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Executive Summary

This report presents the findings of a thematic evaluation of Integrated Post Primary Education (IPPE) pilot programme. The evalaution aimed to establish the relevance, effectiveness, efficiency, sustainability as well as scaling up possibilities of IPPE. A team of consultants for the evaluation collected data using questionnaires, documentary reviews, interviews and focus group discussions with IPPE beneficiaries. The evaluation followed all ethical research procedures stipulated in the UNICEF (2015) strategic guidance notes and UNICEF evaluation technical note number 1 for children participating in research and evaluation. 
The team found out that the objectives of the IPPE programme remain valid and that the programme is well regarded by the beneficiaries. The objectives of IPPE are consistent with Tanzania’s National policy goals stipulated in key documents such as the Education and Training Policy (ETP), the National Strategy for Growth and Reduction of Poverty (NSGRP), and the Property and Business Formalization Programme (PBFP). It is also consistent with global Education for All (EFA) Goals and Millennium Development Goals (MDGs). Further, IPPE is consistent with the needs of the beneficiaries. The teaching and learning processes of the programme were appropriately planned and timely; the training of facilitators proved highly positive in meeting learners’ personal and academic needs; and resources such as books were sufficiently available at IPPE centres. However, the curriculum for the vocational component of IPPE was in English whereas most learners were more fluent in Kiswahili than English; learners’ financial contributions to the programme was a very challenging responsibility; and only two evaluated districts budgeted for IPPE activities though the allocated amount could not be disbursed due to the meager funds that districts have.
IPPE piloting achieved the programme's objectives; through enrolling learners from poorer families and providing employment for vocational graduates. However, IPPE centres did not have infrastructure designed to support learners with disabilities. IPPE at its pilot stage had low achievement in terms of the percentage of targeted learners versus those registered; few centres were established compared to the number of villages per respective district; several learners were initially enrolled on the programme but majority of these dropped out and hence the completion rate was low; and none of the learners in vocational stream were able to progress to other learning pathways such as the Vocational Education and Training (VETA).

Achievement of IPPE objectives was contributed to by commitment and support from faith-based organizations (church-owned centres); learners’ personal motivation; sufficient initial funding for the commencement of training, proper sensitization of the beneficiaries and learning materials provided by UNICEF; as well as initial administrative support from district councils. 

Factors undermining the achievement of IPPE included delaying the commencement of the teaching and learning process in some districts; the use of English as the language of instruction for vocational training; learners’ inability to meet financial contributions; unreliable sources of funding to motivate the facilitators; lack of financial support from the district councils; inadequate physical facilities; improper timing of the lessons; long distances from IPPE centre to places of residence; center facilitator and coordinator turnover; learners’ de-motivation; and unreliable vocational centres.

A comparison of IPPE costs and associated benefits suggests that IPPE was cost efficient. Further, IPPE objectives related to vocational education provision were largely achieved on time, but the achievement of the IPPE-academic related objectives could not be established because, in all of the evaluated districts, the six years duration required to complete the academic stream was not yet completed. Nevertheless, the findings show that several learners managed to pass the Qualifying Test (QT), which enabled them to sit for the National Certificate for Secondary Education Examinations (CSEE).  Moreover, findings show that the IPPE implementation strategy was efficiently planned despite the various implementation challenges. When compared to Complementary Basic Education (COBET), IPPE was less expensive mainly because the costs of COBET include facilitator salaries as well as monitoring and visitation expenses. Likewise, a comparison of IPPE costs versus average costs in other public post-primary programmes suggests that the IPPE spending was efficient. Similarly, IPPE costs are relatively low when compared to the government and private secondary formal schooling programmes. The face-to-face mode of delivery was predominantly utilized in the IPPE piloting and it has been therefore the most efficient in terms of outputs (graduates). 
IPPE sustainability challenges relate to sources of funding for the programme, terms of employing key personnel, fragility of public private partnerships (PPP) in some areas, unclear information regarding the ownership of the project, the scarcity of vocational centres that have sufficient facilities, inadequacy of personnel training on the management aspect of the programme and shortage of teachers for science and certain specialized vocational skills.
Possible ways to sustain and improve IPPE in Tanzania, include removal of financial contributions and the IPPE tuition fee, engaging full time facilitators, strengthening the utilization of PPP, recruitment of IPPE learners’ through standard seven selection, changing the language of instruction from English to Kiswahili for vocational training, reducing the duration to 1 year for the vocational component and 2-4 years for the academic component, allowing flexibility for learners on whether to integrate the vocational and academic components or take one of them only. Despite the challenges, the scaling-up of IPPE is favoured by political, cultural and policy spaces. 
Based on the findings, it is recommended that; UNICEF, IAE and the responsible ministries should adopt an alternative programme design for IPPE and a new curriculum structure proposed in this evaluation report; and IPPE should be scaled-up across the country. 
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1.0 Project Description

1.1 Introduction

This report describes the findings and recommendations related to the evaluation of the Integrated Post Primary Education (IPPE) pilot project (developed by the Institute of Adult Education (IAE) in Tanzania and supported by UNICEF). IPPE is a non-formal education pilot project designed to provide integrated knowledge and skills for adolescents, youths, and adults who have completed their primary education but have not transitioned to secondary schools; that is, primary education graduates, including those from Complementary Basic Education (COBET) and Integrated Community Adult Education (ICBAE). IPPE is designed to narrow the gap between formal and non-formal education, and was initiated in the context of Tanzania’s subscription to the Millennium Development Goals (MDGs) and Education for All (EFA). IPPE was also designed to respond to Tanzania’s Development Vision 2025 and the National Policy for Education and Vocational Training, among other policies and plans, which emphasize the need for education to reach all sectors of the population. 
1.2 Context of the IPPE Pilot Project

1.2.1 Political context

IPPE is part of the Adult and Non-Formal Education Development Plan (ANFEDP) of 2012/13-2016/17 that has been developed to meet the government’s commitment to address the challenges affecting adult, non-formal and continuing education and achieving EFA goals, MDGs, strategy for economic growth and poverty reduction (NSGRP), and the Tanzania Development Vision 2025. ANFEDP focuses on providing learning opportunities for school leavers and neo-literates who wish to advance their education through post-literacy and continuing education programmes. ANFEDP has a goal that within five years 2012/13-2016/17, a total of 18,240 learners should be enrolled in IPPE centres. This is also reflected by the Education Sector Development Committee (2012: 33) in the following projections (Table 1.1).
Table 1.1: IPPE Projected learners 2012/13 - 2016/17

	Year
	2012/13
	2013/14
	2014/15
	2015/16
	2016/17
	Total

	Number
	2,500
	3,900
	4,100
	4,300
	4,400
	18,240


Source: Education Sector Development Committee (2012: 33)

As part of the implementation of ANFEDP, IPPE was thus initiated by IAE as a provider of adult and continuing education in Tanzania (MoEVT, 2010). The strategies to be adopted for reaching the IPPE projected learners target are outlined as follows:

i. IAE will expand the IPPE programme to reach 152 districts after piloting in seven districts;

ii. IAE will collaborate with VETA to ensure the effective accreditation, assessment, certification and mainstreaming of learners in light of the lifelong learning qualifications framework;

iii. MoEVT will design mechanisms to ensure that IPPE learners benefit from the Skills Levy;
iv. MoEVT and IAE will provide capacity building to Regional Resident Tutors, centre coordinators and school inspectors regarding the management of IPPE.
v. IAE shall recruit, train and deploy qualified teachers in ODL and IPPE centres  
vi. IAE will design, develop and implement relevant distance learning programmes for adult teachers of ODL and IPPE.

1.2.2 Socio-economic context

According to the Human Development Report (UNDP, 2014), Tanzania has a HDI score of 0.488, which places it at the bottom quartile of countries, with the lowest level of human development ranking of 159 out of 187 countries. Tanzania has fallen by seven rankings compared to the previous year, while its population growth is one of the fastest (2.7% per year).  Although Tanzania has made much progress in increasing access and enrollment to schooling, the country still has a large number of out of school children. Approximately 650,000 children, equivalent to 16% of the primary school age population (7-14 years) – were still not enrolled in primary school in 2010. Secondary education access is even more problematic, with 52 % of the relevant age group (15-18) out of school in 2010 (World Development Indicators). Poverty is among the reasons for many children being out of school in Tanzania. Other social factors for the problem in the country are lack of special schools and classrooms for the children with disabilities, low household income, child labor, lack of family planning and early marriages. Others are divorce and parents’ death (Kanda, 2008).

1.2.3 Educational context

Tanzania’s Education and Training Policy of 1995 emphasized the need to increase access and equity for all children, youth and adults.  Similarly, the Education and Training Policy of 2014 is concerned with the challenge of meeting an increasing need for skilled manpower. The policy observes that, not all children that complete primary education get access to secondary and higher levels of education. Therefore, there is need to strategize and take action to provide access to education (Wizara ya Elimu na Mafunzo ya Ufundi, 2014:8). The latter policy also seeks to address some other challenges in the education system such as education provision being mainly academic and the need to develop learners’ non-academic skills. IPPE comes in as one of the initiatives for providing alternative skills as it incorporates academic, generic and prevocational skills. 

1.3 The IPPE Pilot Project in Tanzania

The IPPE pilot project serves the purpose of providing an alternative learning opportunity beyond the primary education level. It provides integrated knowledge and skills for adolescents, youth, and adults who have attained primary education, COBET and ICBAE graduates; secondary school graduates who wish to study vocational and generic skills components; individuals who have only completed part of their secondary schooling; youths; farmers; and learners with special educational needs. Others are disadvantaged nomads, disadvantaged pastoralists, VETA graduates and dropouts. IPPE has an integrated curriculum comprising of three components; Academic, Pre-vocational and Generic Skills. In its curriculum structure (see Appendix B) IPPE proposes the use multiple pathways whereby some learners have to learn by attending classes at the open learning centres while others may subscribe to it through distance learning with organized face-to-face sessions. The programme provides flexibility in terms of time, space and learning pace. 
Between 2011 and 2013 the Government of Tanzania through MoEVT and IAE, in collaboration with UNICEF, embarked on piloting IPPE in 12 districts of the country i.e., Mtwara rural (Mtwara), Makete and Njombe rural (Njombe),  Iringa Rural and Mufindi (Iringa), Temeke (Dar es Salaam), Bagamoyo (Pwani), Hai, Siha (Kilimanjaro), Magu (Mwanza), Mbarali, and Mbeya rural (Mbeya). These districts were initially selected for IPPE piloting on the grounds that they had many children who were relatively more vulnerable to exclusion from further education. The districts had low completion rates, high dropout rates, and low transition rates from primary to secondary schools. Besides, Njombe was also selected due to its high HIV&AIDS prevalence, leading to a high rate of orphanages, especially in Makete District.  
The key actors in the IPPE programme are the facilitators; support and administrative staff; the national integrated post-primary education steering team (NIPPEST) which consists of the principal and vice principal (Academic and Research)of IEA, national IPPE coordinator, and representatives from VETA, UNICEF, NECTA, MoEVT, PMO-RALG, FDCs, TIE, LGAs, TLBs and ILO; the national integrated post-primary technical team (NIPPETT) which consists of members of IAE including the principal, vice principal (Academic and Research), national IPPE coordinator,  plus departmental heads of mass education, distance education, training and library service, regional coordination and examination units. Other actors are the district integrated post-primary technical team (DIPPTT) which was established to manage the programme at the council or local government level. It constitutes the regional resident tutor (Chair), district secondary education officer (secretary), district primary education officer, representatives from the regional education office, zonal education inspectorate office, and vocational training institutions, four departmental heads at the district level (community development, agriculture, health and planning) and other partners (e.g. local government authorities). 
1.4 Justification for the IPPE Programme

According to IAE (2010), the rationales for establishing IPPE in Tanzania are to meet the demand for continuing education for those who drop out of secondary school due to truancy, pregnancy, illness and the inability to afford school-related equipment; expand the choices for primary school leavers who failed to secure places in formal secondary education; provide COBET graduates with an avenue for continuing to higher educational levels; respond to the growing demand for further education by VET graduates; meet the need to equip school leavers with the required knowledge and skills to contribute to their personal growth and work related skills; increase access and equity at all levels of education in order to meet the demands imposed by the government’s commitment to EFA; reduce poverty; and expand the employment opportunities for youths.
Therefore, the major goal of IPPE is to increase access to educational opportunities for primary education leavers and help them to acquire the necessary knowledge and skills and develop a personality that will enable them to contribute to both their personal life and to the community. Specifically, the objectives of the programme are to provide opportunities for the acquisition of knowledge and vocational skills to marginalized youths and adults; broaden  the scope of the knowledge, skills and principles acquired and developed at the basic education levels; promote interpersonal understanding, effective citizenship, participation in development activities, and a moral and ethical character; prepare learners for tertiary and higher education, as well as technical and professional training; assist learners to make decisions about their career options; provide opportunities for youths' self-employment; promote continuing education; and prepare learners for life-long learning.

This evaluation draws on the aforementioned objectives to assess how IPPE piloting has been effective in meeting its goals. Terms of Reference (TOR) for the evaluation are provided in Appendix L).
1.6 Purpose, Objectives and Scope of the IPPE Pilot Project 
Evaluation

The evaluation assessed the programme’s main achievements (vis a vis the planned outputs), constraints and improvement measures taken to make the programme more responsive to the needs of the targeted beneficiaries. Empirically, the evaluation was guided by five objectives; namely, to: (i) establish the relevance of the programme; (ii) establish the effectiveness of the programme; (iii) examine the efficiency of the programme; (iv) assess the extent to which the programme is sustainable in its current shape; and (v) based on the findings (for objectives one to four) make recommendations regarding scaling up the programme. 
2.0 Literature Review

2.1 Introduction

This literature review presents a summary of integrated post-primary education’s conceptual and theoretical issues, the legal and policy justification of the programme and evaluation reports of similar programmes in Tanzania as well as in different countries. 
2.2 Post Primary Education: Conceptual issues

There has been endless debate on what constitutes post-primary education (PPE) at both global and national levels. What is important in conceiving any kind of PPE is the acknowledgement of the varying points in the lifecycle at which participants will access the system. So, what does PPE mean? The most frequently referred and cited definition of PPE is that offered by ADEA (2003) that, Post Primary Education and Training (PPET) covers those programmes of education and training which build upon primary and basic learning, and offer all young people a continuing education and training experience aimed at equipping them with advanced knowledge, skills and competencies that will enable them to succeed in the world of work, provide security for their families, participate effectively in social and economic development, live a healthy life, and become critical, proactive citizens. To ADEA (ibid), PPET has three principles: holism (exploring the totality of the post-primary field of education and training); integration (linking PPET with the unfinished business of basic education, economic growth and employment); and diversity (highlighting some of the complexities thrown up by the developments in this sub-sector).

Although ADEA dealt with PPET, its definition and principles are also applicable to the Tanzania’s IPPE, which  may be better understood if placed in the realm of non-formal education, where all educational programmes outside the formal system are placed (if the 1995 Education and Training Policy is used). In Tanzania’s new education policy (MoEVT, 2014), it is stated that: The government will prepare conducive environment that will ensure education and training and adult education are well provided at all levels and using various delivery modes such as open and distance (pp. 44) (Translated by the authors). 
2.3 Policy Context of the IPPE Programme in Tanzania

The introduction and provision of post-primary education in Tanzania is supported by legal and policy context in the country. Tanzania’s educational policies and plans that support IPPE include, Education and Training Policy, 1995 and that of 2014; Primary Education Development Plan (PEDP) 2000 - to date (PEDP I- III); Secondary education development programme (SEDP); Adult and Non-formal Education Sub-Sector Medium Term Strategy 2011/2012 - 2016/2017; The Tanzania Development Vision (2000 - 2025); Adult Education Development Plans (AEDP) 2008/2009 – 2012/2013 and 2012/2013- 2016/2017 and ANFEDP of 2012/13-2016/17.
Furthermore, the Tanzanian government, in its revised Adult and Non-Formal Education Sub-Sector, Medium Term Strategy (2010/11-2014/15) explicitly  directs  that IPPE should be broadened to cover the whole country by enrolling “25,000 learners in the IPPE programme, during the pilot phase by 2011” (MoEVT, 2010, p. 23). In order to achieve this, the following strategies were proposed:
i. IAE shall pilot IPPE in seven districts to enable people with disabilities, nomads, youths, women and disadvantaged groups to acquire knowledge and skills through the IPPE programme;

ii. IAE shall collaborate with LGAs (Local Government Authorities) to implement IPPE in the pilot districts;

iii. MoEVT in collaboration with IAE will evaluate the reliability of the pilot project; 

iv. IAE shall provide capacity building to IPPE facilitators, coordinators and school inspectors.
Thus, the government of Tanzania considers IPPE to be a crucial programme for supporting youths and adults who missed out on the opportunity to access secondary education. 
2.4 Implementation of programmes similar to IPPE in Tanzania and other countries
Complementary Basic Education in Tanzania (COBET) 

COBET is a programme intended to benefit children who have missed out on the opportunity to enroll in formal primary education or who have failed to complete their schooling for various reasons. COBET extends its services up to 18 year olds, operating two cohorts [cohort one (8-13) and cohort two (14-18) years old].

According to Katunzi and Manda (1999), the overall objectives of COBET are to provide alternative learning opportunities for out-of-school children, particularly girls, by developing a complementary basic education curriculum strengthening basic competencies, life and survival skills and introducing flexible time-tabling.
The features of COBET are affordability to the family, the learner and the government; a learner-centred curriculum; an interactive and participatory teaching and learning methodology; and successful learners are eventually mainstreamed into formal primary and secondary education system (Massawe, Seka, Baynit, Catherine and Mtitu, 2000).

