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EXECUTIVE SUMMARY 

Background to the research 

During his State of the National Address on 7 February 2019, President Cyril Ramaphosa stated:  

“The department’s [Basic Education] early grade reading studies have demonstrated the impact that a 

dedicated package of reading resources, expert reading coaches and lesson plans can have on reading 

outcomes. We will be substantially expanding the availability of the early reading resources across the 

foundation phase of schooling.” 

The evaluations conducted by the Department of Basic Education (DBE) have indeed shown that 

programmes of this nature can result in improvements in learner performance. Given its alignment 

with the National Development Plan, specifically Outcome 1: Quality Basic Education, the 

commitment made by President Ramaphosa to expand the programme should certainly be followed 

through. 

As a result of the Early Grade Reading Study’s (EGRS) positive empirical evidence and the resultant 

political support, the DBE, in partnership with the Department of Planning, Monitoring and Evaluation 

(DPME) adopted the Reading Improvement Plan. This research forms part of this plan, specifically 

aiming to inform provinces regarding funding requirements. 

In lieu of this objective, this report aims to answer three key research questions: 

 

What is the optimal design for an EGRS-type programme implemented at scale? 

 

 

How much will the programme cost? 

 

 

How much funding will provinces have to make available for the programme given 

certain strategic decisions? 

All cost calculations have been done using an Excel-based costing model specifically designed and 

developed to answer the questions as set out above.  Moreover, the model is intended to be used 

by provinces to inform the strategic decisions related to the large-scale roll-out of an EGRS-type 

programme.   
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Implementation models  

A review of existing early grade reading programmes implemented in recent history revealed two 

broad programme designs: 

 

 

o Base Programme – lesson plans, 

LTSM, and teacher training 

 

o Coaching Programme – lesson 

plans, LTSM, teacher training, and on-

site coaching 

 

While the Coaching Programme is more resource-intensive, the inclusion of on-site coaching was 

shown to produce superior results relative to programmes that only provide training.  Programmes 

where on-site coaching was excluded (Base Programme) have nevertheless improved learning 

outcomes and should therefore form part of a province’s offering. As such, the objective should be 

to allocated resources according to need. While the Base Programme can be implemented widely, 

the Coaching Programme should only be implemented in the poorest performing schools.   

There are three implementation model options for these programmes. 

Summary of implementation models 

 

External Model

Based on evaluation 
findings; proven to 

work

➢ Based on current service
provider driven implementation
model

➢ External coaches visit teachers
at schools, observe lessons,
and provide feedback

➢ Backed up by evidence

➢ Externally-led Base 
Programme

➢ Lack of ownership –
programme implemented by
service providers

➢ Long-term sustainability

➢ External coach should engage
HOD, e.g. including the HOD in
a class observations

➢ HODs and Subject Advisors
should be included in teacher
training

Hybrid Model

Institutionalises 
expertise and provides 

external coaches

➢ Internal coach (HOD) supports
teachers within school

➢ External coach visits schools
to support internal coach –
does not work directly with
teachers

➢ Teaching assistants support
internal coach

➢ Internally-led Base Programme

Internal Model

Institutionalises 
expertise within 

schools

➢ Internal coach (HOD) supports
teachers within school

➢ Teaching assistants support
internal coach

➢ Subject Advisors may not be
able to provide enough
technical assistance during the
term

➢ Internally-led Base Programme

Description

Risks

Risk mitigation

➢ Subject Advisors involved at teacher training

➢ Internal coaches complete academic qualification

➢ Teaching assistants should complete short courses to qualify
(not included in costs)

➢ Unproven modality

➢ Internal coaches’ time / coaching ability a concern

➢ Teaching assistants’ competency a concern

EGRS programme options 
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As per the figure, each implementation model has unique features.  The External Model most closely 

resembles the delivery models of the EGRS programmes (EGRS I, EGRS II, and the Reading 

Support Programme).  In these programmes, coaching and training are entirely reliant on externally 

contracted coaches and trainers provided by a service provider. The Internal Model, instead of using 

external coaches and trainers, equips a designated teacher (Heads of Department or teachers 

identified by the SMT) with the tools, knowledge, and opportunity to perform the coaching and training 

role from within the school. The Hybrid Model combines these approaches by still establishing the 

identified teachers as internal coaches and trainers, but also providing external coaching support to 

these internal coaches in recognition of how challenging such a role is. This Hybrid Model resembles 

the new EGRS programme, the EGRP, to be piloted in 2021. 

Unit cost comparison  

The figure below shows the cost per teacher for the Base and Coaching programmes respectively. 

Costs are presented for the Eastern Cape and Gauteng.  Both provinces are included in the analysis 

to illustrate the impact of the number of teachers per school on unit costs.  Across the nine provinces, 

Eastern Cape, with an average of five foundation phase teachers per school, and Gauteng, with 

thirteen, lie on the opposite ends of the spectrum.   

The External Model (along with the Externally led Base Programme) is unaffected by this ratio. The 

slight differences in unit costs are due to various step-functions1 built into the costing model.  In 

contrast, for the Internally-led Base Programme, the Hybrid Coaching Programme, and the Internal 

Coaching Programme, the difference is stark. The reason for the difference is that, once the 

programme is internalised, the more pertinent cost is the cost per school rather than the cost per 

teacher. This is because, in many cases, there is one internal coach per school. Therefore, the high 

cost per teacher in the Eastern Cape is the result of implementation costs at the school level being 

divided by few teachers. 

Although the Internally-led Base Programme’s cost per teacher is higher in Eastern Cape than in 

Gauteng, it is still lower than the Externally-led Base Programme in both provinces. The reason for 

the observed differences are as follows: 

- All training is assumed to occur at the schools (on-site) in the Internally-led Model.  

Residential training (off-site) is a large cost component in the Externally-Led Model. 

- The Internally-led Model requires only master trainers, while the Externally-led  Model 

requires both external trainers and master trainers.  

 

1 Step functions relate to the quantity of resources remaining the same up until a specific threshold is reached by its primary 
cost driver. For example, if we assume one internal coach for every eight teachers, a school with any number of teachers 
between one and eight will have one internal coach. However, if a school has nine teachers, that school will require two 
coaches meaning that even though there is only a difference of one teacher between a school with eight and a school with 
nine, the school with nine will have double the internal coaches. 
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Base Programme cost per teacher by implementation model 

  

The figure below shows the drastic impact the number of teachers per school has on the unit costs 

of the Hybrid and Internal Models. In the Eastern Cape, the Hybrid Model costs the most, and the 

External and Internal models cost almost the same. On the other hand, in Gauteng, the External 

Model costs the mosts, followed by the Hybrid Model, with the Internal Model not far behind.  

In the Eastern Cape, the high unit cost for the Hybrid Model relative to the others is driven by more 

funding being required for: 

- Academic qualifications for internal and external coaches, 

- Training of coaches, 

- Salaries of teaching assistants required to support internal coaches in their traditional 

teaching duties, and 

- Salaries for a few external and head coaches (the only component in the Hybrid Model not 

in the Internal Model). 

In Gauteng, the comparatively high unit cost for the External Model relative to the others is driven by: 

- More external coaches, and therefore, more coaches’ salaries to cover, and 

- Two-day residential training, which is not applicable for Hybrid and Internal models since 

training occurs on-site. 

Coaching Programme cost per teacher by implementation model 

 

 

R18 856 R18 911

R16 508

R9 168

Eastern Cape Gauteng

Externally-led Model (External Model)

Internally-led Model (Hybrid & Internal Model)

R45 909 R46 245

R55 844

R29 422

R44 130

R25 421

Eastern Cape Gauteng

External Model Hybrid Model Internal Model
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Total cost and funding  

Table 1 shows the cumulative cost of implementing the programme in each province based on the 

following assumptions: 

- Al quintile 1-3 non-multi grade schools in each province  

• 50% receive a two-year Base Programme,  

• 50% receive a two-year Coaching Programme.  

- 5-year overall implementation period.  

- Implemented in Home Language (HL) and English First Additional Language (EFAL). 

It is important to note that these results are for the purposes of analysis. The larger report includes 

case studies in which the programmes are adapted to fit more closely to a specific province’s context. 

Table 1: Total cost by province and implementation model (‘000 000) 
 

Year 1 – 5 

Province External Hybrid Internal 

Eastern Cape R397 R439 R370 

Free State R168 R118 R100 

Gauteng R343 R204 R184 

Kwa-Zulu Natal R562 R522 R444 

Limpopo R386 R403 R337 

Mpumalanga R232 R191 R161 

North West R218 R180 R152 

Northern Cape R67 R55 R44 

Western Cape R144 R102 R86 

The size of the school population mostly drives the differences between provinces.  Generally, the 

External Model’s cost exceeds that of the Hybrid Model, which exceeds that of the Internal Model.  

Because of the lower average teachers per school in Eastern Cape and Limpopo however, these 

provinces follow a different pattern where the Hybrid model requires the most funding.   

These costs must, however, be viewed within the context of departmental budgets and the amount 

of external funding that might be available in each province.    

Although no funding commitments were sought during this research, the education sector is 

generally well supported, both inside and outside government.  Certain assumptions were therefore 

made regarding the funding that might be available from outside the provincial departments of 

education.  These assumptions are based on matching cost items that align with funders’ mandates 

and previous funding of comparable items in other programmes.  The following assumptions were 

made in terms of what specific external sources could either partially or fully cover. 

Funder Potential funded items 

National Department of Basic Education 
Development and review of Lesson Plans and Learning 
and Teaching Support Material. 

Education, Training, and Development Sector SETA 
Academic qualifications of the coaches, their salaries, and 
the residential training required in the External Model.   
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Donors 
Coaches’ training and recruitment, on-site residential 
training, and Monitoring and Evaluation. 

Expanded Public Works Programme Teaching assistant’s training and salaries/ stipends. 

The remaining costs are assumed to be covered by the provincial department of education. Given 

South Africa’s currently precarious fiscal position, it was assumed that reprioritisation would be the 

only means through which funding can be made available. For the Lesson Plan and LTSM, it was 

assumed that funding would have to be reprioritised from the pool of funding currently being spent 

on foundation phase LTSM. For training and coaching, the Human Resources Development Sub-

programme was assumed to be the most likely source of funding. In both cases, the funding was 

adjusted only to reflect that which is estimated to be currently allocated to the foundation phase. 

The results for the materials component of the programme suggests that provinces should be able 

to cover the cost of providing lesson plans and LTSM. The highest reprioritisation percentages are 

14.9% for Gauteng and 10% for the Northern Cape. All other provinces have reprioritisation rates 

well below 10%. Given the strategic importance of such a programme, provinces should be able to 

reprioritise existing funding with relative ease. 

Using the HRD budget as the baseline poses a challenge. Most provinces’ Human Resources 

Development (HRD) is well below the 0.5% benchmark.2 Of the 1% Skills Development Levy (SDL), 

half is supposed to be spent on serving employees. The 0.5% is calculated on Compensation of 

Employees (CoE) for the Public Ordinary Schools programme. 

To address this challenge, the cost of the programme is not only presented in relation to the HRD 

budget, but also in relation to what the HRD budget should be.   

Based on this approach, provinces can be grouped into three categories:   

1. In Kwa-Zulu Natal, Limpopo and Northern Cape, the reprioritisation rate required would 

exceed or nearly exceed 100% for most implementation models. In fact, in some cases, even 

if the entire HRD budget is re-routed to the EGRS, there would still be a funding gap. 

Increasing the provinces’ foundation phase HRD budgets to the benchmark (0.5% of Public 

Ordinary Schools CoE) would go a long way to making the reprioritisation rates more 

feasible. However, using current spending estimates, these provinces will have to find ways 

to either decrease the annual funding requirement or increase the funding available: 

 

- Extend the timeline 

- Decrease programme coverage (number of schools) 

- Adapt programme design (importantly without creating undue risk for learner 

outcomes) 

- Reprioritise funding from within the department or from within the province 

 

2 While public sector employers are formally expempt from the SDL, they are required to budget for training initiatives 
according to the 1% rule (SARS, 2020, p.5). Guidelines from the Deprtament of Higher Education and Training stipulate that 
half of the 1% should be spent on serving employees (DHET, 2013). 
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- Increase donor support 

 

2. In Eastern Cape, North West, and Free State required reprioritisation rates are still high, 

although the less expensive delivery models could be considered affordable. In the Eastern 

Cape and North West, the Internal Model could be considered financially feasible, while in 

the Free State, the Hybrid Model could also be. If these provinces also increased their 

spending to the level of the benchmark, the percentage of the budget required for EGRS 

implementation would be considered even more feasible.  

3. Both the Internal and Hybrid Model will require only marginal reprioritisation in Gauteng, 

Western Cape, and Mpumalanga.  In Gauteng and Mpumalanga, this is at least partly 

because the estimated foundation phase HRD spending already exceeds the benchmark.   

Even the External Model would require less than 50% reprioritisation in Gauteng, and the 

Western Cape too.  If Western Cape had to increase their foundation phase HRD spending 

to the benchmark, their required reprioritisation rates across the three models would be 

considered even more affordable.   

Guidance for the decision-making process 

The report aims to provide decision-makers with the information required to implement an optimal 

early grade reading programme. The figure below presents an iterative decision-making process that 

uses the information contained in the report and accompanying costing tool to develop a strategy 

and implementation plan. These steps ensure that decisions adequately consider the risks and 

benefits of the various design options while remaining realistic in terms of what can be achieved 

considering available financial resources.                         

Decision-making process 
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1 INTRODUCTION 

The first Early Grade Reading Study (EGRS) was implemented in 2015. Its evaluation report 

published in 2017 articulates its rationale as follows3: 

“One of the biggest developmental challenges facing South Africa is the high number of children who do 

not read for meaning in the early years of school.  This is the foundational skill upon which all others 

build, and as such, this has become a leading priority for the Department of Basic Education (DBE).  In 

order to address this challenge, the DBE initiated the EGRS in collaboration with academics at the 

University of the Witwatersrand, the Human Sciences Research Council (HSRC) and Georgetown 

University.  This is a large-scale educational impact evaluation – the biggest in South Africa – and aims 

to build evidence about what works to improve the teaching and learning of early grade reading in African 

Languages in the country.” 

The programme (EGRS l) involved testing and comparing three different intervention models aimed 

at improving early grade reading outcomes4: 

1. A structured learning programme5 with centralised training, 

2. A structured learning programme with on-site specialist coaching, and 

3. Parental intervention. 

An analysis of the differences between these interventions is presented in Section 2. Notably, on-

site coaching (intervention 2) produced the most encouraging results. “Learners who 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.6” Soon after, EGRS II was launched. 

Although EGRS II explored a different approach, it had an on-site coaching treatment group, which 

improved learning outcomes with a similar effect size to EGRS I, therefore providing even more 

evidence in favour of on-site coaching.7 

These results produced the impetus for further exploration. DBE is currently implementing its third 

EGRS programme, the Reading Support Programme (RSP), with a fourth planned for 2021.  Each 

one of these studies is centred around combining a structured learning programme with on-going 

teacher support, but testing different models of delivery.  

The final results of these subsequent studies have not been estimated. However, the evidential 

strength of EGRS I, the plethora of literature pointing to the effectiveness of a triple cocktail8 approach 

to improving early grade reading and a consensus among experts provide sufficient motivation for 

 

3 (Department of Basic Education, 2019d) 
4 (Department of Basic Education, 2019d) 
5 Learning and Teaching Support Material aligned to a lesson plan based on the prescribed curriculum. 
6 (Department of Basic Education, 2019d) 
7 (Cilliers, et al., 2020) 
8 Structured Learning programme, teacher training and teacher coaching. 
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exploring the possibility of scaled implementation. Indeed, during the state of the Nation Address, 

President Cyril Ramaphosa stated9: 

“The department’s [Basic Education] early grade reading studies have 

demonstrated the impact that a dedicated package of reading resources, expert 

reading coaches, and lesson plans can have on reading outcomes.  We will be 

substantially expanding the availability of the early reading resources across the 

foundation phase of schooling.” 

The DBE has therefore adopted the Reading Improvement Plan, which consists of the following 

elements: 

 

This report responds specifically to the fourth element by aiming to provide an estimate of the amount 

of funding required for implementation. As such, the objective of this research is as follows: 

Determine the amount of ring-fenced funding required in a province to 

implement the optimally designed programme across a specified number of 

schools over a specified period 

 

9 (Ramaphosa, 2019) 

1

•Establish a Steering Committee to manage and facilitate the implementation of the 
EGRS Improvement Plan

2

•Adopt a structured learning programme using daily lesson plans which 
incorporates key reading materials, as a way of implementing CAPS

3

•Develop guidelines for on-site coaching by specialised coaches, and institutional 
support. 

4

•Provinces ring-fence finances for the implementation of the HL and EFAL 
curriculum programme

5

•The DBE and Provincial Departments of Education should adopt an effective 
programme

6
•Further research needs to be conducted to further strengthen the programme
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The research questions are consequently the following: 

RQ1. What is the optimal design for an EGRS-type programme implemented at scale? 

RQ2. How much will the programme cost? 

RQ3. How much funding will provinces have to make available for the programme given certain 

strategic decisions? 

The report consists of the following sections: 

- Section 2 reviews the designs of the four EGRS programmes and combines these findings 

from experiences of other structured learning programmes to produce principles of design.  

The cost implications of various design choices are also explored. 

- Using these principles, section 3 puts forward possible design options for which the cost will 

be explored in subsequent sections.   

- Section 4 shows the results of unit cost calculations carried out using the costing tool 

accompanying this report.  Unit cost comparisons are reviewed within the context of the risks 

associated with each design option and the context in which each might work best. 

- Section 5 provides the estimation of total cost per province per design option given certain 

basic assumptions. The cost estimates are analysed within the context of the potential 

amount of funding available in a province.  Funding availability is highly dependent on the 

degree to which reprioritisation can take place, which is not immediately apparent.  Different 

scenarios are, therefore explored in this regard.   

