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Abstract 

This study is about access to higher education (HE) in the Anglophone Caribbean. 

It seeks to answer two questions: what rhetoric is evident in current policies that guide 

access to higher education in the Anglophone Caribbean? And what is the reality of how 

policies and practices impact access to higher education opportunities for students? These 

questions are answered through an equity-focused lens. The study used a sequential 

mixed-method design and the research was conducted in three phases. Phase one was an 

analysis of extant documentation on existing policies and practices for twelve 

Anglophone Caribbean countries. Phase two comprised a series of interviews with 

government officials and higher education officers about their conceptualizations and 

perceptions of equitable access to HE. In phase three, an online student survey was 

organized to compare the experiences of students across the region in accessing HE and 

to examine their perceptions about the policies and practices guiding access. The findings 

of this research reveal a region-wide deficit in data management, program and policy 

implementation, and monitoring and evaluation. Additionally, the existing policy 

documents include mostly implicit references to equity of access to HE. Further findings 

reveal that while there is ample provision for HE across the region, fair access to those 

opportunities is still a challenge.  The major barriers to access perceived by students and 

education officials are HE funding, HE cost and related expenses, access for persons with 

disabilities, and rural/remote access. Equity groups most affected are those with low 

socio-economic status (SES) and first generation in higher education students (FGHEs). 

Variables NOT perceived as barriers to HE access in the region were gender, 

race/ethnicity, religion, age, sexual orientation and cultural/linguistic background. These 

findings are discussed in the context of the Caribbean’s ongoing development.  
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CPA Country Poverty Assessment (OECD) 

CS Commonwealth Secretariat 

DHS Demographic and Health Surveys (ICF International, a WIDE data source) 

EdStats World Bank Database on Education 

GDRE Global Database on the Right to Education (UNESCO) 

HDR Human Development Report (UNDP) 

ITU Database International Telecommunication Union (UN Agency) 

MESALC 

Database 

Map of Higher Education in Latin America and the Caribbean 

(UNICA/UNESCO) (Mapa de Educacion Superior en America Latina y el 

Caribe) 

MICS Multiple Indicator Cluster Surveys (UNICEF – a WIDE data source) 

Planipolis 
UNESCO International Institute on Educational Planning (IIEP) Portal of 

Education Plans and Policies 

PISA Programme for International Student Assessment (OECD) 

TAPR Trade Adjustment & Poverty Report (OECD/WTO) 

UIS Database UNESCO-UIS 

WB World Bank Reports, Working Papers, Monographs. 

WDE World Data on Education (UNESCO International Bureau of Education [IBE]) 

WHED World Higher Education Database (IAU/UNESCO) 

WIDE 
World Inequality Database on Education (UNESCO Global Education 

Monitoring Report - GEMR) 
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Explanatory Notes  

As the title of this study implies, this investigation covered factual (lived 

experiences, written policies and real practices) as well as subjective data (individual 

conceptualizations and perceptions), in an effort to discover the unique features and 

fractures of national and regional higher education systems in the Anglophone Caribbean. 

Findings from subjective data were reported almost verbatim for accuracy. Readers will 

need to apply some discretion in drawing their own conclusions, especially regarding 

cross-national comparative value of some qualitative information.  

Additionally, while the study focuses on higher education, the term ‘tertiary 

education’ is used most widely and synonymously in the region. In order to maintain a 

global standard according to the international standard classification of education 

(ISCED-UNESCO), the term higher education was retained. Therefore, in the context of 

this study, the two terms are used synonymously.  

Definition of Key Terms 

1. The Caribbean - the archipelago of islands that curve from the south east of the 

United States to the north east of South America and the enclosed body of water 

known as the Caribbean Sea. 

2. Caribbean Basin – all land masses that border the Caribbean Sea – this includes entire 

islands and mainland countries as well as parts of some countries.  

3. Antilles – a chain of islands in the West Indies. 

4. Greater Antilles – a group of islands in the north-Western Caribbean Basin.  

5. Lesser Antilles – a group of islands in the eastern Caribbean including the leeward 

islands, the windward islands, Barbados and the Netherlands Antilles.  

6. Netherland Antilles – two groups of islands in the Caribbean – the 4Ss in the Leeward 

Islands and the ABC islands north of Venezuela. 

7. Overseas Territory – an insular part of a mainland country – usually with dependency 

status (formerly called ‘protectorates’).  



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

xvi 

8. Overseas Department/region – are treated as part of the French government outside of 

metropolitan France – In the French system, a department is one of the three levels of 

government under the national level.  

9. Overseas Collectivity – a self-governing state with its own statutory laws. Typically, a 

chartered subdivision of France, with recognized governing authority. It is the generic 

name for any subdivision (subnational entity) with an elective form of local 

government and local regulatory authority. The nature of a French territorial 

collectivity is set forth in Article 72 of the French constitution of 1958, which 

provides for local autonomy within limits prescribed by law. 

10. Unincorporated territory – a U.S. territory that has a separate governing body such as 

a presidential democracy; it is a self-governing territory in political association with 

the US, with no first order administrative divisions and under the jurisdiction of a US 

executive department. 

11. Separate constituent country – a country that has full internal self-government with a 

sovereign state that manages defense and foreign affairs. 

12. Constituent territory – same as an overseas territory (fully dependent).  

13. Anglophone Caribbean – a linguistic term referring to countries that are English 

speaking (Francophone = French; Hispanophone = Spanish; Danophone 

/Néerlandophone = Dutch; Lusophone = Portuguese etc.). 

14. Commonwealth Caribbean Countries – Independent Caribbean countries that are 

former British colonies.  

15. CARICOM countries – Caribbean countries that are full contributing members of the 

Caribbean Community. 

16. UWI contributing countries – English-speaking Caribbean countries that contribute 

financially to The University of the West Indies (THE UWI).  

 

https://en.wikipedia.org/wiki/Territorial_subdivision
https://en.wikipedia.org/wiki/Local_government
https://en.wikipedia.org/wiki/Local_government
https://en.wikipedia.org/wiki/French_constitution


HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

1 

Chapter 1. Introduction  

1.1. Description of the Study 

This study is about higher education (HE) access in the Anglophone Caribbean. It 

seeks to answer two key questions: what is the rhetoric guiding higher education policies 

and practices in the Anglophone Caribbean? And what is the reality of how these policies 

and practices impact equity of access in higher education for students? To answer these 

questions, a mixed-method study was designed, and the research was carried out in three 

phases. In phase one, an analysis of extant documentation for twelve countries was done 

with the aim of examining current HE provisions, as well as assessing existing policies 

and practices by governments and higher education institutions (HEIs) in the region in 

terms of how they govern and promote access. Phase two was a series of interviews with 

government officials and higher education personnel that examined the perspectives of 

policymakers and HEI administrators about HE access. The third and final phase was an 

online survey targeting post-secondary students in these countries. The survey aimed to 

compare the experiences of students across the region in accessing HE and examine their 

perceptions about the policies and practices governing access.  

1.2. Definition of the Research Problem (The Research Gap)  

Universal access to education is highlighted by the United Nations Development 

Program (UNDP) as a key factor for helping to eradicate global poverty by providing 

opportunities for improving standard of living and reducing social inequalities (UNDP, 

2016; UNDP 2020). The 2020 World Social Report further emphasizes that disparities in 

education continues to hinder escape from poverty and increase generational inequities 

(UNDESA, 2020). In the Latin America and Caribbean region (LAC), global 

development reports have shown significant improvements in education access in the 

decades spanning 1990 to the present. However, this group encompasses a range of 
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countries with varying degrees of development and continued discrepancies in areas such 

as income equality (World Bank, 2021). This is tied directly to education participation 

among youth and adults and bears significant implications for human resource 

development in the region. Therefore, any insight that can be shed on education access 

including barriers as well as strategies for overcoming these trials is of crucial importance 

to countries such as those in LAC. However, research focused on the challenges of 

accessing higher education has largely concentrated on developed countries. Available 

research on higher education specific to LAC is dominated by global and regional reports 

from international governmental organizations (IGOs) that often highlight a few of the 

larger mainland countries and rarely provide a comprehensive coverage of the entire 

region.  

With regards to the Anglophone Caribbean specifically, these are supplemented 

by some studies from regional organizations including the regional university, and a few 

dissertations on education in general, with only a small number that have focused on 

higher education and equity of access. Of particular interest to this researcher are 

students’ experiences in accessing higher education. Similarly, literature on this topic is 

heavily concentrated on industrialized nations. Students’ voices in the Caribbean region 

have long been conspicuously silent on this important issue. Thus, this study was 

undertaken to develop a deeper understanding of the provisions, policies and experiences 

of HE in the Caribbean, to create the opportunity for Caribbean students’ voices to be 

added to the discourse about equity of access to higher education, to contribute to the 

sparse body of regional empirical research on higher education, and also to offer a new 

perspective on higher education access commensurate with the unique cultural and 

historical fabric of English-speaking nations in the Caribbean region.  
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1.3. Background to the Problem 

The last third of this century has been marked by rapid changes in development 

globally. A case in point is the three major annual development reports1, which in many 

ways have acted as a worldwide catalyst for change. For instance, the most recent HDR 

identifies a new epoch in world history, the Anthropocene2, that bears grave implications 

for our planet and the future of mankind (Steiner, 2020). In this new landscape, virtually 

every country in the world has been impacted either positively or negatively, by certain 

“megatrends” involving technological innovation; climate change; urbanization and 

international migration (UNDESA, 2020). All this, has played out against a backdrop of 

social fragmentation3 that has been heightened by the recent COVID-19 pandemic 

(UNDP, 2020). These processes have in turn influenced dramatic transformations in 

policy reforms as governments of the day strive to stay ahead, keep up, or catch up with 

the changes of the times. The universal pressure to reduce inequalities has pushed world 

leaders over the last thirty years to come to consensus on a number of critical decision 

areas. These have been articulated in various global policy documents such as the Dakar 

Framework (2000) which outlines six Education for All (EFA) goals and eight 

Millennium Development Goals (MDGs); and the follow-up Incheon Declaration (2015) 

resulting in the Horizon 2030 Agenda for Sustainable Development, which outlines 

seventeen Sustainable Development Goals (SDGs) (UNDP, 2015; UN-ECLAC, 2015; 

UNESCO, 2015).  

One key area in which renewed development initiatives geared toward the 2030 

Agenda have been playing out is the field of education. While the MDGs focused heavily 

 
1 The World Development Report (World Bank), the Human Development Report (UNDP), and the Report 

on the World Social Situation (UNDESA).   
2 The Anthropocene is defined as “the age of humans. The first people to live in an age defined by human 

choice, in which the dominant risk to survival is ourselves.” (Achim Steiner in the Foreword of the WDR, 

UNDP 2020, p. iii).  
3 The WDR 2019 references rising inequalities, decrease in social mobility, increase in social instability, 

democratic backsliding and increase in authoritarianism as key areas of social fragmentation. 
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on basic learning needs and universal primary education, the focus has since shifted to 

“ensure inclusive and equitable quality education and promote lifelong learning 

opportunities for all” (United Nations, 2016, SDG 4). Moreover, a huge portion of 

responsibility has fallen to the education sector to help achieve SDGs 1 to 3 and 5 to 17 

(Chankseliani & McCowan, 2021). In a policy paper on “Education 2030” from the EFA 

Global Monitoring Report team, the affirmation was made that “education holds the key 

to achieving most of the sustainable development goals by 2030: from gender equality, 

healthy families and reducing poverty to sustainable consumption, resilient cities and 

peaceful societies” (UNESCO, 2015, p. 1). The recent World Social Report agrees that 

universal access to quality education is critical for balancing the ‘capabilities’ dimension 

of human development nominated in the HDR (UNDESA 2020; UNDP 2020). This may 

be especially so for higher education, which has the double role of producing relevant 

knowledge and preparing the knowledge producers of the future with adequate 

skills/competencies (Chankseliani & McCowan, 2020). Institutions, national 

governments, regional and international organizations, have all responded to the call 

placing greater emphasis in their education narratives on initiatives such as universalism, 

equitable access, inclusiveness and sustainable development.  

As a Caribbean national, I am most interested in how the shift toward 

universalism in education participation described above has metamorphosed on a regional 

scale in my own backyard, particularly as it relates to higher education development. The 

higher education landscape in the region is underscored by disparity – both regionally and 

nationally. On the one hand, there is evidence that shows not only are stakeholders in the 

Caribbean tertiary education sector conscious of the need to advance HE development by 

widening access (Douglas & Jules, 2014), they are also engaged in region-wide 

collaborative efforts to address the problem (Declaration of Paramaribo, 2010; Education 
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Conference Proceedings, 20094). However, updated tertiary enrolment data is very 

inconsistent across countries, thus making comparative analysis quite challenging. 

Moreover, a current view of available HE enrolment rates for countries in the region seem 

to indicate that the target of ‘universalism’ is still largely in the planning and design phase 

for many countries, and only in the output phase for a few (see Figure 1).  

 
4 In October 2008, various stakeholders gathered at a conference in Jamaica on the Mona Campus of The 

UWI, to discuss improving the quality of education in Jamaica by implementing accountability mechanisms 

and exploring new funding options. Organizations involved included: CaPRI – Caribbean Policy Research 

Institute; PREAL – Partnership for Educational Revitalization in the Americas; IAD – Inter-American 

Dialogue; and EEH-USAID – a joint project for Expanding Educational Horizons sponsored by USAID in 

collaboration with the government of Jamaica.  
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Figure 1 Higher Education Participation in 12 Anglophone Caribbean Countries, 2015-20215 

 

 
5 Data was compiled from UNESCO Institute of Statistics (2017; 2021), http://www/uis.stat; World Bank IBE database (2017; 2021); Organization of Eastern Caribbean 

States (OECS) education digests (2012-2018); and national Ministries of Education statistical data from individual government websites for the period 2012-2019. Data for 

three countries are complete and mostly up-to-date; while data for all other countries is either inaccessible or incomplete on national sites, inconsistent across data sources, or 

no recent updates are available in UIS database.  

http://www/uis.stat
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Simultaneously, and adding to the previous point, according to the most recent 

Human Development Indices from the United Nations Development Program (UNDP), of 

the twelve independent CARICOM countries in the Anglo-Caribbean, two are ranked 

under “very high” development status; nine are ranked under “high” and one under 

“medium” (UNDP HDI Report, 2020). These rankings indicate that within the last five 

years, the Bahamas and Barbados both increased in rank from “high” to “very high” 

status (UNDP HDI Report, 2016). HDI ratings for the region in 1990, 2016 and 2020, all 

show averages that are higher than the world average in each of those years but also 

expectedly lower than that of the Organization for Economic Cooperation and 

Development (OECD) countries for the same periods. Additionally, within the region, 

ratings and rankings vary by sub-region as well as national context.  

In order to assess whether the same was true for other small states, part of this 

research included a comparison among small states with similar HDI, which revealed 

parallel results.  States’ HE participation were compared using the variables: population 

size, region, colonization history, social development status, economic development 

status, human development index (HDI), tertiary gross enrolment ratio (GER), and total 

government expenditure on education as a percentage of GDP. All the data were 

extracted from international organizations’ global databases. Specific reference 

information for each indicator is included in Appendix 1A. Some interesting trends 

emerged in the data among countries with similar HDI. Overall, there was a consistently 

wide disparity in HE access both across and within each subset of data. For instance, 

when looking only at GER across the states, participation rates ranged from below 5% to 

100%. These disparities exist across regions as well as between countries in the same 

region. The same is true for the other points of comparison. In some cases, even when a 

clear pattern emerges on one level across variables, disparities are still evident on other 
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levels. For example, HDI corresponded with GER for groups with very high HDI 

(GER>15%) but not for groups with medium HDI (GER ranges between 4.7% and 25%). 

Similarly, among countries with very-high and high HDI, GER was still widely varied 

(16% to 68.8% and 6.3% to 104.6% respectively). Similarly, all except one of the 

fourteen countries with GER above 20% are either high or upper middle income and have 

either high or very high HDI. Among this sub-group, GER ranges from 23.6% to 104.6%. 

See Table 1 for an abbreviated look at the results.  

 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

9 

Table 1 Comparison of HE Participation in Small States with Similar Income Level & HDI, 2015-2020 

Region6 Country 

Income Level 

20207 

HDI Rank 

20158 
HDI Rank 

20209 

Tertiary 

GER 201510 

Tertiary 

GER 

202011 

Central 

Africa 

Sao Tome & 

Principe 

Lower Middle 

Income Medium Medium 13.4 … 

Gabon Upper Middle 
Income 

Medium High 8.4 … 

Equatorial Guinea Upper Middle 
Income 

Medium Medium 3.2 … 

East Asia and 

the Pacific 

Palau High Income High Very High 61.9 … 

Fiji Upper Middle 

Income 
High High 16 … 

Micronesia, 

Federated States of 

Lower Middle 

Income Medium Medium 14.1 … 

Samoa Upper Middle 

Income 
High High 7.6 14 

Tonga Upper Middle 

Income 
High High 6.3 … 

Vanuatu Lower Middle 

Income 
Medium Medium 4.7 … 

Kiribati Lower Middle 

Income 
Medium Medium 0 … 

Latin 

America and 

the Caribbean 

Grenada Upper Middle 

Income 
High High 91.9 104.6 

St. Kitts & Nevis High Income High High 79.6 86.7* 

Barbados High Income High Very High 68.8* … 

Trinidad & Tobago High Income High High 65.2* 65* 

Jamaica Upper Middle 

Income 
High High 27.2 … 

Antigua & Barbuda High Income High High 23.5 23.8* 

Belize Upper Middle 
Income 

High High 23.3 25 

St. Vincent & the 

Grenadines 

Upper Middle 
Income High High 22.1* 31.5* 

St. Lucia Upper Middle 

Income 
High High 16.8 15.4* 

Dominica Upper Middle 

Income 
High High 15.7* 14.3* 

Bahamas, the High Income Very High Very High 14.8* 16* 

Guyana Upper Middle 
Income 

Medium Medium 13.2* 10.4* 

Southern 

Africa 

Mauritius High Income High Very High 36.7 40.6 

Botswana Upper Middle 

Income 
Medium High 27.5 25 

Seychelles High Income High High 14.3 19.2 

Namibia Upper Middle 
Income 

Medium Medium 9.3 24.1 

South Asia 

Maldives Upper Middle 
Income 

High High 16.2 31.2 

Bhutan Lower Middle 
Income 

Medium Medium 11 16.4 

South East 

Asia 

Timor Leste Lower Middle 
Income Medium Medium 18.1 … 

West Africa Cabo Verde Lower Middle 

Income 
Medium Medium 21.7 23.6 

 

 
6 United Nations Conference on Trade and Development (UNCTAD) classifications.  
7 World Development Indicators (2021) published by the World Bank-IBRD uses the following income 

ratings based on the 2020 fiscal year: Low income - $1025 or less; Lower middle income - $1026 -$3,995; 

Upper middle income - $3,996 - $12,375; and High income - $12,376 or more. All values are in equivalent 

USD and based on the Atlas Method for calculation of GNI.  
8 UNDP (2016) 
9 UNDP (2020) 
10 UIS 2015 Data (2017); those with * derived from National Data (2017 update) 
11 UIS data to 2020 (2021); those with * derived from National Data (2021 update) 
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Moreover, the recent HDR indicates that the LAC region, and in particular the 

English-speaking Caribbean, have made significant progress in human development since 

the first Human Development Report in 1990. Notably, there has also been varying but 

steady increase in higher education participation rates from 1990 to the present. See Table 

2 for more details and a comparison to SDG World and Small Island Developing States 

(SIDS)12 averages. It is important to note that this table is showing HE participation 

trends of students who have completed high school – not participation rates for an overall 

age segment of the society. 

 
12 The World Social Report (2020), identifies 58 SIDS – 29 in the Caribbean region; 20 in the Pacific area 

and 9 in the Atlantic, Indian Ocean, Mediterranean and South China Sea (AIMS) combined. The World 

Bank classifies small states as those with populations less than 3 million. These can be either island states 

or landlocked and are typically countries with developing economies. SIDS references the former group.  
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Table 2 HE Participation Rates in Select Countries/Regions 1990 to 202013 

Country/Region 
HE Participation Rates 1990s to 202014 

1990 1995 2000 2005 2010 2015 2020 

Antigua & Barbuda 
.. .. .. .. 16.2 

23.5 

(2012) 

23.8 

(2014) 

Bahamas, the 
.. 15.1 .. .. 

14.8 

(2012) 
.. 

16 

(2012) 

Barbados 
16.8 .. 40.6 

60 

(2007) 
69.8 

68.8 

(2014) 

68.8 

(2014) 

Belize 
.. .. 

14.7 

(2001) 
16 21.8 23.3 25  

Dominica 
4.7 9.1 12.5 .. .. 15.7 

14.3 

(2015) 

Grenada 
.. .. .. .. 

52.8 

(2009) 
91.1 104.6 

Guyana 
4.8 8.2 

7.9 

(2003) 
12.9 11.6 

13.2 

(2012) 

10.4 

(2015) 

Jamaica 
4.9 .. 15.4 19.4 26.8 27.2 

27.2 

(2015) 

St. Kitts & Nevis 
.. 

11 

(1993) 
.. .. 

18.2 

(2008) 
79.6 

86.7 

(2015) 

St. Lucia 
.. 

7.3 

(1993) 
.. 13 12.5 16.8 15.4  

St. Vincent & the Grenadines 
6.2 .. .. .. .. 22.1 

31.5 

(2016) 

Trinidad & Tobago 
.. .. 6.1 

11.9 

(2004) 
46.6 

65.2 

(2012) 

65 

(2014) 

LAC average - - 22.3 30.5 40.2 46.3 51 

SDG regions  

World 13.6 15.5 19.1 24.3 29.6 37.2 38.8 

Small Island Developing States 16.3 15.6 19.6 27.8 35.8 29.1 30.6 

Source: UIS Data (2017; 2020) 

 

Clearly, current world economic and human development data alone do not 

provide a complete view of the local realities of countries’ social, economic and human 

development situations. The inequalities that persist globally are also reflected regionally, 

among these, barriers to universal access in higher education. It appears, then, that there 

is no clear indicator from the available data as to what most heavily impacts higher 

education participation and access. At the least, no one factor can justifiably be 

 
13 It is important to mention here that the very high GER for some countries, which is at odds with their 

school-age population and available HE opportunities, can be explained by national data reports in which 

local officials rationalize that there is an even balance of transfers of students to and from the country; thus 

assuming that the number of local students studying abroad equals to the number of foreign students 

studying locally at either national or foreign-owned HE institutions. Therefore, these foreign students are 

counted in national GER even though they are not part of the national census for school-aged individuals. 

This is the case for Trinidad as reported in a national educational statistical digest for 2010. It may logically 

also be the case for small countries like Grenada and St. Kitts and Nevis, both of which have significant 

populations of foreign students.  
14 Note: where HE participation rate was not available for a specific year, the rate for the next closest year 

was used. 
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nominated as having a bigger impact than the others. It therefore seems logical to 

conclude that where the obvious performance indicators fail to provide a complete 

picture, there are other structural or systemic factors at play such as social and historical 

context, geography, or policy measures. For instance, the United Nations Development 

Program (UNDP), makes the case that those countries with the same level of Gross 

National Income (GNI) per capita15 but different human development outcomes (of which 

education performance is one indicator), indicates challenges with national policy choices 

and policy priorities (UNDP, 2016).  