In the evaluation conducted in 2008 (Bhalalusesa, et. al., 2008) it was noted that 18 out of 50 COBET centres had enrolled a total of 449 orphans. These are children who would not have gone to school if it had not been for COBET. Based on its advantages and within the framework of PEDP, MOVET scaled up the programme to all districts in Tanzania since 2003/2004.
Complementary Opportunity for Primary Education (COPE) in UGANDA

The Government of Uganda, in conjunction with UNICEF, initiated COPE programme for purposes similar to COBET. Since 1995, UNICEF-Kampala managed the technical and financial support for COPE. The COPE initiative was conceived as a cost-effective means of meeting the educational needs of disadvantaged and excluded children, by providing accelerated primary education (to P5 in three years) through the use of adequate quantities of high quality materials, an abbreviated school day (3-4 hours versus the formal system’s 7-hour school day), and para-professional teachers who are supported by ongoing training and supervision. While UNICEF Kampala coordinated the financial and technical support for COPE, the Ministry of Education and Sports (MoES) assumed the management of the programme. The success of COPE was attributable to the receptiveness of the community to the programme; the transparent selection of the beneficiaries and commitment of the pupils; high community participation; sufficient district political support and utilization of the existing political structures; a lack of non-governmental organisation (NGO) handouts in the district; the absence of employee turnover; and a high level of morale and commitment among its key players. 
On the other hand incidences of poor performance in COPE were mainly due to: maladministration of the programme; lack of support and will from policymakers; low community participation; the failure on the part of the implementers to utilize the existing political structures; lack of monitoring and evaluation by UNICEF, the district implementers and the community; the presence of many NGOs; and lack of management committees at the inception of the programme. 
2.5 Lessons from the Literature Review

The experience from Africa suggests that PPE is not a new innovation in the continent (UNICEF, 2007). In the continent, programmes similar to IPPE have been successful to some extent but also have faced challenges.  The successes include a differential demand for post-primary education graduates, developing a positive work attitude among learners and development of employment opportunities among graduates. 
The challenges for PPE are that post-primary education has not been a high priority for governments of many developing countries and therefore rarely budgeted for in the national budget. Furthermore, PPE programmes have multiple objectives such as developing competencies related to general knowledge, skills, citizenship, and other values. The nature of multiple objectives is over ambitious because they generate a task of teaching and developing competencies for higher level education while at the same time preparing individuals for the world of work.  Another challenge is that PPE in many countries is affected by poor system performance in the following areas; a) low coverage and extreme inequity between urban and rural areas, where two thirds of the targeted learners are not enrolled; b) gender disparity: more boys in PPE than girls; c) low internal efficiency. Further, studies have shown that in PPE there is significantly poor student achievement, especially in Mathematics, English, and Science. PPE also receives insufficient inputs by government and donors. The programmes have weak management capacity and their implementation has been affected by the design of the programme which involves many actors that causes inefficient coordination amongst them, and confusion of roles. Irrelevant, alien, and overloaded curriculum is another challenge to PPE. Being overloaded gives little room for extra-curricular activities for the learners. Moreover, despite that most PPE programmes claim to target the poor, their high costs for the government and households hinder youth and adults to join them. Furthermore, PPE public expenditure is highly inequitable in the rural and urban centres. Another challenge rests on teacher characteristics. Studies show that PPE is also affected by the teachers, who have a high teaching load, small salary and poor working environment related to; a) lack of/poor teaching and learning materials, lack of teacher resource centres, libraries, and labs at the school level; (b) lack of a coherent incentive and career structure for teachers; and (c) lack of professional development opportunities. 

2.6 Theoretical Framework for the Evaluation of IPPE: Theory of Change

Several theories and models have been used to monitor and evaluate educational programmes. Bhola (1965) discussed several models such as log frame and theories of change. In some studies, the traditional log frame has been used to address various components (relevance, effectiveness, efficiency, sustainability and scale/up prospects) of programmes. However, due to inability of the log frame to capture the context, the theories of change have been taken as being one step ahead in evaluating programmes. The theories of change explain how particular interventions/innovation (IPPE in this case) influence people and change their behavior and eventually change the character of the entire education system (Ilana Shapiro, 2015). 
Since there is no fit-all theory of change in evaluating programmes, and based on the different components of IPPE, the evaluators have adapted a theory of change that suits the IPPE pilot project context giving a comprehensive description and illustration of the operationalization of IPPE and why it was initiated and its ultimate desired goal. The components of the theory and its illustration are presented in Figure 2.1. 

[image: image2.emf]
Figure 2.1: IPPE goals/objectives, assumptions, outcomes and the theory of change
3.0Methodology for the Evaluation

3.1 Methodological Approach 
Evaluation TOR required a collection of both quantitative and qualitative evidence; hence a mixed methods research approach was used. The quantitative method was used to address questions related to efficiency and effectiveness (e.g. enrolment, completion, and transition rates, as well as the percentage of registered learners versus the annual targets and the percentage of centres established in each district as compared to the total number of villages per district).  The qualitative method was used to provide evidence related to the relevance, effectiveness, efficiency, sustainability of the programme and its scaling-up possibilities. Through qualitative research, the consultants investigated the feelings, opinions and impressions of the IPPE stakeholders, such as the beneficiaries and implementers.
3.1.1 Research design and area of the Evaluation
The evaluation used field survey, participatory and case study designs. Data were collected from 8 of the 12 districts in Tanzania mainland where the IPPE was piloted. The selected districts were: Siha (Kilimanjaro); Magu (Mwanza); Bagamoyo (Pwani); Iringa Rural (Iringa); Mbeya rural (Mbeya); Temeke (Dar es salaam), Njombe rural (Njombe) and Mtwara Municipal (Mtwara).The first seven of these districts have four IPPE centres each while Mtwara Municipal has only one. Hence, the consultant team visited a total of 29 centres. 
3.1.2 Population of the evaluation
The population of this evaluation was drawn from the National IPPE steering team, the National NIPPETT, DIPPTT, the Heads of four Departments at the district level, study centre supervisors, School Inspectors, and IPPE learners from each ward where IPPE was piloted, Trainers of the IPPE teachers or facilitators, IPPE graduates/alumnae and parents/guardians of IPPE graduates, and other IPPE partners (MCDGC, MoHSW, MAFS, VEO and WEO).
3.1.3 Sample size and sampling strategies

Information from the targeted field suggests that the target population for this evaluation was 2124. The quantitative sample was arrived at using Cohen, et al (2007)’s table for computing sample, whereby a 95% confidence level was employed. The qualitatively estimated part of the sample was arrived at on the assumption that taking 50% of the population can enable a saturation point to be reached (Yin, 2008). It was anticipated that a total of 983 participants would have been sampled for this evaluation, yet in the end only 204 participants were sampled. Four sampling strategies were employed to get the sample for this evaluation study. These were purposive, snowballing, stratified and simple random sampling. Purposive sampling targeted the key informants of the study such as programme implementers. Since it was impossible to find IPPE graduates and parents altogether, the consultants requested IPPE facilitators to identify a few graduates whom they had contact with, who in turn led the evaluators to contact others through snowballing. Stratified sampling was used to ensure that each stratum (e.g. COBET graduates, primary school leavers, secondary schools leavers, secondary school dropouts and teenage mothers, children with disabilities, marginalized and the poor) were fairly represented. Likewise, stratified sampling helped to ensure equal participation in terms of gender. From these strata, simple random sampling was used to pick the required number of participants. Moreover, since the evaluation involved recording case study stories related to the success or failure of IPPE graduates, purposive sampling was used to select them after establishing their peculiar success from their peers or their former trainers. 
 3.1.4 Data collection methods

The data were collected using documentary review, interviews, questionnaires, focus group discussions and observation checklist depending on the evaluation activity (see Table 3.1). In order to meet the deadline and achieve effective data collection, the consultant team trained 12 research assistants
 to support the researchers with the data collection. The research assistants were trained for four days, after which the instruments were piloted for one day. After the piloting, the instruments were improved before the consultants embarked on the actual data collection.  
Documentary review: The consultant team conducted a comprehensive documentary review to establish the context of the IPPE and develop a critical analysis of the available literature. The documents reviewed included: a proposal for the evaluation of the IPPE programme; the assessment guide; IPPE modules; IPPE curriculum frameworks; the alternative curriculum for teenage mothers; the IPPE centre-based supervision guide; the IPPE learning assessment guide; the TOT manual for the IPPE programme; the end of module examinations; the centre-based supervision guide and TOT Manuals; IPPE implementation plans; the IPPE implementation progress report at the District level; Policy documents (such as Tanzania development vision 2025, the education sector development plan, the education & training policy of 1995, the ICT policy for basic education of 2007, UNDAP 2015 as well as the experiences and good practices from other countries as indicated in the literature review). The review of the documents followed a documentary review guide (see Appendix H). 
Questionnaires: Questionnaires (see Appendix E) were used to tap into information from continuing IPPE learners on the relevance, effectiveness and efficiency of the programme.  A total of 127 learners (61 males, 66 females) were accessed across seven districts (Magu, Njombe, Iringa rural, Mbeya, Bagamoyo, Temeke and Mtwara Municipal), who completed and returned the questionnaires. Notably, in Kilimanjaro region, there were no continuing learners. 
Interviews and Focus Group Discussions: The consultants’ team conducted face to face and mobile phone interviews (see Appendices B, C and D1-D11). The interviews were audio recorded in cases where the participants’ permission to do so was obtained. To collect data from the IPPE alumnae, focus group discussions were used (see Appendix G). 
Table 3.1: A Synopsis of the Evaluation Activities
	Research objective/task
	Evaluation questions
	Evaluation Criteria 
	Methods of data collection
	Sample/category of respondent/source

	Conduct an intensive literature review to understand the concept of IPPE together with its structure as implemented in Tanzania and compare it to similar programs implemented elsewhere around the world.
	What lesson can be learnt from peer-reviewed and non-peer reviewed literature on the success and challenges related to IPPE?
	(Relevance, effectiveness and Sustainability)
	Documentary review


	Peer reviewed journals (primary literature), non-peer reviewed articles (secondary sources)

	To explore and establish the relevance of IPPE to needs of the target groups by

	i. How do IPPE stakeholders perceive the relevance of the implemented IPPE programme in meeting their learning needs? 

ii. To what extent is the piloted IPPE programme consists with the pre-planned targets?

iii. Do IPPE modules, rubric and other material related to the curriculum need to be updated or changed?
	Relevance

Effectiveness

Relevance
	Case studies of centres, questionnaires, focus group discussions, interviews, document review
	IPPE graduates, facilitators, IAE,  IPPE assessment guide,  district education officers, ministry offices, UNICEF officials, parents, community leaders, etc.

	To describe the extent to which the IPPE objectives have been/are likely to be achieved

	i. What challenges do IAE/the districts face during the piloting of IPPE programmes in terms of capacity, finance and support?

ii. How do district council’s education departments perceive and support the IPPE programmes in their areas’ jurisdictions where the programme was piloted?

iii. What is the participation rate of IPPE programme learners in relation to the pre-planned targets and objectives of the programme?

iv. What are motivating and de-motivating factors for IPPE learners in the piloted areas?

v. What are the gaps that affect the smooth implementations of the IPPE programme as planned?

vi. Do the teaching approaches used by the IPPE teachers meet the academic, pre-vocational and generic skills of the learners?
	Effectiveness and Efficiency

Sustainability

Effectiveness, efficiency and sustainability

Relevance, effectiveness and sustainability
Effectiveness, efficiency and sustainability

Effectiveness
	Case studies of centres, questionnaires, focus group discussions, interviews, and documentary reviews, and examine some artifacts made by IPPE graduates

	IPPE graduates, facilitators, IAE,  IPPE assessment guide,  district education officers, ministry offices, UNICEF officials, parents, community leaders, etc.

	To measure both the qualitative and quantitative outputs in relation to the inputs by comparing alternative approaches to achieving the same outputs, to see whether the most efficient process has been adopted. 

	i. Are the strategies used to implement the IPPE programme cost effective? 

ii. ii. What are the alternative implementation strategies for maximizing the impact of the IPPE programme?
	Efficiency

Sustainability
	Questionnaires, focus group discussions, interviews, documentary reviews
	IPPE graduates, facilitators, IAE,  IPPE assessment guide,  district education officers, ministry offices, UNICEF officials, parents, community leaders, etc.


Observation Checklists: Observation checklists were used to collect data on the facilities, equipment and learning materials available at all of the study centres that were visited. Observation also focused on the availability of facilities that support learners with various disabilities (see Appendix F).
3.1.5 Ethical Issues in the Evaluation Process

The team complied with all relevant ethical policies at both national and institutional levels, including the Belmont Report on Ethical Principles and Guidelines for the Protection of Human Subjects of Research (1979); Strategic Guidance Note on Institutionalizing Ethical Practice for UNICEF Research; Evaluation Technical Note No. 1, Children Participating in Research; and the University of Dar es salaam professional code of conduct. Hence, the following ethical measures were taken: (1) observing protocol and informed consent; (2) the principle of justice; and (3) confidentiality.

Observing protocol and informed consent: The team applied for a research permit from the responsible authorities (See appendix N). Further, since this evaluation involved reviewing documents, the consultants requested permission to access documents in their custody. Alongside seeking appointments for interviews, questionnaires, and focus group discussion, the consultants communicated with the targeted respondents for the purpose of obtaining their informed consent to participate in the evaluation. After the objectives of the evaluation had been explained, individuals who agreed to participate were requested to sign an informed consent form (see Appendix M).  
Principle of justice: Being fully aware of the principle of justice, the consultant team ensured that the selection of participants did not result into unjust distribution of the burdens and benefits associated with the evidence generated (UNICEF, 2015, p. 5). Thus, a careful balance of research respondents from different categories was taken into account in gathering the research evidence.
Confidentiality: The consultants ensured that they did not include respondents’ names in the recorded data (both audio records and field notes). In the analysis of the data and reporting, the consultants used codes, pseudonyms or words such as ‘interviewee’ or ‘participant’ to refer to specific participants in order to protect their identity and avoid any inconvenience that can result from revealing to the reader who exactly participated in the evaluation and who gave which particular response. 
3.1.6 Quality assurance mechanisms

The evaluation team used three measures to ensure the validity, reliability and trustworthiness of the data. These were conducting a pilot study, triangulation, and respondents’ validation. In the latter measure, the consultants applied a strategy of keeping in touch with the respondents to verify the accuracy of the data transcription. Such communication enabled the consultants to obtain the participants’ responses on the interpretation of the data (Creswell, 2009). Further, this evaluation used documents that were proven to be original and/or genuine. 
3.1.7 Data analysis strategy

The collection and analysis of qualitative data were conducted simultaneously which assisted the researchers to make informed decisions regarding the emerging concepts and themes. Thematic Analysis was adopted as the approach for analyzing the qualitative data. The quantitative data were analyzed using descriptive statistics that were computed using SPSS version 22. 

4.0 Data Presentation, Findings and Discussion
4.1 Introduction
The evaluation findings and discussion are organised according to the research themes regarding relevance, effectiveness, efficiency and sustainability of IPPE as per TOR (see Appendix L). The IPPE pilot project started officially in different years in the respective regions. In 2012, it started in Mtwara; in 2013, it started in Siha, Njombe and Temeke; and in 2014, it started in Iringa, Bagamoyo and Mbeya.  Prior to its commencement, advocacy was done in the regions that were targeted for piloting. At the start of the programme in the pilot regions regional and district DEOs, WECs and selected facilitators attended a workshop on the conceptualisation of IPPE and its implementation at the ward and district levels. See Appendix K for a synopsis of the actual implementation of IPPE pilot programme in pilot districts.
4.2 Relevance of the IPPE Programme
In order to capture the issues regarding the relevance of IPPE, three key issues were investigated: the validity of the IPPE objectives, the alignment of the IPPE programme with the overall policy goals and the intended objectives, and the consistency of IPPE activities and output with its intended impacts and effects.
4.2.1 Validity of the IPPE objectives
The findings show that all of the interviewed participants from selected IPPE pilot districts reported positively regarding the validity of the IPPE objectives (pointed out in section 1.5).  Generally, respondents emphasized that the objectives of the programme remain valid as there are still a number of children out of school and several others who have completed the primary education circle but lack exposure to further education. Besides, students who had failed in secondary education, though initially not one of the IPPE target groups have also benefited from it.  Furthermore, its validity is also along the line of its ability to provide opportunities for the acquisition of vocational skills to marginalized youths, pastoralist communities (e.g. Masai and Barabaig), the poorer communities in the research areas and teenage mothers. 
Through a review of documents, it was noted that, as at 2013, there were 55,302 out-of-school children in Tanzania (MoEVT, 2014). Thus, since IPPE aims at helping them, it remains valid. 
One of the interviewed DEOs emphasized the validity of IPPE along the line of its demand, by claiming that there a number of children who did not have an opportunity for further education and hence the objective to assist such children remains highly valid. He stressed:
We still need IPPE because not all who complete formal schooling have an opportunity to go further. For example, last year, 81.3% of the pupils passed their standard seven exams, which means that the remaining 18.7% remained in the village. So the IPPE programme has helped such pupils (interview, AD1 C, 17/5/2015).
With regard to IPPE’s validity in terms of being beneficial to secondary school leavers, one of the REOs pointed out that:
The objectives are very valid and still very relevant. Most learners of IPPE are out-of-school youths, secondary school dropouts and students who have failed Form IV. In areas where the resources are available, they are doing very well and there is a possibility that they will become self-employed (interview, AR1 B, 19/5/2015). 

