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1. Introduction
1.1. Purpose
The Academic Recovery Programme (ARP) of the Organization of the Eastern Caribbean
States (OECS) is being developed to mitigate the impact of the ongoing COVID-19
pandemic, which started in 2020 and is continuing into 2021. The pandemic has resulted
in varying degrees of school closures and loss of learning. Globally, this loss of learning
has not only been significant in scale, it has also been unequal: the learning levels or
disparities in achievement between students have widened, and students’
learning-adjusted years of schooling (LAYS) varies even more within a grade than before
the pandemic (⇡Angrist et al., 2020). This is due to students’ unequal access to learning
continuity during the pandemic, caused, for instance, by variation in socio-economic and
socio-emotional wellbeing. In particular, disadvantaged students with limited access to
devices, connectivity, and home-based support are impacted the most; they risk falling
behind further, which may ultimately result in dropping out of school.
While the impact of COVID-19 has caused a learning crisis, it is also important to note
that there was already a learning crisis for many people in several countries prior to the
pandemic; the COVID-19 crisis has exacerbated the existing learning crisis. Thus, the
Academic Recovery Programme is intended to support students who had already fallen
behind prior to the pandemic as well as those who fell behind specifically due to the
pandemic. The intentional focus on disadvantaged students is vital as it ensures that the
programme is specifically tailored to the needs of these students.
⇡Lai et al. (2019) find that
“while high functioning schools generally maintain their performance trajectory,
lower functioning schools experience a larger detrimental disruption” (⇡Ibid., p.46).
Following a disaster, both staff and students at lower functioning schools miss far more
time in school than peers in high-functioning schools. Lost time in school translates
directly to a notable loss in equivalent years of learning by Grade 10 (Form 4 in the
context of Eastern Caribbean schools). A tool developed by Research on Improving
Systems of Education (RISE) — based on the Pedagogical Production Function model
introduced by ⇡Kaffenberger and Pritchett (2020) — to simulate the effect of lost time
on learning loss in school years shows significant losses in schooling years caused by a
four- or six-month interruption from schooling. This effect grows significantly in lower
grades, with Grade 1 students suffering an estimated loss of up to 2.2 years of schooling
from a six-month interruption. Importantly, the tool also demonstrates the need not just
for ‘remedial’ support for those re-entering education, but also for longer-term
‘reorientation’ of the curriculum to “better align with children’s learning and produce more
learning and learning for more children each year” (⇡RISE, 2020, n.p.).
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What the model makes clear is that compressing the curriculum alone to facilitate a
return to learning in line with the pre-COVID-19 curriculum is not enough. Combining
remediation and reorientation approaches not only increases the effectiveness of
recovery programming but can even increase the percentage of students achieving
minimum proficiency — according to Sustainable Development Goal 4 — in comparison
to cohorts receiving no disruption to their education, especially among learners in
Grades 1-5 (⇡Ibid.).
⇡Haßler et al. (2020) identify five elements integral to any coordinated educational
response to the COVID-19 pandemic:
● Gather crucial data. Responses and decision making should be based on the best
available data, and data collection is essential for monitoring and impact
assessment.
● Organise the workforce. Governments should consider all stakeholders, from
ministry staff to teachers and parents, in their response. Each group’s preferred
mode of communication should be identified and taken into account.
● Build a sense of community between students, families and schools. Education
leaders should collaborate with and support parents and caregivers to facilitate
home-based learning.
● Provide teaching and learning materials. Multi-pronged sequenced strategies
are needed to address the impact of COVID-19. Consideration should be given to
students in low-resource backgrounds with limited or no access to digital learning
tools and resources.
● Prepare for what happens after the pandemic. Short-term planning is not
enough. Education leaders should use this opportunity to build back better and
improve the quality of education service delivery.
Building on these elements, this programme preparation report synthesises available
evidence for effective and sustainable Academic Recovery Programmes (ARPs). The
report covers both students who were underperforming academically before the arrival
of COVID-19 and students now at risk because of learning regression or other effects of
the pandemic. The core purpose of any successful ARP is integration; helping children
who have missed out on learning — for any reason — catch up and get back to school.
However, in order to respond to unique challenges in specific contexts, this study
focuses on four OECS Member States: the Commonwealth of Dominica, Grenada, Saint
Lucia, and Saint Vincent and the Grenadines.

1.2. Definitions
Before we progress to the evidence, we have to consider what ‘academic recovery’
actually means. Much of the evidence conceptualises ‘accelerated learning’, ‘remedial
education’, and ‘academic recovery’ as being either for
Open Development and Education
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● students falling behind their peers during the course of schooling or for
● children who have, unlike other same-aged peers, been out of school while others
have been learning.
Neither of these conceptions matches the comparatively novel situation brought about
by COVID-19, particularly in terms of the system-wide disruption to all learners, not just
specific student populations. However, specific populations will, of course, fall behind to
different extents, depending on their prior achievements and other factors, such as
socio-economic status.
The UNHCR Accelerated Education Working Group distinguishes between different
levels of educational deprivation by the effects an educational disruption has on
learners. It then recommends four types of approaches best suited to address those
effects:
1. Extending instructional time. A light-touch approach which may involve “slightly
adapting the academic calendar and schedule” to accommodate for minor
educational disruption (⇡UNHCR AEWG, 2020, p.3).
2. Catch-up programmes. More structured but “short-term transitional education
programmes for children and youth who had been actively attending school prior to
an educational disruption” (⇡ibid.).
3. Remedial education. “Additional targeted support, concurrent with regular classes,
for students who require short-term content or skill support to succeed in regular
programming” (⇡ibid.).
4. Accelerated education programmes. The highest level of intervention,
recommended for learners who are over-age for their grade and who have been
out of school for more than a year, allowing them to achieve “equivalent, certified
competencies and transition into formal education, technical/vocational training, or
livelihoods” (⇡ibid.).1
There is some evidence in the field of education in emergencies (EiE) which provides
examples of programmes developed in situations of mass disruption to education
systems; these are often in response to conflict and ecological disasters. More recent EiE
evidence produced in response to epidemiological disasters — such as the 2014 Ebola
outbreak — has focused on a small number of low-income countries, but nonetheless
offers a view of accelerated education programming in a comparable situation to current
circumstances. We note that in the OECS context, as of February 2021, children have not
been completely out of school for this extended time; however, going forward, further
disruption should be anticipated. For the structured decision-making process which
assists stakeholders determine the most suitable type of education response to
COVID-19-related learning disruption, see Annexe 2.

1

For the structured decision-making process which assists stakeholders determine the most
suitable type of education response to COVID-19-related learning disruption, see Annexe 2
Open Development and Education
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1.3. Overview of this report
In this report, Section 2 covers the methodology of this rapid literature review. Section 3
comprises a rapid situation analysis that outlines the broader context of the OECS
region, examining further the four focus islands (Dominica, Grenada, Saint Lucia, and
Saint Vincent and the Grenadines). We give special consideration to each country’s
education response to the COVID-19 pandemic, as well as the use of technology in
education.
In Section 4, we present an array of evidence from around the world from research on
recovery programmes in the education sector. We then review specific knowledge and
evidence from the Caribbean and OECS region and review the evidence around the role
of technology in ARPs.
Section 5 synthesises the findings of the literature review, drawing a number of key
lessons which will be taken forward in the development of the OECS Academic Recovery
Programme.
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2. Methodology
This section covers the methodology employed for the production of this literature
review and the production of the forthcoming final Programme Preparation Report.

2.1. Research questions
A rapid review of evidence was undertaken to investigate the following research
question:
What does an appropriate, comprehensive, sustainable, effective, inclusive,
equitable, post-COVID-19 Academic Recovery Programme (ARP) for primary and
secondary education students in the selected focus countries (Dominica, Grenada,
Saint Lucia, and Saint Vincent and the Grenadines) look like?
To explore more deeply, this question was broken down into sub-questions:
● What is the current status of the educational landscape in the OECS and the four
focus countries?
● What makes ARPs effective: Globally? In the Caribbean? In the four focus
countries?
● How do we ensure that the ARPs reach disadvantaged students?
● What role can technology play in supporting ARPs, particularly in the context of
COVID-19?
These sub-questions guided the development of subsequent research activities.

2.2. Part 1: Consult the literature
A comprehensive review of the available literature required consulting a variety of
sources and using a number of methods to cover published research literature (formally
published in journals, books, dissertations etc.) as well as ‘grey’ literature (working
papers, policy papers, project reports, reviews, conference papers etc.).
The evidence collection process was undertaken in four stages, with each stage
reinforcing the rigour of the overall review.
1. Consulting literature already known to the authors. This non-systematic
method provides a starting point as a basis for the literature review. It includes
the consultation of broad data resources (such as the World Bank) and
country-specific resources (such as Ministries of Education). Our previous
experience and involvement with initiatives such as the EdTech Hub’s Help Desk
have provided exposure to a range of cutting-edge literature produced by experts
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on topics such as academic recovery in relation to COVID-19. Importantly, this
approach enables us to define keywords and phrases for subsequent searches.
2. Consulting OECS documentation. Provision of the latest available priority
documentation directly by the OECS allowed for consideration of evidence in
relation to up-to-date concerns and priorities; this enables a deeper
understanding of the Organisation’s perspective on ARPs. Such documentation
included the OECS Education Sector Strategy 2012-2026 (⇡OECS, 2016) the OECS
Education Statistical Digest 2017/2018 (⇡OECS, 2017),the OECS Education Sector
Response and Recovery Strategy to COVID-19 (⇡OECS, 2020), and the OECS
Education Initiatives Sustainability Framework.
3. Google Scholar. Now considered to be one of the most comprehensive platforms
for literature searches, we searched Google Scholar for a number of key phrases
identified by the first two stages of the review. During this process, a number of
additional phrases were also identified as relevant to the review, and were
incorporated into subsequent searches. The most significant phrases were:
●
●
●
●

Academic recovery programme
Accelerated learning
Accelerated recovery
Catch up programme

● Remedial learning programme
● Student support service
● Tutoring programme

Each search was performed without geographical restrictions, and then repeated
together with regional keywords (‘Caribbean’); finally the search was repeated
with country names to surface evidence from the four focus countries.
4. The Searchable Publications Database (SPuD). SPuD is an innovative,
education-focused search engine being developed by Open Development and
Education and the EdTech Hub. It automatically aggregates search results from
common databases, including Scopus, ProQuest, Web of Science and the Directory
of Open Access Journals. It significantly accelerates literature discovery and
evaluations. Searches were conducted using the same key phrases as were used in
Google Scholar, then with Caribbean- and country-specific geographic filters
applied.
5. UWI repository. The University of West Indies has a research repository where
research relevant to the region — produced by local scholars — is published. This
repository was consulted for evidence on academic recovery programmes and
catch-up programmes. The repository had more content on agriculture. Even
though this is the case further consultations with the UWI library revealed that
access to the public was both limited and complicated.
6. Using collected evidence — and particularly the OECS provided data — a rapid
situational analysis was undertaken to gain a concrete understanding of the
educational landscape in the OECS and four focus countries (see Section 3). This
analysis focused on the current educational situation, gaps in the system and
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student learning, access to ICT and educational technologies, and educational
responses to the COVID-19 pandemic.
Attention then turned to evidence around the effectiveness of ARPs (see Section 4).
Collected evidence was summarised geographically, with Human Development Index
(HDI) scores given for each country to enable a comparison with the overall
developmental situation of countries in the OECS. Publications were analysed, drawing
out recurring themes and considerations applicable to the development of a prospective
ARP. Considerations of reviewed programmes included cost, scale, and impact (for both
students and other education stakeholders).