Thus, it is within this broader global setting and the corresponding regional 

situation of mixed signals that this study was designed to investigate what some of these 

structural and systemic variables might be that are impacting higher education access in 

small states. I will examine the current state of higher education in the Anglophone 

Caribbean, looking at policies and practices governing provision and equity of access and 

also the experiences and perceptions of higher education practitioners and students.  In so 

doing, I will answer the two guiding questions stated in section 1.4.  Hopefully, in 

answering these questions the findings will contribute to a deeper understanding of equity 

of access to higher education in the region and point to probable ways forward.  

 

 
15 Gross National Income (GNI) per capita is the indicator used by the World Bank to classify countries into 

different income level groups. It is also one of the indicators used by UNDP to calculate the Human 

Development Index (HDI).  
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1.4. Aims and Research Questions 

1.4.1. Aims of the Research 

The aims of this research are to:   

1. Examine the opportunities for higher education available in the various 

countries of the Anglophone Caribbean; 

2. Analyze government and higher education institutions’ (HEIs) policies and 

practices governing equity of access; and  

3. Compare the experiences of higher education students across the region in 

accessing higher education and assess their perceptions about policies and 

practices governing access.  

 

Hopefully, the achievement of these aims will contribute to a better understanding of 

the issues surrounding equity of access to higher education in the sub-region.  

 

1.4.2. Research Questions 

This research is based on two key questions. Each question has several sub-questions: 

 

1. What is the rhetoric guiding higher education in the Anglo-Caribbean? 

a. What provisions exist in the educational policies of participating countries 

to promote and support access to higher education? 

i. What are governments currently doing to promote equity of access 

in higher education? 

ii. What are higher education institutions currently doing to promote 

equity of access in higher education? 

iii. What is the extent of collaboration (if any) between higher 

education officials in government and at local institutions to 

support equity of access?  

b. What mechanism (if any) is in place to monitor and evaluate equitable 

access in higher education? How effectively has this been done within the 

last few years (5-10yrs)?  

c. What national or regional reform strategies have been implemented (if 

any) for the improvement of higher education access and equity? 

 

2. What is the reality of equitable access to higher education for students in the 

Anglo-Caribbean? 

a. What opportunities for pursuing post-secondary education are available to 

students in the participating countries? 

b. What are the experiences of students in accessing higher education in the 

Anglophone Caribbean?  

i. What challenges do post-secondary students face in 

pursuing/accessing higher education? 

ii. What are some factors that enable students to access higher 

education? 

c. What are students’ perceptions about the policies and practices governing 

equitable access to higher education in their home country and the region?  
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1.5. Overview of the Study 

To meet the aims and answer the research questions, a sequential mixed-

method study was designed, and the research was carried out in three phases. See 

Table 3 below for an overview of the research.  

 
Table 3 Research Questions, Data Sources & Analysis 

Research 

Questions 

Data Collection Method Sampling Frame 

& Sample Size 

Sampling 

Procedures 

Data 

Analysis 

Data 

Analysis 

Tools 

RQ1 

Document Analysis 

Extant 

documentation 

for 12 countries 

NA 

Cross-Case 

Thematic 

Analysis 

NVivo & 

Manual 

Coding 

 

▪ Interviews I  

 

▪ Interviews II  

HE Officials 

a. Uni. Staff 

(n=14) 

b. Gov. 

Officials 

(n=9)  

Non-

probability 

purposive 

expert 

sampling 

 

Non-

probability 

snowball 

sampling 

  

Cross-Case 

Thematic 

Analysis 

NVivo 

RQ2 

Document Analysis 

Extant 

documentation 

for 12 countries 

Non-

probability 

convenience 

sampling 

 

Non-

probability 

voluntary 

sampling 

 

Non-

probability 

snowball 

sampling  

Cross-Case 

Thematic 

Analysis 

NVivo & 

Manual 

Coding 

Online Survey 

 

HE students 

(n=1006) 

 

Descriptive 

& 

Inferential 

Statistical 

Analysis 

SPSS 

and 

Excel 
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1.6. Significance of the Study 

I believe that findings from this research study examining the rhetoric and reality 

of higher education access in the Anglo-Caribbean will facilitate improved understanding 

of higher education provision and access across the region. Generally, it offers several 

contributions to the existing research literature on higher education in the Anglo-

Caribbean. It examines the issue of higher education access through various theoretical 

lenses to expand the discourse; it brings focus to a region that is largely under-represented 

in global research literature; it adopts a local view of pressing global issues and present 

them from a unique regional context; and the references used forms the most recent and 

comprehensive list of publications that are relevant to the issue of higher access in the 

Anglo-Caribbean.  

Moreover, specifically the research will provide key stakeholders with an 

empirical evidence base for addressing barriers to equity in higher education access in the 

Anglophone Caribbean. Additionally, this research will help to document existing best 

practices and effective educational policies that can be used for collaborative strategic 

reforms to facilitate access to higher education within all participating countries. 

Furthermore, the research will contribute significantly to exposure of factors that both 

challenge and enable students to access higher education; and simultaneously give 

students in the region a voice on the issue of HE access.  

Finally, the findings from the study will provide opportunities for further 

discussion and investigation of various issues related to higher education. For instance, on 

a theoretical level, this study will contribute a useful basis for international comparison of 

higher education among other small island developing states (SIDS) such as those 

referenced in Table 1. Some areas of particular interest might be insights about the 

challenges and possible solutions to higher education provision within a unique 
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geographical space (multi-island national setting); insights about possible ways to widen 

education access given the shared disadvantage of operating on economies of scale; and 

insights about promising policy reform measures to facilitate equitable access to higher 

education.  

1.7. Thesis Overview   

This dissertation is organized into ten chapters. This first chapter introduces the 

study, defines the problem and explains the scope of the research. Chapter two establishes 

the context of both the research and the researcher. Chapter three explains the theoretical 

and conceptual framework and gives an overarching view of the theories underpinning 

the core themes in the study: higher education provision, equity of access, and higher 

education policies and practices. Chapter four provides a review of current research 

literature on the aforementioned themes. Chapter five describes the research design and 

outlines the various aspects of the research method. Chapters six and seven cover the 

qualitative results of the study and chapter eight covers the quantitative results. Chapter 

nine synthesizes the findings of the research in a general discussion that addresses the 

research aims and questions, the key theoretical perspectives and the conceptual 

framework of the study, and the literature review. Finally, chapter ten encapsulates the 

key findings of the investigation, the contributions and limitations of the study, 

recommendations for future research and practice, and a reflective summary of the 

researcher’s learning journey throughout this process. The thesis ends with a list of all 

references used throughout the study and provides an appended compilation of related 

information and resources for the convenience of readers/scholars. 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

17 

Chapter 2. Context of the Study 

This chapter provides relevant details about the geographical, social, economic, political 

and educational context of the study. It also includes the researcher’s context to account for 

choice in research focus and possible biases.  

2.1. Location and Audience 

This study is set within the Caribbean region. It was conducted by a Caribbean 

national enrolled at an Australian university. This is important for understanding the level 

of detail included in this and ensuing chapters. Since the audience goes beyond Caribbean 

residents the premise of this study is to assume that the average reader may have little or 

no prior knowledge of the specificities of the region. Therefore, it is from this angle that 

the information is presented seeking to offer a holistic yet concise overview of the context 

of the study.  

2.2. General Context: The Wider Caribbean 

2.2.1. Definition 

In an important paper tracing and explaining the various definitions of the 

Caribbean, Antonio Gaztambide-Geigel argues that  

Because many speak about the Caribbean without defining it… we should demand, of 

others as well as of ourselves, a definition of each Caribbean we speak of… every time 

we mention the region, we should “surname” it, make a precise identification, and if 

possible, explain why. . . And even if it is legitimate to prefer one or another of the 

[prevalent] tendencies, it is fitting to emphasize that there is not a correct definition, but 

more or less explicit ones… consistent with the subject under consideration. 

(Gazatambide-Geigel, 2004, p. 150-151).  

 

Therefore, this section is an attempt to provide such a definition. Since I found the 

explanations in the aforementioned paper succinct and useful, I will adopt one of the 

definitions provided that best fits the context of this study. In summary, the various 
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definitions are: the insular (or ethno-historic) Caribbean; the geopolitical Caribbean; the 

Greater Caribbean (or Caribbean Basin); and the Cultural Caribbean (or Central Afro-

America)16. For the purpose of this study, I will use the insular (or ethno-historic) 

definition of the Caribbean put forward by Gaztambide-Geigel:  

The insular Caribbean tends to be synonymous with the Antilles and the West Indies, 

therefore it usually includes the Guyanas and Belize, and can even reach as far north as 

the Bahamas and Bermuda. This is the most often used definition in the historiography 

and other studies about the region because it is the only one that coincides with older 

usages and, most important of all, with internally-driven regional identities. It 

emphasizes the common experience of the slave-driven sugar plantations… (p. 138). 

  

This study encompasses both islands and mainland (or continental) countries. It 

also includes ‘isolated’ countries that, while not physio-graphically part of the Caribbean, 

do share historical and cultural connections with the islands and are often included in 

definitions of the region. Thus, this definition aligns most closely with the context and 

sets the parameters for the content of the study. Further details about the specified context 

will be provided below.  

2.2.2. Geography  

As noted in the Encyclopedia Britannica Online, the Caribbean region is an 

archipelago more than 2,000 miles (3,200 km) long, separating the Gulf of Mexico and 

the Caribbean Sea from the Atlantic Ocean. The islands stretch 1,200 miles (1,900 km) 

southeastwardly from the peninsula of Florida in the mainland United States, then 500 

miles (800 km) south, then west along the northern coast of South America.  

The region has three major physiographic divisions: The Greater Antilles, the 

Lesser Antilles, and a group of isolated islands. The Greater Antilles comprises the four 

large islands in the northern Caribbean: Cuba, Jamaica, Hispaniola (Haiti and the 

 
16 For a more detailed explanation of the evolution of the name ‘Caribbean’ see Gaztambide-Geigel, A. 

(2004).  The Invention of the Caribbean in the 20th Century. Social and Economic Studies 53:3, 127-157. 
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Dominican Republic), and Puerto Rico. The Lesser Antilles is further divided into the 

northern Leeward Islands, the southern Windward Islands and part of the Netherland 

Antilles. The Leeward Islands include the British Virgin Islands, the U.S. Virgin Islands, 

Anguilla (Br.), Saint Martin (Fr.), Saint Barthelemy (Fr.), Saint Kitts and Nevis, Antigua 

and Barbuda, Montserrat (Br.), and Guadeloupe (Fr.). The southern Windward Islands 

include Dominica, Martinique (Fr.), Saint Lucia, Saint Vincent and the Grenadines, and 

Grenada. Barbados is also part of the Lesser Antilles; however, it is not usually identified 

as part of the Windward group. The Netherland Antilles is split into two groups of small 

islands. One of these groups is in the north-eastern Caribbean and therefore form part of 

the Lesser Antilles. The islands in this group are Saba, Sint Eustatius and the Dutch half 

of Sint Maarten. The second group of islands that are part of the Netherlands Antilles are 

Aruba, Bonaire and Curacao (the ABC islands) in the southwest Caribbean. These fall 

into the third physiographic division of the region, the isolated islands, of which there are 

a northern and a southern group. In addition to the ABC islands there is also Trinidad and 

Tobago in the south and a northern group comprising of the Bahamas and the Turks and 

Caicos (Br.) (together making up the Lucayan or Bahamian Archipelago) and the Cayman 

Islands (Br.).  

Several other countries share common historical and cultural ties with the islands 

and are often included in the definitions of the region even though they are not physio-

graphically part of the Caribbean. These are: Bermuda (north of the Bahamas in the 

Atlantic Ocean), Belize (far west on the Caribbean coast of mainland Central America), 

Guyana, Suriname (Du.), and French Guiana (Fr.) (along the north-eastern Atlantic coast 

of South America).   
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2.2.3. Government  

Politically, there are single independent nations, independent multi-island states 

(federations), and various subclasses of overseas territories. Single independent nations 

are in the majority and include countries in the French Caribbean (Haiti), Dutch 

Caribbean (Suriname), Spanish Caribbean (Cuba and the Dominican Republic) and 

English Caribbean (all other single independent countries form part of the English 

Caribbean and will be listed in a later section). Independent multi-island states are 

federations formed to facilitate governing processes in some of the smaller islands. These 

are Antigua and Barbuda, St. Kitts & Nevis, St. Vincent & the Grenadines, and Trinidad 

& Tobago.  

Overseas Territories are divided between Great Britain, the United States, France, 

and Kingdom of the Netherlands. There are six British Overseas Territories (BOTs): 

Anguilla, Bermuda, British Virgin Islands, Cayman Islands, Montserrat and Turks & 

Caicos (CIA, 2017; Thomas, 2014). There are two United States unincorporated 

territories – one has the status of ‘territory of the US’ (the U.S. Virgin Islands) and the 

other is classed as ‘territory of the US with commonwealth status’ (Puerto Rico) (Ibid). 

There are six Netherlands overseas territories – three separate constituent countries within 

the Kingdom (Aruba, Curacao and Sint Maarten) and three islands that are part of the 

constituent Netherlands17 (Sint Eustatius, Saba and Bonaire) (Ibid). Finally, there are five 

islands with political ties to France – three are classified as overseas departments/regions 

(Guadeloupe, Martinique, and French Guiana) and two as overseas collectivities (Saint 

Martin and Saint Barthelemy [St. Barts]) (Ibid).  

 
17 Also termed collectively as the ‘Caribbean Netherlands’ in some global data.  
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2.2.4. People, Culture and Language 

The insular Caribbean (as defined earlier), comprises thirty-five countries with a 

combined population estimated at 45.27 million people (See Appendix 2A for a list of 

countries and corresponding population based on the most recent UN data). As noted in a 

seminal study by Franklin Knight in the Regional Overview of Caribbean Islands: A 

Region Study, “permanently influenced by the experiences of colonialism and slavery, 

the Caribbean has produced a collection of societies that are markedly different in 

population composition from those of any other region of the world” (in Meditz & 

Hanratty, 1987, p. 3).  

The region is multicultural with a diverse combination of Indigenous18; 

European19, African20, Indian21, and Asian22 mixtures. Majority of the region’s population 

tend to identify as Creoles, which in postcolonial societies, refers to the product of 

racial/ethnic and cultural mixtures over centuries of interaction (Hickling-Hudson, 2006).  

The Caribbean is also a multilingual region. The Francophone region includes six 

countries with a total of 12.53 million French-speakers. In the Hispanophone region there 

are a total of 25.04 million Spanish-speakers across three countries. In the Danophone or 

Néerlandophone region, there are 926,590 Dutch-speakers across seven countries. 

Finally, the Anglophone region includes a total of 6.7 million English-speakers across 

nineteen countries. Note that statistical data for this section was derived from and cross 

referenced among various sources23.  

 
18 Indigenous groups in the Caribbean include Arawak/Tainos & Carib, several native groups in Guyana 

and the Maya in Belize. 

19 The primary European groups integrated in Caribbean culture/ethnicities are Spanish, French, Dutch & 

British.  

20 Afro-Caribbean 

21 Indo-Caribbean 

22 Sino or Chinese-Caribbean 

23 Population Data was sourced from worldometers.info (2017 – 2021) which compiles the latest UN and 

U.S. Census Bureau Data. Data was cross-referenced with UN Population Fund’s (UNFPA) (2017 - 2021) 

World Population Dashboard accessible at https://www.unfpa.org/data/world-population-dashboard  

https://www.unfpa.org/data/world-population-dashboard
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2.2.5. Weather & Climate 

This may seem to be an unusual addition for a study like this. However, these 

events bear significant implications for disaster preparedness and risk management on the 

development sector across the region, including education. For now, it is sufficient to 

note the region falls within the northern tropics and has a tropical maritime climate. 

Individual climatic conditions depend largely on elevation with very little variation in 

temperature at sea level regardless of time of day or season of the year. Most territories 

experience a wet and dry season rather than the four seasons in temperate regions. The 

heaviest rainfall usually occurs around mid-May and again in early August.  The rainy 

season also coincides with the annual hurricane season. Tropical cyclones (called 

hurricanes locally) are a constant feature for most of the region with their own “season” 

annually from June 1 to November 30. There have been several destructive hurricanes in 

recent Caribbean history: Mitch, (1998); Frances, Ivan and Jeanne (2004); Stan, (2005); 

Dean, (2007); Ike, (2008); Tomas, (2010); Matthew, (2016); and Irma and Maria (2017) 

(National Hurricane Center, 2020; National Oceanic & Atmospheric Association, 2020).  

2.3. Specific Context: The Anglophone Caribbean 

2.3.1. Definition 

The Anglophone Caribbean refers to the English-speaking nations in the region. 

This particular group is also termed as the ‘Commonwealth Caribbean’ in reference to 

these territories’ colonial link to Great Britain.  Key sources disagree slightly on which 

nations to count as part of the Anglophone Caribbean. For instance, four sources list 

seventeen Anglophone or Commonwealth nations (Howe, 2005; Meditz & Hanratty, 

1987; Miller, 1999; and Roberts, 2003); and one source lists eighteen (Thomas, 2014). 

Based on the definition of Caribbean being used in this study, Thomas’ list of eighteen 
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nations will be applied. Twelve of these are independent countries (Antigua & Barbuda, 

the Bahamas, Barbados, Belize, Dominica, Grenada, Guyana, Jamaica, Saint Lucia, St. 

Kitts & Nevis, St. Vincent & the Grenadines and Trinidad & Tobago); and six are British 

Overseas Territories (BOTS) (Anguilla, Bermuda, Turks & Caicos, Cayman Islands, 

British Virgin Islands, and Montserrat) (cf: Thomas, 2014 who includes Bermuda which 

the others leave out). Of note is one other English-speaking territory in the region - the 

U.S. Virgin Islands (USVI), which no source has included as part of the Anglo-

Caribbean, perhaps due to its lack of commonwealth status, which all of the others 

carry24. This study covers the twelve independent countries mentioned above. From here 

on throughout the rest of this thesis, all references to ‘Anglophone Caribbean’ or ‘the 

countries’ as a group will be indicative of these twelve countries. The criteria used for 

selecting these target countries are explained later in this chapter.  

2.3.2. Geography 

Geographically, the twelve countries are spread across the Caribbean Basin See 

Figure 2  for a map view of the location of these countries. Two of them are mainland 

countries; one is in the Greater Antilles; seven are in the Lesser Antilles; and the 

Bahamas and Trinidad & Tobago are classed as ‘isolated’. All of these countries are 

classified as small states25 by the World Bank – the criteria being national populations 

less than 3 million (World Bank, 2016). [See Appendix 2B for the geopolitical profile of 

these countries].  

 

 
24 Both the location and language of USVI corresponds with neighbouring Caribbean countries, and it is 

included as part of the Caribbean proper in all UN data. Therefore, it can arguably be counted as the 19th 

Anglo-Caribbean nation. 
25 The United Nations Department of Economic and Social Affairs (UNDESA) also classify these countries 

as small island developing states (SIDS) using geography and development status as the key indicators.  
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Figure 2 Location of Participating Anglophone Countries in the Caribbean26 

2.3.3. Landscape – terrain  

The Caribbean islands are the upper parts of a submerged chain of volcanic 

mountains. The region has three main types of topography that may be found either 

separately or in combination: mountain ranges covered with rain forests and cut by 

numerous rivers; gently sloped hilly country-sides; and coastal plains that encircle the 

hills and mountains. Active volcanoes exist in Dominica, St. Kitts & Nevis, St. Vincent & 

the Grenadines, and St. Lucia (Roobol & Smith, n.d.) and all islands have rugged 

coastlines with innumerable inlets fringed by sandy beaches.  

2.3.4. Government 

Political systems in the sub-region vary and can be categorized under three main 

types of government. Eight of the twelve countries are governed by a system of 

Parliamentary Democracy under a Constitutional Monarchy (Antigua & Barbuda [ATG], 

the Bahamas [BHS], Barbados [BRB], Belize [BLZ], Grenada [GRD], Jamaica [JAM], 

Saint Lucia [LCA] and Saint Vincent & the Grenadines [VCT]); three are Parliamentary 

 
26 Map retrieved from https://upload.wikimedia.org/wikipedia/commons/9/98/Caribbean)general_map.png 

All red highlights on the map are this author’s own additions for clarification.  

https://upload.wikimedia.org/wikipedia/commons/9/98/Caribbean)general_map.png
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Republics (Dominica [DMA], Guyana [GUY] and Trinidad & Tobago [TTO]); and one is 

a Federal Parliamentary Democracy (St. Kitts & Nevis [KNA]).  Additionally, six of the 

parliamentary democracies are run by a parliament (ATG, BHS, BRB, GRD, JAM, and 

LCA) and two (BLZ & VCT), as well as KNA27, by a national assembly (CIA, 2017).  

[for a full political profile of each country see Appendix 2C].   

2.3.5. Regional and International Affiliations 

The countries also bear further regional, supranational and international ties as 

members of various organizations and associations. In terms of regional affiliations, there 

are the Caribbean Community (CARICOM) and the Organization of Eastern Caribbean 

States (OECS). In terms of supranational bodies, there is the Association of Caribbean 

States (ACS). Collectively, and in terms of international ties, the group forms part of the 

association of African, Caribbean and Pacific States (ACP), as well as the Caribbean 

branch for international bodies such as the Commonwealth Secretariat, Organization of 

American States (OAS) and the United Nations (UN).  

All twelve countries are full members of CARICOM. Among the Lesser Antilles 

group, six of the smaller islands (excepting Barbados) comprise two-thirds of the 

membership of the OECS; and all twelve, together with neighboring Latin American 

countries in the Caribbean Basin form the ACS. See Figure 3 for a depiction of where the 

participating countries are located in these various bodies. Additionally, eleven of the 

twelve countries subscribe to the Caribbean Examinations Council (CXC) (except 

Bahamas) and all except Guyana contribute towards the regional university – University 

of the West Indies (the UWI).  

 
27 Country codes are adopted from World Bank standard country codes updated to 2021 – accessible at 

https://wits.worldbank.org/countryprofile/metadata/en/country/all   

https://wits.worldbank.org/countryprofile/metadata/en/country/all


 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

26 

 

Figure 3 Illustration of regional affiliations among participating countries 

2.3.6. Economic Profile 

Countries in the Anglophone Caribbean are classified as developing economies28 

by the United Nations (UN) and the World Bank (WB).  The economic profile that fits 

this classification is based on a series of established indicators. There are numerous 

economic indicators, but just to give an idea of where the countries currently lay, I will 

use three of the most common indicators of economic status: Gross Domestic Product 

(GDP), Gross National Income (GNI)29 and income group rating. The GDP for the twelve 

countries ranges between $582m and $24.269b; while GNI ranges between $4,480 and 

$33,460; and the countries rank as either high income (>$12,376 USD) or upper middle 

income (between $3,996 - $12,375 USD) developing economies (World Bank, 2020). For 

more details on each country’s profile please see  

 
28 Economies in this context is used synonymously with the term ‘country’ 
29 The GNI per capita is the dollar value of a country's final income in a year, divided by its population. It 

reflects the average income of a country's citizens. All data is in United States dollars (data.worldbank.org). 
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Table 4 below. The relationship between a country’s economic status and its 

overall development is important to consider for areas such as education.  
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Table 4 Select Economic Indicators for Twelve Caribbean Countries, 2015 and 2020 

Country 
GDP (US$) 

2015 

GDP (US$) 

2020 

GNI Per Capita, 

Atlas Method 

(US$) 2015 

GNI (US$) 

2020 

Income 

Group 

201530 

Income 

Group 

2020 

Antigua & 

Barbuda 
1.259b 1.661b 13,270 16,600 High High 

Bahamas, The 8.854b 13.578b 20,740 33,460 High High 

Barbados 4.385b 5.209b 14,510 17,380 High High 

Belize 1.753b 1.879b 4,490 4,480 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

Dominica 517.218m 582.403m 6,800 7,920 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

Grenada 984.074m 1.210b 8,650 9,840 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

Guyana 3.166b 5.173b 4,090 6,630 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

Jamaica 14.262b 16.458b 4,930 5,320 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

St. Kitts & 

Nevis 
876.478m 1.053b 15,060 19,290 High High 

St. Lucia 1.431b 2.122b 7,350 11,020 
Upper-
Middle 

Income 

Upper-
Middle 

Income 

St. Vincent & 

the 

Grenadines 

737.683m 824.718m 9,360 7,460 

Upper-

Middle 

Income 

Upper-

Middle 

Income 

Trinidad & 

Tobago 
23.559b 24.269b 17,640 17,010 High High 

Source: Data extracted from: The World Bank. (2017; 2020). World Development Indicators Database. 

