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ABSTRACT

The purpose of this study was to assess the practice and challenges of accelerated education
program in North Wollo Zone. To understand whether speed school/accelerated education
program is being practiced with the speed school guide line in different thematic areas,
effectiveness of the program in the activities on the SHGS, major challenges hindering the
implementations of speed school/ accelerated education program and the prospects of targeted
individuals to the program were assessed. The study was employed qualitative research
approach, social constructivism research paradigm and case study design were deployed.
Interview, FGDs, observation and document review were data gathering tools used in this study.
Woredas education office curriculum preparation and implementation team leaders, SSP focal
persons at woreda, Zone and reginal level, directors, supervisors and students were primarily
data sources and reviewed documents were secondary source of this study. Since curriculum
implementation team experts were high in number (46), 7 experts were selected with purposive
sampling, school directors and supervisors were selected through comprehensive sampling,
teachers and students were selected through available sampling. Sufficient data were collected
with such tools, qualitative data was analyzed thematically in narration. Both the ALFA class
and adoption class were undertaken their teaching and learning process with in the ten months
whereas the daily schedule was differently used. In the 2013 E.c school year from the planned
375 mothers 315 mothers which is 84% of ALFA class children were agreed to organize under
SHG group and engaged in saving and in this school year, 15 schools 315 mothers organized in
SHG and save ETB 89625 birr by themselves and 83250 Birr supported by the project and a
total of 17291 Birr capital they have.
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CHAPTER ONE

1. INTRODUCTION
1.1. Background of the study

Despite dramatic improvements during the past decade, progress towards achieving universal
primary education has stagnated (Waltham et al,2015). The number of children, adolescents and
youth who are excluded from education fell steadily in the decade following 2000 (UNESCO
Institute for Statistics, 2019). 258.4 million children, adolescents and youth were out of school
(UNESCO Institute for Statistics, 2019). Sub-Saharan Africa remains the region with the highest
out-of-school rates for all age groups (UNESCO Institute for Statistics, 2019). Of the 59 million
out-of-school children of primary school age, 32 million, or more than one-half, live in sub-
Saharan Africa and Southern Asia has the second-highest number of out of school children with
13 million; Eastern and southern Eastern Asia with 6 million, Northern Africa and Western Asia
with 5 million, Latin America and the Caribbean with 2 million, Europe and Northern America
with 1 million, Oceania with 0.2 million and central Asia with 0.1 million (UNESCO Institute

for Statistics, 2019).

There are three categories of out-of-school youth: those who have never attended school; those
who have dropped out before completion of at least 12 years of schooling and those who are out-
of-school after completing secondary school (Jimenez, Kiso & Ridao, 2007, as cited Ngware
et’al., 2018). Children from poor households, rural areas or ethnic minorities, children with
disabilities and those who must work to help their families face the greatest risk of being denied
their right to education (Waltham etal.,2015). There are several risk-factors associated with youth
who are out-of-school; OOSY are more likely to come from poorer households with fewer
working or educated adults, live in rural areas and be female (Ngware etal.,2018). Many OOSY
are usually engaged in economic activities that prevent them from participating in education,
whether formal or informal; However, boys and young men are more likely to spend their time
engaged in income generating activities, compared to their female counterparts; Such
engagements include working in farms, herding cattle, and selling goods in the trading centers as
opposed to taking up the opportunity to participate in the education system (Hall, 2017, as cited,
Ngware et al., 2018).



The first step in supporting out-of-school children (OOSC) to realize their right to education is to
understand their situation (UNESCO & UNICEF, 2016). Education is a basic human right and
the best investment that we can make to ensure a sustainable future and leave no one behind,
however, millions are deprived of educational opportunities every day, many as a result of social,
cultural and economic factors (Moumne et al, 2019). The right to education requires that
everyone should be able to access quality education on an equal basis with others and completely
free from discrimination. Yet, out of-school and drop-out rates have remained stubbornly high
with marginalized groups being disproportionately excluded from education (Moumne et al,
2019). Access to education is not just a matter of getting children into school, it is about keeping
them there so that they can benefit from education. As well as providing for access through the
provision of free education, states must also institute targeted measures to keep at-risk students
from dropping out of education (Moumne et al, 2019). International human right law (IHRL)
requires states to ensure that the right to education is economically accessible through two
primary measures: the introduction of free and compulsory education and the reduction of

dropout rates (Moumne et al, 2019).

Various forms of programming that can be implemented for out-of-school children and youth
that are disadvantaged and it is critical for programs to take note of the various goals and targets
of different program types in order to choose the most appropriate intervention for a specific
situation (Myers & Pinnock,2017). The most suitable responses are a bridging program, a
remedial programme, A catch-up programme, Accelerated education programmes, Alternative
Basic education, and Speed schools (INEE, 2020).

ABE programs are critically important as an emergency short-term measure for achieving
Universal Primary Education by 2015, and in reaching the hard-to-reach remote rural and
dispersed communities, pastoralists, semi-agriculturalist societies (MoE, 2005). Alternative
Basic Education is a type of school equivalency program for children ages7-14, in which learners
cover the equivalent of the first four grades of primary school in just 3 years, and are then able to
transit into the formal system (MoE,2008). In Ethiopia, the Alternative Basic Education (ABE)
programme was introduced, in 2004 as an educational strategy designed to improve access and
promote quality education for over-aged out-of-school children 7-14 years and the programme
has been run by the Regional Education Bureaus (REBs) in collaborative partnership with



various international and local non-governmental organizations (NGOs) and the community
(Onwu & Agu, 2010). In the absence of a national mechanism for doing so. The philosophy
underpinning ABE provision appears to be highly region-specific. One clear finding which
emerges is the lack of a coherent and clear educational philosophical basis for alternative basic
education in the country (Onwu & Agu, 2010). The question of what is best or what works best
to help under-served, out-of-school children achieve basic education competencies has not been
central in ABE programme provision. Rather, other considerations with political overtones such
as increasing pupil enrolment at all costs seem to be uppermost in the minds of key stakeholders
(Onwu & Agu, 2010). In the different district level education authority, there is basically no
distinction made regarding the conceptions of Alternative Basic Education, Non-Formal
education (NFE), Extension Programme and Adult functional literacy programme (Onwu &
Agu,2010).

An accelerated education programme is a flexible, age-appropriate programme, run in an
accelerated timeframe, which aims to provide access to education for disadvantaged, overage,
out-of-school children and youth. This may include those who missed out on or had their
education interrupted due to poverty, marginalization, conflict and crisis (Myers &
Pinnock,2017). Accelerated education programmes (AEP) are flexible age-appropriate
programmes that promote access to education in an accelerated time-frame for disadvantaged
groups, over-age out-of-school children and youth who missed out or had their education
interrupted due to poverty, violence, conflict, and crisis (Shah, 2015). The goal of Accelerated
Education Programmes is to provide learners with equivalent, certified competencies for basic
education using effective teaching and learning approaches that match their level of cognitive
maturity (Shah & Choo, 2020).

Myers & Pinnock (2016) developed ten principles for good practice for accelerated education :
AEP is flexible and for older learners; AEP is a legitimate, credible education option that results
in learner certification in primary education; AEP is aligned with the national education system
and relevant humanitarian architecture; Curriculum, materials, and pedagogy are genuinely
accelerated, AE-suitable and use relevant language of instruction; Teachers participate in

continuous professional development; Teachers are recruited, remunerated and supervised; AE



center is effectively managed; AE learning environment is inclusive, safe, and learning-ready;

Community is engaged and accountable and Goals, monitoring and funding are aligned.

AEPs are typically implemented to fill a critical gap in the provision of essential educational
services to crisis and conflict-affected populations and ensure learners receive an appropriate and

relevant education responsive to their life circumstances (Menendez et al, 2016).

Accelerated education program differ from other forms of non-formal/alternative education
programming (remedial, catch-up and bridging programmes) which aim to support out of school
learners in that they: (a) focus on learners who are between 10-18 years old and/or lack the
ability to directly enter into the formal education system because of other policy restrictions and
(b) geared for learners who have missed more than one year of schooling (Shah & Choo, 2020).
It is accelerated in that they reduce the number of years in a learning cycle, allowing students to
(re)enter into formal education once they have completed either part or all the basic or primary
education cycle (Shah & Choo, 2020).

Accelerated education (AE) programming, is one of several complementary or alternative
mechanisms for reaching populations poorly served in the first instance by the formal education
system (Shah, Flemming & Boisvert, 2017). For children and young people who have missed out
on education or had their education interrupted by conflict, crisis, poverty and marginalization,
accelerated education programmes (AEP) are a way to realize this commitment through offering
equivalent, certified competencies for basic education, enabling a return to formal education at
age-appropriate grades, or transition into work or other training (Myers & Pinnock, 2017).

AEPs are increasingly acknowledged within National Education Strategic Plans in countries with
high numbers of OOSCY. However, there are still significant gaps when it comes to sustained
and meaningful policy level commitment to AEPs, particularly when it comes to (a) government
ownership and oversight of AEPs as a long-term strategy; (b) financial allocations to AEPs from
national budgets; (c) alignment and integration of AE learners within education management
information systems and (d) unclear transition pathways from AEPs into formal education (Shah
& Choo, 2020). Therefore, Successful AEPs adopt proactive and holistic approaches to creating
enabling environments for learners and local communities to promote both access and the quality
of learning (Fitzpatrick, 2020).



These alternative/complementary education programs exist in numerous forms in different parts
of the world and under a variety of diverse labels. For instance, in Ethiopia such programs are
simply referred to as Speed schools, while programs in Ghana and Malawi are labeled as
complementary basic education, or CBE, programs (Randall, O’Donnell & Botha, 2020).

The excluded children in Ethiopia were examined using the five dimensions of exclusion model
introduced by UNICEF and the UNESCO Institute for Statistics (MoE & UNICEF, 2012).These
are;(1) children of pre-primary school age who are not in pre-primary or primary school; (2)
children of primary school age who are not in primary or secondary school; (3) children of
lower-secondary school age who are not in primary or secondary school; (4) children who are in
primary school but at risk of dropping out; and (5) children who are in lower-secondary school
but at risk of dropping out. OOSC in dimensions 2 and 3, there are 4,878,385 out of school
children and of these, 3,075,862 are in the primary age group and 1,802,523 are in the lower
secondary age group (MoE & UNICEF, 2012).

In Ethiopia, within the framework of the 1994 Education and Training Policy, three Education
Sector Development Programs/ESDPs have been developed and implemented since 1997 and the
fourth ESDP has been launched to guide the operation of the education system by focusing on:
a) quality and internal efficiency: ensuring student completion and achievement; b) equity in
access: reaching the marginalized and un-reached; ¢) adult education (with specific attention to
Functional Adult Literacy; d) focus on sciences and TVET; and e) improving management
capacities. Consequently, commendable results have been registered in expanding access to
educational opportunities and improving quality, relevance, equity, and efficiency of the
education system. Despite these achievements, there are still more than three million of out-of-
school children that have never enrolled or that have dropped out of school (MoE & UNICEF,
2012).

The Speed Schools Program in Ethiopia, funded by Legatum and managed by Geneva Global
was introduced in 2011 in the Southern Nations, Nationalities and People’s Region (SNNPR)
(Akyeampong, et al, 2018). The Speed School Program works as: Students who have dropped
out from government primary schools prior to having acquired basic literacy and numeracy
skills, and a few others, who had never entered school are selected to undertake an intensive

basic literacy and numeracy program for 10 months (Akyeampong, et al, 2018). The Speed



School system is a new partnership between parents, school, and community on behalf of out-of-
school children (OOSC) and its objective is to empower each child with skills, knowledge, and
character for lifelong learning and to enable OOSC to join formal school after completing Speed
School. Speed School uses an accelerated learning approach, which is an effective learning
process using active learning strategies that makes learning natural, easier, and faster (Luminos
Fund, 2017). Speed School is an accelerated education program implemented by Geneva Global
and funded by private donors and its goal is to help out-of-school children reenter the formal
school system by condensed 3 years of primary school content into 10 months (Lowden, 2019).

The Ethiopia Speed School program's main goal is to enroll children aged nine to fourteen who
have never attended school or who have dropped out of primary school in an accelerated
program that encompasses three years of content in one year. Ethiopia Speed School requires
accelerated learning principles (ALP) and a condensed curriculum (Luminos Fund,2017). In the
implementation country, the Speed School model uses a condensed version of the national
primary school curriculum (Luminos Fund,2017). It focuses on the literacy and numeracy
abilities needed in the first cycle of primary school (grades one through four) as well as
innovative curriculum delivery methods and based on national curriculum standards, each Speed

School program is implemented differently in each country (Luminos Fund,2017).

according to the Luminos Fund (2017), the reasons for using a customized and condensed
curriculum for the Speed School initiative include: Speed Schools are designed as temporary
catch-up programs to enable students to progress to the standard national curriculum, the Speed
School initiative seeks to respect the national curriculum, not to replace it; our assumption is that
the national curriculum has been determined to best support students' learning an understanding
and the resources, time, and expense of preparing a new curriculum and text books is too great to
be worthwhile. The aim of the Speed School is for pupils to cover the first three grades of the
government curriculum in one year, achieving minimum competency levels and then to

transition to the local Link primary school into Grade 3 or 4 (Akyeampong, et al, 2015).

Geneva Global (2021) stated the four main goals of the speed school program are: provide out-
of-school children aged 9 to 14 with a second chance at formal education; ensure students
acquire the core knowledge and skills to enter and progress far, well, and joyfully in school;

Provide students with the core personal skills and motivation they need to continue and succeed



in school and in life; and Provide mothers (and other guardians) with the motivation, economic

means, and skills they need to support their children in formal school.

The accelerated Speed School class prepares students to join (or re-join) their age peers in Grade
4 by providing them with the core learning knowledge and skills from the government's official
Grades 1 to 3 curriculum. Speed School enrollment and participation are completely free (except
for any opportunity costs) (Geneva Global-Eth, 2020). Simply put, Speed School is a model that
combines an accelerated education program with a community development approach to provide
out-of-school children aged 9 to 14 years with a solid second opportunity at formal primary
education (Geneva Global-Eth,2020).

During the last few years., thousands of children previously out-of- school Ethiopian children
have participated in the program, which works in tandem with local public schools (Mengistie, et
al. ,2017). In Ethiopia in 2017/18 there were 32 government run Accelerated Learning classes in
one region of Ethiopia (Tigray) and in 2018/19 there were 110 ALP classes in three regions
(Tigray, SNNPR and Oromia) (Lowden, 2019). In Amhara region in 2017/2018 there were total
4200 ALFA class pupils and 2019/2020 there were total 360 ALP classes, in SNNPR in 2011/12
there were 130,000 ALFA classes pupils and in 2018/19 there were 1620 ALP class pupils, in
2019/20 in Addis Ababa there were 3 ALP classes, in Tigray region in 2013/14 there were total
21700 ALFA pupils and in 2017/118 there were 3360 ALP pupils and in Oromia region in
2014/15 there were total 34600 ALFA class pupils and in 2017/18 there were total 6600 ALP
class pupils (Geneva Global, 2021).

In addition to the accelerated learning classes, the Speed School Programme aims to encourage
mothers of children enrolled in Speed Schools to save collectively in SHGs and provides
financial skills training and seed money, to help the mothers to increase their household income
and help minimize their dependence on child labor (Akyeampong, et al, 2017). The twin
assumptions behind the SHGs are that poverty is a major factor threatening participation in
education, and that some mothers do not value formal education, or prioritize other activities for
their children over education, therefore participation in SHGs is expected to guarantee that
mothers maintain positive attitudes towards schooling and ensure that their child attends classes
regularly (Akyeampong, et al, 2017). Looking at the 2020/21 data alone from the total 537 SHGs
99 SHGs were engaged facemask production, 102 SHGs were engaged detergent production, 163



SHGs were engaged livestock, 36 SHGs were engaged poultry, 93 SHGs were engaged milk
production and the remaining 44 SHGs were engaged other income generating activities and this

resulted in total group savings of 858,510 Ethiopian Birr (Geneva Global, 2021).

From the whole implementation of accelerated education program/speed school program in
Ethiopia, four (4) Woreda were found in the implementations of speed school program in North
Wollo Zone. Therefore, the purpose the researcher is to assesses the practices and challenges of
accelerated education program/ speed school program in North Wollo with the effectiveness of
the program on the progression rate and completion rate of students, the activities of SHG and

the academic achievements of students and the prospect of the program.
1.2. Statement of the problem

To access education for Out of school children, build flexibility into the programs in terms of
time, location and deliverable modality are more appropriate. Flexibility in education is one of
the most consistent needs of adolescents and youth who are living in crisis and conflict affected
contexts across the globe, as many interrelated factors impact their ability to access education
(INEE, 2020). Education programming that offers flexible scheduling, location, and entry/exit
points may increase overall access and attendance (Ngware et al., 2018). Therefore,
implementers should consider factor that affect OOSC such as household responsibilities that the
need to support their families by engaging in income-generating activities and the location where
education program takes place also requires flexibility as the availability of physical space
restricts where, when, and how classes can be held especially this true for pastoralists and remote

rural areas.

AEPs are designed to promote access to education in an accelerated time frame for out-of-
school, disadvantaged, over-age children and youth who have missed out on education or had
their education interrupted due to crisis and conflict, poverty, and marginalization and AEPSs are
as diverse as the contexts they respond to (Menendez et al, 2016). Implementing partners of
AEPs should be working to collectively shape and inform the national policy context to ensure
gaps and issues in respect to AEP policy implementation are addressed in coordination with
national education stakeholders and/or the donor community and fully integrated as a long-term
government led response to addressing the needs of OOSCY (Shah & Choo, 2020). AEPs should



aim to capture evidence on how they are supporting a more holistic set of learning outcomes
beyond numeracy and literacy with its learners with specific attention to the contribution of

AEPs to building social emotional competencies and life skills (Shah & Choo, 2022).

Myers & Pinnock (2017) stated that AEPs provide flexible opportunities for studying a
condensed curriculum that enables transition into mainstream, formal schooling or provides
recognized and relevant certification and skills for the labor market; to meet the needs of
learners, AEP curricula, materials and pedagogy often differ from those of formal schools, AEP
curricula are condensed, often removing non-core subjects and repetition while focusing on
literacy and mathematics; AEPs must also be inclusive to all learners; teachers, learners and
community members should identify obstacles to participating in school, giving additional
attention to challenges of learners with special needs, which put them at higher risk of exclusion;
AEPs may recruit many different types of teachers: local, untrained educators; individuals with
experience in other fields, such as community development and health, retired formal school
teachers, employed formal school teachers who are able to take on a second shift, teachers from
host communities and those certified nationally or in their home country; AEPs should strive to
offer a continuous professional development programme relevant to their teachers and beneficial
to the larger workforce and education system, while making choices about what is feasible with
the opportunities and challenges they face; AEPs should be anchored in national budgets; AEP
should be effectively managed in alignment with programmatic goals; Concentrated efforts to
maintain and increase community support for the AEP are critical to sustaining the programme in
the future and ensuring community members send their children to school and keep them there ;
Programme monitoring should promote community accountability; AEPs should negotiate
agreement between the MoE and schools for the accreditation needed to certify AEP learners’
attainment so as to facilitate their entry into the formal education system, training or employment
and AEPs should integrated into the wider education system and recognized by the government

or relevant education authority.

The Geneva Global Speed School initiative in Ethiopia started operations in SNNPR in
2011/2012 and subsequently it has expanded the programme to Tigray, Amhara and Oromia
regions (Akyeampong et al,2017). In each woreda (district) where the Speed Schools operate, a
different, locally based development NGO is contracted as the implementing partner (IP) and



then the IP appoints a training officer (TO) and community mobilizers (CM) who then make
contact with local school authorities and communities in order to identify children in the age
range 9-14 who have never been to school or who have dropped out in the early grades
(Akyeampong, Westbrook & Pryor, 2020). In 2021, Geneva Global and the Speed School
program experienced important and exciting growth in Ethiopia and the program expanded to
two new regions Afar and Somali and received funding for the first time from two major
international education organizations UNICEF and Education Cannot Wait (ECW) (Geneva
Global, 2021). The Ministry of Education and the participating regions took concrete steps
towards the official adoption of the Speed School model, investing financially and institutionally

in its long-term expansion and sustainability (Geneva Global, 2021).

Globally, accelerated education programmes are employed with more and more frequency to
address the overwhelming numbers of out of school children and youth. However, while there is
widespread agreement on the need for such programming among agencies and governments,
there is insufficient validated documentation that provides guidance, standards and indicators for
efficient programme planning, implementation and monitoring (Shah, Flemming, & Boisvert,
2017).

Shah & Choo (2020) were conducted at University of Auckland with Accelerated Education
Evidence Review Strengthening the Evidence Base for Accelerated Education shows that Across
a range of countries with high numbers of OOSCY, AEPs are providing access to sizeable
numbers of overaged, disadvantaged children and youth who might otherwise lack any
opportunity to acquire certificated learning. In most contexts, however, they continue to serve a
relatively small percentage of the total OOSCY population.

Oddy (2019) was conducted accelerated education programming (AEP): children, families,
teachers and educational stakeholders’ experiences of AEP in Uganda shows that Children
perceive AEP to be of higher quality, more inclusive, and the flexible timetable allows for part-
time work and most importantly to the children, there are no financial costs associated with AEP
and the length of time is shortened, resulting in little incentive to transition back into the formal

primary school system.

Rauchwerk (2017) was conducted in USA with learning through Play in Speed School, an

International Accelerated Learning Program: shows that Speed School facilitators and learning
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environments that promote constructivist play pedagogy and Knowledge acquisition,
relationships, social engagement, testing out ideas, and skills building are identified as outcomes

from the incorporation of play pedagogy in speed school.