2.3. Part 2: Consult people (interviews and focus groups)
This subsection describes a second stage of data collection; the outcomes are reported
in a subsequent OECS report (⇡Haßler, et al., 2021《warning:Ha%C3%9Fler, et al., forthcoming》). However, the
methodology is described here for continuity and to put the present results into
perspective.
Literature searches often produce incomplete insights; this was also the case for our
four focus countries, where the literature did not offer a comprehensive picture of the
current situation. Therefore, interviews were conducted with key stakeholders , offering
additional data to address the research questions, informs the programme design, and
provides a better understanding of the local contexts.

2.3.1. Participants
In collaboration with the regional education ministries, potential stakeholders were
identified in each of the four focus countries. Care was taken to ensure that these
groups are fully representative of the population of each focus country. We intended to
work in close collaboration with these groups throughout the design, implementation,
and monitoring stages of the programme.
These group of people consulted for the interviews and focus groups, as well as the
subsequent working groups are drawn from a number of key stakeholder groups,
including member profiles of:
● Policy influencers (including community leaders);
● Education specialists from the local ministry (e.g. disability specialists);
● Teachers;
● Teacher professional development specialists;
● Parents/parent representatives;
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2.3.2. Activities
With these goals in mind, the following activities are undertaken.

Activity 1: Conducting interviews
The usual protocols required for interviews were followed. These included seeking
informed consent, explaining to participants the aim of the interviews and how the data
collected is processed and used. The results and analysis will be published in a
forthcoming programme preparation report alongside the interview questions.

Activity 2: Focus groups
In each country, a focus group was created. These focus groups consisted of at least four
key stakeholders. The aim of these focus groups was to further understand the issues
raised in the interviews and to validate or overturn the findings of the literature review.
For the above activities, and due to the ambition to also explore digital approaches,
consideration of Principles for Digital Development in Education are important (⇡Haßler,
2020).

2.3.3. Setting up technical working groups in focus countries
A secondary purpose of the interviews and focus groups is to identify stakeholders who
can form a technical working group, guiding the development and implementation of
the ARP.

Open Development and Education
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3. Situational analysis
This section provides a brief contextual framing of the educational contexts of the OECS
and its member states. The remainder of the section covers the current status of the
education system in the four focus countries of Dominica, Grenada, Saint Lucia, and Saint
Vincent and the Grenadines. Special consideration will be given to access to educational
technologies (EdTech), as well as the impact of COVID-19.

3.1. Context of the Eastern Caribbean
Since the achievement of independent statehood for most of its member states, the
education sector of the OECS has seen dramatic changes. Significant progress has been
made towards universal basic education for all learners across the OECS. A variety of
systems exist to support struggling, disadvantaged, or disabled learners, though the
prevalence of and accessibility to these systems varies widely between member states
(⇡Knight and Robinson, 2016). Development of the education sector is implemented by
state governments but coordinated in accordance with centralised OECS policy.
The 2012 to 2026 OECS Education Sector Strategy represents a shift from previous
reform-based initiatives towards a more strategic approach, focusing on management,
leadership, and accountability. Importantly, the Strategy identifies several cross-cutting
themes which are necessary to pursue its objectives at all levels of education:
● Improving achievement levels in the core subjects of literacy, numeracy and
technology;
● Strengthening boys’ education;
● Achieving equity of access for the marginalised and economically disadvantaged;
● Strengthening disaster risk reduction and management measures;
● Establishing effective knowledge management systems;
● Integrating technology in the classroom and in education; and
● Strengthening learners’ pastoral care (⇡OECS, 2016, p.28).
Several of these themes are also particularly pertinent to the situation brought about by
the COVID-19 pandemic, given the OECS’ push towards distance learning. However, the
Strategy also identifies several key risks to the achievement of strategic objectives:
● Politics: Lack of political will or restrictive legislation;
● Lack of capacity and resources: At the local, national, and regional levels;
● Ineffective communication and advocacy: Failing to secure stakeholder buy-in;
● Lack of investment in technology: For both teachers and students;
● Ineffective monitoring and review: At institutional, state, and regional levels;
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● Environmental disasters: Diverting funding and additional pressure on systems.
We note that neither all these risks, nor all of the cross-cutting themes, have universal
relevance to the education systems of each member state; rather, a key takeaway from
any sample of OECS nations reveals a diverse range of systems in different stages of
development, each with differing needs for learners and education stakeholders.

3.1.1. COVID-19 in the OECS region
COVID-19 statistics are difficult to obtain and to interpret. However, there is some
evidence that island states have had some relative advantages in managing the
COVID-19 pandemic (⇡The Guardian, 2020; ⇡The Guardian, 2021). While the OECS has
largely avoided the high direct human cost of COVID-19 cases and deaths, no member
state has entirely avoided the reach of the pandemic. In some states, case numbers
remain stable and low, but others have experienced a rise in cases in the second half of
2020.
Figure 1. COVID-19 cases and deaths among OECS Member States and Associate Member
States, as of 1st December 2020 (⇡WHO,2020)
Country

New cases
(last seven
days)

Antigua and Barbuda

Cumulative New deaths
cases
(last seven
days)

Cumulative
deaths

2

141

0

4

Dominica

13

85

0

0

Grenada

0

41

0

0

Montserrat

0

13

0

1

St Kitts and Nevis

3

22

0

0

43

246

0

2

St Vincent and the
Grenadines

1

85

0

0

Anguilla

1

4

0

0

British Virgin Islands

0

72

0

1

Guadeloupe

119

8,344

5

149

Martinique

322

5,413

1

40

St Lucia

Open Development and Education

16

Academic Recovery Programmes in the Eastern Caribbean — Literature Review

OECS Member States’ swift reactions in closing borders and public institutions such as
schools have helped prevent the further spread of the virus. However, the pandemic has
created new challenges within the education sector which must be addressed:
● School closures have limited or removed access to learning;
● Limited access to the nutritional support normally provided by schools;
● Disadvantaged students lack access to online learning opportunities;
● Lack of harmonised solutions hampers transition to online learning;
●

Administration of national and regional exams;

● Strained home relationships between parents and children;
● Limited technical and financial resources (⇡OECS, 2020, p.4).
In the second quarter of 2020, the OECS Education Sector Response and Recovery
Strategy to COVID-19 was developed and published. Building on the findings of a rapid
needs assessment undertaken in March 2020, the Strategy broadly groups the focus of
its approach to recovery into four key areas:
● Harmonisation of policy response across Member States;
● Transition to a digital education (with distributed learning);
● Strengthen the care of students both in and out of school; and
● Strengthen engagement with parents and caregivers (⇡ibid., p.9).
The Strategy is expected to be implemented over an 18-month period, benefitting
almost 140,000 students and over 14,000 teachers and principals in government and
government-assisted primary and secondary schools (⇡Ibid., p.16). However, some key
risks were identified during the rapid needs assessment, which any prospective ARP will
need to address:
● Limited availability of officials to participate in the process;
● Insufficient recurring funding;
● Diverse priorities of Member States; and
● Limited access to and availability of data (⇡ibid., p.17).
As with education, no two member states are exactly alike in their needs and challenges
in relation to COVID-19. Nonetheless, it is clear that ensuring sufficient organisational
buy-in from government and evidence-based decision making will be a priority across
participating OECS countries.

3.2. Situational analysis: focus countries
The following sections detail the development and current situation of the education
systems of the four focus countries of Dominica, Grenada, Saint Lucia, and Saint Vincent
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and the Grenadines. The table below provides a brief digest of some key statistics from
each country.
Figure 2. Key education statistics from the four focus countries
St Lucia

Total Population

St Vincent
and the
Grenadines

Grenada

Dominica

182,000

111,000

112,523

72,000

65,000

43,000

65,000

17,000

95
74
23
5

125
68
26
3

105
75
24
3

16
58
15
2

Children
Adolescents

260
709

83 (2018)

Net Enrollment Pre Primary

72.3

71.9 (2018) 85.3 (2018)

65.4%
(2019)

Net Enrollment in Primary
school

94.6(2019)

93.6(2017) 94.6 (2018)

92.4%(2019)

Net Enrollment for
Secondary

80.4 (2019)

89.5 (2018) 87.7 (2017)

87%(2019)

Population Aged 0-24
Number of Schools
Pre-School Centres
Primary Schools
Secondary Schools
Special Education Centres
Out of School

Literacy rate

98% (2014) 98% (2014)

Learning-adjusted years of
schooling
Education expenditure as %
of GDP

228
36

8.480
3.33(2018)

7.711

8.274

8.009

5.69 (2018) 3.33 (2018)

5.57 (2019)

Language(s) of Instruction

English

English

English

Education System Model

British

British

British

English

Sources: UNESCO, World Bank
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3.3. Situational analysis in Saint Lucia
3.3.1. What is the existing context?
Saint Lucia was previously a British colony, and its system of organised education first
emerged in 1838 (⇡Sheldon, 2020), following the Abolition of Slavery Act in 1834. During
the early colonial period, schools were traditionally managed by the church (Catholic,
Anglican, and Methodist). Following independence, the churches started working in
conjunction with the government to oversee education in Saint Lucia. These schools later
became known as public assisted schools (⇡ibid.).
According to the Saint Lucia Education Act of 1999, compulsory education begins at the
age of five, and all students are required to remain in school until 16 years old. The
Universal Secondary School Act (2006/7) equally assures every student a secondary
school placement where they complete five years of basic studies (Forms 1-5).
In addition to the traditional secondary school programme, Saint Lucia provides
vocational education through the Centre for Adolescent Renewal and Education (CARE)
School and National Skills Development Centre (NSDC). Both focus on preparing
students for future technical jobs (⇡MoEIGRSD, 2019). This legislation was enacted to
keep students in school until they are of legal age to begin working.
Over the past two decades, the education system in Saint Lucia has undergone several
significant reforms, such as:
● The implementation of Universal Secondary Education (USE) in 2006-2007 — to
address socio-economic inequity in the system — saw a growth in the number of
schools and teachers.
● The Child-Friendly School (CFS) concept, launched in 2009, expanded to 35
primary schools in six school districts.
● The amalgamation of a number of Primary and Secondary schools (⇡Department
of Education, 2016; ⇡UNICEF, 2017).
Like other countries in the OECS, Saint Lucia has also experienced regional change as
well, including:
● The movement away from Cambridge and London Ordinary Level (O Level)
examinations to Caribbean Secondary Examinations Certificates (CSECs),
administered by the Caribbean Examinations Council (CXC). This move has allowed
for a more culturally and regionally relevant curriculum.
● The replacement of Advanced Level (A-Level) Certificates with the Caribbean
Advanced Proficiency Examination.
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3.3.2. What are the challenges?
Gender disparities. A major issue facing the education sector in Saint Lucia is gender
disparity, from enrolment to performance and completion levels (⇡Ministry of Education,
2017). Female students dominate in terms of overall mastery of English language,
Mathematics and Integrated Science (Table 5.2, ⇡OECS, 2020). Dropouts among male
students at the secondary level is consistently higher. At the primary level, boys also
make up a larger percentage of repeaters. Male underachievement is therefore of
concern to the Ministry of Education.
Disparities also exist in the choices of subjects taken at the secondary level, as female
students are more likely to register for subjects traditionally associated with caregiving,
while males outnumber females in science, technology, engineering and mathematics
(Compare Tables 5.4 and 5.5, ⇡OECS, 2020; ⇡MoEIGRSD, 2019).
Shortage of counselling services. There are a limited number and quality of counselling
professionals providing services to the health and early childhood development (ECD)
sectors. There is a lack of specialized staff needed for early detection, diagnosis and
treatment of intellectual, developmental and psychological disabilities (⇡UNICEF, 2017).
This eventually affects performance and learning in primary and secondary schools.
Declining school enrolment in public primary and secondary schools. Several primary
schools around the island have surplus capacity (⇡ibid.).
Growing disparity between the number of male and female teachers in the school
system, particularly at the primary level where female teachers outnumber male
teachers appears to be increasing (⇡ibid.).
Declining investment in education as a percentage of the national budget (⇡ibid.).

