessment (SBAs) and trackers to low-income schools in NMM and Dr KK districts.  We have 

developed an approach that DBE can replicate to provide JIT training to teachers to support 

compliance with the curriculum and we have added important learning on how to implement a 

school-based coaching programme.  We have also had the opportunity to support 1609 teachers and 

their learners by providing in-school coaching programme.  We are confident that the RSP 

intervention has added value to the partnered schools and teachers and has contributed to a 

stronger literacy foundation for their learners.  We would again like to thank and acknowledge our 

sponsor USAID South Africa and our partners in the Department of Basic Education at national, 

provincial and district levels for their collaboration, advice and partnership over the past four years.  

We are grateful to our consortium partners (Oxford and Molteno) for their immense contribution in 

advancing early grade reading in AHL and EFAL and contributing towards improved academic 

performance. 
 

We believe that this project made the necessary intervention in all the beneficiary schools and has 

gone a long way in making a difference in the lives of the learners in the schools that were supported. 

A firm foundation has been laid for the project schools to change the fortunes of their learners for 

the better. 
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natemis Emis_number Institution_name District INTERVENTION 

600100006 600100006 Aaron-Letsapa Primary Ngaka- Modiri molema LTSM only
600100009 600100009 ABONTLE PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100014 600100014 AGISANANG PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100018 600100018 AKOFANG PRIMARY SCHOOL LTSM only
600100028 600100028 ARE IPELENG DR KENNETH KAUNDA LTSM only
600100030 600100030 AREAGANENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100029 600100029 ARE-ITSHOKENG DR KENNETH KAUNDA Coaching
600100034 600100034 ATLARELANG PRIMARY SCHOOL DR KENNETH KAUNDA Coaching & SMT
600100040 600100040 BABUSENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100057 600100057 BAKANG DR KENNETH KAUNDA LTSM only
600100059 600100059 BAKANG - SELEBO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100069 600100069 BANABAKAE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100118 600100118 BLYDEVILLE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100119 600100119 BM MOKITIME PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100125 600100125 BODIRI PRIMARY NGAKA MODIRI MOLEMA LTSM only
600100141 600100141 BOIKHUTSO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100148 600100148 BOITEKO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600100162 600100162 BOITUMELO INTERMEDIATE DR KENNETH KAUNDA LTSM only
600100164 600100164 BOITUMELO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100186 600100186 BOPANANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only

600100187 600100187 BOPHEPA PUBLIC SCHOOL DR KENNETH KAUNDA LTSM only
600100189 600100189 BORAKALALO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100192 600100192 BORESETSE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100199 600100199 BOSCHPOORT COMBINED SCHOOL DR KENNETH KAUNDA Coaching & SMT
600100204 600100204 BOSUGAKOBO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100224 600100224 BUFFELSVLEI INTERMEDIATE DR KENNETH KAUNDA LTSM only
600100231 600100231 CARLISONIA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100233 600100233 Chaena Primary Ngaka- Modiri molema LTSM only
600104267 600104267 DAN TLOOME PRIMARY DR KENNETH KAUNDA LTSM only
600100273 600100273 DIHATSHWANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600104012 600104012 DIKAKANYO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100292 600100292 DINGAKE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100293 600100293 DINGATENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100297 600100297 DIPATI NGAKA MODIRI MOLEMA LTSM only
600100299 600100299 DIPHETOGO PRIMARY SCHOOL Coaching
600100310 600100310 DITAELONG PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100317 600100317 DITSOBOTLA PUBLIC SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100320 600100320 DOORNBULT PRIMARY SCHOOL DR KENNETH KAUNDA Coaching & SMT
600104034 600104034 DOORNLAAGTE COMBINED SCHOOL NGAKA MODIRI MOLEMA Coaching
600100332 600100332 DUDUETSANG DR KENNETH KAUNDA Coaching
600100380 600100380 G.J. PODILE PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600100391 600100391 Gaesegwe Primary Ngaka- Modiri molema LTSM only
600100392 600100392 GAETSALWE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100382 600100382 GA-ISRAEL PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100419 600100419 GAREOSENYE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600104283 600104283 GEORGE MADODA NGAKA MODIRI MOLEMA LTSM only
600100455 600100455 Goitseone Primary Ngaka- Modiri molema LTSM only
600104027 600104027 GONTSE PUBLIC PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100462 600100462 GOPANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600105341 600105341 GR SETSETSE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100470 600100470 Green Central Primary Ngaka- Modiri molema LTSM only
600100481 600100481 HAKBOSLAAGTE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100527 600100527 IKALAFENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100538 600100538 IKHUTSENG INTERMEDIATE SCHOOL DR KENNETH KAUNDA Coaching & SMT
600100550 600100550 IPELEGENG BATLHARO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600100551 600100551 IPELENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only



600100566 600100566 ITHUSENG PRIMARY SCHOOL DR KENNETH KAUNDA Coaching
600100563 600100563 ITIRELE PUBLIC SCHOOL DR KENNETH KAUNDA LTSM only
600100589 600100589 J.M. MOSIANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600103609 600103609 JANE LETSAPA INTERMEDIATE SCHOOLDR KENNETH KAUNDA Coaching
600100594 600100594 JATHOLIMA PRIMARY SCHOOL DR KENNETH KAUNDA Coaching
600104068 600104068 KABELANO PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100609 600100609 Kabelo Primary Ngaka- Modiri molema LTSM only
600100614 600100614 KAKATLELA PUBLIC PRIMARY SCHOOLDR KENNETH KAUNDA Coaching & SMT
600100638 600100638 KEAGILE INTERMEDIATE SCHOOL DR KENNETH KAUNDA Coaching & SMT
600100656 600100656 KELERAYAMANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100659 600100659 KEOBUSITSE PRIMARY NGAKA MODIRI MOLEMA LTSM only
600100661 600100661 KEOLEBOGILE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600104139 600104139 KEOTSHEPILE PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100685 600100685 KGOLOLOSEGO INTERMEDIATE SCHOOLDR KENNETH KAUNDA LTSM only
600100717 600100717 KHUMA PRIMARY SCHOOL DR KENNETH KAUNDA Coaching
600100720 600100720 KHUNOTSWANE PRIMARY NGAKA MODIRI MOLEMA Coaching
600105170 600105170 KOKETSO PRIMARY SCHOOL LTSM only
600100762 600100762 KOPELA NGAKA MODIRI MOLEMA LTSM only
600100781 600100781 KUNANA NGAKA MODIRI MOLEMA LTSM only
600101505 600101505 LAERSKOOL NIETVERDIEND NGAKA MODIRI MOLEMA LTSM only
600101731 600101731 LEBOGANG PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100837 600100837 LEFOKO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100838 600100838 LEGAE-THUTO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100848 600100848 LEKGOPHUNG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100850 600100850 LEKOKO PRIMARY NGAKA MODIRI MOLEMA LTSM only
600100860 600100860 LENCOE PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600100891 600100891 LETLHAKANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100892 600100892 LETLHASEDI COMBINED SCHOOL DR KENNETH KAUNDA Coaching
600100896 600100896 Letsapa Primary Ngaka- Modiri molema Coaching
600100899 600100899 LETSHELEMANE PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100902 600100902 LETSOPA PUBLIC SCHOOL DR KENNETH KAUNDA Coaching
600100912 600100912 LOBATLA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100915 600100915 LOGAGA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100918 600100918 LOKALENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600100921 600100921 LOMANYANENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100927 600100927 LORE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100933 600100933 LOTLAMORENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101204 600101204 M.K Moeti Primary Ngaka- Modiri molema LTSM only
600105316 600105316 M.K. Rampine NGAKA MODIRI MOLEMA LTSM only
600100963 600100963 MABULE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600100967 600100967 MADIBA COMBINED SCHOOL NGAKA MODIRI MOLEMA LTSM only
600100970 600100970 MADIBENG PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600100972 600100972 Madibogo - Batlhaping Primary Ngaka- Modiri molema LTSM only
600100973 600100973 Madibogo Pan Primary Ngaka- Modiri molema LTSM only
600100992 600100992 MAGOKGWANE PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600100998 600100998 MAHEELO INTERMEDIATE SCHOOL LTSM only
600101007 600101007 MAILAKGANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101012 600101012 MAJABE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101027 600101027 MAKGOBI PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101033 600101033 MAKGORI PRIMARY LEARNING SITE NGAKA MODIRI MOLEMA LTSM only
600101044 600101044 MALEBELELE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101068 600101068 MANAMOLELA NGAKA MODIRI MOLEMA LTSM only



600101072 600101072 MANNO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600101073 600101073 MANOANE PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600101074 600101074 MANOGELO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101076 600101076 MANTSA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101080 600101080 MAOKANENG PRIMARY NGAKA MODIRI MOLEMA Coaching
600101103 600101103 MAREKWA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101116 600101116 MAROTSE NGAKA MODIRI MOLEMA LTSM only
600101126 600101126 MASEDI PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600101127 600101127 MASEPHE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101130 600101130 MASHWELWA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600105059 600105059 MATHATENG PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600101150 600101150 MATLAPE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101156 600101156 MATLHONYANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101158 600101158 MATLODING PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101186 600101186 MENWE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101191 600101191 MESEGA NGAKA MODIRI MOLEMA Coaching
600101194 600101194 METHUSELE II PRIMARY NGAKA MODIRI MOLEMA Coaching
600101198 600101198 MHAPHA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101230 600101230 MMASEBODULE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101243 600101243 MMUAGABO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101247 600101247 MOATLHODI PRIMARY NGAKA MODIRI MOLEMA Coaching
600101255 600101255 MODIKO PRIMARY NGAKA MODIRI MOLEMA LTSM only
600101262 600101262 MODIREDI PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101281 600101281 MOFUFUTSO NGAKA MODIRI MOLEMA LTSM only
600101298 600101298 MOGOSANE INTERMEDIATE SCHOOL NGAKA MODIRI MOLEMA LTSM only
600105346 600105346 MOJAMORAGO PRIMARY NGAKA MODIRI MOLEMA LTSM only
600101311 600101311 MOKAKANA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101312 600101312 Mokala Primary Ngaka- Modiri molema LTSM only
600101322 600101322 MOKGOLA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101330 600101330 MOKUTONG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600104105 600104105 MOLAPISI LEARNING SITE NGAKA MODIRI MOLEMA Coaching & SMT
600101339 600101339 MOLEKANE PRIMARY NGAKA MODIRI MOLEMA Coaching
600101343 600101343 MOLEMA MEMORIAL PRIMARY SCHOOLNGAKA MODIRI MOLEMA Coaching
600101354 600101354 MONAMALADI PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101358 600101358 MONNAAMERE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101379 600101379 MOREOTSILE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101396 600101396 MOSENOGI PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101401 600101401 MOSHANA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101403 600101403 MOSHOETTE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600105352 600105352 MOSIAMI MILDRED PRIMARY NGAKA MODIRI MOLEMA LTSM only
600101408 600101408 MOSITA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101416 600101416 MOTAUNG PRIMARY SCHOOL DR KENNETH KAUNDA Coaching & SMT
600101418 600101418 MOTEU MAKABANYANE PRIMARY SCHOOLNGAKA MODIRI MOLEMA LTSM only
600101428 600101428 Motlhabane Primary Ngaka- Modiri molema LTSM only
600101431 600101431 MOTLHAKO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101436 600101436 MOTLHATSWA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101453 600101453 Motsitlane Primary Ngaka- Modiri molema LTSM only
600101456 600101456 MOTSWAISO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101483 600101483 NAGANASENTLE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600104095 600104095 NALEDI PRIMARY SCHOOL DR KENNETH KAUNDA Coaching & SMT
600101485 600101485 NALETSANA PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101507 600101507 NKAGISANG COMBINED SCHOOL DR KENNETH KAUNDA Coaching
600101534 600101534 NTLATSENG COMBINED SCHOOL DR KENNETH KAUNDA Coaching
600101542 600101542 NTSWELETSOKU PRIMARY LEARNING SITENGAKA MODIRI MOLEMA LTSM only
600101569 600101569 OMEGA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only



600104266 600104266 ONKGOPOTSE TIRO COMPREHENSIVE SCHOOLNGAKA MODIRI MOLEMA LTSM only
600101574 600101574 OPADIATLA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101591 600101591 P P PHALADI PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101597 600101597 PADI INTERMEDIATE SCHOOL DR KENNETH KAUNDA LTSM only
600101605 600101605 PELOKGALE PUBLIC SCHOOL DR KENNETH KAUNDA Coaching & SMT
600101607 600101607 PELONOMI DR KENNETH KAUNDA LTSM only
600101611 600101611 PEME PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101618 600101618 PHAKEDI PRIMARY SCHOOL DR KENNETH KAUNDA Coaching
600105376 600105376 PHAKELA PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600101621 600101621 PHAKISANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101631 600101631 PHATSIMA PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101634 600101634 PHENYO-BOTLHE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600105056 600105056 PITSO TOLO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101667 600101667 PONELOPELE PRIMARY NGAKA MODIRI MOLEMA Coaching
600101685 600101685 PUDULOGO PRIMARY PUBLIC SCHOOLDR KENNETH KAUNDA Coaching
600101699 600101699 RABOTSILE PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600101706 600101706 RAGOGANG PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600101714 600101714 Ramabesa Primary Ngaka- Modiri molema LTSM only
600101715 600101715 RAMADIANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101739 600101739 RAMOSADI PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101748 600101748 RANKUDU PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600105314 600105314 REATLEGILE PRIMARY SCHOOL LTSM only
600102307 600102307 REFETHUTO PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600101803 600101803 REGOPOLENG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101804 600101804 REGOROGILE COMBINED SCHOOL DR KENNETH KAUNDA Coaching
600101817 600101817 REITUMETSE PRIMARY NGAKA MODIRI MOLEMA Coaching
600101822 600101822 REKOPANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101830 600101830 RENONOFILE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101877 600101877 SAMENYANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600101878 600101878 SAMUEL PHIRI DR KENNETH KAUNDA Coaching & SMT
600101902 600101902 SEDIKO DR KENNETH KAUNDA Coaching & SMT
600101907 600101907 SEETSELE PRIMARY NGAKA MODIRI MOLEMA Coaching
600101911 600101911 SEFATLHANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101935 600101935 SEKGORO NGAKA MODIRI MOLEMA LTSM only
600101941 600101941 SEKOLOPO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101947 600101947 SELANG - THUTO PUBLIC DR KENNETH KAUNDA Coaching & SMT
600101951 600101951 SELERI PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101957 600101957 SENKGWE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600101958 600101958 SENSAKO PRIMARY NGAKA MODIRI MOLEMA LTSM only
600101960 600101960 SENTLHAGA PRIMARY DR KENNETH KAUNDA Coaching
600101961 600101961 Senwametsana Primary Ngaka- Modiri molema LTSM only
600101973 600101973 SESAMOTHO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600101975 600101975 SESHUPO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600101977 600101977 Setlagole Primary Ngaka- Modiri molema LTSM only
600101996 600101996 SIGNAL-HILL-PRIMARY NGAKA MODIRI MOLEMA Coaching
600103616 600103616 SKUINSDRIF PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600102022 600102022 ST MARY`S PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600102029 600102029 STADT PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600102036 600102036 STINKHOUTBOOM PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102040 600102040 SUPING PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102055 600102055 TAOLELO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT



600102059 600102059 TAU PRIMARY NGAKA MODIRI MOLEMA LTSM only
600102082 600102082 THAKADU PRIMARY SCHOOL DR KENNETH KAUNDA Coaching
600102094 600102094 THELESHO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600102098 600102098 THIPANYANE PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102121 600102121 Thutlwane Primary Ngaka- Modiri molema LTSM only
600105068 600105068 THUTO BOSWA PRIMARY NGAKA MODIRI MOLEMA Coaching
600105168 600105168 THUTO BOTSHELO PRIMARY NGAKA MODIRI MOLEMA Coaching & SMT
600104088 600104088 THUTO-MMELEGI P.S NGAKA MODIRI MOLEMA LTSM only
600102131 600102131 THUTONG PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102136 600102136 TIGANE PRIMARY SCHOOL LTSM only
600102144 600102144 TLALE PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102163 600102163 TLHALEFANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102178 600102178 TLHOMESO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102199 600102199 TREASURE TROVE PRIMARY NGAKA MODIRI MOLEMA Coaching
600102208 600102208 TSELAKGOSI MIDDLE SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102228 600102228 TSHEPANG PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102229 600102229 TSHEPO PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102231 600102231 TSHIAMELO PRIMARY NGAKA MODIRI MOLEMA Coaching
600102233 600102233 TSHIDILAMOLOMO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102236 600102236 TSHING PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102237 600102237 Tshipitota Primary Ngaka- Modiri molema Coaching
600102239 600102239 TSHIROLOGO PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102243 600105384 TSHOGANYETSO PRIMARY SCHOOL NGAKA MODIRI MOLEMA LTSM only
600102246 600102246 TSHOLOFELO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching
600102251 600102251 TSHUPANE PUBLIC PRIMARY DR KENNETH KAUNDA LTSM only
600102256 600102256 TSHWARAGANO PRIMARY SCHOOL NGAKA MODIRI MOLEMA Coaching & SMT
600102263 600102263 Tsogang Primary Ngaka- Modiri molema LTSM only
600102267 600102267 TSOSELETSO INTERMEDIATE SCHOOLNGAKA MODIRI MOLEMA Coaching & SMT
600104008 600104008 TSWANA TSATSI PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102274 600102274 TUKISANG PRIMARY SCHOOL DR KENNETH KAUNDA Coaching & SMT
600102276 600102276 TUMISANG PUBLIC SCHOOL DR KENNETH KAUNDA Coaching

600102285 600102285 UITSCHOT INTERMEDIATE DR KENNETH KAUNDA Coaching & SMT
600102290 600102290 Upper Setlagole Primary Ngaka- Modiri molema LTSM only
600102316 600102316 VLAKPAN PRIMARY NGAKA MODIRI MOLEMA LTSM only
600105123 600105123 WELGEVONDEN PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102350 600102350 ZAKHELENI INTERMEDIATE SCHOOL LTSM only
600102351 600102351 ZAMUKULUNGA PUBLIC SCHOOL DR KENNETH KAUNDA LTSM only
600102358 600102358 ZIMELE-GEQE PRIMARY SCHOOL DR KENNETH KAUNDA LTSM only
600102362 600102362 ZOOIHUIS PRIMARY DR KENNETH KAUNDA LTSM only
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Purpose of the Report 

The purpose of this document is to provide an overview and to an extent, an evaluation, of the Reading Support 

Project (RSP) implemented as a pilot in the North West District of Dr. RSM, specifically in Vryburg. The 

document will detail the project performance (planned vs achievement), identify lessons learned, collaboration 

with consortium (internal) partners and external (District, Provincial) partners; adaptation of project activities 

according to lessons learned, as well as handover activities. This document seeks to provide information 

particularly for sharing with other implementing partners working in the Education field.    

 

The project was implemented over a period of 12 months, with the roll-out of activities starting in June 2017, 

ending June 2018.  The report will be divided into the following sections: 

 

Section 1: About the project 

Section 2: Project Intervention Strategy 

Section 3: Communication 

Section 4: Project Statistics  

Section 5: Cross-Cutting Issues 

Section 6: Lessons Learned  

Section 7: Best Practices 

Section 8: Recommendations  

Section 9: Post the Pilot 

Section 10: Concluding Remarks 
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Acronyms 

AHL – African Home Language 

CA – Curriculum Advisor 

CAPS – Curriculum Assessment Policy Statement  

CHE – Council for Higher Education 

CM – Circuit Manager 

CoP – Community of Practice 

CPD – Continuous Professional Development 

DBE – Department of Basic Education 

DPMT – District Provincial Management Team 

Dr KK District – Dr Kenneth Kaunda District 

EDSC – Education Development Support Centre 

EFAL – English as a First Additional Language 

FP – Foundation Phase 

FPD – Foundation for Professional Development 

HoD – Head of Department  

LOLT – Language of Learning and Teaching 

LTSM – Learner, Teacher Support Material 

MRTEQ – Minimum Requirement for Teacher’s Education Qualification 

NMM – Ngaka Modiri Molema District 

NQF – National Qualification Framework 

NW – North West Province 

PLC – Peer Learning Community 

PMT – Project Management Team  

PSC – Provincial Steering Committee  

SACE – South African Council for Educators 

SAIDE – South African Institute for Distance Education 

SAQA – South African Qualifications Authority 

TRC – Teacher Resource Centre  

UK – United Kingdom 

UNISA – University of South Africa 

UP – University of Pretoria 

VSO – Voluntary Services Overseas 
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Executive Summary  

FPD, through the Reading Support Project, implemented a USAID funded literacy project targeting the 

improvement of reading and comprehension of Foundation Phase learners (Grades 1 – 3), in African Home 

Language (AHL) and English as a First Additional Language (EFAL) in the pilot District of Dr, RSM in the North 

West Province. This was done through capacity building for Principals /Deputy Principals in leadership and 

management of schools, and improvement of HoDs’ pedagogical knowledge. Subject Advisors in the District 

were engaged as a reference group for the HoDs’ course and were encouraged to complete the course being 

literacy experts, for systems strengthening. 

 

The capacity building activities were implemented through a blended method of online and face-to-face learning. 

This was further supplemented by on-site school support visits and sub-PLCs to provide technical assistance to 

participants. Schools also received a package of LTSM (learner and teacher support material) to encourage 

reading in classrooms. HoDs and Principals/Deputy Principals had been given tablets through which to access 

the course content online, on a fully developed online platform. Both programs were endorsed by SACE and 

assigned CPTD points.  

 

The project was concluded by conducting a Pilot Handover and Certification ceremony, where 55 out of 186 

(30%) initially registered Principals/Deputy Principals and 85 out of 176 (48%) HoDs who had successfully 

completed the course were given Certificates and various LTSM.    

 

The project was accountable to District Project Management Teams and Provincial Steering Committees who 

provided technical oversight and received regular update where the project team got the opportunity to provide 

feedback on activities, report identified bottlenecks and source guidance. Collaboration, learning and adaptation 

formed a central part of the project as an on-going process, to ensure relevance. Overall, the pilot was a success 

in the sense that activities were completed, lessons learnt were documented and will be used to inform future 

projects. One of the major achievements was the revival of PLCs as centers for peer learning and networking, 

where like-minded professionals come together to share ideas and learn from each other. The project’s PLCs 

also had the added element of delivering actual training, so the blending of the two proved to be a success.   

 

It is recommended that similar projects first conduct a contextual evaluation, to determine issues that may have 

a direct impact on implementation. Should programs have an online element, it is important to assess the 

capabilities of the target beneficiaries, to provide the necessary technical assistance to ensure optimum 

participation leading to positive outcomes. Advocacy in the sense of engaging District and Provincial education 

officials, as well as other stakeholders to ensure transparency and accountability helps such projects. Constant 

communication and face-to-face sessions with project beneficiaries would also improve participation. Ensure that 

the project has a robust feedback mechanism to incorporate participant views to strengthen implementation 

activities.   

 

This report will provide a detailed account of all pilot activities covering the intervention strategy, the different 

roles and responsibilities of project partners, programs for the target groups, achievements, lessons learnt, good 

practice activities and overall recommendations for implementation of similar projects. Post pilot activities have 

been highlighted to help the district to institutionalize and sustain project gains. 
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Section 1: About the Project 

1.1 Background  

In 2016, FPD was awarded the Reading Support Project (RSP), funded through the USAID Cooperative 

Agreement, to support the Department of Basic Education (DBE) in its effort to improve the reading skills of 

foundation phase grade learners. The overarching goal of the project was to improve the reading skills of 

foundation phase primary grade learners in African Home Language (AHL), as well as in English as a First 

Additional Language (EFAL). The project objective was to improve language and literacy content knowledge 

and pedagogy of primary grade teachers in AHL as well as in EFAL. By the end of the four-year project, the 

following results were anticipated: 

• Result 1: Increased capacity of curriculum advisors (CAs) and heads of department (HoDs) to support primary 

grade teachers in language and literacy in African Home Languages (AHL) as well as English as a First Additional 

Language (EFAL) 

• Result 2: Increased capacity of principals and deputy principals to support primary grade teachers in language 

and literacy in AHLs as well as EFAL  

• Result 3: Improved quality and use of LTSM (Learner and Teacher Support Material) for AHL as well as EFAL   

 

The RSP’s theory of change is based on the hypothesis “that if CAs, HoDs, principals/deputy principals have the 

required competency (knowledge, skills and attitudes relevant to school management and literacy pedagogic), 

resources (including access to Learning and Teaching Support Material - LTSM & Information and 

Communication Technology - ICT) and support, then they can unlock systemic change and dramatically improve 

reading skills of primary grade learners through strengthening DBE performance systems and by providing more 

effective development, support and supervision of teachers in delivery of the AHL and EFAL curriculum. 

 

The proposed strategic approach was designed to improve teacher effectiveness and quality by means of 

improving capacity of CAs at district level and HoDs, principals/deputy principals at the school level to support 

teachers for better learner results in AHLs and EFAL. The project specifically aimed to: improve subject matter 

knowledge; promote more effective pedagogic practices; improve in-class time management; increase effective 

use of Learner Teacher Support Material (LTSM); and foster a school environment to support teachers’ ability 

to implement the full curriculum and facilitate successful teaching and learning. The proposed strategic approach 

was designed to build Department of Basic Education (DBE) capacity and strengthen supervisory and 

management systems for AHL and EFAL literacy at the primary grade level, focusing on grades one to three.   

 

1.2 Project Partners 

The pilot project was implemented by a consortium of 4 partners with specific roles and objectives. An overview 

of each partner is provided next. 

 

FPD: As the leading partner, FPD is responsible for overall project management and administration. FPD was 

responsible for convening and facilitating internal and external partner meetings, ensuring all partners adhere to 

the project plan activities as agreed upon with the funder, setting up an M&E system for data collection, recording 

and reporting, as well as periodicaclly reporting on progress update to the funders. At pilot initiation phase, FPD 

participated in all the meetings convened, and facilitated meetings with the North West Province to introduce 

the project and together with the provincial department undertook to move the pilot district from Dr Kenneth 

Kaunda to Dr Ruth Segomotsi Mompati (RSM) district. The move to RSM district was occasioned by the meeting 

held with the DBE and some of the organisations that are currently working in the Dr Kenneth Kaunda district 

and after establishing that some of these organisations were pursuing similar objectives as the Reading Support 

Project.  
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FPD was also responsible for development and administering of Component 2 professional development 

activities, which was a School Management and Leadership Practice course for Principals / Deputy Principals. 

Since all training activities in the schooling sector have to meet SACE requirements, FPD submitted an application 

to SACE for registration as a provider. FPD has now been successfully registered as a SACE provider.   

 

FPDs subsidiary, Pioneering Solutions Studio (PSS), have worked closely with Components 1 and 2 to ensure 

that all the material developed conformed to their online platform. To that effect, component 1 and 2 materials 

were loaded onto the tablets that have been procured for both the Principals/Deputy Principals’ and HoDs 

courses as well as on the online platform. Additionally, PSS developed the RSP Community of Practice (CoP) 

which is an open platform for all personnel in the teaching practice, as well as stakeholders, to engage and learn 

more about the Education field, share ideas and mostly interact and network amongst themselves.   

 

The Communications Unit of FPD ensured that the branding of all project materials and related documents 

complied with the funder’s branding requirements. They also provided editing services for documents prior to 

being disseminated externally.  

  

Molteno and Oxford University South Africa: These two organisations were responsible for the 

implementation of Component 1 i.e. the capacitation of Curriculum Advisors and Foundation Phase Heads of 

Department (HODs). To that effect, the two organisations leverage on each other’s experience and expertise 

to offer a consolidated program in the form of a blended course to the HoDs, with CAs being capacitated as a 

means to enable them to monitor and assist HoDs enrolled in the course. As required, Molteno and Oxford 

applied to SACE as service provider, and to receive endorsement for the course. Upon endorsement, Molteno 

and Oxford were be able to assign Continuing Professional Teacher Development (CPTD) points to the HoDs 

who took part in and successfully completed the course as part of their continuous professional development. 

The preliminary manual registration of Foundation Phase HODs was undertaken on 26 June 2016 and 137 

candidates were registered manually and given tablets. At PLCs, new HoDs were enrolled into the course and 

given tablets as well, which ultimately brought the number up to 176. The participants were subsequently 

registered on the FPD student platform online to allow them access to the course through their tablets, so they 

can access the content wherever there is a Wi-Fi connection. 

 

SAIDE has worked on preparing the ground for the acquisition of LTSM for all the Foundation Phase learners. 

They have worked closely with Molteno to ensure that they print the right quantities of LTSM, aligned the 

Handbook with the Molteno course for consistency, as well as video record best practicing schools for 

dissemination on various platforms to different stakeholders. An agreement was reached with the district to 

deliver LTSM to the three Area Offices (sub-districts), from where Principals / Deputy Principals and HoDs can 

then collect their schools’ provisions. 

 

VSO paid a lot of attention to issues relating to the recruitment of volunteers and their placement. At the start 

of the pilot, there were ongoing challenges relating to the issuing of visas to international volunteers who had 

been identified for recruitment, particularly those from Zimbabwe. Securing visas for the Zimbabwe volunteers 

proved to be particularly difficult and eventually they were not engaged. VSO then went on to recruit 

international volunteers from the UK. VSO has been reasonably successful in recruiting local volunteers, albeit 

with some altered conditions of service. At the beginning of the pilot, VSO had successfully recruited 4 national 

volunteers and 2 international (UK) volunteers for placement in the pilot project area of Vryburg in the North 

West Province. By the end of the pilot project only two national and two international volunteers remained. 

VSO was also instrumental in the identification of venues to be utilized as Peer Learning Communities (PLCs) 

venues. Prior to the start of the pilot, 7 Education Development Support Centres (EDSC) were identified and 

subsequently used as PLC centres. The volunteers were responsible for facilitating PLCs in collaboration with 

the Component leads; ensuring that participants are enrolled online and able to use their tablets, conducting 

school visits and sub-PLCs, and providing technical support for both Principals and HoDs enrolled in the course.  
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1.3 Staff Matters 

FPD: The project ran with a full staff complement until the end of June, 2018 when the Provincial Manager 

served out his notice. The position of the Provincial Manager will be advertised together with all other vacant 

posts that have been recommended in line with the revised Reading Support Activity plan earmarked for 

implementation as from the beginning of July 2018.  

 

VSO: was affected by attrition over the pilot period. The organization started out with 4 national and 2 

international volunteers. Prior to placement, VSO conducted on-boarding for all volunteers where they were 

oriented on the project, their living and work stations as well as overall conduct in the pilot area. Over the 

course of the pilot, two international volunteers went back home to the UK for various reasons, and 3 national 

volunteers resigned. Replacements were engaged and by the time the pilot ended in June 2018, there were two 

international and two national volunteers. This is summarized in the following table: 

 

Table 1: Volunteers’ Details  

 Name/s Country of origin Comment 

1 Dr Michael  Quilan England Left early in May 2017 

2 Dr Scott Davit Sisson England Completed the Pilot 

3 Prof Terrence Ward England Left due to ill health 

4 Ms. Anna Christina Sissons England Completed the pilot 

5 Mr. Motsomi Link South Africa Vryburg Resigned in March 2018 

6 Ms. Bridget Mulaudzi South Africa Gauteng Found employment elsewhere 

7 Ms. Ella Biekies South Africa Vryburg Resigned in March 2018 

8 Mr. Izak de Viliers South Africa Vryburg Completed the Pilot 

9 Mr. Gerald Sephecholo South Africa Vryburg Completed the Pilot 

   

 

1.4 Handover Processes and Documents 

1. A close-out ceremony where Certificates will be handed out to qualifying candidates  

2. CPTD points, as endorsed by SACE, for completion of professional development activities 

3. Tablets: handed out to all participating Principals/Deputy Principals and HoDs. These are not personal 

to individuals, but should be considered school equipment 

4. Community of Practise Platform (CoP) – an online interactive platform. A CoP is a group of people 

who share a craft or profession, who develop professionally and personally through a process of sharing 

information and experiences thereby learning from one another. The teaching fraternity of Dr RSM is 

encouraged to register on and become part of this CoP. 

5. Master mentors and facilitators: selected Principals/Deputy Principals and HoDs to be trained on 

facilitation and mentorship skills, to continue with the running of PLCs in Dr RSM district 

6. LTSM and Handbook – provided to Grade 1 – 3 Foundation Phase classrooms  
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SECTION 2: Project Intervention Strategy 

The ability to read in Grade 4 is regarded as crucial‚ because from Grades 1 to 3 learners learn to read‚ and 

from grades 4 to 12, they read to learn. According to UNESCO (2016), South Africa has a literacy rate of 93% 

but‚ beyond the mechanical ability to identify words‚ the picture is much bleaker (Howie, Combrinck, Roux, 

Tshele, Mokoena, & McLeod Palane, 2017). According to research released by the University of Pretoria‚ eight 

out of 10 Grade 4 pupils “still cannot read at an appropriate level” (UNESCO, 2016). South Africa was placed 

last out of 50 countries in the Progress in International Reading Literacy Study (PIRLS) in 2016 which included 

nearly 320‚000 children globally. The survey also found that reading scores have not improved since 2011. 

 

According to the PIRLS results the highest performing province was Western Cape with an average of 377. The 

lowest performing Province was Limpopo with an average score of 285. The international average benchmark is 

set at 500. North West also falls under one of the lowest performing provinces. The challenges in literacy are 

exacerbated in the remote areas (Howie, et al, 2017).  

 

 

 

Table 2: Grade 4 Learners’ Performance in 9 Provinces 

  

                          

 
 

Figure 1: Grade 4 PIRLS Literacy achievement by province (Howie et al, 2017). 

 

According to Celeste Combrinck from the University of Pretoria (UP): “Learners are expected to understand 

the language of learning well enough to study textbooks and other written material‚” and a switch to English as 

the language of instruction in Grade 4 for many also makes the problem much worse (University of Pretoria, 

2017, p3). 

 

The inability to read properly means that “many learners never get a firm grasp on the first rung of the academic 

ladder and fall further and further behind on (University Stellenbosch, 2017 as cited in Howie et al., 2017, p.5). 

 

UNISA expert Nkidi Phatudi said in many township and rural schools‚ teachers trying to introduce English were 

at a disadvantage because of their own lack of proficiency in the language (Phatudi, 2014). In that way‚ literacy 

cracks grow into canyons. 

 

The Child Gauge also showed how marked the inequality is and the vicious cycle it creates: 65% of learners in 

the 10 richest schools are “advanced” in their literacy‚ yet less than one in 10 in the poorer schools get anywhere 

near that level. Nkidi (2014) further highlighted that leadership and management in the ECD and foundation 

phase perpetuates poor learner performance, because HODs are reported to experience high workload and 

some lack skills to lead teachers in this crucial learning stage (UNICEF, 2014). The other causal factor 

contributing to the poor performance of learners in the South African schools is the fact that Curriculum 
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Advisors are meant to provide both a platform for accountability and a vehicle for in-service professional 

development to the teachers under their jurisdiction through workshops, school support visits and other 

initiatives. And yet, one of the central weaknesses in the current South African education system is the inability 

of district officials to provide support to teachers and particularly Heads of Department (HoDs) at school level 

(Department of Basic Education, 2011). Without the proper guidance and accountability in place, many educators 

are unable to deliver quality teaching and ultimately learner performance suffers. 

 

Ultimately, without effective support to teachers ‘at the coalface’, there are limited prospects of transforming 

the South African education system from its current state of poor attainment (Phatudi, 2014).  

 

As stated in the introduction, the RSP’s theory of change is based on the hypothesis that “if CA’s, HoDs, 

Principals and Deputy Principals have the required competency (knowledge, skills & attitudes relevant to school 

management and literacy pedagogy), resources (including access to LTSM & ICT), and support, then they can 

unlock systemic change and dramatically improve reading skills of primary grade learners through strengthening 

DBE performance systems and by providing more effective development, support and supervision of teachers in 

delivery of the AHL and EFAL curriculum.  

 

2.1 The Process 

The pilot project sought to  

1. Increase the capacity of CAs and HoDs to provide in-service professional development, classroom 

observation of teachers and curriculum monitoring & management (Component 1) 

2. Improve school management and leadership (Component 2) 

3. Improve quality and use of LTSM for AHL and EFAL in the primary grades. 

 

The following section details processes followed by the responsible partners towards the achievement of these 

outcomes. 

 

2.2 Component 1-Molteno & Oxford’s SA, HoD Program 

The approach by Molteno and Oxford to the objective to capacitate HoDs and CA was as follows: 

 

(i) Professional Learning Communities (PLCs): promoting professional interaction with the goal 

of improving functionality of schools and performance of learners. 

(ii) Training and Coaching district CA’s and HODs using combined training and mentorship 

approach. Training sessions for HoDs on: content and pedagogy for Setswana Home Language and 

English First Additional Language, including facilitation techniques to use with their teachers, 

curriculum planning etc. Training takes place at teacher resource centres to familiarise HoDs with 

centre locations and assets. 

(iii) Platform/App usage (ICT) on a Tablet: HoDs access Module content on a tablet through an 

online platform. The platform includes training content, activities and videos. Through the course 

of the intervention, an app was also developed with some content which could be accessed offline.   

(iv) Sub-PLCs: After training there was continuous support to HoDs to catch up on what was missed 

during training and to iron out what was not understood. 

The program was delivered through a collaborative learning and teaching model. A blended learning model of 

an online course, face to face training and Professional Learning Communities (PLC) was used. The concept of 

our learning model includes day-long face-to-face sessions happening often, learning through ICT, reflection 

and/or reinforcement activities, and a final assignment for each module. 
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Several studies about how professionals acquire knowledge (c.f. Lave 1991, Sachs 1995, Sumner 1995) indicate 

that learning is intertwined with multidirectional activities such as work and play, and that learning is essentially 

a social activity. This position on learning argues that the process of acquiring knowledge cannot be separated 

from the process of applying it, because knowledge is temporary, developmental, and socially and culturally 

mediated.  

 

This thinking was applied in the approach to the learning of the HoD’s. The HoD’s applied their knowledge 

through the assignments they did during the RSP course. They also learnt in a social environment in the PLC’s 

with other HoD’s from surrounding geographic area. On the online platform and in the PLC the HoD’s had 

many practical activities to reinforce what they had just learnt and to reflect on their practice.  

 

2.2.1 Subject Advisor Training  

As Subject advisors (SA’s) need to be able to provide dependable guidance to the Heads of Department in all 

the content and pedagogical areas we train the HoD’s in; before the start of each module, the SA’s were trained 

as a group on the different topics we would be covering with the HoD’s in the PLC. The subject advisors would 

also add useful contributions to the training in terms of what we should focus on and areas where the teachers 

need support. The subject advisors attended the PLC sessions to encourage participation of HoD’s, show their 

support of the project and to support the upskilling of their HoD’s in the district.  

 

The aim was that the Subject Advisors together with project staff will in turn conduct training sessions for HoDs 

on: content and pedagogy for Setswana Home Language and EFAL, including facilitation techniques to use with 

their teachers; curriculum planning and tracking; data collection and use; and leadership skills in schools. 

Additionally, the Subject Advisor training developed skills that will enable them to help teachers to accurately, 

assess and support the individual learners’ cognitive levels of development. Subject advisors were trained on 

how to perform diagnostic assessments of learners at foundation phase level, assess early grade reading and 

reading in general using the Early Grade Reading Assessment (EGRA), and how to analyse learner results and 

use data to drive revision plans and instructional improvement.  

 

Subject Advisors and district officials were supported to make optimal use of Professional Learning Communities 

to deliver ongoing professional development. They were also instructed on how PLC’s could be used to reinforce 

training received, share best practices, deliver supplementary materials, check curriculum coverage and provide 

support in developing and implementing year, term and remedial plans.  

 

The involvement of CAs brought strong elements of collaboration and learning throughout the project. This was 

done through initial consultation and content exposition prior to delivery to the end users which were the 

HoDs. 

 

2.2.2 Process of content development for online course  

The course is created in Modules for each main topic and each module is divided into sub-topics by units.   Each 

unit in a module has videos to watch, content to read and activities to do. The layout on the online platform 

follows the same structure. There is a pre-test before every unit, and then the module content with videos and 

activities comes on after participants have completed the pre-test. Once one reaches the end of each unit a 

post-test must be completed and then they carry on to the next unit and following modules.  
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Picture 1: Materials Development Process 

 

The content was developed in 3 main stages before it was published online, namely: Materials development; 

Revisions and editing, and video recording. 

 

2.2.3 Materials development 

The team of four literacy experts would outline module content during the first phase of content development, 

plan each module and separate the content into sub-units. Activities that are linked to the content were then 

created to reinforce the content for the HoD’s to practice. A test for each unit was developed to check the 

existing content knowledge of the HoD’s and it was also aimed to be used as a learning tool. The content for 

the videos was pulled from the module content, highlighting key areas and information that would be better 

understood through a visual platform. It was then decided which content would be best suited for videos from 

the content written.  

 

2.2.4 Revision and editing: The materials development team first had a process of internal quality assurance 

and revisions to make sure the content flows and all the important content and pedagogical skills were included 

and aligned to the official Curriculum (CAPS). Training workshops were then held with experienced 

trainers/coaches who had taught Foundation Phase and were Setswana home language speakers to add their 

input, examples and nuances specific to the language. The second round entailed editing to include input from 

all the trainers and language experts.  

 

3.2.5 Video recording: Once the content has been finalised the videos for key content areas in each unit were 

recorded. PowerPoint Slides with visual aids for the videos were also developed to make the content easily 

understandable. The content was then coded by the technical developers, checked again (ensuring quality and 

accuracy), before it went live on online platform. 

 

2.3 Component 2 - FPD Principals’ Program 

The development of the Principal’s programme was based on this assumption made in the proposal: “Our 

experience has shown that the opportunity to acquire a formal qualification greatly boosts uptake and 

commitment to training. Additionally, it adds a level of quality assurance as such programmes have to pass 

stringent quality assurance mechanisms of the Council of Higher Education (CHE) or their international 

equivalent”. To fast track the development of such a programme it was decided to customize an existing FPD 

qualification into a 11 Module, 120 Credit NQF Level 6 CHE and South African Qualifications Authority (SAQA) 
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accredited formal Advanced Certificate in School Management. Unfortunately, as time went by, this endeavour 

was met with several obstacles. First, it was unlikely that principals will enrol for an equivalent qualification that 

most of them might already have obtained, secondly the new Minimum Requirements for Teacher Education 

Qualifications (MRTEQ) does not make provision for such a qualification, thirdly principals may be already 

enrolled for another formal study, and it has become increasingly evident that principals have little time available 

to engage in any formal academic study. 

