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Definition of Terms 

For the readers’ convenience, the following definitions were separated into content 

sections.  

Language 

Creole: Linguistically drawn from African-based slave languages and their colonizer 

languages, Creole is an overarching term that describes a stable and complete language 

used in the community and transmitted across generations. 

From the block: Poor, under-educated, un or underemployed citizens. 

Himself Herself: Adult gender pronoun. 

Kreyol: Proper noun and spelling of the national and regional language(s), Creyol, 

spoken in the Caribbean.  

Person, Persons: Adult. The origin of use, Kreyol “Moon” adult, adult persons “Moon 

Yo”, Child “Ti Moon”. Young Person (s): Adolescent, secondary school age: “Jenn 

Moon”. In use as fourth person indefinite generic, the subject is applied in passive form 

such as “one”. 

Education 

Academic/General Education: Training in principal course subjects, typically math, 

national language and grammar, national history, social studies, and science that are 

fundamental to, but not targeted towards, skilled trades and craft employment. 

Bursary: Scholarships for tertiary and university students. 

Comprehensive School: Public secondary school, that may include TVET curriculum. 

Grammar School: Private college preparatory secondary school, historically reserved for 

the wealthy elite class. 
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Private School: Also called Grammar School, highly ranked often populated by wealthy 

elite classes, and foreigners.  

Primary School: grades 1-6, ages 5-12 years’ old. 

Post-secondary: Matriculation and/or coursework after secondary school, typically at a 

two or four-year institution. 

Scholarships: Government funding for primary and secondary students, tuition, 

uniforms, and supplies. 

Secondary School: Lower school forms 1-3 or 7-9 ages 10-13/14. Upper school forms 4 

and 5 or grades 10-11 ages 13/14-16. Sixth form optional advanced divided in lower 

grade 12 and upper grade 13 sit for tertiary entrance exams. 

Tertiary: Community College model offering employment certifying degrees after two-

years. 

TVET: “Technical Vocational Education Training”. An international term for, skills 

training attached to economic recovery and sustainable development and to help societies 

become more equitable and sustainable. Encapsulated in Goals 4 and 8 of the United 

Nations 2030 Education agenda (UNESCO, 2019). 

University: Degree-granting institution. 

Vocational Education: Technical skills training that prepares people for practical trade 

and craft employment. 

Assessments 

CAPE: Caribbean Advanced Proficiency Exam for post-secondary enrollment. 

CCSLC: Caribbean Certificate of Secondary Level Competence. 

CSEC: Caribbean Secondary Education Certificate. 
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CVQ: Caribbean Vocational Qualification. 

NVQ: National Vocational Qualification. 

CXC: Caribbean Examinations Council. 

Governance 

Chief: Civil Servant/political appointee, second-level leader, and policy manager. 

Commonwealth: Community alliances, as nations, founded on collectively accepted 

understandings of the common good. 

Counsel: Advisor to second-level policy managers. 

Minister: Politically appointed first level senior leader.  

Permanent Secretary: Most senior civil servant, in charge of a technical portfolio. 

Prime Minister: Politically appointed or elected executive branch leader of first level 

senior leaders, who often hold a specific technical governance portfolio. 

Policy Terms 

Ego: Third person reflective focal points of experience and/or hermeneutics that becomes 

knowledge driven identity (Choifer, 2018). 

Ethos: Pluralist conceptualization of collective identity. Can be transliterated into policy 

codification (Davies, 2005). 

GDP: Gross Domestic Product, a sum of all goods and services produced in a fiscal year.  

GINI: Measurement of the degree of inequality between citizens in a country. 

GNI: Gross National Income, a sum off all money earned by the citizenry plus net 

positive or negative income from abroad representing the country’s economy for that 

year.  
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HDI: Human Development Index, summary average of key human development 

indicators. 

IHDI: Inequality-adjusted Human Development Index. 

Legislation: Formal enactment of policy into law. 

Loop-learning: Organizational learning systems. See chapter 2 for detailed descriptions. 

Policy/Policy making: The process of deliberative decision making, subjectively tied to a 

goal within an actional framework, without compelling since its function is guidance 

towards a goal. Therefore, a policy can become law but is not a law unto itself. 

Policy Frame/Framing/Frameworks: Grounded ambiguity of policy language. 

PPP: Public-Private Partnership, a collaborative governance stakeholder. 

PPP: Purchasing Power Parity, a comparative economic data methodology used to 

determine comparative national economic and poverty levels. 

Sustainable Development Goals (SDGs): "A blueprint to achieve a better and more 

sustainable future for all by 2030" (U.N., 2015). 

The Ideal Caribbean Person: Human potential mission statement, to “realize and ensure 

full employment and full enjoyment of human rights” (CARICOM, 1997). 

Wicked Problem: See chapter 1 for full definition (Rittel and Webber, 1973). 

Organizations 

CANTA: Caribbean Association of National Training Authorities. 

CARICOM: Caribbean Community and Common Market. 

CDB: Caribbean Development Bank. 

CSME: The Caribbean Single Market and Economy. 
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Heart Trust/NTA: Human Employment and Resource Training (National vocational 

Training Agency) Jamaica. 

IBRA: International Bank for Reconstruction and Development, a funding entity of the 

World Bank. 

IMF: International Monetary Fund a subsidiary of the World Bank. 

NTA: National Training Association. 

OECD: Organization for Economic Cooperation and Development. 

OECS: Organization of Eastern Caribbean States. 

UN: United Nations. 

UNESCO: United Nations Educational, Scientific and Cultural Organization. 

UNEVOC: International Centre for Technical and Vocational Education and Training 

under UNESCO mandates “Education for All and Education for Sustainable 

Development” to improve TVET in member states. 

World Bank: Managing entity for a conglomerate of multinational fiscal and policy 

investitures. 
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Abstract  

This dissertation is a study of policy stakeholders (N=24) in four countries within the 

regional Caribbean Community and Common Market (CARICOM) policy environment. The 

scope was to identify how they navigated and interpreted conceptualizations of TVET and 

general education, which have been explicitly tied to national and regional sustainability, 

development, poverty abatement and skilled labor migration initiatives. Despite variable levels 

of codified TVET policy, academic centric institutional frameworks, and political will, education 

policy stakeholders recognized the substantive impact of TVET on their nations and the region. 

Supported by networked regional knowledge exchanges that are informed by shared tenets 

central to the Ideal Caribbean Person, they strategically implemented nationally adapted blended 

TVET and academic education policy. As such, this policy environment has operationalized a 

rarely seen collaborative governance institutional design and learning system, quadruple-loop 

learning. At the national level, quadruple-learning principals conditioned calculated risk-taking 

and innovation, which productively informed regional knowledge exchanges and policy. As an 

effective tool to recognize, identify, and manage wicked problems, the outcome of this research 

is a new quadruple-loop learning policy model useful across different regions, national contexts, 

and connected institutional systems. Data was collected from interviews, policy documents, 

environmental scans, and public records. Analysis methods employed triangulating coded data, 

and network and policy analyses to produce modified comparative multi-site case studies and a 

comparative analysis of case study findings.  

Keywords: Caribbean, CARICOM, development, education policy, Ideal Caribbean Person, 

poverty abatement, networks, regional policy, skilled labor migration, social networks, 

sustainability, TVET, quadruple-loop learning, wicked problems  



 19 

Chapter 1 Introduction 

Wicked problems described in 1973 by Rittel and Webber, is the conceptual framework 

and theoretical lens of this research, which manifest a sequence of framed associations that 

assigns ambiguity to policy and the policy process. Drawing on qualitative and quantitative data, 

this research explores how national and regional policy actors navigate and interpret education 

policy shared across networked inter-nation and inter-national policy fields. To do so, this 

research explores the perceptions of, and complex relationships between, national, regional, and 

wider international education policy stakeholders (Olssen, Codd, & O'Neill, 2004). As wicked 

problems, central to those perceptions are divergent policy interpretations and relationships made 

between Technical Vocational Education and Training (TVET) and academic education (Weick, 

1976; DiMaggio & Powell, 1983; Rein & Schön, 1996; Dekker, 2017; Zeigermann, 2020).  

To larger or lesser degrees education policy has always been a member of networked 

policy domains. Escalating outcome stakes, that conditions wicked problems formations since 

networked policy actor-stakeholders have “no right to be wrong” (Rittel & Webber, 1973, 

p.144). To avoid being wrong, and to form coherence structured by internal confidence 

indicators, the stakeholders configure normative policy, described as siloed knowledge frames. 

The siloed knowledge frames are efforts to evade “trial by error” (p. 139) solution seeking, 

which inherently dampens risk-taking and innovative solutions (Rittel & Webber, 1973; Rein & 

Schön, 1996; Dekker, 2017; Zeigermann, 2020). Since solutions in wicked problems contexts are 

ambiguously “neither true nor false” (p. 138), further knowledge silos frames are formed that 

aggressively contest other policy fames. In a “framed systems approach” (p.137) they then try to 

create “stopping rules” of which there are none since each solution exposes a new problem 
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(Rittel & Webber, 1973 p. 138; Rein & Schön, 1996; Dekker, 2017; Zeigermann, 2020). The 

outcome is to stimulate disparate treatises and policy acts for education.  

On an international scale, this wicked problem dynamic reveals divergent value 

interpretations of education (Rein & Schön, 1996; Martens, Knodel, & Windzio, 2014; Dekker, 

2017; Zeigermann, 2020). As policy issue frames and approaches, value interpretations have 

measurably tied education to economic growth while forming separate education tracks that are 

vocational or academic. The effect is the contributive value of knowledge, expressed by human 

capital contributions, is demarked by class constructs that are managerial or non-managerial 

labor (Rawls, 2009; Bourdieu & Passeron, 1990; Apple 2014; Leathwood & Archer, 2004; 

Kraay, 2018; Zeigermann, 2020).  

Creating new problems, labor as class is conceptualized and codified in international 

policies. That conceptualization disregards the significant nuances for regional, national, and 

local level education stakeholders. For them, binary definitions of human capital contributions 

restrain or modulate responses to contextual need and capacity development. (Weatherley & 

Lipinsky, 1977; Ginsberg & Plank, 1995; May & Winter, 2009; Ngcwangu, 2015; World Bank, 

2016; Kray, 2018). In a regional context, binary policy propositions from powerful exogenous 

policy fields, which parse and define the breadth of individual and collective human capital 

contributions, can translate into inter-nation education policy acts. With no “immediate or 

ultimate test of a solution” (Rittel & Webber, 1973, p.139), now nuanced by etic thesis frames, 

those acts create tensions between local and regional needs tied to global economic, political, and 

cultural interdependencies.  

Further, inter-national policy discourses form knowledge exchanges in and between 

networked policy actors. Aided by technological advances, transportation, and dissemination of 
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knowledge, labor needs, worldviews, and cultures, directly shape, and create nationally relevant 

policy (Pizmony-Levy, 2013; Jules, 2016). However, national education policy acts are bound to 

a scaffold of global economic, political, cultural interdependencies and unique contexts (Rittel & 

Webber, 1973). As such, national acts are sensitive to politically framed inter-national policy 

discourses, which under the tenets of neoliberalism, assert that education positively affects 

respective national Gross Domestic Products (GDP) (Pareto, 1896; Keynes, 1030; Galbraith, 

1967; Friedman, 1976; Laffer, 2004; Keynes , 2007; Domitrovic, 2014; Dunford, Su, and 

Tamang, 2014; Gray, Dean, Agllias, Howard, and Schubert, 2015; Griffiths, 2015). World Bank, 

2016). When tied to GDP measurements, human capital shifts from collective contribution to 

structural utilitarianism. Moreover, when then codified by education policy acts that form binary 

educational tracks, that frame affirms and institutionalizes class segregation. As such, it warrants 

addressing inter-national policy contexts that generate and engender regional and national 

wicked problems stakeholder responses. While those policy contexts are populated by loosely 

networked silos of highly dedicated and deeply competent policy actors, their acts often 

demonstrate how poorly those silos of competence are linked. That creates a crowded, messy, 

wicked problems bound policy terrain. (Fenwick & Edwards, 2011; Ball, 2017,1a, 1b). 

TVET 

As such, attenuated to education policy, national variants of TVET, such as Career and 

Technology Education (CTE) in the U.S. and Vocational Education and Training (VET) in other 

countries, share to variable degrees labor markets impacted by technological advances. Industrial 

manufacturing labor models are robustly replacing repetitive, low skilled labor with high 

production volume robotics and technology-based knowledge economies (Powell, & Snellman, 

2004). The direct effect on education has been increased demands for middle skill labor and the 
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academic support it requires (Powell, & Snellman, 2004; David, Katz, & Kearney, 2006; Frey & 

Osborne, 2017). Examples of the effect for all countries are the number of computer and 

software components in cars to repair, solar panels as rural development initiatives, knowledge 

accessing smartphones, and offshore companies that leverage blockchain technology to assure 

rapid access to wider markets. An unexhaustive list of supportive TVET programs that are tied to 

academic education, includes robotics, biotechnology, cyber security, computer sciences, and 

communication technologies. Further, since TVET applies academic learning, the effect on 

increased student retention, academic performance, and secondary and post-secondary retention 

is well documented (Bishop & Mane, 2004; Gupta, 2013). The implication for education is the 

new knowledge economy requires collaboratively engaged Public Private Partnerships (PPPs) 

that inform labor projection data, which informs strategic retention strategies, and secondary-

post-secondary pathways (Powel & Snellman 2004; Galguera, 2018).  

However, conforming to wicked problems paradigms and policy framing, as a poverty 

paradigm international education policy describes TVET as vocational education unattenuated to 

academic education. Yet, directly impacting national GDPs, TVET is skilling that prepares 

pathways for life-long learning and increased access to higher level labor markets (Blanchard & 

Willmann, 2016; UNESCO, 2017). But as wicked problem, since TVET is conceptualized as 

uniquely vocational education, the miscue of what the labor market is and how to re-form 

education policy for the 21st century, misdirects sustainability, development, and poverty 

abatement initiatives toward, unsubstantiated context relevant labor training. As such, binary 

education policy conceptualizations from powerful stakeholders, spreads across knowledge 

networks with a substantive effect on countries that do not share the same conditions or needs. 

Exacerbating poverty, the labor production effect is low wage small entrepreneurial outcomes in 
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already saturated markets and early secondary exit rates from disengaged students that do not 

equate academic only tracks as a way out of poverty. 

Background 

In this research, to ground the wicked problems context of the education policy terrain I 

will give a brief transversal or historical overview of the region that includes education, 

economic, and political histories that are critical components of sustainability, development, and 

poverty abatement policies, and how they relate to international, national, and regional policies 

(Bartlett & Vavrus, 2014). As a unifying regional political framework, which places and 

connects them to a global policy arena, each country in this research are members of the United 

Nations “small island developing states” (Conference on the Environment and Development, 

Agenda 21 Chapter 17 G, 1992; United Nations Sustainable Development Goals, 2020). As a 

small island state, until 2015 each country in this research was classified by the World Bank as a 

middle-income and arguably remain so. That designation offered access to development aid, 

which critically included and supported education policy acts tied to national and regional 

sustainability, development, and poverty abatement policies. Reclassification in 2015 to high-

income and high-middle income evaporated traditional aid structures, which required strategic 

readjustments.  

Ideal Caribbean Person 

Additionally, all subscribe to a regional and national ethos, which is a pluralist 

conceptualization of a collective identity from CARICOM’s 1997 Ideal Caribbean Person. As an 

ethos, the tenets of the Ideal Caribbean Person appear throughout policy codifications, and 

guides both policy development and implementation. The elements include in part: 
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Demonstrates multiple literacies independent and critical thinking, questions the beliefs 

and practices of past and present and brings this to bear on the innovative application of 

science and technology to problems solving; Demonstrates a positive work ethic; Values 

and displays the creative imagination in its various manifestations and nurture its 

development in the economic and entrepreneurial spheres in all other areas of life; Has 

developed the capacity to create and take advantage of opportunities to control, improve, 

maintain and promote physical, mental, social and spiritual well-being and to contribute 

to the health and welfare of the community and country; Nourishes in him/herself and in 

others, the fullest development of each person's potential without gender stereotyping and 

embraces differences and similarities between females and males as a source of mutual 

strength. (CARICOM, 1997). 

The exposé of the Ideal Caribbean Person is highly relevant to the research findings and reader. 

As a critical guide for the findings section, the Ideal Caribbean Person was directly referred to 

during interviews, is conceptualized in national policy documents and education acts, and in 

regional open border labor migration policies. It also predates and aligns with the United Nations 

Sustainability Goals 2015-2030, SDGs Goal 4, to “Ensure Inclusive and Equitable Education and 

Promote Life-Long Learning Opportunities for All” (United Nations, 2015) indicating important 

policy sharing, which extends beyond local contexts. 

To ground the findings and origins of the Ideal Caribbean Person, I will present a very 

brief review of the political and social history of the region from key components that appear in 

and affect what is central to this research; context is relevant to the how and what of navigating 

international policies. Those socio-political components related to education policy are, slavery, 

the Education Grant, a political system known as the commonwealth, regional policy regimes, 
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and policy regimes as they effect skilled labor migration . I will begin with a cursory overview of 

slavery in the region as it relates to undercurrent perceptions of, and attendant social status of 

TVET and academic education. I will not delve into a detailed history or address social justice 

issues around slavery. Highly useful method of analyzing institutional learning for this policy 

field, I address the history only to lay a foundation of education policy, perceptions, what 

historical factors contextualize wicked problems, and the formation of a regional ethos.  

Slavery 

Britain, France, and Spain dominated slavery in the Caribbean (Thomas, 1997). British 

slave trade began around 1623 in St Kitts, and Jamaica in 1655. It continued under the reigns of 

James 1, Charles 1 and II, James II, William III, and Mary II, Anne, George I, George II, George 

III (loss of American Colonies), George IV, William IV, and Victoria. French slave interest 

began around 1763 under the reigns of Louis XV, Louis XVI, Napoleon I, Louis XVIII, 

Napoleon I, Louis XVIII, Charles X, Louis-Phillipe I, and Napoleon III. Each maintained slave 

labor because of an economic shift from tobacco to highly lucrative, labor-intensive sugar cane 

production.  

After several attempts, France legally abolished slavery in 1794. However, in 1802 

Napoléon Bonaparte revoked anti-slavery legislation, and remained part of national French law 

until 1826 (Charles X). 22 years later, in 1848 (Louis Phillipe 1), France abolished slavery in the 

colonies, which included general and unconditional emancipation. The island of Saint-

Dominique, one of those colonies with French and British holdings, had already won freedom 

(Napoleon I and George III). Naming itself Ayiti or Haiti, on January 1, 1804, became the first 

sovereign independent nation in Latin American and the Caribbean, and the second republic in 

the Americas (Thomas, 1997). 
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Britain maintained slavery practices until the 1813 Abolition Act, which granted full 

emancipation on August 1, 1838. Like France, abolition in the Caribbean colonies was gradual. 

The British parliament proclaimed in the 1833 Slavery Abolition Act that territorial slaves would 

be free by 1840. Until then slaves would remain on plantations. Anyone over the age of one 

years old had to apply for and serve an apprenticeship. The Act required a four-year 

apprenticeship term for domestics, and field hands a six-year term. By 1845, British colony labor 

shortages spurred the importation of indentured servants from China, West Africa, and Portugal 

with an important increase of Indian nationals. Former slaves migrated to work.  

Spain under Queen Isabella and King Ferdinand began settling the Caribbean in 1493 

after the collapse of the indigenous population (Kalinago, Arawak, and Taino) from disease and 

forced labor. While Spanish slavery modeled the British and French, it engaged in forced 

migration and a type of wealth transfer called encomienda (o), or extraction of tribute from the 

wardship of persons. Wardship wealth was based on mercantilism. The more wards one had, 

could will to others, or had to trade, the wealthier one was. By royal contract under Maximilian I 

and Joanna, the 1518 Asiento was a closed trade agreement that allowed grantees free trade route 

passage for products including unlimited slave trading. That enabled colonial mass production of 

unfree labor and huge profits from goods and materials produced in the region.  

A thirty-year Asiento with Britain began in 1713 with the Treaty of Utrecht (Philip V and 

Charles III). Managed by the British South Sea Company, the British had access to traditionally 

closed markets. It survived until the Treaty of Madrid in 1750 (Ferdinand VI and George II). The 

reason for relinquishing the Asiento was years of warring and Spanish economic reforms that 

included advantageously opening free trade routes with other colonies such as Cuba and Puerto 
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Rico. By the mid-19th century, most countries in the Caribbean no longer allowed slavery. 

However, until 1887 and 1873 Spain maintained Puerto Rico and Cuba under the rule of slavery. 

Critical to this research is the effect of the Asiento and the Slavery Abolition Act of 1833. 

The latter set the stage for class assertions that social agency comes from educating white-collar 

trades, such as engineers and doctors. To do so, the Act specifically underscored lower-class 

labor as a hallmark of diminished agency. The Asiento also established historical skills mobility 

that foundationally called attention to limited national resources and attendant labor markets. The 

Asiento and the Slavery Abolition Act of 1833, combined with the culture of the colonizers, 

conditioned important political structures that would guide regional responses to national 

constraints and education policy models.  

The Education Grant 

Part of that was the 1834 Education Grant created for the transition phase of the 

apprentices stipulated in the 1833 British Emancipation Act. The Grant’s purpose was to assure 

the “religious and moral education of the Negro population to be emancipated” (Gordon, 1958, 

p.140). While effectively under the guidance and management of missionaries, the Grant was 

foundational in the development of the “Ideal Caribbean Person”, and parallel institutional 

classism formed by separate education tracks. The Grant’s purpose was to assure the 

management and delivery of religious education to establish “public morality, marriage and 

family life and the religious education of young people” (Gordon, 1958, p. 141). 

With explicit religious and moral foci, the Grant failed to respond to contextual demands 

such as skills training, although it initiated institutional policies like compulsory education, 

teacher training, and high schools (Bacchus & Bacchus, 1994). The Grant regionally established 

education as a public responsibility (Bacchus & Bacchus, 1994), although it woefully under-
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funded school construction shifting a large responsibility of that funding to the missionary 

groups (Gordon, 2012). Substantively modeled after 19th century British education, the Grant 

funding deficit further shaped school ranking policies based on student assessment performance 

that was, and are, reflective of social and economic class standing (Gordon, 1958; Bacchus & 

Bacchus, 1994; Coates, 2012). It also formalized private or parochial schools primarily reserved 

for the elite and wealthy, and comprehensive or public schools for the poor and underperformer, 

which continue today (Gordon, 2012; Bacchus & Bacchus, 1994; Coates, 2012).  

Operationally the Grant was an early education and Public-Private-Partnership (PPP) 

policy, model. That model encouraged divergent perceptions of education, as expressions of who 

it serves, how they are served, and the necessary management of disparate power relationships in 

a messy policy space (Bacchus & Bacchus, 1994). Consequently, competition between 

missionary groups for Grant funds created an inequitable distribution of schools and tiered 

education quality (Gordon, 1958; Bacchus, & Bacchus, 1994). When the Grant ended in 1845, 

since “the Imperial Government [Britain] failed to gain more than verbal support so long as it 

continued the grant” (Gordon, 1958, p. 149) not all countries continued support, but relegated the 

fiscal responsibility to the missionaries. Moreover, not wholly representative of need, the focus 

on learning was reading and writing since those skills could translate into social capital found in 

urban jobs, and a means to leave behind the servitude of manual labor from the days of slavery. 

Also, the economy was predominately agricultural and while school attendance was easier to 

maintain on the estates, the population was increasingly migrating away from them (Gordon, 

1958; Meditz & Hanratty, 1989). 

With that, subsistence from single-family plots necessitated intensive labor participation, 

offering little relevance to literacy and schooling, especially since school quality was well below 
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urban schools. Moreover, increasingly religious-based literacy education was unresponsive to the 

needs of the estates’ “plantocracy” that pushed back against proposed tax legislation to fund the 

deficits left by the Grant (Gordon, 1958; Bacchus & Bacchus, 1994). Similarly, efforts to fund 

education by requiring parental financial participation were inadequate since students 

predominantly came from subsistence farmers. Therefore, to increase perceptions of the 

possibility of a living standard, the Earl of Elgin, Governor of Jamaica (1842-1846), indicated 

that education could be more appealing if “the introduction of a course of instruction which 

promises both to connect the vocation of the husbandman with the subjects of intellectual 

interest, and to render his labour more valuable to himself and his employer” (Gordon, 1958, p. 

148). But implementation of a theoretically inclusive non-binary education model by 

legislatively duplicating the British Imperial model, formed a class-based meritocracy-driven 

educational system (Meditz & Hanratty, 1989; Bacchus & Bacchus, 1994).  

Central to educational systems, national Education Acts were shaped around, and 

responsive to contextual needs formed out of common histories and economies (Meditz & 

Hanratty, 1989). Under the commission of a conceptual common-wealth, the Education Acts 

operationalized public demand for schools, which offered both academic and skills education. 

Expressive of the ethos of a regional common-wealth, the inclusion of a collective memory of 

social repression enhanced by philosophically collectivist religious education, combined with 

public demand, foundationally became a common-wealth policy framework for poverty 

abatement and national development (Gordon, 1958; Meditz & Hanratty, 1989; Bacchus & 

Bacchus, 1994). 

The Commonwealth 
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Implicit in the notation of operationalizing a common-wealth is understanding the 

political system that initiates policy development, their outcomes as formal Acts, and national 

interpretations of those acts. The Commonwealth is a political and administrative association for 

54 nations almost all of whom were former British colonies. In the Caribbean, they include 

Barbados, the Bahamas, St Vincent, and the Grenadines, Antigua, and Barbuda, and part of this , 

Jamaica, St Lucia, St Kitts, and Nevis. While each are fully independent states and members of 

the United Nations, they also separately and independently designated Elizabeth II as their 

constitutional monarch, head of state, and central actor in regional economic affairs (Meditz & 

Hanratty, 1989; Peters, 1992). One exception is Dominica. As a former British colony, it became 

a member of the Commonwealth in 1965 but as a republic, does not recognize the British 

monarch as head of state.  

Established in 1949, the Commonwealth or Commonwealth of Nations voluntary 

affiliation is based on inter-governmental relationships between states. Those affiliations, 

outlined in the charter, address democracy, the rule of law, human rights, trade negotiations, 

social and economic development. Signed in 2013 by the head of the Commonwealth realm 

Elizabeth II, includes in the 16 elements of the charter: sustainable development (section IX) 

education (section XI), and vocational education under the aegis of youth development (section 

XIII), which also appears in CARICOM’s 1997 “Creative Productive Citizens for the Twenty-

First Century” document also known as the Ideal Caribbean Person (Charter of the 

Commonwealth, 2012; CARICOM 2014; Commonwealth Strategic Plan, 2017). 

Since the Commonwealth is foundationally British, so are the political structures of the 

attendant states. A parliamentary system designates leadership by parliamentary election. The 

majority in parliament determines legislation and policy while the minority serves as the critical 
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opposition foil. The advantage of this system less gridlock. If there is deep disagreement over 

legislation, there is the ability to call for a vote of no confidence to change the majority and 

initiate the leaders' replacement. This process does not implicitly change legislation but can 

supplely change the power that will. 

The relevance of the Commonwealth political system to the Caribbean is it conditions 

two important factors that influence policy and a primer for wicked problem reduction. 

Animating criticism condition’s goal clarification and incentivizes risk-taking that produces 

innovation. Silo linking, distinct but shared cultural capital develops cooperative mediation 

within a state of vibrant criticism (Bourdieu & Passeron, 1990, Fetherston & Nordstrom, 1995). 

Under those conditions, there is room to form a collective ethos that facilitates defining regional 

objectives. Once identified, and developed, collective capital is drawn from contextual 

differences, which assures national participation and malleable policy adaptations over time.  

Regional policy regimes 

In this case collective capital began with the formation of a regional policy body, the 

Caribbean Community (CARICOM), formerly known as the Caribbean Community and 

Common Market. As an extension of CARICOMs’ regional policy acts that tie education to 

economic development and certified skilled labor migration to national and regional 

sustainability, development, and growth was the formation of the Caribbean Single Market 

Economy (CSME) and secondarily the Organization of Eastern Caribbean States (OECS). 

Established in the 1981 Treaty of Basseterre in St Kitts and Nevis, OECS’ mandate is an “inter-

governmental organization dedicated to regional integration in the Eastern Caribbean” (OECS, 

2020). The objective was to reduce the complexities for the Eastern Caribbean states, which 

could arise from contextually scaled iterations of CARICOM’s CSME open trade initiative.  
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Twelve countries share full membership to the CARICOM and CSME, including all four 

in this research Jamaica, St. Kitts and Nevis, St. Lucia, and Dominica. CARICOM and CSME 

membership also include Antigua and Barbuda, Barbados, Belize, Grenada, Guyana, St. Vincent 

and the Grenadines, Suriname and Trinidad, and Tobago. The OECS, representing smaller states 

as an extension of CARICOM, has seven founding members and three included in this research. 

From the leeward islands: Antigua and Barbuda, Anguilla and the British Virgin Islands, St Kitts 

and Nevis, and Montserrat. From the windward islands: Dominica, St Lucia, St Vincent and the 

Grenadines, Grenada, Martinique, and Guadeloupe. However, full membership does not require 

binding compliance. Dr. Hubert Minnis, Prime Minister of the Bahamas, announced in 2018, 

"We have our rules; our laws and they will continue to apply so we are not and will not be a part 

of CSME." (Turnquest, July 9, 2018). Aside from direct statutory attachments to Britain, the 

Bahamas as one of the wealthier nations does not share the same development needs or internal 

labor demands as do smaller states. Post hoc, as of November 30, 2021, the Bahamas is 

statutorily independent of Britain. 

Migration 

One of the hallmarks of the latitude of Caribbean parliamentary governance and the 

formation of “Ideal Caribbean Person” (1997), is how that document conditionalized regional 

labor migration. Foundationally, the 1833 British Slavery Abolition Act and labor mobility 

effects of the Asiento coupled with the 1800s and 1980s economic and sugar crashes guided 

reciprocal regional labor migration policies (Conway, 1989; Timms, 2008; Cali & Cantore, 

2010; Coates, 2012; Brissett, 2019). Relevant to that the 1989 Grand Anse Declaration and Work 

Program for the Advancement of the Integration Movement, established CARICOM and the 

CSME as the management body (CARICOM, 1989). Formalized further in 2001, the Revised 
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Treaty of Chaguaramas article 45 advanced the free Movement of Community Nationals, by 

opening a common market and customs cooperation (CARICOM, 2001). It cross-listed trading 

commodities, policy cooperation, coordination at the macroeconomic, sectoral, and project 

levels, and assured free labor movement for certified professionals, contracts, and seasonal 

workers.  

Embedded development initiatives in the Grand Anse Declaration, directly targeted 

"consultations with the private sectors, trade unions, and educational institutions to determine the 

specific strategies for taking full advantage of these strategies" (CARICOM, 1989, p. 3) because 

“people, rather than institutions, are the creators and producers of development” (CARICOM, 

1989, p.3). As a central component, CSME implementation encouraged labor migration by 

eliminating the need for CARICOM nationals to present passports, engendering visa-free 

movement, and open work permits. The Free Movement of Persons treaty encouraged labor 

migration to increase internal human capital contributions, export qualified skilled labor to scale 

up national and regionally sustainable markets, and together establish the conditions to compete 

collectively in the global market (Aragon &, Mawby, 2019). Directly implicating academic and 

vocational education, the CSME policy Act states, “Mechanisms will be established for the 

recognized degrees, diplomas, and certificates from certain institutions. Additionally, the 

provisions to harmonize and transfer social security gains will be beneficial to those who 

qualify.” (CARICOM, 2017, p. 5).  

Importantly, the free movement policy began with events around the performing arts and 

education, then shifted toward the progressive development of global trading partners and 

economic systems via trade links with non-traditional partners. In 2005 nationality criterion was 

amended, which extended CARICOM citizens’ eligibility to register professions on an equal 
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basis. As a further application of the CSME, and important to controlling -08% annual 

population loss from outward migration, a renewed focus on TVET skills training was an effort 

to establish decent work and dissipate transient and unstable informal, unstructured work for 

unaccounted or undeclared workers. (United Nations World Population Prospects 2015-2020, 

2019). 

Free movement and education 

In a complex matrix of legislation that connects education and labor training, the CSME 

initiatives were tremendously important to regional development policy initiatives. Not only has 

the region struggled with economies based on limited exportable or revenue-generating natural 

resources, but newly relevant to the region is an increase in crime and violence (Harriott, & 

Jones, 2016; Wong & Ramakrishnan, 2017). Disproportionately perpetrated by male school 

leavers, crime and violence has been disruptive to national and regional economic sustainability 

and development policies tied to tourism (Thomas-Hope, 2002; Calì & Cantore, 2010; Harriott, 

& Jones, 2016). Historically tied to families, crime and violence has been an important migration 

push factor for skilled and educated nationals. CSME policies have offered them easy access to 

proximal Caribbean states, since employment and income are no longer bound to one location or 

country of birth. (Thomas-Hope, 2002; Tomas-Hope, 2005; IOM, 2021).  

Despite Barbados’ selective resistance to the CSME policy objectives, as of December 

19, 2019, the Barbadian government indicated it will grant visa-free access to public schools for 

students under 16 years of age (the compulsory limit) from CARICOM countries if a parent 

resides in Barbados. However, the home country ministry is responsible for monitoring the 

student’s progress. Moreover, apart from other costs incurred by all Barbadian students, the 

student only qualifies for free tuition for the first school they attend. If they wish to transfer, the 
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families are responsible for tuition and all other costs. Vocational, post-secondary (Community 

College), and tertiary (University) students were not extended these benefits since they represent 

costly education models and competition for local labor development (Jamaica Observer, 

December 19, 2019). Additionally, beneficiary students cannot receive scholarships that 

typically pay for uniforms and books or exhibitions, which are grants for superior performance 

on state college entry Caribbean Advanced Proficiency Examination (CAPE) assessments (Laws 

of Barbados, Section 28 Cap XXVIII, 1878; The Pilgrim Place School Act, 1893). The 

stipulation that a parent or guardian must legally reside in Barbados under the CSME provisions 

Status of Citizen, Permanent Resident, Immigrant, or Reside and Work, (CARICOM, 2018), 

indicates how important labor migration has become to the education policy field, and the need 

for reciprocal education policies to stabilize migrant labor and outgoing remittances. Therefore, 

academic, or general education and TVET education policies substantive implications on 

attendant regional and national economic, sustainability, development and poverty abatement 

initiatives substantiated the need for this research.  

Problem statement 

Nationally or globally, academic, and vocational education intersects all economic 

sectors, classes, and labor forces, but until now, research has described vocational and general 

education as separate typologies. Those descriptions assert class paradigms, which proportionally 

demarcates national participation in the global economy. Yet, rapidly evolving technology that 

drives skilled and educated labor demands joins academic, and vocational education together. As 

a result, they cannot be addressed separately or as discrete entities. This is especially the case 

within national and regional sustainability, development and poverty abatement policy initiatives 

that theoretically include strengthened GDPs from educational outcomes. Nor can the policy 
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actors be addressed as separate or vaguely connected. When treated as separate, as the bulk of 

research has done, the policy effect is educationally driven class enactments that increase 

marginalization and poverty. Exacerbating this is research describes regional and national policy 

actor responses to academic-centric international policy as interdependent collaborations. 

Unnuanced, research also describes national policy actor collaboration and interdependencies as 

inevitably reliant on vertical enactments of international policy initiatives that include education 

(Wallerstein, 1976; Gilens & Page, 2014; Mahmud, 2014; Jules, 2015; Ngcwangu, 2015; Ball, 

2016, 2017a, 2017b). Those siloed research approaches form wicked problems, which education 

policy stakeholders must navigate through. 

Purpose statement 

Therefore, the gap this research hopes to fill is to identify how and in what ways macro 

(international), mezzo (national or regional), micro (local) education stakeholders, navigate and 

link education policy to the international vocational education body Technical Vocational 

Education Training (TVET), and general or academic education. Once identified, determine in 

what way this knowledge can be applied across interconnected policy scales.  

Research questions 

The research questions were developed from a review of literature, and previous research 

conducted by this author (Frick, 2018). The questions served to map the problem and developed 

network connections to understand how policy actors experience, interpreted, applied, and 

modulated intersected policies across regional and national contexts.  

1. In what ways do national and regional policy actors navigate international policy initiatives?  

2. In what ways does that navigation affect education policies developed between and among 

national and regional policy actors, multilateral, and private sector counterparts?  
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3. What factors affect applications and interpretations of international policy initiatives with 

local initiatives? 

4. In what ways are national and regional strategic education policy initiatives designed, 

developed, measured, and determined to be effective or ineffective? 

5. In what ways are policy actors connected, what conditions those connections, and what 

knowledge is shared across networks? 

Significance of the research 

This research will contribute to understanding the effects of global-regional-local 

responses to international education policy that adheres to separate and not equal typologies by 

addressing the impact of international, regional, national, and local understandings and 

applications of education policy (Ball, 2016). Without understanding the impact and effect of 

those links and perspectives, the outcome can contract or stall national sustainability, 

development and poverty initiatives that define or limit participation in the global economy. 

Moreover, understanding the effects can contribute to student potential, which sustainably 

develops resilient human capital contributions, and reduces poverty.  

A map for the reader 

In view of the volume of the findings, and responsive to targeted interests, after the 

literature review and methodology chapters, the research findings were intentionally separated 

into five chapters. Chapters 4 though 7 contains all four context-relevant national case study 

findings with summaries and challenges at the end. Each are approximately 40 pages. For those 

only interested in a comparative analysis, Chapter 8 policy findings address what commonalities, 

types of knowledge exchanges, and diffusion transference, conditions contextualized policy 

responses within the regional policy environment. To link qualitative and quantitative data the 
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latter part of the chapter contains a two-mode network analysis, to confirm and verify case study 

and comparative policy findings. Chapter 9 is a discussion of the findings, addresses future 

opportunities for comparative research, recommendations, and an offers an application to 

practice.  
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Chapter 2 Literature Review 

Informed by a wicked problems theoretical perspective, the review of literature addresses 

thematic examples of policy lenses or frames as knowledge silos that importantly influence 

macro (international), and mezzo (regional) education policy as they apply transversally, or over 

time, to the micro (national) level. Those thematic policy lenses or frames as knowledge silos 

include Macro education policy in a globalized economy, subthemes: education as economics, 

TVET, policy sharing, context, and class; International education policy as knowledge, 

subthemes: power networks and political will; Institutional loop-learning; Skilled migration; 

Globalization, TVET, and the labor market. 

Macro education policy in a globalized economy  

Pre 1980’s, education policy was a function of social policy, but was later reframed as a 

critical component of economics. In the 1980’s, a new education policy actor, the World Bank, 

grounded and institutionalized market-based economic principles for education policy by 

developing lending guidelines to support national educational initiatives centered on economic 

rates of return (Heyneman, 2003; Psacharopoulos & Patrinos, 2004; Card, 2001). Under that 

formula, a predictor of national GDPs was human capital contributions’ rates of return identified 

by academic education performance (Psacharopoulos & Patrinos, 2004; Montenegro, & Patrinos, 

2013). Therefore, a strong academic performance would theoretically predict global market 

strength and thereby yield a high rate of return. Testing that theory, scholars Carnoy and 

Rothstein (2013) reanalyzed the Organization for Economic Cooperation and Development’s 

(OECD) 2009 Programme for International Student Assessment (PISA) student assessment data. 

The research position was, as an economic body, the OECD overgeneralizes the importance of 

student performance outcomes since they are not a sufficient indicator of global economic power 
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(Lukes, 1986; Duncan 2012). Illuminating the wicked problem that macro education policy 

creates, Carnoy and Rothstein research challenged the OECD assumptions that overlooked the 

effects of poverty on academic performance (OECD, 2012; Schleicher, 2014; World Bank, 2016; 

UNESCO, 2017). By omitting mezzo and micro contexts, other scholars like Heyneman, 

Psacharopoulos, Patrinos, Card, Montenegro, and Patrinos economist focused research that 

informs World Bank rates of return and informs, the UN Millennium Development Goals 

(MDGs), offer a scholarly compliance map of how education and attendant policy formed in 

silos of knowledge interests generate wicked problems.  

Education as Economics 

In another example of omitting contexts, scholar Di Gropello who is highly regarded by 

the World Bank, presented a report in Trinidad and Tobago at the 2002 UNESCO Institute for 

Statistics (UIS) regional workshop on education indicators with “58 [Caribbean] education 

planners” (Di Gropello, 2003, p. vii). Di Gropello’s approach parallels prolific, and highly cited, 

World Bank economists and scholars Psacharopolos and Patrinos (2004, 2011), and Montenegro 

and Patrinos (2014). Relevant to policy knowledge networks and knowledge transference, Di 

Gropello’s report is often referenced in regional Caribbean policy initiatives (Jules & Council, 

2010; CARICOM, 2016).  

In the report Di Gropello developed benchmarks to measure educational outcomes and 

their cost-effectiveness in the Caribbean. Cited only once in a footnote, vocational education 

appears nowhere else in the analysis. Critically, the author maintained vocational students 

perform poorly on internationally articulated terminal level national assessments called the 

Caribbean Secondary Education Certificate (CSEC). Therefore, “[the] general Proficiency level 

together with [academic coursework] could lead to: (a) an actual impoverishment of the 
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[secondary academic] curriculum” (Di Gropello, 2003, p. 20). The author goes on to state that 

vocational students should concentrate on trade-based education, as it has no relationship to 

academic education. Di Gropello furthers this presupposition by reinforcing a market based cost-

effective argument, “(b) an excessive diversification of [vocational] subjects taught, contribute to 

low cost-effectiveness of the education system [because of] small class sizes and low pupil-

teacher ratios.” (p. 20). Based on no cited data Di Gropello communicates a stunningly 

subjective position paralleling the OECD academic centric human capital lens and the World 

Bank’s rates of return cost-effective model (Onosko, 2011; Carnoy & Rothstein, 2013).  

TVET 

From yet another international policy actor lens, out of 389 pages, UNESCO’s 2016 

global education monitoring report dedicates only eight to TVET. Acknowledging that secondary 

level data was difficult to gather, they stated some countries like the U.S. “do not map neatly into 

international definitions that separate general and vocational secondary school programs” 

(UNESCO, 2016, p.224). Indicative of their siloed positionality, they do not offer what countries 

“do not map neatly” and what implications that might have for their definition or analysis of 

TVET. Paralleling Carnoy and Rothstein’s thesis, the report also states, “attempts to support 

technical and vocational education participation is less likely to benefit the poorest” (p. 226). 

Affirming Carnoy and Rothstein’s findings, they go on to say, “in richer counties, the average 

[TVET] student is more likely to come from a relatively disadvantaged background” (p.255). 

Reading further for clarification, an important policy position became evident. 

The report citing high-income country data, most notably Australia, recommended that 

TVET programs, and academic credentialing like the Caribbean CSEC, should be nested in 

private, tuition-based, post-secondary education. However, modeling wicked problems generated 
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by “ideological predilections” (Rittel & Webber, 1973, p. 139) referring to Australian models 

they explain, European TVET students were not “provided sufficient guidance and information 

to reach target groups adverse to debt” (UNESCO, 2016 pp. 225-226). What that statement 

indicates is conditionally, non-risk adverse TVET students could access necessary loans if they 

could first qualify for state grants. As a wicked problem, and in a stunning omission, the reports’ 

high-income country (a term defined by the World Bank) policy design ignores the tacit 

marginalization of poor students via prohibitively expensive post-secondary education and class 

constructs perpetuated by that design. 

Policy Sharing  

That omission conditioned by siloed policy lenses shared between and among experts 

traversing policy spheres follows one of the precepts of wicked problems, there are no stopping 

rules since “the process of solving the problem is identical to understanding its nature” (Rittel & 

Webber, 1973, p.138). As an example, TVET policy is described in Oketch’s (2007) comparative 

research as “pronouncements in many countries across the globe that have taken on knowledge 

and skills as the key aim of the desire to improve access to education at all levels” (Oketch, 

2007, p. 220). Allais and Wedekind (2020) address TVET target setting based on SDGs that have 

little relationship with contextual need and “massification” (p. 328) of higher education further 

reducing educational access. Tripney and Hombrados’ (2013) systematic review of research 

based on UNESCOs definition of TVET, and subsequent effectiveness (8072 articles resulting in 

26 studies) noted a distinct lack of substantive TVET research data, which questions many of the 

conclusions of Oketch, Allais and Wedekind, the World Bank, IMF, and UNESCO. What these 

scholars have underscored is shared policy is situated specific knowledge exchanges.  
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As a stark example, the 2016 UNESCO global education monitoring report gathered their 

poverty performance assessment from an internal UNESCO study. In that study, French scholar 

Altinok (2012) asserted that vocational student PISA scores from “the lowest proportion of 

secondary vocational students [are] from the bottom socioeconomic group [and] were from 

middle income countries” (Altinok, 2012, p. 226). The 14 countries in the study were in fact a 

mix of high and middle-income countries that institutionalizes separate education tracks. 

Unsurprisingly separately tracked secondary vocational students were likely excluded from the 

academic rigor that will be tested on the PISA assessment (Carnoy & Rothstein, 2013). 

Therefore, they are also less likely to enroll at the post-secondary level affirming Di Gropello 

(2003) and the UNESCO (2016) report.  

However, a window on mezzo level responses appears in Di Gropello’s 2003 report. 

Despite recommendations, “not all Caribbean Governments agree on this point, as it was pointed 

out that offering technical subjects in the CSEC” (p. 20) was not only for underachievers and 

both could benefit from the technical subjects. Offering validity to a context relevant approach 

that includes blended modalities, the Caribbean government “education planners” (p. vii) also 

asserted that some students, who are not academically strong, could nonetheless pass the CSEC 

technical assessment. As an integral component of Caribbean education policy, the Caribbean 

education planners’ position toward Di Gropello’s rejection of TVET was additionally informed 

by scholar Tavis Jules (2015).  

Jules described operationalized policy systems within large regional Caribbean 

institutions and transference at national levels as “cooperative educational transfer” (Jules 2015, 

p. 204). While Jules’ research positions TVET as separate from general education and only to 

encourage national economic growth, they describe knowledge and policy transference as 
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“education exceptionalism” (p. 206). Public policy scholars Senge (1990), Ansell and Gash 

(2008), Romm and Witteloostujn (1999) and Heikkila and Gerlak (2013), among a few, describe 

knowledge transference as structurally circular, organizational learning systems.  

Context and Class  

As an extension, researchers Bishop and Mane (2004) research on high attendance and 

graduation rates among secondary students that complete vocation education coursework sustain 

the Caribbean education planners’ perspective. Tripney and Hombrados (2013), findings from a 

twelve-year longitudinal study of 19 OECD countries showed vocational education increases 

high school attendance, completion rates, and future earnings. However, like in Altinok’s 2012 

study the countries were high-income country centric. Together what is observable is a high-

income country predisposition. That predisposition is to define global education policy 

perimeters and conditions for different economic and cultural contexts.  

Gilens and Page, (2014) explain this in a multivariate study. That study determined 

economic elites, such as the U.S. and Europe, have a direct influence on education policy. 

Findings showed that when interest groups and affluent individuals “oppose a policy it has an 

even lower likelihood of being adopted” (Gilens & Page, 2014, p. 17). Therefore, embedded in 

education policy is the high-income country rationale for cost-effectiveness return on 

investments that tie academic assessment performance to global market positioning. It also 

explains persisting policies that maintain a poor labor class through separate and not equal 

education typologies, underscored by UNESCO (2016) assertions to shift TVET toward post-

secondary institutions (Oketch, 2007; Tripney & Hombrados, 2013; Altinok, 2012; Allais & 

Wedekind, 2020). 
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The effect for mezzo or regional policy actors is the need to tactically navigate 

international macro academic centric predispositions while developing contextually relevant 

policy. What is also clear in Di Gropello’s footnote is they are doing so. As such it is relevant to 

address historical underpinnings, which in this research include regional policy development and 

national navigational tools from the socio-political context of slavery (Gordon, 1958).  

International education policy as knowledge, power networks and political will 

To better understand that terrain, international education policy by design is an unstable, 

complex, knowledge network (Powell, White, Koput, & Owen-Smith, 2005). Adding 

complexity to networks tasked with problem solving, multiple stakeholders arrive with locus 

relevant policy readings or frames, which creates problem uncertainty and approaches replete 

with unforeseen outcomes (Powell, White, Koput, & Owen-Smith, 2005; Provan & Kenis, 

2008). As a form of management, networks cluster into lesser and larger degrees of knowledge 

power, which acts to diffuse knowledge across the whole network (Provan & Milward 1995; 

Milward & Provan, 2000; Klijn, & Koppenjan, 2006; Henry, 2009). Held accountable by the 

public, each network cluster recognizes they are wholly responsible for the outcomes, which 

encourages knowledge centralization and entrenchment (Rittel & Webber, 1973). The effect on 

whole network governance, which is structured by ego centric knowledge networks, 

entrenchment forms link stability that centralizes and increases knowledge power clusters. 

Those clusters then form principal agent or administrative governance nodes (Milward & 

Provan, 2000; Provan, Milward, & Isett, 2002; Klijn, & Koppenjan, 2006; Provan and Kenis, 

2008; Gailmard, 2012). As governance, they are then tasked with developing and stabilizing 

policy through diffusion (Lukes, 1975; Yanow, 1993; Apple, 2014; Gilens & Page, 2014; Berry 

& Berry, 2018). 
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Lukes’s (1975) power framework, Rein & Schön’s (1996) policy frames, and 

Zeigermann (2020 policy coherence that generates multi-centered and diverse power describes 

international governance efforts to stabilize solutions with specialized knowledge transmission. 

Acting as large nodal network administrators, the World Bank, IMF, and OECD’s knowledge 

diffusion across the network, adheres to their own institutional formations. Manifested as a 

product, the World Bank, IMF, and OECD top-down formally authoritative funding schemes 

guide education policy frameworks across the network but do not address underlying causes or 

needs (OECD, 2012, World Bank, 2016; UNSECO, 2016). When underlying causes or needs are 

not addressed influential network actors’ knowledge form secondary governance authority 

clusters (Knight & Pye, 2005; Provan & Kenis, 2008, Henry, 2009).  

As management, governance authority nodes encourage asymmetrical power 

relationships from knowledge, especially in unstable and uncertain situations. The result can be 

wicked problem formulations such as education reform initiatives, which manifest other 

problems like institutionalizing binary or non-binary education models (Lukes, 1975; Foucault, 

1980). As a solution a multi-centered and diverse power approach to management, gathers 

knowledge from trusted authority nodes (Heikkila & Gerlak 2013). For large administrative 

nodes such as multi-lateral institutions and contextual political entities, scholars and 

private/nonprofit sector actors serve as “technical experts, or trusted advisors, to help interpret 

information” (Heikkila & Gerlak 2013, p. 489) (Lukes, 1975; Foucault, 1980; Knoke, & 

Kuklinski, 1982; Psacharopoulos & Patrinos, 2004; Di Gropello, 2003; Knoke & Yang, 2008; 

Stiglitz, Sen, and Fitoussi, 2009; Heikkila & Gerlak 2013; Montenegro, & Patrinos, 2013; Gilens 

& Page, 2014; UNESCO, 2016).  
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Those relationships coercively extend knowledge outward across network ties, while the 

less powerful situated away from authority nodes become indirect policy receptors and enactors 

(Provan & Lamaire, 2012). The effect is bottom-up efforts from contextual knowledge become 

diluted or compliant because the complex array of actors is sensitive to ever changing political 

will across the network (Lukes, 1975; Foucault, 1980). However, as we have seen in Di 

Gropello’s 2003 report, their knowledge can be operationalized within their own network cluster 

through their own complex authority and policy enactments (Lukes, 1986; Foucault, 1980; Di 

Gropello, 2003; Knight & Pye, 2005; Stiglitz, Sen, and Fitoussi, 2009; Henry, 2011; Altinok, 

2012; Montenegro, & Patrinos, 2013; Jules, 2015; Ngcwangu, 2015; UNESCO, 2016). 

Relevant to that and to contextually mange, resonating across network connections is 

institutionalized knowledge, which in this policy network is classist paradigms from neoliberal 

or market-based subtexts (Olssen, Codd, & O'Neill, 2004; Gray, Dean, Agllias, Howard, & 

Schubert, 2015). Those subtexts are achieving professional, managerial levels, through education 

is a function of individuals overcoming poverty choices (UNESCO, 2016). When put together as 

governance, separate and unequal education tracks are institutionalized (Friedman. 1997; Di 

Gropello, 2003; Bishop & Mane, 2004; Psacharopoulos & Patrinos, 2004; Stiglitz, Sen & 

Fitoussi, 2009; Altinok 2012; Carnoy & Rothstein, 2013; Apple, 2014; Montenegro, & Patrinos, 

2013; UNESCO, 2016).  

Institutional loop-learning 

However, institutions are neither static nor policies fixed. This is particularly the case in 

linked national contexts. They can form context relevant regional responses to international 

policy lens pressures from institutional loop learning knowledge transference and diffusion 

modalities. While institutional loop-learning scholarship generally focuses on learning within 
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technical policy fields, following is a description of institutional learning theories supported by 

substantial literature. (Argyris & Schon, 1974; March, & Olsen, 1975; Stata, 1989; Bennett & 

Howlett, 1992; Busenitz & Barney, 1997; Snell & Chak, 1998; Romme & van Witteloostuijn, 

1999; Benz & Fürst, 2002; Heikkila & Gerlak, 2002; & Cross, 2003; Folke, Hahn, Olsson, and 

Norberg, 2005; Ansel & Gash, 2008; Henry, 2011; Crona & Parker, 2012; Gerlak, 2012; 

Emerson & Nabatchi, 2015; Weymouth, 2015; Flood & Romm, 2018).  

Figure 1 offers a visual overview of the stages of institutional loop learning, the possible 

positionality of a national institutional system or within a group or region, and the conceptual 

overlay of each learning stage. Those overlays are degrees of an ethos, which is a pluralist 

conceptualization of collective identity, mission, vision, value, and culture that lead to 

agreements and policy development. Important to this, is whether the learning stage addresses 

tame problems or exacerbates wicked ones. 

Figure 1 Stages of institutional learning. 
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ineffective” (Argyris, 1977, p.365), while the underlying role of learning is to correct errors. 

Unfacilitated by learning, and the antithesis of what Argyris describes are when groups and 

individuals within organizational systems become institutionally disruptive. As resistors they 

increase ineffectiveness and constrain or modulate decision making. Therefore, when studying 

and analyzing participant perceptions that impact and form navigational strategies through policy 

fields, it was critical to ground the research findings and analysis by operationally identifying 

present learning loops, how loop typologies can institutionalize disruptive resistors, and their 

implications on policy.  

Zero-loop learning 

As the first level, zero loop learning happens when new initiatives are responded to as 

functional procurement or a total failure to act. At best, action at this level is simply additive 

without actual change (Easterby-Smith, 1997; Bateson, 2000). As a tame problem, zero-loop 

learning can be observed when a new policy is filed, referenced, and nothing more comes of it. 

As a wicked problem, zero-loop learning can be observed in national Education Act references to 

vocational education, without further legislative policy codification. The moment there is a 

reflection that this policy might demand a response, design a task, or require action, that 

reflection transitions learning into single-loop learning. 

Single-loop learning 

Single-loop learning is a means to control tasks, that have projected and institutionally 

expected outcome or outputs. As a result, it is a behavior control strategy built around 

recognizing and responding to established rules. Single-loop learning “emphasizes that the 

individuals are expected to be articulate about their purposes, goals, and so forth, and 

simultaneously control the others and the environment in order to ensure achievement of their 
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goals” (Argyris, 1977, p. 367). As a managerial tame problem, goal driven actions and 

articulations are based on agreements framed by institutional culture conditioning. Changes in 

organizational competency and knowledge form “without altering present policies, objectives or 

mental maps” (Romm & Witteloostuijn, 1999, p. 440). Consequently, the question at this 

learning level is are we doing the right things? Therefore, single-loop learning does not 

condition constructive feedback or incentivize innovation. As a result, it often encourages 

defensive advocacy that drives win conditions, and as a primer for wicked problems, often 

producing invalid results, emboldened protectionist groups resist stakeholder exchanges 

(Argyris, 1977; Romm & Witteloostuijn, 1999). 

Single loop learning expressed at national levels is typically a wide and divergent policy 

act gap between first-level senior leadership expectations and the institutions they manage. 

Common outcomes are institutionally stringent adherences to binary educational systems that 

design separate tracks for general education or vocational students. Single-loop learning is also 

common to unit focused civil servants that, as a measurement check, rank schools and place 

students based on national academic assessment performance. At a regional level, focus on 

accredited regional academic assessments like the CSEC that measures national performance, 

covertly stratifies national participation within collective policy decision making (Lukes, 1975). 

Double-loop learning 

Argyris and Schon, (1974) and Argyris, (1976) argue that double-loop learning avoids the 

after-effects of single-loop learning. Leadership in this learning loop invite multiple perspectives 

to detect problems by questioning underlying policy goals. The aim is to correct problematic 

issues and processes within a unit or institutional vision by asking, are we doing this right? This 

process is supported by, and encourages, complete information while all participants commit to 
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action. Advocacy is solicited and viewed as contributive to the whole body of knowledge, while 

the learning process is intentionally applied to change staunchly held views. Despite Romm, 

George and Witteloostuijn’s assertion that it is a “process of transformation” (p.440), double-

loop learning is a transitional model, rather than empirically transformative since constraints are 

a limited set of mental assumptions and beliefs that individually organize information (Senge, 

1992). As a wicked problem, a common outcome of a limited set of assumptions and beliefs is, 

information can be perceived as threatening, and is held back or guarded. When coupled with 

human behavior that conditions levels of comfort with competition; responses often culturally 

manifest in sentiment suppression, which minimizes, or shields knowledge sharing (Flood & 

Romm, 2018).  

Explained further, competition is a common feature of institutional systems since most 

are organized as closed knowledge units. Argyris explains the substantive effect of this structure. 

“Groups [that are] composed of highly competitive people also tend to create norms that make 

other groups "outsiders" and "competitors" if not enemies (Janis, 1972).” (Argyris, 1977, p. 374). 

Therefore, when organizational units must interface, they are conditioned by power relationships. 

Forming ineffective knowledge exchanges, they commonly reciprocate perceptions of 

disorganization and ineffectiveness while transmitting unit superiority (Lukes, 1977; Flood & 

Romm, 2018).  