3.3.3. What are the gaps in student learning?
There is an increasing number of learners with special needs, and teachers do not
have the required capacity to provide specialised counselling services to effectively
support children facing hardship and learning difficulties (⇡ibid.).
The inequitable distribution of quality education and learning opportunities along
with the generally unsatisfactory state of school structures ultimately hampers
students' learning progress (⇡ibid.).
Also, the proportion of learners achieving their full potential or achieving adequate
skills remains small. National and regional high-stakes examination results continue to
indicate deficiencies in literacy, numeracy and sciences. This is evidenced by the
declining academic performance in some subject areas, particularly in mathematics and
English at the CXC level (Table 5.4 ⇡OECS, 2020; ⇡ibid.).
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3.3.4. Access to ICT and EdTech
The Government of Saint Lucia continues to invest in several ICT projects for education
and has made significant improvements in ICT infrastructure in schools. All primary and
secondary schools have computer labs, and all schools have access to broadband
internet connectivity. According to recent publications by ⇡UNICEF and the
⇡Commonwealth of Learning (2017), ICT in Saint Lucia faces the following challenges:
● Lack of an ICT policy document. The Ministry of Education has made several
attempts to create a national ICT policy. Multiple iterations to the draft
documents were made in 2002, 2004, 2011, 2013 and the ICT policy was finally
ratified in January 2019.
● Inadequate bandwidth. Connectivity in Saint Lucia remains an issue. However, the
World bank is currently funding the CARCIP project, which aims at providing high
speed broadband backbone network and government intranet.
● Insufficient quantity of hardware in computer labs in primary and secondary
schools. In 2016, the aggregate student-to computer ratio was 11:1. While this
can be a usable ratio for some usage patterns, it may be too low for some uses.
Furthermore, a significant portion of the hardware in schools is not operational,
and for schools located near the sea, the salty air has caused significant levels of
corrosion leading to equipment malfunction.
● Gaps in teachers’ ICT and EdTech competences. Gaps in teachers’ competences
regarding pedagogically effective use of EdTech for learning remain.
In response to these issues, the Ministry of Education implemented a teacher
professional development programme aimed at improving teachers ICT and EdTech and
competences both at the primary and secondary levels.

The laptop programme
In 2013, a laptop programme was implemented, providing secondary schools students in
Form 4 with a laptop, as well as teachers. Over 3,850 laptops were distributed to
students, and the outcome was generally perceived to be positive on the part of parents,
teachers, students and principals (⇡Commonwealth of Learning, 2017; ⇡Editorma, 2020).
However, identified issues included software limitations, inadequate content,
noneducational use of laptops by students, and teachers’ competence relative to that of
their students. Most importantly, there has been no evidence to show that student
performance improved as a result of the programme (⇡Commonwealth of Learning,
2017, p.5). The programme was discontinued in 2016 after the United Workers Party
(UWP) came to power (⇡Editorma, 2020).

3.3.5. COVID-19 response/learning continuity strategy
Schools closed following decisions made by Member States following advice from
appropriate health professionals (⇡OECS, 2020), but Saint Lucia is the only country
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among the four focus countries which has seen its education system undergo wide-scale
closure and reopening multiple times since the onset of the pandemic. However, with
respect to extra-curricular care, Saint Lucia is noted in the OECS Education Sector
Response and Recovery Strategy to COVID-19 for having a list of vulnerable children to
help authorities provide targeted support (⇡OECS, 2020, p.7). In addition, a national
continuity of learning document was formulated, discussed and circulated. MiFi devices
were received from donations and distributed during the learning from home period.

3.4. Situational analysis in St. Vincent and the Grenadines
3.4.1. What is the existing context?
In Saint Vincent and the Grenadines, responsibility for education transferred from the
church to the government in 1849, and since independence in 1979 the education
system has been overseen by the Ministry of Education. Currently, most of the
educational institutions in Saint Vincent and the Grenadines are publicly funded
(⇡UNESCO, 2015).
Over the years, several reforms have been implemented and billions of dollars invested
in the education sector (⇡ibid.). These investments targeted several interventions, such
as teacher professional development, ECD, and school infrastructure development
(⇡ibid.). Several successes have been recorded, such as:
● Universal access to early childhood education by 2010;
● Upgrade of existing primary school physical facilities and the construction of new
primary schools;
● Improved common entrance results;
● Achievement of Universal Secondary Education by 2005 with improved CXC
results;
● Full computerization of all secondary schools and substantially full
computerization in primary schools;
● Improvement of library services with state-of-the-art libraries constructed; and
● Improved teacher training with almost 100% primary school teaching staff with
university degrees (⇡Gonsalves, 2010).
The government continues to provide scholarships, bursaries, and grants to teachers and
citizens to further their education and obtain university-level degrees. (⇡Gonsalves, 2010;
⇡UNESCO, 2015). In 1994, the government introduced its National Student Loan Scheme.
The programme now offers regular and economically disadvantaged loans. The latter
typically caters for members of households with annual income below XCD10,000 and
those lacking assets to secure a loan.
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The government also runs a significant school feeding programme, providing free school
meals to children in primary schools, annually costing XCD 1.6m (⇡OECS, 2020, p.8).

3.4.2. What are the challenges?
A major challenge facing the education sector at both secondary and primary levels are
the low levels of attendance and achievement from individuals among vulnerable
groups. This particularly pertains to males, children of single parents, female child
guardians and students in the rural area (⇡UNESCO, 2015).
“Inequalities begin very early, with the children at greatest disadvantage falling
behind at the very start of their schooling experience. Prospects of children entering,
progressing and completing primary education is directly linked to their household
and community situations” (⇡UNICEF, 2017, p.44).
The lack of an appropriate policy framework and standards to guide and control
private sector provision of education services is also a problem. It is therefore difficult to
ensure that the private sector is in line with the government in the provision of adequate
space and related facilities to deliver an effective primary education programme and
services (⇡UNESCO, 2015).
Despite the government’s supportive initiatives to upskill teachers and enhance teacher
professional development opportunities, there still exists a significant number of
teachers who do not possess higher education degrees in teaching. In addition,
attracting male persons to the teaching profession is also a struggle. There is an
insufficient number of teachers in the primary education sector focused on core subjects
such as mathematics, sciences, technology, modern languages and information
technology (⇡UNICEF, 2017; ⇡Gonsalves,2010). A lack of staff at teaching colleges to
provide classroom oversight has also been highlighted as an issue (⇡UNESCO, 2015).
Collectively, these issues hinder progress towards developing the appropriate teaching
curriculum.
A 2015 report undertaken for the Caribbean Development Bank stressed the need to
undertake capacity building and training for teachers in English, mathematics, science
and technology, especially at secondary levels (⇡Vassell and Baksh, 2015). The report also
identified the need to address in particular boys’ performance, and “to engender
among education management and teachers, a culture of monitoring, evaluation and
accountability for performance” (⇡ibid., p.6).
Standards of education also fall short in some areas. A recent survey carried out by
UNICEF indicated that children living outside urban and suburban areas might not be
assessing the same level of education as their peers. Participants also expressed the
belief that the better-trained teachers were placed in urban schools (⇡UNICEF, 2017).
This is compounded by inadequate funds in some areas to maintain school buildings and
furniture (⇡UNESCO, 2015).
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Teachers are not trained to accommodate children with Special Education Needs (SEN),
and there is a lack of curriculum officers to support with issues relating to SEN. As such,
there is insufficient integration of children with SEN into mainstream secondary and
primary schools (⇡ibid.).

3.4.3. What are the gaps in student learning?
The performance of students at the CPEA examinations is below expectations and is,
therefore, a major concern. The criteria on which these examinations were based also
need to be reviewed; overall pass rates were about 33% and less than 10% respectively.
As in other countries, the underperformance of male students at the secondary level
remains a concern (⇡ibid.).
⇡Gonsalves (2010) also highlights the need for improved remedial education services in
the primary education sector for challenged students. With the arrival of the USE policy
in 2005, all students got a place in secondary schools regardless of whether or not they
passed the CEE examination. However, this meant that some students arrived in
secondary schools necessarily having a mastery of core subjects like English and
mathematics.

3.4.4. Access to ICT and EdTech
One laptop per child programme
Saint Vincent and the Grenadines continues to make sizable and consistent investments
in ICT for education to prepare Vincentians to perform in an increasingly technologically
advanced society (⇡UNESCO, 2015; ⇡UNICEF, 2017). It was one of the pioneer countries in
the region to start a ‘one laptop per child’ initiative, aligned with a long-term vision for
full integration of ICT into education and research (⇡UNESCO, 2015; ⇡UNICEF, 2017). The
first phase of the programme commenced in 2010, and over 15,000 laptops were
distributed to primary school students and teachers. The second phase in 2014
distributed over 12,500 laptops to secondary schools and teachers (⇡UNESCO, 2015). The
programme was complemented with the provision of high-speed wireless broadband
internet access at all educational institutions and training was provided for both
teachers and administrators (⇡UNESCO, 2015; ⇡UNICEF, 2017). However, the programme
struggled with maintenance issues (⇡UNICEF, 2017).
In 2020, the Government procured 17,000 Samsung tablets for distribution to students
and teachers. To date, all students attending the St.Vincent and the Grenadines
Community College, all secondary schools, all students in Grade 6 and the majority of
students in Grade 5 of the primary schools received their devices. All teachers have also
received their devices. The remaining grades at the primary level will have their devices
in the coming months.
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3.4.5. COVID-19 Response Strategy
All schools were initially closed in response to the pandemic, with supplies sent to
schools to boost cleaning capability, along with the assignment of more staff resources
to school cleaning. Challenges surrounding the spread of fake news around the virus, as
well as more fundamental infrastructural issues (such as insufficient water supply), were
identified early in the stages of the pandemic. The provision of meals to economically
disadvantaged students and the digital divide was highlighted as among a number of key
issues to address (⇡OECS, 2020).
In August 2020, the government’s National Emergency Management Organisation
(NEMO) issued guidelines for the reopening of schools in September 2020. These
guidelines covered:
● Cleaning and ventilation of equipment and facilities;
● Transport and student access to schools;
● Precautions for unwell students and staff;
● Mental health and psychosocial support for students and staff.
Notably, these guidelines devote a lot of focus to multi-level and multi-modal support
systems, from formal counselling and oversight from the Curriculum Development Unit
to WhatsApp groups and a dedicated helpline (⇡NEMO, 2020). They also have a list of
vulnerable children available that allows them to target their support (⇡OECS, 2020).
Schools reopened in September 2020 under a ‘new normal’ schedule, following
protocols adhering to the National Disaster and Emergency Management Guidelines.