- Section 6 dives deeper into three provinces selected as case studies. For Gauteng, North 

West, and Limpopo, a funding requirement analysis is conducted, taking into account 

specifics regarding similar programmes already being implemented. Here the report also 

provides an options analysis given the aforementioned strategic decisions. 

- Section 7 summarises the report in the form of recommendations to provinces.   

- Section 8 concludes the report. 

2 REVIEW OF STRUCTURED LEARNING PROGRAMMES IN SOUTH 
AFRICA 

A review of Structured Learning Programmes (SLP) guides how an EGRS-type programme should 

be implemented. This section, therefore, reviews the EGRS programmes and considers other South 

African SLPs to inform the optimal design of an upscaled EGRS-type programme. 

An SLP consists of integrated materials that support educators in improving their teaching practice. 

Broadly, this is achieved through two avenues. Lesson plans provide a detailed schedule for 

teachers, therefore promoting Curriculum and Assessment Policy Statement (CAPS) aligned 

curriculum coverage. Further, lesson plans are integrated with Learning and Teaching Support 

Materials (LTSM). By lesson plans referring to specific materials in the LTSM pack and describing 

how to use them, classroom activities are enhanced in a structured and pedagogically sound 

manner. One such example is group guided reading, whereby the SLP can support the teacher in 

interacting with small groups of learners while keeping the rest of the class occupied with other 
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constructive activities. An SLP is, therefore, a practical pedagogical tool which enhances teaching 

instruction and reduces the burden on teachers to come up with resources. 

As such, a high-quality SLP can improve reading outcomes.  However, it requires teachers to 

understand and effectively implement practices described in the SLP. Effective implementation thus 

requires teachers to receive support, specifically via training and/or coaching. The need for additional 

support is evidenced by the findings from EGRS I, and more recently, EGRS II.10, 11 These studies 

provide the strongest evidence to date, in South Africa, that a greater degree of individualised support 

promotes more effective implementation on the part of teachers, resulting in a greater shift in learners’ 

reading outcomes. 

The findings from EGRS I and EGRS II are explored further in the next section, but the key learning 

is that the most effective way to improve reading outcomes in the Foundation Phase is to provide a 

triple cocktail of interventions. Figure 1 explains the triple cocktail. 

Figure 1: The triple cocktail explained 

 

Source: (Department of Basic Education, 2019d) 

 

10 (Taylor, Cilliers, Prinsloo, Fleisch, & Reddy, 2018) 
11 (Cilliers, et al., 2020) 

Lesson plans provide
structure and facilitate
curriculum coverage, while
integrated LTSM assists
learners and teachers to
practice and embed learnings.

Teacher training equips
teachers to effectively use
lesson plans and integrated
LTSM. The simulation of
classroom activities during
training is especially effective in
creating a safe space for
teachers to practice prior to the
classroom.

On-site coaching provides real-world,
individualised, and concentrated support
to teachers, thus augmenting the above
two programme elements. Further,
coaching provides a personal touch to the
programme, whereby expert coaches act
as critical friends.
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The triple cocktail represents the evidence behind improving reading in the early grades, although 

succeeding EGRS programmes explore alternative modalities. The following sections present an 

overview of the four EGRS programmes, considering design, cost implications, and evaluation 

findings to inform the design principles of a scaled-up programme. 

2.1 Design 

There are four EGRS programmes to date, the first and second being EGRS I and EGRS II. 

Implementation of these programmes are complete, and their findings have been published. The 

third EGRS programme, the RSP is in its final stage of implementation while the fourth programme, 

the Early Grade Reading Improvement Programme (EGRP) is planned to begin implementation in 

2021. Figure 2 describes each of these programmes. 

Figure 2: EGRS programme descriptions 

 

 

 

Sources: (DBE, 2019), (DBE, 2020), (Khulisa Management Services, 2019), (Taylor, Cilliers, Prinsloo, Fleisch, & Reddy, 2018) 

These programmes are implemented and evaluated as Randomised Control Trials (RCT), which 

stipulates that the study consists of treatment groups and a control group. EGRS I had two treatment 
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groups and a control group who continued with schooling as normal.12 EGRS II had two treatment 

groups and a control group with normal teaching. The RSP consists of one treatment group13 and 

one control group, and the EGRP consists of two treatment groups and one control group. These 

groups are described further in Table 2. 

 

12 There was a parental intervention group as well, but it was deemed unsuccessful and therefore not considered in any of 
the succeeding EGRS programmes, nor is it explored in this research. 
13 Formally, this group consists of two sub-groups, one of which receives additional programme elements such as School 
Management Teams (SMT) and Subject Advisor training. These are a continuation of prior versions of the RSP, which are 
not aligned to the triple cocktail, and are therefore not considered in this research. 
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Table 2: Programme elements by intervention and control groups 

Programme Group Materials Training Coaching 

EGRS I 

Training Paper lesson plans & LTSM 2-days (residential) twice a year N/A 

On-site Coaching Paper lesson plans & LTSM 
1-day briefing session before each 

term 
On-site coaching once a month 

Control Normal schooling 

EGRS II 

On-site Coaching Paper lesson plans & LTSM 1-day JIT training before each term On-site coaching once a month 

Virtual Coaching Tablet lesson plans & printed LTSM  1-day JIT training before each term Virtual coaching ever two weeks 

Control Normal schooling 

RSP 
On-site Coaching Paper lesson plans & LTSM 

2-days (residential) twice a year, 
1-day twice a year 

On-site coaching once a month 

Control Paper lesson plans & LTSM 
2-days (residential) twice a year, 

1-day twice a year 
N/A 

EGRP 

On-site Coaching Tablet lesson plans & printed LTSM  
2-days (residential) twice a year, 

1-day twice a year 
On-site coaching once a month 

Blended Coaching Tablet lesson plans & printed LTSM  
2-days (residential) twice a year, 

1-day twice a year 
On-site coaching once a month (Y1), 

Blended coaching (Y2 & Y3) 

Control Tablet lesson plans & printed LTSM  
2-days (residential) twice a year, 

1-day twice a year 
N/A 

Source: (DBE, 2019), (DBE, 2020), (Khulisa Management Services, 2019), (Taylor, Cilliers, Prinsloo, Fleisch, & Reddy, 2018) 
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Building on the findings of EGRS I, the succeeding programmes aimed to test other operational 

modalities. The virtual coaching intervention in EGRS II is based on the acknowledgement that on-

site coaching is costly, and therefore, EGRS II explored the feasibility of an alternative coaching 

modality. EGRS II also tested whether the programme will be effective in English First Additional 

Language (EFAL), as opposed to Home language (HL) in EGRS I. 

Similarly, the RSP explores the feasibility of implementation in both HL and EFAL. Further, since the 

RSP is a larger study, it will also speak to concerns around external validity. A consequence of the 

RSP covering two subjects, being implemented across the entire Foundation Phase (FP), and being 

implemented in a larger number of schools is that the coach-to-teacher ratio increased (more 

teachers assigned to each coach). This ratio is one of the most important design considerations as 

it addresses the relationship between cost and contact time, where contact time is a proxy for 

effectiveness.  This relationship is, therefore, the most explicit representation of the trade-off between 

cost and effectiveness. 

The most recent programme, the EGRP, explores blended coaching in one intervention group. In 

this case, teachers receive on-site coaching in the first year with an increasing shift towards virtual 

coaching in years 2 and 3. The lower contact time is augmented by a handover from the coach to 

the school Head of Department (HOD) in years 2 and 3 to support teachers with teaching reading. 

Further, coaches act as a catalyst to the facilitation of a Community of Practice (COP) within the 

school, thus embedding learnings and promoting peer learning. The handover to HODs and enabling 

COPs proposes an element of internalisation of the programme, thus introducing another design 

option. 

The number of subjects is also associated with a different training requirement. In the RSP and 

EGRP, which implement the programme in both HL and EFAL, six days of training was deemed 

appropriate as opposed to four days in EGRS I and EGRS II. 

Experimenting with alternate operational modalities introduces trade-offs between cost and 

effectiveness. The next section considers the cost implications of the different operational modalities 

and draws on some of the existing findings to attempt to make rough inferences about cost-

effectiveness. 

2.2 Cost implications of main design options 

The previous section set out the different programme design options. Here we provide illustrative 

examples of their cost implications, considering only the main direct costs and cost drivers. These 

are hypothetical isolated analyses looking at changes in one parameter at a time, but we relate it to 

previous EGRS implementations.  

Ideally, programme costs would be compared using actual expenditure to identify important cost 

drivers. Unfortunately, expenditure information is not recorded uniformly across the different 

programmes, and in many cases, with insufficient detail for comparative purposes.  Nevertheless, 

an in-depth understanding of the programmes, and the most salient unit costs, allows for a pre-

emptive identification of the most important cost-driving design choices and their cost implications.   
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In the sub-sections below, cost implications are presented in terms of the impact on the resources 

most directly affected by the design choice. These are then presented in ZAR terms using actual unit 

cost information.     

2.2.1 Design decision 1: Coach-to-teacher ratio 

The coach-to-teacher ratio affects the number of coaches required; their salaries are generally the 

highest cost.  For example, coaches’ salaries make up 26% of the total implementation cost in the 

EGRP. A higher coach-to-teacher ratio implies fewer coaches for a given number of teachers; hence 

a lower salaries cost. This ratio, however, is an important proxy for effectiveness because it is closely 

linked to contact time between teacher and coach. 

Table 3 illustrates the impact on the costs of salaries at the different coach-to-teacher ratios. This 

ratio was doubled in the RSP and EGRP (60) relative to EGRS I and II (30). Therefore, the cost of 

coaches’ salaries for the same number of teachers would be half that of EGRS I and II for the RSP 

and EGRP. Doubling the coach-to-teacher ratio also implies lower contact time, which in turn may 

be associated with lower effectiveness.14 At higher coach-to-teacher ratios, cost and contact time are 

further attenuated. 

Table 3: On-site coach-to-teacher ratio by EGRS programme 

Teachers per coach: 30a 60b 90c 120d 

Number of coaches required for 480e teachers 16 8 6 4 

Coaches’ salaries cost R6.4M R3.2M R2.1M R1.6M 
a EGRS I&II coach-to-teacher ratio 
b RSP & EGRP coach-to-teacher ratio 
c RSP & EGRP coach-to-teacher ratio multiplied by 1.5 to account for additional subject 
d RSP & EGRP coach-to-teacher ratio multiplied by 2 to account for additional subject 
e Number of EGRP teachers receiving on-site coaching 

If the EGRP coach-to-teacher ratio were to be brought in line with EGRS I, the cost of coaches’ 

salaries would increase from R3.2M to R6.4M. Consequently, the EGRP’s total cost of 

implementation would increase by 26% and, as a percentage of the higher total cost 

implementation, coaches’ salaries would constitute 41%. This analysis, therefore, shows the 

centrality of the coach-to-teacher ratio as a key parameter in determining cost according to the 

existing implementation model. 

The existing evidence shows an improved and sustained shift in reading outcomes for learners 

whose teacher received on-site coaching. These findings are based on the design of EGRS I and II. 

The evaluation results for on-site coaching in the RSP and EGRP will determine how effective a 

programme with a high coach-to-teacher ratio can be. 

In summary, there is a positive relationship between coaches’ salaries and teacher-coach contact 

time. Although costs can be brought down substantially by increasing the coach-to-teacher ratio, this 

must be weighed carefully against lower contact time, which serves as a proxy for effectiveness. 

 

14 The strength and quantitative implications of this can only be verified once the RSP and EGRP results are published. 
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2.2.2 Design decision 2: On-site versus virtual coaching 

To compare the implications of on-site and virtual coaching, we look at the design of EGRS II, 

considering coaches’ salaries and the cost of tablets. While tablets are not necessarily needed for 

virtual coaching, they provide additional teaching resources such as videos teachers can watch to 

improve their instructional practice. Their provision can be thought of as an attempt to mediate the 

gap between in-person and virtual contact between teacher and coach. Table 4 compares the cost 

implications of on-site versus virtual coaching. 

Table 4: On-site versus virtual coaching cost comparison 

EGRS II: Coaching On-site Virtual 

Coach-to-teacher ratio 30a 90b 

Coach salaries for 100c teachers R1.3M R445K 

Tablet cost for 100c teachers - R220K 

Total R1.3M R665K 
a EGRS II on-site coaching coach-to-teacher ratio 
b EGRS II virtual coach-to-teacher ratio 
c Approximate number of EGRS II teachers in on-site and virtual coaching treatment groups 

The total cost for 100 teachers, considering only salaries and the cost of tablets, shows that virtual 

coaching cost about half as much as on-site coaching. In terms of effectiveness, however, the EGRS 

II evaluation finds no effect of virtual coaching on reading outcomes. In contrast, on-site coaching 

positively shifted reading outcomes with a similar effect size to that of EGRS I.15, 16 Therefore, since 

the effect of virtual coaching is practically zero, a comparison of cost-effectiveness between on-site 

and virtual coaching is not possible. Despite on-site coaching costing more, it is a superior design 

option given the available evidence. 

A case could be made that the main impediment to virtual coaching is the quality of the contact time.  

The ratio of 1:30 in the on-site coach approach allowed the coach to spend roughly one hour with 

each teacher per month. For the virtual intervention, the 1:90 allowed for 2 hours; even with double 

the contact time, the evaluation still showed the ineffectiveness of the virtual coaching approach.  

However, what if teacher contact time increased to 4 hours per month. To achieve this, the coach-

to-teacher ratio would have to decrease from 1:90 to 1:45.  Under these conditions, the virtual 

coaching approach would still be less expensive than the on-site coaching approach.  It is only at a 

ratio smaller than 1:35 that the cost of virtual coaching exceeds on-site coaching.   

Although we can say that virtual coaching is ineffective at the teacher-coach ratio of the EGRS II 

programme, we cannot say what would happen if the contact time increased further. This question 

might be worth exploring in future studies.   

 

15 (Taylor, Cilliers, Prinsloo, Fleisch, & Reddy, 2018) 
16 (Cilliers, et al., 2020) 
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Nevertheless, with the information currently at hand, this analysis suggests that virtual coaching will 

cost less than on-site coaching.  However, with the teacher-coach ratios used in EGRS II, the cost-

savings will not be worth the risk to effectiveness.   

2.2.3 Design decision 3: On-site versus blended coaching 

The modality of coaching can also take the form of a blended approach. To compare on-site and 

blended coaching, we consider the design of the EGRP, which increases the coach-to-teacher ratio 

in years 2 and 3 for the blended coaching treatment group but decreases the coach-to-teacher ratio 

for the on-site coaching treatment group in years 2 and 3. To isolate the cost implication of blended 

coaching, we keep the coach-to-teacher ratio fixed for the on-site coaching treatment group. Table 

5 presents these costs. 

Table 5: On-site versus blended coaching 

 On-site Blended 

Coach-to-teacher ratio: year 1 60 60 

Coach-to-teacher ratio: year 2-3 60 120 

Coach salaries for 240a teachers (year 1-3) R4.8M R3.2M 
a Number of EGRP teachers in the on-site and blended coaching treatment groups 

Table 4 shows that, for the same number of teachers, blended coaching costs less than on-site 

coaching, which is the result of doubling the coach-to-teacher ratio in years 2 and 3 of the 

programme. Since the EGRP is yet to be implemented, the effectiveness or cost-effectiveness of on-

site and blended coaching cannot be compared. Nevertheless, blended coaching is likely to shift 

reading outcomes to some degree since its design in the first year is similar to EGRS I albeit with a 

higher teacher to coach ratio. Notably, the EGRS I midline report found positive effects after just one 

year.17 

If both treatment arms in the EGRP were implemented in a blended coaching model, the total cost 

of implementation would decrease by 9%. Blended coaching in the EGRP is a promising coaching 

modality. It aims to moderate salary costs while recognising the importance of adequate in-person 

contact time between teacher and coach in the first year of the programme. 

2.2.4 Design decision 4: Residential versus non-residential training 

The cost of training teachers is another high cost. Residential training is particularly costly; of the total 

implementation cost for the EGRP, residential training and one-day training comprise 22% and 3%, 

respectively.18 Table 6 compares the cost of residential and non-residential training, showing how 

stark their difference is. 

 

 

17 (Taylor, et al., 2016) 
18 Residential and one day training is each conducted twice a year, although residential training takes place over two days 
at a time. 
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Table 6: Residential versus non-residential training 

 Residential Non-residential 

 Four 2-day sessions Two 2-day sessions Four 1-day sessions Two 1-day sessions 

Training cost for 
480a teachers: 

R5.1M R2.55M R614K R307K 

a Number of EGRP teachers receiving training in the on-site and blended coaching treatment groups 

One residential training session, spanning two days, is thought to be more effective than two 1-day 

non-residential sessions. This is because residential training offers more teacher-trainer contact time 

and an enhanced environment for teachers to learn and hence improve their instructional practice. 

The EGRS programmes acknowledge both the benefits and cost of residential training, and therefore 

generally have residential training sessions before terms 1 and 3, and non-residential sessions 

before term 2 and 4. 

As per the current design (two 2-day and two 1-day sessions), Table 6 shows that the cost for 480 

teachers for one year would be R2.85M (R2.55M + R307K). If all training before each term were 

residential, the cost would be R5.1M, whereas if all training before each term were non-residential, it 

would cost R614K. This analysis shows that the choice of training type is non-negligible. Reducing 

residential training will substantially reduce costs, but the potential threat to effectiveness cannot be 

ignored. Further, it must be remembered that the training treatment arm in EGRS I received 

residential training. 

2.2.5 Design decision 4: One versus two subjects 

The decision to implement the programme in one versus two subjects has cost implications for all 

three elements of the triple cocktail: materials; training; and coaching. If the programme covers two 

subjects, extra materials must be provided, more training must take place, and the coach-to-teacher 

ratio must be adjusted to account for more contact time between teacher and coach.   

The coach-to-teacher ratio in EGRS I and II, for one subject only, was 1:30. This coaching 

specification was shown to be highly effective. Further, it seems reasonable that one coach can 

effectively support 30 teachers across 15 schools in one month.19 In the RSP and EGRP, ten schools 

are assigned to one coach, which is equivalent to 60 teachers since these programmes are 

implemented across all grades in the FP. 