At a national level, self-protective power from academic units, design, and overlay 

perceptions of TVET units based on school rankings. The effect is to override innovation 

opportunities from joint actions. The impact is to stagnate development or poverty abatement 

policy efforts and preserve elite class systems. As competitive units, larger states drive regional 

education policy, which mimics and is responsive to their contexts. In a power role they develop 



 52 

a critical mass and convince network individuals that their knowledge is vital to the broader 

regional group. (Lukes, 1976; Flood & Romm, 2018). Less powerful smaller states become 

distant network knowledge receptor nodes. As a wicked problem this type of loop-learning 

conditions limited knowledge sharing from entrenched competitive siloed power relationships 

and divergent goal identification practices (Smith & Tushman, 2005). 

Triple-loop learning 

Triple-loop learning addresses a range of issues that develop structurally supportive 

systems, shifting the question to how do we do this right? (Romme & Witteloostuijin, 1999; 

Flood & Romm, 2018). As a preliminary step, group members look to historical acts to create 

new systems and approaches to learning, which are operationalized by developing learning units. 

The units advance and identify competencies and skills that enable and organize learning 

systems. Akin to Foucault’s (1982) conceptualization of multicentered and diverse power, Flood 

and Romm (2018) explain that the advantage of this learning system is a shift from “power over 

(power of dominations) to” power to” enact empowering designs, “power to” co-develop 

responsible decision-making and “power to” transform our relations with each other and with life 

on this Earth” (p.260). The critical shift of triple-loop learning is Flood and Romm's (2018) 

description that cycles through single loop learning as “power over” to empowering designs in 

double-loop learning toward “co-responsible decision making” (p.260). The premise is that 

organizations are reformed as circular, and behaviors manifest as horizontal learning systems. To 

build on lessons learned they can agilely loop back to measure, and check the responsiveness to 

how do we do this right (Romm & Witteloostuijn, 1999; Flood and Romm, 2018) 

Advantageously, this reflective cycle redirects attention toward diversity. Power 

relationships driven by causal responsiveness in single-loop learning, or competition to 
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determine rightness in double-loop learning are leveled by expanding participants. Therefore, 

“transformative paradigms” (Flood & Romm, 2018, p. 266) embedded in the process are critical 

systems elements. They now include mission, vision, value, and culture as contextual factors that 

influence and affect larger systems goals, which are to anticipate and solve outcomes and the 

problems they may create. As an approach to wicked problems, this integrative learning 

framework is highly responsive (Page, 2010; Emerson & Nabatchi, 2015). However, central to 

wicked problems, it is limited by scope (Sharma-Wallace, Velarde & Wreford, 2018). Topping 

this system learning is mission which defines what it frames, a contained organization, or 

organizations, within a nation. What it is not fully responsive to is multiple nations that develop 

integrative collaborations across regions (Page; 2010; Emerson & Nabatchi, 2015). Mission, in a 

regional context, differs with each country since mission, conceptually, is a contextual ego. 

Vision, and value are driven by unique national culture, which changes problem centrality and 

decision frameworks that design outcomes. 

Quadruple-loop learning 

Learning at a regional level then must also reflect national contexts within its design. To 

do so quadruple-loop leaning integrates cultural identity and asks another question, what is right? 

Implicit in that question is a shared ethos, which is devoid of benchmarking found in the other 

learning loops. Loverde (2005) offers that while quadruple-loop learning operationalizes the 

highest level of risk-taking, “the ethical standards appeals to provisional universal principles, 

guards against relativism, and develops trust” (Loverde, 2005, p. 27). That is expressed through 

knowledge transmission and diffusion, which offsets the effects of divergent power silos from 

the higher implications embedded in a shared ethos.  
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Additively, the contribution of tacit knowledge from decoupled units feeds back into the 

learning cycle what they know, how they know it, and why they know it. This is possible 

because their critically participative role engenders a culture of trust framed and incentivized by 

shared ethos. Knowledge contributively transformed, no longer sustains explicit knowledge silos. 

The effect is to decompose vertical or closed unit organizational learning systems by integrating 

and empowering multiple tasks to broadened knowledge bases. Opportunities are teased out and 

situated around qualitative value-added paradigms. Opportunities are then translated into “rich 

variations” (Loverde, 2005, p. 27) that transfer learning toward the design, application, 

implications, and effects of collective policy as context relevant acts.  

In a nod to James Gleick’s chaos theory (1987) and Mitchell Waldrop’s (1993) seminal 

work on complexity and chaos, quadruple-loop learning at a regional scale is operationalized by 

several strategies put forward by Loverde (2005). Those include narrative and symbolic, 

knowledge management, and hermeneutic or interpretive strategies. Narrative and symbolic 

strategies are shared stories that encompass world views couched in value identity. When 

transmitted they become symbolic systems. As narratives, they define and preserve symbolic 

products of collective ethos in communities that have endured shared histories and cycles of 

change.  

This circular strategy facilitates the exchange of knowledge products through 

transmutable communication and collaborative properties, to frame and define value from shared 

“histories and change cycles” (Loverde, 2005, p. 43) or fractal disruptions such as political shifts 

and climate events (Gleick, 1987; Waldrop, 1993; Sugden, 2009; Thaler, & Sunstein, 2009). As 

such, hermeneutic approaches recognize that “no knowledge is learned independent of contexts 

and assumptions” (Loverde, 2005, p. 43) and, therefore, mitigates bias short-cuts couched in 



 55 

closed or poorly connected contextual knowledge silos (Gigerenzer & Selten, 2002; Kahneman, 

2002; Kahneman & Smith 2002; Kasthurirathna, & Piraveenan, 2015; Thaler & Ganser, 2015). 

This strategy advantageously addresses contextual and assumptive factors that have been 

operationalized as biased foundational knowledge. The outcome is to horizontalize an adaptive 

collaborative governance approach, which critically includes and legitimizes context knowledge. 

That develops a framework of trust , which is responsive to biased short-cuts. 

Quadruple-loop learning is rare in practice and conceptually new (Runciman, 

Williamson, Deakin, Benveniste, Bannon, & Hibbert, 2006; Jeffs, Law & Baker, 2007; Simonin, 

2017). However, there are operationalized examples found in CARICOM’s CSME model that is 

foundationally based on the ethos of Ideal Caribbean Person. The regional policy was formed 

around a collective identification of who the stakeholders are, what makes them unique, what is 

shared, and how, within that framework policy systems are described and formed. Goal setting 

persistently references the collective ethos to design adaptive systems around goal-focused 

policies. Room is made for knowledge management from multiple contexts and historical bias 

short-cutting since regional learning collaboration is formed from narratives and symbolic 

strategies in the Ideal Caribbean Person. The outcome is complexly linked education policy to 

stainability, development, and poverty abatement practices via regional CARICOM CSME 

legislation.  

With a direct effect on human capital, TVET now increasingly viewed as an effective 

response to emerging markets, has transitioned fixed industrial centers to technology-driven 

knowledge-based societies and mobility opportunities (Santander & De Lombaerde 2007; UNDP 

2015-2018; Vladimirova & Le Blanc, 2016). As strategic development policy initiatives, TVET 

skills training, when incorporated into migration as sustainability development and poverty 
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abatement initiatives, designs flexibility into a quadruple-loop learning framework. TVET’s 

emphasis on “learning to be” (UNESCO-UNEVOC, 2012, p.17) conceptualized through the 

Ideal Caribbean Person adds well-being contributions that extended to a much larger, 

horizontalized community and attendant policy acts (Thomas-Hope, 2005; Calì & Cantore, 2010; 

Roser, & Ortiz-Ospina, 2013; Gilbert-Roberts, 2014; Jules, 2015; CARICOM, 2015).  

Skilled migration 

The emphasis on “learning to be” expands the implications for TVET as important to 

demographic changes that develop from migration. Migration trends generally, and specifically 

in the Eastern Caribbean, are towards the cities and larger economies requiring skills-based 

training and certifications that are no longer exclusively part of the informal sector. While the 

free movement of skilled persons is already an objective of the CSME (CARICOM, 2020), as a 

wicked problem there is a danger that the larger or more prosperous countries within the region 

will serve as magnets for the most highly skilled persons, creating a brain-drain for smaller or 

least developed states (Schmid, 2005; Thomas-Hope 2005; Nurse & Jones, 2009; Calì & 

Cantore, 2010; Gallo, Pisanai, 2016). To balance this out, the 1989 Gran Anse Declaration, 

expressed legislatively by the CSME, facilitates free transit migration policies that encourage the 

return of nationals who have migrated within the region and other Caribbean nationals who have 

migrated out, especially those with specific and required skills to return to the less developed 

regions. To achieve this flow, by design regional skill exchange and retention policies, have been 

articulated through national and regional TVET and academic assessments and certifications 

(Calì & Cantore, 2010; Gallo & Pisanai, 2016, CARICOM, 2015).  

Without, this in place, political instability is perpetuated from social exclusion that comes 

from skills and employability gaps. As a result, and important in the context of migration that is 
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increasingly economic, TVET qualifications are "no longer a proxy for the skills, knowledge, 

and competency of the individual" (Galguera, 2018, p. 60) but become currency “that signals 

national and international value” (Galguera, 2018, p. 60). When regional initiatives central to 

national economies incorporate skilled and certified labor migration policies; national integration 

of migrant workers is strategically, and rationally planned, which reduces negative local 

responses often structured around perceptions that unqualified or equally qualified workers are 

taking jobs (Thomas-Hope, 2002; Heron, 2005; Calì & Cantore, 2010; Roser, & Ortiz-Ospina, 

2013; Gallo & Pisanai, 2016; Mohan, Strobl, & Watson, 2018; Braveboy-Wagner, 2018). 

Therefore, regionally certified TVET skills, as a value paradigm to rupture contextual poverty 

formations, extends opportunities for national workers that were once rigidly limited within 

stalled economies. 

Globalization, TVET, and the labor market 

In response to contextual poverty formations to harmonize prosperity, environmental 

conservation, and social well-being, the 2004 Bonn Declaration put forward that,  

education is considered the key to effective development strategies, technical and 

vocational education and training (TVET) must be the master key that can alleviate 

poverty, promote peace, conserve the environment, improve the quality of life for all and 

help achieve sustainable development. (UNESCO, 2005, p. 2).  

The implications are when TVET systems are agilely designed cognitive skills become 

transferrable and can sustainably contribute to transforming globalization into an inclusive 

process (Lundahl, 1992; Heron, 2005; Pienkos, 2006; Nurse & Jones, 2009; Mandle, 2011; ILO, 

2017; Galguera, 2018). However, to harmonize prosperity and inclusiveness in a globalized 

economy, redesigning national education models to include TVET does not come without a cost. 
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Innovative funding mechanisms that anticipate emerging labor markets, requires a diverse group 

of stakeholders, which have increasingly focused on the diaspora (Schiantarelli, 2005; Mandle, 

2011). By encouraging brain-circulation calculated return strategies encourages circular 

migration to redistribute skills shock for smaller countries (Zimmerman, 2014). At the same 

time, outward migration lessens national unemployment (Calì & Cantore, 2010; Schiantarelli, 

2005; Mandle, 2011). Yet, without viable data to develop long-term strategies, the effect is 

decreased development in smaller countries and increased poverty in larger island nations (Gallo 

& Pisanai, 2016; Braveboy-Wagner, 2018).   
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Chapter 3 Methodology 

Aim of the research 

The diffusion of regional policies transformed into policy products, are interpreted and 

modified in a national context. Therefore, if a singular country had been studied the relevance of 

the findings would not sufficiently inform the focus of this research, which in terms of the 

research questions is how policy actors and their relationships with policy entities identify and 

design, interpret, partner, measure, effect, and develop networked knowledge exchanges to 

navigate macro education policy initiatives and lenses. Since wicked problems theoretically 

produce other problems, identifying and analyzing elements, modalities and possible resolution 

models can isolate what this policy terrain offers to policy specialists and practitioners. 

Therefore, the methodological approach was to discreetly address each context’s data as case 

studies, and illuminate comparative data were appropriate. Then in further response to how 

mezzo or micro policy contexts identify and design, interpret, partner, measure, effect, and 

develop knowledge exchanges to navigate macro education policy initiatives and lenses, 

comparatively address all four countries data as indicators of regional policy. 

To achieve this, I implemented an interpretivist paradigm (Burrell & Morgan, 1979) to 

understand the how, what, and why of intrapersonal, interpersonal, institutional, community 

factors, and education policy within the multiple contexts and presence of cross-sector and cross-

boundary policymaking (Akkerman & Bakker, 2011). Further, I employed theoretical and 

methodological triangulation since multiple site case studies tied together by stakeholder and 

policy network matrices informed a wicked problems theoretical framework (Rittel & Webber, 

1973; Knoke & Kuklinski, 1982; Knoke & Yang, 2008; Provan & Lamaire, 2012; Bartlett & 

Varvus, 2014). Additionally, in a loosely post-positivist approach, to further ground qualitative 
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data, descriptive statistical and network analyses acted as a confirmation and bias check for the 

multiple perspectives across or between the policy stakeholders (Fischer, 1998; Johnson & 

Onwuegbuzie, 2004; Ryan, 2006).  

Multi-site modified comparative case studies 

As seen in figure 2, with considerations to Yin and Creswell and loosely patterned after 

Bartlett and Vavrus' 2014 study of learner-centered pedagogy in Tanzania, this research 

approach included a modified comparative case study approach (Yin, 2009, Creswell, 2013; 

Bartlett and Vavrus, 2014).  

Figure 2 Case study model adapted from Bartlett and Varus' study of learner centered pedagogy 
in Tanzania (2014). 

  

Applicably, Bartlett, and Vavrus argue that “global policies, processes, and discourses manifest 

and are transformed in local contexts” (Bartlett and Vavrus, 2014, p. 119). However, germane to 

this research, their singular country focus has structural limitations across regional policy spaces, 

and their implications, nationally and locally. Therefore, where appropriate each case study 

addressed cross-sectional axes as Transversal or historical, Vertical across scales and Horizonal, 

policies in separate contexts, which was then comparatively analyzed to respond to the broader 

implications of the research questions, how mezzo or micro policy contexts identify and design, 
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interpret, partner, measure, effect, and develop knowledge exchanges to navigate macro 

education policy initiatives and lenses.  

This approach was particularly pertinent to wicked problem theorizing since the effects of 

divergent vertical policies are also reformulated within the horizontally and transversally 

networked relationships at national and regional levels. Those policies are then applied and 

reformed further at the micro-national or practice levels (figure 2). That dynamic critically 

affected policy interpretation, reinterpretation, and ultimately socio-economic viability since 

education, at all policy levels in this research, is persistently tied to sustainability, development, 

poverty abatement policies, and GDP measurements. 

Network theory 

As a result, I also incorporated network theory, which is a qualitative and quantitative 

linking approach common to public administration scholarship. Knoke & Kuklinski (1982), 

Milward and Provan (2003), Provan, Veazie, Staten and Teufel-Shone (2005), Knoke & Yang 

(2008) and Provan, and Lemaire (2012) described for public administrators effective and 

efficient networks. As a research approach, Levin, Jacobson, and Levin’s (2017) challenged 

education qualitative and quantitative research as a linear in what is a complex system. For 

public policy stakeholders, Froehlich, Van Waes & Schäfer (2020) and Yousefi Nooraie, Sale, 

Marin & Ross (2020) enhanced Levin, Jacobson, and Levin’s theories (2017) describing network 

analysis as linking qualitative and quantitative data. Therefore, networks in this research were 

approached as qualitative and quantitative linking logical analytics. The objective was to identify 

critical nexuses, changes, influence points, knowledge exchanges, and institutional design 

features within national and inter-national policy processes as well as the types and scope of 

collaborative and institutional learning practices (Knoke & Yang, 1971; Knoke, & Kuklinski, 



 62 

1982; Provan & Milward, 1995; Folke, Hahn, Olsson, and Norberg, 2005). Adding to Bartlett 

and Vavrus’ (2014) comparative case study approach, and to identify wicked problems 

mitigation strategies it was necessary to “make sense of a complex landscape of network 

applications” (Henry, 2021). As a further extension of network theory Henry (2021) described 

four logical network typologies that have relevance to this methodological design. As seen in 

figure 3, those typologies embedded within loop-learning formations, correspond to institutional 

formations that condition tame/wicked problems theorizing. 

Figure 3 Network theory model adapted from Henry, 2021. 

 

Critical to these network typologies are institutional learning environments that condition 

knowledge transmission, exchanges, and diffusion. When connected across a region, individual 



 63 

and subsequent institutional hermeneutics that interpret exogenous knowledge, is central to how 

policy manifests as acts, designs networks that extend or cobble learning across a network, and 

conditions navigational strategies when they become available.  

Research data identified nuanced descriptors of assessment policy expressed as policy 

products. Therefore, two-mode networks were developed, based on stakeholder attributes and 

policy to clarify how structural relationships might affect policy, knowledge flows across the 

network, and in what way that conditions navigational practices. The networks themselves were 

visually expressed by two-mode sociogram graphs comprised of vertices or nodes, which 

represent stakeholder or policy attributes (figure 4) connected to interaction types known as 

edges. As described in figure 4, those attributes are structural levels of institutionally bound 

multilateral, national, regional, national education policy stakeholders. As structural 

relationships, they influence perceptions, conclusions, and overlay values that can be identified 

by education policy acts (Knoke & Kuklinski, 1982; Milward & Provan, 2003; Provan & 

Lamaire, 2012).  

Provan and Lamaire (2012) characterize structural relationships as at least two types. In 

the first type, goals and goal agreement remain intact across highly bridged and linked “whole 

networks” (p. 639) , such as regional policy relationships. The other is “ego centric” networks 

(Provan & Lamaire, 2012, p. 639) where “time and place locales either disappear or are 

suspended when participants are elsewhere” (Knoke & Yang, 2008, p. 5) such as a participant 

country or institutional actors whose positions are sensitive to political. Those relationships 

revealed network link types, degrees of relationships, position, importance on or in the network, 

and common policy products they share or exchange. Importantly, those products suggested 

network goal centrality and types and degrees of knowledge sharing. This differs from 
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substantialist approaches that are norm-based driven by rational choice (needed funding), social 

identity (institutional membership), or are variable centric, such as prioritizing general education 

(Emirbayer, 1997; Mohr, 2013).  

However, this research did not disregard the important effects of identity responses on the 

network. Addressing this, scholars Provan and Lemaire (2012) and Jacobson and Levin (2017) 

rightly assert there are nuanced structures of interconnected systems that address routine and 

non-routine problem management, creating a messy system central to wicked problem 

theorizing. Not from an ANT theory perspective but descriptively related, Fenwick and Edwards 

(2011) explain this as “messy objects and multiple real[alities]” (p. 709). As such, seemingly 

thrown together polices from siloed or nodal network actors can create groupings of divergent 

views from managers in and managers of networks (Simon, 1969, 1991; Newman, 2010; 

Milward & Provan, 2003). Those views then cross transversally or intersect network lines 

forming separations or gaps in and between policy actors and enactments tied to networks.  

Context of the research 

The research sites, Jamaica, St Lucia, St Kitts and Nevis, and Dominica were selected for 

the following reasons. With relatively even GDP distributions, they are arguably middle-income 

countries that cover the breadth of the classification (World Bank, 2016). The rationale for the 

selection of middle-income countries was they are important recipients and enactors of high-

income country policy directives (World Bank, 2016; UNESCO, 2016, CARICOM, 2017, Frick, 

2018). Further, attendant education funding is tied to the World Bank and IMF initiatives. 

UNESCO serves as a policy consultant, while they are also tied to regional financial actors such 

as the Caribbean Development Bank to name a few. Moreover, the research countries directly 

participate in the globalized market (CARICOM, 2016). As a result, they are economically 
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strong enough to internally direct development, sustainability and poverty abatement initiatives 

that include education policy within GDP increase strategies. Additionally, the countries share a 

long history of K-20 education and relatively consistent data collection and analysis practices 

(UNESCO, 2016). Poverty distributions parallel education attainment, while location, direct 

policy, and economic ties have important policy relationships with high-income countries (World 

Bank, 2016; UNESCO, 2016, CARICOM, 2017). Each country is actively engaged in regional 

education policy initiatives that include TVET. That engagement affects, and is affected by 

international policy from present multilateral, regional, and national education policy initiatives 

(Jules, 2015; World Bank, 2016; UNESCO, 2016, CARICOM, 2017).  

Research Participants 

As this research focused on participants with similar traits, life experiences, and are 

experts in their fields, I employed purposive sampling and snowball effects (Creswell & Plano 

Clark, 2011; Creswell, 2013). Snowball effects added to the design since research participants 

suggested other experts or important policy network actors not already known or considered. As 

both a homogenous and expert group, interviews were conducted with: 

1. Ministers of Education. 

2. Chief Education Officers. 

3. Directors and program heads responsible for TVET programs. 

4. TVET Council members. 

5. Locally based international agency representatives.  

6. Political figures that engage in regional education policy initiatives. 

7. Higher education scholars and leaders.  
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Adhering to strict IRB human subjects research policy, pseudonyms in figure 4 reflect 

responsibility levels, technical content portfolios, and mandates that are civil service or political 

appointments. The rationale for this is most countries have only one person in their role or in 

some cases two. Since the analysis focused on policy and policy outcomes, a country was 

identified when a policy approach was distinct and important to that country, while having a 

substantive effect on the whole policy terrain. 

Figure 4 Research participants, their roles, and hierarchical links. 

 

As seen in figure 4, roles were disaggregated by institutional hierarchical levels and/or where 

the participant intersects with the organizational field. Levels 1-4 are indicative of 
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operationalized bureaucratic systems; Level A includes independent agents with important 

influences on the Levels 1-4 policy field. Level B includes programmatic actors related to Levels 

1-4 policy fields, and Level C is the application of all Levels’ policy exchanges. Those roles 

were studied in and across countries to identify components of the research questions and how, if 

at all, contextual differences were relevant to policy navigation. While figure 4 indicates 

organizational hierarchy and communication schemes, all participants in the chart centrally 

address TVET policy whether it is for them, conceptual, or actionable.  

Interview questions 

Interview questions addressed participant knowledge, type of relationships with their 

policy counterparts, and how that has affected their understanding of education, education 

policy, TVET, and general education (appendix a). Questions also covered how gained 

knowledge from their policy counterparts supported or changed their understanding of education 

policy, regionally, nationally, and locally. Other questions addressed the ways economic 

pressures affected their decisions and abilities to comply with or develop education policies, 

regionally, nationally, and locally.  

Interview data 

Employing a circular questioning technique, qualitative data was gathered and coded 

from twenty-four 40-120-minute semi-structured, open-ended interviews (Carspecken, 1996; 

Yin, 2009; Lichtman, 2012; Evans & Whitcombe, 2016). Circular questioning is a methodology 

used by human rights observers and journalists as a validity and bias check. By annotating 

important statements, I circled back several times with different questions to gather more precise 

information and/or to clarify the interviewees’ statements. These techniques allowed for a deep 

and whole view of phenomena, decisions, events, and actions of the research participants 
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(Charmaz & Belgrave, 2012; Lichtman, 2012). That presented opportunities for deeper 

discussion and multiple explanations from participants to capture a holistic view of events, 

perceptions, actions, and interactions between policy actors and their subtleties to generate rich 

data (Carspecken, 1996; Charmaz & Belgrave, 2012; Maxwell, 2013). That also offered 

relational meaning of perceptions or events and the associations of the people involved (Evans & 

Whitcombe, 2015). Moreover, the trust that develops from direct participant contact encouraged 

thicker description (Carspecken, 1996). Those data also informed network data gathering that 

included institutional designs that effect joint work relationships, knowledge transference, 

diffusion, exchanges, policy acts, and identification of relationally linked policy. 

Further data 

To inform the types and kinds of empirical measurements used and identified by 

policymakers, quantitative data in the form of student demographics, enrollments assessment 

performance, and financial reports was collected, and when available, checked against public 

ministerial websites, documents and national news reports of ministerial data, multilateral 

publications, and common commons web sites. Related policy data was gathered from public 

ministerial white and green papers, and attendant policy organizations that include UNESCO, 

UNICEF, IMF, the Caribbean Development Bank, CARICOM, the OECS, CXC to name a few. 

To inform participant perceptions, environmental scans compiled data from pre and post 

interview field notes, unsolicited informal informants, contemporaneous radio, and television 

broadcasts, newspaper reports, and attendance at a public diaspora conference that included 

speeches from research participants and informal informants. Photographs were made to describe 

environmental patterns, behaviors, concrete outcomes of policy and to annotate references made 

during interviews. 



 69 

Data analysis 

Environmental scan data developed preliminary themes. As indicated in figure 4, 

participants were reassigned pseudonyms. Over 500 pages of interview transcriptions were 

treated to inductive and deductive analysis to develop over-arching and sub-theme categories. To 

develop final overarching theme codes and subcodes those were compared to initial 

environmental scan themes and repeated until arrival at saturation.  

The transcriptions were then coded according to the over-arching and sub-themes using 

qualitative research software, NVivo 12 Pro (Charmaz, & Belgrave, 2012). Code continuity was 

applied across the four countries. Participant and country distributions were analyzed to 

determine relationships between participants and countries to identify policies and prevailing 

policy perceptions and relationships across the region. Critical policy variables as related to 

participant roles and by country were identified. Code frequencies were triangulated with other 

data to verify policy foci, perceptions, and the policy environment. Coded response data was 

then treated for descriptive statistics and network modeling (Thurmond, 2001).  

Networks 

As a link between qualitative and quantitative research, and a further form of 

triangulation, a logical analysis approach identifies how coded relationships and policy flow 

across and through a network. The objective was to map knowledge exchanges across the region 

and the effect of institutional designs in and between national and regional stakeholders. Then to 

detect transversal exchanges in any policy learning environment, key knowledge actors, 

knowledge flows, and power networks were identified. Using Nvivo 12 Pro to design national 

and regionally linked network sociogram graphic models, relational participant links were coded 

by country participant attributes, which included institutional levels, portfolio responsibilities 
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(figure 4), and when relationships to another participant, or a reoccurring policy was mentioned 

and described (Brown, 1991; Froehlich, Van Waes, & Schäfer, 2020). The network coding 

model employed a unidirectional, directed, and undirected description of participant or policy 

relationships: 

• Symmetrical (Marion ‘works with’ George)  (Unidirectional)  

• One way (Marion 'employs/employed' George)  (Directed) 

• Associative (Marion and George ‘know’ each other)  (Undirected) 

Directed network graphs were useful to verify organizational structures and systems. Relevant to 

tracing policy exchanges and principal knowledge actors, undirected graphs described by whom 

and what knowledge is shared across the network. Unidirectional graphs determined sources and 

policy subject knowledge spreads. Responsive to the four network typologies in figure 3 (Henry, 

2021), and the research question, in what ways are policy actors connected, what conditions 

those connections, and what knowledge is shared across networks, I was able to identify 

independent variables or outputs that were reoccurring policy end-of-program assessments, and 

correspondent policy environments. As dependent variables I was able to identify what gave rise 

to or conditioned the networks, such as institutional design, regional knowledge flows and 

attendant policy perceptions and issues. 

Centrality measurements. 

As a quantitative expression of the network sociogram graphs, centrality measurements 

are position characteristics that, as metrics, facilities network diagnostics and analysis. High 

centrality scores were useful to empirically identify who the important network actors are, and 
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trace how, and through whom knowledge is spread across the network. The five measures to 

describe centrality were: 

• Degree: Number of nodes a stakeholder is connected to. High scores indicated network 

influencers. 

• Closeness: Shortest path from one node to another identified by the number of in and 

outward ties in a fully connected network. High scores indicated who or what in the 

network has the least encumbered access to knowledge.  

• Betweenness: As a measure of bridging ability, is the shortest path between nodes in fully 

a connected network. High scores indicated the node/stakeholder/policy’ ability to make 

connections. Relevant to knowledge exchanges, what knowledge and to whom it is 

diffused indicated power and social capital over the network.  

• Indegree: Directionality of the nodes’ relationship indicated reception/receptor of 

knowledge. 

• Outdegree: Directionality of the nodes’ relationship indicated knowledge source or 

disseminator roles. 

As an additional form of triangulation, the results described relationship strength as empirical 

markers to regional the policy arena and knowledge flows within and across institutional designs. 

Understanding these connections helped describe and separate mimetic responses from context-

driven innovation, or rationalized adherence to policy. Network centrality measurements also 

pointed to power relationships that advance or design policy initiative navigational strategies. 

Important to institutional design and learning models, high in degree or out degree scores 

confirmed knowledge receptor or diffusion roles in the network. While informative, density 
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(potential connections) and reciprocity (directed networks’ interdependence) data was not 

included because the samples were too small and not appropriate for a two-mode analysis.  

Further, from coded data, project mapping in Nvivio 12 Pro clarified the effects of 

political will, political environments, and civil servants to further identify and verify conditions 

surrounding knowledge exchanges, institutional designs, navigational practices, network 

sociogram graphs and attendant empirical centrality measurements. Line directionality in the 

project maps indicated receptor and transmission roles and relatonships. 

Trustworthiness 

To enhance trustworthiness and confidence findings, triangulation methods were an 

opportunity to uncover the deeper meaning of the collected data and reduce interpretation 

uncertainty in each data set. However, the disadvantages were that it is time consuming and can 

generate conflicts and disharmony from “investigator bias” (Thurmond, 2001, p. 258). To control 

for that in multiple contexts, thick descriptions from purposive sampling had the advantage of 

grounding shared perceptions and events in multiple contexts to find “reasonable extrapolations” 

in the data (Patton, 2002, p. 489). Reasonable extrapolations drawn from open-ended interviews 

revealed perceptions and attitudes; environmental scans uncovered meaning assigned to physical 

environments, or how they were conceptualized, policy documents revealed institutional 

systems, culturally relevant data reporting, or policy processes across a timeline, and network 

analysis informed the conditionality of perceptions and knowledge flow.  

Validity and Transferability 

After some reflection, I rejected post-hoc transcript coding from professionals outside the 

field (Hemphill, 1993; Morse 2015). Although it is common practice, with them comes wide 

variance, which would increase bias and decrease validity from a lack of contextual experience, 
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language competencies, and cultural knowledge. This was particularly pertinent when designing 

networks that generate linked quantitative data and political project maps from coded interview 

text. Therefore, increasing data diversity and code-recode procedures furthered confidence 

treatments (Thurmond 2001). Additionally, triangulation took into consideration the time of the 

environmental factors that influenced collected data, while responsive to differences between the 

four countries. As such, the appearance of consistent but temporal policy acts, such as teacher 

training initiatives, were not rejected because they had an important system and policy outcome 

relationship to broader and historical policy initiatives. To further assure transferability I also 

found that the utility of gathering environmental data and triangulating it with other data such as 

ministerial and multilateral documents, interviews, news reports and interviews, longitudinally 

captured applied macro policy initiatives and impacts at the mezzo and micro levels.  

Bias 

The criticisms of qualitative methodologies include the danger of researcher-applied 

realism or bias, and that different sets of data are equivalent and weighted the same (Creswell & 

Plano Clark, 2011; Charmaz, & Belgrave, 2012; Yin, 2009). I argue that the type and diversity of 

gathered data responds to two critically important aspects of the research and participant 

experiences. The participants work daily with the data and interpret its use and meaning. 

Therefore, the participants will indicate data weight and relate it to their own meaning. Interview 

bias from a specific sampling was mitigated by the application of snowball effects, since they 

yielded new individuals within homogenous groups. Bias risk was further diminished by 

spectrum sampling across the organizational field and institutional hierarchies, in multiple 

countries, and when possible, opposition political parties.  
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An added effort to reduce bias was the choice of accommodation during the field 

research. Securing inexpensive Airbnb™ accommodations enhanced environmental scans. With 

respect to national economic scales, I found accommodations in economically middle range 

neighborhoods. That strategy ensured that I was not isolated or surround by expatriates and 

holidaymakers. That choice offered unencumbered access to cultural composites such as 

religious centers and markets to enhance community circulation and event observations. 

Repeatedly asked about accommodation, my response increased participant trust and reduced 

bias, because a demonstrative effort was made to participate in and understand context and 

culture.  

Transportation choices on public busses, walking, and in two cases a private or semi-

private taxi were also part of bias controls. Taking a taxi in some countries was compelled by the 

populations’ security concerns for me, or geography that profoundly limited mobility. Using the 

same private or semi-private taxi driver developed trust and facilitated informal informant data 

gathering. Using public buses enabled data gathering on economies of scale, cultural 

communication, conditional exchanges, and public responses to radio news transmissions that 

included politics, education policy, and economics connected to global warming issues from 

recent hurricanes. It also facilitated perceptions testing of tourism and tourist data, since tourist 

typically do not use public transportation.  

Walking, especially before interviews began, afforded a more careful inspection of 

economies of scale, listening to related discourse content, and unobtrusive environmental scan 

data collection. Moreover, since the scale of most capitals was small, my daily forays from 

residence to field and back required taking the same or similar routes. Over time, neighborhood 
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residents became familiar with me. That developed increased curiosity, trust, and additional 

environmental scan data collection from unsolicited questions about the research subject. 

Limitations 

Limitations of this research include the availability of the research participants, although 

24 participants yielded enough data as evidenced by information saturation and data source 

triangulation. Since participants were selected for their policy roles, and each country often has 

only one person in that role, sampling across countries assured that data was not skewed by the 

lack or presence of a single representative role in any one country. Also important to collection 

was who would not participate, and what roles they had within organizational, administrative, 

policy and political contexts. To interpret the context and meaning, those data were included. 

Another limitation was the focus on macro and mezzo policy actors. Local actors, such as 

principals, teachers, parents, and students were not formally included in the research. That was 

resolved during environmental scans with informal informants, such as principals, teachers, 

parents, and students. The final limitation was the use of Nvivo 12 Pro to develop networks. 

While not a robust statistical software like R, the centrality measurements and sociogram graphs 

generated largely enough data that respond to the focus of this research, aspects of the policy 

process, what emerges from the process, what conditions learning and the influences of the 

network on them. 

Researcher positionality 

Initiating the focus of the research inquiry, I worked for years as a Career and 

Technology Education (CTE) educator, and as an education policy advocate at the U.S. state and 

national levels. For many years I also worked with international aid and multilateral agencies in 

field and senior level positions. The outcome is I speak Haitian Kreyol fluently. Experience in 
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the region has shown that there is a working language of business and policy, while 

Kreyol/Creole is the language that culturally bonds and develops trust. Therefore, language skills 

were useful during environmental scans and interviews since the differences between Creoles in 

this research were small enough to capture important perception data. My technical background 

forensically analyzing ministerial budgets and navigating ministerial environments, was 

important to identifying participant perception data and how that aligns with concrete policy acts. 

As a further cultural, institutional, and political asset to this research, I have also worked as a 

photographer, journalist, election, and human rights observer. Those experiences were instructive 

on how to recognize and collect data from the complex institutional and cultural terrains. All 

professional experiences enjoyed years of training in political, social, and cultural neutrality 

since none of those roles could be successful without neutrality. To clarify, neutrality is not 

devoid of empathy. Neutrality, in this case, intentionally implies that such training underscores 

the irrelevance of, or utility of, one’s background and perceptions in a different context.   
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Chapter 4 Jamaica Case Study 

Background that influences participant perceptions  

Administratively divided into nine parishes, Jamaica’s landmass is 10,991 square 

kilometers (4,243.65 square miles). Jamaica’s population is 2.96 million (United Nations World 

Population Prospects, 2019). 57.7% of the population live in twelve of the largest urban areas. 

Important to education and attendant economic, development, sustainability, and poverty 

initiatives, 42.3% of the population live in rural areas.  

“Xaymaca” or land of water and wood from the indigenous Taino, was renamed 

“Jamaica” during the 1655 English occupation. The indigenous Taino were decimated shortly 

after Christopher Columbus’ arrival and subsequent Spanish occupation in 1494. Large groups of 

West African slaves filled the labor void. Vast plantation slave labor repositioned Jamaica as the 

largest sugar exporter. Full emancipation began in 1838. The effect was a transition to 

subsistence farming, which threatened the plantation economy. In response, the 1840s saw a 

large influx of indentured Chinese and Indian labor, and shortly after the dissolution of the 

Ottoman Empire, immigrants from the Near East. 

Languages are English and Patois. Over time, Rastafarianism grammatically enhanced 

Patois. Religious distribution is predominately Protestantism with a large percentage that is 

evangelical. Other protestant groups are British church Anglicans and Rastafarians (1.1%). With 

no available distribution data Obeah, was historically important to the social and political history 

of Jamaica. Without an explicit theocracy, its healing and justice seeking practices are similar to 

other African slave diaspora religious practices like Vodou and Santeria. 

Context and Class 

Political context. 
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Jamaica achieved independence in 1962. As a member of the Commonwealth, Jamaica’s 

head of state is the British Monarch who, advised by the Prime Minister, appoints a Governor 

General as their representative and executive authority. As a functional power of checks and 

balances, their authority includes dismissal of any incumbent elected official including Cabinet 

and Prime Minister. They also have the authority to dissolve parliament or call for elections 

without Prime Ministerial consultation. Politically, Jamaica’s parliament is bicameral where 

legislators sit in separate houses. The advantage is stability, and a system of checks and balances 

to mitigate abuses of power while providing a minority voice. The disadvantage is gridlock, and 

unequal representation, which resists, slows, or stalls new legislation. 

Economic context. 

Conditioning siloed wicked problem tensions, the Jamaican economy is agricultural with 

products such as cane sugar, rum, spices, tobacco, cacao, coffee, and fruit representing 1/20th of 

the GDP. Fishing, mining, manufacturing is 1/8th of the GDP. Export trade is 1/6th of the GDP, 

and services including banking and tourism representing approximately one half of the GDP. In-

bound tourism represented 95.9% of direct gross GDP input and 20% of the GDP, while GDP 

growth in the last decade has remained steady at 1% (STATIN, 2018). With an effect on 

education funding, while historically the GDP has increased to 1.6%, each weather-related event 

(hurricane season from July through November) has made the economy vulnerable enough to see 

an average GDP reduction to .9%. By the early 21st century the Jamaican export banana industry 

was restructured for local market consumption. By 2010, the government sold its sugar industry 

to a Chinese company. In response to variable demand, during the same period Russian 

entrepreneurs replaced US aluminum manufactures (Britannica,2019; Reuters, 2010). Despite 
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restructuring efforts, in 2019 the IMF reported Jamaica’s indebtedness as one of the highest at 

145% of the GDP from “decades of weak policy implementation” (IMF, 2019).  

Country classifications that create structural imbalances 

In response to the research question what factors affect applications and interpretations of 

international policy initiatives with local initiatives, is what conditions them as wicked problems 

paradigms. Classified as an upper middle-income country, in 2004 the World Bank reported a 

GINI coefficient of 45.50 indicating high poverty and widely uneven wealth distribution. 

Conversely, UNDP 2019 reports a HDI score of .734 indicating high human development. While 

there was a 13.8% increase from 1990 from.645, Jamaica remains below average for Latin 

American and Caribbean countries. The increase was primarily from reported mean number of 

years of schooling as tabulated in the human capital index (HCI) indicators. Those rates were: 

expected years of schooling (11.4), harmonized test scores (387) and learning-adjusted years of 

schooling (7.1) yielding a human capital index of .52. However, that does not displace the 

inequality-adjusted human development index (IHDI). Nestled between Palestine and Algeria, 

Jamaica’s .612 IHDI, includes birth expectancy, education inequality, and income (World Bank, 

2020).  

Macro education policy in a globalized economy 

Education as economics 

Economic resiliency efforts. 

Despite divergent country GINI, HDI, HCI and IHDI data, confirmed by all data 

collected in this research, economic resiliency efforts underway include education policies 

toward proximal off-shore service-based technology, blockchain digital transactions, and 

computing or Information Communication Technologies (ICT) training. Additionally, in 
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partnership with the IMF, a recent comprehensive reform initiative included public sector 

governance bodies. The focus is to redesign institutional systems and employee compensation 

frameworks. The projection is structural government reform, that includes Public Private 

Partnerships (PPP), civil and union stakeholders to decrease historical growth limitations such as 

infrastructure and labor skills gaps. Those efforts, verified by environmental scans and interview 

data, include skilled labor market. To reduce poverty and crime by generating access to income, 

they include training through the adult focused Heart Trust/NTA, and the ministry of education’s 

nascent reformation efforts towards vocational education at the secondary school level. The 

overall thrust of this design was to sustainably increase social and safety support entities (IMF, 

2019).  

Belying the IMF initiative, data revealed multilateral, and private sector counterpart 

relationships to education policies developed between and among national and regional policy 

actors were formed around vertical, risk-adverse, institutional frameworks, which mimic U.S. 

hollowed out government practices. While risk-taking in face of multilateral funding pressures 

was asserted during interviews with two policy leaders, larger risk-taking outcomes such as 

innovation was protected by formal institutional systems, and moral based cultural frameworks.  

International education policy as knowledge 

Bilateral and multilateral partnerships. 

As risk-taking navigational practices, a Level 2 Ranking Civil Servant Policy Leader 

Vocational Portfolio offered an explanation of institutional culture, which also has some bearing 

on the education practitioners’ responses in Di Gropello’s report. 

So, we establish quite a bit of partnerships in addition to that we have a number of 

international development partners, USAID, International Development Bank, World 
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Bank, UNESCO, UNFPA quite a bit of those international partners. So, education has a 

lot of good will and we capitalize on those for the benefit of the system (Level 2 Ranking 

Civil Servant Policy Leader Vocational Portfolio). 

Indicative of navigating international policy practices seen in Di Gropello’s report they clarify,  

Well, we, well we allow, we, we utilize their resources to direct OUR policy so, they will 

not influence our policies. We have had some experiences before, and we had to stand 

our ground, perhaps lose the funding for that project but they came right back anyway. 

(Level 2 Ranking Civil Servant Policy Leader Vocational Portfolio). 

How that is achieved, and to what degree, is relevant to institutional designs. In Jamaica’s case it 

is navigating through formal and vertical knowledge flows that are framed by the historical 

underpinnings conceptualized in the Ideal Caribbean person. Level 2 Ranking Civil Servant 

Policy Leader Vocational Portfolio explained: 

So, we don't allow them to influence what they want to do, we allow for whatever they're 

providing to be utilized based on the policies that have been set our Minister and 

Permanent Secretary.  

Interviewer: And what gives you the strength to do that?  

Well, I believe that we are a country of principles. There is a particular culture and moral 

fabric of this, of the country, and we are always fortunate to have Ministers who well, the 

Education Act actually speak to the Christian beliefs and principles of our children, 

developed by our Minister, and so we have always had a Minister who understands our 

broad context in terms of where Jamaica is come from and where we are at, and it follows 

the philosophical underpinnings of education in Jamaica, so it's not very difficult. So, if 

we have to start on a point of principle, which we have had to do in the past, then that is 
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what we do. I am a civil servant, so there are, something, I have to be directed, but I have 

never been faced with a situation where the ministry’s decisions conflict with my 

personal values. (Level 2 Ranking Civil Servant Policy Leader Vocational Portfolio). 

PPP partnerships 

However, and in response to the research question, in what ways does that navigation 

affect education policies developed between and among national and regional policy actors, 

multilateral, and private sector counterparts, despite conceptual alignment with the IMF’s 

initiatives, as vertical organizational systems, institutional frameworks were duplicative of U.S. 

hollowed out governance practices (Milward & Provan, 2000). To contractually source work 

training projection data, the private sector enjoys closely tied network partnerships. 

It may be that sector maybe experiencing saturation, and so there are other areas that may 

be emerging. So, because of that saturation, hotels maybe looking to construct new 

properties, and so the construction maybe what is in demand. So, we look at the BPO, 

Business Process Outsourcing industry. That industry is growing, and our training 

programs are responding to this because a lot of investment is coming into the island 

along the BPO track. We have proper buildings going up, massive buildings that they 

want to come into Jamaica to invest in BPO, and so the Heart Institutions and the CTI 

and the private providers they are trying to respond. But they're responding, so they're 

training a lot of persons to fill those jobs, right? (Level 3 Civil Servant Policy Leader 

Vocational Portfolio). 

As a market-based model, the outcome is demand driven skilled labor training, that assures 

maximum labor performance value without commiserate compensation. 
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So, we've merged those programs into what is known as a general construction program. 

General Construction Program has those three facets all wrapped up. So, in that person, 

when he or she is trained would be able to perform the role of a mason, the role of a steel 

fixer, the role of a carpenter, yeah? And so, we realized that we've trained them like that, 

they're the ones that get a job, because they are multi-skilled, they are multi-talented so 

they can perform at a higher level. (Level 3 Ranking Civil Servant Policy Leader 

Vocational Portfolio). 

Further confirmation of the economic tensions and engagement of PPP partners, environmental 

scan data included labor union strikes across several industries because the workers had not been 

paid in several months but were required to work or lose their positions. These data offer 

institutional context for the following labor economy data, and how context conditions national 

and regional policy actors’ navigational practices vis-à-vis international policy. 

Labor economy and poverty 

By 2017 estimates, the labor force was 1.348 million or 47% of the total population 

(World Bank, 2017). Representing 70% of the GDP, the major labor economy is services-based 

(21%). Confirming the rationale for the IMF (2019) economic resiliency efforts, the primary 

labor market is the public sector, which the U.N. describes as bloated and rife with corruption 

(UN, 2018, IMF, 2019). Unemployment disaggregated by gender is 29.2 % female and 20.1% 

male. A 10% differential for female unemployment is important since UNICEF (United Nations 

Children’s Fund) indicates that females support four other persons (UNICEF, 2018). 2018 

Jamaican youth (ages 15-24) unemployment rates total 24.1%. Therefore, protracted poverty is 

high for these populations.  
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To further confirm HDI data and how that might relate to economic resiliency efforts, 

Jamaica’s multidimensional poverty index (MPI) is calculated by health (42.1%), education 

(17.5%) and standard of living (40.4%) which contributions to an overall population deprivation 

score of 4.7%. Within are persons vulnerable to multi-dimensional poverty (6.4 %) and severe 

multidimensional poverty (0.8%). As relative impact and belying its country classification as an 

upper-middle-income country, the World Bank reports increasing poverty ratios from 9.9% in 

2007 to 19.9% in 2012 (World Bank, Global Poverty Working Group 2020).  

Skilled Migration 

In part because of high unemployment rates among students and skilled workers, and 

despite receiver countries’ proportionally low migration rates by population, Jamaica had a high 

origin country migration rate (IOM, 2018). United Kingdom (UK) reduced historical migrant 

flows from restrictive laws in the 1960s. In contrast, the U.S. and Canadian education and skilled 

migration laws incentivized inward migration (Glennie & Chappell, 2019). In 2008 there were 

673,000 Jamaican born immigrants living in the US, in Canada 123,500, and 150,000 in the UK. 

Of those, 90% would remain permanently (Glennie & Chappell, 2019). By 2010 the IOM and the 

World Bank reported that 985,500 immigrants were living outside of Jamaica, or 36.1% of the 

population. By 2017, 9,493 Jamaicans were living in the Cayman Islands, and an additional 

16,000 working on a temporary basis. Representing 5.4% of the expatriate population, Trinidad 

and Tobago census data counted 1,466 Jamaicans. By 2017, the IOM estimates of Jamaicans 

living and working abroad were 1,233,144 persons or 41% of all Jamaicans (Chappell, 

Angelescu-Naqvi, Mavrotas & Sriskandarajah, 2019; Glennie & Chappell, 2019). 

Education level data revealed that Jamaican labor migrants are wealthier than the average 

nonimmigrant. Aligned to skilled labor incentives, Jamaican immigrants in Canadian and U.S. 
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were more likely to have attended post-secondary institutions and employed at a higher rate than 

the rest of the population (Chappell, Angelescu-Naqvi, Mavrotas & Sriskandarajah, 2019; Alex 

Glennie, 2019; Glennie & Chappell, 2019). Of those, higher rates of Jamaican women held 

bachelors’ degrees than men. Labor sector concentrations were educational services (raising 

home country brain drain concerns), health care and social services, while lower skilled 

employment visas were issued for seasonal farm labor and hotel staffing (Chappell, Angelescu-

Naqvi, Mavrotas & Sriskandarajah, 2019; Glennie & Chappell, 2019). However, regional 

migrants Caribbean Vocational Qualification (CVQ) certifications facilitated by CARICOM’s 

CSME free trade agreements, were limited by receiving countries inconsistent certification 

agreements (Alex Glennie, 2019). But, by 2019 2% all Jamaican households had one or more 

immigrant members. 15% have immigrant members living overseas, and 28% have members 

who have returned from living overseas (Chappell, Angelescu-Naqvi, Mavrotas & 

Sriskandarajah, 2019). 

To support those that remain behind, 2006-2015 remittances represented 14% of the GDP 

and 16.3% by 2016 (Chappell, Angelescu-Naqvi, Mavrotas & Sriskandarajah, 2019; Glennie & 

Chappell, 2019). As a result, the World Bank ranks Jamaica as one of the highest remittance 

receipt countries (Alex Glennie, 2019). The largest flow of remittances came from the U.S. 

followed by the UK, Canada, Cayman Islands, and other Caribbean countries. During economic 

downturns there were minor reductions, while the amount and frequency corresponded to the 

degree and commitment of “first-generation Jamaicans residing abroad” (IOM, 2018, p. 81). The 

majority recipient went to female head of households (52.2%). Primary remittance expenditures 

were supplements to cost-of-living expenses. Higher frequencies but at lower rates went to 

poorer households. Education was the third largest remittance expenditure, while the rest went to 
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long-term revenue generating investments (Chappell, Angelescu-Naqvi, Mavrotas & 

Sriskandarajah, 2019; Glennie & Chappell, 2019).  

Return factors were family, sufficient wealth building, completing an education or 

employment contract. Of those returning, 88% worked in nonmanagerial positions, 8.5% had 

achieved a post-secondary education, and the rest returned with a similar primary and secondary 

level education as the general Jamaican population. These data substantiate brain drain 

patterning based on high skilled labor and post-secondary education. (IOM, 2018; Chappell, 

Angelescu-Naqvi, Mavrotas & Sriskandarajah, 2019). 

Education 

Ministry of Education, Youth, and Information  

“Every Child Can Learn, Every Child Must Learn”  

Vision Statement  

“A globally competitive and innovative education and training system, producing 

informed, socially conscious and empowered citizenry.”  

Mission Statement  

“Providing quality education and training in a caring, inclusive and enabling environment 

to engender sustainable development.” (MOEY, 2020) 

These statements indicate a blended education focus, and the shared citizenry profile described in 

the Ideal Caribbean Person. 

Education Act 

The current Education Act was established in 1982. It is predated by the 1963 

Independence Plan called the 30/70 that designed modes of financial access to schools for 

children without means and social standing. The New Deal for Education (1966) established 
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teacher training. The Education Thrust (1972), which furthered teacher training was formalized 

by some of the tenets of the Ideal Caribbean Person. Tied to it, the National Corps of Service 

required government expenditures to educate all students as a conceptually blended academic 

and vocational education model (Keith, 1978; Woolcock,1984; Miller, 2000). 

The 1982 Act indicated that school was compulsory of children between 6 and 15 years 

old. Vocational education is mentioned only twice under Part 1 section 2 “community college” 

(p.3), and Section 3 4 (d). Under the power of the Minister, “to establish, maintain and assist in 

maintaining such technical institutions and training centres as he [sic] may consider necessary to 

fulfil the requirements for technical and vocational education” (p.7). However, technical 

education under training institutions and tertiary education in section 4b. Part I Section 2 (b), 

describes a ““technical institution” as any college, high school or other institution established for 

the purpose of providing for studies, training or research in technology, science, commerce, 

dance, music or art, or such other discipline as may be prescribed” (p. 3). That broad description 

of “technical,” suggests a somewhat blended educational system. The prescribed foci also adhere 

to the initial skilled labor migration criterion of CARICOM’s CSME. However, assessment 

content is differentiated by the Ministry of Education as academic for the regional Caribbean 

Examinations Council (CXC) Caribbean Secondary Education Certificate (CSEC) exams.  

Political context of labor and education 

Therefore, in further response to the research question what factors affect applications 

and interpretations of international policy initiatives with local initiatives, as an intuitional 

formation, 1982 also saw the establishment of the Human Employment and Resource Training 

Act, which, amended in 1994, founded the Human Employment and Resource Training 

(HEART) Trust and National Council on Technical and Vocational Training (NCTVET). This 
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became their national vocational education model that focuses on adult, and out of school 

students. The Heart Trust/NTA works with the Ministry of Education but, has always been 

housed under the Prime Minister’s office (HEART Trust/NTA, 2021). Environmental scans 

reveled efforts to move the Heart Trust/NTA under the Ministry of Finance. Post hoc, news 

reports confirmed environmental scan data. As an ensemble they further corroborate institutional 

formations from the economic resiliency efforts section.  

Funding and impact 

Because of the political implications of HEART/NTA being housed under the Ministry of 

Finance and Prime Ministers office it was relevant to analyze funding and impact data. 2017 

education expenditures were 5.3% of the GDP while 80% was dedicated to staffing (UNESCO, 

2017). Literacy, defined by all persons over the age of 15 that have ever attended school, was 

88.7%. Disaggregated further, 84% males and 93.1% females were classified as literate 

(UNESCO, 2017). These data point to a 10% higher early exit rate for males. Relevant to that is 

the subsequent effect on crime rates from high male unemployment, which is linked to a lack of 

technical and academic skills necessary in a changing labor market (UNDP, 2019). That has 

established fertile ground for gang violence, which drives a drug trade and lottery scamming 

shadow economy (Harriott & Jones, 2016). Pertinently, high crime rates have a direct effect on 

regional economic and education initiatives centralized around tourism.  

Educational institutions that train future labor forces  

TVET 

Unique to Jamaica, TVET, or vocational education training, is housed under the Heart 

Trust/NTA (National Training Association). Once an independent unit under the Ministry of 

Education, in 2017 the Ministry merged the National Youth Services and the Jamaican 
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Foundation for Lifelong Learning. Their programs and services were rehomed under the Heart 

Trust/NTA. As a result, the Heart Trust/NTA became the single largest human resource training 

program that focuses on vocational education. Indicative of political will, the national 3% payroll 

tax facilitated fiscal solvency (Human Resource Training Act, 1982).  

As a funding scheme to mitigate high unemployment a Level 2 Ranking Civil Servant 

Policy Leader Vocational Portfolio clarified distribution and resource modalities. 

Well, the Heart Trust, provides about, close to a billion dollars [JMD] support for the 

ministry that is used for specific programs. But we do not benefit directly from that 3 

percent. But we are, over the last two or three years, we've been getting quite a bit of 

resources, so things are moving relative well.  

Interviewer: And how have you been getting them?  

From the government, the government provides, there's a budget, the Ministry has a 

budget of upwards of 102 billion dollars [JMD] which is to pay staff and also to take care 

of services. Of course, there is a lot of goodwill in education. So, there are private sector 

companies that provide support for some schools, there is alumni’s that also provide 

support, and there's also the Danforth Group that provides support for schools as well. 

(Level 2 Ranking Civil Servant Policy Leader Vocational Portfolio). 

The Danforth Group is a private Jamaican paper board packaging group.  

The Heart Trust/NTA enrolls students starting at the age of 18, and/or adult students that 

have not completed high school. The regulatory arm of the Heart Trust/NTA, the National 

Council on Technical and Vocational Education (NCTVET) approves and accredits vocational 

programs that include post program assessments, the NVQ-J, which is based on national 

competency standards and the CVQ-J on regional competency standards (Alex & Glennie, 
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2019). In secondary schools vocational/TVET programs are predominately found in 

comprehensive schools or technical high schools. Environmental scans confirmed few TVET 

programs are found in highly ranked schools. When identifiable they are captured under STEM-

based programs like Information and Communications Technology (ICT) (World Bank 2011, 

ILO, 2014). These data clarify vertical institutional systems that determine funding distribution 

for vocational training, the limitations of the 3% funding source and important role of PPP 

partnerships on policy. 

Post-secondary schools 

Tertiary education is comprised of five Community Colleges (1 each in St Andrew, St 

Ann, St James, Clarendon, and St Catherine parishes), 5 Teacher’s Colleges (3 St Andrew, 1 

each St James and Manchester), 7 Technical Discipline Colleges (1 each St Andrew and Hanover 

parishes), 5 Multidisciplinary Schools (Heart/NTA schools) and 1 Degree Granting four-year 

University (Kingston and Montego Bay). Other post-secondary institutions include six 

Heart/NTA/ vocational and resource training centers, one Vocational Training Development 

Institute (VTDI), as well as privately operated auxiliary vocational schools.  

High tuitions and fees established multiple guarantor-based interest loan schemes. 

Employment and commiserate salaries have initiated a bond system for professional studies 

students wishing to complete or continue their post-secondary education outside of Jamaica or 

those studying nationally to be teachers (Jamaica Observer, 2011; Smith, 2017). Analogous to 

the conditions of the 1833 Slavery Abolition Act, students accepting government financing may 

not work abroad, but must serve in their trained professional capacity for a prescribed period. 

Bonded students must commit to serve a period relative to their indebtedness. Not included in the 

bonding scheme are grants under USD $3,500. Indebtedness at USD $25,000 or more requires 
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five years of employed service in Jamaica. When the indebtedness is not paid, each defaulter’s 

photograph is published in the newspaper, and at the post office (Jamaica Gleaner, 2020). 

Therefore, the factors that affect applications and interpretations of international policy 

initiatives with local initiatives is long-term salary projections incentivize professional studies 

graduates to pay off their bonds without returning (Glennie & Chappell, 2019). As of 2011, 5% 

of trained teachers totally defaulted and were untraceable, while another 15% “do not return to 

the classroom but work out their bonds elsewhere” (Jamaica Observer, 2011). 

Teachers 

As to what factors affect applications and interpretations of international policy 

initiatives with local initiatives, and in what ways are national and regional strategic education 

policy initiatives designed, developed, measured, and determined to be effective or ineffective, a 

teacher’s diploma is awarded after successful completion of a six to twelve-month program at a 

college, most of which are two-year Colleges, and a few Bachelors’ degree-awarding 

institutions, or training in teaching instruction, or in the case of vocational education from 

Heart/NTA/ Vocational Training Development Institute (VTDI). Teaching certificates are 

awarded after registration with the agent for the Ministry of Education the Jamaican Teaching 

Council, and submission of standard documents that include an attestation of moral character. 

Teacher certifications are awarded from an:  

“educational institution” means any school, technical institution, training centre, teachers 

college, community college, institution of higher education or such other institution as 

may be prescribed; teachers college means any institution established for the purpose of 

training teachers for service in public educational institutions; A person shall not teach or 
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be employed as a teacher who may in a public educational institution unless he is as a 

trained teacher (Jamaican Education Act, 1982, Part V section 34-36). 