 

In view of these obstacles, the principal’s programme was reduced to a Short Course: “Introduction to School 

Leadership and Management Practice”, consisting of only four of the modules to be completed over a one-year 

period. With the introduction of Principals to this short course (which was submitted for SACE endorsement 

for CPTD points on 19 April 2017 but despite continuous follow up and enquiries we never received 

confirmation), the principals’ complaint that the learning material was too academic and the volume too much 

for them to study in the limited time available was taken into consideration. In addition, they requested that the 

programme be much more practically orientated. This means that the programme underwent major and radical 

changes. The volume of the learning material was radically reduced and transforming it to a more practical 

approach according to the needs of the principals as well as a better alignment with the project objectives, made 

the original MCQ pre- and post-test redundant. Also, the original assignments and its assessment rubrics were 

accordingly adjusted.  

 

The original obstacles that Principals experienced regarding the FPD student platform and corresponding online 

aspect of the programme led to more dependency on offline activities of the project to make the necessary 

progress. This strategy was pursued whilst the online challenges were being addressed. 

  
 

The revision of the Principals’ course into a more practical format allowed principals to also work on their 

assignments during the PLCs and, with the assistance of the volunteers their ICT skills consequently also 

improved to the extent that they could eventually submit their assignments online on the FPD student platform. 

This approach changed and improved the principals’ PLCs/workshop sessions, and each short course was 

submitted for SACE endorsement and approved for 10 CPD points each. In effect, a principal who participated 

fully in at least four relevant workshops and submitted an assignment for each of them, would qualify for 40 CPD 

points. All qualifying candidates will receive their certificates during the handover ceremony.  
 

2.4 Component 3 – Provision of LTSM (Learner, Teacher Support Material) 

SAIDE was responsible for the delivery of both AHL and EFAL LTSM to schools in the pilot District. The 

organization compiled a list of all schools in the District, their LOLT and prepared LTSM packages according to 

those criteria for delivery to each school. A total of 562 928 full colour A5 books were printed and distributed 

to 1020 classrooms. 

 

Sub-district offices served as points of delivery, from where Principals and HoDs collected packages and signed 

on a register to confirm receipt. Delivery was also confirmed at the PLCs, where participants were asked to 

confirm that they received LTSM for their respective schools. Delivery started in the third quarter of 2017 (July 

– September 2017). Delivery for the pilot project achieved a 98% success rate. We have requested our service 

provider to write up the delivery process because we think it is a major contribution to the field. One of the 

steps in the process is depicted in the following picture. 
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Picture 2: Labelling of LTSM  

Lists of African Storybook supplementary readers and Vula Bula graded readers were compiled to make up 

LTSM packs consisting of: 

2.4.1 Printed resources 

African Home Language books in Setswana, Sesotho, isiXhosa - 600 copies per school 

▪ Grade 1 – 20 Vula Bula graded titles x 10 copies 

▪ Grade 2 – 12 Vula Bula graded titles and 8 African Storybook supplementary titles x 10 copies 

▪ Grade 3 – 4 Vula Bula graded titles (language across the curriculum) x 10 copies 

▪ Alphabet friezes - Grades 1 and 2 

English First Additional Language (EFAL) 

▪ Grade 3 - 12 African Storybook titles (language across curriculum) x 10 copies 

English and Afrikaans Home Language books - 300 copies per school  

▪ Grade 1-3 10 African Storybook supplementary titles x 10 copies 

 

2.4.2 Digital resources on the tablet for HoDs: 

▪ Copies of all the Vula Bula readers and the African Story Books – supplementary reading (accessible 

offline). 

▪ The African Storybook Reader App – containing hundreds of additional African storybooks (accessible 

online). 

▪ Access to thousands of English readers, aimed at First Additional Language level, available from the 

Oxford Owl platform for free. 

2.4.3 Revision/refinement of LTSM Handbook:  

The development of the Handbook has kept pace with the development of the reading course (Molteno and 

Oxford University). First drafts of each Module of the LTSM Handbook were developed to align with the reading 

course. SAIDE used language authors to create a multi-lingual handbook. The Handbook is intended for ongoing 

use by all Subject Advisors and HODs and is linked to the content of the Reading Support training course. To 

date, 220 draft copies of the Handbook have been provided to Subject Advisors, volunteers and trainers during 

training and to the HODs during the PLCs, with guidance on the use of the Handbook and a request for feedback. 

By the time of reporting, the Handbook was in its final edit stage.  

 

Training was provided to volunteers, Molteno trainers and Subject Advisors on the distribution of LTSM and on 

the use of the LTSM handbook. SAIDE participated in selected PLCs to monitor and get feedback on the 

Handbook and other LTSM. 
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2.4.4 Printing and delivery of print-based readers (and LTSM Handbook) 

In the pilot district, the LTSM were delivered to Area Offices, where it was received by at the sub-district offices 

and confirmed and recorded by sub-district managers. Sub-district managers requested HODs to collect the 

LTSM and were supplied with distribution records to keep track of distribution to the schools. The lists were 

attached, but the Area Offices were unable to supply signed copies of the distribution lists. The Subject Advisors 

expressed a willingness to help to keep track of distribution to the schools, but this proved challenging except 

in Naledi district, where about 7 errors were recorded. In addition, small sample packs of the storybooks were 

distributed to HODs, SAs during a training session. Overall, the district expressed satisfaction with LTSM 

delivery in their schools. 

 

2.4.5 Preparation of digital LTSM 

Digital versions of all the LTSM storybooks, plus an additional set of at least 30 titles were made available offline 

on the tablets. The African Storybook reading app was also made available for online use on the tablets.  

 

2.4.6 Co-ordinate course design and materials development 

SAIDE co-ordinated development of the Handbook with Component 1 to ensure that the LTSM Handbook was 

aligned with the reading course. A final review of the Handbook has been done and it is currently under final 

revision in preparation for printing and distribution. 

 

The following table shows total distribution of LTSM conducted in Dr RSM to date. 

 

Table 3: LTSM Delivered in Dr Ruth S. Mompati District  

LTSM (delivered to sub-district offices and signed for) in Dr RSM district 

  Actual 

Language  Target Handbooks Alphabet Friezes Reader copies 

Setswana  N/S 430 4974 356470 

Sotho  N/S 430 156 11180 

Xhosa  N/S 430 78 5460 

Sepedi  N/S 0 0 0 

Xitsonga  N/S 0 0 0 

Tshivenda  N/S 0 0 0 

English  N/S 430 0  29100 

EFAL  N/S 0 0 138880 

Afrikaans   N/S 0 0 16500 

Total   1,720 5,208 557, 590 

N/S – Not Stated 

 

2.4.7 Monitoring of use of LTSM at schools 

SAIDE visited 3 three schools, the ones ultimately used in the filming of good practice videos, to determine 

whether and how the reading materials were being utilised in the classrooms. The findings can be summarised 

as follows: 

1. Schools have quite a lot of books, but generally lack the ability to manage them properly.  

2. Even those that are organised could do with strategies to improve storage and retrieval to facilitate 

individual reading of books.   
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3. Because of the Reading Support Project, the books came out of the cupboards and were displayed 

on tables or in bookcases which individual teachers found and put in their classrooms.  

4. Aside from the omnipresent DBE Workbooks and DBE EFAL big books, there are big books (more 

titles in English than in Setswana), and lots of little books or anthologies (uneven numbers of copies 

per titles) from a big range publisher. For example, in one class in the poorest school, there were 

21 different titles of little books – excluding the package of a further 20 titles provided through the 

Reading Support Programme. 

5. Preservation of the books is a priority for the schools. Some don’t allow any taking of books home. 

Others allow children to take photocopies home.  

6. One teacher vocalised what other teachers probably felt but didn’t say. She said that the problem 

is that there aren’t enough copies of the little books for each child, so she can’t really use them. In 

the best resourced school, the teachers made photocopies of the book for the lessons we 

observed.  

7. In terms of use, the books were selected for a lesson (teaching phonics and comprehension and 

vocabulary), either whole class, or in groups. Some teachers expressed preference for the Big 

Books – and had innovative ways of displaying them as they taught from them. But for the most 

part the books, though displayed, did not seem to be used much. One school integrates Reading 

for Pleasure into the school day in Grades 1 and 2. In Grade 3 they don’t have a Reading Period, 

because they have moved to subject-based teaching.  

 

2.4.8 Good Practice Videos 

SAIDE produced three 12-minute videos of good practice, from three schools identified with the help of the 

subject advisors. Two schools were recommended by Subject Advisors, and one HOD volunteered the third 

school during a PLC. Though the schools were not purposefully selected according to any pre-determined 

criteria, the product was a range of well-resourced, medium-resourced and not so well-resourced schools. Each 

school arranged to get permission from parents to make videos of the children, and the children were briefed 

before each video, and gave their assent. As part of the selection process a field visit was conducted to each 

school. During that visit, the teacher was assisted to identify an activity from the LTSM handbook that she would 

like to be filmed doing. The names of the schools are: Othaile Primary School, Lokgabeng Primary School, and 

Kgato-Ntle Primary School. 

 

The recording process: To shoot the videos SAIDE procured the services of videographers. A script was 

prepared for each school for the film director to work from.  The team conducted a full day visit to each school 

for the shooting of the videos, during which refreshments were provided for the children. After the shoot there 

was a production process of editing and recording the voice overs for the videos. 

 

Challenges/successes experienced during the process: The video shoot required a fair amount of 

coaching. It took up a whole day of school time for those children, but the teachers assured the project team 

that it was not problematic. We believe the teacher learned a lot from the process, because it was a form of 

coaching. We also learned a lot about the context of the schools, and the nature and quality of the teaching in 

the schools.  

 

Dissemination of the videos: The videos are directly linked to activities in the LTSM Handbook, and 

consequently to the reading course. They will be embedded in the Handbook, with links, as reflective activities 

for HODs, teachers and coaches to use in learning. The videos will be handed over on a hard drive to the 

District at the official handover meeting in Dr. RSM District. The videos will also be uploaded on the RSP 

Community of Practice and accessed by teachers, Principals, Deputy Principals, HoDs, District officials and other 

DBE stakeholder and organizations. They will also be loaded onto HoDs’ tablets in the new Districts of Dr. KK 

and NMM. 
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2.5 PSS - The online platform 

In-keeping with the project mandate of providing an e-learning platform, FPD engaged PSS to develop an online 

platform on which both Component 1 and 2 learning material would be loaded. The next step was then to 

ensure that the enrolled students (Principals/Deputy Principals and HoDs) are registered on the platform so 

they access content via the tablets, or on laptops. The volunteers and project staff were then given admin rights 

to enable them to register students and reset passwords as required. PSS was also responsible for the 

development of a RSP Community of Practice (CoP) which is a platform for those in the teaching fraternity on 

Dr RSM for now (this will be open to other Districts and ultimately the Province). The aim of the CoP is to 

encourage peer learning and networking amongst those in the same field. PSS also developed the RSP offline 

application (app) which was a means to resolve the issue of inaccessibility of the online platform due to lack of 

internet connectivity (including free Wi-Fi) and data. The app was downloaded in the HoD’s tablets in one of 

the PLC’s. By the time the pilot ended, the application had only been tested with module 4 content in the HoDs 

programme, and the rest of the content will be loaded on at a later stage.  The app has the same structure as 

the online platform. 

 

2.6 VSO 

VSO piloted the use of a volunteers’ model to provide technical assistance to Principals and HoDs enrolled in 

the programme. Volunteers engaged through VSO played a pivotal role in the implementation of project activities 

on the ground. They were responsible for the facilitation of PLCs, conducting school support visits and later, 

sub-PLCs; as well as basically being the first point of interaction for project participants. Volunteers were engaged 

from locally and internationally, with the assumption that they will all bring in local and international expertise 

to enrich project delivery. International volunteers came from the United Kingdom (UK), which the local 

volunteers were from Gauteng and Vryburg. They were responsible for implementation, recording and reporting 

of project activities to VSO and ultimately the Project Management Team (PMT) for prompt decision making. 

The contribution made by VSO is invaluable in the sense that in their expertise, they were able to assist 

participants with content, assignments, and use of the tablets and later, laptops for Principals.      

 

2.7 Professional Learning Communities (PLCs) 

A PLC is defined in the DBE policy document: Integrated Strategic Planning Framework for Teacher Education 

and Development (May 2015) as “communities that provide the setting and necessary support for groups of 

classroom teachers, school managers and subject advisors to participate collectively in determining their own 

developmental trajectories, and to set up activities that will drive their development”. PLCs formed the backbone 

of project development activities, as that is where the learning, facilitation, networking and peer learning took 

place. As soon as suitable venues were identified, dates were set and invitations sent out to the enrolled students 

to attend PLC sessions. These were not the typical PLCs as described in the DBE policy document because, in 

addition to peer learning and networking, there was also actual learning in the form of content delivery by trained 

trainers and volunteers. 

 

Face to face training took place in the PLC’s for both HoD’s and Principals. The core skills of each module were 

discussed in these training sessions. So far as possible, training took place at Education Resource Centres (EDSC) 

to familiarize HoDs with centre locations and assets. In areas where there was no teacher resource centre, a 

primary or Secondary school was used as the PLC venue. The Dr Ruth Segomotsi Mompati district was separated 

based on area offices and in the area groups the schools were further divided into smaller clusters to create 

conducive learning environments and numbers per PLC.  

 

The 3 sub-districts within the Dr Ruth Segomotsi Mompati district we were working in are: Naledi, Greater 

Taung and Kagisano Molopo. The PLC venues and numbers changed over the course of the year as we reviewed 

attendance, distance for Hod’s to get to the venue and availability of network in the area to go online. 

 

The original PLC venues were 7 in number: 

Kagisano Molopo sub-district: Ogodiseng Secondary School and Ganyesa EDSC 
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Naledi: Pule Leeuw EDSC, Matlakitso Primary School and Ikgomotseng EDSC 

Greater Taung: Dinakaladi EDSC,Goitseone Mankuroane Primary school 

 

After conducting several PLC training sessions with this division of PLC’s, many participants complained about 

the distances they had to travel to get to their venues. Some HoD’s had to travel almost 2 hours to get to a 

PLC so a decision was taken to split some clusters into 2 and find central venues closer to participants’ schools. 

The PLC’s that were affected are Ogodiseng, Ikgomotseng, Goitseone Mankuroane and Ganyesa. This change 

then created 4 new PLC venues, Ogodiseng-Konke, Ikgomotseng-Matlajanang, Goitseone Mankuroane-Manthe; 

Ganyesa-Kgokgole. 

 

Due to bad attendance in Kagisano Molopo sub-district, the   PLC’s there were collapsed and merged into 

Ganyesa PLC group.  This change meant the following 3 PLC’s (Konke, Kgokgole and Ogodiseng) were 

discontinued and the participants in those groups were added to the Ganyesa PLC.  

 

2.8 Sub-PLCs 

In addition to the main PLCs, sub-PLCs were held for groups of individuals, according to similar location, in a 

smaller group. Here the individuals would receive one-on-one support from volunteers, at a slower pace, and 

be able to catch up with the main PLC activities and topics discussed.  

 

Sub-PLCs had positive outcomes, both for the volunteers and participants. They are listed below: 

 

 

2.8.1 The outcomes of the sub - PLC 

• Improved attendance to main PLC - those who did not attend would come to attend knowing they 

are at par with the rest of the participants 

• Participants would be motivated to complete development activities  

• Volunteers were encouraged to do more work  

• They gained more popularity from both parties, and they proved more efficient than on-site school 

visits  
 

 

2.9 Equipment: Tablets, Internet Connectivity 

In addition to the professional development courses, there was also an ICT aspect embedded in the project. 

Project participants enrolled in the project were given tablets to access the course content online, complete pre 

and post module assessments online as well as submit assignments online at Wi-Fi hotspots whether at home, 

school or restaurants/shops in town. On the ground, it was discovered that not only were the participants 

unfamiliar with using tablets, there were no noted Wi-Fi hotspots in the area and internet connectivity was an 

issue. In the process of continuous learning and adaptation, the project was able to set aside time to build capacity 

on the use of tablets by setting aside time in PLCs to orient participants on use of the tablet, developed a short 

how-to guide for use by participants, as well as provided on-going support to participants on the use of tablets.  

 

Routers and data were procured and availed at every PLC to support connectivity. Participants were also assisted 

to create email addresses, which were a prerequisite to online registration to the course.     

 

2.10 PLC Assessments: PLC venues and sessions were evaluated on an on-going basis, to gather feedback on 

suitability of the venue as well as facilitation and content provided at the PLCs. Feedback received at the PLCs 

was used to review and revise content delivery and strengthen further PLC sessions. Principals and HoDs were 

requested to fill in the assessment forms at the end of almost every PLC, to report back on the distance travelled 

to PLCs, suitability of the venues by assessing the availability and condition of basic sanitation services, the 
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facilitation and peer learning at that PLC. They were also requested to provide feedback on the relevance of the 

content delivered, as well as suggest means of improvement for the project team to better provide services.  

 

Distances travelled to PLCs-led to increase in the number of venues to 11, which negatively affected 

attendance-centres had to be revised back down to 7.  

 

Feedback on the Course: At the end of Component 1 PLCs (HODs training), a focus group discussion was 

held with 9 HoDs to assess their experience with PLCs, course content, tablet usage, how they translated what 

they have learnt in their schools, the duration of the PLCs, assignments and tests given, pre and post-tests 

completed as well as their experience with PLCs. The following section captures their responses according to 

each of the sub-topics: 

 

Confidence to Facilitate: Six of the nine HoD’s highlighted that they have developed the courage and 

confidence to facilitate meetings with fellow teachers at their respective schools. 

“I am able to stand in front of my teachers and at least share what I learned here at the sessions. This is something that 

was difficult for me to do before. During the sessions we were given a chance to present to other HoD’s and that gave 

courage to stand in front of them and speak confidently so”...(Participant A). 

The other participant also complemented by saying… 

“When I use to draft an agenda for a meeting with my teachers it was a challenge because I was unable to set realistic 

goals, now the action plan taught at PLC I am ready to make proper-productive meetings” (Participant E). 

Other responses: “I have been able to hold meetings with teachers and other teachers from other schools as well to 

share ideas, I showed them the videos on phonics strategies” (Participant H). 

Relevance of the Content: Seven of the nine participants indicated that the content was relevant to their needs. 

“My children have been struggling with reading, reading and reading with understanding, however through watching the 

videos online I saw phonics strategies and other strategies” (Participant G). 

Two participants also spoke about the content rendered at the PLC sessions. 

“Since attending PLCs I now know that methods of making reading fun and how I can help my learners to read with 

understanding. I remember one trainer demonstrating useful techniques of group guided reading” (Participant C) 

“I saw some similarities between EFAL and Home Language content, so I have been using some EFAL skills of reading 

with comprehension on the home language class and it has helped somehow” (Participant A). 

Experiences with using the Tablet: There were mixed thoughts when coming to the usage of the tablet. Four 

of the nine participants highlighted that they learned the skill of using the tablet i.e. navigation. 

“At least I can use a tablet to see my emails, watch module videos and access content” (Participant D). 

“At my age I have never used a tablet at all, at least through the RSP project I learned how to open an excel document 

and work on data (diagnostic test for foundation phase learners)” (Participant G). 

Three of the other DH’s had different experience with using the tablet. 

“I forgot my password at most times so for me I would just leave the tablet at home. I only brought it at PLCs” (Participant 

F). 

The other DH stated her dissatisfaction with using the tablet. 

“ I enjoyed the tablet usage but when I was at home it was difficult for me to continue using the tablet”. I did have correct 

login details of the platform, I don't know why?”  (Participant I). 

 

For component 2, Principals were requested to evaluate the course content as well as the overall delivery of 

PLCs, to gather formative information for implementation going forward. The following table shows the average 

ratings given to each question asked. 
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Table 5 – Evaluation of Principals’ PLCs and Course Content 

No Item 1 2 3 4 5 6 7 8 9 10 

1 Launching of the programme (26 May 2017 at Klondike)           

2 Fulfilling of your expectations           

3 Traveling distance to PLC           

4 Starting time of PLC           

5 Duration of PLC           

6 Connectivity at PLC           

7 Facilities at PLC (electricity, toilets, water, etc)           

8 Working online at PLC           

9 Working with a tablet at PLC           

10 Working with a laptop at PLC           

11 Nature of delivery of content at PLC            

12 Quality of delivery of content at PLC           

13 Support provided at PLC           

14 Support provided outside PLC (at school and sub-PLC)           

15 Difficulty of assignment           

16 Relevance of assignment           

17 Support provided for completion of assignments           

18 Support provided for submission of assignments           

18 Learning about your Personal leadership (yourself)           

20 Learning what you can/should improve on           

21 Implementing the improvements            

22 Learning about your Curriculum leadership            

23 Learning about curriculum interpretation            

24 Learning what you can/should improve on           

25 Implementing the improvements at your school           

26 Learning about your School mentorship           

27 Learning about reading literacy and SAs poor results           

28 Learning what you can/should improve on           

29 Implementing the improvements at your school           

30 Learning about the importance of your Principalship           

31 The value of a PLC           

32 Will you attend future PLCs           

33 Are you willing to facilitate a PLC           

34 Are you willing to coordinate a PLC           

35 Improvement of your ICT skills           
 

Overall, the PLCs and course content were rated highly by the Principals, with ratings on the content being over 

50%.  

 

Principals pointed out in the qualitative section of the interview that the most important things they have learnt 

about themselves on personal leadership include how to use their leadership skill to manage others; the role of 

principals in curriculum management and implementation accepting themselves and recognizing their strengths 

and weaknesses; as well as learning of their own personalities and accepting those of others.  

 

On curriculum management, they mentioned how they have learned the need for constant monitoring of the 

curriculum, conducting regular checks regarding implementation of policies, encouraging teamwork amongst 

their staff, managing and directing the school curriculum, as well as monitoring educators’ work monthly, record 

progress and develop individual educators on the curriculum.  

 

In terms of school management, Principals recognize the need to mentor all educators and staff members, being 

knowledgeable on school subject matter to provide mentorship and developing a mentor-mentee relationship 

with staff.  
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2.11 School Support Visits 

School support visits were conducted to provide one-on-one support to HoDs and Principals/Deputy Principals 

at the schools. Volunteers conducted these visits as they were based in the District and had frontline interaction 

with the project participants. School support visits had both pros and cons; pros being that they served to 

strengthen the relationship between volunteers and participants, as well as provide participants with a chance 

to receive personal support at their own pace and own environment. In some instances, these also encouraged 

participants to attend PLCs and continue with professional development activities. Cons include the long travel 

distances to school, participants cancelling appointments while volunteers were enroute, or even not being 

available at the school at the set time. Other times, participants would not be able to dedicate a lot of time to 

volunteers due to conflicting assignments at school. That being said, and because it was not always an efficient 

practice to visit schools, volunteers then opted to conduct sub-PLCs, which are discussed next.  
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Section 3: Communication 

 

3.1 Communication with Participants (Principals/HoDs): At the start of the project it was envisaged 

that communication with the participants would be done by way of emails. It was discovered that participants 

do not have email addresses and as a result, they were asked to and assisted with creating email addresses. As 

the project went on, communication was sent primarily via email, additionally, a bulk SMS platform was set up 

to send text messages direct to participants’ phones. Volunteers also organized participants in WhatsApp groups 

for speedy communication.   

 

3.2 Communication with Consortium Partners: Partner meetings were convened and conducted once 

monthly. This provided an opportunity for partners to report back on project activities, report bottlenecks and 

collaborate with other partners on project implementation.  

 

3.3 Communication with the Province: FPD developed guidelines for the establishment of project 

governance structures and these were duly approved by the office of the then Superintendent General. The 

subsequent establishment of the PSC and the DPMT done in line with the approved guidelines.  

 

The Provincial Steering Committee (PSC) was established, comprising of key units drawn from the provincial 

department including teacher unions. The Chairperson (or his representative) of the DPMT was also a member 

of this structure. FPD, as the lead partner, tabled progress reports at the meeting. All other partners were also 

invited to participate in the PSC. The PSC was chaired by the acting Deputy Director General for district co-

ordination. Three meetings were held over the course of the pilot. Circulars were developed and sent out 

electronically via email to Provincial steering committee members.    

 

3.4 Communication with the District: The District Project Management Team (DPMT) was established to 

address key implementation issues including possible impediments to implementation. It comprised of 

representatives from teacher organisations (their attendance to meetings was very unsatisfactory), Subject 

Advisors, Centre Managers, Circuit Managers and the provincial department. The meeting was chaired by the 

Chief Education Specialist for curriculum development.  

 

Circulars were developed and sent out electronically via email to DPMT members to share with the relevant 

CMs, for dissemination to the Principals and HoDs in each Circuit. Meeting minutes were also sent out 

electronically. 
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Section 4: Project Statistics 

Enrolment to the project was done manually and then electronically, where participants were registered on the 

platform to gain access to the course material. Participants were given tablets through which they would access 

the course, to capacitate learners on the use of tablets as well as give them the ability to access the course 

wherever they may be.    

 

Invitations to PLCs were sent out at least two weeks before the time, and communications sent out to the 

District officials to ensure they encourage participation. The following graphs show attendance to the PLCs over 

the course of the pilot. At times, PLCs coincided with other District/Provincial activities, which negatively 

affected attendance to PLCs as participants would prioritize District activities. Other local disruptions included 

strike actions (April 2018) which saw the postponement of some scheduled PLCs.   

 

4.1 HoD PLCs were facilitated by trained trainers, supported by volunteers. The following graph shows 

attendance over the course of the pilot. 

 

Graph 1 – Heads of Department’s attendance to PLCs over pilot period 

 

 

HoDs’ PLCs were generally well attended over the course of the pilot period.  

  

4.1 Component 2 – Principals’ Course 

Principals/Deputy Principals’ PLCs were facilitated by volunteers. The following graph shows attendance to PLCs 

over the course of the pilot period.  
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Graph 2: Principals’ Attendance to PLCs over pilot period  

 

 

4.2 Feedback from PLCs: The Principals’ program suffered huge attrition losses, as seen in the preceding 

graph. Between the first and second PLCs, attendance dropped by half (51%) where practically half of those who 

attended the first PLC did not make a second visit. The feedback sought from participants at this time pointed 

to the course work being too academic and the expectation being too high on participants, who cited heavy 

workloads as it is. As the pilot wore on, attendance fluctuated, until the last two PLCs which saw the sessions 

being held to coincide with other District activities and as seen from the graph, Principals opted not to attend 

PLCs.  

 

4.3 School Support Visits: The purpose of school support visits was for volunteers to provide one-on-one 

support to Principals/Deputy Principals and HoDs on issues related to the project. They would help with 

technical queries related to use of the tablet, and content related queries. What necessitated school visits was 

the lack of online support on the student platform, and therefore volunteers had to make site visits to course 

participants. The reason for conducting a school visit varied, from being requested by the course participant to 

the volunteers opting to visit schools who were not attending PLCs to encourage participation. In most cases, 

site support visits had positive outcomes for both the volunteers are course participants and was a platform for 

networking and relationship building. There were no set targets on school support visits per month, except to 

say all schools must be visited at least once over the course of the year. However, it was not all schools that 

requested or required support visits.     

 

The following graph shows target VS actual school support visits conducted over the course of the pilot. 
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Graph 3: School Support Visits over the pilot period 

 

Over the course of the pilot, 167 school support visits were conducted, with around 50 hours spent in total, 

averaging a minimum of 30 minutes per visit. School support visits were very beneficial when they took place, 

however challenges were experienced in some instances and these are listed below: 

 

4.4 Challenges  

• Sharing vehicles –where two volunteers were available they would still have to visit the same school 

due to proximity of and distances between schools 

• Pairing of volunteers – volunteers travelled in teams of two, which meant they could only  

• Long trips often in different directions – locations of schools 

• Long travel distances to schools - too much time spent traveling  

• Time spent trying to locate school (no map/GPS location of schools) 

• Participants not always available/busy with conflicting school activities  

• Cancelled appointments when volunteers are already en-route 

• Not possible to give significant support during one visit (minimum 3 visits necessary) 

• Taking participants out of the classroom 

 

4.5 Positives  

• Participants get encouraged to participate in the project as they appreciate one-on-one sessions 

• Time permitting, volunteers spent up to an hour with participants at schools  

• Personal technical assistance provided, particularly with regards to tablets and assignments  

• Can encourage attendance to PLCs and submission of assignments 

• Volunteers get to know participants individually – good for relationship building 

• Very useful as an initial visit – to gauge IT competencies, resources in participants’ environment 

 

4.6 Sub – PLCs 

Sub-PLCs were organized amongst specific individuals in specified locations as complementary to the main PLCs. 

The purpose of sub-PLCs was to have a smaller group of Principals/HoDs come together to get more direct 

support and attention from volunteers, which may not be availed during the main PLC sessions. Sub-PLCs were 

popular amongst the participants as some of the sessions were requested by the participants themselves.   
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Section 5: Outcomes: Planned VS Achieved 

5.1 Project Completion 

The participants who completed the course, or at least one module, earned SACE points per module, 

and they will be given certificates according to module completion. For the HoDs’ program, 45 SACE 

points were awarded upon completion, and the Principals received 10 SACE points for completion of 

each short course; of which the program was made up of 4. This therefore means the maximum 

number of points a Principal / Deputy Principal could get for completing this professional development 

activity was 40.     

 

5.2 Gender Equality and Female Empowerment 

The project strove to ensure that participation in the project did not favor any gender. At the manual 

registration, it was discovered that 96% (131/137) HoDs were female, whereas 47% (85/180) 

Principals/Deputy Principals were female. On the completion of the Principals’ course; out of 55 

participants who completed at least one module, 30 were females and 25 were males. With HoDs on 

the other hand, of the 85 that successfully completed at least one development activity, 77 (91%) were 

females and 7 were males. One had an undeclared gender and therefore cannot be categorized. 

Materials developed in the project continues to be sensitive to gender equality and does not favor 
one gender over the next. 

 

5.3 Overall Project Achievements 

1. Successful (revival) of PLCs as places of networking, sharing best practices and peer learning  

2. SACE endorsed courses for both Principals and HoDs 

3. Principals understood the importance and value of supporting HODs in the 

implementation of curriculum objectives 

4. Completion of professional development activities by Principals / HoDs  

5. Incorporation of practical examples of challenges experienced in the education 

sector, special reference made to PIRLS during PLCs, Curriculum Assessment 

Policy Statement (CAPS)  

6. Improvements noted in the ICT capabilities of Principals and HoDs 

7. Principals encouraged to use own/school laptops to familiarize themselves with equipment  

8. Continuous learning seen throughout the project where lessons learnt were incorporated in 

project implementation to improve on project delivery 

9. Relevance of course content for both Principals and HoDs 

10. Quality LTSM delivered to almost all schools in Dr RSM district  

11. Quality of course content delivered to participants by Oxford, Molteno and FPD 

12. Good practice videos shot in schools which meant learning at PLCs was being translated to 

practice   

13. Accountability of project team seen through periodic project performance report-back 

meetings to District and Provincial officials 

14. Identification and training of facilitators that will continue to conduct PLCs  
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Section 6: Lessons Learned 

Lessons were monitored and recorded at various stages throughout the project cycle. The main purpose of this 

exercise was to facilitate learning and adaptation in project implementation, and to share with other collaborating 

partners working in or looking to work in the field. The following table outlines successes, shortcomings, as well 

as action taken to revise implementation at different stages of project cycle.  

 

Table 6: Lessons Learned 

CATEGORY RATING SUCCESSES SHORTCOMINGS ACTION REQUIRED 

 1 2 3 4 5    

Project Design    x  Impressively presented proposal. The 

proposal is conceptually sound and 

contextually relevant in addressing 

the reading challenges of foundation 

phase learners 

Problematic assumptions relating 

to the delivery context 

Extensive scope and unrealistic 

timeframes 

Disjuncture between 

conceptualisation and 

implementation realities 

The review process led to 

project modification in terms 

of mode of delivery and scope 

without compromising project 

objectives 

Project Planning    x  Well-developed implementation plan 

with clearly delineated roles and 

responsibilities 

Inadequate information to support 

the project planning process 

Tight timelines that tended to be 

out of sync with the delivery 

context 

Poor appreciation of contextual 

factors 

The findings of the mid-term 

review led to better planning 

taking into account all 

contextual variables 

Project Execution     X Consultation processes went 

exceedingly well. Project well received 

by both district and provincial officials 

Online registration of candidates 

was adversely impacted by the low 

literacy skills of participants and 

the lack of email addresses. 

Participants’ motivation was very 

low because they perceived the 

intervention as ‘imposed’ and to 

some extent also adding to their 

workloads 

 

Pre-registration activities to 

include the following: 

Prepopulated lists of names, 

emails addresses and contact 

details of all participants to 

facilitate online registration. 

Profiling of potential 

participants for IT skills. 

Training on basic IT skills to 

enable participants to access 

the online programme 

Monitoring and 

Controlling 

   x  An M&E plan was developed, and 

regular monitoring of project 

activities conducted 

Team approach to problem solving 

assisted greatly in pro-actively 

addressing emerging problems as and 

when they occurred 

Debriefing sessions after every PLC 

session ensured that identified 

problems were attended to 

immediately. Good practises were 

adopted across the board 

Poor responses to M&E 

Instruments 

Poor participation of District 

officials in project activities will 

impact on the sustainability 

strategy and  continuous feedback 

to implementers 

Sustainability strategy to 

involve key departmental 

officials 

District officials implored to 

participate in project activities 

and to provide feedback to 

the department 

Risk Management    X  Project support and endorsement by 

key decision makers and Unions 

Timeous signing of the MOU 

Partner capacity in the facilitation 

of PLCs  

High turnover of volunteers and 

continuous on- boarding for 

newcomers 

Training in facilitation skills 

Offer long term contracts to 

volunteers and standardise 

volunteer service packages 
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Section 7: Best Practices 

 

7.1 Advocacy and buy-in: One of the critical points of departure in projects is to prepare the ground 

sufficiently for project implementation. Understanding this imperative, project initiation activities were 

characterised by a series of advocacy meetings with all the critical role-players and stakeholders.  

 

7.2 Communication strategy: Our initial entry into the district was hampered by poor communication with 

and within the district. A decision was taken to use a multiplicity of communication tools and strategies. To that 

effect the use of bulk SMS’s, WhatsApp, the RSP Monthly News Flash, Circulars and the tabling of progress 

reports to strategic provincial and district gatherings were used to improve communication. In addition, 1500 

brochures were printed to introduce the project in the district 

 

7.3 Stakeholder Involvement: Beyond the consultative meetings alluded to under paragraph 3.1 above, 

project governance structures were established as platforms for regular interaction with all parties involved. 

These structures met on a regular basis to receive progress reports. Over and above these structures, progress 

reports were also presented at both district and provincial extended management meetings/makgotla. 

 

7.4 Partnership management: Since the RSP is implemented through various partners, the management of 

a consortium remains critical in keeping the parties together to achieve project coherence and consistency. To 

achieve this objective, partners’ meetings were held monthly to deal with project implementation issues and 

challenges. Beyond these scheduled meetings, communication with partners occurs on an ongoing basis through 

emails and phone calls. A solid professional relationship has been built with all the partners involved in the 

project. 

 

7.5 Availability of project management tools and systems: FPD as the lead consortium has a well-

developed infrastructure to support any project under their auspices. The RSP is undoubtedly benefitting from 

this infrastructure and the human capital resident in their offices. 

 

7.6 Collaboration with other providers: The education sector is replete with external providers. It is for 

this reason that providers must collaborate on the work they are doing districts to minimise disruptions to the 

schooling calendar as well as eliminate potential confusion among the target groups (teachers/officials) they are 

working with. Regular information sharing meetings are held with other providers with a view to agreeing on 

potential areas for collaboration. Together with the National Education Collaboration Fund (NECT) a draft 

Collaboration Framework has been developed as a pre-curser to the development of a final framework to guide 

the operations of all providers in the districts/provinces we are currently supporting. Hopefully it could also be 

adopted by the Department of Basic Education as a national framework. 
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Section 8: Recommendations  

The following are a few recommendations for partners in the same field of improving literacy in Foundation 

Phase grades, in similar contexts as Dr. RSM District, that need to be considered. 

 

1. Focus on improving the ICT skills of proposed participants prior to start of project 

2. Contextual assessment prior to implementation, particularly urban/rural contexts 

3. Capacity building needs assessment and skills audit to be conducted prior to implementation to inform 

course content 

4. Analysis/profiling of project participants  

5. Identify and adequately engage stakeholders in the District/Province for complete buy-in 

6. For projects which require use of electronic and the internet 

- Capacity building on ICT skills of participants  

- Ensure availability of internet/data and routers at venues 

- Provide orientation of gadgets prior to start of project activities 

- Ensure on-going capacity building on gadget. Develop manual/guideline as a handout  

- Hand-outs of course content must be made available where applicable  

7. Continuous advocacy for projects that will complement capacity building efforts of the DBE  

8. Ownership (and interest) in educational initiatives - Routine attendance of District and Provincial 

meetings by departmental officials***   

9. Information sharing by DBE partners (up to date and comprehensive info on schools, learners. 

Continuous interaction with Implementing Partners [IPs]) 

10. DBE needs to set up a committee to ensure all IPs in schools are registered and managed within the 

Dept. Develop clear reporting structures and feedback. The DBE also needs to regulate interventions 

within schools to minimize disruptions and prevent intervention fatigue. 
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Section 9: Post the Pilot 

9.1. Participants from the pilot project have been encouraged to continue communication on an online 

Community of Practice that has been developed by the RSP. The project team will continue to share information 

on the platform, and Dr RSM teaching fraternity is encouraged to log onto and learn/share information on this 

platform. The webpage is http://rsp.cop.healthcare/.  

 

9.2 Selected HoDs and Principals were selected and trained on facilitation to enable them to take over the 

facilitation of PLCs. They will be given Certificates and PLCs will be monitored after a year in Dr RSM, to ensure 

that they were held at least up to a year after the pilot ended. The selected Principals and HoDS are listed in 

the following table:  

 

Table 7: Names of Selected Facilitators – Principals/Deputy Principals  

No Surname Name(s) School 

1 Chabaesele Tebogo Bernard Goitseone Mankuroane Primary School 

2 Masipa D E Ganyesa Primary School 

3 Mochware G E Maikao Primary School 

4 Thabo Justice  Dikgetse Sekhing Primary School 

 

Table 8: Names of Selected Facilitators – Heads of Department (HoDs) 

No Surname Name(s) School 

1 Leboea  Masego, Ms Lokgabeng Primary School 

2 Labuschagne I.C, Ms Tigerkloof Primary School 

3 Motlepula  Audrey Tikane N/S 

4 Oageng  Gloria N/S 

 

9.3. The project has been revised and will be implemented in the Dr. KK and NMM Districts in selected schools. 

Lessons learned from the pilot project, as well as the EGRS intervention have been incorporated in the revised 

RSP. It will be implemented over a two-year period (2019-2020).   
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Section 10. Concluding Remarks 

Implementing a project of this magnitude has been an enriching experience on many fronts. The choice of the 

pilot districts (RSM) shed more light on the challenges facing education delivery in a largely rural environment. 

Our engagement with the district leadership and the schools we worked with was most rewarding and we are 

indebted to the district for embracing the intervention so warmly. Our sincere gratitude goes to the District 

Director, Mrs Dithejane for her unflinching support for the project. We also want to acknowledge the sterling 

role played by the chairpersons of the Districts Project Management Team chairpersons, Mr Ntlabathi and Rev 

Letebele. They were always on hand to steer the project. We are eternally grateful to them and the general 

membership of the DPMT. Our sincere gratitude also goes to the Extended District Project Management Team 

for allowing us the opportunity to share progress reports on a regular basis.  

 

Our appreciation also goes to the provincial leadership for embracing this intervention and supporting it 

unreservedly. A special word of appreciation goes to the Superintendent General, Mrs Semaswe and the 

Chairperson of the Provincial Steering Committee, Dr Mvula. Words cannot express our heartfelt gratitude to 

them and other departmental officials. 

 

We remain indebted to all the Principals and Departmental Heads who availed themselves to participate in 

project activities despite their punishing workloads. We are grateful that they persevered and worked tirelessly 

to complete their assignments. It is their unwavering commitment to the project that sustained us against all 

odds. 

 

Our consortium partners have always shown dedication, commitment and professionalism in executing their 

respective roles. To them we remain indebted. We are looking forward to working together again in the next 

phase of the project. 

 

Finally, we want to thank our funders, USAID for their unstinting commitment to improving the educational 

outcome of our education system by supporting interventions of this nature. We remain humbled by this 

generous gesture. In turn, we undertake to render the best service that is commensurate with the level of 

support they are providing.  

 

The FPD Project Team 
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 Introduction: The Reading Support Project 

 

1.1 The Reading Support Project design 
FPD received an award of the Reading Support Project (RSP) funded through a USAID 
Cooperative Agreement in 2016 to support the Department of Basic Education in improving 
reading skills of foundation phase grade learners. The goal of the project was to improve the 
reading skills of Primary Grade Learners in African Home Languages (AHLs) and English as 
a first additional language (EFAL) in four years. The objective of the project was to improve 
language and literacy content, knowledge and pedagogy of primary grade learners in AHL and 
EFAL. The project had three key result areas: 1) Increased capacity of curriculum advisors 
(CA) and heads of department (HODs) to support primary grade teachers in language and 
literacy in AHL and EFAL, 2) Increased capacity of principals and deputy principals to support 
primary grade teachers in language and literacy in AHL and EFAL, and 3) Improved quality 
and use of LTSM for AHLs and EFAL in the primary grade. 

1.2 The Reading Support Project’s theory of Change 
The RSP was premised on the idea that if key system individuals (CAs, HODs, principals, and 
deputy principals) in the educational system have the requisite competencies (knowledge, 
skills, attitudes, practices), resources and support they can  unlock systemic change and 
dramatically improve reading skills  of Primary Grade Learners while also the Department of 
Basic Education being strengthened in performance and accountability.  This approach would 
improve teacher effectiveness and quality through improving capacity at the district level and 
leadership at school level to support the schools to support the teaching of AHLs and EFAL. 

RSP inception phase 
The RSP has a long history of evolving to the strategic direction that it finally took as described 
below in sections 1.3 to 1.7.   