Bringing the EGRP coach-to-teacher ratio in line with that of EGRS I, i.e. decreasing the ratio from 

1:60 to 1:30, does not adjust for the EGRP being implemented in two languages despite there being 

some efficiency gains since there are more teachers present per school. If we suppose that the 

contact time between teacher and coach should be 1.5 times more if the programme is implemented 

in two subjects, an adjusted coach-to-teacher ratio for the EGRP would be 1:20. Table 7 illustrates 

the cost implications of one versus two languages. 

 

19 EGRS I and II were implemented in one grade at a time, hence 30 teachers across 15 schools (two teachers per grade). 
This ratio might be too low for an upscaled programme but is nevetheless what is known to be effective. 
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As per the programme parameters in Table 7, implementing the programme in HL and EFAL as 

opposed to HL only increases total cost by 50%. However, in actual implementations of two subject 

programmes – the RSP and EGR – the coach-to-teacher ratio was larger than EGRS I and II, instead 

of being adjusted downwards. If the EGRP coach-to-teacher ratio were 1:20, coaches’ salaries as a 

percentage of total implementation cost would be 25 percentage points higher (51% minus 26%). 

Table 7: One versus two languages 

Costs for 480a teachers 
One subject 

HL only 

Two subjects 

HL & EFAL 

Materials cost R788K R1.2M 

Number of training days 4 6 

Cost of training R614K R921K 

Coach-to-teacher ratio 30c 20d 

Coach salaries R6.4M R9.6M 

Total R7.8M R11.7 
a Number of EGRP teachers receiving in the on-site and blended coaching treatment groups 
b For simplicity, we only show the cost of non-residential training. Four days of training annually suffice if the programme is implemented in HL only, 
but six days are needed if the programme includes EFAL as well. 
c EGRS I coach-to-teacher ratio; EGRS I was implemented in HL only 
d Subject adjusted EGRS I coach-to-teacher ratio 

A coach-to-teacher ratio of 1:20 seems too low for an upscaled programme. A rough estimate would 

suggest that a coach who spends all of their time conducting on-site coaching may be able to support 

50 teachers in one month effectively. If the ideal teacher-coach contact time is one and a half hours 

per month for two subjects, then a coach can potentially see three teachers per day. While there are 

more than four and a half hours of schooling time per day, it seems optimistic for a coach to support 

four teachers in one day. Further, one and a half hours per teacher for two languages might be cutting 

it fine since the coach is required to observe and give feedback on two lessons. 

If a coach can support three teachers in one day and there are twenty school days per month, this 

suggests that a coach can support 60 teachers. This, however, might also be optimistic because the 

effective schooling days per month is less than twenty due to various school activities. Further, if 

schools have more than six FP teachers, the coach would have to go back to the same school for a 

third day, thus reducing the time available for other schools. As such, a maximum coach-to-teacher 

ratio of 1:50 seems most appropriate. At this ratio, coaches’ salaries as a proportion of 

implementation cost would increase to 29%, from 26% at a ratio of 1:60. While this increase is not 

as stark as the increase presented in Table 7, it is noteworthy. 

While there will be costs savings from implementing the programme in HL only, including EFAL 

should be a priority since learners transfer to English as the Language of Teaching and Learning 

(LOTL) in Grade 4. EGRS I showed the importance of HL and its spillover effects on EFAL. EGRS 

II showed that on-site coaching tangibly improves EFAL learning outcomes. As such, implementing 

a coherent programme in both HL and EFAL may see the subjects reinforce each other and better 

prepare learners to exit the FP. 
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2.2.6 Design decision 5: Supporting school Heads of Department 

The EGRP’s design has introduced an interesting element to the existing programmes, i.e. the 

handover from coaches to HODs in the second and third year of the programme. This handover is a 

bid to foster sustainable outcomes over the long term, but raises some interesting questions: 

• Is the HOD able to perform the role of a coach? 

• If so, is there a need for an external coach? 

• If a HOD were to perform the role of a coach, how should they be supported? 

There is no existing evidence from which to draw on when attempting to answer these questions. 

Both coaches and HODs are highly skilled and experienced educators. However, in addition to 

having the requisite qualifications and experience, coaches must take an academic qualification 

which was formulated specifically to develop reading coaches. If a HOD were to complete this 

qualification, at least on paper, there might be little to no difference between the typical coach and 

HOD. If this is true, then a HOD can play the role of a coach within their schools. 

However, HODs have existing responsibilities, although these seemingly overlap a little with the role 

of a coach. If a HOD were to attain the academic qualification and have to coach teachers while 

performing their usual responsibilities, there is a concern for the available time a HOD has. A solution 

to this may be supporting the HOD in their responsibilities by providing a Teaching assistant. 

The provision of Teaching assistants and the upskilling of HODs to be coaches were not features of 

the existing EGRS programmes, but rather have come out of a comprehensive set of consultations. 

These ideas, however, are just an extension of the EGRP design and take into account the desire to 

institutionalise expertise at the level of the school and scale considerations. 

2.3 Principles of programme design 

Here we draw on the previous two sections and various consultations with relevant stakeholders 

(Appendix 1 contains the list of stakeholder consultations). An optimal programme must consider 

various factors, such as effectiveness, costs, context, previous experience and stakeholder and 

expert views. This section amalgamates these factors to inform the design of an optimal programme. 

Box 1 summarises the main design principles to consider. 

Box 1: Summary of design principles 

Coaching modality 

On-site coaching is based on evidence and has been shown to improve learning outcomes, but must 

be implemented with a reasonable coach-to-teacher ratio. 

Virtual coaching is a less expensive option, but given the evaluation findings, is ineffective in its 

current format. While there might be some level of teacher-coach contact time that will improve 

instructional practice, the current evidence suggests that virtual coaching is not an effective coaching 

modality. 
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Blended coaching is a novel and promising alternative modality. It can limit the cost of salaries while 

attempting to have sufficient contact in the first year of the programme. Although it is still untested, 

blended coaching can be adopted to limit salaries costs. 

Type of training 

There are two types of training, residential and non-residential. Residential training provides an 

enhanced environment for teachers to improve their teaching methodologies but costs substantially 

more than non-residential training. A programme should aim to provide both residential and non-

residential training to balance programme quality and costs. After the first year of the programme, a 

shift to non-residential training will reduce costs, but the risk to effectiveness cannot be ignored. 

Number of subjects 

Implementing the programme in HL only has costs savings relative to a programme consisting of 

both HL and EFAL. There are, however, efficiency gains from covering both subjects, and learners 

are likely to be better prepared to exit the FP if their teacher is trained in both HL and EFAL 

methodologies. The tradeoff between costs and overall benefits must be considered carefully. 

Internalisation 

There are practical concerns to an internalised programme, and it should not be assumed that the 

cost savings from doing away with external coaches do not come with tradeoffs. Even if an internal 

coach performs the coaching role as well as an external coach, internal coaches have existing 

responsibilities. A move towards internalisation must be met with adequate upskilling and some sort 

of support mechanism to help the internal coach cope with the extra workload, possibly in the form 

of a teaching assistant. 

Note: The EGRS is not designed to accommodate for multigrade schools; they are therefore excluded from the costing. 

There is an/ overall acknowledgement of the importance of early grade reading, and in light of learner 

performance, that teachers need support to improve reading outcomes. EGRS I provides a 

framework for addressing this need, given the notable shift in learners’ reading outcomes attributable 

to on-site coaching. However, even the training intervention arm produced positive results, thus 

providing a less expensive albeit less effective programme design. As such, from EGRS I there 

emerge two programmes: 
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o Base Programme – lesson plans, 

LTSM, and teacher training 

 

o Coaching Programme – lesson 

plans, LTSM, teacher training, and 

on-site coaching 

 

The findings from EGRS II further validates the effectiveness of on-site coaching but provides little in 

the way of an alternate coaching model. 

In terms of implementing such a programme at scale, one should consider lessons learned from 

other programmes. The first programme we look to is the Gauteng Primary Literacy and Mathematics 

Strategy (GPLMS), which was a large scale implementation of on-site coaching.20 The GPLMS was 

successful in terms of narrowing the performance gap between poorer and richer schools. For this 

inquest, two key lessons from the GPLMS stand out. 

1. There was an uneven competency of coaches given the large number of expert coaches 

required,21 and 

2. The research recommended the programme be institutionalised within the province to 

sustain improvements in learning outcomes.22 

Together these two learnings might suggest an internalisation of the role of coaches. In some ways, 

The Primary School Reading Improvement Programme (PSRIP) has acted on this by mobilising 

Subject Advisors to support teachers. While this move has capitalised on some concerns, the during 

provincial engagements provinces highlighted that the number of Subject Advisors is likely too few 

to provide adequate support to teachers, especially on-site support.  

If the role of a coach were to be internalised, HODs would best fulfil the role since they are 

experienced enough to have the technical competencies while the coaching role overlaps to some 

degree with their current responsibilities. Subject Advisors should still play a central part of an 

internalised programme, but their role should tend towards oversight and management rather than 

direct implementation. 

 

20 (Khulisa Management Services, 2019) 
21 (de Clercq, 2014) 
22 (Zenex Foundation, 2013) 

Figure 3: EGRS programme options 
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While this is seemingly promising, it must be stressed that there is no evidence in support of this 

modality. Nevertheless, this alternate implementation model should not be disregarded but rather 

considered with some caution. 

In contrast, an external programme does not necessarily imply unsustainable outcomes. One year 

after EGRS I was implemented, a follow-up round of data collection was carried out to assess 

whether improved teaching practice and learning outcomes persisted. Positive outcomes were 

sustained, although more so for coaching than training. Interestingly, spillover effects were detected 

such that teachers in treated schools, who received neither training nor coaching during the 

implementation period, improved their teaching practices to some degree.23 

To summarise this section, two programme descriptions are known to improve reading outcomes, 

referred to above as the Base and Coaching Programmes. These programmes have historically 

been implemented by service providers, which is known to be effective. Internalising implementation 

is likely to have its own set of challenges but must nevertheless be explored with caution. If the role 

of a coach were to be internalised, it should be undertaken by HODs or another highly experienced 

teacher. 

3 OPTIONS FOR PROGRAMME DESIGN 

By drawing on Section 2, this section answers the first secondary research question: 

RQ.1: What is the optimal design for an EGRS-type programme implemented at scale? 

The optimal programme design must answer two questions: (i) What does the programme consist 

of? (ii) And how is the programme implemented? 

3.1 Composition of programme 

As mentioned in the previous section, the base programme, even without the on-site coaching, 

improved learning outcomes, albeit by a smaller margin.  At the highest level of design, there are, 

therefore, two options:  the Base Programme; and the Coaching Programme. The Base Programme 

provides materials and training, while the Coaching Programme comprises the full triple cocktail. 

Since either or both programmes can be implemented, it is important to identify the optimal 

combination of implementation, i.e. what number of schools receive only the Base Programme and 

what number of schools receive the full Coaching Programme. 

If implementation was not subject to funding constraints, the Coaching Programme could be 

implemented across all schools.  But funding is limited, and not all schools will benefit equally; it can 

be assumed that schools that are already implementing optimal pedagogical strategies will benefit 

less. Consequently, we draw on the principle of allocative efficiency to inform what the optimal 

combination of implementation should be: 

 

23 (Cilliers, Fleisch, Kotze, Mohohlwane, & Stephen, 2020) 
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“Allocative efficiency refers to a situation in which the limited resources of a country are allocated in 

accordance to the wishes of its consumer” - (Black, Calitz, & Steenkamp, 2012 p.19) 

In this instance, the wishes of consumers can be thought of as learners’ education needs. Therefore, 

the programme should reflect the needs of learners while taking into account the availability of 

resources. In simple terms, this means that for a given amount of funding, learners who will benefit 

most from the programme should be prioritised. By allocating resources to where they are most 

needed, the total benefit to a Rand of spending will be maximised.  

In practice, provinces must understand the needs of their learners and match outputs to that need. 

They must first identify all schools that require intervention, and thereafter, determine which of these 

schools should be prioritised to receive the higher impact programme (Coaching Programme).  This 

approach is illustrated in Figure 4. 

Figure 4: Allocative efficiency in practice 

 

s 

It is recognised that a major impediment to achieving such efficiency is the absence of standardised 

performance information for the foundation phase.  Nevertheless, the principle remains.  Subject 

Advisors are likely to be able to play a very significant role in this regard. 

3.2 Programme implementation 

Programme implementation comprises several activities performed by different stakeholders, 

illustrated in Figure 5. 

Maximise benefits given funding constraints

1) Understand need

3) Determine Coaching programme schools

2) Determine intervention schools 
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Figure 5: Process map of high-level implementation activities and decisions 

 

The initial set-up process, comprising a review of existing materials and the development of other 

resources (including tablet resources) should be centralised. The DBE should champion this phase 

of implementation but must ensure provinces are represented at reference group meetings. Once 

materials are approved, provinces can choose from an approved list of resources for implementation. 

Provinces are then required to procure service providers for the printing and delivery of materials and 

the provision of Master trainer services as these are generally outsourced functions. Materials will be 

delivered to schools or district offices as per the existing model of LTSM provision, and Master 

trainers will provide train-the-trainer services. 

Depending on the implementation model for the Base Programme (Externally-led or Internally-led), 

Master trainers will either train external or internal trainers. For Externally-led teacher training, service 

providers (external trainers) are procured to train teachers at centralised venues. For Internally-led 

teacher training, school HODs or other senior teachers (internal trainers) train teachers within the 

school. 

If a province chooses to implement the Externally-led Base Programme, the Coaching Programme 

will be implemented via the External Model. If a province chooses to implement the Internally-led 

Base Programme, the Coaching Programme can be implemented via either the Hybrid Model or the 

Internal Model. It should be noted here that the Base Programme and Coaching Programme are 

implemented in two separate cohorts of schools (according to the allocative efficiency principle).  The 

idea is not to implement the Base Programme first and then implement the Coaching Programme in 

the same schools.  The relationship between the Base Programme model options and the Coaching 

Programme model options depicted in Figure 5 is due to the alignment of logistical structures, rather 

than it being implemented sequentially in the same schools.   

The External Model is a close-as-possible extension of the current service provider (external 

coaches) driven implementation model. The Internal Model attempts to internalise the programme 

by embedding the training and coaching functions within the school through internal coaches. The 
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Hybrid Model is very similar to the Internal Model but allows for external coaches to support internal 

coaches in the same way that support is provided to teachers in the External Model. 

The following two subsections provide more detail on the Base and Coaching Programmes and how 

they are implemented. 

3.2.1 Base Programme implementation 

Training in the Base Programme can be implemented externally or internally. The figure below 

highlights the main activities and compares each implementation model. 

There are tradeoffs when choosing between implementation models. In terms of effectiveness, 

external implementation is almost identical to that of the training intervention arm in EGRS I. Hence, 

there is evidence for Externally-led teacher training as opposed to Internally-led teacher training. 

Internally-led training requires more Master trainer days as there are more internal trainers than 

external trainers. While Master trainer fees and the cost of train-the-trainer training will be higher for 

Internally-led training, unlike Externally-led training, no costs are incurred for trainer fees and 2-day 

(residential) teacher training. Which model will cost more depends on contextual factors; this is 

explored in Section 4. 

Figure 6: Base Programme activities by implementation model 

 

3.2.2 Coaching Programme implementation 

The Coaching Programme provides teachers with training and coaching. The activities and 

implementation model options are shown in Figure 7. 
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The differences between the External and Internal Models are similar to the differences between 

Externally and Internally-led training. The External Model is based on the existing implementation 

model (EGRS programmes), which has been shown to work. In contrast, the Internal Model attempts 

to embed the coaching role within schools. The Hybrid Model is a slight extension of the Internal 

Model, which allows for outsider (external coach) assistance but still attempts to embed expertise 

within the school.  

The Internal Model sidesteps the need to hire a large number of external coaches, thus avoiding the 

associated salaries costs, which is generally the largest cost item. The Hybrid Model also limits 

salaries costs, albeit to a lesser degree than the Internal Model. Because external coaches support 

internal coaches in the Hybrid Model instead of teachers, fewer external coaches are needed, hence 

lower salaries costs. Lower salaries cost in the Internal and Hybrid Models represents a shift in 

responsibilities from external coaches to internal coaches. 

The cost of academic qualifications, Master trainer fees, and train-the-trainer sessions will tend to be 

more costly in the Hybrid and Internal Models given that the number of internal coaches exceeds the 

number of external coaches. While residential training is not applicable in the Hybrid and Internal 

Models, teaching assistants are not provided in the External Model. The relative costs of each model, 

however, depend on contextual factors, which are explored in Section 4. 

Figure 7: Coaching Programme activities by implementation model 

 

Theoretically, the effect on outcomes as a result of the shift from external to internal coaches is 

ambiguous. If internal coaching is as effective as external coaching, then positive outcomes will be 

sustained even further given that the expertise lies within the school. Even if this is true, the additional 

time required for the internal coach cannot be ignored. This is mitigated by providing internal coaches 
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with a teaching assistant since the teaching assistant will be able to reduce the additional burden on 

the internal coach by assisting with their responsibilities. 

But internal coaching is not supported up by evidence as external coaching is, which means that 

internal coaching comes with a risk to outcomes. This risk speaks to competency, which is not to say 

that external coaches are more competent than internal coaches, but rather that a good teacher is 

not necessarily a good coach. Coaching is a different skill set relative to teaching, which is why all 

new coaches – external or internal – must complete the academic coaching qualification.  

Another area of potential concern is training. Residential training is known to be particularly effective, 

which is only a feature of the External Model. This is because the Internal and Hybrid Models embed 

expertise at the school; hence all coaching and training activities are localised within the school. This 

change is also ambiguous in the sense that while the Internal and Hybrid Models do not offer 

residential training, the coach is more accessible to teachers. As such, from a theoretical perspective, 

the net effect on outcomes is unknown. That being said, we only have evidence for the effectiveness 

of the External Model. 