World Bank and OECD National Accounts Data for 2015 and 2019. Retrieved from 

http://data.worldbank.org 

 

 

2.3.7. People, Culture and Language 

The subregion has a population of approximately 6.7 million people, with Jamaica 

accounting for 2.96m and Trinidad & Tobago for another 1.39m, leaving each of the 

remaining ten countries with several hundred thousand or thousands. In terms of culture, 

the region is ethnically, religiously and linguistically31 diverse (in the appendices, see a 

 
30 Income level rankings in 2015 used this scale: High Income = >$12,615 USD; Upper Middle Income = 

between $4,086 to $12,615 USD (World Bank, 2017). Clearly, a slight adjustment was made to the dollar 

values for each rank; however, this did not affect the status of any of the twelve countries in 2020.  
31 Even though by definition Anglophone means English-speaking, while English is the primary language in 

all these countries, there are various other languages spoken locally in some countries. 

http://data.worldbank.org/
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breakdown of religion and language [Appendix 2D. I and Appendix 2D. II], and ethnicity 

[Appendix 2D. III). As with many islands in this region, especially in the Lesser Antilles, 

their history is a chronology of rivalry between the British, the French, the Spanish and 

the Indigenous Caribs, with the British triumphing in the end. Moreover, each European 

group settled and their language was established, then later other settler languages were 

added with a resulting combination that morphed into the local Creole language and are 

also reflected in the names of certain landmarks, towns and other places (Ferreira, 2012).    

2.4. Education Context – Development, History of Access and Prevailing Barriers  

This section synthesizes information from a combination of primary and secondary 

sources that provide comprehensive ‘local’ data on higher education provision, access and 

prevailing barriers to HE participation in the English-speaking Caribbean.  

2.4.1. HE Development in the Anglo-Caribbean  

Roberts (2003) noted that in the English-speaking Caribbean, tertiary education 

developed as a three-phase process: first, the establishment of ‘specialist national colleges’32; 

Secondly, the birth of the regional university between 1940s and early 1960s; and thirdly, the 

emergence of national universities and multi-disciplinary colleges33 from the later 1960s through 

the 1990s (p. 33).  

Regarding the first phase of development, several authors assert that early indigenous 

tertiary education in the Caribbean was an elitist practice that took place largely in theological and 

teachers’ colleges rather than universities (Howe, 2005; Miller, 1999a; Roberts, 2003) since it 

was these types of institutions that comprised the initial ‘specialist’ colleges. One such example is 

Codrington College, the first tertiary institution in the anglophone-Caribbean established in 1745 

in Barbados.  It was initially a grammar school and was later transformed to a “fully-fledged 

 
32 For a list of early ‘specialist colleges’ in Jamaica, Guyana, Trinidad, and Belize, see Roberts (2003, p. 

35-36), Table 1: Some Tertiary Level Institutions in the Caribbean. 
33 For examples of post-1960 multi-disciplinary colleges in Barbados, Belize, Jamaica, Dominica, Guyana, 

Bahamas, Antigua, Grenada, and St. Lucia among other smaller islands, see Table 1 referenced above in 

(Roberts, 2003, p. 35-36).  
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college” in 1830 before becoming a college of theology in 1875 (Howe, 2005; Roberts, 2003; cf: 

John W. Holder’s 1988 publication: Codrington College: A Brief History). Following this elitist 

period, Howe (2005) indicated that there was an increase in formal education during the post-

emancipation/colonial era (1834 - 1960) that was facilitated by the Negro Education Grant34 and 

the Mico Charity35, which opened the way for the introduction of compulsory primary and 

secondary education for “ex-slaves, coloureds, poor whites and the Indian population” (p. 38). 

Additionally, Howe described a series of reports by the Royal Commission between 1834 and the 

1930s which “led to major institutional and curricula advances and changes in regional education” 

including the development of tertiary/university education (p. 39). This was greatly influenced by 

the Colonial Development and Welfare Act of 1940 that resulted from the investigations of the 

Moyne Commission into the 1930s disturbances in the colonies. Consequently, following delays 

during the WWII period, economic expansion and emergence of the nationalist movement led to 

“major changes” in the region’s education system (Howe, 2005, p. 40 - 41). Apart from this, 

Roberts (2003) identified several abortive attempts in the post-emancipation period, 1834-1880s, 

to establish universities and colleges in Jamaica and Trinidad (p. 37-39).  

The second phase in higher education development was the establishment of the regional 

university, The University of the West Indies (now dubbed ‘The UWI’). This came about in the 

pre-independence era when colonial rulers accepted “the inevitability, and perhaps the mutual 

desirability of self-rule in the colonies” (Roberts, 2003, p. 39). At the time, the British Colonial 

Secretary Oliver Stanley, recognized that self-government would require a pool of educated 

leaders and managers among the local populations and he ordered a special commission to draft a 

suitable plan for higher education in the colonies (Harris, 2013, p. 312). The commission was 

chaired by High Court Judge Cyril Asquith and a sub-committee led by Sir James Irvine was 

organized to consider the specific needs and circumstances of the West Indies, including the 

higher education options for such a complex mix of multi-island and mainland setting (Howe, 

 
34 According to Howe (2005, p. 38), this scheme was implemented by the British Government and the 

protestant missionary societies and funds in the sum of 30, 000 pounds were granted annually between 

18435-1845, to construct schools and pay teacher salaries.  
35 Howe (2005) describes this as ‘ non-denominational but protestant oriented educational trust’ (p. 38). 
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2005; Harris, 2013; Roberts, 2003). Thus, after widespread consultations with a range of 

stakeholders in the colonies and abroad, there were recommendations from the Irvine Committee 

and the Asquith Commission36 to form a single regional university college that could later obtain 

its own Charter after a short period of apprenticeship attached to the University of London 

(Harris, 2013; Howe, 2005; Roberts, 2003).  

 Thus, the University College of the West Indies was born in 1948 in Jamaica. The 

original idea of a single regional university based in one country was modified in the 1960s and a 

second campus to the UWI was established in Trinidad and Tobago37 in 1960 (Howe, 2005; 

Roberts, 2003; Harris, 2013); a third campus in Barbados38 in 1964 (Howe, 2005; Roberts, 2003; 

Harris, 2013); and the virtual Open Campus with continuing education centres in seventeen 

contributing territories (then 16), was launched in 200839 (Harris, 2013). Collectively, these 

various campuses of The UWI comprise the largest single provider of higher education in the 

anglophone Caribbean to date. Regarding the limited number of higher education institutions well 

into the mid-twentieth century, one speculation is that absentee plantation ownership during the 

colonial era meant that only a small number of English families resided locally, and they most 

likely preferred to educate their children in Great Britain (Harris, 2013; Welch, 2014). Perhaps for 

this reason, higher education in the English-speaking Caribbean has a fairly short history 

compared to its Latin American and Caribbean neighbours. For instance, the first university in the 

Caribbean was reportedly established in 1538 in the Spanish territory of Santo Domingo40 less 

than fifty years after Columbus first arrived at the island (Harris, 2013, p. 310).  

The third phase of HE development identified by Roberts (2003) and further supported by 

Howe (2005) was a series of multi-purpose colleges in both UWI campus and non-campus 

countries. HE provision expanded mostly in the post-independence period (1960s onward) with 

 
36 Extensive details of the history and establishment of The UWI is provided in Howe (2005) and Roberts 

(2003).  
37 The chapter by Susan Herbert and Samuel Lochan in Thomas (2014) offers the most recent 

comprehensive account of the development of the UWI St. Augustine Campus in Trinidad and Tobago.  
38 The chapter by Sandra L. Thomas in Thomas (2014) provides similar updated information on the UWI 

Cave Hill campus in Barbados.  
39 A fourth physical campus was opened in Trinidad in 2015.  
40 See Harris (2013, p. 310) for Table 13.1: Dates of Establishment of Some Universities in the ‘New World’ 
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the emergence of a few national universities, a couple of private local universities and a number 

of junior colleges in the various territories (Harris, 2013). Roberts (2003) cited five reasons for 

the establishment of these institutions: “human resource development needs; cost-effective use of 

scarce education and training resources; external example, pressure and influence; the evolution 

of national education systems; and the need to strengthen national identity” (p. 49). Examples of 

public national universities outside of the UWI system include the University of Guyana (1963)41, 

the University of Technology in Jamaica (1958/1995), the University of Belize (2000), the 

University of Trinidad and Tobago (2004), University College of the Cayman Islands (2004), and 

University of the Bahamas (2016)42. Local private universities include the Northern Caribbean 

University (Jamaica) and the Southern Caribbean University (Trinidad and Tobago), both 

affiliated with the Seventh Day Adventist Church (Howe, 2005). Additionally, there are large 

numbers of community colleges and polytechnics in the more populated countries like Jamaica, 

Trinidad and Tobago, Barbados, the Bahamas, Belize and Guyana; and at least one local 

community college in the smaller islands of the Eastern Caribbean (Howe, 2005). Furthermore, 

several offshore HE providers emerged, mostly medical and veterinary institutions, with local 

franchises and a few distance and online programs originating primarily in the USA and the UK 

(Harris, 2013; Howe, 2005). The oldest foreign providers are St. George’s University in Grenada 

(1976) and Ross University in Dominica (1978), the latter of which now has branches in other 

islands (Harris, 2013).   

Following on HE development and provision, the next sub-section will focus on efforts 

that have been made to widen educational access in general, and HE access in particular, in the 

Anglophone Caribbean.  

 
41 Guyana initially contributed to the UWI funding but withdrew in 1963 in favour of establishing its own 

national university (Harris, 2013).  Gafar (2001) also posited that the government of Guyana’s primary 

reason for the establishment of a local university was as a cost-saving factor since sending students 

overseas to study was a hefty expense.   
42 Read about the recent transition to university status: “From college to university of the Bahamas: A noble 

legacy” on the university’s ‘About Us’ page available at http://www.ub.edu.bs/about-us/history/ 

http://www.ub.edu.bs/about-us/history/
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2.4.2. An Historical Perspective on Reforms to Widen Education Access in the Anglo-

Caribbean 

Miller (1999) examined the historical context of Commonwealth Caribbean education 

through social upheavals in the 1930s; constitutional and political reforms in the 1940s; adult 

suffrage, representative government, and nationalism in the 1950s; independence movements and 

the economic circumstances through the 1960s and 1970s; the crisis of the 1980s43; and the 

trajectory and content of more recent reforms since the 1990s that are tied to the wave of global 

education policies (Miller, 1999a, 1999b; cf: Howe, 2005). Miller distinguishes between 

approaches to educational reforms in the region, pointing out that one approach has been the 

“development of comprehensive reform strategies and plans emanating out of consultations of 

National Commissions, National Task Force or Working Groups”44, while a second approach has 

been “more project-driven [and] involving specific interventions directed at particular aspects or 

levels of the education system”45 (Howe, 2005, p. 45-46; Miller, 1999b). In comparing the two 

approaches to reform Miller noted that in some countries, like Barbados and the Bahamas, there 

was clear continuity where the 1990s reforms capitalized on earlier reform initiatives, thus 

conveying “a sense of stability and predictability and the ability to plan long term” (1999b, p. 

299). He also noted that in other cases like Jamaica and Guyana46, reforms represented reversals 

of earlier ones resulting in inconsistent educational change and depicting “a sense of instability 

and uncertainty that harbours short-term commitment” (Miller, 1999b, p. 299). 

Miller (1999b) further identified five key periods of reforms and corresponding changes 

in education access and participation. First, was access in the colonial period at which time 

education was: non-indigenous, elitist, and hierarchical; aimed at producing a Protestant Christian 

society; supported by the family and/or tutors; excluded slaves, women, and the poor; and special 

 
43 This period of economic hardship marked by “spiralling inflation and heavy international indebtedness” 

dubbed as “the Structural Adjustment Era”, is covered in some detail by Howe (2005, p. 42).  
44 Countries in this category include Barbados, the Bahamas, Trinidad and Tobago, and the countries of the 

OECS, namely, Antigua and Barbuda, Montserrat, St Kitts and Nevis, Dominica, St Lucia and St Vincent 

and the Grenadines. 
45 This group consists of Belize, Guyana, Jamaica and the Turks and Caicos Islands.  
46 The example given is the replacement of ‘Free’ secondary and tertiary education with cost sharing and 

user fees.  
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endowment efforts were made to assist poor white boys (p. 303). Similarly, writing specifically 

about higher education, Harris (2013) expounds on the point made by Roberts (2003) about 

‘specialist colleges’; that early universities in the Americas were established specifically for 

European settlers and admission was not likely open to persons ‘of colour’ until the late 18th or 

early 19th century (Miller, 1999b, p. 311). Considering the diverse cultural make-up of the region 

resulting from the mix of indigenous, African, various indentured immigrant groups, and 

Europeans, this means a significant portion of the Caribbean population was excluded from early 

higher education opportunities (see also Howe, 2005). In fact, Harris summarizes the situation as 

follows: 

few persons of colour had access to tertiary education; opportunities were often limited to 

‘one island scholar’ annually, who went to one of the prominent universities in the United 

Kingdom [;] A few families of colour who had the means to send their children to 

universities in the USA; [and] a small number of students also took external degrees from 

the University of London (2013, p. 312-313). 

 

Therefore, prior to the establishment of the regional university in 1948, higher education was only 

available to an elite minority in the planter class and a few privileged persons ‘of colour’ (Harris, 

2013; Howe, 2005; Miller, 1999a; Roberts, 2003; Welch, 2014). 

Second, was access in the emancipation era. Education was a mobilizing force for social 

ends aimed at producing citizens for a free society. It was supported by the churches and the 

imperial government. It unintentionally excluded free people of colour, and poor whites; and 

special measures were made to assist these two groups in both gender (Miller, 1999b, p. 303).  

Third, was access during the period of self-government when education reform focused 

on economic needs – concentrating on agricultural and practical education for the purpose of 

improving sugar production. At this time education was seized by the state, assisted by churches 

and backed by imperial government. It excluded the Black and Indian peasantry and agricultural 

workers; and special measures were just being put in place to assist women (p. 303).  

Fourth, was access in the Independence Era (mid 1900s). Regionalization of the education 

curriculum manifested in the success of the regional university as well as the Caribbean 

Examination Council (established 1972). The latter, has heralded the transformation and 

indigenization of the curriculum through the regional CSEC and CAPE exams (Howe, 2005, 
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p.43-44; Miller 1999b, p.293). With the autonomy of independence and the steady increase in 

population, the demands for higher education also rose and soon exceeded the capacity of the 

regional university47 (Harris, 2013, p. 316). This resulted in the popularity of national universities 

and colleges. During this period reform was centred on achieving equity and equal opportunity for 

all ethnicities, races, and classes. It was built around a more positive and unifying rhetoric of 

nationalism and nation building in the hands of the nation-state (Miller, 1999b, p. 292). It aimed 

to ‘produce nationals for new nations’; excluded ‘aliens, non-nationals’; and special assistance 

was directed toward the previously disadvantaged (p. 304).  

Fifth, is access in the modern era (end of 1900s into 21st century) when reform has been 

driven largely by global initiatives (SDGs, GCED, Knowledge Economy). During this period, 

Miller noted that the main motivation is material gain. He asserted that the aim is to produce 

consumers in consumer societies; and that the executing agency is partnership among the states, 

the private sector and/or the individual entrepreneur. Those excluded have been the poor, and 

those of low consumption (I.e., indigenous and rural communities). Special effort is aimed toward 

youth engagement to prevent crime (1999b, p. 304).  

Howe (2005) credits the influence of agencies such as UNESCO, the World Bank and the 

Caribbean Development Bank for investments in education in the region during this period. 

Initiatives such as “Education for All” and “Each One Matters”,  have produced “exceptionally 

high levels of literacy” as a foundational step toward enhancing human resource development 

(p.43). In fact, Howe (2005) contends that by the 1990s, “West Indian education had in many 

respects come of age” even though expansion of opportunities “was uneven and guided more by 

development plans than clearly articulated philosophies of education” (p.43). This argument is 

supported by Miller’s earlier claims about the different approaches to educational reform in the 

region (1999b). Additionally, entering into the 21st Century, Howe (2005) recounts the regional 

initiative by heads of government to initiate a more competitive advantage by investing further 

into human resources in order to raise the HE participation rate from a meagre 6% in the late 

 
47 The university system of the West Indies is explored in more detail in chapter six of this monograph as 

part of the document analysis on higher education provision in the region.  



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

36 

1990s to at least 15% by 2005 (p. 36; Peters & Best, 2005). This latter point is also supported by 

data presented in chapter one. Examples of specific policy documents and strategy papers 

documenting these plans and reform strategies are also covered in chapter six.  

Meanwhile, despite impressive gains in widening education access from the colonial era 

onward, the region is still plagued by a host of barriers that continue to impede universal access. 

Some of these barriers are described below.  

2.4.3. Prevailing Barriers to Equitable HE Access in the Anglo-Caribbean  

Literature on Caribbean education highlights various barriers that continue to impede 

universal access to HE in the region. One such barrier is the quality of education at the lower 

levels that fails to adequately prepare a majority of students for higher education. Reportedly, the 

issue of poor quality is manifested in several ways. For example, the uneven quality of schools 

that operate in a hierarchical fashion and stratifies students into either elite, dominant tracks or 

“less adequate, grossly under-resourced and neglected education channels that provide 

subordinate literacies of inferior worth and status” (Hickling-Hudson, 2004, p. 297; cf: Douglas & 

Jules, 2015). A second example of poor quality is discrepancies in education services based on 

students’ socioeconomic status whereby poorer students are often held to lower performance 

standards that inadequately prepare them for higher education and the labour force (Gafar, 2001, 

p. 635; cf: Douglas & Jules, 2015; Hickling-Hudson, 2004; Louisy, 2004). Poorer students are 

also found to have limited access to education from elementary level onward, fewer supports and 

higher drop-out rates (Gafar, 2001, p. 636). A third example is “urban bias”, which sees the 

concentration of funding and resources in urban schools leaving students in the rural areas with 

limited resources and fewer opportunities (Gafar, 2001, p. 634). A fourth example is what 

Douglas and Jules (2015) term “structural deficiencies”, namely, the combination of low school 

performance, the output of graduates who lack adequate skills, and highly stratified learning 

outcomes (p. 4). Hickling-Hudson (2004) asserted that the root of the quality problem is the 

“inherited colonial model” of education that is “unsuited for Caribbean goals of development” (p. 

296). She found that the system is “underdeveloped in terms of the quantity of provision and 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

37 

maldeveloped in terms of its stratification and unevenness of quality” (p. 296). As a result, 

Hickling-Hudson claims that a sizeable portion of Caribbean citizens have been victims of “gross 

educational discrimination” that have restricted them to “poorly endowed schools and nonformal 

education” (p. 296). Miller (1999a) adds the perspective that in the Caribbean, the issue has never 

been about getting into school so much as “getting into what type of school” (p. 7).  

 A second barrier to HE access is high cost and inefficient funding policies. Research 

shows that Caribbean governments spend as much on education as many developed countries48 

(Douglas & Jules, 2015; Peters & Best, 2005). Yet, the cost of education is still a challenge for 

the average family in the region (see Table 5 for a comparative cost of public HE in the 

anglophone countries). For instance, Gafar (2001) states that a sizeable part of the financial 

burden comes in the form of uniforms, textbooks, supplies, transportation, food, tuition (full or 

partial) and school fees, most of which are at the expense of students and their families49 in all but 

a couple of countries (p. 635). Brissett (2010) blames the “capitalist approach to education as 

private investment”, which transfers “greater financial responsibility” to the individual “and thus 

limits education opportunities to students’ capacity to pay” (p. 197-198). Another part of the 

problem appears to be inefficient public funding policies (Naidoo, 2016), that inequitably favors 

greater investments in higher education to the disadvantage of lower education levels, as well as 

perpetrates inequitable outcomes for different income groups (Gafar, 2001, p. 632). Gafar argues 

that the equivalent cost of educating one university student in relation to primary is 18 for 

Trinidad & Tobago, 33 for Guyana and 51 for Jamaica (2001, p. 632); and since children of 

upper-income families tend to have more schooling than poorer children, this indicates a bias in 

favor of upper-income families (p. 647) and would suggest that HE is greatly overfunded (p. 642). 

Gafar thinks that government funding would be better spent by investing more in the lower levels 

of education where a bigger impact can be made in reducing inequities for poorer students and 

 
48 Reportedly 85% of total investment from the public sector, with a regional average of 4% of GDP spent 

on education comparable to 3.3% for low and middle-income countries and 5% in high income countries 

(UNESCO report on Comparative Expenditure on Education, 2009; as cited in Louisy, 2004, p. 289).  
49 Exceptions to this may include Barbados, Trinidad & Tobago and Jamaica where basic public education 

is free and HE is either free up to the undergraduate level or split by cost-sharing with students at a 

percentage less than the full economic costs – usually 15 to 20%. In other Caribbean countries families bear 

the full economic costs for all levels of education (Peters & Best, 2005). 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

38 

improve their chances for success, especially since research50 shows that currently majority of the 

poor do not continue into HE (2001, p. 642).  

 A third barrier to HE access is corresponding access to the regional tertiary level entrance 

examination managed by the Caribbean Examination Council51 (commonly dubbed the CXCs). 

Scholars in the region have identified a number of problems in this regard. One issue is the 

examination fees. One author found that the high exam fees restrict the number of students that 

sign up as well as the number of subjects that students sign up for (Hickling-Hudson, 2004, p. 

297). Another study corroborates this claim by indicating that the annual average enrolment for 

the exam is 40% of the eligible cohort, and that data trends between 2005 – 2013 show low 

enrolment in a number of subjects with English A and Mathematics being the only two subjects 

done by all participating students (Douglas & Jules, 2015, p. 4). The crux of the problem here is 

that the benchmark criteria for HE admission at institutions throughout CARICOM countries or 

for jobs in the civil service is passes in atleast four CXC subjects (Gafar, 2001, p.642). An 

additional problem found with the exam is that the standards are so demanding, that only well-

qualified teachers in well-resourced schools can adequately prepare students (Hickling-Hudson, 

2004). This relates back to the issue of the uneven quality of education that is prevalent 

throughout the region whereby only some students have access to resources and support to 

adequately prepare for these exams (Gafar, 2001; Hickling-Hudson, 2004; Louisy, 2004). 

Evidence of this, and yet another problem, is the apparently low student performance on the exam 

overall with a recent study showing 66% of students receiving acceptable grades in none or less 

than 2 subjects; 22% having 3 to 4 passes; and a meagre 12% having 5 or more passes (Douglas 

& Jules, 2015, p. 5; see also Gafar, 2001; and Louisy, 2004).  