After these steps teachers are awarded a certificate, appointed, and receive tenure. In practice, 

data from the 2018-2019 Education Statistics report details and categorizes employed untrained 

teachers as those with a tertiary level certificate or diploma, as a pre-trained, or an untrained 

university graduate. The 2018-2019 Education Statistics reports 81.3% of all secondary teachers 

as trained and 18.6% as untrained. Technical high school fare slightly better at 83.2% and 16%, 

while Agricultural and independent schools rank lower in trained teachers at 70.1% and 

untrained at 29.8%. As of 2012, principals were required to have a teaching certificate. The view 

of the Minister who later that became the Prime Minister, was leadership is defined by 

instructional leadership, not solely management (Jamaica Observer, February 05, 2012). As an 

institutional design, and reflective of the 2019 IMF report, relevant to this is licensure controls 

preferential appointments since Ministries have connected relationships. 

Secondary schools 

In 2018-2019, 210,402 students enrolled were enrolled in 154 secondary high schools. Of 

those are 15 Technical High Schools (2 each Kingston, St Andrew, and St Catherine, none in 

Portland and Trelawny, and 1 each in the rest of the parishes)1 Agricultural High, (St Elizabeth 

parish) and 31 Independent Schools. Proximal to the capital Kingston, the largest clusters of 

secondary schools are St Andrew (26), St Catherine (21) and Clarendon (16) parishes (Ministry 

of Education, Youth, and Information Education Statistics, 2018-2019). As per the ministry,  

Secondary Schools are classified on a point system depending on the course duration. 3 

Year course - 3 points per student 5 Year course - 4 points per student 7 Year course - 5 

points per student Technical High Schools are allotted 5 points per full time student 
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(Ministry of Education, Youth and Information Jamaica School Profiles 2015-2016, p. 

vi).  

Secondary schools are separated by Lower School forms 1-3 (ages 10-13/14), Upper school 

forms 4 and 5, and Sixth Form (divided into upper and lower sixth). Lending some clarity to 

male-leaver crime rates, and the research question in what ways are national and regional 

strategic education policy initiatives designed, developed, measured, and determined to be 

effective or ineffective, the 2018-2019 Education Statistics Sector Overview maps educational 

tracks exit points for secondary students. Duplicating Dunn-Barnett’s (2015) CVQ framework 

for the regional assessment body the CXC, a binary two-track formation was confirmed on page 

3, Education Statistics, 2018-2019, figure 1.1. Grade 8 (form 3) exit to technical high schools or 

to go on to grade 9 (form 4). Grade 9 has the option to pass the ‘Vocational School Leavers 

Certificate” and exit to an Agricultural High. The CSEC is offered at grade 11 (form 5). If 

successful they may continue to (form 6) grades 12 and 13. As a post-secondary transition, form 

6 students take A ‘levels and CAPE exams. Upon completion at an Agricultural or Technical 

school the former form 5 student sits for the NVQ. If successful, their tertiary track is completed 

either at a polytechnical school or Heart Trust/NTA institution. 

Secondary school placement 

As a subset of the research question, in what ways are national and regional strategic 

education policy initiatives designed, the Ministry of Education Youth and Information (2017), 

reports assessments are based on academic subjects distributed as follows: 6th grade that 

transitions to secondary school, are tested on all three assessment types. The assessments are 

weighted; 30% for ability and 70% for curriculum and performance. Theoretically school 

placement is determined by: 
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The placement mechanism will remain the same with students having seven (7) school 

choices. The first 5 choices will be any school of choice across the island. The 6th and 

7th choice must be made from the cluster list of schools. The assessment results will also 

be made available as is customary during the third week of June. (Ministry of Education 

Youth and Information, 2017).  

As indicated however, choice, and getting one’s choice, is relative since schools are ranked by 

student assessment performance, and costs incurred to attend those schools increases 

exponentially with their rankings (Miller, 2013). 

Assessments 

GSAT, PEP. 

In further answer to how are national and regional strategic education policy initiatives 

designed, developed, measured, and determined to be effective or ineffective, secondary school 

placement was based on the Grade Six Achievement Test (GSAT) performance. In 2017 the 

GSAT was replaced by the Primary Exit Profile (PEP), although national implementation began 

in 2019. The difference between the two is the PEP includes assessments that demonstrate “21st-

century skills” (Ministry of Education Youth and Information, 2016). Those are communication 

and critical thinking as a demonstrative means and measurement of student skills and abilities. 

The assessment curriculum supports formal academic subjects: Mathematics, Language, Arts, 

Sciences, and Social Studies (Caribbean political history and the environment). The ability 

section assesses students' “numeracy, verbal and non-verbal abilities, and abstract thinking 

abilities. Requires students to read analytically and demonstrate quantitative reasoning skills.” 

(Ministry of Education of Youth and Information, 2017). However, reviewing the 2018 practice 
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test revealed classic word problems in math and language with multiple choice answers 

responses.  

The performance assessment examines the student’s ability “to perform in real world 

scenarios” (CXC, 2018), and not just to recall information. The “Social Studies CBT Practice 

Items, June 25, 2018, Question 6, Living together” (CXC, 2018) include the complex addition of 

the political institutions partnered with education, and the implication that their inclusion as 

common discourse may have on collective identity or projected aspirations. The inclusion of 

“CARICOM” in the exam question points to normative regional policy and attendant collective 

identity via education. The inclusion of “UWI” or The University of the West Indies whose 

central campus is in Jamaica, tacitly implies access to post-secondary education. The inclusion of 

“CDEMA” or the Caribbean Disaster Emergency Response Management Agency, contextually 

indicates that the effects of global warming are not in debate. Finally, CXC as a regional 

assessment certifying body, which includes TVET, underscored in the line on the exam “This 

organization reflects the true meaning of regional integration,” substantively communicates the 

regional ethos found in the Ideal Caribbean Person, and an integrated policy community that 

includes education as one of its principally tied components.  

Assessment Performance 

As an indicator of institutional design and TVET policy unique to Jamaica, not under the 

purview of the Ministry of Education, the NVQ-J assessment is for “High school graduates, 

School leavers without graduate certification, Workers in the labour force, Re-trenched 

(displaced) workers seeking new skills to re-enter the workforce, Self-employed individuals” 

(NCTVET Jamaica, 2020). There were no performance data for the NVQ-J or CVQ in any of the 

ministerial documents. However, the number of Jamaican CVQ assessments taken were 
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available from the CXC. There were 523 in 2016, 923 in 2017 and 824 in 2018 (CXC, 2018). 

Relevant in these data, as related to school level assessment access, is regional 

conceptualizations for TVET in Jamaica are reserved for post-secondary graduates.  

CSEC. 

Relevant to that, from the Government of Jamaica Ministry of Education, Youth and 

Information, 2018, secondary assessment performance data is captured by the CSEC at grade 11 

and CAPE (Unit 1 and 2) for college-bound students that have completed five years of secondary 

school (see Secondary schools). In 2018 the CSEC assessment had 6,049 fewer registrations than 

in 2017. 89.4% of grade 11 cohort sat for the exam. The pass rate score of 1-3 was 68.4% with 

the highest rates in “Technical Vocational…compared to Arts, Sciences and Business areas” at 

85.6%. Math and English language reported 46.5% and 68.7% pass rates, which was an increase 

of 4.5% and 2.9% from 2017 data. (Government of Jamaica Ministry of Education, Youth, and 

Information, 2018). 

CAPE. 

The 2018 CAPE assessment performance for Unit 1 and 2 reported an average pass rate 

of 91%. Unit 1 that includes French and the performing Arts clusters reported a 90% pass rate, 

while clusters like Financial Service and Math reported pass rates below 70%. Unit 2 Option A 

includes electrical and electronic engineering clusters, and Option B French and performing arts 

reported pass rates of 100%. Financial Services and Logistics and Supply Chain Operations that 

are theoretically TVET subjects reported 31.6% and 55.6% pass rates. (Government of Jamaica 

Ministry of Education, Youth and Information, 2018). What is striking in these and the CSEC 

data is the consistently low math and math subject related scores. 

CAP/HEART. 
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As an interesting effort to recapture needed academic learning for out-of-school students, 

Heart/NTA HEART Resource Training, out of school 11th grade level students enrolled in the 

British City Guilds Career Advanced Programme (CAP) and HEART sit for Math and English 

and Reading three stage assessments. The Mathematics Certification assessment overall pass rate 

was 58.9%, stage 1 at 58%, stage 2 at 52.3% and stage 3 at 71.3%. CAP assessments for math 

reported an overall pass rate at 63%, stage 1 at 64%, stage 2 at 53.6% and stage 3 at 69.9.%. 

HEART math assessment pass rates were over all 85.9%, stage 1 91.7%, stage 2 80.8% and stage 

3 91.5%. English and Reading overall pass rate were 75.8%, stage 1 76.3%, stage 2 70% and 

stage 3 84.5%. CAP assessments for English and Reading were reported as 80.2%, stage 1, 

80.2%, stage 2 71.4%, and stage 3 86%. Overall HEART assessments for English and Reading 

reported were 98.2%, stage 1, 100%, and stage 2 and 3 at 97.8% (Government of Jamaica 

Ministry of Education, Youth, and Information, 2018).  

Transition and Retention 

Relevant to the overall assessment performance and CAP/HEART students, as a reminder 

of the ministerial transition matrix, students in All Grade and Primary and Junior High Schools 

terminate at grade 9, while other secondary school types terminate at grade 11. Therefore, 

promotion or dropout rates are not reported for grades 9-10 or 11-12 but are for grades 7-8, 8-9, 

10-11 and college bound 12-13. Of those, promotions fall off by 11.2% at grade 10-11 and 

another 27% by grades 12-13. Transition from grades 9-10, saw dropout’s average 10.2 % at 

grades 11-12 with males at 11% and females at 8.8%. College bound 12-13 grades saw the most 

severe drop put data with an average of 38.7% of which 40.3% were male and 37.8 females. 

These data confirm earlier unemployment data, with possible reasons for crime and alternative 
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methods of income generation for this group. As the data also suggests, while current education 

models struggle to engage and retain students, the outcome is an unevenly distributed economy. 

Student/teacher ratios 

Relevant to that ministerial transition matrix and what might condition high levels of 

exits a at forms 4 and 5 a Level 2 Ranking Civil Servant Policy Leader discusses the research 

question measurement and effectiveness criterion. 

I have looked at it and I have I've said to myself, why is it that in CXC, CCEG the pass 

rates are so high, but the NVQ is so low? The reason for that, is that our, the students 

would do the CSEG, CXC examinations, they are considered to be even more fortunate 

within the education system. (Level 2 Ranking Civil Servant Policy Leader). 

Aside from an acknowledgement of classism, the question is what else might condition 

measurement outcomes, and determinations of effectiveness or ineffectiveness? Student/teacher 

ratios were important to understanding what “the students would do the CSEG, CXC 

examinations, they are considered to be even more fortunate within the education system” might 

mean. The densest enrollments were in Comprehensive secondary schools, which represent 

31.9% of all secondary enrollments. 3.5% were in technical high schools and marginally less 

than 1% for all other school types, with Agricultural high schools at the lowest enrollment rate at 

1% (EDUSTATES, 2019). Numbers of teachers were 12,599 indicating an overall teacher 

student ratio of 1:15. Disaggregated by Technical schools, Vocational Schools (Agricultural) the 

ratio averages 1:16 with 1:13 for vocational schools. However, the Ministry of Education, Youth, 

and Information Jamaica School Profiles 2015-2016 Teacher-student ratios reported an average 

of 1:35, while specialized schools such as technical and agricultural at 1:20. These data falsely 

indicate an even distribution of students. Confirmed during environmental scans, because of 
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actual student distribution, dating back to 1970’s 21 secondary, 15 primary and 1 “All age” 

schools participate in a shift system to provide access to all students (table 1-7, EDUSTATS, 

2019). 

Institutional loop-learning 

Blended modeling and institutional stakeholders 

Comparatively, the CAP and HEART student data outstrips academic and college track 

counterparts. However, as per the ministry, the assessments are not the same. CAP and HEART 

assessments are Jamaican standards competency based while the other assessments are standards 

developed by the regional assessment body the CXC. But, relevant to CAP and HEART, is an 

operationalized blended model or at the very least contain general education components, 

mathematics, reading and writing critical to pending secondary school graduates. Conversely, the 

formal stream, appears to be a regionally expressed blended model as seen by the CSEC content 

knowledge assessments. However, by not disaggregating the data, as a policy formation and 

affirmed in during interviews, Jamaica’s institutional organization adheres to a two-track 

education policy configuration (figures 1.1 and 1.2, Education Statistics, 2018-2019). As 

explained by a Senior Higher Education policy contributor. 

By government I would say, they made important statement that all persons leaving the 

school system should have at least one skill. But that doesn’t mean that things will be 

integrated just that you must have at least a skill.  

Interviewer: Who says that? 

The Minster of Education. Yeah, but, there’s still a separation. That’s my strong view. 

(Chuckling) In fact, I advanced a view that there are 160 secondary schools, and we 

should convert 50% of them into technical vocational schools. Now that suggests that we 
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would hopefully be graduating persons with a skill as against just general education. Of 

course, nobody is going to take up that idea easily. (Academic: Senior Higher Education 

policy contributor). 

“Graduating persons with a skill as against just general education” confirms the degree of binary 

perceptions shared across national educational institutional frameworks since the conceptual 

policy formulation is general education or skills rather than general education and skills.  

Strategic policy implementation and institutional loop learning formations 

Data has indicated that Jamaica’s institutional framework formulates binary constructs, 

described by the institutional double-loop learning question “Are we doing this right?”, which is 

a value and culture agreement. Regionally recognized CSEC and CAPE assessments, remain 

reserved for college bound populations. Post-secondary CVQ certification criterion was used for 

adult out of school training center standards, while the NVQ-J was additively communicated as a 

national labor certification. Terminally tracked toward NVQ-J performance, low academically 

skilled students with access to nationally bound vocational programs such as HEART or CAP 

were retaught Math, English, and Reading to assure minimum labor standards. 

Perceptions 

Reflective of the 1833 Education Act that is an enduring element of research question 

responses, and what factors affect applications and interpretations of international policy 

initiatives with local initiatives, the following data encapsulates public, and institutional 

perceptions of education as a value paradigm that attends to social agency, mobility, and 

conditions the research question, navigating international policy initiatives.  

Those who are in the manipulation of tools and equipment are no good, dunces and fools. 

And those who follow the line of academia, who will become lawyers, doctors, and 
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nurses, they are the real children. The others are not real, the others are dunces and fools 

and no good. That’s, no matter what we say now (Chuckling). It was interesting; I went 

to another one of the schools, and a teacher said, a technical school, “while the guys are 

doing technical education, the mother said, ‘make sure you do all the other subjects too, 

because you are not sure what’s going to happen”’. So, there’s a great fear there, about 

what the ultimate benefit of having a technical vocational education, certification, and 

qualification. (Academic Senior Higher Education policy contributor).  

These data further confirm environmental scans and ministerial reports as the navigational 

conditions for Jamaican policy makers. Unpacked, teachers perceived little or no relationship of 

academic education to skills training. TVET programs are reserved for students that could not 

keep up with academic subjects. Those that did were destined for high economic and social 

positions. Parental efforts to manage their children channeled into a skills track, advocate for 

academic support to help their children move beyond low wage, low social agency futures.  

Institutional stakeholders 

School performance, drop-out rates, teacher training rates, and Jamaican education 

consultant Dunn-Barnett’s 2015 “Decoding National Qualifications Frameworks Towards 

Transforming TVET in the Caribbean” further confirmed what factors affect applications and 

interpretations of international policy initiatives with local initiatives. Dunn-Barnett’s 

framework, widely shared with the CXC body, indicates a clear two track system that extends 

and institutionalizes poverty paradigms. Combined with Jamaica’s student exit model, secondary 

school level assessment performance is tied to low-wage low-skill outcomes. Conversely, post-

secondary entry assessments are tied to transportable skills, and high social agency. Therefore, 

knowledge sharing across national and regional policy communities to determine how education 
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policy makers might measure as effective or ineffective their contextually relevant social 

mobility and economic frameworks must be examined. 

Power networks and political will 

Knowledge sharing across national and regional policy communities 

The following network analysis is a two-mode logical flow mapping approach to the 

research question, in what ways are policy actors connected, what conditions those connections, 

and what knowledge is shared across networks. The following network graph analysis maps the 

scaled boundary of knowledge exchanges and the effect of institutional designs in and between 

national and regional stakeholders, key knowledge actors, knowledge flows, and power 

networks. Institutional narrative descriptions such as vertical, formal, horizontal, or distributive 

are not to be confused with network formation types.  

As a reminder, relationships are unidirectional symmetrical (works with-source of 

institutional design and knowledge spread), directional one-way (employs/employed-

organizational structures and knowledge flows), and undirected associative (knows each other-

who controls knowledge sharing). Directed networks were useful to verify organizational 

structures and systems. Relevant to tracing policy exchanges and principal knowledge actors, 

undirected graphs described by whom and what knowledge is shared across the network. 

Unidirectional graphs were useful to identifying sources and policy subject knowledge spreads. 

As a quantitative expression of the graphs, centrality measurements were useful to 

empirically substantiate important network actor stakeholders and to trace through whom and 

what policy knowledge was disseminated across the network. The five measures to describe 

centrality were Degree, where high scores indicate network influencers. Closeness, where high 

scores indicated who or what in the network has the least encumbered access to knowledge. 
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Betweenness, where high scores indicate the node/stakeholder/policy’ ability to make 

connections, and relevant to knowledge exchanges what knowledge and to whom is diffused 

indicating power and social capital over the network. Important to institutional design and 

learning models, high in degree or out degree scores confirmed knowledge receptor or diffusion 

roles in the network.  

Figure 5 Jamaica, whole sociogram network. 

 

Table 1 Jamaica sociogram participant legend. 

• Level 1: Senior Ranking Civil Servant Policy Leader (J SR1CSL1a) 

• Level 3: Third Level Ranking Civil Servant Policy Leader Vocational Portfolio 

(J3LRPLV C) 
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• Level A: Academic: Senior Higher Education policy contributor (J HEPC) 

• Level A: Multilateral Representative: International Agency Senior (J IAS1) 

 

Institutional design. 

The dominant relationships were between Level 1 Senior Ranking Civil Servant Policy 

Leader and Academic Senior Higher Education policy contributor. In the former case the 

relationships were directed outward one-way (employs), symmetrical (works with) relationships 

indicating a formal institutional system that benefits from trusted advisors. This relationship is 

confirmed by the Academic Senior Higher Education policy contributor’s connections that are 

associative (knows) and inward one-way (employed). Secondary relationships were between the 

Level 1 Senior Ranking Civil Servant Policy Leader and the Level 3 Ranking Civil Servant 

Policy Leader with a Vocational Portfolio with a one-way outward tie emanating from the Level 

1 Senior Ranking Civil Servant Policy Leader and associative (knows) tie further confirming a 

formal vertical institutional design. 

Knowledge sharing. 

Relevant to what policy knowledge is shared, symmetrical (works with) relationships for 

the Level 1 Senior Ranking Civil Servant Policy Leader were connected only to the Academic 

Senior Higher Education policy contributor and all four of the secondary level assessments, the 

CSEC, CXC, NVQ and CXC. Their connection to the assessments is unsurprising in terms of 

their professional mandate but important to navigating the Jamaican policy terrain. The 

Academic Senior Higher Education policy contributor symmetrical relationships also only 

included the Level 1 Senior Ranking Civil Servant Policy Leader and two vocational 

assessments, the CVQ and NVQ. As an explanation, the Academic Senior Higher Education 
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policy contributor described their research as vocational education policy, not TVET. As 

confirmed by the institutional design they also maintain an advisory position either in an 

academic knowledge exchange with the Senior Ranking Civil Servant Policy Leader, or in direct 

and regular consultancy.  

The Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio showed a 

unique symmetrical relationship with the CVQ indicating they work with it. Underscoring this 

the associated (know each other) network edges confirmed that they are aware of the CXC and 

CESC but do not work directly with them as they do with the NVQ and CVQ assessments. 

Central to national Jamaican policy, they have made a direct vocational link to the NVQ, 

however relevant to regional knowledge exchanges transcript data revealed that they perceived 

the CVQ as a recipient of Jamaican technical vocational education policy modeling.  

All assessments except the CAPE show a symmetrical (works with) relationship with the 

policy actors. CAPE has no connection to any of the participants which is surprising since the 

Academic Senior Higher Education policy contributor is housed in a four-year post-secondary 

institution that requires passing five CSEC and two double units CAPE assessments to enroll. 

However, further field and document data showed that only two CAPE subjects are required for 

entrance to the technical university. Therefore, the participants associated CAPE exams 

accordingly.  

Two one-way relationships (employs) were seen reciprocally between the Level 1 Senior 

Ranking Civil Servant Policy Leader and Academic Senior Higher Education policy contributor 

affirming an active policy exchange and working relationship, while both saw an outward one-

way relationship with the Level 3 Ranking Civil Servant Policy Leader with a Vocational 

Portfolio who uniquely had the same relationship with the NVQ assessment. These data indicate 
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institutionally vertical policy exchanges within an inherently a formal institutional learning 

model.  

However, associative (knows each other) relationships show a tightly connected 

knowledge community. The Academic Senior Higher Education policy contributor has two 

associative connections with the Senior Ranking Civil Servant Policy Leader, Multilateral 

Representative International Agency Senior and the regional academic CSEC assessment. The 

Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio has four associative 

relationships, two with the CSEC and CXC assessments and one with both the Level 1 Senior 

Ranking Civil Servant Policy Leader, and Multilateral Representative International Agency 

Senior indicating the regional policy centrality knowledge policy spread between actor 

exchanges. Importantly, the senior policy leaders have associative connections only to the CSEC 

assessment, indicating a general education bias. While across the research the CSEC assessment 

was interchangeably described as both an academic and vocational assessment, triangulating 

transcripts and field data confirm the general education policy bias seen in the network graph 

analysis.  

Interestingly, and aligned with the high frequency of negative TVET perceptions from 

the Multilateral Representative International Agency Senior, their connectivity is associative 

(knows each other) while remaining at the periphery of these relationships. That association 

indicates an awareness but a disconnected relationship to the vocational education policy sphere 

in the region. Those data affirm the multilateral binary lens, and range of influence within the 

policy knowledge network. 

Centrality Measurements. 
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Table 2 Jamaica social network centrality measurements. 

 

 

In terms of empirical centrality measurements, degree indicates the number of nodes a 

stakeholder is connected to. In table 2, the Level 1 Senior Ranking Civil Servant Policy Leader 

and Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio share equal degree 

measurements (7) followed by the Academic Senior Higher Education policy contributor (6), and 

a decline to 4 for the Multilateral Representative International Agency Senior confirming a 

formal institutional design and close internal knowledge exchanges around vocational education. 

Degree-in measurements confirm shared knowledge working relationships between the Level 1 

Senior Ranking Civil Servant Policy Leader and the Academic Senior Higher Education policy 

contributor (6) while out degree knowledge dissemination confirming the institutional power role 

of the Level 1 Senior Ranking Civil Servant Policy Leader.  

Betweenness, which is a bridging ability and through whom knowledge is diffused is 

surprisingly even (8) between the Level 1 Senior Ranking Civil Servant Policy Leader and the 

Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio indicating a clear 

vocational education policy discourse unique to Jamaica. This is especially pertinent to 

Case Degree Degree In Degree Out Betweenness Closeness
CAPE 0 0 0 0.000 0.000
CXC 2 2 2 0.000 0.083
CVQ 3 3 3 0.000 0.091
NVQ 3 3 2 0.000 0.091
CSEC 4 4 4 0.000 0.100
J IAS1 4 4 4 0.000 0.100
J HEPC 6 5 6 3.333 0.125
JSR1CSL1a 7 6 7 8.333 0.143
J 3LRPLV C 7 6 5 8.333 0.143
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institutional design since the only other betweenness score is seen for the Academic Senior 

Higher Education policy contributor (3) further confirming their advisory role.  

Closeness calculates how long it takes to spread information from that node to the other 

nodes on the network, which is also the sum of the shortest path to relationships and degree of 

knowledge exchange. That knowledge exchange is equally weighted by the Level 1 Senior 

Ranking Civil Servant Policy Leader and Level 3 Policy Leader with a Vocational Portfolio 

(0.143) further verifying the institutional design as vertical. Centrality measurements shows that 

the CSEC is dominant at 0.100 indicating binary policy modeling. Confirming this is the NVQ 

(0.091) and CVQ (0.091) equivalence scores, while regional policy connectivity with CXE seen 

in the graph analysis is confirmed by its 0.83 score.  

Political will, existing political regime, and civil servants 

As further triangulation of national network data and identified navigational strategies 

findings, the figure 6 project map was created from coded transcripts and cases (participants) to 

identify and analyze the effects of participants’ expressed relationship to civil servants, the 

existing political regime, and response to prevailing political will to further identify and verify 

conditions surrounding knowledge exchanges, institutional designs, navigational practices, 

network sociogram graphs and attendant empirical centrality measurements. No mention of those 

relationships clarified those participants’ institutional relationship and learning system 

positionality and power. Important to this vertical and transversal approach is to identify who 

might be critical policy actors, and what roles conditions institutional transmission and 

interpretation of regional and national policy TVET and academic education policies. As a 

reminder, line directionality indicates receptor or transmission roles. 
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Figure 6 Jamaica project map, political will, existing political regime, and civil servants. 

 

Table 3 Jamaica project map legend of stakeholder institutional levels. 

• Level 1: Senior Ranking Civil Servant Policy Leader (J SR1CSL1a) 

• Level 3: Third Level Ranking Civil Servant Policy Leader Vocational Portfolio 

(J3LRPLV C) 

• Level A: Academic: Senior Higher Education policy contributor (J HEPC) 

• Level A: Multilateral Representative: International Agency Senior (J IAS1) 

 

We utilize their resources to direct OUR policy. So, they will not influence our policies 

we have had some experiences before, and we had to stand our ground, perhaps lose the 
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funding for that project but they came right back anyway (Level 1: Senior Ranking Civil 

Servant Policy Leader). 

The Jamaican model indicates a direct working relationship with political will for two of 

the four participants, the Multilateral Representative International Agency Senior, and the Level 

2 Senior Ranking Civil Servant Policy Leader. Not connected were the Level 3 Ranking Civil 

Servant Policy Leader Vocational Portfolio or Academic Senior Higher Education policy 

contributor indicating a highly formal vertical policy interface. This was further confirmed by 

environmental scans that documented formal institutional interview and snowball effect 

requirements, interview phenomenological data and ministerial data reporting. The Level 3 

Ranking Civil Servant Policy Leader Vocational Portfolio relationship with civil servants differs 

from the Multilateral Representative International Agency Senior indicating they are 

institutionally vertically affected stakeholders of political will but not a contributor to the policy 

space. These data were confirmed by interview data and legislated TVET policy as it relates to 

skilled labor stakeholder roles and substantive strategic outcomes.  

Conversely, as a critical influencer and transmitter of international policy lenses, the 

Multilateral Representative International Agency Senior horizontally works with all three data 

components and attendant ties. As an indirect influencer, the Academic Senior Higher Education 

policy contributor works with civil servants and the political regime, which has secondary 

influence on political will through the relationship with the Multilateral Representative 

International Agency Senior, and the Level 2 Senior Ranking Civil Servant Policy Leader. These 

data are further substantiated in the network analysis.  

Summary 



 111 

As such, in response to what ways does that navigation affect education policies 

developed between and among national and regional policy actors, multilateral, and private 

sector counterparts, the Jamaican case as depicted in the network model indicates a highly 

sensitive policy space to political change and vertical power that institutionally formalizes binary 

education policy. As to what factors affect applications and interpretations of international policy 

initiatives with local initiatives, formal vertical institutions that are receptive to political 

volatility and power was further confirmed by shifting their principal TVET entity under the 

Ministry of Education to the Ministry of Finance. After the research period was the Level 1 

Senior Policy Leader was ousted because of perceived politically motivated PPP favoritism and 

conjoined ties to a Technical University and high revenue streams from the ports.  

As to what ways are national and regional strategic education policy initiatives designed, 

developed, measured, and determined to be effective or ineffective and as that relates to 

navigating international policy initiatives and factors that affect applications and interpretations 

of international policy initiatives with local initiatives, the Jamaican NVQ data sits in contrast to 

a Level 2 Ranking Civil Servant Policy Leaders’ expressed efforts to shift their model into a 

blended system. The centrality of their knowledge lens and the national tensions required to 

navigate a messy regional policy community, is underscored by the Multilateral Representative 

International Agency Senior’s metaphorical description “I’m more Jamaican than you!” As to 

their regional positionality, and in what ways are policy actors connected, what conditions those 

connections, and what knowledge is shared across networks a Level 3 Ranking Civil Servant 

Policy Leader with a Vocational Portfolio echoes the Multilateral Representative International 

Agency Senior when referring to vocational training center accreditation quality audits, “The 

CVQ relies on us. CXC which is a regional body, they rely on the audits that we are doing.” 
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Confirmed by network data, abundantly clear in that statement is the effect of a vertically 

structured Jamaican centric institutional lens and how it interfaces with the lateral quadruple-

loop learning environment of education regional policy. Interestingly, the statement also 

indicates the suppleness of the quadruple-loop regional policy formation, which enables 

contextual differences to inform the whole knowledge body. However, a vertical institutional 

system that derives its politically parsed funding through a 3% payroll tax institutionalizes less 

agile navigation tools. As a whole the data confirms that Jamaica maintains binary education 

policy models supported by formal, vertical, double-loop learning institutional dispositions, 

which preserve a two-class education system. 

Challenges 

Jamaica will in time have to resolve its national education policy position as it relates to 

regional conceptualizations of assuring secondary students’ graduate with both academic and 

skills certifications. The challenge over time and across scales is their network role institutionally 

mimics international definitions of TVET, within a region that increasingly rejects adult centric 

vocational constructs. Underscoring this, and further reducing the vitality of their regional 

knowledge contributions, Jamaica’s efforts to export their binary education model stagnates 

poverty initiatives with a direct and substantive impact on a regionally shared education and 

economic initiative, tourism.  
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Chapter 5 St Lucia Case Study 

Background that influences participant perceptions 

St Lucia’s population of 183,625 persons is situated in ten parishes, with a reported 

population growth rate of .494% (World Bank, 2019). St Lucia’s landmass is 610 square 

kilometers (286 square miles). The population is distributed around the coastline with one third 

living in the capital Castries. Importantly for education and attendant economic, development 

and sustainability policy, 70% of the population live in rural areas. 

Context and Class 

The two Amerindian populations, the Arawaks and Kalinago (Caribs), named St Lucia, 

Lyonola and later Hewenorra. In 1660, the French signed a treaty with the Kalinago (Caribs). 

England and France then exchanged rule for a total of seven times each. In 1814 Britain took 

final control. Because of the exchange frequencies the island became known as “Helen of the 

West” from the Iliad character Helen of Troy. St Lucia produced two Nobel laureates; Sir 

William Arthur Lewis for economics in 1979, and Sir Derek Walcott in 1992 for literature. As a 

result, St Lucia has the largest number of Nobel laureates per capita.  

The population is of African descent (85.3%), East Indian (202%), and Amerindian 

(0.6%). Languages are English and spoken by 95% of the population, and Kreyol (locally known 

as Patwah). Religious distribution is 70% Roman Catholic, and 30% Protestantism that includes 

Seventh Day Adventists (7%) and Pentecostals (6%). While no distribution data is available, 

without an explicit theocracy, healing and justice seeking Obeah, which is similar to other 

African slave diaspora practices such as Vodou, and Santeria is also present. 

Political context. 



 114 

St Lucia became independent from the U.K (United Kingdom) on February 22, 1979. As 

a member of Commonwealth, St Lucia’s head of state is the British Monarch. Serving as their 

representative and executive authority, the monarch is advised by the Governor General. On 

behalf of the monarch their functional authority is to sign state documents passed by the House 

of Assembly and Senate, declare emergency powers, dissolve parliament, hold executive 

authority over all constitutional appointments, and can dismiss of any incumbent elected official 

including Cabinet and Prime Minister. Legislatively, St Lucia’s parliament is unicameral where 

senators sit in the national assembly with other representatives, rather than in a bicameral system, 

where legislators sit in separate houses. Easier to monitor and less costly, the advantage is rapid 

legislation, greater accountability, and fewer elected officials. The disadvantage is the system 

can incentivize historical power, shutting out wider representation and progressive policies. 

Economic context. 

The economy once a banana monocrop, shifted to service-based tourism, banking, 

information technology and light manufacturing. Reported tourism jobs and income represent 

65% of the GDP. Agriculture now represents only 3% of the GDP and disproportionately 

represents 20% of all jobs. 2016 World Bank data estimated St Lucia’s poverty ratio would 

increase from 20.3% to 25% in 2020 (World Bank, Poverty & Equity Brief, Latin America & the 

Caribbean, St. Lucia, 2020). Aligned, the 2017 joint Ministry of Education and UNESCO TVET 

Policy Review reported that the 2010 national unemployment rate census was 24.4 % up from an 

historic 17% (St. Catherine, 2011). The policy review also reported total unemployed youth rates 

(under 30) was 54%. Of those, in 2013 75.6% were classified as “long-term unemployed” or no 

employment for a year or longer (UNESCO 2017, p. 33). Specifically, most of the 
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unemployment was in the rural areas of “Anse La Raye, Dennery, Laborie, and Vieux Fort” 

(p.33).  

Country Classifications that create structural imbalances  

The most recent World Bank GINI report calculated a 51.3 coefficient indicating a large 

income gap, wherein “the bottom 40%” of the population “earn slightly more than 10 percent of 

the total income of the country” (World Bank, Poverty, and Equity, 2020, p.1). Substantiating 

these data, the World Bank also reports a human capital index (HCI) index rate based on human 

capital contributions from expected years of schooling (12.7), harmonized test scores (418), 

learning-adjusted years of schooling (8.5), and health outcomes at 0.59. The Inequality-adjusted 

Human Development Index (IHDI) is .629 or medium human development. Those data were 

assembled from birth expectancy, education inequality, and income (World Bank, 2020). As an 

initial answer to the research question, in what ways do national and regional policy actors 

navigate international policy initiatives, despite GINI and IHDI ratings, the World Bank 

classifies St Lucia as an upper-middle-income country, which necessarily incentivizes creative 

economic and attendant educational resiliency efforts.  

Macro education policy in a globalized economy 

Education as economics 

As a buttress against external shocks, results from a 2019 Article V borrower required 

mission, the IMF targeted nine areas and opportunities to develop and sustain long-term growth 

(IMF, 2019). The first focused on tourism infrastructure investment, citing 18% unemployment 

that could be counterbalanced by construction jobs. Environmental scans and informal 

informant’s data confirmed robust Chinese Government investments in tourism construction. 

However, differing from historical agreements, there was little effort to control environmental 
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impacts, particularly in eco-tourism zones. Conversely, the second addressed growth prospects 

and the disproportionate investment in tourism, which they cite is especially vulnerable to 

economic shocks.  

Economic resiliency efforts 

The third addressed fiscal policies that include revenue and public debt stabilization from 

the Citizen by Investment program. Act No. 14 of 2015 § 33 established by the Saint Lucia 

National Economic Fund (NEF), which applies the non-refundable Citizen by Investment 

revenue to the national development agenda. Targeting construction and managerial level labor, 

Citizen by Investment opportunities include USD $300,000 for approved real estate 

developments. USD 3.5 million must create at least three permanent jobs. USD 6 million must 

create at least six jobs, or USD 550,000 investment in non-interest-bearing bonds. As a stunning 

example of wicked problems silos in IMF’s point two, relevant to education policy and TVET, 

point nine suggests “Enhancing labor market performance and productivity will require a better 

alignment of the education system with labor market needs” directly tied to business and labor to 

“increase local content in the tourism supply chain.” (IMF, 2019). 

Labor Economy 

Despite the clear and continuing focus on tourism, the highest reported employment by 

industry is wholesale and retail trade (small or micro businesses) at 14.6%, followed by public 

administration and social security at 14.1%, construction at 13.3%, agriculture, hunting and 

forestry at 11.6% and third to lowest is education at 1.2% (ILO, 2020). 2008 ILO estimated labor 

force participation rate was 74.3% and a 14% unemployment rate. However, that does not 

correspond to 2008 population numbers and labor force data. Taking those data, 170,720 and 

85,545 respectively, the labor force participation rate was 50%. Youth employment defined by 
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the ILO is 15-24 years old. Of those, they reported one in every two is unemployed (50%). 

Conversely in 2018, they reported one in five persons in the labor force were unemployed (20%) 

(ILO, 2018). In 2019 the ILO reported overall youth (15-24 years old) unemployment rates for 

the same period was 37.23%. Unemployment further disaggregated for females was 34.3% and 

39.6% for males. The percentage of youth neither employed, in education or training was 

29.29% (males 32.1%, females 27.4%) (ILO, 2019). While the data indicates a progressive 

decrease, it is inconsistent enough to question how those data were gathered, reported, and how 

that might affect multilateral policy assertions like country-income classifications and 

subsequent access to funding schemes. 

Underscoring this, the economic value assertions of tourism are important to St Lucian 

education policy since they implicate two critical regional policy initiatives, post-secondary 

credentialed skilled labor migration, and skilled national workers to fulfill local demands. 24.7% 

of the labor force is engaged in clothing assembling, electronic component assembly, beverages, 

corrugated cardboard boxes, lime processing, and coconut processing industries, while 21.7% of 

the labor force is engaged in agriculture (U.S. Central Intelligence Agency, The World Factbook, 

2018). But in odd contradiction to these and unemployment data, according to UNESCO and the 

World Bank reports, tourism represents 53% service-based labor (Ramkissoon & Kahwa, 2016). 

Moreover, nestled in those data are the last decade’s highly volatile GDP reports. The GDP 

fluctuated between 2.63% in 2016 and decreased in 2018 0.339% (ILO, 2019; World Bank, 

2020; UNESCO, 2020). 

Indicative of the navigational requirements that manifest mimetic responses to knowledge 

exchanges and power, the 2019/2020 national Senior Political Leader Budget Address focused 

on the labor economy, “One of the most significant contributors to economic growth in Saint 
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Lucia is the tourism industry. This industry accounts for 15.0 percent of our labour force and 

earns significant foreign exchange.” Citing notably different tourism labor participation than 

UNESCO, the ILO, and the World Bank, the needed support for that economy was “Child and 

Education Benefits: for child allowance and student loan interest for university or equivalent 

education” (Annual Budget Address, 2018, p. 46). As a formula, the government projected a new 

taxation scheme could reduce parental costs across education. The implication was all 

educational costs limited human capital potential for most of the citizenry, particularly the 

tertiary level. However, like Jamaica, financial access models for the tertiary level are for the 

most part low interest loans, which are inaccessible to the population most impacted by poverty. 

Poverty 

The contextual meaning can be found in the World Bank poverty line formula of $1.90 

per day. As per that formula, 0.7% of the St. Lucian population were classified as poor. 

Recalculated by Purchasing Power Parity (PPP) 4.4% of the population were classified as poor, 

while multidimensional analyses increases that further to 24.2% (OECS, 2018). Relevant to 

education policy, in 2016 the reported poverty rate for children was 35.5% or one in three 

children were classified as poor, while that rates for the adult population were one in five 

(OECS, 2018). The rural poverty rate for children was 41.4% while the urban rate was 32%. In a 

household of four or more persons that rate increased to 66% (OECS, 2018). Those households 

comprise 43% of all poor children. The majority of St Lucians live in urban areas, and the child 

poverty rate there is 69% (Government of Saint Lucia, 2018). Moreover, low national CSEC 

assessment performance rates channeled potential salaried youth opportunities to informal labor 

markets, which offer little or no social protection (Farley, 2019; Mohammed 2020). 
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Further, sector competitiveness in the wholesale and retail trade saw a decrease in wages 

despite efforts to increase education and training, which specifically targeted universal secondary 

education and post-secondary education. Exacerbating poverty further, rural to urban migration 

for salaried jobs created additional pull factors, while 33% of the labor forces’ top educational 

achievement was primary school (91%), and females in that group at 97.2%.  

Skilled Migration 

Relevant to that, 2018 migration estimates a rate of -2%/1000 population. The largest 

immigration trajectories were to anglophone counties that included the United Kingdom, the 

U.S., and Canada (U.S. Central Intelligence Agency, The World Factbook, 2018). Florida, New 

York, and New Jersey have received 70% of all St Lucian migrants. The migrant workforce 

includes healthcare (19%), hoteliers and food service (9%), retail trade (10%) and professional 

services (10%). In the U.K, migrant employment was predominately in the public administration, 

education, and health sectors (Caruso, Cucagna & Landronis, 2021). 

Types of jobs and cost of migration indicated that migrants were wealthier and more 

educated than the average population yielding USD 43 million remittance totals in 2019 (Caruso, 

Cucagna & Landronis, 2021). For St Lucia, remittances represent 2.23% of the GDP while 

remittance levels are proportional to salary levels. The impact on poor recipient households is an 

important contributor to income share, particularly in a country with a high dependency on a 

volatile tourism economy and low general population participation rates (CEMB, 2020).  

Education 

Ministry of Education, Innovation, Gender Relations, and Sustainable Development. 

Vision Statement 

“A literate, informed, creative and productive society.”  
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Mission Statement 

We seek to optimize and sustain economic development and quality of life by creating a 

functional individual that is accepting of civic responsibility and empowered to compete 

in global environment. (Ministry of Education, Innovation, Gender Relations and 

Sustainable Development, 2020). 

Evident in these statements are correlations with national economic development, participation in 

the global economy, and the shared citizenry profile described in the Ideal Caribbean Person. 

Education Act 

The current Education Act was established in 1999. Compulsory education age is 

between 5 and 15 years old, while the maximum age to attend secondary school is 20 years old. 

Private schools are authorized to operate vocational education programs. Those include 

secondary, tertiary, or adult training centers. Part 6 cites the “Establishment of Technical and 

Vocational Education Council” (p. 609). The council serves in an advisory capacity to the 

ministry. An additional mandate is “National policy 133. The Technical and Vocational 

Education and Training Council shall prepare a national policy for technical and vocational 

education and training to meet the needs of society and the economy.” (p. 613) Albeit a binary 

formation, this inclusion indicates a direct policy relationship with education, national 

development, and poverty abatement. 

Political context of labor and education 

In answer to the research question, how do national and regional policy actors navigate 

international policy initiatives, in the “Budget Address for the Financial Year 2019/2020”, the 

Senior Political Leader describes their position on education.  
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Unemployment, especially among young people is too high; poverty is still too 

widespread; education is not meeting the needs of students or businesses. Mr. Speaker, I 

do not think I am betraying any state secrets by admitting that over the years our 

education system has become unresponsive to our national development goals and the 

personal ambitions of our students. (Chastanet, 2019, pp. 4, 24).  

Their vision for TVET (bold text is theirs) was “Education – enrollment of 7,500 students in 

public post-secondary or tertiary education and TVET programmes.” (p. 6). Despite the 1999 

Education Act, indicative of political will affected by multilateral policy formations, TVET was 

described as post-secondary education. Aligned to the Senior Political Leader’s speeches, a 2018 

IMF country report positively describes historical investment in tourism as favorable for the 

short term. However, ignored in the Senior Political Leader’s address, the IMF also indicated the 

prevalence of high youth unemployment and low national labor force participation will be 

“sobering” in the long-term (IMF, 2018). 

Funding and Impact 

Therefore, it was critical to substantiate historical or transversal policy acts as they align 

with political context. Education funding markedly fluctuated between 2008 and 2018. With an 

average 4.31% rate of the GDP, there was a progressive -3.23 decline over the same period. 2016 

education expenditures were reported as 5.74 % of the GDP and 3.68% in 2018, which at -

35.88% is the largest change in the 10-year reporting period (Ministry of Education, Statistical 

Digest 2019, p.136). In 2020, UNESCO reported that 14.36% of total government expenditures 

were directed toward education, however, the Ministry of Education noted that it was 11.98% 

(Ministry of Education Statistical Digest, 2019, p.135). The 2018 Ministry of Education 

Statistical Digest also reported a 3.6% funding increase for secondary schools from the prior 
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year. In terms of distribution, 2015 primary and secondary teacher salaries averaged of 56% of 

the ministry budget, and administrative salaries were reported at 15.2%, for salary allocation of 

71.2%. (Nimeh, Van de Meerendonk, Gassmann, Wortelboer, Stoykova, & Francoise, 2015). 

The Level 1 Senior Ranking Political Policy Leader contextualized budgetary expenditures that 

do not include additional expenditures borne by the families, such as books, food, uniforms, and 

TVET program supplies. 

If our budget, whatever our budget is, 90 percent of the budget goes to salaries, right? 

And so, the other 10 percent of an education budget, is really locked up and trying to do 

so many other things that you never can do. (Level 1 Senior Ranking Political Policy 

Leader). 

That statement confirmed by additional interviews, and environmental scans describes a double-

loop, vertically formal institutional model.  

International education policy as knowledge 

Bilateral and Multilateral Partnerships 

Answering in part the research questions in what ways does that navigation affect 

education policies developed between and among national and regional policy actors, 

multilateral, and private sector counterparts; and what factors affect applications and 

interpretations of international policy initiatives with local initiatives, environmental scans and 

informal informant interviews in secondary schools confirmed the extra budgetary “things” were 

Chinese, Japanese, and Baltic States Information Communication Technology (ICT) equipment 

and antiquated vocational education machinery. Further, U.S. education donations were mapped 

on or near private school walls. USAID murals communicated an exclusive focus on academic 
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education. However, no fiscal data was available to identify financial partnerships or their 

importance to policy navigation.  

Other relationships were identified during interviews. Those were with the OECS, 

Caribbean Association of National Training Agencies (CANTA), the Canadians and to a minor 

degree with CARICOM. Engagement was predominately established by the REGPERSON, a 

regional policy actor, referenced in all countries but Jamaica. Further, in keeping with 

international policy exchanges that define TVET as post-secondary vocational education, the 

OECS and CANTA lead by a Canadian consultant and academic scholar established accredited 

CVQ testing and locations via a joint effort with the Ministerial TVET unit, and TVET Council 

membership. As another example of wicked problems silos, despite an unlegislated UNESCO 

assisted national TVET policy document that addresses TVET programs in secondary schools, 

the CVQ assessment was overtly described as an adult assessment for entry level business 

positions that are transportable across the region.  

Education institutions that train future labor forces  

Secondary Schools 

That implicates another research question, what ways are national and regional strategic 

education policy initiatives designed, developed, measured, and determined to be effective or 

ineffective, and in part how navigation affects education policies developed between and among 

national and regional policy actors, multilateral, and private sector counterparts. Public 

secondary school ages range from 12 to 16 years old and are structured as forms 1-5, and Lower 

6th (US grade 12) and Upper 6th (U.S. freshman year in college or EU Baccalaureate). Aligned to 

international standards, form 6 facilitates post-secondary matriculation. However, like Jamaica, a 

table on page xxxviii clearly indicates exit points at form 5 to either marginalized population 
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vocational education services or to post-secondary tracks (Department of Education Statistical 

Digest, 2018). 

Data from the 2017-2018 St Lucian secondary schools by District and population 

distribution, 2010, 2017 and 2018 Ministry of Education Statistical Digests Corporate Planning 

Unit reported the following changes: In 2014, Vieux Fort Technical Secondary and 

Comprehensive schools were merged into Beanefield Comprehensive Secondary School. 

Therefore, in 2017 the Ministry of Education Statistical Digest reported 23 secondary schools. 

The same document also reports 24 schools. Roseau R.C. Combined school was classified as a 

primary school but appears as a secondary school on the ministry map (Ministry of Education 

Digest, 2017, p. 67). During the 2017/2018 school year, Margot Secondary School was renamed 

Stanley Jon Oldum Memorial Secondary school but appears in the 2018 data as the old name. 

Because of declining enrollments, Jon Oldum Memorial Secondary school was merged with 

George Charles Secondary School reducing the total number of public secondary schools to 22.  

Like Dominica, also under the ministry purview are three private government supported 

secondary schools. Those include the Saint Lucia Seventh-day Adventist (SDA) Academy, 

Canadian owned International School St. Lucia (ISSL), and Bonne Terre Preparatory School Ltd. 

The latter two are in the wealthy tourist center of Rodney Bay, and former in a similar 

neighborhood in the capital city, Castries. The largest percentage of private school students, 

66%, were enrolled in the SDA Academy. 

Reviewing private school websites for fee schedules, Bonne Terre Preparatory School 

denotes increasing secondary school level fees from $2,895 to $4,500 per term (of two). The 

school website does not report if those fees are in USD or Eastern Caribbean Dollars. If in USD, 

they would be $1,071.21 to $1665.09 per term of two annually. The International School fees are 
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$16,000 Eastern Caribbean Dollars ($5,920.33). It does not report if the fees are per term or the 

school year. Indicative of historical multi-national ties, additional fees on their website are for 

regional and Canadian online courses, and admissions applications. The SDA Academy fees are 

reported until form 5, and are separated by Non-SDA students, New and current SDA students. 

Broken into two-term payments, they average $1,120 Eastern Caribbean Dollars per term. In 

view of poverty rates, and employment data, few St Lucians have access. 

Post-Secondary Schools 

Post-secondary institutions include Sir Arthur Lewis College, which is associated with 

the University of the West Indies main campuses in Jamaica, Barbados and Trinidad and 

Tobago. There are two national for-profit medical schools, and two international for-profit 

medical schools. Sir Arthur Lewis College matriculation requires passing five CSEC subjects, 

and transcripts from the 4th and 5th years of secondary school. Completed in four semesters, a 

Bachelor of Education Degree is required for a teaching certificate and education leadership 

positions. Total degree costs after four semesters for Nationals is XCD $13,660, for CARICOM 

XCD $23,780, and International XCD $38,560. Required University of the West Indies exams 

are taken during the first semester of each year at a rate of XCD 675. A three-year TVET (Home 

Economics) Associates Degree requires passing five CSEC exams and two A levels or Cape 

Units. Reported costs are Nationals /OECS SCD $6,735, CARICOM XCD $8,895 and 

International XCD $32,260 (SALC, 2020) As per the Senior Political Leaders’ address, poor 

families with little ability to pay secondary school costs, are even less likely post-secondary 

costs; despite secondary school teachers’ average pretax monthly earning at XCD $4,951-9,095 

or annual XCD $59,412-109,140. (Paylab, 2020). 

Teachers 
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The 1999 Education Act Part 7 Professional duties and responsibilities of teachers and 

principals, Qualifications of Teachers, section 136. States, “No person shall be employed as a 

teacher, principal or deputy principal in a public or assisted school [private government 

supported] unless that person holds a valid qualification as established in regulations made by the 

Minister.” (p.614). The 2020 Teacher application also considers private sector experience.  

Country of Birth, Nationality, Marital Status, Certificate of Character, Physical 

Examination, Schools Attended and Qualifications Obtained (CSEC, CXC, A ‘Level, 

CAPE, CSEC, CXC, A ‘Level, CAPE), Detailed results of CXC, CSEC, A’ Level, Cape, 

Results of College, University Degree or Equivalent Examination .(Government of St 

Lucia, Ministry of Education, Innovation, Gender Relations and Sustainable 

Development, Secretary, Teaching Service Commission, 2020). 

Published in the St Lucia Government Gazette, the Teaching Service Commission makes annual 

classifications and appointments. Permanent appointments occur one year after “obtaining the 

necessary pedagogical qualification provided that he/she has met the prescribed requirements in 

performance and that a vacancy exists at the school.” (Article 9, sect 3, Government of Saint 

Lucia 2016, p. 626).  

Environmental scan and interview data revealed that with the powerful support of the 

Teachers’ Union teachers are difficult to remove from their posts, and higher qualified teachers 

find employment in the higher-ranked schools. Under the management of Tertiary Institutions, 

the 1999 education Act states, “A teachers’ college or technical college or other tertiary 

institution may be established as a department or part of a public secondary school.” (Education 

Act St Lucia, 1999, Division 4, section 74(2), p. 591).That presence was only found at the Vieux 
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Fort Comprehensive Secondary, indicating efforts to articulate A ‘Level academic coursework 

(Ministry of Education Statistical Digest, 2018). 

In response to the research question, how are national and regional strategic education 

policy initiatives designed, developed, measured, and determined to be effective or ineffective, 

and what factors affect applications and interpretations of international policy initiatives with 

local initiatives, since 2011, teacher education has been incentivized by a UNESCO three-phased 

plan. Phase one (2011-2012) addressed “pre-service teachers training; in-service teachers 

training and professional development; teaching careers and working conditions; and teacher-

policy institutions & processes, which also includes teachers’ organizations.” (Portales, 2016, 

p.2). Phase two (2012-2013) addressed “relevant issues regarding teachers’ strengthening in the 

region, also addressing the key role of school leaders” (p.2). Phase three (2014-2016) addressed 

a “Regional Strategy on Teachers focused on carrying out a specific diagnostic and on 

formulating guidelines for policy design regarding early childhood teachers, focused on 

contributing with the quality of their training and working conditions.” (p. 2).  

2017/18 teacher training data revealed that a third of the teachers remained untrained 

until 2014, which deceased to 1/5th by 2017. 2012 data indicates 71 teachers were TVET trained 

but none afterwards (Ministry of Education Statistical Digest, 2018). Interview data confirmed 

that the rationale was a perception that teachers in less than top-performing schools were 

professionally stagnated and disincentivized by placement in those schools. Related, 

environmental scan and interview data revealed that institutional systems efforts toward 

assessing teacher performance, were perceived negatively by teachers and the Union. However, 

the UNSECO teacher training initiative was a critical institutional design issue in all countries 

but Dominica. 
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I'm kind of old fashioned. I think that the child has not learned because you have not 

taught. A lot of them drop out of school they've been trying to help. Did we look for the 

signs? Or we're just going about our merry way and just teaching to those, the chairs and 

desks and stuff like that. We need a system in our schools that will evaluate teachers, 

based on their results. We don't have that. So, I can come, I can spend the whole day in 

the staff room chatting, running [about], give them some more, in some places, and at the 

end of the month, I get paid. At the end of the year, I get some assessment, they call me, 

and they ask me questions and that's it. It's “the children don't know anything Miss, they 

don't know anything so, it's not my fault.” Make them more accountable. Too much of 

that, too much of that. (Level 3 Ranking Civil Servant Policy Leader, Academic 

Portfolio) 

As these data indicate the outcome is contingent upon context relevant institutional designs and 

learning. As a wicked problem component, the positionality of the Union and teacher 

stakeholders indicates double-loop learning, and vertical institutional designs that incentivizes 

competitive and siloed knowledge exchanges. 

Student/teacher ratios 

Relevant to tensions that a double-loop leaning environment creates, effectiveness 

measurement and school merging efforts indicated that public secondary school student-teacher 

ratios for 2017 were 1:12 and 1:11 in 2018 (Ministry of Education Statistical Digest, 2018). 

However, environmental scan data contradicted those ratios and confirmed an average of 1:25. 

As a further tensioner, the 2018 Ministry of Education Statistical Digest reported student-teacher 

ratios for private schools as SDA 1:9, ISSL 1:7, and Bonne Terre 1:4, and in 2016/2017 a total of 

287 private school enrollees. In 2017/2018 private school enrollments decreased 16% to 242. 
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Possibly as a progressive economic disequilibrium indicator seen in earlier economic, 

unemployment and migration data, from 2009/2010 to 2017/2019, total private school 

enrollment from saw a -39% net enrollment decline.  

Transition and Retention 

Also, relevant to measuring, and determining effective or ineffectiveness, literacy was 

defined by all persons over the age of 15 that has ever attended school. According to the CIA 

World Factbook, St Lucia’s literacy rate was 90.19%, but no confirmational data was available 

through multilateral data or ministerial documents. However, St Lucia uses primary transition 

rates, secondary retention rates, and assessment performance as effectiveness monitoring data. 

The 2018 Ministry of Education Statistical Digest reports and impressive terminal enrollment 

rate of 92% in 2004/05 to 94% in 2017/18. However, for the same period World Bank data cites 

an average terminal level enrollment rate as 89% (World Bank, 2019).  

To clarify these differences and what they might mean, the 2018 Ministry of Education 

Statistical Digest table 89, p. 78 disaggregates secondary school enrollments from the academic 

years 2008/09 to 2017/18. 2017 secondary student enrollment decreased from 89% to 87%. The 

executive summary reports a 3.4% decrease and net enrollment ratio change in 2016-2017 from 

90% to 83%. 2018 there was an additional 3.3% enrollment decrease from 89% to 82%, which is 

an actual enrollment loss of -9.75% over two years. Unsnarling further, of the reported 11,941 

secondary students in 2016/17, 441, or 3%, were enrolled in primary schools leaving a net loss of 

4%. However, despite merging schools, and with the expectation of some transition loss, taking 

the ministry’s 2012-2018 data reporting in table 13 pages 9-10, over a ten-year period, the actual 

net enrollment losses are -37.92%.  
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To explain some of this, relevant to secondary school enrollment projections and a 

possible indicator of migration, primary school transfers out of St Lucia in 2016 were 69 and 86 

in 2017 (a 20% increase). In 2016 there were 537 primary school repeaters. Of those, 59% were 

boys. In 2017 there were 449 primary school repeaters. 62% were boys which was a reported 

decrease of 16.4%. Across both years, the overall dropout rates were in forms 4 and 5. In 2016 

they represent 79% of all secondary school leavers with a slight decrease in 2017 to 73% of 

which (67%) were disproportionally male (Ministry of Education Statistical Digest, 2018).  

Assessments 

CCSLC, CSEC, CVQ, CAPE, A’ Level, Maths and English A 

As an indication of international and regional policy sharing the CXC Form 3 Caribbean 

Certificate of Secondary Level Competence Examination (CCSLC) is administered to lower 

secondary and adult learners. The CCSLC is a U.S., Australian, Canadian and UK grade 9 

subject performance equivalence assessment, taken one year before the terminal lower secondary 

school grade, as “to progress to the subsequent year of study Key Stage 4 (Year 10) [form 4]” 

(CXC, 2020) or as a terminal secondary assessment. Robust CCSLC data reporting is unique to 

St Lucia although administered in all other countries except Jamaica. Relevant to policy 

navigation the CSEC is only distinguished from the CCSLC as “general technical proficiency” 

exams (p.xxv), while the CCSLC assesses mastery of six academic subjects “English, 

Mathematics, French, Integrated Science, Social Studies and Spanish”. Critically, forms 4 and 5 

sit for CCSLC and CSEC exams, which qualifies them for graduation certification and 

enrollment at post-secondary or vocational training institutions.  