Figure 8 summarises the main advantages and disadvantages of each implementation model. 

Figure 8: Summary of implementation model pros and cons 
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The programme design options set out in the previous section should be considered within the 

context of their costs and potential for success. Selecting the optimal design is about constantly 
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implementation costs. 
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This section will focus on unit costs, specifically comparing unit costs across the implementation 

models. Since the most pertinent output-level cost driver is the number of teachers supported by the 

programme, unit costs will be analysed in terms of cost per teacher.    

Importantly, besides the model-specific assumptions, a crucial factor influencing unit costs is the 

number of teachers per school.  The extent to which this factor plays a role, also differs between the 

models.  The important of this point is made apparent when we observe the wide variance in the 

average number of teachers per school among provinces.   

Figure 9 shows this variance . Since the Eastern Cape and Gauteng respectively have the lowest 

(5) and highest (13) average number of FP teachers per school, unit costs are presented for both 

provinces to show the opposite ends of the spectrum. The analysis presented in this section will, 

therefore, beyond showing the unit cost difference due to the model differences, also show the 

difference brought about by this relationship. 

Figure 9: Average number of Foundation Phase teacher per school, by province 

 

Source: Own calculations using SNAP 2017 and Master Schools list, 2019 

Table 8 presents the coverage assumptions used in the costing tool to generate the unit costs 

analysed in this section.  

Table 8: Baseline school coverage assumptions used for calculating unit costs 

 Eastern Cape Gauteng 

Base Programme 

Schools covered All Quintile 1 – 3 schools All Quintile 1 – 3 schools 

Total number of teachers 5 535 4 736 

Number of years to reach all teachers 4 4 

Number of teachers in the first year 1 385 1 185 

Coaching programme 

Percentage of total Q1-3 teachers 
receiving Coaching Programme 

50% 50% 

Total number of teachers 5 535 4 736 
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Number of years to reach all teachers 4 4 

Number of teachers in the first year 1 385 1 185 

Coaching Programme begins: 
Same years as the Base 

Programme 
Same years as the Base 

Programme 

- All quintile 1 – 3 schools are deemed eligible for the programme and will be reached over 

four years. Since programme length is two years, implementation takes place over five. 

- Of all quintile 1 – 3 schools, 50% are assumed to be priority schools and thus receive the 

Coaching Programme.  

- The Base and Coaching programmes are implemented in parallel (Both commence in year 

1). 

- Overall teacher attrition of 5% is assumed over the 5-year period of implemenation. 

Estimates suggest that, as a percentage of the current number of teachers, the number of 

new teachers (joiners) by 2030 will be approximately 10%. As such, for a 5-year 

implementation timeline, we inflate the current number of teachers by 5% as a ballpark 

method of dealing with attrition. 

- The management fee as a percentage of implementation cost is assumed at 10%. 

- M&E costs, as a percentage of total programme costs, are between 5-10%.24 Since there is 

a greater level of decentralisation in the Hybrid and Internal models, the percentages are as 

follows: 5% in the External Model, 8% in the Hybrid Model, and 10% in the Internal Model. 

Unless otherwise stated, all scaling and programme assumptions in this section carry over to Section 

5. Important to note: 

- When comparing unit costs, the analysis is done in real terms (2020 prices).  

- When showing total costs in Section 5, costs are adjusted for inflation, assuming an inflation 

rate of 3%. 

The next section will compare the Internally-led Base Programme, to the Externally-led Base 

Programme.  In the section that follows, the same type of analysis will be conducted in which the 

three Coaching Programme implementation models will be compared (important to note that 

although called the Coaching Programme, teacher training is still an integral component of this 

programme). 

4.1 Base Programme 

The Base Programme is implemented in HL and EFAL over two years. Table 9 is a screenshot of 

the Base Programme’s default assumptions, by implementation model, as inputted in the costing 

tool. The unit costs have been calculated based on these assumptions. 

 

24 Research commissioned by the USAID reports this percentage band as a basic rule of thumb for M&E costs (Frankel & 
Gage, 2016). 
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Table 9: Default assumptions for the Base Programme 25 

 

For both models, the Base Programme offers six days of training in the first year and second year: 

- Externally-led:   

➢ Two 2-day residential training sessions and two 1-day on-site sessions year 1 (six 

days in total) in years one and two. 

- Internally-led: 

➢ Six 1-day on-site sessions in year one and two. 

Besides being guided by the training dosage of the EGRS programmes, the assumptions set out 

above have been set to allow like-for-like comparison. With these assumptions, the programmes 

offer teachers the same training dosage, i.e. teacher-trainer contact time. This allows for a meaningful 

unit cost comparison, as presented in Figure 10. 

Figure 10: Base Programme cost per teacher by implementation model 

  

The minor difference between the unit costs for the Externally-led Model in the Eastern Cape and 

Gauteng can be attributed to a type of rounding, which must be understood within the context of the 

 

25 Grey cells in the costing tool indicate parameters that can be changed. 
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underlying assumptions. It is assumed that one trainer will train no more than 50 teachers at a time. 

In the extremely likely case that some training sessions have fewer than 50 teachers, the cost per 

teacher will differ based on how close or far the remainder of teachers are from 50. Further, the total 

number of teachers determine the number of trainers, which determines the number of Master 

trainers. It is assumed that Master trainers will not train more than 40 trainers at a time, but of course, 

it is very likely that there will be one training session that has less than 40 trainers. These practical 

inefficiencies have a slight impact on the resultant unit costs, which will differ across coverage 

assumptions. 

Since the cost of the Externally-led Model is practically the same across provinces, there are no 

efficiency gains or losses in the Externally-led Model if schools have more or fewer teachers. The 

opposite is true for the Internally-led Model. In the Eastern Cape, it costs approximately 80% more 

per teacher than the same model in Gauteng. In per learner terms, this difference is exacerbated as 

Eastern Cape educators teach fewer learners. Simply, the cost difference is due to the same amount 

of resources being spread across fewer teachers. 

Understanding the cost composition of implementation models within a province will shed further 

light on the reasons for cost differences. Table 10 shows the cost per teacher for each cost item in 

the Eastern Cape for both Base Programme implementation models. While there are a few cost 

items not applicable for the Internally-led Model, the cost of ‘Trainer Quarterly Training’ is so high in 

the Internally-led Model that it almost makes up for the non-applicable cost items. The cost of 

upskilling internal trainers is relatively much higher in the Internally-led Model than the Externally-led 

Model since internal trainers train far fewer teachers than external trainers.26 The other cost items 

are relatively similar between implementation models, except for ‘Master trainer fees’ which are 

higher in the Internally-led Model. 

Table 10: Eastern Cape unit cost composition by Base Programme implementation model 

Item Externally-led 
Model 

% of total Internally-led 
Model 

% of total 

Materials (SLP)  R3 111 17% R3 120 19% 

Recruitment  R48 0.3% - - 

Trainer quarterly training  R425 2% R10 184 62% 

Trainer fees  R807 4% - - 

Master train fees   R65 0.3% R411 2% 

2-Day teacher training  R11 924 63% - - 

1-Day teacher training  R1 445 8% R1 364 8% 

M&E  R1 030 6% R1 429 9% 

Total R18 856  R16 508  

 

26 Internal trainers train teachers at their school whereas external trainers train many teachers across schools. 
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Table 11 shows corresponding estimates for Gauteng. Comparing cost items for Base Programme 

implementation models in Gauteng reveals a similar pattern to the Eastern Cape. However, the cost 

difference for ‘Trainer Quarterly Training’ is not as stark between implementation models. 

Table 11: Gauteng unit cost composition by Base Programme implementation model 

Item Externally-led 
Model 

% of total Internally-led 
Model 

% of total 

Materials (SLP)  R3 111 17% R3 120 34% 

Recruitment  R48 0.3% - - 

Trainer quarterly training  R462 2% R3 647 40% 

Trainer fees  R808 4% - - 

Master train fees   R76 0.4% R142 2% 

2-Day teacher training  R11 926 63% - - 

1-Day teacher training  R1 446 8% R1 364 15% 

M&E  R1 033 6% R895 10% 

Total R18 911  R9 168  

On average, the Eastern Cape has eight fewer FP teachers per school than Gauteng (average of 5 

per school in EC v/s 13 in Gauteng). This means the cost of training the internal trainer – including 

compensating the Master trainer – is spread across eight fewer teachers, on average, in the Eastern 

Cape than Gauteng, thus explaining the substantial difference in the cost of training per teacher for 

the Internally-led Model.  

While this feature might not exist if internal trainers worked across schools, there are arguments to 

be made as to why the internal coach should be localised to the school. On the one hand, it allows 

long term expertise to be embedded within the school, whereby learnings can continue even after 

the programme has ended. More importantly, however, are the practical constraints to internal 

coaches working across schools. The internal trainer is an employed teacher and has existing 

responsibilities, which limits the time for additional activities even within the school. These sentiments 

are often expressed by education officials when speaking about the extra responsibilities a HOD can 

take on. 

In summary, the school-to-teacher ratio matters a lot for the Internally-led Model.  In provinces where 

the ratio is low, such as the Eastern Cape, the Internally-led Model costs almost as much as the 

Externally-led Model for the Base Programme. In contrast, in provinces with a high school-to-teacher 

ratio like Gauteng, the Internally-led Model is approximately 50% cheaper than the Externally-led 

Model. Of course, there are other non-trivial tradeoffs between implementation models, and the 

choice of model should not only be driven by cost considerations. 
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In terms of the other cost items, the cost of materials is the same across provinces27; the minor 

difference between implementation models is due to the accrual of the management fee, which is a 

function of the total programme cost. Recruitment, trainer fees, and 2-day (residential) training are 

not features of the Internally-led model, which in certain instances imply large costs savings, such as 

in Gauteng. Residential training is indeed very costly but is also known to be effective. However, 

residential training does not apply to the Internally-led model since training activities and expertise 

are localised within the school. 

The next section compares the Coaching Programme unit costs of the three implementation models. 

4.2 Coaching Programme 

In line with the Base Programme, the Coaching Programme is implemented in HL and EFAL over 

two years. Table 12 is a screenshot of the Coaching Programme’s default assumptions by 

implementation model, as inputted in the costing tool. 

Table 12: Default assumptions for the Coaching Programme 

 

For all three models, six days of training is provided in year one and two. Since the Hybrid and Internal 

models utilise internal coaches, all training and coaching activities take place at the school. For the 

External Model, teachers from various schools are trained at a central venue, which offers the 

opportunity for residential training.   

 

27 The cost of material provision is very likely to differ acoss provinces, but due to a lack of available data, it was not possible 
to model costs in this way. 
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The coaching ratios have been defined to allow for at least 2.5 hours of coach contact time for each 

teacher (covering both languages) per month, be it internal or external coach.28 

- External Model 

➢ Maximum of 50 teachers per coach 

▪ Gauteng  

• Approximately 3.9 schools per coach (average) → 5.5 days per 

school per month29 → 32.8 hours per school per month30 → 2.5 

hours per teacher per month 

▪ Eastern Cape  

• Approximately 10 schools per coach (average) → 2.1 days per 

school per month23  → 12.6 hours per school per month24 → 2.5 

hours per teacher month 

- Hybrid Model 

➢ Maximum of 8 teachers per internal coach and 20 schools per external coach 

▪ Gauteng  

• Average pf Two internal coaches per school → 6.5 teachers per 

internal coach → 16.25 hours of internal coaching time per internal 

coach (2.5 hours per assigned teacher) 

• Same as Eastern Cape31: External Coach visits school one day per 

month to support internal coach  

▪ Eastern Cape:  

• Average of one internal coach per school → 5 teachers per internal 

coach → 12.5 hours of internal coaching time per internal coach (2.5 

hours per assigned teacher) 

• Same as Gauteng25: External Coach visits school one day per month 

to support internal coach 

- Internal Model 

➢ Maximum of 8 teachers per internal coach 

▪ Gauteng 

• Same as Hybrid Model: Two internal coaches per school → 6.5 

teachers per internal coach → 16.25 hours of internal coaching time 

per internal coach (2.5 hours per assigned teacher) 

▪ Eastern Cape 

 

28 These ratios are determined by the maximum teachers/schools per internal/external coach; the ratio cannot be exceeded. 
Of course, the actual number of teachers/schools will not divide neatly by these ratios, which means that some coaches will 
have fewer than the maximum. 
29 Assuming average of 21 school days per month 
30 Assuming 6 avaliable contact hours per day between teacher and coach (some contact time, such as debrief, can occur 
after school hours) 
31 Teachers per school ratio makes no difference 
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• Same as Hybrid Model: One internal coach per school → 5 teachers 

per internal coach → 12.5 hours of internal coaching time per internal 

coach (2.5 hours per assigned teacher) 

For the Hybrid and Internal Models, teachers are coached by internal coaches. One internal coach 

can support a maximum of eight teachers; if there are more than eight FP teacher in a school, there 

will be an additional internal coach. In provinces with an average number of FP teachers per school 

higher than eight, there will often be more than one internal coach per school. Internal coaches are 

however bound to their school, so if for example, two schools have four FP teachers each, both will 

have their own internal coach instead of one internal coach working across two schools. As 

mentioned, the ratio of 1:8 was chosen to match the teacher-coach contact time for the External 

Model. In the Hybrid and Internal Models, at a coach-to-teacher ratio of 1:8, the internal coach will 

be required to spend three hours per week with two teachers, and will therefore be able to coach all 

eight teachers in a month. 

The final assumption from Table 12 refers to teaching assistants. Teaching assistants are provided 

per school for the Hybrid and Internal Models to support the internal coach with their additional 

responsibilities. 

Based on these assumptions, the cost per teacher for each implementation model is presented in 

Figure 11. 

Figure 11: Coaching Programme cost per teacher by implementation model 

 

The cost per teacher for the External Model is (almost) the same for the Eastern Cape and Gauteng, 

showing that the External Model is unaffected by the school-to-teacher ratio. The number of teachers 

per school influences the Hybrid and Internal Models since the cost of upskilling and equipping 

internal coaches is spread over fewer teachers in the Eastern Cape; hence unit costs are higher in 

the Eastern Cape. 
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Unlike the Base programme, which has only one internal trainer per school, the Coaching 

programme will have an additional internal coach if the number of teachers exceeds eight (as per 

inputted assumption). Even though on average, Gauteng will have two internal coaches per school 

and the Eastern cape will have one internal coach per school, the average number of FP teachers 

per schools is more than double for Gauteng than the Eastern Cape. Therefore, despite the 

additional internal coach in Gauteng, the cost of an internal coach in Gauteng is still being spread 

over more teachers than the Eastern Cape. Further, for quintile 1-3 schools, the disparity between 

the number of teachers per school between larger and smaller provinces is starker than for all 

schools. 

Various factors are influencing the resultant unit costs in Figure 11, which are teased out in the 

following tables. Table 13 shows the unit cost composition of each implementation model for the 

Eastern Cape.  

Table 13: Eastern Cape unit cost composition by Coaching Programme implementation model 

Item 
External 

Model 

% of total 

cost 

Hybrid 

Model 

% of total 

cost 

Internal 

Model 

% of total 

cost 
Materials (SLP)  R3 082 6,70% R3 079 5,50% R3 084 7,00% 

Recruitment  R643 1,40% R240 0,40% - - 

Academic qualification  R522 1,10% R6 493 11,60% R6 353 14,40% 

Coach initial training  R115 0,30% R1 338 2,40% R1 311 3,00% 

Coach quarterly training  R1 399 3,00% R10 789 19,30% R10 317 23,40% 

Coach salaries / Trainer 
fees  

R17 924 39,00% R7 994 14,30% - - 

Head coach salaries / 
Master train fees   

R2 401 5,20% R1 329 2,40% R418 0,90% 

2-Day teacher training  R11 886 25,90% - - - - 

1-Day teacher training  R1 459 3,20% R1 345 2,40% R1 347 3,10% 

Coaching monthly costs  R4 069 8,90% R1 854 3,30% - - 

Coaching once-off costs  R89 0,20% R34 0,10% - - 

Teaching assistant 
salaries  

- - R17 006 30,50% R17 033 38,60% 

M&E  R2 319 5,10% R4 343 7,80% R4 265 9,70% 

Total R45 909  R55 844  R44 130  

The cost of academic qualifications and coach training is relatively higher in the Hybrid and Internal 

models than the External Model. Further, the cost of teaching assistants is only applicable to these 

two models. In contrast, the cost of two-day training is substantial in the External Model but not 

applicable to the other two models. Coach salaries are another high cost in the External Model that 

does not apply to the Internal Model, and is minimised in the Hybrid model. 

Table 14 shows the unit cost composition of each implementation model for Gauteng.  
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Table 14: Gauteng unit cost composition by Coaching Programme implementation model 

Item 
External 

Model 

% of total 

cost 

Hybrid 

Model 

% of total 

cost 

Internal 

Model 

% of total 

cost 
Materials (SLP)  R3 082 6,70% R3 079 10,50% R3 084 12,10% 

Recruitment  R662 1,40% R101 0,30% - - 

Academic qualification  R540 1,20% R4 387 14,90% R4 330 17,00% 

Coach initial training  R119 0,30% R909 3,10% R903 3,60% 

Coach quarterly training  R1 420 3,10% R7 240 24,60% R7 042 27,70% 

Coach salaries / Trainer 
fees  

R18 143 39,20% R2 803 9,50% - - 

Head coach salaries / 
Master train fees   

R2 357 5,10% R579 2,00% R282 1,10% 

2-Day teacher training  R11 889 25,70% - - - - 

1-Day teacher training  R1 460 3,20% R1 346 4,60% R1 348 5,30% 

Coaching monthly costs  R4 147 9,00% R722 2,50% - - 

Coaching once-off costs  R91 0,20% R14 0,00% - - 

Teaching assistant 
salaries  

- - R5 847 19,90% R5 856 23,00% 

M&E  R2 335 5,00% R2 395 8,10% R2 575 10,10% 

Total R46 245  R29 422  R25 421  

In terms of the percentage of the total cost, a somewhat similar pattern is observed for Gauteng. 