These points indicate that a number of challenges remain that continue to hamper 

equitable access to higher education in the region. In fact, one study found that despite the 

transition from elite to mass education in the Caribbean, “there has been little success in 

 
50 Gafar (2001) cites a World Bank Report from 1996 in support of this claim.  
51 The CXCs is competency-based and administered on completion of secondary school. There is a second 

exam (Caribbean Advanced Placement Examination – CAPE) administered at the end of junior college that 

also qualifies students for higher education.  
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equalizing the participation of socially disadvantaged and socially advantaged students (Naidoo, 

2016, p. 65). Nevertheless, Caribbean scholars retain hope for the future of education in the 

region and outlined several strategies for moving forward. These ideas are included as part of the 

recommended ways forward in the concluding chapter of this monograph. 
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Table 5 Comparative Costs52 of Public & Grant Aided Higher Education in 12 Anglo-Caribbean 

Countries to 2021 

Country HEI Application 

Fee 

Registration 

Fee 

Cost per 

Credit 

Hour 

Average Annual 

Tuition 

National Institutions 

Antigua & 

Barbuda 

A&B International 

Institute of 

Technology 

$7.40 USD $18.50 USD $222.01 

USD 

-- 

Antigua State 

College 

$22.20 USD  $148.01 

USD 

$7,140.04USD 

Bahamas, the University of the 

Bahamas 

$50.00 USD $149.99 USD $172.50 

USD 

$35,396.73USD 

Barbados Barbados 

Community 

College 

$29.73 USD $146.15 USD $371.57 

USD 

$4,917.12USD 

Eridston Teacher’s 

Training College 

$24.77 USD -- -- $8,290.84USD 

Samuel Jackman 

Prescot 

Polytechnic (SJPP) 

 

-- 

-- $180.83 

USD 

$2,378.05USD 

Belize University of 

Belize 

$15.00 USD $155.00 USD $58.00 

USD 

$5,403.00USD 

 Centro Escolar 

Mexico Junior 

College 

-- -- -- -- 

 Corozal Junior 

College 

$15.00 USD $460.50 USD $15.00 

USD 

$1,842.00USD 

 Sacred Heart 

Junior College 

$12.50 USD $264.25 USD $15.00 

USD 

$1,924.00 USD 

 St John’s College 

Junior College 

   $2,700.00 USD 

 Stann Creek 

Ecumenical Junior 

College 

$20.00 USD $168.00 USD -- -- 

 Independence 

Junior College 

$15.00 USD $49.50 USD $15.00 

USD 

$2,267.50 USD 

 Wesley Junior 

College 

    

 St. John Paull II 

Junior College 

$12.50 USD $30.00 USD $45.00 

USD 

$3,090.00 USD 

 Belize Adventist 

Junior College 

$10.00 USD $205.00 USD $15.00 

USD 

$2,540.00 USD 

 San Pedro Junior 

College 

$15.00 USD $100.00 USD $22.50 

USD 

$4,000.00 USD 

Dominica Dominica State 

College (DSC) 

$37.00 USD No Tuition 

fees 

nationals 

No Tuition 

fees 

nationals 

No Tuition fees 

nationals 

Jamaica University of 

Technology 

Jamaica (UTJ) 

Online free $19.64 USD $84.45 

USD 

$2,983.85 USD 

Grenada T.A. Marryshow 

Community 

College (TAMCC) 

$18.50 USD $11.10 USD -- $299.72 USD 

Guyana University of 

Guyana (UG) 

$4.78 USD $250.00 USD $27.29 

USD 

$1,091.83 USD 

 
52  [fees converted to nearest USD estimate] 
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 Cyril Potter 

College of 

Education (CPCE) 

 $53.10 USD   

Saint Kitts & 

Nevis 

Clarence Fitzroy 

Bryant College 

(CFBC) 

$12.95 USD No Tuition 

fees 

nationals 

No tuition 

nationals 

No tuition 

nationals 

Saint Lucia Sir Arthur Lewis 

Community 

College (SALCC) 

$7.40 USD $11.10 USD  $3,145.18 USD 

Saint Vincent 

& the 

Grenadines 

Saint Vincent & 

the Grenadines 

Community 

College (SVGCC) 

$7.40 USD $379.27 USD  $1,221.07 USD 

Trinidad & 

Tobago 

College of Science, 

Technology and 

Applied Arts of 

Trinidad & Tobago 

(COSTAATT) 

$3.67 USD $11.74 USD $44.03 

USD 

GATE funding 

for nationals free 

tuition 

 University of 

Trinidad & Tobago 

$13.21 USD $33.02 USD $78.27 

USD 

$2,348.07 USD 

Regional Institution 

Jamaica, 

Barbados, 

Trinidad & 

Tobago 

University of the 

West Indies 

$13.21 USD $33.02 USD $51.36 

USD 

$10,135.67USD 

17 Territories 

including 9 

of the 12 

above 

(excluding 

the three that 

have a 

physical 

campus) 

University of the 

West Indies Open 

Campus 

$30.00 USD $30.00 USD $360.00 

USD 

$25,000.00 

 

Table of Currency Conversion Rates 
Country National Currency Conversion Rate to USD53 

OECS Countries 

• Antigua & Barbuda 

• Dominica 

• Grenada 

• Saint Kitts & Nevis 

• Saint Lucia 

• St. Vincent & the Grenadines 

Eastern Caribbean Dollar $1.00 XCD = $0.37 USD 

Bahamas Bahamian Dollar $1.00 BSD = $1.00 USD 

Barbados Barbados Dollar $1.00 BBD = $0.50 USD 

Belize Belizean Dollar  $1.00 BZD = $0.50 USD 

Jamaica Jamaican Dollar  $1.00 = $0.0065 USD 

Guyana Guyanese Dollar  $1.00 GYD = $0.0048 USD 

Trinidad & Tobago Trinidad & Tobago Dollar $1.00 TTD = $0.15 USD 

 

 
53 August 2021 rates 
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2.5. Criteria for Selecting the Anglophone Caribbean as the Focus of this Study 

It must be acknowledged that even as a group, these twelve countries are by no 

means homogenous. They differ according to size, population, socio-economic profile 

and governing structures among other factors. Nevertheless, there are certain 

commonalities among the twelve countries that favoured such a study. Essentially, six 

criterions were established for selecting the target countries: 

1. Language – they are English-speaking and English is my first language, 

which immediately removes a language barrier in the research. 

2. History – they share a colonial history, which bears numerous implications 

on various aspects of their development and allows for valid comparisons. 

3. Culture – they have a similar social and cultural background which 

facilitates cross-national analysis on key variables.  

4. Governance –the twelve countries are independent nations which set them 

apart from the other Anglophone states in the region.  

5. Global Classification – they are all classified as ‘developing countries’ 

(economically) and small island developing states (socio-politically) which 

provides another baseline for comparison. 

6. Regional Cooperation – these countries comprise majority of the 

CARICOM membership which places them in a space for integration and 

collaboration on issues such as education.  

Other factors considered in selecting the countries include geographical diversity 

(mainland versus islands), location of the regional university (campus/non-campus), and 

the inclusion of a sub-regional group of small islands forging their own integration efforts 

(OECS). The purpose is to have established a variety of scenarios in order to generate 

rich data and enable valuable discussion of the issue under investigation.  

While countries across the region share many similar problems, diverse national 

contexts mean that there are varying degrees of challenges and different approaches to 

addressing them. This in turn has also influenced the patterns of social, economic and 

political development. All of these converge to shape the education system in the sub-

region and sets it apart from the neighbouring French, Spanish and Dutch Caribbean both 

in terms of depth and breadth of development.  
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2.6. Positionality (Researcher’s Context)  

2.6.1. Rationale  

According to Lincoln (1995), “Positionality, or standpoint epistemology, 

recognizes that texts are always partial or incomplete, as well as socially, culturally, 

historically, racially and sexually located” (p. 280). One might deduce that this poses 

interest in the relationship between the investigator’s personal history and research. It can 

also be inferred that because positionality is a criterion for evaluating qualitative research, 

it is incumbent upon qualitative researchers to make their social locations clear54. Further 

to this point, in an article “Authenticity in Constructivist Inquiry” Manning (2007) stated  

The researcher’s perspectives cannot be ignored on the assumption that they will not 

influence the study.  These beliefs and values are made explicit by the researcher so that 

the respondents and consumers of the research know the context in which the research 

was conducted. Researchers have an obligation to show that their own valuations have 

been exposed to critical examination, and the role these predilections played in their 

investigations would need to have been rigorously examined (Manning, 2007, p. 98). 

Building on these guidelines for authenticity, I decided to include this section as a 

disclosure of my own subjectivity in this research process. My perspective coming into 

this research is one of a first generation in higher education (FGHE), multi-lingual and 

mixed-race female from a background of generational poverty, who grew up in a small 

rural village, in a culturally diverse, developing country with very limited social and 

economic opportunities.  I acknowledge that several factors about my personal life have 

influenced my choice in research topic and inadvertently the process of this study. 

Collectively, my family background, personal experiences, and values and beliefs have 

all had an impact. For instance, I was compelled to investigate an equity topic because 

coming from an underprivileged background, social justice is a major concern for me. I 

also have very strong Christian principles that support equity and inclusiveness for all. 

 
54 This point is credited to Professor Peter Wright of Murdoch University as it was expressed by him during 

a personal communication in August 2017.  
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Therefore, I chose a topic that addresses inequities affecting a large number of people not 

just in my country, but across the region. 

2.6.2. Positionality (Standpoint Epistemology) 

Drawing on the concept of Critical Incident Technique (CIT) (Creswell, 1998; 

Flanagan 1954; Kain, 2004), I can trace my interest in my research topic back to the 

specific circumstances that served as catalyst. I chose to focus on higher education for my 

research because I recognize the great value of advanced education from the role it has 

played in my own life in transforming my mindset, broadening my worldview, refining 

my aspirations and helping me to escape a life of poverty. I see myself as one of those 

who “made it” and I feel a strong sense of responsibility in sharing parts of my story in 

order to inspire others like myself who might need encouragement to keep trying. 

Particularly because I know that within the context of small, developing countries with 

limited opportunities for personal advancement, every step forward and upward is a battle 

against social and systemic inequities. This in fact sparked my interest in the issue of 

equitable access to a basic service such as education.  First and second-hand experiences 

taught me that equity and social justice often exist merely as ideals in contexts where 

social inequities are deeply rooted in unequal distribution of wealth. Likewise, where a 

combination of factors such as location, race, gender and social class immediately places 

one in a cycle of either privilege or disenfranchisement. This is further perpetuated by 

widespread political corruption, nepotism, victimization, poor governance, gross 

mismanagement of resources, and inefficient development plans. Because of this, I 

wanted to look more closely at the rhetoric of equitable access in a national as well as 

regional context particularly as it relates to higher education. Moreover, apart from 

personal experience, in a professional capacity I also witnessed numerous cases of 

students with great potential getting knocked back by the system because they could not 
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afford to continue their studies and did not have the right ‘strings’ to pull (connections), 

to help them get ahead. Meanwhile, the opportunities always seemed to be available to 

those few that were already privileged, connected and who didn’t necessarily have need 

for the extra resources.  

These situations have always raised questions in my mind. I find it extremely 

difficult to believe that any legitimate social system or government and institutional 

policy would promote or support such blatant injustices. Thus, the assumptions that I am 

bringing into this study are that: (1) either there are no clear guidelines on equitable 

practice to follow (no black and white policy); (2) the issue of equity is not included as a 

major goal in national or institutional plans and policies; or (3) what is written is not 

being followed (implemented) much less monitored and evaluated by relevant authorities. 

These assumptions helped to frame the rhetoric aspect of the research – seeking to find 

out which of these scenarios, if any, is being played out in the national and regional 

context of the participating countries. And if the answer is none, then to find out what is 

the real problem. The reality question is about the lived experiences of students affected 

by the system. It was designed to find out if the situation I experienced for myself, or that 

I witnessed with my students is widely prevalent across countries, and if so, in what ways 

the inequities are manifested. I was also interested in finding out what students think 

about equity of access and how they perceive the roles of government and higher 

education institutions in shaping that process.  

Thus, my research focus was refined, and my study developed. Hopefully, the 

publication of this research will have an impact on the lives of many who are still either 

deeply involved in the struggle to access higher education or will experience that struggle 

in the near future. It is my hope that this study will add to current discourse and open new 
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research avenues to support reform measures that will reduce inequities and make higher 

education participation a reachable goal for all aspiring individuals in the region.  

2.6.3. Impact on the Theoretical Framework of the Study 

My worldview has been shaped by the way that I have experienced the world 

around me – my observations as well as interactions. In this, I have come to believe that 

problems as well as solutions are socially constructed – they arise out of the various 

processes of interaction among people and they develop accordingly. To understand them 

we have to look at multiple perspectives and to resolve them we have to use a variety of 

approaches. This summarizes my ontological perspective and explains the pragmatic 

mixed-method position I take in approaching this study.  

In addition, I believe that meaning is subjective – people have different ideas 

about the causes and impacts of problems and they are affected differently. This is why it 

is necessary to look at multiple perspectives including one’s own to figure out the issue. 

There is a close connection between me as researcher and the phenomenon I chose to 

investigate. As Weber (1897) stated, “all knowledge of cultural reality…is always 

knowledge from particular points of view” (cited in Addeo, 2013). This summarizes my 

epistemological perspective as one of social constructivism.   

Furthermore, my background, personal experiences, values and beliefs have an 

impact on my world view and also influenced the problem I chose to investigate (focus) 

as well as the strategies I used to investigate and report on the problem (research process). 

In this axiological stance, I epitomize Weber’s (1897) argument that researchers aim to 

explain social phenomena based on their own personal values and interests (this argument 

is echoed by the Heinrich Rickert in his position on ‘value-relevance’ sought by most 

researchers).   
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2.6.4. Impact on the research process 

Thus, the research design emerged. A mixed-method approach was chosen 

because multiple perspectives were desired which requires a combination of qualitative 

and quantitative data collection methods. Likewise, a cross-national analysis was chosen 

because I am interested in comparing the situation and finding out the scope and 

dimensions of the problem for my country and the surrounding region. Additionally, a 

variety of research methods was necessary to find out what is written (policies – 

document analysis); look at conceptualizations of equity and practices manifested 

(rhetoric of policy-makers – interviews); and add students’ voices to the discourse 

(experiences and perceptions – survey). This extends to the types of questions included 

on the research instruments. Finally, in the analysis and discussion I was looking for and 

highlighting key themes (equity definitions, HE provision, barriers to access, innovative 

practices to combat inequities, students’ experiences with access & students’ perceptions 

about equity of access and about policies and practices influencing access) that help to 

better explain the problem. 
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Chapter 3. Theoretical & Conceptual Framework 

 

This chapter discusses the theoretical basis of the study, situates the study within a 

relevant disciplinary paradigm, and explains how these were integrated into a conceptual 

framework for the investigation.  

3.1. Rationale 

The central focus of this study is equity of access to higher education in the 

Anglophone Caribbean. The themes of this study are higher education provision, equity 

of access to higher education and higher education policy and practices. Each theme is 

supported by different theoretical standpoints. Therefore, in order to develop a better 

understanding of the problem it is necessary to adopt a stance of theoretical pluralism, 

defined as the use of a combination of theoretical lenses (McGregor, 2009; Midgley, 

2010). In keeping with the ideas of Sage, Dainty and Brookes (2014), I believe that the 

problem is best explored through multiple lenses because “each theoretical perspective 

enables a specific analysis of empirical data” and such pluralistic analysis helps to better 

contextualize the research findings (p. 544). Moreover, by applying a more “integral 

approach” as advocated by McGregor (2009), the various perspectives enable “richer 

understandings” of the problem (p. 143). While there are numerous lenses through which 

the issue can be examined, only a few will be privileged here for the purpose of 

grounding this study.   

Thus, theoretically the research focuses on concepts of equity, which are situated 

in the broader scope of distributive justice, as a backdrop against which to examine the 

current state of equitable access to HE in the region.  Additionally, equity of access to HE 

cannot be explored without establishing a clearer understanding of higher education 

provision in the region. Thus, it is necessary to take a retrospective look at the socio-
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historical factors that have shaped higher education systems in the Anglo-Caribbean at 

regional and national levels, which are rooted mainly in post-colonial theory. Moreover, 

since equitable access is also impacted by higher education policies and practices, and 

national policy is increasingly influenced by global trends, it is important to examine the 

prospective influences of existing global processes, such as globalization and 

neoliberalism, on policy decisions in the participating countries. Furthermore, since the 

study is comparing higher education access across twelve countries, from a disciplinary 

standpoint the multi-country context situates the study within the comparativist paradigm. 

Therefore, a brief look at comparativist philosophies is also included.  

Therefore, in this chapter each theme of the study is discussed in its relevant 

theoretical context, then an explanation is given as to how these myriad viewpoints are 

integrated to frame the conceptual basis of this research.  

3.2. Perspectives on Distributive Justice and Equity of Access  

As stated, the study focuses on equity of access to higher education in the 

Anglophone Caribbean. The theories about equity that are used to examine education 

access fall within the scope of social justice generally, and more specifically under 

distributive justice. These are all very broad areas but my focus is mainly on some key 

principles of the distributive justice framework that are most relevant to the themes of the 

study.  

3.2.1. Approaches to Distributive Justice 

Essentially, there are four core theories about distributive justice: the egalitarian 

view [equality] (Rawls, Sen); the meritocratic view [deserts – agency & ability] 

(Hodgson); the socialist view [needs-based] (Hodgson, Konow, Marx, Roemer, Sen); and 

the libertarian view [individual entitlement] (Nozick). According to Nozick (1973), 
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approaches to distributional justice in itself represents a type of justice – procedural 

justice, or concerns with how distributions are made. There are a number of perspectives 

that attempt to answer the question of how to apply the various philosophies of justice. 

One approach is the macro versus micro conceptualization which explores distributive 

justice at the society/community level involving laws or policies compared to justice at 

the individual one-on-one level involving person-to-person actions and behavior 

(Gewirtz, 1998; Klasen, 2006; Lynch & Baker, 2005; North, 2008; World Bank, 2005). A 

second approach is the prescriptive versus descriptive conceptualization which 

differentiates respectively between what will happen versus what should happen in a 

given situation (Cogneau, 2006; Gewirtz, 1998; Konow, 2003).  A third approach is the 

liberal standpoint (Gewirtz, 1998; Hodgson, 2010; Konow, 2003; North, 2008) concerned 

with equality. Three different conceptualizations fall under this approach. Gewirtz (1998) 

identified a ‘weak’ and a ‘strong’ liberal approach. The ‘weak’ liberal position focuses 

primarily on equality of opportunity55 and the ‘strong’ liberal position focuses on equality 

of outcome56. The third conceptualization focuses on ‘equality of condition’57. These 

various approaches represent a general summary of some key theories underpinning 

distributive justice.  

Gewirtz (1998) expanded her approach, by proposing two dimensions of justice – 

the traditional distributional approach described above and the extended ‘relational’ 

approach she conceptualized. Gewirtz referenced Rawls’ (1971) “Theory of Justice” in 

her discussion of the traditional approach to justice. Rawls’ (1971) theory of “justice as 

 
55 Justice as equality of opportunity is discussed in works by theorists such as Dworkin, 1981; Lynch, 1995; Rawls, 
1971; Roemer, 1998. This is also the policy position taken by the World Bank for issuing development aid (World Bank, 
2005).  
56 Justice as equality of outcome is discussed by theorists such as Cogneau and Roemer.   
57 Kathleen Lynch (1995) proposed ‘equality of conditions’ as a way to confront the fundamental problems of 
hierarchies of power, wealth and privilege. Similar ideas were introduced by Amartya Sen (1981): ‘equal capabilities 
set’; and Cogneau (2006): ‘equalization of primary functionings’ (basic achievements), both of whom focus on 
balancing the playing field to improve the position of the most disadvantaged and increase their ability to take full 
advantage of the opportunities available to them.  
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fairness” is rooted in the social contract theory of Locke, Rousseau and Kant, and is 

largely egalitarian in its prioritizing of equal opportunities for all (Cogneau, 2006; 

Hodgson, 2010; Jones, 2009; Konow, 2003). Rawls’ theory supports two key principles: 

equal rights and liberties for all and the “difference principle” which holds that 

inequalities are only justified if they benefit those who are most disadvantaged without 

adversely affecting others (Rawls, 1971). In his explication, Rawls conceived of a 

hypothetical situation in which all social actors operate behind a “veil of ignorance”58 to 

vote on principles of justice that are based on equal opportunities for all (Rawls, 1971). 

Gewirtz argued that confining justice exclusively to the distributional dimension was very 

restricting and ought to be broader.  

In this light, she proposed the ‘relational’ dimension which “refers to the nature of 

the relationships which structure society […] the political/relational system within which 

the distribution of social and economic goods, rights and responsibilities takes place” 

(1998, p. 470-471). Gewirtz incorporated the ideas of cultural and economic justice from 

Fraser (1997)59 which considers factors such as cultural autonomy, recognition, respect, 

reorganization of the division of labour, and subjecting investments to democratic 

decision-making (p. 471). She also highlighted Young’s (1990)60 multi-dimensional 

formulation of ‘justice as freedom from oppressive relations’, as a useful integration of 

both the distributional and relational dimensions (p. 477).   

This study will focus primarily on the traditional macro approach to distributional 

justice at the society/community level involving laws and/or policies that govern access 

to higher education. In so far as the various theories of distributional justice and how they 

relate to equity of access to education, this author rationalizes that the egalitarian theory 

 
58 Rawls’ hypothetical “veil of ignorance” presumes that in the absence of knowledge about one’s own status, class 
position, or fortune in skills and abilities, individuals would be driven to vote for principles of justice based on equal 
opportunities for all (see Rawls’ “Theory of Justice”, 1971).  
59 See: Fraser, N. (1997). Justice Interruptus: Critical Reflections on the “Post-socialist” Condition. London: Routledge. 
60 See: Young, I. M. (1990). Justice and the Politics of Difference. Princeton: Princeton University Press.  
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prescribes a one-fit-for-all approach that does not accommodate differences or consider 

underlying inequalities; the meritocratic theory places emphasis on individual effort and 

does not accommodate mixed-abilities or consider external factors that may influence 

effort; the socialist theory focuses on needs and favors inclusive and differentiated 

approaches to balance inequalities and reduce injustices faced by equity groups; and the 

libertarian theory prescribes a utilitarian approach supporting individual will and 

entitlement over concerns with equality, merit or need. Conceptually, these various 

perspectives can be applied to different aspects of equity of access. This is captured in a 

later section.  

3.2.2. What is equity? 

Equity is popularly defined as the quality of being just, fair or impartial. The 

concept of equity can be traced from Plato and Aristotle’s early western political 

philosophies onward (Konow, 2003; World Bank, 2005) and carries multiple meanings 

across the various disciplines and fields of study. Equity can also be subjective and “open 

to different interpretations depending on moral and ethical frameworks and the 

experiences and understanding of the person making the interpretations” (Hodgson, 2010, 

p. 2). The distributive justice perspective of this research examines equity in relation to 

the ideals of fairness and justice. Jones (2009) helps to clarify exactly what this type of 

equity entails with the statement “thinking about equity can help us decide how to 

distribute goods and services across society, holding the state responsible for its influence 

over how goods and services are distributed in a society, and using this influence to 

ensure fair treatment for all citizens” (p. vi). This section will provide a succinct 

conceptualization of equity that is most relevant to this study.  