3.5. Situational analysis in Grenada
3.5.1. What is the existing context?
Since gaining independence in 1974, the school system in Grenada is managed and
governed by the Ministry of Education, but the church also plays a prominent role in its
delivery (⇡Knight, 2014; ⇡UNICEF, 2017). The government is a strong advocate of
education for sustainable development and has a history of elaborating sound strategic
plans for education (⇡Knight, 2014; ⇡UNICEF, 2017). This is evidenced by the SPEED I and
SPEED II education strategy documents which were developed with the participation
and inputs of several stakeholders (⇡Knight, 2014; ⇡UNICEF, 2017). Subsequently, several
important steps have been taken, such as:
● Achievement of Universal Primary Education;
● Abolition of school fees;
● Compulsory schooling from ages 5-16;
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● Significant investments in the recruitment of human resources; and
● Rehabilitation of schools.

3.5.2. What are the challenges?
Legislation. Education in Grenada is governed by the 2002 Education Act. However,
there is no stand-alone national policy or plan for education or law for sustainable
development in Grenada. Most of the existing policies are embedded in other regional
initiatives such as ICT, TVET, certification, and quality assurance (National Sustainable
Development Plan-2020-2035;2 ⇡MoFPEPD, 2019, p.31).
To date, the Ministry has achieved several milestones, part of the Grenada Education
Enhancement Project (GEEP):
● Policy (2002),
● Regulations (2014),
● Standards for operating early childhood centres (2017).
Monitoring is also very limited within the education sector and as such adherence to
strategic plans and policies can not be evaluated. Some reasons for this are:
● Lack of management consistency;
● Limited administrative autonomy;
● Inadequate planning and policy development;
● No systematic monitoring of the Ministry’s strategic framework and policy
implementation;
● Difficulty in assessing the progress of internal activities due to limited baseline
data, indicators, and targets; and
● Lack of ownership by senior officers.
Since those observations (in 2015), a number of significant steps have been undertaken.
For example, the positions for a senior planning officer and a planning officer were filled
(⇡MoFPEPD, 2019), leading to significant progress in the area of planning and policy
development. Crucially, this has enabled better monitoring and evaluation of policy
implementation.
Financial challenges. The education sector also faces financing challenges such as
● Inadequate funding to create effective learning environments;
● Limited financial and technical involvement of social partners, especially the
Private Sector;
● The rising cost of TVET, which results in difficulty in meeting the skills needs of
employers;

2

https://www.nationalplan2030.gd/
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● Expensive teacher training programmes, which result in an inadequate supply of
professionally-trained teachers at all levels; and
● Budgetary constraints that restrict regular maintenance of infrastructure, thereby
resulting in poor conditions of some public schools and other public institutions of
learning
(list source: ⇡ibid.).
In 2003, ⇡Gift (2003) noted the importance of a reform in education policy to address the
use of Creole-influenced vernacular in schools. The report argued that efforts should be
made to employ Creole-influenced vernacular as an ‘enabling agent’ for developing
competence in Standard English. Since that time, significant progress has been made
across the OECS — and in Grenada — and taken up in the ELP language policy.

3.5.3. What are the gaps in student learning?
The core curriculum consists of literacy, the STEM subjects, and social studies at both the
primary and secondary levels. Boys tend to pursue subjects in expanding sectors of the
economy that offer more lucrative livelihoods, such as building technology and
mechanical engineering technology, while more girls pursue subjects that are either in
contracting, lower-paying or non-economic sectors, such as office administration, home
management and religious studies. Challenges to student learning include:
● Inadequacies in laboratories and workshops for the teaching of ICT and TVET
skills;
● Low performance in STEM subjects;
● Pedagogical strategies which fail to engage students;
● Lack of professionally-trained teachers; and
● Limited capacity to identify and support SEN learners (⇡MoFPEPD, 2019, p.32).

3.5.4. Access to ICT and EdTech
Prior to the pandemic, the government was focusing on enhancing teacher capacity to
integrate ICT in the delivery of the curriculum and as an information source for
curriculum content (⇡MoFPEPD, 2019). In this regard, several teacher professional
development initiatives have been attempted and implemented. The Grenada Teachers
union equally conducted over five-yearly periodic training in ICT (⇡ibid.). A major
challenge to these initiatives has been limited access to computer hardware and
software, which limits teachers' opportunity to practice what they learn in the training
sessions (⇡Ibid.). In addition, following the hurricanes, some of the ICT equipment in
schools are destroyed and are not replaced by the government (⇡Gaible, 2008). Some
funding has been provided by the Global Partnership for Education (GPE) to procure
devices, and the government is also engaging in its own push to procure additional
devices outside of the GPE Accelerated Fund Project.
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There was also an ongoing initiative to introduce a learning management system —
teachers and principals were trained to use the Mstar Learning Platform (⇡MoFPEPD,
2019). Since then, as part of the COVID-19 reponse, the Mstar Learning Platform has
become available to all students, teachers and parents. 3.5.5. COVID-19 Response
Strategy
Following the start of the COVID-19 pandemic, schools were closed in March 2020.
Online learning platforms such as Mstar and Moodle were equally explored, and a
window was made available for teachers to prepare work for their students (⇡OECS,
2020). Additional supplies were also provided to schools for cleaning. Some challenges
were faced with regards to the availability of devices required for both teachers and
students to have access to the internet. In response to this, the government of Grenada
has reallocated some funds to purchase devices for students. Online tutorials were
equally made available for students with auditory or visual impairments (⇡ibid.).
Additional measures of the COVID response included:
● Provision of Personal Protective Equipments for special education and preschool
teachers
● Psychosocial hotline set up to provide support for parents, teachers, learners
● Development of guidelines to support remote learning (early childhood, primary,
and secondary)
● ICT training
● Training on use of the MSTAR platform; development of tutorials for the use of
the MSTAR platform
● Spice Math TV program aired 5 days per week
● Spice Signs TV program
● Free access to CSEC examination preparation apps
● Parenting sessions provided virtually to supporting parents with the home
learning of their children; this included:
○ Strategies for learning at home, including activities to do in the home (e.g.,
reading aloud to children, and accompanying activities);
○ Preparing children for the reopening of schools.
Moreover, the number of the community access points has been increased throughout
2020. Given that there is limited personal access to digital devices and internet
connectivity in some communities, the access points enable students and parents to
access the internet. This initiative is an important contribution to ensuring equitable
access to information and learning.
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3.6. Situational analysis in Dominica
3.6.1. What is the existing context?
Similar to other eastern Caribbean countries, formal education in Dominica was initially
managed by the church. These institutions and infrastructure left behind by early
missionaries have played a huge role in education for centuries. Currently, education is
being managed by the government, and a state/private partnership continues to this
day. The church still plays a very important role in delivering education. Over time the
Dominican education system has undergone several reforms and achieved some major
milestones:
● Establishment of Universal Primary Education (1960), Universal Secondary
Education (1995), and universal access to early childhood development services
(2012);
● The Education Act of 1997, which allows girls to return to school after
pregnancies;
● Abolition of school fees (2004);
● Implementation of regionally aligned TVET strategy;
● Introduction of the Child-Friendly School policy (2014; ⇡UNICEF, 2017).

3.6.2. What are the challenges?
As with other nations, Dominica faces the problem of out-of-school pupils, whether
these are children who have dropped out of school, are joining school late, or simply
never attend school. Poverty among some communities means that some students will
also be absent for part of the year due to their work on family farms during harvest
season (⇡ibid.).
An issue present at primary level is getting children into primary school by the official
starting age of five years. While nearly a quarter of students enrolling in kindergarten
were below this age, 11% of children were over five years old at the time of enrolment.
Ensuring timely enrolment is a key factor in preventing grade repetition and early school
leaving (⇡ibid.).
Poor physical school conditions diminish the quality of education in many primary
schools in Dominica. Furthermore, several schools are affected by overcrowding,
preventing adequate school access, particularly to children living in urban or peri-urban
areas around the capital. There are also disparities between communities, with schools
in Kalinago Territory (inhabited primarily by indigenous Carib peoples) having fewer
resources than other schools in the country (⇡ibid.).
Natural Disasters. Every year, between August and November, hurricanes tend to occur,
which are a major threat to schooling. A study by ⇡Serrant (2014) found no official
policies specific to addressing education during hurricanes and principals did not
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know the protocol to follow in the event of a hurricane. Serrant urges the Ministry of
Education, Human Resource Planning, Vocational Training and National Excellence to
become a lead agency in hurricane management and to put in place policies, institutional
and financial frameworks for managing education during low-intensity hurricanes. This
should include professional development for teachers, principals and elite officers;
development of school disaster plans; the conduct of regular disaster drills and exercises
at schools, and rescheduling lost instruction days. Progress towards resilience has been
made in recent years - particularly following Hurricanes Maria and Irma in 2017 - with
the introduction of School Disaster Plans. These are mandatory for every school, and are
owned and updated by the management staff according to the school’s needs.

3.6.3. What are the gaps in student learning?
A report by the ⇡Ministry of Education and Human Resource Development (2016)
highlighted literacy and numeracy challenges, evidenced by poor overall performance
National Assessments. Some reasons advanced for this trend were attributed to a lack of
appropriate pedagogical approach, including:
● Instructional strategies used by the teacher;
● Management techniques used by the teacher;
● Type and delivery of the curriculum;
● Teachers attitude toward students; and
● Teacher qualification and preparation.
In addition, male underperformance at the primary and secondary level relative to
females is a challenge (⇡MoEHRD, 2016; ⇡Ventura, 2018). The 2019 CSEC grade
distribution report indicated that 6% of boys failed to secure a Grade 1, 2 or 3. Similar
reports at the primary level with the Curriculum Based Assessment (CBM) of literacy and
numeracy at the K level and the Grades 2, 4, and 6 assessments all indicate similar trends
in boys’ performance.

3.6.4. Access to ICT and EdTech
One Tablet Per Child
The Government of Dominica launched a one tablet per child project in 2014 which saw
the distribution of over 7,000 tablets to secondary school students. The programme
aimed at breaking down barriers of socio-economic disparity between students, where
some could afford tablets and others were disadvantaged. The Ministry of Education,
Human Resource Planning, Vocational Training and National Excellence delivered
training for teachers in the use of the tablets and developed guides to assist teachers in
incorporating the devices into classroom practice. This was also matched by concurrent
work to improve broadband access to students and teachers (⇡MoEHRD, 2016).