However, in terms of actual costs, the pattern is very different. Various cost items are driving the 

different unit cost between the Eastern Cape and Gauteng, which are linked to the greater number 

of internal and external coaches required (per teacher) in the Eastern Cape than Gauteng. The major 

cost items impacted by this are ‘Academic qualifications’, ‘Coach quarterly training’32, ‘Coach salaries 

/ Trainer fees’, and ‘Teaching assistant salaries’. While there are other divergent cost items, these 

are the highest costs. As previously explained, these costs are spread across fewer teachers per 

school in the Eastern Cape, which explains why the cost of the Hybrid and Internal models are much 

higher in the province. 

Box 2: Sense check 

How do these costs compare with other programmes? 

Comparing costs across programmes can be tricky. It is important to make like-for-like comparisons, 

which are not always possible. Fortunately for this research, there are two existing programmes – 

RSP and EGRP – that match the programme assumptions made here, although there are some 

differences. This box refers exclusively to the External Model as it is modelled on existing 

programmes. There are no real-world comparisons for the Hybrid and Internal models. 

 

32 These training sessions are facilitated by Master trainers and train both internal and external trainers. 
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First, we consider the overall unit costs for the programme as defined, i.e. the overall unit cost for the 

Base and Coaching Programmes. Using the unit costs for Gauteng from this section, the overall cost 

per teacher for one year is approximately R16 289. This cost was calculated by adding the Base 

(R18 911) and Coaching (R46 254) programmes’ unit costs and dividing by two to get the overall unit 

costs for two years (R32 578); then dividing by two to get the cost for one year. 

Aside from larger-scale implementations reaping greater efficiencies, there is one particular reason 

why the cost of this programme should be slightly lower than other programmes. Other programmes 

implement a Base Programme where salaried coaches conduct training for both the Base and 

Coaching programmes. In contrast, the costing method in this research only compensates trainers 

in the Base Programme per training days required. In the previous EGRS programmes, the former 

was practical, but in a truly upscaled programme, the latter is most appropriate. 

Over one year and three months, the cost per teacher for the RSP was R24 654. The unit cost was 

calculated based on the actual expenditure and the actual number of teachers in the programme. 

Adjusting this unit cost to an annual costs means that the cost per teacher was R19 723. But the RSP 

also included other programme elements such as the training of Subject Advisors and School 

Management Teams, which account for 15% of the total budget. Adjusting the annualised unit cost 

to exclude these additional items gives a cost per teacher of R16 764 for one year. The cost 

calculated for this research is approximately R500 less. 

The other programme used as a comparison is the EGRP, although the costs available are budgeted 

costs as opposed to actual costs. The budgeted cost per teacher in year one of the EGRP is equal to 

R16 250. This cost also includes the provision of tablet-based lesson plans, which means that the 

cost per teacher excluding tablets is approximately R14 000. 

Based on the discussion in this box, the cost estimates generated in this research seem reasonable 

and reflect the cost of previous and planned implementations. 

5 TOTAL COST AND SOURCES OF FUNDING 

The previous section presented unit costs and explained why they differ across implementation 

models and provinces. Here, we show the total cost of implementation and thus answer the second 

research question: 

RQ.2: How much will the programme cost? 

This section also shows the amount of spending required for reprioritisation by provinces and the 

amount of funding needed from other non-provincial funders. Section 5.1 investigates potential 

funding sources, and Section 5.2 presents total costs. 

Important to note here is that this section is comparing provinces and showing the results based on 

equal assumptions. These assumptions are, however, customisable. The costing tool accompanying 

this report will, therefore, equip provinces, to recalculate their results based on assumptions more 
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appropriate to their provincial context - the case studies in Section 6 shows how this can be done in 

more detail. 

The cost to the province should be considered in terms of the funding available.  Therefore, before 

analysing total costs, we should first consider the potential funding available.    

5.1 Sources of funding 

We consider two broad types of funders; provincial departments of education (Section 5.1.1) and 

other funders (Section 5.1.2). Provincial departments of education are analysed to estimate the 

possible baseline funding available for implementation, whereas, for other funders, we explore which 

areas of the programme align with their strategic mandate. These inform the funding scenarios 

presented in Section 5.2. 

5.1.1 Provincial departments of education 

South Africa currently faces an increasingly precarious fiscal position due to the impact of COVID-

19 on the economy. As a corollary to mounting debt and increasing debt service costs, the 

supplementary budget outlined an ambitious attempt at fiscal consolidation while still allowing for the 

increased spending necessitated by the pandemic. Although the supplementary budget did not 

reduce the equitable share to provinces, it is unlikely that provincial departments will receive 

additional funding for new programmes, at least in the medium term. Also, provinces are now facing 

the possibility of zero-based budgeting; not only will additional funding be difficult to come by, but 

they will also now have to provide strong motivation for all budget line items. 

While the implementation of any new programme seems unlikely in the short term, zero-based 

budgeting might provide just the right avenue through which the EGRS may increase in priority. Since 

the EGRS is backed by strong empirical evidence, and political support, it has an advantage over 

other programmes. Hence, the EGRS can be motivated on a stronger basis than existing 

programmes. 

Nevertheless, given the current fiscal position, budgetary reprioritisation is likely to be provinces’ most 

pragmatic and effective financial strategy. Programme elements of the EGRS align with existing 

provincial funding, although there are concerns regarding whether this is like-for-like expenditure. For 

example, although provinces spend on LTSM, the LTSM available to the FP is not always 

appropriate; classrooms sometimes have LTSM in English only, which is not the LOTL in the FP.33 

Further, while there are various reading programmes across provinces, these tend to be funded by 

external sources. Consultations with provinces confirmed that their contribution towards such 

programmes is often limited to catering and venues, although this is not true in every province. 

Hence, it has proved challenging to isolate potentially available funding for an EGRS-type 

programme within provincial budgets. Baseline funding has, therefore, been estimated using two 

 

33 (Mdlungu, 2006) 
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sub-programmes within the Public Ordinary Schools budget programme. We first consider 

expenditure trends in this programme as a whole, shown in Figure 12. 

Figure 12: Public Ordinary Schools expenditure by province, 2017-2021 

Source: National Treasury, 2017-2021 

The Public Ordinary Schools programme makes up approximately 80% of provincial departments’ 

total expenditure. Using the 2021 medium-term estimate, the average annual growth in expenditure 

from 2017-2021 is a consistent 5% across provinces. 

Within the Public Ordinary Schools programme, two subprogrammes overlap with programme 

elements of the EGRS: (i) Public Primary Schools and (ii) Human Resources Development (HRD).  

The LTSM funding pool estimates will be based on the LTSM line item in the Public Primary School 

subprogramme. Figure 13 shows the total expenditure on LTSM across provinces. 

Figure 13: LTSM spending by province, 2017-2021 

 

Source: National Treasury, 2017-2021 

The expenditure numbers in Figure 13 are for public primary schools, meaning that they supply 

LTSM across grades 1-7. To estimate the funding potentially available for reprioritisation, we use the 
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2019 (main appropriation) estimate after adjusting proportionately for the number of FP grades (three 

out of seven). Table 15 shows this estimate34: 

Table 15: LTSM spending in the FP by province 35 

Province LTSM spending (FP) 

Eastern Cape R105 159 857 

Free State R46 432 714 

Gauteng R41 697 857 

KwaZulu-Natal R153 707 143 

Limpopo R76 285 714 

Mpumalanga R115 165 714 

North West R120 464 143 

Northern Cape R9 855 093 

Western Cape R40 844 143 

Source: National Treasury, 2019; DBE, 2019  

The baseline funding estimates from Table 15 shows the ‘maximum’ funding that could be available 

to fund the provision of lesson plans and LTSM (materials) for the EGRS. However, even if these 

estimates accurately represent the amount of LTSM expenditure for the FP, other subjects fall 

outside the scope of the EGRS. As such, the higher the percentage reprioritisation required, the more 

likely it is that the amount required for reprioritisation encroaches on LTSM needed for other subjects.  

Ultimately it will be, more difficult for provinces to make the required funding available. 

In addition to materials, training and coaching also need to be funded. Unlike LTSM, however, HRD 

spending in the education space is very low. Indeed, most initiatives, like the EGRS, are almost 

wholly funded by external sources. Further, as previously mentioned, provinces concede that they 

tend to spend very little on such programmes, and when they do, it is often limited to catering and 

venue costs. Figure 14 shows the spending trend for the HRD subprogramme across provinces. 

 

34 Total LTSM spending was adjusted proportionally for the three FP grades. The actual amount of total LTSM expenditure 
going to the FP is not known. 
35 Expenditure on LTSM is unavailable for the Northern Cape. Expenditure is only available under the materials and other 
supplies line item, but these are unavailable after 2017. We therefore estimated the later years using 2017 as the baseline 
and the overally budgetary growth rate. 
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Figure 14: Human Resources Development subprogramme spending by province, 2017-20121 

Source: National Treasury, 2017-2021 

Due to the lack of spending on HRD, it is first worth considering what HRD spending should be. Table 

16 shows that subprogramme receives only between 0.05% and 0.49% of the Public Ordinary 

Schools programme budget across all provinces. Still, this alone does not mean that the provinces 

are underspending on HRD. We therefore look to the Skills Development Levy (SDL) to serve as a 

benchmark for what HRD expenditure should be. While public sector employers are formally exempt 

from the SDL, …”These employers must budget for an amount equal to the levies payable for training 

and education of their employees.” - (SARS, 2020, p.5). Guidelines from the Department of Higher 

Education and Training (DHET) stipulate that half of the 1% SDL be spent on serving employees. 

The other 0.3% and 0.2% are respectively spent on transfers to SETA and youth unemployment 

initiatives. 36 

Table 16: HRD spending as a percentage of Public Ordinary Schools programme and skills 

development benchmark 

Province 

HRD subprogrammes as % of 

Public Ordinary Schools 

Programme 

HRD subprogrammes as % 

of skills development 

benchmark a 

Eastern Cape 0,31% 73% 

Free State 0,37% 84% 

Gauteng 0,49% 120% 

KwaZulu-Natal 0,19% 43% 

Limpopo 0,05% 13% 

Mpumalanga 0,44% 103% 

North West 0,34% 79% 

Northern Cape 0,11% 26% 

Western Cape 0,28% 66% 

Source: National Treasury, 2019; DBE, 2019 
a Skills development benchmark is defined as 0.5% Compensation of Employees Spending in the Public Ordinary Schools programme. 

 

 

36 (DHET, 2013) 
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Except for Gauteng and Mpumalanga, all provinces are spending less on HRD than they should be. 

KwaZulu-Natal, Limpopo, and the Northern Cape are spending especially little on HRD relative to 

the benchmark. These estimates are used to provide an alternate baseline funding for training and 

coaching where applicable. 

Firstly, existing HRD spending is adjusted for three out of the twelve grades to estimate the maximum 

potential pool of funding available for training and coaching. Further, since HRD spending is low, 

these spending estimates are inflated to reflect what they should be as per column 3 of Table 16.  

Table 17: HRD spending as a percentage of Public Ordinary Schools programme and skills 

development benchmark a 

Province 
Proportionally adjusted HRD 

spending 

Proportionally adjusted 

benchmark spending 

Eastern Cape R23 075 000 R31 770 348 

Free State R10 587 250 R12 542 183 

Gauteng R45 857 250 N/A 

KwaZulu-Natal R21 972 000 R50 961 629 

Limpopo R3 742 750 R29 220 486 

Mpumalanga R19 518 750 N/A 

North West R11 190 000 R14 167 770 

Northern Cape R1 445 750 R5 496 819 

Western Cape R12 536 500 R19 041 743 

Source: National Treasury, 2019; DBE, 2019 
a Spending estimates are adjusted for three out of twelve grades. For the benchmark spending estimates, 0.5% of payroll for the Public 
Ordinary Schools programme is adjusted for three out of twelve grades. 

 

Table 17 therefore shows options of baseline funding pools, of which we are assuming a certain 

percentage could theoretically be re-allocated to fund the training and coaching in the EGRS going 

forward. Similar to the corresponding expenditure for LTSM, the greater the funding requirement, the 

more likely it will be that the amount needed for reprioritisation will encroach on activities falling 

outside the EGRS scope. Reprioritisation rates will be reported for both the existing HRD spending 

and the benchmark. 

However, provinces alone are not expected to fund implementation fully. A large scale 

implementation of the EGRS would require a collaborative approach between several education 

stakeholders. Provinces are indeed the key decision-makers and should fund large parts of the 

programme, but other stakeholders will be needed. Stakeholders have key areas that align with their 

strategic goals and are likely to support provinces in implementation through specific avenues. The 

next section considers stakeholders who may be willing to collaborate with provinces, which was 

informed by various consultations. 

5.1.2 Non-provincial sources of funding 

We identify five potential non-provincial sources of funding, each likely to support different areas of 

the programme under certain conditions. 
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National Department of Basic Education 

Through the DBE’s Curriculum Policy, Support and Monitoring Programme, it has the mandate to 

support the implementation of the National Curriculum Statement on Reading across grades R-9 to 

improve teaching and learning. The DBE is, therefore, best placed to champion the materials 

development process. Part of its current responsibilities is to develop a national catalogue of 

textbooks where provinces can procure approved materials. The DBE also develops and makes 

available open-source materials. While materials have already been developed for different 

programmes, including the EGRS programmes, at scale, these would need to be consolidated and 

approved by a central body to ensure standardisation. 

Since provinces can use the same set of materials, it would be inefficient for all provinces to engage 

in materials development. However, provinces must be involved in the review process to ensure all 

viewpoints are considered. In summary, the DBE can support the wide-scale implementation of the 

EGRS by providing leadership and resources towards the development of standardised materials 

that can be used by all provinces. 

Donors 

Donor funding covers most, if not all, the financing requirement for programmes like the EGRS. Key 

funders in the education space like UNICEF, Zenex Foundation, USAID and others have supported 

the implementation of the first three EGRS programmes. The EGRP is jointly funded by the Hemple 

Foundation, UNICEF and the North West Department of Education who covers the cost of training 

logistics, accommodation, and venues. 

These programmes have a relatively short and well-defined implementation period; hence donors 

can provide strategic funding with a clear exit strategy. Their role is not limited to financing, but their 

expertise is also drawn on as well. In general, donors are very willing to support an evidence-based 

programme like the EGRS under certain conditions. When considering a programme that will be 

implemented for more than a few years, their willingness to support a programme depends on a few 

matters. 

One the one hand, donors are unwilling to finance programme items that have embedded costs such 

as salaries. They are, however, very interested in strategic areas like the development of SLPs, 

strategic training initiatives that will have recurrent benefits, and even the provision of programme 

materials. Donors may even be interested in financing the cost of coaches as long as there is a clear 

exit strategy. 

For large scale implementation, donor funding support is necessary, but their support hinges upon a 

high level of commitment and accountability from other stakeholders. For example, a programme’s 

theory of change falls apart when an important aspect of the programme is not fully funded or 

implemented well. If there are mechanisms in place to hold service providers accountable and if there 

is a strong commitment from other funders to fund and support the programme so that outcomes are 

achieved adequately, donors are likely to become key partners in an upscaled programme. 
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Provinces should, therefore, take the above consideration into account when approaching donors to 

partner with. Appendix 2 lists some potential funders who have a record of funding education 

projects. 

Teacher unions 

During the consultation phase of this research, teacher unions emerged as potential partners to 

support implementation. Initial interactions with union technocrats revealed much support for an 

internalised programme. In subsequent discussions, the research team learned that unions might be 

willing to support the programme if they play a part in implementation rather than financial support. 

The funding gap, therefore, does not assume any financial support from teacher unions. Still, the 

report acknowledges that teacher unions could have the capacity to provide training and may prove 

a less expensive alternative than the usual service provider model. 

ETDP-SETA 

The ETDP-SETA is mandated to enhance the skills profile of the education sector by promoting and 

facilitating the delivery of education, training and development. The SETA has funded various 

education initiatives, most notably the PSRIP.37 It has also supported other initiatives focusing on 

Maths and Science and even more novel ideas like the mobilisation of youth to support education 

outcomes.38, 39 

The SETA is, therefore, well-positioned to support a programme like the EGRS. We specifically 

consider them for the cost of training, accredited academic qualifications and some salaries / 

professional fees costs. Previous initiatives also suggest that even funding teaching assistant costs 

might fall within their area. Given that the PSRIP receives much of its funding from the SETA, the 

EGRS can draw on similar avenues of SETA funding. 

Despite efforts to speak with the SETA, the research team was unsuccessful in securing a meeting 

to test these ideas. Nevertheless, given the SETA’s mandate and their track record of supporting 

education initiatives similar to the EGRS, the SETA is a potentially large source of funding. Provinces 

should make a sincere effort to secure this funding stream as it is likely to cover many programme 

elements of the EGRS. 

Expanded Public Works Programme (EPWP) 

The EPWP works across four sectors to alleviate youth unemployment in key areas of the public 

sector, the sector of interest being the social sector. The EPWP, through its programmes, are 

involved in initiatives such as the school nutrition programme, school mass participation, and early 

 

37 (Department of Basic Education, 2017) 
38 (CASME, 2015) 
39 (NECT, 2014) 
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childhood development. These initiatives equip unemployed youth to provide necessary social 

services to in-need children, where much of these activities are centralised around the school. 

The Gauteng Department of Education,  supported by the EPWP, initiated a programme in 2011 to 

improve the quality of education among learners in the field of literacy and numeracy. One of the 

areas EPWP participants assisted learners with was homework support to ensure that learners 

completed their homework and assisted them when necessary.40 

The EPWP’s Community Work Programme (CWP) is of special interest to this research as it has 

been involved upskilling and providing teaching assistants. The programme not only provides youths 

with a vital source of income but also upskills these youths so that they can find better work in future. 