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

53 

3.2.2.1. Distinguishing between Equity and Equality 

Confusion between equity and equality rests at the center of the debate about what 

constitutes fairness and justice (Gewirtz, 1998; Wang, 2013). Thus, any discussion of 

equity should at least attempt to define and differentiate the terms. In one such attempt, 

Klasen (2006) defines equity as having to do with fairness and impartiality, and equality 

as a more ‘mathematical concept’ addressing equal value between items (p. 70). A second 

example is Schement (2001) who emphasizes that generally, policies promoting uniform 

distribution tend to be more successful because they reinforce the dominant construction 

of fairness as equality which entitles everyone; compared to policies that target equity 

which are often received as “unfair” due to apparently favoring some over others (2001, 

p.5; Abbot, 2014a, p. 1). This may be particularly true in the conceptualization of equity 

that involves the “unequal treatment of unequals” (Wang, 2013) or what Rawls (1974) 

had in mind with his “Difference Principle” regarding distributive justice.  Both 

essentially are designed to even out the proverbial playing field and promote access for 

all, especially the disenfranchised. This important distinction between equality and equity 

often gets blurred in equity discourse. Therefore, conceptually separating the two is 

perhaps a good first step in clarifying one’s position on equity. 

3.2.2.2. “Equity-as-Fairness-as-Justice”61 

Evidence in the literature shows that the common denominator of the myriad 

views on equity is fairness. One example is the World Development Report (2006) that 

links the issue of equity with human concern for fairness and “inequality aversion”. 

Therefore, another useful step in discussing equity might be to explore one’s own concept 

of fairness and determine with which of the prevailing views, or at best which aspects, 

one identifies. Popular arguments regarding fairness are presented on several grounds. 

 
61 Terminology used by Schement (2001). 
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Comprehensively, all of these views strive to respond to the question of what constitutes 

just distribution. For instance, Schement (2001) distinguishes between ‘fairness as 

uniform distribution’ and ‘fairness as justice’ (cf: Cogneau, 2006; Konow, 2003; Vance, 

2013). Schement explains fairness as uniform distribution whereby “everyone is entitled 

to the same level of access and can avail themselves if they so choose” (2001, p. 3). 

Regarding fairness as justice, he explained “in this view society should commit resources 

to overcome obstacles and barriers experienced by groups, in order to maximize their 

opportunities for access” (2001, p. 4). Schement’s qualification of justice as fairness is 

also emphasized by others (Dworkin, 1981; Fraser, 1997; Gewirtz,1998; Klasen, 2006; 

Lynch, 1995; Rawls, 1971; Roemer, 1998; Sen, 1973; Young, 1990). 

Additional equity-as-fairness positions are on the grounds of egalitarianism or 

moral equality62 (Cogneau, 2006; Jones, 2009; Rawls, 1971; Vance, 2013; World Bank, 

2005); on the basis of needs63, termed by some sources as the ‘socialist approach’ 

(Hodgson, 2010; Jones, 2009; Konow, 2003; Vance, 2013); on meritocratic allocation or 

merit/desert64 (Cogneau, 2006; Hodgson, 2010; Jones, 2006; Konow, 2003; Vance, 2013 

);  and libertarianism or agency/liberty65 (Nozick, 1974; Roemer, 1998). Other arguments 

include basic rights (UNICEF/ UNESCO, 2007; Vance, 2013); context66 (Konow, 2013); 

equal life chances (Jones, 2009); ‘equalization of primary functionings’ (Cogneau, 2006); 

equal capabilities set (Sen, 1981); and ‘avoidance of deprivation in outcomes’ (World 

Bank, 2005). Another argument for fairness is what Konow (2003) refers to as 

‘consequentialist allocations’ which also incorporates the theories of utilitarianism (e.g. 

 
62 Moral equality concerns equal treatment of people and equality of opportunity.  
63 Needs concerns the welfare of the most disadvantaged. 
64 Meritocratic allocation concerns individual responsibility and giving people what they earn or deserve.  
65 Libertarianism primarily concerns exercising free will. Hodgson (2010), stated that on one extreme is Nozick’s 

exclusive concern with rights determined by historical acquisition and transfer of property among individuals whereby 

individual choice trumps social choice; and on the other extreme is Roemer who argues for state redistribution over 

individual responsibility to remedy against unjust inequalities effected by chance or brute luck.  
66 Konow explained that “unbiased justice is a multi-criterion concept that obeys general principles but […] is also 
context dependent, i.e. the principles of justice require a set of people and variables that the context provides” 
(Konow, 2013; p. 7).  
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Harsanyi, 1977) and welfare economics (e.g. Pigou, 1920). This chapter does not provide 

the space to explore all of these views about equity-as-fairness in full detail. The 

objective here is simply to acknowledge the myriad perspectives that relate to an 

important concept in this study and provide an opportunity for readers to engage with 

them further in their own time and in accordance with their own interests.   

3.2.2.3.  Approaches to Equity of Access in Education  

Now that some key terms and concepts have been defined, this sub-section will 

establish the parameters of the equity discussion in this study.  This paper focuses 

specifically on equity of access to higher education. Abbot (2014b) defines access as 

follows 

In education, the term access typically refers to the ways in which educational 

institutions and policies ensure – or at least strive to ensure – students have equal and 

equitable opportunities to take full advantage of their education. Increasing access 

generally requires schools to provide additional services or remove actual or potential 

barriers that might prevent some students from equitable participation in certain courses 

or academic programs (p. 1).  

Perspectives in the literature on equity of access to education tend to shift around 

the ideas of provision (Abbot, 2014b; McCowan, 2016; UNICEF//UNESCO, 2017), 

access (Gurria, 2016; McCowan, 2016) quality (Gurria, 2016; McCowan, 2016) and 

outcome (Dryden-Peterson, 2011; McCowan, 2016). McCowan (2016) further outlined 

three dimensions of equity of access to HE: availability (provision – similar to Abbot, 

2014b); accessibility (entry/admission and participation); and ‘horizontality’ 

(safeguarding quality in HE experience and a beneficial outcome for disadvantaged 

students). McCowan argues that all three dimensions need to be present in order for an 

HE system to be fair.  

Equity of access based on the principles of justice and fairness, is defined as 

access regardless of personal, social or other factors (Schement, 2001). This emphasis on 
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equal opportunity for access is termed by some scholars as the ‘import’ role of HE 

whereby equity and social justice agendas are ‘imported’ from the wider society (Brennan 

& Naidoo, 2008, p. 287-288). Some of the factors that might be potential barriers to 

access include race, religion, gender, sexual orientation, disability, perceived intellectual 

ability, past academic performance, special-education status, English-language ability, 

family income or educational attainment levels, relative community affluence, 

geographical location, or school facilities (Abbot, 2014b, p. 1).  

Summarily, equity of access essentially includes various components: provision, 

admission and participation, quality, and outcome (Gewirtz, 1998; Lynch, 1995; 

McCowan, 2004; Reisberg & Watson, 2010; UNESCO-UIS, 2016; UNICEF, 2009; 

World Bank, 2017a, 2017b)67. Equity in this context is conceptualized as the practice of 

being fair or just in the distribution of education as a basic social service in all of these 

components. Therefore, in line with the theory of distributive justice, equity 

considerations in this study will focus on how education services and associated resources 

are distributed, but will not expand so far as the quality or outcome aspects.  

The key ideas that best inform the conceptualization of equity adapted for this 

study are summarized below. 

3.2.3. Conceptualization of Equity in this Study 

In a foundational article on the conceptualization of social justice in education, 

Sharon Gewirtz (1998) affirms that “as researchers concerned with social justice we need 

to be clear about the principles which currently govern distribution of goods in society, 

and we also need to be clear about our own beliefs about what ought to constitute 

fairness” (p. 470). In responding to that challenge, I have explored and summarized above 

 
67 Authoritative dictionary definitions of these terms are: Provision is the act of providing or supplying something for 
use; Admission is the process or fact of entering or being allowed to enter a place or organization; Participation means 
the act of taking part in something, involvement; Quality is defined as the degree of excellence of something; 
Outcome is defined as the way a thing turns out, end result, or end product. 
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some of the most dominant theory and literature on distributive justice. In this section, I 

outline my own conceptualization of equity, justice and fairness adopted from the various 

interpretations. 

Foremost, this study assumes the position that equality of opportunity and equity 

of access to those opportunities, are both essential considerations in higher education for 

the purpose of sustainable education development. The views of equity in this study are 

based on the key ideas about ‘equity-as-fairness-as-justice’ summarized above, which 

also coincide with McCowan’s (2016) perspective. Theoretically, this means that equity 

of access to HE should involve provision that is egalitarian (to all the same); access that is 

meritocratic (agency and ability); participation that is socialist (needs-based support); 

quality that is egalitarian (to all the same); and outcome that is meritocratic (agency and 

ability). In other words, equity of access requires that individuals should demonstrate a 

desire to participate (agency); that they should meet a minimum set of criteria for 

admission (ability); and that they ought to be provided inclusive and differentiated 

assistance if they have the desire and prove legitimate need to overcome any personal, 

social, or systemic barriers to participate in HE.  This interpretation is applied to the 

admission and participation components of access, and to a lesser extent provision. The 

other components of equity of access (quality and outcome) are not the focus of this 

study. For a detailed explication of how equitable access to HE can be conceptualized 

covering all components, see Appendix 3A.  
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3.2.4. Retrospective Lens on Equity: The Link to Postcolonial Theory 

To rationalize the argument for equity, it is imperative to identify the inequities in 

question and determine, where possible, the root causes. To do so requires establishing 

the context in which the issue is being examined (Klasen, 2006; Konow, 2003). The 

context of the study and details relevant for understanding the research were described in 

chapter one.  Just to recap briefly, the Anglophone Caribbean comprises post-colonial, 

small island developing states. The countries of the region are inundated by inequities in 

income, wealth and social services (UNDP, 2016; World Bank, 2016). To a significant 

extent, the social, economic, and systemic inequities that prevail are residual effects of 

the centuries old colonial systems that once dominated the region (Hickling-Hudson, 

2004). Such inequities can be better comprehended by looking at them through the 

retrospective lens of postcolonial theory. For instance, an examination of this historical 

background helps to clarify the events that established social exclusion such as slavery, 

native land dispossession, rural isolation, and gender discrimination (Schement, 2001, p. 

4). Therefore, this section will define, describe and briefly outline the key concepts of 

postcolonial theory in order to clarify its relevance to the equity focus of this thesis, 

specifically the lasting impact of colonial practices on higher education provision in the 

region.    

3.3. Postcolonialism/Postcolonial Theory  

3.3.1. Historical Background 

Postcolonial theory explains the historical processes of colonialism, 

decolonization and postcolonialism/neocolonialism.  These latter concepts are briefly 

described here mainly as a background for examining postcolonial theory. Generally, they 

speak to the events following European exploration and conquest in the rest of the world, 
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namely countries in Africa, Asia, Latin America and the Caribbean, from the 15th century 

to modern times. An article in the Encyclopedia Britannica Online defines colonialism as 

“a political and economic phenomenon whereby various European nations explored, 

conquered, settled and exploited large areas of the world” (Webster, Magdoff & Nowell, 

2017, para. 1). The four-plus centuries of colonial rule culminated after the end of the 

second World War in 1945 due to increasing demands for self-governance that resulted in 

widespread independence movements in the colonies.  This shift towards self-

determination became classified as decolonization as newly liberated individuals sought 

to reclaim their language and history in addition to controlling their own territorial 

boundaries (Clarke & Brereton, 2017; Ivison, 2015). The period following decolonization 

saw attempts to reclaim and rebuild ‘national’ identities by willfully rejecting the 

remaining traces of the colonial system/structures in social and political life (Ivison, 

2015; Mambrol, 2016; “Postcolonialism”, 2009).  This postcolonial phase is complicated 

by continued neocolonial practices, which forces developing nations back into a position 

of dependency68 through economic pressure or oppressive political regimes (Crossman, 

2017).  

3.3.2. Definition and Key Theme 

In much of the available literature the terms postcolonialism and postcolonial 

theory seem to be used interchangeably. Loomba (1998) problematizes the usage of the 

terms and argues for a distinction to be made between them. The approach taken in this 

study aligns with that of Tikly (1999) who argues that an abstract use of the term 

postcolonialism as a general process of disengagement with and contestation of the 

colonial legacy still leaves room for specific contextual considerations. In other words, 

the postcolonial situation might be perceived as one idea, the result of an event that 

 
68 See Raul Prebisch’s Dependency Theory (1950s) 
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occurred on a global scale; whereas postcolonial theory or postcolonial studies is more 

relative to the context and perspective of individual scholars exploring the phenomenon. 

Therefore ideologically, it does make sense to distinguish between the circumstances 

being analyzed and the various perspectives that can be applied in the analysis. 

Consequently, some of the most popular usage of ‘postcolonialism’ and ‘postcolonial 

theory’ have been considered and an attempt made here to separate them in order to 

provide a clear reference for this study.  

3.3.2.1. Postcolonialism 

One source that defines postcolonialism as a term by itself refers to “the ways in 

which race, ethnicity, culture, and human identity itself are represented in the modern era, 

after many colonized countries gained their independence” (“Postcolonialism”, 2009, p. 

2). Moreover, the term is sometimes used in reference to “all culture and cultural products 

influenced by imperialism from the moment of colonization until the twenty-first 

century” (“Postcolonialism”, 2009, p. 2). Other references address postcolonialism more 

succinctly as “the historical period or state of affairs representing the aftermath of 

Western colonialism” (Ivison, 2015, para 1); or “a study of the effects of colonialism on 

cultures and societies” (Mitchell, “post-colonialism/postcolonialism”, n.d., p.1). Mitchell 

further explained that postcolonialism is a transformative process that encompasses 

“initial awareness” of the colonized state, struggle for autonomy by the colonized, and “a 

growing awareness of cultural overlap and hybridity” (Mitchell, “Key Terms”, n.d. p.1). 

Moreover, these, and other sources generally provide a combined definition of 

postcolonialism and postcolonial theory/studies.  

Postcolonialism is said to be concerned fundamentally with questions of the 

relationship between imperialism and identity (Ivison, 2015) and power and knowledge 
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(Said, 1978, cf: Foucault). There are numerous themes69 in postcolonial studies that 

address these questions, but the most relevant to this study are colonial education and 

identity. Colonial education relates to the question of power and knowledge and focuses 

on how colonizers used education as a tool for domination by implanting their language, 

ways of thinking and general cultural practices on the colonized (Mitchell, “Key Terms”, 

n.d.; “Postcolonialism”, 2009). This practice introduces what Sawant (2011) calls 

“eurocentrism” or the placement of Europe as the center and source of all knowledge. It is 

also a reflection of European hegemony as the primary motive was to exert control over 

colonized cultures that were perceived as inferior (Semansky, 2003).  Additionally, 

colonial education focuses on the importance of language not only as a symbol of 

domination but also as a means in itself of cultural colonization (“Postcolonialism”, 

2009). Since this study examines education access in a postcolonial space/region, it is 

quite fitting to reference the theme of colonial education in discussion of this important 

issue.  

The second theme of identity looks at how personal, cultural and even national 

identity has been shaped by imperialism. Semansky (2003) noted that postcolonial 

literature establishes that identity is socially constructed and not necessarily “essential 

features of people, countries, or cultures” (p. 2). In postcolonial discourse this has 

resulted in what many scholars refer to as the ‘ambivalence of hybridity’ (Lye, 1998; 

Mambrol, 2016; Mitchell, n.d.; “Postcolonialism”, 2009; Sawant, 2011) or cultural 

‘syncretism’ (Mambrol, 2016; Sawant, 2011). The concept of hybridity was popularized 

by postcolonial theorist Homi Bhabha (1990). In postcolonial literature ‘hybridity’ is used 

to describe the ‘cross-fertilization of culture’ that produces a ‘familiar but new’ cultural 

identity (Mambrol, 2016; “Postcolonialism”, 2009); the inevitable result of mixing the 

 
69 Sources that provide a list of postcolonial themes with definitions are (Lye, 1998; Mambrol, 2016; 

Mitchell, n.d., “Key Terms”; “Postcolonialism”, 2009; Sawant, 2011).  
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cultures of colonizers with that of the colonized, which renders it impossible to return to a 

purely pre-colonial past (Postcolonialism, 2009). Another concept in the literature that 

relates closely to hybridity and identity is ‘mimicry’. Mimicry, or the “blind initiation of 

western ideology, literature and lifestyle” (Sawant, 2011), refers to the ways in which 

colonized peoples mimic the colonizer by adopting their cultural habits including 

education, language, clothing, values and so on (Mambrol, 2016; Mitchell, n.d.). Lye 

(1998) also perceived mimicry as a dialectical form of resistance to colonialism that at 

once challenged and reinforced the dominance of European culture.  In addition, the 

theme of ‘the Other’, ‘Otherness’ or ‘Othering’ is popular in postcolonial discourse and 

also relates to identity. In essence, it refers to distinctions between groups of people based 

on differences identified that influences both the treatment and representation of those 

seen as ‘the other’ by an often-dominant group (Lye, 1998, Mambrol, 2016; Mitchell, 

n.d.). ‘Otherness’ is often equated with inferiority, backwardness and being uncivilized 

(Semansky, 2003), and ‘Othering’70 is manifested in unflattering stereotypes, social 

exclusion and marginalization (Mitchell, n.d. “Key Terms”; Postcolonialism, 2009; 

Semansky, 2003). This theme relates to identity in the sense that in practice it impacts the 

self-image of those classed as ‘other’ and results in a ‘double consciousness’ which 

causes the ‘other’ to always see himself through the eyes of the imperialist (Mambrol, 

2016; cf: Fanon). Its usage also involves a certain ambivalence (Lye, 1998, Mambrol, 

2016; Mitchell, n.d.) whereby “the colonizer often regards the colonized as both inferior 

yet exotically other, while the colonized regards the colonizer as both enviable yet 

corrupt” (Mitchell, n.d., “Key Terms”, p. 2). The common thread across these sub-themes 

is the idea that colonialism caused irrevocable change not only in the social and political 

conditions of colonized peoples, but also in their psyche (e.g. Fanon’s Black Skin White 

 
70 Mambrol (2016) used the term ‘Othering’ in the sense of acting on the idea of ‘the Other’ or ‘Otherness’.  
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Masks); in their very perceptions and definitions of themselves as individuals (culturally) 

and as citizens or nationals of a particular country. This ties in with decolonization and 

attempts to reclaim an original identity largely through resistance to inherited colonial 

practices. It also relates to neocolonialism and the idea that the struggle to establish an 

identity continues since colonialism never really ended but continues even today, simply 

in a form that is more economic-driven than political71.  

In this study, the main themes of HE provision and equity of access will be 

examined in the context of prevailing postcolonial nuances, particularly as they manifest 

in the rhetoric of education policies and practices throughout the region.  

3.3.2.2. Postcolonial Theory 

The taxonomy of postcolonial theory ranges from “studies” (Pederson, 2016), to 

“an investigation and concurrent project” (Ivison, 2015, para 1), to “epistemology, ethics 

and politics” (Sawant, 2015, p. 6), and “a critical analysis” (Mambrol, 2016, para 1).  Its 

particular focus spans the circumstances and effects of the colonial process (Pederson, 

2016), or the “various trajectories of modernity” (Ivison, 2015, para 1), particularly the 

“power struggles between cultures and the intersection of cultures” (Mambrol, 2016, 

para1). It also includes “matters of identity, gender, race, racism and ethnicity” (Sawant, 

2015, p. 6), and “history, culture, literature and modes of discourse” (Mambrol, 2016, 

para 1) that impact the development of a postcolonial national identity. Clearly, such a 

broad picture leaves plenty of room for subjective interpretation. In this section, I explore 

the foundations of postcolonial theory and look at how it relates to the field of education 

in an effort to establish a clear viewpoint that can be applied in this study.  

 
71 For further reading on neo-colonialism I recommend the works of Jean Paul Sartre (1964) Colonialism 

and Neocolonialism, and Kwame Nkrumah (1965) Neocolonialism: The last Stage of Imperialism.  
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3.3.2.2.1. Foundations of Postcolonial Theory 

Postcolonial theory spans various disciplines and was founded in the early works 

of Frantz Fanon, Edward Said, Gayatri Spivak, Homi Bhabha, Gareth Griffiths and Helen 

Tiffin to name a few. Frantz Fanon, a native of the French colony of Martinique, is said to 

have laid the foundation for postcolonial ‘theorizing’ with his 1961 book The Wretched 

of the Earth (“Postcolonialism”, 2009), in which he argues for colonized peoples to 

establish their own national identity by fighting for their existence as a nation so that they 

might create a culture free from imperial domination.  

Edward Said, Homi Bhabha, and Gayatri Spivak are hailed as important 

postcolonial scholars whose work continue to frame postcolonial discourse today. Said, in 

his 1978 book Orientalism, critiqued the representation of Eastern cultures, particularly 

the Arab world, as depicted in Western scholarship. He also focuses on the preservation 

of native language as a means of maintaining identity and culture and argues that the 

lasting impacts of colonization continue to influence postcolonial societies on a daily 

basis. Gayatri Spivak’s focus is reportedly “the intersections of gender, ethnicity, [and] 

representations of postcolonial and colonial subjects” in the university setting 

(“Postcolonialism”, 2009). She is also known for her assertion that the teaching of 

colonial history exemplifies errors of the past being accepted as truth and there is a need 

to establish the real truth in form of a multicultural curriculum (Pedersen, 2016). Two of 

Spivak’s major works are In Other Worlds (1987); and “Can the Subaltern Speak?” 

(1985). In the latter, she is credited with expanding the concept of ‘subaltern’ to include 

marginalized and suppressed groups in society (Mambrol, 2016; Sawant, 2011). Homi 

Bhabha, in his 1990 book Nation and Narration, introduced the notion of hybridity as an 

outcome of colonization. He conceived those individuals in a colonial situation 

experienced a sort of identity shift in which the two cultures and identities interact, mimic 
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each other either knowingly or unknowingly, and eventually become interwoven resulting 

in a new ‘hybrid’ cultural identity.  

Other major works in postcolonial theory include The Empire Writes Back edited 

by Bill Ashcroft, Gareth Griffiths and Helen Tiffin (1989), a second work by Said titled 

Culture and Imperialism (1993), and one by Bhabha, The Location of Culture (1994). In 

addition, there is a vast amount of postcolonial literature that fall within the various 

perspectives of postcolonial theory. Some of the more prominent contemporary views on 

postcolonial theory are highlighted below.  

3.3.3. Postcolonialism and Postcolonial Theory in Education  

For this study it was also useful to look at some contemporary perspectives on 

postcolonial theory in the field of education. To this end, select works from Anne 

Hickling-Hudson, Leon Tikly and Fazal Rizvi were used as reference. These sources 

were selected based on the fact that they are widely cited, the authors are recognized as 

authoritative voices in postcolonial discourse, and they focus on important contextual 

aspects of my research.  

Hickling-Hudson (2003), writing about postcolonialism from a Caribbean 

perspective, addresses issues such as adult education in postcolonial societies; the 

problem of partial and ineffective education reform in postcolonial settings (Hickling-

Hudson, 2000; Hickling-Hudson et al., 2004); the importance of constructing local 

‘knowledge societies’ (Hickling-Hudson, 2004); and the intersection of postcolonial 

influences and neo-liberal processes (Hickling-Hudson et al., 2004). Hickling-Hudson 

argues for a radical reform of stratified education systems that continue to benefit elite 

minorities while inculcating ‘subordinate’ literacies among the masses (e.g., 2003). She 

adopts a perspective on postcolonialism that “pays particular attention to understanding 

the ideological power of the colonial historical context, how this power continues to 
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influence material conditions across the globe, and how it is challenged” (2003, p. 233). 

This perspective also examines how deeply “the colonial is embedded in the postcolonial, 

in economies, societies and ideologies” (p. 233-234). Additionally, Hickling-Hudson, 

Matthews and Woods (2004) categorize popular postcolonial perspectives into three 

broad areas: 1) concerns with independent nations that remain under economic and 

cultural hegemony; 2) concerns with global tensions between all forms of oppression and 

resistance; and 3) focus on resistance to colonial legacies of domination and to 

neocolonial powers. The works of Hickling-Hudson serve as a special foundation for this 

study both in the sense of providing a scholarly and contextually relevant background to 

the topic, and for advancing a theoretical framework that adequately fits the research.  