Shah (2015), was conducted at University of Auckland a meta-evaluation of the Norwegian
Refugee Council’s Accelerated Education Responses: shows that there is evidence to
demonstrate that NRC’s AE programming has afforded its beneficiaries pathways for
reintegration into the formal schooling system. However, they have varying rates of efficiency in
terms of numbers of students initially enrolling compared to those who end up reintegrating due

to drop out or failure to sit and/or pass the transition examination to the formal system.

(Shah, Flemming, & Boisvert, 2017) were conducted the Synthesis report of AEWG with
Accelerated Education Principles Field Studies: shows that in most settings where AE
programmes occur at present, the principles need to be viewed as aspirational rather than
common standards of practice. There are institutional, contextual and programmatic constraints
which may not immediately resolvable. This necessitates a long-term view to supporting and
strengthening AE provision globally and linking programme performance against the AE
Principles with key AE Outcomes should not be done in totality, but with clear articulation of
how particular principles link to specific outcomes for the programme.

Menendez et’al (2016), were conducted at the University of Chicago with Accelerated Education
Programs in crisis and conflict: building evidence and learning that shows there is great variety
in what constitutes an AEP, Some programs included more content but not necessarily more
instruction time, in a few cases, funding cycles did not allow cohorts to complete the AEP cycle,
in some programs, school-aged or younger children or youth enrolled in AEPs instead of
attending formal schools, documentation on teacher training is very thin, AEPsS may be
outperforming formal schools, but more rigorous research is needed and very few programs

tracked longer-term outcomes.

Ahead of time, a few studies focusing on accelerated education (speed school) program
implementation have been conducted in Ethiopia at different geographical areas by consecutive
years such as (Akyeampong et al, 2015), (Akyeampong, et al, 2016), (Mengistie, et al. ,2017)
and Akyeampong, et al 2018).
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Akyeampong et al (2015) were conducted with learning the speed school way: analysis of speed
school pedagogy in Ethiopia found that when teachers formed positive attitudes towards their
pupils and the pedagogy promoted in their training, they were more likely to use three overall
communicative strategies: (a) paying inclusive attention and giving feedback; (b) creating a safe

learning environment; (c) drawing a pupil’s backgrounds.

Akyeampong et al (2017) were conducted in SNNPR with research into self-help group and
speed school graduate’s experiences of schooling shows that the success of SHGs depended on
a variety of interlinked factors: the levels of support they received both during and after the
Speed School year; the degree of ownership they had in the investment; the amount of seed
money received and the timing of its disbursement; the women’s previous experience of
business; their socio-economic status; the culture of the community; the levels of trust and
commitment among group members; the expectations of the SHG members and the geographical

spread of the group members.

Mengistie, et al (2017) were conducted a comparative analysis of the academic achievement of
Students in speed school classrooms and conventional school classrooms in selected primary
Schools in the Regional State of Tigray indicated that students in the speed school classes have
statistically significantly higher achievement scores on the outcome measures both in numeracy
and literacy than those in conventional school classes and in grade four also revealed that student
who joined the conventional classes from speed school classes have performed relatively higher

scores than those who came through the conventional program.

Akyeampong et al (2018) were conducted with speed school programme in Ethiopia: tracking
the Progress of Speed School Students: shows that on average, the performance of former Speed

School students is consistently better than Government and Link School students.

Geneva Global (2021) Annual report: Speed School Program, Ethiopia & Uganda indicated that
One problem is that the responsible structures and staff are still relatively new to the model and

need to grow more familiar with it.

Although the above investigated problems took place in some ethiopian geographical areas, the
researchers have some limitations with regarding to the study such as narrow the study

geographic scope and the conceptual scope. In the issues of how government school adopt the
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speed school program, the comparisons result of the government adoption class (ALP class) and
ALFA class were not studied and the situations of speed school program in Amhara region were
not studied. So, the nature of this study is a comparative type (by taking two woredas schools
having relatively the same context, which makes comparison possible) to compare the practice,
effectiveness and challenges and prospects of accelerated education program in the research area
(ALFA school class and Government adoption school class). Therefore, the researcher has

initiated to see the untouched issues in the study aeras (not more investigated yet).

1.3. Research questions

1. How is accelerated education program being practiced in the study area?
1.1.  How is accelerated education program being practiced the school calendars?
1.2.  How to condense the curriculum of accelerated education program?
1.3. How to launch the accelerated education program, select and recruit teachers,
students and schools?
1.4.  What types of learning materials, assessments and teaching methodology are used in
the accelerate education program?
2. How is effective the accelerated education program on parents’ participation in self-help
groups on different income generating activities in the study area?
3. What are the major challenges hindering the effectiveness of accelerated education
programme in the study area?

4. What are prospects of the accelerated education programme in the study area?

1.4. Objectives of the study
1.4.1. General Objective

The general objective of this evaluation study is to assess the practices and challenges of

accelerated education programme in North Wollo Zone.

1.4.2. Specific Objectives

1. To investigate how accelerated education program is being practiced.

2. To identify how the accelerated education program is effective on parents’ participation

in different income generating activities.
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3. To identify the major challenges hindering the effectiveness of accelerated education

programme.

4. To find out the prospects of accelerated education program.

1.5. Significance of the Study
In this study, the practice of accelerated education programme would be investigated, its concept
and the major challenges that hindering for the effectiveness of accelerated education would be
identify. Therefore, the following stated bodies will be the beneficiaries.

The study will try to help other potential researchers as stepping-stone who has the interest to
conduct further research in the area.

The study areas consist both the practices and challenges of accelerated education program in
North Wollo Zone, so the policy maker, planners and implementers used as the source of

information regarding the aera.

The study will try to forwards possible recommendations for the concerned education
professional and other stakeholders that can serve as a benchmark for the improvement of

accelerated education program in the study areas.

The study helps to aware and wake-up for the educational experts, teachers and other

stakeholders about program implementations.

1.6. Delimitation of the study
Geographically, the study was delimited to the Amhara region State North Wollo Zone some
selected woreda. The reason of this delimitation in Amhara region was that the accelerated
education/speed school program didn’t studied and to select the older ones based on the
establishment which accelerated education program is practiced longer time in order to get full
information in the study area for getting representative sample participants of the study is
delimited two Woredas (Raya Kobo and Habru) which are selected purposively out of the total
four woredas in which the speed school program (accelerated education program) was

implemented in North Wollo zone from Amhara region State.

Conceptually the study was delimited with assessing the practices, effectiveness, the challenges
and the prospect of the accelerated education programme. The practice of speed school program
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included the school calendar, the curriculum condensation systems, the selection and recruitment
criteria of schools, teachers and students to launch the speed school program, the features of the
classrooms, types of learning materials, assessments and teaching methodology. The
stakeholder’s involvement, financial issues, parents’ perception, teaching and learning materials,
issues with teachers which were some aspects of challenges would be discussed. The prospect of
the program was evaluated through the aspiration of students, education experts for out of school
children. The researcher believed that practice, challenge, effectiveness and prospects of the
program are not mutually exclusive. The study would be significantly important further
investigation more than such specified conceptual scope. However, it is not possible to cover all

concepts in relation to the researcher cost constraints and time.

1.7. Limitations of the Study

The study has the following limitations:

1. The absence of adequate documents at the schools and woredas level, because of the
study areas were affected by war. As a result, adequate document data were not found at
school, woreda education office such as students result over the last three years, school’s
plan to achieved at end of the school years. So, it was challenging the study to strengthen
and support the primary sourced data.

2. Because the of the long distance of the study areas, it happened transportation problems,
it takes time and it made confusion to access and communicated participants repeatedly
to observe the teaching and learning process of SSP at school and activities done by
SHGs in the study areas. As a result, the researcher had obligated to contact with
participant with telephone rather than face to face interaction to access data saturation.

3. The study was not attempted to investigate all schools which accelerated education
program were implemented in North Wollo Zone. It is only limited a few schools to
assessing the practice and challenges of AEP. Therefore, the study does not indicate the

full overview of AEP in North Wollo Zone.
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1.8. Operational Definition of Terms
Speed school Classes: Speed School is an accelerated learning program which will teach
children out of school the first 3 years of the primary curriculum in just ten months, after which
they will re-join the formal education system in Grade 4.

Out of School Children: children who are 9 —14 years of age and did not have the opportunity
to attend school due to various reasons.

Facilitators: Individuals who had a three-week training and are ultimately employed to work as

teachers in Speed School classrooms.

Conventional Schools: a formal school in which teaching and learning aimed to require

traditional education, teacher - centered and flow a common school year calendar and schedule.

Accelerated Education Working Group: working group with partner in accelerated education
made up of UNHCR, UNICEF, UNESCO, United States Agency for International Development
(USAID), Education in Crisis and Conflict Network (ECCN), Norwegian Refugee Council
(NRC), Plan International, International Rescue Committee (IRC), Save the Children and War
Child Holland.

Condensed curriculum: the three years (3) of primary school contents are condensed into 10
months by dividing in to three phases school calendars.

Self-Help Groups: an organized group member of mothers or other guardians of all Speed
School pupils for actively participated in the economic and social capacity and commitment to
support their children’s schooling far into the future.

ALFA classes: the speed school classes which facilitated at the government school and the
financial, materials and other supportive issues are covered by the Geneva Global project
through Amhara development association.

Government adoption classes: the government speed school classes which facilitate by taking
the experiences of the speed school system from Geneva global and fulfill teaching and learning
materials are the responsibility of the government school by itself.
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CHAPTER TWO
2. REVIEW OF RELATED LITERATURE

2.1. Introduction
In this chapter, there are different issues explained related to the implementations of accelerated

education program and the possible challenges encountered in the implementation of accelerated
education programs globally. Out of school children initiatives, the profiles of out of school
children, the children right to access to education, types of alternative education programmes, the
principles of accelerated education programmes, the beneficiaries of the accelerated education
program and challenges encountered to accelerated education programmes are the main focus
areas in this section. Specifically, the implementation of accelerated education/ speed school

program in Ethiopian context is discussed.

2.2 . The Out-of-School Children Initiatives

The Global Out-of-School Children Initiative a partnership between UNICEF and the UNESCO
Institute for Statistics (UIS) was launched in 2010 to make a significant, sustainable reduction in
the number of children who are out of school (Waltham et al, 2015). The Out-of-School Children
Initiative (OOSCI) aims to support countries in their study and analysis of out-of-school children
and children who are at risk of dropping out by using innovative statistical methods to develop
comprehensive profiles of excluded children, linking these profiles to the barriers that lead to
exclusion and identifying, promoting and implementing sound policies that address exclusion
often from a multi-sectoral perspective (Waltham et al, 2015). Many countries have difficulties
developing effective policies to respond to the needs of out-of-school children because of a lack
of reliable information, there are so many out-of-school children who are unknown or invisible,
so more information is needed on profiling OOSC and on the multiple and overlapping forms of
exclusion and disparities that affect them (UNICEF & UIS, 2016). The Out-of-School Children
Initiatives presents a clear and consistent approach to studying the problem of out-of-school
children and children at risk of dropping out from three angles:(1) who and where excluded
children are (2) the barriers and the cause for exclusion and (3) policies and strategies for to

remove those barriers (Waltham et al, 2015).
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Based on the latest figures as of 2016, an estimated 61 million children of primary-school age, 60
million young adolescents of lower-secondary school age and 142 million of upper secondary
age are out of school ((UNICEF & UIS, 2016). In 2018, 258.4 million children, adolescents and
youth were out of school and one-sixth of the global population are this age group (UIS,2019).
Sub -Saharan Africa remains the region with the highest out-of-school rates for all age groups
and of the 59 million out-of-school children of primary school age, 32 million or more than one-
half, live in sub-Saharan African (UIS,2019). In sub- Saharan Africa, in total 32million children
between the ages of 6 and 11 are out of school across the region and 46% of these children will
start at a later age, but one-fifth will remain entirely excluded (U1S,2019). Eleven million
children are out of school in Eastern and Southern Africa and 10 million children in South Asia
(Waltham et al,2015). In the Ethiopian context the number of out-of-school children for the
primary school age is 3,015,350 (17.8%) and lower secondary school age is 1,804,816(23.4%)
among those the highest percentage of OOSC was recorded in Afar, Somali, Addis Ababa, Dire
Dawa, and Harari, whereas the lowest was found in Tigray and Amhara, however, Oromia,
Amhara, SNNPR and Somali have the largest number of out of school children (MoE &
UNICEF, 2012).

2.2. the profiles of out of school children

The children who are not enrolled in school are often those from the most socially marginalized
communities, including children with disabilities, children from ethnic-minority communities,
children excluded because of gender barriers and children living in extreme poverty (UNICEF &
UIS, 2016). Children from poor households, rural areas or ethnic minorities, children with
disabilities and those who must work to help their families face the greatest risk of being denied
their right to education and half of all out-of-school children live in conflict-affected countries
((Waltham et al, 2015). OOSY are more likely to come from poorer households with fewer
working or educated adults, live in rural areas and be female (Inoue et al., 2015, as cited Ngware
et al, 2018). Middle and high-income countries are experienced problems such as chronic student
absenteeism and high levels of dropout (Waltham et al, 2015). In low-income countries, out-of-
school rates are systematically higher than in lower-middle income, upper-middle-income and
high-income countries (Moumne et al, 2019).
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Out-of-school children can be divided into two groups based on their exposure to education:
those who entered school in the past and dropped out and those who have not entered school and
those who have not entered school can be divided into two subgroups: children who will enter
school in the future (will enter late) and children who will never enter school (Waltham et al,
2015). The five dimensions of exclusion are (1) children of pre-primary school age who are not
in pre-primary or primary school (2) children of primary school age who are not in primary or
secondary school (3) children of lower secondary school age who are not in primary or
secondary school (4) Children who are in primary school but at risk of dropping out and (5)
Children who are in lower secondary school but at risk of dropping out (UNICEF & UIS,2016).
These dimensions span two different population groups (children who are out of school and
those who are in school but at risk of dropping out) across three levels of education pre-primary,
primary and lower secondary (Waltham et al, 2015). Factors that are linked to an increase in a
child’s risk of exclusion could include, being a girl, living in a remote rural area, coming from a
minority ethnic group, limitations in the supply of education, such as a shortage of teachers, or
weaknesses in the demand for education, such as a cultural bias against girls (Waltham et al,
2015). All of these children have the right to education and are currently being deprived of that
right (UNICEF & UIS).

2.3. Children Right to Access to Education
Education is a basic human right and the best investment that we can make to ensure a
sustainable future and leave no one behind and this is true for every country and every region,
however, millions are deprived of educational opportunities every day many as a result of social,
cultural and economic factors (Moumne et al, 2019). The right to education places legal
obligations on states when they make decisions regarding education and the education system
(Moumne et al, 2019). The right to education requires a commitment to ensuring universal
access, including taking all necessary measures to reach the most marginalized children, but
getting children into schools is not enough; it is no guarantee of an education that enables
individuals to achieve their economic and social objectives and to acquire the skills, knowledge,
values and attitudes that bring about responsible and active citizenship (UNESCO & UNICEF,
2007). UNESCO & UNICEF (2007) stated obligations to ensure the right of access to education
by provide free and compulsory primary education, develop forms of secondary education that
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are available and accessible to everyone and introduce measures to provide free education and
financial assistance in cases of need, provide higher education that is accessible on the basis of
capacity by every appropriate means, provide accessible educational and vocational information
and guidance, introduce measures to encourage regular attendance and reduce drop-out rates,
provide education on the basis of equal opportunity, ensure respect for the right to education
without discrimination of any kind on any grounds, ensure an inclusive education system at all
levels, provide reasonable accommodation and support measures to ensure that children with
disabilities have effective access to and receive education in a manner conducive to achieving the
fullest possible social integration, ensure an adequate standard of living for physical, mental,
spiritual, moral and social development and provide protection and assistance to ensure respect
for the rights of children who are refugees or seeking asylum and provide protection from
economic exploitation and work that interferes with education. All children will have access to
schooling and remaining barriers to learners’ participation in schooling will be removed and no

child should be out of school at any stage during the primary school years (MoE, 2008).

The right to education requires that everyone should be able to access quality education on an
equal basis with others and completely free from discrimination (Moumne et al, 2019).
International human rights law (IHRL) identifies three components of accessibility: economic,
physical, and administrative accessibility (Moumne et al ,2019). Poverty which
disproportionately affects marginalized groups and, in many countries, particularly low and
lower-middle income countries, families often cannot afford to send their children to school,
leaving millions of school age children deprived of education, so to ensure that the right to
education is economically accessible, through two primary measures: the introduction of free and
compulsory education and the reduction of dropout rates (Moumne et al, 2019). Lack of physical
accessibility is a particular problem for those who live in rural areas where schools may not be
generally available and this can lead to children having to walk, often unsupervised, long
distances, in sometimes difficult conditions, to attend school or having to take public transport;
therefore, states must address this by ensuring that schools are available and accessible at all
levels and in cases where they cannot, they must provide free or subsidized, safe school
transportation (Moumne et al 2019). Administrative requirements for students to enroll in
schools, such as having to show birth certificates, passports, or residency permits, although not
inherently discriminatory, because for some groups, notably refugees, asylum-seekers, and other
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types of migrants are impossible to fulfil such requirements, given that they have had to leave

their homes, leaving behind documents with no chance of retrieval (Moumne et al, 2019).

The right of access to education comprises three elements: the provision of education throughout
all stages of childhood and beyond, consistent with the Education for All goals; the provision of
sufficient, accessible school places or learning opportunities; and equality of opportunity
(UNESCO & UNICEF, 2007). A rights-based approach to education seeks to build opportunities
for children to achieve their optimum capacities throughout their childhood and beyond and it
requires a life-cycle approach, investing in learning and ensuring effective transitions at each
stage of the child’s life (UNESCO & UNICEF, 2007). States have obligations to establish the
legislative and policy framework together with sufficient resources to fulfil the right to education
for every child and each child must therefore be provided with an available school place or
learning opportunity, together with appropriately qualified teachers and adequate and appropriate
resources and equipment and all learning environments must be both physically and
economically accessible for every child, including the most marginalized (UNESCO & UNICEF,
2007). Even where schools exist, economic, social and cultural factors including gender,
disability, AIDS, household poverty, ethnicity, minority status, orphanhood and child labor often
interlink to keep children out of school; so, governments have obligations to develop legislation,
policies and support services to remove barriers in the family and community that impede
children’s access to school (UNESCO &UNICEF, 2007). Responding to the needs of these
children has increasingly led governments and agencies to explore the possibility of providing

alternative education (AE) opportunities to these groups (Shah, 2015).

The launch of sustainable development goal 4(SDG) for education for all by 2030 represents a
critical window of opportunity to ensure that refugees and stateless children and youth are visible
and accounted for in the next 15 years of education sector planning, development and monitoring
at national and sub-national levels (UNHCR, 2015). In order to achieve the Sustainable
Development Goals (SDGs) and ensure peace and security, a coordinated effort is needed to
create effective solutions for marginalized children to have access to high-quality learning
opportunities (Knezevic, Curtiss, & Gero, 2022). With Goal 4 of Transforming our world: the
2030 Agenda for Sustainable Development ensure inclusive and equitable quality education and
promote lifelong learning opportunities for all (UNESCO, et al, 2015). This is especially true for
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children on the move in low-income countries, in fragile environments, and for those who have
been forcibly displaced, either internally or across borders, as a consequence of violent conflict,

disasters, or environmental degradation due to global warming, poverty, or violence.

2.4. Alternative Education Programmes

Non-formal education programmes can play a crucial role in providing second-chance education
for out-of-school children and expanding educational opportunities to areas beyond the reach of
the mainstream public school system (UNESCO Institute for Statistics & UNICEF, 2015). Non-
formal education interventions aimed at reaching OOSC with the understanding that provision of
education is a basic human right and the primary responsibility of the State (Shanker, Marian &
swimmer, 2015). Specific targeted interventions should be designed to establish or increase
enrollment of OOSC in appropriate educational programmes, with elements that support them to
stay in school and interventions should respond to educational access and quality and should
promote safe learning environments (UNHCR, 2015).

Alternative education refers to flexible programmes offered to ensure the right to education for
all out of school adolescents’ girls and boys and this education includes programmes that are
adaptable in terms of time schedule, location, enrolment process, delivery platform to meet the
needs of out of school adolescents with a demand-driven approach (UNICEF, 2022). It mostly
covers non-formal programmes, in some countries, the provision is within the same school, while
in others, they are in alternative educational settings, for example, in community centers
(UNICEF, 2022). Alternative education programs that are reportedly most successful are those
that have multiple entry and exit points and have local relevance in that they are tailored to the
local context (Ngware et al, 2018). Out-of-school youth are motivated to join complementary
education programs to acquire basic literacy skills, to find work or set up their own business
(Ngware et al, 2018). Alternative education covers different types of programmes: Accelerated
Education, Alternative Basic Education, second chance education, youth livelihood and training
program, speed schools, remedial program (supportive program), transitional educations (catch
up program and bridge program (INEE, 2020 & UNICEF, 2022).

Catch-up programmes are designed to provide short-term support for adolescents that were out
of the school for a short time or the learning gap is not extensive and the goal is to re-engage

them in formal education as soon as possible (UNICEF,2022). Catch up programmes refer to
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short to transitional education activities that focus on the resumption of formal education for

children and youth who missed out or had their education interrupted (Shah,2015).

a catch-up programme is short-term transitional education programme for children and youth
who had been actively attending school prior to an educational disruption which provides
students with the opportunity to learn content missed because of the disruption and supports their
re-entry to the formal system and the disruption may due to which may be caused by crisis,
conflict, or displacement (AEWG, 2020). Catch-up programmes help them to recover the
knowledge and skills they lost while they were out of school as well as to acquire the new

competencies, they would have learned had the disruption not occurred (AEWG, 2020).