The REO’s observation signals the potential of IPPE (through its objectives) to reach out to the targeted groups and even beyond, if implemented nationwide. 
Another interviewed education officers supported the validity by saying; 
This programme has given disadvantaged children an opportunity to continue with secondary education and learn skills to help them in their daily life in trades such as farming, carpentry, tailoring. They have also learnt academic subjects and entrepreneurship skills (Interview, AD1E).
Moreover, IPPE remains relevant in terms of its ability to address social problems such as unemployment, lack of life skills and individuals’ low education levels. This is confirmed by evidence from the field that IPPE graduates are now self-employed, in trades that they had pursued through the programme. 
The view that the IPPE objectives are valid was also shared by WECs and some zonal school inspectors who participated in this evaluation. For example, one WEC stated that:
The objectives are valid.  IPPE has made me think that technical skills, like brick-making and carpentry, have to be considered even in primary education, so that pupils learn such useful skills even earlier (interview, AW1B, Kalenga ward, 21/5/2015).
Likewise, members of the National steering team supported the validity of IPPE. One of the interviewed members pointed out that:
I cannot put it in terms of percentages but I see that the programme is in high demand. Given the number of learners at the pilot level, I see that this number is quite significant. At the Institute of Adult Education, we have received a lot of calls from other districts who are not part of the project. They want to implement it, particularly the component of pre-vocational skills. People want these skills. The intention is to implement the three components together but practice shows that others like to focus only on pre-vocational skills. (Interview, N6-1)
Moreover, some of the IPPE continuing learners from Iringa attested to the relevance of IPPE through their real life stories. For instance, Mussa (pseudonym), a 22-year-old male explained his story about IPPE as follows:
	Both my parents are alive and live in Morogoro. My father is diabetic and my mother has sight problems. I have four siblings; I completed STD 7 and passed the primary school leaving certificate exam in 2008. I was unable to continue with secondary education because (my parents are poor) so I engaged myself in agriculture. The money I earned through agriculture was not enough so I stayed at home to take care of my parents. (I am the only boy in the family, the rest are girls). All of the girls were married. Unfortunately one was divorced later, so we agreed that she should stay at home to take care of our parents, and I decided to come to Iringa in June last year [2014] to seek a living. In Iringa, my fellow Muslims gave me a piece of land where I started cultivating maize. Later, I was informed that there is a centre for training those who did not have a chance to continue with formal education like me. I decided to join it [the academic component], and I pay my school fees monthly [it was established later that Mussa continues working on his farm for small earnings and in other people’s farms]. I also pay my own rent from selling my maize, gardening and sometimes working temporarily on other people’s farms. Up to now, I’m doing well with the IPPE training. I thank IPPE and the whole team. My goal is to get a job in the government as a teacher when I finish my training (interview, ACSB-01, 16/6/2015) 


Likewise, both the vocational and academic skills facilitators considered the IPPE objectives to be highly valid. They gave various views in this regard, one of which is highlighted below:
IPPE helps people to cater for their needs and become more courageous and creative; for example, coming up with new business ideas such as embroidery and making decorations (interview AC1-2, 17/6/2015).
Hence, the relevance of IPPE is partly manifested in the validity of its objectives and IPPE learners/graduates’ ability to create and undertake projects that help them to earn a living. 
4.2.2 Consistency IPPE with overall policy goals and intended objectives
IPPE is not only part of the ANFEDP for 2012/13-2016/17, designed to address the challenges affecting adult, non-formal and continuing education but its objectives are consistent with the goals of national policies and programmes such as ETP, NSGRP, and MKURABITA. Moreover, it is consistent international goals, like the EFA Goals and MDGs (see also section 2.3). Such consistency was claimed by interviewed education officials from various regions who attested to the match between IPPE and the policy goals. Some of their views were as follows:
As a country, we have an overall policy goal for developing good citizens. If out-of-school people are left without any opportunity for useful education, we lose a good number of productive people, IPPE is providing exactly the opportunity we need and it is creating a learned society (interview, DEO-AD-B, 17/6/2015).
Another interviewed official claimed that; 
IPPE programme is obviously within the international goals of providing education opportunities for all and nationally it is contributing to eradication of poverty amongst Tanzanians (interview, DEO-AD-C, 17/6/2015).
4.2.3 Consistency of IPPE activities and outputs with the intended effects and 
impacts
Most stakeholders stressed that IPPE activities were consistent with their intended impact. In their views IPPE activities are indeed leading to the long-term outcome of IPPE, which are employment and poverty reduction. Besides, even the IPPE curriculum was consistent not only with such intended impacts and effects but also with the programme’s short term goals. The short term goals: a) effective citizenship; b) preparation for lifelong learning; c) better and varied career options; d) readiness for further education; e) better management of real life challenges; f) development of personality; and g) acquisition of knowledge, skills and attitudes. A review of IPPE curriculum documents revealed that each of the short term goals had a corresponding item in the curriculum.  Further details of the items in the curriculum and impact of IPPE are presented in Table 4.1. 
Table 4.1: Impact and Effect of IPPE along its Curriculum Components
	IPPE Curriculum Components 
	Intended effects and impacts 
	Proxy/index
	Actual Effect

	Entrepreneurship 
	Employability 
	Self- employment, economic activities to earn a living, or find a job
	Baking cakes, Doughnuts, and Pie.

Brick making, masonry.

Some students in Bagamoyo undertake welding and carpentry activities, for example.

Some students at tailoring vocational centres can make simple clothes

	Vocational skills: to equip the students with livelihood skills that would make them self-sufficient
	Poverty reduction
	Self-employment, economic activities to earn a living
	In some wards where the IPPE programme was evaluated a few students had already acquired the skills to undertake carpentry. In Kalenga ward, a student was found making desks in the workshop. In Lumuli ward some students are already making bricks and undertaking masonry activities.

	The teaching and learning of generic skills: civic education
	Effective Citizenship
	Participation in political activities, Social activities & Disciplined citizenship
	Learners have joined Village Community Banks (VICOBA) after attending the IPPE programme

	
	Preparation for lifelong learning 
	
	

	Provision of vocational skills  
	Better and more varied career options
	Learners and graduates of IPPE participating in various vocational skills
	34 out of 34 graduates were either employed or self- employed

10 out 24 IPPE learners at Lumuli ward were apprenticed to a brick-maker and  involved in making bricks and undertaking masonry activities in the local community where they earn a living

17 out of 17 learners undertook carpentry in Raha Leo trade centre in Mtwara Municipal

	Teaching and learning for academic purposes, including preparing for exams
	Readiness for further  education 
	Academic performance 


	48 IPPE learners who sat for Qualifying Test (QT)
 passed 

	
	Better management of real life challenges 
	
	

	Teaching and learning of generic skills: personality development
	Development of personality
	Disciplined individuals

Positive and supportive attitudes towards each other
	Evidence from all evaluated centres shows that all enrolled groups of learners had orphans, teenage mothers, and out-of-school drop-outs). After generic skills training, assessment of their progress indicated cooperation amongst themselves despite their varied backgrounds. In Kalenga, some learners helped their poorer colleagues to pay their contributions for the facilitators

	The integration of academic and vocational skills
	Acquisition of knowledge, skills and attitudes
	Individuals with both academic and vocational skills
	128 students (from all 8 districts evaluated) had acquired/were acquiring both academic and vocational skills. However, generally, it was found that the extent of the integration of skills in the various pilot regions was minimal. There was a tendency for students to be inclined either academically or towards vocational skills. Hence, integration was a challenge. It was recommended that IPPE should allow certain students to integrate these aspects and others to take either academic or vocational skills together with generic skills.


As indicated in Table 4.1, the consistency of the IPPE activities and outputs with the intended impacts and effects, is affirmed by finding that the activities are in line with both the short- and long-term outcomes outlined in the theory of change adopted in this thematic evaluation. The findings show that some learners (percentage not traceable) joined VICOBA (see Table 4.1) after attending the IPPE programme. VICOBA membership helped these learners to acquire skills targeted in civic education. This illustrates IPPE’s capacity to develop effective citizenship. 
Moreover, the IPPE programme has led to better-varied career development options for graduates. Learners from different districts that were visited have acquired various vocational skills in trades such as tailoring, welding, and carpentry. The development of such skills however, was in some cases at the expense of other IPPE components. It was very challenging to integrate all components fairly; there was a tendency to focus on either vocational or academic skills, each of which was integrated with generic skills. It was highlighted by the WECs that integration placed a high demand on the students in terms of timetabling, as IPPE classes were run after normal sessions in the public primary and secondary schools. Moreover, the learners were engaged in other activities to earn a living hence incapable of taking all components in a balanced manner. Besides, not all skills that the learners required were provided. In Tosamaganga for instance, learners were interested in driving but there was no vehicle to use to impart this skill.
As for the connectivity of IPPE with further education, learners who have graduated (see completion rate in Table 4.4), have either shown readiness for further education or actually continued with further education. In Njombe for example, an IPPE graduate (who joined the programme in 2007
), managed to complete ordinary level secondary education in 2008, and advanced level in 2010. He then attended university education from 2010 to 2013. He now works as a secondary school teacher. The fulfillment of short-term outcome in terms of readiness for further studies was also exhibited in Magu, Njombe and Bagamoyo, where learners progressed to secondary schooling as a result of IPPE. For example, at Hassanali Dewji (a ward Secondary centre in Bagamoyo), all 48 learners who sat for Qualifying Test (QT) managed to pass the QT and proceed to the Certificate of Secondary Education though they did not perform so very well at the latter level.

With regard to better management of life realities, a number of IPPE graduates (as explained hereunder) are now economically independent It was found out that, 32 IPPE alumnae have managed to become economically independent. In Siha for instance, 15 out of the 24 learners who completed IPPE training, are now employed in hotels. One graduate (presented in the case study) is working with Uhuru hostel. Likewise, in the areas where learners had not completed their studies, such as the Lumuli ward in Iringa, while still learning brickwork, they were already working as apprentices and earning a living.
Learners have also demonstrated acquisition of better knowledge, skills and attitudes as compared to what they could acquire through mere primary education. In Mtwara municipal, a total of 8 learners demonstrated masterly of pre-vocational skills in carpentry. Furthermore, most of the learners from different regions who were involved in IPPE piloting were positive that they would graduate with the required vocational skills and also be self-employed. Amongst those who were pursuing academic skills, one of the learners (presented in a case study) explained that he sees the benefit of acquiring basic English skills in his current career as a tour guide at Mkwawa museum.
	Ahmed [pseudonym] is 38-years-old and currently working at Mkwawa museum. He explains that he has no parents and, when he completed his primary education a long time ago, he was engaged in local farming, and building local houses. He explained that the village authorities later asked him to work in the local Mkwawa museum to tell the history of Mkwawa. Many visitors to the tourist centre liked his presentation style but he faced challenges when dealing with foreigners because he was not fluent in any foreign language. Unfortunately there was no adult education centre in the village where he could learn. After a time, he met a fellow villager who informed him that a school was about to open that would teach both academic and vocational skills, so he decided to join it. He was interested in learning computing as well but this has proved impossible. All in all, he is happy that he is doing well, and he thanks the IPPE programme for giving him light. 


Generally, employability, discipline, awareness and knowledge were attained through the IPPE generic skills component. This led to the better management of real life challenges amongst IPPE graduates and current learners. Basic language skills and vocational skills attained led to the employability for those working as apprentices and even more so for graduates. It is anticipated that the same will happen for other learners who are currently attending IPPE training. 
4.2.4 Number of graduates versus the goals and objectives of the pilot project
Currently, there are very few IPPE graduates especially in academic stream (see Table 4.4) because, in most of the wards where the programme started in 2013, all learners were yet to complete the intended cycle. It is under such circumstances that the completion rate in vocational streams in places like Siha (before IPPE was stopped in the district; see subsection 4.3.1) was higher than in the other districts evaluated. It is anticipated that, over time, the number of graduates will increase, based on the fact that, in other districts, some learners are enrolled and still participating in the IPPE programme. 
4.3 Effectiveness of the IPPE Programme
The key issues addressed in relation to IPPE effectiveness are: the achievement of the IPPE objectives, the factors influencing the achievement/non-achievement of the IPPE objectives; the appropriateness of IPPE to target beneficiaries; whether IPPE is implementing the right intervention for each category of target group; best practice including what is not working and how this will be changed; and the effectiveness of the various modes of delivery.
4.3.1 Achievement of the IPPE objectives
To capture the extent to which the IPPE objectives were achieved, the following aspects were studied: (1) percentage of registered learners compared to the target figures; (2) percentage of centres established in each district compared to the total number of schools/villages in that district; (3) enrollment rate in the programme; (4) completion rate; (5) transition from IPPE to other learning pathways; and (6) case studies of IPPE graduates.
Percentage of registered learners compared to the targeted number
Evidence from the field suggests that in most cases the number of targeted learners was high compared to those who were registered; with fluctuations across years. In all studied districts, most of the targeted learners attended the awareness creation and sensitization meetings yet failed to join the programme due to various factors. The factors include absence of their field of interest in the programme, delayed provision of teaching materials, distance from the centre to their home, their inability to pay fees, and failure to find time to attend training, because most of the targeted learners were family breadwinners. The data on the percentage of registered learners versus the enrolment targets is presented in Table 4.2.
Table 4.2: Percentage of Registered Learners Compared to the Targeted Number
	District 
	2011
	
	2012
	
	2013
	
	2014
	
	2015

	
	E
	R
	%
	
	E
	R
	%
	
	E
	R
	%
	
	E
	R
	%
	
	E
	R
	%

	Siha
	NA
	NA
	NA
	
	NA
	NA
	NA
	
	100
	220
	220
	
	100
	0
	0
	
	100
	0
	0

	Magu
	100
	0
	0
	
	100
	85
	85
	
	100
	80
	80
	
	100
	137
	137
	
	100
	109
	109

	Iringa R
	NA 
	NA
	NA
	
	NA
	NA
	NA
	
	100
	NA
	NA
	
	100
	470
	470
	
	100
	122
	122

	Bagamoyo
	
	
	
	
	
	
	
	
	100
	567
	567
	
	100
	296
	296
	
	100
	0
	0

	Mbeya U
	NA 
	NA
	NA
	
	NA
	NA
	NA
	
	NA
	NA
	NA
	
	100
	118
	118
	
	100
	139
	139

	Njombe 
	100
	
	
	
	
	
	
	
	100
	112
	112
	
	
	
	
	
	
	
	

	Temeke
	NA
	NA
	NA
	
	NA
	NA
	NA
	
	100
	70
	70
	
	100
	113
	113
	
	100
	146
	146

	Mtwara
	NA 
	NA
	NA
	
	100
	3
	3
	
	100
	8
	8
	
	100
	1
	1
	
	100
	5
	5


Key:

E – Targeted enrolment 

R – Number of registered learners 

Table 4.2 suggests that, in the majority of the pilot districts where the evaluation was conducted, there was a high interest in and demand for the programme especially as from 3013 on. However,  many learners who had been registered dropped out of the programme. In Iringa rural district for instance, most of the learners dropped out due to the delayed provision of materials and late commencement of the actual teaching in the programme. These findings are supported by the information collected through interviews and observations. One of the interviewees had the following to say:
In our district, we identified more than 1,022 potential learners who showed interest in joining the programme and attended sensitization meetings. But, few joined and, of those who did, the majority had very poor attendance and later decided to drop out because they couldn’t afford paying the fees [TSHS 60,000/-] (interview, AF3, 16/6/2015).
This observation indicates the wishes of the target groups to join the training, but their social and economic challenges prevent them from doing so.  As indicated in Table 4.4, in the three districts that were involved in this evaluation, the enrollment was only during the first year of IPPE implementation e.g., in districts where the programme started in 2013, learners were enrolled for that year only.  None of the learners had enrolled in subsequent years i.e., 2014 and 2015. Such absence of subsequent enrolment is attributable to the challenges of implementing the programme, especially the lack of payments for facilitators, which led to even the quit of facilitators from the programme. Furthermore, interviewed participants from Siha noted that, although in the subsequent years, advertisements were displayed to attract new learners, no would-be learners turned up.  Further, it was found (through observations of the academic centres located in Siha district) that all academic learners had dropped out of the programme. 
Percentage of centres established versus the total number of villages
The plan for the IPPE pilot project was to establish one centre per ward, in four wards per district. The data revealed that in seven (out of the eight) districts where the evaluation was conducted, the requirement that one center should be established per targeted ward was fulfilled, except in one district (Mtwara municipal), where only one centre was established in only one ward. The decision used to establish a center in a particular ward was made on the basis of the availability of private and government primary and secondary schools, vocational centres and garages. Some centres were located in areas that were too far for certain target groups to access. The percentage of established centres compared to the number of villages is presented in Table 4.3. 
Table 4.3: The Percentage of Centres Established Compared to the Total Number of Villages 
	S/N
	District
	Number of centres planned
	 Number 
of centres
 established
	 Achievement 
%
	Number of villages/streets
	%