1.3 RSP Pilot 
In June 2017, the RSP implemented a one-year pilot to test the model described above in the 
Ruth Segomotsi Mompati (RSM) district in North West province. Findings from the midterm 
pilot review showed that HODs did not cascade the skills and competencies acquired from the 
RSP intervention to their teachers to improve the reading skills abilities of their learners mainly 
due to their busy schedules.  

1.4 Early Grade Reading Study (EGRS) and implications for RSP redesign 
While the RSP was in its inception and pilot phase, the Department of Basic Education (DBE) 
conducted a research called Early Grade Reading Study (EGRS), in collaboration with the 
University of Witwatersrand (Wits) on the acquisition of reading in North West province since 
2015.  The research project assessed three interventions 1) a structured learning programme 
and centralised training, 2) a structured learning programme and specialist onsite coaching 
(coaching intervention) and 3) a parental intervention. A 2-year evaluation found the structured 
learning programme combined with a coaching intervention to be impactful. This coaching 
intervention provided teachers with ongoing support through on-site coaching and small 
cluster training sessions. The structured lesson plan approach provided teachers with a set of 
lesson plans that were aligned to the National Curriculum Statement (NCS) including the 
Curriculum and Assessment Policy Statements (CAPS) and quality reading materials. When 
compared to the classes with no intervention, learners in schools with the structured learning 
programme and coaching received almost 40% of a learning year ahead of those learners 
without the intervention.  
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Other benefits from the coaching and structured curriculum intervention include learners 
increasingly reading graded readers, increased likelihood of doing group-guided reading, 
leading to more opportunities for learners to receive individual attention.  The usefulness of 
graded readers was observed if teachers developed the appropriate skills to use them 
effectively. Also, some teaching practices (e.g. group-guided reading) were more difficult to 
practice and required additional development to be effective.  To this end the following 
recommendations were relevant to RSP strategic revision: 1) structured programmes with 
coaches help; 2) coaching is more effective in improving the skills levels of teachers; 3) direct 
in-service training is better than ‘train-the-trainer’ models; and 4) existing subject advisors 
cannot fulfil the role of coach due to their limited numbers relative to the high number of 
teachers they are expected to support. 

1.5 DBE priorities and way forward for RSP 
The Progress in International Reading Literacy Study (PIRLS) report which was released 
immediately after the EGRS showed that the majority of grade four learners in the South 
African education system were unable to read with meaning.  The DBE therefore sought to 
improve learners’ reading skills in the context of the promising coaching intervention from the 
EGRS. The strategic revision of the RSP mandate and strategic approach was therefore 
crucial and in February 2018, the DBE requested USAID and recommended that the RSP 
support the EGRS model in the Dr Kenneth Kaunda and Ngaka Modiri Molema districts that 
were earmarked for scaling up after the RSP pilot in RSM district. It was also believed that 
building on the EGRS model would ensure continuity in the schools that were involved in the 
EGRS in these two districts.  

1.6 Collaboration, learning and adaptive management into RSP activities 
The DBE request was considered on the basis that it encouraged collaborating between 
USAID and other partners on identified shared interests about what works or needs 
adjustment, there is learning from previous or ongoing efforts and adapting the current 
strategic direction to include lessons being learned.   

Collaborating: It was recognized that the education sector required working in a collaborative 
nature with many organizations. The following were instrumental in the RSP pilot – NECT, 
DBE Steering Committee at district and provincial levels. RSP also continued to value DBE 
and USAID as key stakeholders for collaboration after the EGRS evaluation.  

Learning: Many lessons were learnt from the EGRS and the pilot study. Those learnt from 
the RSM pilot include the following: 1) The programme initially designed for school principals 
and HODs required several modifications to meet their declared needs to support a conducive 
environment for learners’ reading skills as opposed to earlier needs developed to meet the 
criteria for accreditation; 2) The RSP online programme envisaged could not be supported by 
the poor IT skills of participants  and access to internet connectivity and therefore needed 
changes; 3) The one year period of the intervention was too short to realise the impact required 
and therefore a longer time frame was needed; 4) Volunteers could only inadequately provide  
teaching of reading as opposed to specialists on the subjects; and 5) the success with which 
the literacy programme with Molteno and Oxford was found. These lessons were crucial. 

Adapting: The above collaborative efforts and lessons learnt therefore required adjustments 
to be made to the RSP original design. The change also required an introduction of a fourth 
key result area, that is, increased competency and practice of primary grade teachers to teach 
in AHL and EFAL through the introduction of onsite coaching. 
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1.7 The RSP revised EGRS Mandate 
Having considered the above needs and changes, the revised RSP strategic approach sought 
to improve teacher effectiveness and quality through improving teacher capacity by way of a 
structured learning program and specialist on-site coaching for better learner results in AHLs 
and EFAL. It gave a special focus on the teacher and on coaching.  The model was a direct 
capacity building model for teachers with supplemental systems strengthening activities to 
foster a more enabling environment for the coaching program and to promote sustainability of 
practices. It sought to build teacher capacity to teach early grade reading in AHL and EFAL 
focussing on grades one to three. This was a significant shift from capacitating HoDs to 
perform a coach-like role for teachers in their schools to directly engaging with teachers in 
school via coaching.  

The introduction of a fourth key result area, that is increased competency and practice of 
primary grade teachers to teach in AHL and EFAL through the introduction of onsite coaching, 
demanded more resources. These were recouped from savings made by intervening in only 
one province – North West and not rolling out the project in Limpopo Province. Savings were 
also made through limiting the AHL to only Setswana whose materials were already developed 
for the pilot, combining strengthening of principals and HODs which were, initially, separately 
proposed.  Lastly raising more funds to supplement available funds was proposed. 

 

1.8 Project Implementation 
The RSP was implemented in 263 Setswana Language and Teaching, non-Multigrade Quintile 
schools in two districts in North West, namely Ngaka Modiri Molema and Dr Kenneth Kaunda. 
The RSP engaged 14 literacy coaches, supervised by two head coaches, to provide direct 
support to Foundation Phase Educators for a structured learning programme and onsite 
coaching for educators. The coaches were trained each term on their role and responsibility 
on their relationship with teachers, procedure on classroom support visits, conducting 
Professional Learning Community Workshops and cluster training of teachers. The coaches 
worked in three ways. Firstly, Foundation Phase Educators in 140 schools received in-school 
literacy coaching from coaches through workshops and classroom lesson observation. 
Secondly, Just In Time cluster training in which over 1500 (2 per school per grade) foundation 
phase teachers in 263 schools received training prior to the commencement of each school 
term on structured teaching and learning using lesson plans in Setswana and English to 
improve learning and teaching. Lastly, school management training of HODs and principals in 
selected 65 schools received training on leadership and management  to capacitate them on 
knowledge, skills and attitudes relevant to school management and literacy teaching to 
support a reading culture  in schools. 

 

 Lessons Learnt evaluation Methodology 

2.1 Problem Statement 
The project implementation activities ended in December 2020. This period was followed by 
the close out phase until March 2021. It is believed that many lessons have been learnt over 
the implementation years. However, no formal evaluation including interviews with key project 
players for key lessons learnt has been conducted.  There is therefore a need to understand 
the key lessons that were learnt while engaging, retraining, equipping and working with 
coaches and schools to achieve the RSP objectives. To do this, a formative mini evaluation of 
lessons learnt was conducted. 
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2.2 Objective 
The objective of this study was to assess and document the RSP key lessons learnt from 
working with coaches and schools to achieve the objectives of the RSP. 

2.3 Methods 

2.3.1 Secondary data collection 
Project reports from the beginning of the project up to December 2020 were accessed, read 
and analyzed to obtain and document information on lessons learnt. The reports include but 
not limited to monthly, quarterly and annual reports. 

2.3.2 Primary data collection 
A total of 21 participants were consulted in this exercise as follows: 1) Two focus group 
discussions (FGD) with seven coaches each were conducted to provide information on day-
to-day coaching activities in schools, training, own training and addressing onsite challenges 
in the process of coaching; 2)  Two key informant interviews (KII) with head coaches were 
conducted  to provide information on their coordination roles in supporting coaches and 
communication with relevant stakeholders; 3) Five project management staff were interviewed 
to provide information on project design, inception, stakeholder management, implementation 
and evaluation of the project. Due to COVID-19 social distancing restrictions, the key informant 
in-depth interviews and FGDs were conducted online via Microsoft Teams or Zoom platforms 
and telephones. The KIIs and FGDs took approximately between 60 and 90 minutes each.    

An interview guide (Appendix 2) was developed to conduct the interviews and FGDs. The 
development of the guide was informed by available secondary information (project reports 
and other documents). The guide focused on the evaluation themes and started from the more 
general and positive aspects of the project and gradually introduced the more challenging 
aspects and areas of improvement of the project once rapport was established between the 
researcher and the participant(s).  

Data were recorded using audio recorders to allow for later transcription. Notes from the 
proceedings were captured during the interview/discussion using pen and paper to allow 
prompting the discussion to get more detail. The discussions allowed for probing to seek clarity 
and encouraged more information on the topic being discussed. 

2.4 Data analysis 
From the project reports, content analysis was conducted to establish the content of the 
reports in relation to lessons learnt from project implementation, monitoring and the results. 
Pre-defined themes based on study objective were used to structure the analysis. The analysis 
also allowed the emergence of new themes. These results were analysed together with the 
data from the interviews/discussions. 
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 Key Lessons Learnt 
 

3.1 Importance of a pilot study in implementing interventions 
 

Narrative 

The pilot in RSM district brought with its crucial findings to the study. Key among them was 
that the initial model of coaching the HODs to coach and train teachers does not work due to 
HODs huge workloads. Other findings were that contextual problems such as poor IT skills 
and internet access among school staff would not promote online systems strengthening of 
SMT and that the use of specialised coaches to facilitate cluster training was needed as 
opposed to existing curriculum/subject advisors. These findings helped to shape the project 
re-design. 

Lesson learnt 

Implementing innovative programmes in any system requires pilot studies that test their 
feasibility and effectiveness before rolling out the project en masse. The findings from the pilot 
were instrumental in changing the design of the project. Had the design not been tested in a 
pilot it could have posed huge challenges in the two years of implementation and in two 
provinces as previously proposed. It is therefore imperative to conduct feasibility and efficacy 
studies, gather adequate data from them and use the findings to influencing the bigger 
project’s course and implementation. Pilot projects also prepare the management and staff in 
actual implementation of the project as potential and real challenges would have been 
identified and mitigating factors put in place. 

Recommendation 

We recommend piloting any intervention planned and using lessons learnt from the full 
evaluation of a pilot to plan, make relevant changes and implement the project. 

   

3.2 Amending Project designs  
 

Narrative 

The RSP design changed significantly during the inception phase. The changes however 
required significant amounts of funds to be able to deliver the milestones. Some of the project 
design elements were covered by shifting funds from some line items which then required 
reduced funding, but the project needed to also raise additional funds to avoid premature 
closure of other key operations. Staff salaries needed to be funded and so were the two days 
residential training sessions, subject advisors who needed sleep overs during reference group 
meetings as well as an increase in the reference group meetings. These financial changes 
had implications on staff retention and therefore work schedules. As a result the project faced 
some human resources challenges leaving some gaps in coaching staff at certain times. 
Positions could not be filled timeously to close human resources gaps. 

Lesson learnt 

Project design changes need to be avoided. If this is not possible, they must be kept to a 
minimum and at best be made long before project implementation or inception starts. Where 
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design changes are unavoidable, this should be followed by making appropriate adjustments 
to budget and time. For example, more funds must be injected to fund new changes introduced 
and adequate time be allowed for successful project implementation.  

Human resources increases in the revised design needed to be fully funded. Since staff 
retention is usually high in short term projects funds needed to be committed to minimise 
retention. For a seamless delivery of project milestones and activities a project must avoid 
human resources staffing gaps through interventions in human resources systems and 
injection of adequate budgets. In addition, the employment processes and procedures for 
short term positions must be expedited while balancing with recruiting experienced and 
qualified coaches. 

Recommendation 

We recommend avoiding making changes to project designs to projects that have already 
been funded and awaiting implementation. Any unavoidable changes must be restricted to 
minimal processes and activities and must be funded for the entire project and allowed 
adequate time to avoid prematurely ending a project. Where design has been changed, a pilot 
would be needed to test new procedures and processes before implementation. 

3.3 Budget and staff retention 
Narrative 

The design changes that were made required changes in the financial proposal, but not 
enough funds were committed to the project to fund the changes.  

Lesson learnt 

Project design changes must provide for adequate finances for each additional cost. This 
enables all project activities to be undertaken successfully and at the required duration, pace 
and quality.  If funds are committed, committing funds help to stabilise and minimise staff 
retentions for continued service provision. The work of the coaches needed not to be 
terminated before the project implementation finishes. Therefore budgets must be made 
available and committed to ensure staff retention and timely implementation of activities.  

Recommendation 

We recommend assigning adequate budgets to adequately fund human resources, processes 
and activities. We recommend restricting project changes to only available budgets and not 
starting implementing a project without committed funding. 

 

3.4 The cyclic nature of project management 
 

Narrative 

The RSP collaborated with few organisations including the National Education Collaboration 
Trust (NECT), DBE steering committee, funders and DBE to align the RSP to DBE priorities. 
The RSP also learnt a few lessons from EGRS, RSM pilot, PIRLS and managed to make 
changes to its design. Changes at one stage affected other elements, for example, the lessons 
from the pilot study and EGRS were used to revisit the project design and make changes to 
the project. 

Lesson learnt 
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The RSP demonstrated that project implementation and management is cyclic in nature and 
a project responds to the situations in the environment requiring new lessons and adaptations. 
The process of collaboration, learning and adaptation are key in project implementation. 
Project staff were able to collaborate with the client at the client’s various levels from national 
DBE down to the individual schools themselves. The project learnt lessons from the EGRS, 
RSM pilot, PIRLS reports in its original design would not have successfully addressed the 
challenges of literacy in schools in the NW province. Having learnt from evidence-based 
implementation studies (EGRS, RSM, PIRLS) and priorities of the DBE, the RSP was able to 
adapt itself to consider new and real needs of the school system. It is therefore important that 
projects are designed with capacity and flexibility to collaborate, learn and adapt to new and 
refined needs and methods while seeking to meet their objectives.  

Recommendation 

We recommend making projects flexible to adapt to new evidence of processes and activities 
that emanate during the implementation process. 

    

3.5 Intervention and Research Design 
Narrative 

The RSP project design resembles that of a research intervention trial either randomised or 
not randomised. It had three arms two of which were intervention arms. Of these two, one 
intervention had a coaching only intervention with 83 schools and another intervention arm 
with coaching plus SMT intervention with 82 schools. The control arm which did not offer any 
intervention had 133 schools. All schools had an average of 5 teachers per phase and were 
selected based on some criteria that excluded non-Setswana LOLT and multi-graded schools, 
and with teachers from quintile 1-3 schools. Also, there appeared to be no monitoring of the 
schools that received training and Learning & Teaching Support Materials (LTSM) only in the 
first year of implementation. In addition, the schools lists were not controlled – some schools 
crossed from one arm to another during the course of the intervention implementation, other 
schools dropped from the intervention arms after receiving the initial training and resources 
and some teachers from non-intervention schools presented at the training sessions which 
they were not supposed to receive. All these make the scientific measurement of impact 
challenging. 

Lesson learnt 

Intervention studies require measures of intervention impact and must be monitored and 
evaluated using systematic processes and methods. All possible confounding due to schools 
moving from arm to another or teachers in one arm attending interventions they were not 
supposed to receive needed to be strictly monitored. Where such challenges occur, the final 
evaluation results need to control or adjust the analysis for such challenges or acknowledge 
such challenges as a lesson for future programmes. The RSP design is typical of research 
trials and would have required a dedicated research element to develop and conduct research 
on the project while also providing impact evaluation evidence. The research element of the 
project would have followed systematic research methods at baseline, mid-term and end line 
stages along with evaluation of the project. We therefore recommend nesting dedicated 
research aspects to scientifically track project success for impact. Also, given that some of the 
schools selected for the RSP once participated in the EGRS and therefore were different from 
those which did not participate before, some scientific methods of minimising this bias could 
have been implemented. Scientifically randomising schools to one of the three arms and 
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maintaining interventions according to each intervention arm would have provided a platform 
to measure project success in an unbiased manner. Overall, the RSP would have considered 
incorporating some scientific research methods to measure effectiveness of the evaluation. 

Recommendation 

Where a project design follows a research format and where the level of impact needs to be 
ascertained through comparing different intervention dose, we recommend that its evaluation 
for impact follows dedicated systematic research methods. 

3.6 Building sound stakeholder relationships underpins project success 
 

Narrative  

The RSP was unique, complex and required delivery in a short time. It required building sound 
stakeholder relationships to successfully implement the intervention. The project involved 1) 
FPD as the main implementing partner and four other partners or sub grantees. These include 
2) Molteno and 3) Oxford University which developed the coaching programme, training and 
monitoring, aligning of scripted lesson plans, printing and distribution of Vula Bula graded 
readers and EFAL readers. It also involved 4) the South African Institute for Distance 
Education (SAIDE) which was responsible for the provision of basic EGRS materials and 
lesson plans, printing and distribution of LTSM. Lastly, the 5) Voluntary Service Overseas 
(VSO) provided international volunteers to support SMT development programme. Other key 
stakeholders who were consulted and supported the project included teacher organisations 
such as the South African Democratic Teachers’ union (SADTU). The project involved the 
National Department of Basic Education as the government department for which the work 
was being done and USAID which funded the project. In addition,the DBE had provincial and 
district level offices as well as individual school administration systems which FPD worked 
with at different levels. Such a project required strong collaboration and working together to 
deliver on the project objectives. FPD needed to ensure sound relationships between and 
among the key stakeholders while also making implementing partners accountable to meet 
project deliverables. 

Lesson learnt 

The success of the project was based on sound collaborative arrangements, supervisory and 
coordination skills on the project as led by FPD. Despite expected challenges the project was 
lead seamlessly with all parties delivering on their mandate. Another positive aspect of the 
project was the ability to adapt fast among all the partners while managing outputs and 
milestones. The project design changes that took place during the inception phase demanded 
skill and ability to adapt to new changes whenever they were introduced. FPD was able to 
lead the partners and integrate these changes. One example cited by coaches and 
management staff was the design of SLPs which was not part of the plan in the initial project 
design. Another key adaptation mentioned most was the adaptation of the senior management 
training from the initial proposed FPD course on leadership and management to a streamlined 
version of the training that suited the school cadres’ busy schedules. These swift and 
successful adaptations were enabled through maintaining good stakeholder relationships and 
regular consultations and working together as a consortium. 

The success of complex and time-demanding school-based interventions hinges on collegial 
relationships with schools’ administrative systems which FPD built and maintained throughout 
the project lifespan. The fact that the project hired a Chief of Party who was a recognized 
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education professional and had worked in the North West Provincial Education Department 
where the project was implemented provided an easy platform for buy-in and acceptability of 
the project among the education authorities, school authorities and teachers. Coaches praised 
the sound relationships with the schools which stemmed from the initial successful by-in 
process with FPD. To demonstrate these good relationships, one coach mentioned that 
schools invited them to school events outside of the RSP activities such as funerals and 
celebration gatherings. At the higher level, one project manager reiterated the sound 
relationships saying that FPD jointly developed the sustainability strategy to be delivered by 
the Subject Advisors and Teacher Development Unit after the RSP ended. 

Building and maintaining sound and strong stakeholder relationships facilitates easy delivery 
of project activities and meeting targets. Although the project was complex and had numerous 
changes before and during the inception phase, the benefits from good stakeholder 
relationships that FPD enjoyed with USAID, DBE and schools helped to deliver the project 
even beyond expected levels. 

Recommendation 

We recommend projects to build, strengthen and maintain stakeholder relations and 
management and reduce stakeholder management to writing to achieve the set objectives 
within the proposed guidelines.  

 

3.7 Scripted Lesson Plans (SLPs): An innovative idea 
 

Narrative 

Teachers in the RSP relied on the Curriculum Assessment Policy Statements (CAPS) for 
teaching the two languages before the introduction of the RSP. The major challenge in using 
the CAPS include that teachers were not completing the curriculum coverage while phonetics 
and sounds required more time and skill than was provided. There was no structured timing 
of the CAPS curriculum components. One coach described this by saying teachers could 
“spend weeks teaching certain subject components and leaving no time for other crucial 
components before the term is over” leading to learners missing learning and understanding 
of the language aspects. There was therefore need for a specific and structured guide for 
teachers to deliver the lessons. The RSP introduced the CAPS aligned Scripted Lesson Plans 
(SLPs) to guide teachers in delivering class lessons and address the challenges associated 
with the CAPS. The RSP enabled teachers to be focused in delivering lessons. 

 

Lesson learnt  

Structuring lessons improves meeting lesson goals in prescribed times and standardizes 
teaching across schools. The introduction of the SLPs made significant improvements in 
teaching and learning. For example, teachers could now time their lessons and plan 
accordingly to finish the termly curriculum without skipping other subject components. Difficult 
components in phonetics were allocated adequate time for the learners to understand as these 
were key to sustained reading skills. Teachers were able to teach reading for meaning while 
following the structured and scripted lesson plans.  

Coaches explained that lesson plans and assessments were easy to follow. Coaches reported 
that SLPs made teaching and learning a participatory process between teachers and learners  
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Although the SLPs were also viewed as not giving adequate room for alternative, innovative 
and contextual ways of presenting lessons, they were largely praised for making teaching 
easier, timed, structured, participatory and coordinated. In a nutshell, SLPs were viewed as 
hugely contributing towards the RSP objective in strengthening teaching.  

Recommendation 

We recommend continuing with scripted lesson plans but giving room for teachers to innovate 
within the structured plans.  

 

3.8 Implementation of Dry-runs was key to successful project implementation  
 

Narrative 

To provide a structured learning program and specialist onsite coaching to teachers, coaches 
were trained by Molteno and Oxford University trainers to deliver this mandate. Coaches 
supported Foundation Phase Teachers, conducted eight cluster training sessions to 1800 
teachers from 298 schools in the two districts during project implementation. Coaches also 
provided intensive classroom support for teachers over two years. Each of the 14 coaches 
had 12 schools to cover through 10 visits per school per year. Direct coaching involved lesson 
demonstrations, observations and feedback to teachers. Molteno and Oxford University 
organized coaching sessions to prepare the coaches for each school term’s work. Dry runs 
were one day sessions that coaches attended at the beginning of every term before they were 
released to coach teachers. In these sessions, coaches would practice how they were going 
to run the term’s coaching sessions with teachers. The dry runs were organized in two groups 
– one in English First Additional Language (EFAL) and another one in Setswana, African 
Home Language (HL). 

Lesson Learnt 

Dry runs were an excellent preparatory meeting for coaches to standardize the sessions for 
comparability of sessions across all 14 coaches, 8 sessions in two years as well as in 1800 
teachers across time and place. Dry runs enabled standardizing the use of coaching tools and 
processes. They helped to perfect the delivery of such sessions with the guidance of trainers 
and senior coaches. In addition, dry runs provided a form of interaction among coaches. Since 
coaches attended the dry runs in different languages - English or Setswana – there was need 
to exchange notes to make each coach familiar with the other subject to improve their 
performance. This interaction provided a sense of togetherness among coaches who worked 
in different schools but on the same project. Lastly, dry runs helped to further improve the 
coaches’ delivery and presentation skills. It is therefore concluded that dry runs were an 
important part of the sessions in the delivery of a complex programme. 

Recommendation 

We recommend continuing with the dry runs as they are a crucial part of coaches’ learning 
and practice for successful implementation of sessions. 

 

3.9 Monitoring and evaluation Challenges 
 

Narrative 
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The RSP monitoring plan stipulated the reporting mechanism that FPD would follow while 
leading the consortium. However, the project began implementation before a memorandum of 
understanding (MOU) defining how partners needed to relate to each other was signed. The 
MOU was only reached and signed in the middle of the project. In addition, adhering to this 
MOU was challenging for some parties in the consortium.  

Although FPD produced evaluation reports regularly  and lessons learnt were used to inform 
project scale up and/or modifications the detail on how the partners’ work (e.g. Molteno and 
Oxford) were to be evaluated including information flows and deliverables was not clear in the 
monitoring plan. Despite this, the RSP Monitoring and Evaluation office consistently produced 
regular monitoring reports and the external evaluator also conducted a mid-term evaluation 
which highlighted important remedies which were then put for implementation.  The key 
partners working with FPD (Molteno and Oxford) did not have monitoring and evaluation 
officers in their organizations for the RSP. They also did not communicate their progress 
through submitting progress reports to FPD. FPD therefore had difficulties to ensure they met 
their objectives as their contractual agreement did not provide such an accountability structure. 

Coaches seemed not to have fully understood and appreciated the demands of the project’s 
implementation monitoring plan which required tracking numerical progress monthly, quarterly 
and annually. They felt that the reporting of progress should have focused more on qualitative 
reporting whereas the plan emphasised numerical reporting. Most of them did not have skills 
in other essential technical aspects of the project such as report writing and computer skills 
leading to them struggling with writing weekly, monthly, quarterly and annual reports which 
was part of their deliverables. Although the project introduced the use of tablets to counteract 
their difficulty writing good quality reports their lack of IT skills hindered quick delivery of report 
preparation.  

 

Lesson learnt 

All projects need guidelines on how relationships are governed and operate for smooth and 
timely operations and these guidelines must be available before implementation starts. The 
RSP’s standard operating procedure should have been developed well before implementation 
started to govern how the sub-awardees and partners communicated progress to the main 
partner, FPD. This could have specified how regularly the sub-awardee would report to the 
awardee and in what ways and with what level of accountability. This would have improved 
project implementation and addressed possible challenges with ease among all partners. 

The delay in signing a memorandum of understanding made it challenging for FPD to hold the 
partners responsible for the deliverables due from them. It is important to have dedicated 
Monitoring and Evaluation officers in partners’ organizations to work closely with the FPD 
Monitoring and Evaluation officer.  Monitoring and Evaluation officers in each of the sub-
awardees help to drive project implementation to swiftly integrate results and lessons learned 
and to recalibrate the project activities and inform new strategies. This would have eased the 
monitoring and evaluation of the project across the partners overall. 

Training of coaches from the onset of the project on its monitoring and evaluation strategy and 
its demands is recommended in complex projects. The project engaged coaches with skills in 
teaching and were successfully trained in coaching. Induction training on essential technical 
aspects of the project is needed to equip staff on project reporting and its Monitoring and 
Evaluation procedures and activities. Continuous training and upgrading of skills in relevant 
aspects of the project is therefore necessary for project staff. 
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Recommendation 

We recommend all parties within a consortium to strictly adhere to agreements reached on 
roles and responsibilities. We also recommend that memoranda of understanding be reached 
and signed early in the project lifetime so as to adequately guide project implementation from 
the beginning. This must be followed by strengthening the monitoring and evaluation plan by 
clarifying the reporting structure, roles and responsibilities between and among sub-awardees 
and the main implementing partner. 

 

3.10 Project Communication challenges 
 

Narrative 

The project required regular communication among stakeholders and partners. Some of the 
communications involved were training invites to beneficiaries in schools and appointments 
for school visits. Due to pressure of work in schools, sometimes invites which came via school 
principals from FPD and partners would not reach the teachers (in time). School principals 
mostly relied on administrative staff who received communications via telephones or emails. 
These communications would sometimes take time or in some worst cases, not reach the 
teachers. This led to some teachers missing the meetings, attending the meetings late or not 
fully prepared for the meetings. Also, when coaches invited teachers, in a few cases, teachers 
forwarded invites to other teachers who were not meant to attend these events. Although this 
was only experienced at the beginning of the project implementation, uninvited teachers who 
presented at these meetings lost teaching time.  

In some cases, school principals preferred to only receive invites from Subject Advisors (SAs) 
only as opposed to receiving from coaches. This was done to avoid a parallel communication 
structure on matters that required teachers to miss classes while attending training events 
outside of the school for extended hours or up to a full day. While principals did this to protect 
teaching and learning time as a way of managing the school system, it posed some delays 
when communications had to flow indirectly from coaches to the teachers via one or two more 
channels such as Subject Advisors and school administrative officers. In some worst-case 
scenarios, the communication would not reach the intended teachers. Likewise, 
communications that coaches wanted from schools delayed if they were sent via the FPD 
Head Office instead of directly sending them through the coaches. As an example, such delays 
were experienced when coaches wanted performance indicators from schools so that they 
would use the information in supporting each school. This information took time to reach the 
coaches as it was sent to FPD Head Office before the information was received by coaches. 
These were normal processes which however sometimes delayed or inconvenienced 
implementation processes. 

Lesson learnt 

Understanding the communication channels and steps the information takes to reach the 
intended beneficiaries helps to plan how, when and what to use in communicating effectively. 
Where communication needed to go via school principals, subject advisors and/or school 
administrative officers before reaching teachers there was need to budget time accordingly to 
avoid messages from being delayed or failing to reach beneficiaries.   
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Challenges in communication triggered project staff to strengthen due diligence in project 
implementation. For example, coaches were able to identify teachers who were not invited to 
meetings and separated them from the meetings which only concerned schools and grades 
in the intervention arms. Coaches also activated other communication channels to enable all 
relevant course/coaching participants to attend all and only the meetings they were invited to. 
As a result, additional invites were communicated via WhatsApp as needed. Besides, 
communicating with teachers directly and simultaneously, these WhatsApp communications 
initiated by coaches made sure that the messages were directly sent to the invited persons 
only.   Such back-up communication strategies enabled the coaches to minimize challenges 
of missing teachers from meetings while waiting for messages through the delaying formal 
communication channels. 

Communication plans need to be strengthened once developed and shared with all parties 
involved and beneficiaries alike.  This enables the project to effectively manage and guide all 
communications and project activities. FPD coaches were innovative and applied additional 
mechanisms to ensure that teachers were well informed of forthcoming events.  

Continuous improvement of SMT improves management communication through exposure to 
communication systems in projects. This was realized when members of the SMT received 
tablets for use which also encouraged them to explore use of WhatsApp and other ways of 
communication. The involvement of Subject Advisors in inviting SMT and teachers for 
meetings not only enhanced communication but also strengthened relationships with schools 
and other parties in the school system. 

Recommendation 

We recommend developing a communication plan to guide communication between and 
among partners and stakeholders.   

 

3.11 Activity timing and scheduling in the education system  
 

Narrative 

The DBE recommends that any intervention conducted in schools does not interfere with 
teaching and learning time, which FPD also understands. In line with this standing 
arrangement, teachers’ coaching meetings were scheduled during school holidays. However, 
some teachers failed to attend these meetings preferring to attend if the meetings were 
scheduled during the school term. This prompted the RSP to reschedule the meetings during 
the school term.  

There were reports from coaches that teachers set aside time for learner assessments 
towards the end of the term. However, coaches advised them that assessments should be 
done throughout the term so that coaches can help the teachers during their regular visits and 
engagements. 

The time of finishing the teachers’ training sessions during teachers’ trainings introduced some 
challenges for coaches. Dry runs could not be completed in less than a day and at the same 
time were costly to run in two days. A balance was also required to finish the sessions in time 
to allow for coaches and participants to travel home in time while also avoiding longer sessions 
which would interfere with comprehension. Lastly, day to day school visits were demanding 
on the part of the coaches as they sometimes travelled to schools more than 200km from 
home. This required appropriate time tabling for wellness purposes while meeting project 
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targets. As such, managing time was required for successful implementation of the project 
while also operating within budgets. 

Lessons learnt 

Internalizing the goal of the project and living according to FPD’s values of serving society 
through innovative engagements were instrumental in inspiring coaches to deliver under 
difficult circumstances such as driving long distances and arriving home late from sessions. 
The attitude of the coaches as “agents of change”, as they referred themselves, strengthened 
them in times of burning out. To mitigate against challenges of long travels, sometimes after 
hours after attending school visits and training meetings, coaches used this time to debrief, 
share the challenges and successes they faced and planning the following visit. This helped 
them to be resilient and perfect their work each day as well as providing an opportunity for 
team building which all contributed to the success of their work. 

Prior communication, planning and agreement on the outline and delivery of the training 
sessions with intended beneficiaries is required for a successful training session. As a lesson, 
training plans, packages including duration, method and coverage/scope all needed to be 
understood before implementation to ensure all parties’ cooperation. 

Another lesson learnt was not to schedule meetings with teachers during holidays. To increase 
teacher attendance for each term’s preparatory meetings the project rescheduled meetings 
with teachers to be attended at the opening of each school term. The result was an increase 
in numbers of teachers attending the meetings. However, this needs to be managed to 
minimize teachers’ loss of class time. 

Project timelines must be shared and communicated in advance, discussed and agreed on to 
avoid challenges in implementation. Where challenges in scheduling are foreseen, they get 
discussed and mitigation measures put in place without losing project time. They must be in 
the best interests of beneficiaries and collaborators alike. 

Recommendation 

We recommend developing a standard operating strategy that highlights timing and 
scheduling of activities and sharing the calendar in advance to allow for adequate preparations 
and engagements for all participants and stakeholders.  

3.12 Navigating through the effect of COVID-19 on RSP 
 

Narrative 

Significant project time, momentum and resources were lost to the effects of the coronavirus 
19 disease (COVID-19) in many ways. Deaths, illnesses and fear gripped the schools, 
teachers, coaches and learners alike in the project schools as it did anywhere else in the 
country. The President of South Africa announced a national hard lockdown leaving only 
essential services running in the country. Following this proclamation, the project closed all 
school operations at the end of March 2020. All RSP gatherings and activities including 
coaching and school visits were suspended. The resumption of operations at schools was only 
made mid-year but very few RSP activities could be done. New rules were instituted to 
minimize COVID-19 infections. In order to continue with teaching while observing the COVID-
19 physical distancing measures, classes in some schools were divided into two or three 
depending on school enrolment to ensure that learners would sit at least one metre apart in 
classrooms. These groups also alternated school attendance in blocks of one week per group. 
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Without coaches visiting schools, teachers could not focus on the SLPs and inconsistently 
implemented lessons learnt from coaching.  

To mitigate against the effects of COVID-19, coaches resorted to communication using 
WhatsApp platforms with teachers. SMT members who received tablets could also use them 
for communication and to store and use materials for teaching.   

Lesson learnt 

Project monitoring through school visits and class observations are key to ensure teacher 
fidelity to structured lesson plans. Not following the SLPs when coaches could not visit the 
schools put the project at risk of not being sustainable once coaches’ support ended at project 
close out. The success of a project also hinged on effective communication among partners 
and beneficiaries. Although WhatsApp communication helped in monitoring and 
communication between coaches and teachers, it could not fill the gap left by face to face 
interactions.  

Although the tablets given to the SMT members were also meant to encourage computer 
literacy and ease communication, the extent to which this was successful could not be 
measured as the project ended soon after distributing these tablets.  Nonetheless, it is 
noteworthy that the tablets demonstrated that the RSP ended with capacity strengthening of 
the SMT. While it is important to encourage communication over WhatsApp in coach-teacher 
interactions, the unavailability of functional devices for such communication needs not be 
assumed but ascertained for active and impactful communication. Some teachers did not have 
these devices and/or data. 

Context specific work modalities can mitigate the effects of the pandemic through resorting to 
new work systems. The COVID-19 challenge also presented some positive effects. The social 
distancing measures in class reduced class sizes in schools which increased interaction and 
attention to children with slow learning abilities. 

Recommendation 

We recommend strengthening alternative and affordable communication systems in schools 
during the COVID-19 pandemic. These may include the use of WhatsApp for monitoring and 
evaluation of the project while working remotely.  

 

3.13 Supporting teachers to deal with differential learning capabilities of learners  
 

Narrative 

During the RSP implementation, coaches realized that teachers faced the challenge of 
teaching large classes which also had learners with different capacities in learning. Classes 
with learners more than 60 were found to be challenging to fully implement the lessons that 
teachers learnt from coaching. As expected, some learners were slow in learning while others 
were quick in learning. Coaches felt that although lesson plans developed by Oxford University 
had activities for high/fast achievers, average and slow achievers, this was not enough to 
address the extent of the challenge in large classes. On the other hand, materials developed 
by Molteno were viewed by coaches as missing the component of how to assist learners with 
learning difficulties and low achievers. Treating all learners in the same manner posed some 
learning challenges to those who had learning difficulties. 
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Lesson learnt  

Teaching and learning materials must cater for differences in learning among learners. This 
helps to address difficulties in learning which vary across learners. Where materials were not 
customized for learners with difficulties in learning, the challenge was not consciously and 
systematically addressed as each teacher used ways that they thought were best for the 
learners. Although this provided a platform for teachers to innovate in class by coming up with 
interventions to address varying learners’ difficulties, it however brought with it differences in 
how teachers would innovate across project schools. The coming of COVID-19 social 
distancing measures in classrooms enabled dividing classes into smaller groups which 
positively allowed teachers to give additional attention and time to learners with learning 
difficulties. With smaller classes teachers were able to activate differentiated learning methods 
that took cognisance of varying cognitive levels, but this demanded extra effort.  

Recommendation 

We recommend adding and strengthening detail in the LTSM particularly the AHL materials 
on how to help children with difficulties or slowness in learning. 

 

3.14 Inter/intra Teacher movement and project delivery and sustainability 
 

Narrative 

The implementation of the project in the two districts faced some challenges associated with 
inter and intra movement of school and teachers in different ways. For example, there were 
teachers transferring from one school to the other, retiring from the service, going on sick 
leave or new teachers joining the implementation schools, grades or classes. It was also noted 
that replacing a teacher who exited the system or left a school took a couple of months in 
some schools which presented a gap in coaching, teaching and learning. Coaches also 
reported schools rotating teachers’ grades at the beginning of a new teaching and learning 
year causing some micro instabilities in the RSP delivery at the school level. To mitigate the 
effects of teacher movements the project requested principals that teachers who received 
coaching keep their classes/grades for the duration of the project for sustainability purposes. 
Where this was not possible coaches visited schools and provided induction to new teachers 
and/or asked the HODs to induct new teachers upon taking over intervention classes. Some 
teaching resources were lost or not being accounted for properly as outgoing teachers were 
not always handing over all the materials they had to the incoming teachers.  Learner instability 
in the system was also observed as a challenge in addition to teacher instability. Learner 
absenteeism was also observed. This worsened during the COVID-19 period. To mitigate 
against learner absenteeism teachers gave homework to the absenting learners to catch up.  

Lesson learnt 

Losing coached teachers during project implementation creates project implementation gaps 
and threats to meeting project targets. Swift and strategic responses to manage these gaps 
are required. For example, additional human resources such as having an additional floating 
coach or allowing head coaches to take up some additional workloads from coaches may 
provide relief to manage such challenges. The RSP applied few strategies to mitigate the 
effects of teacher and learner movements. Coaches went an extra mile to ensure that new 
teachers were inducted and oriented correctly and in time to avoid gaps in the teaching and 
learning. Running a project in schools is bound to have teacher movement challenges. The 
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project provided solutions formulated by working together with the schools. Adaptations are 
an unavoidable part of any project and as such must be prepared and implemented for the 
success of a project.  

Recommendation 

We recommend  developing a strategy to mitigate the effects of teacher and learner 
movements that affect project implementation including not moving teachers from grade to 
another during project implementation, developing a catch up strategy to induct new teachers 
onto the project. 

 

3.15 School materials distribution 
 

Problem 

The project relied on Scripted Lesson Plans and other literature in form of books for use by 
teachers and learners. Literature were developed by Molteno and Oxford University. At the 
beginning of the project, the distribution of these books delayed at some schools and there 
was oversupply at other schools while some schools received fewer books than ordered or 
needed. This delayed and inconvenienced teachers in their work in some schools. One of the 
reasons for this problem was that books were distributed both at the teacher training venues 
and at schools without proper accounting. Sometimes teachers did not communicate their 
needs adequately. Some coaches did not sign teachers upon receiving materials while other 
teachers from non-intervention schools signed for books at the workshops leading to under 
supply (or over supply) at the intervention schools.  

As a mitigating factor, Molteno and Oxford University therefore resorted to packing books 
according to each school’s recalculated and verified needs. Secondly, teachers developed 
some mitigatory ways to address the problem of inadequate books at the affected schools. 
While waiting for the delivery of the books, some schools made duplicate copies of the original 
materials for their learners. Although this came at an unbudgeted cost to the affected schools 
it helped to ensure that the schools did not delay teaching and learning. 

Lesson learnt 

Planning the delivery of project activities and accounting for project resources is needed to 
avoid over and undersupply of resources which inconvenience intervention delivery. It also 
helps to save time and avoid losses in the system. 

Recommendation 

We recommend developing a plan for all resources needs and distribute materials following a 
defined plan and strategy. 

 

 Concluding remarks 
 
The Reading Support project was an innovative system strengthening project that sought to 
improve the reading skills of Primary Grade Learners in African Home Languages (AHLs) and 
English as a first additional language (EFAL). The project went through a collaborating, 
learning and adaptation stage in the inception phase. This saw changes from which many 
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lessons were learnt. Some innovative systems were implemented with success and many 
lessons were learnt both from positive successes and areas of improvement. Notable lessons 
learnt include aligning design changes to budgets, evaluating the project following systematic 
research methods, building stronger stakeholder relationships for project success, allowing 
room for teachers to innovate while following the scripted lesson plans. Lessons were also 
learnt from the communication challenges that faced the project, monitoring and evaluation 
challenges, negotiating time schedules in managing work processes during project 
implementation. 
We recommend continued strengthening of stakeholder relations, learning and adapting to 
new evidence while implementing projects, developing and strengthening relevant 
procedures, standard operating procedures to guide project implementation.  
 
 

 Appendix 
 

5.1 Timelines 
 

Activity Responsibility Date/duration 

Proposal development SS, RSP staff Nov-3 Dec 2020 
KII Coach #1 SS 4-8 Dec 12 noon 
FGD 1 & 2 SS 9-10 Dec   
KII Coach #2 SS 11-14 Dec  
Meetings and Interviews with project 
managers 

SS, RSP staff Monthly 

Reading of project reports SS  1 Nov 2020 – 30 March 2021 
Data management  SS with RSP staff 4 -13 Dec 
Data Analysis SS, RSP staff 13 - 18 Dec 
Report writing SS 4 Jan - 15 Feb 2021 
Comments on report RSP staff 16 - 28 Feb 
Submission of report on lessons learnt SS 20 March 2021 
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5.2 Interview guide/FGD guide core questions 

 

1. What were your best moments in the Reading Support project? What makes this your best 
moment? 

2. What were your challenging moments in your work in the RSP? What do you think must 
have been done to avoid this? What solutions were given? 