Other programmes
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A pilot initiative, IT for Dominica, was launched in 2000 in collaboration with a school
district in Alberta, Canada, providing refurbished computers to teachers and students
(⇡Gaible, 2008). The project also provided training for teachers and school
administrators, aiming to improve collaboration between teachers in Canada and
Dominica. The programme also supported other initiatives, such as:
● The Global Teenager Project: Participation in moderated discussion forums on
varied themes.
● Small Island Voices: Connecting students in all school levels from small islands
from all over the world.
● Young Foresight Program: Providing an entrepreneurial view for the students
through internet-based communication, targeted at the secondary level.
These programmes provided an opportunity for students to discuss current issues and
topics covered from the syllabus (⇡ibid.).

3.6.5. COVID-19 Response Strategy
As with other OECS Member States, all schools were shut in Dominica following the
direction of the Ministry of Education, Human Resource Planning, Vocational Training
and National Excellence. The Ministry has produced a resource on the psychosocial
aspects of COVID-19, with some self-care resources to help parents and students deal
with the effects of prolonged social distancing. The OECS COVID-19 Response
Strategy also highlights the following as priority needs for Dominica:
● Support and guidance for the support team of Guidance Counsellors;
● Monitoring and evaluation of approaches;
● Provision of meals for less fortunate students;
● Ensuring digital equity (⇡OECS, 2020, p.23).
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4. Findings on ARPs from the literature
Having examined the context across the four states, this section turns to the literature
analysis on ARPs. We first examine literature on ARPs that have been implemented
around the world, before focusing on programmes specific to the Caribbean (including
the four focus countries of this report). Consideration will also be given to the role of
technology in delivering ARPs, before a discussion summarising the findings of the
literature review and effective practices for the implementation of ARPs in Section 5.

4.1. ARPs globally3
Given the prospect of significant academic regression — and subsequent loss of
opportunities and livelihoods — for students affected by COVID-19 (⇡RISE, 2020; ⇡World
Bank, 2020), governments are looking to academic recovery programmes (ARPs) to
provide both short-term support and longer-term development. Such programmes take
many forms, with some incorporating several different interventions outlined by
⇡UNHCR AEWG (2020); they may include after-hours catch up learning, non-formal
education equivalency programmes, and selective remedial work.
Broad insights from around the world do show some positive signs that ARPs may be
able to address the challenges now faced by students and teachers. Some highlights
include:
● A well-designed ARP can have beneficial impacts on core competencies, such as
reading or mathematics (⇡Schwartz, 2012).
● Accelerated learning programmes targeting disadvantaged children have been
shown to be effective in LMIC contexts; both for addressing periods of learning
loss and for the successful integration of out-of-school children (⇡Longden, 2013;
⇡Bannerjee et al., 2016; ⇡Gutiérrez and Rodrigo, 2014《warning:Guti%C3%A9rrez and Rodrigo, 2014》; ⇡Lai
et al., 2013).
● Summer and afterschool learning programmes can generate significant learning
gains for disadvantaged populations, especially those using trained teachers or
volunteers, structured pedagogy, enrichment experiences, and high levels of
teacher-student engagement (⇡McLaughlin and Pitcock, 2009).

3
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● Programmes with a focus on supplementary tutoring may also help increase
retention and attendance, as well as boosting completion rates (⇡Battaglia and
Lebedinski, 2015; ⇡Ruthbah et al., 2016).
● Interventions developed to improve content that is tightly aligned around
learning materials and teacher training had the largest and consistent positive
effects on learning outcomes (⇡Snilstveit et al., 2016).
However, when we examine the details of the evidence landscape as a whole, the
evidence is more mixed. We now present a range of specific evidence on ARPs —
organised by country — to illustrate the different approaches that were taken in
different settings and circumstances. We have also provided each country’s 2019 Human
Development Index score to offer some comparability to the situation of the OECS,
whose Member States have an average HDI score of 0.752 (⇡UNDP, 2019).

4.1.1. Australia (0.938): Combined effort of policies and programmes
In a study of three primary schools working to improve learning outcomes in children
from economically disadvantaged backgrounds, ⇡Hatton et al. (1996) found that only a
combined effort of policies and programmes — involving fostering positive relations
with the community, provision of specialist catch-up literacy sessions and staff in
addition to the curriculum, and not focusing simply on one-to-one tuition — actually
resulted in enhanced learning outcomes.

4.1.2. Egypt (0.700) and Jordan (0.723): Early Grade Reading Programme
⇡Gove et al. (2017) examined the implementation of the Early Grade Reading
Programme, developed in Egypt and later adapted for use in Jordan. The programme
employed
“explicit strategies for learning, vocabulary, and comprehension development; highly
structured lesson plans; varied student reading materials and extended opportunities
for students’ reading practice; and continuous assessment of student performance to
inform subsequent teaching and learning” (⇡ibid., pp.101-102).
Training and hard- and soft-copy materials were distributed through a cascade model
from a central project base down through government levels to local schools. In Jordan,
the programme was adapted to also deliver mathematics skills, and to be delivered as
remedial support to students identified via a developed diagnostic tool. In Egypt,
children in treatment schools were twice as likely to meet national benchmarks for
reading and oral fluency, and four times more likely to meet benchmarks for
mathematics than students in control schools. In Jordan too, treatment groups showed
significant improvement in scores (9-15%) over control groups.
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4.1.3. Hungary (0.845): Tanoda remedial education
⇡Inántsy Pap and Morvai (2015)《warning:In%C3%A1ntsy Pap and Morvai (2015)》 examined a tanoda (‘study hall’)
remedial education programme run by the Greek Orthodox Church, taking a multi-skill
holistic approach to learning (Hungarian, English, mathematics, identity development,
and self-knowledge development). Attendance at the tanoda was limited to encourage
child self-study. While the study provided little in the way of quantitative evidence of
improved formal learning outcomes, qualitative data indicated improved outcomes in
the areas of social learning, self-confidence, and mental wellbeing.

4.1.4. India (0.647): The Balshaki and CAL Programmes
⇡Bannerjee et al. (2005) examined the performance of two concurrent experimental
programmes conducted over two years among primary school students:
● Balsakhi Program. Young women from the community who had completed
secondary school (‘balsakhi’) were hired as instructors to small classes of children
falling behind the standard curriculum. Remedial tuition was provided for 50% of
the school day, focusing on core competencies of numeracy and literacy. Test
scores in schools participating in the programme improved by 0.14 standard
deviations in the first year, and 0.28 in the second year, with a cost of $2 per child
per year. Children directly affected by the programme were estimated to have
improved test scores by up to 0.6 standard deviations. The programme also
reduced the pupil-teacher ratio in regular classes, removing pressure from
teachers to provide remedial education to struggling students.
● Computer-Assisted Learning programme (CAL). Using a more
resource-intensive approach, the programme involved the development of
gamified educational tasks and work materials, designed to encourage
independent learning and development in numeracy competencies. Tests found
mathematics scores in participating students increased by 0.36 standard
deviations in the first year, and 0.54 in the second year.

4.1.5. Iraq (0.689): Remedial Education Programme
⇡Bilagher and Kaushik (2020) gathered lessons learned from the implementation of a
remedial education programme (ALP) developed by UNICEF and operated from 2005
onwards. Targeting children aged 12-18 years, the programme condensed the six-year
primary school cycle into three years. After completion, students could enrol in
secondary school or TVET programmes. The ALP equipped students with the basic
literacy and numeracy skills required to continue education. The programme was judged
to be very successful as 90% of the candidates subsequently enrolled in either
secondary education or were engaged in an apprenticeship.
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4.1.6. Sierra Leone (0.438): Accelerated Education Programme
As one of the countries worst affected by the 2014 West African Ebola virus epidemic,
Sierra Leone provides a useful example for academic recovery approaches to
epidemiological threats. An Accelerated Education Programme (AEP) implemented by
Save the Children delivered support to around 720 students through specialised AEP
centres, rather than existing schools. By comparison to other programmes, this broad
recovery programme — based on Sierra Leone’s Ebola curriculum — covered a number of
subjects (Literacy, Mathematics, Science, and Social Studies). ⇡Boisvert (2017)
assessment of the programme focused around its adherence to the Accelerated
Education Working Group 10 Principles (see below), but nonetheless found some
improvements in learning outcomes. However, challenges highlighted involved the
training of teachers in accelerated education pedagogy, availability of resources, and
clashes in alignment with formal school schedules and a national school feeding
programme.

4.1.7. South Africa (0.705): Literacy interventions and mediated learning
⇡Pretorius (2014) shared five key conditions for successful literacy interventions from a
catch-up programme for Grade 4 students in a high-poverty township primary school:
● The teaching of phonics needs to be systematic and accompanied by the
development of meaning-making skills.
● Children need easy access to books, both in classrooms and at home.
● Effort needs to be made to cultivate a culture of reading which fosters children’s
motivation to read on a daily basis.
● In addition, children need to be given opportunities to read, both in and outside of
the classroom.
● Teachers need to understand the different components of reading and how they
develop. They need to be able to identify where problems in reading exist and
take appropriate action to remedy them.
Pretorius also espouses the value of intervention at a younger age, including attending
preschools.
⇡Amod et al. (2018) assessed an intervention programme at a private remedial school for
Grade 4 and 5 students, using a Mediated Learning Experience (MLE) model. Results
indicated a significant improvement in Cognitive Assessment System (CAS) scores in the
treatment group compared to the control group. The study indicated the effectiveness
of the MLE model and the importance of CAS in accurately assessing intervention
impact.

Open Development and Education

35

Academic Recovery Programmes in the Eastern Caribbean — Literature Review

4.1.8. Spain (0.893): Paired tutoring and family support
⇡Blanch et al. (2013) reviewed a voluntary programme to improve reading
comprehension, using paired tutoring and additional family support. They concluded
that
“Although all the children participating in the programme improved their reading
comprehension, regardless of their role (tutor or tutee) or having family support or
not, the results suggest that family involvement is the variable which explains best
the improvement in reading comprehension, therefore, it is the key influencing
factor” (⇡ibid., p.115).
However, the study sampling was self-selective, and it was noted that children
participating in the programme were less in need of academic support than other
children. Similar programmes should focus more on outreach to children in greater need
of support.

4.1.9. Turkey (0.739): Catch-up Education Programme
⇡Börkan et al. (2015) evaluated the Catch-up Education Programme (2008-2013),
implemented between the Ministry of National Education (MoNE) and UNICEF Turkey. A
multi-level programme for children between the ages of 10 and 14, eventually allowing
children to earn an elementary school certificate, the programme targeted three groups:
those who had never attended elementary school, those who had dropped out, and
those who are more than three years behind their peers in educational progress. Key
findings included a notable reduction in stigma for participating children (rather than
being held back in classes with much younger children), and the building of positive
engagement with parents and caregivers, along with reported increases in feelings.
However, a number of significant challenges included:
● Identifying and reaching the target population due to incomplete or inaccessible
EMIS data;
● The duration of the CEP programme was not long enough to bring students’ skills
up to par with same-aged peers;
● Pupil absenteeism;
● Lack of programme resources; and
● Insufficient capability to implement the programme, particularly in MoNE at a
local level.
While the programme reached 20,000 children, Börkan and colleagues conclude that it
failed to meet its goals:
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“the benefits fall short of the intent [, ….] somewhat thwarted by the urgency of the
problems it aimed to solve and the diversity of the children it aimed to serve”(⇡ibid.,
n.p.).