	1
	Siha
	4
	6
	150%
	39
	15

	2.
	Magu
	4
	4
	100%
	82
	4.8

	3
	Iringa (R)
	4
	8
	200%
	26
	30

	4
	Njombe
	4
	4
	100%
	44
	9

	5.
	Bagamoyo
	4
	4
	100%
	91
	4.3

	6
	Mbeya (DC)
	4
	4
	100%
	149
	2.7

	7
	Temeke
	4
	4
	100%
	114
	3.5

	8
	Mtwara
	4
	1
	25%
	111
	0.9


The data presented in Table 4.3 show that with the exception of Mtwara’s case, there was a high percentage of centres establishment when compared to the plan. However, centres that were established appear to be very few compared to the number of villages in the vicinity. This suggests that a number of targeted learners are yet to be reached, as some villages do not have an IPPE centre nearby. Moreover, findings further show that the centres that were established had the capacity to enroll more learners than those who were actually enrolled. Yet, only a few joined, due to the aforementioned reasons. 
Learners’ Completion rate
It was noted that, since its implementation, only one learner from Mwanza had graduated from the academic stream. This learner pursued the academic component of the programme and managed to sit for both the QT and eventually the national certificate for secondary education examinations. As indicated earlier the reason for few graduates is that in several districts, the programme started later than anticipated. For example, in Iringa Rural, Bagamoyo and Siha, it started in 2013. Since the original plan for IPPE is that learners should spend three years on the programme, it is obvious that the first cohort of learners in the latter districts will graduate in 2015 and 2016. The numbers of learners who succeeded to graduate per area are presented in Table 4.4.
Table 4.4: IPPE Completion Rate by 2014
	SN
	District
	Number of learners enrolled since 2011 
	Number of learners who graduated in 2014

	
	
	M
	F
	Total 
	M
	F
	TOTAL

	1
	Siha (since 2013)
	118
	102
	220
	1
	23
	24

	2
	Magu (since 2012)
	85
	80
	165
	1
	0
	1

	3
	Iringa (R)- (since 2014)
	280
	312
	592
	0
	0
	0

	4
	Njombe
	80
	32
	112
	0
	0
	1

	5
	Bagamoyo (since 2013)
	315
	252
	567
	0
	0
	

	6
	Mbeya (enrolled in 2014)
	46
	72
	118
	0
	0
	0

	7
	Temeke (since 2013)
	156
	173
	329
	0
	0
	0

	8
	Mtwara Municipal (Since 2012)
	12
	0
	12
	8
	0
	8

	
	TOTAL 
	1092
	1023
	2115
	10
	23
	34


Table 4.4 reveals some peculiar cases whereby learners were able to graduate after a year instead of the planned three years (as per the IPPE curriculum framework). As noted previously, in Siha district, 24 learners who were enrolled on cookery graduated within a year, for two major reasons: Firstly, the centre decided to increase the time from one day, one hour per week to two days, and ten hours per week. The center owner and facilitators noted that they received mostly class seven graduates and primary school dropouts who, because of their level of education, had a low level of academic ability and hence needed more time than originally thought. Hence, the centre made an internal arrangement and offered a course on an arrangement of two days per week for five hours a day.  Explaining the reasons for this, one interviewee pointed out that:
We received mostly standard seven graduates. Others were unable to speak even a single word of English, while others were unable to read or write. We started teaching them to read and write. Indeed, it was hard for them to cope by following the IPPE arrangement for one day, one hour per week. We decided to teach them for two days...In this way, they had a lot of time and so some managed to cope and graduate (interview, AC1F, 18/6/2015).
The second reason for their early graduation was learners’ commitment, eagerness to acquire knowledge and skills that they required and then move on with their life by either becoming self-employed or finding a job. The center owners, facilitators and WECs noted that the learners were not ready to wait for three years.  They therefore welcomed the centre’s decision to increase the time per week. It was further revealed that some learners were uninterested in waiting for the IPPE examination and graduation. They joined the centre and, once they had acquired the needed skills, dropped out. It was also found from Mbeya that learners who were registered in the academic stream in one center survived and were progressing well because they were given an opportunity to join formal schooling, just like regular students selected to join formal secondary education. It is worth noting that a comparison between learners enrolled and the ones who graduated at Siha suggests that several were enrolled yet only few survived to graduation. The data show that the center enrolled several learners but the number kept on declining and only 24 managed to graduate. Similarly, the data from other studied centers reveals that amongst registered IPPE learners very few were regular attendees and that the majority dropped out. Data from Siha district support this finding (see Table 4.5).
Table 4.5: A comparison of Number of Learners Enrolled and Regular Attendees at Siha District

	S/N
	Center’s name
	Field
	Number enrolled
	Regular attendees

	
	
	
	M
	F
	T
	M
	F
	T

	1
	Nuru Secondary School
	Academic
	22
	19
	41
	13
	14
	27

	2
	Matadi Secondary School
	Academic
	2
	3
	5
	0
	0
	0

	3
	Siha Secondary School
	Academic
	17
	03
	20
	0
	0
	0

	4
	SanyaJuu Secondary School
	Academic
	15
	21
	36
	0
	0
	0

	5
	Angaza Vocational Women Center
	 Cookery & Tailoring
	30
	56
	86
	1
	24
	25

	6
	SanyaJuu (Cosmas Garage)
	Mechanics
	32
	0
	32
	05
	0
	05

	
	Total
	
	118
	102
	220
	25
	48
	73


Data from Mbeya also revealed the same situation whereby several learners were enrolled yet only few were regular attendees. It was noted that at Mbalizi centre the programme started in 2014 and had 7 learners but all learners dropped out. At Ihango the centre registered 22 learners in masonry but only 13 learners were regular attendees.
Transition from the IPPE programme to other learning pathways
The findings show that very few learners were able to progress to other learning pathways such as formal secondary education and VET, while in other districts none of the learners succeeded in moving to the other learning pathways. Interviewed adult educational officers and centre supervisors revealed that the majority of learners who joined the vocational stream were only interested in acquiring the skills that would lead either to self-employment or private or government sector jobs. It was noted that the participants in the vocational centres were so keen to learn the skills that would enable them to succeed in life and that the three years allocated for IPPE were perceived as too long. As explained by one of the interviewees:
The duration of three years seems unattractive to most learners, especially those who are learning vocational skills. The learners want to apply what they learn immediately and be certified. They are impatient. Their goal is to study and acquire the skills to allow them to find either self-employment or a job in the private or government sector (interview, AC1F, 18/6/2015).
These findings suggest that there is a need to shorten the duration of the programme, especially for 'fast learners'. Meanwhile the duration can be elongated for ‘slow learners’. Since IPPE is premised on flexible, shared but distributed/personalised learning, the duration of the IPPE programme should be shortened (but remaining flexible) to meet the needs and desires of diverse learners.  
Case Studies of IPPE graduates
As indicated in Table 4.4, only 24 out of 220 learners graduated from Siha district. The consultants, through snowballing sampling technique, managed to locate two graduates. It was also found that 9 IPPE graduates were self-employed and were engaged in food vending (mamalishe) and selling of snacks. The 2 located graduates expressed their gratitude to the IPPE programme and clearly indicated how the programme contributed considerably to their success (see for instance, Asha’s stories in Appendix I).
Immediate Possibilities for Self-Employment

There have been cases whereby IPPE continuing learners and graduates from vocational skills component have immediately applied their skills to earn a living. As pointed out earlier, those trained in brickwork at Lumuli ward worked as apprentices with their teacher to earn a living. Likewise, the apprentice carpenters made simple chairs, desks, and doors to earn a living. See Figure 4.1, which shows a wooden table which is called Mbuzi in Swahili, traditionally used for grinding coconut, that was made by a learner of carpentry at Rahaleo centre in Mtwara.
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Figure 4.1: An example of a wooden item produced by an IPPE vocational training learner in 
Mtwara
4.3.2 Factors influencing the achievement of the IPPE objectives
The findings revealed four key factors which positively affected the achievement of the IPPE objectives: (1) Commitment of the faith-based organizations/churches that owned some IPPE centres; (2) learners’ own personal motivation; (3) sufficient initial funding for training, sensitization and provision of learning materials by UNICEF; and (4) initial support by district councils. 
Commitment of faith-based organizations
It was found out that centres that were owned and managed by churches provided considerable support to IPPE learners. Most of these were vocational centres and had the requisite teaching and learning materials and equipment which enabled learners to progress well and others to graduate. Other kinds of support included allowing learners who were unable to pay the fees to continue attending courses and graduate. The centres made internal arrangements to retain the certificate of those who failed to pay the fees and allow graduates to collect them for a fee 60,000/= Tshs., after they had generated this amount from self-employment or a job. However, only a few graduates had been in a position to collect and pay for such certificates so far. The church centres also provided guidance; counseling and advice to learners, especially when they faced problems and were considering dropping out due to economic and social challenges related to the IPPE programme (see the excerpts from Siha in Appendix I). 
Similarly, a church centre in Iringa Rural district (a mission centre at Izazi) provided sewing machines to 12 learners per year who had successfully graduated from a tailoring course. This served to motivate others to graduate from the course knowing that they will be rewarded upon completion. The faith-based and/or private institutions were also flexible in terms of teaching time allocated per week and per module, in order to accommodate the diversity of learners’ needs and multiple roles. For instance, the church-owned centres in Siha, Bagamoyo and in Iringa had flexibility with learning time (they increase it). The centers also decided to bear the responsibility for paying the facilitators for extra teaching. As noted earlier, the fees paid by learners were intended to cover facilitators’ salary, yet most were unable to pay, making it was difficult for centres to pay the facilitators. Hence, the church-owned centres decided to use other sources to pay the facilitators. 
The findings further show that the church-owned centres were flexible, even with the learning materials and course modules. They took the liberty to prepare make adjustments in the materials, especially when problems and exceptional needs arose. For example, a center in Siha admitted a learner with special needs (a learner with mild mental retardation and vision impairment) who wished to take a course on agriculture and animal husbandry, specifically to learn how to keep rabbits and hens, but there were no relevant modules covering these aspects and the agricultural modules were very complicated (given the learner’s condition). They made modifications to accommodate such learners. This was revealed by an interviewee as follows:
The centre enrolled a learner who appeared to have some mental retardation and could not see properly. He joined the agriculture and animal keeping course, wanting to learn how to raise chickens and rabbits. The available modules were irrelevant to him, so we decided to modify them by changing the modules from English to Swahili and simplifying them to suit his condition. Also, we noted that there were no rabbit and hens keeping modules so we had to buy books covering that. In that way, this learner studied the other IPPE modules but in a very simplified way and we changed all of the modules into Kiswahili (Center coordinator, Angaza women center, 16/6/2015).
It was further revealed that cookery course provided only one area of specialization; i.e., cookery, and that it is not worth teaching cookery while ignoring its sister courses i.e., service and housekeeping. Hence a church center at Siha provided these two courses along with cookery. The center further provided a childcare service for teenage mothers. Hence, learners who had children were able to leave them at the center while attending their lessons. The data show that four teenage mothers followed this strategy. Indeed, the findings clearly show that the support provided by the church centres and their coordinators i.e., pastors, sisters and fathers, benefited the learners and encouraged them to attend and finally succeed through the IPPE programme.
Learners’ own personal motivation
The learners’ own personal commitment was among the factors that contributed to the achievement of the IPPE objectives. The findings show that all learners who were able to graduate were regular attendees and were committed and believed that the IPPE programme was the only route to a successful life. Some of these learners were committed teenage mothers. The findings show that some teenage mothers attended the academic skills component while others attended the vocational skills component. Furthermore, a graduate’s story supports this finding:
	I managed to survive the IPPE programme because of my personal commitment and desire. I failed my form four and so I just stayed at home, helping my father to graze cows. When I heard about IPPE, I knew that it was the only way to help me   I joined a course in cookery and was the only male in the class. I was determined and so I worked hard. I had to walk over 12 kilometers from home to the center until the pastor decided to help me with accommodation. It was impossible to use public transport because I could not afford the bus fare (Graduate, Siha District, 18/6/2015).


This explanation suggests that the learners’ commitment is essential to their success.
Sufficient initial funding for training, sensitization and learning materials
In all of the studied districts, the findings indicate that UNICEF provided sufficient funds for the sensitization of the leaders and prospective learners at the district, ward and village levels.  The involvement of the village leaders assisted greatly in selling the idea of the IPPE programme to the targeted learners. In all of the visited centres, the evidence also suggests that there were sufficient modules, and so there were adequate teaching and learning materials.
Initial support by district councils
In all of the visited districts, most of the district officials had participated in sensitization and IPPE training sessions and supported the program. The councils, however, provided minimal support, like fuel, to support the coordination and monitoring of the programme. This was due to a lack of funds clearly allocated for IPPE. Hence, several centres have never been visited or monitored by IPPE district team members.
4.3.3 Factors influencing the non-achievement of IPPE
Several factors were found to contribute to the non-achievement of IPPE, including (1) delays to the start of teaching and learning; (2) the language of instruction; (3) learners’ inability to pay the contributions; (4) unreliable sources of funds to motivate the facilitators; (5) a lack of financial support from the district councils; (6) the incongruence between the IPPE framework and learners’ priorities;(7) inadequate physical facilities; (8) the timing of the lessons; (9) the distance from the centre to the learner’s home;(10) centre facilitator and coordinator drop out; (11) learners’ demotivation; and  (12)  unreliable vocational centres. Each of these will be briefly discussed below:
Delays in the start of teaching and learning
Evidence from the field shows that, in some regions, the registration rate was high initially, i.e., several learners showed an interest, attended awareness meetings and registered for the programme, but there was a delay in providing the teaching and learning materials such as modules and so the programme failed to start on time, which contributed to a number of learners dropping out. 
Language of instruction
In all of the studied districts, evidence suggests that the language used for the vocational skills modules was a drawback for both learners and facilitators. Most vocational skills facilitators claimed to face challenges related to using English modules; for instance, the facilitator at the mission centre in Izazi who taught tailoring claimed to use her own experience of tailoring to understand the modules and using them to teach, and wished that the modules were in Kiswahili. 
Similarly, the graduates and continuing learners noted that English was a major problem as most of them were unable to understand the modules. It is important to remember that most of the learners who registered on the IPPE programme were dropouts from primary and secondary school or had failed the form four exams. Hence, their English level was very low, which affected the extent to which they could properly follow and understand the modules. The following quotations illustrate this:
Imagine that you are a mere class seven graduate and you are taught using English. It was indeed very difficult to follow and understand what we were taught. The books were also in English and hence it was impossible for us to read and understand them. I suggest that the language of instruction be changed to Kiswahili (IPPE, graduate, SIHA).
Some learners dropped out because of the language used. They expected to be taught in Kiswahili, and wanted to learn how to prepare pie or cakes in a language which is very familiar to them. Yet, the books were in English and the majority were unable to follow them; hence, they decided to dropout (Centre facilitator, Mbeya).
Further evidence collected through observation supports the fact that the use of English hampered the smooth running of the IPPE programme. The evidence from the learners’ progress reports clearly indicates that they scored very low marks and the centre facilitator attributes this to the learners’ low level of English. It is worth remembering that the Language of Instruction in Tanzania and South Africa (LOITASA) research findings have consistently found that the use of English as the Medium of Instruction in Tanzania poses a serious problem in Tanzania’s education system (see for example, Vuzo, 2007; Brock-Utne, 2007; 2008; Kimizi, 2007; 2012).
IPPE facilitators noted that several learners who scored low marks had problems understanding English. This finding supports the various evidence from the literatures, which maintain that one’s learn better in a language with which one is familiar. The language issue was also a problem for the facilitators, who noted that they also did not understand English very well, and were only able to teach because the vocational modules contained several diagrams, that they were able to follow due to their pre-existing knowledge. The use of English as the medium of instruction also contributed to the lack of facilitators for certain vocational fields, like mechanics. 
Learners’ failure to pay the IPPE contributions
In all of the districts visited, all of the interviewees i.e., WECs, centre facilitators, centre coordinators and district educational officers noted that the majority of learners who joined the IPPE programme were unable to pay the contributions, which ranged from 60,000-120,000 Tshs. per year, and so dropped out of the programme. See the following quotations:
I believe that this programme was meant for children and youths from extremely poor families and orphans. I have observed and noted that, for some learners, even paying 10,000 a year is extremely difficult. I think it is a good idea. The only problem is the idea that learners will be able to pay. This is impossible because of their poverty (Adult Education Officer, SIHA).
The majority depend on cheap casual labour to pay for their food. They earn 3000 a day, which is used to buy their daily meal. Thus, it is impossible for them to spend what they earn from casual labour on IPPE. Several IPPE learners have dropped out because they could not afford to pay. It is better if IPPE were to be provided for free (WEC SIHA).
Paying the contributions was a great challenge to the learners’ participation in the programme, and contributed considerably to their decision to drop out. Notably, poverty was a major challenge and the majority failed to pay the contribution. Even the few who managed to pay, did not pay on time, which also affected the teaching and learning associated with the IPPE programme.
Unreliable source of funds to motivate the facilitators 
Initially, it was agreed that the facilitators’ salaries would be paid from the IPPE learners’ contributions. This proved a challenge, as most of the IPPE participants were unable to contribute consistently and some could not contribute at all. Hence, in all of the studied districts, inadequate/ lack of funds to compensate the facilitators demotivated the facilitators and hence the majority of them decided to drop out of the programme. The evidence from the IPPE districts’ reports clearly indicates that the facilitators felt demotivated because of the low payments provided to them due to the little money collected through learners’ contributions. The findings show that the learners’ tendency to dropout from the course meant that the money collected from the few learners who remained was insufficient to pay the facilitators and so some academic centres decided to increase the contribution from 60,000 to 120,000 shillings, which lead to even more students dropping out of the programme.
Lack of financial support from the districts councils
Initially, it was anticipated that the respective district municipalities would allocate in their budgets funds for IPPE implementation. However, what transpired from the field is that no district council had allocated funds to support the IPPE programme. All of the visited municipalities noted that there were no funds. This lack of financial support from the district councils contributed to the IPPE leaders’ failure to follow up, coordinate and ensure the smooth running of the IPPE activities. The studied districts mostly only transported learning materials to the IPPE centres. Hence, in several districts, none of the IPPE supervisors had visited the centres since the implementation of IPPE, especially those centres that were far away from the municipal centres.
Incongruence between the IPPE framework and learners’ priorities
It has been revealed that some learners preferred to take only vocational courses while others preferred academic courses. The integration requirement which demanded that learners took both vocational and academic courses was perceived negatively and the learners thought that this placed too great a burden on them. There were, however, a few learners who preferred to study a combination of academic and vocational courses. The findings suggest that learners preferred flexibility to allow them to study whatever they wished, as adult learners. In practice, what transpired in all of the visited centres was that the majority of the centres did not cater for both academic and vocational courses and hence there was a clear separation whereby some of the centres were purely vocational while others were purely academic in nature. In fact, the WEC at Lumuli ward and learners interviewed recommended that learners should be allowed to choose either vocational or academic skills. They mentioned that timetabling incorporating all components was a challenge and placed a high demand on learners, most of whom had to engage in other income generating activities for their survival. However, there were a few centres which managed to integrate academic, and vocational courses; for example, a centre at Kalenga primary school has a workshop for carpentry and classes for academic subjects. However, the students in Kalenga were interested in mechanics and computers but there were no facilitators or equipment for these subjects.
Inadequate physical facilities
The physical facilities in the centres were also inadequate. Most of the centres were not attached to adequately resourced library or teacher resource centres and, for vocational training, there were no reliable classrooms or facilities to offer practical classes. Hence, this affected the effective implementation of the IPPE programme. In some wards, such as Lumuli (Iringa), for instance, the IPPE students were using a ward office that was in a very poor condition.  The lack of classrooms was particularly evident in all of the vocational streams attached to the private centres. Learners who took cookery at Siha, for example, reported that, on some days, they were required to study outside the classrooms as the classes were used by VETA students. In a similar vein, learners who were taking mechanics and those who wanted to learn how to drive had difficulty accessing cars.
Timing of the lessons
The timing of the lessons also hindered the proper achievement of the IPPE objectives. In some wards, like Migoli and Izazi (Iringa), it was noted that, at the time the lessons for IPPE were supposed to start, the learners were busy engaging in other income-generating activities such as fishing, farming, etc., which contributed to their irregular attendance. 
Distance from the centre to the learner’s home
The learners, centre coordinators and facilitators reported that the centres were located a long way from the learner’s home. Facilitators from Migoli secondary school in Iringa ward, for instance, complained that they had to travel a very long way to go and teach at Izazi primary school, with no transport support. The findings show that some centres were located more than 12 km from where the learners lived, and so learners had to walk a long way to and from these centres. These learners noted that, even though public transport was available, they could not afford to use it. Notably, the distance from their home to the centre contributed to them dropping out:
The distance from the learner’s home to the centre was a big challenge. Several learners lived in the Masai areas, which are located a very long way from here. The majority attended for a few days only and then opted to drop out. There is only one means of public transport and it was not possible for these learners to use this as they could not afford to pay the bus fare. Our centre has boarding facilities. If there could be some people to support learners, we would have allowed them to sleep here at least for only two school days.  The learners requested that we allow them to sleep here for the two school days, yet it was impossible (Centre coordinator, Siha).
Quitting of centre facilitators and coordinators
There are also challenges in terms of facilitators, and ward, district and regional coordinators quitting the programme and some of them have been transferred, retired or have taken study leave. Generally, it was expected that, once a public servant is transferred or retired, all of his/her responsibilities would be handled to the new office holder. Unfortunately, this was not the case and in all of the studied areas the new office holders appeared to be completely unaware of the existence of the IPPE programme. This tendency affected the effectiveness of IPPE and contributed to the lack of provision of support by the new appointees at the ward, district and regional levels.
Learners’ demotivation
The findings from all of the studied centres revealed that several learners dropped out of the IPPE programme because they were unaware and unsure whether their graduation certificate would be recognised. The certification system was never clearly outlined to the learners.
Lack of qualified facilitators to teach vocational modules
The IPPE programme has been attached to private vocational centres, like car garages. The findings for all of the studied centres show that the facilitators in garages were well-skilled in their activities yet unable to teach the modules as they had no pedagogical knowledge. 
Unreliable vocational centres
The use of private vocational centres was another challenge, which affected the effective implementation of the programme. In some wards, it has been revealed that the owner of the garage asked the IPPE learners to help with his farm work when no cars were sent to the garage. This also demotivated learners and contributed to their dropout.
4.4 Findings from the Observations of the IPPE facilities