Tikly writes about postcolonialism and postcolonial theory mainly from the 

standpoint of comparative international education (CIE). For instance, he argues for the 

need to incorporate postcolonial theory in CIE studies in order to further develop and 

extend comparative education theory and research (Crossley & Tikly, 2004; Tikly, 1999). 

He saw this as a necessary step to redress the often missing or marginal incorporation of a 

theoretical dimension of postcolonialism in deference to CIE canon or largely economic-

focused concerns in the education literature of former colonies (Tikly, 2001). Tikly 

supports his position with an articulation of postcolonialism that draws from the works of 

Stuart Hall and Ania Loomba. Essentially, that the term “is used not just to describe 

specific developments or events related to colonialism and its aftermath but also to 

signify an epistemological shift in the way these events are described and interpreted” 

(Tikly, 1999, p. 605). On the relevance of postcolonial theory to CIE research, Tikly 

envisioned the provision of “a new critical idiom through which the master discourses of 

CIE can be re-narrativized” that would allow for “a less Eurocentric and more 

comprehensive account of the effects of globalization” (1999, p. 609). Another approach 
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Tikly takes is to consider the intersection between globalization, education and 

postcolonialism. In a 2001 article, he proposed a conceptual framework for better 

understanding the relationship between globalization and education in low-income 

postcolonial countries, using sub-Saharan Africa as example (Tikly, 2001); and in another 

article he explores in more depth how education is situated to respond to ‘the new 

imperialism’ in the current development paradigm (Tikly, 2004). Tikly’s vision of using 

postcolonial theory as one approach to elevate comparative international education 

scholarship resonates in this study that draws on the shared colonial history of the 

Anglophone Caribbean countries as a premise for examining and comparing their various 

education systems, policies and practices.  

Additionally, Rizvi’s work focuses on the interconnectedness of postcolonialism 

and globalization in education. For example, the article “Postcolonialism and Education” 

by Rizvi, Lingard and Lavia (2006) explores the ‘theory, politics and practice’ of 

postcolonialism and argues for an integrated understanding of postcolonialism and 

contemporary globalization that will help to better ground globalization theories in a 

proper historical framework (p. 249). Rizvi builds on this idea in another article where he 

explores the complexity of the relationship between the two processes, reiterates the 

‘ahistorical’ nature of globalization, and emphasizes the need to apply a postcolonial 

perspective to better rationalize the effects on educational transformations (Rizvi, 2007). 

Rizvi’s work provides guidance in my own novice attempts to examine and discuss the 

historical influences and current impact of global processes on the state of higher 

education in the Anglophone Caribbean. 

In many ways, the ideas of these contemporary scholars represent a transitional 

view that serves to bridge traditional/historical issues in education development with 

more modern influences on education change. For example, Hickling-Hudson (2004a) 
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points to the dysfunctional education systems born out of the colonial era that are 

presently facing external neo-liberal pressures in their education policies and practices; 

and Tikly (2004) addresses the impacts of global development policies from multilateral 

organizations on education systems, particularly in the developing world. These studies 

establish a clear link between postcolonialism and 21st Century neo-liberal globalizing 

processes that is also echoed by other scholars. The next section explores the concept of 

globalization along with a few theories on how such global processes are impacting 

change in the education sector worldwide.   

3.3.4. Use of Postcolonial Theory in this Study 

To recap briefly, the concerns of postcolonialism are centered on the relationship 

of dominion and dependency between the colonizers and the colonized and the resulting 

effects on social, cultural, political and economic life in the former colonies.  In this 

study, I use the two themes of postcolonialism explained previously, to frame a 

discussion of central ideas in the literature about the ways in which inequities are often 

manifested in social systems; of the impact of colonization on the development of 

education and current education provision in the Caribbean region; and of ways in which 

findings from the study either support or refute these particular ideas of postcolonial 

theory. For instance, the postcolonial notion of identity links the purpose and outcomes of 

colonial education with the cross-fertilization of cultures and raises the issue of whether a 

colonized people can avoid adopting colonists’ behavior and attitudes (“Postcolonialism”, 

p. 10).  In regard to education, this idea relates to the notion of “inherited colonial 

systems” that are “generally rigid, hierarchical, [and] highly centralized” and “not only 

irrelevant, but […] counter to the needs of local social structures, economies, traditional 

cultures and national goals” (Colton, 1983, p. 3). Such education systems are prevalent 

throughout the post-colonial world (Semansky, 2003) including the Caribbean region and 
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pose a continuing challenge to widening education access for the masses (Hickling-

Hudson, Mathews & Woods, 2004). Therefore, part of the analysis for this research looks 

for traces of postcolonialism in the education systems of represented countries, and the 

extent to which it is manifested in higher education policy and practices. Moreover, as 

indicated earlier, postcolonial theory provides a retrospective lens on the issue of 

equity/equitable access and whether it bears any significant impact on HE provision in the 

region. After all,  

the postcolonial condition is concerned with identity and justice, identities which are in 

some way impacted by past atrocities, injustices, and general cultural and institutional 

hegemony, and justice which cries out for a world built on shalom rather than personal 

autonomy and political oppression (Mitchell, n.d., “A Theology of the Cross & 

Postcolonial Horrors”, p. 2).  

Undoubtedly, understanding the impacts of the colonial experience helps to clarify the 

argument that such a history of privilege and exclusion necessitates a stance on justice 

that seeks to redress the historic conditions that prevented or diminished access to key 

social services such as education (Dworkin, 1981; Fraser, 1997; Gewirtz,1998; Lynch, 

1995; Rawls, 1971; Roemer 1996; Sen 1973, Young, 1990). 

3.3.5. Prospective Lens on Equity: The Link to Globalization 

Apart from the retrospective lens of postcolonialism that helps to explain the roots 

of inequities in the region, there are also contemporary factors such as the neo-liberal 

effects of globalization that are and have been impacting developments in education. 

Modern conceptualizations of globalization are as diverse as the equity landscape.  

However, there are some insightful ideas about how the interrelated processes influence 

national policy decisions about distribution of resources for services such as education.  

This speaks directly to the issue of education access and related concerns about equity. 

Therefore, this section will define, describe and briefly outline some key concepts of 

globalization in order to clarify its relevance to the equity focus of this thesis, specifically 
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the continuing impact of global development policies on the education system, policies 

and practices of postcolonial countries/regions.  

3.4. Globalization, Neoliberalism and HE Policies and Practices  

The theoretical perspectives I use to examine the theme of higher education 

policies and practices relate to Globalization and neo-liberalism. I focus on the impact of 

these related processes on higher education policies, particularly policy positions on 

equity and inclusiveness.  A neo-liberal globalization perspective will be used to examine 

how multi-lateral and supra-national agencies and organizations influence policy and 

practice through funding initiatives; and how they popularize goals such as universalism, 

equity and inclusiveness, and quality in education. This section establishes theoretical 

connection between globalization and the previously discussed theories of 

postcolonialism and equity of access in education.   

3.4.1. Conceptualizing Globalization  

Globalization is commonly understood as the process of increased interaction and 

integration between people, companies and governments worldwide. There is generally 

much contention about its exact nature, context, history, impacts and ongoing processes. 

One of the most prominent and widely referenced conceptualizations is that of Held et al., 

(1999) in which the authors classify the globalization debate into three paradigms: the 

hyperglobalist view, the sceptical view and the transformational view (p. 2). The 

hyperglobalist perspective, according to Held et al., focuses on the increasing impacts of 

the global marketplace and the erosion of the autonomy of the nation-state in a 

progressively ‘borderless’ global economy that is rooted in the principle of competition 

(p. 3).  The second perspective, the sceptical view, holds that globalization is a myth 

because national governments still retain power and control over economic and political 
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processes, and the global situation today is not drastically different from previous periods 

in recent history (p. 5). The third perspective, the transformational view, sees 

globalization as an ‘unprecedented’ historical event that is causing ‘profound change’ as 

states and societies strive to adjust to a more interconnected world (p. 7). Many 

subsequent perspectives on globalization tend to fall within one or the other of these three 

categories. However, scholars such as Tikly (2001) offer a hybrid adapation of at least 

one of these approaches by arguing for a ‘reconceptualisation’ that provides a deeper 

analysis framework “for understanding the effects of globalization on education policy in 

postcolonial contexts” (p. 155).  The conceptualization adopted in this study falls within 

the transformationalist thesis since it explores how education on a national and regional 

level, is increasingly impacted by global neo-liberal economic practices, as well as by 

other political and cultural forces of globalization that collectively impact on national 

education policy and practice.  

3.4.2. Defining Globalization 

In response to the globalization debate, and in an effort to establish a set of criteria 

for defining globalization, Held et al., (1999) made the argument that any useful 

explanation of globalization ought to constitute “a coherent conceptualization; a justified 

account of causal logic; some clear propositions about historical periodization; a robust 

specification of impacts; and some sound reflections about the trajectory of the process 

itself” (p. 14). The authors base this argument on what they identified as the five principal 

issues relating to sources of contention about globalization: conceptualization, causation, 

periodization, impacts and the trajectories of globalization (p. 10). Adhering to their own 

criteria, Held et al., define globalization as  

a process (or set of processes) which embodies a transformation in the spatial 

organization of social relations and transactions—assessed in terms of their extensity, 
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intensity, velocity and impact—generating transcontinental or interregional flows and 

networks of activity, interaction, and the exercise of power (1999, p. 16). 

The authors clarify ‘flows’ as “the movement of physical artefacts, people, 

symbols, tokens and information across space and time” while ‘networks’ refers to 

“regularized or patterned interactions between independent agents, nodes of activity, or 

sites of power” (Held et al., 1999. p. 16). This ‘transformationalist perspective’ (Tikly, 

2001, p. 156), looks at the multidimensional nature, interconnected processes, and multi-

sectoral effects of global interactions. This perspective also represents the premise of this 

study regarding globalization and education.  

In a later article, Held and McGrew (2003) contended that the various definitions 

of globalization can be distinguished by their emphasis on either ‘the material, spatio-

temporal [or] cognitive aspects’ of the phenomenon (p. 3). The ‘material’ aspect (cf: 

Robertson et al., 2007) is described as the global movement of goods, capital and people, 

which is expedited by physical (transport and banking), normative (trade rules) and 

symbolic (such as English as lingua franca) infrastructure (Held & McGrew, 2003, p. 3). 

The spatio-temporal aspect accounts for the “significant shift in the spatial reach of social 

relations and organization” that intertwines the ‘local’ within broader regional and global 

power networks (p. 3).  The cognitive aspect comprises public ‘awareness’ and 

‘perceptions’ of increasing global interconnectedness and the ‘shrinking [of] time and 

geographical space’ resulting from information and communication technologies and 

exchanges (p. 4). Held et al.’s (1999) definition and the position adopted here, is best 

placed within the spatio-temporal aspect described.  

3.4.3. Globalization and Education 

Globalization has emerged repeatedly in the literature as one of the major forces 

shaping education development globally (e.g., Ball, 1998; Dale, 1999 & 2005; Held et al., 
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1999; Marginson, 1999; Rizvi, 2007; Robertson et al., 2007; Stromquist, 2002; Tikly, 

2001 & 2004). The significance of this relationship on implications for developing 

countries such as those in my study are echoed by scholars such as Bray (2015, Hoogvelt 

(1997), Stromquist (2002), Swapp (2015), and Tikly (2001). One example that discusses 

this relationship from a development perspective is Robertson et al., who affirmed that 

education both shapes and is shaped by broader social, political and economic dynamics 

and relationships within and across societies. As such the authors sought to identify, “on 

the one hand, the dominant way in which globalization, as a particular set of discourses 

and practices, is articulated and mobilized, and on the other, the effects of these on access 

to quality education and the implications for development” (2007, p. 1). This view 

mirrors the transformational and spatio-temporal perspectives discussed above.  An 

example of the globalization/education discourse from a postcolonial perspective is the 

position taken by Tikly (2001) who argues for a broader reconceptualization of 

globalization theory that incorporates political and cultural considerations along with the 

typical economic focus in its application to education systems in low-income postcolonial 

countries. In a third example, Dale (1999) uses a policy perspective to look at how global 

factors influence national policy through ‘mechanisms of external effects.’ These and 

other perspectives on the relationship between globalization and education are explored 

further in the next chapter – literature review.  

For now, it is sufficient to say that globalization is included here as one of the 

various perspectives through which to examine the issue of equitable access to higher 

education in the Anglophone Caribbean, especially in terms of policies that impact 

provision and participation. The literature highlights the impacts of ICT in education 

developments and discusses the tensions between global and local policies in shaping 

education systems and provision (e.g., Dale, 1999; Held & McGrew, 2003; Tikly, 2001). 
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Based on my own research questions I also wanted to analyse how the inequities some 

scholars associate with globalization (e.g., Held & McGrew, 2003) might be manifest in 

the research data, and how these may translate into systemic inequities that hinder access 

to higher education or affect the quality of education available to HE participants in 

different local contexts.  

3.4.4. Neo-Liberalism 

Neo-liberalism is a concept closely linked to globalization (Stromquist, 2002). For 

instance, one proposition is that globalization is an “expression of the ideology of 

neoliberalism applied to the post-Cold War world” (Girvan, 2008, p. 113). A second 

perspective identify neoliberalism as part of the economic dimension of globalization (el-

Ojeili and Hayden, 2006). Meanwhile, Stromquist (2002) defines neoliberalism as “an 

economic doctrine that sees the market as the most effective way of determining 

production and satisfying people’s needs” (p. 25). The concept of neoliberalism became 

popularized in the 1970s with “Thatcherism” ideology in the UK and later “Reaganism” 

in the United States (Burbules & Torres, 2000; Stromquist, 2002), which saw a shift away 

from ideas of the welfare state towards more autonomous, capitalist and liberal practices.  

Essentially, neoliberalism is associated with three key policy prescriptions: deregulation, 

privatization and liberalization (Burbules & Torres, 2000; el-Ojeili & Hayden, 2006; 

Girvan, 2008; Held & McGrew, 2002; Stromquist, 2002). In the arena of education, this 

looks at how education policies and practices are shaped by or reflect these ideas and how 

provision and access may be impacted. Stromquist further adds that neoliberalism is a 

highly contested notion, especially by countries of the Global North and some 

multinational institutions like the World Bank and OECD (p. 25); which in addition to the 

International Monetary Fund (IMF) and the World Trade Organization (WTO) are 
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identified as some of the key supranational organizations promulgating neoliberal policies 

globally (el-Ojeili and Hayden, 2006; Girvan, 2008).   

3.4.5. Use of Neo-Liberal/Globalization Theory in this Study 

In the context of this study, the ideas of globalization and neoliberalism will be 

used to examine their twin impacts on educational policy and practices, particularly those 

that affect provision and equity of access. More specifically, how the ‘prescriptive’ global 

policy agendas of multinational and supranational agencies such as those under the 

umbrella UN organization (Stromquist, 2002) have been received and responded to by 

national governments and local educational institutions (Dale, 1999; Tikly, 2001) with 

respect to deregulation and liberalization of the education systems. It is worthwhile to 

acknowledge that related considerations extend to the concepts of knowledge economy72, 

global citizenship education (GCED)73, and cosmopolitanism74. While space does not 

allow for the exploration of these ideas here, they are important areas to follow in 

education development.  

Finally, the study is a cross-national analysis, and therefore falls within the ambit 

of comparativist philosophies. The following section looks briefly at comparativist 

philosophy.  

 
72 See for example Deryck Shreuder’s, ed., (2013) Universities for a New World; Powell and Snellman’s 

(2004) The Knowledge Economy; and the World Bank’s (2012) “Skills for the 21st Century”.  
73 See the United Nations Secretary General Global Education First Initiative (GEFI) (2012); UNESCO’s 

(2014) Education Sector Programme 2014-2021; and UK Oxfam’s (2006) “Education for Global 

Citizenship”. 
74 See the books by Kwame Appiah (2006) Cosmopolitanism: Ethics in a World of Strangers; Sarah 

Richardson (2016) Cosmopolitan Learning for a Global Era; and Camilla Fojas (2004) Cosmopolitanism in 

the Americas; and the works of Alibhai-Brown (2006); Murphy (2014); and Walter Mignolo (2000). 
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3.5. Comparativist Philosophies 

As a first step, it is worthwhile to justify situating my study within the precepts of 

comparative educational research. To do so, I refer to the definition of comparative 

education proposed by Phillips and Schweisfurth (2014) as “the study of any aspects of 

educational phenomena in two or more different national or regional settings in which 

attempts are made to draw conclusions from a systematic comparison of the phenomena 

in question” (p. 23). These authors traced the history and development of comparative 

international education, referencing the theoretical and practical contributions of pioneers 

such as Bereday, Bray and Thomas, Broadfoot, Eckstein, Epstein, Halls, Manzon and 

several others, before framing this ‘working definition’. My multi-country study on 

higher education access in the English-speaking Caribbean clearly fits within this 

definition.   

Additionally, two key concerns arising from the comparative education discourse 

that impact on my study are the importance of context in comparative studies, and 

comparative methodological considerations. I will address these issues here as a means of 

supporting the research design of the study and providing a frame of reference for the 

data analysis and discussion of findings.  

3.5.1. Context   

I will use as my reference point Patricia Broadfoot’s identification of the 

‘centrality of context’ in comparative education, which supports a multidisciplinary 

approach in order to better understand the research problem (Broadfoot, 1977; cf 

Hantrais, 1999 and 2014; and Sobe & Kowalczyk, 2014). Phillips and Schweisfurth add 

to this by emphasizing that a key competency of comparativist scholars is “knowledge of 

and sympathy for the methods of [multidimensional] inquiry” (2014, p.12). In other 

words, to better understand the various internal processes at work in any given education 
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system, it is imperative to examine the situation from multiple perspectives – this may 

include historical, social, cultural, linguistic, political and economic lenses (Bereday, 

1964; Halls, 1973; Phillips & Schweisfurth, 2014); and guiding principles of their 

respective disciplines such as history, sociology, anthropology, social psychology, 

political science and economics (Phillips & Schweisfurth, 2014). Moreover, I adopted 

this multidimensional approach in three ways: 1) in order to foreground my study in the 

proper context; 2) to link it to relevant philosophies; and 3) to build an analytical 

framework to process the data and discuss the findings. In this way, I sought to move 

beyond the trap of beginning and ending contextual considerations by simply establishing 

a geopolitical context for the study (Sobe & Kowalczyk, 2014). These efforts manifested 

through an expansive review of research literature and theory about developments in 

higher education in general and the education systems in the Caribbean in particular. The 

literature review focused on themes such as the global forces impacting higher education 

development; higher education in developing countries and small states; the history and 

development of higher education in the Caribbean region; and current challenges and 

enabling factors for higher education provision and equity of access in the region. 

Meanwhile, the review of theories on education and development focused at a macro 

level on global trends that have influenced the evolution of higher education in general 

and at a meso level on the evolution of higher education systems in small, postcolonial 

states such as those in the Caribbean. In effect, the need for awareness of and sensitivity 

to the research context calls for both theoretical and methodological pluralism in 

comparative educational research. These latter concepts are addressed in more detail in 

the sections that follow. 
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3.5.2. Considerations for Comparative Education Research 

As early as the 1980s a case was being made for the usefulness of “the 

comparative method” in the social sciences that goes beyond qualitative and quantitative 

strategies (Ragin, 1987). Comparative education research has been characterized as both a 

method (in terms of approaches used for analysis of educational phenomena across 

countries and contexts) and as an object (in terms of the examination of countries and 

their education systems much like the study of any subject area) (Halls, 1973, as cited in 

Phillips & Schweisfurth, 2014, p. 9). In my study, both characterizations fit. In the first 

instance, my research aims to examine the policies and practices governing higher 

education access across and within participating countries, and to assess students’ 

experiences with access and their perceptions about the policies and practices governing 

equity of access, positions the study as an ‘object’. In the second instance, adopting 

specific comparative analytical approaches to design and carry out the study places it as a 

‘method’. Furthermore, there has been much emphasis on the need for comparative 

methodologies to better unveil the nuances of distinct education systems (Cowen 2000, as 

cited in Chong & Graham 2013, p. 30) while simultaneously shedding light on the 

similarities and differences across “jurisdictions” or multiple contexts (King 2000, as 

cited in Chong & Graham, 2013, p. 30) and adding an international perspective to aid in 

policy-making (Mitter 1997, as cited in Chong & Graham, 2013, p. 31). To date, there is 

overwhelming support for an overarching multi-level analysis within and across countries 

and contexts to avoid the “methodological extremes” (Chong & Graham, 2013, p. 31) of 

“universalism and particularism” (Epstein 2008; Hantrais 1999) or “universalism and 

situational specificity” (Sobe & Kowalczyk, 2014) that have long been critiqued in the 

field; and to improve the depth, validity and outcomes of comparative research.   
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These multi-level structures of analysis have been modeled in different ways by 

leading comparativist scholars. Two models that I find particularly useful are Bray and 

Thomas’s Cube (Bray & Thomas, 1995) and Chong and Graham’s “Russian Doll” 

Approach (Chong & Graham, 2013). Embedded within these frameworks are key 

concepts adapted from other scholars such as the ‘nested elements’ articulated by Thomas 

(2011), the need for “ecological validity” put forward by Crossley and Vulliamy (1984); 

and the “pluri-scalar analysis” proposed by Dale (2005). In the first model, Bray and 

Thomas presented a three-dimensional cube as a framework for comparative education 

analyses (see Appendix 3B).  The first dimension points to seven levels of 

‘geographic/locational’ spaces that can be used to establish physical context. The second 

dimension covers ‘nonlocational demographic grouping’ that can help classify research 

participants. The third-dimension captures ‘aspects of education and society’ that are 

useful for establishing research variables. The authors argue that “every comparative 

study involves all three dimensions, and thus can be located in one or more of the cells in 

the diagram” (Bray & Thomas, 1995, p. 473-474).  

In the second model, Chong & Graham propose an ecological conceptual 

framework centered on the idea of the Russian Matryoshka Dolls, that encompasses 

macro, meso and micro levels to build nested case studies for vertical and horizontal 

comparison across and between international contexts. They call this the “Russian Doll” 

Approach (Chong & Graham, 2012, p. 28-29) (see Appendix 3C). I synthesized some of 

the key concepts of comparativist philosophies with the various theoretical considerations 

to articulate an analytical structure for the study that also borrows from the above 

frameworks of Bray and Thomas (1995) and Chong and Graham (2012). This adapted 

integrated model is explained in more detail in the following section and the steps taken 
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to construct the modified approach are included in (Appendix 3D.I, Appendix 3D.II and 

Appendix 3D.III).  

3.6. Conceptual Framework of this Study 

 Figure 4 illustrates how I mapped my research to the modified conceptual 

design described above to create an analytical framework for the study. The center of the 

diagram in vertical order from top to bottom, depicts the central focus of the study. It 

captures the two main research questions addressing the rhetoric and reality of higher 

education access. The rhetoric question covers three areas: 1) what is written; 2) what is 

said; and 3) what is perceived. The reality question covers two areas: 1) what is practiced; 

and 2) lived experiences. The bottom center of the diagram reflects the local level of the 

research focusing on individual perceptions of education practitioners and participants, 

and government and higher education institutions’ policies. Together, the research 

questions and focus informed the mixed-method research design and the respective data 

collection strategies. The left and right sides are the contextual factors at regional and 

global levels that have and are currently impacting the core issue of equitable access at 

national and local levels. These correspond to the main theoretical underpinnings of 

postcolonialism and globalization.  