3. In your view, what must be retained in the project if it is to continue or implemented in 
another district? Why do you think so? 

4. What do you think must be done differently if the project is to continue or rolled out in 
another district? 

5. What do you think is the stakeholders’ view of the success or failure of the project? 
a. Why do you think so?  
b. Probe: 

i. schools 
ii. DBE 
iii. FPD 
iv. Molteno 
v. Oxford  
vi. VSO 
vii. Others? 

6. What do you think were the best decisions implemented by the RSP management? What 
do you think the management should have done differently for the success of the project?  

a. Why do you say so?  
b. Probe 

i. Chief of party 
ii. M+E 
iii. Support staff 
iv. Fellow coaches 

7. What are the greatest lessons that you learnt in this project? 
a. What new knowledge did you gain from this project? 
b. What lessons did you learn in a negative way?  
c. What unexpected lessons did you learn from this project? 
d. What did you think other key players learn from the project?  

8. What lessons did you learn about the timing and time management in the project? Was 
time adequate at each stage/training, follow ups, turnaround, mitigating factors? What 
would have required more time and why? 

9. What lessons did you learn about the availability of project resources (funds, books, 
training facilities, travel/allowances, distribution of school resources, etc. Probe how they 
were availed, timing, accounting, mitigating issues 

10. How were the relations with stakeholders initiated, managed and maintained? Probe for 
ways used to address conflicts/challenges with stakeholders/participants 

11. Project monitoring and evaluation: What successes were made through M+E? What 
required different ways of monitoring progress in schools 

12. What did you learn in the development of the project material?  
a. Probe for lesson plans? 

i. Probe timing and punctuality and readiness of material 
ii. Probe involvement of stakeholders 
iii. Probe relevance of materials 
iv. Probe flexibility and user-friendliness of materials 
v. Probe feasibility and fit for environment of the materials 
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13. What lessons stood out in establishing the buy in of stakeholders? 
a. How did school heads support the project? 
b. What lessons did you learn about school heads in supporting the project? 

 
14. Fidelity to training protocol: To what extent were project players meeting deadlines, 

milestones, attending prescribed meetings/trainings? 
a. What challenges were faced in following protocols?  
b. Probe for: 

i. Coaches 
ii. Teachers 
iii. Management 
iv. Schools 
v. Principals 
vi. Etc 

 
15. Communication. What did you learn about communication is this project? What must be 

improved on and what must be sustained? 
 

16. Probe communication with schools, teachers, management, learners, DBE, etc 
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1. Background and context 

The overarching goal of the Reading Support Project (RSP) is to improve the reading skills of 

Foundation Phase (Grades 1, 2, and 3) learners in Home Language (Setswana) as well as in First 

Additional Language (English) in the North West province. The project objective is to improve 

language and literacy content knowledge and pedagogy of Foundation Phase teachers in both 

languages / subjects through the provision of a structured learning programme via training of the 

teachers, the provision of a standard minimum viable package of LTSM (LTSM: Readers, Big Books, 

structured Lesson Plans per term, Flashcard Packs per term and other teaching and learning aids), 

and on‐site coaching (support to teachers by trained literacy coaches).  

The project is being implemented in 258 schools which include both coaching and non‐coaching 

schools in the Dr Kenneth Kaunda and Ngaka Modiri Malema districts of the North West province. 

The intervention targets Principals / Deputy Principals, Foundation Phase (FP) Head of Departments 

(HODs), FP teachers in Grades 1, 2, and 3 in the selected schools. All teachers received just‐in‐time 

training during the start of every school term, where they were trained on structured learning 

practice and provided with LTSM. Additionally, teachers in 140 of the target schools received on‐site 

coaching from trained literacy coaches. 

Principals / Deputy Principals and HODs in 79 of these schools received training on Cultivating 

Leadership for reading literacy improvement. Further to this, a sample number of schools also 

received classroom libraries to ingrain a reading culture in the schools (readers that learners could 

take home to support “reading for enjoyment”). 

The schools were selected by the National Department of Basic Education (NDBE), based on the 
following criteria: (1) Quintile 1, 2, and 3 schools with Setswana as Language of Learning and 
Teaching (LOLT); (2) no multi‐grade schools; and (3) schools where no other literacy intervention 
programme was implemented. 
 
The intended outcomes of RSP include the following: 
1. Improved quality and use of LTSM for African Home Language as well as English First Additional 

Language in the Foundation Phase grades. 
2. Increased competency and improved practice of Foundation Phase teachers to teach in AHL and 

EFAL through coaching and training of teachers. 
3. Increased capacity of Curriculum Advisors (CAs) / Subject Specialists (SSs) to support Foundation 

Phase teachers in language and literacy in African Home Language as well as English First 
Additional Language. 

4. Increased capacity of Principals / Deputy Principals and HODs to support primary grade teachers 
in language and literacy teaching in African Home Language as well as English First Additional 
Language. 
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1.1 Problem statement and site of delivery 

This report provides an overview of the activities and outcomes delivered by Oxford University Press 
South Africa (OUPSA, through its Institute of Professional Development for Educators) as a 
consortium partner (in collaboration with the Foundation for Professional Development and the 
Molteno Institute for Language and Literacies) for the implementation of the Reading Support 
Project – specifically pertaining to the contracted focus on improving literacy teaching and learning 
for English First Additional Language.  

The primary focus is reporting on Phase 2 of the RSP (the implementation of the so‐called “triple 
cocktail” literacy intervention strategy) in Dr Kenneth Kaunda and Ngaka Modiri Malema districts of 
the North West province during the period January 2019 to December 2020.  

As a secondary focus, the outcomes of Phase 1 of the RSP (the so‐called “pilot” project, 
implemented in Dr Ruth Sekgomotsi Mompati district of the North West province, during 2017 and 
2018) will be highlighted. 
 

1.2 Pilot phase and lesson learnt  

Phase 1 of the Reading Support project – also referred to as the “pilot project” – was initially 
implemented in Dr Ruth Sekgomotsi Mompati district in North West province during 2017 and 2018. 
The project involved meticulous conceptualization, design, development and implementation of a 
blended learning programme, targeted at improving reading performance through the upskilling of 
Heads of Department (HODs) in the Foundation Phase. Phase 1 was designed as a biliteracy 
intervention model, focusing on both Home Language (Setswana, implemented by Molteno) as well 
as First Additional Language (English, implemented by OUPSA).  

The design of a biliteracy course (including the development of content, pedagogy and instructional 
modules) was accomplished through close collaboration between OUPSA and Molteno. This 
approach ensured alignment in the material development as well as the delivery to the end user. 

The audience / end users for Phase 1 were the Heads of Department (HODs) of the participating 
schools. OUPSA and Molteno (as literacy experts) had complete control by being responsible for the 
design, the development of the content, and the delivery to the end user via direct training. 

The blended model refers to the mode of delivery: (1) modularised course content was made 
available on an online platform and HODs had access to the platform through tablets supplied to the 
them by the project; and (2) contact face‐to‐face training sessions in a PLC (Peer Learning 
Community) environment where the training was delivered by OUPSA and Molteno directly to the 
HODs. (FPD was responsible for the procurement and distribution of the tablets and organised the 
logistics during PLC sessions and the availability of data.) 

The only cascading in this model was on school level, where HODs was responsible to share the 
required knowledge with their fellow teachers. This cascading was supported by volunteers (then 
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supplied by Volunteer Services Overseas (VSO) who initially formed part of the RSP consortium). 

The course was carefully designed, aligned to the CAPS curriculum, and structured into 6 units for 
EFAL that were aligned with the HL units to offer 6 integrated modules (see table below for an 
overview of the content). Before each module, participants were required to conduct a pre‐test 
assessment (this was done on the tablets, but in a controlled environment during the PLC sessions). 
In the course content, we strived to achieve a balance between theory, pedagogy, skills, and 
application through activities. The principles of instructional design were followed in the content 
design. Course content included instructional videos, a variety of application activities, additional 
reading, and available classroom resources. After the completion of each module, the required 
learning was assessed by a post‐test (also conducted in a controlled environment at the start of the 
next PLC session). 

Overview of RSP 1’s blended‐learning course content (unit’s with focus on skills and outcomes) 
 
MODULE 2: Classroom Environment, Teaching Methodology and Leadership  

Module 2, Unit 3: 
Speaking & listening as 
core skill in EFAL  

1. To explore the different learning styles of children and how these can be 
harnessed to teach listening and speaking skills in the EFAL classroom. 

2. To introduce ways to encourage and support children to speak English in the 
classroom. 

3. To understand the critical role that storytelling and related activities can play 
in teaching English as a First Additional Language (and how this differs across 
grades in the FP). 

4. To explore the difference between code‐switching, translating, rereading and 
retelling. 

5. To explore strategies for teaching listening and speaking skills across the 
curriculum. 

6. To provide HODs with concrete methods to ensure best practices for teaching 
speaking and listening skills in EFA in FP classrooms. 

MODULE 3: Teaching Using Phonics 

Module 2, Unit 3: 
Teaching Phonics in 
EFAL  

1. To provide guidance and practice on teaching phonics (consonants, short 
vowels, consonant diagraphs, blends, long vowels, diphthongs and other 
sounds). 

2. To explore and analyse classroom activities for teaching phonics in EFAL. 
3. To introduce strategies for decoding using phonics, word building and 

chunking. 
4. To look at how phonics can enhance learners reading and comprehension 

across grades. 
5. To guide HODs in supporting teachers to teach English phonics and how and 

where these differ to HL. 

MODULE 3: Vocabulary Building, Sentence Structure, Planning and Monitoring 

Module 3, Unit 4: 
Teaching Vocabulary 
Building in EFAL  

1. To understand how and why vocabulary building in EFAL is important. 
2. To develop teaching strategies and classroom activities for vocabulary building 

(sight words, word walls etc.) and how these scaffolds across grades. 
3. To help HODs monitor teaching practices to develop vocabulary and language 

skills across the curriculum. 
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MODULE 4: Reading, Fluency and Assessment 

Module 4, Unit 3: 
Teaching Reading 
Methodologies in EFAL  

1. To understand why shared reading is an important methodology for EFAL 
reading instruction. 

2. To introduce key aspects and steps when using shared reading and how to 
adjust practice per grade. 

3. To explore how children learn vocabulary through shared reading. 
4. How to plan an EFAL shared reading lesson. 
5. To understand the purpose of group guided reading and why it is important for 

EFAL reading instruction. 
6. To introduce key aspects and steps when using group guided reading and how 

to adjust for G2 and 3. 
7. To explore how children can practice decoding strategies during group guided 

reading. 
8. How to plan an EFAL group guided reading lesson. 
9. How to do paired and independent reading. 

MODULE 4: Reading and Comprehension, Multi‐ability Classrooms and Change Management 

Module 4, Unit 3: 
Teaching Reading 
Comprehension in EFAL  

1. To review strategies to teach reading comprehension.  
2. To review reading in multiple languages and additive bilingualism, as well as 

how reading can support additive bilingualism. 
3. To present and share effective motivational comprehension tasks. 
4. Using stories to develop key comprehension strategies (linking to prior 

knowledge, making meanings and connections, predicting, summarising, 
making inferences, etc.) 

5. To review reading techniques as opportunities to develop LAC (vocabulary 
building, oral language development, academic learning). 

6. To introduce/review types of comprehension questions. 
7. Link to relevant section/s of LTSM Support Handbook 

MODULE 5: Writing, Productive Language and Data Management 

Module 5, Unit 3: 
Teaching Writing in 
EFAL (and how it links 
to reading)  

1. To understand the role of translation in speaking and writing as part of 
additional language development. 

2. To understand how reading and writing can be taught together and how this is 
scaffolded across the grades. 

3. To understand how learners can use reading ability in EFAL to support writing 
ability. 

4. HODs will understand CAPS expectations in terms of writing in EFAL, and be 
able to contextualize expectations in comparison to Grade 4 requirements in 
LOLT. 

OUPSA and Molteno also co‐designed and conducted training for Subject Specialists in Dr Ruth 
Sekgomotsi Mompati district before each PLC and Subject Specialists were encouraged to attend 
PLCs to support participants.  

As part of the course design, HODs were required to complete assignments (involving application of 
skills by imparting it with their fellow teacher in the respective schools). These assignments 
contributed to a Portfolio of Evidence at the end of the programme. Each participant had to 
complete two separate portfolio (one for Setswana HL and one for English FAL) that were assessed 
by the literacy experts at OUPSA and Molteno.  
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Based on the successful completion (results for all pre‐ and post‐tests as well as Portfolios of 
Evidence), a Certificate of Completion was awarded to participants, earning them 45 CTPD points 
(Continuous Professional Training and Development points), endorsed by the SA Council of 
Educators (SACE). A total of 73 HODs out of 80 participants, finished the course successfully – a very 
high completion rate considering the effort, time, and motivation required (as well as the fact that 
learning partly online via content on tablets was a learning curve for most participants). 

  

Phase 1 of the project ended on a high note with an award ceremony that was attended by the 
HODs, Principals, as well as officials from the district and the province. 

See section 6 for an overview of results for the EFAL component of Phase 1 of RSP. 

The following 8 images (pages 7–10) provide a visual overview of the content (and categories of 
content) that was developed for the platform. 
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1.3 Revisions made to the programme or activity / Pilot considerations 

Based on the need to align literacy interventions with interventions that form part of the National 
Department of Basic Education (NDBE) broader strategy (and specifically the interventions managed 
and studied by the unit for Research Coordination, Monitoring & Evaluation), the RSP consortium 
engaged in a process which allowed for Collaboration, Adaptation and Learning (CAL) since 
November 2018.  

This involved the introduction of Coaching, the development of structured Lesson Plans for Home 
Language (for Setswana, by Molteno) and for First Additional Language (for English, by OUPSA), the 
configuration and supply of the best suitable minimum viable LTSM package (Readers and Big Books 
by Molteno and OUPSA respectively), the design and development of a Coaching training 
programme to train Literacy Coaches (on core methodologies and the delivery and support of the 
revised programme to teachers in participating schools), and the training of teachers by the Literacy 
Coaches. The learnings are based on research findings from EGRS which suggest that teachers who 
have been involved in a programme consisting of the “triple cocktail” – (1) receiving structured step‐
by‐step Lesson Plans; (2) the correct minimum viable package of components from a graded reading 
scheme; and (3) training and on‐site school support from Literacy Coaches – are more likely to follow 
routines that have a positive impact on learner’s abilities to acquire the right level of skills for 
reading in HL and FAL. 

The programme was also designed to cater for Subject Specialists being the integral part of the 
implementation of the project as they are the sustainability agents on local level in the province. 

The amended RSP 1 programme (as described in section 1.2 above) became an extension of EGRS and 
delivered as RSP 2 in Dr Kenneth Kaunda and Ngaka Modiri Malema districts of the North West 
province during the period January 2019 to December 2020. 
 

How the amended RSP intervention was intended to work 

Just‐in‐Time Teacher Training: Foundation Phase teachers in all 258 schools received just‐in‐time 
training prior to the start of each term, where they had training on structured learning via Lesson 
Plans, in both Setswana (AHL) and English (EFAL), conducted by the Literacy Coaches. The intention 
of the training was to improve teaching practices, to promote more effective pedagogical 
approaches in teaching reading, and to improve curriculum coverage and, ultimately, learner 
outcomes. (It is important to note that the delivery of this outcome was managed by FPD as they 
took responsibility for the management of the Literacy Coaches under their employment.) 

Provision of quality Learning and Teaching Support Material (LTSM): a comprehensive package of 
LTSM and CAPS‐aligned Lesson Plans were provided to all teachers with the aim to improve access to 
quality material and their use by teachers and learners in the classroom. The package included 
structured Lesson Plans, graded Readers, Big Books, and flashcards with theme vocabulary words 
and sight words for EFAL.  
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The EFAL Readers and Big Books were provided at the start of the project (January 2019). The Lesson 
Plans and Flash Cards were developed (and revised, with input by the Subject Specialists) per term 
and in time for the quarterly roll‐out of the training of Literacy Coaches and Teachers. It is important 
to note that the cycle of development and improvement of Lesson Plans was repeated throughout 
the programme, i.e. the 2020 versions of Lesson Plans for each term went through two rounds of 
review and improvement.  

 

Training of Subject Specialists: the group of Curriculum Advisors / Subject Specialists in Dr Kenneth 
Kaunda and Ngaka Modiri Malema districts (both for Setswana and for English) were subject experts 
that demonstrated high levels of competency and many years of experience. The initial envisaged outcomes to 
focus on improving capacity building for Subject Specialists (on their roles and responsibilities as literacy 
coaches and on approaches for effectively fostering bi‐literacy outcomes) were accomplished not 
through formal training, but rather via close collaboration in working with Molteno and OUPSA 
during the termly revisions of draft Lesson Plans. The Subject Specialists became true partners in RSP 
and their involvement and buy‐in benefitted the programme greatly. (More formalised training 
manifested in the UNICEF literacy programme, that was offered through Molteno during 2020). 
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Coaching: on‐site support by Literacy Coaches to the portion of schools selected for this part of the 
intervention. In this regard, 16 coaches were recruited and selected to be an integral part of the 
revised model. The aim was to support teachers to implement the structured Lesson Plans in the 
classroom and to support them through needs‐based workshops, lesson observation in the 
classroom, and demonstrations and general one‐on‐one individual support. OUPSA and Molteno was 
involved in the training of the coaches in the required subject and other skills. The coaches were 
recruited and managed by FPD and the support to teachers was controlled by FPD (FPD as lead 
partner in the RSP consortium is best positioned to report on this aspect of the intervention). 
 

2. Partners information – brief overview 
 

Activity Name:  Reading Support Project 

Activity Start Date & End Date:  1 November 2016 – 30 October 2020 

Award Number:  AID‐674‐A‐16‐00007 

Name of Subcontractors /  
Sub awardees: 

Molteno Institute 
Oxford University Press – South Africa 
Voluntary Services Overseas (VSO)* 

South African Institute for Distance Education (SAIDE)* 

Major Counterpart Organizations:  Department of Basic Education (DBE) 

Geographic Coverage  

(cities and or countries) 
North West Province (3 educational districts) 

Reporting Period:  January 2019–December 2020 

* VSO and SAIDE was not part of the consortium to the end. FPD is best positioned to comment on 
this, if required. 
 
Oxford University Press South Africa – “Committed to transforming lives through education” 
 
We are a proudly South African organisation. Oxford University Press South Africa has been rooted 
in South Africa for over 100 years. We are committed to advancing education on the African 
continent for the next 100 years and beyond. We believe that every South African child deserves a 
quality education, so we make our learning materials as accessible and affordable as possible, in a 
variety of official languages. We also aim to promote inclusivity and equality in all our learning and 
teaching materials, whilst working against stereotypes and discrimination. Wherever possible, we 
use local experts and suppliers to develop our materials, because we know that they understand 
South African people, curricula and languages. However, our vast global footprint provides us with a 
wealth of best practice to harness and apply locally. 
 
Making an impact through education is at the heart of everything we do. All our surplus income goes 
back into education, research and scholarship for South Africa, Africa and the world. Our unique 
shareholding partnership with The Mandela Rhodes Foundation provides bursaries for tertiary study 
to current and future generations of young Africans from all over the continent. 
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We bring expert solutions to South Africa’s educational challenges. We are committed to partnering 
with education specialists, teachers, and officials to provide solutions to training, learning and 
teaching challenges by: 

 Focusing on the foundation upon which all other learning takes place: Over the years, we’ve 
helped millions of South African children learn to read, and to love reading. Our team of 
classroom and subject experts develop a wide range of market‐leading literacy material in print 
and digital format, backed up by in‐depth classroom research. We are South Africa’s number 
one publisher of literacy materials and dictionaries. 

 Making learning materials accessible to all: In partnership with local experts and authors, we 
have published more than 10,000 books in 11 languages. Our vast range of affordable textbooks 
and resource materials are developed and published specifically for the South African market 
and context. They take cognizance of the fact that learners in most South African classrooms 
have vastly different mother tongues, cultural backgrounds, abilities and paces at which they 
learn. 

 Supporting teachers to achieve their education goals: We provide superior quality teacher 
training, pedagogically sound teaching materials, and expert professional development 
opportunities, for improved teaching and lifelong learning. 

 Embracing innovation: We know that the way in which people learn is constantly evolving. We 
are continuously investing in digital learning that is interactive, responsive and engaging, to 
foster 21st century skills. 

 Providing award‐winning service and support: Through award‐winning service and world‐class 
logistics, we ensure that the learners and teachers that use our books have them when they 
need them. We are committed to always providing an outstanding experience to all our 
customers, wherever and whenever they interact with our organisation. 

 
We are so much more than book publishers – we are your partner in education. We recognise that 
resource materials are only part of the solution to the challenges faced by the education sector in 
South Africa. Another key strategy to improve educational outcomes is to provide support to 
teachers through teacher training. For many years, Oxford University Press has been at the forefront 
of providing superior curriculum and content training to teachers across South Africa. We use 
subject experts to develop workshops and training modules that complement our learning material, 
to ensure that the teachers are equipped to use the books as effectively as possible in the classroom. 
Our workshops enjoy wide popularity: in the last 3 years more than 75,000 teachers nationwide 
attended more than 3,000 Oxford workshops and other training events, covering a variety of topics 
including reading pedagogy and methodology. 
 
Oxford University Press South Africa’s Institute of Professional Development for Educators has been 
delivering SACE endorsed courses since 2015, helping teachers and school managers advance their 
career development, improve their skills set, and earn CTPD points.  
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3. Key personnel at partners organisation level 
 

  Personnel    Position and Responsibility 

* Dr Rudi MR Venter  Project Director on Project for Oxford 

* Amanda van der Merwe  Project Manager on Project for Oxford (Jan 2017‐May 2020) 

* Lydia Reid  Project Manager on Project for Oxford (June 2020‐December 2020) 

Tasliem Fisher & Alrich Coetzee  Finance Director & Senior Commercial Analyst  
(responsible for Financial reporting) 

Hanri Pieterse  Managing Director for OUP Africa 

(responsible for checking and signing all formal documents) 

Shaun Slinger  Head of Technology and Operations Business Partnering – Africa 
(responsible for Manufacturing of LTSM materials) 

Gunther Wagner  Warehouse and Supply Chain Manager 
(responsible for Warehousing and Shipment of LTSM materials) 

Bambo Ntlabati  Ethics and Compliance Manager 
(responsible for Due Diligence, Compliance checks, ethical practice) 

Averlon Machoga  Education Consultant & Trainer for North West 
(responsible for training at PLCs during RSP1) 

** Lisa Willson  Literacy Expert, Master Trainer, Materials Developer 
(responsible for programme content and training of Coaches) 

* Only these individuals were regarded as key personnel and formed part of the “organogram” as per the 

agreement and budget. 

** This individual is not employed by OUPSA but was contracted as expert “consultant” / freelancer 

throughout the project. Other freelancers like the author panel, typesetter, designers, and illustrators are not 

listed here.  

4. RSP project intervention strategy and desired outcomes  

4.1 Key focus areas 

After the successful completion of all contractual obligations for RSP 1, the adjusted sub‐recipient 
modification, outlined the following as key focus areas and activities for OUPSA’s involvement in  
RSP 2: 

 Development of Lesson Plans and resources that are CAPS aligned for EFAL.
 The development of a training programme for the Literacy Coaches for EFAL.
 The training of the Literacy Coaches for EFAL (to enable them to cascade training to Teachers).
 The ensure the timeous delivery of high quality LTSM materials (Readers and Big Books) as per 

the minimum viable package requirements to support EFAL. 
 Liaison and collaboration with all stakeholders and partners (including the NDBE, the funder, 

Subject Specialists, FPD, and Molteno).
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5. Programme development strategy 

This section of the report briefly outlines the processes followed for the development of the EFAL 

Lesson Plans during 2019 and 2020. This includes an overview of the quality assurance procedures to 

ensure the Lesson Plans met the needs of teachers and learners in the project schools.  

A second pillar of the programme development involved developing the materials for training. 

Cascade training was implemented whereby coaches received training from Molteno and OUPSA on 

a termly basis. Coaches then rolled out the training to teachers from the project schools. Molteno 

and OUPSA collaborated on developing the training programmes for all coach training sessions with 

both partners responsible for the development of training materials in their respective domains, i.e., 

Molteno developed the Home Language materials for the coach and teacher training and OUPSA 

developed the materials for EFAL coach and teacher training.  
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5.1. Material development process 

The initial brief was to adapt the existing EGRS EFAL Lesson Plans so that they were aligned with the 

Aweh! reading materials supplied to the project schools. Careful consideration was taken to ensure 

the Lesson Plans were CAPS compliant and that reference to the DBE Rainbow Workbooks was 

included. The developers also ensured that the methodologies and approaches reflected evidence‐

based practices.  

Summary overview of how development of materials was undertaken: 

 Just‐in‐time development and delivery per grade and per term for the development of the 2019 

and 2020 versions of the Lesson Plans. 

 Iterative process with development – feedback from reference group (the Subject Specialists) – 

revision. 

 Revisions also considered feedback in other evaluation reports, comments from Coaches, 

comments from teacher training. 

 

5.2. Quality assurance 

To ensure the quality of the Lesson Plans, termly meetings were held with the EFAL reference group. 

This group consisted of EFAL Subject Specialists in the province. Final drafts of the lesson plans for 

each grade were sent on a termly basis to members of the reference group. Termly reference group 

meetings were held. These meetings took place over 2 days to allow adequate time for the reference 

group members to review the lesson plans for each grade and to provide constructive feedback and 

recommend changes to improve the quality of the materials.  

The first reference group meeting took place in January 2019, however, the feedback was not 

implemented due to time constraints and pressure to have the Lesson Plans ready for the start of 

the school year. The developers took notes, and these were used to inform structural changes to the 

Term 2 to 4 Lesson Plans in 2019. The developers were finally able to implement this feedback when 

the decision was taken to revise the 2019 Lesson Plans for 2020. The developers and reference 

group members were able to establish a successful collaborative relationship. This resulted in 

incremental improvements during the 2020 revision of the Lesson Plans. The diagrams below 

illustrate the process and dates of the EFAL reference group meetings during 2019 and 2020. 
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The feedback provided by the reference group members required some changes in general terms 

and to the specific learning areas in the Foundation Phase EFAL curriculum, namely Listening & 

Speaking; Phonics; Writing, Reading & Viewing; Language use. These are summarised below. 

 

General changes: 

 Reduce from 10 to 8 weeks cycle per term. 

 100% alignment / match with SBA guidelines.  

 Time‐tabling to align with Home Language and Mathematics. 

 Lesson preparation templates and examples to be developed and included. 

 Include information on Paired and Independent Reading methodologies in Core Methodologies 

introduction section and add guidance in lesson plans for implementation. 

 Simplify levels. 

 

Listening & Speaking: 

 Question of the day (later reduced to cover other Listening & Speaking outcomes). 

 Theme vocabulary words (reduce, reuse, recycle). 

 Include pictures for Grade 1 theme vocabulary flashcards. 

 

Phonological and Phonemic Awareness & Phonics: 

 Balance between songs, rhymes and poems. 

 Consolidated phonics programme to match North West approach and create better fit for HL 

(content and sequencing). 

 Formalise Friday spelling tests. 

 

Writing: 

 Reuse and recycle writing frames more frequently. 

 Simplify Grade 3 writing lessons. 

 

•13‐14 
Mar 
2019

•10‐11 
Jun 
2019

•Mid‐Jan 
2019

•29‐30 
Aug 
2019

Term 4 
2019

Term 1 
2019

Term 2 
2019

Term 3 
2019 •28 Feb‐

6 Mar 
2020 
Virtual 

•26 Jun 
ATPs & 
10 Jul '20 
Virtual

•2‐3 Dec 2019•1‐2 Oct 
2020 
Virtual

Term 4 
2020

Term 1 
2020

Term 2 
2020

Term 3 
2020
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Reading & Viewing: 

Shared Reading 

 Selection and teaching of sight words (only High Frequency words). 

 Stretching Big Book over 2 weeks in Grades 1 to 3. 

Group Guided Reading 

 Guidelines for below average ability reading groups. 

 More guidance on using word attack strategies. 

 

Language use: 

 Offer more practice exercises in Grade 3. 

 Adjust some instructions for clearer guidance. 

 

5.3. Training of coaches  

Over the 2 years period of implementation, the service providers (Molteno and OUPSA), developed 

and facilitated the training courses with the coaches. This training was cascaded to the teachers 

from the project schools by the coaches.  

Training took place on a termly basis. The primary focus of the training was to orientate the coaches 

to the Lesson Plans and underpinning (and reinforcing) the key methodologies. The secondary focus 

was to prepare the coaches to present and facilitate the training with the teachers.  

 

Coaches received individualised, detailed, and constructive feedback after each dry‐run – see 

Annexure 12.3 for a copy of the “Coach Training Observation Feedback Tool” that OUPSA developed.  
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Training topics for the 2019 and 2020 Coach training programmes are listed in the two tables that 

follow.  

 

2019 EFAL Coach Training topics: 

Term  Key topics covered in termly coach training during 2019 

1   Core methodologies (Listening & Speaking, Phonics, Shared Reading, Group Guided 

Reading, Writing) 

 Principles of adult learning; Conflict management 

2   Overview of Term 2 Lesson Plans (resources, time allocations and weekly routines, 

tracker) 

 Overview of themes, phonics, reading texts and writing 

 Core methodologies: Shared Reading, Group Guided Reading 

 Deep dives: Teaching theme vocabulary, sight words, assessment 

3   Overview of additional Grade 3 readers 

 Distributing Lesson Plans and LTSM 

 Key changes to lesson plans (8 weeks cycle, illustrated theme vocab cards for Grade 

1, question of the day) 

 Deep dives: Group Guided Reading (demo lessons / 3 scenarios application task); 

Shared Reading in Grade 1, teaching sight words, lesson preparation 

4   Distributing Lesson Plans and LTSM 

 Overview of Term 4 (what is new?) 

 Quiz on content covered 

 Deep dives: Lesson preparation, SBA guidelines, Paired and Independent reading, 

ideas, and tips for school‐based workshops 
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2020 EFAL coach training topics: 

Term  Key topics covered in termly coach training during 2020 

1 

(Dec 

2019) 

 Distributing Term 1 Lesson Plans and LTSM; Overview of Term 1 2020 (what is 

new?) 

 Deep dives: Unpacking challenges related to Group Guided Reading and finding 

solutions, Grade 2 and Grade 3 Group Guided Reading simulation, supporting 

teachers in Term 1 (creating a positive learning environment, improving classroom 

management, differentiation, reflective teachers) 

2 

(Mar 

2020) 

 Distributing Term 2 Lesson Plans and LTSM; Overview of Term 1 2020 (what is 

new?) 

 Deep dives: Reflections on Group Guided Reading – are we overcoming the 

challenges?; role of the teacher in the reading process and identifying barriers in 

learning how to read; the importance of feedback; attention getters, energisers 

and brain breaks. 

3 

(Jul  

2020) 

 Distributing Term 2 to 4 2020 Lesson Plans; Baseline assessments for Grades 1‐3 

 Trimmed ATPs 

 Successful intervention strategies 

4  

(Oct 

2020) 

 Feedback and reflections from the field 

 Using baseline assessment data to inform intervention strategies 

 Implementing ATPs using RSP resources 

 Overview of revised Term 4 lesson plans 

 Supporting teachers and ATP implementation 
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5.4. Professional Development of Literacy Coaches [additional value added] 

Due to the unprecedented impact of the Covid‐19 pandemic, the project came to a pause during the 

initial hard lockdowns. During this time, the materials development and reference groups (albeit 

virtually) continued. However, there was a definite need to support coaches for the continuation of 

their duties. In August 2020 Oxford contracted an expert freelancer to develop a tailored Leadership 

& Management course specifically for the Literacy Coaches. This was aimed at improving their skills 

(as part of their over‐arching professional development), but the course had a strong focus on 

motivation as well. Other aspects included communication strategies that they can apply when they 

return to schools and have contact with teachers again. This training was welcomed by the coaches 

and was well attended. The short course was conducted over 2 days and participants who attended 

the full course received Certificates of Completion, by OUPSA’s Institute of Professional 

Development, with and allocation of 30 CTPD points, endorsed by SACE. 

6. Results: statistical information / research on impact 
 

The below graph provides an indication of the success of participants in the EFAL component of RSP 

1. Note the significant improvement in the following skills: EFAL Phonics, EFAL Reading 

Methodologies; and EFAL Reading Comprehension. 
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Oxford University Press South Africa is not in a position to supply any statistical information on the 

impact of RSP 2 on the improvement of teacher’s skills. For any queries in this regard, FPD will be 

able to advise as they took responsibility for managing the Coaches who delivered the teacher 

training and supported teachers.  

In addition to our contracted obligation, OUPSA (through its department for Impact Research based 

in the United Kingdom and endorsed with research frameworks by the University of Oxford), 

designed and conducted an impact evaluation of some EFAL components in the RSP project during 

February 2020. The full research report on this “perceptions of impact study” is attached to this 

document as Annexure 12.4.  
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7. Progress against milestones  

The graphic below depicts the key milestones for the EFAL aspect of the programme development. 

 

8. Overall project achievements based on the project outcomes  

In terms of materials development the tables below list the deliverables provided during 2019 and 

2020.  

EFAL Lesson plans and associated LTSM developed and delivered per term during 2019: 

  Grade 1  Grade 2  Grade 3 

Term 1   EFAL Grade 1 Lesson 
Plan 2019 Term 1 

 Theme Vocabulary 
Flashcards 

 

 EFAL Grade 2 Lesson 
Plan 2019 Term 1 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2019 Term 1 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 
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  Grade 1  Grade 2  Grade 3 

Term 2   EFAL Grade 1 Lesson 
Plan 2019 Term 2 

 Theme Vocabulary 
Flashcards 

 

 EFAL Grade 2 Lesson 
Plan 2019 Term 2 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2019 Term 2 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

Term 3   EFAL Grade 1 Lesson 
Plan 2019 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 2 Lesson 
Plan 2019 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2019 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

Term 4   EFAL Grade 1 Lesson 
Plan 2019 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 2 Lesson 
Plan 2019 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2019 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 

EFAL Lesson plans and associated LTSM developed and delivered per term during 2020: 

  Grade 1  Grade 2  Grade 3 

Term 1   EFAL Grade 1 Lesson 
Plan 2020 Term 1 

 Theme Vocabulary 
Flashcards 

 

 EFAL Grade 2 Lesson 
Plan 2020 Term 1 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2020 Term 1 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

Term 2   EFAL Grade 1 Lesson 
Plan 2020 Term 2 

 Theme Vocabulary 
Flashcards 

 

 EFAL Grade 2 Lesson 
Plan 2020 Term 2 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2020 Term 2 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

Term 3   EFAL Grade 1 Lesson 
Plan 2020 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 2 Lesson 
Plan 2020 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2020 Term 3 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

Term 4   EFAL Grade 1 Lesson 
Plan 2020 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 2 Lesson 
Plan 2020 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 

 EFAL Grade 3 Lesson 
Plan 2020 Term 4 

 Theme Vocabulary 
Flashcards 

 Sight Word Flashcards 
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All materials developed for RSP (including all the versions of 2019 and 2020 Lesson Plans and 

Flashcard Packs, as well as all training materials and Power Point presentations developed for 

training can be accessed via the following link: 

https://drive.google.com/drive/folders/1Fde5sqQT427‐pDckvsA4EQ9EHdvp4tj1?usp=sharing. 

A comprehensive overview, showing the scope and sequence for key learning areas in the EFAL RSP 

course was finalised at the end of 2020. These overview documents include the following: 

 Overview of themes, songs, poems, and rhymes listed per week and organised per term for each 

grade. Theme vocabulary which are anchored in the theme and taught each week are also listed 

in this document. A distinction is made between new vocabulary words taught and words that 

are revised or recycled.  

 Overview of stories and sight words, covered in the story, are listed per week, and organised per 

term for each grade. Stories or non‐fiction texts are introduced in Shared Reading lesson (using 

Big Books for Grades 1 and 2). A slightly shorter version of the story or text is presented in the 

Readers to re‐enforce learning for that week. High frequency sight words were selected, and the 

overview shows the total number of sight words per term and which of these are revised or 

recycled.  

 Overview of the Phonics programme for EFAL across the Foundation Phase. Developed in close 

collaboration with the Subject Specialists and to ensure that appropriate sounds are introduced 

given Home Language sequencing.  

The overview documents can be accessed at the end of the 2020 versions of the Term 4 Lesson 

Plans for Grades 1, 2 and 3 respectively (also available on the Google Drive link provided above).  
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Coach and Teacher Training Materials developed for 2019 

For the first week‐long training session with the newly appointed coaches, the general topics in the 

training were jointly covered by Molteno and OUP. For the EFAL specific sections of the training, 

OUP developed seven separate Power Point slide decks with corresponding participant manuals. The 

topics and materials are listed in the table below.  

Post the Term 1 training a decision was made to develop specific Power Point slide decks per Grade 

in EFAL that the coaches could use when conducting the teacher training. These included detailed 

facilitation guidelines and notes. The specific EFAL materials developed for Terms 2 to 4 coach and 

teacher training are also listed in the table below. The actual 2019 EFAL coach and teacher training 

materials can be accessed at this link: 

https://drive.google.com/drive/folders/1zSCoVsRAjMj6dIEzrRLQfHYiafmo2ilU?usp=sharing. 

2019 
Terms 

Coach and teacher training materials 

Term 1  7 x Power Point slide programmes: 
1. Shared Reading 
2. Group Guided Reading 
3. Phonological awareness, phonemic awareness, and phonics 
4. Writing 
5. Learning in an additional language (concepts of additive bilingualism and role  
    of code switching) 
6. Conflict management 
7. Principles of adult education and planning a successful training event for  
    adult learners. 
7 x Participant Manuals: 
The above was supported by matching participants manuals for each topic. 

  Coach training materials  Teacher Training materials 

Term 2  1 x Power Point Slide programme 
covering training for EFAL 
1 x video on Shared Reading demo lesson 
3 x PDF copies of slides and 
comprehensive facilitation notes for 
teacher training (one per grade) 
1 x Practical Teaching – English First 
Additional Language [Foundation Phase – 
teacher resources]. 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 

Term 3  1 x Power Point Slide programme 
covering training for EFAL 
3 x PDF copies of slides and 
comprehensive facilitation notes for 
teacher training (one per grade) 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 
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  Coach training materials  Teacher Training materials 

Term 4  1 x Power Point Slide programme 
covering training for EFAL 
3 x Training notes/handouts 
3 x PDF copies of slides and 
comprehensive facilitation notes for 
teacher training (one per grade) 

1x Grade 1 Power Point slide programme  
1x Grade 1 training handout (word 
document) 
1 x Grade 2 Power Point slide programme 
1 x Grade 2 training handout (word 
document) 
1 x Grade 3 Power Point slide programme 
1 x Grade 1 training handout (word 
document) 
1 x Quiz details for coaches and rapid fire 
questions for EFAL 

 

Coach and Teacher Training Materials developed for 2020 

For the Term 1 training, additional assistance was provided to coaches in the form of printed 

Facilitation Manuals for the teacher training.  

The Term 2 materials were developed for face‐to‐face training. Careful emphasis and care were 

taken to develop a complete dry‐run that would include transitions between the various 

presentations to ensure efficient and effective use of time available and to offer the opportunity to 

the coaches to have a smooth dress rehearsal for the training. This training was planned for 23 to 25 

March 2020. Due to Covid‐19, the training was cancelled, and plans were put in place to deliver the 

training between 28 to 30 April, virtually or face‐to‐face depending on the lockdown regulations 

related to the pandemic. Despite the uncertainties around the time‐frames for on‐going or modified 

forms of lockdown regulations, OUP was confident that training could be delivered to the coaches 

virtually and offered to adapt the Term 2 coach training materials as virtual training options of 90 

minute or 2 hours workshops. In addition, various “How to guides” were developed to help teachers 

navigate the lesson plans due to reduced teaching time.  

The 2020 actual coach and teacher training materials can be accessed at this link: 

https://drive.google.com/drive/folders/1zSCoVsRAjMj6dIEzrRLQfHYiafmo2ilU?usp=sharing. 

2020  
Terms 

Coach training materials  Teacher Training materials 

Term 1  1 x Power Point Slide programme 
covering training for EFAL 
1 x Folder of handouts for training (For 
Jigsaw application activities) 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 
3 x Facilitation Manuals (one per grade) 

Term 2  1 x Power Point Slide programme 
covering training for EFAL 
3 x “How‐to catch‐up guides” – version 1 
3 x “How‐to catch‐up guides” – version 2 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 
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2020  
Terms 

Coach training materials  Teacher Training materials 

Term 3 
Jul  
2020  
 

1 x Power Point slide programme for 
Face‐to‐face training  
1 x Power Point slide programme for 
Virtual training (adapted from Face‐to‐
face training programme originally 
developed for Term 2) 
3 x Baseline assessments (one per a 
grade) and record sheets, group guided 
reading trackers  
3 x Trimmed ATPs in collaboration with 
Subject Specialists 
3 x overview documents (key concepts 
and content planned for 2020 EFAL 
lesson plans) 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 

Term 4 
Oct 
2020 

1 x Power Point Slide programme 
covering training for EFAL 
1 x Coach training Facilitator notes 
3 x Case Study handouts and application 
activity 

1 x Grade 1 Power Point slide programme 
1 x Grade 2 Power Point slide programme 
1 x Grade 3 Power Point slide programme 
Risk management tools 
Baseline Assessments 

 

9. Overall project challenges and remedial measures  

Coach Training 

Coaches were presumed to have an interest and expertise in literacy. Trainers, however, 

experienced that the understandings, theories and practical experience of coaches varied 

enormously. 