Confirmed by ministerial reports, only eight schools participated in the exams, which in 

2018 the ILO reports as only 42.6% of all enrolled students sitting for 5 CSEC subject 
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assessments (ILO, 2018; Ministry of Education Statistical Digest, 2018). Table 136 (p. 112) 

details CSEC assessment results, which include TVET subjects such as Mechanical Engineering, 

Agricultural Science, IT, Principals of Business, Food and Nutrition, Technical Drawing, 

Clothing and Textiles and Principals of Accounts, while reported as CXC is sports and co-

curricular activities (p. xxxv) with a pass rate of 99.7 %.  

Like Jamaica’s CAP/HEART program to address poverty and marginalized populations, 

the National Enrichment and Learning Program (NELP) adult continuing education that houses 

the National Skills Development Centre (NSDC) “offers services and training in a variety of 

areas such as career counseling, technical vocational skills training, job search workshops and 

job attachments and placements.” (Ministry of Education Statistical Digest, 2018, p.xxv). In 

2018, the 1619 enrollees in both phases, performance was analyzed by phase 1 and dropouts. Of 

them, there were 101 enrolled in English and 262 in Maths, while in 2017, 266 were enrolled in 

English and 138 in Maths. Of those, 2018 graduate rates were 41 English and 36 Maths (60% 

and 13% respectively) and similarly in 2017, 46 and 31. Dropouts in 2018 were 11 English and 5 

Maths (10% and 1.9 % respectively) and 11 and 14 in 2017.  

Assessment performance 

Relevant to upper secondary transition or lower secondary exit certificates, 2018 CCSLC 

results were “thirteen percent (13%) of students achieved competence at the “Master” level sixty 

one percent (61%) at the “Competent” level, and twenty six percent (26%) at the “Developing 

Competence” level.” (Ministry of Education Statistical Digest, 2018, p.xxiv). The 2017 reports 

14%, 60%, 26% respectively. Notably, in 2017/16 and 2017/18, only eight of the 22 schools had 

students sitting for the CCSLC exams. Of the eight, the listed schools were not the same except 

for Bocage, Grand Riviere, Gros Islet, Piaye and Sir Ira Simmons Secondary Schools and 
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Stanley Jon Odlum Memorial. For all schools, the 2018 Ministry of Education Statistical Digest 

reports a 70% average pass rate from 2004 to 2018. The top ranked schools, St Joseph’s 

Comprehensive, St Mary’s College and Leon Hess Comprehensive pass rates were consistently 

in the high 80’s and 90’s and in 2018 were 99%, 95%, and 92 % respectively. However, across 

time, level I and II saw a 1-2% increase between 2004 and 2018. Levels III and IV reported 

relative stability while levels V and VI reported precipitous declines of – 50% and -75% 

respectively (Ministry of Education Statistical Digest, 2018, p. 98). Of the 42.6% students that 

sat for five or more CSEC subject requirements for secondary school completion (840 students), 

the pass rate was 76.5%, which was a 3% increase over 2017. Fifteen of the schools increased 

performance “from 0.5% to 25%” (Mohammed, 2020, p.16). However, the overall 5 CSEC pass 

rates that assures post-secondary transition was 44.5% (p. xxxvi), which is 6% or 50 persons of 

all testers. 

CAPE. 

The 2012- 2018 Ministry of Education Statistical Digests reported that the CAPE exam 

was taken by Sir Arthur Lewis College students and at/by the post-secondary department (A’ 

Level) of Vieux Fort Comprehensive school. A St Lucian News report disclosed that Vieux Fort 

Comprehensive with Sir Arthur Lewis Community College were the designated CAPE 

assessment centers on the island (Stuart, 2020). Vieux Fort Comprehensive attendees 

consistently scored within a 95% range, in Biology, Chemistry Environmental Science, and 

Physics. Over the same period, Sir Arthur Lewis College students scored slightly less than the 

Vieux Fort Comprehensive attendees. Notably, Vieux Fort Comprehensive offers TVET subjects 

such as Business Studies, Secretarial Studies, and Carpentry/Joinery. Problematic in this data 

reporting approach is the lack of granular performance data as an effectiveness measurement 
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tool. As such there was no way to measure urban or rural school performance much less to 

analyzes those data against highly ranked schools to teacher effectiveness or levels of content 

distribution. 

Assessments and school placement 

Barring the lack of those data, the “Deficit and surplus capacity rates” table 87, p. 77, in 

the 2017 and 2018 Ministry Statistical Digests ranked schools by enrollments capacities. As 

measurement, the Ministry Statistical Digest table number 86 for “Public Schools Ranked 

According to Enrollment”, which includes highly ranked all-male catholic secondary school St 

Mary’s College that produced both noble laureates, a prime minister, jurist, and United Nations 

Ambassador. An important indicator of where parents are putting their students, and how those 

schools might be ranked, both tables 86 and 87 enrollment totals “include form 6 students in the 

A ‘Level department at Vieux Fort Comprehensive Secondary” (Ministry of Education Statistical 

Digest, 2017, p. 84). As a reference, A ‘Levels are advanced-level college preparatory studies 

leading to CAPE exam qualifications, and post-secondary entrance qualifications advancement 

(Vieux-Fort Comprehensive Secondary School, 2020). Of the schools with near-complete 

enrollments, a 2018 news report from JP Digital the Voice, contextualizes table 87 and the policy 

navigational effect of parental choice. 

PARENTS whose “school of choice” for their children was the Beanfeld Comprehensive 

Secondary School were all in glee last Friday when they registered their children with the 

school. Earlier this year, they had a different feeling when at a meeting with officials of 

the Ministry of Education they were told that the Beanfeld Comprehensive Secondary 

School will not be accepting additional students this year, due to inadequate space. The 

Beanfeld Comprehensive Secondary School has enrolled 60 students from various 
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districts in the south of the island. A number of these students have scored in the 90’s and 

high 80’s in this year’s Common Entrance Exams. (Emmanuel, 2018) 

A Level 1 Senior Ranking Civil Servant Policy Leader clarifies the dynamic further. 

Some parents under our present policy of common entrance, going into secondary school, 

some parents see the traditional schools like the St Mary's College, St Joseph's Convent 

as THE school. They do not want their children to go elsewhere because they cannot see 

the link between the academics and the skills that are so badly needed. (Level 1 Senior 

Ranking Civil Servant Policy Leader). 

Offering a more granular explanation, 

The present status of selection for schools is still very wrong. Some schools are seen as 

the dumping ground for low performers. Some primary schools, because they do not wish 

to fall in the bottom, they are now denying children even the opportunity to sit the 

common entrance exam [CCSLC], when the country is supposed to have universal 

secondary education. (Level 2 Senior Ranking Political Appointment Policy Leader). 

These data confirm schools are ranked by student performance measurements, with a subsequent 

effect on parental perceptions that drive enrollment levels. Of those, and repeatedly cited in 

interviews as highly ranked schools, the top three reported in the Ministry of Education 

Statistical Digests were St Joseph’s Convent, St Mary’s College and Leon Hess Comprehensive 

schools. Leon Hess Comprehensive, the only public school on this list, and was mapped in the 

wealthier residential section of the capital city Castries. 

TVET 

In response to another research question, what factors affect applications and 

interpretations of international policy initiatives with local initiatives, like two of the four 
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countries, St Lucia has a UNESCO assisted TVET policy that has not been legislatively codified. 

A Level 3 Ranking Civil Servant Policy Leader with both a Vocational and Academic Portfolio 

explains unlegislated TVET as a poverty abatement strategy, and the policy knowledge network 

diffusion of the Jamaican model through the CXC. 

When I retired, I didn't want to stay home and sit and do nothing. I realized that TVET 

had more meaning to me being in education for so long, as far as the future for those, for 

the 85% of those children who will not make it to universities and secondary schools, 

have more meaning to me for them. Because I had this CXC background and CXC is 

purely academic, and to me, there was already a gap between what you can do with skills, 

what you can really do for like, for example working the hotel. And there wasn't enough 

of that. We were not really preparing our children for that. So, I saw right away that 

TVET was an answer, if not the answer. I model regional exams for them. I like TVET, 

and I've been doing all of reading on TVET especially coming out of, the research is 

coming out of Jamaica. A lot of it is. (Level 3 Ranking Civil Servant Policy Leader with 

both a Vocational and Academic Portfolio). 

Underscoring their comment “85% of those children who will not make it to universities and 

secondary schools, have more meaning to me for them” and the role of the NSDC, 2009 to 

2017/18 saw an average of 1196.33 tertiary “enrollment[s] in TVET programs (old and new) 

SLACC” (Sir Arthur Community College).  

While directly citing the CXC and subsequent assessment formulations as academic and 

Jamaica’s regional role in transmitting binary international models, they go on to explain the 

subtle national integration of TVET in the secondary curriculum through CSEC examinations. 
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I know at the school, there are Home Ec. teachers they teach CSEC Food and Nutrition 

but there's also that TVET push. They really go into the more of the industry type of 

thing, but maybe just one or two schools doing that. But it's the same teacher who teaches 

the CSEC would prepare them for. So, they would use the TVET curriculum for the 

standards and so on because some of them have gone through training, most of them have 

done some training and they would probably see where in the Home Ec. syllabus what 

they have done there when there's no need to do there. But there's a lot of doing with the 

TVET. (Level 3 Ranking Civil Servant Policy Leader with both a Vocational and 

Academic Portfolio). 

Confirmed in an ILO report Mapping Youth Employment Interventions in St Lucia, “At the 

secondary school level, only 9 out of 22 secondary schools offer CVQ certification despite a high 

rate of uptake for TVET subjects at this level” (ILO, 2020, p. 39), these and school ranking data 

indicate the degree of TVET policy adoption was limited to multilateral definitions of TVET as 

singularly vocational poverty abatement strategies. As further confirmation, UNESCO reports 

that 2.4% of all enrolled students in secondary education receive TVET training, 0.96% are 

female and 4.41% are male (UNESCO, 2013). Taking UNESCO data, and the total secondary 

student population, that 2.4% represents 317.63 students.  

To better understand these data, an alignment was discovered on page xxxvii for the 

National Skills Development Centre (NSDC) students under the title “TVET and Accreditation.” 

Between 2009 and 2011, 85 students that increased to 460, received national TVET certification, 

with an average of 520.8 “persons were trained in NSDC programs” by 2017/18 (Department of 

Education Statistical Digest, 2018, p. xxxvii). The NSDC data was disaggregated by “Single 

Mothers in Life Enhancing Skills (SMILES), Youth Empowerment Project (YEP) and, 
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Empowerment of South Eastern Residents Through Training in Non-Traditional Areas 

(ESTERNA)” (Department of Education Statistical Digest, 2018, p. 123). Of the courses offered 

on page xxxvii, NSDC students only access three regionally transportable CVQ assessments. 

Those areas are two years of Cake Decorating, Pastry Making, Information Technology (CVQ 

assessment is at year two), and Human Relations. Single year courses include Flower Arranging 

and Decorating, Elder Care, Child Care, Plumbing, Tiling, Electrical Installation (basic), 

Cosmetology (a CVQ assessment but not a CSEC assessment), and Front Office (with a CVQ 

assessment). Garment Construction is a three-sequence course. None of these courses were 

annotated as CVQ performance data but as CSEC examination subjects (Table 136, p. 112, 

Ministry of Education Statistical Digest, 2018). 

TVET assessments. 

All Ministry of Education Statistical Digests from 2012-2018 report the CVQ as 

coursework, but no assessment data is reported. Not under the purview of the Ministry of 

Education, but housed under the responsibility of the TVET Council, the CVQ assessment is 

reserved for out-of-school students and NSDC marginalized youth. As to what ways are national 

and regional strategic education policy initiatives designed, developed, measured, and 

determined to be effective or ineffective, there were 16 CVQ assessments taken in 2016 and 

none recorded afterwards (CXC, 2018).  

However, strictly adhering to the CXC framework, all other TVET coursework falls 

under CSEC assessment reporting data. Assessment data reported as CSEC and the following 

perceptions data indicate the subtle navigational context for TVET policy stakeholders in St 

Lucia. Like Jamaica’s Heart/NTA and St Kitts and Nevis, The NSDC intake was limited to 17 
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years old and above, and formal TVET policy was directed towards at-risk, out-of-school 

students, marginalized adults, and post-secondary education.  

Perceptions 

Therefore, context conditions navigational practices that includes perceptions at 

institutional and political levels. 

I believe that the understanding of what TVET should do to assist a country is not fully 

understood by the policy makers, especially in St. Lucia. I remember that from my 

vantage point the then Minister of Education thought that you had to be stupid to be 

involved in a TVET program or skills program. Until I sat him down and explained to 

him the correlation between academics, TVET subjects, the subjects that TVET offer, 

and how TVET could really benefit. (Level 2 Ranking Civil Servant Policy Leader). 

Explaining TVET, and what stakeholder perceptions they must navigate to implement policy. 

…because life, would need you to be able to translate skills if you are doing engineering, 

[an] engineer has to be considered as TVET based. But people don't see it like that. They 

feel like you have to be a highflyer to be able to do TVET. So, what was being done, at 

one point in time, was that they thought it was home economics, and agriculture that were 

the fitting images for TVET. But I think at this point in time in St Lucia, I do not think 

that the policies are sufficiently well articulated, for the public to be able to appreciate, 

for parents, major stakeholders, to be able to appreciate the role that TVET can play in 

the success of their business. (Level 2 Ranking Civil Servant Policy Leader). 

“Highflyer” in this case indicates that those studying engineering are intellectually exceptional, 

which leads to elevated social agency from a TVET subject supported by rigorous post-

secondary academic subjects. They also indicate that despite policy efforts, policy makers and 
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broad stakeholder groups perceive TVET as vocational education that leads to low wages and 

correspondent social agency.  

Institutional loop-learning 

Blended modeling and institutional stakeholders 

In answer to in what ways does that navigation affect education policies developed 

between and among national and regional policy actors, multilateral, and private sector 

counterparts, a Senior Council Member TVET Portfolio connected to regional policy groups 

describes how the national economic context has shifted perceptions across institutional 

frameworks. 

So, there has been a little bit of friction between academics on TVET and in the real 

sense of the rule of the world. But now that is being eroded by the ministry giving 

credence to TVET and by more people getting more involved. By now, in fact we've been 

forced. Because of our needs, we've embraced TVET in the education system in an all-

encompassing way. I think there's still a little bit of friction, there's still this person who 

extends a little bit of stigma, well TVET is not for everybody. So, some people, that are 

good with their hands, can't do some things and so on, but that's really not the case. 

(Senior Council Member TVET Portfolio). 

“This person” was not identified, however, the implication was unit power continues to diffuse 

academic centric policy. 

Strategic policy implementation, and institutional loop learning formations 

Despite the Senior Council Member’s assertions of over all need, housing TVET at the 

post-secondary level, a Ranking Council Member describes national policy directions that mimic 

binary international policy framing. 
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Apart from cooking, and I mean she is very bright. She's just in Sir Arthur [Community 

College], she's already correcting common entrance [exams]. She's reading the papers for 

initial sources, she's very bright I mean 10 and 11 A's and that type of stuff. But this is 

somebody that wants to be in a kitchen. [She] can tell you the intricacies of how you 

could do this together for a cheesecake and this kind of thing. So, she's interested in 

TVET. (Ranking Council Member TVET Portfolio). 

However, clarifying the institutional context,  

I think that here, the policies must be revisited, the marketing of TVET, has to be 

revisited so that there is a greater appreciation, by businesses by, you know the general 

public in being able to appreciate what TVET is all about and where it can take the 

nation. But I think some of our persons sitting in position are weak. They're afraid to take 

risk and I believe that risk of two types, in that you can take a risk, and say to the minister 

of education I think we need to look at, we need to do X Y and Z because these are the 

benefits. But they are afraid to go to the minister. (Level 2 Second Level Ranking Civil 

Servant Policy Leader). 

Lending further clarity, from a previous administration a Level 3 Ranking Civil Servant Policy 

Leader with an Academic Portfolio describes ministerial-level interactions and roles between the 

academic and vocational units. Also addressed are the institutional effects of TVET as a policy 

initiative without the structural benefit from codified legislation. 

So, right now, with them not very well coordinated, it gives people further reason to say, 

you are not ready for proper high schools. How can we ensure the students have the skills 

to go into the market and contribute meaningfully? TVET didn't seem to know, other 

parts of the ministry didn't know what TVET was doing, who was responsible you know? 
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So, there was a lot of that during my time. A lot of questions rather than step one step 

two, this is what our expectations are, these are very essential agreements, students who 

have completed this. So, it was quite muddled. I don't know if it's any better, I don't think 

it is. (Level 3 Ranking Civil Servant Policy Leader with an Academic Portfolio). 

As an ensemble, and found in three countries, was institutional double-loop learning frameworks 

dominated by powerful, siloed, technical units, with efforts toward triple-loop learning questions, 

and the presence of quadruple-loop learning risk-taking to develop innovative opportunities. 

Double and triple-loop learning institutional frameworks generate conflicted messaging, 

competitive units that manifests incomplete agreements of existent synergistic policies, and 

policy makers that reframe skills assessments as academic.  

However, despite double or triple-loop learning institution frameworks that must execute 

policy, a Level 2 Senior Ranking Civil Servant Policy Leader discusses TVET as vocational 

labor training for national development and to what degree regional policies framed by regional 

policy and the Ideal Caribbean Person has shifted the focus of TVET to developing human and 

social capital.  

The way they did before in terms of infrastructure building and stuff like that. So now I 

think they're looking at investing in the person. So, you hear a lot of talk now, TVET is 

one and a lot about for the life skills coming out of all those CARICOM meetings and so 

on. So, that's just budding. So, I'm hoping that it will really take off. (Level 2 Senior 

Ranking Civil Servant Policy Leader). 

These data also confirmed the role of CARICOM through an important St Lucian economic 

stakeholder the OECS. Linked to CSME policies, TVET “now is the thrust for OECS, and even 

in St Lucia, is to incorporate TVET in all the schools as a life, as a lifelong learning experience 
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for students.” (Ranking Council Member TVET Portfolio). While ministerial data belies national 

actuation, within all data are indications of policy knowledge sharing across national and 

regional policy communities. 

Power networks and political will 

Knowledge sharing across national and regional policy communities 

To confirm that analysis, the following network analysis is a two-mode logical flow 

mapping approach to the research question, in what ways are policy actors connected, what 

conditions those connections, and what knowledge is shared across networks. As a reminder, 

relationships are unidirectional symmetrical (works with-source of institutional design and 

knowledge spread), directional one-way (employs/employed-organizational structures and 

knowledge flows), and undirected associative (knows each other-who controls knowledge 

sharing). As a quantitative expression of the graphs, centrality measurements were useful to 

empirically substantiate important network actor stakeholders and to trace through whom and 

what policy knowledge was disseminated across the network.  



 143 

Figure 7 Saint Lucia, whole sociogram network. 

 

Table 4 St Lucia sociogram participant legend. 

• Level 1: Senior Ranking Political Policy Leader (SL SR1PL1) 

• Level 2: Second Level Ranking Civil Servant Policy Leader (SL SR1CSL 1a) 

• Level 3: Third Level Ranking Politically Appointed Policy Leader Academic Portfolio 

(SL 3LRPLA P) 

• Level 3: Third Level Ranking Civil Servant Policy Leader Academic Portfolio (SL 

3LRPLA C 

• Level 3: Third Level Ranking Civil Servant Policy Leader Vocational Portfolio (SL 

3LRPLV C 

• Level 4: Senior Council Member TVET Portfolio (SL1SCV)  

• Level 4: Ranking Council Member TVET Portfolio (SL 2RCV) 

 



 144 

Institutional design. 

Indicative of a formal unit-driven organizational systems the Level 1 Senior Ranking 

Political Policy Leader outward one-way connectivity to all stakeholders except one inward 

connection with the Level 2 Senior Ranking Civil Servant Policy Leader suggested they were 

closely informed by academic unit interests. Describing institutional unit systems relationships, 

the Level 3 Ranking Civil Servant Policy Leader Vocational Portfolio had the most symmetrical 

(works with) ties with all leaders except with the Level 1 Senior Ranking Political Policy Leader, 

the CXC and CAPE. Unit organizational systems were further confirmed by their subordinate 

associative (knows each other) connections and one-way receptor connection to the Level 3 

Ranking Civil Servant Policy Leader with an Academic Portfolio and CSEC. The Level 3 

Ranking Civil Servant Policy Leader with an Academic Portfolio’s symmetrical (works with) 

connections to all leaders expect the Senior Council Member and with the CSEC and CXC, their 

inward one-way connection to the Level 1 Senior Ranking Political Policy Leader, and 

associative (knows each other) ties to the CXC, CSEC, and associative ties to all stakeholders 

but the Level 1 and 2  Senior Ranking Political Policy Leaders further underscores the agency of 

academic centric managerial unit working relationships executing policy.  

Knowledge sharing. 

With no mention of the NVQ from any of the policy leaders, the Level 1 Senior Ranking 

Political Policy Leader shares reciprocal (works with) symmetrical ties the Level 3 Ranking 

Civil Servant Policy Leader with an Academic Portfolio and Level 3 Ranking Civil Servant 

Policy Leader with a Vocational Portfolio, the CSEC and CAPE indicating a general education 

policy focus and mimetic international education policy modeling. Their associative (knows) ties 

with the CSEC, CVQ and the Level 3 Ranking Civil Servant Policy Leader Vocational Portfolio, 
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confirmed a CSEC and CVQ perception equivalence in the interview data. That the outward flow 

of knowledge also reaffirms triangulated data that described the CSEC as principally academic 

that also contains TVET subjects. 

Further confirming academic centric policy lenses, the Level 2 Senior Ranking Political 

Appointment Leader’s associative ties (knows) with the Senior Council Member and the Level 3 

Ranking Civil Servant Policy Leader Academic Portfolio, their one-way inward (receptor) ties to 

the Level 1 Senior Ranking Political Policy Leader and outward tie (diffuser) to the Level 3 

Ranking Civil Servant Policy Leader with an Academic Portfolio and associative ties (knows) 

with the same, and the Senior Council Member indicate that this leader’s academic centric 

knowledge diffusion is across the national political systems that are connected to regional 

knowledge exchanges. This was further confirmed by symmetrical (works with) connections to 

the CSEC and CVQ assessments, and the Level 3 Ranking Civil Servant Policy Leader 

Vocational and the Level 3 Ranking Civil Servant Policy Leader Academic Portfolio. Those 

relationships confirm regional iterations of TVET policy knowledge exchanges and reaffirmation 

that the national level knowledge spread described the CSEC as principally academic that also 

contains TVET subjects, while the CVQ is the regional expression of TVET policy. 

The Senior Council Member shares one inward connection with the Level 3 Ranking 

Political Policy Leader with an Academic Portfolio, and one with the Senior Council Member, 

the CXC and CSEC. Their symmetrical ties with only level 3 leadership, the CXC and Ranking 

Council Member TVET Portfolio confirms unit based institutional knowledge spread. With no 

connections to the CVQ, these connections underscore national perceptions and policy direction 

of academic/TVET equivalency of the CSEC assessment.  
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The Ranking Council Member symmetrical (works with) ties with the Senior Council 

Member, Level 3 Ranking Civil Servant Policy Leader Academic Portfolio, the CXC and CVQ 

confirm triangulated data that their institutional role is to establish regional iterations of adult-

based TVET assessment formations. This was confirmed further by their knowledge spread 

within a vertical institutional design. Their associative (knows) relationships are with the CVQ, 

the Level 3 Ranking Political Policy Leader with an Academic Portfolio, Level 3 Ranking 

Political Policy Leader with a Vocational Portfolio, and the Level 1 Senior Ranking Civil 

Servant Policy Leader. Their one-way ties describe their knowledge role within vertical 

institutional formations from an inward directed ties from the Level 1 Senior Ranking Civil 

Servant Policy Leader. 

Centrality Measurements.  

The Level 1 Senior Ranking Political Policy Leader connectivity of influence, knowledge 

exchange and disseminator role, is confirmed by dominant degree (11) and degree out (11), 

betweenness (11.767) and closeness (0.100). Confirming a formal institutional design, degree in 

(9) is evenly weighted with all but the Level 2 Senior Ranking Civil Servant Policy Leader (6) 

and the Level 3 Ranking Civil Servant Policy Leader Academic Portfolio (8) also indicating a 

strong working relationships and academic centric policy exchanges. Degree out, however, 

indicates knowledge dissemination. The Level 1 Senior Ranking Political Policy Leader (11) is 

central to knowledge diffusion; however, the 3 Ranking Political Policy Leader with a 

Vocational Portfolio is a secondary diffuser (9). Degree out scores are evenly spread across the 

leadership group (8) explains institutional unit formations, while the Ranking Council Member 

TVET Portfolio lower score (7) confirms their regional CVQ diffuser role. This is also seen in 

their low bridging betweenness (0.333) and knowledge access closeness score (0.077), which is 
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followed by the Level 2 Ranking Civil Servant Policy Leader (1.533) betweenness and closeness 

(0.083), the Level 3 Level Ranking Civil Servant Policy Leader Academic Portfolio bridging 

betweenness (8.067) that shares all other stakeholder’s knowledge access closeness scores 

(0.091). These data also confirm a closed formal unit driven institutional design, which is 

centralized by the Level 1 Senior leader. 

Table 5 Social Network Centrality Measurements, St Lucia. 

 

CSEC (6), CXC (6) and CVQ (5), CAPE (2) degree measures were consistent confirming 

an academic centric policy focus seen in the network graphs. Further confirming these data, the 

CSEC closeness (number of ties) is dominant (0.071), followed evenly by the CXE at (0.071), 

the CVQ (0.067), the CAPE (0.56) and nil for the NVQ. The CXC and CSEC measures confirms 

and validates network connectivity and interview perceptions that they are academic 

assessments, while the CVQ is vocational. The interesting aspect to these data is the CAPE, 

CSEC and CVQ metrics when triangulated with other data, confirm academic/TVET secondary 

to post-secondary tracks that form binary adult skilled migration certifications.  

Political will, existing political regime, and civil servants 

Case Degree Degree In Degree Out Betweenness Closeness
NVQ 0 0 0 0.000 0.000
CAPE 2 2 2 0.000 0.056
CVQ 5 5 5 0.000 0.067
CXC 6 6 6 0.000 0.071
CSEC 6 6 6 0.000 0.071
SL 1SCV 8 9 8 0.333 0.077
SL SR1CSL 1A 8 6 8 1.533 0.083
SL 3LRPLA P 9 8 9 2.767 0.091
SL 3LRPLV C 9 9 8 2.767 0.091
SL2RCV 9 9 7 2.767 0.091
SL 3LRPLA C 9 9 8 8.067 0.091
SL SR1PL1 11 9 11 11.767 0.100
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As further triangulation of national network data and policy navigational strategies 

findings, the figure 8 project map was created from coded transcripts and cases (participants) to 

identify and analyze the effects of participants’ expressed relationship to civil servants, the 

existing political regime, and response to prevailing political will to further identify and verify 

conditions surrounding knowledge exchanges, institutional designs, navigational practices, 

network sociogram graphs and attendant empirical centrality measurements. No mention of those 

relationships clarified those participants’ institutional structure and learning system positionality 

and power. Important to this vertical and transversal approach is to identify who might be critical 

policy actors, and what roles conditions institutional transmission and interpretation of regional 

and national policy TVET and academic education policies. As a reminder, line directionality 

indicates receptor or transmission roles. 

Figure 8 St Lucia project map, political will, existing political regime, and civil servants. 
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Table 6 St Lucia project map legend of stakeholder institutional levels. 

• Level 1: Senior Ranking Political Policy Leader (SL SR1PL1) 

• Level 2: Second Level Ranking Civil Servant Policy Leader (SL SR1CSL 1a) 

• Level 3: Third Level Ranking Politically Appointed Policy Leader Academic Portfolio 

(SL 3LRPLA P) 

• Level 3: Third Level Ranking Civil Servant Policy Leader Academic Portfolio (SL 

3LRPLA C 

• Level 3: Third Level Ranking Civil Servant Policy Leader Vocational Portfolio (SL 

3LRPLV C 

• Level 4: Senior Council Member TVET Portfolio (SL1SCV)  

• Level 4: Ranking Council Member TVET Portfolio (SL 2RCV) 

 

 “So, my work, normally would come from externals and one or two, but to say that 

government will, you know, It's, It's politics. The law, the politics is one of the most destructive 

elements as far as I'm concerned” (Level 2 Ranking Civil Servant Policy Leader). The Level 1 

Senior Ranking Political Policy Leader, Level 2 Senior Ranking Civil Servant Policy Leader, 

and Level 2 Second Level Ranking Civil Servant Policy Leader show a tight policy knowledge 

circle connected to all data elements. Further confirming network data, this connectivity 

indicates a highly formal, vertical institutional structure and policy process, which typically 

contains knowledge at senior levels. Other indications of a formal institutional system, and the 

positioning of TVET in this country as further confirmed by ministerial white papers, interviews, 

CSEC performance reporting, and environmental scans, the Senior Council Member, Ranking 
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Council Members with a TVET Portfolio have no civil service connections. That operationally 

indicates disconnected parallel policy silos, and like Jamaica conditions direct compliance to the 

political will of the existing political regime. Further, the Level 2 Ranking Civil Servant Policy 

Leader has no connections to political will but does with civil service affirming a formal vertical 

organizational structure and knowledge participation. The Level 2 Ranking Political 

Appointment Policy Leader has direct ties to all but the political will, further affirming an 

institutionally closed knowledge pool, exchange, and the effects of the longevity Civil Servant 

power.  

Summary 

St Lucia’s approach to national and regional policy actors navigating international policy 

initiatives was to focus on education policy as it adheres and is responsive to national economic 

development. Directly tied to evaporated international aid, policy stakeholders have actively 

sought out relationships with nontraditional government funding sources tied to tourism 

infrastructure building. Supported by a formal institutional design, St Lucia’s TVET focus aligns 

with multilateral definitions of adult vocational education and context relevant support of 

marginalized populations. Teacher training efforts to further align multilateral initiatives have 

been a mix of shared deficit perceptions. These were further incentivized by the renumeration 

effect of increased professionalism efforts in conjunction with unchanged fiscal support. 

What that has developed is a particular navigational effect between and among national 

and regional policy actors, multilateral, and private sector counterparts. As applications and 

interpretations of international policy initiatives with local initiatives, targeted skills and general 

education training were inconsistently defined, due in part from transactional relationships with 

the PPP stakeholders and continuing economic and social agency perceptions from stridently 
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institutionalized classist education models. Those were underscored by ultimate objectives of 

legitimately participating in the global market through volatile tourism markets alongside parsed 

regional alignment efforts, whose dominant weight was a concentration around managerial level 

skilled labor migration. 

However, while strategic education policy initiatives that measured, and determined 

effectiveness were based on general education assessment performance, to larger or lesser 

degrees connected policy actors shared TVET assessment policies knowledge across national 

and regional networks. Without formal TVET policy legislation and a political climate that 

adheres to classical economic development models, St Lucia has been making efforts to align 

both Jamaica’s binary NVQ assessment and regional CXC CVQ model. Also, like Dominica and 

St Kitts and Nevis, St Lucia’s nascent efforts to address secondary school TVET coursework in a 

classist socio-political environment described CSEC’s TVET imbedded coursework as academic. 

Challenges 

Vertical, formal institutional designs that are unit driven, become increasingly irrelevant 

as economic shocks demand innovative collaborative solutions. St Lucia’s economic objectives 

are disproportionately modeled after high-income country paradigms, which is not 

representational of contextual need or the large gaps that must be filled. TVET in its siloed 

formation exacerbates wicked problems policy framing, with the effect of placing St Lucia at the 

anterior of a robust regional knowledge network. As a result, St Lucia will take much longer and 

at a higher cost to arrive at solutions that are already available within the network. 
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Chapter 6 St Kitts and Nevis Case Study  

Background that influences participant perceptions 

St Kitts and Nevis’ land mass is 176.12 square kilometers (68 square miles). Separated by 

a sea canal, the two-island nation is and divided into fourteen parishes, nine in St Kitts and five 

in Nevis. With a new census scheduled for 2021, the 2011 census reported population totals were 

47,195 with 34,918 residing in St Kitts and 12,277 in Nevis. 30.8% of the population live in the 

urban areas distributed along the coast and 69.2% live in rural areas (Department of Statistics, 

Ministry of Sustainable Development, 2020). Unreferenced, 2019 World Bank population 

estimates differed greatly reporting 52,823 persons. (World Bank, 2019). 11% is an unusual 

growth rate, which projects on education policy. The 2011 school age population was 30%, who 

are theoretically fully educated, trained with certifications, and as a labor force are contributing 

to the GDP. That 30% are also theoretically beneficiaries of CARICOM’s open boarder policies, 

have migrated and are sending important remittances to those who remain (Simmonds, 1987).  

As a two-island state, St Kitts known by the Kalinago as Liamuiga or “fertile Land,” and 

by Christopher Columbus as San Cristóbal or St Christopher, later shortened to the diminutive 

Kitts. Described by the clouds around Nevis Peak, Nevis was known as Nuestra Señora de las 

Nieves, or “Our Lady of the Snows.” The constitutional title is the Federation of St Christopher 

and Nevis, and colloquially as St Kitts and Nevis. As one of the first British and French colonies, 

the island federation was called the “Mother colony of the West Indies.” In the late 1700’s, 

African slaves were brought in to work the Kittian sugar plantations, making it the wealthiest 

British colony at the time. Sometime around 1755 or 1757, U.S. Statesman Alexander Hamilton 

was born on Nevis.  
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2001 census ethnic data reported: African descent (92.7%), Mixed (2.2%), White (2.2%), 

East Indian (1%), Amerindian (1.03%) Near East (0.05%) and Chinese (0.09%). Religious data 

reported: 82.4% are Christian, which include British Anglican (20%), Methodists (19.1%), 

evangelical Protestants (32.85%), Roman Catholics (6.70%), Presbyterian (0.20%), Rastafarian 

(1%), Hindu (0.80%), Muslim (0.28%) Salvation Army (0.13%) and Baha’i (0.04%). Languages 

are English, and differing Creoles in St Kitts and Nevis. Unlike French embedded in other island 

Kreyol’s, both share British linguistic constructs. While Creole is predominately spoken in the 

rural areas, environmental scans noted its use in the capital city, among ministerial colleagues, 

and during interviews. 

Context and Class 

Political context. 

Antigua became part of the Federation in 1882. Anguilla and Nevis discontented with St 

Kitts rule, resulted in Anguilla’s independence in 1967, but remained part of the federation until 

1980. With its administrative seat in Basseterre, St Christopher (St Kitts) and Nevis, were self-

governing by 1976. As one of the last countries in the region to do so, they gained full 

independence from the UK on September 19, 1983. St Kitts and Nevis’s head of state is the 

British Monarch advised by the Governor General. They serve as the Monarch’s representative 

and executive authority. Their functions include Royal Assent for bills and cabinet appointments. 

The constitution provides Nevis administrative autonomy with duplicate secondary ministers 

presiding over it. St Kitts and Nevis is member of the Commonwealth of Nations and Small 

Island Developing States, full members of CARICOM, the OECS and the OAS.  

St Kitts and Nevis’s parliament is unicameral where senators sit in the national assembly 

with other representatives, rather than in a bicameral system, where legislators sit in separate 
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houses. The advantage is rapid legislation, greater accountability, and fewer elected officials, 

which is easier to monitor and less costly. The disadvantage is the reduced number of elected 

officials can incentivize historical power, shutting out wider representation and progressive 

policies. 

Economic context. 

The GDP by sector is services at 68.0%, industry including cotton, copra, clothing, 

footwear, and beverages is 30%, and agriculture is 1.1%. End use GDP is 62.5% services and 

goods exports, Government at 25.9%, fixed capital investment 30.8%, and household 

consumptions at 41.4%. Export partners are U.S. 69%, Germany 8%, and Italy 5%. Public Dept 

is 62.9% of the GDP (IMF, 2017). Indicating high levels of informal sector small businesses, 

tourism is the third lowest employer, followed by equal participation rates in public 

administration and “Other” (IMF, 2019). In 2001the IMF reported an unemployment rate at 

5.1%, and a net reduction to 3.9% in 2016. Reflecting a more realistic rate of 12%, these data 

were deeply skewed since per their own report, governmentally funded post-secondary AVEC 

vocational education programs count internships and apprenticeships as full employment (IMF, 

2017). The Federation of St Kitts and Nevis Poverty Reduction Strategy 2012-2016 Volume I 

(2012) primary to secondary transition data offers a clearer view on the labor force and “Other” 

employment data.  

CPA (2008): 39.2% of individuals had low educational attainment*, 9% of children had 

no schooling**, 17.4% of labour force had attained only primary level education while 

59.7% had only completed secondary level education; 97.7 % of persons aged 15-24 

years old functionally literate. (MOESKN, 2012, p. 21).  
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These data indicate that the majority of the population had a low educational attainment rate with 

subsequent effects on literacy, while data reporting for this country is arguably strategic.  

Macro education policy in a globalized economy 

Country Classification that creates structural imbalances  

St Kitts and Nevis was reclassified as a high-income county (World Bank, 2019). UNDP 

reported a high 2018 Human Development Index (HDI) of 0.777, which includes “United 

Nations Population Division (the life expectancy data), the United Nations Educational, 

Scientific and Cultural Organization Institute for Statistics (the mean years of schooling and 

expected years of schooling data) and the World Bank (GNI [Gross National Income] per capita 

data).” (UNDP, 2018/2019, p.2). However, “Due to a lack of relevant data, the IHDI has not 

been calculated for this country.” (UNDP, 2018, p.5).  

Since data for this country is inconsistent, inequality for this research was based on 

PAHO reports and the 2016 Caribbean Development Bank (CDB) likelihood of being poor 

indices, which include: head of household measurements by gender, occupation and sector 

category, education, household size that includes extended living arrangements with attendant 

dependency ratios, rural child labor, remittances, living conditions, and geography or climate 

effects (Caribbean Development Bank, 2016; PAHO, 2016; UNICEF, 2017; UNDP, 2018). Of 

those, the 2016 CDB report affirms IMF (2017) and environmental scan data that poverty has a 

direct relationship to level of education and real-term employment rather than empirical GDP, 

GNI or PPP calculations made by the World Bank et al. As a result, it can be argued that 

classification as a high-income country is also politically and economically strategic. 

Poverty 
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As a foundational demographic, the 2012 Pan American Health Organization reports a 

poverty ratio of 21.8% (PAHO, 2012). In total contradiction, the IMF 2008 GINI coefficient for 

St Kitts and Nevis was 0.30, which aligns to Denmark, Germany, Hungary, and Malta. 

Confirmed by an ILO representative during a Diaspora Conference, St Kitts and Nevis is 

arguably both an upper middle and high-income country (PAHO, 2012; World Bank, 2012-

2020). Therefore, corresponding to skills training and education two other data points were 

considered that suggested probable education levels and employment availability as push 

responses. The first was highly stagnant and saturated employment opportunities shown by 

economic growth rates at 0.67%, which include 67.28% from tourism related services; 26.15% 

from industry, light, and assemblage manufacturing and 1.31 % agriculture (CIA Factbook, 

2020).  

Skilled Migration 

The second was 2015-2020 migration data. Averages were reported at - 3/1000, with an 

annual -9.73/1000 increase. Designated as working age, migration for 15-64-year old’s is -

2/1000 (UNICEF, United Nations, Department of Economic and Social Affairs, Population 

Division, 2013). A reasonable inference is -1/1000 are migrant children and the elderly, which, 

together, indicate important and robust push effects of the CSME labor migration policies and 

stagnant employment opportunities in St Kitts and Nevis. As confirmation, remittances inflows 

saw constant increases between 1990-2012. Estimates ranged from 19 million USD to 52 million 

USD, with a slight decrease in 2012 of 42 million USD. Those remittances represented a GDP 

share of 12.1%, 6.5%, 7.2%, and 2012 projected 5.6%. Outflows averaged 7% indicating 

permanent labor migration trends (ILO, 2006). 2013 data showed high extra-regional migration 

rates at 39% (ILO, 2006). The highest migration destinations were the U.S., followed by the US 
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Virgin Islands, Canada, the British Virgin Islands, and Anguilla (ILO, 2006, ACP, 2013; CDB, 

2016)  

Economic resiliency efforts 

Like St Lucia and Dominica, St Kitts and Nevis have their own Citizen by Investment 

scheme. The focus of those investments has been in constructing large-scale tourism real estate, 

that at its peak in 2014 represented 14% of the GDP (IMF, 2010-2016). However, those 

investments have been sensitive to political change. 

A new government comes in power even things that were working before with the 

previous can be completely [eliminated]. I have seen, I have seen, even in St Kitts last 

time. They showed me something, this was an initiative under the previous regime, and 

now it’s been stopped because we are under a new regime. 

Interviewer: Which one was that?  

There is a beginning up the hill somewhere, a hotel. Yeah, up the hill somewhere and 

apparently, they discontinued the construction it, is discontinued, and then I said, "No 

Way". This is the same county? So, all the structures are there, and it has been, and it has 

been tax based [Citizen by Investment], and it has contributed to put it there, somewhere 

if there has been [a] loan, the current government's been paying that loan, why not make 

it viable? So that there is a return on investment. I was sorry, I felt sorry. (Multilateral 

Representative: International Agency Senior). 

The contextual volatility of economic and educational push and pull factors expressed by this 

policy leader is highly relevant to education and skills training. An answer to the first research 

question, how do national and regional policy actors navigate international policy initiatives is 
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contextual push and pull factors structures navigational strategies through institutional designs 

that form or actuate education policy. The following sections will clarify this further. 

Education 

Ministry of Education, Government of St Kitts, and Nevis 

Mission Statement 

To provide for all citizens and residents, in collaboration with other stakeholders, a 

comprehensive course of quality lifelong education which would enable individuals to 

develop and achieve their full potential, allowing them to make meaningful contribution 

to National Development. 

Vision Statement: Education, the Key to our Future 

Education in St. Kitts and Nevis is universal, compulsory from ages 5 to 16, and co-

educational. The Government of St Kitts also continues to advance policies to extend 

learning into adulthood. Education is the cornerstone of personal and national 

development. (Ministry of Education, 2020). 

Evident in these statements is collaborative national economic development that includes adult 

learning. Components described in the Ideal Caribbean Person are alluded to but missing. 

Education Act 

The current Education Act was established in 2005. Compulsory education age is 

undefined at the bottom level, although the Ministry mission statement indicates it is 5 years old. 

Defined in the Act, the top-level is 16 years old, although that can be changed by Ministerial 

order. The Act provides for secondary and tertiary education services in vocational education. 

Section 91 (2) states, “(2) Paragraphs (g) and (i) of section 90 refer to vocational education or 

vocational training which is entitled mainly to develop students’ abilities so as to prepare them 
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for an occupation, a trade or a profession.” (St Christopher and Nevis Education Act, 2005). Part 

seven establishes a Technical Vocational Education Council, and 16 years old as the minimum 

age of employment. Section 132 directly ties technical and vocational education to meet the 

“needs of society and the economy” (p.58) These data describe both a binary education system 

and connecting education to national development and poverty abatement. 

International education policy as knowledge 

Political context of labor and education 

In response to the research question, what factors affect applications and interpretations 

of international policy initiatives with local initiatives, education funding is managed by the 

Prime Minister’s office, who also is the Minister of Finance, and therefore subject to an 

additional layer of political will, and perceptions of policy priority. Attached was an additional 

interest layer from new capital investment financing. Confirmed by environmental scans, budget 

documents and interview data were Japanese and Taiwanese tourism capital investments that 

included ministerial department training, and industry and education capital investments. Drawn 

from an internal 2014 government report “Education sector policy review country background 

report” and a 2015 World Bank report, “Draft Report: Functional review and new policy 

framework for public sector modernization and human resource management: Recommendations 

and action plan”, the 2017 Education Sector Plan candidly acknowledged policy direction 

tensions created by multiple stakeholder interests, “A clear understanding of the background and 

environment in which the education sector operates, along with sound analyses of the strengths 

and weaknesses of the system, are critical to developing a relevant education development 

strategy.” (p. 19). As a response, the 2017 Education Sector Plan suggested the use of a Systems 

Approach to Better Education Results (SABER) model.  
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However, and indicative of national data collection strategies and variable interpretations 

of TVET, the World Bank SABER, data model and rubrics section 2.5 “Governance and 

management.” bullet point 2 described discontinuity in reporting practices, overlapping roles and 

responsibilities, organizational systems that foment siloed policy interests and double-loop 

learning accountability practices. The outcome had an ossifying effect on advancing any policy 

initiatives beyond entrenched civil servant unit objectives, rendering SABER an ineffective 

policy tool. 

Funding and impact 

Contextual data reporting is a further issue for this section. The 2017 and 2018 Education 

Sector Plan reports educational expenditures are comprised of staffing while capital and 

programming costs needed external aid funding mechanisms focused around “development aid 

[that is] is often sought and secured for many educational initiatives” (Education Sector Plan, 

2017, p.30), which is a challenge since the World Bank reclassified St Kitts and Nevis as a high-

income country. At 12.34% of the total budget, 2018 projected education funding represented the 

second largest expenditure at XCD 73,061,213 (USD 27,034,175.79) (Government of St 

Christopher and Nevis, 2018; Nevis Island Administration, 2018). Conversely, aligned to 1995 

expenditures, 2015 World Bank data, reported an education expenditure rate of 2.61% of the 

GDP total capital, and transfers (World Bank, 2015). The 2015 UNESCO’s Institute for Statistics 

reported education expenditures as a total government expenditure of 8.64%. The 2017-2021 

Education Sector plan drew education GDP expenditure data from the 2006-2012 UN country 

profile that reported GDP expenditure at 4.2%, and later in 2019 at 2.8%. They also report that 

each island expended an average of 11% of their budgets, which aligns closely to the Finance 

Ministry’s 2018 Budget Projection Volume II report. However, the 2013 Education Sector 
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Report reported for the Government of St Kitts and Nevis 16% of the budget was designation for 

education (MOF, 2017) and 13% for the Nevis Island Administration (NIA). That report also 

cites that to achieve SDG Goal 4, all countries must invest at least 20% of the public education 

budget. As an ensemble, strategically reporting education budgetary expenses is relevant to 

consumer and attendant political interests that effect larger economic investment initiatives. 

Clarifying this dynamic further is the 2018 Nevis recurrent Capital Budget Estimates, 

budget line item #25 Student Education Learning Fund reports XCD 13, 000 for “Examination 

Fees, Books, etc. for students” (pp 10, 23). Cross referenced with the Ministry of Social 

Development is a reoccurring budget line items footnote 31 (p. 30) “identified poor and indigent 

families with the cost of uniforms, school meals, exam registrations fees, etc.” (p.30). However, 

cited in their 2013 Education Sector Report are distribution expenditures drawn from a 

government sponsored 2017 UNICEF report “Situation Analysis of Children in St Kitts and 

Nevis”.  

There is no reliable information on household costs for education, Nevis households are 

responsible for the cost of CSEC exams and school meals (XCD $20-25 per week), and 

textbooks, it is arguable that household costs for education are higher in Nevis that (sic) 

in St Kitts. (MOESKN, 2017, p.30).  

A Level 1 Senior Ranking Political Policy Leader describes contextual expenditure priority 

realities.  

What are some of the challenges? I think funding would be one challenge because you 

have six secondary schools, twenty-two primary schools, you have our early childhood 

development centers and of course, on a day-to-day basis, each school has a request in 

terms of the needs, whether it is in terms of maintenance, whether it is in terms of 
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additional programs resources etc. And of course, you're working with a limited budget 

each year. And it is how do you, would that budget allocate the funds accordingly, 

especially to how do you determine priorities and ensure that at least be able to meet the 

needs of the different schools? (Level 1 Senior Ranking Political Policy Leader). 

While notably missing is TVET, and identifying numbers of secondary schools were based on St 

Kitts, focused investments were on,  

Technology in the schools, I think we can do more in terms of employing the use of 

technology within our schools. The fact is though, that most of the schools are built years 

ago, and so in terms of now re-equipping those schools to take advantage of technology. 

And then you also have the task of ensuring that the teachers are adequately trained to 

deliver the curriculum using technology, that also is a challenge that we're facing. (Level 

1 Senior Ranking Political Policy Leader). 

Notable is the lack of relationship with technology and TVET, and high-income country 

perceptions that technology in the classroom corresponds to supporting and increasing general 

education outcomes.  

A clear political autonomy and fiscal decentralization between the two islands, was 

expressed by differences in familial education contribution, and parallel governance structures 

that focus on their island’s specific issues and needs. As a result, understanding how education 

policy is operationalized, which may or may not include TVET, or if TVET had a specific focus. 

Was found in the “Nevis’ Recurrent and Capital Budget Estimates of Expenditure and Revenue 

Reports on Plans and Priorities, Adopted by Nevis Island Administration, 2018 and 2019” 

reports. Referring to the 2017-2021 Education Sector Plan, 2018 TVET enhancement project 

expenditures targeted Charleston Secondary, and Gingerland Secondary schools. Those included 
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purchases of IT capital equipment “electronic white boards” (Education Sector Plan, 2018, p. 

196) and program specific materials for “agriculture, apparel, automotive, welding, and other IT-

related areas.” (p.196). On August 6, 2020, the Gingerland School groundbreaking ceremony 

revealed the policy conceptualization for the $4 million EXD (USD 1,480,083,600) budget item 

to construct a new multi-purpose technical wing. 

We want to enhance the delivery of technical and vocational education to our young 

people here on Nevis so that those who are technically inclined and those who are 

academically inclined and technically inclined can have a place to grow those intentions. 

(Nevis Island Administration News, 2020). 

Embedded in that announcement appears to be parallel blended and binary learning system, 

however, in practice its design is binary. 

It houses a cosmetology centre, wood works shop, and classroom on the ground floor 

with an electrical laboratory, technical drawing, and general class on the first floor. The 

structure will provide the necessary space to meet the CVQ (Caribbean Vocational 

Qualification) and NVQ (National Vocational Qualification) facility standards. The 

building will give Nevis its first CVQ ready facility, which will then be audited by CXC 

and the SKN TVET Council for Centre approval and designation as a CVQ/NVQ Centre. 

The estimated cost of the wing is $3.9 million. (St Kitts and Nevis Information Service, 

2020) 

Although not finished, in December 2020, it was announced the Charleston Secondary school 

would also receive a TVET wing. 

It is not our project alone here in Nevis. It’s a federal project that we are a part of, and 

one of the deliverables of the project here in Nevis is a technical wing at the Gingerland 
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Secondary School [GSS] that is already under construction. He further informed that the 

project at CSS, which is the island’s largest high school, will take some more time to get 

started as it will be “much bigger than the one at Gingerland Secondary.” Mr. Liburd said 

based on what is being planned, having the TVET wings attached to the public secondary 

schools will augur well for the advancement of skills training and certification for young 

school leavers. “This is going to be good for our students here in Nevis. When these two 

buildings are finished, and when all of the classes start happening there, it’s going to be 

beneficial to the people of Nevis. Students are going to be getting what you call CVQ… 

or the NVQ... You can walk out of school with your CVQ or NVQ as an electrician and 

walk onto a job, and you are not going to be a labourer or maybe not even an apprentice, 

depending on your level. You might be a competent electrician or plumber, or mason, 

and that is what is going to come out of this. This is addressing something that people 

have been talking about for a long time… ‘oh we want people coming out of school with 

more practical skills and more practical knowledge.’ Well, this is the project to do it. 

(Nevis Island Administration, 2020). 

Notably the “federal project” investment will “augur well for the advancement of skills training 

and certification for young school leavers” aligning with blended regional conceptualizations 

while national formations were binary, since the messaging was students will graduate with a 

CVQ or NVQ certification.  

Paralleling St Lucia, Jamaica and simulating international definitions of TVET, the 2018 

St Christopher and Nevis National Assembly received TVET funding from the CBD (Caribbean 

Development Bank). That funding was dedicated to marginalized adult communities through 

“the continued training of Skills Training and Empowerment Program (STEP) workers to assist 
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them in the transition to more meaningful employment with increased remuneration and perhaps 

self-employment.” (Ministry of Finance St Kitts and Nevis Budget Estimates Vols I & II, 2019, 

pp. 05-3). Further funding was directed towards the post-secondary vocational training college 

AVEC which was “consistent with the terms and conditions of the Grant/Loan Agreement with 

the CDB under the TVET Enhancement Project.” (pp. 5-4).  

Educational institutions that train future labor forces 

Secondary schools 

Collected from open-source commons, public secondary school data was disaggregated 

by population, and number of schools within administrative districts. Secondary schools were 

situated within the eleven parishes that include seven in St Kitts, and four in Nevis. Two parishes 

in Nevis, St Thomas, and St James, lack secondary schools, and one parish in St Kitts, St Paul 

Capisterre, lacks a secondary school. There are seven secondary schools in or around the capital 

city Basseterre, four are situated in the extended parish capitals, and four on Nevis for a total of 

fifteen secondary schools.  

Post-secondary schools 

Post-secondary institutions include the national community college Clarence Fitzroy 

Bryant College; as separate CFBC Tech Voc Campus the vocational education extension of 

Clarence Fitzroy Bryant College, AVEC vocational college for out of school youth and adults, 

and IITA an international agricultural school. There are also six private, foreign medical 

universities mostly clustered near the capital Basseterre: University of Medicine and Health 

Sciences, Ross University of Veterinary Medicine, International University of Nursing, Windsor 

University School of Medicine, and in Nevis, the Medical University of the Americas. 

Teachers 
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In response to the all the research questions, in three of the four countries a prominent 

policy effort appeared in the form of a UNESCO supported national and regional teacher training 

initiative. St Kitts and Nevis’ teacher qualifications were established in the 2005 education act, 

part 8 section 135. “135. No person shall be employed as a teacher, principal or deputy principal 

in a public or assisted private school unless that person holds a valid qualification as established 

in regulations made by the Minister.” (Education Act, 2005, p. 59). Minimum qualifications 

include passing five general secondary school CSEC subjects; Mathematics, English Language, 

Social Studies, History or Geography and Science at a proficiency level of I-III or A-C. Those 

are “satisfying the matriculation requirement for four-year programmes at universities and entry 

requirement to community colleges, teachers’ colleges and any tertiary institution offering post-

secondary programmes.” (CXC, 2020). Ministry policy was clarified in the 2017-2021 Education 

sector plan. Teachers are required to enroll in the “CFBC [Clarence Fitzroy Bryant College] 

Teacher Education programme after two years of service” (p.27) although this is not a 

requirement for private entities. Environmental scan, informal informants, and the CFBC website 

data confirmed there are two-year courses available at the Teacher’s College that award an 

Associates of Arts degree (Clarence Fitzroy Bryant College, 2020).  

Matriculation requirements are two CAPE units or an Associate degree and two CAPE 

minor units or an Associate degree (CFBC, 2020). Therefore, since five CSEC subjects are the 

only initial requirements, it is possible to begin teaching after high school graduation with no 

experience or pedagogical training. 2011 to 2014 teacher training data were reported as 71 %, 

disaggregated to 78% in St Kitts and 59% in Nevis for primary teachers, and 51% secondary 

teachers, disaggregated to 54% in St Kitts and 47% in Nevis. Teacher genders were reported as 

100% female for early childhood, 90% primary and 69% at the secondary level with a footnote 
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indicating one male joined the early childhood program in 2014-2015 (Nevis Education 

Statistics, 2017). 

An interview with Senior Higher Education policy contributor at the teacher’s college 

and an informal informant at the College, confirmed that teacher training, which includes TVET, 

held low interest because the teachers found applied learning difficult, and preferred a formal 

lecturing format. Underscoring this is while the TVET curricula is standards based, outcome 

assessment measurements, as cited in the 2017-2021 St Kitts and Nevis Education Sector Plan, 

follow CSEC assessment models without an applied component as per the CVQ. As to 

integrating academic and TVET curriculum even at the post-secondary level, when the 

interviewer described to multiple participants a way to learn geometry is building a table, their 

response was “not really.” Further disincentivizing TVET curriculum delivery, salary scales 

reported in the Expenditure and Revenue Plan for the Year 2019 found TVET trained teachers 

can expect a salary range of XCD 36,720-52,020 while academic/general education teacher 

salaries range from XCD 53-940 to XCD 72,420. 

Correspondently, 2016 poor student assessment and retention data addressed in a 

UNESCO report included,  

(i) an underdeveloped curriculum framework and absence of clear assessment policy to 

guide teaching and learning; (ii) constraints in the educational environment, such as 

insufficient student support services for students in need, absence of a Quality Teaching 

and Learning and ICT integration framework, over-reliance on rote methodology, and 

lack of differentiated teaching, as well as potential equity issues in access to quality 

learning outcomes for those in lower academic streams; and (iii) challenges with teacher 
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supply, development, and management that negatively impacted recruitment and 

retention of qualified personnel. (Education Sector Plan, 2017, p.29). 

These data offer contextual clarity to the dipartites that continue to widen at the post-secondary 

and tertiary levels. Education policy focused on post-secondary education labor markets, 

included three 21st century policy goals and strategies,  

I. Improve equitable access to and participation in education at all levels. II. Strengthen 

the quality and relevance of education at all levels to improve learning outcomes. III. 

Enhance governance, planning, and management to improve efficiency and effectiveness 

throughout the sector. (Education Sector Report, 2017, p. 6).  

Cross-cutting themes central to achieving them include the need for (italics is theirs): (i) policy 

development, (ii)Information and Communication Technology (ICT) integration as a value-

added pedagogical and management tool, (iii) increased focus on equity in education, and (iv) 

TVET as a driving and valued force in education sector development (Education Sector Report, 

2017, p. 6). To achieve this, the policy objectives were to increase 4th form secondary retention 

by expanding TVET program competencies,  

(e.g., problem solving, teamwork) throughout compulsory education, and implementing 

the 2016–2020 Caribbean Development Bank and MoE TVET Enhancement Project to 

develop a high-quality, relevant, and gender-responsive TVET system in St. Kitts and 

Nevis (SKN) that is in high demand. (Education Sector Report, 2017, p.6) 

Relevant in that statement is “problem solving, teamwork, and high demand” which is directly 

correspondent to components of the CSEC assessment question 6, focus on ICT curriculum, the 

Ideal Caribbean Person, and the CARICOM CSME single market economy initiatives.  

Student/ teacher ratios 
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Environmental scan data, the 2015 UNICEF Situation Analysis of Children in St Kitts 

and Nevis, and 2013 and 2014 OECS revealed the average secondary enrollments on St Kitts 

were about 4,416 students, with approximately 400 teachers for a 1:11 teacher-student ratio. 

Reflective of variable data collection or reporting, the 2017-2021 Ministry Education Sector Plan 

cites a teacher student ratio of 1:8 “with an average class size of 21” (The Government of St. 