Bridge programmes are usually short-term courses on language or preparation to re-enroll
adolescents in an educational system of a new context or country (UNICEF, 2022). Bridging
programmes refer to short term targeted interventions to facilitate out of school children and
youth’s re-entry into the education system and the intervention can take various forms such as
language acquisition and/or other existing differences between home and host education

curricula and systems (Shah, 2015).

Alternative Basic Education (ABE) programmes refer to longer-term educational programmes
that enable learners to complete a full course of basic education within the programme often in
an accelerated fashion (Shah, 2015). Alternative Basic Education is a type of school equivalency
program for children ages 7-14 in which learners cover the equivalent of the first four grades of
primary school in just 3 years and are then able to transit into the formal system (MoE,2008).
Alternative Basic Education is characterized by low-cost construction, community contribution
to construction and school management, inclusion of disadvantaged ethnic groups, gender and
special needs groups, teaching in the local vernacular, selection of a facilitator from the local
community, accelerated learning and active and learner centered teaching methodologies and
flexibility in the delivery of education (MoE,2008). Though it targets children age 7-14, in many
cases older youth up to age 18 and 19 participate in the programs, particularly in pastoral and
extremely remote areas (MoE,2008). In Ethiopia, the ABE programme has been run by the
Regional Education Bureaus (REBSs) in collaborative partnership with various international and
local non-governmental organizations (NGOs) and the community (Onwu & Agu, 2010). ABE

programs are critically important in reaching the hard-to-reach remote rural and dispersed
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communities, pastoralists, semi-agriculturalist societies and flexible enough to accommodate
local conditions and the needs of learners and parents through condensed version of the first
cycle of primary school curriculum to meet the demands of the learners and establish horizontal
and vertical links with the formal education system (MoE, 2005).The fact that the programme is
being implemented by different organizations and by the regions at woreda (district) level, each
with its own conception and implementation strategies, does suggest different approaches to
quality assurance, in the absence of a national mechanism for doing so, the philosophy
underpinning ABE provision appears to be highly region-specific (Onwu & Agu, 2010).

In Ethiopia, alternative basic education had lack of a coherent and clear educational
philosophical basis, because the question of what is best or what works best to help under-
served, out-of-school children achieve basic education competencies has not been central in ABE
programme provision rather, other considerations with political overtones such as increasing
pupil enrolment at all costs seem to be uppermost in the minds of key stakeholders (Onwu &
AGU, 2010).The greatest limitations of the Alternative Basic education program is lack of
responsiveness to the needs of the local community and the community reflected that ABE
schools in their localities are characterized by inflexible schedule, poor infrastructure and poorly
qualified and motivated teachers and these factors made the local communities to consider the

ABE program as inferior to the formal school structure (Alemu & Solomon , 2019).

Accelerated education programmes (AEP) are flexible age-appropriate programmes that
promote access to education in an accelerated time-frame for disadvantaged groups, over-age
out-of-school children and youth who missed out or had their education interrupted due to
poverty, violence, conflict, and crisis and the goal of AEPs are to provide these learners with
equivalent certified competencies as in the formal system, in an accelerated timeframe, with
learners transitioning to mainstream education (Shah, 2015). Accelerated Education Programs
(AEPs) are flexible, age-appropriate programs that promote access to education in an accelerated
time frame for such disadvantaged groups specifically, for out-of-school, over-age children and
youth excluded from education or who had their education interrupted due to crisis and conflict.
And it is typically implemented to fill a critical gap in the provision of essential educational
services to crisis and conflict-affected populations and ensure learners receive an appropriate and

relevant education responsive to their life circumstances (Menendez et al, 2016). AEPs provide
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flexible opportunities for studying a condensed curriculum that enables transition into
mainstream, formal schooling, or provides recognized and relevant certification and skills for the
labor market (Myers & Pinnock, 2017).

2. 5. The Beneficiaries of Accelerated Education Programs
AEPs have responded to learners who are over-age for the formal school system and have been

denied education or had their education severely interrupted because of crisis or conflict,
disadvantaged or marginalized/excluded learners and girls have been traditionally denied an
education (Menendez et al, 2016). AEPs have been used in times when children and young
people have had their education interrupted by conflict and crisis, when schools have been shut
down, or where the school system has been very limited and have also been used to help street
and working children and other poor and marginalized groups (Myers & Pinnock, 2016). AEP
classes were established in response to learners who had been denied an education or who had
their education interrupted because of conflict sometimes in cases where children’s and youth’s
schools no longer exist or were significantly destroyed by conflict (Menendez et al, 2016).

2. 6. principles of Accelerated Education Program

Myers and Pinnock (2017) organized ten accelerated education principles.
Principle 1: AEP is flexible and for over-age learners.

Target over-age, out-of-school learners, AEPs are typically for children and youth aged
approximately 10-18, in collaboration with the MoE or relevant education authority, define,
communicate and regulate the age range for student enrolment in AEP, make AEP class time and
location flexible as required by the community, teacher, and above all, the specific needs of both
male and female learners in order to ensure consistent attendance and completion, provide age-
appropriate, introductory-level course for learners who have never been to school to improve
readiness skills (Myers & Pinnock, 2017). AEPs should consider the needs of learners and the
community, regulations of the MoE or relevant education authority, and other contextual factors
to determine the age range of a programme, some programmes may target the entire age range of
10 to 18, while others may focus on a smaller range of ages within this group (Myers & Pinnock,
2017). Flexible timetabling is important for AEPs seeking to reach over-age children, who often
have to earn money or work for their families for having different daily school hours than the
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formal school, like starting late in the morning after early chores or work, or running classes in

the evening after work (Myers & Pinnock, 2017).

Principle 2: Curriculum, materials and pedagogy are genuinely accelerated, AE-suitable and use

relevant language of instruction.

Develop and provide condensed, levelled, age-appropriate, competency-based curriculum,
Prioritize the acquisition of literacy and numeracy skills as the foundation for learning, integrate
Accelerated learning principles, pedagogy and practices throughout the curriculum and teacher
training, adapt the AEP curriculum, learning materials, language of instruction and teaching
methods to suit over-age children and reflect gender-sensitive and inclusive education practices,
integrate psychosocial well-being and life skills’ acquisition in the curriculum to address young
people’s experiences in conflict-affected and fragile contexts, ensure AEP timetable allows for
adequate time to cover curriculum, develop and provide teacher guides, when funding AE
curriculum development, allow sufficient time (1-2 years) and budget, and provide long-term
technical expertise(Myers & Pinnock, 2017). To meet the needs of learners, AEP curricula,
materials and pedagogy often differ from those of formal schools and it should be condensed,
often removing non-core subjects and repetition while focusing on literacy and mathematics
(Myers & Pinnock,2017). Accelerated Learning curricula, pedagogy and practices should be
responsive to and inclusive all students, including girls, religious and ethnic minorities, and
students with disabilities and it should set up appropriate language of instruction and curriculum
content to help learners understand lessons easily and learn any other languages they need
(Myers & Pinnock,2017).

Principle 3: AE learning environment is inclusive, safe and learning-ready.

AEP classes are free, and there are no fees for uniforms or materials, apply (inter)national
standards or guidelines to ensure relevant specifications for safety and quality for the learning
environment are met, ensure access to water and separate latrines for girls and boys, and
provision of sanitary materials when relevant, budget for maintenance and upkeep of facilities,
resource AEPs with a safe shelter, classroom furniture and teaching and learning supplies and
equipment, provide information to students and teachers on reporting mechanisms and follow-up
of exposure to violence and gender-based violence, follow recommended relevant education

authority guidelines for teacher-pupil ratio, but not greater than 40 pupils per teacher (Myers &
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Pinnock, 2017). School related costs borne by learners and their parents (including for transport,
learning materials, and uniforms) need to be minimal, and removed whenever possible, through
can do negotiating access to existing MoE or programme budget lines for supporting vulnerable
learners and encouraging communities to mobilize resources (Myers & Pinnock, 2017). Poor
center management including lack of appropriate, gender-separated latrines (which particularly
affects adolescent girls), lack of school breakfast and/or energy boosting snacks, and teachers’

absenteeism can contribute to poor attendance and dropout (Myers & Pinnock, 2017).

Girls and boys have equal access to education at all levels and are treated equally in the
classroom, exploitation and abuse do not take place at schools, and schools have effective
reporting and referral mechanisms for abuse, including consequences for perpetrators of sexual
and gender-based violence and other abuses, there is a teacher code of conduct and a mechanism
to ensure it is monitored and enforced, the community is engaged to ensure the protection and
security of all students, the distance between home and school is not too great and does not pose
safety risks, cultural issues that interfere with educational participation are met with innovative
thinking, any social cohesion tension is addressed by inclusive or peace education programming,
there is access to potable water and hand-washing facilities with soap, there are sufficient
numbers of gender segregated and disability accessible latrines and School buildings are safe and
there is school fencing (UNHCR, 2015).

Principle 4: Teachers are recruited, supervised and remunerated.

Recruit teachers from target geographic areas, build on learners’ culture, language and
experience and ensure gender balance, ensure teachers are guided by and, where appropriate,
sign a code of conduct, provide regular supervision that ensures and supports teachers’
attendance and performance of job responsibilities, ensure teachers receive fair and consistent
payment on a regular basis, in line with the relevant education authority or other implementers,
and commensurate with the hours they teach (Myers & Pinnock, 2017). AEPs may recruit many
different types of teachers: local, untrained educators; individuals with experience in other fields,
such as community development and health; retired formal school teachers; employed formal
school teachers who are able to take on a second shift; teachers from host communities and those
certified nationally or in their home country (Myers & Pinnock,2017). Before recruiting teachers,

establish preferred AEP teacher qualities and skills in collaboration with partners and community
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members and teacher recruitment will depend on government policies and the availability of

people who can teach in the operating context (Myers & Pinnock, 2017).
Principle 5: Teachers participate in continuous professional development.

Provide pre-service and continuous in-service teacher professional development courses on
subject knowledge and accelerated learning pedagogy, build inclusion, gender-sensitivity and
protection practices into the AEP teacher training, ensure teachers are provided with regular
support and coaching to help improve the quality of classroom instruction, work directly with
teacher training institutes and national structures for AEP teacher training in order to provide
certified professional development for AEP teachers (Myers & Pinnock, 2017). AEPs should
strive to offer a continuous professional development programme relevant to their teachers and
beneficial to the larger workforce and education system while making choices about what is

feasible with the opportunities and challenges they face (Myers & Pinnock, 2017).

Teacher training for AEPs needs to incorporate child protection and code of conduct to ensure
teachers are trained in child protection basics and the teacher code of conduct, or a related,
enforceable standard for child safety and protection, inclusion and gender sensitivity to ensure
training supports teachers to use inclusive, gender-sensitive practices in their teaching,
accelerated learning pedagogy to incorporate the fundamentals of accelerated learning, which
includes rights-based, learner-centered, activity-based teaching methods, teacher training should
model this methodology and be group-based, with activities, games and open discussions, as well
as research and worksheets, so teachers can learn by doing, condensed curriculum. work with
teachers on the concepts of compressed or condensed curricula, or the materials developed for
teaching and learning and content-based skills to provide the opportunity for teachers to

strengthen their skills in the content areas (Myers & Pinnock, 2017).
Principle 6: Goals, monitoring and funding align

Centre the overarching programme goal on increasing access, improving skills and ensuring
certification, develop, apply, and regularly report using a monitoring and evaluation framework
linked to programme goals and plans, make monitoring and evaluation systems for data
compilation and analysis compatible with the MoE, ensure the programme is adequately funded

to assure sustained minimum standards for infrastructure, staffing, supplies, supervision and
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management, include exit strategies and/or a sustainability plan in the AEP design (Myers &
Pinnock, 2017). The goals and targets of the AEP should center on increasing access for over

age, out of school, disadvantaged children and youth (Myers & Pinnock, 2017).
Principle 7: AE center is effectively managed

Ensure fiscal, supervisory, monitoring and evaluation systems are in place, set up systems for
student record keeping and documentation with data to monitor progress on student enrolment,
attendance, dropout, retention, completion, and learning, disaggregated by gender and age group;
Set up systems to track AEP students who have completed in regard to their transition/integration
to formal education, vocational training and/or employment; ensure the community education
committee, trained and equipped to support AE management ( Myers & Pinnock, 2017).The
AEP should be effectively managed in alignment with programmatic goals, includes
establishment of fiscal, supervisory and monitoring and evaluation systems (Myers & Pinnock,
2017).

Principle 8: Community is engaged and accountable

Ensure the AEP is located within a community that supports and contributes to the programme;
ensure the AEP is locally led and, when necessary, technical expertise is provided externally;
provide comprehensive community sensitization on the benefits of AEPs; in areas with frequent
movements of internally displaced persons and/or refugees, conduct continuous needs
assessments and community sensitization on education. For AEP success and sustainability,
community engagement is critical from the start and this engagement often comes in the form of
an organized community education committee or community outreach workers (Myers &
Pinnock, 2017). These groups or individuals provide an essential link between the AEP and
communities, ensuring that the programme is both appropriately managed and relevant to the
context and to identify and support children who may not enroll or are at risk of dropping out as

well as to raise community awareness of the importance of education (Myers & Pinnock, 2017).

Principle 9: AEP is a legitimate, credible education option that results in learner certification in

primary education.

Include strategies and resources that ensure AEP learners can register for and sit examinations

that provide a nationally recognized certificate; develop clear pathways that enable children and
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youth to reintegrate in a corresponding level in the formal system, vocational education or
employment; if national and annual examinations do not exist, develop assessment systems with
the MoE that enable children to be tested and reintegrated at an appropriate level in the formal
system (Myers & Pinnock, 2017). At an early stage, AEPs should negotiate agreement between
the MoE and schools for the accreditation needed to certify AEP learners’ attainment so as to
facilitate their entry into the formal education system, training or employment (Myers &
Pinnock, 2017). In certain contexts, aligning AEP content to national standards and examinations
may conflict with certain foundational goals and characteristics of the programme, such as
flexibility and AE pedagogy and curriculum, so AEPs may experience tensions between many of
the principles as well as between Principles and Action Points, as programmes are planned and
implemented (Myers & Pinnock, 2017).

Principle 10: AEP is aligned with the national education system and relevant humanitarian

architecture.

Integrate research on out-of-school and over-age children within education sector assessments so
that supply and demand issues related to AEP are explored, analyzed and prioritized; develop
strategies and processes to engender political will, identify resources and integrate AEP into the
national education system; develop clear competency based frameworks for monitoring progress
and achievement by level, based on national education system or relevant humanitarian
architecture curricula; use certified MoE material where available; seek provision for financial
support for AEPs within national or sub-national education budgets; in a humanitarian context,
work with the Education Cluster or appropriate sector/donor coordination group to ensure the
AEP is part of a coordinated sector response; AEPs are most successful when integrated into the
wider education system and recognized by the government or relevant education authority
(Myers & Pinnock, 2017). s. AEPs can support the strengthening of the wider education system
when approved and accredited by the government or relevant education authority and aligned
with national curriculum and assessment content and procedures (Myers & Pinnock, 2017).

2. 1. The pedagogy of the Accelerated Education

Accelerated Learning pedagogy can be an important component of AEPs. Accelerated Learning
is not only about learning faster or omitting subject matter, it is about how learners learn best,

using a variety of methodologies that enable them to learn more effectively and at an accelerated
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pace (Myers & Pinnock, 2017). Accelerated Learning pedagogy is learner-centered, active,
participatory and varied to meet the needs of all and teaching is age-appropriate and aims to
support different learning styles (Myers & Pinnock, 2017). The pedagogy of accelerate education
is Student-centered, activity-based learning through: Games, music, nature, family interaction,
independent & group work, peer instruction, projects and activities, and low-cost and no-cost
materials and facilitators emphasize learning through group activities and processing skills and
they develop lessons that use a wide range of learning resources and activities within and outside
the classroom, keeping lessons lively and engaging (Rauchwerk, 2017). Accelerated Learning
approaches emphasize the influence that self-belief and motivation have on learning and they
recognise that students have different learning styles, including visual, auditory, and kinesthetic,
and they harness different types of intelligence and the ways in which information is retained and
recalled (Myers & Pinnock, 2017).

2.8. Challenges (Barriers) and Enablers of the Accelerated Education program

2.8.1. Challenges (Barriers) of the Accelerated Education program
Non-formal education is either not included in policy documentation, or is not under the remit of
the Ministry of Education (or equivalent), AEPs restricted in their scope and range and unable to
operate with flexibility to meet the needs of local populations, Curriculum not condensed for
AEPs, Lack of examinations/assessments that limit opportunities for AEP learners to gain the
accreditation required to re-enter formal education systems, Students unable to re-enter formal
education system if over-age, Unstable policy environment that is subject to frequent change,
Community and parental perceptions of the value of education for girls, household chores that
prevent girls from attending school, early marriage, lack of female teachers, poor gender
sensitivity; pedagogical practices that are not supportive of female learners; concerns over girls’
safety; restrictions on female mobility; childcare responsibilities of young mothers, European
language/second language used as language of instruction, Lack of community and family
engagement, lack of value in education, lack of understanding of AEP, cultural/social norms that
prevent participation, a lack of funding as being a significant limitation to the programme,
Limited supply of qualified teachers; low salaries/allowances/incentives; challenging working
conditions; majority of teachers in AEPs do not hold teacher qualifications, Lack of transport to

reach government schools/long distance to government schools, Lack of government schools to
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transition into and Lack of guidelines on how learners can transition from non-formal to formal

education settings are barriers to the ineffective implementation of AEPs (Fitzpatrick, 2020).

2.8.2. Enablers of the Accelerated Education program

Non-formal education is included in official education policy documentation as a means of
addressing the needs of out of school children and young people, AEPs given the freedom to
creatively solve barriers that prevent participation in the formal education sector, with support
from local and national education authorities, National curriculum condensed for AEPs, Clear
transition examinations/assessments that connect non-formal education with the formal
schooling system, to enable students to re-enter after successful completion, Flexibility on the
age of students to re-enter the formal education system, Flexible school start times, gender
sensitization training with community members; train and recruit more female teachers from the
local community; adopt teaching approaches that give girls more opportunities to interact and
engage with learning materials, through approaches such as group work, Clear policies that
include non-formal education, including accelerated education, Clear integration with the
national system, Strategies to overcome gender-based barriers, Community engagement,
Accelerated curriculum that clearly connects with the national system, Teacher training,
Effective monitoring and evaluation systems, Supporting resource generating activities among
local communities, Sick pay for teachers; increases in pay; medical support; breaks; shorter
working day; provision of initial training when teachers join the programme; ongoing support
from qualified supervisors, Connect AEPs with local and national government to ensure
certification achieved through AEPs will enable students to return to formal education upon AEP
completion and Work with education authorities to ensure an accelerated curriculum connects
with the curriculum in formal education are multiple dimensions to the effective implementation
of AEPs (Fitzpatrick, 2020).

2.9. Barriers to Educational Access for Out of School Children
Several research studies have shown that children leave school or never attend for different
reasons, the key ones being poverty; child labor especially if this is an essential contribution to
household income; distance to schools; over-age attendance in the context of a mono-grade
school curriculum; nomadic or pastoralist life styles; gender where girls poor attendance or

access is linked to cultural/religious factors or gender-insensitive school environment; ill health
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and disability leading to inconsistent attendance; and loss of one or both parents leaving children
without the household support for their education. Schools can intentionally or unintentionally
also ‘push’ children out of school, through for example, an inflexible school calendar which
coincides with seasonal local economic activities; absent teachers; irrelevant or culturally
unresponsive curriculum; inadequately trained school managers and teachers; poor teaching
methods; lack of teaching/learning materials; use of corporal punishment; lack of accountability
and the use of an unfamiliar language as medium of instruction. To be successful, accelerated
learning programmes (ALPs), such as the Speed School, have to overcome many of these

barriers or challenges (Akyeampong et al., 2016).

Characteristically, ALPs try to address these barriers through small class sizes of between 25-30
children to enhance quality of instructional interaction; adopt multi-age and mixed-ability
grouping; provide greater contextualization of the school curriculum; increase time on task;
recruit local usually unqualified volunteer teachers fluent in the local language and can use it as a
medium of instruction (MOI); introduce flexible school hours (where necessary) and adopt more
interactive or activity-based pedagogies. Some ALPs may have strong local community and civil
society involvement and commitment, and introduce careful monitoring and governance

structures outside the formal education system (Akyeampong et al., 2016).

The Speed School programme in addition to sharing similar characteristics of ALPs, introduces a
distinctive pedagogy that does not only enable the OOSC it targets to catch up on basic skills, but
takes them through processes of learning that boost their capacity to learn both in the Speed
School and subsequently in the Link Schools (Akyeampong et al., 2016).

2.10. Providing Access to Out of School Populations

In most cases, the number of out-of-school beneficiaries served through AE provision met or
exceeded expectations (Shah,2015). Often, the target populations for such programming were
either children or youth who were overaged and unable to (re) enroll in the formal schooling
system, or children affected by displacement who did not have access to the formal schooling
system otherwise within their host communities. In accordance with the NRCs current Education
Programme Policy, the majority of programs served children and youth aged 9 to 14
(Shah,2015). According to AE program enrollment data, AEPS serve as an important vehicle for
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providing access to OOSCY who would otherwise lack access to any other form of recognized
learning (Shah & Choo, 2020). Across a range of countries with high numbers of OOSCY, AEPs
are providing access to sizeable numbers of overaged, disadvantaged children and youth who
might otherwise lack any opportunity to acquire certificated learning. In most contexts, however,
they continue to serve a relatively small percentage of the total OOSCY population (Shah &
Choo, 2020).

AEPs continue to suffer inefficiencies in terms of high learner drop out and poor attendance
rates, but these may be comparable or better than similar statistics in formal education systems
with learners who often come from marginalized or disadvantaged positions in society. Strong
evidence exists to demonstrate how AEPs support learners to acquire basic numeracy and
literacy skills. Such improvements are often significantly higher when compared to other groups
of OOSCY or government school students in the same grade level and/or age. While some
evidence exists to suggests that AEPs contribute to the well-being and holistic development of
OOQOSCY, these learning outcomes are less well measured and documented at present. AE
learners continue to struggle to effectively transition into formal education systems due to a
range of supply and demand side barriers (Shah & Choo, 2020).