Although the scripted Lesson Plans and associated LTSM are based on CAPS teaching methodologies, 

the developers were aware that these involve substantial changes in traditional teacher practices 

(which have largely been whole class teaching). In addition, it was not known how many Foundation 

Phase teachers had already received prior training in First Additional Language teaching and the core 

reading methodologies, including Shared Reading, Group Guided Reading, Paired and Independent 

Reading. These challenges were addressed by repeated measures to re‐train on methodologies such 

as Group Guided Reading for reinforcement. The dry‐runs with the coaches were planned to 

sufficiently prepare coaches for the teacher training. These were structured so that coaches could 

receive feedback and suggestions on areas that needed improvement. Despite the benefit of having 

dry‐runs, the trainers noted that many coaches resisted this aspect of the training. 
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Covid‐19’s impact on the 2020 school year and implementation of RSP 

The Covid‐19 pandemic created both unforeseen and disastrous impacts on education delivery in the 

country. The shutdown of schools resulted in a critical loss of learning and teaching time as well as 

face‐to‐face training time and contact with the RSP coaches. Both OUPSA and Molteno mitigated 

these challenges by adopting a virtual contact and training proposal with the Literacy Coaches and 

Subject Specialists: we were able to continue the implementation of Coach training and Reference 

Group meetings virtually and used the time optimally to fast‐track the development of the 2020 

versions of the Lesson Plans. By the end of the initial hard lock‐down, we resumed with physical 

contact sessions. Additional value was added by the development and offering of the Leadership and 

Management course that encouraged and motivated the Literacy Coaches as they resumed their 

face‐to‐face contact with teachers. Another important mitigating measure was built on the close 

collaboration with the Subject Specialists. This collaborative relationship facilitated a bridge to 

competently mitigate the challenges underlining the development of a framework for reduced 

teaching time through adapting the Annual Teaching Plans (ATPs) while aligned to the RSP Lesson 

Plans in the North West Province. The relationships between OUPSA, Molteno, and the Subject 

Specialists was so strong by this time, that we could ensure strategic alignment between the 

“trimmed curriculum” / adjusted ATPs and the completion of the 2020 implementation of RSP. We 

were commended on this approach through feedback from the provincial leadership. The 

consortium partners adopted an agile virtual approach in terms of planning, communication and 

conducting meetings, and this was supported by our NDBE partner. 

Practical challenges for the transport and delivery of materials on time 

In the first year (2019) RSP experienced some challenges for the timeous and successful 

transportation, delivery and distribution of materials. With the benefit of OUPSA’s infrastructure 

(having existing Warehouse facilities and being able to access the most economic printing on scale) 

OUPSA could mitigate these challenges. The provincial RSP office also worked hand‐in hand with us 

and we can claim collective pride that we never missed a deadline for the availability and access of 

the RSP materials to our project schools. The distribution statistics show that the EFAL materials 

were distributed in the correct quantities and reached the required participants – with no wastages. 

10. Lessons learned and recommendations  

Lessons learned: The development of materials  

 The design decision to align to themes in DBE workbook was sound. 

 Just‐in‐time development of materials and delivery of not ideal. This was mitigated by the EFAL 

commissioning workshop with the author panel, hosted on 4–5 October 2019.  

 The design of the programme was carefully tracked by keeping the “master plan” planning 

documents continually updated. This proved to be very valuable for the adaptation of ATPs and 

are also available at the end of the Lesson Plans for Term 4 2020, for each Grade. 
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 Knock on effects of some decisions to make changes / adaptations impacted on development 

time. 

 Less is more: to removed additional activities and suggestions helps teachers to digest content. 

 

Recommendations: Imagining the “ideal” literacy intervention 

 The direct contact between the literacy experts responsible for material development and 

“master” trainers and the participants of the intervention (the teachers), as implemented in RSP 

1, could be improved via the development and maintenance of direct and real‐time “feedback 

loops” and mechanisms that will benefit the strategy of Collaboration, Adaptation and Learning 

(CAL) to enable adaptation and stronger impact. This is a function that needs to be initiated and 

managed by the lead consortium partner and the partner that manages the coaches.  

 Literacy Coaches are an essential element in offering on‐site and immediate support to 

consolidate outcomes of the teacher training. In addition, their value lies in addressing any 

misconceptions in the application of core reading teaching methodologies and the on‐site 

ability to offer demonstration lessons and / or post lesson discussions with the relevant 

teachers. This needs to be a managed element of the project that includes professional 

development of coaches or checking in with experienced ex‐teachers who are not operating as 

coaches. This knowledge gathering from coaches can also add valuable information in terms of 

the development of after‐school training workshops. This is an element that OUP feels has not 

been fully explored nor developed by all partners in this project. 

 A blended model where participants have access to additional sources for reference (specifically 

videos that illustrates best practice of the core methodologies for language teaching) via an 

offline app available on affordable tablets, should be part of the intervention design. 

11. Concluding remarks  

From November 2016 to December 2020, Oxford University Press South Africa, collaborated with 

the consortium partners to conceptualise and implement the Reading Support Project, funded by 

USAID. OUPSA remain committed to work in close collaboration with Molteno to ensure that the 

final deliverables for Home Language and First Additional Language remained aligned in conceptual 

development, structure, and quality. The leadership offered by Dr Abe Seakamela, as the 

representative leading of the consortium (Chief of Party, Foundation for Professional Development), 

was valued by the partners and in many respects contributed to keeping the core goals of the 

project on track. 

The change from RSP 1 to RSP 2 was not without challenges, and so the involvement of the National 

Department of Basic Education’s unit for Research Coordination, Monitoring & Evaluation (Dr 

Stephen Taylor and his team) helped to ensure the delivery of a more sustainable intervention – 

thus the project outcomes and research findings can hopefully contribute towards the bigger 

challenge of improving literacy in the early grades nationally. The involvement and support by the 

provincial leadership of the North West province’s Department of Education and Sport Development 
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has not gone unnoticed – their endorsement of the project made the implementation possible and 

contributed towards a smoother implementation of the various literacy intervention approaches. 

The officials in North West’s Dr Kenneth Kaunda and Ngaka Modiri Malema educational districts 
should be acknowledge for their investment in the project – they offered a lot of time and supported 
the implementation through offering their experience and skills. A special acknowledgement is due 
to the Senior Subject Specialists for English First Additional Language in Dr Kenneth Kaunda and 
Ngaka Modiri Molema districts, from the North West Provincial Education Department The input and 
feedback from Annemarie Botes, Penelope Laastelê, Elsa Mouton, Johanna Pienaar, and Elizabeth 
Sechoaro during the Reference Group Meetings throughout 2019 and 2020 added tremendous value 
to the quality and usability of these Lesson Plans. 
 
Finally, apart from shortcomings in any intervention on this scale, the impact of the Reading Support 

Project should not be underestimated. We have touched the lives of about 2,000 teachers (and 

approximately 70,000 learners). 

As a consortium, and as funders, we can take pride in knowing that we have succeeded in our aims 

to improve literacy levels of Foundation Phase learners in both Setswana Home Language and 

English First Additional Language. We will all be curious to see the measurable impact of the 

generation of learners that benefited from this project. 
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12. List of annexures  

12.1. Financial report  
Oxford University Press South Africa submitted all financial reports to the Foundation for 

Professional Development. FPD’s Finance Department confirmed that these were accepted as final 

and approved. Financial obligations for this project are thus completed. Please contact FPD for 

insight into the financial reporting, if required. 

12.2. Asset register  
Oxford University Press South Africa did not purchase any tangible assets for this project from the 

funded budget. No asset register is applicable in terms of the contractual obligations. 

12.3. Template for Feedback to Coaches 
This “Coach Training Observation Feedback Tool” was developed by OUPSA as template to provide 

individualised, detailed, and constructive feedback after the dry‐run at the end of each Coach 

Training session to each Coach individually. [See pages 34–35] 

12.4. Research report of Impact Study  
Research report on the “perceptions of impact study” is attached as Annexure 12.4. [See pages 37 

and onwards] 
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Observation Form: RSP – EFAL Term ___ – Coaching Training – Feedback on Dry‐Run 

Date:     _____________________________________ 

Name of observer:  _____________________________________ 

Name of Coach:   _____________________________________ 

Activity observed:   _____________________________________ 

1. From the observation, is it clear that the coach was adequately prepared?  Note evidence that

supports this or not.

__________________________________________________________________________________ 

__________________________________________________________________________________ 

2. Did the coach use/follow the recommended facilitation technique/s? Was this done

appropriately?

__________________________________________________________________________________ 

3. Was there a logical flow and sequence and was this relevant to the objective of the session or

activity?

__________________________________________________________________________________ 

4. Was the pacing appropriate and did it match the needs of the participants?

__________________________________________________________________________________ 

5. Was any technology or other materials used? Were they used effectively?

__________________________________________________________________________________ 

__________________________________________________________________________________ 

__________________________________________________________________________________ 

6. Did the coach encourage participation and actively engage the participants? How did the coach

respond to questions? How did the coach check for understanding?

__________________________________________________________________________________ 

__________________________________________________________________________________ 
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7. Was the facilitation/presentation effective? Give examples of what you observed (e.g. comment

on poise and confidence levels, body language and energy, volume and projecting of voice, time

management).

__________________________________________________________________________________ 

__________________________________________________________________________________ 

__________________________________________________________________________________ 

8. Did the coach master the content of the presentation? Was it easy to follow and understand?

__________________________________________________________________________________ 

__________________________________________________________________________________ 

9. Choose the best option below that matches what you observed:

  
Needs improvement  

(key objectives were not met, 
evidence of poor preparation, 
materials not used effectively, 
presentation not clear or easy 
to follow and understand). 

Getting there  
(basics in place but some 
polishing is needed). 

Exemplary  
(effective use of materials and 
excellent demonstrations of 

the methodology) 

10. Overall impression (write key points below).

Aim to include 3 positives for every negative when giving the feedback:

Positives  Negatives 

Please remember (Feedback in terms of key preparation for Term 4 Teacher Training): 

_________________________________________________________________________________ 

_________________________________________________________________________________ 

_________________________________________________________________________________ 

_________________________________________________________________________________ 
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1. Executive summary 
1.1. Introduction 

This report analyses the results of an impact study on the Aweh! English as First 
Additional Language (EFAL) reading scheme. Aweh! is OUP South Africa’s flagship 
primary series that includes three strands: isiZulu and isiXhosa Home Language, and 
EFAL. It is a guided reading program that specifically aims to develop reading for 
meaning and comprehension skills, and English vocabulary acquisition for students 
(EFAL). This impact study focused on the EFAL series only and specifically on the use of 
the Big Books at Grade 1. The study was conducted with 22 Grade 1 teachers during 
February 2020. 

Results of the study were positive and show that teachers perceive that the use of the 
Aweh! EFAL Big books have a positive impact on pupils’ confidence in learning to read 
and communicate verbally in English. 

 

1.2. Aims and objectives 

Impact objective 

The impact objective selected from the Oxford Impact Framework was: improved 
confidence.  

The beneficiary group: learners. 

Overarching research question 
To what extent do Grade 1 teachers perceive that the use of the Aweh! EFAL Big 

Books has had a positive impact on pupils’ confidence in learning to read and 

communicate verbally in English? 

This question was explored using a number of themes: 

• Whether the use of Aweh! EFAL Big Books is perceived to have a positive impact 
on pupils’ confidence in learning to read in English and how this is evidenced. 

• Are they confident to try/guess new words? Confident to make predictions about 
what might happen next? 

• Whether the use of Aweh! EFAL Big Books is perceived to have a positive impact 
on pupils’ confidence in communicating verbally in English and how this is 
evidenced. 

• Are they confident to: make word sounds? Speak out loud individually? Talk 
about what they are reading in groups? Talk about the Big Books in a whole class 
setting? Try words in different contexts? Use words in different situations? 

• Which features of the Aweh! EFAL Big Books are perceived to have an impact? 
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1.3. Methodology 

A Perceptions of impact study (descriptive evidence) was chosen as the evaluation option 
to gain an in-depth understanding of how teachers perceived the impact of Aweh! EFAL 
on learners’ confidence in reading and verbal communication in English.  

Face to Face depth interviews were completed with 22 Grade 1 teachers who had been 
using the product in the classroom since February 2019. The interview script comprised 
of largely open questions to allow teachers to expand on their answers and provide 
examples, others were closed questions that asked teachers to provide a rating of various 
areas of impact. The interviews took place in the teachers’ mother tongue, Setswana, to 
alleviate the risk of a language barrier during the interviews. The interviews were then 
translated into English for the purposes of writing this report.  

 

1.4. Key evaluation findings 

• Almost all (20 of 22) of teachers interviewed agreed that the use of the Aweh! Big 
Books had a positive impact on their pupils’ confidence in learning to read in 
English, with half of these teachers (10 of 20) strongly agreeing.  

• Almost all teachers perceived that the use of the Aweh! Big Books had given their 
pupils the confidence to try/guess new words when reading, even if they aren’t 
always successful. Teachers also perceived that as their pupils progress through 
the year, they have the confidence to start trying the new words in conversation. 

• Approximately three quarters of the teachers interviewed perceived that the use 
of the Aweh! Big Books had given their pupils the confidence to try independent 
reading. This confidence was acknowledged to build over the course of the year, 
with the caveat that this was not the case for all pupils. A small number of the 
teachers did not agree that the use of the Big Books had given their pupils the 
confidence to try reading independently, largely as they felt that the pupils were 
focused more on group and guided reading. 

• Just over three quarters (18 of 22) of teachers interviewed agreed that the use of 
the Aweh! Big Books had a positive impact on their pupils’ confidence in learning 
to communicate verbally in English, with half of these teachers (9 of 18) strongly 
agreeing.  

• Teachers attributed the increased confidence in communicating verbally in 
English to the pictures in the Big Books, the focus on vocabulary and 
pronunciation, as well as the simple words used. This was reinforced by the 
teachers’ perception that the use of the Big Books generates a sense of interest 
and excitement amongst their pupils, which has a positive effect on their 
confidence to express themselves. 

• Almost all teachers perceived that the use of the Big Books gives their pupils the 
confidence to make word sounds in English and the majority of teachers believe 
that they have a positive impact on their pupils’ confidence to speak out loud both 
individually and in a group setting. It should be highlighted that that this was not 
for all pupils, as some pupils were perceived as being too shy to talk out loud in 
front of others. 
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• All teachers believed that the use of the Aweh! Big Books had given their pupils 
confidence to talk about what they are reading in a whole class setting. Some 
teachers mentioned that whilst the pupils have confidence to talk about the 
books, they sometimes mix English and Setswana. 

• All teachers interviewed perceived that the focus on vocabulary acquisition in the 
Aweh! Big Books helps to improve pupils’ confidence because they recognise 
and know the words they are reading. This was perceived to be a very positive 
feature of the books, as were the illustrations that provide the visual clues as to 
the meaning of the new words. 

• Teachers appeared to be somewhat split on whether the use of the Aweh! Big 
Books had a positive impact on the confidence of pupils of all abilities. Just over 
half of the teachers interviewed appeared to firmly believe this, whilst a few 
teachers believe it has a greater impact on the more able pupils. It is interesting 
to note that this was one of the questions where, in their answers, a number of 
teachers focused more on the ability of their pupils to read rather than on their 
confidence to try reading. 

• Whilst the focus of this study was on pupil confidence, it should be noted that 
teachers often referred to the very positive impact the use of the Aweh! Big 
Books has had on pupil motivation and instilling an interest in reading. 
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2. Introduction and background  
2.1. Background and context 

Aweh! is South Africa’s flagship primary series. The programme has a specific focus on 
developing skills to read for meaning and comprehension for Grades 1–3 (Home 
Language Levels 1–12 Readers), and English vocabulary acquisition (EFAL Levels 1–
12). The Levels are Curriculum and Assessment Policy Statement (CAPS) aligned and 
have been developed against the CAPS curriculum. 

Aweh! is structured around Additive Bilingualism; the topics of the books are the same in 
both the Home Language series and the EFAL series. The Aweh! EFAL scheme is based 
on vocabulary acquisition and learning the English language. The series is the first of its 
kind to include South African-based, curriculum-aligned vocabulary lists.  

The reading scheme has also been designed to motivate learners to read by focussing on 
Mama Africa’s mission to recharge the Umthombo – a special book that houses the 
world’s stories. There are 12 genres of books that provide a rich variety of stories for 
pupils to engage with, presented in local contexts to allow learners to relate the stories to 
everyday life. Life skills have been integrated, as well as maths concepts embedded, in 
each reader. 

Research was already being conducted on this product as part of a USAID project. 
USAID’s project objective is ‘to improve language and literacy content knowledge and 
pedagogy of primary grade teachers in AHLs [African Home Languages] as well as in 
EFAL’. This impact study was conducted completely separately by OUP SA, and focused 
on the impact on learners, not teachers. 

The study focused on the Aweh! EFAL components that the 
Grade 1 teachers had been using in the classroom from 
February 2019: Big Books. 

The Big Books have been designed to be used at an 
instructional level; they are intended for the teachers to use 
for shared reading in the classroom. They are designed to 
help the teacher introduce new words and for the pupils to 
practise new skills and give them confidence as they are first 
introduced to the new language. 

This impact study explored whether specific features of the 
Aweh! EFAL Big Books were perceived to have had an 
impact: 

• Focus on vocabulary acquisition: does this provide opportunities for pupils to 
make sense of the text and give them confidence that they can recognise and 
know the words they are reading together? 

• Brightly coloured illustrations and artwork: do these help give pupils confidence to 
guess new words as they come to them? 

• Local context: does this help pupils to understand links to the world around them 
and give them confidence to use the associated English vocabulary more 
readily? 
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• 12 different genres: do these provide opportunities for pupils to enjoy and 
discover what they like to read, thus giving them the confidence to try new books. 

• Focus on inquiry-based learning in the non-fiction Big Books: has this helped to 
improve pupils’ confidence to ask questions about what they are reading? 

• Whether the Big Books allow for whole-class shared teaching and learning, and 
provide opportunities for children to discuss and learn from each other, giving 
pupils’ confidence to try independent reading. 

• Whether Aweh! is perceived to work well with pupils of differing abilities, i.e. more 
able and less able pupils. 
 

2.2. Aims and objectives 

OUP South Africa felt that it would be beneficial if they were able to make an evidence-
based claim that teachers, who have been using the Aweh! EFAL product, feel that the 
use of the Big Books have had a positive impact on their pupils’ confidence in reading, 
speaking and using English.  

This particular claim was chosen based on the findings from the Progress in International 
Reading and Literacy Study (PIRLS), which South Africa has participated in since 2006. 
This test follows participating countries’ progress in teaching reading as well as the 
current status of reading amongst Grade 4 and 5 learners in their mother tongue. South 
Africa scored the lowest out of 50 countries who participated in the study. The findings 
were that eight out of ten (78%) South African learners cannot read for meaning in their 
mother tongue.  

The 2016 PIRL report provides a number of recommendations to implement in schools 
across South Africa. The Aweh! reading scheme was developed to incorporate all of 
these recommendations. 

Although Aweh! is an OUP SA flagship title, at the time of the study it was not in the 
National Catalogue. The next opportunity for this to happen may be at the end of 2020 
and it was felt it would be useful to have positive evidence of impact prior to this 
opportunity. Positive evidence of impact and using the results of the impact study from 
May 2020 onwards could also be useful to win special deals and for positive messaging 
to those schools who are able to purchase outside of the National Catalogue. 

 

2.3. Limitations of the study 

There are several limitations present in this study. Firstly, the results from the research 
are based on teacher opinion, and are therefore subjective. This report is based on the 
perceptions of 10 teachers from 22 schools in the North Western province of South Africa 
and therefore the results cannot be used in a national or global context. Care needs to be 
exercised therefore in making claims about the Aweh! Big Books based on the evaluation 
findings. It is not possible to say with certainty that the course had a positive impact on 
pupils’ confidence, as is the case for impact studies that provide descriptive evidence. 
However, the study provides an indication of teachers’ views on this subject in the 
schools we investigated. 
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2.4. Learning for OUP 

The depth interviews were conducted in Setswana to remove language barriers and allow 
teachers to talk freely. However, some teachers struggled with this and their preference 
would have been for the interview to be carried out in English.   
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3. Methodology and evaluation study 
design 

3.1. Methodology 

Evaluation option 
A Perceptions of impact study (descriptive evidence) was chosen as the evaluation option 
to gain in-depth evidence of teachers’ views on the following research question. 

To what extent do Grade 1 teachers perceive that the use of the Aweh! EFAL Big 

Books has had a positive impact on pupils’ confidence in learning to read and 

communicate verbally in English?  

Data-collection method 
Face to face in-depth interviews were conducted with Grade 1 teachers who were using 
the EFAL Big Books in their classrooms. This approach was chosen in order to enable 
them to speak freely about their views and perceptions, and for the interviewer to probe 
for details. 

A study of this type allows an exploration of, for example, the nature of the perceived 
change (i.e. what is different since they have been using the Aweh! EFAL Big Books); the 
scale of the perceived change (i.e. have changes occurred for one individual, a few or 
many); and the perceived reasons for any change. 

The interview script comprised of largely open questions to allow teachers to expand on 
their answers and provide examples, others were closed questions that asked teachers to 
provide a rating of various areas of impact. The interviews took place in the teachers’ 
mother tongue (Setswana) to alleviate the risk of a language barrier during the interviews. 
The interviews were then translated into English for this report. 

 

3.2. Sample 

The proposed sample size was 20 teachers from 10 schools (who had used Aweh! EFAL 
for at least two terms in 2019) in order to be able to make a robust claim. All the teachers 
interviewed were from the North West Province, the Ngaka Modiri Molema and Dr. 
Kenneth Kaunda Districts. Seven schools were in Mafikeng, two in Leeudoringstad and 
Ottosdal and one in Klerksdorp. Of these, five were rural schools, four township schools 
and one semi-urban. 

Depth interviews (approximately 40 minutes) were carried out with 22 teachers and took 
place in February 2020. The depth interview guide can be found in Appendix 1. 20 of the 
teachers had been using the Aweh! EFAL Big Books since February 2019, whilst 2 said 
they had started using the Big Books at the beginning of 2020.   

Whilst the participants are from the same schools as those who have been participating in 
the USAID research, it is important to note that this evaluation study was conducted 
completely separately and was designed and carried out by OUP SA.  
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As a matter of courtesy, OUP SA explained the details of the impact study to the 
consortium of organisations involved in the USAID research. No commitments were made 
to share the results of the study with the consortium, but this is something that OUP SA 
may wish to do at a later date, depending on the external messaging it chooses to 
communicate. 

 

3.3. Using the Aweh! EFAL Big books 

Years of teaching experience varied greatly among the participants: from 2.5 years to 28 
years’ experience. See a more detailed breakdown in the figure below. 

Figure 1. Number of years’ teaching experience of participants 

 

There was also variation in the frequency of use and the way that the teachers used the 
Big Books in their classrooms. Some teachers only used the books once a week; one 
teacher mentioned that they were restricted in how often they could use them due to 
timetabling. However, almost half of the teachers (10) use the Big Books most days, if not 
every day. One teacher mentioned that their pupils enjoy the books so much that they will 
‘run to the books’ and ask to read them. 

When they use the books, nearly all of the teachers use them in a group setting; with the 
whole class or in smaller groups. Most of the teachers mentioned that in the shared 
reading setting they can discuss the book and the pictures with the pupils, sometimes 
before they start reading and again at the end of the reading session, to deepen their 
understanding of the books. Teachers said that they encourage the pupils to read a long 
with them, so that they can action the words that they don’t understand as they come up. 

One teacher observed that when they used the Big Books with the whole class, some of 
the pupils would switch off and not pay attention. Instead the teacher split the class into 
groups to read the books and then come back together for a whole-class discussion of 
the story and the pictures. 

   

9, 41%

4, 18%

3, 14%

6, 27%

Years of teaching experience

1-5 years 6-10 years 10-20 years 20 years+
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4. Key evaluation findings 
Having asked the contextual questions regarding the use of the Aweh! Big Books in the 
classroom, the interview then focused on the perceived impact of the books on pupils’ 
confidence in learning to read and communicate verbally in English. 

 
4.1. Perceived impact of Aweh! Big books on pupils’ confidence 

in learning to read in English 

4.1.1. Scale question 

 

Teachers were asked to place on a scale of 1–7 (with 1 being ‘I do not agree’ and 7 being 
‘I strongly agree’) the extent to which they agreed that using the Aweh! Big Books has a 
positive impact on their pupils’ confidence in learning to read in English. 

One teacher felt unable to provide a rating and said they would it give it a 4–7 as their 
pupils were mixing English and Setswana (this has not been included in Figure 2); it 
should be noted that this teacher had only been using the Aweh! Big Books in the 
classroom for 2 months, as they had been on leave in 2019. 

You can see in Figure 2 that the teachers interviewed responded very positively to this 
question, with almost three quarters of them (15 of 21) giving a rating of 6 or 7, and 
almost all of them (20 of 21) giving a rating of 5 or above. This demonstrates how 
positively the teachers appear to feel about the use of the Big Books and the way their 
pupils respond to them. 

Teachers were further asked to provide an explanation for their rating.  
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Scale rating from 1 - 7 with 1 being 'I do not agree' and 7 being 'I strongly agree' 

Figure 2: To what extent do you agree that using the Aweh! Big 
Books has had a positive impact on your pupils’ confidence in 

learning to read in English?
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Some explanations were quite general in their nature and focused not only on pupil 
confidence, but also on pupil motivation and the development of their reading skills. 

“I believe that they have an impact especially when looking at my previous class. These 
pupils are still new but are able to express themselves and they enjoy the lessons. They 
are always looking forward to learning new vocabulary.” T1 

“I give a 7 because this book for me it has played a big role on my last year learners, 
because a learner was able to hold a book when reading and they were able to point out 
the picture and then they will read and say this word means such and here… it has given 
learners so much training in knowing how to read.” T19 

“I have realized that these learners understand the book when you are reading with them 
and showing them the pictures of what we are talking. They understand better because 
they are seeing what they are talking about and looking at what they are talking about. 
After that when they have seen, I am able to see that the learners understood.” T6 

A number of the teachers talked about the pictures in the Big Books and how being able 
to ‘read’ these gave their pupils confidence. 

 “Learners have the confidence because when I place them on the carpet we start by 
reading the pictures and then after I explain to them and we read, and they are able to 
understand what we are talking about after we have discussed the pictures.” T17 

“I so much agree because they love the pictures and you find that even the English they 
can’t speak it, they stutter it, but they are trying. They become excited when it is time for 
shared reading.” T11 

“They are beautiful, so the learners have an interest in the English Big Books. They are 
attracted to them because even when they don't read, the colours of the book pull them to 
focus.” T15 

Only 1 teacher gave this question a rating of 4 (neutral). This was because they felt it 
takes time for the pupils to learn the sight words and properly absorb them. 

Teachers were also asked to give some examples of how they think the use of the Aweh! 
Big Books gives their pupils’ confidence to read in English. 

In answer to this, approximately one quarter of the teachers again mention the pictures in 
the book. 

“It helps them in a way that there will be pictures and there will be writings and most of 
the small kids they first learn by pictures and then after the words, and then that is where 
they understand better and knowing what are you talking about” T13 

A number of teachers also mention the simplicity of the language in Aweh! and the 
repetition of familiar words. 

“When we read in the Big Books there are words that are simple, they are able to grasp 
quickly. So you find that the Big Books have the words that learners can grasp quickly 
when you teach them. Like they don't just forget and they can use them when they talk.” 
T9 
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“I show them the heading of the book and every day they will be grasping the name. 
When I take out the book and ask them what we said the name of the book was, they will 
already know what it is.” T14 

Several teachers also mentioned the familiar contexts in Aweh! that their pupils can relate 
to, such as family and colours, which gives them the confidence to learn and to be able to 
practise the words in their everyday life. 

“As I am saying that now they are able to see that that is a boy and that is a girl and the 
different colours, and if you are asking ‘what is this child doing?’ they are able to step in, 
they are able to respond in English. They are a bit better these days, they are able to 
express themselves in English the way I see them these learners. They are answering 
questions in English way better than before.” T7 

Having asked the teachers to provide examples of how the use of the Aweh! Big Books 
had impacted on their pupils’ confidence in reading in English; we then drilled down into 
some more specific areas. 

4.1.2. Confidence to try and guess new words when reading  

All but one teacher agreed that the use of the Aweh! Big Books had given their pupils 
confidence to try/guess new words when reading. This was a very positive response, and 
teachers did focus on the confidence aspect of this. There was recognition that learning 
to read is a process and that in using the Big Books the pupils had acquired the 
confidence to try and guess words, even if this wasn’t always successful. 

“They are trying to guess the new words a lot and at times they will just not make sense 
but at least you will understand what this person is trying to say.” T22 

“Others, they are trying and have confidence even though some of them are not so great. 
You can hear the learner, what they were trying to say. They are trying.” T12 

“Yes, maybe as they are trying. In the end, they will be able to.” T20 

“It has taught them to have confidence, they are able to answer you confidently that this is 
what I see, especially when we do picture reading.” T7 

Teachers also perceive that as the pupils progress, they have the confidence to start 
trying the new words in conversation. 

“Yes a lot, a lot because learners were now able to speak in English saying ‘Mam I want 
to go school’, ‘Mam I want to eat’.” T19 

“In other words I can simply say English is taking an upper hand as compared to 
Setswana because they always respond in English during Setswana lessons, e.g. the 
child will say ‘ke nose, teacher’ (it’s a nose, teacher)  instead of answering in Setswana.” 
T1  

4.1.3 Confidence to predict what will happen next when reading  

Almost all the teachers agreed that using the Aweh! Big Books have helped their pupils in 
having the confidence to predict what will happen in the story. 
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One teacher commented that their pupils start this by looking at the picture on the cover 
of the Big Books and then guess what the book will be about. This follows through into 
the main body of the books where pupils will use the pictures to help them predict what is 
happening in the story and what will happen next. 

“Oh yes, they can. They are able to predict especially when they are looking at the 
pictures.” T13 

“Yes, they can predict. Like when you take out a book with Mama Africa and Zazi and the 
ants – they would say the ants are eating … or maybe Mama Africa is calling the kids… 
by just looking at the picture.” T1 

It also helps that the books return to words that are familiar to the pupils. 

“Yes, especially if we have read from the previous book. They are able to see that we 
thought this was that one, they are able to see that and predict. If there is a book they are 
able to remember how it looks. They will know what is this word we have read about it in 
that book of Zazi and the Ants and then they say” T7 

4.1.4 Confidence to try independent reading  

Approximately three quarters of the teachers interviewed perceived that the use of the 
Aweh! Big Books had given their pupils the confidence to try independent reading.  

“Because during this you see, when they read for the enjoyment, you see they will just 
keep them on their own and whenever they are finished doing their work they just go to 
the library and collect some books. So it just encourages them to have the love of 
reading.” T4   

“There are those who can read on their own and they are so keen to read anything, even 
if it is not the Aweh! books” T10  

“Yes, it has given them (confidence). They can trust themselves because if I teach them 
and there are things in the classroom, like if they see that word they are now able to read 
it.“ T9 (15B) 

However, teachers did stress that this didn’t mean that they can actually read English 
independently; it just meant that they had the confidence to try to read.  

“They will know in the story, they will know the vocabulary that’s in there. When they read 
the story they will skip and read only the words that they know, like blah, blah skip. It will 
only come with my help, put the meat in the body otherwise.” T22  

“They like to imitate teachers you will find them holding a ruler saying "Let us read this, 
this is a…When you listen to what they are saying if they can't see you, you'll realize that 
this one is telling the story that we've just read. She understood it and is sharing it so.” T8  

Approximately a quarter of teachers stressed that this was something that they saw 
towards the end of the school year and not at the beginning when the pupils were first 
introduced to reading in English.  

“They haven't tried to read on their own but I believe it will help them like that confidence 
as time goes.” T7  
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A number of teachers were also keen to stress that this was the case for some children 
but not all. 

“I can say so, even if it’s not all of them most of the time.” T10  

A small number of the teachers did not really agree that the use of the Big Books had 
given their pupils the confidence to try reading independently. Reasons for this given, 
were that they had very large classes or that they felt that the pupils were learning more 
in group and guided reading but not independently. 

“They are only trying to do so when I am reading with them because it is the only book 
that I will be using. When I am with them they will be pointing and others will be ahead of 
me.” T14  

“For now they are not but it is just those words that they are able to or if we have read 
before but I haven't gotten to a point where a learner is holding a book and reading alone. 
Maybe it is because we are overcrowded it is only today where we were able to share the 
learners so I was unable to see a lot of things because the number was 78 in Grade 1 
classroom.” T7  

 

4.2.  Perceived impact of Aweh! Big books on pupils’ confidence 

in learning to communicate verbally in English 

4.2.1. Scale question  

Teachers were asked to place on a scale of 1-7 (with 1 being ‘I do not agree’ and 7 being 
‘I strongly agree’ the extent to which they agreed that using the Aweh! Big Books has a 
positive impact on their pupils’ confidence in learning to communicate verbally in English. 
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Figure 3: To what extent do you agree that using the Aweh! Big 
Books has had a positive impact on your pupils’ confidence in 

learning to communicate  verbally in English?
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You can see in Figure 3 that the teachers interviewed responded positively to this 
question, with approximately two thirds of them giving a rating of 6 or 7, and three 
quarters of them giving a rating of 5 or above. 

Teachers were asked to provide an explanation for their rating. For those teachers that 
gave a rating of 6 or 7, they mention not just the confidence but the excitement that the 
use of the Aweh! Big Books has brought to their pupils, as well as the actual ability to 
express themselves in English. 

“Towards the end they are able to express themselves in English or even when they don't 
express themselves but just to take a book, a reader and read that we see. We see the 
difference when they get to Grade 2, now the standard is up and there is a better 
foundation.”T3 

“I am saying that these learners are now able to express themselves in English. They are 
very excited if you take out the Big Book. They rejoice because they know that they are 
going to learn new words those sight words. They are happy to hear such words” T7. 

“They grasp the simple words in English quickly and they are able to apply them when 
they are talking.”T9 

“Whenever they hear a new word it is going to be a song of the day, they will be 
discussing or saying that the whole day.” T22 

“You find that others didn’t know English totally, they get so excited when others are 
speaking. You find that they also want to have an input in an English word for those who 
are unable and those who are able they gain most of the words and the confidence to 
speak in English.” T11 

“When the facilitators come to our school, our children are able to talk to them in English. 
And they are even confident to an extent that whoever enters the classroom during 
English period, they communicate to them in English. Those who were not confident to 
express themselves are able to do so with confidence. They stimulate interest from the 
learners – interest for reading, participation, speaking and expressing themselves.” T1 - 
Explanation 

Only 3 teachers responded with a neutral rating of 4, and 1 teacher disagreed with a 
rating of 1. 

It should be noted that the teacher who gave a rating of 1 had only been using the Big 
Books in the classroom for 2 months, as they had been on leave in 2019. This teacher 
explained that: 

“They are not yet able to read in English, they are only able to mix English with 
Setswana.” T14 

This was echoed by the 3 teachers who rated it 4 (neutral) who explained that the pupils 
don’t yet have enough vocabulary to read and communicate confidently in English. 

Teachers were also asked to provide some examples of how the use of the Aweh! Big 
Books has had had a positive impact on their pupils learning to communicate in English. 

5 of the teachers (almost a quarter) referred to the pictures and illustrations at this point. 
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“Oh, it is the pictures especially because they love the pictures, the colours and what will 
be happening there they will become excited in wanting to know what is happening and to 
read to them.” T13 

This is reinforced by other teachers who say that the use of the Aweh! Big books has 
generated an interest in reading and speaking in English. 

“I think it helps them, because mostly when you take out the book of English most of them 
want to participate, so I think it helps them a lot.” T11 

“When they are sitting in the classroom, I have placed them on the shelves. When they 
are sitting they are observing when it is time for the reading they will say ‘teacher let's 
read this one, I want to know what is happening here’ and I said ‘no, this one is for a 
certain week’. ‘Teacher, I want to know about this one’. That shows interest. That shows 
interest in the learners. To see that they have an interest in those books and once a kid is 
interested in something it means that thing works for him/her. It is a good thing, it is a 
good sign.” T12 

Other teachers mention the simplicity of Aweh! and the short sentences. 

“The text is so relevant to them. It is not a paragraph it is just a sentence so it becomes 
easy for them” T22 

One teacher also refers to the way in which you can use the Big Books for whole-class 
and group reading. 

“When they have the Big Book, you find that they read the story together. If there is 
someone who is unable to say a word, the others call it and say it all over again, reading 
together…. when we were using the small books you will find that one is just miming the 
lips not knowing where we are reading but if it is the big book we are able, we should go 
along in the story all of us seeing where we are reading.” T2 

Teachers also referred to the way in which they themselves were using the Big Books in 
the classroom for different activities; for narrating and role-playing; clapping the syllables; 
word use in writing frames; touch and say words; and words displayed on the walls. They 
were using a variety of techniques, with the Big Books, to help their pupils become more 
confident. 

After asking the teachers to provide examples of how the use of the Aweh! Big Books had 
impacted on their pupils’ confidence in communicating verbally; we then drilled down into 
some more specific areas. 

4.2.2. Confidence to make word sounds  

Teachers were asked whether they thought that using the Aweh! Big Books has given 
their pupils the confidence to make word sounds. All but one of the teachers agreed that 
they had. 

“Yes, it does. For instance, you will be telling them that this is Mama Africa. Listen to the 
word ‘mama’, what is the initial sound in the word ‘mama’? They are able to say m. They 
are able to give the initial sound by looking at the picture, or when you give them a word 
they are be able to say that the word starts with b or t without you telling them.” T1 
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“Yes when you say you want to sound the ant word that starts with a specific sound. They 
tell you A for apple not for able because it is A to them but when you talk for B for bird 
especially when they are on the wall so they now understand them.” T7 

The teacher that did not agree felt that the use of the books had given pupils confidence 
to try the word in Setswana but not in English. 

4.2.3 Confidence to speak out loud individually  

Teachers were asked whether they thought that using the Aweh! Big Books has given 
their pupils the confidence to speak out loud individually. 

The majority of teachers felt that using the Big Books do help with the pupils confidence 
in reading out loud individually. However, a number of teachers were keen to stress that 
this is the case for most pupils but not all, and that are still some pupils that are reluctant. 

“For them to speak aloud alone it's a bit of a challenge because they are afraid to be 
laughed at and it is a foreign language. So I encourage most of the time the speaker to 
speak up because they are afraid to make a mistake by saying ‘Is this the right words’?” 
T22 

One teacher highlighted that their pupils would do this, but only when they were prompted 
by asking questions. 

4.2.4 Confidence to speak out loud in a group  

Teachers were asked whether they thought that using the Aweh! Big Books has given 
their pupils the confidence to speak out loud in a group. 

Again, the majority of teachers agreed with this. They highlighted that the children were 
able to help each other with pronunciation and that some of the more shy children felt 
more confident speaking out loud together in a group because the focus wasn’t  just on 
them. 

“Yes, they are able to read aloud in a group and they are able to point out the words that 
they are reading according to picture. It has trained so much that they are able to read, 
and the words are in their level. Like as they are in Grade 1 they knew the words that they 
should read.” T19 

4.2.5 Confidence to talk about the Big Books/story in a whole class setting  

All teachers agreed that the use of the Aweh! Big Books had given their pupils confidence 
to talk about what they are reading in a whole class setting. 

At the start of the year this appears to be with the teacher reading the book and asking 
questions, then reading the books together and by the end of the year the pupils taking 
the lead in reading the books. 

“Yes we do discuss the big books and they have the confidence to discuss them yes.” 
T15 

The pupils appear to enjoy talking about the Aweh! Big Books in the classroom. 
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“All the time just as they see the book they want to discuss it by looking at the outside 
cover.”  T14 

Some teachers mentioned that whilst the pupils have confidence to talk about the books, 
they sometimes mix English and Setswana. Again, they mention that the pupils help and 
encourage each other to talk in English. 

“Yes when you ask the questions and we are discussing them and they are able to 
answer like even when one is afraid to respond in English they take to Setswana. The 
other clever ones will help them to speak.” T21 

4.2.6 Confidence to talk about the Big Books/story in groups  

Whilst some teachers are not using the Big Books in groups, most teachers report that 
their pupils do have the confidence to discuss the stories in groups with their peers. They 
also dramatize or ‘act out’ the stories in some classrooms. 

A few teachers commented that this happens later in the year when the children are more 
proficient at communicating in English. 

“As the year progresses that is where they get used to mini-conferences. As for now they 
are not there yet, but if I give them a good practice as the term goes by they can discuss 
and even correct each other when they are not saying the words correctly.” T15 

4.2.7 Discussing and learning from each other  

Teachers were further asked: To what extent do you feel that using the Aweh! Big Books 
in whole class shared teaching and learning provide opportunities for pupils to discuss 
and learn from each other? 

All teachers felt that using the Aweh! Big Books had provided opportunities for their pupils 
to discuss and learn from each other, and this was viewed positively. Some teachers felt 
the pupils had more confidence in learning when they were working in a group with their 
peers. 

“Yes, it helps them, they do learn from others. If a learner cannot hear me exactly like 
when the other learner or the peer is sharing or is with him he can then hear the peer 
better than me. He can understand the peer better than me. They learn while playing and 
learn from one another.” T12 

“You'll find that some cannot read so they take from other learner's lips, like if you have 
combined them the other can read by the other because you'll find that when they are 
alone they struggle but when they are together at least it becomes easy.” T20 

“It works a lot if there is one here reading and I come and just listen to them while they 
are reading. At times I think it is because they have that fear of me but as the other 
learner is reading they enjoy reading,” T19 

4.2.8 Confidence to try and use new words in different contents and situations  

Teachers were generally in agreement that the use of the Aweh! Big Books has helped 
most, but not all, pupils to try and use new English words in different contexts and 
situations. 
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One teacher described how, even though they are still teaching in Setswana, the pupils 
will often respond in English, 

“They just express themselves in English. Even when you ask them ‘How is the weather 
today?’ they will say ‘go cloudy teacher’ (it is cloudy, teacher)….. or maybe members of 
the family because you taught them in English, instead of saying ‘nkgono’ they will say 
‘grandmother’.” T1 

Finally, in this section, teachers were asked if they could give examples of how the Aweh! 
Big Books had helped their pupils to have confidence to speak out loud alone or in 
groups. The themes that teachers highlighted were: the focus on vocabulary and 
pronunciation; the repetition of familiar words; the simple sentences; and the pictures.  

Some teachers noted that this carries over into pupils play outside the classroom, as well 
as the more structured lessons.  

“It has helped them a lot if a learner talks about the sound. There will be a picture at hand 
and talking about the sounds like "T" T for toothbrush or toothpaste or tap. A learner is 
able to pronounce it and say it out loud. There will be confidence because she will be 
talking about something he/she is seeing, saying ‘tap’.” T6 

“When we are doing the vocabulary, they will still be recapping that in the previous theme 
there was the same word as this. They will be able to realize that we once did this.”T14 

“It helps them with the vocabulary, it helps them by pronouncing the words properly and 
understanding the meaning of the words because the picture will be illustrating what the 
sentence will be saying. So it will be easy for the learners to answer the questions 
because they are looking at the pictures.” T21 

“It has helped by giving them pictures.  It has helped because the picture reading is the 
main thing that encourages the learners to talk, because they have the confidence to say 
‘I see a dog. This is a dog’. There is no way a teacher can say I am wrong.”T12 

“The wording is not that long. They are just simple and short.” T17  

“They are able as they are playing in the classroom or during the break when they speak 
there are those that you'll find trying to communicate with others in English. They are 
using the words that you taught them in the classroom when we were reading the big 
book.” T9 

  

4.3. Perceived impact of the different features of the Aweh! Big 

Books 

4.3.1. Focus on Vocabulary Acquisition  

Teachers were asked: To what extent do you agree that the focus on vocabulary 
acquisition in Aweh! (high frequency and consolidation words) helps improve pupils’ 
confidence because they recognise and know the words they are reading? 
 