These examples show that provinces can leverage institutions such as the EPWP to fund strategic 

areas of an upscaled EGRS while combatting youth unemployment as well. 

5.2 Total costs and funding analysis 

The previous section showed the potential baseline funding available for reprioritisation within 

provinces and identified funding partners who may support strategic areas of the programme. The 

following section summarises the funding assumptions used when generating all of the succeeding 

financing scenarios.  These are then used to show the potential financial implications of full EGRS 

implementation in each of the nine provinces.   

5.2.1 Summary of funding assumptions for subsequent analysis 

Table 15 and Table 17 from Section 5.1.1 showed the potential baseline pools of funding available 

for reprioritisation.  This pool of funding is assumed to grow at 3% to match the inflation assumption; 

given the current fiscal situation, we do not assume real growth in funding. The costs of the 

programme to provinces, as a percentage of this baseline pool, is the amount provinces would need 

to reprioritise to fund the EGRS fully. 

We assume that provinces will not need to fund the programme alone. Rather, non-provincial funders 

will contribute to areas that align with their strategic mandate. The funding assumptions are shown 

in Table 18, which draws on the discussion from Section 5.1.2 (Non-provincial sources of funding). 

 

 

 

Table 18: Funder contributions by programme element 

Funding Areas Funder 1 Funder 1 % Funder 2 Funder 2 % 

 

40  (EPWP, 2016) 
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Materials Development / Review National 100%   

Materials (SLP) Province 100%   

Recruitment Donors 100%   

Academic Qualification ETDP-SETA 100%   

Coach Initial Training Donors 100%   

Coach / Trainer Quarterly Training Donors 80% Province 20% 

Coach salaries / Trainer fees ETDP-SETA  50% Province 50% 

Head coach salaries / Master train fees ETDP-SETA  50% Province 50% 

2-Day Teacher Training ETDP-SETA 50% Donors 50% 

1-Day Teacher Training Province 100%   

Coaching Monthly Costs Province 100%   

Coaching Once-off Costs Donors 100%   

Teaching Assistant Salaries EPWP 100%   

Teaching Assistant Short Course EPWP 100%   

M&E Donors 100%   

The table shows the assumptions regarding which funders will support certain programme elements 

and how much support (percentage) they will provide. The actual cost implications of these 

percentages differ substantially across implementation models due to some cost items applying to 

certain implementation models only. 

Using these, and all previously mentioned assumptions, the next section shows the cost to provinces 

and the amount they would need to reprioritise. Unless otherwise stated, all scaling and programme 

assumptions from Section 4 remain the same in the rest of the report. 

5.2.2 Costs and reprioritisation requirement 

There are two caveats important to this section: 

1. One set of costs are presented for both the Base and Coaching programmes since both 

programmes are implemented in parallel. When referring to the External Model, the cost includes 

the Externally-led Model for the Base Programme and the External Model as defined for the 

Coaching programme. When referring to the Hybrid and Internal models,  the cost includes the 

Internally-led Model for the Base Programme and the Hybrid Model and Internal  Model, 

respectively, for the Coaching programme. Note that all further reference to the External, Hybrid, 

and Internal models reflect this definition. 

2. This section assumes equivalent implementation in each province; it does not consider factors 

such as existing programmes within provinces, or any other province-specific contextual factors.  

The case studies in Section 6 address these factors by strategically adjusting assumptions. 

Before considering affordability, Table 20 shows the total cost of each implementation model across 

provinces. Note that these costs are for the programme implemented over five years, where 50% of 

all quintile 1-3 schools receive the Base Programme, and the remaining 50% receive the Coaching 

Programme. Each cohort of teachers receives the programme for two years. 
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Table 19: Total cost by province and implementation model (‘000 000) 
 

Year 1 - 3   Year 1 – 5: Total cost of implementation 

Province External Hybrid Internal External Hybrid Internal 

EC R208 R269 R225 R397 R439 R370 

FS R91 R69 R59 R168 R118 R100 

GT R180 R113 R103 R343 R204 R184 

KZN R293 R307 R260 R562 R522 R444 

LP R202 R211 R178 R386 R403 R337 

MP R124 R110 R94 R232 R191 R161 

NW R116 R105 R89 R218 R180 R152 

NC R39 R34 R28 R67 R55 R44 

WC R79 R62 R52 R144 R102 R86 

Source: Own Calculations 

The financing assumptions from Table 18 assume that provinces do not fund these costs alone; the 

financing requirement by funder type is shown in Appendix 3. Appendix 3 lists how much funding 

would be needed from each funder type if the programme, as defined, would be fully funded.  

The analysis now considers the total cost to provinces, i.e. the total programme cost after subtracting 

the funding theoretically put forward by other funders. Table 20 shows this net funding requirement 

by funding streams: for (i) materials and (ii) training and coaching.  Table 20 also shows the 

respective percentages of the LTSM line item and HRD subprogramme that would need to be 

reprioritised for the province to fund the programme fully. Since there is notable underspending on 

HRD in certain provinces, the cost of training and coaching is also shown as a percentage of the 

HRD benchmark. 

The feasibility of the reprioritisation percentage depends on whether it would crowd out spending on 

other subjects. Since the programme covers two of the four FP subjects, we use 50% as one 

benchmark for feasibility. This is appropriate since the sources of funding have been proportionally 

adjusted to match the FP. Of course, reprioritisation rates lower than 50% imply that provinces are 

more likely to fund the programme from existing budgets. That being said, the programme is aimed 

at the FP, which can set learners up for improved learning outcomes in later grades as well. As such, 

given the conservative method of defining potential baseline funding, reprioritisation rates greater 

than 50% do not necessarily imply unaffordability. 

The results for the materials component of the programme suggests that provinces should be able 

to cover the cost of providing lesson plans and LTSM. The highest reprioritisation percentages are 

14.9% for Gauteng and 10% for the Northern Cape. All other provinces have reprioritisation rates 

well below 10%. Given the strategic importance of such a programme, provinces should be able to 

reprioritise existing funding with relative ease. 

In contrast, reprioritisation rates for the training and coaching component are high for some 

provinces. The reprioritisation rates for KwaZulu-Natal, Limpopo and the Northern Cape exceeds 

100% for most implementation models. Even if these provinces reprioritised their entire baseline 

funding, it would be insufficient to fund the programme.  Regardless of the implementation models 
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chosen, these provinces should consider a more conservative programme roll-out.  This could 

involve either extending the timeline of implementation or decreasing the number of schools included 

in the programme.  
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Table 20: Total cost to provinces and percentage reprioritisation required, by implementation model (‘000 000) 

  Year 1-3   Year 1-5  

 External Model Hybrid Model Internal Model External Model Hybrid Model Internal Model 

   Eastern Cape    
Schools - Teachers - Learners 1474 - 6 974 - 213 337 2024 - 11 072 - 338 673 

Materials cost R22,4 R22,4 R22,3 R36,5 R36,4 R36,3 
% of LTSM line item  6,9% 6,9% 6,9% 6,5% 6,5% 6,5% 

Training & Coaching cost  R53,9 R47,0 R23,5 R107,8 R81,1 R42,8 

% of HRD subprogramme 75,5% 65,9% 33,0% 88,0% 66,2% 35,0% 

% of HRD benchmark 55% 48% 24% 64% 48% 25% 

   Free State    
Schools - Teachers - Learners 251 - 2 778 - 85 440  382 - 4 405 - 135 471  

Materials cost R8,9 R8,9 R8,8 R14,5 R14,4 R14,4 
% of LTSM line item  6,2% 6,2% 6,2% 5,9% 5,9% 5,8% 

Training & Coaching cost  R23,0 R11,9 R6,4 R45,4 R22,8 R12,8 

% of HRD subprogramme 70,1% 36,2% 19,6% 80,7% 40,6% 22,7% 

% of HRD benchmark 59% 31% 17% 68% 34% 19% 

   Gauteng    
Schools - Teachers - Learners 374 - 5 969 - 184 701  593 - 9 475 - 293 180  

Materials cost R19,2 R19,1 R19,1 R31,2 R31,1 R31,0 
% of LTSM line item  14,9% 14,8% 14,8% 14,1% 14,0% 14,0% 

Training & Coaching cost  R46,2 R18,7 R12,8 R93,2 R37,7 R25,8 

% of HRD subprogramme 32,6% 13,2% 9,0% 38,3% 15,5% 10,6% 

% of HRD benchmark N/A N/A N/A N/A N/A N/A 
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   KwaZulu-Natal    
Schools - Teachers - Learners 1652 - 10 009 - 307 131  2342 - 15 885 - 487 460  

Materials cost R32,2 R32,2 R32,1 R52,4 R52,3 R52,2 
% of LTSM line item  6,8% 6,8% 6,8% 6,4% 6,4% 6,4% 

Training & Coaching cost  R76,7 R54,0 R28,7 R153,6 R97,4 R54,1 

% of HRD subprogramme 113,0% 79,5% 42,2% 131,7% 83,5% 46,4% 

% of HRD benchmark 49% 34% 18% 57% 36% 20% 

   Limpopo    
Schools - Teachers - Learners 1121 - 6 796 - 237 598  1821 - 10 786 - 377 070  

Materials cost R21,9 R21,8 R21,8 R35,5 R35,5 R35,4 
% of LTSM line item  9,3% 9,3% 9,2% 8,8% 8,8% 8,7% 

Training & Coaching cost  R52,2 R37,5 R19,3 R104,6 R76,0 R39,5 

% of HRD subprogramme 451,2% 323,9% 166,7% 526,2% 382,5% 199,0% 

% of HRD benchmark 58% 41% 21% 67% 49% 25% 

   Mpumalanga    
Schools - Teachers - Learners 511 - 4 008 - 122 705  774 - 6 363 - 194 785  

Materials cost R12,9 R12,8 R12,8 R20,9 R20,9 R20,8 
% of LTSM line item  3,6% 3,6% 3,6% 3,4% 3,4% 3,4% 

Training & Coaching cost  R31,2 R19,2 R10,2 R62,6 R36,2 R19,8 

% of HRD subprogramme 51,7% 31,8% 16,9% 60,4% 34,9% 19,1% 

% of HRD benchmark N/A N/A N/A N/A N/A N/A 

   North West    
Schools - Teachers - Learners 497 - 3 711 - 117 928  728 - 5 888 - 187 100  

Materials cost R11,9 R11,9 R11,8 R19,4 R19,3 R19,3 
% of LTSM line item  3,2% 3,2% 3,2% 3,0% 3,0% 3,0% 

Training & Coaching cost  R29,3 R18,2 R9,6 R58,5 R34,2 R18,5 

% of HRD subprogramme 84,6% 52,7% 27,6% 98,4% 57,6% 31,2% 

% of HRD benchmark 67% 42% 22% 78% 46% 25% 
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   Northern Cape    
Schools - Teachers - Learners 99 - 957 - 27 448  153 - 1 518 - 43 523  

Materials cost R3,0 R3,0 R3,0 R5,0 R5,0 R4,9 
% of LTSM line item  10,0% 10,0% 9,9% 9,5% 9,5% 9,4% 

Training & Coaching cost  R8,9 R5,9 R2,4 R17,2 R10,9 R4,8 

% of HRD subprogramme 199,4% 132,4% 53,6% 223,7% 142,3% 62,3% 

% of HRD benchmark 52% 35% 14% 59% 37% 16% 

   Western Cape    
Schools - Teachers - Learners 209 - 2 364 - 70 785 308 - 3 753 - 112 373  

Materials cost R7,6 R7,5 R7,5 R12,3 R12,3 R12,3 
% of LTSM line item  6,0% 6,0% 6,0% 5,7% 5,7% 5,7% 

Training & Coaching cost  R19,2 R10,7 R5,5 R38,1 R19,6 R10,9 

% of HRD subprogramme 49,5% 27,5% 14,3% 57,2% 29,4% 16,4% 

% of HRD benchmark 33% 18% 9% 38% 19% 11% 
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The findings for KwaZulu-Natal, Limpopo and the Northern Cape are due to these provinces 

spending far below what they should be on HRD. Indeed, provinces are required to spend 0.5% of 

payroll on HRD. Unless these provinces are spending this amount elsewhere, although unlikely, it 

must be asked if they are fulfilling their skills development mandate. If these provinces were to spend 

on HRD according to the 0.5% benchmark, they should be able to fund the cost of training and 

coaching (under the current funding assumptions). 

There are high reprioritisation rates for other provinces such as the Eastern Cape, Free State, and 

North West, albeit below 100%. The provinces can fund the programme with existing funding, 

although doing so will take up most of the FP budget. That being said, these provinces are spending 

less than what they should according to the 0.5% benchmark; if they spent according to the 

benchmark, the reprioritisation rates become more feasible. 

All provinces, except for Gauteng, would need to reprioritise more than 25% of baseline funding 

(HRD G&S) on to cover the cost of the External Model, suggesting that Gauteng is the only province 

that has a reasonable likelihood of being able to fund the External Model. The Hybrid Model may be 

feasibly implemented only in Free State, Mpumalanga, and Western Cape. The Internal Model is 

feasible in all provinces. 

The remaining three provinces – Gauteng, Mpumalanga, and the Western Cape – should be able to 

somewhat comfortable reprioritisation expenditure to fund the training and coaching programme 

elements.  

It must be noted that a significant amount of programme costs are assumed to be covered by non-

provincial funders. While these assumptions are not unlikely; they are indeed not certain. That being 

said, if provinces make a sincere effort to understand the requirements of funders and demonstrate 

the value proposition to them, acquiring such funding is very probable. Suppose provinces can 

acquire a similar level of funding to the assumptions used in generating costs. In that case, the 

programme should be feasibly implementable, especially since for most provinces, there exists 

enough funding from the current like-for-like expenditure. 

Overall, the analysis shows that the cost of materials can be covered comfortably by provinces. The 

cost training and coaching, however, may not be feasible for all provinces. This can be remedied by 

choosing a cheaper implementation model or spending according to the 0.5% benchmark. The case 

studies in the next section will show how provinces can adjust certain assumptions to make the 

programme more feasible. 

The next section considers strategic decision provinces can make. While the analysis in this section 

was generic to all provinces, the analysis in the next section can be thought of as the process 

provinces should undertake when making decisions. 

6 CASE STUDIES 

The analysis in the previous section showed a high-level picture of the financing situation, which is 

useful in gaining an overall sense of the feasibility of different implementation models across 
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provinces. This section aims to provide a more textured analysis for three provinces, thereby 

answering the third and final research question: 

RQ.3: How much funding will provinces have to make available for the programme given 

certain strategic decisions? 

A case study approach is taken to show how provinces can make strategic choices and expand the 

available options while considering their contexts. 

The choice of provinces was informed early in the research in agreement with the Project 

Management Team; representatives from Gauteng, North West, and Limpopo were consulted. 

KwaZulu-Natal was omitted because a representative was unable to speak with the research team. 

The three case study provinces are apt choices since they fall on different ends of the spectrum, both 

in terms of the school-to-teacher ratio and the difference between actual and benchmark HRD 

spending. These features make the case study provinces relatable to non-case study provinces. 

6.1 Gauteng 

Since the programme, as defined, is only implemented in quintile 1-3 schools, the distribution of 

learners in a province will have an impact on the relative cost of the programme: A distribution 

skewed towards quintile 1-3 schools will lead to higher total costs than one with a higher proportion 

quintile 4 and 5 schools. Figure 15 shows that the distribution of learners in Gauteng is skewed to 

higher quintiles, which means that the programme will be, all else being equal, less expensive in 

Gauteng than other provinces. That being said, this only holds if quintile 1-3 learners are prioritised 

more than higher quintiles. 

Figure 15: Distribution of learners by quintile, Gauteng versus the rest of the country 

 

Source: SNAP, 2017; Schools Master List, 2019 

We briefly consider programmes in Gauteng that can affect the strategic decisions it can make. 
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6.1.1 History with structured learning programmes and current reading programmes 

There are various reading initiatives aimed at the FP in Gauteng, most of them focusing the habit of 

reading. Most notable is the Read to Lead and Drop-All-and-Read programmes. These programmes 

provide reading materials to learners and have a specific objective of enhancing reading beyond the 

classroom. For higher grades, there is also the National Spelling Bee.41 While these programmes 

are intended to improve reading outcomes in the FP, they do not explicitly aim to improve teaching 

practice and hence, the skill of reading. 

Regarding the improvement of teaching practice, there are two programmes: The Certificate in 

Primary English Language Teaching (CiPELT) and the PSRIP. Both programmes focus on EFAL 

and assist teachers in adopting and implementing the correct teaching methodologies. The PSRIP 

also provides materials that are comparable to the EGRS’ materials. The CiPELT methodology has 

been implemented in 1 500 primary schools, and the PSRIP piloted in 105 schools. Further 

expansion of the PSRIP will continue across the country, and since provinces advise on the schools 

to receive the programme, the PSRIP should cover most of the in-need schools over the long term. 

In terms of Home Language, the Gauteng Department of Education reports providing Annual 

Teaching Plans to teachers which assist with curriculum coverage and more recently have included 

reading norms. It is unclear how many schools have benefited from these, although the provision of 

Annual Teaching Plans is not matched by teacher training, thus leaving the gap to be filled in by a 

programme like the EGRS. 

6.1.2 Costs to province and reprioritisation requirement 

The above discussion suggests that there has been and will continue to be initiatives focusing on 

EFAL in the FP in Gauteng. We, therefore, model the costs for a programme in HL only. While we 

keep most assumptions from the previous two sections, reducing the programme from HL and EFAL 

to HL only requires an adjustment of a few programme-level assumptions. Table 21 shows the 

assumptions for HL only, which were updated in the model when estimating costs in this section. 

Table 21: Gauteng adjusted assumptions for HL only 

Implementation model Assumption Original: HL & EFAL Adjusted: HL only 

All models Annual training days 6 4 

External Model Max teachers per external coach 50 75 

Hybrid Model Max schools per external coach 20 25 
Internal model Max teachers per internal coach 8 16 
All models Coach initial training days 5 3 
All models Coach quarterly training days 2 1 

Note: Assumptions refer to Base and Coaching programmes where applicable. The four annual training days in the adjusted assumptions 

are non-residential training only. 