Kitts and Nevis Ministry of Education 2017–2021 Education Sector Plan Education for All: 

Embracing Change, Securing the Future, 2017, p. 5).  

Transition and retention 

Data from the Government of St Kitts and Nevis Ministry of Education 2017-2021 

Education Sector Plan “Education for All: Embracing Change, Securing the Future” (2017) 

reports a 100% transition rate from primary to secondary school. In contrast they also report 19% 

of all possible secondary school students have not enrolled. The 2017-2021 Education Sector 

Report specifies that the CSEC exam is taken at the form 5 level. Relevant to that, the highest 

reported drop-out rate was 27% at form 4, and 1 in 7 students 14 and older left secondary school. 

Indicative of institutional design and academic unit dominance, the ministry states,  

the significant decline in enrolment between Form 4 and 5 is sanctioned by the MoE 

[Ministry of Education], as students in the lowest academic streams of Forms 4 are 

considered ‘school leavers’, since they are not expected to progress to Form 5 to take the 

Caribbean Examination Council (CXC) Caribbean Certification of Secondary Level 

Competence .(CSEC Exams) (Education Sector Plan, 2017, p. 24)  

The footnote 17 page 24 states these students will be captured through programs such as “Youth 

at Work” and “Second Chance Teen Mothers Programme” on Nevis. These data further clarify 



 170 

the 2019 IMF “Other” and disaggregated educational level poverty data, that reported only 

59.7% of the population had completed secondary level education.  

Assessments 

CSEC, CVQ, CAPE.  

Significatively, despite both the Education Sector Plan targets of 20% “persons certified 

at CVQ levels I, II, II” (p.8) and assertions by the Junior Minister of Education on Nevis Island, 

ministerial CVQ and CAPE assessment data is nonexistent. However, a Senior Higher Education 

policy contributor describing their business and IT programs discussed how that has affected the 

CXC’s CAPE Associates degree, which is a “focus for persons continuing education at the post-

CSEC level. To enhance marketability of post-CSEC qualifications” (CXC, 2020). 

…what we have seen in terms of the trends of what it is that students are now opting to 

take the technical programs which is offering at the Associate Degree level, instead of 

CAPE. As a matter of fact, what we recognize now is students are now taking our IT 

associate degree as opposed to CAPE, which is CXC, Associate Degree level program for 

several reasons. One, the students, from our program, are preferred in terms of the 

businesses employing them because we do hands on and theory type things. So, we 

combine both practical, and theory-based training. (Senior Higher Education policy 

contributor). 

However, suggestive of post-secondary academic tracking, CSEC assessment reporting foci was 

on general education performance, that included only Math, English, with high social agency 

TVET options.  

Approximately 71% of secondary school students take the CSEC examination (69% in 

St. Kitts and 78% in Nevis), which means that approximately 29% of students are leaving 
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secondary school without a standard benchmark of achievement. Only 2–6% of students 

participated in critical TVET areas such as Mechanical Engineering, Agriculture, 

Electrical and Electronic Technology, and Building Technology Construction. 

Furthermore, less than 25% of males and females who take CSEC exams pass at least 

five, including Mathematics and English, which can be reduced to approximately 18% 

when the percentage of students sitting examinations is taken into consideration. 

(Education Sector Report, 2017, pp.27-28). 

In view of SABER, it is not known how performance data is calculated or by whom since neither 

cited nor apparent. 

Assessment performance 

Relevant to the research question what factors affect applications and interpretations of 

international policy initiatives with local initiatives, TVET or general education CSEC subject 

exams can be taken only once. However, the CVQ assessment is pass/fail and can be repeated 

(CXC, 2018). The 2017 Education Sector Report contained several important factors to the 

research question. St Kitts and Nevis’ five successful CSEC exam rate was 18% while the 

reported school leaver rate was 29%. That means 82% of the remaining students that took the 

CSEC left school with minimal qualifications.  

Navigating contextual perceptions, during a 2019 press event, the Level 1 Senior Ranking 

Political Policy Leader publicly reported CSEC assessment data by schools. The Level 1 Senior 

Ranking Political Policy Leader reported that 1,661 students, (1,307 in St Kitts and 354 in Nevis) 

were assessed on 5,339 subjects with an average of 3.21 subjects each rather than the requisite 

five for a secondary certification. Of those, 752 were public school candidates and 909 from 

private schools.  
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Acceptable grades returned, that is, one to three, were 4,291. Of that amount, schools 

returned 3,565 and 726 for private for a national pass rate based on the preliminary 

results for CSEC 2019 of 80.37%, 21 of the 32 subjects returned acceptable grades of 

81% or higher, with 14 of those subjects returning acceptable grades of 92 to 100%. 

(Level 1 Senior Ranking Political Policy Leader, St Kitts Nevis Observer, 2019). 

Still way off but aligning a bit more to 2017 data, of the declared assessment enrollment (1,661), 

21 of 32 subjects is a pass rate of 65% not 81%, and 14 subjects at the highest rate important to 

post-secondary enrollment is 43%.  

Adhering to CXC policy perimeters, data from a formative School-Based Assessment 

(SBA) for English A, English B (Literature), and Mathematics were also reported (CXC, 2018). 

Of the 805 attendees, 401 students passed mathematics, which is 49% rather than 51.06% 

reported. English A pass rate was 637 out of 757, or 84% rather than 85.92% as reported. 

English, uncited and presumed to be English B, saw 481 passes out of 553 “for 86.98% 

compared to 2018’s 80.40%” (St Kitts Nevis Observer, 2019). Additionally, the Level 1 Senior 

Ranking Political Policy Leader reported “there has been a significant decline in Mathematics, 

which returned 216 acceptable grades out of 434 for 49.77% compared to 65.40% last year. 

Private candidates returned acceptable grades of 76.47% for English A and 53.42% for 

Mathematics.” (St Kitts Nevis Observer, 2019).  

2020 results and data analysis presented at a press conference on September 29, 2020, 

followed a similar pattern despite a 101 person increase and 263 absentee candidates (St Kitts 

Nevis Observer, 2020). As a composite of the youth labor force and subsequent poverty 

paradigms, granular performance data cited in the 2017 Education Sector Report aligns with 

2018, 2019 and 2020 data. Of the few that took the CSEC, Math has a pass rate of 39% (leaving 
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61% unequipped); ICT passes were moderate at 60% (30% left with no certifications); 2-6% of 

all students were enrolled in TVET courses leaving 94%-98% with only general education 

training; while 18% of all students pass the five subjects required for secondary certification and 

post-secondary transition. As a result, the Senior Higher Education policy contributor’s 

perception that exchanging CAPE for an Associate degree, offers little to the majority of 

secondary students that do not pass the five CSEC subjects required to matriculate into any one 

of their programs (CFBC, 2020). 

As policy, on page 28 the 2017-2021 St Kitts and Nevis Education Sector Plan addresses 

additional navigational contexts from data outcomes. 

National and school-based assessments are heavily scrutinized for their inability to 

adequately measure the learning of all students. Using CSEC examinations as the single 

determinant of secondary level achievement has also been criticized as this approach does 

not: (i) cater for all secondary school leavers, or (ii) offer a good indicator of a students’ 

ability to perform at work and/or integrate into society after leaving school. Additionally, 

there is an over-reliance on summative paper and pencil assessments at the school level, 

and the quality of tests varies widely. (St Kitts and Nevis Education Sector Plan, 2017) 

Triangulated, this statement is an acknowledgement that, despite the appearance of TVET 

subjects, the CSEC exam is primarily communicated as an academic assessment. As an 

institutional artifact, it guides learning and curriculum content lenses, which ultimately 

perpetuates poverty paradigms.  

TVET assessments 

With no CVQ assessment data the 2017-2021 St Kitts and Nevis Education Sector Plan 

authors asserted that the CSEC assessments are “the current threshold for many entry-level 
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positions in the world of work and for matriculation to many CFBC [Clarence Fitzroy Bryant 

College] higher education programmes” (p. 28). Cited performance data indicates a “cause for 

concern that so many students leave without these basic qualifications.” (p. 28). Moreover, the 

CXC/CSEC exams are not “uniformly implemented across institutions and, importantly, lacks 

currency for a few reasons, chief among them being lack of recognition and value by employers 

and the wider community.” (p.28). In that is an indication of a systems tension between academic 

unit perceptions, a larger policy terrain that correlates rigorous education with human capital 

contributions only at the post-secondary level, and the important perceptions of PPP stakeholders 

on academic performance indicators. 

Assessments and secondary school placement 

Following, the Ministry web site conditions school placement in the following way, 

All children at the age of 11+ to 12 years are eligible for promotion from primary school 

to secondary school. There is no Common Entrance Examination. Children are mandated 

to attend the secondary school closest to their primary place of residence. In St. Kitts, 

students residing in Basseterre, are randomly assigned to one of the two secondary 

schools in the Basseterre school zone. This process ensures that both schools are 

relatively matched at the first form level. Effective September 2009, parents / caregivers 

wishing a child/ward to attend a school other than the assigned secondary school for that 

feeder area, are to apply in writing to the Chief Education Officer, or Principal Education 

Officer, Nevis stating the reason for this request and to be available for an interview in 

this regard. No child (who resides outside of the school feeder area) should be admitted 

without written approval from the Chief Education Officer. (Ministry of Education, 2021) 
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While indicative of equity, as a verification, the 2017-2021 Education Sector Plan reports that 

secondary school placement is achieved when “students in each form are grouped into ‘ability 

streams’, based on academic performance, and many of the students in the lowest stream have 

historically left school at the age of 16 before continuing to the final year of secondary school.” 

(Education Sector Report, 2017, p. 21). Therefore, further clarifying assessment data, despite 

assertions that placement is based on proximity, operationally the system design indicates merit-

based placement and school ranking centered on student assessment performance.  

As further verification, in contradiction to the assertion “there is no common entrance 

exam,” the 2017-2021 Education Sector Plan is based on sixth grade Language and Mathematics 

Test that have “averaged 51% and 61%, respectively” (Education Sector Report, 2017, p. 5). 

Moreover, national assessment data is conventionally communicated through news reports by the 

Level 1 Senior Ranking Political Policy Leader (St Kitts and Nevis Observer, 2019). 

Navigationally this can be understood as institutional protocol to confirm policy effectiveness, 

transparency, and inclusiveness. However, buffering the data upwards, that reporting included 

private school performance. Affirmed by environmental scan data, private schools are far beyond 

the reach of the marginalized groups especially for a population that reports a 21.8% poverty rate 

(PAHO, 2012). Therefore, perceptions become important. 

Institutional loop learning 

Perceptions 

Triangulated data found that TVET perceptions were associated with employability, 

“especially tourism.” An informal informant serving as a principal to one of the larger secondary 

schools described their curriculum as a blended model, which “is the same since I was at school 

here.” The coursework included “3 to 6 samplings and 4 to 5 chosen electives”. Interrogating 
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further, they stated that the “students were the same” indicating that despite content their elective 

courses were not distinguished as TVET programs. 

An informal informant parent specified that while they could afford a boarding school, 

they sent their children to a local Catholic school that had TVET program equipment. But the 

teachers made no effort with “the kids that were not bright enough to keep up.” That statement 

described curriculum reserved for high performers was distinct from TVET, which was for low 

performers. Intensifying this divide, “teachers regularly did not show up and the kids just sat 

there unattended. Apparently, the administration was not aware of the teacher’s absences.” As to 

“vocational education,” they articulated it was improving and is being discussed. However, both 

a Senior Higher Education policy contributor and parent stated, “There is what the Government 

says, and what is on the ground, which is not the same.” As further clarification the parent stated, 

“Policy people tow the line here, and are clearly intent on marketing policy. The problem is the 

people are hip to it.”  

As affirmed by the principal’s perceptions, and an additional response to the research 

question what factors affect applications and interpretations of international policy initiatives 

with local initiatives, the parent continued to explain that the people do not disagree with policy 

but believe that application in schools falls short. As to integrating the regional CXC curriculum, 

the curriculum was now “Americanized” because the students study other island’s history, not 

their own. They also put forward that while TVET education is gaining interest, they believed 

there are still better jobs following an academic track, while “vocational” education is still 

equated with academic failure. As triangulation, parental descriptions affirmed perceptions 

continuity in the 2017-2021 St Kitts and Nevis Education Sector Plan. Teachers as 
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representational functionaries have little interest or incentives to improve their craft, which 

described academic centric institutional double-loop learning frameworks.  

TVET 

 “Vocational” education equated with academic failure was further confirmed by a Level 

3 Ranking Civil Servant Policy Leader Vocational Portfolio. They explained the effect on 

academic unit dominance unit that conditions national TVET policy implementation.  

(In a whisper) The policy folks who, the decision makers don't quite get it. The decision 

makers don't quite get it. They don't get the full grasp of what, TVET, how it needs to be 

in order for it to be effective, to train our workforce. I think they don't quite get it. I think 

the biggest problem, I put that as a broad topic because, on to then, comes because you 

don't get it, you don't provide the right funding. You don't ensure that the right people are 

in place, and you don't pick as a sense of urgency to get things done. (Level 3 Ranking 

Civil Servant Policy Leader Vocational Portfolio) 

A Senior Higher Education policy contributor confirmed the institutional terrain, funding that 

follows siloed unit perceptions and how that might incentivize entrenched binary modeling.  

The other big thing I think is something I was agitating for when I was in the Ministry is 

that I really don't think that TVET should be managed by the education. I don't think it 

should be within the education because there are certain policies and regulations that 

really did not go well for TVET, though it may so for the academics or the primary, it 

doesn't [adhere] well for TVET. The way you fund a program. A lot of the funding it 

boils down to what the leader of this institution feels that he or she should invest in. So, if 

for some reason, I am the director of an institution and I feel I want to boost my IT 
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program, then that is the amount of the funding goes, right? (Senior Higher Education 

policy contributor). 

This perception was confirmed in the 2020 Prime Minister’s Budget address. Also serving as 

Finance Minister, education was described as integral to a national transition to a Digital 

Economy, which must include a digital curriculum and a national ICT center that hosts a “Future 

Skills Summer Camp” (Ministry of Finance, 2019, p.15),  

which targets participants aged 10 – 15, provides lessons in 3D printing, augmented 

reality, and robotics. The Hub has hosted internship programmes, which introduce young 

females to web application development, mobile development, and user interface design, 

which we hope will encourage them to pursue studies and careers in digital technologies. 

(Ministry of Finance, 2019, p. 16). 

In terms of how CSEC assessments are perceived as solely academic, Nevis’ TVET initiatives, 

student performance data and TVET policy institutionally directed toward post-secondary 

education, the question is which students and which island will be targeted for the “Future Skills 

Summer Camp”?  

Blended modeling and institutional learning formations  

As an answer, the net outcome was the Ministry of Education’s investment in internet 

connectivity and related school site materials was found in the Education Sector Plan 2017-2021, 

the OECS Education Sector Strategy for 2012-2021 and the CARICOM Human Resource 

Development Strategy 2030, page 21. The thrust of all three was “Improving internet access for 

all public schools will help to create the enabling environment necessary to support ICT 

integration in teaching, learning and data management.” (p.21). There is no data to indicate these 

initiatives are based on labor market projections. Environmental scan and interview data showed 
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post-secondary investments in ITC curriculum were coupled with high-income country education 

perceptions that digital curriculum is an effective response to insufficient teacher training and 

practices.  

However, in answer to the research question, how does that navigation affect education 

policies developed between and among national and regional policy actors, multilateral, and 

private sector counterparts; the latest CDB Strategic Plan 2020-2024 suggested an integrated 

TVET and academic education model. “Level 1 Progress Towards Sustainable Development 

Goals and Regional Development Outcomes” ties regional Level 1 CVQ and CSEC TVET 

subjects certification assessments progress to U.N. SDG goal 4. Conforming to contextual policy 

models and a duplication of ILO and UNESCO, the CDB Strategic Plan puts forth a quasi-binary 

model education policy. 

The expansion and flexibility of the education system to offer training pathways that 

address the career interests and prospects of all students is an International Labour 

Organisation (sic) (ILO)/ UNESCO goal. The indicator measures the proportion of 

students completing at least one Level 1 subject/programme in TVET is monitored to 

track progress on SDG 4. (Caribbean Development Bank 2019; p. 2, annex 1) 

Differing though, and indicative of navigational practices in this complex policy field, during the 

Prime Ministers’ 2019 Budget Address, TVET blended with academic education was reframed 

as central to sustainability through human capital development.  

My Team Unity Government identifies with this statement and appreciates that education 

can have a transformative impact on the macro- economic and social development of our 

twin island Federation. Technical and Vocational Education and Training (TVET) has 

been identified as a vehicle for continued human and sustainable development. As such, 
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the Ministry of Education continues to advance activities under the CDB financed TVET 

Enhancement Project. An important component of this Project is the mainstreaming of 

TVET education in our educational institutions and enabling those institutions to provide 

Caribbean Vocational Qualification (CVQ) training. (Harris, 2018, p. 28 section 60). 

However, what that as an ensemble might look like, confirmed by interview data and a review of 

the 2019 budget estimates Volume II (MOESKN, 2018) budget code 1314719 Technical and 

Vocational Education and Training Enhancement Project. 

Strategic policy implementation, and institutional loop learning 

The 30 million XCD referred to by the Prime Minister in the budget address was 

primarily directed towards a vocational college serving out of school youth, and teacher training 

to include TVET subjects.  

Amalgamation of the 3 TVET institutions (AVEC, National Skills Training and Project 

Strong) and the establishment of a National Training Institute reporting to the SKN-

TVET Council. Continuation of the National Skills' 'Skills School Work-Based' Training 

Programme and other programmes to equip learners from Cotton Thomas Comprehensive 

School, the New Horizons Rehabilitation Centre, the St. Kitts Association of Persons 

with Disabilities, AVEC and other unemployed persons with critical life and 

employability skills preparing them for work. (MOESKN, 2018, section 2.24 p.8)  

The only secondary school cited, Cotton Thomas Comprehensive School in St Kitts, has a large 

special education program. However, with TVET housed within tertiary institutions the ministry 

website clarifies pathways based on five successful CSEC assessments. 

Technical and Vocational Training is a general term used for a two-year college that 

provides mostly employment-preparation skills for trained labor. Some of the 
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programmes offered here include: Advanced Vocational Education Centre and through 

the National Skills Training Programme. This is to facilitate the implementation of 

competency-based education and training in schools and colleges and generally to guide 

the development of Technical and vocational education and training. However, in order 

to proceed to the Clarence Fitzroy Bryant College (CFBC) in St. Kitts and sixth form in 

Nevis, five subject passes are needed. Those who fall below the required amount at 

secondary level wishing to pursue technical and vocational education may enroll at the 

Advanced Vocational Education Centre (a two-year program), serving as matriculation 

requirements for the technical education at CFBC. (MOESKN, 2020). 

As a double-loop learning formations, clearly in that statement, and the preceding school and 

institutional data, TVET in St Kitts and Nevis is the solution for nonacademic performers, 

marginalized populations, and advancement at the tertiary levels to any certification level is 

structurally limited by academic centric formal institutional designs.  

Power networks and political will 

Knowledge sharing across national and regional policy communities 

To confirm that analysis, the following network analysis is a two-mode logical flow 

mapping approach to the research question, in what ways are policy actors connected, what 

conditions those connections, and what knowledge is shared across networks. As a reminder, 

relationships are unidirectional symmetrical (works with-source of institutional design and 

knowledge spread), directional one-way (employs/employed-organizational structures and 

knowledge flows), and undirected associative (knows each other-who controls knowledge 

sharing). As a quantitative expression of the graphs, centrality measurements were useful to 
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empirically substantiate important network actor stakeholders and to trace through whom and 

what policy knowledge was disseminated across the network.  

Figure 9 St Kitts and Nevis whole network sociogram. 

 

Table 7 St Kitts and Nevis sociogram participant legend. 

• Level 1: Senior Ranking Political Policy Leader (SK SR1PL1) 

• Level 3: Third Level Ranking Political Appointment Policy Leader Vocational Portfolio (SK 

3LRPLV P 

• Level 4: Senior Council Member TVET Portfolio (SK 1SCV)  
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• Level A: Academic: Senior Higher Education policy contributor (SK HEPC) 

• Level A: Multilateral Representative: International Agency National Ranking Member (SK 

IAR2) 

 

Institutional design. 

Initially describing a distributive institutional system, dominant symmetrical (works with) 

ties are focused on the Level 1 Senior Ranking Policy Leader. They share six symmetrical ties 

with the Academic Senior Higher Education policy contributor, the Level 3 Ranking Civil 

Servant Policy Leader with a Vocational Portfolio, the International Agency National Ranking 

Member, and with the CSEC, CAPE, and CXC assessments. Their associative (knows) ties are 

uniquely with the Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio 

indicating TVET is institutionally compartmentalized. However, the associative ties also clarify 

the Level 1 Senior Ranking Policy Leader’s one-way outward (employs) flows to all leaders but 

to none of the assessments describes an institutionally formal system.  

Knowledge sharing. 

The Academic Senior Higher Education policy contributor outward one-way ties 

(employs) to the Senior Council Member confirms a post-secondary prominence for TVET. 

Furthermore, their regional connectivity was described in their symmetrical (works with) and 

associative (knows) relationships to the CXC, CVQ, CSEC, CAPE, Level 1Senior Ranking 

Political Policy Leader (that is also inwardly one-way) and the Senior Council Member. These 

ties confirmed triangulated data that TVET institutional knowledge reciprocity formed skilled 

and certified post-secondary pathway policies.  
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As a central figure of knowledge spread, the Level 3 Ranking Civil Servant Policy Leader 

Vocational Portfolio is connected to all leaders and has associative (knows) the CSEC, with 

symmetrical (works with) the CXC and CVQ indicating robust power that communicates the 

CSEC assessment as a TVET equivalent. Their inward one-way connection to the Level 1 Senior 

Ranking Policy Leader, associative (knows) connection to the Academic Senior Higher 

Education policy contributor and symmetrical (works with) connections with the CXC and CVQ 

indicates regional knowledge flows and national education policy corresponding to post-

secondary certification modalities to support skilled labor migration policies.  

The Senior Council Member’s symmetrical ties are to the Level 1Senior Ranking Political 

Policy Leader and the International Agency National Ranking Member, Academic Senior Higher 

Education policy contributor, the CXC and CVQ further affirmed regional relationships and 

policy correlations to skilled labor migration. Their associative ties with the CSEC, Level 3 

Ranking Civil Servant Policy Leader Vocational Portfolio indicate a continuation of post-

secondary track knowledge flows that the CSEC is a TVET equivalent. Their unique inward one-

way ties with the Academic Senior Higher Education, and Level 1 Senior Ranking Policy Leader 

indicates that their role is to deliver policy rather than inform.  

The International Agency National Ranking Member inward bound one-way ties from the 

Level 1 Senior Ranking Policy Leader, their associative (knows) ties to the Academic Senior 

Higher Education policy contributor, Level 3 Ranking Civil Servant Policy Leader Vocational 

Portfolio, the CSEC and the CXC affirms national academic centric TVET policy that forms 

skilled and certified post-secondary pathway policies that further describe CSEC/TVET 

equivalency. What is interesting is there are only two connections with the CAPE assessment, 

which are symmetrical (works with). Those are with the Level 1 Senior Ranking Policy Leader 
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and the Academic Senior Higher Education policy contributor. Their shared additional 

symmetrical connections to the CXC, and CSEC, confirm a national binary academic centric 

education policy that supports post-secondary tracks, while the CVQ with its symmetrical 

connection to the Academic Senior Higher Education policy contributor, Senior Council Member 

and Level 3 Ranking Civil Servant Policy Leader Vocational Portfolio confirm multilateral 

TVET policy modeling of post-secondary dual track vocational and academic systems.  

Centrality measurements. 

Table 8 Social Network Centrality Measurements, St Kitts and Nevis. 

 

 

The network sociogram data analysis suggesting a national academic centric policy 

terrain is further supported by its centrality measures. All the CSEC centrality measures are 

equivalent with the regional assessment body CXC. Degrees (indicator of influence), degree out 

(indicator of knowledge spread/reception) and degree in are (5). Further verifying this is 

closeness (the least encumbered access to knowledge) is equivalent for both (0.091). Further 

confirming the network sociogram that suggested multilateral TVET policy modeling of post-

Case Degree Degree In Degree Out Betweenness Closeness
NVQ 0 0 0 0.000 0.000
CAPE 2 2 2 0.000 0.071
CVQ 3 3 3 0.000 0.077
CXC 5 5 5 0.000 0.091
CSEC 5 5 5 0.000 0.091
SK IAR2 6 6 6 0.400 0.100
SK SR1PL1 7 6 7 5.400 0.111
SK 1SCV 7 7 7 3.067 0.111
SK 3LRPLV P 7 7 6 3.067 0.111
SK HEPC 8 8 8 10.067 0.125



 186 

secondary dual track vocational and academic systems, is the CVQ (0.77) and close CAPE 

metric (0.071), while the NVQ is nil. These data confirm a structurally binary policy field.  

What is interesting and confirms the previous metrics data is the dominant knowledge 

connector, the Senior Higher Education policy contributor. Their betweenness (bridging ability) 

data is 10.067 followed by the Level 1 Senior Policy Leader (5.40), while the Level 3 Level 

Ranking Political Appointment Policy Leader Vocational Portfolio and Level 4 Senior Council 

Member share equivalent betweenness metrics (3.067), and equivalent degree (7), degree in (7) 

and slight degree out differences (6 and 7). These data confirm close correspondent knowledge 

spreads of a national post-secondary policy formation for TVET, through and across distributive 

institutional designs. Further confirming this is the Level A International Agency National 

Ranking Member betweenness metric that precipitously declines to 0.400. Those data confirm 

triangulated interview and policy documents that multilateral roles in St Kitts and Nevis is 

advisory. However, their network graph, closeness metrics (0.100), degree-indicator of influence 

(6) degree in (knowledge receptor) and degree out -knowledge spread (6) indicates that advice 

substantiates a national academic centric policy, and multilateral post-secondary trajectory for 

TVET. 

Political will, existing political regime, and civil servants 

As further triangulation of national network data and identified navigational strategies 

findings, the figure 10 project map was created from coded transcripts and cases (participants) to 

identify and analyze the effects of participants’ expressed relationship to civil servants, the 

existing political regime, and response to prevailing political will to further identify and verify 

conditions surrounding knowledge exchanges, institutional designs, navigational practices, 

network sociogram graphs and attendant empirical centrality measurements. No mention of those 
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relationships clarified those participants’ institutional structure and learning system positionality 

and power. Important to this vertical and transversal approach is to identify who might be critical 

policy actors, and what roles conditions institutional transmission and interpretation of regional 

and national policy TVET and academic education policies. As a reminder, line directionality 

indicates receptor or transmission roles. 

Figure 10 St Kitts and Nevis project map, political will, existing political regime, and civil 
servants. 
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Table 9 St Kitts and Nevis project map legend of stakeholder institutional levels. 

• Level 1: Senior Ranking Political Policy Leader (SK SR1PL1) 

• Level 3: Second or Third Level Ranking Political Appointment Policy Leader Vocational 

Portfolio (SK 3LRPL/V P 

• Level 4: Senior Council Member TVET Portfolio (SK 1SCV)  

• Level A: Academic: Senior Higher Education policy contributor (SK HEPC) 

• Level A: Multilateral Representative: International Agency National Ranking Member (SK 

IAR2) 

“For us to transform education and training in the region, we the TVET people have to 

aspire to the level of politicians” (Level 3 Ranking Political Appointment Policy Leader 

Vocational Portfolio). St Kitts and Nevis offers an operational model that is considerably more 

horizontal knowledge exchange and power analysis than Jamaica and St Lucia. The International 

Agency National Ranking Member, Academic Senior Higher Education policy contributor and 

the Level 3 Ranking Civil Servant Policy Leader with a Vocational Portfolio are connected to all 

three analysis components indicating an active horizontal working relationship with national 

education policy development. These data were confirmed in the network analysis. Couched 

centrally within the existing political regime, the Level 1 Senior Ranking Political Policy Leader 

communicated a functionally aware relationship to policy, but operationalization or knowledge 

exchanges were the role of others. Their position was communicated as senior level regional and 

international policy information gathering, but interpretation, and execution was the purview of 

institutional actors. This can be explained by the unique coequal relationship of the two-island 

state. Each maintain locus specific ministries of education that are institutionally monitored by 

the Level 1 Senior Ranking Political Policy Leader, but operationally are quasi-independent.  
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Summary 

National and regional policy actors navigate international policy initiatives within 

institutional designs that are highly formal and dominated by strong academic units that 

operationalize at least double-loop institutional learning models, with a slight possibly in Nevis 

of triple-loop learning models. TVET remains the purview of vocational education, although 

there are increased efforts to implement secondary access to programs in Nevis. As a result, 

navigational strategies parallel Jamaica and St Lucia’s efforts. 

Regarding factors that affect applications and interpretations of international policy 

initiatives with local initiatives, and in what ways that navigation affects education policies 

developed between and among national and regional policy actors, multilateral, and private 

sector counterparts was driven by funding mechanisms managed vertically by the Prime 

Minister’s office, and subject to an additional layer of political will. Like St Lucia, attached to 

the funding was an additional interest layer from foreign government capital investment 

financing, with similar pressure on educating service labor forces. Skilled labor migration was 

similarly directed toward managerial jobs and attendant post-secondary academic certifications. 

As to what ways are national and regional strategic education policy initiatives designed, 

developed, measured, and determined to be effective or ineffective, St Kitts and Nevis has 

focused on international definitions of TVET, which directs programs toward post-secondary 

education, and marginalized populations. Measurement is achieved by post-secondary 

enrollment numbers, while secondary education performance is measured by CSEC assessments 

that are reported out as academic.  

Policy actors and the conditions of connections that form shared knowledge across 

networks, was a function of a highly formal, tightly directed exchange through senior leadership. 
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There was little evidence of regional knowledge exchanges except across post-secondary nodes. 

This further verifies St Kitts and Nevis’ perceptions of TVET’s post-secondary role and as a 

primary response to national poverty initiatives. 

Challenges 

Over time St Kitts and Nevis’ scale and unique bi-state configuration will become 

increasingly difficult to sustain risk-adverse binary education policy models that reserve TVET 

skills training for the local labor class. Their economic model is overly dependent on a volatile 

tourism market, without apparent strategic initiatives to project real national labor markets, or 

national how education and skills training might align with regional global market initiatives. It 

will be interesting to see the long-term effect between the two islands. 
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Chapter 7 Dominica Case Study 

Background that influences participant perceptions 

Dominica is known as the Garden Island, Nature Island, and Waitukubuli or “tall in her 

body” by the only indigenous population left in the Caribbean, the Kalinago (Caribs). Separated 

into ten parishes, the land mass is 751 square kilometers (290 square miles), dominated by acute 

volcanic mountain peaks covered by dense rain forests that are increasingly cleared for 

agriculture. Abundant waterfalls meet 365 rivers, which cascade into a network of coves along 

the Atlantic Ocean, and Caribbean Sea. Its central position on the southeastern windward side of 

the Caribbean Island arc makes it exceptionally susceptible to hurricanes. Averaging 

approximately ten years between direct impacts that are increasingly clustering, contemporary 

hurricanes include, David (1979), Hugo (1989), Marilyn and Luis (1995), Erika (2015), Irma, 

and the strongest on record, category 5 Maria (2017).  

U.N. 2019 population estimates are 74,243, with 248 people per square mile. Important to 

national education policy, 71.1% of the population lives in urban areas along the coast, with 

approximately 15,000 living in its capital Roseau. Relevant to regional trade, migration and 

tourism revenue, there are two airports, Douglas-Charles to the north and to the south in the 

capital Roseau-Canefield without clear use after hurricane Maria. Inter-island ferries only located 

in the capital, Roseau facilitate commuting Dominican and CARICOM nationals who live and 

work on other islands.  

Context and Class 

Political Context. 

While remaining part of the Commonwealth, Dominica does not recognize the British 

Monarch as head of state. Dominica became an independent republic on November 3, 1978, 485 
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years to the day Christopher Columbus noted the existence of island in 1492. Politically, 

Dominica’s parliament is unicameral where senators sit in the national assembly with other 

representatives, rather than in a bicameral system, where legislators sit in separate houses. The 

advantage is rapid legislation, greater accountability, and fewer elected officials, which is easier 

to monitor and less costly. The disadvantage is the system can incentivize historical power, 

shutting out wider representation and progressive policies. That said, in 1980, Dominica elected 

the second woman Prime Minister in the Caribbean, Dame Eugenia Charles who served until 

1995. As the first woman in Dominica to receive a law degree, she remains the longest serving 

Dominican Prime Minister, the world’s third longest serving female Prime Minister, and the 

longest continuously serving female Prime Minister. 

Economic Context. 

The economy of Dominica was historically a banana monocrop, although it has 

increasingly invested in tourism. The northern port city of Portsmouth has cruise ship docks, and 

the central highlands draws Eco tourists to its extraordinary forests. Dominica’s economy is 

heavily leveraged by high debt. In 2010 debt was 67% of GDP and in 2016 increased to 77%. 

Dominica was barely out of recovery from hurricane Erika in 2017, which drove the GDP 

growth rate to -9.53%, when hurricane Maria in 2018 devastated much of the agricultural sector 

and physical infrastructure including roads, communications, and schools (CIA Factbook, 2018). 

In response to climate led setbacks, in 2018 the government created a National Resilient 

Development Strategy. As part of that strategy Dominica received $27 million USD from the 

World Bank (2019).  

US$17.2 million credit from the International Development Association (IDA), US$9.95 

million from the Clean Technology Fund (CTF), as well as grants from the UK’s 
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Department for International Development – US$10 million from DFID and US$2 

million the Small Island Developing States DOCK Initiative – and technical assistance 

from the Government of New Zeland (sic) and the Agence Française de Développement 

(World Bank, 2019).  

The objective to assure their position as “the first climate-resilient country in the world” 

(National Resilient Development Strategy, 2018). Specifically, the funds were to develop a 

seven-megawatt geothermal plant intended to reduce dependence on imported diesel fuel to 

power their electricity and employ a nationally trained labor force.  

Country Classification that creates structural imbalances  

Dominica was classified as an upper-middle income country (World Bank, 2019). The 

2019 GNI was rated “between $4,046 and $12,535” (World Bank, 2019), with an incongruously 

high Human Development Index (HDI) at 0.72, which contradicts poverty and distribution rates 

(UNDP, 2019). An inequality-adjusted HDI (IHDI) is not available, but the human capital index 

(HCI) indicators note expected years of schooling (12.4), harmonized test scores (404) and 

learning-adjusted years of schooling (8.0) resulting in a human capital index of .53 which is 

nestled between Jamaica and Paraguay (World Bank, 2020). Pages 428-432 in 2017-2018 

National Budget estimates lists salary scales for “general” public service. The top echelon 

certainly meets World Bank criterion; however, government service is not the central employer, 

requires specific training and successful academic assessment performance to certify for 

government service appointments. At best, generalized economic quality designators such as 

HDI and country income classifications perpetuate and sustain contextual economic imbalances. 

At worst they institutionally deny low interest sustainability and development funds so necessary 
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to national efforts that robustly includes education within laterally designed sustainability, 

development, and poverty abatement policy efforts.  

Economic resiliency efforts.  

To increase fiscal solvency, and arguably indicative of innovation responses that come 

from being at constant risk, in 1993 and reformed in 2014, Dominica, like St Lucia, St Kitts and 

Nevis and Antigua and Barbuda, advanced a Citizenship by Investment scheme that incentivizes 

citizenship and subsequent visa free travel. Prospective citizenship is achieved by investing a 

minimum of USD $200,000 in “preapproved hotels and resorts” or by offering a non-refundable 

$100,000 donation to the government’s Economic Diversification Fund (CS Global Partners, 

2020). That fund invests in “building schools, renovating hospitals, and the creation of a national 

sports stadium, as well as a variety of other undertakings across numerous industries such as 

tourism, information technology, and agriculture.” (Commonwealth of Dominica, 2020) 

Furthering macro level lenses that tourism is the principal economic resource for the region, the 

effect has been speculative Russian, Chinese, and Saudi Arabian investment in large hotel and 

resort projects.  

Macro education policy in a globalized economy 

Bilateral and Multilateral partnerships 

Tied and relevant to etic pressure on education policy and a broader indication of the 

complex navigational terrain for policy makers, the national funding structure includes long-

standing loans and debt service from bilateral and multilateral groups (sorting and bold are 

mine).  

Bilateral: Agence Française de Development, Import-Export Bank of China (Taiwan), 

Kuwait Fund for Arab Economic Development, People’s Republic of China.  
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Multilateral: Caribbean Development Bank, Caricom (sic) Development Fund, 

International Development Association (loan division of the World Bank) Basic 

Education Reform Project (IDA), International Fund for Agricultural Development, 

International Monetary Fund, Société General (French multinational bank).  

Bonds: Government of Barbados, Government of Belize, Government of Grenada, AID 

Bank, Investment Fund of Venezuela (UNDP & UN-OHRLLS, 2015; 2019-2020 Draft 

Estimates Ministry of Finance, 2019, p. 2-8).  

From those relationships come divergent policy agendas especially when education is tied to 

economic investment, and more specifically supplying national and regional skilled labor for 

tourism infrastructure investments. 

Labor Economy 

In 2000 the Pan American Health Organization (PAHO) estimated Dominica’s labor 

force at 25,000, or 33% of the total population. Attached to education and skills training, literacy 

was reported at approximately 86%, which decreased substantially for the older population 

(PAHO, 2012). Primary export partners have been Saudi Arabia, and proximal Trinidad and 

Tobago, St Kitts and Nevis, Jamaica, and Guyana. To increase GDP revenue, the addition of the 

Citizenship by Investment and geothermal plant initiatives have compelled training an educated 

skilled labor force. 

Most literature on labor force distribution data is dependent on a 2009 labor survey, and 

2011 census reports. Principal labor demands were agriculture (21%), garment, light assemblage, 

and commerce (20%). Services that included uncertified and certified skilled labor was reported 

at 58%. The distribution of the total formal labor force participation was 45% female and 72% 

male (UNData, 2020). The labor economy is predominately distributed in and around the 
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principal parish cities, with the highest employment density in the Capital of Roseau. While 

classified by the World Bank as an upper-middle income country, unemployment was ranked 

third overall in the Caribbean (CISION PR Newswire, 2020). The average unemployment rate 

for 15–24-year-olds was 23%, while poverty distribution was reported as unequal (Dominica 

News Online, 2016). 2012 PAHO data drawn from the last labor survey in 2009, reported male 

unemployment was 11%, while females enjoyed a far higher rate at 25.9%.  

Poverty 

In 2011, 20% male and 33.9% females were classified as poor, with the indigenous 

Kalinago reported as the majority (UNESCO, 2006; Commonwealth of Dominica, Ministry of 

Finance, 2013; PAHO, 2012; UNData, 2019). 2016 unemployment rates for poor households 

were 40% overall, while nonpoor households averaged 16% (ACAPS, 2017). The 2011 census 

reported that 40% of Dominica’s population was young; 23.1% (0-14 years), 17% (15 – 24), 

while 48.1% (20-59) and 13.4% were 60+ years old. Youth unemployment was 39.9% for 15-19 

years old, and 22.2% for 20–24-year-olds. Suppressing social agency, with a subsequent impact 

on the national economy, concentrated youth unemployment “resulting [ed] in the “scarring” 

effects of early-career unemployment”, (National Resilience Development Strategy Dominica 

2030, 2018, p. 106). As pull factors, the long-term effect was to entrench protracted poverty 

paradigms expressed by the inability to take out small business loans or own a home. Out comes 

important to education policy were inadequate access to tertiary education, which limited skilled 

labor migration opportunities.  

Skilled migration 

2012 Dominica Education Statistics, 2019 World Bank remittances data showed an 

increase from 7.642% in 2016 to 8.251% in 2019 (World Bank, 2019). Representing a 5% share 



 197 

of the GDP, 2012 approximate remittance net inflows were 26 million USD. The largest 

migration destination points were the U.S., US Virgin Islands, France, United Kingdom, and 

proximal Antigua and Barbuda. Conversely, incoming migrants’ country of origin were 

Guadalupe, the U.K, U.S., Antigua and Barbuda, and Trinidad and Tobago (UNICEF, 2017).  

Ratified by Dominica in 1983, in 2016 during the 106th International Labour Conference 

(ILC) session addressing the revised 1948 Migration for Employment Convention, the ILO 

commented on Dominica’s reported concerns that their country was used transit point to smuggle 

Haitian and Dominican labor migrants to neighboring countries. With a carrot and stick 

approach, the ILO reaffirmed CARICOM’s skilled labor migration policies while criticizing the 

lack of rigorous data collection since Dominica’s ratified membership in 1983 (ILO, 2020). To 

encourage joint regional humanitarian best practices, the ILO stressed that policy conformity is a 

national responsibility (bolded and un-bolded lettering are ILO’s). 

Given migrants’ vulnerability to this form of abuse, the Committee trusts that the 

Government will take appropriate measures to combat such activities and requests the 

Government to indicate any measures taken in this regard, including through 

cooperation with the authorities of the territories concerned, as envisaged under 

Articles 2(2) and 10 of the Convention. 

Agreements and special arrangements. Noting the statistical information provided by the 

Government concerning the participation of Dominicans in the Canada/Caribbean 

Seasonal Agricultural Workers Programme, the Committee asks the Government to 

continue to provide such information in its next report, as well as information on other 

schemes of this type (disaggregated by sex). Please also provide updated information 

on any agreements on labour migration made since the last report, as well as 
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information on any measures relevant to the application of the Convention taken 

within the framework of CARICOM (ILO, 2017)  

Answering the research question how national and regional policy actors navigate international 

policy, ILO’s vertical institutional systems approach is a strong indicator of the relevance of 

regional quadruple-loop learning knowledge exchanges. Those exchanges facilitate policy 

navigation within an operationally transactional macro policy field that includes contextually 

relevant factors in the themes already addressed and those following.  

Education 

Mission Statement 

Ministry of Human Resource Planning, Vocational Training and National Excellence 

Our Mission. To Educate and Prepare all Students to Live Productive Lives in a Complex 

and Changing Society. (Ministry of Education, 2020) 

The Ministerial title and mission statement indicate blended education with national 

development, and the shared citizenry profile described in the Ideal Caribbean Person. 

Education Act 

As an early adopter, the current Education Act was established in 1976 and modified in 

1997. Compulsory education age is between 5 and 16 years old. Students over 14 years of age 

may be employed during vacations or in vocational training programs. Part VI covers vocational 

training and establishes a Technical and Vocational Education and Training Council to oversee 

vocational training schemes. The definition of tertiary education in part (b) includes vocational 

and technical training. As part of ministerial requirements, Section (a) states “devising a system 

of education designed as far as possible to ensure that the intellectual and vocational abilities, 

aptitudes and interests of students find adequate expression and opportunity for development” 
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(p.157). Secondary adult education services in section 90 “(2) Section 89 (e), (g) and (i) refers to 

vocational education or vocational training, which is intended mainly to develop students' 

abilities “so as to prepare them for an occupation, a trade or a profession.” (p. 207). Dominica’s 

Act, while principally binary, recognizes academic and vocational education as a blended model 

to develop the whole child. 

School Data 

School data were gathered from available ministerial documents that date from 2011 to 

2019 and as it is customarily done in St Kitts and Nevis, from public news sources when an 

educational leader reports assessment performance data to the public. Additional data was drawn 

from the 2011 the census (Commonwealth of Dominica, Central Statistical Office, Ministry of 

Finance, 2011), the most recent Ministry of Finance and Social Security Education Statistics 

number 4 (2012) publication, 2018, 2019 Ministry of Education assessment report PowerPoints, 

and open-source GIS mapping to determine the location and placements of the schools. A Level 

2 Ranking Civil Servant Policy Leader explains why this approach was necessary. 

Well, we have we analyze the CXC results every year. So yes, we have a number of 

students who sat the subject, you know, usually a small group and they do very well. But, 

in terms of tracking them afterwards, we have not been. That is one of our weaknesses in 

terms of, of using data, manipulating data, you know, analyzing, tracking. That's one of 

our weakness that we're trying to work on. I'm at this point in time when it comes to 

monitoring and evaluation. We actually know how a project on going with funding from 

the Global Partnership for Education that is helping us to organize our system of 

Monitoring and Evaluation, as we recognize it as a weakness for us. (Level 2: Second 

Level Ranking Civil Servant Policy Leader). 



 200 

When asked further, three participants explained that if I wanted direct access to the data, I 

would have to look through a storage room in the basement, or online (which was minimal) 

otherwise it was available through interviews. 

Schools 

Therefore, to further substantiate available ministerial data, environmental scans of 

schools revealed that nine months after hurricane Maria most schools were uninhabitable, and 

classes were either held in UNICEF tents installed on the grounds or across the street in the local 

park. Schools sheltered in the nook of the mountains or within the center of the city saw less 

damage. Those open to the sea, including the Community college, and on top of the hills were 

roofless, walls were sheered and cracked, whole wings were gutted, and covered in black mold 

from nine months of prevalent humidity and disuse. At the time of data collection, students were 

preparing for their annual exams, so it was possible to observe class sizes from the street, 

through open windows, or through tent openings. Aligned to 2006 IMF, CDB 2008/09 and 

UNDP 2017 reports on the community cultural responsiveness toward poverty, the demeanor of 

the primary and secondary students and relationships they had with their teachers and principal 

was striking. Whether in class, in tents or in the fields, 100% classroom engagement was 

consistently observable as was a familial kindness toward each other, staff, and this researcher.  

Secondary Schools. 

Of the ten parishes ministerial data indicates, the capital city Roseau in St George parish 

has eight secondary schools, two of which are public, and the rest are private parochial. The third 

largest city, Portsmouth in St John’s parish has two secondary schools, one public and one 

private parochial. St Patrick parish has two secondary schools, one public, one private. The rest 

of the parishes have one secondary school including St David parish, also the Kalinago territory, 
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with a population of about 3,000 persons (Dominica Census Report, 2011; UNESCO, 2006). The 

three smallest parishes, Saint's Mark, Luke, and Peter have no secondary schools. The 2012 

Dominica Education Statistics report table 7.4, also tabulates seven “state assisted” schools or 

private schools. School site distribution was clarified by a correlation to parish population 

densities. Exceptions are Portsmouth Comprehensive, which is explained by its location in 

Dominica’s largest tourism center, and the presence of Ross Medical School. The other 

exception, Goodwill Secondary School, is in the less dense northern extremity of the capital city 

of Roseau, but geographically separated by the Roseau river. 

Post-secondary schools. 

Post-secondary school websites and environmental scans data was collected to determine 

possible post-secondary school trajectories. They include Dominica State College that offers 

both academic and technical tracks, the University of the West Indies open university online 

technical certification courses, All Saints University School of Medicine accredited in Ontario 

Canada, International University for Graduate Studies offering a wide range of MA and PhD 

degrees within 2-3 years, New World University specializing in South Saharan trends, 

Ballsbridge University offered a collection of technical certificates, and because of hurricane 

Maria, Ross University Medical School that catered to offshore medical students now located in 

Barbados.  

Amalgamated by the Ministry of Education in 2002, entry requirements for Dominica 

State College includes at least a 3.0 average. The expressed objective was access to a scholarship 

offered by U.S. based Monroe College. Acceptance required four successful “CXC” examination 

subjects with passing scores of at least 1-3. As of January 2020, application fees were $170 

without a distinction made between USD or EXD (Dominica State College, 2020). 
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Political context of labor and education 

In May 2019, the Prime Minister publicly announced that all tuition and outstanding fees 

for Dominica State College would be suspended (St Lucia News Online, 2019). With a clear 

focus on a sustainable economy through skilled labor development, the Prime Minister 

announced that while the Chinese government will “build a modern campus with adequate 

facilities,” the school would increase their focus on technical vocational programs that includes 

working adults.  

We need more electricians in Dominica. We need more plumbers in Dominica. We need 

more masons in Dominica, more carpenters in Dominica, more people with more 

technical skills, but with certification,” he said, pointing out that there are a number of 

tradesmen and women in Dominica who have natural skills [self-trained] and others who 

have learnt skills but lack certification and are therefore, restricted to working in 

Dominica. “With the skills certificate, the entire Caribbean would therefore become their 

marketplace and they will be able to take their knowledge and skills to different parts of 

the Caribbean.” (St Lucia News Online, 2019).  

Clearly embedded in that statement is the adoption of CSME open border skilled labor migration 

policies as a means to increase Dominica’s insufficient labor market capacity and high poverty 

rates.  

Funding and Impact. 

How the Prime Minister’s major education funding policy announcement might happen, 

required a deep look into the national budget. From 2016/2017 to 2019/2020, an overview of the 

Commonwealth of Dominica Budget estimates prepared by the Ministry of Finance recurrent 

expenses and draft estimates, reported the education budget was the second largest expenditure at 
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12.64%. The Ministry of Finance is consistently the highest expense averaging double that of 

education. Third is the 2019-2020 Ministry of Public Works, followed by Water Resource 

Management and Ports indicating substantive investments in hydroelectric power, road 

reconstruction from the impact of hurricane Maria, and tourism infrastructure development.  

The 2012 Dominica Education Statistics report stated that 36.6% “of government actual 

expenditure on education” (p. ii) was dedicated to secondary education. Overall, 2015 education 

expenditures were estimated at 3.4% of the GDP (World Bank, 2019; UNESCO, 2020). While 

salaries form the lions’ share of the budget, theoretically important to TVET policy and unique to 

this country includes a budget line item for a UNESCO representative (Commonwealth of 

Dominica, Ministry of Finance, Expenses Part 4, 2017, 2018, 2019, p. 413). There were also 

consistent line expenditures and revenue receipts for grants contributions, and secondary school 

international training totaling over five million EXD (USD $1,850,104.50). Moreover, affirming 

interview statements that funding supports needed uniforms, books, and supplies for both public 

and private students, there was a substantial rolling education trust fund that averages EXD two 

million (USD $ 740,041.80) as well as state college grants for a little bit more than four million 

EXD (USD $1,480,083.60).  

To maintain those expenditures, proportionally debt service ratios were deeply skewed, 

and it can be argued that Dominica has been able to sustain itself because of heavy multi and 

bilateral investment. The current disbursement of outstanding debt of EXD 586,914,034.27 

(USD $217,170,459.18), or 76% of the total central government debt, which from my experience 

as a ministerial finance advisor also appears to be a relatively high overall interest rate of +/- 

2.5% (Commonwealth of Dominica, Ministry of Finance, 2019, p. 8).  

Secondary School expenditures. 
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Of the secondary school expenditures, only public secondary schools are noted in the 

budget reports, despite implications that private schools received government funding.  

L1: In fact, here we do not refer to them as private. We refer to them as government 

assisted schools. So, although they’re self-contained they all are government. The staff is 

paid by the state, which is just about management.  

L2: The support, we support them when there is equipment, furniture.  

L1: Paying the staff. (L1 Senior Ranking Political Policy Leader, L2 Senior Ranking 

Civil Servant Policy Leader). 

Since the budget documents only mention teacher salaries and school grants, additional private 

school parental financial support was explained. 

L2: Yes. Some they do, pay fees [parents].  

L1: Not All Of Them, but they do they pay fees but, but.  

L2: But the fees is minimal.  

L1: It's minimal.  

L2: It cannot really run the school.  

L1: And of course, that is why the state supports the school, to ensure that these 

individuals who attend those schools that are not disadvantaged by being in charged those 

exorbitant fees. (L1 Senior Ranking Political Policy Leader, L2 Senior Ranking Civil 

Servant Policy Leader). 

With no data available, indicatively the juxtaposed “the fees is minimal” and “exorbitant” is an 

institutional response to the poverty paradigms of private school fees. With regards to public 

school parental financial obligations. 

L2: They purchase their own uniforms.  
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L2: We support students with textbooks. Where some persons were buying them, the 

texts. What schools might ask for, as parents, to make a contribution. Contribution they 

can use for little everyday recurrent expenses. So, your students are going on a field trip, 

and you want to pay the transportation, for a bus, you have the monies. You have a little 

something small to do in terms of maintenance, toilet, maybe you can call a plumber right 

away to fix that, so you have some funds that you pay a person right away. So, whatever 

they pay is minimal, the contribution they make through the school is minimal. (L1 

Senior Ranking Political Policy Leader, L2 Senior Ranking Civil Servant Policy Leader).  

Comparatively.  

L2: The private schools, they pay more (Laughing). And a lot of it is used to providing 

extra support. That is the difference from the primary schools and the government 

schools, they give a lot of extra support to students, a lot of extra support in their work. 

Normal[lly] school [is] in [session] to one [PM] but they still have another program 

running from two to four two to five [PM]. On a Saturday as well. Some of it is just to 

supplement the extra sums. Some of the fees they collect is used to support the extras 

[elective curriculum]. (L1 Senior Ranking Political Policy Leader, L2 Senior Ranking 

Civil Servant Policy Leader). 

Clarifying why Dominica supports private schools evokes references to the lingering effects of 

the 1833 Education Act and 1834 Education Grant. 

L2: It’s money.  

L1: Ah yeah, historically that has been the case, historically, when these schools actually 

started out, they were self-financed, but over time the state supported because there was a 

disparity in performance between students at those schools and student at the state school. 
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So, we felt that there was a need to level the playing field. (L1 Senior Ranking Political 

Policy Leader, L2 Senior Ranking Civil Servant Policy Leader). 

Clarifying equity incentives from historical disparity that created institutional financial 

obligations. 

L1: Now to the extent that what you would have found is, in the past when we were at 

school, most of the better performers the top performers would move to those schools. 

But having, you know, created some level of equity, you'll find students register at any of 

the schools.  

L2: So, you have high performers from everywhere, it’s a mix.  

L1: But it's a, the Dominican model is maybe different from most other models and of 

course one of the things that you would have recognized this morning is that the state is 

responsible. (L1 Senior Ranking Political Policy Leader, L2 Senior Ranking Civil 

Servant Policy Leader). 

On how disparity equalization is funded, “Don't ask me how we are able to generate the revenue 

we do, on an annual basis, but the state has the responsibility of generating the revenue and 

financing.” (Level 1 Senior Ranking Political Policy Leader). Indicative in this statement is the 

Citizen by Investment program targeted to fund education remains outside of the purview of the 

ministry itself, and that fund or expenditures was found nowhere in the national budget reports. 

As further verification of these statements, ranked by expenditure are Dominica Grammar 

School (1), Pierre Charles Secondary School (2), Isaiah Thomas Secondary School (3), 

Portsmouth Secondary School (4), Goodwill Secondary School (5), North East Comprehensive 

School (6), and Castle Bruce Secondary School (7). These data confirm private school grant 

funding modalities since none appeared as a direct budget line item. Based on personnel 
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emoluments, this ranking also revealed student population size, and civil servant (teacher) 

salaries. Aligned to GNI poverty data levels teacher salaries were within the 86th percentile at 

XCD 760-2,100 per month (USD$281.22-$777.04), or XCD 9,120-25,200 per year (USD 

$3374.59-$9,250.52) (Teach Away, 2018; UNESCO Statistical Division, 2017).  

Performance 

As annotated earlier, 2008-2010 data collected by the PAHO (2012) reported a literacy 

rate of 86% for persons over the age of 15 years old, while “the highest level of illiteracy was 

among people aged 60 and older." (PAHO, 2012, p. 109). Further data from the OECS 2012-

2020 education sector plan reported that literacy decreases across the Caribbean is a prevailing 

policy issue. The OECS 2012-2020 education sector plan related it to increased school leavers 

and decreasing student performance on national and regional academic assessments that assess 

“core competencies in the key areas of literacy, numeracy and technology.” (OECS, 2012, p. 36). 

The 2008-2009 Country Poverty Assessment Volume 1, goal 2, target 5, addressed 15- to 24-

year-old literacy rates as critically correlated to completion of all school grades “up to Grade 12” 

(Caribbean Development Bank, 2012, p. 51), which across the region, institutional exit points are 

between forms 4 and 5. 

Teachers 

To contextually understand literacy and school leaver data and to verify environmental 

scan data, data from Ministry of Finance and Social Security Education Statistics number 4 

(2012) table 7.7 (p.18) was analyzed by the number of schools, student, and teachers by 

student/school/teacher ratio and density distributions, which confirmed reported secondary 1:12 

and primary 1:14 teacher/student ratios. A limitation was found in the 2017/2018 estimates 

expenditure’s part 4 of the National Budget. Detailed personnel numbers, included teachers 
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disaggregated by “qualified and unqualified.” To rectify that limitation, details were found in the 

2012 Dominica Education Statistics document. Minutely disaggregated in a footnote in table 4.2 

page 7 including private schools, 

Graduates Trained: With Undergraduate Degree and Teacher Training Graduates, 

Untrained: With Undergraduate Degree but no Teacher Training, Non-Degree Trained 

/Specialist: No Undergraduate Degree but obtained a Diploma or Certificate in 

Education, Non-Degree Untrained: No Undergraduate Degree and No Teacher Training, 

Percent Trained: refers to Graduates Trained or Non- Degree Specialist Trained. 

(Dominica Education Statistics, 2012). 

Representing 36.3% of the secondary staff, those data indicate that 212 teachers completed 

secondary school and began teaching, while 121 trained specialists have an education certificate 

or diploma without a post-secondary degree. Further, data gathered from the Ministry of 

Education and Central Statistics Office, 2012, specified that with the accreditation of the 

University of the West Indies, graduate teachers must have passed four “CXC” general level 

assessments to enroll in the two-year Secondary Associates degree program at the College. Non-

degree specialists, generally a primary teacher, do not possess an undergraduate degree but have 

a diploma or certification in Education from the College (Ministry of Education and Central 

Statistics Office, 2012). 

With that, teachers have benefitted from a regional training initiative to increase student 

academic performance, and to align with regional TVET program certification requirements 

despite unlegislated national skills integration policies. In 2012, 22 teachers were engaged in 

TVET competency-based education and training. Lead by Jamaican consulting team Dunn, 

Pierre Barnett and Associates, the strategy was to train the teachers, and then transition into 
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training the CVQ assessors. Strategically, TVET competency-based education and training 

ensures teachers can deliver core content knowledge, which aligns with skills and content 

standards. Those standards are ultimately measured on a competency-based exam, such as the 

CVQ. An additional training module has included internationally sponsored workshops in the 

region or in some cases internationally. However, environmental scans, budget reports, and 

interview data uncovered a tension. TVET trained teacher compensation is equal to other 

teachers. Additionally, a significant percentage of the teachers remain employed in a temporary 

status, since tenure or “an appointment” implicates further Ministerial spending. These data 

confirm interview statements that many TVET trained and certified teachers have left to the 

private sector after receiving their certifications.  