There were a total of 18 observation checklists that were filled in to access the resources of the IPPE centres. Generally, the findings indicate that there were no rooms specifically allocated to the IPPE programme. The IPPE programme has been utilizing the facilities of the primary schools in the ward, or private vocational centres, mainly those belonging to religious institutions. Most of the classes were taught in ordinary classrooms with poor quality furnishing. 
The IPPE centres visited had no facilities for disabled learners, which might be considered in the future, office space for facilitators from nearby schools, or designated classrooms. Furthermore, most of the IPPE centres had no laboratories, laboratory equipment, sports facilities or even library resources.  The picture below indicates a teachers' resource centre at Kalenga primary school in Iringa Rural. It is empty, without any books. Further findings show that the IPPE learners accessed the sanitary facilities that were available in the schools and most of these were of poor quality. It was noted also that most of the students were interested in studying computing but there were no computers in most of the centres, even where electricity was available. In addition, there was lack of internet connectivity in most of the centres and therefore the provision of education through ODL, although possibly more efficient, was difficult to implement. Likewise, the workshops available in the public schools had few/no resources. This lack of resources in the IPPE centres forced some learners to specialize in subjects that did not interest them; for example, some learners wanted to learn to drive in Lumuli ward but there were no cars available to enable them to do so.
4.5 Appropriateness of IPPE for the targeted beneficiaries
The findings suggest that IPPE is perceived as the only opportunity to benefit youth and adults and provide them with the required skills and knowledge that will enable them either to become self-employed or get a job. The programme benefited various individuals, including COBET graduates, primary school leavers, secondary school leavers (who had not performed well enough to progress any further within the formal education system), secondary school drop-outs, teenage mothers, women, learners with special educational needs (such as mental retardation and visual impairment), and disadvantaged nomads (from pastoral communities like the Masai and Meru).
4.5.1 Is IPPE implementing the right intervention for each category of target group?
The consultants were informed that, before the IPPE programme was implemented, a survey was conducted to identify the needs of the targeted learners. The needs that were identified are such as a demand for continuing education, the search for an alternative choice to formal secondary education, the demand for more knowledge and the demand for vocational and generic skills that the potential IPPE beneficiary needed for their employability as well as in their daily life. Hence, the programme was designed to meet the needs of the targeted beneficiaries. Thus, the design had components for academic knowledge, vocational training, and generic training. The findings from the study suggest that the programme is an appropriate intervention for the various categories of learners.  As noted earlier, the various beneficiaries of the programme were those without any alternative way to access education. 
4.5.2 Best practice, including what is not working and how this will be 
changed
Several best practices were revealed, including the availability of sufficient IPPE modules, the availability of government primary schools with workshops (to facilitate the integration of academic and vocational courses), and the commitment of centre coordinators in faith-based organisations, which enabled 24 vocational learners to graduate and obtain employment. The findings further revealed several aspects that were initially planned for the IPPE programme that failed. They included the requirement that, upon successfully completing all modules, learners would be required to sit for the IPPE exam and receive an IPPE certificate. As noted earlier, learners who managed to complete the vocational modules in Kilimanjaro and Mtwara did not sit the IPPE exam and hence did not receive the certificate.  Furthermore, the UNICEF budget indicated that facilitators would be compensated, as there were clear indications of a budget for teachers’ salaries, but this was never implemented. It was also anticipated that facilitators would be compensated via the learners’ contributions, yet this also failed, due to the reasons mentioned previously.  The project also anticipated attracting a sufficient number of facilitators for every vocational skills module and academic component, yet the findings show that this did not materialize; hence, some vocational modules were not offered and so learners were unable to acquire a variety of skills. The programme also anticipated the engagement of several stakeholders, like school inspectors, VETA, etc., yet these were never involved. Similarly, the anticipated levels of IPPE vocational components never worked and what transpired from the field is that learners attended IPPE level one only. 
4.5.3 IPPE achievement of the expected equity-focused results

The consultants examined whether IPPE achieved the expected equity-focused results. The findings indicate that both females and males benefited from the programme, although enrolment in the vocational stream was largely gendered along the lines of masculinity and femininity. Hence, males were largely enrolled in fields like motor vehicle mechanics, welding, brick-making, plumbing and carpentry, while females were largely enrolled in fields like cookery, tailoring and needlework. On the other hand, the academic stream in some of the studied districts has been found to attract more females than males (see appendix A). The findings further indicate that more learners were enrolled in the vocational than the academic streams in Iringa and Njombe, whereas all learners were enrolled in the academic component in Mbeya rural. Siha had mixed learners attending more than one component. On average, the females outnumber the males in terms of enrollment, which supports several UNESCO and MoEVT statistics which show that most dropouts are female. 
The findings regarding the enrolment of learners with special needs indicate that, in the studied areas, IPPE enrolled only one learner with special needs. As noted earlier, this may be due to the lack of facilities to support the learning of learners with various disabilities. Hence, in terms of reaching learners with special needs, IPPE has achieved very little, thereby suggesting the need to reorganize the programme to suit the needs of learners with various disabilities.
Moreover, the findings indicate that most of the learners who were involved in this evaluation were from economically disadvantaged, vulnerable and marginalized families. Table 4.6 indicates the IPPE learner parents’ occupation and level of education:
Table 4.6: IPPE Learners’ Parents’ Occupation and Level of Education
	Level of education and occupation of parents
	Father 
	Mother 
	Total 

	
	Frequency
	%
	frequency
	%
	frequency
	%

	Education 
	None 
	2
	2.1
	7
	6.2
	9
	8.3

	
	Primary
	23
	24.3
	39
	34.9
	62
	59.2

	
	Secondary 
	16
	19.6
	6
	5.8
	22
	25.4

	
	Certificate
	1
	1.1
	0
	0
	1
	1.1

	
	Diploma
	1
	1.1
	2
	1.8
	3
	2.9

	
	Degree+
	2
	2.1
	2
	1.4
	4
	3.5

	
	
	
	
	
	
	
	

	Occupation 
	Entrepreneur 
	7
	7.2
	12
	10.9
	19
	18.1

	
	Business 
	6
	6.2
	8
	7.2
	14
	13.4

	
	Employed 
	7
	7.5
	4
	3.5
	11
	11

	
	Peasant 
	28
	14.2
	31
	14.1
	59
	28.3


As indicated in the above table, the parents of the majority of IPPE learners were primary school graduates, engaged in peasantry, which indicates that they had a low economic ability. This indicates that IPPE tended to benefit the poorest groups. Several literature sources maintain that most of the programmes targeting out-of-school youths and adults target the poor (Lauglo, 2001). Figures 4.2 and 4.3 show the level of education and occupation of the parents of IPPE learners suggesting that most of them are economically weak.
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Figure: 4.2: Level of education of parents
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Figure 4.3: Parents’ occupation

These findings suggest that IPPE has succeeded in achieving its objective of providing opportunities for the acquisition of knowledge and vocational skills by marginalised youths and adults. Entrepreneurs, in this case, include those conducting petty business like mama lishe and selling the local brew.

4.6 Efficiency of the IPPE programme
In the human capital school of thought, education is seen as a productive investment in humans (Galabawa, 2004; Becker, 2006) rather than a satisfaction (consumption). The IPPE pilot project was an investment in post/primary education. Resources (inputs) of various types were injected into the IPPE pilot project to realise its objectives. In this evaluation, data were collected in order to measure both the internal and external efficiency of the IPPE pilot project. The evaluation determines whether: the IPPE activities were cost efficient; the objectives were achieved on time; and whether the IPPE project was implemented in the most efficient way compared to the alternatives. The evaluation further compares the IPPE costs with the average public service costs.
4.6.1 Cost Efficiency of IPPE activities
Evidence from the field revealed that, at the regional and district levels, there were no data to indicate the costs incurred in implementing the various IPPE activities. In this regard, the evaluators relied on the tentative IPPE budget prepared by UNICEF. However, some of the IPPE activities were not indicated in the tentative budget.  Hence, this evaluation focused only on activities that have, in one way or another, been reflected in various budgets related to the implementation of IPPE activities. The available evidence indicates that IPPE pilot project activities included capacity development for facilitators and district IPPE teams, the roll-out of IPPE across ten districts, support for high level advocacy, a national IPPE technical team and national steering team, developing curriculum components and materials, the training of WECS and IAE regional and District tutors and facilitators on IPPE, the production of teaching and learning materials, the dissemination of IPPE Teaching/Learning materials and guides to the regions and centres where the programme was implemented, TOTs, and assessment and supervision (monitoring) activities. 
From these activities, it can be argued that IPPE was, to a large extent, efficient in terms of all of the activities that were successfully conducted; for instance, the capacity development of facilitators and district IPPE teams. It was noted, in all of the districts visited, that most of the educational officers, facilitators and WECs attained training sessions related to IPPE. Similarly, the financial support for advocacy was efficiently used as, in every district, the stakeholders’ opinions were sought and, furthermore, the citizens were informed about the programme through village meetings. This resulted in high enrollment rates in certain areas although, due to delays related to the delivery of the teaching and learning materials, most of the interested learners dropped out of the programme. Hence, awareness creation was attained, which explains the enrollment of learners in the various centres. Moreover, the IPPE curriculum and other relevant IPPE materials, such as IPPE assessment and supervision guides were prepared. The teaching and learning materials for the implementation of the IPPE programme were efficient in the sense that they were available to both the learners and facilitators, and the IPPE modules were of good quality. The materials covered various vocational and academic subjects. There were no complaints from most users about the materials except for the recommendation from the vocational facilitators that the modules for vocational skills should be in Kiswahili.
On the other hand, the findings show that some activities were not funded as per the UNICEF Budget, as illustrated, for instance, by the lack of facilitators’ salaries across the regions, as attested by all of the interviewed facilitators and educational officials. Therefore, the component related to facilitators’ salaries was inefficient, as no funds were allocated to these from either the collaborating partners or the government. IPPE has, so far, been financed by UNICEF. It has not yet been mainstreamed into the national education system and therefore there was no budget for it from the Ministry of Education and Vocational Training. Hence, in this section, information on the funds used has been acquired from various UNICEF documents in which general indicative budget for IPPE is presented. In outcome 6 of the UNDAP Results Monitoring System, UNCT Tanzania, the budget indicated in relation to MoEVT for expanding the provision of alternative learning opportunities through the IPPE pilot programme was $1,440,000, which was expected to be used to review, pilot, and disseminate IPPE Teaching/Learning materials and guides, and roll-out and develop an implementation plan (including capacity development and an M&E mechanism) UNDAP 2011:7(Data refreshed on 23/06/2011 17:02:11). This is equivalent to a total of 4,616,640,000Tshs (At the rate of 3206 of National Bank of Commerce on 28/10/2015). It was proposed that part of these funds be used to implement various activities, as indicated in Table 4.7.
Table 4.7: Indicative spending on various IPPE activities
	S/N
	Activities
	Amount in $ 

	1.
	Capacity development for facilitators and district IPPE teams
	200,000

	2.
	Roll-out of IPPE across ten districts
	300,000

	3.
	Support of high level advocacy, a national IPPE technical team and a national steering team
	60,000


Source: UNDAP (2011:7)

Other costs were used for materials development, sensitization workshops and TOTs. An examination of the costs incurred by various IPPE activities and comparing these with the benefits achieved, it is argued that IPPE was cost-efficient. The findings indicate that IPPE has resulted in a number of benefits, including reducing poverty, whereby IPPE graduates were able to use the skills gained to earn a living either through self-employment of in a job. Hence, IPPE contributed towards improving individual well-being and household income. 
Students of carpentry pre-vocational skills constructed desks, chairs, tables, and doors in their workshops where they worked as apprentices and would sell these to earn a living. See Figure 4.1 that presents an example of the materials prepared by learners in a carpentry workshop. Other benefits include producing better citizens and reducing inequality, as the majority of those who attended the programme were from poorer household who could not afford to pay for the education provided by other private and government education services. The benefits of IPPE were clearly mentioned by all of the interviewed stakeholders, including the facilitators (see the following quotation):
IPPE is a good programme. It helps to develop youths economically and benefits them by providing them with an opportunity for self-employed and engagement in entrepreneurial activities. It produces decent citizens and helps to reduce the number of youths loitering on the streets or who would otherwise be engaged in drug use, robbery or theft (Facilitator, Iringa)
The findings support the existing literature which maintains that the effect of investing in education outweighs the economic investment (Watkins 2000; Galabawa 2005) and that, when other things remain constant, investment in education yields a higher return than any other form of investment (Omari 1999; Galabawa 2005). Indeed, the various evidence regarding the benefits of the IPPE pilot project support other arguments from the literature, which maintain that there is a positive correlation between income and education, even in the informal sectors.
4.6.2 Time used to achieve the IPPE objectives
As noted in the previous sections, the programme has been piloted for four years (from 2011, and in some regions only for two years from 2013). It is worth remembering that the IPPE curriculum required learners to study for three to six years and attend studies in three stages. The findings show that all registered learners attended stage one and, in stage two, there was a clear specialisation whereby learners opted for either an academic or vocational component. Hence, considering the time when this project was implemented, the findings reveal that the objectives which are related to vocational education were largely achieved on time. To capture the extent to which the IPPE objectives were achieved, the consultants examined each one separately (see 4.8):
Table 4.8: Attainment of the IPPE Objectives on Time
	IPPE objective
	Whether the objective was achieved on time

	1. Provide opportunities for the acquisition of knowledge and vocational skills to marginalised youths and adults;
	This was achieved on time. Most of the IPPE graduates are able to acquire and use the skills gained to earn a living.