All teachers interviewed agreed that the focus on vocabulary acquisition in the Big Books 
had helped give their pupils confidence to do this. This was perceived to be a very 
positive feature of the books. The focus on vocabulary acquisition and high frequency 
words also helps give the pupils confidence to use the words themselves in conversation. 
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“I think the words that they are reading build their confidence, and as a result they use 
them in their daily expressions. They enjoy using those new words.” T1 

One teacher also described how they hear the words being used by the pupils in the 
playground. 

A number of teachers suggested that the high frequency words enable a build-up of 
vocabulary over time. 

“It helps them by the more they read and see it, is the more they grasp them and put 
them in their heads.” T13 

“The sight words are important; they are the ones that are used in English. Yes, they are 
important. Learners are able to remember and to read, also to be able to use them in the 
sentences.” T7 

One teacher described how the focus on high-frequency words like ‘it’ help their pupils to 
arrange the words to form a sentence. However, this builds up over time and they felt it 
was not until term 3 and term 4 that they realize they can talk in sentences. 

4.3.2. Focus on the Local Context 

Teachers were asked: To what extent do you feel that the local context in Aweh! help 
your pupils to understand links to the world around them and give them confidence to use 
the associated English vocabulary more readily? 
 
The majority of the teachers interviewed appeared to agree that the focus on the local 
context in Aweh! helps their pupils to understand links to the world around them and gives 
them the confidence to use the associated English vocabulary more readily. 

This was particularly associated with vocabulary surrounding family members and the use 
of words such as ‘mother’, ‘father’ , ‘brother’, ‘sister’’ etc., and this was mentioned by a 
number of teachers. 

Other areas mentioned were things like colours and food. 

One teacher explained that it is useful to have the local context, as the pupils can use the 
pictures to say the word in Setswana and then are able to learn the word in English. 

For another teacher, it wasn’t important that the pupils hadn’t come across certain 
contexts included in the books as they felt it provided opportunities for discussion. They 
provided an example of seeing a child in a wheelchair that the pupils thought would only 
be for old people, so it gave an opportunity to explore ideas around this. 

Another teacher felt that what was more important than local context are the ‘life-skills’ 
that are included in the Big Books, such as the importance of washing hands and so 
forth. 

4.3.3. Visual Illustrations  

Teachers were asked if the visual illustrations helped give their pupils confidence by 
providing visual clues to the meaning of new words. Almost all teachers agreed with this 
and felt that these did help the confidence of their pupils. The answers to this question 
reaffirmed what many of the teachers had already described in previous questions. 
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 “The visual aids help a lot because they are the ones that enhance vocabulary in the 
learners and if the learners were learning that book without pictures they were not going 
to able to recognize what is happening.” T14 

“Even if the child cannot read the word, he is able to look at the picture and associate the 
picture with the word, so there you don't need to tell them that this is the sound of the 
day” T4 

Teachers described how other visual aids in the classroom help, such as flashcards and 
posters, so that the pupils have exposure to a variety of visual clues and words they 
already know in English. This helps when they then see the pictures in the books, as they 
can easily relate to them, and it gives them confidence to guess the words. 

One teacher also described how the illustrations provide context about what they are 
learning for their pupils. 

“They help them to be conversant, these are the things they see. We don’t just talk about 
them. If we talk about a swimming pool, they can see what they are talking about from the 
pictures. If I talk about a rocket, I ask myself what is a rocket. I am just a village girl or boy 
or sometimes we do not have a TV at home where we can see a rocket – but from the 
book I can see it. If we talk about camping, what do we mean by camping? I see children 
in the picture. It means when people camp they make fire, they sleep in zipped blankets, 
they tell stories.”  T1 

One teacher was also keen to stress that whilst the pictures were helpful for some pupils, 
other may learn from listening to the story or dramatizing it, so there a variety of ways in 
which different pupils respond, gain confidence, and learn to read and communicate in 
English. 

4.3.4. Different genres of Aweh!  

Teachers were asked if the different genres used in Aweh! enable their pupils to discover 
what they like to read and give them confidence to try new books in the home language? 

The majority of the teachers interviewed responded positively to say that the pupils 
discovered what they like to read and that this gives them the confidence to try new 
books, but not necessarily in the home language. It appears that the use of the Big Books 
gives pupils the confidence to try all sorts of different reading material; magazines, and 
books in both Setswana and English. 

“Yes there are those after reading the Big Books sometimes they will come across a book 
which is not of Oxford or sometimes a magazine, browsing around wanting to see what 
they can read especially the headlines.” T3 

“You can see by the flow of the library, it tells you a lot…..So every day they are eager to 
take them, even those who cannot read. They just go look at the pictures, then tomorrow 
they will relate the story through pictures, so really it does make an impact.” T4 

“Yes because if you have given the other group books or placed a chart there to read 
there are those who would have read, they will want to read the other books that are not 
the same as the first ones.” T10 
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4.3.5. Focus on Inquiry based learning  

Teachers were asked:  Does the focus on inquiry based learning in the non-fiction Big 
Books give pupils confidence to ask questions about what they are reading? 
 
Around two thirds of the teachers interviewed agreed that the focus on inquiry based 
learning in the non-fiction Big Books gives their pupils confidence to ask questions about 
what they are reading. 

“Yes they do help them. It gives them that confidence to ask questions where they don’t 
understand.” T15 

“They make them investigate. They are always looking forward to read. Like when you 
are reading about a camp story, they will ask you questions like ‘Did they come back from 
the camp or are they still there?’ ‘Where is another one that will tell us what will happen 
next?’” T1 

“Yes, they do sometimes ask a question if they don't understand or if they don't know 
what is in the picture” T13 

Some teachers explained that it helped their pupils to ask questions about topics in the 
books that they had not previously come across like lions or where wool comes from. 

However, it was acknowledged by some teachers that this would not be for all pupils. 

“Yes they do ask questions yes, even though it is not all of them. You know some are 
struggling, so it is not all of them.” T18 

Three teachers did not agree that use of Aweh! helps to give their pupils confidence to 
ask questions but explained that, as teachers, they are the ones that ask the questions 
about the books being read. 

“I haven't seen that one of investigating and asking questions because I am the one who 
is always asking questions, based on the story that we will be reading. It is not always 
that they will be asking me questions” T21 

 

4.4. Perceived impact of Aweh! Big Books on the confidence of 

pupils of differing abilities  

Teachers appeared to be somewhat split on whether the use of the Aweh! Big Books had 
a positive impact on the confidence of pupils of all abilities, with just over half firmly 
agreeing, others with a mixed response and a few believing it has a greater impact on the 
more able pupils. It is interesting to note that this was one of the questions where, in their 
answers, a number of teachers focussed more on the ability of their pupils to read rather 
than on their confidence to try reading. 

For those teachers that felt it has a positive impact on pupils of all abilities, one of the 
reasons for this is that they believe the pictures help the confidence of the pupils who 
can’t yet read the words. 
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 “I believe it helps all of them because those who are struggling are able to read the 
pictures but those who are outstanding are able to read the words. It helps all of the 
learners.” T12  

“Those with lesser abilities you will find that they are seeing a book and do not know how 
to read but can be able to tell you about the picture. So at the end the learners who are 
less able will end up knowing that word even if he/she didn't know it but will do so with the 
aid of the picture, he/she will know what the picture is about.” T20  

Other teachers mention that through using the Aweh! Big Books in a class or group 
setting can inspire some of the less able pupils through learning with their peers. 

“It is good for all the children. I mean those who are able, they are excelling and they are 
reading. The big book makes the children read with interest. I mean they have an interest 
in reading and those who are struggling they see pictures and they are being helped by 
that you are all reading and they are reading with peers. It is the discussion of helping 
each other because you are all reading one thing all of you.” T2  

“If there is one who doesn't have self-confidence but there are those who are trying, they 
are trying too. I mean if they see that others are excelling and they will maybe give them 
that spark like they are trying maybe for them also to do like this.” T5  

“Yes, some are capable and those who are not and others don't have confidence and 
when they see those who are capable of doing things they also want to improve and be 
like them.” T17  

Whilst some teachers believed that using the Aweh! Big Books has more impact on the 
confidence of the more able pupils, others felt that they did have a positive impact on the 
confidence of less able children because they had observed that the pupils were at least 
trying to participate in something that they found difficult. 

“Those who are unable to grasp are trying even though it is difficult for them.” T18 

“Yes it helps because others are on the high level of understanding whereas others are 
low so when we are doing the Big Book those who are on the low level of understanding 
they raised their hands and not just sitting there and when I say let us speak it in 
Setswana and we will later translate it to English.” T15 
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5. Additional findings 
5.1  Impact on pupil motivation 

Throughout the interviews, there was a very strong sense that the use of the Aweh! Big 
Books in the classroom were having a positive impact on pupil motivation to learn to read 
and speak in English. Whilst motivation can be linked to confidence and vice-versa, it is 
distinct, and for this reason it has been included as an additional finding. Teachers 
weren’t asked about motivation but very often it was referred to in their answers. A 
selection of quotes regarding this can be found below. 

“I liked these books…..you’ll find the learners happy when they see the book. Wow! They 
become excited.” T6  

“I think they have an impact on learners of different abilities because those who are less 
able look at the pictures and those who are more able enjoy looking at the pictures and 
read. It stimulates the children’s interest in reading” T1  

“They are enjoying them. If you open a book they will be excited seeing familiar words, 
familiar pictures there. It makes them have more interest in paging through.” T3  

“I have noticed that the learners like English. lf I tell them that it is the time for English and 
the reading of the Big Book they concentrate and to be honest they are enjoying English. 
It means the impact that it has on the learners is big, because there I see it they have 
interest in those books.” T15  

 

5.2  Suggested improvements to the Aweh! Big Books 

There were only a few improvements suggested by the teachers interviewed, and there 
were no real themes that can be drawn from the improvements suggested.  

Suggestions made by individual teachers included: changing the font as they did not feel 
it was suitable for reading upside down; lighten some of the darker pictures; add audio 
cds; and align the Big Books more to the pupils’ environment. Whilst some teachers were 
positive about the books on camping and astronauts, feeling that it helped their pupils 
learn about new things, one teacher did not feel that these topics were appropriate. 

Two teachers felt that some of the words included were too difficult for Grade 1 learners 
and one teacher felt that too many words were included for this level. 

 

5.3  Requests for additional titles 

When asked for suggested improvements, two teachers asked for Setswana versions of 
the Aweh! Big Books. 

Six teachers, just under a third of the sample, also asked for access to the readers at 
Grade 1. There were a number of reasons cited for this; to allow pupils to have their own 
book to ‘read along’ with the teacher, to allow pupils to be able to see the words properly 
when in a class with large numbers, to allow pupils to take the books home to read to 
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their families, and to make it easy for pupils to take the book to the teacher to ask for help 
when reading independently. 

 

5.4  Other resources perceived to have an impact on pupils’ 

confidence in reading and communicating in English 

The most used resources to supplement the teaching of English appear to be magazines 
(mentioned by five teachers), with one teacher mentioning how they use newspaper 
articles in English to talk to the pupils about things that may be relevant to them. This 
included areas such as security and not walking home alone across the Bush.  

Library books (three teachers) and other books (two teachers) were also mentioned, with 
three teachers specifically mentioning the DBE books.  

Pictures, posters and homemade resources such as Flashcards were mentioned by six 
teachers, as well as English songs by one teacher. 

 

  



Aweh! EFAL Big Books | Impact Study 

 

 29 

 

6. Recommendations 
The findings from this research can be used to show that teachers’ perceptions of the 
impact of the Aweh! Big Books on pupils’ confidence in learning to read and communicate 
verbally in Grade 1 are very positive. 
 
It may be interesting to carry out a further study to assess the impact of the Big Books, 
coupled with the readers at Grade 2, to get a full understanding of the longer term impact 
of the Aweh! series on pupil confidence.  
 
 

7. Conclusions 
• Almost all (20 of 22) of teachers interviewed agreed that the use of the Aweh! Big 

Books had a positive impact on their pupils’ confidence in learning to read in 
English, with half of these teachers strongly agreeing. 2 teachers remained 
neutral. 

• Teachers cited the colourful pictures, simple language, high frequency words and 
familiar contexts used in Aweh! as contributing factors to the increase in their 
pupils’ confidence in learning to read in English. 

• Almost all teachers perceived that the use of the Aweh! Big Books had given their 
pupils the confidence to try/guess new words when reading, even if they aren’t 
always successful. Teachers also perceive that as their pupils progress, they 
have the confidence to start trying the new words in conversation. 

• The use of the Aweh! Big Books, and particularly the pictures included, was also 
perceived by the majority of teachers to help build pupils’ confidence in trying to 
predict what would happen next in the stories. 
 

• Approximately three quarters of the teachers interviewed perceived that the use 
of the Aweh! Big Books had given their pupils the confidence to try independent 
reading. This confidence was acknowledged to build over the course of the year, 
with the caveat that this was not the case for all pupils. A small number of the 
teachers did not agree that the use of the Big Books had given their pupils the 
confidence to try reading independently, largely as they felt that the pupils were 
focused more on group and guided reading. 

• Just over three quarters (18 of 22) of teachers interviewed agreed that the use of 
the Aweh! Big Books had a positive impact on their pupils’ confidence in learning 
to communicate verbally in English, with half of these teachers (9 of 18) strongly 
agreeing. Three teachers remained neutral and one teacher disagreed. 

• Teachers attributed the increased confidence in communicating verbally in 
English to the pictures in the Aweh! Big Books, the focus on vocabulary and 
pronunciation, as well as the simple words used. This was reinforced by the 
teachers’ perception that the use of the Aweh! Big Books generates a sense of 
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interest and excitement amongst their pupils, which has a positive effect on their 
confidence to express themselves. 

• Almost all teachers perceived that the use of the Big Books gives their pupils the 
confidence to make word sounds in English and the majority of teachers believe 
that they have a positive impact on their pupils’ confidence to speak out loud both 
individually and in a group setting. It should be highlighted that that this was not 
for all pupils, as some pupils were perceived as being too shy to talk out loud in 
front of others. 

• All teachers believed that the use of the Aweh! Big Books had given their pupils 
confidence to talk about what they are reading in a whole class setting. Some 
teachers mentioned that whilst the pupils have confidence to talk about the 
books, they sometimes mix English and Setswana. 

• Teachers were generally in agreement that the use of the Aweh! Big Books has 
helped most, but not all, pupils to try and use new English words in different 
contexts and situations. 

• All teachers interviewed perceived that the focus on vocabulary acquisition in the 
Aweh! Big Books helps to improve pupils’ confidence because they recognise 
and know the words they are reading. This was perceived to be a very positive 
feature of the books, as were the illustrations that provide the visual clues as to 
the meaning of the new words. 

• The use of the Aweh! Big Books was perceived by many teachers to stimulate an 
interest in reading amongst their pupils and to give them the confidence to try all 
sorts of different reading material; magazines, and books in both Setswana and 
English. 

• Teachers appeared to be somewhat split on whether the use of the Aweh! Big 
Books had a positive impact on the confidence of pupils of all abilities. Just over 
half firmly agreed with this, whilst a few teachers believe it has a greater impact 
on the more able pupils. It is interesting to note that this was one of the questions 
where, in their answers, a number of teachers focused more on the ability of their 
pupils to read rather than on their confidence to try reading. 

• Whilst the focus of this study was on pupil confidence, it should be noted that 
teachers often referred to the very positive impact the use of the Aweh! Big 
Books has had on pupil motivation and instilling an interest in reading. 

• Teachers positively referred to the different activities they can use the Aweh! Big 
Books to support, such as songs, narrating and role-playing and clapping the 
syllables. 
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Appendix A: Interview guide (English) 
 

1. Please can you describe your job title and role at your school? 

Prompt: Literacy co-ordinator, Class teacher? 

 

2. How long have you been teaching? 

 

3. What type of professional literacy training have you received?  

 

4. Can I confirm that you have been using the Aweh! Big books in your classroom since 
February 2019?  

 

5.  How regularly have you been using the Big Books in the classroom? 

Prompt: Everyday, Most days, Once or twice a week, Once or twice every 2 weeks 

 

6. How have you been using the Big books in the classroom?   

Prompt: Have you use them with the Whole class? Have you used them with small groups? Have 
the pupils used them on their own in small groups? 

Impact of Aweh! – I’d now like to ask you some questions about the impact you 

think using Aweh! Has had on your pupils  

 

7. To what extent do you agree that using the Aweh! Big books has had a positive impact on 
your pupils’ confidence in learning to read in English? 

 

On a scale of 1-7, how strongly do you agree with this? (With 1 being Do not Agree and 7 being 
Strongly Agree) 

 
Please can you explain your answer? 

 

If you Agree, please can you give me some examples of how you think Aweh! does this? 

 

8. Do you think that using the Aweh! Big books has given your pupils the confidence to: 
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Try/guess new words?  
 

Make predictions about what might happen next? 
 
Try any form of independent reading?  
 

Please can you give some examples of this? 

9. To what extent do you agree that using the Aweh! Big books has had a positive impact on 
your pupils’ confidence in learning to communicate verbally in English? 

On a scale of 1-7, how strongly do you agree with this? (With 1 being Do not Agree and 7 being 
Strongly Agree) 

 

Please can you explain your answer? 

 

If you Agree, please can you give me some examples of how you think Aweh! does this? 

 

10. Do you think that using Aweh! has given your pupils the confidence to: 
 

Make word sounds?  
 
 
Speak out loud in a group? 
 
 
Speak out loud individually?  
 
 
Talk about the Big Books in a whole class setting?  
 
 
Talk about what they are reading in groups?  
 
 
Try new words in different contexts?  
 
 
Use words in different situations? 
 

Please can you give some examples of how you think Aweh! has helped with this? 

11. To what extent do you agree that the focus on vocabulary acquisition in Aweh!  (high 
frequency and consolidation words) helps improve pupils’ confidence because they recognise 
and know the words they are reading? 
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12. To what extent do you feel that the local context in Aweh! help your pupils to understand
links to the world around them and give them confidence to use the associated English
vocabulary more readily?

Can you give me an example of this? 

13. To what extent do you think the visual illustrations help give your pupils confidence by
providing visual clues to the meaning of new words?

14. To what extent do you feel that using the Aweh! Big Books in whole class shared teaching
and learning provide opportunities for pupils to discuss and learn from each other?

15. Has the use of the Aweh! Big books given pupils the confidence to try independent reading?

If yes, please can you give an example of this? 

16. Do the different genres used in Aweh! enable pupils’ to discover what they like to read and 
give them confidence to try new books in the home language?

17. Does the focus on inquiry based learning in the non-fiction big books give pupils 
confidence to ask questions about what they are reading?

18. To what extent do you agree that the use of Aweh! has a positive impact on the confidence 
of pupils of all abilities i.e. more able and less able pupils?

Prompt: are there any groups of pupils for which it impacts more positively? Less positively? 

Please can you explain your answer? 

19. Apart from the use of Aweh! are there any other resources you are using that have a
positive impact on your pupils’ confidence in reading and communicating in English?

20. Are there any improvements that could be made to Aweh! to help your pupils build their
confidence in reading and communicating in English?

Thank you for your time, it is much appreciated and your feedback will be invaluable. 

Is there anything else you would like to add? 
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Appendix B: Interview guide (Setswana) 

1. Ke kopa o tlhalose maemo a gago le seabe sa gago mo sekolong ?

Tsibogo: Morulaganyi wa thuto, morutabana wa phaposi? 

2. O na le nako e kae o ruta?

3. Ke mofuta ofe wa katiso o o o amogetseng?

4. A nka tlhomamisa gore o ntse o dirisa Dibukadigolo tsa Aweh! mo phaposiborutelong ya
gago go simolola Tlhakole 2019?

5. O ntse o dirisa Dibuka tse dikgolo tseno sebaka se le kana kang mo phaposiborutelong?

Tsibogo:  Letsatsi le letsatsi, mo malatsing amantsi, gangwe kana gabedi mo dibekeng tse pedi 

6. O ntse o dirisa Dibuka tse dikgolo jang mo phaposiborutelong?

Tsibogo: A o ne o di dirisa mo barutwaneng botlhe mo phaposiborutelong? A o ne o di dirisa mo 
ditlhopheng tse dinnye? A barutwana ba ne ba  di dirisa ka bobona mo ditlhopheng tse dinnye? 

Tshwaetso ya Aweh! – Jaanong ke rata go go botsa dipotso dingwe tebang le 
tshwaetso e o akanyang  tiriso ya Aweh! e nnileng nayo mo barutwaneng ba 
gago 

7. O dumela go le kana kang gore tiriso ya Dibuka tse dikgolo tsa Aweh e nnile le tshwaetso e e
siameng mo go itshepeng ga barutwana ba gago mo go ithuteng go buisa ka Seesimane?

Mo go diriseng sekale sa 1-7, o dumela go le kana kang le se? (Fa 1 e le Ga ke dumele mme 7 e le 
Ke dumela thata) 

A o ka tlhalosa karabo ya gago? 

Fa o dumela, a o ka nneela dikao dingwe moo o akanyang gore Aweh e dira jang se? 

8. A o akanya gore tiriso ya Dibuka tse dikgolo tsa Aweh! e neetse barutwana ba gago go
itshepa go:

Leka/fopholetsa mafoko a mašwa? 

Bonelapele se se ka diragalang gape? 

Leka go buisa ka nosi? 

A o ka neela dikao dingwe tsa se? 
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9. O dumela go le kana kang gore tiriso ya Dibuka tse dikgolo tsa Aweh! e nnile le tshwaetso e e
siameng mo go itshepeng ga barutwana ba gago go ithuta go buisana ka Seesimane?

Ka tiriso ya sekale sa 1-7, o dumelana le se go le kana kang? (Fa 1 e le Ga ke dumele mme 7 e le 
ke dumela thata) 

A o ka tlhalosa karabo ya gago? 

Fa o dumelana, a o ka nneela dikao dingwe tse di dirang gore o akanye gore Aweh! e dira se? 

10. A o akanya gore tiriso ya Aweh! e neetse barutwana ba gago go itshepa go:

Dira medumo ya mafoko? 

Buela kwa godimo mo setlhopheng? 

Buela kwa godimo o le nosi? 

Bua ka ga Dibuka tse dikgolo mo phaposiborutelong? 

Bua ka ga se ba se buisang ka ditlhopha? 

Leka mafoko a mašwa mo bokaelong jo bo farologaneng? 

Dirisa mafoko mo maemong a a farologaneng? 

A o ka neela dikao dingwe tsa gore o akanya gore Aweh! e thusitse jang ka se? 

11. O dumela go le kana kang gore go tota go rafa tlotlofoko mo Aweh! (mafoko a a  dirisiwang
kgapetsakgapetsa le a a tiisang) a thusa go tokafatsa go itshepa ga barutwana ga gobo ba
lemoga le go  itse mafoko a ba a buisang?

12. O akanya go le kana kang gore bokaelo jwa selegae mo Aweh! bo thusa barutwana ba gago
go tlhaloganya dikgokagano mo lefatsheng le le ba dikologileng le go ba naya go itshepa go
dirisa tlotlofoko e e amanngwang le Seesimane ka bonako?

A o ka nneela sekao sa se? 
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13. O akanya go le kana kang gore ditshupetso tsa pono di thusa go neela barutwana ba gago
go itshepa ka go ba tlamela ka metlhala ya pono mo bokaong jwa mafoko a mašwa.

14. O akanya go le kana kang gore go dirisa Dibuka tse dikgolo tsa Aweh!  mo kopanelong ya go
ruta le go ithuta ga barutwana botlhe mo phaposing  go ba tlamela ka tšhono ya go buisana le
go ithuta go tswa mo go ba bangwe!

15. A tiriso ya Dibuka tse dikgolo tsa Aweh! e neetse barutwana go itshepa go leka go buisa ka -
nosi?

Fa go le jalo, a o ka neela sekao sa seno? 

16. A dikwalo tse di farologaneng tsa Aweh! di kgontsha barutwana go itemogela se ba 
ratang go se buisa le go ba naya go itshepa go leka dibuka tse dišwa mo puong ya gae?

17. A go lebelela thata go ithuta ka go batlisisa mo dikadigolong tse  e seng tsa maitlhamelwa 
go naya barutwana go itshepa go botsa dipotso ka ga se ba se buisang?

18. O dumela go le kana kang gore tiriso ya Aweh! e nang le tshwaetso e e siameng mo go 
itshepeng ga barutwana ba dikgono tsotlhe k.g.r. barutwana ba ba kgonang thata le ba ba sa 
kgoneng thata?

Tsibogo: A go na le setlhopha sengwe sa barutwana ba ba tshwaeditsweng sentle thata? Ba ba sa 
tshwaetswang thata? 

A o ka tlhalosa karabo ya gago? 

19. Kwa ntle ga tiriso ya Aweh! a go na le metswedi e mengwe e o e dirisang,  e nang le
tshwaetso e e siameng mo go itshepeng ga barutwana ba gago mo puisong le puisanong ya
bona ka Seesimane

20. A go na le tokafatso nngwe e e ka dirwang go Aweh! go thusa barutwana ba gago go nna le
go itshepa mo puisong le puisanong ka Seesimane?

Ke lebogela nako ya gago, tsibogo ya gago e botlhokwa e le ruri. 

A go na le dintlhatlaleletso tse o batlang go di tlhagisa? 

For more information contact: 
Rudi.Venter@oup.com 
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1. BACKGROUND AND CONTEXT  

The overarching goal of  Reading Support Project (RSP) is to improve the reading skills of primary grade learners 

in African Home Languages (AHLs) Setswana, as well as in English as a first additional language (EFAL). The 

project objective is to improve language and literacy content knowledge and pedagogy of primary grade 

teachers in both these two languages through provision of LTSM, coaching and training of teachers using a 

structured learning programme.  

 The project is being implemented in 258 schools which include both coaching and non-coaching schools in the 

Dr KK and NMM Districts of the North West Province. These interventions target Principals/Deputy Principals, 

Foundation Phase (FP) Departmental Heads (DH), FP teachers in Grades 1-3 in 258 pre-selected schools. All 

teachers will receive just in time training every term, where they will be trained on structured learning practice 

and given Learner and Teacher Support Materials (LTSM). Additionally, teachers in 140 of these schools will 

receive specialized onsite coaching from trained literacy coaches who will provide individualized and localized 

cluster coaching to teachers.  

Principals /Deputy Principals and DHs in 79 of these schools will received training on Cultivating leadership for 

reading literacy improvement. Further to this, a sample number of schools will receive classroom libraries to 

ingrain a reading culture in the schools.     

 

The schools were selected by the DBE, based on the following criteria: 

 Quintile 1-3, Setswana Language of Learning and Teaching (LOLT),  

 Non-multi grade and that; 

 No other literacy intervention was implemented in the school.  

The intended outcomes were the following: 

1. Improved quality and use of LTSM for African Home Languages as well as English First Additional 

Language in the Foundation Phase grades.  

2. Increased competency and improved practice of Foundation Phase teachers to teach in AHL and EFAL 

through coaching and training of teachers 

3. Increased capacity of curriculum advisors (CA) to support Foundation Phase teachers in language and 

literacy in African Home Languages as well as English First Additional Language.   
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4. Increased capacity of Principals and Deputy Principals and Department Heads (DHs) to support primary 

grade teachers in language and literacy in African Home Languages as well as English First Additional 

Language.  

 

1.1 Problem statement and site of delivery 

This report is aimed to highlight a quarterly recount of all activities that have been implemented by Molteno 

under the Reading Support Project from the period- January 2019 to December 2020. Due to COVID-19 some 

activities are interlinked and straddle beyond the reporting period from March 2020 till December 2020 

The Reading Support Project was implemented in two districts, namely 

 Ngaka Modiri Molema 

 Kenneth Kaunda 

 

1.2 Pilot phase and lessons learnt - READING SUPPORT PROGRAMME (PHASE 1): RUTH  

SEGOMOTSI MOMPATI DISTRICT 

Molteno was appointed as the implementation service provider for the Reading Support Project, initially 

known as PERFORM, which was funded buy USAID.  

The project involved meticulous conceptualization, design, development and implementation of a blended ICT 

learning programme targeted at improving reading performance for HODs at Foundation Phase.  

The project was amended after it was initially implemented in Ruth Sekgomotsi Mompati (RSM) District in 

2017/2018.  The pilot in RSM was focusing on the delivery of HL and EFAL literacy training specifically for DHs at 

foundation phase. Molteno was responsible for the development of 6 modules in HL, Setswana as well as 

training of the DHs.  

Molteno as a service provider drove the foundational design and materials as well as execution of the 

component (Setswana HL). This included the development of content, pedagogy and instructional modules for 

Setswana materials as well as the provision of Setswana HL Vula Bula Readers. Molteno was also instrumental 

in the training of Subject Advisors who would then support the implementation monitoring of the project 

schools in the schools. 

 



Tablets were procured for all the HODs and Subject Advisors and Molteno developed ICT training modules to 

support HODs in the use of tablets.  These tablets were loaded with Modules and videos which were 

developed by Molteno.  

Molteno also trained all HODs and Subjects advisors using Professional Learning Community forums (PLCs) in 

designated venues using tablets and face-to-face training.  HODs were given tasks to implement in the schools 

as part of instructional leadership roles. After monitoring and support in the schools, reflection sessions 

through PLCs were conducted by Molteno as part of remediation and improvement plan. 

HODs completed POEs as evidence of work accomplished. The programme was SACE endorsed with HODs 

getting 45 CPTD points.  

 

The bi-literacy model was strengthened through the co-development and planning with Oxford for the EFAL 

components. The delivery was done simultaneously. 

 

Programme sustainability was ensured through the design which involved the training and support of district 

and school based HODs. Capacitated district and school curriculum management officials were trained to ensure 

that teachers were continuously supported into the future, and thereby ensure the sustainability of the 

programme.  

 

Secondly, the programme design ensured that curriculum delivery and management practices were embedded 

into the daily routines and practices of the target schools. The programme will be integrated into the systems 

and processes of schools and will not run as a parallel process.  

 

The third element of the sustainability of the programme relates to the materials and resources that were 

distributed as part of the programme implementation. The materials and resources for the programme would 

help provide proper guidance to future teachers and thereby help sustain practices that promote good teaching 

in schools.     

 

The programme targeted HODs and Subject Advisors and through review and lessons learnt for alignment- the 

programme was extended as part of Collaboration, Learning and Adaptation (CLA) to deliver a more aligned 

approach to EGRS to focus on the delivery of structured lesson plans, coaching and training and materials 

provision for teachers among which are HODs at Foundation Phase. The CLA model in collaboration with DBE 

and USAID was delivered in the next RSP Phase in the two districts, Kenneth Kaunda and Ngaka Modiri Molema 

Districts.  
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Molteno provided the structured  lesson plan development reviews and revisions, overall coach training , 

training programme design and  coaches professional development, LTSM resources development, printing and 

distribution and related communication and coordination logistics for Home Language (Setswana).  

 

District- based Coordination 

Molteno successfully ensured the smooth delivery and buy-in of the project in the district by positioning the 

project through the recruitment and placement of a designated Coordinator whose role was to liaise with the 

district, provincial officials and to proactively mitigate and trouble-shoot with the officials and Molteno for the 

smooth running of the project.  

This role proved to be critical in the execution of all activities and creating and establishing good relationships 

with schools and the district.  

The incumbent also ensured that the LTSM was delivered on time and according to required specifications 

and quantities. 

Training modules 

The following modules were developed to support the content in the lesson plans: 

 

 

Module 

 Setswana Home Language 

Module 1: ICT Training  and use 

of Tablets  

Module 1: The classroom 

environment 

 

Unit 1 The classroom environment as pertains to HL 

Unit 2 Supporting teachers in creating and using print  

Module 2: Listening and 

speaking – oral language 

proficiency 

Unit 1 Teaching listening and speaking in home language  

 

Module 3: Phonics and 

vocabulary development 

 

Unit 1 Teaching phonics in African home languages (Phonological 

and phonemic awareness and phonics and decoding strategies.) 

Unit 2 Teaching vocabulary in African home languages  

Unit 3 Teaching phonics for English First Additional Language 

Unit 4 Teaching vocabulary building for English First Additional 

Language 

Unit 5 Management and planning practices for curriculum 

coverage  



Module 4: Reading, fluency and 

comprehension, and 

assessment 

 

Unit 1 Fluency 

Unit 3 Reading methodologies for English First Additional 

language 

Unit 4 Reading Comprehension for English First Additional 

language 

Unit 5 Literacy Assessment in the Foundation Phase 

Module 5: Writing and 

assessment 

Unit 1 Introduction to writing 

Unit 2 Genres and sub-genres 

Unit 3 Teaching writing for English First Additional language 

Unit 4 Data Driven Districts 

  
Summary of Pilot project Component Goals 

 Skills audit of district officials,  

 Training and coaching of CAs and HODs on the roles and responsibilities of curriculum advisors and HoDs 

in the education system;  

 Conducting research to determine a “language map” of the targeted regions, and to determine the 

transfer thresholds for developing literacy in the African Home Languages and English as First Additional 

Language  

 Training and coaching of CAs and HODs on the approaches for effectively fostering bi-literacy outcomes  

 Training and coaching on CAs and HODs on Early Grade Reading Assessment (EGRA) Tangerine version 

and other assessment strategies for the purposes of improving reading outcomes; 

 Training and coaching of CAs and HODs on the use of SA-SAMS for administration purposes 

 Training and mentoring of  CAs and HODs on the use of SASAMS and Data Driven Districts for 

administration purposes as well as to drive improvement in districts, schools and classrooms; 

 Development of a sustainable and scalable integrated programme model which can be replicated 

nation-wide. 

 ICT training and fostering of PLC model 

 

The pilot also utilized the concept of PLCs where DHs would gather twice a term to discuss how their 

instructional leadership was improving the work of teachers in the schools.  Furthermore, they would also 

submit work that they would have done as part of their Portfolio of evidence. 

 

DHs were also provided with tablets and tablet training to use the tablets as the tools to lead and manage 

teaching and learning in their classes.  
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A total of 73 DHs out of 80, finished the course and submitted their PoEs. This was a huge success considering 

that they were working with tablets for the first time. They then received 45 SACE CPTD points on final close of 

the project in a ceremony that was attended by District officials and Province as well as the principals. 

 

 

Based on the need to align all interventions with other Department of Education (DBE) interventions, the 

consortium led by FPD had to engage in a process which allowed for Collaboration, Adaptation and Learning 

(CAL) – this involved an introduction of Coaching, the development of lesson plans in Home Language (HL) 

Setswana, training of teachers (1800) for preparation for Coaching and training of coaches in the 

implementation of the HL approaches in their coaching interventions. The learnings are based on the research 

from the EGRS that teachers who have been involved in coaching activities as well as in training with the correct 

quality of LTSM, are more likely to follow routines that have a positive impact on learners reading. 

 

The project was further amended to cater for Subject Advisors being the integral part of the implementation of 

the project as they are the sustainability agents in the project. As the project progressed in 2019, the report will 

outline further amendments that  incorporated UNICEF coaching course which became a critical reference 

forum for Subject advisors and coaches   in the programme. 

Lessons learnt: 

 The  DHs who support teachers need a lot of support on instructional leadership 

 They also require a lot of support on pedagogy and content in languages 

 DHs were not able to successfully support teachers but they took the programme more for self-

empowerment than to fulfil their roles of curriculum support for teachers. 

 There is a need to further capacitate DHs in teaching reading but also in strategies to lead teams. 

 

1.3 Revisions made to the programme / Pilot considerations  

 

How the  amended RSP intervention was  intended to work 

Just in Time Teacher training: Foundation Phase teachers in all 258 schools received just-in-time training prior 

to the start of each term, where they  had training on structured learning via lesson plans, in both Setswana 

(AHL) and English (EFAL), by literacy coaches. The intention of the training was to improve teaching practices, 

to promote more effective pedagogical teaching and improve curriculum coverage and ultimately, learner 

outcomes 



Provision of quality Learning and Teaching Support Material (LTSM) – a comprehensive package of LTSM and 

CAPS-aligned lesson plans was provided to all teachers in order to improve access to quality material and in 

turn, usage in the classroom. The package includes lesson plans, graded readers, posters, flashcards, 

 

For HL Big Books were initially not provided. African Storybooks are included in SMT tablets as part of the SMT 

programme.  The resources will be provided once annually, and lesson plans every quarter.  Big Books provision 

was approved in February 2020 just as the country experienced COVID-19 pandemic. See narrative below. 

 

CA training – Curriculum Advisors in Setswana and English, who are subject experts in their fields, would receive 

capacity building on their roles and responsibilities as literacy coaches, and on approaches for effectively 

fostering bi-literacy outcomes. This programme was later embedded in the UNICEF literacy programme. 

 

Coaching: coaching intervention for schools which were selected for this purpose. In this regard, 16 coaches 

were recruited and selected to be an integral part of the revised model. The aim was to support teachers to 

implement structured lesson plans in the schools and to support them with needs based workshops, lesson 

observation and demonstrations and general one-on one face to face support. 

 

2. PARTNERS INFORMATION –BRIEF OVERVIEW 

Activity Name: 
 

Reading Support Project 

Activity Start Date And End 
Date: 

 

1 November 2016 – 30 October 2020 

[Contract/Agreement] Number: 
  

RFA-674-16-000005 

Name of Subcontractors/Sub 
awardees: 

Molteno Institute 
Oxford University Press - SA 
Voluntary Services Overseas (VSO) 

South African Institute for Distance Education (SAIDE) 

Major Counterpart 
Organizations 

Department of Basic Education (DBE) 

Geographic Coverage 

(cities and or countries) 

North West Province 

Reporting Period: January 2019- December 2020 

 
From Term 2if 2019, SAIDE was no longer part of the consortium as their role had been merely confined to 

printing of the resources that Molteno was developing. It was agreed by the consortium lead that the deadlines 

were tight and required an organization which could manage its own development timelines so as to manage 
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the printing timelines as well. Molteno and Oxford were both able to negotiate printing dates based on their 

stringent timelines for development and were able to successfully deliver the lesson plans and resources against 

these time frames to ensure that printing for Term 2 was on time. 

 

 

3. KEY PERSONNEL AT PARTNERS/ORGANISATION LEVEL 

 

Key Personnel 
 

Position  

Masennya Dikotla 
 

CEO and Project Lead ( key Personnel) 

Nelisiwe Zondi  Project Manager ( Key P)sonnel( 

Finance Manager Sindisiwe Ngongoma ( Key personnel) 

Materials Developers & Trainers 

Johanna Mogodiri 
V.K Khumalo ( 2019) 

 

Distict Coordinator and 
Materials developer/ Trainer 

Bushy Mtimkulu 

Project administrator Refiloe Maluleka 

 
*green-Key Personnel 

 

4.PROJECT INTERVENTION STRATEGY AND DESIRED 
OUTCOMES  

5.  

4.1 Key focus areas 
 

Planned Activities for Term 1-4 (2019) were the following 

 Development of  HL lesson plans  and resources that are CAPS aligned 

 The development of training programme for coaches 

 Training of coaches  

 Liaison with all stakeholders and partners including DBE, funder, Subject advisors  



 Overall project management of the delivery of this range of activities including planning, budgeting, risk 

management , mitigation, skills and capacity development of writers, managing of editors, designers, 

printing , quality assurance and budgets. 

4.2 Planned Activities for Term 1 & 3 and 4 (2020):  

ACTIVITY DESCRIPTION UPDATES  

 
Increased competency and 
improved practice of 
Foundation Phase teachers to 
teach in AHL (Setswana). 

Revise, print and 
distribute Term 3 
and 4 (2020) lesson 
plans for AHL   

 

 

 

 

 

 

 

 

 

 

 

 

 

April 2020 -  June 2020: Term 3 Lesson plans were   
completed and ready for delivery  and Revision of Term 4 
was successfully completed. 

Reviewed  strategies to Recover and catch up based on 
revisions of  lesson plans and aligning to DBE Framework of   
Term 4 Grades 1-3 (2019) Lesson Plans  

Synopsis review included.  

 What worked, What did not Work and what needs to 
be Improved 

 Strengthen gaps in coach skills based on survey  

 Strengthen gaps in LTSM based on materials review 
evaluation  

Challenges: 

 Uncertainty of Covid -19 impact and  implications on 
plans  

 Uncertainties regarding release of  new school 
calendar after numerous postponements of schools 
opening and final  announcement of closure of 
schools to be opened on 24 August 2020 

Reference Group 
Meetings  

July 2020  ( term 3 and 4). This was done virtually due to the 
COVID-19 disruptions  

Challenges: 

 Uncertainty of Covid -19 impact and  implications on 
plans  

 Where the terms are and how they are  to be re-
structured  
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Training of literacy 
coaches to conduct 
Term 3 and 4  (2020) 
cluster teacher 
training 

This was postponed for some time as the coach training 
needed to be closely aligned to teacher training. The training 
of teachers could not take place due to COVIF-19 

Challenges 

 Uncertainty of covid -19 impact and  implications on 
plans  

 To review plans after 30 July  2020 

 Mitigation- Virtual training model and approach in 
place 

 Molteno and Oxford 
to provide on-going 
technical support for 
literacy coaches 
through engaging 
with lead coaches 

We presented a request to conduct some joint monitoring 
sessions of coaches in 2020. This was well received by FPD. 
We could not immediately implement this in 2020 due to 
covid-19 

Virtual support  continued through development of coach 
and  innovative development of ATP alignment guides for 
teacher interface 

Increased capacity of 
curriculum advisors (CA) to 
support Foundation Phase 
teachers in language and 
literacy in African Home 
Languages (Setswana).   

Embedded in 
UNICEF coaching 
programme 

 

 

 

Challenges 

 Integrating teams virtually through RSP and UNICEF 

 Mitigation: same subject advisors can provide 
continuous improvement strategies and plans on 
curriculum implementation and lessons learnt from 
both programmes 

Accreditation for 
Teachers 

Oxford and Molteno  spearheaded this activity. We would 
provide certificate of attendance for all teachers who 
successfully completed the programme. 