2.10.1. Supporting Female Learners
NRC’s AEPs have to date worked hard to identify and provide access to those most marginalized
within the communities they serve (Shah,2015). In many programmes this has meant giving
particular attention to the needs of female learners who are more likely to be out of school,
particularly in contexts of displacement. A strong success of many of NRC’s AEPs has been
ensuring that close to 50% of direct beneficiaries are females (Shah,2015). Female AE learners
continue to struggle more than males in respect to retention, completion and transition. Other
forms of disaggregated outcome reporting, by household income/poverty indices, disability
status or other demographic markers are less well documented and analyzed within AEPs at
present (Shah & Choo, 2020). Often, gender-related challenges/barriers intersect with the wider
political, educational and socio-economic context (household poverty, pastoralism, insecurity)
and tend to disproportionally effect female learners in many contexts which AEPs operate. AEPs

are increasingly demonstrating gender sensitivity in their program designs and approaches, as
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well as addressing limitations that hinder female students from accessing, attending, and

completing AEPs through a wide range of gender responsive actions (Shah & Choo, 2020).

2.10.2. Targeting Children Affected by Displacement

In keeping with the NRC's broader mandate, special consideration is given to ensuring that
children displaced by conflict are the primary beneficiaries of its AE programming (Shah,2015).
Within this population, an additional criterion is that beneficiaries are overage to enter into the
formal schooling system at the level they would need to (typically lower primary). In many
circumstances, programmes were successful in ensuring that children accessing its programming
were in the majority refugees, and were also too old to access the formal school otherwise
(Shah,2015).

2.10.3. Inclusive Towards Disability and Psychological Needs
Data reviewed to date suggests that the number of disabled beneficiaries included in AE
programming remain quite small (Shah, 2015). A greater number of disabled beneficiaries
participating in AE programming may face a number of challenges, one is a failure to identify
children with disabilities within the educational system, another issue is a lack of appropriate
support for disabled children within AE programming (Shah, 2015). As a result of the teachers'
failure to provide special attention or specific knowledge of how to work with children with
disabilities, the majority of the students dropped out of the program. a widespread community
belief that children with disabilities did not need to attend the school because they were not

noticed or valued in their families (Shah, 2015).
2.11. The Speed Schools in Ethiopia

The Speed School (SS) program in Ethiopia was established in 2011 through the efforts of
Geneva Globall(Akyeampong, Westbrook & Pryor, 2020). Geneva Global is a philanthropy
advising firm based in Paoli, Pennsylvania, USA and it works with high net-worth individuals
and families, charitable organizations and corporations to yield the greatest development
outcomes from their philanthropic development investments (Akyeampong, Westbrook & Pryor,
2020). Geneva Global is an international consulting company that manages development projects
on behalf of philanthropic organizations, although the SS program was developed by local staff
(Akyeampong, Westbrook & Pryor, 2020).
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The Speed School program is based on the following concepts: older students can learn within a
shorter time span and at a faster pace than younger children, mastering literacy at an early age is
key to academic success, children who have been out of school can be more motivated and
enthusiastic to learn, older children can learn at a faster pace than younger children and
individual attention to each student’s learning process produces better results (Luminos fund,
2017). The key aims of speed school program are provide out-of-school children aged 9 to 14 a
second chance at a formal primary education, equip students with the skills, knowledge,
motivation and confidence to continue in school and on into life and livelihood with success and
joy and empower mothers economically and socially to support their children’s future schooling

and overall wellbeing (Geneva global,2021).
Geneva global (2021) stated four key components of speed school program:

Speed School Class: Groups of 30-36 students cover the official Grades 1 to 3 curriculum in 10
months. Attending full-day classes led by a trained facilitator, students learn in groups of six and

Over 90% continue in primary school where most join Grade 4 and progress and thrive.

Self-Help Group: The mother of every Speed School student joins a Self-Help Group where
they engage in joint income-generating activities and group savings and undertake social actions

to support their children’s future schooling.

Primary School Capacity Strengthening: Train and support ministry and decentralized
education structures to use Speed School methods to improve teaching and learning across all

primary classes in link schools and, eventually, in all primary schools.

Gender equality and inclusion: Engage parents, teachers, officials, and students to support the
school enrolment, learning, and joyous participation of girls, children with disabilities and other

marginalized groups.

Speed School is a holistic program that operates to bring out-of-school children back into the
formal school system (access) and to make sure that they learn well there (quality), persist in
their studies, progressing to higher grades to receive certificates and diplomas (internal
efficiency), and transition to productive and fulfilled life and livelihood (external efficiency)
(Geneva Global -Eth, 2020). In each woreda (district) where the Speed Schools operate, a

different, locally based development NGO is contracted as the implementing partner (IP) and the
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IP appoints a training officer (TO) and community mobilizers (CM) who then make contact with
local school authorities and communities in order to identify children in the age range 9-14 who
have never been to school or who have dropped out in the early grades, in each location, these
children are placed in classes of 25 with a balance of boys and girls and according to their home

language, which is then used in the classes (Akyeampong et al, 2018).

Alongside the Speed School classes, the program offers three more elements, the mothers of the
selected children are required to join a self-help group which uses microfinance principles to
assist them in supporting their child through the Speed School and beyond and which is
supported by the local government and it also introduces a school readiness program for younger
children based on the child-to-child approach with upper primary school students, finally, links
are created with the primary schools that will receive the Speed School graduates and some
training is offered to teachers there (Akyeampong et al., 2016a; Akyeampong et al., 2018, as
cited, Akyeampong, Westbrook & Pryor, 2020).

The one-year Speed School curriculum focuses on literacy (in home language, Amharic and
English), numeracy skills and environmental sciences, in grades 1-3 and the content of the
curriculum is rooted in the Ethiopian National Curriculum and its Minimum Learning
Competencies (MLCs) and the government textbook for each grade and subject is a key
reference for facilitators (Akyeampong, Westbrook & Pryor, 2020). The graduates of the
program are expected to pursue formal education in government primary schools from grade 3 or
4, after passing a placement examination prepared in collaboration with the woreda education
office and teaching is done by facilitators who are recruited locally on a one-year contract,
though most are re-employed the following year (Akyeampong, Westbrook & Pryor, 2020). The
minimum qualification for teaching in a Speed School is successful completion of grade 10
(junior secondary) and three weeks of intensive training, followed by frequent school-level
professional development support and training is experiential with facilitators working in groups
for creative learning activities, but with a strong emphasis on lesson planning which will cover
the curriculum using the distinctive Speed School pedagogy (Akyeampong et al, 2018).
Facilitators are expected to work a minimum of 8 hours a day, 40 hours a week and the teaching

day comprises seven lessons running from 8 a.m. to 5 p.m., with a one-hour-forty-minute lunch
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break, and four hours of lessons on Saturday mornings (Akyeampong et al., 2016b, as cited,
Akyeaampong, Westbrook & Pryor, 2020).

In 2020/21, a total 18 collaborating partners received grants to operate 537 Speed School classes
(called ALFA classes) and the same number of Self-Help Groups (SHG) in Addis Ababa City,
Ambhara, and Oromia where they enrolled 15,455 total children (about 45% girls) and the same
number of SHG members comprising mothers or other guardians of the Speed School students
and The 2021/22 Speed School year brought the addition of three new regions Afar, Sidama,
and Somali and one significant new funder, Education Cannot Wait (managed by UNICEF)
(Geneva Global, 2021). Sadly, the armed conflict between the government and Tigray Region
forced Geneva Global Ethiopia (GG-Eth) to suspend all activities there and it also caused GG-
Eth to change the location of many classes in Amhara region, moving out of areas of high

insecurity (Geneva global, 2021).
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2.12. Conceptual Framework of the Study
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Figure: Improving the implementations of accelerated education programmes.
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2.13. Summary

Several equivalency programs have been set up in different countries to enable youth to continue
with their schooling while they are still engaged in their work or meeting family obligations
(Ngware et al, 2018). In practice, non-formal education takes a wide variety of forms including
ad hoc, temporary education activities; technical skills-based programs and full primary or
secondary education programs that can lead to certification, typical NFE programming includes
accelerated education programs that lead to a certificate of completion of primary or secondary
education, or that allow children and youth to re-enroll in formal education at the appropriate
age-for-grade level; catch-up classes to address gaps in learning; transitional programs, such as
language classes to support children who are not sufficiently proficient in the language of
instruction; and vocational and skills-training programs that prepare student to access income
generating activities (INEE,2020).

Accelerated education (AE) programming, is one of several complementary or alternative
mechanisms for reaching populations poorly served in the first instance by the formal education
system and it is a flexible age-appropriate programme that promotes access to education in an
accelerated time-frame for disadvantaged groups, over -age out-of-school children and youth
who missed out or had their education interrupted due to poverty, marginalization, conflict and
crisis (Shah, Flemming & Boisvert, 2017). In practice, AE takes different forms in different
countries, and even within countries and programmes should operationalize and contextualize
relevant and useful action points while aspiring towards the overall goal of increasing
educational access for over-age, out of-school, disadvantaged children and youth (Shah,
Flemming & Boisvert, 2017; Myers & Pinnock, 2017). It needs the great recognitions and
understanding the principles of accelerated education programmes to the program implementers
to realistic and visible for their locality. While most programmes partially or mostly align with
all of the principles, no programme fully aligns with all principles (Shah, Flemming & Boisvert,
2017).

There remain significant gaps when it comes to sustained and meaningful policy-level
commitment to AEPs, particularly when it comes to: government ownership and oversight of

AEPs as a long-term strategy for addressing the needs of marginalized and disadvantaged
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learners; financial allocations to AEPs from national budgets; alignment and integration of AE
learners within education management information systems and consistent transition pathways
from AEPs into formal education (Shah & Choo, 2020). While there is widespread agreement on
the need for accelerated education programmes among agencies and governments, however,
there is insufficient validated documentation that provides guidance, standards and indicators for
efficient programme planning, implementation and monitoring (Shah, Flemming & Boisvert,
2017). To address some of these challenges related to accelerated education programmes,
starting with discussions with a large number of education partners in the area to participate to
address recommendations a sound practice and open dialogues to develop standard and guidance
materials to accelerate education. Implementing partners of AEPs should be working to
collectively shape and inform the national policy context, to ensure gaps and issues in respect to
AEP policy implementation are addressed in coordination with national education stakeholders
and the donor community and fully integrated as a long-term government led response to
addressing the needs of OOSCY given its potential to support these learners with accredited

learning and a pathway back into formal education (Shah & Choo, 2020).
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CHAPTER THREE

3. RESEARCH METHODOLOGY

3.1. Research Paradigm
A research paradigm is a set of beliefs and assumptions that guide and shape our research work
(Creswell, 2007). Similarly, in educational research, the term paradigm is used to describe a
researcher’s perspective or thinking or school of thought or set of shared beliefs, that informs the
meaning or interpretation of research data (Mackenzie & Knipe, 2006, as cited, Khatri,2020).
The assumption of this study was concerning the principles or the guidelines of accelerated
education program and in this assumption the researcher had tried to assess the implementation
of accelerated education program principles or guidelines in the speed school program of the

investigated areas.

Four types of philosophical worldview (paradigms) are postulated; postpositivism,
constructivism, transformative, and pragmatism (Creswell, 2014). The researcher used a
constructivist research paradigm. Regarding the constructivism research paradigm, Creswell
(2009) stated that it enables individuals to seek understanding of the world in which they live and

work in line with developing subjective meanings for their experiences.

The researcher of this study believed that this research paradigm has a key role to understand the
practice, the effectiveness of accelerated education on the activities of SHGs, the challenges
hindering the implementation of accelerate education program and the prospects to accelerated
education program in the investigated area.

The researcher believed that this research paradigm could help to get different types of data in
line with participants view and from secondary data of the program targeting with how they were
implemented or practiced AEPs, its effectiveness, major challenges hindering it and the

prospects of the program in the investigated areas.

Since the approach of the study was qualitative research, this helped the researcher to develop
semi-structured interview data gathering tools, FGDs, observation checklists and reviewing the

existing documents to rich data for the implementations of accelerated education program, the
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effectiveness of the program, major challenges that constraints to AEPs and the prospects of the

program in the study areas.

3.2. Research Approach
The qualitative research approach was deployed in this study as | found it relevant to assess the
practice, the effectiveness, prospects and challenges hindering the implementations of accelerate
education program. In line with this, Creswell (2014) stated that the qualitative research
approach is important to explore and understand the meaning individuals or groups ascribe to a
social or human problem and it involves emerging questions and procedures, data typically
collected in the participant’s setting, data analysis inductively building from particulars to

general themes.

Hence, this research approach helps the researcher to investigate how the AEPs were delivered in
line with the principles or guidelines of AEPs, how is the AEP program effective on the parents’
involvements in the SHGs, major challenges hindering the implementations of AE and the

prospects of the AE in the investigated areas.

The nature of this study would be employed qualitative research approach that data should be
gathered through semi structured interview, observation checklists, FGDs and secondary
documents. As a result, | spent a significant amount of time with the speed school teachers,
woreda education office experts particularly, the curriculum development and implementation
team leaders, focal persons of SSP at woreda, zone and regional levels, the formers SSP students
particularly, grade four and grade six and | had collected the qualitative data through document
review. Then the researcher would interpret the observed, interviewed, group discussions and the
reviewed documents data in line with the implementation/practice, the effectiveness of AE on
parents’ involvements in SHGs and the challenges hindering the effective implementations and

the prospects of accelerated education program in the investigated areas.

3.3.Research Design
There are many types of research designs postulated by researchers aimed to meet different
purposes with different contexts of study. Creswell (2007) suggested qualitative research as
narrative research, phenomenological, ground theory, ethnography, and case study. The
investigator intended to examine how the AEPs implemented in line with principles/guidelines of
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AEP, the effectiveness of the program, challenges hindering to implement it and prospects of the
program that began exploring and an in-depth examination with qualitative data and analysis in
the investigated area. Besides this, investigator argued that, cases study is necessary design to
understand really the program had been implementing in line with the principles/guidelines of
AEP/SSP, the effectiveness of the program, challenges hindering to implement it and prospects

of the program.

Case study is a qualitative study in which the investigator explores a bounded system (a case) or
multiple bounded systems (cases) over time, through detailed, in-depth data collection involving
multiple sources of information (e.g., observations, interviews, audiovisual material, and
documents and reports), and reports a case description and case-based themes (Creswell, 2007).
Similarly, Creswell (2009) stated that case studies are a strategy of inquiry in which the
researcher explores in depth a program, event. activity, process, or one or more individuals. The
intended research was bounded by the AE program implementer in line with the accelerated
education program principles and then the investigator has gathered multiple data using different
data collection instruments from the respondents of the research.

By taking practice/ implementation of AE/SS program in line with guidelines/ principles of
AEP/SSP, challenges hindering to implement it, the effectiveness of program and the prospects
AEP/SSP, the researcher would like to take those investigated issues in comparative type
contexts with in ALFA classes and government adoption classes and the two woreda Raya kobo

and Habru woredas in the investigated areas.

3.4. Sources of Data
The researcher was employed both primary and secondary data sources to investigate the issue
discussed. Focal persons of accelerated education programme at Woreda, zone and regional
level, SSP teachers, supervisors, directors, curriculum preparation and implementation team
leaders at Ray kobo and Habru woredas and the former SSP students were the potential data
sources proposed by the investigator. The researcher believed those primary data sources to
explore and in- depth examination about AEP as first-hand information in the study areas. In
addition to these the recorded data which were documents that included students result and

activities in the SHGs to show better understanding in the study areas.
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3.5. Population, Sample and Sampling Techniques

In selected woredas (Raya kobo and Habru) there were 1080 ALFA class students enrolled in
2011 E.C, 720 ALFA class students in 2012 E.C and 375 ALFA class students in 2013 E.C.
Schools among those woredas 40, 25, and 15 were addressed in the respective years and the
number of teachers were also proportional to each school 40, 25, and 15 in the respective years.
20 curriculum preparation and implementation team experts, 7 curriculum preparation and
implementation team experts, 16 curriculum preparation and implementation team experts, 3
SSP project coordinators were working at reginal, Zone, Woredas and SSP project coordinator
office respectively. In the 2014 School year there are ten (10) SSP schools at Raya kobo woreda
and seven (7) SSP schools at Habru woreda.

Among 17 speed school, the researcher took two speed school, the first from the government
adoption classes and the second from ALFA classes, Habru and Raya kobo woreda respectively.
The rationale of the researcher was that, among SSP programs took the two programmes from
government and ALFA classes made comparison the government adoption and ALFA classes
implementation in the study areas. Among 31 former speed school students both at grade six and
grad four eight (8) students were selected through available sampling as FGD participants.
Among eight (8) SSP teachers, six teachers were selected through available sampling. Among 46
participants at regional, zone, woreda curriculum preparation and implementation teams and SSP
focal persons, 7 participants were selected through purposive sampling technique. The researcher
rational for the selected purposively the focal persons of SSP at regional zone, woreda and
woreda curriculum preparation and implementation team leaders were the most useful or
representative for this study. Both ALFA classes school and government adoption have a single

supervisor and director and the researcher takes them as research participants compressively.
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No Participants/respondents Population Sample size Sampling

techniques

1 Curriculum preparation and 46 7 Purposive

implementation team leaders and

SSP focal persons at woreda, zonal

and reginal levels
2  Directors 2 2 Comprehensive
3 Supervisors 2 2 Comprehensive
4  Teachers 8 6 Available
5  Students 31 8 Available

Table 1. Summary of population, sample and sampling techniques

3.6 Data Collection Instruments and Procedures

3.6.1 Data Collection Instruments
The researcher was used semi-structured interview, focus group discussions, observation and

document review as an instrument.
A. Semi- structured interview

Semi-structured interviews consist of a series of open-ended questions depending on the research
topic areas (Mathers, Fox, & Hunn,1998). The investigator had an interviewed with woreda
education office curriculum preparation and implementation team leaders, focal persons of SSP
at reginal, zone and woreda level and with the SSP teachers, supervisors, directors. Based on the
speed school guideline, the researcher has developed sixteen (16) an interview guided question
for the teachers, school directors and supervisors, twenty-one (21) an interview guided question
for the curriculum preparation and implementation team leaders and focal persons at regional,
zone and regional level. These tools helped the researcher to understand how accelerated

education program/SSP are implementing/practicing with principles of accelerated education
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program/ speed school program guideline, major challenges hindering in the implementing

processes and the prospects of accelerated education program in the study areas.
B. Focus group discussion

A focus group discussion (FGD) is a qualitative research method and data collection technique
in which a selected group of people discusses a given topic or issue in-depth, facilitated by a
professional, external moderator (Eeuwijk & Angehrn, 2017). The researcher has developed
seventeen (17) FGD questions with open-ended nature for the former speed school program
students. The major purpose used this tool was knew the outcomes and impacts of the speed
school program for students and their parents because of they were joined in SHGs, major
challenges that hindering to implement the program and the acceptance of the speed school
program to parents and students at particularly and to the school community at large. The
investigator had two groups (one groups within in each school). FGD discussants would set in
circle mode within their school and all of FGDs has been discussed the issues in detail with
investigators' participation with more clarifying some issues that should be raised. This tool has
helped the researcher to understand the extent to which parents involved in SHGs activities and

students’ perception toward the speed school program implementations.
C. Observation

Observation is used in evaluation performance, interests, attitudes, values towards their life
problems and situations (Pandey & Pandey,2015). The investigator was developed observation
checklists based on the speed school guideline and observation is important to what is going on
in the studied areas and to understand how respondents respond to the phenomena undertaking
there and made compressions the actual implementation of AEP/SSP in the study areas with the
results achieved through this program. The researcher could observe, where the speed school is
provided, the actual facilitation sessions in both ALFA and government adoption classes,
learners’ academic achievement who enrolled in speed school program, sitting arrangement of
the class based on the class activities, teaching and learning aids, activities performed by the self-
help groups, major challenges of the speed school program in the implementation areas and the
interaction of the speed school teachers with the link school and head teachers. In this study, the

researcher would act both as participant as observer and non-participant observer.
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In doing so, the researcher has answered this basic research question. how is accelerate education
program practicing, the effectiveness of the accelerate education program on parent involvement
on SHGs, the prospects of the AE program and major challenges hindering the implementation
of AEP/SSP in the study areas.

D. Document review

The researcher had reviewed documents with of intensive photographs to understand the students
result and activities done over the last two or three years with in the program. The major purpose
of the document review was to collect the qualitative data and it helps the researcher to
understand the extent in which students performed their academic achievements and activities

were done by parents in the SHGs.

3.6.2 Data Gathering procedures

Since the approach of the study was a qualitative. the investigator has developed data gathering
tools open-ended nature question for qualitative and reviewed recorded document data. Data
gathering tools have developed within comprehensive readings of speed school guide line
prepared by Geneva Global - Eth 2020. Three types of data gathering tools were prepared i.e.,
interview protocols two types; for teachers, school directors and supervisors one part and for the
focal person of SSP, curriculum preparation and implementation team leader at all levels reginal,
zone and woreda another part of interview protocol, observation checklists, and FGD questions.
Those tools had both English and translated within Amharic languages to be understandable by
respondents.