	2. Broaden  the scope of the knowledge, skills and principles acquired and developed at the basic education levels;
	Not achieved since the duration for the completion of academic skills at the start of the programme has not yet been reached. There have also been a lot of implementation challenges related to the delayed provision of materials and hence a delay in starting the programme.

	3. Promote interpersonal understanding, and effective, citizenship;
	Achieved on time. For instance, respondents affirmed that after exposure to IPPE training, learners’ hygiene behaviors changed positively. The findings reveal no complaints from the different regions in relation to the students’ behaviour.

	4.Prepare learners for tertiary and higher education, technical as well as professional training;

	Not attained in time in most regions. IPPE faced a challenge in preparing learners for further education. Except for one learner from Njombe, who was initially enrolled on another non-formal education programme before joining IPPE, none of the learners who attended the academic component were able to progress to other levels of education, although several learners managed to pass QT, which enabled them to sit the national form four exam, which some did but with no great degree of success.

	5.Assist learners to make decisions about their career options

	This objective was achieved on time. Immediately after registering, learners were given an opportunity to select from the available career options for vocational skills.  Hence, this means that the learning modules for IPPE vocational skills provided learners with various options. This proved challenging due to resource limitations e.g. driving was not taught to IPPE learners in some wards due to the lack of a car and, similarly, electricity was not taught due to a lack of teachers and teaching resources.

	6.Provide opportunities for youths' self-employment;
	Achieved on time for the vocational skills component. Most of the learners of vocational skills could, within a year, perform basic functions related to their skills, as seen, for instance, at Kalenga (Iringa) where there is a carpentry workshop in which the students worked, constructing desks for primary school pupils, which they then sold to make a living. This is also observed in Mtwara at RahaLeo centre.

	7. Promote continuing education; 

	This objective was achieved on time. The learners were selected from marginalised groups. IPPE targeted secondary school drop outs, teenage mothers and primary school leavers. In relation to academic skills, it was noted that some learners managed to complete the qualifying tests, while others proceeded to Form IV, although they are yet to sit the form four examination

	8. Prepare learners for life-long learning.
	Out-of-school learners were provided with a foundation course as part of the curriculum framework for IPPE, which they were to attend before proceeding to stage II. IPPE is one of the programmes which provide an opportunity for life-long learning


Table 4.8 clearly indicates that the vocational skills objectives were attained on time and that some IPPE graduates were employees, while others were self-employed in various fields, such as welding, carpentry, tailoring, brick-making and food-vending.
4.6.3 The Efficiency of IPPE Implementation
This section determines whether the IPPE programme was implemented in the most efficient way compared to other possible alternative ways. The findings show that the IPPE implementation strategy was efficiently planned, yet various implementation challenges interfered with its smooth implementation. Three factors emerged to explain the efficiency of IPPE implementation and the associated challenges: firstly, the IPPE curriculum framework indicates the organogram or management structure, which emphasizes the use of decentralisation by devolution. The management structure involves the National Integrated Post-Primary Education Steering Team(NIPPEST), District Integrated Post-primary Technical Team, and Implementation teams which are from the national to centre levels. These various levels of the project management help to enhance the ownership and members’ responsibilities in the project. However, two problems were observed; namely, a failure to engage certain members, as originally anticipated, in the actual implementation process, and a lack of frequent communication at the national, regional, district and centre levels. The findings show that, from the NIPPEST team, the following members were never engaged in the IPPE implantation programme: the representatives from VETA, NECTA, PMO-RALG, FDCs, TIE, LGAs, TLBs and ILO. Similarly, from DIPPTT, several members were never engaged, including representatives from the Regional Education Officer, Zonal Education Inspectorate Office and Vocational Training Institutions. Similarly, a lack of communication was observed whereby centre coordinators were struggling to find information regarding various IPPE issues, including information related to the final IPPE final examinations and certificates. Secondly, IPPE used the existing physical and human resources in both public and private vocational centres. This was economical in the sense that the costs associated with constructing new buildings and training or recruiting new teachers were minimized. Hence, the programme capitalized on the existing physical and human resources, which enhanced its technical efficiency (Hulsmann,1970). Indeed, this was a good approach. However, the findings show that the use of the existing physical resources succeeded in public schools, public teachers’ resource centres and a few private centres especially the ones that are owned by faith-based organisations.
4.6.4 A comparison of IPPE costs with alternative systems for delivering
services to the poorest groups
The consultants compared IPPE with COBET. However, the challenge is that, while COBET is already fully operational, IPPE is at a pilot stage. COBET was still used for comparison, because it has been a success in Tanzania in terms of providing education to out-of-school children. With regard to a comparison of the costs used to run the IPPE and other programmes, it was hard to establish clearly the exact costs, as the actual costs used to implement the IPPE were not available from the respective region. Hence, as discussed in the section on cost efficiency, it is estimated that the costs of IPPE (as reflected in UNDAP 2011:7 (Data refreshed on 23/06/2011 17:02:11)), is estimated at TSH 4,616,640,000. Moreover, as highlighted in section 4.6.1, the funds for managing IPPE pilot project came mainly from UNICEF. The major cost components were the curriculum materials and support, training workshops, sensitization sessions in the districts and the initial support in terms of establishing IPPE centres. However, project supports, such as facilitator salaries, monitoring and visits, were not provided for in the IPPE pilot project, whereas COBET had and continues to have such support. According to UNICEF (2009), COBET was implemented in three phases. In Phase one (1997-2001), COBET was conceived and implemented in the five pilot districts. The funding came mainly from CIDA and NORAD, as well as UNICEF, New York. The major cost components were: curriculum and material support, workshops and training, establishing COBET centres, project support (which included staff salaries and operations), and monitoring and visitations. The distribution of funds in COBET was as follows; USD 474,447 in 1999, USD 795,306 in 2000, USD 543,871 in 2001, and USD 176,611 in 2002 (Bhalalusesa, Sima and Mlekwa, 2009: 60).
Phase two took place in 2003-2006, when the programme was scaled up to cover the whole country, based on the experiences gained in the pilot councils. The expansion of COBET to all councils in 2003 started by training facilitators at both the council and centre levels. Facilitators’ honoraria were allocated and disbursements made on a quarterly basis. COBET text books were purchased by councils after receiving funds from the Ministry. Syllabi and different guidelines were availed to councils’ centres to ensure the smooth implementation of the programme. According to URT (2006), the total amount of funds spent to fund COBET activities for this period was 926,710,040.10Tshs. The major areas where these funds were spent were UDS 5,838,604,000 for honoraria, 1,751,895,895,849.10 for teaching and learning materials, 1,561,560,000 for training facilitators, and 135,650,191,901 for monitoring and evaluation (Bhalalusesa, Sima and Mlekwa, 2009: 61).
In phase three, that started in 2007, MoEVT extracted itself from direct district support, and district councils were required to set aside some money to meet COBET expenses, such as to pay the facilitators’ honoraria. There was however variations in the funding from various districts, with some supporting it fully and others not (Bhalalusesa, Sima & Mlekwa, 2009: 61).The financing of teachers under the COBET programme was well managed from the start of the programme; the payment of teachers was clearly stipulated and implemented, contrary to IPPE, where it is indicated in this study that the financing of the facilitators proved a major challenge and a possible threat to the implementation of the programme. Moreover, under the IPPE programme, the learners paid a small contribution whereas, under the COBET programme, everything was free, which must have been a major motivating factor for targeted learners coming from marginalised backgrounds. An arrangement to provide everything for free partly explains the current sustainability of COBET. Generally, however, it is difficult to undertake a comparison of costs; for instance, COBET has been in existence since 1997 and IPPE so far is just a pilot project that started in 2013, so COBET has the benefit of time in terms of realizing its outputs. 
Since it was impossible to obtain the actual costs of implementing IPPE, it was thought that discussing some of the implementation strategies would provide an insight into the returns versus input in terms of the costs of these two programmes; hence, a synopsis is given of some of the differences and similarities between their implementation and status (see Appendix J). All in all, in terms of costs and the synopsis presented, it appears that the implementation of COBET might have been more cost efficient since time has lapsed and the programme remains in existence whereas, for IPPE, much more needs to be done in order to be able to scale up and mainstream the programme and also ensure that it continues to exist, like COBET, as this study has revealed that, in certain areas, IPPE is virtually non-existent. Hence, IPPE implementers could borrow some ideas from COBET on the strategies that have made the programme a success and sustainable to date. 
The Evaluation Report of the pilot programme by Bhalalusesa et al. (2009) shows that the COBET pilot project made a useful overall contribution towards improving access to and the quality provision of basic education and, since the achievement levels observed in COBET are comparable with those in formal primary schools, COBET has proved itself a success. Regarding IPPE, it can be argued that the initiative is good in terms of capturing out-of-school learners but the objective has been attained to some extent despite enrolling a number of IPPE learners from marginalised situations such as orphans and other out-of-school categories.  Hence, more effort is needed to realize the benefits that COBET is bringing, such as that of mainstreaming learners to the government’s education systems. Mainstreaming may have challenges, as illustrated in the report on COBET, but these can be overcome with time.  The programme has also been scaled up to other districts of Tanzania through the PEDP framework. This should be the target of IPPE.
4.6.5 IPPE costs Vs the average costs of the public post-primary programmes
According to MoEVT (2013: 183), the total budget for the education subsector as per the 2013/14 budget was 3,171,631,000 billion Tshs. The total cost of secondary education was 491,753,000 million Tshs which is 15.5% of the total budget. The total tentative budget for IPPE, as reflected in the UNICEF UNDAP (2011:7) document, is estimated at 4,616,640,000Tshs, which is close to the total budget of Tanzania’s MoEVT. In regard to the issues related to spending on IPPE versus government costs, it can be said that IPPE spending was efficient, as several activities were undertaken to initiate the programme in selected pilot districts. This is not the situation for day-to-day MoEVT activities. Since it was a new programme, it required more funds at the start and the lack of these led to challenges, such as the failure to pay the IPPE facilitators. Hence, the funds allocated for the implementation of the IPPE programme were actually insufficient; It is possible that the funds indicated in the UNDAP (2011) were not disbursed accordingly and also it is noted from the findings of this study that there was no budget allocation from the various district offices, as this activity was not their priority. The evaluators further compared the direct and indirect costs payable to the government and private schools’ systems and those paid to IPPE. The findings show that IPPE is cheap compared to public vocational centres, and private and public secondary schools (see Table 4.9):
Table 4.9: School Fees in Selected Formal Secondary Schools and vocational centres in Tanzania
	Description
	School A (paid four times a year)
	School B( amount paid twice a year)
	School C ( Government schools- once per year)
	School D VETA located at districts and regions
	School E- VETA Located at zones 
	School F IPPE