 

41  (Gauteng Department of Education, 2019) 
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Switching from HL and EFAL to HL only implies a lower training requirement and reduced contact 

time between teacher and coach. The number of annual training days is thus reduced from six to 

four, and the coach-to-teacher ratio is increased by 50% in the External Model. For the Hybrid model, 

it is assumed that the external coach can see two schools a day for a subset of schools; hence the 

school-to-coach ratio is increased by 25%. For the Internal Model, the coach-to-teacher ratio is 

doubled. The train-the-trainer requirements are also decreased to account for the programme 

needing to cover less material. 

Table 22 shows the amount of funding required by each funder as per the existing funding 

assumptions. 

Table 22: Funding required by funders and implementation model (year 1-5 cumulatively in millions)42 

Funder External Model Hybrid Model Internal Model 

Donors R11,3 R12,9 R12,4 

EPWP  R0,0 R30,0 R29,9 

ETDP-SETA R39,0 R20,2 R12,5 

Province R101,3 R41,1 R30,3 

Total (Year 1 – 5) R151,5 R104,1 R85,1 

As per the funding assumptions, the largest cost item provinces finance are salaries. Since salaries 

costs are highest in the External Model and lowest in the Internal Model, the share of the total cost 

that provinces have to finance is highest in the External Model and lowest in the Internal Model. 

Table 23 shows the net cost to province and the associated reprioritisation rates for Gauteng as per 

the new programme definition. 

Table 23: Net cost to Gauteng and reprioritisation requirement43 
 

 Materials Training and Coaching 

 Model Cost ('000 000) % of estimated  

Baseline (previous %) 

Cost ('000 000) % of estimated  

Baseline (previous %) 

Year 1-3 

External R12,4 9,6% (14,9) R40,3 28,4% (32,6) 

Hybrid R12,4 9,6% (14,9) R10,8 7,6% (13,2) 

Internal R12,3 9,6% (14,9) R5,0 3,6% (9,0) 

Year 1-5 

External R20,2 9,1% (14,1) R81,0 33,3% (38,3) 

Hybrid R20,2 9,1% (14,0) R21,0 8,6% (15,5) 

Internal R20,1 9,1% (14,0) R10,2 4,2% (10,6) 

Adjusting the programme to cover HL only reduces the total cost and thus, the amount required for 

reprioritisation. At these reprioritisation rates, the programme is more feasible. Whereas Gauteng 

would need to reprioritise 14% (Year 1-5) of baseline funding for materials if the programme was 

 

42 The DBE was omitted since the cost they cover are set-up costs, which will be the same across all implementation models 
and covers all provinces. 
43 Excludes amounts assumed to be provided by external sources 
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implemented HL and EFAL, it now only requires to reprioritise 9,1%. Similarly, there are notable 

decreases for training and coaching for all implementation models. 

Strategically, two important assumptions have an immense impact on cost and should be further 

considered: the proportion of schools receiving the coaching programme, and the implementation 

period.  The estimates in Table 23 show how much needs to be reprioritised if 50% of all quintile 1-

3 schools in Gauteng received the Coaching Programme and the remaining schools received the 

Base Programme. It also assumed a 5-year implementation period. Since the reprioritisation 

requirements are arguably low, the province may be interested in increasing Coaching programme 

coverage or decreasing the implementation period; Table 24 shows these scenarios. 

Table 24: Reprioritisation required by Coaching Programme coverage 

  5-year implementation 10-year implementation 

  % of LTSM  

line item 

% of HRD  

subprogramme 

% of LTSM  

line item 

% of HRD  

subprogramme 

0% in  
Coaching Programme 

External 9,1% 13,2% 7,0% 6,6% 

Hybrid 9,1% 4,1% 6,9% 2,1% 

Internal 9,0% 4,1% 6,9% 2,1% 

50% in  
Coaching Programme 

External 9,1% 33,3% 7,0% 17,3% 

Hybrid 9,1% 8,6% 7,0% 5,2% 

Internal 9,1% 4,2% 6,9% 2,1% 

100% in  
Coaching Programme 

External 9,1% 52,3% 7,0% 26,8% 

Hybrid 9,1% 11,2% 7,0% 6,7% 

Internal 9,1% 4,2% 7,0% 2,1% 

Table 24 presents an options analysis, where the province can select a programme definition 

deemed to have a feasible reprioritisation requirement. In Gauteng’s case, the HL Coaching 

Programme could be rolled out in a relatively short space of time to all quntile 1-3 schools. In general, 

increasing Coaching Programme coverage and decreasing the implementation period requires more 

baseline funding to be reprioritised.. 

While this is true for the External and Hybrid models, the reprioritisation percentage for the Internal 

Model remains relatively unchanged. At this stage, it is important to reiterate that the reprioritisation 

percentage required reflects only costs applicable to provinces. The other important point to note is 

that increasing Coaching Programme coverage implies decreasing Base Programme coverage. The 

fact that the reprioritisation percentage remains the same as Coaching Programme coverage 

increases, therefore, implies that the costs that apply to provinces for the Base and Coaching 

programmes are almost the same. Box 3 explains why this is observed. 

Box 3: Technical note on the Internal Model per current assumptions 

The reason for the Internal Model's reprioritisation rate remaining the same as Coaching programme 

coverage increases is because the main component provinces fund is salaries; in the Internal Model, 

salaries, or trainer fees rather, are minimised. Trainer fees are almost the same because the internal 

trainer/coach receives the same amount of train-the-trainer training in the Base and Coaching 
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programmes. Of course, internal coaches receive additional once-off training and must complete an 

academic qualification, but provinces do not fund these. 

The following section provides a case study analysis of the North West. 

6.2 North West 

Figure 16 shows that 90% of learners in North West attend quintile 1-3 schools, indicating that the 

EGRS would need to cover most of the province.  This proportion is substantially greater than other 

provinces, implying that the North West will have a relatively larger funding requirement to cover all 

quintile 1-3 schools in the province. 

Figure 16: Distribution of learners by quintile, North West versus the rest of the country 

 

Source: SNAP, 2017; Schools Master List, 2019 

Fortunately, however, North West can be thought of as the current home of the EGRS. The next 

section considers this fact and provides further information pertinent to the proposed implementation 

model for the province.   

6.2.1 History with structured learning programmes and current reading programmes 

Similar to Gauteng, all provinces have programmes aimed at supporting the habit of reading. These 

are important since learners need additional reading materials, but such programmes do not help 

teachers with instructional practice. Unlike most provinces, the North West, in recent times, has lots 

of experience with programmes aimed at improving the skill of reading. 

EGRS I was implemented in the North West in 100 intervention schools in Home Language in two 

educational districts, Dr Kenneth Kaunda and Ngaka Modiri Molema. The RSP is currently being 

implemented in 263 schools in the same two districts, and the EGRP is planned to cover all quintile 
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1 -3 schools in Dr Ruth Segomotsi Mompati educational district.44, 45 A conservative estimate would 

suggest that the EGRS programme will cover around 50% of quintile 1-3 schools in the North West. 

There are other programmes aimed at improving the skill of reading, viz. the CiPELT and PSRIP, 

although these programmes only focus on EFAL. Across grades R-9, 3 061 teachers were trained 

in these methodologies in the 2018/19 reporting year.46 The PSRIP is currently in full swing in the 

North West province, and current plans suggest that the PSRIP will continue across South Africa. 

Since the PSRIP and EGRS programmes are implemented in different schools, most schools in the 

North West would have received a programme focusing on EFAL by the end of the EGRP. For HL, 

however, approximately 50% of quintile 1-3 schools would not have received any programme.  

6.2.2 Costs to province and reprioritisation requirement 

A review of the North West’s current situation suggests that the PSRIP will cover the remaining 

schools who have not received a programme in EFAL. Since the EGRS programmes will cover 

around 50% of quintile 1-3 schools in North West, the following analysis estimates costs at a 50% 

coverage level for quintile 1-3 schools in HL only; 50% of these schools receive the Coaching 

Programme while the remaining receive the Base Programme. 

All other assumptions from Sections 4 and 5 remain, except for the changes shown in Table 25 

below. 

Table 25: North West adjusted assumptions for HL only 

Implementation model Assumption Original: HL & EFAL Adjusted: HL only 

All models Annual training days 6 4 

External Model Max teachers per external coach 50 75 

Hybrid Model Max schools per external coach 20 25 
Internal model Max teachers per internal coach 8 16 
All models Coach initial training days 5 3 
All models Coach quarterly training days 2 1 

Note: Assumptions refer to Base and Coaching programmes where applicable. The four annual training days in the adjusted assumptions 

are non-residential training only. 

Changes to the assumptions are motivated by the programme only being implemented in HL. These 

are identical to the changes made for Gauteng in the previous case study and are not elaborated on 

again. The cost implications of the programme, using the abovementioned assumptions, are shown 

in Table 26. 

 

44 (Khulisa Management Services, 2019) 
45 (Department of basic Education, 2020) 
46 (North West Department of Education, 2019) 
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Table 26: Funding required by funders and implementation model (year 1-5 cumulatively in millions)47 

Funder External Model Hybrid Model Internal Model 

Donors R3,7 R7,2 R6,4 

EPWP  R0,0 R18,2 R18,2 

ETDP-SETA R13,1 R13,1 R6,9 

Province R32,7 R18,5 R9,7 

Total (Year 1 – 5) R49,5 R57,0 R41,0 

The North West will have to fund almost the entire programme themselves in the External Model but 

have to fund less than 50% of total cost in the Internal Model; this, of course, reflects the financing 

assumptions.  

Table 27 shows the net cost to province and the percentage required for reprioritisation for North 

West as per the new programme definition. 

Table 27: Net cost to North West and reprioritisation requirement 
 

 Materials Training and Coaching 

 Model Cost ('000 

000) 

% of estimated  

Baseline 

(previous %) 

Cost ('000 000) % of estimated  

Baseline  

(previous %) 

% of estimated  

Benchmark 

(previous %) 

Year 1-3 

External R3,8 1,0% (3,2) R13,0 37,4% (85) 29,6% (67) 

Hybrid R3,8 1,0% (3,2) R6,9 19,8% (53) 15,7% (42) 

Internal R3,8 1,0% (3,2) R1,7 5,0% (28) 4,0% (22) 

Year 1-5 

External R6,2 1,0% (3,0) R26,4 44,5% (98) 35,2% (78) 

Hybrid R6,2 1,0% (3,0) R12,2 20,6% (58) 16,3% (46) 

Internal R6,2 1,0% (3,0) R3,5 5,8% (31) 4,6% (25) 

Halving coverage and implementing the programme in HL only reduces the required reprioritisation 

rates. Most reprioritisation rates (Year 1-5) are less than halved when implementing the programme 

in 50% of quintile 1-3 schools in HL only, relative to 100% of quintile 1-3 schools in HL and EFAL 

(Table 20). At these reprioritisation rates, the North West should be able to fund the programme as 

defined if they choose to adopt the EGRS more formally. In this instance, despite spending less than 

the 0.5% benchmark on HRD, the current spending should suffice. Of course, North West is a special 

case since it is home to most of the EGRS programmes. 

Table 28 provides an options analysis for the province, showing reprioritisation rates at different 

Coaching Programme coverage levels and implementation periods. 

 

 

 

47 The DBE was omitted since the cost they cover are set-up costs, which will be the same across all implementation models 
and covers all provinces. 



63 

EGRS Finance Review 
DBE | UNICEF 

  

Table 28: Reprioritisation required by Coaching Programme coverage 

  5-year implementation 10-year implementation 

  % of LTSM  

line item 

% of HRD  

subprogramme 

% of HRD  

benchmark 

% of LTSM  

line item 

% of HRD  

subprogramme 

% of HRD  

benchmark 

0% in  
Coaching 

Programme 

External 1,0% 16,9% 13,3% 0,8% 8,5% 6,7% 

Hybrid 1,0% 5,7% 4,5% 0,8% 2,9% 2,3% 

Internal 1,0% 5,7% 4,5% 0,8% 2,8% 2,2% 

50% in  
Coaching 

Programme 

External 1,0% 44,5% 35,2% 0,8% 25,9% 20,4% 

Hybrid 1,0% 20,6% 16,3% 0,8% 12,7% 10,1% 

Internal 1,0% 5,8% 4,6% 0,8% 2,9% 2,3% 

100% in  
Coaching 

Programme 

External 1,0% 68,8% 54,3% 0,7% 37,4% 29,5% 

Hybrid 1,0% 28,3% 22,4% 0,7% 16,6% 13,1% 

Internal 1,0% 5,8% 4,6% 0,7% 2,9% 2,3% 

At an extended implementation period (10-year), increasing Coaching Programme coverage to 

100% seems quite feasible for even the External External. The province can use Table 28 to 

determine if there is a programme specification that suits their context and constraints. The next 

section presents the final case study province. 

6.3 Limpopo 

Limpopo’s rurality is seen in Figure 17, with 76% of learners belong to the lowest two quintiles, and 

96% to the lowest three; even more than North West. As such, higher reprioritisation rates might be 

feasible in Limpopo since the vast majority of learners attend quintile 1-3 schools. 

Figure 17: Distribution of learners by quintile, Limpopo versus the rest of the country 

 

Source: SNAP, 2017; Schools Master List, 2019 

We briefly consider programmes in Limpopo that can affect the strategic decisions it can make. 
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6.3.1 History with structured learning programmes and current reading programmes 

The most prominent programmes in Limpopo, which focus on the habit of reading, are run by Nal’ibali 

and Room to Read. Nal’ibalie provides training to volunteers strategies to promote reading for 

enjoyment and is currently establishing and/or refurbishing 1 000 school libraries annually. These 

programmes can support reading by providing reading materials fostering an enjoyment of reading. 

In terms of programmes aimed at improving literacy teaching practice in the FP, there are a few. 

Most notably, the PSRIP is implemented widely in Limpopo, and the province expects further 

expansion going forward. In terms of other programmes that focus on improving instructional 

practice, there aren't many. 

Funda Wande, the closest programme to the EGRS, started implementation in 2020 in one 

educational district in Limpopo. While Funda Wande is a high-quality programme and has developed 

various useful materials to assist teachers, implementation in Limpopo is small scale. Funda Wande, 

however, focuses on HL, which fills a gap in the province. 

The other FP programme in Limpopo is Jolly phonics, and although this programme is still in the pilot 

phase, implementation has been hampered due to COVID-19. The programme does align 

somewhat to the EGRS as it provides materials and trains teachers, but it only focuses on English. 

Overall, other than the PSRIP, there aren’t any other programmes that have managed to cover many 

schools. 

6.3.2 Costs to province and reprioritisation requirement 

There has not been much in the way of an HL programme in the FP in Limpopo. The PSRIP, 

however, is implemented widely, somewhat covering the EFAL requirement. The costs generated 

for this case study assumes coverage in all quintile 1-3 schools but for an HL programme only. 

All existing assumptions from Sections 4 and 5 remain, except for the changes shown in Table 29 

below. 

Table 29: Limpopo adjusted assumptions for HL only 

Implementation model Assumption Original: HL & EFAL Adjusted: HL only 

All models Annual training days 6 4 

External Model Max teachers per external coach 50 75 

Hybrid Model Max schools per external coach 20 20 
Internal model Max teachers per internal coach 8 16 
All models Coach initial training days 5 3 
All models Coach quarterly training days 2 1 

Note: Assumptions refer to Base and Coaching programmes where applicable. The four annual training days in the adjusted assumptions 

are non-residential training only. 

These assumptions are identical to those used in the two previous case studies, except for the 

maximum external coaches per school in the Internal Model. Despite the programme being 

implemented in one subject only, the ratio is kept at 1:20. This is to adjust for population density in 
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Limpopo, as it may be impractical for coaches to visit more than once school per day, even if they 

have to spend less time with internal coaches. 

The adjusted programme is implemented in all quintile 1-3 schools, where 50% of will receive the 

Coaching Programme, and the remaining will receive the Base Programme. The cost implications 

of the programme, using the abovementioned assumptions, are shown in Table 30. 

Table 30: Funding required by funders and implementation model (year 1-5 cumulatively in millions)48 

Funder External Model Hybrid Model Internal Model 

Donors R12,6 R33,9 R30,0 

EPWP  R0,0 R92,0 R91,8 

ETDP-SETA R43,5 R60,6 R33,9 

Province R114,2 R72,8 R36,3 

Total (Year 1 – 5) R170,3 R259,4 R192,0 

The cost of the Hybrid Model being greater than and the External Model is because there are few 

FP teachers per school in Limpopo. Overall, the cost to Limpopo is highest in the External Model due 

to the financing assumptions; salaries costs decrease when the programme becomes more 

internalised. 

Table 31 shows the net cost to the province and the reprioritisation rate required for Limpopo as per 

the new programme definition. 

Table 31: Net cost to Limpopo and reprioritisation requirement 
 

 Materials Training and Coaching 

 Model Cost ('000 000) % of estimated  

Baseline 

(previous %) 

Cost ('000 000) % of estimated  

Baseline  

(previous %) 

% of estimated  

Benchmark 

(previous %) 

Year 1-3 

External R14,1 6,0% (9,3) R45,2 391,0% (451) 50,1% (58) 

Hybrid R14,1 6,0% (9,3) R24,7 213,8% (324) 27,4% (41) 

Internal R14,1 6,0% (9,2) R6,6 56,9% (167) 7,3% (21) 

Year 1-5 

External R23,0 5,7% (8,8) R91,2 459,0% (526) 58,8% (67) 

Hybrid R23,0 5,7% (8,8) R49,8 250,6% (383) 32,1% (49) 

Internal R23,0 5,7% (8,7) R13,3 67,2% (199) 8,6% (25) 

Although implementing the programme in HL only decreases the reprioritisation rate, it is still high 

and seems unfeasible for the External and Hybrid models. However, Limpopo is spending well below 

the 0.5% benchmark. At the benchmark baseline, reprioritisation rates are reasonable, and the 

province is not too constrained in its choices. Table 32 provides a broader options analysis, from 

which a programme definition could be chosen to fit better the funding constraints.  