To found a good results from this study, researcher would implement phases in the data
Collection Process properly. So, the researcher firstly; found phone numbers of education office
at woreda and zone and | had told what | am, the purpose of what | had got them and then we
agreed that issue and decided the day I could meet them and then after they told me the overall
issues about the speed school based on my concerned issues in telephone, consequently, the
researcher asked to get letter from the department of adult education and community
development at Bahir Dar University to Raya kobo and Habru woredas already | had gained
permissions access to sites from Raya kobo and Habru woredas and then after the investigator
had observed first each woredas and the schools in Elaladima school ALFA class from Raya

kobo and Melka chifie school government adoption class from Habru; secondly; | had adjusted
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the time to collect data from each individuals and then after | had interviewed each participants
at woreda first, second at school, third at zone and fourth at regional level and totally more than
420 minutes were undertaken for the interviewed individuals and in the interviewed times data
were recorded through written notes as same time audio recorded. In the FGD time, researcher
was communicated the school director how | had got the former speed school students and then
he told me the student section and shifts at mooring or at afternoon then after | had
communicated the students and told the purpose of the FGD with them and the FGDs were
undertaken in each school with more than 90 minutes. At a times when interviews and FGDs
were undertaken at schools, observations were undertaken, similarly, based on the classes
schedules of teachers | had observed teaching and learning materials, teaching and learning
methodology, the teaching and learning classrooms (I had observed two times the ALFA classes,
one time the government adoption classes). Thirdly, the researcher would administer the
qualitative data collection through reviewed the existed documents. In this time, | had asked
different individuals at woreda and schools, however, completely the data were not available at
woreda because of the study areas were damaged by war. On the other hand, some data were
accessible at school such as students’ results, book accounts (parents saving accounts in SHGS)
and numbers of students who enrolled for the last three years. To get the full data to this study,
repeatedly | had asked to get the data from ALMA office SSP coordinator and he gave me the
data, consequently, | had analyzed the data based on.

3.7 Data Analysis Techniques
The investigator aimed to answer research questions proposed in this study, i.e., research
questions focusing on how is AEP implementing/practicing, the effectives of AEP, challenges
hindering them to implement and prospects of AEP in the instigated areas. The collected data
was prepared (classified, and, organized and summarized in related themes) based on in each
data gathering instrument. The investigator first read the recorded notes and transcribed audio
recorded data carefully and categorized and come up all of the transcribed data with the same
issues and themes which were collected through interview, FGDs, documents and observation
before the analysis was mad. Then the investigator has presented the findings of the study in
narration in each theme. Followed, a presentation of the findings of the study, the researcher has

discussed the findings in line with literature.
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3.8 Ethical Considerations
Ethical issues in research command increased attention today and the ethical considerations that
need to be anticipated are extensive, and they are reflected through the research process and
these issues apply to qualitative, quantitative, and mixed methods research and to all stages of

research (Creswell, 2014).

The investigator has informed the purposes of the study for the participants at all levels. The
participants have informed no benefit to gain and no threat was would face them because of
participating in the study. The investigator also was confident enough for any harm to come upon
participants because of participating in the study. All data, and evidence, which has recorded and

gained through this study from participants, were kept secretly.

The anonymity of the participants was kept. The investigator has named woreda education office
experts, Teachers, supervisors, directors, focal person, students (learners), reginal education
bureau curriculum expert and zone education curriculum expert. Therefore, participants” names

not mentioned.
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CHAPTER FOUR

4. DATA ANALYSIS, INTERPRETATION AND DISCUSSION OF RESULTS

The title of the study was “assessing the practice and challenges of accelerated education
program in North Wollo Zone”. Besides this, the researcher has developed four basic research
questions; concerning how is practicing AEP, challenges hindering the implementation of
accelerated education program; the effectiveness of accelerated education on parents’
involvement in the economic activities; and the prospects of the speed school program. To be
clear with the stated objectives of the study, the researcher has collected data from woreda
curriculum preparation and implementation team leaders, supervisors, school directors, learners

and the accelerated education program focal persons at reginal, zonal and woreda level.

This chapter of the study leads into the analysis, interpretation of data and discussion of results
that were collected from respondents through, interview, document analysis, FGD and
observation. The chapter included three major presentations. These are demographic information
(characteristics) of respondents, analysis and interpretation of the collected data, and then
discussion of main results. All these were presented sequentially.

Taking the objectives of the study, the researcher has presented the findings of the study starting
from respondents' profiles, the practice of accelerated education program in different thematic
areas, the challenges of accelerated education program, activities of parents in SHGs and what

look like the prospects of accelerated education program by different individuals.
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4.1. Demographic Characteristics of the Respondents

Melka chefie schools

grade four

No Status Number of Workplace Educational ~ Length of Length
Participant Background Interview Of
in FGD in
minutes  minutes
1 Regional education expert 1 Bahir Dar Master _
focal person
2 Zone education focal person 1 Woldia Degree 25 _
3 Woreda education curriculum 2 Kobo and Mersa Degree 60 _
expert team leaders
4 Woreda education expert 2 Kobo and Mersa Degree 68 _
focal persons
5 ALMA AEP project 1 Bahir Dar Degree 90 _
coordinator
6 Teachers 6 Elaladima and Diploma 120 _
Melka chefie schools
7 Supervisors 2 Elaladima and Degree 50 _
Melka chefie schools
8 Directors 2 Elaladima and Degree 80 _
Melka chefie schools
9 Students 8 Elaladima and Grade six and 90

Table 2: Research respondents/ participants profile
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4.2. The practice of accelerated education/ speed school program

4.2.1. The school calendar of the speed school program
Both the government adoption speed school class and ALFA class were clearly practicing with
the accelerated education guide line school calendar. In responding to the investigator, the
participants said, “the calendar of this program was implemented in 10 months starting from
September to end June by dividing in to three phases; these were phase one, phase two and phase
three and in each phase, contents have been delivering in 2 months for grade one, 4 months for

grade two and 4 months for grade three respectively’’.
With regarding the to speed school calendar one of the school director respondents said,

“I know the calendar of the speed school class, it was given for 10 months in to three
phases, but You know and | know the current crisis of our country, those were covid and
internal conflict (war) and it leads to schools were closed and students were internally
moved and displaced; so, the school calendar was affected and it may start January or

other months”.

In relation to the schedule of speed school class, the respondents said that, “in the ALFA class
the teaching day was much longer than the government schools, because it has implemented the
full day schedule begins 2:00 to ends 11:00 hours in addition to Saturday tutorial class and has
almost one hour lunch break, but in the government adoption speed school class the schedule
was the same as the government school begins with 2:00 to end 6:00 hours’’. By the
investigator’s effort to be clear with the variation of government school class with ALFA class
implementation “respondents were explained the reasons, those were the government adoption
class students raised question why we differ our class schedule from the link school students, the
question of teachers why we work full day without the payment(salary), the problem of class
room (there was not enough classroom in the link school) and the tiredness of the learners in the

full day.

Based on the participants information, both the government adoption class and ALFA class, the
speed school program is truly practicing and was the same as the speed school toolkit stated by
Geneva global that follows the official primary school calendar year, starting usually in mid-

September and ending at the end of Jun, however the practice of the government adoption class
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in the daily school schedule was different from the ALFA, that ALFA classes were follow and
respect the speed school guide line stated by Geneva global that speed school learning day lasts a
full seven hours beginning at eight o’clock in the morning and ending at five o’clock in the

afternoon with a mid-day break for lunch of one hour but not the government adoption classes.

4.2.2. The curriculum condensation system of speed school/accelerated
education
from the interview conversation and FGD, the participants said, “the curriculum of speed school
class was given by the three years curriculum in to one-year condensed curriculum including all
relevant contents of the grade one to three and then learners can join in grade four (4)”. Both the
government adoption speed school class and ALFA class were used for the teaching and learning

process in the condensed curriculum by given the Amhara Reginal Education Bureau.

In relation to the condensation system of the speed school class one of the focal persons stated
that,

“ To condense the curriculum of the speed school contents and syllables, there were
precondition activities before implemented, those were validation workshop included and
participated individual at all level in the education system at woreda, zone and region
taking the responsibility on the Amhara Reginal Education Bureau and financial support
from Geneva Global, then different technical team members were participated, to
evaluate the curriculum in each subject teachers were participated, different academicians
from university, college and partners from Amhara development association were

actively engaged”.
One of the school directors mentioned that,

““At the government school where the ALFA class was implemented, the link school teachers
were used the condensed curriculum for their teaching and learning process by understanding

the effectiveness of the program”’.

As recommended the speed school guide line, to condense the official curriculum, the system
provides the facilitator (or teacher) both the opportunity and the responsibility to bring content
drawn from the students’ local context and the delivery of a condensed curriculum starts with an

expanded version of what students are meant to learn in order to succeed both in their future
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schooling and beyond as lifelong learners and as productive, engaged, fulfilled citizens, however,
from the interview conversation, participants said that, “ because of teachers were not engaged
the condensation system and precondition activities, they were not understand and undertaken
the holistic learning outcomes such as emotional, physical and social skills and knowledge than

much focused on cognitive skills and knowledge”.

4.2.3. Launch/start the speed school class/accelerated education program
Both the government adoption class and the ALFA class were performed preconditions activities
before the implemented the program. In the ALFA classes, the respondents stated that, before to
go head the implementations of the teaching and learning process; there were different activities
performed those were; providing training for teacher, woreda, zone, reginal curriculum
preparation and implementation teams and focal person, school directors, supervisors ;accessing
learning materials; recruiting and selecting teachers more than diploma holders by the
recommendation of Amhara Regional Education Bureau and the Woreda education offices and
then providing training the selected teachers for 5 to 21 days; accessing the teaching and learning
materials for each schools such as colored paper, pencil, printing A4 paper, plastic small chairs,
pens, notebooks, rulers, scissors, chalk, tape, flesh, exercise books and different beauty posted

paper and assigned the project coordinators in each woreda.

In the government adoption class, the respondents stated that, to implement this program we
prepared in different aspects, these were discussed and communicated the school community
parents, teachers of the link school; provided training for the selected teachers from the
conventional school teachers who had more committed, language teachers and who had better
efficiency; accessing teaching and learning classroom separately for speed school learners,
accessing the condensed curriculum from the Education office, tried to full field learning aids

such as reading corners, chairs, mini board, and local available materials.

from the information’s of participants in the study areas, both Raya Kobo and Habru woredas
were started the practice of speed school class in 2011 E.C whereas in the school level the ALFA
class (Elaladima school from Raya Kobo woreda) was started in 2011 E.C, but the government
adoption class (melkachefie school from Habru woreda) was started in 2012 E.C. In relation to
the launching the speed school class, to implement the program the idea was beginning from

Geneva Global. Before started the program, the Geneva Global project implementers discussed
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with the Reginal Education Bureau experts, Woreda education office and then had got
permission to go head for the practice of the program started from giving training for the Woreda
Education office heads, teachers, school directors, focal persons from woreda to reginal levels.
From the beginning times to launch the program there were challenges that faced the
implementers, those were the attitudes of different stakeholders; from school teachers; from the
education experts; from the community(parents) and from school directors by question how
could students passing the three years curriculum in one year and they were associated with
killing the generation in this education system. In relation to this one of the participants stated
that,

“At the beginning times of the program, challenges were happened, even individual who
were assigned in the education experts with blind defenses and parents were extremely
challenged by associated with evil, why our children learn separately from others and it

discriminate and challenge our religious”.

From the information’s of participants in the study areas, to launch both the government
adoption school and ALFA class made preparation to begin the program, but the level of
readiness of the ALFA class was better than the government adoption class to ready the
classroom’s physical structure and fulfil the basic teaching and learning materials and supplies

that is why invested budget for ALFA classes is better than government adoption classes

As stated, the speed school guide line, the main actions required to launch the Speed School class
fall into three main categories: readying the classroom; preparing the facilitators and teachers
and enrolling the students, however, from the information in the interview guide, to ready the
classroom’s physical structure and to furnish it and prepare the basic learning materials were

very low, especially in the government adoption classes.

4.2.4. The recruitment and selection of the speed school teachers and schools
From the interview of the respondents, the selection criteria of the speed school teachers in the

ALFA class and government adoption classes were varied. One of the interviewees stated that,

“....In the ALFA class teachers were recruited based on these criterial, teachers should
be diploma holders, can communicate the local language, agreed the salary the scale of

other diploma teachers paid, agreed after the training he/she should be started the
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teaching and learning process, and he/ she had promised to respect the students, school
and community culture, and the recruitment had processed by the responsibility of ALfA
project coordinators, but the government adaption class the recruitment of teachers were
under taken by the responsivities of the school community from the link school teachers
and those teachers should be considered the teaching subjects specially language
teachers, have an ethical behavior, have a good result or efficiency, have a good teaching
and learning methodology experience, have not asked additional payment from the school
or paid only the government salary as other teachers, voluntary to take the training
toward the speed school in different times, have promised to respect the schedule of the
daily classroom learning and have a good communication skills to share the experiences

of the speed a school class systems to other teachers in the link school”.

As the information from interviewed individuals, to select the ALFA class teachers at the
beginning time of the program grade ten completers could teach, but from the question of the
Woredas education office and Amhara reginal education bureau for the project coordinators of
ALFA class, below diploma holders couldn’t taught and then they were changed their selection

criteria.

In relation to the selection of schools for the speed school class engagements, the participants

said, to select schools; data were collected from each kebele and local area by the combinations

work of kebele education and training board in Amharic word $+0N,($NA +9°UCT § haMT

NCE) and then send the data to the central district education authority office, and then after
analyzed and identified which kebele and local areas have more dropout rate of students and
didn’t have got education access earlier times in different reasons, identifying individuals family
background profile and the livelihood of parents, need assessment also conducted continuously
each woreda and kebele with supports of community leaders and kebele education management

committees.

As the information from interviewed individuals, to select teachers for both ALFA classes and
government adoption classes, teacher should be diploma holder, usually language teacher better
and as much possible teachers’ residents from local district, but the speed school guideline shows
that speed schools can thought by teachers who are at list grade ten completers who should know

the culture, language, religion and local tradition and from this variation the investigator had
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tried to discuss with the respondents and they were explained that woreda education office
experts was not volunteers to select grade ten completers for the quality of education and then
Geneva global partners and education office experts agreed that language teachers with diploma
holder could thought.

4.2.5. The enrollment and recruitment criteria of students for the speed school
program
From the information in the interview and FGD discussion of participants, to register and recruit
learners, both ALFA class and government adoption classes were had similar experiences. One
of respondents stated that, the selection, recruitment and registration of students in the speed
school class was collective responsibility of kebele leaders, school principals, community leaders
with district Woreda Education office curriculum preparation and implementation teams. And
these individuals identify the children who meet the enrolment criteria. According the
respondents, criteria should require that a child; is between 9- and 14-years old age, comes from
the poorest families; have risk health condition (students with HIV AIDS), didn’t have parents or
have single parents, students who dropout their education in different reason, displaced children
in different regions and areas and mothers of the students had been interesting to participate in

the self-help group.

From the information in the study areas in the observation, FGD and the interview; both the
ALFA classes and government adoption classes the profiles of the learners were almost similar
criterial to recruited and registered except the living areas of the students (urban versus rural). In
the ALFA class (Raya kobo, Elaladima speed school class) students who were participated in the
age of between 9 and 14, from very poor family, single parents or didn’t have parents, health
conditions (children with HIV ADIS), didn’t have got education access in the earlier times or
drop out their education in different problems, displaced children from different regions, only
rural areas residents and parents were given promises to participate in the self-help group.
However, in the government adoption class (Habru Woreda, Melka Chifie school) students who
were participated in the age of between 9 and 14, from very poor family, single parents or didn’t
have parents, didn’t have got education access in the earlier times or drop out their education in
different problems, displaced children from different regions, both urban and rural areas
residents and parents having a promise to participate in the self-help group.
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In relation to the selection and recruitment procedures one focal person of the respondents stated
that,

““To identify and recruitment of student to the speed school program, it takes time,
commitment from each individual should be undertaken and the last four years there were
limitations in the selection and recruitment of targeted learners properly, so to do well

this, the local education authority’s, parents and communities should be responsible’’.

From the information the in interview in the study areas, both government adoption speed school
class and ALFA class were used the same criteria to the recruitment of students in the speed
school class, but in practice the government adoption class was not functional in the self-help
group with in different economic activities while the speed school guideline out line one criteria
require that recruiting students to join a Speed School class, every mother father must join and

participate Self-Help Group.

4.2.6. The training of the speed school teachers
Both the ALFA class and the government adoption speed school class teachers had got training
before they were started their teaching and learning process and the trainings were provided at
zone level both before and during their working times by the selected Geneva Global project
experts. In the ALFA classes teachers were trained after selected, employed, and recruited by the
owner of Amhara development association ALFA project coordinators and the training was
given for five to twenty-one days before and during their working times, including refreshment
trainings. Similarly, the government adoption speed school class teachers had got the training
after communicated the school directors and the district woreda education office curriculum
experts to access trainings from the selected teachers especially, language teachers and then the
trainings were provided including the refreshment training three to five days by different NGOS

institutions, among those Geneva Global and imagine one day supported by UNICEF.
From the interview period one of the teachers’ respondents stated that,

Both ALFA class and the government adoption speed school class, the training was very
important for our skill gaps, teaching methodology, how to handle learners and adopted social
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and communicating skills, but the training was provided in the short period of times, “so the

training should be providing in continuously and in depth”.
In relation to the training of teachers, one the ALFA class teacher said that,

“Eyewueleh ema [meaning look with attention) | have taken the trainings about the speed
school class program and | have understood its importance’s as whole even without
expect any incentive(allowance) from the training providers | am interested to take the
trainings and the government or regular class teachers were benefited from this program

and training through adding their capacity and develop social integration”.

From the interviewed teacher’s information in the study areas, both ALFA class teachers and the
government adoption speed school class teachers were understood the benefits of training to
develop their capacity toward social skill, communicative skill, cognitive skill, and emotional
skill with recommending additional training should be given continuously to strength the trained
teachers directly and link school teachers or the regular government schools were beneficial in

directly.

While the speed school guide line stated that, preparing facilitators to launch the school year
occurs in two main steps, the first is training the trainers (ToT), these are the cluster supervisors,
teacher college tutors, and other education agents who will train the facilitators (the second step)
and support them over the course of the year, however, from the respondents information in the
study areas, training teachers to the speed school program were not much enough and

continuously provided.

4.2.7. The implementation place of the speed school class
From the interview conversations and observations in the study areas, both ALFA class and
government adoption class were implemented at the government school. With the investigator
effort to elaborate why the speed school occur at the government schools, the respondents stated
that, this program could be implemented at different locations such as around church, mosques,
tree shadow and Kebele learning centers, but discussed with different stakeholders and then
understood of the effectiveness of program and its continuity, the government schools were the
convenient place for the teaching and learning process of the speed school class, because the

program works on the responsibility of school directors, supervisors, woreda education experts,
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so, to monitored and evaluated the program the government schools were more preferable and

convenient.

In relation to the prepared learning classroom, ALFA class and government adoption class have
a significance difference. ALFA classes were accessed for students separately with combination
work of the school directors, the focal persons at all level with the higher professional from
Geneva Global with the full access of learning materials supported through Geneva Global.
However, the government adoption class was not prepared separately, didn’t have access
learning materials, was not attractive to children and was not looking smart and convenient.
Regarding with the differences, the respondents were explained that there were many external
and internal factors which challenging, those were; the shortage of learning class rooms,
financial problems to fulfil the learning materials and unable to work with combination of

different education stakeholders from school to regional level.

The speed school guideline indicated that, if they are unable to secure a class in the government
school, they must seek and negotiate other options, among the alternative sites in which Speed
school classes have operated are churches or mosques, community centers, private residences
and government administrative offices, similarly respondents said that, other learning sites had
been an option that takes place teaching and learning process of the speed school program, but to

strength the monitoring and supervisions of the program is better at the government school.

4.2.8. Types of learning materials for the speed school class program
Both the ALFA class and government adoption speed school class teachers were used the
condensed curriculum. However, ALFA class was much better accessed in the teaching and
learning materials than the government adoption speed school class. From the interviewed of
participants and observations, ALFA classes were used relevant materials for the students such
as colored paper, markers, pens & pencils, scissors, posters, chalk, rulers, maps, Wuhu, Paper
(A4), cartons, teachers guide and condensed test books, whereas the government adoption
classes were usually used local available materials alternatively, such crops, woods, moods,
cartons and with low availability of pens, pencils, scissors, posters, chalk, rulers, maps. In
relation the learning materials, the respondents stated that, student have been learning through
cutting, designing and touching through their own skills, experiences and visualized their

experiences.
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Based on the information in the observation, FGDs and interviews in the study areas, although
both the speed school classes were used the condensed curriculum, the government adoption
speed schools’ class was not much effective full filling the convenient and furnished learning
materials than the ALFA classes.

As stated from the speed school guideline, locally available materials with which to create
models of items from real life and natural materials such as sticks, pebbles, leaves, grasses,
clay/mud, seeds, plants might use to create low-cost and no-cost materials, similarly, the
respondents stated that, in door games, no-cost and low-cost learning materials which are
activity-based and learner- center instructions strongly encourage students’ motivation and to

achieve the holistic learning out comes.

4.2.9. The speed school classroom set up and atmospheres
From the interview conversation, FGD discussions and the observed classes, the Speed School
classroom  looks, sounds, and acts differently than most conventional classrooms. Both the
ALFA and government adoption classes students between 25-30, having age-appropriate plastic
chairs, tables, mini board, different attractive posted reading materials, activity-based learning
materials accessed from the local production and donated materials, drawings and printed letters
and words prepared by teachers and voluntary individuals. Both ALFA and government adoption
classes students were confident and happy through passed the speed school system and they were
able to know their roles and the school disciplines. However, based on the investigator’s
observation, ALFA classes were much better attractive and convenient than the government
adoption speed school classes. In relation to this, the government adoption speed school class
teachers stated that, to attract and to furnish as the ALFA classes, there were different
constraints; those were low availability learning inputs such as paper, shortage of learning

classroom and financial problems of the school to cover the cost of learning materials.