	School fees- day scholars
	
	
	20,000
	37,500
	60,000
	60,000-70,000

	School fees- Boarders
	1,900,000
	3,400,000
	70,000
	75,000
	120,000
	

	Other direct school contributions
	
	
	190,000
	160,000
	160,000
	0


Source: Schools joining instructions for school A and B for the academic year starting 2014
The findings presented in Table 4.9 show that IPPE is cheaper than other similar government and private programmes. Evidence from Grace’s story further substantiate these findings, who noted that, due to her parents’ poverty, it was impossible for her to pay the fees at a private vocational training centre.
4.7 Sustainability of the IPPE
In this section, the findings on the potential sustainability of IPPE are discussed, particularly the related challenges to this, possible ways to sustain and improve the implementation of IPPE in Tanzania, the extent to which the IPPE programme and its impact on the poorest groups is likely to continue when support is withdrawn, the magnitude of the inequities between the best-off and poorest groups in the absence of IPPE, and the possible strategies for scaling-up/adapting the IPPE programme across Tanzania. 
4.7.1 IPPE’s sustainability challenge
Several IPPE sustainability challenges were revealed including those related to the sources of funds, the terms of employment for key personnel, the lack of stakeholders’ financial support and close monitoring of the project, the weak public private partnership in some areas, unclear information regarding the  ownership of the project, challenges related to securing reliable vocational training centres, inadequate training in the management aspect of the programme and the shortage of teachers in science and certain specialized vocational skills.
Sources of funding
Evidence obtained from the field shows that UNICEF was the main financier of the IPPE programme. Interviews with the district officials and the documents that were reviewed suggest that UNICEF funded the training sessions for facilitators, the module production and the various IPPE activities, as stipulated above (see subsection 4.6.1). The documents indicate that the initial agreement was that private public partnership would work and that the government would help to run the IPPE centres by paying the facilitators, monitoring the activities through the inspectorate department and providing maintenance of the centres (schools) through the district municipalities’ budget. It was further anticipated that the district departments would continuously raise awareness of the programme in the respective districts and engage NGOs and public entrepreneurs in funding the programme. However, the reality was that every district studied was unable to contribute funds to support the programme. Notably, funding was a major challenge and none of the districts received funding for IPPE activities from the district council budget. Hence, these findings suggest that the project was totally dependent on support from donors which resulted in sustainability problems, implying that, once the donor withdraws, this will also imply the end of the project.
Terms of employment for key personnel
The evidence from the field shows that the supervision of the programme depended on the existing inbuilt structures, such as district education officials and school inspectors. Furthermore, most of the facilitators were drawn from nearby secondary schools who were trained by UNICEF and working on a more or less voluntary basis. The literature reviewed indicates that, initially, it was anticipated that the facilitators would be paid from the contributions of the learners. However, the findings show that, in all of the studied regions, the majority of the learners were unable to pay the contributions and, in some areas, the learners preferred to seek out a living rather than spend time on something that did not bring them immediate returns. Learners’ inability to pay the contributions lead to a failure to pay the facilitators, which further resulted in poor attendance and, finally, the majority of the facilitators opted to drop out of the project. It is worth noting that some centres were located far away from the teachers’ domicile, implying that they had to fund their own transport to and from the centres. The lack of a clear means of compensating the facilitators constitutes one of IPPE’s sustainability challenges.
Lack of stakeholders’ financial support and close monitoring of the project
In all of the studied districts, there was a lack of stakeholders’ support at the district, regional and centre levels, especially in financial terms. This was mainly due to a lack of funds which contributed to the stakeholders in most districts failing to follow and monitor the project closely. This lack of monitoring meant a lack of information at the district level regarding what was being done and how the learners were progressing. 
Weak Public Private Partnerships
The findings show that the private public partnerships in some areas was not working and that some of the private partners were religious institutions that focused on religion, so interested participants who were not of that particular religious denomination were excluded. Similarly, private centres were also concerned with the costs of keeping IPPE learners at their garage, especially when there was no work coming in. It has been noted that some car mechanics IPPE learners were sent to work on the garage owners’ farm when there were no cars to work on at the garage.
Unclear information regarding the ownership of the project
What transpired from the field is there was no clear information regarding who owns the project. The findings show that the ownership of the programme was largely left to the coordinators of the programme at the IPPE centres, that there were variations regarding the level of activeness of the IPPE centres and that this also depended on the activeness of the WECs in the respective areas. Hence, some centres were working very well while others were not. The findings also show that the project was not well owned by the community members. 
Challenges related to providing reliable vocational centres with sufficient facilities
In all of the studied districts, the management departments faced challenges related to providing vocational centres with sufficient facilities to provide training to learners who opted to study skills like motor vehicle mechanics, cookery, driving, electrical installation and needlework. A reliance on privately-owned centres was found to be a challenge and, in the majority of the studied centres, it was only a few private centres and faith-based organisations that managed to provide some facilities for IPPE learners. 
Inadequate training on the management aspect of the programme
The facilitators noted that the training sessions captured well the teaching of the academic, generic and vocational skills components; however, the management and administration component of the IPPE pilot in the training sessions was not handled adequately, hence leading to the poor linkage and coordination of facilitators, village education officials, WECs and district officials as well as the inadequate implementation of IPPE pilot programmes in certain districts.  
Shortage of teachers in science and certain specialized vocational skills
The findings show that the academic component faced a challenge with regard to the shortage of science teachers. However, it should be noted that this is a national problem whereby several secondary schools are experiencing a similar shortage. Similarly, the findings show that there was a shortage of teachers who were ready, competent and knowledgeable to offer several types of vocational training. For example, most of the owners of the garage and welding centres had no capacity to offer training to IPPE learners, as they lacked pedagogical skills. This shortage of facilitators forced the learners to study fields that did not interest them; for example, in some areas, learners studied carpentry because of the lack of facilitators for masonry and welding. Similarly, others studied carpentry instead of driving because there were no vehicles to use for training and no one to train them as per the IPPE modules. 
4.7.2 Possible ways to sustain and improve the implementation of IPPE in 
Tanzania
The findings suggest that, in order to sustain the programme, there is a need to address the various challenges highlighted previously, including the need to train more facilitators in academic and vocational components. This will allow learners to study fields that interest them. To attract more teachers, it is necessary to formulate a clear strategy for motivating and compensating them.  Arguably, it is necessary to ensure that learners’ contribution does not constitute one of the sources of teachers’ compensation. The evidence from the field indicates that there was no budget for the teachers’ salary, yet this was not disbursed, which affected the teachers’ motivation. The other way to improve the sustainability of IPPE is to provide more funding for the sensitization of the community, which may enhance ownership of the project by community members. There is also a need to provide full sponsorship of students, meaning that IPPE should be free i.e., learners should not pay any direct fees to the centres. The findings clearly indicate that, in all the pilot regions, a number of students dropped out because they were unable to pay the contributions. Another way to sustain IPPE is to recruit IPPE learners from standard 7, so that those who were not selected to join secondary school can be allocated to IPPE on a yearly basis. There is also a need to strengthen public private partnership by formalizing an agreement between the districts and the respective private institutions.
The programme might be improved by ensuring flexibility of duration in terms of providing the vocational skills component. The findings show that three years was a lot of time for learners who eagerly wanted to learn skills and use them to solve their day-to-day problems.   Hence, flexibility should be allowed whereby learners can complete the vocational skills component within a year.  The findings further suggest that the medium of instruction in the vocational modules should be changed to Kiswahili. Notably, the local fundi (facilitators) who were engaged in training IPPE learners in vocational skills did not know how to read and speak English and hence faced difficulties in teaching modules using this language.  All of the interviewed vocational skills facilitators suggested the need to prepare modules in Kiswahili, a language which is very familiar to them, and English may be taught as a subject.  
The findings reveal that the integration of vocational and academic skills appears to be challenging in certain contexts and that the curriculum is overloaded. It was noted that most IPPE students clearly separated their specialisation i.e., either academic or vocational skills. Hence, to improve the implementation of IPPE, it is recommended that students be allowed to choose between academic or vocational skills and that each of these should be combined with generic skills. Opportunities should also be provided for students who wish to combine both types of skills.. The findings show that the use of private vocational centres is associated with several problems, which lead to the drop out of some learners. 
4.7.3 The extent to which IPPE programme and its impact on the poorest groups is likely to continue when support is withdrawn
The findings from this evaluation raise doubts regarding the extent to which the project would continue to exist in the absence of the donors’ support. As indicated earlier, the district municipalities failed to include IPPE funding in the district councils’ budgets. Hence, the piloting of IPPE was highly depended on the donor funds. These findings suggest a need to restructure the programme in terms of its financing and ownership if sustainability is to be achieved. For example, the government upon recognising the benefits of this programme can provide capitation and development grants in the same manner as students in public schools.
4.7.4 Likelihood of IPPE to continue reducing inequities between the best-off and poorest groups 
The findings from the previous sections clearly indicate that, in the absence of IPPE, several learners from the poorest families would not have an opportunity to access education.  As indicated earlier, IPPE is a programme which provides an educational opportunity for out-of-school children, teenage mothers and form four failures.  Hence, the absence of such a programme can contribute highly to the widening of the gap between the best-off and poorest groups. The importance of education for out-of-school children cannot be underestimated, especially when considering the number of potential beneficiaries. The evidence from the literature shows that, currently, in Tanzania, there exist two official, non-formal educational programmes, which are aimed at absorbing and providing educational opportunities for out-of-school children and youths: COBET and Integrated Community Based Adult Education (ICBAE). On the other hand, the data indicate that the number of out-of- school pupils is increasing annually. Data from the literature suggest that several children who are enrolled in the formal system are dropping out of school for various reasons. This can easily be understood when comparing the data regarding the enrollment, survival, pass and transition rates from primary to secondary schools in Tanzania.
As already highlighted in section 1.1 of this report, the survival rates in terms of gender up to lower level secondary education for 2012/13 were 68.3% for males and 72.5% for females. The survival rate for ending primary level at standard VII is 68.9%, on average (65.1% for males and 72.8% for females) (MoEVT, 2013: 36). Indeed, one can argue that, without IPPE, several out-of-school children could not have a place to study further and therefore less likely to find secure employment.
4.7.5 Possible strategies that can be applied to scale-up or adapt the IPPE 
programme across Tanzania
The IPPE programme is being implemented (piloted) in 12 districts in Tanzania. For any innovation like IPPE, the scaling up possibilities are at the forefront. By scaling up, we mean the potential and possibility for expand​ing, replicating, adapting and sustaining the IPPE programme spatially and temporally to reach a greater number of out-of-secondary-school population in Tanzania (Linn et al. 2011). Before thinking of the scaling up possibilities of a programme like IPPE, several questions arise: do we have enough evidence to suggest expansion? Do we have convincing results from the pilot programme to suggest expansion?  Is the programme disruptive to the existing norms, values, and traditions? These and other questions have been a concern of scholars with regard to innovations, programmes and projects. Studies on the diffusion of innovation have clearly established that programmes with attributes that are relevant to the needs of the society are likely to be scaled up. We wanted, therefore, to: (a) know the views of the beneficiaries of IPPE regarding the possibility of scaling up the programme, and (b) use collected evidence on the relevance, effectiveness, efficiency and sustainability to decide whether the IPPE programme has the potential to be scaled-up. We will use the CORRECT framework to organise the findings. 
Using Hartmann and Linn (2008);s framework and based on the evidence already presented in this chapter, we recommend that, to ensure the scalability of the project, the following spaces should be created, strengthened or changed: fiscal, policy, institutional capacity, political, cultural, and partnership.
Fiscal/financial space
As presented elsewhere in this chapter, the common limitation for most IPPE learners and educational leaders at the district level was the fees. We have noted that most of the learners in this programme are poor, marginalised and disadvantaged (the poorest groups). To attract and maintain these learners up to the end of the learning cycle, fiscal and financial resources need to be mobilised to support a scaled-up IPPE programme. Since, in the new Education and Training Policy (MoEVT, 2014), the same level of education in the formal system is compulsory and hence free, the same should be advocated in order for IPPE to be scaled up. 
The government (at different levels) must chip in and extend a financial hand or make the IPPE budget part of the Ministry’s budget.  While the percentage of the national budget has been increasing, very little is known about what is allocated to the non-formal education. International standards do suggest that the budget for the non-formal education should be 3% of GDP, although this has never been the case in Tanzania or any other African country. Therefore, for IPPE to have a sustainable financing mechanism, there is a need to ensure that the government allocates and releases the internationally agreed 3%. Then, there is a need to advocate that the IPPE programme is given space within that 3%. There is also the possibility of attracting more partners to contribute to the tangible achievements. One such collaborating partner to fund the programme could be TANESCO, whereby marginalised youths interested in electric courses from rural areas who are participating in the IPPE programme could get an internship with TANESCO and also look for the possibility of linking up with TASAF III, which has a conditional cash transfer (CCT) that goes to vulnerable households on condition that a child goes to school (this could be expanded to those attending vocational skills training and other out-of-school programmes). The findings from the field do suggest that this is very relevant in terms of timing, curriculum, policy and individual and community-felt problems. The following extract from a participant verifies this:
Essentially, this programme is good and relevant. The IPPE programme is the only hope for the marginalised and those from low-income families. The issue is how to get funds to run the programme. The financial and budgetary incapacity of the Council compromise the Council’s capacity to chip-in and extend a financial hand to the programme. For the past four years, we have been using the same budget and what we receive is decreasing (interview, DEO-AD-F, 17/5/2015).
Policy space
The policy and legal framework support the IPPE programme. For example, the new Education and Training Policy contains provisions like: 
3.3.1. The government will continue increasing access to education for all for all categories in the community at all levels including those with disabilities
3.3.2. The government will remove all setbacks preventing access to education so that all complete education (pp. 42)
3.3.4. The government will prepare a conducive environment that will ensure that education and training and adult education are well provided at all levels and using various delivery modes such as open and distance learning (pp. 44).
3.1.5. The government will ensure that basic education in the public sector is free.
3.3.7. The government will prepare a strategy to strengthen the acquisition of knowledge, skills and competencies that will be acquired outside formal education to widen access for continuing education (pp.46).
Institutional capacity space
The evidence presented suggests that there are several institutions involved in the implementation of the IPPE programme. The coordinating entity is the Institute of Adult Education, while the coordinating entity for a similar programme at a lower level was the MoEVT. With a national network, the IAE is well positioned to handle the IPPE programme. It was noted that other implementers were involved. These included staff at the regional and district levels. Structurally and possibly organisationally, these officials are not directly responsible to IAE. It was also noted that there were many stakeholders involved in the implementation of the programme, thereby creating problems related to engaging, monitoring and evaluating these individuals. While this may warrant merit, at the same time, it may be unnecessarily bureaucratic. Our field experience suggests that some of the implementers listed in the IPPE documents were unaware even of the presence of an IPPE programme in their area of jurisdiction. These include, Heads of Department at the district level, regional commissioners, VETA officials and the zone inspectorate department. For example, Regional Commissioners in two of the eight visited regions reported an unawareness of the presence and operations of the IPPE programme in their respective region. The team also collected evidence on the research’s institutional capacity in relation to staff. The findings suggest that most of the facilitators are employed elsewhere (especially in the institution where IPPE is housed). There were no staff members dedicated (employed) to teaching and/or facilitating IPPE. All of the teachers/facilitators were employed in public/private schools/institutions. 
There is no staff dedicated specifically (employed) to teach and/or facilitate IPPE. All of the teachers/facilitators are employed in public/private schools/institutions. There is a need therefore to create enough scale for employing a cadre of facilitators who will be directly responsible and answerable to IAE. 
Political space
The political environment at the visited sites is favourable for the scaling-up of the IPPE programme. In Iringa, for example, one of the learners is a councillor in the Kalenga District Council. In other areas, the evidence suggests that, during sensitisation, IPPE sensitisation was treated as Any Other Business (AOB) on the set agenda. For scaling up to succeed, sensitisation has to be handled seriously and also be properly monitored and evaluated. There should be evidence- and performance-based sensitisation. Conclusively, the team is satisfied with the political environment for scaling-up the programme. In some areas, there is need to improve the support from the local communities, as it was inadequate. This could be done through awareness raising campaigns, as illustrated in Migoli, where one of the facilitators indicated that, at the village meetings, the local community’s support was inadequate. Moreover, the village counselors appeared unfamiliar with the programme and did not support it very much; at the village meetings, it was not taken seriously an discussed under AOB.
Cultural space
The IPPE programme is not disruptive to Tanzania’s diverse cultural beliefs and practices. It is compatible with the educational practices in the country. As presented in the findings, there were no cultural obstacles hindering the implementation of the IPPE programme other than the structural, administrative and operational challenges. Essentially, the cultural beliefs and practices are favourable and do suitably allow the adaptation and scaling up of IPPE to other districts with culturally diverse environments.
Partnership space
The need to involve PPP cannot be underestimated. The findings suggest that, in some places, PPP worked pretty relatively well while, in others, the private entities did not far every well with regard to the implementation of the IPPE programme. As noted previously, some private partners used learners for other private business rather than the specific training they required. While scaling-up the programme, there is a need to think of ways of formalizing the partnerships. This will help to strengthen the accountability of each partner i.e., the government and private organisations. The findings show that, currently, there was no such agreement, which affected the private partners’ level of accountability. There is a need, therefore, to create sufficient scale for employing a cadre of facilitators who will be directly responsible and answerable to IAE. It was also suggested that retired education specialists be involved in running the programme, as is happening in the Kilimanjaro region. Specifically, a district inspector from Siha recommended that the improved programme might use retired teachers.
4.8 The potential scaling-up of the IPPE programme
Scalability of the IPPE programme
When established in 2001, PEDP managed to enrol 98% of school age children (Net Enrolment Ratio - NER). However, it was realised that a good number of children of school-age and youths were out of school, so the government decided to launch COBET. The programme aimed to offer a second chance to those who had dropped out school and or a first chance to those who had not had any opportunity to access primary education formally.  The IPPE programme is essentially built on the same philosophy and is expanded to include livelihood skills in addition to academic skills. 
Spaces for scaling up the IPPE Programme
Using Hartmann and Linn (2008)’s framework, based on the evidence already presented in this chapter, for the IPPE programme to be effective, we recommend that the following spaces be created, strengthened or changed. The most important spaces for the IPPE programme are the fiscal, policy, institutional capacity, political, cultural, partnership, and learning spaces.
5.0 Conclusions and Recommendations
5.1 Introduction
The purpose of this evaluation was to establish the relevance (validity of the objectives, consistency of the activities and outputs compared to the overall policy goals), effectiveness, efficiency, potential for sustainability, and scaling-up prospects of the IPPE programme.  The evaluation highlights the main achievements vis a vis the planned outputs, constraints and improvement measures that should be taken to make the project more responsive to the needs of vulnerable and excluded children who have completed primary school but have not progressed to secondary school.  
5.2 Conclusions
Based on the findings, the conclusions from the evaluation of the IPPE pilot programme are as follows:
With regard to the relevance of IPPE; the objectives of the IPPE programme were found to be valid;  the activities of IPPE were consistent with its intended impacts; and Awareness creation (sensitization) regarding the IPPE programme was undertaken. However, although sufficient funds were spent on the activity the number of learners who were enrolled was relatively small as compared to beneficiaries who participated in the sensitization. Moreover, 66% of the respondents were satisfied that, there was skillful and timely planning of teaching and learning in the IPPE programme; and IPPE resources such as books and learning materials, though were widely available in the centres and with appropriate contents, the books were written in English, a language which learners did not master well. The district councils did not disburse the funds to support the IPPE pilot programme; Most of the learners were young girls and boys and young adults, and tended to be from the poorest families; The number of targeted learners was high compared to those registered and, in all of the studied districts, most of the targeted learners attended the awareness and sensitization meetings; and The targeted number of centres as per the IPPE pilot plan was reached, yet the percentage of centres compared with the number of villages was inadequate.
Again, the graduation rates could not be established in the eight districts studied except in Njombe, Magu and Siha districts; The graduation rates varied from one centre to another and between and among certain skills (academic versus vocational, etc); and So far, none of the learners has graduated in the academic skill component since the implementation of this programme, partly due to its delayed start in some districts. 24 out of 34 learners of vocational skills have graduated in cookery. Furthermore, very few learners were able to progress to other learning pathways like teacher training colleges and VETA, while in other districts a couple of the learners succeeded in moving to other learning pathways; IPPE attracted Private public partnership. However the partnership did not work well especially in regard to the commitment by private owners of centres that were used for IPPE; Things that positively influenced the achievement and implementation of the IPPE programme were; learners’ own personal motivation, sufficient initial funding for training, sensitization and the preparation of learning materials by UNICEF and the initial administrative support by the district councils; and Various factors contributed to the non-achievement of the IPPE programme, including the delay in starting the teaching and learning; the language used for the teaching and learning of vocational skills; learners’ inability to pay the fees; the failure to pay the facilitators; the lack of financial support from the district councils; inadequate number of facilitators; the transfer of IPPE leaders who participated in the initial implementation at the ward, district and regional levels.
It is also concluded that, there was a delay in the distribution of the teaching and learning materials, such as modules, which consequentially delayed the programme’s start; English as a medium of instruction was a major challenge to graduates and continuing learners, as most of them were unable to understand the modules; The majority of learners were unable to pay the tuition fee which ranged from 60,000-120,000 Tshs. and so dropped out of the programme; and There was a lack of funds to compensate the facilitators. This demotivated the facilitators and hence the majority of them decided to drop out of the programme. The evidence from the IPPE districts’ reports suggests that the facilitators were less motivated because of the low and unreliable payments provided to them due to the limited learner contributions. Besides, most council authorities did not disburse funds to the IPPE programme as the agreement requires; some learners preferred to take only vocational courses while others preferred academic courses. Integration was seen as a challenge in some circumstances because of the limited time (IPPE classes usually run after the ordinary school sessions) and also it was thought that this placed a heavy burden on learners who were engaged in other activities to earn a living; The physical facilities in most centres, especially academic and vocational ones, were inadequate; and The timing of the lessons hindered the proper achievement of the IPPE objectives. 
The evaluation of IPPE suggests that, some centres were located far from the learners’ home and so they were required to walk a very long distance to and from the centres; some centres were in very remote areas and therefore it was hard for the education officials to pay visits to supervise the centres due to a lack of funds. It was only possible if they were engaged in another activity in that area, in which case they would add IPPE supervision to their schedule; and there were transfers of some of the facilitators, ward, district and regional coordinators. Others retired or took study leave.
Moreover, the programme benefited various individuals, including COBET graduates, primary school leavers, secondary school leavers and teenage mothers; The IPPE programme managed to enroll people from the poorest families; and the infrastructure of the IPPE centres did not support the involvement of learners with disabilities. To make IPPE sustainable, there are some challenges that need to be addressed first. These include finding a long lasting way of financing the programme; then eventually IPPE programme may be scaled-up. 
5.2.1 Conclusions made on the basis of theory of change

Based on the goals, context, assumptions, resources, long and short term impact and evaluators engagement in the field an expanded theory of change in relation to the implementation of IPPE may be presented diagrammatically as it appears in Figure 5.1. As indicated in the Figure, the dotted line indicates weak relationships between inputs and expected short and long term impact. On the other hand thick lines indicate strong relationship between the goals, inputs and short and long-term impact. This means there are areas were IPPE project did very well while on other areas need be strengthened.
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Figure 5.1: IPPE and Theory of Change
5.3 Recommendations
Based on the findings and conclusions drawn, it is recommended that; the objectives of the IPPE programme should be retained in the scaled-up stage; skillfully planned teaching and learning should be maintained; IPPE should be tuition free; and capitation grants should be extended to IPPE learners. Moreover, the budget for IPPE has to be streamlined within the centre or local government budget; Once the government is able to finance the IPPE programme, the centres should be closer to the participants; The Ministry should ensure that the learning pathways are clear to the learners; and VETA should award the certificates to technical skills IPPE graduates, for national recognition. Again, PPP with religious-based organisations should be maintained and strengthened; and English language as the LOI seems to be a challenge for most learners in vocational stream, and is not a problem that is specific to the IPPE programme. To tackle this, we recommend that the Tanzanian policy provision for the use of both Kiswahili and English should be followed, so Kiswahili should also be a medium of instruction for the IPPE vocational programme. There should be flexibility in terms of offering the curriculum components, such that learners should be allowed to choose between vocational or academic skills. Similarly, learners who wish to combine both components should be allowed to do so; Various vocational options should be availed to learners and the necessary teaching and learning facilities provided; Facilities for various disabilities should be provided e.g., Braille learning materials and modules with enlarged font size; and a revised design is proposed in the next subsection, based on how best the IPPE programme might be sustainably implemented and scaled-up. 
5.4 Revised Curriculum Structure for the IPPE Programme

This section presents the revised proposed structure for the IPPE programme as informed by the findings from this evaluation study. The section presents the proposed curriculum components for academic, vocational and generic skills and argues for flexibility in combining and integrating the curriculum such that IPPE learners can study either academic or vocational skills, whereby each could be integrated with generic skills. It is proposed that integration should be an option.
Main curriculum components

IPPE programme should still constitute of three main components: academic, vocational and generic skills. However, the consultants suggest that there should be flexibility in allowing learners to choose between the curriculum components i.e., whether to integrate or not. It is proposed that the three components be preceded by a foundation course, the duration of which will differ depending on the particular component. The team proposed that the foundation course for the academic curriculum should take a maximum of one year, whereas for those taking vocational skills, it should take 3-6 months, depending on the learner’s prior knowledge and level of understanding.