To reiterate, my study involves several aspects. It was carried out in three phases 

using multiple methods and targeting different subjects/participants. Phase one was an 

analysis of extant documentation across the twelve participating countries, phase two was 

a series of semi-structured interviews with government officials and higher education 

administrators, and phase three was an online survey targeting post-secondary students in 

the region. Antecedent to these phases was the review of research literature which helped 

to define the general and specific contexts of the study and situate the problem within a 

global setting (this is equivalent to the ‘macro’ level identified in the Russian Doll Model 
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and the top two levels in Bray & Thomas’ ‘locational’ dimension). Then, I compare 

higher education policy and practices of governments and higher education institutions at 

national as well as regional levels (this equates to both the meso and macro levels of 

Chong & Graham). Next, I compare conceptualizations of equity and perceptions of 

equitable access to higher education by senior government officials and senior education 

administrators both within and across countries (micro and meso levels of analysis). 

Third, I compare students’ experiences with access in a local context by group 

characteristics (micro), as well as their perceptions about equity of access locally, 

nationally and regionally (meso), and their perceptions about the policies and practices of 

government and higher education institutions that govern equitable access (micro). 

Finally, I compare key themes both within and across cases to triangulate results and 

draw informed conclusions (this can be restated as the vertical and horizontal analysis 

proposed by Chong & Graham). 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

82 

 

 
Figure 4 Conceptual Framework of this Study 
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Chapter 4. Literature Review 

In keeping with the conceptual framework of this study as outlined at the end of the 

previous chapter, this review will discuss several broad themes in the global and regional 

literature about higher education (HE). Firstly, it will include a brief introduction of the 

literature review method, the definition of higher education being used in this study, and 

the parameters of HE in this review.  Secondly, it takes a broad view of the evolution of 

higher education in developing countries from the interrelated perspectives of post-

colonialism, globalization, and the neo-liberal influences of multi-lateral agencies. 

Thirdly, it examines the issue of equitable access to higher education from a global as 

well as regional perspective; including an overview of common challenges with HE 

access, and promising reform strategies for improvements. Fourthly, the review explores 

the characteristics of equity students and their experiences in accessing higher education 

systems.  

4.1 . Review Method75 

This chapter reviews theoretical and empirical research on equity of access to 

higher education with focus on the English-speaking Caribbean where possible. Relevant 

literature was identified by thematic searches for: “Higher Education Access in 

Developing Countries”, “Equitable Access to Higher Education”, “Barriers to HE 

Access”, “Measures to Promote Equitable Access to HE”, “Caribbean Higher Education” 

and “Students’ Experiences Accessing Higher Education”. Research databases used 

include ERIC, ProQuest, JSTOR, Academic One Search, EBSCOHOST, HAPI – 

Hispanic American Periodicals Index and DLoC – Digital Library of the Caribbean. 

Follow-up searches were conducted on publishing sites such as SAGE, Springer, Taylor 

 
75 This review method section also references literature sources used in other chapters of this study (e.g., 

Chapter one, Chapter two, Chapter five, and Chapters eight & nine). 
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& Francis Online, as well as in Caribbean journals such as Journal of Education & 

Development in the Caribbean (JEDIC), Caribbean Educational Research Journal 

(CERJ), Caribbean Journal of Education (CJE), Journal of Eastern Caribbean Studies 

(JECS), Caribbean Studies, and the Canadian Journal of Latin American and Caribbean 

Studies. Data were also gathered from reports published on the websites of international 

organizations including the World Bank (WB), the United Nations Educational, 

Scientific, and  Cultural Organization (UNESCO), UNESCO Institute of Statistics (UIS), 

the UNESCO International Institute for Higher Education in Latin America and the 

Caribbean (UNESCO-IESALC), the United Nations Development Program (UNDP), the 

Organization for Economic Cooperation and Development (OECD), the Organization of 

American States (OAS), and the Commonwealth of Learning (COL). Additional 

information was obtained from regional organizations and associations such as the 

Caribbean Community (CARICOM), the Caribbean Development Bank (CDB), the 

Association of Caribbean Universities and Research Institutes (UNICA), the Inter-

American Organization for Higher Education (IOHE), the Association of Caribbean 

Higher Education Administrators (ACHEA), the Association of Caribbean Tertiary 

Institutions (ACTI), and the Organization of Eastern Caribbean States (OECS). The 

references of the most cited works were also consulted for further publications on 

relevant topics. Research articles were filtered first by relevance and then by publication 

date. An additional filter was applied to sort original and/or peer-reviewed research from 

other sources. The resulting bibliography forms a comprehensive list of recent 

publications that are relevant to the issue of higher education development in general, and 

equity of access to higher education in particular. This review is by no means an 

exhaustive survey of existing literature on the topic. Instead, it focuses on recent 

historical and contemporary trends under the specific themes stated above.  
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4.2. An Overview of the Approach to Higher Education in this Study  

4.2.1. Definition of Higher Education 

Higher education (HE) is defined as education beyond secondary school, 

specifically that provided by public or private universities, colleges, graduate schools, 

professional schools or advanced vocational/technical training institutions. The term 

‘higher education’ is often used interchangeably with ‘tertiary education’ and majority of 

definitions including those of UNESCO-UIS (2012) and the World Bank (2013-2017), 

classify both HE and tertiary education as post-secondary education, or any education 

pursued following high school completion that terminates in a named degree, diploma or 

certificate of higher studies. The interchangeable use of ‘tertiary’ and ‘higher’ education 

is also prevalent in the Caribbean context where usage of the terms have “converged over 

time” (Roberts, 2003, p. 19) in general reference to “third level institutions” (Howe, 

2005, p. 51) including universities, colleges, polytechnics, professional institutes and 

seminaries (Howe, 2005; Roberts, 2003). The UNESCO-UIS International Standard 

Classification of Education (ISCED) 2011, levels 5-8, further distinguishes four 

categories of tertiary/higher education: short-cycle tertiary, bachelor or equivalent, 

master’s or equivalent, and doctoral or equivalent levels (UNESCO-UIS, 2012). In this 

study higher education refers to post-secondary education that encompasses these four 

ISCED levels.   

4.2.2. Parameters of HE in this study (Research Context) 

Education is approached in this study as a development issue. One perspective that 

captures the theme of education for development is Colclough (2012) who writes about 

the ‘developmentalist’ model of education (see also Hoogvelt, 2001) rooted economically 

in human capital theory and sociologically in ‘legacies of structural functionalism’ (p. 
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136). Colclough identified these paradigms as “the stance taken by most governments to 

education policy” on the premise that the expansion of education accelerates economic 

growth; enhances personal incomes; reduces social inequalities; improves health and 

nutrition; helps to reduce high rates of population growth and of infant mortality; 

encourages more democratic politics; reduces war and civil strife; strengthens female 

autonomy; and reduces discrimination (p. 135). While Colclough remains somewhat 

skeptical about the overall impacts of these frameworks in shaping education outcomes, 

he claims that they certainly have a significant impact on education priorities in 

developing states (p. 135). Therefore, it is useful to consider the extent to which this view 

is manifested in educational systems in developing regions like Latin America and the 

Caribbean (LAC.)  

This pertains to the notion that investments in education are critical for national 

development (Colclough, 2012, p. 136). Moreover, for higher education in particular, the 

argument was being made decades earlier that in developing countries higher education 

institutions (HEIs) are expected “to contribute to basic human needs” (Thompson & 

Fogel, 1976, p. 16).  Apparently, according to various twenty-first century World Bank 

and UNESCO Reports, these demands have remained consistent over the decades since 

the 1970s (see also Colton 1983; Silva 1996).   

Thompson and Fogel outlined five ways in which HE can contribute to 

development: define social needs and problems (such as food and nutrition, public health, 

unemployment, preservation of cultural values, movement towards equity and social 

equality); prepare effective contributors to social development [human resource 

development]; apply knowledge to the solution of development problems; strengthen 

education at the lower levels (through teacher training, common language programs, 

curriculum research, and designing materials); and help society define values and 
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purposes (1976, p. 54). Additionally, Silva (1996) asserts that in developing regions such 

as Latin America and the Caribbean (LAC) HE helps to promote equity through 

democratic practices (p. 67).  Moreover, Silva further contends that the key role [and 

challenges] of HE is to act as a “dynamic factor for human development . . . industrial 

change . . . and sustainable development” (1996, p. 67).  

Therefore, since the issues of development and education, particularly HE, are 

increasingly interwoven, it is important for regions like the Caribbean that fall 

categorically into the ‘developing world’ to take heed of the implications for policy-

making and educational reforms as they strive to compete in this global age.  

4.3. Evolution of Higher Education in Developing Countries  

Harford (2020) noted that HE was introduced to the non-European world during 

its fourth stage of development between 1538-1960 (p. 719). This equates to the colonial 

period of European exploration, conquest and settlement in the developing world. In the 

literature, three major factors were identified that have and continue to impact the 

progression of HE in the developing world: colonialism/post-colonialism, globalization, 

and the neo-liberal influences of multilateral funding agencies76. The foundation of these 

themes was published in a primary source by Thompson and Fogel (1976) as a global 

study on higher education in developing countries.  

Thompson and Fogel (1976) cited the work of their colleague Frank Bowles who 

classified patterns of educational development in developing nations into five stages: 

Stage 1 – formation of basic national educational system including primary 

school and vocational, teacher training, and pre-university secondary schools, 

which may be extended into short cycle (2-3yr non-degree) post-secondary 

programs. Ordinarily this system provides for more than 10 percent of the 

potential student body. 

 
76 The theme of education and development as seen through the theoretical lenses of equity, postcolonialism 

and globalization can be revisited in chapter two. 
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Stage 2 – formation of a university offering undergraduate studies leading to first 

professional and or liberal arts degrees. In most cases, there are no graduate 

studies and research programs at this stage. Parallel programs in higher technical 

training may be offered outside the university. 

Stage 3 – political movement to generalize the basic national educational system, 

as described in stage 1, to reach up to 50% of the age 6 to 12 group 

Stage 4 – maturation of the university, with emerging graduate studies and 

research programs that relate the university to national problems. At this stage, 

the university can offer full faculty training in some fields 

Stage 5 – extension of the university’s role. The university can now reach out to 

communities, develop new methods of educational delivery, and adjust to the 

political necessities of national service programs.  

(Cited in Thompson & Fogel, 1976, p. 79) 

Bowles pointed out that stage 3 is the critical stage in development since “it involves 

what is essentially a change of course from the elitist educational system subsumed in 

stages 1 and 2 toward a mass educational system that will ultimately include mass higher 

education” (p.79). This transition from elite to mass HE has been tagged in recent 

literature to the post-World War II era from 1945 to the present (Harford, 2020, p. 719). 

These concepts of “elitist” versus “mass education” are critical focal points of discussion 

in studies centered on education development and higher education access. Plus, the 

current global narrative in education for sustainable development (ESD) is strongly 

promoting universalism, inclusiveness and equity in education at all levels (UNESCO, 

2015). Therefore, Bowles’ 5 stage model is a very useful analytical framework for 

examining and comparing how education has evolved in developing nations in the 

context of postcolonialism, globalization and neo-liberal influences.  

4.3.1. Post-Colonial Impacts on HE Development 

As discussed in chapter two, there are strong arguments that link the prevalence of 

underdevelopment in countries around the globe to colonialism and the postcolonial state.  

These arguments encompass all aspects of development, including education. The roots 

of the problem apparently run very deeply as one early source highlighted “the principal 

roadblocks to change [in HE especially] are university administrative structures inherited 
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from colonial systems that are now obsolete because of escalating demands for change” 

(Thompson & Fogel, 1976, p. 10). This argument was strongly supported almost a decade 

later by Colton (1983) who affirmed that “postcolonial inheritance” has been irrelevant to 

the social, cultural and geo-political context of colonized countries and served as a key 

contributing factor to problems in developing their education systems (p. 3; cf: Hickling-

Hudson, 2004; Jules, 2008; Thomas, 2014). Both Colton (1983) and Hickling-Hudson 

(2004) describe insufficient provisions at all levels especially for rural populations 

(personnel, facilities, teaching materials and equipment); and lack of relevance, 

particularly in reference to curriculum material and programs offered, that do not respond 

to the specific needs of small societies. Characteristics of this “inherited colonial system” 

reportedly include rigidity, hierarchy, and a centralized academic system catering to an 

elite group and focusing on the ‘modern’ sector at the expense of the traditional sector 

(Colton, 1983, p. 3).  Postcolonial impacts on education are far-reaching and the general 

themes appear to be very similar across affected regions and countries even where 

specific national contexts differ77.  

4.3.2. Impact of Globalization on HE Development 

This section draws on the spatio-temporal definition of Globalization presented in 

chapter three, from Held etal (1999) that accounts for the spatial shift in social relations 

and organization that intertwines the ‘local’ within broader regional and global power 

networks (Held & McGrew, 2003, p. 3; Marginson, 2011). This definition is used here to 

examine briefly how HE development has been impacted by such processes along the 

lines discussed by Tikly (2001). In particular, the changes in HE policies at national level 

that are shaped by global trends.  

 
77 For a global perspective see Hickling-Hudson, Matthews, and Woods (2004); Luke (2004); and Tikly 

(2001); and see Thomas (2014) for a Caribbean perspective. 
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A number of sources agree that globalization impacts education systems both 

positively and negatively (e.g., Jules, 2008; the World Bank and UNESCO 2000; and 

Segrera, 2010). Additionally, Naidoo (2016) presents a dual perspective on the issue. On 

the one hand, she argues for several benefits of the consumerist turn in HE that result 

from globalization processes78. On the other hand, she discusses potential negative 

consequences such as challenges of “subtle imperialism” associated with global policy 

prescriptions that distract policy makers in developing regions from considering strategies 

that are more relevant to their own contexts79 (Naidoo, 2016, p. 67-70; cf: Aponte-

Hernandez, 2008; Jules 2008; Miller 1999a, 1999b).  

Similarly, Marginson (2011) maintains that HE has a long history of being ‘global’ 

and fluid across borders (2011, p. 3-4). He further contends that in the modern era, “if the 

university’s mission was always part-global, this aspect has been heightened – rendering 

the university more central because of its role in global networks that are becoming part 

of daily life, while also intensifying the tensions between the global and national missions 

of the university” (p. 5). This view of the university’s role as essentially both global and 

local speaks largely to the pressures on HE systems to effectively balance the demands of 

globalization.  Marginson argued that in the modern global era, this tension between the 

local identity of HE and conformity to external pressures (2011, p. 4); are in fact 

necessary for the continued survival of the university (p. 5).  

In effect, the shifts in globalization processes stimulated further development of 

education at all levels, especially higher education: “such changes and the demand for 

 
78 Namely, increased emphasis on ‘consumer’ satisfaction in the form of student satisfaction surveys and 

league tables; greater choice and involvement in curriculum construction; allowing foreign and private HE 

providers to fill the gap in countries where governments have insufficient resources to meet the demands; 

and the development of national and regional accreditation councils to regulate the HE sector and safeguard 

the interests of consumers (p. 67 – 69). 
79 Additional consequences include reducing students to non-participants in the education process; 

perpetuating a ‘banking model’ of education where information is “memorized and regurgitated” (see Paolo 

Freire’s Pedagogy of the Oppressed); allowing students the autonomy to choose the ‘easiest’ route thus 

limiting their learning experience; and compromising the quality of HE offered by foreign providers that 

may view developing countries as “mass markets for lower-cost learning”(Naidoo, 2016, p. 67-69).  
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global competitiveness call for better, relevant, and well-founded education systems that 

would respond to the need for lifelong learning and adult education” (UNESCO, 2007). 

In fact, as early as the 1970s, the inevitability of transition in HE systems to meet social 

development needs was acknowledged (Thompson & Fogel, 1976). This advent of 

transformation in HE in response to globalization is also discussed in other sources.  

For instance, Silva (1996) listed four basic processes that determine “the dynamics 

of change” in HE systems: multiplication and differentiation of institutions; private sector 

growth; increase of teaching staff; and increase in the number and variety of graduates (p. 

67-69). Likewise, Segrera (2010) identified some of the same “necessary 

transformations” in HE identified by Silva (1996), with the addition of growing 

restrictions on public funding; and issues related to brain drain (p. 2). Both Silva (1996) 

and Segrera (2010) further alluded to the inevitable outcome of such transformations in 

creating a variety of ‘groups’ within the HE system classified vertically by student 

population, some of which are already emerging. In reference to the situation in LAC, 

Segrera cited a UNESCO report that identified   

“mega systems” of HE with [far] more than two million students (Brazil has 

4,275,027). “Big systems” with [slightly] more than 2 million: Mexico (2,384,858) 

and Argentina (2,127, 113). “Medium” – between 1 million two thousand hundred 

and 500,000 students - in the cases of Chile (663,694), Colombia (1,223, 594), Peru 

(909,315) and Venezuela (1,049,780). “Small” - between 500,000 and 150,000 

students - in countries like Bolivia (346,056), Cuba (471,858), Ecuador (312,769), 

Guatemala (114,764), and Dominican Republic (293,565). “Very small” - between 

500,000 and 150,000- like in the cases of Costa Rica (110,117), El Salvador 

(122,431) Honduras (122,874) Nicaragua (103,577), Panama (126,242), Paraguay 
(149,120) and Uruguay (103,431). HE systems in all the Caribbean Non-Spanish, 

Anglophone, Francophone and so on are also very small: Jamaica (45, 770), Trinidad 

Tobago (16,920), Saint Lucia (2,197) (UNESCO 2007, cited in Segrera, 2010, p. 5). 

 

Evidently, the Anglophone Caribbean, the focal point of this study, is amongst those with 

lower student populations in HEIs. However, this is not surprising considering that all the 

anglophone countries in the region are categorized as ‘small states’ with populations less 
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than three million, some fewer than 500,000, and the total eligible age group for tertiary 

education (ages 18-24) is only a fraction of the total population.  

4.3.3. Neo-Liberal Influences of Multi-Lateral Educational and Financial 

Agencies  

A succinct view of neoliberalism is that it focuses at a macro-level on promoting 

greater effectiveness and economic efficiency in public services, and is theoretically 

opposed to supporting reforms geared toward equality and social justice (Dougherty & 

Natow, 2019). The authors argue that “according to neoliberal theory, human well-being 

is best ensured by encouraging individual responsibility, private enterprise, and 

competitive markets” (p. 458). In this light, neoliberal influences would appear to be in 

direct conflict with distributive justice and equity goals. In the literature, there is still 

some disagreement about naming neo-liberalism as the culprit for certain discrepancies 

between national and global policy agendas. For instance, in a regional compilation, Ball, 

Fischman and Gvirtz (2003) examined the material and cultural effects of neoliberal 

policies in Latin America, while also introducing a bit of debate about the benefit of using 

neoliberalism as a concept to understand contemporary education policy in the region. 

More specifically, in one chapter, Narodowski and Nores make the argument that  

In the analysis of Latin American education policies, it becomes important to avoid 

reducing the existing complexities to labels such as neo-liberalism. Such labels diminish 
not only the possibilities for generating viable alternatives but also limit the extent of the 

analysis. Fundamentally, the categorization of Latin American reforms as ‘neo-liberal’ 

needs to be revised (2003, p. 150).   

On the other hand, proponents of the neoliberal stance use the common argument that 

multilateral agencies have long influenced the education systems of developing nations, 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

93 

though often not accommodating the unique characteristics and particular needs of local 

communities and national governments80. For example, Jules (2008) argues that  

too often the agenda for education is established – not by endogenous imperatives 

emanating from the developmental direction of small states – but by the paradigms 

promoted by the multilateral educational and financial institutions (such as UNESCO 

and World Bank). By virtue of the considerable financial and intellectual capital that 

they wield, this network is able to determine the trends and policies that are considered 

to be acceptable in any given period. They are able to exercise undue hegemony on 

national development plans in education (p. 206).  

The main view on neoliberalism, however, is that majority of the time national 

governments are not in a position to meet all the “competing development needs” 

(Colton, 1983, p. 5) and have little choice but to seek alternative sources of funding 

which usually means turning to international aid and inadvertently accepting the 

associated policy prescriptions (Colclough, 2012, p. 142). Furthermore, Jules summarized 

the dilemma facing national governments of developing nations: “It takes an 

exceptionally strong political will at the national level to establish an educational agenda 

that does not converge with or replicate the dominant paradigm and an even greater 

strength to say no to funding that would result in a deviation from the national agenda” 

(Jules 2006 in Jules 2008, p. 206). Similarly, Dougherty and Natow (2019) examined the 

case of performance-based funding for HE in several developed countries that mirror 

such neoliberal reform pressures. To an extent, these examples confirm the multi-

dimensional influences of prescriptive neoliberal reform measures operating on multiple 

levels and across various national contexts.  

Accordingly, the dependence of governments in developing nations on foreign aid 

places them under numerous restrictions when it comes to expanding and even 

prioritizing their national agendas. This “uncritical acceptance of donor assistance” runs 

 
80 Examples from the book by Ball, Fischman and Gvirtz (2003) include: neoliberal effects on Latin 

American HE (Rodriguez-Gomez and Alcantara, ch. 1); neoliberal impacts on adult education 

(Schugurensky, ch. 2); implications for gender relations (Stromquist, ch. 9); and examples from the 

Colombian education reforms in the late 1990s (Vanegas, ch. 10). 
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the risk of being “both wasteful and costly” (Miller, 1999a, p. 6) and continues to hold 

great implications for developments in education. For instance, several authors reference 

the establishment of Education for All (EFA) (1990)81 launched by UNESCO as a global 

education initiative aiming to increase access for marginalized and minority groups 

(Alfred, Robinson & Alfred 2011; Jules, 2008; Garnier, 2004; Lam, 2011). These authors 

agree that in principle82, the endeavor held immense promise for combating illiteracy and 

social exclusion.  

However, for at least the next decade it became the basis of international aid for 

education, placing significant restraints on countries with the vision to supersede those 

basic aims. Garnier (2004), Jules (2008), and Louisy (2004) point to the LAC region as 

an example of a group of countries that tried futilely to protest the limitations of the EFA 

objectives at the Jomtien World Conference in 1990. Representatives were unable to 

convince other delegates of the need to incorporate technical and higher education, 

science and information technology into the agenda. Instead, they were criticized for 

wanting to misuse resources in a manner that was deemed “inefficient”, “wasteful” and 

“socially unjust”. It wasn’t until the year 2000 that the shortcomings of the EFA were 

acknowledged and the goals revised to complement the newly established Millennium 

Development Goals (MDGs) (Chankseliani & McCowan, 2020). By then, serious 

ramifications prevailed in the feeble development of higher education and information 

technology for many developing regions. In more recent times, even though “the damage 

was done” (Garnier, 2004, p. 182), efforts have been made by many of these agencies to 

redress the issue with what Jules (2008) terms as “meritocratic devices” such as 

scholarship schemes, to facilitate access to higher education. On a regional level, Louisy 

 
81 UNESCO. (1990). World declaration on education for all (EFA). Jomtien, Thailand. Retrieved from: 

http://ww.unesco.org/new/en/education/themes 

 
82 Goals included universal primary education, increase in adult literacy, gender parity and educational 

equality [UNESCO, 1990]. 

http://ww.unesco.org/new/en/education/themes
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(2004) noted that Caribbean heads of government responded to the gap left by the EFA 

goals “by articulating the notion of the ‘Ideal Caribbean Person’”83 as a means of shaping 

quality education in the region (p. 288).  

4.4. Equity of Access84 to Higher Education  

This section will revisit the definition for equity of access from chapter two, discuss 

barriers to equitable access identified in the literature, and review some general 

recommendations and examples for overcoming barriers to access.  