Transition and enrollments. 

At a ratio of 1:4, the 2012 Ministry of Finance’s Social Security Education Statistics No 4 

reported 60 primary and 15 secondary schools. These data initiated a transition enquiry since 

over the years, school level population sizes in table 7.6 (p. 17) showed a precipitous decline 

between 2001/02 and 2011/12. With a 74.8% overall transition rate, total (private and public) 

enrollments for this period were 8,144 elementary (5,263 Public, 2,023 State Assisted, 858 

Private), and 6,093 secondary students (4,266 Public, 1,781 State Assisted, 46 Private). Aligning 

to decreasing population statistics from historical external migration patterns and population 

declines, enrollment loss rates between years showed a total of 2,840 elementary and 1,407 

secondary students. Those data indicate a further transition loss rate of 50% (Census, 2011; 

Ministry of Environment, Natural Resources, Physical Planning and Fisheries, 2012, Ministry of 

Finance and Social Security Education Statistics, 2012).  
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Confirming this are 2006/5 through 2007/8 enrollment details in the 2012 Ministry of 

Finance and Social Security Education Statistics report. Table 9.1 on page 23 “Drop Outs By 

Main Reason” reveals 36.6%, 26.1% and 23.5% of the dropouts were because of migration while 

during the same period, 58.1%, 64.9% and 57.4% were for “other” reasons. Pregnancy was 

reported at 7.5%, 5.2% and 12.8%. Financial difficulty was surprisingly low 1.8%, .09% and 

6.2%. Expulsions were statistically zero from six males during the 2006/7 school year. On table 

10 (p. 25) during the same period, school repeaters, saw a massive increase in 2008/09, 

particularly males in the 3rd form, and females in the 4th form, which are the critical periods when 

students prepare for national academic certification assessments.  

To explain these data, it is important to contextualize poverty and then address external 

shocks during this period. Data in a 2006 IMF report, further supported by a CDB 2008/09 

report, and UNDP 2017 report on Dominica, summarizes the context of poverty and in what way 

that impacts student retention and migration data.  

2002 CPA, 29 percent of households and 39 percent of the population were below the 

poverty line. Moreover, 10 percent of households and 15 percent of the population were 

indigent. Poverty is largely a rural phenomenon, as three quarters of the poor live in the 

rural areas. The incidence of poverty is also much higher among the indigenous Carib 

population [Kalinago], with 70 percent of them falling below the poverty line and almost 

half of whom are indigent. Most of the Caribs also live in the rural areas. Poor 

households in Dominica are characterized by higher unemployment and lower levels of 

education. However, no strong correlation has been found between poverty and single 

parenthood, gender, or being elderly. (Wong & Ramakrishnan, 201, p. 2). 
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Critical to this statement is “However, no strong correlation has been found between poverty and 

single parenthood, gender, or being elderly.” Along with the low drop-out rate for reasons of 

poverty, the indication is a highly cohesive and resilient community that further withstood a 17% 

GDP decline in 2005/6 from the dissipation of the banana industry (PAHO, 2012) and slight 

increase because of an influx of tourism, then in 2007 hurricane Dean, a Dengue outbreak, and 

an earthquake, while 2008 saw hurricane Omar, and 2009 deadly landsides and the start of the 

global recession evaporating gains made from tourism.  

Assessments. 

CXC, CSEC, CVQ. 

Arrival in Dominica for this research was approximately nine months after hurricane 

Maria and during the national assessment period. Answering how national and regional strategic 

education policy initiatives designed, developed, measured, and determined to be effective or 

ineffective, uniquely, education policy in Dominica does not systemize separate, academic, and 

vocational tracks. As an indicator, several subjects assessed by the CVQ were reported as both 

CSEC and TVET subjects. Those include Food Nutrition and Health, Textile, Clothing and 

Fabric Design, Industrial Technology Building, Industrial Technology, Electricals, Information 

Technology, Office Administration, and Technical Drawing.  

Important to lower to upper secondary transition, in 2019 six subject CCSLC results were 

reported for ten secondary schools and 704 candidates (324 females and 380 males). There were 

779 in 2018, which is a 9.63% decrease. Of those, in 2019 the Ministry reported 91.2% or 560 

students achieved Mastery or Competency. To clarify their reporting since a straight 

extrapolation is 79%, the pass rate for 614 students in English A was 91.2% (English B details 

were not reported). 603 in Mathematics performed at 81.4%, and 113 students sitting for other 
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subjects (integrated science, Spanish, French, social studies critical to tertiary enrollment) 

performed at 91.2 %.  

2019 results posted by the Ministry of Education reported that overall, student CSEC 

performance in Dominica outstripped their Caribbean counterparts. “CXC” CSEC subjects’ data 

averaged a pass rate of 80.4% (82% 2018), while regional students came in at 64% (70.3% 

2018). Dominica students outperformed the regional average “in 30 out of 33 subjects”, while 

“13 out of 15 Secondary schools have performed above the Regional Average of 71.9%” 

(Ministry of Education, 2019). In 2019, of the seven candidates from Goodwill Secondary 

School, 100% CVQ pass rates were from two males and five females in Garment Production 

Level 1 “will be awarded by CXC”. Interestingly, business subjects are not categorized as TVET 

subjects, but as core academic/elective courses under the CSEC.  

At an increase of 7 from 2018, CSEC results from 15 schools included 786 candidates. 

Private school assessment candidates increased that year from 197 to a stunning 374, making a 

total of 1160 secondary students sitting for 33 subjects. However, in 2019 the Ministry reported a 

1.6 % performance decrease with a pass rate of 88.4%. 2014-2019 data trends saw increasing 

averages peaking in 2016 at 82.7%. There was notable a drop in 2017 to 78.4% from 81.7%, 

which was recaptured in 2018 at 82%. Both declines are explained by CXC rigor changes across 

most subjects Those included an essay component added to English A and B and Math that had 

10 additional high value questions (CXC, 2017, 2018). The final tallies were 309 (39.3%) passed 

five or more subjects which include Mathematics and English, 515 (65.5%) passed five or more 

subjects with a 1, 2, 3 (A, B, C), while 46 students across 13 schools achieved nine or more 1’s 

(A) (Ministry of Education, 2019).  
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However, an analysis of assessment performance in a publicly published ministerial 

PowerPoint shows very different data. Real performance indicates that 342 students or 23% did 

not pass English A, and more alarming, 778 students or 53% did not pass mathematics. Of that, 

the average performance on the exams was 76% English A and 45% Math. If it is assumed that 

2012 enrollment data remains relatively stable (migration, steady population rates), and the 

average final form secondary population is 2,031(total population divided evenly by three 

levels), and the school drop-out rate averages 23.5%, that leaves a total assessment participating 

rate of 73.2% which curiously aligns with historically reported transition rates and combined 

assessment loss rates. 

TVET assessments. 

TVET related subjects fared rather better. Combined data from the 2018-2019 Ministry 

of Education “TVET Subject” CSEC assessment performance PowerPoint reported an increasing 

sitting and performance trend. 2018 real performance decline was 30 students, or 9%, while 2019 

saw positive performance increases at 38% with an increase of 22 students or an average of +5%. 

Demonstrating increased interest and enhanced TVET teacher training policies, of the total 

presumed student population, assessment sitting rates increased from 15% to19%, while 

assessment achievement averages increased 3.2% from 91.7% to 94.9%. Conversely 2016-2018 

CXC CVQ data reports 28, 11, and 5 assessments taken indicating low post-secondary interest or 

limited adult assessment access. 

Detailed data by school were not reported, which was highly relevant to levels and types 

of TVET investment in schools. To track this down, TVET courses available by school data was 

gathered from school websites or Facebook pages, news reports, and ministerial assessment data. 

Interestingly, out of all the private schools, two all girls’ schools, St Martin Catholic Secondary 
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School (since 1950) and Wesley High School, offer “vocational” coursework and CSEC end of 

program assessments. Private Dominica Community High School, in partnership with UNDP 

and the Japanese government, has focused their coursework on eco-sustainability (a large 

element of Dominica’s tourism market), that includes coursework on solar power and sustainable 

agriculture practices. 

CAPE. 

2018 CAPE assessment results were not reported. However, the 2019 results were. 120 

“private candidates” from three “private institutions” sat for the exams, which included for the 

first time, TVET building and mechanical engineering drawing (BMED), digital media, financial 

services, and Spanish. Participant schools were not identified. Included in the results were two 

units in tourism at 70.8%, while overall CAPE performance was 74.8% or 12.2% below the 87% 

regional average. Importantly, 24 students sat for two-unit CAPE skills assessments while 18 sat 

for one and two-unit academic, managerial career track assessments. These data could indicate 

the state College’s recent effort to increase the vocational technical side of the curriculum as a 

national development and climate sustainability strategy. As a common national practice, in 2017 

the ministry announced on their Facebook account, 2018 CAPE registration and fees and 

unsubsidized private candidate CAPE/CSEC costs. The totals for 1 CSEC subject were XCD 

460.00 (five are for a secondary school completion certificate and transition to post-secondary 

school) and CAPE XCD 230.00 (two to four are required for most post-secondary schools).  

Monthly salary ranges are from XCD 680 to 4,180 XCD. 75% of the population earn 

more than 860 XCD with a median rate of 1, 520 XCD. CAPE assessment costs then ideally 

represent 30% of an average monthly salary, less ideally represent 53% of a poor families’ 

salary. Comparing these data with poverty rates reported in the 2008/2009 Country Poverty 
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Assessment and a 2004 UNStats report, tells an accessibility story. As a reminder, over 50% of 

the children live in poor households. Of those, only 27% of the poor have completed secondary 

education and non-poor only 45%. As to tertiary education only 3% of poor households have 

achieved a tertiary education and 18% of non-poor households. $460 XCD per CSEC subject out 

of five required for secondary completion, and XCD $230 per CAPE subject is out of range for 

39% of the population. Therefore, education policy stakeholders in Dominica have had to 

effectively navigate through a three-pronged critical response. Despite extreme climate change 

events, the three-pronged critical response included 1. the Citizen by Investment 2. Labor 

generating tourism enhancement funding schemes, and 3. A political landscape that offered to 

pay for post-secondary fees as an effort toward nation building, and to create substantive policy 

links to secondary and post-secondary education.  

Assessments and secondary school placement 

In a closer look at substantive measurement of those prongs, environmental scan and 

interview data served to clarify secondary school placement procedures, since no data were 

available in ministerial documents, website, or news reports. Initially, if available and including 

private schools, parents can choose up to three schools, indicating ranking value attributed from 

historical school assessment performance. The parental selection is reviewed by the Ministry, 

and final designation is based on that applicant exam scores, school fees, and proximity. The 

parents can petition the Ministry decision. However, critical to final placement is the 

government’s ability to subsidize only some school costs, materials, and bursaries to pursue 

college preparatory coursework beyond form five, which is not free, even in public schools.  

School Ranking 
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Therefore, assuming school assessment performance as criterion, it could be argued that 

St John’s Academy for boys is the highest ranked school however, the number of student’s 

sitting for the exams (six students English A, and four students Math) are so comparatively low 

that they have been eliminated from the following analysis. From the English A data, Convent 

School and Dominica Grammar ranked in the 90th percentile, however the latter was 4th to last in 

Math, while the former retained its first placed ranking for both. Orion Academy, Arthur 

Waldorn SDA Academy, ranked in the mid to lower 90th percentile. The 80th percentile included 

Castle Bruce Secondary School, Dominica Grammar School and Wesley High School. From 

there, was a precipitous drop into the 60s and 50s, and even more dramatically for Math. 

Aligning to national poverty distributions towards rural communities, the highest performing 

schools were found in the two principal cities, Roseau, and Portsmouth. 

Institutional loop-learning 

Perceptions  

In answer to what factors affect applications and interpretations of international policy 

initiatives with local initiatives, in 2015 an effort to expand those programs to eight secondary 

schools was announced, which included “government owned or assisted and the Dominica State 

College (DSC)” (Dominica News Online, January 9, 2015). In the public secondary school 

sector, three schools were specifically targeted as TVET schools: Dominica Grammar School, 

North East Comprehensive, and Goodwill Secondary schools. Strategically tied to investment in 

TVET programs as a national and regional human capital development strategy was coordination 

of teacher training, CVQ assessor certification, and post-secondary pathways at the Dominica 

State College. The CVQ was extended further, “where individuals within not just the school 

setting, but also the workforce are certified and they become more marketable and can function 
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not only in the Dominican setting but regionally and internationally” (Dominica News Online, 

January 9, 2015). During a national TVET curriculum review conference attended by TVET 

council, Ministry of Education, and OECS stakeholder members, policy efforts were under way 

to dissipate binary cultural and institutional perceptions of TVET by tying it to blended 

education models.  

Secretary of the Dominica TVET council, Merrill Matthew, said at the consultation that 

TVET is viewed differently from the past. “The new world system sees TVET differently 

from the way we saw it many years ago,” he stated. “Many years ago, if you could not 

pass common entrance then you were sent to do TVET, if you did miserably in GCE 

exams TVET [is] for you, if you did not perform well at CXC, TVET [is] for you. So, it 

was viewed as punishment, it was viewed as second class but today in the global village, 

TVET is on equal footing with any other form and type and style of education. (Dominica 

News Online, July 7, 2015) 

The outcome has been strategic policy efforts to shift perceptions and implement TVET 

programs as a holistic approach to national development by extending programs to out-of-school 

students, adults, as well as secondary school students.  

Strategic policy implementation, nation building and poverty abatement 

In 2019, strategically linking TVET with both adult and secondary school education, the 

Minister of Education announced a CDB and Canadian sponsored a Climate Resilience and 

Restoration project that included TVET skills training (141) and 43 in small contractor 

construction best practices. “We targeted 135 participants and 141 were actually trained from 15 

communities on the island in electrical installation, plumbing, masonry and carpentry” 

(Dominica News Online, September 9, 2019). 40% of the participants included female students 
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in two secondary schools, Isaiah Thomas Secondary School (“11 of the 15 participants”) and 

North East Comprehensive School (“11 of the 14 participants”), which “demonstrates that with 

the right environment and targeted outreach, our women are eager to step outside of the box and 

take on new challenges.” (Dominica News Online, September 9, 2019). A Level 3 Civil Servant 

Policy Leader explained Dominica’s regionally integrated development policy model. 

Remember whenever we develop ourselves, we don’t do it just for us, we look at the 

bigger picture. We look at the community, we look at national development and we look 

at making a difference in the world that we live in. (Dominica News Online, September 

9, 2019). 

The website for the all-female private St Martins Catholic Secondary School, reflected the 

impact of this strategy and the perceptual shifts from classist binary models. Vocational 

coursework and attendant assessments were heralded as a method to develop a whole child. 

2016-2019 press releases, the 2016 MOE Education Matters annual report, and the 2016-2017 

Economic Social Review following the Prime Ministers’ budget titled “Building a More 

Resilient Dominica” from the effects of hurricane Erika, detail TVET programs in Dominica 

Grammar School “Food Preparation and Auto Mechanics”, Goodwill Secondary School, 

“Garment Production” and North East Comprehensive School, “Crop Production and Auto 

Mechanics” (Economic Social Review, 2016, p. 89) since,  

Unfortunately, TVET has had a cultural deficiency in that we have seen it as a subject for 

those who are not so academically inclined. We’re seeking to change that culture because 

we see education and training working in equal partnership for a person’s development. 

Education provides the ‘know why’ and training provides the ‘know how’ so over time 
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the ‘know why’ and the ‘know how’ coincides to create a well-rounded fit-for- purpose 

employee. (GIS Dominica, 2016). 

An outcome of what is clearly education as a blended model, was the Ministry of Education 

supported TVET programmatic funding for both private and public schools. Differing, the other 

countries in this research ministerial charge of TVET was predominately regulatory. 

Blended modeling and institutional loop learning formations 

As an indication of the institutionalization of this blended model scaffolded across 

sectors, in 2016 a stakeholder in the Ministry of Employment commented on the integrated 

relationship of the CVQ. 

CVQ gives a certification for Caribbean people who are skilled in their vocations. That 

ties in nicely with what the Ministry of Trade and Employment is trying to do- to 

empower and equip our people to be skilled in various vocations. (GIS Dominica, 2016).  

Ignoring the absence of legislation, and an indication of the scope of national acceptance, out of 

concern that TVET lacks institutional continuity, in 2019 the head of the Dominica Employers 

Federation addressed the lack of a functioning TVET council.  

The TVET council, I don’t know if it has a spirit or a bad ghost, but it has not been 

functioning and if there is a TVET council appointed for the 2019 period I can tell you it 

does not meet; it does not function and as a result, the business community cannot have 

people certified for their technical competences. (Dominica News Online, July 12, 2019).  

The effect of policy focus, and the relevance of vibrant stakeholder engagement in those policies 

has been to target the CVQ as measurable articulations of national development policies.  

International education policy as knowledge 

Institutional stakeholder landscapes 
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However, indicative of the tensions that form within institutional silos and regulatory 

frameworks that have yet to legislate TVET. Skills coursework, and assessment data from the 

Ministry of Finance and Social Security Education Statistics number 4 (2012) publication, and 

press releases, were consistently reported as CXC, CSEC. The CVQ is only reported in 2019. 

Important to this is the lack of a strong TVET Council leader. As stated earlier, Dominica has 

struggled to form a TVET council. As an unlegislated mandate in the education act, as per the 

CXC, the council initiates, develops trained CVQ assessors, and manages implementation. 

Limiting long-term strategic economic development projections, environmental scan, interview, 

and news report data confirmed the Councils’ historical membership was drawn from the 

construction sector, which explains TVET program types in schools.  

We have the issue of the Technical Vocational and Education program in Dominica 

which has been lacking tremendously which has been championed by BCAD [the 

Builders and Contractors Association of Dominica] and we cannot move forward in 

rolling out more technical competences as well as the CVQs because the TVET Council 

in Dominica basically does not function and for us to have our CVQs in Dominica, the 

council must vet the CVQs accessors as well as the institution doing the training. 

(Dominica News Online, July 12, 2019). 

Underscoring the effect of an unlegislated mandate and the tensions it can create, participant 

appointed by the Ministry from the private sector was unclear of their role, the council’s role, 

TVET’s role in education, and repeatedly cited the lack of staff funding support from the 

Ministry of Education to formulate policy meetings. Although messy, the active engagement at 

multiple stakeholder levels also indicates and environment that innovatively embraces risk-
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taking, which in a critical component of regional quadruple-loop learning constructs and an 

interesting, wicked problems solutions approach. 

Power networks and political will 

Knowledge sharing across national and regional policy communities 

To confirm that analysis, the following network analysis is a two-mode logical flow 

mapping approach to the research question, in what ways are policy actors connected, what 

conditions those connections, and what knowledge is shared across networks.  

As a reminder, relationships are unidirectional symmetrical (works with-source of 

institutional design and knowledge spread), directional one-way (employs/employed-

organizational structures and knowledge flows), and undirected associative (knows each other-

who controls knowledge sharing). As a quantitative expression of the graphs, centrality 

measurements were useful to empirically substantiate important network actor stakeholders and 

to trace through whom and what policy knowledge was disseminated across the network.  

Figure 11 Dominica, whole sociogram network. 
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Table 10 Dominica sociogram participant legend. 

• Level 1: Senior Ranking Political Policy Leader (D SR1PL1) 

• Level 2: Senior Ranking Civil Servant Policy Leader (D SR1CSL1a) 

• Level 2: Second Level Ranking Civil Service Academic Appointment Policy Leader (D 

2LRPLA C) 

• Level 4: Senior Council Member TVET Portfolio (D 1SCV)  

• Level A: Academic: Senior Higher Education policy contributor (D HEPC) 

• Level B: Out of School Programs: Senior Staff Out of School Programs (D OSR1) 

• Level B: Out of School Programs: Junior Staff Out of School Programs (D OSR2) 

• REGPERSON 

 

Institutional design. 

Indicative how intuitional roles have created a broadly distributive institutional design, 

the Level 1 Senior Ranking Political Policy Leader had five symmetrical (works with) ties to all 

national leadership levels, one with the regional REGPERSON, one each with the CESEC, CVQ, 

CXC and none to field level Junior Staff responsible for Out of School Programs or the NVQ. 

Unlike St Kitts and Nevis, their uniquely outward one-way (employs) ties include all senior level 

stakeholders, the CXC and none with the Senior Higher Education policy contributor, 

REGERSON or the NVQ. Together with their symmetrical ties confirms triangulated data 

confirm their institutional regional relationship with education policy and national blended 

education policy focus that is tied to regional certifications to encourage skilled labor migration.  
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Like the Level 1 Senior Ranking Political Policy Leader, the Level 2 Ranking Civil 

Servant Policy Leader’s symmetrical (works with) ties were with all senior leadership including 

the Senior Council Member and with the REGPERSON, CSEC and CXC indicating an 

institutionally horizontal knowledge construct, which is informed by regional policy. 

Interestingly they have outward one-way (employs) with the CSEC, CXC, CVQ and none with 

the CAPE or NVQ but have associative (knows each other) ties to the NVQ. These data indicate 

their institutional role with policy transmission and interpretation and further confirms senior 

leaderships’ institutional regional relationship with education policy as it relates to regional 

certifications to encourage skilled labor migration. 

The Level 2 Ranking Civil Servant Policy Leader Academic Portfolio’s symmetrical 

(works with) ties with the Academic Senior Higher Education policy contributor, REGPERSON, 

Level 1 Senior Ranking Political Policy Leader, the Level 2 Ranking Civil Servant Policy 

Leader, the CXC, CSEC and CVQ further confirms a robust institutional reciprocity and position 

in senior leadership decision making. The Academic Senior Higher Education policy 

contributor’s symmetrical ties are with the REGPERSON, the Level 1 Senior Ranking Political 

Policy Leader, the Level 2 Ranking Civil Servant Policy Leader, and inward one-way (employs) 

ties from the Ranking Civil Servant Policy Leader Academic Portfolio, the CXC and CAPE 

indicates a senior level institutional policy reciprocity that includes regional assessment models. 

How reciprocity is relevant to institutional design and knowledge spread across the network is 

reciprocity indicates positive relationships that form horizontal distributive institutional designs, 

which encourages complete knowledge flows and exchanges. 

The Out of School Programs Senior’s symmetrical (works with) ties were with the Level 

2 Ranking Civil Servant Policy Leader, the Level 2 Ranking Civil Servant Policy Leader 
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Academic Portfolio and Junior Staff Out of School Programs described a vertical project-based 

knowledge flow of supportive educational programs for their constituents. The Junior Staff Out 

of School Programs associative (knows each other) ties are with the Level 2 Ranking Civil 

Servant Policy Leader, the Level 2 Ranking Civil Servant Policy Leader Academic Portfolio and 

the Level 2 Senior Ranking Civil Servant Policy Leader also described a formal vertical 

institutional knowledge spread as related to program delivery. However, it is interesting that a 

field person has this level of ties, confirms a horizontalized distributive institutional construct. 

Reaffirming their technical role, unsurprisingly their symmetrical (works with) and one-way ties 

are only to the Out of School Programs Senior. 

Knowledge sharing. 

The Level 1 Senior Ranking Political Policy Leader’s associative (knows each other) ties 

were with the Level 2 Senior Ranking Civil Servant Policy Leader with whom they have a close 

working relationship, the REGPERSON, Junior Staff Out of School Programs, and the NVQ 

suggested a national TVET policy knowledge spread for out-of-school or marginalized youth 

programs, which through the REGPERSON is informed by regional OECS economic initiatives.  

The Level 2 Ranking Civil Servant Policy Leader’s associative (knows each other) 

connections were with the REGPERSON, the Senior Council Member, and the Senior Staff Out 

of School Programs, and the NVQ indicating regional economic models that inform a TVET 

skilled labor policy for national marginalized populations. Furthermore, their outward one-way 

(employs) ties are reflective of institutional formations that support secondary level skilled labor 

migration education policy. Those are with the CVQ, CXC, CSEC, the Senior Council Member, 

Level 2 Senior Ranking Civil Servant Policy Leader and none with the CAPE or Academic 

Senior Higher Education policy contributor, which are all directed and informed by the unique 
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inward one-way tie from the Level 1 Senior Ranking Political Policy Leader indicate national 

applications of skilled training pathways for the secondary level and their connectivity to 

regional migration opportunities. 

Differing from their institutionally linked symmetrical ties (CAPE), the Academic Senior 

Higher Education policy contributor’s associative (knows each other) ties are with the CVQ and 

the Senior Council Member indicating skilled certification outcome pathways for the post-

secondary level, while informed of regional policy through the REGPERSON, and as it 

corresponds to the secondary institutional level from ties to the Level 2 Civil Servant Policy 

Leader. With no one-way ties, these data indicate robust policy exchanges that operationalized 

horizontal learning pathways to assure increased skilled labor opportunities across K-20.  

Senior Council Member’s associative (knows each other) ties are with the Level 2 

Ranking Civil Servant Policy Leader and the Academic Senior Higher Education policy 

contributor confirmed technical business links with TVET and education. This is substantiated 

by the inward one-way (employs) knowledge flow from the Level 2 Ranking Civil Servant 

Policy Leader and the Level 2 Ranking Civil Servant Policy Leader Academic Portfolio and their 

singular symmetrical tie to the Level 2 Ranking Civil Servant Policy Leader. These data also 

confirm interview data that they had just begun to serve in their role and know little about the 

TVET Council objectives.  

The Out of School Programs Senior’s associative ties with the Level 2 Ranking Civil 

Servant Policy Leader Academic Portfolio confirm a general education knowledge spread, as did 

their inward one-way (employs) ties and additional the out-ward tie to Junior Staff Out of School 

Programs to assure program delivery. The lack of ties with any of the assessment policies was 

explained during an interview with the Junior Staff Out of School Programs staff. They would 
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like to access them, but for the moment the programs are outside of the educational stream. The 

interesting aspect to this is the Level 2 Ranking Civil Servant Policy Leader’s singular tie with 

the NVQ, indicating that while they are aware of a national certification option, strategically the 

focus is on regionally recognized certifications that opens wider access to the whole labor 

community.  

The REGERSON’s symmetrical (works with) ties to the Level 2 Ranking Civil Servant 

Policy Leader, Academic Senior Higher Education policy contributor the CXC and CVQ affirm 

an institutional knowledge reciprocity with regional skilled education policy objectives. Lacking 

one-way (employs) ties and with the addition of the Level 2 Ranking Civil Servant Policy Leader 

Academic Portfolio associative (knows each other) ties, regional knowledge was institutionally 

spread to include general education indicating the emergence of blended education policy.  

Centrality Measurements. 

Table 11 Dominica, social network centrality measurements. 

 

The sociogram network data indicating a distributive horizontal institutional design, with 

a knowledge spread that links regional assessments to secondary skilled labor certifications and 

Case Degree Degree In Degree Out Betweenness Closeness
CAPE 1 1 1 0.000 0.037
NVQ 2 2 2 0.000 0.043
CSEC 3 3 1 0.000 0.045
D OSR1 4 4 3 0.000 0.048
D 1SCV 3 3 2 0.000 0.048
D OSR2 4 4 4 0.000 0.048
CXC 5 5 4 0.000 0.053
CVQ 5 5 4 0.000 0.053
REGPERSON 6 6 6 0.400 0.056
D HEPC 8 8 8 25.067 0.063
D2LRPLA C 9 8 9 11.733 0.067
DSR1CSL 1a 11 7 11 27.400 0.077
D SR1PL1 11 10 11 27.400 0.077
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regional skilled labor migration policies are further supported by the centrality measures. As 

table 4 indicates both regional assessments the CXC and CVQ degree- network influencer (5), 

degree in- receptor of knowledge (5), degree out-knowledge source (4) and closeness (shortest 

path from one node to another) measurements are equivalent (0.053). This is followed by a 

decrease for the CESC, degree and degree in (3), degree out 1 and closeness (0.045). A slightly 

lesser closeness equivalency is seen with the NVQ (0.043), and even degree, degree in and out 

(2) confirming awareness of the Jamaican NVQ model as a policy tool. The CAPE saw a further 

closeness decrease at (0.037) and degree, degree in and out (1), which confirms triangulated data 

that the national education policy focus is on facilitating broader access to skilled and educated 

labor certifications. Unlike the other countries, the assessment policy data indicates a blended 

education policy lens.  

Table 11’s betweenness measurements indicate, the policy space knowledge diffusers are 

evenly distributed between the Level 1 Senior Ranking Political Policy Leader, (27.400) the 

Level 1 Senior Ranking Civil Servant Policy Leader (27.400), to a slightly lesser degree the 

Senior Higher Education policy contributor (25.067). Their institutional roles shown by the small 

differences betweenness metrics lend further substantiation of the policy objectives of the 

assessment data and an institutionally distributive design and confirms a national education 

access policy in triangulated data. The Level 2 Ranking Civil Servant Policy Leader Academic 

Portfolio betweenness (11.733) that is almost half of the other senior leaders institutionally aligns 

with their graph ties data as a policy manager/disseminator, while the REGPERSON’s 

betweenness (0.400) confirms the collective perception of their regional education consultant 

role around TVET and national economic development.  
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Closeness centrality data further confirms this policy space as distributive with the least 

encumbered access to information by the four principal policy leaders’ tightly clustered data. 

Those are the two senior leaders (0.077), the Level 2 Ranking Civil Servant Policy Leader 

Academic Portfolio (0.067), the Senior Higher Education policy contributor (0.063) and the 

REGPERSON (0.056). Confirmed by these and all other data, Dominica made little association 

with post-secondary education and skilled labor migration, while TVET and general education 

regional knowledge of graduating students with skills and academic certifications was agilely 

refocused toward nation building.  

Political will, existing political regime, and civil servants 

As further triangulation of national network data and identified navigational strategies 

findings, the figure 12 project map was created from coded transcripts and cases (participants) to 

identify and analyze the effects of participants’ expressed relationship to civil servants, the 

existing political regime, and response to prevailing political will to further identify and verify 

conditions surrounding knowledge exchanges, institutional designs, navigational practices, 

network sociogram graphs and attendant empirical centrality measurements. No mention of those 

relationships clarified those participants’ institutional structure and learning system positionality 

and power. Important to this vertical and transversal approach is to identify who might be critical 

policy actors, and what roles conditions institutional transmission and interpretation of regional 

and national policy TVET and academic education policies. As a reminder, line directionality 

indicates receptor or transmission roles. 
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Figure 12 Dominica project map, political will, existing political regime, and civil servants. 

 

Table 12 Dominica project map legend of stakeholder institutional levels. 

• Level 1: Senior Ranking Political Policy Leader (D SR1PL1) 

• Level 2: Senior Ranking Civil Servant Policy Leader (D SR1CSL1a) 

• Level 2: Second Level Ranking Civil Service Academic Appointment Policy Leader (D 

2LRPLA C) 

• Level 4: Senior Council Member TVET Portfolio (D 1SCV)  

• Level A: Academic: Senior Higher Education policy contributor (D HEPC) 

• Level B: Out of School Programs: Senior Staff Out of School Programs (D OSR1) 

• Level B: Out of School Programs: Junior Staff Out of School Programs (D OSR2) 

• REGPERSON 
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Oh, that's why the politicians believe that! I mean the politics of the Caribbean are 

fascinating and entertaining events, it's very predictable. This country never 

underdeveloped, and it directly choose[s] to play up to change the politics. Okay, but an 

old professor always told me, no matter what you think, it is what the people think. 

(Academic Senior Higher Education policy contributor). 

Seen by three critical actors, Dominica’s institutional knowledge exchanges and policy 

implementation was operationalized around technical and strategic competencies. The Academic 

Senior Higher Education policy contributor is the only one connected to all three components of 

analysis. This indicated a critically important role as a knowledge driver in an agile political and 

institutional context. This also verifies their role across the education policy change knowledge 

spectrum. Those data include the economic impact of climate change, and how that has shifted 

formal institutional systems into agile systems whose centrality is a multiple policy approach to 

nation building, which includes education. Confirmation is the recent restructuring of the 

Community College focus toward robust investment in the technical education side of the 

college, and political will from the existing political regime to end financial access barriers for 

their citizens. In concert, the Level 1 Senior Ranking Civil Servant Policy Leaders’ singular civil 

servant connection indicates their institutional and knowledge dissemination role to assure policy 

delivery, while the Out of School Programs Senior Out of School Programs mandate to be 

responsible for all other constituents. As a further connection to the systems knowledge 

exchange the latter’s tie to the existing political regime verifies their poverty abatement training 

portfolio as a substantive response to the Citizenship by Investment initiative. The Junior Staff 

Out of School Programs domain is program delivery centrally focused on marginalized 

populations, which as a task unit, is not connected to the analysis data.  
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Interestingly all other leaders made no direct mention of either component of analysis. 

What they did communicate is a deep technical relationship to policy. That describes a loosely 

coupled institutional system that foments open lateral knowledge exchanges. Uniquely they have 

systematically operationalized quadruple-loop learning. While it could be argued that this is a 

function of scale, other data, and in particular their response to the effects of climate change, 

engendered an agile, risk-embracing institutional learning system that is central to regional 

quadruple-loop learning formations.  

Summary 

Dominica’s policy actors’ navigational strategies differed from the other countries in this 

research. Pressures from international vertical international policy initiatives and an economy 

made volatile from climate change effects were addressed laterally through contextually relevant 

policy designs, which were evidence of regional quadruple-loop learning knowledge exchanges.  

As to what ways does that navigation affect education policies developed between and 

among national and regional policy actors, multilateral, and private sector counterparts, unique to 

this country, institutional designs were highly connected, knowledge exchanges, that 

intentionally and horizontally included a broad spectrum of stakeholders. That generated active 

risk-taking and innovative practices culminated in reforming skills and academic certifications 

into a cohesive pathway to assure access for all their citizens.  

As to measurement, and effectiveness like the other countries in the research, the CSEC 

assessment was interchangeably described as TVET or academic, however, Dominica reported 

TVET program performance in equal measure and national scores against regional CSEC 

performance. Moreover, applications and interpretations of international policy were effectuated 

by cohesive pathway efforts that rejected binary assessment measurement criteria such as the 
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CVQ and NVQ, that duplicates international descriptions of TVET. Dominica policy actors were 

highly connected within their own stakeholder group and saw the most connections to other 

country education policy stakeholders. Arguably, what conditioned those connections were 

embracing and leveraging scale, acknowledging treats and limitations from climate change on 

national labor forces and their economy, and recognizing the knowledge resources available 

across networks.  

Challenges 

Without a formal TVET policy, or legislative codification, current efforts are easily 

deviated by political change and increasingly imbalanced foreign investment in tourism 

infrastructure. Moreover, intensive focus on responding to national rebuilding or nation building, 

lacks sustainability strategies that are designed from data mastery, which translate into functional 

long term policy projections that includes education.  
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Chapter 8 Policy Findings 

Drawing on wicked problem paradigms and loop learning formations, this chapter 

comparatively addresses national stakeholders’ policy perceptions and acts in a regional context 

as they are transversally, horizontally, and vertically affected by scale, cultural and political 

contexts over time. Findings in this chapter was organized by literature review master themes 

(macro education policy in a globalized economy, international education policy as knowledge, 

power networks and political will, institutional loop-learning, and skilled migration), the four 

research questions and then by themes and subthemes. Those are: Navigating international policy 

initiatives, Subthemes: Skills, academic learning associations, perceptions across time, TVET 

perceptions, contextual ethos and the Ideal Caribbean Person, religion, the Ideal Caribbean 

Person, professional backgrounds, institutional designs, school rankings, loop learning, shared 

policy objectives; Applications and interpretations of international policy initiatives with local 

initiatives. Subthemes: Risk conditioning, education Acts, legislation and risk-taking, training 

and risk-taking, context and risk taking, the private sector risk-taking and policy changes, 

tourism and risk taking, funding, and the dance of 1000 veils, international partnerships, national 

funding schemes, income distribution and the labor market; Measuring effectiveness, Subthemes: 

Assessment policies across knowledge networks, Regional assessments and poverty abatement, 

access to regional, international and international universities, national and regional vocational 

assessments; Between and among counterparts Subthemes: Skilled labor migration, international 

migration, and tertiary education and migration.  

The second part of the chapter is two-mode logical network analysis of the comparative 

policy findings. The objective was to confirm critical education policy described as end-of-

program assessments, and what gave rise to or conditioned connected networks, such as 
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institutional design, regional knowledge flows and attendant policy perceptions. As a deeper 

analysis, those relationships were then disaggregated by two-mode undirected networks: 

associative (knows each other), unidirectional symmetrical (works with) and directed one-way 

(employs).  

Macro education policy in a globalized economy 

Navigating international policy initiatives 

In answer to the research question, how do national and regional policy actors navigate 

international policy initiatives, the first interview question of a total of six, “Tell me about 

TVET” (appendix a) established participant knowledge baselines, and their perceptions of 

existent education programs, scales, partners, funding mechanisms, and program quality. 

Findings connected TVET policy components to national and regional sustainability and 

economic development, subsequent poverty abatement policies, regional and international 

migration, and nation-building. Interview data in figure 12 confirmed that policy actors robustly 

linked academic and vocational education as a blended response to national engagement in 

regional economic sustainability and social development.  

Skills, academic learning associations. 

Figure 13 Skills and Academic Learning (SKAL) associations with blended learning programs. 
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Figure 13 was generated from coded description frequencies of skills and academic learning 

associations with blended learning programs. A sample of those descriptions; “But today, we 

recognize now that TVET is critical for economic, for national development. So, what we have 

done is to blend the programs where we tie the academics with their skills.” (Level 1 Senior 

Ranking Political Policy Leader). A Level 2 Ranking Civil Servant Policy Leader described 

figure 13’s specific policy implementation.  

Now, having had that policy there are a couple of policy decisions that this ministry has 

taken. One policy decision is that by 2019 we would like all graduates at the secondary 

level to be leaving with at least a marketable skill. (Level 2 Ranking Civil Servant Policy 

Leader). 

A Level 1 Senior Ranking Political Policy Leader clarified the impetus for figure 13.  

Roughly 10 years ago, we recognized that in order to experience any meaningful level of 

economic development that we needed to address education at its core, and for us, we 

recognize is a small island state population that TVET is a way for us. (Level 1Senior 

Ranking Political Policy Leader). 

A Level 2 Ranking Civil Servant Policy Leader described the relationship between education and 

long-term policy goals.  

I think we will achieve that given mix of academic and skill development, that we will be 

surely able to say that we are sustainable. That’s right, individuals who will ensure that 

this economy survives another three, four, five centuries, as long as we have about it. 

(Level 2 Ranking Civil Servant Policy Leader). 

Perceptions across time. 
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However, public perceptions were prevalently tied to social agency and class 

stratifications from slavery histories and the institutional formations from the 1833 Education 

Act and 1834 Education Grant. A Senior Higher Education policy contributor explains parental 

insistence that a top female athlete who had a vital future career in sports should none the less sit 

for academic exams. 

See, she understood it, but I’m just giving the inevitability that, ‘I don’t care what my 

daughter’s going to be, make sure she has a CXC.’ So, we professionals did a good job in 

pushing it, so we are really good at it. So, I believe we put the same strategy, the same 

values in technical education, 20 years from now, when I’m gone, we won’t need the help 

from anybody else when we have a hurricane. We’ll fix our houses ourselves. So, that’s 

what I want. (Academic Senior Higher Education policy contributor). 

As a key finding of the research question this statement mirrored candid admissions that 

educational institutions are fully responsible for change or that they maintain vertical systems, 

which institutionally safeguard classist paradigms. The navigational terrain response included an 

acknowledgement that contextual perceptions need to be evolved. 

Table 13 Association of TVET with Academic Learning: Learning Program Associations (LPA), 
Skills and Academic Learning (SKAL), Binary (Bin), Blended (BL). 

Association of TVET with Academic Learning Response Frequency 

1: Skills and Academic Learning (overall) 22 

2: Learning Programs Associations 27 

3: LPA Binary (over all) 68 

4: LPABIN Higher Education 32 

5: LPABIN Secondary Schools 51 
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6: LPA Blended (overall) 27 

7: LPABL Higher Education 8 

8: LPABL Secondary Schools 26 

9: SKAL Associated 47 

10: SKAL Not Associated 45 

Table 13 displays coded interview response frequencies of associations of TVET with 

academic Learning: Learning Program Associations (LPA), Skills and Academic Learning 

(SKAL), as Binary (Bin), or Blended (BL). Table 13 indicates, there is an adherence to 

international binary typologies (3, and 5) however, with a closer inspection figure 13 and table 

13, indicated TVET skills and academic education are associated, but only slightly more than not 

associated (2, 6, and 8) while skills associations are relatively even (9, 10). As an effect of 

slavery, the 1833 Education Act’s institutional binary policy and public perceptions were 

identified in (3, 5). As that relates to applying blended policy, (8 and 9) affirms the statement 

from the Senior Higher Education policy contributor that changes are underway. More 

specifically, supported by regional policy and despite the preponderance of conditional restraints 

and the academic privilege of the policy actors themselves, (8 and 9) suggested a willingness to 

take measured navigational risks. However, learning associations (5), also advanced a persistent 

view that the secondary level remains binary as it does at the tertiary level (4 and 7). In isolation 

secondary and tertiary education aligns with international models. 

Interestingly, though, secondary level blended learning program associations and skills 

are tightly associated (2, 6, and 8). Those data point to a perception effect of secondary school 

policy described as “universal secondary education,” tied to regional policy that all secondary 

students graduate with both academic and technical skills. Conversely, the distinct disassociation 
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of blended learning at the higher education level (8) and elevated binary frequency rates (3) 

extends academic centric modeling. This is decidedly relevant since a principal thrust of 

multilateral initiatives is to focus TVET toward costly higher education rather than secondary 

education.  

In adherence with international policy initiatives, findings from three of the four counties 

suggested that tertiary education targeted higher vocational skilling toward managerial positions, 

which incentivizes lucrative regional migration. Conversely, embedding TVET skills training 

within “universal secondary education,” indicated regional quadruple-loop learning knowledge 

exchanges attached to contextually adapted development, sustainability, and poverty abatement 

practices. As wicked problems solutions the quadruple-loop knowledge exchanges enhances 

understanding the navigational how. The what is the degree of knowledge exchanges that 

corresponded to national economic strategies as per the extent of formalizing adoption of 

national TVET policy. In that only Jamaica had a legislated TVET policy (1982), St Kitts and 

Nevis (2014) and St Lucia’s (2017) have written a TVET policy but lacked codification, and 

Dominica had neither.  

TVET perceptions. 

As further clarification of figure 13 and table 13, threaded throughout the participant 

responses was an overlay of important sociocultural perceptions of TVET, and how policy 

efforts were intentional acts to convert TVET from a binary model to a blended one.  

Well, I remember I told you the history of the Caribbean, everybody is thought to be a 

lawyer and a doctor. So, from high school, a high school where kids, quote-unquote, kids 

who could [not] learn were sent to a technical vocational program and ironically today a 

lot of rich people don’t want [TVET] because they have learned the skills, whereas we 
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have to please them. So that is the history and the culture of our country's education. So, 

let me give you a very clear insight on what happens to the family in [this country] that 

we have to deal with. Little Johnny gets six distinctions in his comment work, what we 

call the CXC that's what gets everybody here. There's no way of thinking of sending him 

or her to do plumbing technology, motor mechanics, and agriculture. That's not gonna 

happen. So, when they design the curriculum here, is to get them over here to 

universities. Not to… (Academic Senior Higher Education policy contributor). 

Confirming the Academic Senior Higher Education policy contributor’s description, a Level 1 

Senior Ranking Political Policy Leader reverently described how as children, their brother had 

the knowledge to apply learning and became an engineer, while the leader with no practical skills 

became a math teacher and then a politician. Describing a wicked problem, they also clarified the 

complexity of the political landscape, and the larger effect of TVET as they wrestled with 

lingering binary perceptions that they directly and complexly cite as personally, politically, and 

historically classist. 

So, I personally feel that our best students are generally, were not encouraged to go into 

Technical Vocational fields because the idea was everybody, but then again, I suspect it 

has a history of, many of, you're coming up on the slave and play. And I hope you 

understand that this is a society that came out of slavery, and people saw being a lawyer, 

being a doctor, medical doctor, being an architect. Well, that one, they saw engineering 

and architecture as elitist areas. But in my view, that's why a lot of parents don't want the 

children, they didn’t want their children to become people who are involved in technical 

vocational education fields. Because they saw, I did it as a parent, they said, I don't want 

my child to become this. (Level 1 Senior Ranking Political Policy Leader). 
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Further describing wicked problems across scales, a Level 2 Senior Ranking Civil Servant Policy 

Leader underscored navigational features of transcending shared historical conditions across the 

region. 

TVET has evolved over time especially in [this country]. We have benefited, not 

benefited, we have suffered from our, the remnants of slavery which is how we started in 

the 1600s. Where are all, our persons were only educated up to the elementary level. And 

then they were all placed on the farms to do more to plant crops, or the ladies stayed in 

the kitchen to cook for the masters and so on. And so TVET traditionally, because of our 

history, is seen as those areas where persons are unable to read and write, what they are 

good with their hands so they can do something to survive. But academically it is not 

there. So, we have suffered from that perception. So much so that even when I was going 

to school, it was actually a battle. When I decided that I wanted to do food and nutrition, 

and clothing, and textiles, and specialized areas, but my teachers felt that I really should 

be doing the sciences. So that has been out past. Now, fast forward from that time to, let's 

put it at 2010, are where we effectively through the [nationally legislated institution] 

started the actual integration of TVET within the education system. (Level 2 Senior 

Ranking Civil Servant Policy Leader).  

Highly relevant to these findings is they are persistently grounded in overcoming social agency 

perceptions conditioned by slavery histories. As such, the navigational how and what becomes 

more apparent. As to policy navigation, case study findings suggested a closer adherence to the 

2012 Third International Congress on Technical and Vocational Education and Training 

Shanghai Consensus, “Link TVET with general education to ensure flexible pathways at all 

levels and facilitate the progression of TVET learners to higher levels of education as part of 
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lifelong learning strategies.” (UNESCO, 2012, p. 9). However, while addressing the full scope of 

learning the thrust of the Shanghai Consensus is TVET ultimately resides at post-secondary 

levels.  

Contextual ethos and the Ideal Caribbean Person. 

As such, national development, poverty abatement, and sustainability needs are 

considerably more complex than high-income country industrial policy constructs that describe 

human capital as service to global economic competition and GDP increases. Contexts are 

woven expressions of national and cultural tenets. As a centralizing tenet, the “Ideal Caribbean 

Person” appeared in case study findings; it is wound throughout national Education Acts, in 

regional education and migration policies that include TVET, and is further tied by Christian 

collectivism.  

Religion. 

Evidence collected during environmental scans was a transversal confirmation of 

historical education policy formulations and means to determine subtle phenomenological 

components of leadership navigational strategies. Environmental scans found Christian 

motivational posters hanging in every ministry office and secondary and post-secondary school 

sites. Triangulated with interview response frequency data (12 participants, 24 references), and 

references to the Ideal Caribbean Person document, the Christian duty component of the 1833 

Education Act and 1834 Education Grant tied national and regional poverty abatement strategies 

to TVET policy acts.  

Ideal Caribbean Person. 

As an intersection, the philosophical tenant of Ideal Caribbean Person is to form a central 

identity that defines who we are. It also describes in what way the individual contributes to the 
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whole and in what way the whole is responsible to the individual. As a theoretical construct it 

functionally drives regional quadruple loop learning frameworks. In that formation critical 

components of regional development that include skilled labor migration, regional and national 

sustainability, and poverty abatement, empowers contextually relevant national efforts toward 

designing blended academic and TVET education. A Level 1 Senior Ranking Political Policy 

Leader described that intersectionality. 

For me, the Ministry of Education, first of all developing a well-rounded citizen who can 

develop not just this society but in any society that he or she finds himself or herself. That 

will require, of course, the development of not just academically oriented students, but 

those who have a critical skill for survival. Importantly too within the Ministry of 

Education, I’m hoping that within a short time we can achieve a success rate within the 

Caribbean region that is comparable to none. (Level 1 Senior Ranking Political Policy 

Leader). 

Facilitated by that intersection, a Level 1 Senior Ranking Civil Servant Policy Leader, describes 

navigating external and internal pressures from international policy initiatives tied to funding.  

There is a particular culture and moral fabric of this, of the country, and we are always 

fortunate to have Ministers who well, the Education Act actually speaks to the Christian 

beliefs and principles of our children, developed by our Minister, and so we have always 

had a Minister who understands our broad context in terms of where [this country] has 

come from and where we are at, and it follows the philosophical underpinnings of 

education in [this country], so it's not very difficult. So, if we have to start on a point of 

principle, which we have had to do in the past, then that is what we do. I am a civil 

servant, so there are, somethings, I have to be directed, but I have never been faced with a 
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situation where the ministry's decisions conflict with my personal values. (Level 1 Senior 

Ranking Civil Servant Policy Leader). 

Relevant as well is this participants’ phenomenological description of institutional formations, 

how they operationally adhere to the ethos of the Ideal Caribbean Person, and as a leader assure 

its diffusion.  

Professional Backgrounds. 

In further answer to how policy actors navigate international policy initiatives, 

participants' educational and professional background, professional age, and if they directly 

managed the TVET sector within their respective institutions had a relevant bearing on 

implementing blended models. As seen in figure 14, an important advantage of policy continuity 

was their institutional role as change agents. Percentages in figure 14 were calculated by the 

number of participants in each country and role levels by country. Reading the right side of 

figure 14 from left to right, participant roles are: (1) 2nd level senior policy leader, 1st level 

academic and 3rd level policy leaders with a vocational portfolio, (3) 3rd level policy leaders with 

a vocational portfolio, (2) 1st and 3rd level counsels, (2) 2nd level senior policy leaders, 2nd level 

academics, 2nd level councils.  

Figure 14 Number and percentage of participants with TVET backgrounds. 
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What they share is they studied TVET or were implementers of TVET programs in their 

early professional lives. This finding is highly relevant to explaining the ability to navigate 

international policy initiatives, which subscribe to binary educational typologies. Further 

explaining the what, their leadership levels were tied to quadruple-loop knowledge sharing 

within regional policy environments (see network section), which created contextualized policy 

implementation tools that adapt larger theoretical policy initiatives. Relevant to figure 14’s 

findings are their roles spread across ministerial leadership, which was important to the 

transmission of national and regional TVET policy conceptualizations. A Level 2 Ranking Civil 

Servant Policy Leader explained the relevance of a TVET background, and during this writing 

became a Level 1 Senior Ranking Civil Servant Policy Leader 

(Laughing), OK, well the position I hold is a second level senior policy leader. I believe 

as a TVET practitioner, it's quite a unique position to be in, and we are privileged to be in 

this position. Because as a TVET practitioner, I have the opportunity to influence the 

entire education system, as it relates to technical vocational education and training. So, 

when I was doing my Ph.D. the then Level 1 Senior Education Policy Leader outlined 

that I am actually doing praxis or meaning that I am writing a paper and I am actually 

implementing within the ministry at the same time. And so, when I got accepted for a 

position here, the Level 1 Senior Education Policy Leader at the time, which is now our 

most Senior Political Leader, actually mandated me to ensure that TVET is fully 

integrated within the education system. (Level 2 Ranking Civil Servant Policy Leader). 

As such the data in figure 14 has shown that the longevity, and trajectory of TVET policy 

implementation is correspondent to the presence of TVET trained leadership, especially when 
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their membership is present in regional policymaking. A Level 2 Senior Higher Education policy 

contributor and once a Level 2 Ranking Civil Servant Policy Leader summarizes. 

That's so easy to answer. I would like to see the Minister of Education be a TVET person. 

It would transform education significantly. Because, as a TVET person, the minister 

would understand what is involved in making your educational system a TVET system. 

And once we have that I perceive a transformation. And we have an example of that in 

the region. I remember when I went to my first CANTA [Caribbean Association of 

National Training Authorities] meeting, Fazal [Karim], he was the Chairman of CANTA, 

and when he did his inaugural speech, when he became chairman, he said for us to 

transform education and training in the region, [and] we the TVET people have to aspire 

to the level of politicians. So, when I heard that he became a politician in Trinidad I was 

not surprised. But he was able to transform training in Trinidad as the minister 

responsible for training. So, for me, I would like to see is the Minister of Education be a 

TVET person, it will transform education, definitely. (Level 2 Senior Higher Education 

policy contributor and Level 2 Ranking Civil Servant Policy Leader). 

However, navigating national institutional designs, a Level 2 Ranking Civil Servant Policy 

Leader with a vocational portfolio explains the complexity of the terrain. 

That's a question that requires a lot of thinking because I've been trying to get the folks in 

who are doing the academic driven courses to understand that you can teach TVET 

competencies or TVET methodologies within those courses. For example, it's not there 

yet, you know we have a very academic system here, and that we tend to operate [in] 

completely two separate silos. But we're making the effort. What I'm talking about was to 

teach all the different methodologies in the academic courses. For example, if you have 
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math, it's no reason why we can't teach them agriculture related stuff in there or some 

carpentry related stuff. Things like that, like the competency-based component rather 

than just a regular…I'm not an educator so I don’t know some of the terminologies but, 

the academic is so theoretically driven, to change some of it, to include the TVET aspect 

of it, competency base. (Level 2 Ranking Civil Servant Policy Leader vocational 

portfolio). 

Describing navigational strategies within formal vertical institutions, “we tend to operate [in] 

completely two separate silos” the TVET policy leader clearly understood blended regional 

education modalities. However, as reinforced in figure 14, and national case study institutional 

findings, their leadership level and subsequent power within formal institutional systems limits, 

slows or directs knowledge exchanges as applied practice.  

Institutional loop-learning 

Institutional Designs 

Therefore, case study findings guided an enquiry into the effect of institutional systems 

design across scales. Across scales, a Level 2 Ranking Civil Servant Policy Leader with an 

academic portfolio describes their correlation of TVET with poverty abatement and the reality of 

post-secondary access. 

So, when I heard about TVET, I realized that TVET had more meaning to me being in 

education for so long. As far as the future for those, for the 85% of those children who 

will not make it to universities and secondary schools, [TVET will] have more meaning 

to me for them. (Level 2 Ranking Civil Servant Policy Leader with an academic 

portfolio). 
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What is also clear was an admission that institutional designs form early exit points and binary 

constructs.  

School Ranking 

Horizontally, from an opposing party a former Level 2 Ranking Civil Servant Policy 

Leader with an academic portfolio mirrors the previous participant’s binary perceptions. They 

also explain their understanding of TVET, indicate how schools in all four countries are ranked, 

why, and in which schools TVET programs are embedded. 

Well, my interaction with TVET was primarily as Education Officer responsible for 

[comprehensive] secondary schools within my area. At that time, we had three secondary 

schools. And so, particularly because of the type of secondary schools they are, and the 

clientele that we have, which would be the students who would receive the lower grades, 

it was seen as the best way to go, in terms of TVET. In terms of ensuring that the skills, 

that the skills would talk to children. Particularly with the main objective of ensuring they 

became employable. And so, a lot of the discussion around TVET was about how can we 

make sure the children leave the three secondary schools at that time. (Level 2 Ranking 

Civil Servant Policy Leader with an academic portfolio). 

Loop learning 

Transversally, or across time, they have described ministerial-level loop learning 

exchanges and role assignations between the academic and vocational units. The following 

participant describes double-loop learning environments common to three of the four countries 

studied. But, within their description is the limiting effect institutional learning environments has 

on students. Also is an indicator of transitional questions found in triple-loop or quadruple-loop 

leaning approaches to institutional designs. 
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I think because individuals worked, you had the TVET counsel, you have the TVET, 

you have the curriculum office, and other aspects of the Ministry of Education, you 

have the examinations unit, and you don't, again during my time, you didn't really see 

the coordination between all of the stakeholders and that we knew exactly what the 

expectations were. So, I think, that created a lot of issues with ambiguity. There was a 

lot of who is responsible for what? And so that created issues for the students. (Level 

2 Ranking Civil Servant Policy Leader with an academic portfolio). 

But the degree and scale of loop-learning was relevant to professional trajectories and context. 

While civil servants generally transcend political regimes, case study ministerial document and 

interview findings confirmed that in most countries institutional heuristics were grounded by 

foundationally academic education policy implementation and outcomes.  

Shared policy objectives 

Despite institutional and perception tensions, navigation strategies were identified by the 

interaction between shared policy objectives. Those were regional and national development, 

sustainability, poverty abatement and how education policy is woven through them. Confirming 

figure 14, outcomes of those efforts were substantively articulated in this way.  

Subjects were for underperformers. But today, we recognize now that TVET is critical 

for economic, for national development. So, what we have done is to blend the programs 

where we tie the academics with their skills (both say, "with their skills" at the same 

time). (Level 1 and Level 2 Senior Ranking Political and Civil Servant Policy Leaders).  

However, impacting multiple policy domains, and as an acute expression of wicked problem 

paradoxes, triangulated case study findings, education acts, school ranking and placement 

policies, assessment and retention performance, funding and expenditure reporting data revealed 
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uneven interpretations of TVET as policy. That generated inconsistent, context relevant blended 

implementation efforts, alongside or in some cases on top of institutionally persistent binary 

frameworks. 

International education policy as knowledge  

Applications and interpretations of international policy initiatives with local initiatives 

Therefore, in answer to the research question, what factors affect applications and 

interpretations of international policy initiatives with local initiatives, despite TVET policy 

waiting for parliamentary enactments in three of the four research locations, the navigational 

what of this research question is uneven and sensitive to contextual, economic, political and 

institutional design factors. However, central to what factors affect applications and 

interpretations of international policy initiatives with local initiatives, was a propensity of 

national risk-taking bolstered by regional education policy strategies communicated through 

quadruple-loop learning knowledge exchanges.  

The latter factor created a conceptual environment that evolved perceptions influenced by 

political change and task-based double or triple-loop learning institutional systems. Relevant to 

that, a Multilateral Representative International Agency Senior described the collaborative 

regional policy process with blended models and integrating TVET in schools. 

Yeah, let's say you know the fact that they have a wealth of intellect. So, it's an asset, and 

for me, picking [up] on that I think could lead to opportunities. That's one thing, and, but 

how to tap on it, I think, now I'm learning that culture matters. Not that I'm learning [it], 

but more than a year, but it matters a lot more. The policy response as things are going 

now, you know we have so [many] brilliant guys in this Caribbean, I've never seen this 

many people so bright, they say all the right things, but they mix [policy objectives]. You 
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know, the combination of ideas for me, sometimes I have some struggle with the [my 

own] lack [of being able to grasp it]. (Multilateral Representative International Agency 

Senior). 