The speed school guidelines recommended that, classrooms look, sounds, and acts differently
than most conventional classrooms and the physical appearance provides evidence that a very
different type of teaching and learning is happening there and this also true based on the
investigator’s observation in the study areas especially ALFA classes did have drawings and
printed letters, words, and phrases prepared by the teachers and provided by Geneva global and

those were posted at all sides of the walls.

62



Source: Observation of Elaladim school (ALFA class)

figure 2: Teaching and learning classroom for the speed school program

4.2.10. The teaching and assessment methodology of the speed school class
Both ALFA and government adoption classes teachers were used similar teaching and
assessment methodology. In the teaching and learning, both ALFA and government adoption
classes teachers were used activity-based learning, peer teaching method, student - center
through participated class activities, cutting and drawing different materials, discussions with a
small group, the speed school teachers were done for their students more generic, fun, engaged,
practical skill, and focused brainstorming of ideas. From the information’s of observation and
interview, teachers were planned for their assessment method by dividing planned activities in
each week and months and then assessment were taken from 70% activity-based learning and
30% placement exam. Teachers were done different assessment techniques such as, group work,
class activities, homework, participation, activity-based evaluation in the class room and

prepared holistic evaluation exams.

One the government adoption speed school class teachers, said that, “speed school class teaching
and learning and assessments methodologies were unique from regular classes, because it was

activity - based learning, funny, motivated and easily understood”.

As recommended from the speed school guideline, continuous formative assessment and
summative assessment would be undertaken for the practice of checking how well pupils are
learning while instruction is still happening in order to identify and address any gaps before
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moving on to new content and the practice of checking regularly and in a standard way how well
pupils have learned content from their lessons at the end of an instructional period, similarly, the
respondents were told me assessments were undertaken during a phases the facilitator assesses
how well pupils have learned the associated content, at the end of each phase, each school
district prepares an examination that all pupils take at the end of each of the three phases and at
the end of the year, examination were prepared by the district education authority that aims to
measure each pupil’s learning the full three years of primary education to determine pupils
entered the conventional school.

Based on the information’s at the interviewed time, the teaching and assessment methodology of
the speed school was different from the regular classes, it was more focused activity-based
learning, encourage students, and motivation, memorable and easily understood, encourage the
students’ relationships and increased the student’s participation and role and it have a large

number of indoor games.

In relation to assessments and promote of the SSP student, one focal person from the respondents
stated that,

“Assessments were undertaken throughout the teaching and learning process and at end
of the school year to evaluate the student holistic learning outcomes and as we knew the
goal of the speed school was that students able to require the necessary knowledge, skill
and attitude the three-year contents with in ten month or one school year calendar and
passed in to grade four, however if students didn’t able to achieve the necessary skills
and knowledge for grade four, it was not always necessary promoted in to grade four,

they could promoted grade two and grade three based on their performance”’.

4.2.11. Sources of fund for the speed school program implementations
From the information of the respondents, ALFA classes were funded differently from the
government adoption speed school classes. Both Raya Kobo and Habru woredas, ALFA classes
were fully funded by the Geneva global through Amhara development association whereas
government adoption speed school classes were funded and supported by link school by itself
and other volunteers and doners. Currently the government adoption speed school classes were
supported by UNICEF through imagine one day project and save the children taking the

experiences of Geneva Global practice.
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In relation to the speed school program and its sustainability one the curriculum and

implementation team leader said that,

““‘Recently, students were benefits from the alternative non formal education programmes
such as speed school program, however, to sustained such kind of program collaborative
efforts should be undertaken and it is not only the responsibility nongovernmental
institutions, government also take as concerned issue through financing, accessing the
teaching and learning materials, mentored and evaluated the program and to sustain the
program in the future all stockholders in education sector would be actively involved

rather than expected from the external bodies’’

4.2.12. The activities of self-help group

From the information’s of the interviewed individuals, FGD discussions and the observed
evidences, ALFA class students’ parents were engaged many economic activities such as the
agricultural productions through rented the agricultural land, the productions of hen, sheep and
goat fattening, tea house and opened credit and saving accounts. Both the profit and risks have
been happening, because of parents bought the goat and sheep through taking the credit amounts
and it were died, on the other hand, parents also had profit specially in the agricultural
productions such as crop production, vegetables and fruits.

In relation this, one of the school directors said that,

“In our school having an organized self-help group to registered in agenda through
assigned responsible bodies in each in to secretary, accountant, monitor and parents were
saved 20 birrs in monthly and the institutions (Amhara credit and saving institution) was
giving credit just like their saving amount and undertaken monitoring and auditing,
however there were parents who were registered and unable to save as the member of the
self-help group and those parents didn’t prohibit to send their children to speed school

because of unable to save”.
In relation to this, one of the focal persons said that,

““School principals act as SHG promoters and they facilitate mothers to organize, select
executive leaders, agreed amount of saving, set ground rules collect the agreed saving amount

and executives take the saved money to banks, helps to design project proposal in which by the
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saved money started simple business activities, principals teach them basic skills/ adult literacy

skills’’

From the document indicated, in 2013 E.C school year from the planned 375 mothers 315
mothers which is 84% of ALFA class children were agreed to organize under SHG group and
engaged in saving. In this school year, 15 schools 315 mothers organized in SHG and save ETB
89625 birr by themselves. 83250 Birr supported by the project and a total of 17291 Birr capital
they have. Because of have a strong problem to work together, most mothers agreed to borrow
the money for most needy and interested mothers for a fixed time and those mothers who took
the advantage of getting the borrowed money immediately engaged in different economic
activities like goat and sheep heading and poultry

From the information’s of the interviewed individuals, FGDs and the observed evidences, the
government adoption speed school class students’ parents were not engaged many economic
activities, however at the registration and recruitment step of the students, parents having a

promise to participate the economic activities.
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Sources: Elaladima school (Raya kobo), Habru woreda, Raya kobo Woreda document

analysis and observation

figure 3: parents saving and credit book, Sheep, Goat, and Hen production activities

Based on the findings of the study, the ALFA class student parents were actively engaged in the
economic activities and they had a change from their earlier livelihood life and encouraged the
parents cooperative work, however the government adoption speed school class parents were not

engaged, but in the future, they have a plan to involve those activities.

4.3. The monitoring and evaluation system of the speed school program
From the information in the interviewed, ALFA class were monitored evaluated through a
serious combination work of the lower to higher stakeholders, teachers, directors, woreda
education office focal person, zone focal person, region focal person, the assigned person of the

project in Woreda and region. However, the government adoption classes were monitored and
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evaluated only government school community and the government education experts from
woreda to reginal level without interference of the Geneva Global experts of the speed school

who assigned in different levels. In relation to this, one the focal person respondents said that,

“ALFA classes were highly and seriously monitored and evaluated with clearly stated
components with checklists and we were used highly sophisticated monitoring system,
this was electronic data management system (EDMS), it could control all activities done
as individuals even it could show the location where the data was fulfilled and it could

control the geography information system”.

Both the ALFA and government adoption speed school classes were monitored through checklist
and forwarding their effectiveness. In the ALFA classes, the speed school class activities and
self-help group activities were highly monitored, those were how many students could able to
read, write and numbering in each phase, how many students passed the expected grade, how
many parents registered in the self-help group member and how many parents could save, and its

vice versa.

Based on the information of the respondents, although both ALFA and government adoption
classes were undertaken the monitoring and evaluations through listed out each activity in
checklists, ALFA classes had better monitoring systems through supported in the electronic data
management systems with taking strong monitoring and even they undertake punishment who

couldn’t work their responsibilities properly.

4.4. The challenges of the speed school program/accelerated education
program
From the information the respondents, both ALFA and government adoption speed school
classes having challenges that constraints the effectiveness of the program, among those,
challenges with government stockholders challenge, teachers challenge, material and classroom
challenge, parents challenge, transportation challenge, financial challenge, students challenge
and project and school’s challenge. Both ALFA and government adoption speed school classes
having challenges related with stakeholders having low commitment to perform activities in the
program, blind defense from each individual who assigned the education offices, problems of

collaboration, attitude related problem questioned how could students were able to pass in the
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short period of time, resistance to adopt the program and having low attention toward non-formal

education.

In relation the stakeholder’s commitment to the speed school program one of school

supervisor said that,

““To implement the speed school program effectively in our woreda | have observed
challenges during the program started and up to now, these were responsible structures
and staff are still relatively new to the model to adopt the program even they knew the
benefits of the program and education office authorities not committed rather they
familiar program in to the Geneva global implementers, but it needs more collaborative
and putting commitment on minds of each education sectors rather a single individual or

institutions’’.

Based on information interviewed individuals in the study areas, both the ALFA classes and
government adoption speed school classes turnover of the teachers, perception performing tasks

associated with inspection purpose and teachers were raised always monthly salary payment.

In relation to the teachers’ arguments toward their participation to the speed program one of

focal person said that,

| have worked on the speed school program for the last four years and still know, in my
working times multiple obstacles were happened, because obstacles only happened
something we work and begin, but in my working times the major challenge in this

program was teacher’s turnover due to found better salary and alternative work’’.

Both ALFA and government adoption classes having a constraint in the learning classroom, there
was not enough classroom and there were not buildings. Based on the investigator’s observation,
both ALFA and government adoption classes having problems unsafe, not enough and not
conducive learning classrooms, however, in the government adoption speed school classes low
availability of learning materials, didn’t have classrooms for students separately and teaching

aids were highly challenged than ALFA classes.

In relation to the learning classrooms one of the focal persons said that, “‘to sound, safe and

conducive learning environment in the speed school classroom is not much expensive, because
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we can build learning classrooms by mobilizing communities, searching and asking local
partners through discussing how to address students in the education system and equal access,

however, the only problem was take poor initiatives from each individual’’.

Based on the information in the interview time in the study areas, both Raya kobo and Habru
woredas having challenges in the transportation constraints to support and monitor the woreda
education experts and the person who assigned at woreda (for ALFA classes) the program in

each school, there were no transportation inputs such as motor bicycle and car.
In relation to this one of the curriculum development and implementation team leaders said that,

““‘We had trained focal person of the speed school program at woreda level, trained curriculum
development and implementation team experts and trained community mobilizers at woreda
level, so we can monitor and supervise the program continuously, however, school far from the

Woreda, therefore we need transportation system, but was not available transportation systems’’.

From the information in the interviewed individuals, in the ALFA classes, there were problems
with financial cases to mobilize and give the refreshment training for teachers, focal persons and
other stockholders, the problems of timely allocated financial cases in each activity, allowance
problem and cost variations of learning materials and inputs and in the government adoption
speed school classes, there were problems to finance for the speed school program just like other

regular class to bought and fulfilled learning materials.

Based on the information in the interview, both ALFA and government adoption speed school
classes having challenges with the drop out of the students in the family case, moved in the cases
of parents didn’t have had constant residents (through the former displaced case) and the link
school students (regular school classes) were a challenge to implement of the speed school
program at government school by raised the question of why we support the learning materials

just like other speed school classes students.
One of the speed school teachers said that,

““Currently the displacement population is increased in our woreda and the speed school program
aims reach such kinds children, but if they had got a chance to the earlier residents, students

moved without completed their education and dropout and the link school students raised
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questions why we got the learning and teaching aide, they were made comparison of the learning
classrooms with the speed school classes and other additional supports, just like the speed school

students”’.

Based on the information in the interviewed participants, both the ALFA and government
adoption speed school classes had problems with allocated the available budget. In the ALFA
classes the bureaucratic of financed the a given budget had been a serious problem to accomplish
each activity in the program on time. In the government adoption speed school classes having a
good beginning to search nongovernmental organization to support the program such as imagine
one day project and save the children through UNICEF, however it were not enough to broaden
and qualified the activities of the program, so the government school director and education
office experts should be strength to found and expanded the information regarding with the
effectiveness of program in to other doners.

In relation to the bureaucratic problems to finance for SSP one of the focal persons said that,

““To provide trainings, bought the teaching and the learning materials on time and to pay
allowance for trainees and trainers financial activities were serious problem, because the
bureaucratic of financing on time budget was not allocated for each activity, so such kind

of obstacles should be solved’’.

From the information of the interviewed participants, both the government and ALFA speed
school classes had a challenge related with parents. In the government adoption speed school
classes, parents were prohibiting their children to send school, children were used as labor force
for their parents and parents from low-income households were the least willingness to send their
children to school, with little understanding of the importance of education, similarly, in the
ALFA classes, parents had problems with understanding negative connotations of the program

such as understanding badness of the program to their children religion.
In relation to the attitude of parents one teacher from the respondents said that,

““I am Amharic teacher | have thought the last eight years and still now, in addition to this, | am

teaching the speed school program for the last three years without additional payments and this
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program is effective because | had thought both the speed school students and the formal school
students, so student who enrolled in the speed school had better achiever than the formal school,
but challenges were happened, at the starting times and during the implementation of the
program, one problem was parents were associated the program with evil and it discriminate

religion’’.

4.5. The prospects of speed school program/ accelerated education
program
As statistics database from woreda education office that expected children should be enrolling
schools in each kebele and the difference that children actually registered and learn, Currently,
both primary and secondary school age children are out of school in Raya kobo woreda and
Habru. As estimated 22571 boys and 18451 girls were out of school in Raya kobo Woreda and

1708 boys and 1883 were out of school in Habru woreda.

From the interview conversation, FGD and observed practices, Both ALFA and government
adoption speed school program had got acceptance by different individuals. Participants had a
good view toward the program effectiveness to multiple dimensions, effectiveness of students’
academic results, effectiveness of a good relationship between the teachers and parents,
effectiveness of parent’s participation in the economic activities and cooperative work,
effectiveness of students teaching and learning commitments, effectiveness of addressed
educational access for individuals who had not got education chance at earlier times and drop out

through different obstacles.

4.5.1. The prospects of education experts to the speed school program

Both ALFA and government adoption speed school had been recognizing by different
individuals who understood the effectives of the program. In relation to this, the respondents
said, the speed school program should be continued, expanded, adopted, addressed all Kebele
schools especially rural areas. One of the focal persons at curriculum preparations and

implementation experts said that,

“To enhance the inclusion of the remote areas and individuals who couldn’t have accessed
education chance at earlier times, the speed school program was the best alternative

mechanisms to address those individuals”.
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From the information of respondents, speed school could create and strengthen the relationship
between parents and the school community, between speed school teachers and regular school
teachers, make sense of parents towards education importance’s and raise the culture of sharing
teachers’ experiences in the teaching and learning style. In relation to this one of respondents the
school director stated that, the speed school program is not only benefit student who are enrolled
in this program but also in directly the formal schools are benefit through taking the experiences
and activities such as teaching methodologies and learning materials and building relationships
of teachers and parents, so by taking the experiences of this program we should work
collaboratively with all stakeholders, especially, individuals who are working at education
sector, as result we could minimalize the dropout rate of students and addressing quality

education and accessibility.

4.5.2. The prospects of students to the speed school program
From the FGD, students were happy, joyfully and effective through participated in the speed
school classes. From the FGD1, students were explained the importance’s of the program, they
were beneficial on the learning and teaching aids, they had got a chance an educational access
that prohibit from the educational opportunities that unable to pay the cost of learning materials
which were exercise book, pen, bag and those supportive learning materials were also used for
the motivational factor to continue their education progresses, achieved high score grade and
increased their competitions. Students believed that a pedagogy makes a strong for them to
become active learners and it provides opportunities every child to express their knowledge or
understandings. From the FGD1, students were stated that, our mothers are benefited through
participate in self-help groups and they have got the importance of education and they advise
their children in the future schooling, but before participated the SHGs our parents didn’t permit
went to school because of lack of knowledge for education and they were only promoted to earn
business. Surprisingly, from the FGD1, one female student comes from the speed school

program and now she is grade 6 said that,

“I am from very poor family, my parents didn’t voluntary send me to school, because
they couldn’t pay the cost of my teaching and learning materials, in addition to this the
want to earn money from me through different means example my mother want to | am

working with daily labor and | am living with them and my father want to | am moving in
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Saudi Arabia and earn money because he had experiences from our communities,
fortunately, this school program were opened and | am joined, I am benefited through
supported learning materials, my mother had opportunities in the provided training
because of she joined the self-help group and now she had a better understandings about
education, therefore there are many children just like me they are out of school, but if
they had got chance to learn, they could achievable in their education, because now | am

grade 6 and my rank is one from the whole student comes from the formal school and

speed school program “.

Source: Elaldima school (ALFA class) document analysis

Figure 4: In 2013 E.C ALFA class student and 2014 E.C grade four high grade scorer students
4.5.3. The prospects of teachers to the speed school program

Both ALFA and government adoption speed school teachers were highly encouraged, because

speed school program have been creating a good opportunity for children couldn’t had a chance
to learn and unable to cover the learning aids.

One of the government adoption class teachers stated that,

Speed school program was not only benefited the individuals who were out of school, but also
students who were engaged primary school through shared their experiences in the teaching and
learning methods, even the conventional school teachers were used the teaching text book for

their teaching and learning process.
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From the information of the interviewed teachers, currently, student’s dropout is a major issue in
many cases and such children are comes from the least educable family, from poor and often
illiterate families, so we need such kind of education programmes especially, in rural remote
areas or distance from the school environment, student s unable pay the cost of learning materials
and children who haven’t parents, now this program minimizes such problem in our schools,
moreover, we need the collaborative efforts from the government institutions as well as the

nongovernmental partners to implement the program properly.

4.6. Discussion of the findings
The overall purpose of this study was to investigate how is accelerated education program being
practiced, how is effective the accelerated education programs, the major challenges hindering
the effectiveness of accelerated education programmes and prospects of the accelerated
education programme. Here, the findings of the study have discussed against literature under

each research questions.

In relation to the first basic question, how is accelerated education program being

practiced

In order to answer this basic question, the activities of each accelerated education/ speed school
program such as the school calendar and schedule, the curriculum condensation system of speed
school/accelerated education, how to launch/start the speed school class/accelerated education
program, the recruitment and selection criteria’s of the speed school teachers and schools, the
enrollment and recruitment criteria of students for the speed school program, the implementation
place of the speed school class, types of learning materials for the speed school class program,
the speed school classroom set up and atmospheres and the teaching and assessment

methodology of the speed school class were examined.

The Speed School class follows the official primary school calendar year, starting usually in
mid- September and ending at the end of June and learning day lasts a full seven hours,
beginning at eight o’clock in the morning and ending at five o’clock in the afternoon (Geneva
global, 2020). Similarly, this research finding showed that the calendar of both the ALFA and
government adoption classes were implemented in 10 months starting from September to end
June by dividing in to three phases; these were phase one, phase two and phase three and in each

phase, contents were given in 2 months for grade one, 4 months for grade two and 4 months for
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grade three respectively. As shown in the finding, in the government adoption speed school class
the schedule is begins 2:00 to end 6:00 hours. However, this contradicted with the speed school
guideline stated that the classic Speed School learning day lasts a full seven hours, beginning at
eight o’clock in the morning and ending at five o’clock in the afternoon, with a mid-day break
for lunch of one hour. AEPs that have flexibility of timetabling should provide learning at times
that best suit the learner and these times may change by day, month, or season depending on
needs (Menendez et al, 2016).

To meet the needs of learners, AEP curricula, materials and pedagogy often differ from those of
formal schools and AEP curricula are condensed often removing non-core subjects and repetition
while focusing on literacy and mathematics (Myers & Pinnock, 2017). The delivery of a
condensed curriculum starts with an expanded version of what students are meant to learn local
context in order to succeed both in their future schooling and beyond as lifelong learners and as
productive, engaged, fulfilled citizens (Geneva Global, 2020). As shown in this research finding,
to condense the curriculum of the speed school contents precondition activities were undertaken
before implementation of the program such as validation workshop with combination
stakeholders at level of woreda, zone, reginal education bureau responsible bodies. Ideally, AEPs
in emergency and developing country contexts facilitate student learning by condensing curricula
a responsibility of MoE while using Accelerated Learning pedagogy but, in reality, it is often
done by implementing agencies, in close consultation with education authorities (Myers &
Pinnock, 2017).

The start of the Speed School year is preceded by a flurry of activity and the main actions
required to launch the Speed School class fall into three main categories: readying the classroom;
preparing the facilitators and teachers and enrolling the students (Geneva Global, 2020).
Similarly, in this research finding showed that, before to go head the implementations of the
teaching and learning process the program; there were different activities performed such as
providing training for teacher, woreda, zone, reginal curriculum preparation and implementation
teams and focal person, school directors, supervisors; accessing learning materials; recruiting
and selecting teachers. Many facilitators/teachers have just a grade 10 or 12 secondary leaver
certificate and they are selected from the community in which they will be teaching, so they
know the local language, context, and even many of the parents well (Geneva global). Contrary,
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as the finding of this research showed, teachers should be diploma holders, they agreed the salary
the scale of other diploma teachers paid, and agreed after the training he/she should be started the
teaching and learning process. As both the speed school guideline and the real practice of the
schools in the study areas showed that, the recruit teachers of the speed school could be
communicating the local language. AEPs may recruit many different types of teachers local,

untrained educators and individuals with experience in other fields (Myers & Pinnock, 2017).

The enrolment and selection of students begins with the local education authority’s identifying
those communities within its jurisdiction that have large numbers of primary school aged out of
school children (Geneva, global). AEPs have responded to learners who are overage for the
formal school system and have been denied education or had their education severely interrupted
because of crisis or conflict, disadvantaged or marginalized/excluded learners and girls have
been traditionally denied an education (Menéndez et al, 2016). Similarly, as found in this
research, students who were enrolled in the speed school program in the age of between 9 and
14, from very poor family, single parents or had no parents, health conditions (children with HIV
ADIS), who had not got education access in the earlier times or drop out their education in

different problems, displaced children from different regions.