4.1.10. United Kingdom (0.920): Differing evidence from a range of
approaches
In undertaking a review of the 2012 Department for Education’s Summer Schools
Programme for disadvantaged primary students, ⇡Day et al. (2013) assert that an
effective student support programme (delivered as a summer school) should have the
following characteristics:
● Measurable criteria to track the impact and progress of the programme;
● Participatory design process where all major stakeholders are involved;
● Appropriate timing and duration of the programme relative to the local context;
● Inclusivity and encourage disadvantaged people to attend.
Between 2012 and 2014, the Education Endowment Foundation funded and evaluated
24 pilot programmes focusing on literacy catch-up and the transition from primary to
secondary school, most delivered during the school year. ⇡Higgins et al. (2014) shares
evidence from across these evaluations:
● An effective catch-up strategy is “likely to require a combination of interventions
over a number of years” (⇡ibid., p.8).
● One-to-one tuition approaches were found to have the greatest impact in terms
of reading level catch-up (around five months). However, small group tuition
approaches were found to have an almost comparable impact (four months’
catch-up) with significant reductions in cost. By comparison, summer school
approaches incurred very high cost, with a much smaller improvement in reading
level.
● On-going evaluation is essential for all approaches: “Not every approach will work
with every child. Schools should evaluate to identify whether an approach is working
and how it might be improved in the future.” (⇡ibid.)
● Where evidence around approaches was considered weaker, this was frequently
due to attrition from pilot programmes or programmes not being implemented
fully in the way they had been designed to be implemented.
⇡Biggart e al. (2015) assessed Quest, one of the 24 EEF literacy programmes. While
results were inconclusive as to the impact on children’s reading comprehension, teachers
criticised the programme for being overly prescriptive, overly ambitious in the amount of
content to be covered per lesson, and lacking in sufficient writing opportunities for
children.

Open Development and Education

37

Academic Recovery Programmes in the Eastern Caribbean — Literature Review

⇡Siddiqui et al. (2016) found an effect size of +0.24 among UK primary students using
Accelerated Reader, an online programme developed to improve reading ability, helping
schools to track children’s reading progress and teachers to provide children with
ability-appropriate reading materials. This effect increased to +0.38 in those pupils
eligible for free school meals (i.e. from socioeconomically disadvantaged backgrounds).
Also notable was the average calculated cost, which was determined to be just £9 per
student per year for participating schools.

4.1.11. United States (0.920): Accelerated Reader (AR) , Response to
Intervention (RTI), and charter schools
An assessment by ⇡Thompson (2008) into the use of the Accelerated Reader programme
found that, when used at the high school level, AR reduced reading motivation and
resulted in an increased level of cheating in required tests, due to a lack of flexibility and
failure to build student considerations into the programme design.
⇡Friedman (2010), in assessing the use of Response to Intervention (RTI) methodology to
provide ‘secondary prevention’ support to students struggling with standard curricular
progress in the classroom, in small-group settings. Friedman identifies four main
challenges to the RTI model:
● Capacity. Ensuring that teachers are supported by a nested professional
development structure;
● Communication. Keeping parents informed to increase engagement and support;
● Consistency. Ensuring that the treatment model is adhered to with fidelity;
providing adequate oversight and supervision to those implementing it;
● Cost. Ensuring adequate resources are available throughout the life of the
programme.
⇡Iachini et al. (2013), studied academic engagement in a dropout recovery charter school
for students aged 16-21 years. They found that individualisation of learning, and an
accommodating school structure and school climate were key factors behind improved
academic engagement. These were reinforced by the support of key adult figures to
provide access to individualised learning opportunities.

4.1.12. Zimbabwe (0.563): The need for individualisation
⇡Ndebele (2014) found that a remedial education programme addressing poor
performance in English language skills in primary schools showed little effectiveness.
Students were removed from a portion of regular classes to attend the programme,
which was not adapted to meet their individual learning needs, and only 15% of students
participating graduated from the programme. The authors note that
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“The major conclusion from the study as evidenced by the poor graduation from the
remedial programme is that generic external interventions outside the classroom
context where the pupils are ordinarily learning do not necessarily lead to improved
performance” (⇡ibid., p.506).

4.2. ARPs in the Caribbean
Moving from the global perspective to the Caribbean, we now focus on ARPs
implemented in Caribbean countries; in particular, we consider the OECS Member States
and the four focus countries of Dominica, Grenada, Saint Lucia, and Saint Vincent and the
Grenadines. We note that some evidence from the UK may be of relevance as several
OECS Member States — including Grenada, Saint Lucia, and Saint Vincent and the
Grenadines — have education systems structured similarly to that of the UK.

4.2.1. Key insights: ⇡Knight and Robinson (2016)
Overall, our rapid review did not uncover a large amount of evidence from the Caribbean
region surrounding the implementation or efficacy of ARPs. A key report by ⇡Knight and
Robinson (2016) examined the state of student support provision in OECS Member
States, considering a multitude of support factors including access to remedial
programming; financial support with materials, food, and transport; second-chance
programmes for out-of-school youth; and support for students with special educational
needs.
At the primary level, there is a large variation in the percentage of pupils enrolled in
public schools between member states: rates range from as low as 48% up to 91%
(⇡ibid.). Nonetheless, “[t]he government is the main provider of student support services”
(⇡ibid., p.9), and support provided varies in limits of availability, depending on the
support type. After-school programmes are largely limited in their capacity and are
normally limited to extracurricular activities, coordinated either by teachers or
community volunteers. They note that
“[with] the exception of Dominica, Grenada and Montserrat, Learning Support
services are also limited across Member States. In some member states such as
Anguilla, St. Kitts and Nevis, and Montserrat learning support services are also
provided through either one, or a combination of the following structures: pupil
support units, teaching assistants, pupil assistants, at least one speech therapist, an
ESL teacher, and remedial reading teachers” (⇡ibid.).
The level of technological support also varies between member states. As of 2016, Saint
Vincent and the Grenadines is notably the only member state which provides personal
computers for educational purposes to primary-level students.
At the secondary level, enrolment in public schools is much higher, ranging from 70% to
100% (⇡ibid.). Support provision in the form of second-chance education programmes,
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learning support, special needs support, and personal computers are generally much
better, but non-curricular support (such as books, meals, and after-school programmes)
are limited.
Overall, the following types of programmes are discussed.
● Second-chance education programmes. Available in Antigua and Barbuda, the
British Virgin Islands, Grenada, Saint Kitts and Nevis, and Saint Lucia.
● Learning support. Existing support is limited, covering English, Reading, and
Mathematics. Some states — Anguilla, Montserrat, and Saint Vincent and the
Grenadines — have a Pupil Referral/Support Unit, which provides teaching
support, behavioural support, and social education support, but “most countries
have no structural learning support systems in place” (⇡Ibid., p.12).
● Textbook support. Only available in three Member States (Antigua and Barbuda,
Saint Kitts and Nevis, and Saint Vincent and the Grenadines).
● Support outside the schooling system. Some states offer curricular support
outside the public school system. Saint Lucia has a National Enrichment and
Learning Programme (NELP), with specialised centres offering remedial support
towards CXC examinations.
A number of challenges are identified with student support provision in the OECS,
including limited resources in terms of capacity and funds across the support spectrum,
and in particular a
“lack of coordination among the wide variety of student support service providers
which contributes to inefficiencies and gaps in overall support provided to students”
(⇡ibid., p.15).
Knight and Robinson propose an ‘Integrated Student Support’ model, a school-based
approach to student support “developing or securing and coordinating supports that
target academic and non-academic barriers to achievement” (⇡ibid.).

4.2.2. Further insights
Evidence around ARPs in the Caribbean region was sparse, but a number of key studies
and programmes are identified below.

Review of a remedial paired reading programme (Antigua and Barbuda)
⇡Warrington and George (2014), in a review of a remedial paired reading programme for
Grade 3 and 5 students in primary schools in Antigua and Barbuda, found — despite
constraints in under-resourced schools — increases in student confidence, reading
ability, and intrinsic motivation.

Therapeutic interventions in secondary schools (Trinidad and Tobago)
⇡Henry-Legall (2012) examined the use of ‘therapeutic intervention’ in secondary schools
in Trinidad and Tobago, in which the
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“[teacher as] therapist works to improve attendance and to enhance academic
performance, problem solving, conflict resolution, and anger management skills. The
primary emphasis [...] is collaboration, as a team, with the family, school, and
community” (⇡ibid., p.114).
When implemented effectively, therapeutic interventions were found to have effects on
both teacher performance and student achievement, notably in English and
mathematics in Forms 1, 3, and 5, as well as being helpful in teaching children with
learning disabilities. The study recommended the development of an in-service
programme to train teachers in educational therapy.

Teacher professional development programme (Dominica, Saint Lucia, Saint
Vincent and the Grenadines)
⇡Buckley (1992) reported on a teacher professional development programme delivered
using distance learning in Dominica, Saint Lucia, and Saint Vincent and the Grenadines.
Midline findings included a good level of engagement with the programme, moves
towards learner-centred approaches, and increased interest in planning and
objective-based performance evaluation

Blended learning programme for teachers (Saint Vincent and the Grenadines)
⇡Davies and Lee (2010), working for the University of the West of England, assisted the
Ministry of Education in Saint Vincent and the Grenadines to implement a two-year
blended learning programme for the in-service development of all teachers. Focussing
on leadership, management and pedagogical reform, the programme delivered 60%
online and the other 40% through face-to-face workshops. Monthly meetings were also
held with the programme director to gather participant feedback. Some computer
laboratories were made available for the face-face tutorial sessions, and the Ministry of
Education encouraged students who didn't have computers to purchase them. There are
no conclusive studies available on the impact of this programme.

The Accelerated Reader programme
⇡Foster and Foster (2014) determined that, using the Accelerated Reader programme,
“it takes about 800 hours of time each year for students in grade 3 through grade 12
to achieve a year of [reading] growth”
in students in an unnamed American school in the Caribbean (⇡ibid., p.529). This
constituted a significant time investment required by students, but Foster and Foster
also found that AR was responsible for 20% of a given grade’s reading growth.

The Early Learners Programme
The recently-concluded Early Learners Programme (2015-2020), implemented by USAID
and OECS, focused on the development of reading skills among children in Grades K-3
across six OECS Member States. The programme used a multi-strand approach, covering
teacher training and TPD, TLM and curriculum development, language of instruction,
data gathering and use, and school management and planning. Midline results indicate
that over 1,500 teachers and over 17,000 students were supported by the programme,
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as well as the award of development grants to primary schools (⇡OECS, n.d.).