Academic skills (AS)

On the basis of the findings, the team supports that; academic subjects from formal ordinary secondary education should constitute the academic component. Hence, learners should take ten subjects that match the National Curriculum for formal ordinary secondary education: Mathematics, English, Kiswahili, Biology, History, Geography, Civics, Commerce, Book-Keeping, and Information and Computer Studies. The consultants recommend that the demarcated subject disciplines should remain the same and that emphasis should be placed on computer literacy for all learners. Notably, the provision of computer skills is hindered by lack of facilities, yet this is an important skill in the 21stcentury. It is anticipated that, once computer literate, learners can assess information for other subjects and possibly learn more easily through ODL. Furthermore, it is recommended that there is a need to borrow from the set-up of COBET whereby, on the successful completion of the different academic levels, such as QT i.e., there should be a possibility of mainstreaming learners to the formal school system where the fees are cheaper to manage compared to IPPE.

Vocational Skills (VS)

The findings clearly suggest that this component is very important and assists learners to develop the required knowledge and skills to enable them to survive in the community. As highlighted by Höjlund (2004), vocational skills further enhance learners’ employability and allow them to meet their immediate livelihood needs. However, as noted above, learners should be allowed to specialise in this skill alone and there should be flexibility for integration. Furthermore, the findings revealed that VETA was not involved, as previously proposed in the IPPE curriculum implementation framework. It is therefore strongly recommended that VETA should be engaged, as initially planned, in running vocational skills. This will serve as a means to ensure the sustainability of the programme, as well as the effective delivery and implementation of vocational skills. Furthermore, there is a need to strengthen PPP. To ensure successful PPP, there should be a formal agreement with the partners regarding the management of the IPPE learners in their institutions. The team also proposes that vocational aspects should address the geographical needs, which may imply the addition of certain vocational skills, such as fishing and other additional skills, as proposed below. Hence, the vocational aspects should constitute 25 trades, namely Cookery (this should be combined with house-keeping and service), motor vehicle mechanics, welding and fabrication, plumbing, carpentry and Joinery, tailoring and needle work, masonry and brick laying, motor vehicle driving, electrical Installation, electronics, agriculture, animal Husbandry, secretarial skills, music; entrepreneurship, embroidery, pottery, basketry, curving, shoe making and repair, hairdressing, manicure and pedicure, massage , beauty and cosmetics, designing etc.
It is recommended that all of the modules for these trades should be taught accordingly, and the availability of resources required (human and physical) should be ensured. All learners should take entrepreneurship skills as a compulsory aspect. It is also recommended that the levels of training as stated in the curriculum should be followed in the offering of the courses.
Generic skills (GS)

The team adheres that the generic skills component should be offered as planned in the original IPPE curriculum (it should be integrated into the main curriculum components, regardless of the flexibility criteria recommended i.e., whether learners take academic or vocational skills, generic skills should also be taken).It should constitute the six stated themes from which the candidates select at least three at any one stage. As noted in the original IPPE document, generic skills should form part of a foundation course, providing learners with basic introductory elements derived from six themes. The themes for the generic skills component are:

· Health Education

· Traditions, cultural practices and moral values

· Income Generation support systems

· Cross-Cutting Issues (e.g. gender issues, and HIV&AIDS)
· Civic Education

· Life Skills

Foundation Course (FC)

The team adheres that the FC should constitute four learning areas, as per the proposed IPPE programme and that the candidates are expected to learn for a period of time stipulated according to the components specialized in before joining Stage II of the IPPE programme. These learning areas are: Kiswahili, English, Mathematics and selected generic themes.

Medium of Instruction

It is proposed that the medium of instruction remains English for the whole curriculum component in the academic stream. However, for the vocational skills components, the language of instruction for the whole programme should be Kiswahili only. It is suggested that English be taught as a subject for learners in vocational skills to allow them to acquire English speaking skills. 
Programme Organisation
This section proposes the stages and programme duration, mode of delivery, facilitation process and materials.

Stages and Programme Duration

The programme should be implemented in three stages and last 2-4 years for academic skills and for a maximum of 1 year for vocational skills. The stages are:

Stages in the academic skills component

Stage I: (6 months-1year)

Stage II: (1-2 years)

Stage III: (2-4 years)
Stages in the vocational skills component

Stage I: (3-6 months)

Stage II: (6-12 months)

Stage I: This will involve the provision of the FC with the aim of giving learners a basic knowledge of the IPPE programme. It is also a preparatory course for continuing to Stage II. It is proposed that the FC be similar for learners in both the academic and vocational streams.

Stage II: Learners who have successfully completed Stage I or those who have already attained entry qualifications will be enrolled. As noted above, there should be flexibility for the learners to study either academic skills or vocational skills, both of which should be combined with generic skills. Learners who wish to pursue the integration of the components should proceed as proposed initially in the IPPE curriculum, such that they will take no less than five academic subjects to enable them to sit for a Qualifying Test set by the National Examination Council of Tanzania (NECTA). As such, this stage matches the lower classes of ordinary secondary education (Forms I and II). Learners are also required to take a minimum of four themes in the generic skills components and one trade learning area in the vocational skills component. As for those specialising in academic skills only, they should take everything for academic skills except for one trade learning area in vocational skills. Students taking vocational skills only can choose to pursue either one trade, and flexibility should be provided for an additional trade skill for learners wishing to take this option. This skill should also be learnt in combination with four themes in the generic skills components.

Stage III: This stage should be for the academic skills component only. It remains to be a continuation stage for learners who have successfully completed Stage II. In this stage, learners are required to take seven academic subjects in order to sit the Form IV National Examinations set by NECTA. However, based on the flexible nature of the curriculum, learners can take a minimum of three subjects (this is recommended for learners pursuing the integration aspect). Furthermore, learners are required to study four themes of generic skills. Students taking academic skills will not be required to specialise in vocational skills but those pursuing the integration of academic and vocational skills will still be required to continue with the vocational trade taken in Stage II. 

As noted above, it is recommended that those taking the academic skills component should take exams set by NECTA and that the IPPE exams should be optional. At the completion of each stage of the vocational skills component, it is recommended that there is an IPPE exam prepared by IAE for those learners who wish to do it. The consultants strongly recommend that the timing of the exams, exam structure, timing of the release of the results and grading should be well known in advance by learners, facilitators and stakeholders at the district and regional levels. Upon successful completion, there should be certification for those who take the IPPE examination that is recognised by both government and private institutions for employment purposes.

Target Groups for IPPE

The team concurs with the current IPPE programme that it should target individuals from diverse educational backgrounds; namely, COBET graduates; primary school leavers; secondary school leavers (who wish to take vocational and generic skills components); secondary school drop-outs; youths involved in entrepreneurial activities; Integrated Community Based Adult Education (ICBAE) graduates; learners with special educational needs; disadvantaged/marginalised groups, including nomads, pastoralists and prisoners (through adapting IPPE in prisons as well); VETA graduates; and VET drop-outs. However, the findings from the field show that some target groups were not reached by the programme, such as prisoners, VETA graduates and VET dropouts. Therefore, in future, these target groups should be included, specialised materials prepared and facilitators recruited. It is recommended that the entrants’ qualifications should remain as originally planned. The entrants should have any one of the following conditions or qualifications:

· COBET cohort II graduates

· Secondary education dropouts

· VET learners and graduates who want to acquire secondary education qualifications.

· FDCs learners and graduates who want to acquire secondary education qualifications.

· VETA graduates and learners who would like to acquire secondary education

· Secondary school leavers

· Integrated Community Based Adult Education ( ICBAE) graduates

· Primary school leavers

Recruitment and Registration procedures 

It is recommended that Standard VII selection should be used to recruit learners for IPPE i.e., those who have not been admitted to secondary schools should be selected to join the IPPE programme. In addition, as proposed in the original document, application forms should be available at different IPPE centres for learners who failed to complete class seven in that respective year.

- IAE Regional centre offices

- IAE Headquarters, Dar es Salaam

- VETA offices

- VET Institutions

- District Adult Education Coordinators (DAEC) offices

- IAE websites (www.iae.ac.tz)
It is recommended that all interested learners with the requisite qualifications should be registered.

Mode of Delivery

The current implementation of IPPE is utilising face to face sessions (in some places, daily while in others it was for a few days per week). This findings show that there was no use of the distance learning mode of delivery. The team recommends that the mechanisms and facilities (facilitators, resources such as computers with internet access) for the different modes of delivery be in place and the learners be given the option to choose whichever mode of delivery is most applicable to them.

Full-time

It is recommended that the academic and vocational skills component be offered for 3 hours per day as most of the out-of-school learners depend on themselves to earn a living and, moreover, the rooms used for IPPE are school classrooms that tend to be needed until 3pm, so exceeding 3 hours may lead to learners leaving classes at night, while several centres had no electricity. These hours should be used for classroom teaching and learning. The three components’ subjects/modules should be taught concurrently only for those taking the integration aspect but not for those specialising in either academic or vocational skills together with generic skills. 

Distance learning

It is recommended that learners who wish to use this mode be supplied with distance learning materials which are self-learning modules. As proposed in the original IPPE framework, the distance learning mode will allow learners to participate actively in their own learning processes through self-directed instructional materials. The distance mode should be accompanied by face-to-face sessions organised for five days after the completion of each module from the three components of the curriculum. As noted in the original document, the centres should decide how to organize face-to-face sessions depending on the prescribed learning hours for each module.

The facilitation process

The team concurs that the learner-centred teaching approach and participatory method should be emphasised. The findings show that various participatory techniques; namely, discussion, debates, field visits, and demonstrations were commonly used. It is recommended that other facilitation modes, as recommended in the original IPPE programme document, be emphasised and used. 

Practical training
As noted in the original IPPE document, practical training is important in order to ensure that learners are provided with opportunities to link theory to practice. The team recommends that the practical training should be well organised. The institutions where the students will undertake the practical training should be identified by the centres and formal agreements made between the two. 

Apprenticeship training

This aspect was working well in the majority of the visited vocational centres. The findings show that the learners were working as apprentices and were even applying the skills acquired immediately to earn a living. However, the challenge is the lack of resources and it is recommended that, in future, resources be provided to the vocational centres to enhance this aspect.  

Proportional Weight of the Components

It is recommended that, for learners who opt to pursue both components(academic and vocational), the academic component should occupy 50% of the time (about 7.5 hours per week); the vocational component 40%(about 6 hours per week) and the generic skills component 10% (about 1.5 hours per week).  For those who opt to take academic or vocational only, 90% (13.5 hours) of the time will be for the academic skills component and 10% (1.5 hours) for the generic one.

We support the previous arrangement regarding the time allocated for the FC. Hence, we suggest that the time should be evenly distributed and more time be allocated to enhance competences in Mathematics and English. However, the team proposes a slight adjustment to the hours as follows: English: 5 hours; Mathematics: 5 hours; Kiswahili: 3 hours; and Generic skills: 2 hours.
Facilitation Materials

The findings from the field suggest that the current facilitation materials, as proposed in the original IPPE document, are adequate. Hence the team agrees with what exists yet proposes that the language for vocational training should be Kiswahili (except for the materials that will be used to teach English).
Management and Financing of the IPPE Programme

The section presents the proposed human resource management structure and IPPE financing mechanism.

Facilitators

The team concurs with the IPPE programme’s original plan that facilitators should be recruited from secondary schools, vocational institutions in the locality, NGOs, Community Basic Organisations (CBOs), Faith-based Organisations), retired teachers and other experts with the required skills and qualifications. However, it is recommended that facilitators should be well-motivated; hence, the procedures for paying them should be spelled out, either through the government or IAE.

Support and Administrative Staff

In practice, what transpired from the field is that the head teachers, centre owners and principals of faith-based organisation served in three positions i.e., as centre supervisor, coordinator and curriculum component coordinator. The team thus recommends that the list of support and administrative staff be reduced from five to three. i.e., WECs, Study Centre Supervisors (performing three roles i.e., supervising, coordinating the curriculum, and components implementation) and Training programme organisers. Since we are recommending that IPPE should be implemented under IAE, the key supervisors should be employees of the IAE regional and district centres.

Technical Back-stopping and Mentoring

The need to ensure sustainability of the programme and quality of delivery by providing technical assistance and advice to the programme implementers at different levels is imperative. However, in practice, there were very little support or supervision provided regarding the implementation of IPPE. Notably, in several of the studied areas, the school inspectors never visited the centres and the adult education officers did so only very rarely, mainly due to a lack of resources i.e., transport. It is recommended that a reliable source of funding should be allocated for this purpose. 

Physical Resources

The use of government institutions and other buildings owned by NGOs is supported. Yet there is a need within secondary schools to construct a special classroom for permanent use by IPPE learners. The same is recommended for vocational components. The findings suggest that learners in academic centres were studying in poor quality, dilapidated classrooms while those in private vocational centres were required to study outside because the classrooms were being used by the intended learners in those particular centres.

Management Structure

The team adheres to the current design for the management structure, but recommends the need to ensure that all of those mentioned on the list are involved in the process. The findings from this study revealed that several stakeholders were not involved, including the representative from VETA, NECTA, PMO-RALG, and the FDCs. The findings show that when education officials involved in IPPE implementation at different levels were transferred (from one working station to another) they did not inform the new office bearers about the programme. Such glitch creates a sustainability problem. Hence, the need to ensure that whatever is done at all levels is properly documented so that the new office holders can learn where to start.

Implementation Team

The team adheres to the current mode of implementation but the team should be small; hence, one individual should serve as a study centre coordinator, curriculum components coordinator and supervisor. Furthermore, the findings from the field show that the current implementation of IPPE using municipalities has not been very effective due to a lack of financial support and political will. Therefore, the team recommends that IPPE should be owned by MoEVT under the Adult Education Department, It should be budgeted for, implemented and supervised by IAE using its regional centres. It is also recommended that IEA should work closely with VETA to realize the concept of prevocational skills. If UNICEF is in position to continue financing the programme, they should work closely with IAE using its regional centres.

Assessment of Learning and Accreditation

The current modes of assessment should be maintained, but the proper implementation of the proposed arrangements should be ensured. If possible, learners in the vocational stream should be free to decide whether to take exams or not. Those who study both academic and vocational skills should also decide whether to take the vocational exam or not. The findings from the field suggest that most of the things planned were never implemented. The current system of measurement and assessment of the practical training, apprenticeships, accreditation and certification should also be maintained. However, only those who sit the exams will be awarded a certificate. It should be noted that delaying the provision of exams and certificates contributed greatly to the learners’ frustration.

Partnerships

As proposed in the IPPE document, collaboration and networking between the various stakeholders is crucial for ensuring sustainability. The proposed aspects related to enhancing collaboration and linkages at all levels should be sustained. However, it is proposed that, at the regional levels, there is a need to involve the regional and district commissioners.
Financing

Since the government is determined to provide free basic education, the team recommends that IPPE should be free as well, and that the government should bear the cost of paying the IPPE facilitators.

The need to enroll more learners with special needs

There is need to seriously consider accommodating learners with special needs when reflecting on expanding the programme throughout the country. Hence, modules should be prepared to accommodate the needs of learners with various disabilities. There is need to prepare modules in Braille to allow learners with visual impairment to benefit from the programme for example.
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Long term outcome








Employment  and poverty reduction 


Poverty reduction 





Adequate physical resources





Effective citizenship








Proper management structure








IPPE activities








Appropriate human resources








Preparedness for lifelong learning








Short term outcome








Assumptions 








Proper collaboration and link








Better and varied career options








Readiness for further education





Proper assessment and supervision








Better management of real life challenges








Proper modes of delivery





Development of personality








Provide opportunities for acquisition of knowledge and vocational skills to marginalized youths and adults





Acquisition of knowledge, skills and attitude





Broaden the scope of knowledge, skills and principles acquired and developed in the basic education levels








Promote interpersonal understanding, effective, citizenship, participation in developing activities, moral and ethical character








IPPE activities








Promote interpersonal understanding, effective citizenship, and participation in developing activities moral and ethical character








Prepare learners for tertiary and higher education, technical and professional training








Funds not reaching final destination





Goals 








Incapacity of private institutions 





Challenges and opportunities








Provide opportunities for acquisition of knowledge vocational and generic skills to marginalized youths and adults








The requirement to study the three core areas instead of one component





Assist learners to make decisions about career options








Promote continuing education





Delayed examinations results and certification 





Prepare learners for life-long learning.











� Research assistants were Master’s Holders or third year PhD students. Gender was considered during recruitment.


�Qualifying Test is an examination administered to learners who are out of formal secondary education. The exam normally leads to candidates to attain qualification for being examined in the Certificate for Secondary Education Examination


�This graduate had joined non-formal education before his centre was transformed into an IPPE centre. Thus, for the rest of his studies until graduating, he was under IPPE.