 

 

 

 

 

 

 

 

 



5. PROGRAMME DEVELOPMENT STRATEGY  

Development strategy was the development of lesson plans and resources on a term by term basis. We 

therefore had to develop materials, review  and quality assure while at the same time implementing. This did 

not allow enough time for planning. Year 1 of the revised RSP implementation was particularly a challenging one 

as we had to review materials from EGRS which required quite drastic improvements.  

Molteno had to work overtime during December holidays to ensure that the programme could still be 

delivered at the beginning of January 2019. We only had less than 2 months for this to be achieved as 

approvals were only finalized in November 2018.  

 

The following is the summary of the programme development strategy. 

 

5.1  Overview of 2020 development  

 Activities UPDATE  & STATUS 

 
Revisions of Term 4  
Lesson Plans 

Planning, mapping and review of Term 4 2019 
lesson plans to develop and print 2020 Revised 
Lesson Plans. 

Aligning Terms 3 and 4 Lesson Plans to Trimmed 
curriculum   

 

 A  review meeting with Subject 
advisors for Term 4 was set up  as 
the lesson plans for 2020 could no 
longer be reviewed in isolation of 
another due to missed terms in the 
school calendar as a result of the 
pandemic.   

Professional development and  support  Leadership coaching programme 
was delivered by Oxford 

Molteno had planned to deliver 
Facilitation skills programme and 

Differentiation  

Increased capacity of 
curriculum advisors (CA) 
to support Foundation 
Phase teachers in 
language and literacy in 
African Home Languages 
(Setswana).   

Just-in-Tine Training  

 

Coach Training  

This role  was  infused into the literacy coaching 
programme ad was successfully delivered.( See 
subject advisor professional development below.) 

Achieved through Master Training 
of coaches through UNICEF 
programme. 

 Teacher training in Term 2  to 4  not 
done due to COVID-19 

Term 2 2020 Coach Training 
completed  
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5.2  Materials development process 

September to October Planning was spent planning the programme change from Pilot of RSM to RSP coaching. 

This took a long time and compromised the time to start on development of lesson plans.  

The review of EGRS lesson plans and writing of RSP Setswana only stated in November 2018. We only had  

November and December dedicated to Writing in order to ensure the programme started in January 2019. 

 

The following summary informed the changes made from EGRS 1 to RSP. This was done after numerus 

consultations and reference group meetings with DBE and the EGRS 1 research team including Prof Brahm 

Fleisch. 

 

5.2.1 Time allocation  
 

Mondays Skills: 

  EGRS 1 (Maximum Time) 

Mondays Skills: 

RSP   

(Minimum Time) 

Time Instruction Method 
Time 

Phonics 15 min   
Listening and 

Speaking 
15 min 

G.G.R 15 min   Phonics  15 min 

Handwriting 30 min   G.G.R 15 min × 2 groups 

G.G.R 15 min   Shared Reading 15 min 

Shared Reading 15 min   
    

Total Hours 
1 hour 30 min 

    Total Hours 1 hour 15 min 

Tuesdays  Skills: Time Instruction Method Tuesdays  Skills: Time 

Phonics 15 min   Phonics 15 min 

G.G.R 
15 min 

  Handwriting 
30 min 

Writing 
30 min 

  G.G.R 
15 min ×  2 

groups 

G.G.R 
15 min 

  Shared Reading 
15 min 

Shared Reading 
30 min 

    
  



Total Hours 
1 hour 45 min 

    Total Hours  
1 hour 30 min 

 

 
Robust engagement with EGRS 1 Lesson Plans , where to improve and what we need to do. 

 Use DBE workbook themes.  

 No structured Group Guided Reading (GGR)  routine 

 No phonemic awareness and  phonics  posters in Home Language  

 Poor phonemic progression: Phonics Methodology not structured and embedded in lesson plans 

 Strengthened vocabulary building through vocabulary posters,  GGR  vocabulary and phonic 

posters 

 Good writing frames but not much language structure covered 

 Required strengthening of curriculum coverage  

 Consider the importance of establishing routine : Weeks 1 to 5, then 6 to 10 minimise 

explanations 

 Focus on strengthening routines 

 Minimised cross referencing  ( tracker) 

 

5.2.2 Lesson development approach 
The approach to RSP is informed by a phonics based programme which places a key emphasis on the 

development of phonics and phonemic awareness as the centre of learning to read. The diagram below 

demonstrates the approach followed in  RSP -HL, Setswana. 
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This approach has proved to be very successful in the improvement of teacher understanding of 

teaching HL. The coaches and  subject advisors provided very positive feedback. In 2021, we were 

approached by subject advisor , for Bojanala, who indicated that she came across the RSP HL Lesson 

plans and really thought they were one of the best she had come across and requested that this 

programme e implemented in her 70 schools.  subject advisors in Kenneth Kaunda and Ngaka Modiri 

Molema districts were an integral part of the review of the programme and this has further strengthen 

the collaboration and sustainability of the programme as they co-owned the process of and evolution 

of the materials development.  

We further used the lessons learnt from their inputs from Term2 2019 in the revisions of the 2019 Term 

1 lesson plans development. 
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5.2.3. LTSM Provision  ( Year 1 and Year 2) 

RSP TERM 1-4 RESOURCE PRINT MATERIALS  

TERM 1 2020 TERM 2 2020 TERM 3 2020 TERM 4 2020 

Grade 1 - 3 Lesson 
Plans , Tracker 

Grade 1 - 3 Lesson 
Plans , SBA and 
Lesson Preparation , 
tracker 

Grade 1 - 3 Lesson 
Plans , SBA and 
Lesson Preparation . 
tracker 

Grade 1 - 3 Lesson 
Plans , SBA and 
Lesson Preparation . 
tracker 

Grade 1-3 Conversation 
poster 
Poster 1: Week 1-5 and 
Poster:2 Week 6-10 

Grade 1-3 
Conversation poster 
Poster 1: Week 1-5 
and Poster:2 Week 6-
10 

Grade 1-3 
Conversation poster 
Poster 1: Week 1-5 
and Poster:2 Week 6-
10 

Grade 1-3 
Conversation poster 
Poster 1: Week 1-5 
and Poster:2 Week 6-
10 

Grade 1 Phonic Friezes                 
Grade 2-3 Phonic 
Posters  

Grade 1 Phonic 
Friezes                 
Grade 2-3 Phonic 
Posters  

Grade 1-3 Phonic 
Poster 

Grade 1-3 Phonic 
Poster 

 Grade 1 - 3 Phonic 
Flashcards 

 Grade 1 - 3 Phonic 
Flashcards 

 Grade 1 - 3 Phonic 
Flashcards 

 Grade 1 - 3 Phonic 
Flashcards 

Setswana Vula Bula 
Readers     

Vula Bula Setswana 
Big Books 

Grade 1-2 Handwriting 
poster                            
Grade 2-3 Cursive  
Poster        

 

5.2.4. Term 2 -4 Development ( Incorporating Reference Group) 

The Reference group meetings always took 2 days to go through the RSP Lesson Plans:  Setswana HL 

Provide Quality assurance inputs  and robust discussions  were around:- 

 the lessons plans  design  in line with HL requirements 

 the level of activities embedded in the Lesson Plans 

 Reviewing flow and consolidation of skills per week 

 Appropriateness of methodologies and Setswana terminologies  per Grade against curriculum 

mapping  

 Guidance on areas such as lesson preparation, assessment (SBA) and deliver training on these areas 
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 Suggest inputs regarding Training  designed for coaches. 

 Discussing ways to support during Teacher training and support teachers in schools during the 

implementation of the programme 

 Providing  critical feedback on highlights and challenges emanating from schools as part of sustaining 

the programme 

 

5.2.5. Term 2 -4 Development Highlights 

 Term 1 provided teachers with phonic posters and vocabulary words 

 Capacitated coaches to support  teachers to design their own phonic words 

 Trained coaches to support teachers to create own big books  

 Tracker, lesson preparation and SBA in lesson plan 

 Materials Development and provision of  training  

 We had an opportunity to attend Teacher training sessions to got feedback from  teachers on the 
lesson plans 

 Dry-runs and level of confidence gained by coaches in Setswana HL 

5.2.6. Term 2 -4 Development Lessons Learnt 

• Term 1 development 2019 

• Term by term review helps in continuous improvement 

• Subject advisor collaborations  

• Sustainability of materials 

• structured collaborations with Library resource sections  

• Development of teachers to look after their resources 

• Strategies to support parents on taking care of resources ( readers) 

 

5.2.7. Quality Assurance  

The process of proof reading and rigorous editing of all materials per term ensured that Materials produced the 

lesson plans and LTSM of high quality. The feedback from Khulisa during their review was quite positive for the 

HL Setswana programme . The only feedback which needed attention was continued quality assurance in terms 

of editing which Molteno took into consideration and implemented through external editors. Molteno also got 

feedback about the quality of printing which caused a few of the lesson plans to spilt. Molteno replaced these 

lesson plans and resolved to find a new printer to ensure quality was sustained. 



Other than these issues, Molteno feedback was that LTSM was very good and well developed. We continues 

however, to intensify our quality assurance strategies as part of continuous improvement. 

In addition Molteno further offered to support coaches during training in order to acertain what teachers 

needed and how they responded to the materials. This would further provide insights into materials 

development as part of quality assurance. 

Molteno continued to engage with Lead coaches and to support Teacher Training for Term 4 through attending 

Teacher Training in Lichtenburg Cluster.  

The report was that training went very well despite some lesson plans being damaged – which has been 

addressed above. 

Molteno supported coaches during Term 3 training - Klerksdorp 

One trainer attended a session per Grade per Venue over three days in Klerksdorp in  July 219 from the 14-17th 

. This assisted in providing insights on  understanding where teachers are needing more support 

This also helped in  supporting coaches  as part of professional development 

The report showed that coaches were doing a good job . Teachers indicated that since the project started, there 

was less teacher absenteeism as they are eager to implement the lesson plans 

Dry-runs helped in ensuring that Coaches delivered materials and training in a consistent and confident way. 

 

The delivery of materials into venues was highly and efficiently executed by  FPD  in communication with 

Molteno 

We continued to support Just-In-Time training even though we could not cover all venues. 

There is evidence that training was  well executed by most of the coaches 

The collaboration with subject advisors also added an element of quality assurance as they were able to provide 

feedback on the approach used in the development of materials. Their inputs and insights were invaluable. In 

particular they supported the development on two key issues: 

 Assessment and the use of SBA 

 Lesson preparation and model books 

They also trained teachers during training to explain these two concepts. 
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Molteno   attended a Khulisa/RSP-EGRS evaluation briefing organized by the DBE . This was to clarify the role 

that Khulisa was playing in the evaluation of RSP and the objectives for such an evaluation. Furthermore, a 

preliminary report was made by Khulisa on the findings of HL and EFAL Lesson plans and approaches.  

 

During COVID-q9, FPD implemented an additional session called Teacher Coaches Training Committee ( TCTC) 

where all the materials developers and trainers would sit together to plan on areas that needed further support 

for both coaches and in terms of materials feedback. The meetings were successful but were often interrupted 

by unforeseen connectivity issues and also unavailability of some members due to unforeseen circumstances 

such as clashes in schedules especially towards the project close out. 

5.3 Training  of coaches 

The training was conducted every term before teacher training sessions.  

Molteno and Oxford delivered a coordinated programme to ensure that the coaches were prepared 

for a three day teacher training session ( one day for both EFAL and HL per Grade) instead of the usual 

two days per Grade. 

We developed a joint programme that would see Coaches trained on HL and then EFAL . The 

programme was designed such that it enabled coaches to reinforce the content that they would train 

teachers on. The training was practical and ensured that for HL it addressed gaps that coaches were 

experiencing . 

In HL we often focused  the skills which we felt coaches were struggling most with such as Group 

Guided reading, shared reading and phonics. The joint partners (Molteno/Oxford) always varied 

strategies for training in alignement with each other. In one session, for example, we also prepared a 

Quiz to test teacher knowledge.in another session, we provided Faciliation skills which spoke to issues 

beyond the curriculum. 

The programme was well structured to ensure coaches understood how to manage time as two 

programmes were delivered in a day. Where joint training of both languages was required, especially 

in Term 4, we also reviewed and supported coaches on their organisational and management skills.  

Dry-Run session: Coaches 

Molteno/Oxford designed a Dry-run programme that combined all the EFAL and HL components into one. 



The plan was to ensure that coaches rehearsed for teacher training . Coaches would then be given feedback by 

the panel of DBE, Molteno and Oxford in order to ensure that the three days ran smoothly. 

Power Point presentations were given with specific activities and notes on how to execute the Grade specific 

training.  

The programme for the day was circulated to all stakeholders 2 weeks before the scheduled coaches’ training . 

The dates for training had been circulated, commented upon and agreed upon by all stakeholders culminating 

in the final programme and dates for training.  

Khulisa representatives  and DBE were usually  present for the Coaches Training and Dry-Runs 

Challenges with Dry-runs were usually encountered with some coaches not being amenable to implement this 

session. 

Their reasons provided were  

(i) Some coaches allegedly  seemed not to trust the process of being critiqued and the agenda behind 

this since the DBE was never present during the sessions of coach training. 

(ii) They required more time to prepare for teacher training  

In all cases, Molteno did iterate that we were there to support and give constructive support and that both 

Molteno and Oxford  were prepared to deliver the dry run as planned to ensure that the 3rd day became their 

rehearsal and that they would not necessarily need to further prepare after this . Molteno still continued to 

allocate roles for the dry-run  

The matter was taken up by FPD management and coaches participated even though mostly the coaches were 

not always prepared  

However, on a positive note, the HL coaches always did a very good job in facilitating the specific sessions that 

they had chosen. 

DBE Ms Mohohlwane intervention and support  always made sure that coaches were clear about the value of 

rehearsals and explained the context of Dry-run and the programme that was agreed upon. 

There was an agreement that DBE needed to sit in  FPD Project meetings  to ensure that coaches were all aligned 

with decisions taken.  
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5.4 Professional development of Subject advisors  

In 2019, Molteno convened Reference Group meetings with CAs in Dr KK and NMM. We convened 

numerous materials reviews (lesson plans ) 

Furthermore, trainers were invited to attend lesson observation conducted by and organised by 

Subject advisors using the lesson plans that were developed by Molteno team.  

The reference groups continued into 2020 and during covid-19, these were successfully conducted 

virtually.  

Initially in 2019, the plan was to review strategy to use the subject advisors reference group forums as  

PLCs.  Since subject advisors were always engaged in ongoing and practical training during their 

engagements and inputs/feedback  in development of HL lesson plans as well as during Reference 

group sessions and coaching sessions. 

We therefore agreed with FPD to begin to initiate the planning of  development of a framework to 

design Subject Advisor programme with Oxford . This plan was revised after the adoption of the 

strategy  to deliver UNICEF coaching coarse for both Coaches and Subject Advisors for 2020.  This was 

reported in the Term 4 Reference Group meeting of 12 September 2019 and endorsed in a meeting 

held at FPD with DBE and stakeholders on 19th September 2019. 

Eventually the strategy was adopted and the UNICEF coaching course was infused into RSP in 2020 

where subject advisors attended the training for the first term through face to face interface and later 

remotely through structured zoom sessions led by Molteno.  These sessions were well structured and 

executed successfully. Coaches and subject advisors  will be accredited by UJ and the process is still 

underway based on them submitting their PoEs. 

     Molteno continued  to engage RSP partnership on progress and ways of improving the programmer 

     Synergies and training of Subject advisors and coaches  was conducted successfully for all the  sessions.  

 

 

 

 

 

 



5.5 COVID-19 adaption and responsiveness  

   The following table shows the planned strategy for activities for beyond 2019 specially during COVID-     
19.  

ORGANISATION                                   ACTIVITIES                                                                                     PLANNED DATES 

 

 

MOLTENO 

Develop AHL T4 lesson plans and Catch Up plans July 2020- August 2020 

Reference Group Meeting with DBE (HL) September  2020 

Print and distribute AHL lesson plans and resources September  2020  

Train literacy coaches  End September  2020 

Provide on-gong technical support for literacy coaches On-going  Head Coaches   support 

 

 

5.5.1 Analysis of Term 2 Interventions as a result of COVID-19 , Risks and Mitigations 

The sudden scourge in the country of the Corona virus in February 2020, destabilized our implementation plans. 

However, we were able to adapt and align to ways of doings by developing materials that can be accessible and 

engaging coaches online.   

 

We  therefore achieved project goals while we continued to manage and strategically plan scenarios in 

collaboration with DBE and FPD on how to reposition the project to deliver onset outcomes. 

 

The Term  2   school calendar year saw  most of the  plans having to be  reviewed   as the  coaching model and 

access to teachers  yet again, disrupted as a result of COVID-19 cases rising –resulting in  intermittent extensions 

of the lockdown. 

Schools were supposed to have opened on the 31st of March for Term 2. Subsequently an announcement was 

made by government that schools would open the 14th of April 2020.  These dates did not materialize due to 

the spread of the pandemic and lockdown. 

 

This meant that the plans for Term 2 Coaches Training had to be postponed. The materials (Lesson Plans which 

had been already printed could not be delivered because printers were closed as non- essential service. 

Schools were then envisaged to open on 18 May 2020. In addition the department announced that it was 

preparing a Curriculum recovery plan which would ensure that teachers were able to catch up on time lost. 
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5.5.2  ATP and Trimmed Curriculum Alignment 

 

We then began to plan for reference group training remotely to prepare coaches to train teachers closer to 

schools opening. 

 

Unfortunately this date too did not materialise as schools needed to be made ready through disinfecting and 

providing them with the relevant infrastructure to safeguard return of learners. We had then planned the 

coaches training  remotely and accordingly to align with schools opening as follows: 

 27th and 28th May  2020.  (Home Languages Setswana) 

 

It was therefore announced that the new school dates were to be the 1st of June 2020.  

Molteno was able to develop an alignment matrix that matched the trimmed curriculum and we developed 

teacher catch up plans aligned to the RSP lesson plans but indicating exactly where in the Term 2 the teachers 

would begin to trim the curriculum using the RSP lesson plans. 

 

5.5.3 Postponement of phased in return of Foundation Phase learners 

The challenge was that at the time of planning for development : 

 The phased grades were not announced 

 The calendar was not formally gazette 

A further postponement was announced where  

 Only Grades  7 and 12 were to return to school on the 8 June 2020. All Teachers and these learners went 

back to school  

 The formal calendar was announced with Term 2-4 dates as follows: 

o   8 June 2020-7 August 2020  : Term 2 

o 12 August 2020-23 September 2020: Term 3 

o 5 October 2020-15 October 2020: Term 4 

This meant that Molteno had to yet again review the plans as well as the developed catch up manuals and 

teacher resources as well as coaches training manuals. The consortium also had to postpone the training as 

teachers would no longer be able to immediately implement in the classrooms ( Grades 1-3) were being phased 

in later in July. 



Grades 1-3 Learners were expected back at school on the 6 July 2020.  Due to review it was announced that only 

Grades 3 were to return on the 20th of July and Grades 1 and 2 on the 27th July 2020. 

Grade 6 learners were expected to return on the 6th instead. 

 

These uncertainties and postponements had unforeseen negative impact on planning and alignment of 

curriculum to revised calendar and revisions 

 

Furthermore, the development of alignment materials to Lesson Plans had to take two major considerations 

which were communicated to the consortium:’ 

 

5.5.4 Terms 2 and 3 collapse as per ATPs and Trimmed Curriculum/Recovery Plan 

 Calendar mapping and curriculum coverage straddled Terms 2/3 and 4 

 In order to comply it was imperative that the mapping considered this critical issue and that Term 3 

lesson plans were ready 

 Molteno Term 3 Lesson Plans were ready to print on the 24 June 2020 

 The shifting timelines and further  delay in  curriculum coverage  

A decision was taken that we should only focus on Term 2  during training. However this was not going to be 

compliant as the curriculum spoke to Term 3 ( Assessment week 9, skills collapsed for Term 2 and 3).  This 

alignment had to be in line with this reality and therefore Molteno, circulated Soft copies of Term 3 for review 

and for alignment purposes to Subject Advisors and partners. 

This would ensure that when training took place all were able to refer even if delivery was not conducive. 

 

5.5.5 Subject advisors workshop ( HL-Setswana)- Remote 

Subject advisor workshop was planned and conducted on the 23 June 2020 as a way to collaborate and to find 

ways to align our activities to the implementation of the trimmed curriculum. This workshop substituted the 

Lesson plan review dates but for Molteno, the workshop also directed the activities to both Term 2 and Term 3 

lesson plans as per trimmed curriculum. 

 

The reviews and feedback from Subject advisors were excellent. They were excited that they would be able to 

support teachers and also would have resources in the form of the Setswana lesson Plans to help teachers to 

refer to teach learners. 
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Subject advisors were excited about the way the alignment was done as well as the way the Master Trainers 

facilitated the remote session. 

 

They also stated that they better understood the teaching of Phonics, particularly blends. 

They provided feedback to the effect that with regard to phased in return of learners, schools would have 

options to rotate learners in a grade within a school to allow for social distancing and that therefore issues of 

management of groups as it impacts on Group Guided Reading strategies should not be a problem. 

Materials developers made inputs on the teacher manuals and coaches materials based on this very important 

feedback and review. 

 

On the 10 July 2020 there was a second reference group review of the uptake of the Teacher training after 

schools opened and  the envisaged uptake when Grade 3 learners returned on the 6th of July 2020. 

Subject advisors provided feedback on the trimmed curriculum plan and they were excited that teachers would 

be able to implement the strategies provided by Molteno ( documents were sent to Partners). 

 

5.5.6 Delivery of Lesson Plans 

After this endorsement the partners decided that materials could be delivered to venues for schools to collect. 

The dates for delivery were as follows: 

Term 2 Lesson Plans 

13th-14th July 2020 in all designated venues in Lichtenburg 

The term 3 lesson plans, it was decided should not be delivered to avoid confusion. These were and are still 

ready for delivery. (see delivery notes and soft copies ) 

Only after the training, on the 13 and 14th of July did we get another announcement that schools will re-open 

on the 24th of August due to the peak of infections in July. 

 

5.5.7  Delivery of Teacher Catch Up Guides (COVID-19) 

Molteno had already prepared and printed the teacher booklets to ensure that the schools collect these as per 

partner plans with the Term 2 lesson plans on the dates announced by the partner – 21 July 2020.  Molteno, 

printed these booklets from the  18th and 19th  after consultation with FPD to align with lesson plan collection. 

All Booklets were delivered successfully on the 20th. Coaches were supposed to distribute the lesson plans with 

these booklets on the 21st of July 2020 ( See  summary of PPT for printed booklets as Annexure 1) 

 

 

 



5.5.8 Coaches Training  ( Remote) 

Coaches training took place on the 13th and 14th July 2020. 

Molteno organised the 2 day training for all coaches. This training was well attended. ( See Register) 

Due to COVID-19 all lesson plans were circulated as soft copies and training was conducted remotely over a 

period of two days. 

The two days were further broken down into two sessions to allow for reflection activities in between the 

training 

The Training focused on ( see Coach training programme and PPTs) 

 Orientation to ATPs and Trimmed Curriculum and alignment to RSP Lesson Plan Per Grade 

 How skills have been trimmed and application in the classroom environment  

 Resources for teachers ( Catch Up Booklets and how to prepare for teacher training sessions) 

Coaches were given time to ask questions during the sessions and to engage with facilitators and with inputs 

from subject advisors. 

This was an interactive remote workshop and coaches expressed their appreciation to facilitated sessions. 

Evaluation forms were circulated and completed.  

 

5.5.9 Big Books preparation and distribution  

 

The budget was formally approved in February 2020. At the time of approval, the country experienced the 

COVID-19 pandemic which resulted in lockdown. 

Printers and developers were closed which resulted in the Big Books not being finalized and delivered to schools. 

 

In addition, Big Books require that learners are in the classroom for teachers to teach reading strategy. Due to 

COVID-19 learners are not back at school and a revised date of delivery is being reviewed.  

We finally delivered the Big Books during Term 4 training in October 2021, when the lockdown level was reduced 

to level 1. 

 

5.5.10 Highlights for innovation during COVID-19   

 Scenario planning during lockdown 

 Development of COVID-19 booklet  on ATPs 

 Teachers had some tangible resource to refer to support them in implementing trimmed 

curriculum 
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6. STATISTICAL INFORMATION  

      The Table below lists activities /meetings, stakeholders engaged with over the period of reporting. 

 

Purpose of Meeting Date Venue No Attended Stakeholders 
Planning for Term 2-4 
Writing Process 

March/April  
2019/2020 

Molteno office  Molteno 
Project 
Manager. 3 
master 
Trainers 
And 
coordinator 

Molteno  

Finalising actions for 
Coach Training 

 Jan/April. July/ Oct/ 
2019-2020 

Face to face & 
Virtually 

Molteno 
leading 
To support 
alignment with 
Oxford 

Molteno 
Oxford 
 

Reference Group 
Meetings 

April 2019 
July 2019 
October 2019 
December 2019 
March 2020 
June 2020 
August 2020 
 

 Subject 
advisors (8) 
DBE ( 2) 
Lead coaches 
(1) 
Materials 
developers and 
PM 94) 
 

Molteno 
District 
DBE 

 

Lesson development workshop sessions 

 

Purpose of Meeting Date Venue No of 
Attendance 

Stakeholders 

Planning for Term 4 
Writing Process 

July 2019 Molteno office  5 Molteno  

Review of preliminary 
writing process Term 4 
Subject Advisors 
Engagement/PLC 

July 2019 Lichtenburg  6 Subject Advisors 
Molteno  

Workshop on 1st draft 
Lesson Plans  

August 2019 Sunnyside 
Hotel, 
Parktown 

5 Subject Advisors 
Molteno 
FPD management 
 

Reference Group 
Meeting  

September 2019 Lichtenburg  22 Subject Advisors 
Khulisa Field workers 
DBE 
FPD management 

Partners Meeting  18 September 2019 FPD 7 Oxford 



FPD  
Molteno 
VSO 

FPD Consortium and 
ClassAct/Molteno 
Consortium : FP Literacy 
Coaching Course 
Development 

19 September 2019 FPD 13 USAID 
FPD  
Molteno  
Oxford  
ClassAct 
 

Coaches Training  25-27 September 
2019 

Lichtenburg 18 Subject Advisors 
Khulisa M&E 
DBE 
FPD management 
Oxford 

Term 4 Lesson Plans 
Implementation & 
Teacher Training 
Observation & 
Continuous Professional 
Development  

30- 3 October 2019 Lichtenburg Cluster 
teachers 
(see 
register) 

Molteno 
Trainer/Materials 
Developers 
Grades 1-3 Teachers  
Subject Advisors 
FPD management 

 

Review lockdown 
implications and training of 
coaches 

April 2020 Virtually Bushy 
Johanna 
Masennya 
Abe 
Seakamela 
Stephen 
Taylor 
Nompumele
lo 
Mohohlwan
e 
Lebogang 
Refiloe 
Oxford team 

DBE 
FPD 
Molteno 
Oxford 

Review of planning for 
possible ban of lockdown 

19 May 2020 Remotely  Bushy 
Johanna 
Refiloe 
 

Molteno 

Reference Group meeting 23 June 2020  
18 September 2020 

Remotely Bushy 
Johanna 
Refiloe 
Subject 
advisors 
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7. PROGRESS AGAINST MILESTONES & OVERALL PROJECT 
ACHIEVEMENTS ON OUTCOMES  

ACTIVITIES/ 
KEY 
MILESTONES 

KEY ACHIEVEMENTS/HIGHLIGHTS COMMENTS, 
STATUS UPDATES / 
CHALLENGES & 
MITIGATIONS 

ACHIEVED/NOT 
ACHIEVED 

LESSON PLANS REVISIONS: PLANNING, WRITING & DEVELOPMENT  2019/2020 (READINESSES FOR COACH 
TRAINING & JUST-IN- TRAINING  

Lesson Plan 
Revisions  

Reviewing the Term 2 2019 Lesson Plans and 
planning for revisions to ensure that the 
Lesson plans aligned to curriculum coverage 
as per inputs from 2019 reference group 
sessions. 

We accomplished this through the following: 

Developing a curriculum mapping matrix for 
all the skills that need to be taught in Term 2 

Ensuring that the skills mapping was covered 
in a structured way that would  match 
envisaged delivery of Terms 3 and 4 lesson 
plans 

The revisions were all informed by subject 
advisers’ feedback during reference group 
sessions which began in Term 3 till Term 4 of 
2019. 

Term 2 required some revisions since it was 
the beginning of implementing subject 
advisors feedback but these revisions were 
minimal compared to Term1 2020. 

Terms 3 required very minimal revisions just 
as was  Term 4  

This continuous 
engagement ensured 
that there was 
continuous 
stakeholder 
management. 
Collaboration and buy-
in. 

We also engaged 
Subject Advisors as 
part of PLC model 
where they learnt 
from one another and 
continue to rigorously 
engage with 
curriculum issues and 
new developments 

Achieved  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Reference 
Group session 

On the 17th of March 2020, the country as 
well as the entire global community had to 
shut down operations as a result of the 
COVID-19 pandemic. 

Our team was able to get feedback from our 
Home Languages Subject Advisors. This was 
a 1 day session as we had sent electronic 
soft copies of the lesson plans in advance. 

All communication 
was made on time and 
the sessions were a 
success. 

 

 

Achieved  

 

 

 

 

 



Based on their inputs, it was clear that the 1 
day sessions are not enough and that we 
needed to continue to have robust 2 day 
sessions. 

This was agreed with the DBE and FPD 
moving forward. 

The areas which the team needed to review 
was the approach to GGR and the use of 
Vula Bula Readers. 

This issue was taken into consideration and 
addressed in the training of coaches 
programme planned for Term 2. 

 

 

 

 

 

Achieved  

Editing  of 
Lesson Plans  

An additional layer of quality assurance was 
put in place based on inputs from evaluators 
to ensure that our materials undergo extra 
quality assurance. 

We secured additional consultants to 
proofread our materials. This was a success 
as confirmed by subject Advisors during the 
reference meeting.  

The process went 
smoothly and the 
Term 1 and 2 lesson 
plans are thoroughly 
quality assured 

Achieved  

Printing and 
delivery of 
lesson plans 
and resources 
(Molteno)  

Molteno was on schedule as per Year Plan. 
Molteno also reached its deadline for printing 
for envisaged Coach training which was 
planned for 31st and 1st of March 2020.  

The printed materials were ready for delivery 
on the 17th of March 2020 but could not be 
delivered due to the COVID-19 lockdown 
announcement. 

All lesson plans were 
timely finalised and 
ready for delivery.  

Achieved  

 

Preparation for 
Coaches 
Training and 
Coach Training  

Materials developers planned and prepared 
for Coaches Training which was planned for 
31st and 1st of March 2020.  

The programme was aligned to the gaps and 
needs of coaching and deal with: 

These included: 

 Group Guided Reading and 
comprehension  

 Vocabulary building strategies 

 Writing strategies  

Furthermore, as a result of the lockdown 
there was a need to review the training model 

Coaches  were sent 
soft copies of the 
lesson plans by the 
13th of April and were 
asked to begin to 
engage with them so 
as to support teachers  

In addition we 
prepared 

A Catch Up Guide 

 A guide to support 
Teachers to Navigate 

Training materials 
Completed and 
revised  

How to guide 
completed and revised  

Remote training 
planned for 28th -30th 
April 2020 and revised 

 

All these were revised 
based on publication 
of the NDBE Recovery 
Plan 
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and based on numerous meetings and 
reviews with DBE and partners we reviewed 
scenarios which Molteno submitted for 
consideration and planning for Coach 
Training while they were working remotely 
from home. 

 

The components prepared are: 

 Train the Catch Up Guide and How to 
Guide 

 Manual to support Teachers 
remotely 

 Coach Power Point Presentations.  

The DBE agreed that there would be no dry-
run sessions and Teacher Training. 

Due to further extension of lockdown on the 
16th of April, the coach training was 
postponed to: 

28th-30th April 2020. 

the lesson plans 
remotely 

PPT for coaches 

 

. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Coach training was 
postponed again to 
July 2020 ( see 
narrative below) 

Just-In-Time 

Teacher 
Training 
support 

Trainers have done an excellent job to 
prepare How To Guide to ensure that 
Coaches are able to interface with teachers 
on the topics selected for training during 
lockdown and beyond. 

The training has been cancelled as a result of 
national lockdown. 

Molteno  developed a 
guide to orientate 
coaches to Remote 
training  

This took place on the 
28th of April 2020. 

Achieved  

Training planned could 
not take place as 
lockdown was 
extended  

Development 
of Collaboration 
and 
Implementation 
improvement 
plans   

The consortium agreed on the need to work 
more closely with coaches to ensure that 
there are no challenged which are generally 
caused by cascading of information from 
service providers to coaches and then to 
teachers. 

As part of developmental interventions, our 
Trainers would engage in teacher training 
workshops as well as provide feedback to 
FPD to ensure that the gaps that they pick up 
with coaches and or teachers are mitigated 
upon during coach visits. Trainers would also 

Good collaboration 
with as Provinces and 
subject advisors  
ensures that planning 
is aligned 

Achieved  



engage Head Coaches  to ensure that their 
developmental needs are addressed taking 
on from Term 1 training 

Subject advisors and service providers 
planned together. The COVID-19 trimmed 
curriculum workshop held on the 23 of June 
2020 was an indication of such collaboration 

Strategy review 
and 
formulation 
(CA) 

Molteno developed a motivation and 
strategy document for alignment of 
Curriculum Advisor activities that were 
initially in the scope of RSP for transference 
to the UNICEF Coaching project. 

The alignment document was well adopted 
by FPD to ensure that Subject Advisors 
engage on a literacy coaching programme 
that would be endorsed while the need for 
duplication is mitigated. 

Subject advisors were 
aligned to UNICEF 
training course 

On-going 

 

        The Table below lists activities /meetings, during COVID-19 lockdown restrictions. 

Purpose of Meeting Date Venue No Attended Stakeholders 
Planning for Term 3 
Writing Process 

March/April  2020 Molteno office  Molteno 
Project 
Manager. 3 
master 
Trainers 
And 
coordinator 

Molteno  

Finalising actions for 
Coach Training 

22 April 2020 Virtually Molteno 
leading 
To support 
alignment with 
Oxford 

Molteno 
Oxford 
 

Review lockdown 
implications and 
training of coaches 

24 April 2020 Virtually Bushy 
Johanna 
Masennya 
Abe Seakamela 
Stephen Taylor 
Nompumelelo 
Mohohlwane 
Lebogang 
Refiloe 
Oxford team 

DBE 
FPD 
Molteno 
Oxford 

Review of planning for 
possible ban of 
lockdown 

19 May 2020 Remotely  Bushy 
Johanna 
Refiloe 
 

Molteno 
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Reference Group 
meeting 

23 June 2020 Remotely Bushy 
Johanna 
Refiloe 
Subject 
advisors 

 

 

 

8. IMPLEMENTATION CHALLENGES & REMEDIAL MEASURES  

 
Implementation Challenges Remedial measures 

Development and implementation at the same time 
for 2019 
 

Working extra hours and over holidays to ensure 
delivery of materials in January and training of 
coaches and teachers by coaches. 

Uncertainty around funding of RSP and delays for 
2020 which impacts on timeframes for finalization of 
materials and meeting of deadlines for lesson plans  

 

Molteno eventually took a risk of developing 
materials and committing own funds before contract 
was signed. This paid off as we tried to mitigate 
further delays. 

Anxieties with teachers and coaches on the 

pandemic 
Providing emotional support and encouraging 
coaches to do the same for teachers 

Absenteeism and non-attendance of coaches during 

some coach training sessions  
Dry-run became a challenge but also coaches who 
felt sick had to protect others by not coming to 
workshops. This was not able to be prevented but 
we advised Lead coaches to support them. 

Being unable to support coaches during Just In time 

training due to lockdown gathering restrictions 
Coaches had to support teachers virtually 

Uncertainty about where schools are regarding Term 

calendar and recovery plans and implications of 

alignment already completed as per RSP lesson 

plans for Terms 2 and 3. 

We developed our own recovery plan guide to 
support ATPs from the department and aligned 
these to lesson plans  

Computer literacy and connectivity (network) of 

coaches remotely as we support them 
Lead coaches had to update the coaches  

Difficult to measure impact as schools, and teachers 

are not able to apply what they learn in the 

classroom 

We relied on video clips and whatsapp messages 
sent by coaches to teachers but the impact was 
compromised 



 

 

9. PROJECT SUCCESSES 

 

 Passionate staff which ensures they deliver against very tight challenges 

 Willing ness to learn as we go along and improve 

 Commitment to meeting of all deadlines 

 Proactive troubleshooting with FPD through partners meeting forums 

 Improved  coaches content knowledge and pedagogy for HL Setswana  .* See demonstrations 

of coaches teaching listening and speaking  and vocabulary development(pictures and videos 

link below) 

 Quality  of all lesson plans in Term 3. These have been well received  by DBE, subject advisors, 

coaches and teachers 

 All project stakeholders have been attending and engaged in the project. CA advisors for HL have been  

   Subject advisors have been pro-active in reference group meetings and supportive to review of lesson 

plans as well as training to support coaches and teachers. 

 Adapting to virtual training  

 Meeting deadlines of printing and delivery against very unrealistic timeframes  

 Successful alignment of Trimmed curriculum to RSP Home Language Lesson Plans 

 Successful collaboration with Subject Advisors (HL) all 10 attend our reference groups  

 Approval of ATP alignment by Reference group 

 Strategic scenario planning which ensures team is on top of issues 

 Experienced Trainers and team able to prepare good quality product and develop plans for adaptive 

context through virtual interface  

 Thorough and efficient trainers who deliver against very tight deadlines 
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10. LESSONS LEARNT & RECOMMENDATIONS  

 

 The pandemic has revealed that we all need to continuously amend and adjust plans even where at 

times we may be ahead of the developments. 

 Scenario planning is Molteno’s strength and we continue to share these learnings in the partnership. 

Problem solving and troubleshooting for a common goal are key.  

 Where there are challenges with network and reception for coach training, Molteno steps in to support 

the partnership for successful implementation of milestone activities. 

 Working remotely can also be a challenge in a context where we need to be engaging with learners and 

teachers who do not have data. These are issues that were never planned for and we need to be flexible 

around working within these constraints.  

 Questionnaires are administered after every coaching intervention. The results have shown excitement 

regarding Lesson Plans as well as training interventions. 

 Planning and preparation ensures timely delivery. Collaboration makes efficient delivery. The 

communication on venues and numbers of participants /teachers was well communicated by 

FPD for all venues activities.  

 Adapting to contextual realities and online mode of delivery is going to be key moving forward. 

 Computer literacy skills need to be developed to adapt to fast changing times 

 Coaches require additional support on applying knowledge gained from coach training in their teacher 

training sessions but also on other soft skills such as facilitation skills  

 Being adaptive and responsive to unforeseen circumstances helps in ensuring project deliverables- 

Molteno continues to review processes and is open to adapting and innovating. 

 Subject advisors ‘participation as a reference group to review lesson plans developed by Molteno and 

Oxford, to ensure the language used is in line with policies and standards. This on-going involvement of 

CAs was meant to also build their capacity to further support teachers in their clusters. The RSP is 

implemented in line with DBE policies and receives oversight  from the DBE.  



 Prior to implementation, the project management team engaged with District and Provincial structures, 

to introduce the project and advocate for support.  