OECS Education Sector Response and Recovery Strategies
The OECS Education Sector Response and Recovery Strategies to COVID-19 highlights a
number of initiatives which draw on previous programmes including those developed in
relation to hurricane responses. Action focuses on four pillars of response:
1. Harmonization of policy response amongst Member States
2. Transition to a Digital Education System
3. Strengthening safety nets for students and ensuring student wellbeing both in
and out of school
4. Promoting parental engagement
Shoring up Mental and Psychosocial Support to Affected Populations During the
Covid-19 Pandemic: Barbados and the East Caribbean Countries. Delivered by the Pan
American Health Organisation (PAHO) and UNICEF, the programme aims to help national
systems to provide psychosocial and mental health support options to targeted
populations to cope with the effects of pandemic measures such as social distancing.
The aim is to deliver these options in
“virtual, innovative and participatory ways that respect the principle of social
distancing and maintain the privacy and dignity of women and men, girls and boys.”
(⇡OECS, 2020, p.15)
In coordination with this, the UNICEF ‘Return to Happiness’ programme (for
psychosocial support to children affected by Hurricanes Irma and Maria in 2017) will also
be adapted for children affected by COVID-19, including a module on responding to
disease outbreaks.

CARICOM/IIEP/CDB Framework
Another regional strategy produced in 2020 is a framework for reopening schools,
developed jointly between the Caribbean Community, the UNESCO International
Institute for Educational Planning, and the Caribbean Development Bank. The
framework breaks down responses into three levels (planning and policy level,
community level, and school level). This multi-pronged approach to mitigating against
learning loss relies both on increasing teacher competencies - especially around students
with special educational needs - and on accurate assessment of needs (⇡UNESCO, 2020).

Supporting teachers to deliver distance learning
⇡James (2020) also focuses on principles for supporting teachers in the Caribbean region
to deliver distance learning and facilitate the return to schools:
● Communicate. Changes clearly and compassionately with teachers and
consistently provide updates;
● Competence. provide professional learning and resources for teachers to gain the
confidence and ability to work in the online environment;
● Create. A fail safe and empowering environment for teachers to learn new skills;
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● Collaborate. With all stakeholders (parents, students, community) to build
leadership capacity and commitment to change;
● Collegiality. Connect teachers to various networks (social, educational,
cultural…) to maintain well-being and create an internal community of support;
● Continuous monitoring and evaluation. To reflect on how the initiative is
working, what gaps need to be filled and what needs to change;
● Continuous feedback. To know how teachers are coping and to let them know
how they are doing.
(list source: ⇡ibid., n.p.).

4.3. Technology-based components
Technology has featured strongly in proposed educational responses to the problems
posed by the COVID-19 pandemic. While there is no doubt that technology can make
significant contributions to support learning (⇡Education Endowment Foundation, 2018),
in many circumstances the utilisation of technology has to be very carefully considered
and planned (see ⇡Haßler et al., 2020, and references therein). Clearly it is important to
assess what devices and infrastructure is available in OECS states (⇡ibid.), as this forms a
basis for drawing on technology-based components that can feature in the Academic
Recovery Programme. We note that small-island states have a competitive advantage in
some areas, as the total number of children, and therefore the total cost of technology,
is smaller when compared to countries several orders of magnitude larger.
Where ARPs use technology, they tend to focus on the use of computer-assisted learning
via tablets, desktop or laptop computers. Computer-assisted learning typically relies on
digital instruction, interactive exercises, simulations and instructional games (⇡Gambari
et al., 2016; ⇡Lai et al., 2013; ⇡Lai et al., 2015). According to a rigorous literature review
(⇡Tauson and Stannard, 2018),
“there is evidence to suggest that EdTech can be used alongside accelerated learning
programmes, providing opportunities for children to catch up and get back in to
public schools, or for out of school over-age children to complete a primary education
in half the time” (⇡ibid., p.54).
In this context, EdTech can be supportive not just to children and youth as learners, but
to teachers, parents, and caregivers as facilitators of learning (⇡Damani, 2020).
Damani (⇡ibid.), in a review of EdTech as a tool for supporting accelerated learning
initiatives, proffers tempered support for the use of EdTech, but cautions against seeing
it as a panacea:
“[A] specific, one-size-fits-all, prescription to an accelerated learning programme in
response to COVID-19 learning loss cannot be provided. It is up to individual
education providers to consider and weigh all options in light of available and
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sustainable resources4 to then decide the best route forward. However, the limited
evidence on accelerated learning and EdTech does suggest that implementing an
EdTech-enhanced accelerated learning programme may be beneficial, and it is
therefore worth considering it as an option for addressing COVID-19-related learning
loss” (⇡ibid., n.p.).
This is echoed by ⇡Stringer et al. (2019)’s review of EdTech as a tool to improve the
quality of education more broadly. Importantly, a clear vision of how EdTech fits into
overall programming is needed from the outset:
“Without a clear plan for support and implementation, technology is much less likely
to have an impact. This includes considering what initial training will be needed,
what time and resources are required, and what ongoing support should be
available” (⇡ibid., p.4).
EdTech can be positively harnessed to help teachers explain and model new concepts
and ideas, increase student motivation, and improve assessment and feedback
mechanisms, but it needs to be coupled with other low- or no-tech forms of support. This
‘multimodal approach’ is advocated by ⇡Leacock and Warrican (2020), who contend that
the intended use of EdTech should not be as a replacement for traditional resources. The
Caribbean islands are subject to a range of threats other than COVID-19, including
hurricanes, which interrupt schooling and affect infrastructure (electricity supply and
internet access). In the Caribbean, a multimodal approach — combining non-digital and
digital approaches, including EdTech (where appropriate) — may well offer a
combination that delivers greater equity to a diverse range of learners. It may also be
well received by teachers (⇡ibid.).

Current initiatives: GIGA
Given that any Academic Recovery Programme needs to be designed in complementarity
with current initiatives, we also need to consider what technology-focussed initiatives
are available. The OECS Education Sector Response and Recovery Strategy to COVID-19
proposes GIGA, a collaboration between OECS Commission and UNICEF to increase
access to internet connectivity and support the transfer to a digital education system.
GIGA is comprised of four key objectives:
1. Map every school’s connectivity;
2. Finance connectivity;
3. Connect every school;
4. Empower young people with Digital Public Goods (⇡OECS, 2020, p.11).
Progress towards these goals is already being made across the Caribbean. In Saint Lucia,
the government allocated XCD 2.4 million for a pilot in 13 secondary schools, focusing on
e-books and software licenses, while Grenada and St Vincent have taken steps towards
4

These options include condensing the curriculum, providing relevant paper-based teaching and learning
materials, teacher professional development, and parent/community engagement initiatives.
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procuring devices for students (⇡ibid., pp.12-13). In Barbados, collaborations with
internet service providers have allowed for zero-rating of web content and free access to
e-learning platforms for 35,000 students, as well as corporate partnerships to provide
children with access to a G-Suite for Education Tech Drive platform (⇡Rudder, 2020).
However, many forms of EdTech, including some forms of personalised learning, require
a high ratio of devices to learners and therefore have associated costs. Among the
technologies available for use in LMICs, television and radio (particularly interactive
audio instruction) are recognised as cost-effective primarily because they can be used at
scale: increasing the extent to which a programme responds to individual learner needs
increases the cost (⇡McBurnie, 2020). Indeed, at the time of writing (January 2021), the
BBC had just announced that is putting school materials on TV, due to concerns of access
to devices (⇡BBC, 2021). However, whatever approach is taken has to be rooted in local
realities — otherwise it is not likely to succeed.
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5. Synthesis of findings from the literature
review
Some of the available evidence covered in our review was produced prior to the
COVID-19 pandemic, so naturally, there is a larger focus on learning with face-to-face
teacher support, or, on occasion, blended learning. As we have seen, there are fewer
studies on how technology can enhance learning at a distance for primary and secondary
education; however, the studies that do exist also emphasise the need for face-to-face
support. Overall the evidence-base allows us to extract a number of relevant lessons.

5.1. Face-to-face learning in a shared space is critical
A common factor linking almost all literature on ARPs is on their inclusion of a physical
space shared between learners (in scenarios of peer-to-peer tutoring) and between
learners and teachers. Many programmes are structured around the school — or a
substitute space such as a remedial learning centre — as a physical space where catch-up
or remedial support is offered; such spaces combine existing learning infrastructure with
tailored resources for teachers and students. Where recovery programmes are delivered
at a distance, it is recognised that technology does not replace direct teacher-student
interaction; such programmes frequently come with their own unique challenges
(⇡Damani, 2020; ⇡Leacock and Warrican, 2020; ⇡Stringer et al., 2019). However, it is not
only adults whose presence can be useful: siblings and fellow pupils can be an effective
presence in increasing competence and confidence (⇡Blanch et al., 2013; ⇡Warrington and
George, 2014). Similarly, it is reasonable to assume that parents have an important role
to play.

5.2. Recruit and train the instructors
Regardless of the medium of delivery of the ARP, teachers and instructors need to be
supported. They need to be trained on new pedagogical tools to deliver the national
curriculum, and they need to have an understanding of the features of the ARP and
provide ongoing support to apply evidence-based strategies to help low performers:
failure to do this can risk challenges or failure of the programme (⇡Allier-Gagneur et al.,
2020; ⇡Boisvert, 2017). Providing additional training to teachers in behaviour
management — and social, emotional and mental health — can have a direct effect on
improving learning outcomes (⇡Henry-Legall, 2012). Crucially, providing a collegial
working environment and continuous feedback to teachers on their performance is key
to building teacher capacity and ensuring teacher wellbeing, particularly when delivering
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distance learning (⇡James, 2020). In order to motivate instructors, consider using
monetary and non-monetary incentives (⇡Börkan et al., 2015)

5.3. Design a comprehensive diagnostic assessment tool
A comprehensive diagnostic assessment tool helps teachers and policymakers identify
students who need remedial education; it also identifies the various ways through which
the programme will be delivered to them. A comprehensive diagnostic assessment tool
should have the following elements (⇡Day et al., 2013; ⇡Siddiqui et al., 2016; ⇡Boisvert,
2017):
1. A teacher training kit for teachers and school administrators on diagnostic
assessments;
2. Guidelines on how to evaluate the special needs of students. ⇡Knight and
Robinson (2016) outline seven variables that help to identify at-risk students:
● Basic demographic characteristics
● Family and personal background characteristics
● Parental perception and expectations of students’ education
● The students’ academic history
● Students’ behavioural factors
● Teacher and school perceptions of the student
● The characteristics of the students’ school. (⇡Ibid., p.5)
3. An assessment of student readiness for the ARP; and
4. A disability assessment kit.

5.4. Use data to make decisions and track outcomes
Responses and decision making should be based on the best available data, and data
collection is essential for monitoring and impact assessment (⇡Haßler et al., 2020). Data
will also be useful beyond the life of the programme, feeding into higher-level EMIS
systems, which in turn should be used to identify and target vulnerable populations
(⇡Börkan et al., 2015; ⇡Haßler et al., 2020).
Consider putting in place assessments to track the progress of students throughout the
duration of the programme. In addition, frequently seek feedback from students and
teachers on the progress of the programme. A comprehensive monitoring and
evaluation strategy can ensure that there is evidence to continue the implementation of
the programme and make changes where necessary (⇡Day et al., 2013). In the absence of
clearly defined measurable criteria, it is impossible to track and assess the progress or
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the effectiveness of the programme. Attention should also be paid to how feedback is
given to students: particularly with respect to technology-mediated education, feedback
is most beneficial when aligned with other forms of feedback (⇡Stringer et al., 2019).