The first step in readying the Speed School classroom is finding a suitable space in which to
gather pupils and conduct instruction and the next main step is to ready the classroom’s physical
structure making sure that it is solid, safe, and suitable for learning (Geneva global, 2020).
similarly, as research finding showed that, the ALFA classrooms look, sounds, convenient and
different from the conventional classrooms. Contradictory, the government adoption classes were
not attractive and convenient, had not gender separated classes and latrines and low availability
learning inputs due to financial problems of the school to cover the cost of learning materials.
Learning-ready means that the AEP reduces or eliminates costs associated with attendance,
ensures the provision and maintenance of facilities, is effectively managed and maintains an
appropriate pupil teacher ratio (Myers & Pinnock, 2017). The first choice of the Speed School
classroom will almost always be an available room at the link school, however, when this option
is not available the community can look to other local institutions (Geneva global, 2020).
Keeping an AEP center on track as a safe, welcoming and inclusive space can be done by
training and mentoring a community education committee (Myers & Pinnock, 2017). As finding
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showed that in this research, both ALFA and government adoption classes were delivered at the
government schools or the link schools due to the choice of the program effectiveness and to
monitored and to supervise the program the government schools were more preferable and
convenient. Building the capacity of local education authorities to supervise and monitor AEPS

may lead to sustainability and increased effectiveness (Myers & Pinnock, 2017).

The Speed School program strongly encourages facilitators to use locally available resources
such as counting sticks, bottlecaps, or an abacus, graphic materials including pictures, posters,
flash cards, loose letters and numbers (Geneva, global,2020). As shown in this research finding,
ALFA classes were used relevant materials for the students such as colored paper, markers, pens
& pencils, scissors, posters, chalk, rulers, maps, Wuhu, Paper (A4), cartons, teachers guide and
condensed test books, whereas the government adoption classes were usually used local
available materials alternatively, such crops, woods, moods, cartons and with low availability of
pens, pencils, scissors, posters, chalk, rulers, maps. Teachers and student believed that learning
through cutting, designing and touching these local available materials were create the students
their own skills, experiences and visualized their experiences. AEPs should aim to capture
evidence on how they are supporting a more holistic set of learning outcomes beyond numeracy
and literacy with its learners with specific attention to the contribution of AEPs to building social

emotional competencies and life skills (Shah & Choo, 2020).

The success of the Speed School program traces directly to facilitators® effective use of a wide
array of activity-based and learner-centered pedagogic methods such as games, small group work
/learning, experiments, poster presentations, brainstorming, case studies, role playing/
simulations, competitions and projects (Geneva global, 2020). The implementation of AEPSs,
should be develop on interactive methodology: use of group work, discovery learning, child
centered programming and activity-based learning (Menendez t al, 2016). As the finding showed
that, both ALFA and government adoption classes teachers were used activity-based learning,
peer teaching method, student -center through participated class activities, cutting and drawing
different materials, discussions with a small group and brainstorming of ideas. Moreover,
teachers believed that, if all the necessary learning and teaching materials are fulfilled in the
classrooms, it is not difficult to undertaken the activity based, participatory, interactive learning,

and constructive classroom management. Using various methods, Speed School facilitators
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transform generic, abstract concepts from the curriculum and textbooks into relevant, practical
knowledge and skills that pupils can use in their lives and linking lessons to life, they become
easier and more stimulating (Geneva global, 2020). Teachers believed that, to create learner
center methodology, and motivations to work and students more engaged in the classroom
activities, it is critical to work closely with formal schools, ensure that regularly in-service
professional development is provided to all teachers, all teachers benefit from regularly meeting
in groups and helping each other, discuss how to help learners and how to vary their teaching

techniques and ensure a strong mentoring and support system for the teachers.

Implementing partners of AEPs should be working to collectively shape and inform the national
policy context, to ensure gaps and issues in respect to AEP policy implementation are addressed
in coordination with national education stakeholders and the donor community (Shah &
Cho0,2020). Contrary, the research finding showed that, recently, students were benefits from
the alternative non formal education programmes through the efforts other external bodies to
address the needs of OOSCY, however, to sustain the program in the future all stockholders in
education sector would be actively involved rather than expected from the external bodies.
Woreda education experts and teachers are believed that, we need a sustained commitment for

significance improvements of the program with working a high number of OOSCY local areas.

In relation to the second basic question, the effectiveness of SSP on parents’ participation

income generating activities.

The findings of this study showed that the results of the program in terms of how many parents
planned and organized as SHGs and participated in the income generating activities. Hereunder e

the results are discussed.

One key point in the rationale for the provision of AEP services is access and every program
reviewed noted access to education as a pre-condition of program implementation and targeted
either out-of-school youth, school dropouts, or children who have never been in a formal school
system (Menendez et al., 2020). Similarly, the Speed School program is a comprehensive
development strategy that aims to help out of school primary aged children return to school and
to thrive there (Geneva global, 2020). The Speed School program enhance every primary school
aged child who, for whatever reason, has been excluded from a formal school education acquire

core literacy, numeracy, and general learning knowledge and skills and then join her/his age
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peers in a conventional primary school classroom (Geneva global, 2020). Self-help group (SHG)
programme, which aims to enable mothers to make enough money to cover the direct costs of
schooling for the Speed School child to complete their primary schooling (Grade 8) and Speed
School graduates’ experiences in the government Link School (Acheampong et’al, 2017). The
research finding also showed that, in the 2013 school year, the planned 375 mothers 315 (84%)
parents were engaged in SHGs and those parents were working on sheep and goat fatting and
production of hen through getting the finance credit from the project. Teachers believed that
SHGs were not only increase incomes of parents but also built the culture to work together.

In relation to the third basic question, challenges for the effective implementation/ practice
of accelerated education program.

The findings of this study showed that the major challenges encountered in the implementations
of accelerated education program/speed school program that where problems relate with the
stakeholders’ involvements, lack of learning and teaching materials and classrooms, poor
financing system to the program, infrastructure problems (transportation), problem with teachers,
problems of parent’s attitude and problems with students. Each of the challenges are discussed

separately hereunder.

One problem is simply the fact that the responsible structures and staff are still relatively new to
the speed school model and that the leadership of these structures, both administrators and
technicians, frequently change, so Speed School is, at most times completely new to many even
if it is well entrenched at the local level (Geneva Global, 2021). The finding of this research also
showed that, during the program starting time and up to now, the responsible structures and staff
are still relatively new to the model to adopt the program even they knew the benefits of the
program rather they were familiarizing the program to the Geneva global implementer. long
bureaucratic delays and funding gaps as being responsible for the closure of AEP centers and a
lack of funding as being a significant limitation for essential activities such as teacher
professional development and capacity building or the recruitment of new teachers to the

programme (Fitzpatrick, 2020).

A feature of AEP programmes who were able to successfully re-integrate students into the
formal education system were those that sought to create an enabling and sustainable approach to

financing education through local communities (Fitzpatrick, 2020). The finding of this research
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study showed that, there were problems with financial cases to mobilize and give the refreshment
training for teachers, focal persons and other stockholders, the problems of timely allocated
financial cases in each activity and unavailability of allowance/incentives. Poor center
management including lack of appropriate, gender-separated latrines (which particularly affects
adolescent girls), lack of school breakfast and/or energy boosting snacks, and teachers’
absenteeism can contribute to poor attendance and dropout (Myers & Pinnock, 2017). School
fees (either formal tuition fees or informal fees such as the cost of learning materials, school
uniform etc.) continue to be a barrier for effective transition to formal education ((Fitzpatrick,
2020). The finding of this research study showed that, Both ALFA and government adoption
classes had constraint in the learning classroom, there was not enough classroom and there were
not enough buildings, however, the ALFA class had better availability of classrooms and
learning materials than the government adoption classes that challenged with low availability of
learning materials and had not classrooms for students separately from the formal school
classrooms. Moreover, based on the investigator’s observations, relatively ALFA classes were
sound, safe and conducive classroom than the government adoption classrooms. AE learners
continue to struggle to effectively transition into formal education systems due to a range of
supply and demand side barriers (Shah & Choo, 2020).

Lack of transport to reach government schools/long distance to government schools that prevent
learners transitioning from AEPs to the formal education system (Fitzpatrick, 2020). While the
AEP learning environment perceived to be more supportive to the needs of over-aged,
marginalized learners (Shah & Choo, 2020). As the finding showed that, they could to monitor
and supervise the program continuously in each school by the trained woreda education experts
and focal person, they need transportation system due to school far from the Woreda district, but
was not available transportation systems. To addresses a lack of qualifications among teachers
through weekly classroom observations conducted by qualified supervisors, in addition to
providing teachers with training is an important factor in ensuring successful delivery of AEPs
(Fitzpatrick, 2020). The focal person of the peed school and curriculum development and
development team leaders believed that if the Accelerated Education programme is not supported
by local education systems and trained individuals, we couldn’t improve teachers’ qualification

and it leads poorly implementations of the program.
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Community and parental perceptions of the value of education for girls, household chores that
prevent girls from attending school, early marriage, lack of female teachers, poor gender
sensitivity; pedagogical practices that are not supportive of female learners are affect the
successful delivery of AEPs (Fitzpatrick, 2020). As the finding of this research showed that,
parents were associated the program with evil and their religion, and they were raised the
question of why our children learn separately and leads to frustrate. Lack of community and
family engagement, lack of value in education, lack of understanding of AEP, cultural/social
norms that prevent participation barriers that affecting the implementations of AEPs (Fitzpatrick,
2020). Often, gender-related challenges/barriers intersect with the wider political, educational
and socio-economic context (household poverty, pastoralism, insecurity) and tend to
disproportionally effect female learners in many contexts which AEPs operate (Shah & choo,
2020). Teachers are paid daily rates and are not on secured contracts and to late payments of
incentives leads high teacher turnover in the AEPs and teachers moving to other NGOs paying
incentives (Fitzpatrick, 2020). Similarly, as the finding of this research study showed that, high

turnover of teachers was a serious problem to found better salary and alternative work.

In relation to the fourth basic question, prospect of the accelerated education/speed school
program to measure effectiveness of the program with its sustainable benefit for out of

school children

The findings of this study showed that the prospects of accelerated education program/speed
school program by the education experts from woreda education curriculum preparation and
implementation team leaders and focal persons of SSP, school directors, supervisor, teachers of
SSP and the former SSP students to address a large the numbers of out of school children and

youth.

Recent estimates suggest that there are approximately 262 million children and youth out of
school globally (Shah, Flemming & Boisvert, 2017). As a result, AE programmes are employed
with more and more frequency to address the overwhelming numbers of out of school children
and youth (Shah, Flemming & Boisvert, 2017). Similarly, the finding of this study showed that,
As estimated 22571 boys and 18451 girls were out of school in Raya kobo Woreda and 1708
boys and 1883 were out of school in Habru woreda. Therefore, to enhance the inclusion of these

marginalized group and individuals who couldn’t have accessed education chance at earlier

82



times, the speed school program was the best alternative mechanisms to address those
individuals. AEPs are increasingly acknowledged within National Education Strategic Plans in
countries with high numbers of OOSCY (Shah & Cho0,2020). As finding showed in this
research also, through taking the experiences of the speed school program and adopt in the
formal school with working collaboratively with all stakeholders, especially, individuals who are
working at education sector, as result we could minimalize the dropout rate of students and
addressing quality education. Across a range of countries with high numbers of OOSCY, AEPs
are providing access to sizeable numbers of overaged, disadvantaged children and youth (Shah &
Cho00,2020). The finding of this research also showed that, large numbers of students were
benefited from the speed school program through enabling educational opportunities with
accessed the teaching and learning. Students believed that this program was only accessed
education opportunity but also covered the learning materials such as exercise book, pen, bag
and those supportive learning materials were also used for the motivational factor to continue
their education progresses, achieved high score grade and increased their competitions for future
education. AEPs continue to suffer inefficiencies in terms of high learner drop out and poor
attendance rates, but these may be comparable or better than similar statistics in formal education
systems with learners who often come from marginalized or disadvantaged positions in society
(Shah & Cho0,2020). The finding of this research study showed that, recently student’s dropout
IS @ major issue in many cases and such children are comes from the least educable family, from
poor and often illiterate families, therefore, we need such kind of education programmes
especially, in rural remote areas or distance from the school environment, student s unable pay
the cost of learning materials and children who haven’t parents. Teacher believed that
collaborative efforts at all level would be exercising to the effective implementation of AEP/SSP.
rationalized for the continuity of the program is students who enrolled in the speed school
program had a better academic achievement and commitment from comparing in the link

schools.
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CHAPTER FIVE

4. SUMMARY, CONCLUSION AND RECOMMENDATIONS

This part of the study presents a summary of the study with key findings, conclusion and forward

relevant recommendations for the concerned bodies regarding with the speed school program in

Raya kobo, Habru Woreda and individuals who assigned different level in the education sectors.

5.1. Summary

The study was conducted aimed at assessing the practice and challenges of accelerated education

program in North Wollo Zone. To examine the study problem, four basic research questions

were forwarded. These are:

1.

4.

How is accelerated education program being practiced in the study area?

1.1.  How is accelerated education program being practiced the school calendars?

1.2.  How to condense the curriculum of accelerated education program?

1.3. How to launch the accelerated education program, select and recruit teachers,
students and schools?

1.4.  What types of learning materials, assessments and teaching methodology are used
in the accelerate education program?

How is the accelerated education program effective on parents’ participation in self-help
groups on different income generating activities in the study area?

What are the major challenges hindering the effectiveness of accelerated education
programme in the study area?

What are prospects of the accelerated education programme in the study area?

The general objective of this evaluation study was to assess the practices and challenges of

accelerated education programme in North Wollo Zone. The specific objectives were also:

1.
2.

To investigate how accelerated education program is being practiced.

To identify how the accelerated education program is effective on parents’ participation
in different income generating activities.

To identify the major challenges hindering the effectiveness of accelerated education

programme.
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4. To find out the prospects of accelerated education program.

In conducting the study, the constructivist paradigm, case study design and qualitative research
approach was used. The representative sample were drawn from different level of study
population. These were, Woreda education office curriculum preparation and implementation
team focal person of SSP two individuals, zone office curriculum preparation and
implementation team focal person of SSP one individual, Woreda education office curriculum
preparation and implementation team leaders two individual, regional education bureau
curriculum preparation and implementation team focal person of SSP one individual , SSP
project coordinator one individual, the former SSP students eight individuals, school directors
two individuals, supervisors two individuals and SSP teachers six individuals and totally twenty
five individuals were participated. Both primary and secondary sources of data were used, data
were collected through interview, observation, FGD and documents review. The collected data
were analyzed through narration with in different thematic areas. As a result, the following main

study findings were obtained:

» Although both the government adoption class and ALFA class practiced in the school
calendar was similar, the practice of the government adoption class in the daily school
schedule was different from the ALFA class.

» At the government school where the ALFA class was implemented, the conventional
school teachers were used the condensed curriculum for their teaching and learning
process by understanding the effectiveness of the program.

» To launch the speed school classes, both the government adoption school and ALFA
class were made preparation to begin the program, but the level of readiness of the ALFA
class was better than the government adoption class to ready the classroom’s physical
structure and fulfil the basic teaching and learning materials and supplies.

» At the beginning times to launch the speed school program, both ALFA and government
adoption classes were happened challenges even individual who were assigned in the
education experts with blind defenses and parents were extremely challenged by
associated with evil and religious issue.

> Both government adoption speed school class and ALFA class were used the same
criteria in the recruitment of students to the speed school class, but in practice the
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government adoption class was not functional in self-help group within different
economic activities.

ALFA and government adoption classes having significance difference to the learning
classroom preparation. ALFA classes have been accessing learning classrooms for
students separately, however, government adoption class was not prepared separately.

To select and recruit ALFA classes teachers, the responsibility was done by the project
partner whereas schools and students were selected through the responsibility of the
school community with the combination work of Kebele education and training board.

To select and recruit for the government adoptions speed School classes teachers were
the responsibility of the school community by itself.

At the selection and recruitment stage of students to the speed school program, Both the
ALFA and government adoption classes have been problems to select the right children
to the program.

Both ALFA class teachers and the government adoption speed school class teachers were
understood the benefits of training to develop their capacity.

Although both ALFA and government adoption speed school classes were used the
condensed curriculum, the government adoption speed schools’ class was not much
effective full filling the convenient and furnished learning materials than the ALFA
classes.

The teaching and assessment methodology of the speed school was different from the
regular classes, it was more focused activity-based learning, encourage students, and
motivation, memorable and easily understood, encourage the students’ relationships and
increased the student’s participation and role.

Currently, the government adoption speed school classes were supported by different
project partners through taking the experiences of Geneva Global practices such as
UNICEF through imagine one day project and save the children.

The ALFA class student parents were actively engaged in the economic activities and
they had a change from their earlier livelihood life and encouraged parents cooperative
work, however the government adoption speed school class parents were not engaged,

but in the future, they have a plan to involve those activities.
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» Although both ALFA and government adoption classes were undertaken the monitoring
and evaluations through listed out each activity in checklists, ALFA classes had been
better monitoring systems through supported by the electronic data management systems
(EDMS).

» Both ALFA and government adoption speed school classes have been challenging with
the effectiveness of the program, such as turnover of teachers, transportation problems,
resistance of the stockholders, budget allocation problem and dropout of students.

» In the government adoption speed school classes low availability of learning materials
and teaching aids were highly challenged, however ALFA classes had sufficient learning
materials and aids.

» In 2013 E.C school year from the planned 375 mothers 315 mothers which is 84% of
ALFA class children were agreed to organize under SHG group and engaged in saving.
In this school year, 15 schools 315 mothers organized in SHG and save ETB 89625 birr
by themselves and 83250 Birr supported by the project and a total of 17291 Birr capital
they have.

5.2. Conclusion

Although SSP program guide line which serve as a standard component for SSP program
implementation, the implementation processes didn’t give enough consideration for main SSP
activities. Therefore, it could be concluded that this reduces the quality of measuring the actual
results and outcomes of the program in terms of whether to apprehending the current results or
lesson learned for future work. The implementation of SSP program is taking place through
collaborative efforts between government stakeholders/local NGOs. However, on the side of the
government adoption classes taking the experiences of partner was unsatisfactory due to factors.
Hence, this would downgrade the quality of SSP program implementation and to achieve the

intended result.

So far, the ALFA class facilitation mostly depends on employing full-time teachers and
government adoption classes drawing part-time teachers from link schools. Therefore, making
greater investment and efforts in training and recognizing of their contribution is significantly

helps to encourage as well as extend their role longer in the SSP program facilitation. But the
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effort made to encourage teachers was unsatisfactory. Due to these, there was a high turnover of
teachers from their facilitation job. Hence, this would negatively affect the speed school learners

learning process and planning activities of partners and education office.

The study indicated that coverage of SSP implementation was given more emphasis to the local
NGOs than looking and taking the actual practice and experiences of learning at the government
schools as well as the strengthen the collaborative efforts. Hence, it could be concluded that the
ALFA classes implementation in North Wollo zone are effective and the government adoption

classes are ineffective.

The study indicated that the major challenges facing speed school program were; government
stockholders related challenge, teachers challenge, material and classroom challenge, parents
challenge, transportation challenge, financial challenge, students challenge and project and
school’s related challenge. As a result, all these inadequate process makes poor level
implementation/ practice of the speed school program in North Wollo zone with a very important

positive assumptions about the speed school program from different individuals for future work.

5.3. Recommendations

To improve the implementation of speed school program in North Wollo, the following possible

ways and/or solutions are forwarded for concerned bodies based on the study findings:

1. The vision of the Speed School program is that every primary school-aged child who, for
whatever reason, has been excluded from a formal school education acquire core literacy,
numeracy, and general learning knowledge and skills and then join her/his age peers in a
conventional primary school classroom where s/he will learn and thrive to achieve a
fulfilling life. So, including the main components of SSP activities with appropriate
schedule and strategies of implementation helps to bring the intended results. Therefore,
North Wollo education bureau and Woreda education Office are advised to following-up
and give enough attention to the speed school program.

2. Participation and enrollments of learners in the speed school program are mainly
depending on stakeholders having strong coordination and linkage towards the program

starting from the grassroot level. To ensure this, concerned stakeholders are advised to
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work with partners through recognizing and putting in to account speed school program
as the means of achieving their primarily objectives and activities.

. The study showed that, ALFA class teachers should be diploma holder and selected and
recruited by the project coordinators whereas the government adoption class, teachers
were selected by the school leader itself from the link school teachers. However, the
speed school guide line indicates the Speed School facilitator is often not a formally
trained and certified teacher. Rather, many facilitators have just a grade 10 or 12
secondary leaver certificate. They are selected from the community in which they will be
teaching, so they know the local language, context, and even many of the parents well.
So, to minimize this contradiction, stakeholders’ office heads/managers at the reginal,
woreda and school level are advised to create a sound communication and continuous
discussion system with other partners and forward their recommendations with shared
experiences and come up with the common standard.

The study showed that most sever factors that mostly hindering in the implementation of
speed school program in North Wollo zone. These are; (i) the government stockholders
related challenge. To reduce this, stakeholders’ office heads/managers at the regional,
woreda, partners and with the school community level through creating integration to
clarify goal being achieved through the speed school program. (ii) teachers related
challenges. Therefore, to solve this, the education and training opportunities address the
specific needs and gaps of teachers in order to increase their motivation. So, Amhara
education bureau, and woreda education office and other partners in collaboration are
advised to develop/build the school personnel capacity through the provision of
professional development opportunities. (iii) another challenge was material, classroom,
parents, students, financial, transportation and partner and project related challenges. So
that, establishing stakeholders’ accountability and financial accountability and needs an
appropriate means of remuneration system for teachers and make strong collaboration
with parents are minimize those challenges.

. As indicated in the speed school guideline, one component is Primary school capacity
strengthening through workshop training, interactions with Speed School facilitators and
Education Communities of Practice. However, the study finding showed that except the

interaction of speed school teacher with other teacher the remaining activities were
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10.

undertaken. Therefore, concerned for the continued education success of Speed School
program, Amhara education bureau, woreda education office and other stakeholders are
actively involved in the monitoring and controlling system.