 

 

48 The DBE was omitted since the cost they cover are set-up costs, which will be the same across all implementation models 
and covers all provinces. 
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Table 32: Reprioritisation required by Coaching Programme coverage 

  5-year implementation 10-year implementation 

  % of LTSM  

line item 

% of HRD  

subprogramme 

% of HRD  

benchmark 

% of LTSM  

line item 

% of HRD  

subprogramme 

% of HRD  

benchmark 

0% in  
Coaching 

Programme 

External 5,7% 183,9% 23,5% 4,3% 91,8% 11,8% 

Hybrid 5,6% 66,8% 8,6% 4,3% 33,2% 4,3% 

Internal 5,6% 66,7% 8,5% 4,3% 33,2% 4,3% 

50% in  
Coaching 

Programme 

External 5,7% 459,0% 58,8% 4,3% 237,9% 30,5% 

Hybrid 5,7% 250,6% 32,1% 4,3% 131,7% 16,9% 

Internal 5,7% 67,2% 8,6% 4,3% 33,5% 4,3% 

100% in  
Coaching 

Programme 

External 5,7% 730,6% 93,6% 4,4% 370,5% 47,5% 

Hybrid 5,7% 420,8% 53,9% 4,3% 214,9% 27,5% 

Internal 5,7% 67,2% 8,6% 4,3% 33,5% 4,3% 

Using the current baseline funding estimates and funding assumptions, Limpopo is severely 

constrained in the options it has. The province should, however, be able to implement the Coaching 

Programme across all quintile 1-3 schools, but this is only somewhat feasible for the Internal Model. 

If the province can raise HRD spending per the 0.5% benchmark, it has many more options. 

The next section summarises the report findings and provides recommendations to provinces on 

how to tailor the programme to their contexts. 

7 SUMMARY AND RECOMMENDATIONS 

The driving principle of any plan is to achieve the intended outcomes at a minimal cost. When 

developing a strategy and subsequent implementation plan, it is necessary to understand the impact 

of each decision on costs. However, it is equally necessary to understand the risk each decision 

imposes on outcomes and understand each cost-saving decision within this context. This therefore 

investigates these elements and provides requisite detail for the current stage of planning. 

This research was commissioned in response to the favourable results that came from the first EGRS 

programme.  Although some positive anecdotal feedback has been forthcoming from the subsequent 

EGRS programmes and other SLPs, the EGRS I evaluation guides the discourse on what is known 

to be effective. Further, the EGRS II evaluation also found significant positive effects of on-site 

coaching and no effect of virtual coaching. Therefore, in terms of coaching, any deviation from on-

site flavour carries material risk. 

While it is important to keep these concerns at the forefront, this research is also tasked with 

investigating other options. Two questions drove the design of the alternative options put forward in 

this report: 

1. How to ensure an effective programme? 

2. How to minimise costs? 
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The External Model responds to the first question. This implementation model is a close as possible 

replication to the service provider driven current implementation model. A pitfall of this model is the 

high cost of salaries for coaches and head coaches. 

The Internal Model reflects the acknowledgement of high salary costs and therefore responds to the 

second question (How to minimise costs?). This implementation model shifts the role of the coach 

from an external service provider to a designated teacher within the school; the HOD being the most 

likely candidate. 

A concern with the Internal Model is that it is untested. Hence, the effectiveness of internal coaches 

is unknown, thus posing a risk to the first question (How to ensure an effective programme?). The 

Hybrid Model is an extension of the Internal Model, which allows a small complement of external 

coaches to support internal coaches in an attempt to mitigate risks to effectiveness. Further, in both 

the Internal and Hybrid models, internal coaches receive the same upskilling as external coaches. 

Schools in the Internal and Hybrid models are also assigned teaching assistants to account for the 

additional time requirement from the internal coach. 

Addressing the question of effectiveness is simple. The External Model is backed by empirical 

evidence, unlike the other implementation models. However, what has made this research 

interesting is there is no simple answer to the question of cost minimisation. 

In provinces with a relatively low school-to-teacher ratio, the Hybrid Model may cost even more than 

the External Model. In such instances, even the Internal Model is not massively cheaper than the 

External Model. Therefore, in provinces with a low school-to-teacher ratio, the External Model is the 

best option since it can cost less than the Hybrid Model. Although it will cost slightly more than the 

Internal Model, there is substantially less risk to effectiveness than the Internal Model. 

In provinces with a relatively high school-to-teacher ratio, the Hybrid and Internal models cost less 

than External Model. In these provinces, the Hybrid Model is the more pragmatic option since it costs 

less than the External Model, but also has mechanisms to promote effectiveness. While the Internal 

Model will always cost less than the Hybrid Model, it is important to realise that money spent that 

does not shift learning outcomes is money wasted. This does not imply the Internal Model will not 

improve learning outcomes, but it does imply that if provinces can afford to do so, they should much 

rather take the safer option. 

Of course, provinces risk preference and financial situations will play a significant role in the choice 

of programme. Whatever provinces choose, it is critical that they fully acknowledge the tradeoffs 

between all implementation models. Figure 18 compares the main features of each model in terms 

of costs and risks. The cost presented in Figure 18 follows the Section 5 definition of each model, 
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where the External Model includes the Externally-led Base Programme and the Hybrid and Internal 

models include the Internally-led Base Programme.49  

The cost estimates in Figure 18 are for the Eastern Cape and Gauteng. When referring to a situation 

with ‘few teachers per school’, reference is made to the Eastern Cape. When referring to a situation 

with ‘many teachers per school’, reference is made to the Gauteng. Note that these percentage 

differences will only be true at a total cost level if the Base and Coaching programmes are 

implemented across an equal number of teachers using the same assumptions as this report. 

 

 

49 Note that cost differences between the Hybrid and Internal models are attenuated since both include Internally-led training 
in the Base Programme. 
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Figure 18: Implementation model summary 

 

 

External Model

Based on evaluation 
findings; proven to 

work

➢ 10% < Hybrid when few
teachers per school (EC)

➢ 68% > Hybrid when many
teachers per school (GT)

➢ 7% > Internal when few
teachers per school (EC)

➢ 88% > Internal when many
teachers per school (GT)

➢ Lack of ownership –
programme implemented by
service providers

➢ Long-term sustainability

➢ External coach should engage
HOD, e.g. including the HOD in
a class observations

➢ HODs and Subject Advisors
should be included in teacher
training

Hybrid Model

Institutionalises 
expertise and provides 

external coaches

➢ 12% > External when few
teachers per school (EC)

➢ 41% < External when many
teachers per school (GT)

➢ 19% > Internal when few
teachers per school (EC)

➢ 12% > Internal when many
teachers per school (GT)

Internal Model

Institutionalises 
expertise within 

schools

➢ 6% < External when few
teachers per school (EC)

➢ 47% < External when many
teachers per school (GT)

➢ 16% < Hybrid when few
teachers per school (EC)

➢ 10% < Hybrid when many
teachers per school (GT)

Cost per teacher

Risks

Risk mitigation

➢ Subject Advisors must be involved at teacher training

➢ Internal coaches must complete academic qualification

➢ Teaching assistants to complete short courses to qualify (not
included in costs)

➢ Unproven modality

➢ Internal coaches’ time / competency a concern

➢ Teaching assistants’ competency a concern
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Besides selecting the implementation model, other design choices can be made to reduce costs.  

These also come with risks and should, therefore, also be viewed within this context. Table 33 lists 

the options provinces have to reduce costs and the associated considerations. 

Table 33: Considerations for secondary model design options 

Cost reducing design option Considerations and risks 

More teachers per coach 
Reduces teacher-coach contact time, which is the best proxy for 
effectiveness; direct threat to outcomes if increased too much 

Blended coaching 
Promising option to reduce costs but important for sufficient teacher-coach 
contact time in the first year 

Residential vs non-residential training 
Residential training is more effective and costly; there should be an even mix, 

at of each   at least in the first year 

Decrease the number of subjects 
Excluding EFAL is better than no programme at all, but including it brings in 
efficiency gains and will better equip learners to exit the FP 

The abovementioned design decisions are only the first in a sequence of choices provinces must 

make when developing their strategies. These decisions, in sequence, are shown in Box 4 

Box 4: Decision-making process 

1. Given an in-depth review of the points raised in Figure 18 and Table 33, select the most 

appropriate model design options. 

Provinces are encouraged to lean towards External Model when the school-to-teacher ratio is low, 

and to lean towards the Hybrid Model when the school-to-teacher ratio is high. That being said, the 

decision comes down to a judgement call related to the risks inherent to each model within the 

context of their cost differences. While the External Model has risks to sustainability and 

institutionalisation, the Hybrid and Internal models’ effectiveness is unproven.  The weight placed on 

each of these risks will require in-depth strategic thinking and internal discussions. 

2. Considering the need in the province, what number of schools require the programme and 

in what format? 

One of the points raised in the case studies is that there are other FP reading support programmes 

already being implemented. This may, for instance, allow the province to exclude some schools (or 

entire districts) from the programme, or allow the EGRS programme to be implemented in HL or 

EFAL only.   

Ideally, school performance should be used to understand the school coverage requirement. 

However, the lack of standardised assessments means that it is difficult to meaningfully ascertain 

which schools are more deserving of the programme, and among these schools, which schools 

should get the higher impact programme (Coaching Programme). To the best extent, possible 

provinces should attempt to do so. In line with this, the costing also accounts for M&E costs. A large 

scale programme can therefore act as a conduit for mapping learner needs and performance.  

Subject Advisors should also spend a significant role in identifying the appropriate schools for each 

programme type. 
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In summary, if provinces can implement the programme according to need, it will be to their benefit. 

For the province to achieve allocative efficiency, the provision must match the need. Programme 

coverage, in terms of both Base Programme and Coaching Programme, is, therefore, a crucial 

strategic decision.  

3. Over what timeline should the programme be completed? 

There is a substantial trade-off between the speed of implementation and the annual costs. As shown 

in the case studies, expanding the timeline spreads the total funding requirement over a longer 

period, thereby decreasing the requirement in each year.   

4. Is sufficient funding available? 

These design decisions are highly dependent on funding availability.  As discussed in the report, 

South Africa’s current fiscal position makes it unlikely that there will be any real increases in 

budgetary allocation, at least, over the medium term.  Budgetary reprioritisation and support from 

external funding sources are consequently the only options. The province will, therefore, have to 

compare the costs of their ideal against the degree to which they can reprioritise expenditure and get 

support from external funders. If the costs exceed the required funding, the design has to be 

reconsidered, i.e. go back to step one of the decision making process. 

The following avenues are available to decrease the annual funding requirement: 

1. Change the model design. It is important to consider any such change within the contexts of 

the risks articulated in Figure 18  and Table 33. 

2. Decrease coverage: Making the school selection criteria more stringent will decrease the 

number of schools and total costs.  This can be done by either decreasing the percentage of 

schools in each quintile receiving the programme and / or decreasing the proportion that 

receives the full Coaching Programme. 

3. Extending the implementation timeline. 

Decreased costs can, therefore, be achieved by taking one, two or all three of these avenues. This 

choice will depend entirely on the preferences of the province.  The key is to choose the combination 

that ensures affordability while not creating too much risk to the effectiveness of the programme.   

8 CONCLUSION 

Although South Africa is in a precarious fiscal position, the need for a meaningful FP intervention 

remains. Over the medium term, a key feature of South Africa’s fiscal policy must be to achieve the 

best with what we have. The current budgetary constraints should not make one lead to 

despondence, but rather vigilance.  Budgetary constraints do not mean we resist new programmes, 

but rather that we rigorously compare the new to the old, and when appropriate, replace the old.   

The improvement of South Africa’s education sector is key to improving South Africa’s long-term 

economic outlook and the social welfare of all South Africans. It is indisputable that the under-
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performance of the South African education sector is one of the most significant structural barriers to 

economic performance. Although not the only challenge, poor reading performance in early grades, 

especially in poorer schools, is certainly contributing to under-performance. As such, change is key, 

i.e. substituting the old for the new.  

The triple cocktail, as proposed by the EGRS programmes and its counterparts, has significant 

evidential support. However, regardless of how effective a new approach might be, the benefits 

cannot be reaped if funding is not available. 

This report aimed to provide the information required to understand the funding requirements for 

implementing such a programme. For a province deciding that such an endeavour is worth it, the 

challenge is to locate the funding. Although external sources can play a significant role in this regard, 

the province will have to commit. Given that such commitment is likely to come through reprioritisation 

exclusively, an in-depth reflection of business-as-usual is required.  It is only through this process 

that budget can be transferred from that which is ineffective to that which is likely to truly make a 

difference, i.e. making progress, even in the absence of fiscal space. 
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APPENDIX 1 LIST OF CONSULTATIONS 

Table 34: List of consultations 

Type Organisation Name 

Implementer 
consultation 

FPD consortium 
Lisa Wilson (Oxford); 
Nelisiwe Zondi (Molteno); 
Nozipho Mtande (FPD) 

Implementer 
consultation 

Class Act 
consortium 

Lorraine Marneweck (Class Act); 
Jenny Katz (Molteno); 
Brahm Fleisch (Wits); 
Tshegofatso Thulare (DBE) 

Implementer 
consultation 

NECT 

John Thurlow; 
Phindile Vilakazi; 
Stanley Sithole; 
Dhianaraj Chetty 

Provincial 
consultations 

Gauteng 
Department of 

Education 
Albert Chanee (DDG) 

Provincial 
consultations 

Gauteng 
Department of 

Education 

Dr Reena Ramparsad (CD: Coordination of Curriculum 
Implementation); 
Antoinette Nicolaai (Director: General Education and Training, 
Curriculum Coordination); 
Chief Education Specialist (CES) Kholo Makhaga 

Provincial 
consultations 

North West 
Department of 

Education 

Mrs Roothman; 
Simon Malindi; 
Dr. Mammen 

Provincial 
consultations 

Limpopo 
Department of 

Education 
Rachel Mashaba 

National 
consultations 

DBE LTSM 

Sifiso Sibiya; 
Mimi Mini; 
Pumla Mdontswa; 
Tshitema Makonde 

National 
consultations 

DBE Teacher 
Development 

Geritt Coetzee (Director: Initial Teacher Education); 
Sandile Mabaso (Continuous Teacher Development); 
 Veronica Hofmeester (Director: Continuous Teacher Development) 

Conditional grants DBE Gareth Mcquela 

Funders 
Zenex 

UNICEF 
Funda Wande 

Fatima Adam (Zenex) 
Lauren Fok (Zenex) 
UNICEF (Andile Dube) 
Funda Wande (Nic Spaull) 

Unions 
Teacher Union 
Collaboration 

Faseega Soloman (SADTU); 
Huw Daviews (SAOU); 
Dr  Marion Josephs (NAPTOSA); 
Ms Hema Hariram (NAPTOSA); 
Mr Leslie Abrahamns (SADTU); 
Ms Lorvicia Matthews (PDI); 
Ms Maryna Besseling (SAOU); 
Mr Renny Somnath (SADTU); 
Kakanda SIlenga (NATU) 
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APPENDIX 2 POTENTIAL EDUCATION DONORS 

Table 35: Potential donors that have been involved in foundation phase education interventions 

Type Outcomes funder 

CSI 

FNB 

Hollard  

Nedbank Eyethu Community Trust 

Old Mutual Foundation 

Standard Bank Tutuwa Foundation 

Sanlam 

Grant managers (Intermediaries) 
Tshikululu Social Investments (grant manager) 

Trialogue 

Foundation 
Citadel Philanthropy Foundation 

Zenex Foundation 

Government 

National Department of Basic Education 

EPWP 

EDTP-SETA 

International agency 

UNICEF 

USAID 

DFID 

Trust 
ApexHi Charitable Trust 

DG Murray Trust 

 Allan Gray Orbis Foundation 
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APPENDIX 3 FUNDING REQUIRED 

Table 36: Funding required, by provinces, funder and implementation model (‘000 000): Total funding required for 5-year implementation 
  

EC FS GT KZN LP MP NW NC WC 

Donors External R105,48 R43,02 R90,72 R149,92 R102,26 R60,29 R56,77 R15,97 R36,85  
Hybrid R143,70 R35,11 R65,50 R168,11 R129,66 R58,04 R54,71 R14,40 R29,92  
Internal R140,63 R34,37 R65,55 R164,89 R126,09 R56,76 R53,38 R13,76 R29,36 

EPWP External R0,00 R0,00 R0,00 R0,00 R0,00 R0,00 R0,00 R0,00 R0,00  
Hybrid R101,46 R19,27 R30,03 R117,68 R92,05 R38,82 R36,60 R7,69 R15,59  
Internal R101,27 R19,23 R29,98 R117,46 R91,87 R38,74 R36,52 R7,67 R15,55 

ETDP-SETA External R74,34 R29,76 R63,70 R106,32 R72,31 R42,54 R39,61 R10,52 R25,42  
Hybrid R38,13 R10,44 R22,13 R44,64 R33,92 R15,59 R14,45 R3,94 R9,16  
Internal R37,20 R10,17 R21,77 R43,53 R32,84 R15,18 R14,04 R3,83 R8,97 

National External R9,02 R8,91 R9,01 R9,05 R9,02 R8,95 R8,95 R8,71 R8,87  
Hybrid R9,03 R8,85 R8,94 R9,04 R9,01 R8,93 R8,93 R8,70 R8,83  
Internal R9,00 R8,81 R8,92 R9,01 R8,98 R8,90 R8,89 R8,64 R8,79 

Province External R207,96 R86,74 R179,36 R296,97 R202,02 R120,70 R112,50 R32,23 R73,02  
Hybrid R146,47 R44,67 R77,82 R182,64 R138,76 R69,28 R65,25 R20,23 R38,25  
Internal R81,65 R27,73 R57,89 R109,17 R77,12 R41,63 R38,71 R9,93 R23,62 

Source: Own calculations 
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