Coming from vertical institutional designs that form double or triple-loop learning knowledge 

silos, what this senior multilateral representative struggled with is the Ideal Caribbean Person as 

common culture, which facilitates policy and knowledge exchanges through a quadruple-loop 

learning models. Shifting formal institutional designs, it conditions risk-taking to produce 

innovative solutions. 

Risk conditioning. 

As a component of risk conditioning, operationalizing collaborative governance in 

differing contexts of power and political will, a Multilateral Representative International Agency 

Senior described developing uniformed TVET policy at a regional policy meeting.  

Now I'm realizing that it’s across both, that is across both, they are very limited if you 

take the institutions themselves. For instance, then I [am] supposed to promote, let’s say, 

integration, among countries. You take CARICOM they speak, but in that same forum, 

they vehemently clash in their discussion. Sometimes I appointed some of the meetings 

and sometimes the discussion is completely not going toward more integration, "Look, 

[you go ahead and] talk, I will do what I want to do". It’s like, “I am more Jamaican than 

you!” This is what I find. But I manage to put across my line of thought. I say this is it. If 

you can't work together, there's no way we can do anything. Now, I have to get [find] a 

way it will work for the majority, otherwise, there will be no way. That is tough. Coming 

here I thought, being [a] small [region], will be an advantage, but now I realize that that is 

rather a challenge. (Multilateral Representative International Agency Senior). 
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Relevantly they also described the policy effects of vertical power relationships from multilateral 

organizations; and how little they understand operationalized quadruple-loop learning knowledge 

exchanges. As a finding, they also describe another component of quadruple-learning, the 

intentionality of designing a space for contextual nuances. Therefore, confirming findings from 

the first research question, and across the case studies, institutional designs extend beyond 

political mandates. As such, Senior level policy leaders' regional knowledge must be navigated 

across the conditionality of their contexts. 

Education Acts, legislation and risk-taking. 

As context conditionality, three of the four countries lack codified TVET legislation. 

However, despite that a Level 2 Ranking Civil Servant Policy Leader discusses forming a TVET 

council as a requirement in their national Education Act. As a finding it indicates how risk-taking 

and innovation, conditioned by regional quadruple-loop learning formations, becomes important 

to navigating the national policy terrain. 

If the regulations is not enacted, then your council still doesn't have the right to do it. 

However, about three years ago, two, three years ago, a Secretariat was established. Then 

we did put in place an Executive Director but not legally (laughs) because the regulations 

is not there. So, we took somebody from the Ministry of Education and placed there to be 

the Executive Director, so we can go ahead and do the work. (Level 2 Ranking Civil 

Servant Policy Leader). 

The effect of mandating vocational or technical education in national education Acts without 

codified TVET legislation were persistent descriptions of regionally supported policy efforts and 

the effect of national political will on TVET policy enactments. A Level 3 Ranking Civil Servant 

Policy Leader Vocational Portfolio, explains. 
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You're seeing it all the time and I suspect that's why TVET people across the region are 

pushing the agenda regardless of the support they're getting from the powers that be. 

Some getting more than others. So, we're hoping that one day our people will recognize 

our worth and provide. The thing is locally, at every point, our politicians speak about the 

great work that is being done in TVET, the best kept secret etcetera, but we're not getting 

the support we need. (Level 3 Ranking Civil Servant Policy Leader Vocational Portfolio). 

A Multilateral Representative International Agency Senior explains contextual implementation 

efforts. 

Look, I'm not sure about what existed, but they can't tell you what is the thinking right 

now. And I don't know if you know about the seamless system that the CARICOM is 

now putting in place, and the same logic is one. For instance, in Jamaica [it] is being 

implemented through the reform of the curriculum, which means, they think because 

there has been stigma attached to the TVET sector, to move away or as a way of 

mitigating that kind of perception issue, they actually want to mainstream vocational 

education in their academic stream. Hence, there has to be a total mindset change. My 

question so far is, how prepared is the school system, the academic stream which still 

represent the bigger chunk, how prepared are they to accommodate? (Multilateral 

Representative International Agency Senior). 

The Multilateral Representative International Agency Senior’s conceptual rigidity is explained 

by their institutionally academic centric education approach to policy. As scale, they perceived 

institutional designs and those within as outside of and impervious to horizontal knowledge 

exchange formations. However, the Level 3 Ranking Civil Servant Policy Leader Vocational 

Portfolio, indicated organized knowledge exchanges were applied in multiple CARICOM 
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countries as an agile policy planning tool to shift contextual political will and institutional 

culture.  

Training and Risk-Taking. 

Relevant to that, despite a multilateral initiative to train teachers and national efforts to 

include TVET competency-based delivery methods in that training, the Multilateral 

Representative International Agency Senior goes on to reveal an institutionalist approach to the 

scale of the regional education policy initiatives, without consideration of agile policy planning 

contexts. 

When you take, for instance, competence based vocational training for example, none of 

the teachers in the normal academic stream have been exposed to those kinds of tools. If 

you look at the bunch of teachers, that have the heart to be brought up to speed, in terms 

of mastery of this, it's a huge challenge. So, it's like, in terms of the sequence of events, 

how should this be planned? So that, if this is the ultimate solution, for it to work, for me, 

the planning is not, well, there's something wrong with the planning. There is no 

alignment in resources to actually bring the capacity up to speed. (Multilateral 

Representative International Agency Senior). 

They reveal what is central to the tension that requires highly skilled navigational tools from 

policy stakeholders; studied, connected, and scaffolded context relevant risk-taking. What the 

Multilateral Representative International Agency Senior failed to understand is each context 

brings to a regional policy space, multiple institutional and legislative delimiters, and policy 

frames that interface further with international expertise policy frames. For national policy 

stakeholders long-term blended policy implementation required responses to +/- 30% untrained 
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teachers, tenure and correspondent pay ultimately required post-secondary enrollment, while 

TVET trained teachers’ salaries were considerably less than their academic subject colleagues.  

Context and Risk Taking. 

Furthermore, what the Multilateral Representative International Agency Senior struggled 

to understand was blended on top of binary education models were sensitive responses to 

historical access limitations in variable contexts. Within multiple iterations of national Education 

Acts, case study enrollment data, assessment performance data, school ranking practices, student 

exit point organizational charts, and policy documents, findings from all four countries reflected 

structurally persistent binary models.  

Moreover, an institutional entity of the education ministry, the TVET council’s mandate 

is to advocate and support vocational education alone. Despite the institutionally vertical binary 

modeling, to varying degrees of effectiveness efforts were underway to implement blended 

models. 

I believe the line between TVET as practical education, if I should call it that, and 

academic education is becoming blurred. Gone are the days when we would have said 

that if you are good with your hands, you are a skilled person and if you are good with 

your head, you are an academic person. Right now, it is a combination of heart, the hands 

and the head that will get anything done. [Goes on to explain the correlation between 

academic and technical skills through sophisticated technology to build a chair]. So, the 

lines are becoming blurred. (Level 1 Senior Ranking Civil Servant Policy Leader). 

Important to those “blurred lines,” is with the help of UNESCO policy development workshops, 

two out of the four countries have or are in the process of crafting formal TVET policy 

regulations that detail implementation and practices.  
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Power networks and political will 

The private sector risk-taking and policy changes 

As a part of efforts towards codifying TVET policy, opportunities for small state 

countries rich in human capital revealed innovative transversal policy change efforts. All 

participants and case study data on school funding, described restructuring TVET curriculum and 

technical skills programs as a response to a burgeoning knowledge economy. A Level 2 Ranking 

Civil Servant Policy Leader with a TVET Portfolio articulated the relationship of innovative 

practices and the need to connect knowledge economies to small state education policy.  

We are now at this stage, where we are getting this system to understand how we 

transition traditional TVET, into a more high-tech area. [We are] bordering now on 

providing information as it relates to the fourth industrial revolution, and the what that 

means for teaching in our country and upskilling and supporting our people. So, that is 

the next step that we are doing, building capacity, so our people understand for example 

what is blockchain technology and all that, technologies utilize or can be utilized to make 

work much easier and for us to collaborate with each other .(Level 2 Ranking Civil 

Servant Policy Leader with a TVET Portfolio). 

In three of the four case study findings focus on the new knowledge economy appeared in news 

reports, Prime Minister annual budget addresses and interviews. The degree was directly 

correspondent to economies of scale and close network connections to post-secondary education. 

Informed by private sector demands, an Academic Senior Higher Education policy contributor 

addressed knowledge economy upskilling. 

Technology has changed. An I.T. guy will better serve because this is now a device on a 

network where that phone has to be configured to speak to another phone in another 
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office and the computer's configured to do it. So, how do we know what we are doing? 

We are doing [it] directly [with the private sector]. We are getting it done because these 

companies that handle the technology, because they want to stay current, they get the 

technicians upgraded. But then, who will be replacing these technicians and how much 

will those companies have to invest in terms of resources to get persons up to speed? We, 

as a college need to take that responsibility or partner to ensure that we are meeting the 

needs of our partners. And we are not doing much of that. So that's an area we need 

improve on, definitely. (Academic Senior Higher Education policy contributor). 

However, engendering navigational tensions were divergent interpretations of what education is, 

who it serves, how that service is delivered, and for what purpose. A Senior Council Member 

TVET Portfolio explains the tension they must navigate. 

We're talking long-term, lets apply the industry. If what they're going to do, you can end 

up having to be forced to ensure that your systems is at that level, then what it is. Because 

I mean the employers complain a lot. That students are coming out with the skills that 

they need. But where is the opportunity for them to really participate in what they really 

want to see out of the system? I'm just saying, education as it stands now, the employers 

are very critical of the education system. Saying that education is training our students, 

(they) can't read, can't write, to do those basic things and who are not suitable for what 

they need, which is the world of work. (Senior Council Member TVET Portfolio). 

PPP perspectives such as these were arguably confirmed in case study student exit points, low 

academic assessment performance, low transition and high dropout rates, environmental scan 

labor findings, and national budget reports. As further pressure on risk-taking efforts and policy 
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changes, an Academic Senior Higher Education policy contributor discussed TVET personnel 

training initiatives and decreased resources that condition PPP partnerships and perspectives. 

Again, because I think it's [TVET] a resource heavy area of education. You need to have 

trained personnel, and I think we're beginning to have these sorts of personnel within our 

means. But I think the key thing is, our system is not able to provide the resources that 

are needed to make this happen. For example, there's a school just down the road from 

there, [name deleted] Comprehensive School, and we had to go to a private investor to 

say, could you refurbish the kitchen for us? And it took him, yes, he did it, but of course 

there's always going to be a lot of what is in it for me? (Level 1 Senior Ranking Political 

Policy Leader). 

As a wicked problem component, these data clarify the relationships with PPPs as ideational 

apraxia or an inability to plan or actuate regional policy at a national level because of the 

interaction of objectives that generate a loss of purpose. Subtly a Level 3 Ranking Policy Leader 

Vocational Portfolio explains how formal institutional systems perpetuate ideational apraxia. 

So, because of that saturation, hotels maybe looking to construct new properties, and so 

the construction maybe what is in demand. You find that a lot because we rely very 

heavily on labor market information from a unit within [our institution]. That specifically 

deals with labor market, gathering labor market data. So, they're willing to form the 

institutions, the projects of the emerging skills, the declining skills, and those areas that 

are saturated. Right? So, they rely, they get the information from the industry, and 

industrial feeds it. (Level 3 Ranking Policy Leader Vocational Portfolio). 

Therefore, as it relates to education and TVET policy tied to development, sustainability, and 

poverty abatement objectives, navigating institutional systems to dampen the wicked problem 
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that PPPs generate, requires incorporating existent quadruple-loop learning frameworks that are 

coupled to the Ideal Caribbean Person and CARICOM CSME initiatives.  

Tourism, TVET, institutions, and risk taking 

Relevant to CSME initiatives participants referred to tourism connected to PPP 

partnerships, 31 times. Of those, five had a vocational portfolio, and two were first level senior 

leaders. Hotels were referred to 13 times, dominantly by first level senior leaders. Seven of the 

same group focused on related culinary training. Only second and third level leaders described a 

scalable extension of transportable tourism skilling efforts aligned to regional training and 

assessment standards. The constituent scope was PPP demand or for formal government-initiated 

programs for adults and out-of-school youth. Moreover, only first and second level senior 

leadership mentioned TVET tourism training in secondary schools. Of that group, collaboration 

with the private sector was a means to assure direct placement and reduce training cost overhead. 

Clarifying that further, cross navigationally, a Level 1 Senior Ranking Political Policy 

Leader described a commonly held perception that tourism is the major national and regional 

employment opportunity; the effects of open boarder labor migration with local training 

initiatives, and the power of tourism PPPs acting as policy entrepreneurs.  

[Describing the banana industry revenue loss] Then once you lost that particular industry, 

you now have to find another industry. And we've found tourism to be a very unique fit 

for us because the country does have a lot of natural resources. But that industry needs a 

lot of Technical Vocational Education. I'm sure you appreciate the fact that we still have 

to get a sous-chef from somewhere outside. There are certain culinary skills that we just 

don't have in our population, and if we did that would cut down some of the youthful 

unemployment that we have. (Level 1 Senior Ranking Political Policy Leader). 
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As a classic component of wicked problems, these data describe PPPs power effect on the policy 

space coupled to solutions and the problems they create. Requiring further navigation, PPPs in 

all four countries attached a decision agenda to a plan of action. That created significant 

movement when paring policy proposals and politics. Descriptively, a Level 1 Senior Ranking 

Political Policy Leader targeted secondary schools as the future workforce, associated that 

workforce with national development, sustainability, and poverty abatement policies, albeit 

without indicating that the policy recipient’s human capital potential will go beyond low-skilled 

labor. 

Therefore, there is a need for us, definitely [to] invest in technical vocational education 

because I believe, again I served as the Senior Ranking Political Policy Leader for 

Education, but I also served as the Senior Ranking Political Policy Leader for Labor, so I 

had the opportunity of seeing. But I had to sign so many work permits that would allow 

people to come in to take jobs that if we had, young nationals who had been trained, there 

would never be a need for a chef, a pastry chef from Jamaica or pastry chef from 

wherever. And I'm not trying to say that we could not have other people, but sometimes 

you have all these openings, but there's no local to really fill in that position. (Level 1 

Senior Ranking Political Policy Leader). 

A Level 1 Senior Ranking Political Policy Leader from a quadruple-loop lens indicated national 

policy differentials between formal structurally single and double-loop learning and institutional 

systems, and the competitive pressures from the triple-loop learning environment that civil 

servants find themselves in.  

So, what I'm trying to do, especially the last five years when I was the Senior Policy 

Leader, I saw need for technical vocational education. I know that our technical 
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vocational officers’ competence is extremely high, but I'm not sure we were always 

getting out what we wanted. So, I'm saying, it is the resources that really prevents us from 

doing some of the things we want to. I believe so. (Level 1 Senior Ranking Political 

Policy Leader). 

As such, they also describe the effect on the Level 1 Senior Ranking Political Policy Leader, 

which is to navigate street level bureaucrat’s policy management.  

Environmental scan findings also revealed that highly relevant to the tourism industry 

was the prevalence of multinational corporations’ substantial investments in building, 

developing, and capturing their own single markets. Findings indicated that they do not partner 

with nations beyond hiring local, low wage labor, nor do they engage beyond inconsistent 

charitable acts to train nationals for their workforce (see The private sector risk-taking and policy 

changes, third quote). At an institutional level, a Level 3 Ranking Policy Leader Vocational 

Portfolio described the effect and policy responses to vertical PPPs demands via Business 

Process Outsourcing (BPO) that positions the governments as a third-party service provider.  

But we still are answerable to the government. So, whatever policy directive that the 

government is pursuing. They, we are, we fall in line. And one of those is the BPO, 

business process outsourcing, because they have, the government, have sought to 

prioritize the focus on BPO. So, it's a lot of, like I said, it’s a lot of investments because it 

allows for investment to come in because if we can say, okay we're gonna give you this 

building, you come in, you set up we're going to add the labor. Really it makes it 

attractive to them to the investor, you know what I mean? And so, by virtue of that they'll 

say OK national vocational education agency, we need to train of persons to, for this 

BPO sector, because right now there's a unit that's set up that didn't exist 10 years ago, 
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well, five years ago that's set up to respond specifically to BPO concerns. (Third Level 

Ranking Policy Leader Vocational Portfolio). 

Follow up environmental scan, case study financial and news reports research uncovered a new 

player in the tourism industry, the Chinese. Assuming the role of a PPP, the Chinese model 

differs in two key areas from the Level 1Senior Ranking Political Policy Leader’s description of 

large multinational corporations. The investment groups are direct representatives of the 

Government of China. The second, and indicative of necessarily agile navigational strategies 

within political spaces, a high-ranking informal informant stated the Chinese government has 

targeted their build sites with an apparent disregard for natural resource or wild space protection 

impacts that are critical to tourism in this region. As a hard policy effect to the continuity of 

circular knowledge sharing to form the region’s position as a global market competitor, the 

Chinese government’s Belt and Road Initiative has begun to fill the funding vacuum from the 

World Bank’s country income status readjustment (Dollar, 2020). The soft policy effect was the 

presence of expensive equipment donations to multiple TVET programs. Differing broadly from 

funding tied familiar multilateral relationships and knowledge exchanges, Belt and Road 

initiatives ultimate sway on national and regional education policy will require new navigational 

strategies. 

Funding, and the dance of 1000 veils 

Therefore, available ministerial financial reports data were analyzed as an effort to 

“follow the money”. Findings were transversal indicators of external funding conditions as they 

related to national and regional policy initiatives. The prominent budget line item, and 

correspondent policy reports was, the International Bank for Reconstruction and Development 

(IBRD), an entity of the World Bank. The IBRD is the central debt finance lender for this region, 
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whose market-based identity and mission, broadly conditions regional and national policy 

constructs.  

As the largest development bank in the world, it supports the World Bank Group’s 

mission by providing loans, guarantees, risk management products, and advisory services 

to middle-income and creditworthy low-income countries, as well as by coordinating 

responses to regional and global challenges. (World Bank, 2020). 

For reclassified countries, traditional aid restructured funding toward debt service based on 

capacity indicators. Those are “Loans, guarantees, risk management products, and advisory 

services” that are then tied to performance indicators from “coordinating responses to global 

challenges,” such as the U.N. SDG s.  

A Multilateral Representative International Agency Senior explained a layer of nuanced 

multilateral “advisory services”. “The work that we are doing is based on the limitation of 

resources. We have to prioritize where we see it should be supporting a country situation.” A 

Level 3 Ranking Civil Servant Policy Leader with a Vocational portfolio explained the effect at a 

national level. 

[Country income classification was adjusted] within the last year. Well, I mean we have a 

lot of help from UNESCO. But at least, even if you don't have the cash, they can find a 

way to get someone to provide technical assistance in a lot of areas. When we did our 

education sector strategy plan, UNESCO helped us considerably. With the TVET policy 

they were there .(Level 3 Ranking Policy Leader Vocational Portfolio). 

Despite a clear statement made by a Multilateral Representative International Agency Senior that 

funding was based on their policy foci, national stakeholders from two countries described 

UNESCO as devoid of influence or directives on the type of advising they sought. Moreover, in 
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all four countries UNESCO was persistently described as a funding agency. Yet UNESCO 

representatives clearly asserted that while they could connect funding sources, they were not a 

direct funding agency. Underscoring the effects on TVET programs, while regional policy 

development remains a focus of multilateral initiatives, a Level 1Senior Ranking Political Policy 

Leader explains tensions to navigate.  

And so, when we were, we've been graduated as it were, by most international agencies 

as second tier or not, or developing countries. We're no longer classified as less 

developed countries, so most of the funding that we got let's say from Canada, from the 

United States, these funding’s, well even from the European Union, and most of that has 

gone [went] to an area like technical vocational education that needs a lot of resources. 

There will always be some sort of a gap to fill. And the government really cannot, 

because as I said, 90 percent of your budget goes to, in discretionary, the cabinet 

discretion in discretionary expenses. Therefore, the other 10 percent is really based on 

what are the things you can do like school improvements, and so on. Some of the subjects 

like TVET will suffer because you don't have classrooms that are equipped where your 

students to go into, like I've said in the North American countries and the children walks 

into the school and all the facilities that he or she needs is right on his or her fingertips. 

(Level 1 Senior Ranking Political Policy Leader). 

While a regional economic development policy was described as all secondary students graduate 

with both skills and academic certifications, contextual realties of 1000 funding veils become 

stakeholder partner’s policy push and pull factors to navigate. 

Inter-national partnerships 
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Case study findings identified a common navigational tread that modulate push-pull 

factors. Table 14 is a reference frequency to policy development partners drawn from coded 

interview data. The partners’ role and subsequent implications on navigational strategies was 

relative to the scope and scale of influence those partners had on political will and in what way 

that drove perceptions of TVET policy role.  

Table 14 Policy development partners in all countries. 

 

The primary education policy partners were local partners (29), UNESCO (24), higher education 

(23), business hotels (22), and multilateral- multinational (19). These data explain three of the 

four countries’ adherence to international definitions of TVET as vocational education nestled in 

higher education. However, table 15, program delivery partners, is a more nuanced view of 

broader knowledge partners that share the tenants of the Ideal Caribbean Person as that applies to 

contextual TVET policy applications. 

Table 15 Program delivery partners all countries. 
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Dominant program delivery partners are Canada and others (16), CARICOM (14), the Caribbean 

Development Bank (12) and OECS (11). For clarification, “Canada and others” were 

programmatic knowledge exchange references of multiple CARICOM countries. As the 

programmatic lead for CANTA Canada has supported multiple private and public sector 

development initiatives in the Caribbean. Therefore, in response to the research questions, in 

what ways do national and regional policy actors navigate international policy initiatives, in what 

ways does that navigation affect education policies developed between and among national and 

regional policy actors, multilateral, and private sector counterparts, the findings in tables 14 and 

15 indicated that despite important international binary policy influences, integrated narratives 

manifested calculated risk-taking strategies. That also offered further clarity to the footnote in Di 

Gropello’s report. A Level 2 Senior Ranking Civil Servant Policy Leader explains. 

So, we establish quite a bit of partnerships. In addition to that we have a number of 

international development partners, USAID, International Development Bank, World 

Bank, UNESCO, UNFPA, quite a bit of those international partners. So, education has a 

lot of good will, and we capitalize on those for the benefit of the system. (Level 2 Senior 

Ranking Civil Servant Policy Leader). 
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Asked how they navigate influences from such broad policy lenses? 

We allow; we utilize their resources to direct OUR policy. So, they will not influence our 

policies, we have had some experiences before, and we had to stand our ground, perhaps 

lose the funding for that project, but they came right back anyway. So, we don't allow 

them to influence what they want to do, we allow for whatever they're providing to be 

utilized based on the policies that have been set our Minister and Permanent Secretary. 

(Level 2 Senior Ranking Civil Servant Policy Leader). 

Asked where that strength came from, they describe the tenants of the Ideal Caribbean person.  

I believe that we are a country of principles. There is a particular culture and moral fabric 

of this, of the country and so we have always had a Minister who understands our broad 

context in terms of where [this country] is come from and where we are at, and it follows 

the philosophical underpinnings of education in [this country], so it's not very difficult. 

(Level 2 Senior Ranking Civil Servant Policy Leader). 

However, navigating calculated risk-taking was contextually degreed. 

National funding schemes. 

As calculated risk-taking, funding navigation tools differed. Jamaica’s 3% payroll tax 

was described by all three countries as a positive means to balance the deficit left by country 

income status recalculations. However, the Jamaican 3% payroll tax is structurally binary. A 

Level 2 Senior Ranking Civil Servant Policy Leader explains, “Well, the Heart Trust, provides 

about, close to a billion dollars support for the ministry that is used for specific programs. But we 

do not benefit directly from that 3%.” The “specific programs” are primarily vocational out of 

school adult education. Therefore, without legislative codification, the other countries aware of 

Jamaica’s construct, reported a lack of political will to implement the 3% fiscal policy since it 
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limited agile policy initiatives to develop a knowledge economy or respond to broader poverty 

abatement strategies. Further investigation of what that might mean and to what effect senior 

national leadership speeches on the “Knowledge Economy” had on program budget line-items 

served as valuable data. The CXC offers end of TVET program ICT (Information and 

Communication Technology) assessments. However, funding pressures limited correspondent 

TVET programs and were agilely were reported as technical equipment that aligns with 

international digital educational initiatives. Therefore, navigating the wicked problem effect of 

singularly relevant 3% tax initiative and World Bank HDI index and IBRD “loans, guarantees, 

risk management products, and advisory services” fiscally requires innovative transversal 

knowledge exchanges from regional quadruple-loop learning formations. 

Income distribution and the labor market. 

Case study findings further clarified the fiscal wicked problems paradigm. To variable 

degrees, all countries have a robust tourism industry that represents +/- 40-60% of their GDPs. If 

PPP (purchasing power parity) was based only on GNI (Gross National Income) the World 

Bank’s country income designations are rationalized. However, GNI formulae do not address 

income distribution and the economic realities of that distribution. Triangulated case study 

economic distribution, HDI, IHDI, GINI findings, education policy documents, interviews, and 

environmental scans, served to conceptualize multilateral county designations as they relate to 

broader national and regional income and economic distribution response policies. Those include 

tourisms’ theoretically abundant skilled and educated labor opportunities, and in particular, 

skilled labor migration opportunities. Environmental scan incongruences clarified World Bank 

data silos, and the nuanced wicked problem response tools applied by the participants.  
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As income distribution data, transient cruise ship economies or fixed tourism centers, 

school types and location, housing types and density, transportation trajectories, walkability, 

centers of activity and centers of isolation, populations in public markets and supermarkets, cost 

of goods sold in those spaces, and the distribution and density of labor populations showed stark 

differences between daily life and centers of tourism. In consideration of training skilled labor 

migration initiatives, data collection also included requisite land and sea entry and departure 

taxes at an average of $35 USD for CARICOM nationals.  

St Lucia and St Kitts hosted transient self-contained cruise ship economies in their capital 

cities, while Dominica and Jamaica’s were situated outside of their capitals. At an average cost 

of $100 USD for hired car, St Lucia and St Kitts hotels and tourism centers were located about 

20-minutes outside of the capital. Important to workers, the same locations required a $2-5 USD 

40-minute bus ride with an average of two transfers at a cost of $1-3 USD per transfer. Very 

high-end boutiques and restaurants populated the tourism centers. While open to the public, 

beach access is through all-inclusive hotels catered to higher end foreign clients paying a daily 

average rate of $260 per night with a mean of seven nights. St Lucia’s nearest tourism center, 

Rodney Bay-Gros Islet, housed exclusive over the water Sandal’s resort bungalows that ranged 

from $1, 497 USD to $12,000 USD per night.  

At $50 USD for all passengers, access to Dominica’s capital from the airport requires a 

45-minute bus ride over acute mountains. The capital’s small tourism market is near the inter-

island ferry port and within walking distance of a Russian owned hotel that offered a simple 

accommodation at $525 per night. Document and economic finding suggested that this 

accommodation was supported by the Citizen by Investment program. Bringing white collar 

labor migrants’ home for the weekend, proximate inter-island ferries cost $45-$200 USD one 
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way. Jamaica also had similar physical arrangements and access costs however, tourism 

environments, like St Lucia and St Kitts, were principally outside of the capital Kingston.  

To verify the impact of TVET tourism training programs, as it related to all other income 

distribution findings, I conducted environmental scans at foreign client centered hotels. Internal 

hotel staffing observations indicated adequate support. Linguistically and behavior interfaces 

suggested highly trained culturally generic service, which made it impossible to determine the 

provenance of the staff or the distribution of the national labor force. However, a linguistically 

identifiable national informal informant curious that the researcher was not a tourist, explained 

that after 20 years of concierge service, their salary was just enough to survive. They explained 

that they made economies throughout the years so their daughter could get a university degree 

and migrate, since “there is nothing much else but this here, and she wants to be an engineer.” 

These data affirmed case study findings that institutional education policy formations upheld 

public perceptions that TVET has no relationship to highly skilled labor training or migration. As 

a further indicator of a distribution of economies of scale, another informal informant pointed out 

immense houses near the tourism centers describing each owner as either heads of national 

companies or political retirees. Also present, were clusters of private parochial schools and no 

public or Comprehensive schools.  

Behind the tourism infrastructure, and buttressed by local open markets, were shoulder-

to-shoulder houses, open running water, numbered bus stops to places of work, school, and 

home, and in three of the four countries high hills for uniformed students to climb. Employment 

data collected from environmental scans and informal informants described generalized multiple 

income generation strategies that were broadly entrepreneurial. Also communicated was they 

were obligatorily engaged in more than one job. Those included market sales, food production 
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for sales, sewing and transportation. Few had relationships with the tourism market. Populated 

by upper-class national shoppers, grocery stores, called Supermarkets were stocked with 

imported packaged goods, prepackaged lunches, fish, meat, vegetables, and fruits available at the 

adjacent open markets. 

As a poverty calculation, neighborhood sundry and grocery stores sold goods by the unit, 

including cigarettes. When I asked what the operating hours were, I received unsolicited 

responses. Multiple “Chinese” stores maintained “unfair” business practices by staying open 

during holidays, held earlier and longer business hours, and were open on Sundays to attract 

tourists. Environmental scans confirmed that clients in stores owned by Asian immigrants were 

predominately foreigners and hours of operation aligned with U.S. standards. An International 

Organization on Migration, 2017 report further clarified data triangulation with foreign 

government tourism infrastructure investments. 

There is also a growing presence of extra-regional immigrants, mostly Asian and African, 

into the region, both regular and irregular. Approximately 200,000 Chinese nationals are 

smuggled into the region every year, accompanying the increasing economic 

relationships between CARICOM and China (IOM 2017, p.15). Some extra-regional 

migrants intend to use the Caribbean as a transit region, while others intend to stay. There 

is a lack of in-depth studies on the topic. (OIM, 2017). 

As such, the evaporation of traditional international aid and context incongruent country-income 

designations substantively impact CARICOM’s CSME skilled labor migration policy and 

national development initiatives as related to education policy. That impact brings to bear 

national and regional responses to complex intersections between poverty, national development 
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and sustainability, new aid partners that include international governmental entities and private 

sector interests, and the role education and TVET play in those policies.  

Measuring effectiveness 

In answer to the research question, how are national and regional strategic education 

policy initiatives designed, developed, measured, and determined to be effective or ineffective, 

central to that was research participants perceived the assessments as indicators of rates, types, 

and opportunities for national skilled and educated labor and/or candidates for skilled labor 

migration.  

Educational institutional designs across the region, are primary school, grades 1-6 age 

range 5-12, take the Grade Six Achievement Test (GSAT). Secondary School, age range, 10-17, 

assessments are the GSAT, CXC, CCSLC, CSEC, CVQ, NVQ, CAPE. Secondary school levels 

are: Lower School, Forms 1-3 or grades 7-9, and age range is 10-13/14. School placement for 

them is based on GSAT and CCSLC. Upper School, form 4 - 5 or grades 10-11. Their age ranges 

are 13/14-16. Assessments at this level are the CXC, CVQ, CSEC, NVQ. Sixth Form is optional 

advanced post-secondary preparation divided by Lower Grade 12 and Upper Grade 13. Ages are 

16/17. The assessment at this level is CAPE. Tertiary, ages are16/17/18. Required matriculation 

assessments are five successful CSECs and at least two CAPE assessments. Community College 

is two-years, and the ages are 16/17/18. Outcomes are employment certification degrees. 

University is four years. The ages are 16/17/18. Degree-granting, outcomes are bachelors and 

beyond. 

As policy design, the assessments indicated that each stage scaffolds social agency 

pathways towards larger national and regional development objectives. Relevant to that is 

interview findings from several institutional levels interpreted the objective and opportunity of 
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the assessments, particularly the CSEC, as a national indicator of both binary and blended 

education systems in place. Student age spreads and attendant education assessments were 

necessarily important to the effect of assessments on student retention. Critical to poverty 

abatement initiatives, case study school findings revealed institutionalized exit and critical drop-

out points were 4th or 5th form (ages 13-16), when academic or skills certification assessments 

are taken.  

Assessment policy across knowledge networks. 

Largely adopted by the CXC, Jamaican consultant group Dunn-Pierre Barnett ‘s 

“Decoding National Qualifications Frameworks Towards Transforming TVET in the Caribbean” 

(2015), illuminates knowledge transference, and in what way at a national level quadruple-loop 

learning environment makes room for local variances. Scaffolded as NQF- J levels 1-8, the 

framework connects certification and academic assessments to “main stages of education/ 

employment”. The CVQ assessment levels 1-5 fall under a “TVET sector” track column, while 

all academic assessments are housed under “general education”. CVQ levels 3-5 fall under the 

“Professional and Tertiary Sectors” (Doctoral, Masters, Graduate Diploma, Bachelor’s Degree, 

Associates Degree) column. In descending order of CVQ levels: Professional or post graduate 

education or employment (5), Higher Education (5), advanced skills training, (5), entry into 

professional graduate employment (4), skilled worker (3).  

Critical to the first intuitional exit point (form 3), lower secondary education ties the 

CCSLC to “Access 1, 2” work levels. The secondary CSEC housed under “General Education,” 

tracks directly to post-secondary levels, through A’ levels, and the CAPE assessments. The 

CSEC is columned under NQF-J and CVQ level 1 “Main stages of education and employment”, 

“Completion of Secondary Education” section. Levels correspond to “Secondary Education 
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Initial entry into employment, Entry: Level Skills.” A’ levels and CAPE correspond to NQF-J 

and CVQ level 2 are columned under “Entry to Higher Education Completion of Secondary 

Education”. It is only at the Associate Degree level that TVET offers “Entry into Higher 

Education” and the designation of “Skilled Worker.” Conditioning performance and levels of 

access then, skilled labor migration is dependent on post-secondary school assessment 

trajectories to certify academic and technical skills, while the CCSLC in the model 

institutionalizes poverty paradigms. 

Regional assessments and poverty abatement. 

Operationalizing that trajectory, case study findings confirmed secondary school ranking 

is based on the number of form 4-5 (13-16-year old’s), or terminal year students, that pass five or 

more CSEC subjects. Most national post-secondary institutions recognize five successful CSEC 

assessments as high school completion. However, internationally they are not generally 

recognized, or at regional two and four-year universities. Therefore, post-secondary 

matriculation requires unsubsidized form 6 baccalaureate studies, which qualifies for access to 

the CAPE assessments. 

Described by an Academic: Senior Higher Education policy contributor as “testing the 

students to death,” to achieve a secondary certificate, and have a chance of further study, 

students must pass at least five academic subjects, and/or two vocational levels to enter the 

workforce as an entry-level skilled professional. Interchangeably described by policymakers as 

CSEC or CXC terminal secondary school exams are extremely expensive. Since these 

institutionally bound conditionalities open questions of affordability, access, and poverty 

abatement policies tied to education policy, it is important to address the average monthly salary 

in each country, and then compare it to the costs of the examinations. 
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Table 16 National Mean Monthly Salaries, UNDP (2019). 

To begin to understand access disparity and possible pull factors for high school leaver 

rates, table 16 is a breakdown of mean monthly salaries and table 17 is an assessment cost 

breakdown from the CXC website in Barbados dollars. The endnotes on the website caution 

there may be local fees added to their published fees. Local CSEC costs in table 17 represent an 

exchange rate of $1.35126 Eastern Caribbean Dollar (XCD) to 1 Barbados Dollar (St Lucia, St 

Kitts, and Nevis, Dominica), and $66.4126 Jamaican Dollar to 1 Barbados Dollar, (Exchange, 

January 3, 2020). 

Table 17 "CXC Scale of Examination Fees", CXC (2019) 

CSEC Subject BDS$36.50 

CSEC Candidate Entry BDS$36.00 

CSEC Subject (External Territory¹) BDS$73.00 

CSEC Candidate Entry (External Territory¹) BDS$72.00 

CAPE Unit (Subject) BDS$52.00 

Mean Monthly Salary Jamaican Dollar Eastern Caribbean Dollar USD 

Jamaica $144,851.00 
 

$1,105.00 

St Lucia 
 

$2,816.00 $1,041.98 

St Kitts and Nevis 
 

$3,342.00 $1,236.61 

Dominica 
 

$2,806.00 $1,038.28 
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CAPE Candidate Entry BDS$36.00 

CAPE Subject/Unit (External Territories¹) BDS$104.00 

CAPE Candidate Entry (External Territories¹) BDS$72.00 

#1 annotations indicate “An External Territory is one that is not a member of the Caribbean 

Examinations Council or a signatory to the Agreement Establishing the Caribbean Examinations 

Council” (CXC, 2018).  

As reported on the St Lucia Vieux Fort Secondary School website, table 18 compares 

table 17 costs to national currencies, and includes oral, practical exams, and additional local 

assessment defrayment costs noted on the CXC website (CXC, 2019). As further findings of 

assessments perceptions, and how that is communicated relative to contexts, the published 

calculator describes CSEC assessments as “CXC,” and at the secondary level does not 

distinguish vocational or skills-based subjects. 

Table 18 CXC Calculator, modeled from Vieux For Secondary School, St Lucia, (2019). 

CXC Calculator XCD BSD JD 

Local Fee $50.00  $37.00  $1,818.15  

Entry Fee $48.60  $35.97  $1,767.24  

Subject Fee $49.28  $36.47  $1,791.96  

Practical Fee $30.00  $22.20  $1,090.89  

Oral Fee $30.00  $22.20  $1,090.89  

SBA Fee* $15.00  $11.10  $545.44  

Number of subjects 1 1 1 
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Number of Subjects with practicals 1 1 1 

Number of oral exams 1 1 1 

Number of SBAs 1 1 1 

CSEC 1 Subject Total $222.88  $164.94  $8,104.57  

CSEC 5 Subjects Total $2,914.40  $2,156.70  $105,976.25  

 

Calculating the cost of one assessment against the median family income, table 19 demonstrates 

the impact and access limitations of the CXC or CSEC exams. 

Table 19 Cost to the average monthly family income for one child's CXC or CSEC exam. 

Country Jamaica St Lucia St Kitts and Nevis Dominica 

One Exam 5.60% 7.91% 6.67% 7.94% 

Five Exams 73.16% 103.49% 87.21% 103.86% 

 

Proximate costs for a secondary certificate are particularly burdensome for Dominica and St 

Lucia (tables 17 & 18). Triangulated with case study findings, the fees are impediments to 

poverty abatement policies, principally for poor, rural families and students that generally have 

the least access to TVET curriculum.  

Access to regional, international universities, and two-year institutions. 

Access to regional, international and two-year university was institutionally described by 

the CXC in 2019. 

The CXC has articulated agreements with several post-secondary institutions. Regional 

Universities, tertiary institutions and external educational institutions in Canada, the 

United States of America (USA) and the United Kingdom (UK) have accepted CSEC and 
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CAPE certification for matriculation and entry level programs, based on the institution’s 

requirements for a particular course of study. The University of the West Indies (UWI) 

and the University of Guyana will accept six CAPE Units for normal matriculation. The 

UK National Academic Recognition Information Centre (UK NARIC), the only body 

which advises universities on entry qualifications has also recommended six CAPE Units 

for general entry requirements to British higher education institutions. Today, the CAPE 

qualifications are treated similarly to UK Advanced level qualifications. (CXC, 2019). 

As a reminder, the CAPE assessment is available only to optional and unsubsidized form 6 

students. Available retention data from all four countries indicated they represent an average of 

8% of the form 6 cohort. The CAPE assessment costs for one and six subjects in table 20 is over 

and above projected tuition and five secondary certification CSEC assessments costs.  

Table 20 CAPE Assessment costs in national currencies (CXC, 2019). 

 CXC Calculator CAPE Fees XCD BSD JD 

 Local Fee  $80.00   $59.20   $3,931.92  

 Entry Fee  $49.00   $36.26   $2,408.30  

 Subject Fee  $70.50   $52.17   $3,465.01  

 SBA Fee*  $15.00   $11.10   $737.24  

 Number of subjects 1 1 1 

 Number of SBAs 1 1 1 

 CAPE 1-unit assessment total  $214.50   $158.74   $10,542.46  

CAPE 6-unit assessment total  $1,287.00  $952.44  $63,254.76 
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As noted in the CXC articulation statement, CESC and CAPE assessments are “certification for 

matriculation and entry level programs,” or post-secondary vocational programs. However, the 

CXC website and ministerial performance reporting data articulates transferable STEM-based 

clusters for four-year degree institutions. Modeling international policy interpretations of TVET, 

case study findings, CXC articulation agreements, and assessment subjects in appendix b 

indicated continuation on a vocational education track is targeted toward highly expensive two-

year institutions.  

National and Regional Vocational Assessments. 

Like Dunn-Barret’s framework, the CVQ assessments, certify level 1 and 2 candidates 

for “Directly Supervised/Entry –Level Worker[s]” and Level 2 for “Supervised Skilled Worker 

[s]” (CXC, 2019). Testing for empirical and practical knowledge, students who have completed 

prescribed courses within an occupational standards cluster and passed a written and oral 

project/portfolio-based exam are awarded level 1 and 2 certifications. Interview findings verified 

that levels 3 through 5 are accessible only at the post-secondary level, or for working adults 

through a Prior Learning Assessment Recognition (PLAR). 

Interview and document findings confirmed that the CVQ is administered either at the 

training/school site or at an approved assessment center. The same findings confirmed that 

administratively the CXC, certifies national Assessment Units at a school site or training center 

(CXC, 2017). To confirm compliance and assure curriculum continuity across the region, the 

CXC also conditions and supports national unit compliance under a Quality Assurance Audit, 

that includes external and internal verifiers, approval of regional occupational standards, quality 

assurance for assessments, candidate portfolio completion and achievement sheet, teacher 

training portfolio audits, and head of institutional audits (CXC, 2017; CXC 2018). As a finding, 
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CANTA, OECS, CARICOM, CXC documents, websites, and interview data confirmed that the 

approval process for the Regional Occupational Standards (ROS), is led by the Caribbean 

Association of National Training Agencies (CANTA) and is finally approved by CARICOM. 

Indicative of regional networked knowledge exchanges, a Jamaican Level 3 Ranking Civil 

Servant Policy Leader with a Vocational Portfolio described the level of Dunn-Barnett’s 

influence. 

The CVQ relies on us. CXC which is a regional body, they rely on the audits that we are 

doing. Because before they offer any, when I say grant, I'm meaning the opportunity for 

the school to do the CVQ, they will have to refer to our report, look at how the school has 

been progressing and then they go in and make a determination. (Level 3 Ranking Civil 

Servant Policy Leader). 

As a further example of regional policy diffusion tables 21 and 22 drawn from the Barbados 

TVET Council, show the fees, schedules, and costs of the N/CVQ assessments in local currency.  

Table 21 Cost of one Level 1 or 2 N/CVQ assessments, drawn from the Barbados TVET Council 
website (2019). 

N/CVQ Calculator XCD BSD JD 

Candidate Registration and Certification 

Level 1 & 2 $54.05  $40.00  $2,656.50  

Core Skills Examination Level 1 & 2 $54.05  $40.00  $2,656.50  

Assessment ($600-$1,200 depending on 

the number of units to be assessed) $810.68  $600.00  $39,847.56  

N/CVQ Total $918.78  $680.00  $45,160.57  

 



 280 

Prescribed by the CXC, each level averages two units to complete a program cluster (CXC, 

2017). Clarifying $600-1,200 “depending on the units to be assessed”, the “Assessment” portion 

of the N/CVQ table is a portfolio performance-based assessment with differing completion units 

per subject (TVET Council Barbados, 2019). Relevant to regional and national poverty 

abatement and skilled labor migration initiatives, the cost per mean monthly income of one Level 

1 or 2 N/CVQ assessment is 31% in Jamaica, 24% in both Dominica and St Lucia, and 20% in St 

Kitts and Nevis. 

Of the four countries in this research only Dominica reports level 1 and 2 assessments at 

the secondary school site level. Jamaica’s NVQ housed under the Heart Trust/NTA targets 

adults. Without data from the Ministry of Education but confirmed through interviews, St 

Lucia’s TVET council administers the CVQ for adults. St Kitts and Nevis only reported 

academic CSEC assessments at the secondary level. While TVET course units exist at the post-

secondary level, for marginalized adult programs and new secondary school programs on Nevis 

Island, but the Ministries of Education do not report results.  

In 2017, Jamaica’s Ministry of Education announced it will subsidize the assessment 

costs. In 2019 the Ministry also announced that they will fund adult learner assessments. 

(Jamaican Observer, 2019). There were no data to confirm if or how assessment costs would be 

financed, and if there was a relationship to the funding mechanism for vocational education 

through a 3% wage tax paid by employers.  

Responsive to skilled labor migration demands, development and sustainability initiatives, 

and locally focused skilled labor training, table 22 indicates further certification costs necessary 

for professional level licensing that includes PLAR recipients.  
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Table 22 Cost of one Level 3, 4 or 5 N/CVQ assessment drawn from the Barbados TVET Council 
website (2019). 

N/CVQ Calculator XCD BSD JD 

Candidate Registration and 

Certification Level 3,4 & 5 

$94.58  $70.00  $4,648.88  

Core Skills Examination 

Level 3, 4 & 5 

$94.58  $70.00  $4,648.88  

Assessment ($600-$1,200 

depending on the number of 

units to be assessed) 

$810.68  $600.00  $39,847.56  

N/CVQ Total $999.84  $740.00  $49,145.32  

 

Replicating CXC and Dunn-Barnett modeling, levels 3 through 5 are attainable at the 

tertiary level, but matriculation at most regional four-year institutions requires passing five 

CSEC exams and then six post-secondary CAPE exams. Annotated in available ministerial 

financial reports, cash only or bank transfer examination fees is an additional burden for poorer 

families, especially with a low performer or student attending a lower-ranked school secondary 

school who is working age. From case study findings, despite national subsidies in the guise of 

government scholarships or exhibition grants, an indicator of scale and access are assessment 

costs on top of annual registration fees, fees for books, uniforms, school maintenance fees, 

transportation, and supplies. While the level 3-5 assessments are accessible for a skilled laborer 

already in the market, in view of post-secondary access and mean monthly salaries in table 16, 

costs to achieve the highest level 5 and subsequent access to a regional labor market excludes 

most citizens. Since the CXC assigns the fee schedule, these data are evidence of structural 
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classism, which as a wicked problem, creates divergent responses and interpretations of shared 

sustainability, development, and poverty abatement initiatives. 

Between and among counterparts 

Intersected with assessment models that sustain structural classism, and divergent 

responses and interpretations to sustainability, development, and poverty abatement initiatives, is 

the effect on TVET and education policy. A Level 1 Senior Ranking Political Policy Leader 

offers a descriptive response to the research question, how does navigation affect education 

policies that have been developed between and among national and regional policy actors, 

multilateral, and private sector counterparts?  

TVET in [in this country] has been for over 20 years. But, because it was managed solely 

by education, it was seen as a component of its skill requirements or the skill portion of 

our education system. In recent times and especially since we started talking about CSME 

CARICOM, free movement of people, we realized that we had to give more prominence 

to TVET. We recognize that because of the disparities across the region, the free 

movement initiative would not have been effective. So, there was a decision to 

standardize training across the region, and to put in place certain structures to manage it 

and to ensure that it is quality assured. Because we know how to get our TVET experts, 

our TVET partners in terms of lead groups, lead bodies, we know how to engage our 

private sector people to advise and what our TVET programs should be, etc. And so, we 

started establishing structures across the region. So that when you would have received 

training in [in this country], and you go to Trinidad, then you operate similar to that 

person who received the same training in Trinidad. That is when we saw TVET taking off 

within the region. (Level 1 Senior Ranking Political Policy Leader). 
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Subtly indicated, and confirmed in cases study findings, to take pressure off local labor 

saturation, regional skills training policies and compliance systems were coordinated to 

encourage a viable skilled migratory labor force. 

Skilled labor migration 

Primarily responding to rebuilding from the 2017 hurricane Maria and tied to national 

economic development and sustainability strategies, Dominica findings had 23 references to 

regional labor migration from St Lucia, Guyana, Antigua, Barbados, Tortola, St Kitts. The skills 

were construction, telecommunications, power, roofing, and airplane maintenance. St Kitts had 

seven references to regional labor migration focused on strategic planning and a reoccurring 

citation of the main economic opportunity, tourism. St Lucia had seven regional references 

focused on higher education migration. St Lucia had six regional references on alleviating 

national economic pressures through skilled labor migration. Jamaica had only once reference to 

transportable aeronautics international skilled labor migration and one regarding regional 

transportability of the NVQJ certification equating it to the CVQ. 

Academic assessments were tied to skills certifications to support regional migration 

policy. More subtly, for skilled national labor, transportable certifications connected to regional 

CARICOM CSME open boarder policies, were viewed as opportunity indicators. 

Tourism sector is or is our main economic driver. So, we know we need to train folks in 

those areas. A quick way for us to easily identify that we need folks here in [this country] 

is a number of folks who come in from overseas seeking and getting work permits to go 

to work at a number of these jobs, and they come with qualifications, certifications that 

our folks don't have, and they been hired over our folks because they have the 

qualification. So, you know right then, there's a there's a mix, there's a gap. Our folks 



 284 

need to be trained in those areas with the competency and get the actual qualification 

certification. (Level 2 Ranking Civil Servant Policy Leader Vocational Portfolio). 

Less wealthy countries recognizing the effects of skilled certified labor migrations on national 

poverty abatement and development strategies agilely aligned their skills, education, and 

regional assessment certification opportunities to accommodate national need.  

2: Because the qualification is original qualification. You have a qualification for 

example with a CSEC or CVQ, from this country it's of equal importance it can be easy, 

it is recognized.  

1: Yes, it carries currency in all of the Caribbean.  

2: What we see now, although, although now… 

1: We are in a classic position right now...  

2: With construction.  

1: Given the level of destruction that took place here for example, following the passage 

of Maria hurricane Maria, we now see…. 

2: An influx.  

1: Right across the country an influx of foreign CARICOM nationals.  

2: Nationals, in different areas.  

1: So, for example here we have Jamaicans, we have work men from Tortola, St Kitts 

who are now assisting the electricity company here in the restoration of power. And even 

they are CARICOM nationals, then there is free movement. 

2: And they can easily come. 

1: With the water, the restoration of water the national water and sewage company.  

2 We see a similar situation.  
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1: In fact, last night when I got to my village, I found out that we have a crew of 14 

Trinidadians who are now resident of my village. A private company, they are residing at 

my village, and they are actually doing roofs in grand form. So again...  

2: I see, I see in our northern city we have a lot of St Lucian...  

1: There are lots of St Lucians and Guyanains.  

2: Bajans [Barbadians], some are with DIGICEL, some are with Flow, some are with 

Donglex, some are here privately doing construction. But because we have that 

CARICOM market it's easy for them to do movement across islands, it is it easy for them 

to get, they can freely work. 

1: Yes, so you move into any of the territories you are able to engage in gainful 

employment. So, to answer your question specifically yes there is a market available, 

whichever way you think of it. (Level 1 Senior Ranking Political Policy Leader; Level 2 

Senior Ranking Civil Servant Policy Leader). 

They go on to explain a national TVET skilled labor market response to regionally relevant need. 

1: We are beginning that. So, for example we know that, for example with the airlines. If 

LIAT has a flat tire. We have to get skilled people over Antigua or Barbados for us to fix, 

so one of the programs we want to do in the auto mechanics is to do the tire repair 

program that our students can be trained so that they too can form a cadre of persons that 

the airlines use to do. Simple, simple things like tire repair because that is a specific 

training specific skill that you need to know that Antigua specific training for their people 

so they can capture that niche there with the airlines. Why not?  

2: Antigua is historically the hub.  

1: Yes, for the airlines, so we are looking we are looking at some.  
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2: And tweaking the programs to meet our specifications. (Level 1 Senior Ranking 

Political Policy Leader; Level 2 Senior Ranking Civil Servant Policy Leader). 

However, inward bound skilled migrants responding to immediate demand were not necessarily 

welcomed or embraced. Its effects at a policy implementation level, were also addressed as 

competition. That further exacerbated the subtext of TVET, poverty abatement initiatives, of 

which the private sector plays a key role. A Level 1 Senior Ranking Political Policy Leader 

explains the tensions. 

And again, I said that there is a lot of talk in the private sector how our education system 

is failing. Because they're saying they're looking for people, and especially when they 

talk to the Minister for Labor, they say but we have all these jobs available, why can't our 

people take them. Sometimes, it's not always what we see. It is those who are inside what 

they know. Sometimes, a huge company like Sandals, which is one of the biggest 

employers in this country, they may not necessarily want a local at a particular point to be 

the chef, the pastry chef. They may want to bring a pastry chef from Jamaica, because, in 

any case, most of these companies have become fine. Although the law says that when 

you have a position that you need to advertise locally, they will pretend that they have 

advertised it, and they will tell you there's nobody locally. And therefore, they force the 

hand of the Minister for Labor to say you must give me the opportunity to bring in a 

Jamaican or somebody from Miami. (Level 1 Senior Ranking Political Policy Leader). 

Case study findings confirmed these data, without regulatory weight, disconnected links between 

the ministry of education, labor, and the private sector reinterprets the meaning development 

sustainability and poverty abatement with a direct effect on educating and training skilled labor 

to alleviate national labor gluts or gaps. 
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International migration. 

Relevant to that is case study findings revealed international labor migration represents 

important remittances for each nation, especially for poorer citizens. While participants in this 

research acknowledged that there are not enough jobs nationally or regionally, they described 

international migrants with duplicity. Open to the public, part of this research included attending 

a Diaspora conference held by the Ministries of Labor, Education, and Commerce with the 

support of the ILO and the private sector. The conference focus aligned with CARICOM CSME 

regional market capital investment strategies. The objective was to attract diaspora investment in 

banking, tourism, and technology (CIU, 2018a, b, c). Clearly communicated to the attendees was 

their backgrounds yielded investment opportunities and as successful expatriated nationals, a 

source of pride to the country. However, not aware of a glutted labor market, the attendees were 

interested in returning to advance the country’s development with their technical knowledge.  

A Level 1 Senior Ranking Political Policy Leader explained the nuance of return migration at the 

Diaspora conference, and its relative national impact. 

Now when I was very critical of that when I was in the United Kingdom as a student. I 

always told in my lecturers, sometimes you talk about West Indian students when these 

students are children of West Indian parents, but they socialize in British society. How 

are you expecting them, how you expect them to go to the Caribbean and get, to get 

socialized that quickly? Because all we're doing is, you're passing, you're passing the 

problematic ones onto us where you keep those who have all the skills. (Level 1 Senior 

Ranking Political Policy Leader). 

As a dynamic example of wicked problems, school leaver rates, post-secondary enrollments and 

assessment performance, news reports, and interviews, confirmed this perceptual push-pull 
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dichotomy. To establish life-long opportunities, wealthier, more highly educated skilled migrants 

represented the largest share of permanent push migration. Pull or return migrants were lesser 

educated and lower skilled who often return to their countries of origin after achieving a 

financial or personal goal.  

Apart from Dominica, central to this dynamic is national institutional models mimicked 

multilateral education policy conceptualizations. The double-loop learning effect was to 

structurally disregarded regional education policies that stipulates students graduate with both 

skills and academic certifications. The impact was to perpetuate context irrelevant post-

secondary skilled certification tracks and assessment performance-based school ranking. 

Moreover, negating CARICOM CSME open boarder objectives to form a globally competitive 

regional body, migration and school data triangulated with poverty distribution data underscored 

the perpetuation of poor secondary retention from classist institutional formulations. Those 

formulations included early exit points, binary pathways tied to assessment performance, and out 

of reach assessment frees that limit access to higher skilled labor certifications. The policy 

product was to preserve poverty paradigms and push-pull migration factors. 

Tertiary education and migration. 

International labor migration findings confirmed brain drain and market pull effects from 

overseas higher education enrollments. To various degrees, education policy initiatives revealed 

that skilled labor education was directed towards national community colleges, with extended 

links to overseas four-year universities. Wealthier countries specifically targeted blended STEM 

models that assure knowledge economy graduate skills and academic certifications. The sole 

exception was Dominica’s immediate focus on nation building after hurricane Maria. Student 

transition data, scholarships and bursary line items, and post-secondary environmental scans 
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revealed heavy recruitment from small international colleges. Senior Political Leadership 

speeches addressing articulation agreements to reduce student costs further clarified these 

findings. Triangulated with parental TVET, school ranking and CXC assessment performance 

perception findings confirmed familial migration and tertiary education economic relevance 

projections.  

As a finding and a prevalent model confirmed in all four countries, an informal informant 

explained that they were negotiating the terms of a U.S. college tuition loan with a regional bank 

for their 19-year-old community college banking major graduate. At an initially low interest rate, 

the loan terms leveraged their home as collateral. The loan rate would remain fixed if their child 

returned after graduation. If they did not, the rate would increase exponentially, and they would 

lose their home. They explained their reticence but willingness to pursue the loan since the 

expected remittances would compensate for the loss.  

As a wicked problem at the institutional level, cross boundary hermeneutics perpetuated 

parental perceptions and subsequent long-term education objectives. A Level 1 Senior Ranking 

Political Policy Leader explained. 

When we sat in cabinet, as a government, some of the discussions that would come 

would be, your Minister of Finance, or even the Minister of Commerce would say, “Well 

I had a meeting with certain people and they've been saying that we don't have these jobs, 

we don't have the skills”. The ministry that always gets the pressure from everybody is 

the Ministry of Education suggesting that, well the educational system is failing us. I 

want to say I don't think it's that. I think they've done the analysis. I think we've done it. 

But I just think there is a disconnect and I cannot tell you where that disconnect is. It may 

just be that every time you are training a whole cohort of people in a particular field, that 
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the best people leave. Because there is a brain drain in West Indian society. (Level 1 

Senior Ranking Political Policy Leader). 

Described is the central role that education policy plays and the complex policy environment to 

navigate, which include national and regional policy actors, multilateral, and private sector. 

Pertinent to that environment are centrality questions of education’s role and the degree of its 

relationship to other policy objectives that are directly associated with economic development. 

However, case study findings indicated that association is degreed by contextual need and 

articulated as contextually relevant data gathering and reporting. As such that leads to the next 

research question. 

Policy Networks 

In what ways are policy actors connected, what conditions those connections, and what 

knowledge is shared across networks? A logical network analysis is a substantive qualitative 

and quantitative linking approach, and as a further form of triangulation a way to determine how 

knowledge flows across a network. The objective was to map knowledge exchanges across the 

region, to identify key knowledge actors, knowledge flows, and power networks, and then to 

identify the effect of institutional designs on contextual applications. The qualitative findings, 

indicated a two-node network design that included participant stakeholders assessments 

identified as education policy. Since knowledge is shared in and between colleagues and 

technical professionals, it was possible to connect with whom and in what way policy is 

exchanged, how adoption or context relevant adaptive strategies describes regional policies, 

informs central regional and national goals, and measures goal progress.  