In the study it was found that progression and dropout rate of students in the ALFA class
were better than the government adoption class. So that on the side of government
adoption class, the school staffs and kebele leaders should be given enough consideration
for what core activities to be done and stakeholders enable to bring new inventiveness
and to present a new effort from others experience.

The study result shown that the former speed school students had better academic
performance in the regular classes. Therefore, all concerned stakeholders who are
participating in the implementation of speed school program should be disseminated its
practice and to be discuss and share the result aimed at whether to appreciate and
encourage to be sustain the current results or to take a lesson learned for the future course
of action of the program.

As indicated in the speed school guideline, the daily Schule of the speed school program
is eight hours (2:00-11:00). But come up with the current practice of the speed school
program the study areas were, ALFA class was undertaken 2:00-11:00 hours whereas the
government adoption class 2:00-8:00 hours. Therefore, Amhara education bureau,
woreda education office and other stakeholders should be advised to examine carefully
the actual performance of the two daily Schule through examining critically the strength
and weakness, opportunities and threats of the schools in practicing of the speed school
program and outline the common standard.

As showed the finding of the study, the prospects of individuals in the speed school
program having positive view. Therefore, Amhara reginal bureau experts, North Wollo
zone education office, Woreda education office and other partners of speed school
program implementers should be working collaboratively. They should also disseminate
the evaluation results through reports and meetings for all concerned stakeholders to
discuss the effectiveness of the program.

A concerted sector- wide effort should be made to identify those children who have
dropped out and those who are at risk of dropping out and search for the means to help

these children continue their education.
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11.

12.

13.

A series of discussions should be held with the community regarding the benefits of
education and the rights of children. The issue of OOSC should also be advocated in such
discussions.

There should be stronger relationships between the Ministry of Education, education
office, the Central Statistics Agency and other relevant institutions to ensure that vital
data on the OOSC profile and poverty-related studies. This collaboration will also help to
coordinate work and refine indicators on OOSC each kebele, woreda region.

There is a need to put in place comprehensive and integrated social protection systems
with adequate implementation strategies, plans of actions, and budgets so as to fully

address vulnerability and poverty.
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Appendixes

Appendix A: interview protocol for the speed school program teachers, directors, and
supervisors

1. Date of the interview held

2. Place where the interview held

3. The woreda name where an interview held

4. Time duration when an interview has taken

Issues explore by interview
1. Background information
2. Your level of education
3. Your profession/specialization
4. What is your role in the current organization
5. For how many years you work in this position
About the Speed school program
A. What is the Speed School calendar?

B. What is the daily Speed School schedule? (For how long students learn in speed

school program?)

C. When did SSP started in your school? Who and how was the program initiated in your
school? What kind of preparation did you make before you started the program? what

challenges did you face to start/launch/commence the program in your school?

D. How many students attended in the speed school program over the last three/five
Years? (Male and female data separately and segregated by year). Is the number of
students increasing or decreasing? Why? what is the profile of the learners (their
socio-economic status, their origin (rural-urban), their age category)? and /or are other

Criteria’s to joined students in your school?
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E. Who teaches a Speed School class? How are teachers selected to teach in the speed
school program? who selects them? Do they get training (before and during their
work)? If so, for how long? what is the view of teachers on the relevance, adequacy
and quality of training? What benefits do the teachers get by participating in the SSP?
What support do the teachers get from other teachers, department heads, principals,
supervisors, woreda education experts and SSP coordinators/focal persons? How do

teachers view the relevance of the support they get from these people?

F. Where does Speed School classes occur? What does a Speed School class look like? Is
there a separately prepared classroom? If yes, who prepared it? Is it furnished with
relevant instructional materials? Is it convenient for the teaching learning process? Is it

clean and attractive to the learners?
G. What do Speed School students learn?
H. Teaching and assessment methodology:

a. What sort of teaching methodologies are implemented in the speed school program
and why? what do teachers do to actively engage students in the learning process?
Is the teaching learning method employed by teachers different from other
programs or is it special to the speed school program? What assessment

techniques do teachers use to assess the progress of the learners?
I. How do Speed School students manage classroom activities and discipline?

6. Dou you think that the speed school program is effective on the primary school in terms of the
learner’s completion rate, academic achievements and progressions? if you yes, what are the

indicators?
7. What look like speed school classroom profile?
A. What look like the Speed School classroom set-up and atmosphere?
B. What look like Speed School Code of Conduct?
C. What look like the Speed School Day?

D. What are student roles and jobs?
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E. What look like Speed School instruction?
F. What look like interactions of facilitators with the headteacher?

G. What look like interactions of facilitators with other facilitators and link school

teachers?
8. Could you tell me the types of speed School Pedagogic Methods?
9. Could you tell me the types of speed School learning materials?
10. Could you tell me the types of speed School learning objectives?

11. Are their mechanisms to the primary school capacity-strengthening in your speed school

program? if yes, what are ways to work on it?

12. Based on the question 11, are their workshop training, interactions of the link school with

Speed School facilitators and education communities of practice?

13. Are there established self -help group in your speed school program? if yes,
A. Who are organized as a group member?
B. How they organized as a group?
C. What are purposes to organized in self-help group?
D. In what aspects the self-help groups are participated?
E. What are the income generating activities that the self-help group are participated?
F. What are the social intervention activities that performed by the self-help group?
G. Are their changes on the livelihood of the participants? Give evidences.

14. Do you know the challenges would you mention as hindrances to implement the speed school

program?

15. How do you see the acceptances of the speed school program by the parents, students,

teachers and educational experts?

16. Any issue that you would like to add. Thank you for your collaboration!
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Appendix B: interview protocol for the speed school program focal persons at woreda,
zone and regional level

1. Date of the interview held

2. Place where the interview held
3. Time duration when an interview has taken
Issues explore by interview
1.Your level of education
2.Your profession
3.For how many years you have been working in this position?

4.When did SSP started in your woreda? Who and how was the program initiated in your
woreda? What kind of preparation did you make before you started the program? what

challenges did you face to start/launch/commence the program in your school?
5. How and why to condense the curriculum of the speed school program?
6. How to implement the Speed School program’s holistic training models?
7. What types of speed school pedagogic methods are implemented and suggested in the school?
8. What types of learning materials are used and suggested?
9. How to launching the Speed School class?
10.What are the preconditions to launching the speed school class?
11. How to recruiting and selecting the speed school teachers and schools?
12. How to enroll and register the speed school class students?
13. What are the criteria’s the speed class students to enroll in the program?
14. What are sources of funds for the speed school program implementations?
15. Is the speed school program acceptable by parents, students and teachers? how and why?
16. What look like the monitoring and evaluation of speed school?
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17. What are the dimensions that should be monitoring and evaluate in the speed school?

18. How do you see the community development practice in the speed school? How it relates

with education?

19. Dou you think that the speed school program is effective on the woreda in terms of the
learner’s completion rate, academic achievements and progressions? if you yes, what are the

indicators?
20. What are challenges those constraints to implements the speed school program?

21. Any issues that you would like to add.

Thank you for your collaboration!
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Appendix C: Focus group discussion guide for students

1. Date of the focus group discussion held

2. Place where the focus group discussion held

3. Time duration when focus group discussion has taken

FGD discussion issues

1. Who is a responsible body to initiate you to establishing as self-help group in the speed school

program?
2. Who is the participated as a member of self-help group?
3. What you have planned to implement in this program?
4. Do you have goals you set to implement in the program? if you yes, what are those goals?
5. Do you share your life skills and experiences your meeting session?
6. How do you explain the benefits of organized as self-help groups?

7. What are the contributions of organized as self-help group member for the speed school

program?

8. Do you have got training from speed school focal persons and other stakeholders? if you yes,

in what issues you have trained?
9. Do you think the speed school is significant importance for the primary school? Why?

10.Do you think the speed school program is significant roles on the students’ academic

achievements and completion rate in the primary school? why?
11. Are you benefited from organized as group member? how and why?

12. Are you participated in different income generating activities? if you yes, in what issues you

participated?

13.Are you participated in different social intervention? if you yes, in what issues you

participated?
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14. Is the speed school program have got acceptance by students and teachers? how and why?
15. Could you tell me please; challenges hindered the implementation of speed school?
16.What solution methods do you suggest to solve the above stated problems?

17.1ssues would you like to add.

Thank you for your collaboration!
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Appendix D: Observation checklist

Date of the observation held

Place where the observation held

Time duration when an observation has taken
Issues wanted to be observe
1. Where the speed school is provided

2. Learners’ academic achievement who enrolled in speed school program

w

. Sitting arrangement of the class based on the class activities

4. used variety of appropriate teaching and learning aids

5. Activities performed by the self-help groups

6. Major challenges of the speed school program in the implementation area

7. The interaction of the speed school teachers with the link school and head teachers
8. The motivation of parents participating in the self-help groups

9. The skill, knowledge and attitude of parents

10.The monitoring and evaluation systems of the program
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Appendix E: Amharic version interview protocol for Accelerated Education Program

teachers, school directors, and supervisors

1.9A MLk P+LLINT $7

2. A MLk P+L4INT NF
3. PA ®MLS P+LLINT PDZE AI®

4. A PMLSP P+LLINT PIH $L7

NPA-PMLE AT AN PHLAT FEOF:
1. 9IAQ ao/B
2. PTIRUCT £LEP
3. PACHP ao-p
4. AT NAD- &CEF N PACAP TG FRTLeT 10
5. NHY a=P @-Nm AIRY PUA TH AC+HPA
NA &1t F9RUCT N TE14-9P
U. P&mYt F90UCT N NATLC 9187 D2

A. OAF® P&MIT FIPUCT NF aoCY IIC oY PUA 102 (+T9LPT AT PUA 1H
N&DI1T TPUCT Nt TEOLIP 2TLN?)

h. EM1F FIRUCT NF TCICI® NACAP F9°UCT N+ d®F BEAn/? NFH/NTP @AM
T MY AT ATLF +E0D/? T(°9¢.0>7 hAREARCP N4+ oY ALYT HOIE+
AL CIPA? NFIRUCT NP DN T AGREAD(L gD Fo)°F K IMAPIO-P F4?

. NA&F ANHAPRNT 9MFF @AM NEMT FIRUCT N TEILI® NV +aLPT
+75+PA? (POIE AT PAY B APNF AT NAMT +h4.&AQ). PHILPTF &M(C
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APERODZ 1@ MELN APPYN 1M? AGRY? PHARLPE MRIAGR, (THUNCP-ANFTPP
PLEFMT AIAFM (TMEC-NHaR)T PAL AR gRL)) 9o £ADAAA? AG/MEN NTIRUCT
NP NP +TEPFT AMDPAPA AfeT CRADHTPF 9oy gy §FM-?

W, PEMTF FIRUCT NF A&AT PLPNHIRLM MI@-? N&EDTT FIRUCT Nt TCO1LTR
AGIN+HERC AOIOYLT ATLF BORZMA? @Y RADCMFPA? (N4 AT NN&FO- MET)
NAMS PI5A2 NPIN ARY PUA 1H? NNAMS ACINNTHT NIt AT Mt AL PaRgRYLT
ANEPPE 9°F BADAAA? dBgRys N SSP @-NA NARA+E 9o MeIPFT P15 A?
marysr NAAT RIRYLTIPARIRLLe AALPTFICON OIRYULTIATCARHOTIPMLS
FRUCT NAGPPT AT SSP ANTNNCPF/ENA TCAT 97 £J& PI1TA? ARgRYLT
NATHU APT PR PTH4T £96 AINNTF ATST BARAN+HIFA?

Z. PEMIT FIRUCT Nt FIRUCTT PONTDRT PF 102 PEMIT FIRUCT NF hEA o7
LAPAAA? ANF®- PHHIE N&A AA? AP NPT MY AHJED? A9NNTT NATD-
PN+ L RARAT +HIBEA? ACRARC MN+AC YL+ IoF 102 A+TLPTF TR.U AT
M, 10-?

A. PEMIT FIUCT Nt +T9LPF 90T L94A?
N. PMN+MC AT POLMF ARADHE (979799) A)7-H L, PF:-

U. NEDTF F9RUCT N aCY 9NC @AM 907 L5%F PAIN+aIC HEPF S+INc
AT ARY? aOgRyLTy +aqPFEY NARARC YLt @AM NPt AMA+E 9T
PRCIN? NANTTLPF PbMl@m PTIN+TIC HE NAAT TEACTTF P+HAP 10
@LIN AGDTF FICUCT N TEOLI AR 10?2 ANTTILPT P+aLPTT ALTH
AOR7gDIgD go7y Q44 PoygR)a] HR PF & MebamA?

. P&MIT FIRUCT N +TLPT PAsA ATPNPAPTT AT SATATY AT&T
PNT8ELA?
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6. P&EMIF FICUCT NF ALY I9NC N+TLM PAYMTPEPL LB NANSTA ANPT AT AL T
218 NAYLE L28 F9°UCT Nt M9y 1@ NAD PANA? AP hUPY AOPANTT
goy e M-?

7. P& TIRUCT NF NEA ARTASR, 9B RAPNAL?
U. P&+ FIRUCT T PhEA HAET AT &N 97 RAPNAA?
A. P&EMTT FIRUCT NF PA2T- FRINC 29N 9°F £APAAL?
. PEMIT FIRUCT NF 7 9T LAPAAL?
o Py MGPF AT N&PF T2T1LT TFD-?
W, PEMYT FIUCT T MR MA+TRC T LARNAN?
4. PRORFFF aof+J-NC NCON ARIRUC IC TP £APAAL?

A. PR FETF NAAT ANTNNEPT AT PATISE F/NF AR9RYLY IC PAR.PLLCHT 1T T+
goy £aDAAQA?

8. P&MYF FIRUCT NF TCII° TEIEN HEPTF FLIPFT A19147% L FAA?
9. P&EMYF FIRUCT NF TCILIP Ay, P eARMNT GL5%FT ATI194% TFAATU?
10. PEMYF FIRUCTE N TLIIP PARAY(C GATHPT AF4974% FFAATU-?

11. PATLT £28 F9°UCT NF N&EMDTT FIRUCT NV TEOILIPP N A$IRT PaR PMThs
TFD? AP NUPYT NAN AL AGPALTF 9B AT RA?

12. NP 11 AL NaRanhF PAICH MCART NAMST PRI /AT hedrt F9UCT N+
A FFF AF PTIRUCT MUNLANT IC PAG- T FTF APH+INZ 1072

13. 0+L24-8, PN ATH MY NACAP P&EMIF FTIPUCT NF TCVLI® BN AA? AP NUY,

U. NNE7 P+L24-8. A1 §Fm-?
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A NMEET ATST +84-8.2

. NN ATH MHEF AP AGRLL BT GAMPT 9oy 27 §FD-?

a e4N ATH MHEFF NOHEE R80T AL £AT4A?

W, PN ATH & PALA+ENTFD- PN, NG +INLF T°F T TF@-?

4. NN ATH HET PhT@IFa- PUNSR ATRNSAPT § +NST T 7 TFD-?
A, NHAFLPT FC AR ARMT AX? TNLEPTFT BN

14, P& FIRUCT NET ACY NC ATHINC ATL METPLP PAAMPATDTY £+TPF
SOPr?

15. P&MTF FIRUCT NF TCET® NMALTT +T9LPFI AOGRYLT AT PHIPUCT NATT PP
LAY +PNLTT ATETF PRFA?

16. AogR,aDC PAQ L AR+ ARG M-I R8P F A P-4,

NA TNNCP ATARAITAT!
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Appendix F: Amharic version interview protocol for Accelerated Education Program focal

person at Woreda, Zone and reginal level

1. A MLk P+N1LNT ¢

2. A ®MEE P+LLINT N
3. $A ®MLP P+LLINT PUH $L.5-
NSA-TOML L P 8AN F8OTF:
1. PF+9RUCH LB
2.PAChP ao-p
3. NHU Phg 8N @A ANTF 18 APAG 10-?

4. SSP NACNP M8 aoF 5an/? NMZSFU TCO-0™ a7 AT AL T +E0RZ2 T(°9) 4.0
hagamrP Nt 927 ALYFT HAET ALLF? NHIRUCT NP @AM T(94.0™7
ADDEM/AMDEMC/AMEADC goT Fo)°F R IMADM-P FA?

5. P&MIT FIRUCT NF TC9ET® LY+ -FIPUCT AT AT AGRT dDspedDd £ FAN?

6. P&DIT FIRUCT NF TCALT® AMPAL PHAMT PLATT ATL&T +INEP MEL
2FAN?

7. NFIRUCT Nt @D 927 GL5F PeEMTT FIRUCT NF FIRUCFHP HEPF +INE-P TFM AT
P+mearit?

8. 927 4Ly PARaR/ P RARAT DPIR AL BM-AN AT PHMSa™T?

9. P&MTT FIRUCT AT ATE&T MNLMRL LFAN?

10. P&MIF FIRUCT N NEAT AGREARC 9o oD (b +PF AA?

11. P&t FIUCT N+ ARIRYULTT AT FIRUCT NFFT A& T RPME AT ARIRLM £ FAN?
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12. P&t FIRUCTH NF +TLPTFT ATRT RARHI AT TA+& B FAN?

13. NTEILM™ O-ND ADHI § ATA+E PEMDIT NEA +MLPT MMHZPE 9oy 9oy
TFO?

14, A& FIRUCT NF TCASLI® FINEPF PTTHAN YT 907 927 §FM-?

15. P&EMYF FRUCT NF TCILI® N@AEFT +TLPF AT ANTTLPT +PNLTF AAD-?
AT18F AT ATRY?

16. P& TF FIRUCT NF AT AT 192799 27 RAPAAL?
17. N&D1F TIUCT N NP NF+d AT ARIRI9° PANTFD- ANPTF 2% T2 §FMD-?

18. NdM% +9UCT N+ @NM PADT PARUNZAN ATIT +oINsT ATET PRFA? NTIRUCT
IC ATET EHOREA?

19. P&MTF F/NF ACY 9NC N+THLMm POMGPEP 2487 NANSTA @M+ AT NTIAMA
18 NMLEM- AL MM F 1@ NAG- PANA? AP NPY AAPANTT 907 20 FM-?

20. P&MTT FIPUCT kT ARCY NG +INGR ATIEL oY Y +918C T § £+HTPT AA?

21. Aogp,anC AR AFFT QYGM9R R80T A P-4,

NA FNNCP ATARAITAT!
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Appendix G: Amharic version focus group discussion guide for students

PrNLT e @-LLF PHELINT ¢

PrNdt ey @>-2L% 0+L27NT N

Prdt ey @224 0+ L4INT P1H &£

PHLT 87 P20 180T

1.

9.

ACNAPT NEMT FIRUCT NF TCILT® ™AD ATL 4N ATH T AY8.APAC+H PapBanC
SALYT PA@ ANA 997 17

AL AN ATH PET ANA PLA+TL O T3 10-?
.NHU TCI49® @D I°F +NER ATILLT APLPA?

 NTCALT NP NP ATILLA PPL Fm ANT AXPF? AP NPT ATHU aINTF F°1L7

TFm?

PULOF AUARTPT AT +TPACTT NANAN N&EA THP £I4A?
R N ATH PEPF NARLLE+P I o7 mPRFT AN? P G-d- b

CAEDTE FRUCT NF TCAET® AL &N ATH (R8T ANATT NARLLE AP 9o 9% AN+PR

AADL?

. &1t F9RUCT AT @A APTF AT NAAT NAZCA AAT DAMST A95+PA? AP hUPTE

NeF+FE +86F AL NAMT A15TU-?

PEMTT FIRUCT NF ARTLE 248 FIPUCT Nt AT MPTF AAD- NAD- PANA? ATLF?

10. PEMYF FIOUCT TC949° N+HTLPE PANSMA ™M FTF AT PADEAD/P o/ 8 90y H

MMTPeP 228 AL FAU TG PAM LAPAAPFA? AT LT?

11. AL &Y ANA NAPLLE AP +MP 1PT+? AL F AT ATRY?

12. N+ALR PN, A NPT HATLPA? AP NPTT NPHEF AL +ATL PA?
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13. N+ALR MUNER ATt +AFTE DN +AFLPA? AP NPIE NPTEE AL +A1TL PA?
14, P& FIRUCT NF TCASLI® +PNLIF A TEA? ATE&F AT ATPY?
15.P&M7F FRUCT N+ +91NGR AT8LUTF +18CFT ML TR ATP4FT 9o o7 §FMm.?

16. NAL P+MPA+T FICT A& T 927 GL1F PAR&FY HEPTFT TMEMATUL? Y o7
ML hANT?

17. P4 AT TG M-9D 8L NA LenIP4;

NA TNNCP ATARAITATY!
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Appendix H: Amharic version observation checklist

gRANF@ P+RLINT 7

RANF®- PHNYLNT NS
AN P+L22INT PIH $2F
AGRFHA P+L AT FSOF
1. P&M7F F9RUCH N PADNTY N
2. NEMY AFRUCT N TELI° P+ARHIT P+a9LPTF PFIRUCT AT
3. NN&A 9N+ AL P+aRA/+ PR&A +IOm HI BT
4. 0+A PR +I1N, PTIN+TILP AT PARARL P ARCEPTFT +MPTT A
5. N¢-N ATH EETF P+NTDF +o1Nst
6. PEMIF FIRUCE N TEILI® TN ANNN, PT PT +18C+F
7. P&mYT AIRUCE NF ARIRYLT NATTT FIRUCH N AT NPT ANTIILPTF JC PAD- 17 F1F
8. @AET NN ATH MhEETF N PTA+4NF +14TR T
9. PMALTFTY Fed, AD-$T AT ACPANNTF

10. PTO14-0™ @M AT 9192799 NCY T+
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