 

11. CONCLUDING REMARKS 

 Molteno continues to be agile and adaptive to the pandemic context works collaboratively with all  

partners and stakeholders to respond and mitigate challenges. In addition, the continuous engagements  

with DBE and provincial officials proved to strengthen the collaboration and learnings  in  

unprecedented   COVID-19 times





  

 

              

11. RSP COACH TRAINING & OBSERVATION PICTURES AND 
VIDEOS 

 

1.1 RSP Coach Video demonstrating Listening and speaking activity. 

VID-20191028-WA0

001.mp4  

 

1.2 A COACH PRESENTING DURINF DR_RUN SESSION 

c   



1 

 

  

1.3 MOLTENO PRESENTING USE OF CONVERSATION POSTER       JUST-IN –TIME TRAINING  

 

 

1.4 SETSWANA HL SUBJECT ADVISORS FROM KENNETH KAUNDA AND NGAKA MODIRI LOMELA DISTRICTS DURING REFERENCE GROUP 

 

 



11. LIST OF ANNEXURES 

1. Sustainability reflection report 
2. ATPs alignment Presentation for coaches 
3. Coach training strategy (COVID-19) 
4. Finance report (submitted*) 

 

.   
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Increased competency and improved practice of 

primary grade teachers to teach in AHL and EFAL

Term 4 lesson plans and Training Guides shared with 

coaches

Prepare and align current materials to virtual coaching

Circulate all resources to coaches and stakeholders
Planning for coaches' training - AHL/EFAL (Molteno & 

Oxford) including preparing powerpoint presentations 

for coaches, How-To-Guides and Catch-Up notes for 

teachers 

Coaches' Training materials delivered to Province

Training for coaches in EFAL/AHL

Coaches' Dry Runs/Reflections

Delivery of LTSM to Training venues 
Development of distribution plan from venues to 

schools

Inventory and record keeping 

Development of T4 Lesson Plans, LTSM 

SACE submission and endorsement 

Release of teachers' SACE endorsed certificates to PED

Remote Teacher Support

Ensure adequate provision of data for coaches

Share ‘How to.. guides and other materials with 

teachers

Direct teachers to appropriate App and other resources 

to support their teaching

Prepare weekly schedule for teacher support

Document and report on engagement with teachers

Finalise a teacher profiling template to inform support 

needed

ACTIVITY
Dec-19 Jan-20
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ACTIVITY
Dec-19 Jan-20

UNICEF ACTIVITIES

Coach Training

Reflection Sessions 

Sessions on PoEs and submission

JUST IN TIME TEACHER TRAINING 

JIT Teacher Training (Localised Cluster Training)  

Distribution of Lesson Plans

Review of Training & Reporting 

Update teacher attendance information on RedCap

Close out reports (Coaches, Provincial Office)

COACHES' ACTIVITIES 

School Support Visits - Literacy Coaches

Update teacher support information on RedCap

Supervision and support Visits - Head Coaches

Update coach support information on RedCap

Increased Capacity of Principals/DeputyPrincilas and 

DHs (SMT) to support primary grade teachers in 

language and literacy in AHL and EFAL

PLC Workshops

Provide guidelines on structure and assessment of POEs

Monitor the submission of POEs

Updating of participants’ information on a spreadsheet 

Update SMT information (including PLCs attended, 

PoEs submitted) on RedCap

Preparations PLC

Assessing and preparing POE files

Prepare documentation for SACE submission
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ACTIVITY
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Submission to SACE

Release of certificates to  SMT program participants 

PROJECT ADMINISTRATION ACTIVITIES

Resourcing, oversight and monitoring of Provincial 

Office 

provision of PPEs to provincial office, head office and 

coaches 

Monitoring of Coaches’ weekly plans and reports

Submission of Monthly Plans - Coaches (to Head 

Coaches, Provincial office)

Submission of Monthly Reports - Partners, Provincial 

Office, Coaches

Uploading and monitoring RSP activities on BrightPod
X

Staff recruitment (literacy coaches, SMT Mentor) 

Performance Management of RSP Staff 

PMT Meetings - DBE (TBA)

Extended Provincial Management Meetings

Enforcement of Telecommuting agreements 

General office administration activities

On-going project planning and review 

School Support Oversight Meeting (Whats App, 

Weekly)

Fortnightly: Coach and Teacher Support Committee 

(CTSC)- A quality Assurance Structure

Train Head Coaches on identified training needs

Ongoing review of Case Studies/Lessons learnt 

submissions
X X X

Reference Group meetings 
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Dec-19 Jan-20

Update CoP will project reports and other relevant 

project documents e.g case studies, lesson learnt 

reports

Upload all RSP Lesson Plans, LTSM on Tablets for DHs, 

Subject Avisors 

Distribute Tablets to HoDs

Submission of close out report

Review, finalising and submission of case studies 

Consultation of RSP employment contracts 

Close out plan on RSP project

Project closure activities 

Return of RSP property

ADVOCACY 

Meeting with HoD (Where Necessary)

Meeting with Principals and DHs of Project Schools 

Planning meeting for sustanaibility workshop

Sustainability meeting - Preparatory/Strategising PMT 

meeting 

Close out meeting with Principals 

Encourage educators, coaches, partner organizations to 

participate on RSP's CoP

MONITORING AND EVALUATION

Finalize and submit MEAL Plan to USAID

Evaluation of SMT

Evaluation of teacher training

Coache's survey

Monitoring of RedCap actvities
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Monitoring of CoP 

Prepare and submit Quarterly, Annual Reports to 

USAID

Khulisa implementation and data collection

Khulisa coach shadowing trial run

Coach shadowing 
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Dec-20

Training will be done virtually from the 26 to the 29 October 

Transfer of assets from Provincial Office to Head Office
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Dec-20

SACE Certificates will be delivered to the PED in January /February 2021

The plan was to have three  training sessions, but due to covid-19 circumstances 

we could only have one session on Leadership Skills
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RSP administrative close out plan (Jan-Mar 2021)
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Activity End Date:     December 31, 2020    Plus close-out January 01 ,2021 to March 31, 2021                        

Period:  February 2021

A B C D=(B+C) E=(A-D)

1 Personnel & Fringe Benefits 35 840 781.22                            36 030 171.21                            53 375.04                                   36 083 546.25                           (242 765.03)                               

2 Travel 8 987 695.41                              6 557 279.33                              -                                               6 557 279.33                             2 430 416.08                             

3 Equipment 4 187 502.36                              4 178 875.08                              -                                               4 178 875.08                             8 627.28                                     

4 Supplies 9 894 407.91                              14 748 347.82                            2 700.94                                     14 751 048.76                           (4 856 640.85)                            

5 Contractual 1 326 184.64                              2 265 711.29                              -                                               2 265 711.29                             (939 526.65)                               

6 Other Direct Costs 5 976 870.04                              1 237 593.53                              (677.14)                                       1 236 916.39                             4 739 953.65                             

7 Sub-Agreements 43 853 691.59                            41 698 252.63                            -                                               41 698 252.63                           2 155 438.96                             

110 067 133.16                         106 716 230.89                         55 398.84                                   106 771 629.73                         3 295 503.43                             

Summary 

110 067 133.16                         

106 771 629.73                         

3 295 503.43                             

Prepared by (position): Date Cleared by (position): 

Budget Accountant March 15, 2021 Budget Accountant

Certified and Correct:

Signature:

Name

Position: Chief of Party FPD - COO

PARTNER NAME: FOUNDATION FOR PROFESSIONAL DEVELOPMENT

Address : P O Box 75324, Lynnwood Ridge, Pretoria, 0040.   Struland Office Park, East Block, 173 Mary Road, The Willows, Pretoria, 0184, South Africa

Award/Cooperative Agreement No:   AID-674-A-16-00007

Activity Name:  Practical Education Research for Optimal Reading and Management (PERFORM)

Activity Start Date:   November 1, 2016                                

Liquidation             R    

Report of Expenses generated from the 

Partners Accounting System      R   

Item No Budget Line Item Description
Approved Budget

(per Work Plan)
Current Period Expenditures         

Total Accumulated 

Expenditures
Balance

Total

I, the undersigned hereby certify that: (1) the expenditure claimed under the cited agreement are proper and in compliance with USAID's regulation as sited under this Acqusistion or Assistance's 

provisions and terms; (2) the information on fiscal report is correct and the detailed supporting documention / information, as USAID may require will be furnished at grantee's / contractor's home 

office, as appropriate; (3) that all requirements called for by the Agreement / Contract to date of this certificate have been met; and (4) that to the best of my knowledge, none of the commodities 

purchased were produced and imported from other than Free World countries.

Total Expenditure Prior to 

Report date 

Total Approved Budget

Total Accumulated expenses

Balance 

H J REEDER
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1. INTRODUCTION 

1.1 Purpose  

This Standard Operating Procedures (SOP) is written to outline the procedure to be used by the M&E Advisor 

and consortium partners, project staff including international volunteers, literacy head coaches, literacy coaches 

and project provincial staff; for the recording, collation, reporting, storage and management of the Reading 

Support Project data at Head Office and Provincial level. 

 

1.2 Scope 

This SOP is mandatory and shall be implemented by all project consortium partners and project staff when 

engaging in activities of data collection, collation, documenting and reporting related to the Reading Support 

Project. The SOP will be updated at the end of year 1 of implementation (October 2019), to be in-line with 

finalized processes of implementation.  

 

1.3 Training on SOP 

The Monitoring and Evaluation (M&E) Advisor, assisted by the Technical Assistant to the project, must ensure 

that project team members who follow these procedures understand the objectives of the SOP and other inter-

related activities for accountability purposes.  Training will be provided on the SOP and data collection and 

reporting tools for all partners, volunteers and coaches; at scheduled intervals that will be agreed upon with the 

users. 

 

The M&E Advisor must ensure that consortium partners and their respective team members, head literacy 

coaches, literacy coaches and international volunteers and other trained staff, sign the training register to confirm 

that they have read and understood the SOPs therefore accepting responsibility documented herein.   

 

1.4 SOP Training log 

A training log will be developed which will be signed by all partners and project staff present during the training 

on this SOP, as partners will be required to agree to the use of this SOP. A similar training will be conducted 

when the SOP has been updated to orient users on updates effected. Annexure A is attached and will be the 

template used. 
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2. BACKGROUND  

The purpose of the RSP SOP for data collection and reporting is to:  

1. Outline the types of data to be collected at Provincial and Head office, and partner organization levels. 

2. Outline the procedures and timelines for reporting.   

3. Ensure that all responsible personnel are aware of their roles and responsibilities regarding project data 

4. Ensure adherence to reporting timelines for timeous reporting and decision making.   

 

At the start of the pilot project, an M&E system was developed which included drafting of data collection tools 

which were revised and finalized on an on-going basis, in consultation with the various project personnel at the 

local (Province) and respective head office and partner organization levels.  Upon revision of the project to align 

EGRS with RSP M&E plan, data collection and reporting tools have been revised to incorporate the changes in 

project implementation.  These new Standard Operating Procedures have been developed in-line with the 

revised project.  

 

2.1 Data Collection Tools in RSP M&E system 

The following data collection tools have been designed for collection of all M&E data as well as requirements 

attached to each:  

1. Attendance registers for coach, teacher and SMT training: Each cluster training venue has its own 

attendance register which the participants allocated to that venue must complete.  Ensure that all 

participants enter all the required fields completely (name, surname, gender, Identity number, 

designation, grade taught, contact details, signature) against the name of the school. Handwritten entries 

(particularly names of schools) are strongly discouraged.    

2. Attendance report form: an excel has been developed for electronic data entry and storage of 

attendance data. This excel has similar fields to the hard copy attendance register, however it also has 

fields for coaches/data entry personnel to mark attendance per term. This will make it easy for coaches 

to have quick access to information on individual teachers in their cluster, as well as track attendance 

over time.  This template will be updated on a quarterly basis after each training has been completed.   

3. LTSM material register: learning and teaching support material will be packaged and distributed per 

teacher by Grade at the training venues. These include EFAL and AHL lesson plans, readers, posters, 

flashcards and other supplementary material provided per term. Teachers will sign a register confirming 

receipt of the LTSM, and this will be used as evidence of distribution. For those LTSM distributed at 

the cluster training venues where the contact person is not the designated coach; the contact person 

responsible for receiving material will sign a receipt form, and this will be checked and kept by the coach 

responsible for the training cluster venue.  These will be kept by the coach and used to ensure that all 

schools and teachers in all Grades have received the relevant packages. Shortages will be recorded 

where applicable, and efforts made to ensure that these are met within two weeks of end of training. 
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LTSM dispatched from the project warehouse will be recorded on a logbook and records filed at the 

Provincial office. Distributing LTSM to teachers who are unable to/do not attend training  

4. Tablet distribution: an asset loan form will be signed by Principals/Deputy Principals, DHs, and 

District officials receiving tablets. The tablet will technically be assigned to the school and not an 

individual and taken care of by the Principals/DH receiving it. Should the Principal/DH resign or take up 

a new post elsewhere, it is expected that the tablet will be handed over the new SMT member who 

will then carry on with project activities. The responsibility for safe keeping of and maintenance of the 

tablets will remain with the school and designated personnel throughout the life of the project. 

5. Lesson observation forms: will be completed by the coach literacy before, during and after 

conducting a lesson observation.  Attached to it, is a teacher feedback form which will be completed 

after the observation to structure feedback provision. The teacher can keep a copy where feasible.  

6. In- School support forms - are to be filled in for every individual school visit conducted, on-site at 

the schools.  These should be signed by both parties and stamped.  

7. School support visit log form: A visit log form has been developed and will be signed by the teacher, 

Principal and coach or international volunteer and will have information on the teacher/SMT supported, 

time in and out, as well as signatures.  

8. Workshop/Training Evaluation forms: will be handed out and completed after each teacher 

training and SMT PLC/workshop and collected by the responsible facilitator. These forms focus on 

evaluating the quality of training including quality of the facilitation, training materials (presentations etc) 

as well as the overall facility. It is the facilitator’s responsibility to ensure that these forms are completed, 

and data entered onto a reporting Excel sheet and shared with the M&E advisor after each training. 

9. Focus Group Discussions at teacher training: will be conducted periodically, on a 6-months basis. 

The FGD will be conducted by trained (part-time) data collectors at selected venues. This information 

will provide qualitative in-depth feedback on the training.  

10. Pre and Post-tests: will be administered to all teachers during training. These will assess basic 

comprehension of the expected implementation and content of the training. this would include knowing 

the routine, different components of reading and methodologies. The tests would be administered at 

the start of training and toward the end of training. The tests would be marked, and results captured 

and shared with the PMT. 

11. Monthly planning forms are to be filled in by literacy coaches and international volunteers and 

submitted to the head coaches and Provincial Manager respectively and ultimately the logistics and 

Admin Coordinator at the agreed times (once a month) for ease of planning. Coaches’ plans should be 

shared with the Project Manager by end of the first week of each month. The planning forms are 

essentially a schedule of site visits as they detail the date, activity to be conducted and other information 

necessary for scheduling purposes.  The plans can and should be reviewed on a weekly basis by the 

team to ensure actual progress is in line with planned, and to revise the plan where necessary. Once 

completed, a travel plan will be developed and uploaded onto the FPD platform and resources allocated 

accordingly. 
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12. Monthly report forms are to be completed once monthly, providing an aggregation of all activities 

conducted over the past month, as well as plans for the next month.  Excel sheets are to be updated 

accordingly and sent to head coaches for review. 

13. Monthly progress update report is to be filled in by consortium partners, detailing activities 

undertaken in the previous month and plans for the next month by the 5th of the following month; using 

the agreed upon and circulated template.  This template is in line with the USAID quarterly report 

template.  

 

2.2 Data Management 

The following section details routine data collection and reporting, from the District level to Head Office 

(National level).  

All hard copies of project activity documents such as attendance registers, school visit forms, and lesson 

observation forms, will be filed and stored in the RSP Provincial office.  Soft copies of the documents may be 

scanned and filed on the RSP Soft Copy Library (SCL).  Copies will be sent to M&E as requested.  Excel sheets 

will be updated using hard copy documents and sent to M&E Advisor monthly for review and back-up.  

A database will be developed for the electronic capturing and storage of project participant data. this system will 

be availed to all project staff, particularly the coaches and volunteers who will be the primary users of the system. 

A team of interns will be training to perform data quality checks before the data is saved on the system. This 

will act as a central data repository for the project, and ensure smooth handover between coaches, volunteers 

in the event of attrition.      

 

2.3 Routine data collection flow diagram 

The following is a representation of how data is envisaged to flow from the Provincial office to the Head office 

level. 

 

Daily                 Data collected using lesson observation forms, school visit forms  

      

Weekly             Summary of actual visits conducted VS planned visits, plans for next week, summary  

    of feedback   

          

Monthly             Aggregation of visits conducted. Summary of feedback from the school project      

     participants (both teachers and SMT) 
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Quarterly:           Training schedules, attendance registers, lesson plan distribution, learner material  

                            Distribution. PLC and cluster training specific reports to be completed 

2.4 Roles and Responsibilities 

2.4.1. Molteno & Oxford; align, revise and complete EFAL and AHL lesson plans respectively, for distribution 

at teacher training. 

-Provide supplementary learning and teaching support material 

-Provide on-going professional development and technical support for literacy coaches 

2.4.2. International Volunteers – conduct SMT PLC workshops, administer and store and file attendance 

register, training evaluation forms; ensure copies are scanned and stored on SCL, and hard copies filed in the 

office.  

- Conduct school support visits, monthly planning and reporting, PLC-specific reports 

-Joint planning meetings with Project Managers  

- Submit reports to Provincial Manager  

 

2.4.3. Literacy Coaches:  

-organize and conduct teacher training on scripted lesson plans (for teachers in all project schools), administer 

and store attendance registers;  

- conduct lesson observations (in-school coaching), data entry onto reporting template ensuring templates are 

up to date 

- ensure usage of LTSM in the classrooms  

- Ensure that all teachers from project schools receive graded LTSM   

- Conduct sub-PLCs/ School Needs Based workshops for teachers as the need arises  

- participate in joint planning meetings with international volunteers at the Province  

-Participate in monthly reflection meetings in the Province  

- Submit reports to head coaches for validation 

 

2.4.4 Literacy Head Coaches: establish and maintain relationships with District and Provincial stakeholders 

-Liaise with Provincial stakeholders to ensure smooth implementation of project activities  
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-Allocate coaches to clusters for both training and coaching schools   

-Assist coaches in organization of teacher trainings 

-Oversee and supervise actual cluster training to provide feedback to coaches and assist where necessary 

-Provide on-going technical support to literacy coaches 

-Conduct supervision visits with literacy coaches 

-Validate monthly reports from literacy coaches,  

-Consolidate coaches’ report and through Provincial manager, send to Head office  

-Ensure quality of lesson observation forms and outcomes recorded by going through the forms to validate 

conclusions and recommendations   

-Supervise coaches’ trainings and provide support where necessary, and feedback 

-Conduct on-going needs-based capacity building sessions for coaches  

-(Convene) Conduct monthly reflection meetings with Provincial staff (including coaches) and report any issues 

to the Provincial manager (and head office)  

 

2.4.6. Logistics Coordinator at Provincial office: monitor movement of vehicles (logbooks) against 

monthly forms  

-Allocate vehicles and other office resources accordingly  

-Report movement of vehicles and identify and escalate bottlenecks (where applicable) 

-Assist in the identification and securing of training / PLC venues  

-Manage warehouse (to do with LTSM) 

 

2.4.7. FPD M&E - collation of data, conducting data quality audits and verification, reporting to partners and 

USAID, update USAID databases with project data. Data management at Head Office. Liaise with external 

evaluators to ensure availability of project documents.   
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3. STANDARD OPERATING PROCEDURES 

The following section provides an outline of key activities to be conducted in the project, in the process to 

achieve its objectives. It attempts to state the purpose of each of the activities, as well as state how the activity 

is to be conducted. The aim of this is to provide a standard understanding and process for conducting project 

activities. 

  

3.1 SMT Training  

Purpose: the purpose of this training is to build capacity of Principals/Deputy Principals and Department Heads 

on leadership and management to support primary grade teachers in language and literacy in AHL as well as 

EFAL.  

How: Training venues will be selected based on centrality and proximity to schools in the SMT training 

intervention; and SMT allocated accordingly. Training activities and PLCs will take place at these venues during 

dates which will be pre-communicated to SMT.  Notice of activity will be given at least two weeks prior to actual 

training date either via SMS and/or emails. Circulars on training dates will be sent out to the District, and Circuit 

Managers where applicable. Reminders will be sent out 7 (seven) days, and a day before the training, for 

participants to attend the training at the specified venues.  These reminders will be sent via the bulk SMS 

application managed by the Provincial Manager or email which will also be sent out via the Provincial office 

 

3.1.1 At the venue 

a) International volunteers who will facilitate the training are to ensure that all SMTs have completely signed in 

the attendance register.  This can be done prior to the start of the day’s session and circulated halfway through 

to ensure all participants have signed.  

b) A standard agenda will be distributed to SMT outlining the activities for the day 

c) At the end of the session, the volunteer must enquire from the participants to ensure that all present have 

filled the attendance register provided. The volunteer is to confirm that all the relevant fields per participant 

have been filled in according to the name of their school (name, gender, grade taught, contact details), and that 

there is a signature.  

d) The start and end time of the PLC must be noted on the attendance register.  

e) At the end of each PLC session has been concluded, the volunteer is to hand out the Quality Assurance / 

EDSC assessment / Evaluation form for participants to fill in. The volunteer will ensure that all the participants 

complete this form, and that all spaces in the form have been written in.  

f) At collection, the facilitator is to check for completeness and incomplete forms are not to be collected. These 

should be sent back to the participant for completion. Where applicable, attention must be paid to forms printed 
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on double-sided paper to ensure that both sides have filled in. All forms given to volunteers for completion at 

PLCs should be checked and verified for completion always.  

g) After each PLC, the volunteer is to complete a PLC report stating the highlights, successes and challenges 

experienced. It is important to note participants’ feedback in terms of participation and any other occurrence. 

This will inform management on venue specific successes and challenges to inform progress and point to 

bottlenecks. This forms part of the monthly report. 

 

3.1.2 After the training  

Conduct an audit of participants, identify absentees and follow-up on reasons for not attending PLC. Prioritise 

in terms of school visits to provide catch-up training based on discussions from PLCs.   

 

3.2 “Just-In-Time” Teacher training  

3.2.1 What: this is a centralized cluster training provided for teachers at the start of each term to train them 

on how to provide structured learning by use of lesson plans and related LTSM in both AHL and EFAL.    

 

3.2.2 Purpose: The purpose of the training is to build capacity for teachers to effectively teach AHL and EFAL, 

by delivering scripted lesson plans and related LTSM. Teachers will be trained on how to use lesson plans and 

supporting LTSM for both EFAL and AHL. This training will be conducted by literacy coaches, for all Foundation 

Phase teachers (Grades 1 – 3) in all the selected project schools. Term 1 and 3 training will be conducted over 

two days and be residential, while term 2 and 4 training will be conducted over 1 day.  Schools will be allocated 

to specific clusters based on proximity. Teachers will be allocated to clusters and will be encouraged to attend 

the training at the allocated clusters.  

 

3.2.3 Prior to each teacher training 

The training dates for the year will be shared with Principals (via SMS and/or email) and teachers during the first 

school term. Invitations are to be sent out to teachers to attend the just-in-time cluster training at least two 

weeks before the date. Reminders should then be sent out at 7 (seven) days and 1 day before the training. Both 

FP teachers and DHs are encouraged to attend this training. 

 

3.2.4 At each teacher training 

a) Prepare all facilitation materials before-hand, including lesson plans (and supporting LTSM) 
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b) Ensure that all teachers present sign the attendance register according to their schools and names 

(where this information has been pre-populated). Note that those present align to the Foundation Phase 

grade being trained that day 

c) Ensure that all teachers have signed for and received their respective lesson plans, and other relevant 

LTSM, and signed on the allocated forms to confirm receipt. 

d) At the end of the training, a sample of teachers will be requested to evaluate the workshop using 

workshop evaluation forms designed to assess the training, facilitation and the training venues. 

e) At a sample of training venues, a Focus Group Discussion (FGD) will be held with a sample of teachers 

to gain an in-depth understanding of the training they have undergone, and get a more qualitative 

evaluation of the training and essentially how they see the training translating to practice in their 

classrooms.  

 

3.2.5 After teacher training  

The attendance registers and LTSM distribution forms will be taken back to the office and used to update the 

Excel sheet, scanned and saved on the RSP SCL, and stored in the office files. Copies of these must be shared 

with M&E. These will also serve to identify schools where teachers did not attend training to determine the 

reasons for non-attendance and subsequently plan for catch-up training and LTSM delivery to these teachers. 

This should be done possibly no more than 2 weeks after the scheduled training had ended. An orientation on 

the materials should be arranged between the coach and teacher(s).  

 

Since lesson plans and supporting LTSM will be distributed at the training venue, remaining LTSM, if any, should 

be recorded and arrangements made for delivery at (a central point/warehouse or the actual schools). 

 

Coaches are to compile a training report for all trainings conducted per cycle/term. The report incorporates 

the particulars of the teachers trained, as well as highlights, challenges and lessons learnt from the training. they 

should also report on potential threats (where noted) and areas of improvement for the next trainings. This 

report is to be discussed in a forum with head coaches and the rest of the team for information sharing and peer 

learning, with a consolidated report being sent to the head office.  

 

Catch-Up Training will be conducted for teachers who were unable to attend training within two weeks after 

the end of training.   
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3.3 School Support Visits – International Volunteers 

3.3.1 School support visits for SMT 

What: A school support visit is an on-site visit to schools conducted by volunteers for participants of the SMT 

training (Principals/Deputy Principals and DHs).  

Purpose: the purpose of school support visits is to make a follow-up on issues discussed in and challenges 

experienced during PLC or training. Volunteers are to visit Principals/Deputy Principals and DHs in the schools, 

to allow for one-on-one or smaller group discussions and assist with outstanding issues where necessary. Else, 

the visit should be conducted to encourage attendance to PLCs and other project activities. 

How: volunteers will plan their visits ahead of time, to allow for adequate time for participants to prepare for 

the visit, also for the allocation of resources such as transport.  

 

3.3.2 Setting up Appointments  

The volunteer will contact the SMT member by phone, or WhatsApp to set up an appointment. They will suggest 

a time and date to meet and allow for the SMT member to schedule it in their diaries/plans. Once confirmed, 

the date and time will be noted and scheduled on the part of the volunteer. Confirmation will be done again a 

week prior to the visit, and again a day before. This is to allow the SMT to verify availability and save time and 

effort on the part of the volunteer. 

3.3.3. At the school 

a) The volunteer is to fill in the school visit form detailing the name of the school visited, details of the mentee, 

reasons for the school visit, challenges/successes experienced, agreed plan of action, timeliness as well as the 

date for the next meeting where applicable.  

b) Volunteer’s will ensure that outstanding activities from the school visit are taken up and ultimately resolved, 

including those issues that require scaling up either to the course manager, FPD IT or any other person in the 

RSP team.  

c) The mentee is to sign the form and put a school stamp on it. The volunteer is to co-sign the form, and file it 

for follow-up and record keeping purposes. This will be the first point of reference for the volunteer in case of 

a successive visit.  

 

3.4 School Support Visits for Literacy Coaches 

Lesson Observations: Literacy Coaches 

3.4.1 What: these are the in-school classroom observations to be conducted by coaches essentially to see how 

training translates to practice within schools and provide that one-on-one support for teachers.   
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3.4.2 Purpose: the purpose of lesson observation is to follow-up on the scripted lesson plan training, by 

observing how teachers translate their knowledge to action in the classroom.  

1. Classroom Observation –each teacher should be observed in their class at least once a month in each 

of the 2 language subjects (EFAL & HL) 

 

3.4.3 How: The following table, adapted from GPLMS, outlines the procedure to be followed by coaches before, 

during and after each classroom support visit. 

 

Steps Planning and preparation Pre-observation 

discussion 

Lesson 

observation 

Post- observation 

discussion 

Objectives  Month before: 

Draw up monthly schedule and 

circulate to head coach, logistics and 

admin officer, and teachers (schools). 

Inform the principal 

- Seven days before: confirm visit 

by calling teacher (secure time) 

-Call to find out where teacher is on 

the curriculum 

- Day before: re-confirm the 

appointment, prepare for lesson 

observation by reading previous 

reports (where applicable), teacher 

profile.   

 

- Understand teacher 

progress in overall lesson 

plan implementation by 

looking at learner books 

- Understand the purpose of 

the lesson to be observed as 

explained by the teacher 

- Understand classroom 

context  

Observe teacher 

practice in the 

classroom, 

focusing on both 

teacher and 

learners  

Teacher reflects on own 

practice  

-Coach shares own 

observations on teacher 

practice, highlighting both areas 

of strength and areas that need 

improvement 

-Set goals for following month  

-Agree on next visit 

 

 

3.5 School – based workshops (SBWs) 

Purpose: These are the school-based PLCs which will be informed by the needs of the teachers in the same 

schools. It may come about as a request from the teachers or initiated by the coach. The coach might organize 

a SBW for teachers who experience similar challenges in their classrooms and may want to address the issue in 

a forum or to allow for peer-learning among teachers to share lessons learnt in the manner of basic PLCs. 

(Reasons for each SBW/sub-PLC will be noted and reported on). In terms of coverage, school-based workshops 

or sub-PLCs will be implemented per school or cluster, to ensure more than one teacher at a time receives 

support from coaches. These meetings will be themed, and coaches and teachers will agree on a time and place 

prior to meeting.  The target number of SBWs per month/term will be informed by need.  
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Needs-based cluster training. This should be based on the coaches’ assessment of the needs of the teachers. 

It should be a group of teachers and may be by grade or across grades focusing on a specific topic or methodology 

 

Head Coaches 

Weekly – schedule and conduct school support visits with coaches to monitor implementation, 

developmental needs of coaches   

Monthly – consolidate literacy coaches’ reports for reporting to management. Provide feedback on coach 

support visits conducted and identified capacity building needs. Schedule and conduct capacity building 

activities for coaches. Facilitate reflection sessions with literacy coaches.   

Quarterly – monitor just-in-time training. Schedule and conduct Coaches’ Day.   
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4. PLANNING AND REPORTING  

4.1 Every week 

a) On a weekly basis, the volunteers and coaches must review (to update) monthly plans to detail planned tasks, 

including PLC or training and workshop sessions, school visits. These are to be submitted to the Provincial 

Manager for scheduling.  

b) Should the online platform be fully operation, online queries are to be attended to, escalations noted and 

resolved. Scaled up queries should be clearly stated, whether in person or online queries, and adequately 

followed up and closed. This will assist the volunteer to track their individual performance of project beneficiaries 

and identify areas for follow-up.  

c) plans must be shared with the Provincial office team, particularly the Logistics and Admin Coordinator for 

scheduling. The travel plans must be loaded on the FPD platform which volunteers will be trained on. This will 

enable the project team to track and verify movements recorded by volunteers and coaches) Weekly plans are 

submitted to head coaches*  

 

3.2 Every month 

a) Head Coaches and volunteers are to complete the monthly report form, which is a consolidation of all 

activities to be undertaken that month (PLCs, workshops, training, SMT school support visits, lesson 

observations etc) and share with their relevant supervisors for allocation and scheduling of responses. These 

will also serve as a basis for making appointments with the relevant project participants.   

b) Monthly forms (for the previous month) are to be received and verified by the Provincial Manager and 

submitted to M&E advisor.  

c) Each volunteer and coach are to provide copies of supporting documents of all reported activities, which will 

in turn be submitted to the M&E Advisor for verification. Original copies are to be kept by the coach and 

volunteer at a central point (preferably the Provincial office). 

d) Coaches submit their monthly reports to Head Coaches  

 

Head Coaches Reporting 

The following provides an outline of the contents of head coaches’ reports: 

1. Provide quality assurance for data and information reported by coaches; therefore, on a monthly basis, 

they are to provide reports on performance of the coaches as well as identify gaps/areas for further 

literacy development. Where applicable, head coaches can and will provide this training or alternatively 

rope in one of the partner organizations to conduct training.  

2. Provide feedback on their supervision of cluster training conducted by coaches  



 

Updated September 2019 

P
ag

e1
6

 

3. Consolidate reports from coaches for submission and discussion at the Provincial PMT meeting 

4. Monthly reflection meetings and delegation / escalation of responsibilities.  

 

5. PARTNER REPORTING 

5.1 Monthly Reporting  

A monthly reporting template has been developed in line with the USAID quarterly report outline. Partners are 

to submit a monthly report to the FPD MGT team, highlighting activities conducted during the course of the 

month against planned activities. They are also to state any challenges encountered during project 

implementation, update against achievement of project indicators (where applicable), planned activities for the 

next month as well as areas of collaboration with other internal or external partners. Areas of follow-up for the 

RSP management team should be noted in this report and incorporated into the RSP MGT team plans.  The 

monthly report template is attached as Annex 2. 

 

5.2 Quarterly reporting  

Five days after the end of each quarter, partners will be requested to submit a quarterly report, a consolidation 

of all activities conducted over the reporting period, for submission to USAID. This report will be verified against 

the monthly report and consolidated to compile the RSP report for the funders. The TraiNet and AIDTracker 

databases, which are USAID reporting platforms, will be updated by the M&E Advisor upon receipt of this 

information. TraiNet tracks all training activities conducted in the project, the number of people trained, as well 

as budget and expenditures incurred on that training. Partners are also expected to submit this information. 

AIDTracker is a platform for reporting on all USAID custom indicators, and these indicator data will be sourced 

from partner reports and validated against relevant source documents.  

 

5.3 Supporting Documents 

Partners and project staff are expected to file and store completed source documents, in the form of training 

attendance registers, school support visit forms, classroom lesson observation forms, LTSM distribution/delivery 

forms, lesson plan distribution forms, PLCs, training workshops forms and reports, and any other project data 

form. These will then be verified by the M&E team prior to reporting to USAID, DBE.  Reporting templates, 

developed on Excel, will be completed by coaches, checked by head coaches and Provincial management; and 

sent to head office M&E on a monthly basis.   
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6. PROJECT MANAGEMENT MEETINGS 

There are project management structures that govern the RSP; namely the EGRS PMT and internal and 

Provincial PMT. Meeting dates for each of these structures will be set and communicated by the convening 

personnel. External meetings constituting of District and Provincial Education officials will be scheduled and 

conducted according to set timelines. Communication will be sent out to the relevant participants on time to 

allow for maximum participation. 

 

7. PARTNERS’ MEETINGS 

Consortium partners’ meeting schedules are to be developed and circulated amongst partners at the start of 

the year for tentative dates, and confirmations sent out closer to the date. The expectation is that meeting dates 

will be scheduled and finalized as early as possible, to allow for partners to finalize travel arrangements where 

applicable. Attend All partners are expected to attend these meetings, and send representation where 

attendance is not feasible 
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 ANNEXURE 1: TRAINING LOG FOR SOP 

  

 

 

 

 

 

 

 

 

  

 

TRAINING LOG FOR SOP 

 Name of Trainer:  

Training Date:  

Name & Surname Job Title & Organisation 

 
 

I confirm that I understand & 

agree according to work to this 

SOP  

Signature 
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ANNEXURE 2: Monthly Report Template  

 

READING SUPPORT PROJECT: MONTHLY REPORT TEMPLATE 

1. Activity implementation progress 

2.1 Progress Narrative  

This brief narrative should highlight key achievements and whether the program is on/off track as far as work 

plan/targets in terms of (1) overall program progress for the year and (2) the current reporting period (quarter). 

2.2 Implementation Status  

This should consist of a narrative of activities implemented per Intermediate, and include what was planned versus what was 

actually achieved. 

2.3 Implementation Challenges 

2.4 PMP Update  

Indicator targets versus actual achieved 

 

INTEGRATION OF CROSSCUTTING ISSUES 

1. Innovations 

2. Stakeholder participation and involvement 

3. Management and Administrative Issues  

4. Lessons learnt 

5. Planned activities for the next month 

6. Partner collaboration/technical assistance required 

--Where applicable 

 



 
 
Regional Office of Acquisition and Assistance  

P O Box 43, Groenkloof, 0027 Tel: (012) 452-2000 Fax: (012) 460-3177  
Web: http://www.usaid.gov/Southern-Africa-Regional 

       
February 19, 2021 

Dr. Abe Seakamela 
Chief of Party       
Foundation for Professional Development (FPD) 
Knowledge Park, East Block 
173 Mary Road 
The Willows 
0184 
 
Subject:  Assets Disposition Plan Approval, Cooperative Agreement No. AID-674-A-16-00007  
 
 References:  (1) FPD letter date 12/15/20  

(2) USAID email dated 12/18/20  
(3) FPD letter dated 01/07/2021 
(4) USAID letter dated 01/29/2021 
(5) FPD letter dated 02/02/2021 
(6) AOR Concurrence, dated 2/12/2021 

 
Dear Dr. Seakamela: 
 
This letter is in response to your request for Agreement Officer’s (AO) approval of property 
disposition under the subject Cooperative Agreement. After consultation with the Agreement 
Officer’s Representative (AOR) and pursuant to Standard Provision M.7 of the subject Cooperative 
Agreement “Title to and Use of Property (December, 2014)”, AO approval is hereby granted for FPD 
to dispose of the vehicles as per the attached Asset Disposition Plan and the 169 tablets be donated 
to the South African Department of Basic Education's  Research Coordination, Monitoring & 
Evaluation.  
 
This approval is based on the explicit understanding that:  
1) for audit purposes FPD will document in its files the disposition of the equipment;  
2) the equipment will be disposed of in “as is” condition with no warranties expressed or implied;  
3) Responsibility for the maintenance, insurance, and repair of the property shall be borne by the 
beneficiary; 
4) FPD will furnish USAID with the property disposition acceptance documentation from the 
beneficiaries once the transfer of equipment has been done. 
5) the request for the disposition is within the terms and conditions of the subject Cooperative 
Agreement;  
6) the total estimated amount of the subject Cooperative Agreement will not increase or exceeded 
as result thereof.   
 
All terms and conditions of the Cooperative Agreement as amended, remain unchanged and in full 
force and effect.  If you have any questions pertaining to this matter, please contact Sandile Dladla 
at sdladla@usaid.gov and copy to me at chillas@usaid.gov. 
 
Sincerely, 
 
 
Regional Agreement Officer 
USAID/Southern Africa 

http://www.usaid.gov/Southern-Africa-Regional
mailto:sdladla@usaid.gov
mailto:chillas@usaid.gov
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Attachment No 1:  
 

1. Consolidated list of Vehicles Transferred or Purchased Under the RSP Funds and Proposed Disposition thereof. 
 

No. Asset 
Number 

Asset 
Tag 

Vehicle 
reg No: 

Description Acquisition 
Date 

Book Value Funding 
Source 

Donation date Recommended Recipient/Organisation 
and Contact Person 

1 MOV-
USSGEN-
0100 

U000230 DC 18 
HD GP 

Toyota 
Fortuner 

04/06/2014 R450 972.40 USAID 
IHSS  

14/01/2019 FPD Research Unit 
Nicky Swanepoel 
  
Project Manager (Fleet Management) 
  
Tel: +27 (0) 87 821 1109 
Cell: +27 (0) 82 937 6989 
Fax: +27 (0) 86 567 2195 
E-mail: nickys@foundation.co.za 
 

2 MOV-
USSGEN-
0115 

U005444 DC 74 
YR GP 

Nissan Navara 
dci 4X4 Auto 
D/C 

30/06/2014 R438 919.26 USAID 
IHSS 

14/01/2019 FPD Research Unit 
Nicky Swanepoel 
  
Project Manager (Fleet Management) 
  
Tel: +27 (0) 87 821 1109 
Cell: +27 (0) 82 937 6989 
Fax: +27 (0) 86 567 2195 
E-mail: nickys@foundation.co.za 
 

3 MOV-
USSGEN-
0118 

U005458 DC 90 
NR GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 FPD Research Unit 
Nicky Swanepoel 
  
Project Manager (Fleet Management) 
  
Tel: +27 (0) 87 821 1109 
Cell: +27 (0) 82 937 6989 
Fax: +27 (0) 86 567 2195 
E-mail: nickys@foundation.co.za 
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No. Asset 
Number 

Asset 
Tag 

Vehicle 
reg No: 

Description Acquisition 
Date 

Book Value Funding 
Source 

Donation date Recommended Recipient/Organisation 
and Contact Person 

4 MOV-
UDDGEN-
0106 

U005450 DD 06 
FC GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 FPD Research Unit 
Nicky Swanepoel 
  
Project Manager (Fleet Management) 
  
Tel: +27 (0) 87 821 1109 
Cell: +27 (0) 82 937 6989 
Fax: +27 (0) 86 567 2195 
E-mail: nickys@foundation.co.za 
 

5 MOV-
USSGEN-
0119 

U005484 DD 06 
FF GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 FPD Research Unit 
Nicky Swanepoel  
Project Manager (Fleet Management) 
  
Tel: +27 (0) 87 821 1109 
Cell: +27 (0) 82 937 6989 
Fax: +27 (0) 86 567 2195 
E-mail: nickys@foundation.co.za 
 

6 MOV-
UDDGEN-
0134 

U005489 DD 06 
FM GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 KWAKHA INDLODZA 
Contact: Nicholas Mamba 
nick@kwakhaindvodza.com 
tel: (+268) 2404 2265 
cel: (+268) 7603 3513/7903 3513 
Mabane, eSwatini  
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No. Asset 
Number 

Asset 
Tag 

Vehicle 
reg No: 

Description Acquisition 
Date 

Book Value Funding 
Source 

Donation date Recommended Recipient/Organisation 
and Contact Person 

7 MOV-
UDDGEN-
0135 

U005474 DD 19 
PX GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 DELANI NPO 
Contact: Deliwe Menyuko 
Deliwe.menyuko@gmail.com 
delaniconsultancy@gmail.com 
079 199 7944 

8 MOV-
UDDGEN-
0137 

U005462 DD 19 
TF GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

30/06/2014 R353 261.00 USAID 
IHSS 

14/01/2019 DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

9 MOV-
UDDGEN-
0156 

U007057 DW 39 
HG GP 

Nissan HB 2.4 
DC 4X4 HR 
+ABS 

31/08/2015 R267 802.75 USAID 
IHSS 

14/01/2019 DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

10 MOV-
UPPGEN-
0236 

U007719 FY 88 MJ 
GP 

Nissan NP 300 
2.4  4x4 High 
D/C 

04/08/2017 R268 926.93 USAID 
RSP 

Procured DBE – Research Coordination, Monitoring 
& Evaluation Unit. 
Contact: Assets Management (to be 
confirmed by Director General’s Office at 
DBE) 

11 MOV-
UPPGEN-
0247 

U007742 HJ 92 MR 
GP 

Ford Ranger 
2.2 Base 4x2 
D/C 

31/03/2018 R286 562.22 USAID 
RSP 

Procured DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

12 MOV-
UPPGEN-
0246 

U007745 HJ 92 
MX GP 

Ford Ranger 
2.2 Base 4x2 
D/C 

31/03/2018 R286 562.22 USAID 
RSP 

Procured DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

13 MOV-
UPPGEN-
0249 

U007741 HJ 92 
NN GP 

Ford Ranger 
2.2 Base 4x2 
D/C 

31/03/2018 R286 562.22 USAID 
RSP 

Procured DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

     
 

     

mailto:Deliwe.menyuko@gmail.com
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No. Asset 
Number 

Asset 
Tag 

Vehicle 
reg No: 

Description Acquisition 
Date 

Book Value Funding 
Source 

Donation date Recommended Recipient/Organisation 
and Contact Person 

14 MOV-
UPPGEN-
0245 

U007743 HJ 95 
VW GP 

Ford Ranger 
2.2 Base 4x2 
D/C 

31/03/2018 R286 562.22 USAID 
RSP 

Procured DBE – Coordination, Monitoring & 
Evaluation Research Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

15 MOV-
UPPGEN-
0248 

U007744 HJ 96 PS 
GP 

Ford Ranger 
2.2 Base 4x2 
D/C 

31/03/2018 R286 562.22 USAID 
RSP 

Procured DBE – Research Coordination, Monitoring 
& Evaluation Unit 
Contact: Assets Management (to be confirmed 
by Director General’s Office at DBE) 

16 MOV-
USSGEN-
0110 

U005480 DD 19 
RK GP 

Nissan Juke 30/06/2014 R191 331.00 USAID 
IHSS 

14/01/2019 North West Department of Education  
Contact: Mr. Simon Malindi 
SMalindi@nwpg.gov.za 
082 573 0891 

17 MOV-
USSGEN-
0111 

U005457 DD 19 
RX GP 

Nissan Juke 30/06/2014 R191 331.00 USAID 
IHSS 

14/01/2019 North West Education Department. 
 Contact: Mr. Simon Malindi 
SMalindi@nwpg.gov.za 
082 573 0891 

18 0 0 DW 20 
SY GP 

Toyota 
Quantum 

22/10/2019 Donated USAID 
SFH 

22/10/2019 North West Department of Education: 
Special Education School. 
Contact: Mr. Simon Malindi 
SMalindi@nwpg.gov.za 
082 573 0891 

19 0 0 DH 87 
DY GP 

Toyota 
Quantum 

22/10/2019 Donated USAID 
SFH 

22/10/2019 North West Department of Education: 
Special Education School 
Contact: Mr. Simon Malindi 
SMalindi@nwpg.gov.za 
082 573 0891 

 
 

 

mailto:SMalindi@nwpg.gov.za
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