As a reminder, network graphs, described as sociograms, are comprised of vertices or 

nodes that are policy stakeholders, or a policy connected by edges (ties). One-way directed 



 291 

networks were useful to verify organizational structures and systems through dyads or triads 

that form knowledge sharing opportunities across those features. Relevant to tracing policy 

exchanges and principal knowledge actors, undirected graphs (associative) described by whom, 

and what knowledge is shared across the network. Unidirectional graphs (symmetrical) 

identified sources and policy subject knowledge spreads. 

As a quantitative expression, the graph’s centrality measurements empirically 

substantiated important network actor stakeholders and traced through whom and what policy 

knowledge was disseminated across the network. The five measurements to describe centrality 

were Degree, which is the number of nodes the stakeholder/policy is connected to. High scores 

indicate network influencers. Closeness is the shortest path from one node to another. High 

scores indicated who or what in the network has the least encumbered access to knowledge or is 

an important policy. Betweenness, is a measure of bridging ability calculated by the number of 

the shortest paths and number of vertices that pass through the nodes. High scores indicate the 

node/stakeholder/policy’ ability to make or be connected. Relevant to knowledge exchanges 

what knowledge and to whom is diffused, indicates power and social capital over the network. 

Important to institutional design and learning models, high in degree or out degree scores 

confirmed institutional roles as knowledge receptors or power formations in diffusion roles.  
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Figure 15 Network sociogram for the research participant group. 

 

 

Figure 15 is a visual display of a two-mode whole network sociogram graph developed 

from all four countries’ coded participant transcripts. Relationships in figure 15 were colored by 

vertices weight, to detect principal actors and policies. What is immediately identifiable is the 

importance of the CSEC, CXC and CVQ assessments as education policy. Figure 15’s centrality 

measurements in table 23 is a metrics representation of the whole network sociogram graph and 

will be analyzed as such. The centrality measurement analysis is followed by a logical network 

analysis of figure 15, in three separate graphs; associative (knows each other), symmetrical 

(works with), one-way (employs/employed by) to identify and illustrate knowledge spread, 

controls, and limitations. 
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Education policy 

CSEC, CXC, CVQ, NVQ, CAPE 

Comparatively, network sociograms and centrality measurements were a means to 

identify and measure the characteristics of blended or unblended education typologies identified 

in national case study findings as policy. They were identified as academic and vocational 

assessments, which for the most part is managed, designed, and distributed by the regional 

assessment body the CXC. Those assessments in descending order of influence on the policy 

terrain were the CSEC, CXC, CVQ, NVQ and CAPE. 

Table 23 Centrality measurements for the research participant group and assessment policies. 

 

Interestingly, the high betweenness (bridging ability) measurements for the CSEC 

(130.502) and CXC (112.747), equivalent degree (18) (network influence) and degree in (18), 

degree out CXC (17) CSEC (16) (knowledge receptor or diffusion roles) and equivalent 

closeness (shortest path to reach other stakeholders in the network) (26), provided additional 

substantiation of the qualitative findings. During the interviews, the CXC and CSEC were 

interchangeably described as vocational and academic assessments. This interchangeability was 

Case Degree Degree In Degree Out Betweenness Closeness
D OSR1 4 4 3 0.000 0.014
D OSR2 4 4 4 0.000 0.014
D 1SCV 3 3 2 0.000 0.015
SK IAR2 6 6 6 0.133 0.019
SL SR1CSL 1A 8 6 8 1.410 0.019
SL 3LRPLA P 9 8 9 2.019 0.020
SL 1SCV 9 10 9 2.067 0.019
J IAS1 5 5 5 2.512 0.018
CAPE 5 5 5 3.821 0.018
SL 3LRPLV C 10 10 9 4.229 0.020
SL2RCV 10 10 8 4.229 0.020
SK 3LRPLV P 8 8 7 5.371 0.019
NVQ 5 5 4 5.909 0.016
SL 3LRPLA C 9 9 8 7.400 0.020
JSR1CSL1a 7 6 7 7.819 0.019
J 3LRPLV C 7 6 5 7.819 0.019
SK 1SCV 10 10 10 8.682 0.021
SK SR1PL1 8 7 8 10.769 0.019
SK HEPC 10 10 10 12.863 0.021
REGPERSON 10 10 10 20.626 0.021
J HEPC 10 9 10 25.545 0.021
SL SR1PL1 14 12 14 27.968 0.022
D2LRPLA C 9 8 9 29.787 0.021
D HEPC 12 12 12 51.111 0.023
D SR1PL1 11 10 11 55.299 0.022
DSR1CSL 1a 11 7 11 55.299 0.022
CVQ 16 16 15 72.064 0.025
CXC 18 18 17 112.747 0.026
CSEC 18 18 16 130.502 0.026
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further confirmed by a two-point difference between the CVQ and CXC degree, degree in and 

out and one point difference between closeness measurements. As findings, these measurements 

confirm the regional conceptualization is a blended educational typology, which expressed in all 

countries as students graduate with both academic and skills certificates. However, it can also be 

argued that the CVQ betweenness measurements (72.064) indicate that the CVQ is clearly 

distinguished as a vocational assessment. Its other measurements clarify its binary 

characteristics, which we know from case study findings is correlated to CARICOM CSME 

skilled labor migration policies. As an ensemble, what can be said about these data is they reflect 

a whole approach to regional sustainability, development and poverty abatement initiatives that 

is arguably reflective of the ethos of the Ideal Caribbean Person.  

Reflective of a quadruple learning environment, confirming the stakeholder response in 

Di Gopello’s report, and answering the first four research questions, CAPE’s degree, degree in, 

degree out (5) betweenness (3.821) and closeness data (0.018) compared with CSEC and CXC 

data confirmed national efforts to refocus general education and skilling toward secondary levels 

as a response to local and regional sustainability, development, and poverty abatement 

initiatives. Interestingly, the NVQ data degree (5), degree in (5), degree out (4) betweenness 

(0.5909) and closeness (0.16), compared to the CAPE also confirms national discussions, albeit 

with low adoption, of the assessment’s contextual utility to skilling and employing marginalized 

populations. As to its relevance in a quadruple-loop learning environment, the NVQ is a positive 

indicator of agile learning systems that welcome contextually relevant knowledge flows, which 

are innovatively additive to the larger learning network and reduces multiple wicked problems 

components from siloed entrenchment.  

Sociogram relationship types. 
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REGPERSON 

Before delving into the next analyses, I will briefly address a reoccurring policy actor in 

these sociograms. Except for Jamaica, the REGPERSON was an important regional actor 

mentioned in whispers, hushed tones, and with some annoyance. They were engaged by the 

OECS as a regional TVET liaison, initiated regional policy dialogues connected to the OECS’ 

open trade objectives that incentivizes migration through training skilled labor, and “then just 

disappeared.” The regional persons’ disappearance from the OECS policy space was important 

for two reasons; it slowed national efforts toward integrated TVET and academic education 

policy, and the ability to engage and align those efforts with the regional economic space. Figure 

14 shows how important the effect was for Dominica, especially since they were described as a 

Dominican national. Figure 14 also confirms how important they were to the regional policy 

environment, and to the designation of policy effectiveness as measured by assessment types.  

Symmetrical, Associative, and One-way networks 

Controlling for outliers and policy commonality, comparative sociogram network graphs 

exhibited which countries targeted or shared specific assessments further drilling down to what 

degree both perceptions and actuated policies adhere to blended or binary policy topologies, and 

which assessments were central to those perceptions. Relevant to the analysis, networks and 

connections or lack of connections to the other countries was a way to identify and illustrate 

knowledge spread controls and limitations. Therefore, the following comparative sociogram 

network graphs were analyzed as: Associative (undirected- knows each other), Symmetrical 

(unidirectional- works with), and One-way (directed- employs) relationships. Vertices (nodes) 

were visualized by degree, colored by betweenness, and filtered by closeness while edge 

(connections) weights were visualized by number of relationships. Associative and symmetrical 
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ties identified policy exchange and knowledge dissemination. One-way relationships identified 

how and in what institutional context knowledge dissemination was distributed. The rationale 

was the opportunity to view the policy of the network as it relates to binary or non-binary policy 

approaches, and who or what in that network were the principal knowledge transmitters or foci.  

Associative network 

Figure 16 Associative sociogram network for the research participant group. 

 

As an undirected graph, associative relationships (knows each other) identified sources 

and policy subject knowledge exchanges. Important to this sociogram is the clusters of four fully 

interconnected groups around the assessments, and how they connect to dominant nodes. As 

policy connections or knowledge exchange centrality measurements for figure 16 were: 

Betweenness (power social capital and bridging ability) are the CVQ (164.500), CSEC 

(158.936), CXC (17.081), NVQ (0.583), and the CAPE (0.00). Closeness (least encumbered 
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access to) CSEC and CVQ (0.013), CXC (0.012), NVQ (0.007) and CAPE (0.000). Degree 

(most connected/relevant reciprocity and diffusion) CSEC (9), CVQ (4), CXC (3), NVQ (2), 

CAPE (0). These measurements confirmed a vibrant policy connectivity to the regional policy 

space, and relevance of TVET as blended with academic education (see figure 16). 

In the sociogram graph, deeply important is the connectivity of the CVQ. If one removed 

the CVQ node the whole network would break apart, and Dominica’s education policy 

knowledge exchange opportunity would be isolated from the rest. Connected to the CVQ are St 

Lucian Level 1 Senior Ranking Civil Servant Policy Leader that are both political appointees and 

civil servants and the Level 1 Senior Ranking Political Policy Leader. Connections with the 

CVQ on the Dominica side are the Academic Senior Higher Education policy contributor and 

Level 2 Ranking Civil Servant Policy Leader with an academic portfolio. The CVQ connected to 

political, civil servant and post-secondary stakeholders is a strong indicator of a whole approach 

to regional sustainability, development, and poverty abatement initiatives, and confirms regional 

knowledge is shared, applied, and correlated to CARICOM CSME skilled labor migration 

policies. 

With the lack of connectivity to the CSEC and CXC, Dominica’s associative (knows each 

other) policy relationships are clearly vocational based, with direct ties to the CVQ and to a 

lesser degree the NVQ confirming assessments policy exchanges with Jamaica in the regional 

space. Clarified further by triangulated findings, this emphasis aligns with ongoing national 

experiences with climate change and the devastation of hurricane Maria in 2017. That has 

refocused an integrative education policy, which includes development, sustainability, and 

poverty abatement initiatives approach to education and skills training. Through initiatives like a 

multilateral and multi-national funded geothermal plant to become a net exporter of green 
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renewable energy, or airplane mechanics to support repairs to regional LIAT flights, and direct 

partnerships with PPP stakeholders and schools, their associative knowledge exchanges were 

directed towards infrastructure stabilization and to participate as a regional economic partner 

with a sustainably skilled labor. 

The associative (knows each other) connections of the REGPERSON with key 

Dominican regional and national policy actors, confirms these policy projections. Interestingly 

they do not have a connection with the Senior Council member with a TVET portfolio. However, 

this was a newly appointed position, the council was in flux because of the lack of national 

TVET legislation, while out-of-school programs were for the most part focused on marginalized 

adults. As such, the REGPERSON’s associative connection suggested Dominica maintained a 

subordinate receptor role in regional policy initiatives, while the REGPERSON conditioned a 

highly flexible national policy environment that embraced risk-taking.  

Jamaica, St Lucia and St Kitts and Nevis, however, are tightly clustered together around 

the CESC assessment with a single Jamaican Level 3 Ranking Civil Servant Policy Leader 

Vocational Portfolio and St Kitts and Nevis International Agency National Ranking Member tie 

to the CXC. The CXC data indicate important regional education policy exchanges. Jamaica’s 

network ties, emphasizes their engagement with the CXC, which has for the most part adopted 

Jamaica’s classist binary post-secondary track model, and the academic centric policy advisory 

relationship of St Kitts and Nevis’ multilateral. As to St Kitts and Nevis, findings suggested a 

more complex terrain. For them the CSEC assessment was interchangeably described as 

academic or vocational. Perceived limitations of national labor opportunities that focused on an 

unsustainable tourism labor market, the associative (knows each other) CSEC ties confirm 

national policy discussions to facilitate post-secondary vocational matriculation and skilled 
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regional labor migration opportunities. St Lucia, however, expressed a clear binary policy focus 

describing the CVQ as adult education. Institutionally, this is seen by two important connections 

with the CVQ the Level 3 Ranking Politically Appointed Policy Leader with an Academic 

Portfolio and the Level 1 Senior Policy Leader. 

Within that associative (knows each other) policy space was also the relationship between 

the St Kitts and Nevis International Agency National Ranking Member and St Lucian Third 

Level Ranking Civil Servant Policy Leader Vocational Portfolio, the CSEC, and CXC. Those 

associative ties confirmed a policy exchange central to developing national TVET policy to 

encourage post-secondary track STEM certifications, and high agency skilled regional labor 

migration. An Academic Senior Higher Education policy contributor comparatively explaining 

their relationship with regional policy, indicated the knowledge exchanges seen in figure 16. 

So, the Caribbean TVET, is going well. I think St. Lucia and Grenada are ahead of us on 

implementing it at the level three at their colleges. Not in many subjects become part of 

their association, but they are doing it. (Academic Senior Higher Education policy 

contributor). 

Not only are these data an indication of a robust regional knowledge sharing policy network, but 

one that that traverses political and contextual differences. Importantly, by imbedding TVET into 

regional sustainability, development, and poverty abatement initiatives these data confirm 

operationalizing the Ideal Caribbean Person as a quadruple-loop learning institutional design 

model.  

Symmetrical network 
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Figure 17 Symmetrical sociogram network for the research participant group. 

 

As a unidirectional graph, symmetrical relationships (works with) identified sources and 

policy subject knowledge spreads. The numbers of vertices indicated the major or policies within 

and across a knowledge network. As policy connections or reciprocal knowledge exchanges 

measurements for figure 17 were: Degree, in-out degree (reciprocity and diffusion) are the CXC 

(14), CVQ (12), CSEC (8), CAPE (5) and the NVQ (2). Betweenness (power and social capital) 

CVQ (134.042), CXC (127.064), CSEC (40.043), CAPE (9.257), and NVQ (0.00). Closeness 
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(least encumbered access) CXC (0.024), CVQ (0.23), CSEC (0.20), where tight clustering 

confirms blended policy seen figure 17, and CAPE (0.17) and NVQ (0.014) further confirming a 

vibrant connectivity to the regional policy space and importance of TVET as a secondary 

education model.  

The lesser but close symmetrical NVQ and CAPE sociogram graph ties and metrics is 

arguably an indicator of secondary to post-secondary policy. The two NVQ ties confirms it is a 

unique Jamaican policy configuration, which despite their efforts at the CXC level, has not been 

regionally adopted. As to the most symmetrical ties between stakeholders, across the policy 

space, the Dominican Academic Senior Higher Education policy contributor had the most 

symmetrical connections (10). Relevant to that was what symmetrical or knowledge sharing 

connections were made, and what the foci might be. While their connections to their St Kitts and 

Nevis (8), and Jamaican (7) counterparts are theoretically unsurprising, what was surprising is 

none of them, but the Dominican Academic Senior Higher Education policy contributor was 

connected to the REGPERSON who had 9 ties.  

However, those connections signaled the presence of vital and vibrant regional 

knowledge exchanges. As further indicators of what kind of policy knowledge is shared between 

them, which manifested in subsequent navigational strategies, was their symmetrical assessment 

connections to the CXC (St Kitts and Nevis, Dominica, REGPERSON), CAPE (Dominica), 

CVQ (Jamaica, St Kitts and Nevis, REGPERSON), CSEC (St Kitts and Nevis) and NVQ 

(Jamaica). What these contextual reciprocity data indicate is, each Academic Senior Higher 

Education policy contributor, with the support of the REGPERSON efforts to enhance national 

development opportunities, were directed toward national credentialing through the regional 

CXC accreditation body. Explaining the seemingly diverse national assessment foci, while 



 302 

restructuring their post-secondary institutions to align with binary international vocational and 

academic models, within contextual limitations the focus was centered around development, 

sustainability, and poverty abatement initiatives. An Academic Senior Higher Education policy 

contributor explains. 

[Historically], people have always looked down on technical education. See, the concept 

is if you can't do anything else, we'll send you to fix cars. Not realizing that probably 

[they] need more education than me. But the institutions have been slow in responding, 

and I take responsibility for that, I'm the head Honcho. But the people who were 

supposed to move it forward, the technical education people, have been slow in accepting 

it. So, in a nutshell this College is very interested in finding international credentials for 

our students in education, technical education. But the process has been slow. So, five 

years on our return, we could have been, we will have ensured that all of our programs 

can certify regionally and internationally. (Academic Senior Higher Education policy 

contributor). 

What they clarified is a change in the shared regional policy focus from historically classist 

skilled labor migration policy that targeted academically supported post-secondary levels 3-5 

CXC credentialing. For those who could access those levels, the implication was post-secondary 

academic education offered high social and economic agency, rather than advanced skilled labor 

training. An Academic Senior Higher Education policy contributor explained it this way, “So, in 

[this country], you will find that kids coming from the high school with some certification, but 

when they get here, they just finish the degree, they don’t go into phase two of the technical 

vocational credential.” Indicative of the multiple policy knowledge exchanges across post-

secondary symmetrical ties, they went on to explain how TVET has evolved into a blended 
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model to strengthen national development, sustainability, poverty abatement initiatives, and as a 

marker of global competitiveness skilled labor migration outside of the region.  

One-way network 

Figure 18 One-way sociogram network for the research participant group.  

 

In view of the associative and symmetrical network findings, it is also critical to address 

one-way or directed flow of knowledge. As a reminder, directionality indicates transmission or 

transmitter roles and relationships. The advantage of this modeling is twofold. It helps determine 

policy centrality as defined by the occurrence, and through whom knowledge is channeled and 

exchanged. The latter is also an important indicator of institutional designs and how those 

designs might affect engagement or navigation with regional initiatives, that includes 
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operationalizing quadruple-loop learning practices as formulated by the ethos of the Ideal 

Caribbean Person.  

As policy connections or the receptor/disseminator policy connections for figure 18 were: 

Betweenness knowledge exchanges (bridging ability/diffusion) the CVQ (164.500), CSEC 

(158.936), CXC (17.081), NVQ (0.583) and CAPE (0) and the closeness (least encumbered 

access to) CSEC and CVQ (0.13), CXC (0.012), NVQ (0.007) and CAPE (0.00) further 

confirming the associative and symmetrical network findings at a national level. To note, the 

nodes in a directed network are the same so Degree metrics reporting was not relevant. 

Dominica’s one-way sociogram graph revealed a highly distributive model. All level 1 

and 2 participants were cohesively engaged with each other, and the CXC, and CSEC. The CVQ 

had outwardly tied to only the Level 2 Senior Ranking Political Policy Leader indicating 

awareness of regional policy but a lack of integrating the binary aspects of the assessment in 

their policy space. Notably the key knowledge disseminator is the Level 2 Senior Ranking Civil 

Servant Policy Leader who has a singular outward tie (employs) to all three assessments (CXC, 

CVQ and CSEC) reconfirming a binary education policy configuration that has direct ties to 

regional policies. Supported by triangulated data, Dominica’s one-way tie configuration also 

indicates a positive navigational condition. That condition agilely responds to innovative 

initiatives from risk-taking to support complexly connected policy initiatives. That facilitated 

readjustment to new outcomes since knowledge is easily spread across a distributive formation. 

An outcome was Dominica restructured their education policy to assure post-secondary access to 

all. Clarified by the symmetrical sociogram, the Academic Senior Higher Education policy 

contributor and the REGPERSON have no one-way connections indicating a peripheral policy 

relationship.  
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In contrast, Jamaica’s one-way network indicates a formal policy environment that 

requires navigating through a single triad of knowledge gatekeepers. In this case the gatekeepers 

are the Level 2 Ranking Civil Servant Policy Leader, and the Academic Senior Higher Education 

policy contributor. Their one-way relationships suggested a tight policy exchange between them. 

As such, the Jamaican policy environment can be described as a closed knowledge system. 

Innovation within this model is entirely dependent on the dominate knowledge brokers, while 

core to innovation, risk-taking, is dictated by the key institutional actors closed knowledge 

exchanges. At best, this forms an institutional triple-loop learning environment, that decreases 

navigational tools in a regional context. Conditionally then, power brokerage remains a primary 

tool. As per the institutional learning model and directional sociogram, Jamaica is mission driven 

rather than grounded in shared ethos designed to be responsive to separate contexts that 

facilitates collective strength. 

St Lucia’s one-way sociogram indicates formal institutional gatekeeping from the Level 1 

Senior Ranking Political Policy Leader’s outward directionality. The continuity of that design 

was further confirmed by triangulated findings, and the researchers’ modestly successful efforts 

to interview sitting policy leaders. As an institutional design, St Lucia’ one-way sociogram with 

distinct triads confirms triangulated data as a competitive, unit dominant, institutional learning 

environment. As is common to these environments with a central gatekeeper that directs units, 

vertical, formal institutional designs reinforce unit driven double-loop learning knowledge flows. 

Interestingly there was no connectivity to any of the assessments, despite at least all but one of 

the participant’s convictions that TVET was particularly relevant adult, post-secondary, special 

needs, and lower socio-economic test-takers. These data confirm that the relationship with the 

assessments is associative (knows each other) and symmetrical (works with), but the participants 
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are not active in determining the flow of knowledge beyond task management within an 

institutional framework.  

St Kitts and Nevis’s outward directed sociogram model centered by the Level 1 Senior 

Ranking Political Policy Leader is a formal system akin to St Lucia and Jamaica. The unit triad 

of the Level 3 Ranking Civil Servant Policy Leader Vocational Portfolio connected to Academic 

Senior Higher Education policy contributor are important to the national policy directive that 

institutionally has designated TVET as a post-secondary. However, the two relationship 

connections with the Level 1 Senior Ranking Political Policy Leader and the Multilateral 

Representative International Agency Senior are important. Triangulated findings, which included 

the opportunistic timing of the research, showed that St Kitts and Nevis actively engages with 

multilateral SDG policy initiatives. In particular, they were to develop a national TVET policy 

and regional teacher training initiatives primarily focused on academic subjects, but peripherally 

include TVET project-based curriculum delivery in at least Nevis. An important institutional 

difference between St Lucia and Jamaica and St Kitts and Nevis was scale. While gatekeeping is 

evident in the one-way model, there was an openness in St Kitts and Nevis to facilitate the 

researchers work and an expressed interest of how that work might be beneficial to their policy 

knowledge.  

Summary 

A network approach to the comparative findings described what kind and type of 

connections facilitate navigating international policy initiatives. Those were identified as most 

effective in lateralized quadruple-loop institutional learning frameworks such as Dominica and 

decreased exponentially in formal vertical double or triple-loop learning institutional systems. In 

descending order, they were Jamaica, St Lucia, followed by St Kitts and Nevis. Their networks 



 307 

and connections or lack of connections to the other countries illustrated limited and controlled 

knowledge spread. Institutionally that creates a risk-adverse effect, which reduces opportunities 

to develop sustainable strategies across time and through political change. As a result, connected 

policies such poverty abatement, and development are stagnated, while regional learning 

opportunities to sustainably develop context relevant innovative practices remain limited. 

Networks also substantiated how and with whom knowledge exchanges influenced 

national education policies, developed between and among national and regional policy actors, 

multilateral, and private sector counterparts. Network analysis verified how institutional designs 

and hierarchy formed the prominent knowledge receptor(s) and institutional transmitter (s) of 

knowledge (see figure 18). That also confirmed what knowledge was transmitted, confirmed case 

study findings how trusted advisors, political will and civil servant power might have had an 

effect; and how those attributes might have conditioned subsequent access to relationships across 

the regional networks.  

Jamaica and St Kitts and Nevis showed tightly clustered associative (knows each other) 

and symmetrical (works with) knowledge networks to post-secondary trusted advisors that tied 

political power to supporting TVET at the post-secondary level. St Lucia’s associative (knows 

each other) and symmetrical (works with) knowledge network presented a tight cluster around 

academic unit power reserving TVET for marginalized populations and adults. While 

Dominica’s associative (knows each other) and symmetrical (works with) formations revealed 

collaborative knowledge exchanges that clearly distinguished TVET as a focus for all 

constituents.  

As to what factors of networked knowledge exchanges affect applications and 

interpretations of international policy initiatives with local initiatives; assessments resonated as a 
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central descriptor of how TVET was nationally defined and initiated across secondary and post-

secondary education. Pertinent to cross sectional analysis the assessment centrality 

measurements also illustrated degrees and relationships between and among national policy 

actors and how other nations or regional conceptualizations of assessments were reformed as 

applicably responsive to contextual political will (see case studies), and degrees of civil servant 

power (see figure 14).  

As a result, the CSEC assessment was critical to further clarify national perceptions of 

TVET, and the degreed and innovative efforts to align TVET with regional understandings of 

blended typologies by graduating students with skills and academic certifications. To wit, 

Dominica was the clearest at metaphorically defining CSEC as binary education policy with its 

proximal assessment centrality data, and how to contextually apply direct knowledge exchanges 

from the regional CXC body. St Lucia followed suit, although due in great part to political will, 

their centrality data exhibited nascent binary policy efforts with minor but multiple ties to other 

assessments. Education policy formulated as post-secondary trajectories, St Kitts and Nevis’s 

centrality data made clear binary distinctions between the CSEC and the other assessments, yet 

subtly out of Nevis were connections with the CVQ indicating regional strategies within a binary 

national framework. Jamaica’s efforts to duplicate their national NVQ model and levels of 

adoption were clearly discernable in their centrality and regional network data. However, 

regionally, the CXC’s CVQ centrality and network data confirmed TVET as a critical component 

to national education policy and an expressed relationship to national and regional sustainability, 

development, and poverty abatement initiatives through skilled and educated labor migration. 

When triangulated that relationship differed between countries. Overtly Dominica correlated the 

CSEC and CVQ to nation building and skilled migration opportunities for all their citizens. 
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Overtly St Lucia correlated the CVQ to adult skilling, and covertly to high agency skilled 

migration, while overtly the CSEC was to assure secondary certifications and covertly post-

secondary matriculation. St Kitts overtly redirected CVQ skilling certifications to post-secondary 

credentialing and the CSEC as post-secondary preparation, while covertly Nevis tested the CVQ 

as a post-secondary graduate certification from training at the secondary level. Jamaica overtly 

positioned as a regional CVQ consultant, but covertly reserved the CVQ for a limited adult 

population and the CSEC for secondary graduate certifications. 

Therefore, the ways that knowledge contributes to the design of national and regional 

strategic education policy initiatives, and how that difference contributes directly to the whole 

knowledge across the regional network, were found connected to how assessment policies were 

overtly or covertly attenuated to TVET. That had a direct relationship to what conditioned 

network connections, and direct implications on levels, degrees, and interpretations of national 

education policy. Correspondently, shared, or reinterpreted knowledge across networks revealed 

how contextual institutional designs and prevailing political will affected levels and degrees of 

risk-taking, innovation, and navigational approaches to education policy that included TVET. As 

further evidence of wicked problems, each had a degreed response effect, which were inherently 

shared through legislated and codified economic policies that incentivize skilled labor migration 

across the region. However, wicked problems solutions framed by the shared ethos of the Ideal 

Caribbean Person, also became apparent, and will be discussed in the next chapter. 
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Chapter 9 Discussion, Conclusions and an Application to Practice 

In policy research, it is convention to pragmatize policy fields, especially when 

approached with a wicked problems theoretical lens. However, a critically important component 

of wicked problems is to acknowledge that within those fields are humans, in the role of national 

policymakers, navigating a messy regional and divergent international education policy terrain. 

As a result, each policy environment contains critically linked overarching issues. Those 

structure approaches to the whole while centralizing policy sectors as critical to issue responses. 

Sustainability, development, and poverty abatement were central to this research’s issue context, 

while education policy was conspicuously threaded throughout response formations. However, to 

navigate through linked policy spaces, inconsistent tools, politically expedient tools, or tools 

offered as universal solutions confounded or facilitated direct solution paths. Embedded within 

this are policy actors that must navigate their respective national ego, while engaging with the 

shared knowledge from a regional ethos that has designed a functional multiplatform response to 

common problems. The degree and speed with which this was achieved, was directly correlated 

to existent institutional structures, the design of learning systems in place, character, and power 

of stakeholder networks, and situated scale within the institutional hierarchy. As such, TVET as 

policy, was interpreted, reinterpreted, and implemented as conditioned by these factors. 

Regional Policy 

Navigation within different scales, legislative contexts, and shared histories can 

theoretically conflict with ever fluctuating labor market changes and attendant education policy 

projections or become foundations to manage and thrive in them. Critical components to that, 

and as a fundamental appreciation of what rich and enriched contexts offer to a regional policy 

space, policy leader participants in all four countries were candidly aware of the political policy 
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agendas central to macro and national level interests. They were astute at redirecting them, 

deflecting, resisting, and advantageously working with them to assure contextually conditioned 

adoption.  

Navigating in and between 

Most research participants articulated a consistent and critical policy navigational tool, 

risk-taking. Best described as an operationalized component of quadruple-loop learning, 

grounded risk-taking was a provision of a functionally lateral regional policy space that 

imparted institutional autonomy as a counter response to external, or internal vertical double-

loop or triple-loop learning systems. Coupled to that was an institutionally productive approach. 

Several Second and Third Level Policy Leaders took advantage of regional UNESCO policy 

initiatives to formalize national TVET policy documents. That navigational approach, which in 

part explains the foot note in Di Gropello’s report, included variably blended secondary school 

templates, while reflectively omitting UNESCO policy leaders unwavering two track lens in 

that formation. Pertinently, what those relationships informed is a different rejoinder. Buffered 

by regional quadruple-loop learning dispositions that incentivizes risk-taking, innovatively they 

looked to new, untested partners. That effort was to fill a continuing gap of substantive 

multilateral engagement while uplifting collaborative relationships to forward regionally 

informed national policy strategies. Leveraging regional quadruple-loop learning formations, 

they developed a useful form of power response to the substantive impact of decreased or 

evaporated traditional aid and a presumptively imbalanced power network that comes with it. 

What became an interesting point for future analysis is what that policy space navigation will 

look like with new partners that have framed the navigational terrain around the "Belt and Road 

Initiative” and tourism economy PPP partnerships. 
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Risk-Taking in a political policy space 

However, there were indications that without close active ties to the ethos of the regional 

policy, risk aversion deviated established and agreed upon regional policy that centrally 

includes education and TVET. Comparatively increased economies of scale, which do not 

necessarily correspond to national poverty indicators or labor market demand, manifested in 

inconsistent applications of regional social policy components of TVET. The larger or wealthier 

the country, the higher the occurrence of perceptions that TVET is a national response for 

marginalized populations. Smaller, poorer countries more supplely tied blended educational 

practice with calculated outcomes to increase key social and economic initiatives such as 

strengthened or stabilized GDPs, sustainable development, poverty abatement and regional 

labor migration. So, is that an indicator of scale, number of multi-sector partners and complex 

political contexts that develop specific policy lenses?  

Participants in every single country pragmatically discussed the effects of political will 

on their respective efforts to implement blended educational systems. But the research indicated 

that contextual riders had more consistent influences on the degree of TVET implementation, 

and as a policy, to assure that all secondary students graduate with both rigorous academics and 

certified skills, or that the adult population had a pathway to move out of poverty. In classic 

triple and double-loop learning models, much of that was connected to institutionally expressed 

perceptions of TVET. As members of the political context and will, academic centric field 

membership, or navigating through general population perceptions of education, it was 

remarkable how they managed perceptions of TVET as a low-agency, low-skill initiative. Each 

stakeholder, to larger or lesser degrees, adapted international conceptualizations of TVET to 

nationally relevant economic schemes toward positive sustainability, development, and poverty 
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abatement GDP measurements. To various degrees, these policy leaders consistently over road, 

subtly or incrementally implemented blended TVET models aligning tightly to larger 

conceptualized quadruple-loop regional development policies rather than waiting passively for 

internal or contextual change. Despite much variability of what blended learning means they did 

associate TVET with academic learning. An important factor to conceptualize their risk-taking 

was that TVET was centrally conceived as applied learning, and therefore one cannot apply 

learning without cross walked academic learning.  

As such, their efforts were also strategically focused on determining which TVET 

programs could fall into line with politically or contextually supported high agency careers or 

highly skilled migration demands within the tourism sector. Conjointly, efforts were impactfully 

seen at the post-secondary level, while incremental scalable investments occurred at the 

secondary level. As an indicator of adherence to larger national and regional development and 

poverty abatement policies, secondary schools were targeted for high agency initiatives. In 

several cases those schools are not the more highly ranked, but where less privileged student’s 

academic performance was coupled with practical assessment components. The subtle 

incremental outcome was a perceptions’ shift critical to contextually political and cultural will 

deficit paradigms. Embedded within was the theoretical delivery that TVET is not a 

continuation of historical slave labor paradigms but bound to rigorous academics that includes 

coding as the new agency.  

Migration as a policy connector 

As a critical component of wicked problems where one solution unveils new problem, 

resistant, accountable, knowledge silos, clarified interpretations of a regional education policy as 

it related to skilled certified labor migration, and the disconnect with formal national academic 
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centric policies. As a functional quadruple-loop learning model, through blended education 

schemes, the thrust of regional policy was a connected solution toward national and regional 

poverty abatement, sustainability, and development. The objective was to level out national 

GDPs while reducing poverty both vertically and horizontally. However, in more institutionally 

vertical countries labor market migration was formalized by integrating certified TVET and 

academic education. However, they also perceived regional migration as potentially limiting 

their own outward migrant pool. In those cases, inadvertent classism through policy formations 

became apparent.  

As institutional policy models, TVET targeted toward higher education perpetuated 

access limitations. Through post-secondary pathways, balances between important remittances 

and the long-term economic losses from an upper management brain drain were structurally 

resolved through draconian student loan schemes. Best described as triple-loop learning, lacking 

was complex regional institutional learning modeling. That modeling includes supple cross 

boundary and cross institutional responses that create incentives for non-post-secondary skilled 

labor migration that in fact have the highest rate of return. Without incentivizing cross boundary 

and cross institutional labor migration initiatives, the outcome of wealthier countries’ post-

secondary model was inward migration from technically skilled certified and educated 

CARICOM nationals. That cycle further disengaged PPP partners, incentivized their criticism, 

and languished national poverty abatement initiatives. 

Assessments 

For policy makers, education assessments were functionalized as socio-economic 

legitimizers. Assessments were a significant policy component to subtly, and contextually, shift 

historically binary classist education models towards blending academic and TVET education. 
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Navigational considerations around assessments were judicious appreciations of national 

political will expressed as lingering perceptions that correlate discrete labor associations with 

slavery. Navigationally they were also subtly aware of CXC regional constructs historically 

modeled after high-income country classist, neoliberal assessment rationalizations, while trusted 

experts’ interests perpetuated their own national binary modeling across the knowledge network 

(Gailmard, 2012; Gray, Dean, Agllias, Howard, and Schubert, 2015).  

CXC, CESEC, CVQ, NVQ. 

As a navigational response, there was a high propensity to interchangeably describe 

assessments as CSEC transmitting trust and legitimacy to TVET curriculum skills content. The 

added effect was to effectively camouflage and redirect negative perceptions of TVET from both 

the public and policymakers. Describing the assessments as CSEC also conceptualized post-

secondary access paradigms. By communicating the CVQ assessment as attenuated to the CXC, 

importantly redirected TVET from a national binary deficit policy model to key policy objectives 

enveloped by the Ideal Caribbean Person, which include development, sustainability, poverty 

abatement. Moreover, even without national legislation in place, across the knowledge network 

those reformations incentivized regional migration by restructuring national policy acts. Those 

reformations legitimized shared discourses that students graduate secondary school with both 

skills and academic education. At the same time validated regional assessments and 

certifications, shifting competitive academic centric modeling toward a policy product that is 

perceptively attractive and headily transportable for all concerned. 

Important to that were tensioners from power archetypes across the network to navigate. 

For many nations the institutionalized formation of the CVQ/NVQ into a classist model, 

inadeptly scaffolded formal certifications out to post-secondary education, while perpetuating 
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multilateral modeling so noted in Di Gropello’s report. In total misalignment with national and 

regional objectives, the CXC assessment products attenuated to the required five CSEC 

assessments were deleteriously described with no perceptible outcome beyond maintenance of 

classist paradigms. Pertinent then to national adoptions of Jamaica’s NVQ/CVQ reformations in 

some countries, and counter efforts to communicate the CVQ as CSEC in others, was an 

acknowledgement that labor market exportability only happens at extremely expensive levels 

four and five. Therefore, conditionalizing navigation in the knowledge network was 

substantively addressing the outcome for adult and secondary populations. That outcome in each 

country was an institutionalized post-secondary certification pipeline that protects 1833 classism 

paradigms, while perpetuating post slavery perceptions of skilled labor education.  

CAPE. 

En suite, non-higher education participants rarely referred the CAPE assessment, 

indicating that as policy, TVET was predominately the purview of the secondary level or 

marginalized populations. These findings point to a rejection of international policy discourses 

that increasingly reserves TVET for the post-secondary level. Findings also revealed that TVET 

and academic education were directly tied to regional and national development, sustainability, 

and poverty abatement policies. As such, measured by CAPE, TVET at a post-secondary level 

was perceived by most stakeholders to be out of reach for most national populations, reserved for 

elite managerial level labor certifications, which were advantageously leveraged for skilled labor 

migration policies, created a brain-drain, and did nothing toward alleviating national skilled labor 

market deficits.  

PPPs. 
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Public private partnerships in this policy space, whether national or international entities 

across institutional knowledge sharing networks were described as verticalized. While 

inconsistently present on policy advisory groups, national PPPs described education policy as 

labor market supply, while curricular interest was formed around immediate or ancillary industry 

demand, rather than an aspect of integrated policy and planning. Without a true partnership, what 

this conditionality posed was the need to navigate power relationships through and between 

efforts to institutionalize labor training.  

Moreover, and a serious consideration for further research, the important private sector 

partners in this research were international, often tied to their own government interests. 

Relevant to national interest, their relationships were not incentivized by sustainability and 

development practices that foundationally includes poverty abatement strategies. Poverty was an 

inconvenience to their development strategies. Solutions to them did not find them positioned as 

partners but rather expediency driven decriers of education policy outcomes. In one navigational 

response substantiated by political will, Jamaica’s 3% tax was an interesting first level 

accountability-partnership model. However, it did not incentivize true PPP collaboration, but 

shaped transactional market driven responses from both sides.  

Indicatively and incentivized by secondary and post-secondary policy PPP partnership 

links, there was much reflection on presence of skilled migration from CARICOM nationals, and 

recognition that their own nationals could not fill the demand. To differing degrees and 

navigational approaches, a mutually advantageous development and sustainability education 

policy strategy was formed around robust tourism infrastructure development. The formula was 

to piggyback the Citizen by Investment programs by offering options to fund national 

government initiatives. However, when directly tied to uncoupled or loosely coupled vertical 
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PPP partnerships, the national outcome was TVET programs fed unsustainable low wage support 

positions and highly skilled certified labor was imported. Perceptions of what those partnerships 

should be or how to approach them were uneven. As a point for further research, relevant to that 

was prevailing political will, political contexts, and how within the CSME framework that 

conundrum might play out over time.  

Schools and Data. 

Relevant to political contexts and a propensity of unsupported TVET legislation, as a 

conceptually blended model, all countries to some degree offered skills and academic education 

to secondary students. The subtlety was all students graduate with a means to access higher 

levels of employment, and the necessary academics that sustains life-long learning so necessary 

for post academic life. However, ranked by student academic assessment performance, in 

practice most secondary school systems remained structurally classist and binary. As a result, a 

navigational practice was to target TVET in schools where student academic performance is high 

but does not maintain an elite reputation.  

Therefore, data collection to measure policy impact is worth addressing. Most reported 

data is inconsistent, appears in less than linear ways; is commonly reported to other ministries 

that generalize school data as it relates to the ministry’s mandate, or assessment performance 

data is conveyed in annual public forums, and then reported in the media. Navigationally this 

was an interesting tactic, and political and policy advantages to this methodology is how and 

why the messaging is controlled. Over time, reported data exhibited increased appearances of 

TVET related CSEC and CVQ assessment performance. This aligned to participant visions of a 

blended system, while acting as a subtle means to shift political and parental deficit perceptions 

of TVET. Positive CSEC and CVQ data reporting also redirected attention to chronically poor 
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national academic performance and school retention rates, while regional comparisons 

positioned the national ego in the network. There is also a legitimate argument that not reporting 

the data to multilateral entities, maintains internal power and policy suppleness. As a quadruple-

loop learning formation, historical interfaces with the multilateral level partnerships are 

operationally vertical. Interestingly, because of that limitation, controlling data sharing can be 

and has been an effective means of maintaining that partnership as a distant advisory node in the 

knowledge network.  

However, reflections from business partners that education is "failing them" is arguably 

an element of poor strategic data practices since the highest student dropouts at the critical forms 

four and five, remains without comment or evidence of planning beyond teacher training. As 

such, without data mastery, poverty paradigms are sustained, while development and 

sustainability policies are battered by students leaving without applicable skills or needed 

academic education for changing labor markets. Underscoring this, those that do persevere, are a 

tiny segment of the population that generally can access post-secondary education furthering 

classist constructs from the 1884 Education Act. Moreover, without consistent transparent data, 

determining the push and pull factors further exacerbate regional skilled labor migration and 

economic initiatives since strategically, there are no means to project or adjust for changing 

need.  

Institutional knowledge exchange networks and TVET in a regional quadruple-loop policy 

space. 

In a complex, wicked problems bound policy space, regional policy knowledge contained 

multiple institutional and legislative delimiters. Interfacing with international expertise, 

incentivized highly complex navigational strategies. As a strategy, network knowledge 
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exchanges bolstered by quadruple-loop learning practices stimulated risk-taking and innovation. 

Advantageous to that formation perceptual resistors were horizontalized by conceptual shifts in 

institutional learning modalities. When centralized by shared ethos that forms the operational 

core of common policy based on socio-economic and political contexts. Therefore, by re-

nominating a measurement tool, TVET as policy, TVET was reconceptualized as a central 

component of larger regional policies, and indelibly tied to national social, and subsequent 

economic, wellbeing.  

As loop-learning modalities, institutional cultures were critical to identifying adaptive 

learning stages across a contextual compendium. As single-loop learning formations, annual 

assessment data overtly maintained formal, vertical, binary, classist school rankings paradigms. 

In that cultural context, and with the knowledge of trusted advisors from world-wide multilateral 

initiatives, overtly teacher training was claimed as a solution to student retention and 

performance. That formation initiated covert culturally centralist knowledge exchanges that 

accepted nationally focused binary policy proposals as a regional TVET model. 

Double-loop institutional systems addressed value bound processes to overtly determine 

what assessment will measure, and how they might be conceptually reformed to stimulate 

organizational acceptance. Covert and overt efforts to tie both contextual and regional culture to 

value conditions were bound to national labor development and regional skilled migration. 

Centralist knowledge exchanges and TVET policy formations were covertly perceived as 

possible national response solutions to formal classist constructs, and a subtle means to transform 

and align current contexts to regional objectives. 

Triple-loop learning appeared in systems changes through overt risk-taking and 

innovative efforts to place blend programs in schools. Covertly, those efforts were implemented 



 321 

despite a lack of formal legislation, public will or historical political contexts. Overtly, ties to 

national and regional knowledge exchanges around certifications, lead to national qualification 

policies that supported skilled regional migration. In support, assessment value was covertly re-

messaged as blended through the indifferent use of CSEC/CXC/CVQ implicating TVET as part 

of the critical whole.  

Quadruple-loop learning was clearly defined that embraced innovative risk-taking 

knowledge exchanges from differing membership contexts. As loops they informed the policy 

knowledge body across the space, which overtly resonated common interest that all students 

graduated with skills and academic certifications. Those interests overtly acknowledged and 

addressed national economies that could only compete internationally as a skilled and educated 

whole. Collectively national contexts shared common issues of development sustainability and 

poverty abatement. Those common issues were stabilized by education policy knowledge 

exchanges while application was modulated for contextual need. Further, overtly, encompassing 

ethos, mission vision, value, and culture, formed by the Ideal Caribbean person, skilled labor 

migration, as policy, included blended education policy acts.  

Recommendations 

Therefore, as a stakeholder policy tool the implications of this study have informed a 

recommendation to stabilize common interests in any region and address policy approaches in 

multiple context-networked policy environments. That recommendation is to rigorously collect 

and transparently report data. Without data as a policy tool, implementation efforts to 

strategically determine how or in what ways education policies effect connected policy initiatives 

such as economic development, sustainability, poverty abatement and participation in the global 
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economy perpetuates wicked problems paradigms from highly competent but siloed 

stakeholders.  

Additionally, context relevant political will, attenuated to network knowledge exchanges, 

can be sustainably informed by data. Data at this level facilitates strategic national and regional 

initiatives, which usefully transformations perceptions of TVET’s fundamental policy role, 

especially when blended with academic education. The effect can lead to critically necessary 

legislation and TVET policy codification, which is inherently tied to national economic policy 

objectives. As such, data grounded by a codified policy framework can strategically help to 

develop national labor markets and/or productively refocus national economic objectives that is 

based on discernable contributive or negative impact criterion on national economies or global 

market participation aspirations.  

Crucially, the direct implications of codifying TVET education policy that translates into 

acts and TVET’s vital role within, are strategic projections that additively enhances and informs 

entry to what is now an opportunity for all nations, the knowledge economy. Moreover, relevant 

to what role nations and regions will play in that global market, data as a policy tool is critical to 

determine context relevant upskilling and which TVET programs blended with general education 

will have a long-term impact on national, and regional economies. Without, poverty paradigms 

continue, and global market entry will remain nothing more than an aspiration. 

Implications for policy, practice, a transportable policy model 

Education policy literature illuminates' silos of theoretical and technical competence but 

does not address what links the silos; education is a value construct whether it is societal, 

individual, a reflection of beliefs, or as multiple interpretations of capital. When analyzing policy 

and policy spaces theoretical or technical competencies manifest as stakeholder acts. As a result, 
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it is critical to distinguish actors, and the reform pressures they generate for education policy and 

practice. It is also important to recognize that literature is topically pointed, generalizes, or 

diminishes the discreet differences in boundaries and scale and the politically driven policy 

impact on education. When not framed by quadruple-loop learning, the effect of those persistent 

positionalities that operationalize institutional systems, is poorly linked policy actor’s replication 

of a measurable sequence of unintended consequences. The results on the leagues of students 

who will take over, either powerfully or poorly, and nations that must contextually apply those 

policies are, and remain persistent duplications of ineffectual power centric policies.  

Essential then, in an increasingly linked world, is to address education policy as a 

complex wicked problem. Since education policy is now directly tied to human capital in all its 

theoretical forms, a quadruple-loop framework is an opportunity to reanalyze the presence, role 

of actor stakeholders, and in what way they inform, affect, and connect complex macro policies 

to mezzo practice and reciprocal micro acts that have a substantive impact on macro education 

policy. Thankfully for us all the policy stakeholders in this research have given us a scalable, 

transportable policy roadmap to tackle education policy wicked problems and an opportunity for 

further comparative research. 

Scale and transportability 

Pragmatically a model must be scalable and transportable. In a theoretical application, 

when school districts, post-secondary institutions and their respective townships develop a 

central ethos of what distinguishes them, and identifies how that differs from surrounding 

groupings, it is possible to develop, adapt, evolve, and centralize policies to their contexts. 

Fundamental is to recognize this as a whole policy approach. Central to the framework design is 

recognizing, acknowledging, and integrating multiple policy components that have direct and 



 324 

indirect implications on projected individual stakeholder goals, institutional designs, and 

correspondent whole goal agreements.  

While current educational and public systems integrate multiple stakeholder partners, as 

unlinked formations they are functionalized as competitive silos of competence. The outcome 

school districts, post-secondary institutions, or township units, safely and stagnantly compete for 

historically known resources, while innovation withers within structurally incentivized risk 

adverse units. However, additively, the critical design feature of quadruple-loop learning is 

recognition that unique contexts inform, enriches, and actualizes the whole of which individuals 

are an indispensable part. Incentivizing trust and legitimacy, risk is laterally distributed, as are 

innovation opportunities, while horizontalized knowledge sharing facilitates structural and 

navigational responses to vertical systems and protectionist units.  

Transportable policy model 

As a result, this research has identified new transportable quadruple-loop organizational 

learning system policy model (figure 19). As an effective tool to recognize, identify, and manage 

wicked problems, this new quadruple-loop learning policy model can be useful across any 

country or region with different cultural, political, or social histories, scales and connected 

institutional systems. Its lateral, proximal, cross boundary, collaborative, consensus-based 

organizational systems application is a transportable response to broadly shared regional, 

national, and local deficits or opportunities.  
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Figure 19 Quadruple-loop learning policy model developed from the regional Caribbean policy 
space. 

 

The model conceptualized: Proximal contexts assemble. Actively seeking proximal 

stakeholders, they welcome continuous additions to increase diverse coherent knowledge and 

reduce policy framing. Individual policy conceptualizations then contribute to forming a cogent 

collective ethos, based on unique cultural, political, or social histories. As a knowledge group, 

stakeholders cognitively identify and inform policy formations, frames, links, and operational 

modalities as they relate to whole ethos-based knowledge and ego-based applications of that 

knowledge. In a system formation, as agile responses, risk-taking to develop innovation are 

engendered and incentivized to identify processes, course corrections, adaptive accountability 

frameworks, and to articulately measure effect outcomes of all policy links. Iteratively, as 

stakeholders inform policy, individual contexts grow as robust members of a cyclical systems 

network, which continuously evolves, adapts, and informs the ethos, egos, and attendant policies. 

Because of its helical components, there are constant opportunities to check and readjust internal 

or external power imbalances manifested as conformity to single component ego interest 

reframing that may deviate the centrality of policy objectives. As a sustainable system, adaptive 
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exits and entries are built in. If any component breaks off or a new one enters, the helix 

restructures around the knowledge gained from the exits or entries, and reforms strengthened 

from that knowledge.  

  



 327 

APPENDIX A -INTERVIEW QUESTIONS 

Interview Questions. 

1. Tell me about TVET. (Existent programs, scale, partners, funding mechanisms, 

program quality) 

2. What relationship do TVET programs have with academic learning? (Existent, would 

like to see, challenges, relationship to policy design) 

3. What kinds of partnerships do you have and what do they do? (Multilateral, private 

sector, other) 

4. How often do you participate in local, national, or regional policy meetings, who did 

you encounter, and what have you learned from them? 

5. What are your biggest, and smallest challenges with education? (Urgency, future 

hopes, plans) 

6. What would you like to see happen with education in this country? (Long-term, mid-

term, short-term). 

7. Is there anything that you want to add, that I should know to better understand your 

role, challenges, or wishes for TVET and education in this country, and anyone you 

think I should speak to?  
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APPENDIX B - CVQ TESTING TYPES AND LEVELS 

CVQ Testing types and levels, CXC, 2019. 

CVQ CERTIFICATIONS Level 

AGRO-FOOD PROCESSING 1 

AGRO-FOOD PROCESSING 2 

AIRCRAFT MAINTENANCE FOUNDATION SKILLS 1 

ALLIED HEALTH – GERIATRIC CAREGIVER 2 

ALLIED HEALTH – HEALTH CARE ASSISTANCE (PATIENT CARE) 2 

AMENITY HORTICULTURE 2 

AQUACULTURE GROW OUT OPERATIONS 2 

AUDIO & VISUAL EDITING OPERATIONS 2 

BAMBOO WEAVING 2 

BASIC CHAINING 1 

BRICK/BLOCK-LAYING, RENDERING 2 

BUILDING CONSTRUCTION DRAFTING 1 

BUTCHERY 2 

CAMERA OPERATIONS 2 

CARPENTRY 1 

CARPENTRY 2 

CERAMIC PRODUCTION 2 

CIVIL CONSTRUCTION (MATERIAL HANDLING OPERATIONS) 2 

COMMERCIAL FOOD PREPARATION (COOKERY) 1 

COMMERCIAL FOOD PREPARATION (STEWARDING) 1 



 329 

COMMUNITY TOURISM 1 

COMMUNITY TOURISM 2 

CONCRETING 2 

CONCRETING/STEEL-FIXING 2 

COSMETOLOGY 2 

CRICKET PITCH AND FIELD MAINTENANCE 1 

CRICKET PITCH AND FIELD MAINTENANCE 2 

CROP PRODUCTION 1 

CROP PRODUCTION 2 

CROP PRODUCTION – GROW BOX OPERATIONS 1 

CUSTOM SERVICES 2 

CUSTOMER SERVICE 1 

CUSTOMER SERVICE 2 

DAIRY FARMING OPERATIONS 1 

DATA OPERATIONS 1 

DATA OPERATIONS 2 

DESIGN & CONSTRUCTION OF LINGERIE & SLEEPWEAR 2 

DRAPERY MAKING 1 

EARLY CHILDHOOD DEVELOPMENT 1 

EARLY CHILDHOOD DEVELOPMENT 2 

ELECTRICAL INSTALLATION 1 

ELECTRICAL INSTALLATION 2 

ENTERTAINMENT AND EVENTS TECHNOLOGY 1 
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EVENTS MANAGEMENT SERVICES (BALLOON CRAFT) 1 

EXTRUSION OPERATIONS 1 

EXTRUSION OPERATIONS (PLASTICS) 2 

FABRIC DESIGN 1 

FISH HANDLING AND PROCESSING 1 

FISH HANDLING AND PROCESSING 2 

FLOOR COVERING & FINISHING – CARPET LAYING 2 

FLOOR COVERING & FINISHING – RESILIENT 2 

FLOOR COVERING & FINISHING – TIMBER 2 

FLORAL ARRANGEMENT 1 

FLUID POWER EQUIPMENT MAINTENANCE 1 

FLUID POWER EQUIPMENT MAINTENANCE 2 

FOOD AND BEVERAGE – BAR SERVICE (BARTENDING) 2 

FRONT OFFICE (UNIFORM SERVICES – BELLMAN) 1 

FURNITURE FINISHING 1 

FURNITURE MAKING 1 

FURNITURE MAKING 2 

GARMENT PRODUCTION 1 

GENERAL CONSTRUCTION 1 

GENERAL CONSTRUCTION 2 

GENERAL COSMETOLOGY 1 

GENERAL OFFICE ADMINISTRATION (OFFICE CLERK) 1 

HEALTH SCREENING 2 
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HOME FURNISHINGS PRODUCTION (FABRIC) 2 

HOUSEKEEPING (HOUSEMAN) 1 

HOUSEKEEPING (LAUNDRY ATTENDANT) 1 

INFORMATION TECHNOLOGY USAGE AND SUPPORT 1 

INLAND AQUACULTURE OPERATIONS-TILAPIA PRODUCTION 1 

INSTRUMENTATION AND CONTROL 2 

JEWELLERY PRODUCTION (LEATHER) 2 

JEWELLERY PRODUCTION (SEEDS) 2 

LEATHER GOODS MANUFACTURING 2 

LIBRARY AND INFORMATION SERVICES (LIBRARY ASSISTANT) 2 

LIBRARY AND INFORMATION SERVICES (LIBRARY CLERK) 1 

LIGHT METAL FABRICATION 1 

LIGHTING OPERATIONS 2 

LIVE SOUND ENGINEERING 2 

LIVESTOCK REARING 1 

MAINTENANCE OF PARKS AND PROTECTED TERRESTRIAL AREAS 2 

MASONRY 1 

MASONRY 2 

MEAT AND SEAFOOD HANDLING 1 

MECHANICAL MAINTENANCE 1 

MECHANICAL MAINTENANCE 2 

METAL WORK ENGINEERING 1 

METAL WORK ENGINEERING 2 



 332 

MOTOR REWINDING 1 

MOTOR VEHICLE AIR CONDITIONING SYSTEMS 2 

MOTOR VEHICLE BODY REPAIRS (CARS AND LIGHT TRUCKS) 2 

MOTOR VEHICLE CARE AND CONDITIONING 1 

MOTOR VEHICLE CHASSIS SYSTEMS 1 

MOTOR VEHICLE CHASSIS SYSTEMS 2 

MOTOR VEHICLE ENGINE SYSTEMS 1 

MOTOR VEHICLE ENGINE SYSTEMS 2 

MOTOR VEHICLE REPAIRS (CARS AND LIGHT TRUCKS) 1 

MOTOR VEHICLE STEERING AND SUSPENSION SYSTEMS 2 

MOTOR VEHICLE TRANSMISSION 2 

MUSICAL PERFORMANCE 1 

MUSICAL PERFORMANCE 2 

NAIL TECHNOLOGY 2 

NURSERY CARE SERVICES 2 

ORNAMENTAL AQUACULTURE OPERATIONS 1 

OUTBOARD BOAT ENGINE REPAIR 2 

PAINTING AND DECORATING 2 

PAPIER MACHÉ CRAFT 2 

PHOTOGRAPHY 1 

PIPEFITTING 2 

PLUMBING 1 

PLUMBING 2 
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POWER GENERATION (STAND-BY) 1 

POWER LINE CONSTRUCTION AND MAINTENANCE (DISTRIBUTION) 1 

PRINTING AND GRAPHIC ARTS – COMPUTER GRAPHIC ARTS 1 

PRINTING AND GRAPHIC ARTS – COMPUTER GRAPHIC ARTS 2 

PROCESS PLANT OPERATIONS 2 

PROPERTY AND FACILITIES MAINTENANCE (BUILDING 

MAINTENANCE) 1 

RABBIT REARING 2 

RECEPTION 1 

RECEPTION 2 

RECORDING ENGINEERING 2 

SCREEN PRINTING 2 

SMALL APPLIANCE REPAIRS 1 

SMALL ENGINE REPAIRS 1 

SOFT FURNISHING 1 

SOFT FURNISHING 2 

SOIL TESTING 1 

STEEL PAN MANUFACTURING 1 

STEEL PAN MANUFACTURING 2 

STEEL PAN TUNING 2 

STEEL-FIXING 2 

TECHNICAL ASSISTANCE IN TV AND VIDEO PRODUCTION 1 

TREE CROP FARMING 1 
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UPHOLSTERY 1 

WALL AND CEILING LINING- DRYWALL CONSTRUCTION 2 

WALL AND FLOOR TILING 2 

WASTEWATER PROCESS PLANT OPERATIONS 1 

WATER PROCESS PLANT OPERATIONS 1 

WELDING 1 

WELDING 2 
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