5.5. Consider small scale pilot experimentation before
scaling the ARP
Prior to nationwide or regional implementation, small scale experiments and trials
should be carried out locally in each of the focus countries.
“Pilot implementation would help identify any deficiencies in design or
implementation strategy and reveal any problems that might occur on a larger scale.
Evaluation of the pilot implementation would lead to identifying the modifications to
be made and the precautions to be taken before nationwide implementation”
(⇡Börkan et al., 2015, p.19《warning:B%C3%B6rkan et al., 2015, p.19》).

5.6. Targeting and raising awareness
A major concern with ARPs is that they do not reach the people they are designed to
benefit. The solution to this comprises two parts: knowing who to target, and then
employing the right engagement strategy.
Ensuring that the programme effectively reaches its intended beneficiaries requires
having accurate and up-to-date data on target populations, ideally collected through
effective national assessments and diagnostic tests, and made available through
national/regional services (e.g., an EMIS). Incomplete or inaccessible data can lead to
mistargeting and exclude vulnerable groups most in need of help (⇡ibid.).
Awareness raising should involve collaboration with all the major stakeholders involved
to ensure that the designated beneficiaries have access to the programmes.
Engagement strategies should ensure beneficiaries know how and when to access the
programme. Parents and the community play a very important role in facilitating this
process as they are in a better position to encourage their children to attend and provide
some of the resources required to participate in the programme (⇡Friedman, 2010;
⇡Hatton et al., 1996).

5.7. Make the process participatory
In this section we consider a number of important factors that make the implementation
of ARPs more participatory; this ensures that the ARP responds to the needs of various
stakeholders and therefore has a greater chance of success.
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5.7.1. Get teachers involved in the design process
A programme is only going to be successful if teachers buy into the programme and are
actively involved in the design (⇡Biggart et al., 2015). Regardless of whether or not
teachers will be delivering the programme, they need to be involved in the design
process(⇡Haßler et al., 2020). This facilitates precise and iterative implementation of the
ARP. Teachers, therefore, have a crucial role to play in the planning, delivery and
monitoring stages. Similarly, other school-based stakeholders, such as head-teachers or
school management groups, need to be involved.

5.7.2. Get parents involved
Parents are usually the primary caregivers for children; therefore they should be
involved in the planning, implementation and monitoring stages of the ARP (⇡Inántsy Pap
and Morvai, 2015《warning:In%C3%A1ntsy Pap and Morvai, 2015》; ⇡Haßler et al., 2020; ⇡Bilagher and Kaushik,
2020). Family involvement is pivotal to ensuring that some of the ARP outcomes are
achieved (⇡Friedman, 2010). Families can provide support which can contribute to
increased learning outcomes (⇡Blanch et al., 2013). When parents buy into the
programme, they are more likely to let their children participate.

5.7.3. Listen to students
The students are the ultimate beneficiaries. It is, therefore, important to include them in
the programme design process to ensure that their needs are met (⇡Haßler et al., 2020).
Where students feel like the programme is being forced on them and is a generic one
that is not adapted to their learning needs, they are less likely to participate, and in some
cases, they may derail the programme (⇡Munn and Ellis, 2005; ⇡Ndebele, 2014;
⇡Thompson, 2008). Involving students in the design process will ensure flexibility and
increase student attendance and participation.

5.7.4. Include disadvantaged groups and disabled students
A common criticism for most ARPs, especially in the context of COVID-19, is that the
needs of disabled students have not been taken into consideration. There have been
calls for special and inclusive education courses to become core curricula for pre-service
teachers, and included in the topics for on-going professional development courses for
teachers and principals. This is yet to be systematically done in the OECS and continues
to act as a barrier to the successful inclusion of learners with special education needs
(⇡Hodge, 2017). Teacher professional development curriculum policy should therefore
emphasise identification of ‘silently excluded’ children — from low-income and
marginalised communities — and promote inclusive instructional strategies such as
those used in accelerated learning programmes (⇡Akyeampong, 2020).
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5.7.5. Work with partners and contractors
Working with partner organisations can bring a fresh perspective and secure access to
specialist external resources, such as arts, culture, or leisure facilities, including
multimedia and ICT equipment (⇡Day et al., 2013). Consider working with private sector
organisations that have a proven track record of delivering reliable educational and
logistical services. This can be key in providing internet access and zero-rating content to
support distance learning (⇡Rudder, 2020).

5.8. Be flexible and consider students’ livelihoods
The programme should be flexible enough to accommodate for differences in students’
home lives — an accommodating school structure can be particularly supportive to
students struggling in education (⇡Iachini et al., 2013; ⇡Boisvert, 2017). This is particularly
relevant in the OECS region, where male participation and completion rates in secondary
school are relatively low because they sometimes choose to start working (⇡OECS, 2016).
A flexible ARP may enable access to education for those who are not available during
the usual schooling hours.

5.9. Evolve pedagogical approaches
Ultimately, any ARP should aim to improve students' learning outcomes in a system that
may not have been optimal for students previously or a system that might have been
interrupted by a pandemic or natural disaster. Previous methods may not have been
optimal in itself, and now face additional challenges. The most promising approach is to
really look at what has a chance of being effective and support students as best as
possible. It is therefore important to take the most effective existing approaches and
augment with other new Computer Assisted Learning, personalised instruction, or
mediated learning experiences (⇡Amod et al., 2018). Teacher professional development
programmes should equally focus on inclusive pedagogical practices in order to learn
how to identify and manage low-achieving students (⇡Akyeampong, 2020). It is also
important to look at non-traditional grading methods such as Cognitive Assessment
Learning System. These methods may help identify some learning disabilities that
traditional testing methods may fail to detect (⇡Amod et al., 2018).
EdTech has a role to play, but should be utilised in a planned manner, and should not be
seen as a cure-all replacement for lower-tech solutions or for teachers themselves
(⇡Damani, 2020; ⇡Stringer et al., 2019). EdTech is best used as part of a multimodal
approach in combination with traditional resources (⇡Leacock and Warrican, 2020).
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5.10. Value for money
The programme must reach all students who need it. Scale must also be considered:
approaches that may work in a limited pilot may not be sustainable when scaled to the
national level, while others may grow more cost-effective with scale.
To ensure the sustainability of the programme, the cost-effectiveness of interventions
needs to be taken into account. Some intervention types may produce limited learning
outcomes for a very high cost, where other interventions produce a greater effect for a
much lower price per student (⇡Higgins et al., 2014). In other words, the programme
must be cost-effective in relation to the expected learning outcomes.5

5.11. Ensure students have the resources needed to
participate
ARPs typically incur direct and indirect costs. Even in scenarios where the actual
programmes are free, parents still have to worry about costs like transportation,
internet connectivity, digital devices, electricity etc. In some cases where parents might
not be able to afford these, their children risk not partaking in the programme, and
these are usually the children who need it the most. It is therefore important for
children to have easy access to the necessary resources to gain from the programme.
This is particularly important for skills such as literacy, gains in which require regular
reading and age-appropriate books (⇡Pretorius, 2014). It is equally highly recommended
that the Ministry of Education make a special allocation of funds to target children from
low-income households and low-resourced schools (⇡Ndebele, 2014).

5.12. Ensure class sizes are small
Class size is an important crucial factor in the success of remedial education
programmes. Reducing class size to 15 students or less can potentially result in around
three months' additional progress for pupils, on average (⇡Education Endowment
Foundation, 2018). Therefore, where cost-effective in comparison to other interventions,
students benefit from classes of around 15 students or less. Furthermore, it may be
helpful to group students that have similar needs so that they can be supported by a
teacher (⇡Bannerjee et al., 2005). One-to-one tuition approaches are also highly effective
in boosting learning outcomes in individual students but, given the available amount of
teaching staff, small group tuition approaches are most effective (⇡Higgins et al., 2014).
Consider reducing the number of students per teacher or changing the way staff are
deployed to ensure that teachers can effectively follow up on students' progress
5

Outside the domain of ARPs, see ⇡Piper et al. (2018), regarding the cost-effectiveness of combined
interventions.
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(⇡Education Endowment Foundation, 2018). Teachers may also be willing to change the
way they teach when dealing with smaller groups of students (⇡Bannerjee et al., 2005).
However, it may also be helpful to group or pair students so that they can support each
other (see Section 5.1).
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Annexe 1. OECS statistics and connectivity
Figure 1. List of full and associate members of the OECS(⇡Wikipedia: Organisation of
Eastern Caribbean States, 2020). Associate members are marked in blue and with ‘[AM]’.
State

Capital

Joined

Population

(2017)

Area
(km²)

GDP

(Nominal)
(millions of
US$)

GDP

(Nominal)
per capita

HDI

Currency

Official
Language

New 2017
[link] [link]

St. John's

Founder

91,244[11]

443

1,524[11]

$16,702[11]

0.780

XCD

English

Dominica

Roseau

Founder

70,693[11]

751

557[11]

$7,879[11]

0.715

XCD

English

Grenada

St. George's

Founder

107,541[11]

344

1,119[11]

$10,405[11]

0.772

XCD

English

Montserrat

Brades

Founder

4,993[12]

102

63[12]

$12,301[12]

0.821

XCD

English

Basseterre

Founder

55,411[11]

261

964[11]

$17,397[11]

0.778

XCD

English

Castries

Founder

175,498[11]

617

1,684[11]

$9,607[11]

0.747

XCD

English

Founder

110,185[11]

389

785[11]

$7,124[11]

0.723

XCD

English

1995

15,253[13]

96

337[13]

$22,090[13]

0.865

XCD

English

British Virgin Road Town
Islands [AM]

1984

35,015[14]

151

1,164[14]

$33,233[14]

0.945

USD

English

Guadeloupe

Basse-Terre

2019

393,640[15]

1,628

10,946[15]

$27,808[15]

0.850

EUR

French

Martinique

Fort-de-France 2015

374,780[16]

1,128

10,438[16]

$27,851[16]

0.863

EUR

French

Antigua and
Barbuda

Saint Kitts
and Nevis
Saint Lucia

Saint Vincent Kingstown
and the
Grenadines
Anguilla [AM] The Valley

[AM]

[AM]
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Figure 2. Map of some Member States of the OECS. The map shows Guadeloupe, Dominica,
Martinique, Saint Lucia, Saint Vincent and the Grenadines, and Grenada.
(geo:14.477,-62.980?z=7, https://osm.org/go/YxpLP, © OpenStreetMap contributors).
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Figure 3. Map of undersea internet cables between countries in the Eastern Caribbean
(⇡Infrapedia, 2020)
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Figure 4. Map of the Southern Caribbean Fiber underwater fibre optic ring network
(⇡Submarine Cable Map, 2020)
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Figure 5. Map of submarine internet cables installed under the Caribbean Regional
Communications Infrastructure Program (CARCIP; ⇡Submarine Cable Map, 2020)
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Annexe 2. AEWG decision tree
Figure 6. Decision tree for accelerated education interventions ⇡UNHCR AEWG (2020, p.5)
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