4.4.1. Definition of Equity of Access 

Pitman et al. (2020) affirm that higher education equity is premised on two key 

indicators which are recognized globally: access and affordability (p. 608). The United 

Nations further outlined three critical characteristics of access: non-discrimination; 

physical accessibility; and economic accessibility (UNICEF & UNESCO, 2007; p. 31). 

HE access is described by Harvey (2014) as “the process of enabling entry to higher 

education . . . usually associated with widening access; that is, facilitating the entry of a 

wider range of people into higher education than are traditionally included” (para. 1).  

This is an important point to consider when taking into account the charge that equity and 

access are not always synchronous processes and interventions are often required to bring 

balance (Reisberg & Watson, 2010). Harvey further expounds on this by stating that “it 

may also be linked to deepening access, [or] ensuring that significant proportions of 

students from non-traditional areas (such as working class or some ethnic minorities) 

enter higher education” (2014, para. 3). Harvey’s description encompasses key ideas 

about ‘widening access’ for ‘a wider range of people’ that are directly related to the issue 

 
83 See Louisy (2004) and Howe (2005) for a list of the desirable characteristics in an ‘Ideal Caribbean 

Person’.  
84 Also termed ‘Equitable access’; the two phrases are used interchangeably throughout the review.  
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of equitable access to educational opportunities. This corresponds to the definition of 

educational equity as defined by Linton (2011), who argued that equity means providing 

individual support for all students despite race, class, gender, language and so on, in order 

that they might “reach an exceed a common standard” (p. 22). Linton conceived of 

educational equity as a set of circumstances in which fairness and justice in education are 

established for all students so that no one is subject to prejudice, bias or favoritism; and 

where institutional policies, rules, and practices are established that guarantee access to 

educational opportunity and post-graduation success for all students (2011, p. 34).  

Another perspective in a recent report from the UNDP (2016) that expands on the 

UNICEF/UNESCO (2007) condition of physical access, affirmed that education access 

can no longer be seen as restricted to physical locations as in traditional provisions. 

Instead, access in the 21st century and beyond has to shift to encompass technological 

provisions and distance education programs; especially in developing nations with broad 

geographical barriers. In this light, equity of access also encompasses access to the 

necessary technology to be able to participate in online and distance education programs 

where geography presents a barrier. These views correspond to the conceptualization of 

equitable access to HE being used in this study as referenced in chapter two, section 1.2.  

4.4.2. An Historical Perspective on Equitable Access to HE  

Not long after the turn of the last century, Martin Trow (1973) wrote a pivotal 

paper in which he expressed that “in every advanced society the problems of higher 

education are problems associated with growth” (p. 1). He further anticipated that  

the problems . . .  can be understood better as different manifestations of a 

related cluster … that they arise out of the transition from one phase to another 

in a broad pattern of development …, a transition from elite to mass higher 

education, and subsequently to universal access (p. 1).  
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Trow’s predictions serve as a handy reference for tracing the historical pattern of higher 

education access in different regional and national contexts. The ‘problem’ Trow 

identified speaks clearly to the issue of equitable access in a system that started out, in 

most societies, catering to an elite minority and only gradually expanding to widen access 

for underserved and underrepresented groups. For instance, reverting back to before 

Trow’s paper, is a historical pattern initiated by the traditional “elitist” system bred in old, 

hierarchical European societies (Atuahene & Owusu-Ansah, 2013; Casazza & Bauer, 

2006; Gale & Tranter, 2012; Harford, 2020; Howe, 2005; Roberts, 2003), which was later 

transmitted globally during the colonial period. Since then, changes along the lines 

foreseen by Trow have fluctuated across nations in a fairly consistent pattern.  

In the ‘elite’ phase described by Trow, qualification for HE access was 

characterized by one being male and from a ‘proper’ family background. This initial 

model of HE access was prevalent in contexts such as the United States (Casazza & 

Bauer, 2006, p. 2) and Europe (Harford, 2020); and similar trends were found in Africa 

(Atuahene & Owusu-Ansah, 2013, p. 4); Australia (Lewin, 2009 and Gale & Tranter, 

2012); and Latin America and the Caribbean (Harris, 2013; Howe, 2005; Roberts, 2003; 

Segrera, 2010; Silva 1996; and Thomas, 2014). In this phase, the rate of exclusion for 

large proportions of national populations was extremely high and included women, the 

working class, individuals with disabilities and minority racial groups (Cassaza & Bauer, 

2006). In the Caribbean, the list was a bit more race and class-based and included poor 

whites, coloreds, slaves, and the indigenous populations (Howe, 2005). This practice of 

elitism lasted well into the 1960s but was tempered somewhat by a process of 

transformation that began as early as the 1860s in Australia, where women, as one 

example, were included in HE far ahead of those in Europe and North America (Gale & 
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Tranter, 2012). The transformation in the Caribbean was a bit more gradual spanning the 

emancipation/post-emancipation/pre-independence period 1834-1960 (Howe, 2005).   

An extra impetus in the transformation also came in the mid-1800s when 

governments became more involved in education at all levels (Casazza & Bauer, 2006). 

In the U.S., with the Morrill Acts of 1862 and 1890, this meant doors were opened to 

wider participation with more flexibility for students to choose between institutions since 

Land Grant Colleges were established and later federal funding was denied states that 

practiced discrimination in HE (Equal Opportunities Legislation). In the Caribbean, the 

Negro Education Grant initiated by the British Government facilitated the spread of mass 

formal education between 1835 and 1845; however, it was in the post-emancipation 

period that a series of commissioned reports resulted in “major institutional and curricula 

advances and changes” including education for women and development of higher 

education in the region (Howe, 2005). Therefore, it wasn’t until after the 1960s that a 

“postmodern mass tertiary education system” emerged in the Caribbean (Peters & Best, 

2005).  

Thus, ushered in the ‘massification’ phase predicted by Trow. Casazza and Bauer 

(2006) termed this change as ‘an educational revolution’ when colleges started to become 

more inclusive (p. 7) and accepted students from a wider range of socio-economic levels 

and ethnic and cultural backgrounds (specific dates differ by country, but the trend 

remained the same). Simultaneously, the problem of segregation emerged based on level 

of preparedness for HE and one’s social status, as new colleges were established in an 

effort to increase HE opportunities for more students (Casazza & Bauer, 2006); and 

traditional institutions began implementing entrance exams with essay components 

devised to filter out weak, ill-prepared students (Casazza & Bauer, 2006). The effect was 

an outburst of alternative college-level ‘preparatory programs’ at universities with very 
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high enrollment rates, which were aimed at filling the gap left by an absence of secondary 

schools. Elsewhere, businesses started demanding a curriculum to prepare students for the 

job market. This led to a shift in the missions of many HE institutions, an increase in 

public institutions and programs, and the advent of ‘junior colleges’ and ‘community 

colleges’, which quickly became “a point of access for those denied elsewhere” as well as 

for non-traditional students with alternative goals (continuing education, vocational 

training, transfer credits); and which continued to open access to more students up to the 

early 1900s (Casazza & Bauer, 2006). Eventually, continuous legislation increased access 

for more women, students with special needs and students from impoverished 

backgrounds; and thus, HE had “taken a new turn” (Casazza & Bauer, 2006, p. 7) toward 

mass education access. For instance, Segrera (2010) cites UNESCO statistical reports up 

to 2009 to illustrate the reality of “massification” whereby enrollment at global levels 

increased from 13 million in 1960 to 137 million in 2005 to 144 million in 2006; and 

tertiary enrollment in developing countries alone rose from 47 million in 1999 to 85 

million in 2006 (p. 3). Additional data from Pietsch (2020) covering the period 1990 to 

2010 references regional increases in North America from 72 to 90%; in Europe and 

Central Asia from 35 to 58%; in LAC from 16 to 39%; in the Middle East and North 

Arica from 12 to 30%; and in East Asia and the Pacific from 5 to 24% (p. 737).  

To date, Trow’s third phase of universal access (at primary level and for adults and 

youth) is still work in progress for many countries. For instance, Czarnecki (2018) noted 

that in Australia, the 2009 Review of Australian Higher Education Report confirmed that 

the government had undertaken the transition from mass to universal access to HE with 

the goal of achieving a 40% target for the 25-34 age group by 2025. Meanwhile, universal 

access continues to be promoted by UN agencies such as UNESCO through the 
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Education For All initiative85. Moreover, with the 2015 deadline passed and several goals 

not being fully realized, a new mandate has emerged among world leaders to work 

towards the 2030 Agenda for Sustainable Development in which they vow that no one 

will be left out. A 2002 UN report cited by Peters and Best (2005), quantify the 

achievement of mass and universal access in this way: “countries that pursue ‘mass 

access’ to HE tend to enroll more than 15% of the age cohort (18-25 yrs); those that 

pursue ‘universal access’ enroll 50% or more; and those that remain in the elite mode 

tend to enroll less than 6% of the age group” (UN 2002, cited in Peters & Best, 2005, p. 

7). Therefore, periodic reports leading up to the Horizon 2030 target will help to paint a 

picture of how countries and governments around the world are progressing towards these 

gargantuan goals, particularly regarding universal access and inclusion in education at all 

levels.   

4.4.3. Barriers to Equitable Access  

In the literature, four general categories of challenges to equitable HE access 

emerged: provision; quality; costs; and social inequalities.  The problem of HE provision 

deals mainly with insufficient institutions and education programs to meet the demands 

and needs of a diverse population (McCowan, 2016). McCowan argues that for an HE 

system to be fair, it requires both accessibility by way of equitable selection of students 

and availability of sufficient spaces for all who meet the basic criteria for participation 

(2016, p. 652). This includes far more than the traditional university offering four-year 

degree programs and catering to an elite social group. Essentially it speaks to the need for 

a variety of institutions as well as specialized training programs to accommodate a 

broader spectrum of individuals, many of whom are classed as ‘non-traditional’. 

Encompassed in this label are several groups identified consistently throughout the 

 
85 See Jomtien Declaration, 1990; Dakar Framework, 2000; MDGs 2000; Muscat Agreement, 2014. 
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literature: racial/ethnic minorities; students from disadvantaged socio-economic 

backgrounds; students with physical and/or cognitive disabilities; and mature-aged 

students; as well as additional groups such as students with unique cultural or religious 

needs;  indigenous students and non-native English speakers; professionals seeking 

further training or qualifications; and students from certain geographical locations, 

including but not limited to rural areas (Coutts, 2006; Silburn, 2006; Thomas & Quinn, 

2007). Irrefutably, opportunities for accessing HE are much greater today and are open to 

a far wider group of participants than they were a few decades ago; however, there are 

still marked discrepancies in provisions across countries and even within specific national 

contexts. This reality is compounded by the fact that there are other elements acting as 

barriers to HE access.  

The issue of access is broader than merely the availability of institutions to meet the 

demands of aspiring students. Quality is another problem that affects HE access; namely, 

the comparative quality of educational services across different types of institutions 

(McCowan, 2016). In fact, discourse on educational quality emerged simultaneously with 

the explosion of alternative HE institutions and related concerns about ‘lowering the 

standards’ of HE by widening access (Casazza & Bauer, 2006, p. 2). The question of 

quality includes the nature and variety of programs offered; proper accreditation; level of 

faculty training; facilities and range of services available; applicability of qualifications 

offered to meet employment needs; transferability of credits from one institution to 

another; and the existence and effectiveness of support services (academic, medical, 

emotional) (Casazza & Bauer, 2006). Discrepancies in these areas have a significant 

impact on the educational outcomes for students and greatly influence their professional 

capacity in an increasingly competitive global economy.   
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A third challenge to HE access is, and for the longest time has been, related to costs 

(McCowan, 2016; Shen, 2009; Thomas & Quinn, 2007). Even more than provision and 

quality, lack of finances appears to be a serious handicap for many individuals seeking 

entry into HE institutions. Apart from the usual tuition and fees, course materials and 

miscellaneous expenses, are often extra costs such as: transportation for students living 

outside of campus or outside the school community; accommodation and food expenses if 

students live too far from the school for a daily commute; and balancing the expenses of a 

family with those for school in the cases of mature-aged students, among other demands 

(Thomas & Quinn, 2007). In addition, the cost-factor also impacts individual choices in 

institutions, especially private vs. public and traditional versus alternative institutions and 

often is the decisive reason for compromising on ‘quality’ in favor of access (McCowan, 

2016; Thomas & Quinn, 2007).  

Social inequality is the fourth and perhaps the most deeply rooted and long debated 

barrier to HE access (Thomas & Quinn, 2007). Issues of provision, quality and costs seem 

to have all in some way either influenced or been shaped by existing inequities. In 

essence, the problem of equity is largely social and focuses on discrepancies among 

people from different social groups. As noted previously, equity groups often include: 

low SES groups; minority racial/ethnic groups; specific religious or cultural groups; older 

age groups; groups from urban/rural geographical locations; individuals with disabilities; 

and women (Coutts, 2006; Silburn, 2006; Thomas & Quinn, 2007). As discussed in 

relation to HE provision, these groups all fall under the ‘non-traditional’ label and were 

those excluded largely from accessing HE in the past. Likewise, equity groups include 

many of those most directly impacted by high costs of HE (Lewin, 2009).  

Interestingly, many of the barriers to equitable HE access that exist today seem to 

be merely mutated forms of decades-old obstacles that persisted over time.  
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4.4.4. Challenges with Equitable HE Access in Developing Regions 

The charge that “Higher education in developing countries is plagued by a host of 

residual problems” (Thompson & Fogel, 1976, p. 5), draws a parallel in HE between 

developing regions around the world. Moreover, many of the general challenges 

identified in the previous section are mirrored in developing regions such as Latin 

America and the Caribbean (LAC). Primary differences may only include the magnitude 

of the problems and the capability of local governments to redress them within their 

respective social context. Therefore, this section will examine a few unique challenges 

with equitable HE access that are common across the developing world.  

For example, in the areas of provision and quality, the primary challenge for 

developing nations is their limited economies and their proclivity towards agricultural 

dependence and/or small service industries, which magnifies the problem tremendously 

by placing a strain on already thin educational budget (Peters & Best, 2005).  Douglas 

and Jules (2015) nominated this “resourcing differential” as the basis of unequal 

education provision between “public-private, rich-poor, male-female, campus-non-

campus, and staffing quality”, among other factors. The most obvious result is a 

centralized concentration of educational institutions, particularly for higher education 

(Gafar, 2001), which leads to inequities in other areas such as the ‘urban bias’ that affects 

access based on geographic location (Alfred, Robinson & Alfred, 2011; Colton, 1983; 

Gafar, 2001; Thompson & Fogel, 1976). A second example is competition for scarce 

resources amongst the various sectors of society (Peters & Best, 2005); which often 

places educational needs at a disadvantage against other social and economic needs, 

particularly in cases where the quality of education available shows a lack of relevance to 

developmental needs (Hickling-Hudson, 2004; Louisy, 2004).  
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In regard to the issue of cost, unlike industrialized nations, the challenge for 

developing countries seems to be more national(government-level) than individual 

(consumer-level) (Colton, 1983; Douglas & Jules, 2015; Tikly 2001). The most pressing 

issue since the 1980s is the fact that GDPs in developing countries remain among the 

lowest globally while costs per pupil as a percentage of per capita incomes are 

simultaneously amongst the highest86 (Douglas & Jules, 2015; Louisy, 2004). Moreover, 

education budget in most countries is at maximum capacity, expenditure on education is 

almost stagnant, and wages continue to eat up a huge portion of education budgets 

(Douglas & Jules, 2015). Gafar (2001) and Naidoo (2016) further claim that public 

expenditure on higher education in particular does not benefit all income groups equally, 

but rather amounts to a subsidization of the higher-income groups that can afford better 

quality education at the lower levels in preparation for HE. The outcome is insufficient 

financial resources to invest in increased provision, improved quality, and ultimately 

greater equity of access to education.  

Apart from the above circumstances, inequalities in the areas of ethnicity and low 

SES (Alfred, Robinson & Alfred, 2011), gender disparities (Colclough, 2012; King & 

Hill, 1993; World Bank, 2009) and limited adult education programs (Alfred, Robinson & 

Alfred, 2011; Hickling-Hudson, 2004) are those prevalent in regions like LAC. There is 

also the “public education crisis” (Gafar, 2001, p. 632) in postcolonial developing regions 

like the Caribbean, which have seen a shift in educational challenges from being 

“fundamentally centred on access and quality” to being significantly more “social” than 

 
86 Douglas and Jules (2015) concluded that Caribbean governments spend more on education than many 

developed countries, and that in the region, secondary education is 167% more costly than primary 

education; tertiary education is 360% more costly than secondary education and 600% more costly than 

primary education. The authors use the example of the OECS where primary school costs approximately 

EC$1500; secondary school costs EC$2500; and tertiary education costs EC$9000 on average (p. 6). 

Similarly, Gafar (2001) noted that the equivalent cost of educating one university student in relation to 

primary is 18 for Trinidad and Tobago, 33 for Guyana, and 51 for Jamaica; thus, concluding that HE is 

highly overfunded (2001, p. 642).  
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they were previously (Jules, 2008, p. 203). This concept of the social aspects of education 

captures competing challenges of health, unemployment, crime and violence, early sexual 

activity, and addictive behaviours that are impacting youths and drawing them away from 

HE participation (World Bank, 2003). This awareness seems to have emerged and built-

up credence over the past decade and a half and adds an entirely new tangent to education 

and human resource development challenges.  

4.4.5. Probable Ways to Increase Equitable Access 

What has been done to address the issues? In regard to limited provisions, to date, 

several alternatives to the traditional system exist. Depending on the country, these may 

include: junior colleges offering Associate Degrees; community colleges offering basic 

training which may be used as a bridge to higher education; vocational and technical 

institutions; agricultural and mechanical colleges; nursing schools; teacher training 

schools; military and police training schools; specialized schools for medicine, law and 

engineering; and institutes offering special skills training such as cooking, cosmetology, 

and acting, among others (Atuahene & Owusu-Ansah 2013; Casazza & Bauer 2006; Gale 

& Tranter 2012; Roberts, 2003). Moreover, in recent times, distance education programs 

have further extended access to post-secondary training and education (Thomas & Soares, 

2009).  

Additionally, Segrera (2010) points to several “positive innovations” that have 

emerged within the last decade so far as advancements in provisions by HEIs: the 

strengthening and creation of international cooperation networks; the increase in 

programs of academic mobility of faculty and students; new methods for management, 

assessment, accreditation and financing, including the quest for efficiency and 

profitability; decentralization in mega-universities; the diversification of courses, 

programs and graduate studies; the emphasis on interdisciplinary projects; the link to 
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society and the world of labour; a greater commitment of university towards society; and 

the growing capacity for reform and innovation (Segrera, 2010, p. 2). In terms of high 

costs, the relative merits of work-study options, scholarships, grants, loans, and 

government-subsidized public institutions were examined in China by Shen (2009) and in 

Europe and the U.S. by Thomas and Quinn (2007).  

Thomas and Quinn (2007) used examples from different countries to provide a list 

of recommendations to address inequities based on the factors of income, occupation, 

geographical location and parental education. In regard to income, they pointed to federal, 

state and institutional strategies in the U.S. that alleviate the problem of cost as a barrier 

to HE access. Secondly, in reference to occupation they cite government-aided programs 

in Ireland aimed at widening access by providing financial support to equity students. 

Thirdly, they use examples from Australia and the United Kingdom on ways to address 

equity by devising interventions using a geographical approach (targeting low SES 

groups in specific areas; paying HEIs ‘post-code premiums’ to recruit students from 

flagged areas). Lastly, in relation to parental education, they generalized the need for 

strong support systems at an institutional level to better accommodate equity students 

overall; but specifically, those who are first generation entrants (cf: Coutts, 2006; Engle, 

2018; Mabbett, Schmidt & Houston, 2006; Silburn, 2006). In addition, several empirical 

studies aimed to address the problem of access: for low SES students (Myers, Brown & 

Pavel, 2010; Scull & Cuthill, 2010); for non-traditional professional candidates (Harvey 

& Slaughter, 2006); for mature-aged participants (Marks, 2002; and Silburn, 2006); and 

for candidates hampered by the geography of multi-island regional settings (Thomas & 

Soares, 2009).  

What else can be done? Segrera (2010) concluded that “the goal of innovation is 

positive change, to make higher education better from an ethical perspective based on 
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equity in access and sustainable development” (p. 2). Ideally, such will be the by-product 

of effective reform measures heralded as a critical step in HEI development from this 

century onward. The bridge foreseen by Bearden (2014), Herbert and Lochan (2014) and 

Jules (2008), is the increase in information and communication technology (ICT) along 

with other technological innovations that can open new possibilities for “leapfrogging 

education” in said context (Jules, 2008). A couple of sources further recommend 

partnership ‘whatever the risks’, ‘free and open dialogue’, and cooperation between HEIs 

and governments for the implementation of context-appropriate education development 

plans (Silva, 1996, p. 74; Thompson & Fogel, 1976, p. 6). A recent study by Donelly and 

Evans (2018) highlighted several examples of such HE equity policy initiatives in the 

United Kingdom. Undoubtedly, it is imperative to explore existing initiatives in order to 

find viable solutions to the problem of inequitable HE access. As Jules (2008) 

emphatically stated “too much time and too many resources are being expended on 

initiatives that reinvent the wheel” (p. 211).  

4.5. Equity Students’ Experiences with HE Access  

In the literature, another aspect of HE access deals with students’ experiences, 

particularly students who are most disadvantaged. Traditionally, these ‘equity groups’ 

include students from low socio-economic backgrounds (low SES), first generation in 

higher education students (FGHE), students with disabilities, non-traditional working 

adult students, students from rural or remote locations, aboriginal and indigenous 

students, minority second language English-speakers, and migrants (Engle, 2007; 

Hutchings et al., 2019; Pitman et al., 2020; Silburn, 2006; Thomas & Quinn, 2007; 

UNDESA, 2016).  In more modern contexts, this equity group also includes refugees 

(Saiti & Chletsos, 2020), students in conflict zones and students of asylum-seeking 

background (Dunwoodie etal, 2020), and displaced and undocumented students (Cisneros 
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& Rivarola, 2020; Dryden-Peterson, 2011). Research shows that there are often multiple 

disadvantages affecting equity students that further reduce their opportunities to access 

HE (Bonini, 2017; Jahan, 2017; UNDESA, 2016; World Bank, 2006). It is also confirmed 

that various strategies already exist for improving the circumstances of such students and 

increasing their chances of participating in, and completing, HE. In this section, a broad 

perspective will be given on some of the barriers to HE access that equity students face as 

well as some initiatives presented by different sources for reducing such challenges.  

4.5.1. Examples of Barriers that Equity Students Face in Accessing HE 

Different sources focus on specific equity groups. However, there seem to be many 

common barriers across equity groups that affect students’ planning and preparation for 

HE, their transition into the system, and their initial experiences integrating socially and 

academically into an HE environment; all of which impact on retention and completion 

(Terenzini, Springer & Yaeger, 1996). Therefore, a comprehensive list will be outlined 

here by way of an overview.  

One set of barriers affect students’ planning and preparation for HE. These might 

include: lower levels of academic preparation, lower educational aspirations, less 

encouragement and support to attend college, less knowledge about the college 

application process, and fewer resources to pay for college (Engle, 2018). These factors 

were categorized by another source into ‘primary’ and ‘secondary’ effects of educational 

inequalities based on family background and SES status (Czarnecki, 2018). In this 

perspective, primary effects relate to those factors that affect students’ academic ability to 

access HE (Czarnecki, 2018). For instance, less prepared might mean students took a less 

rigorous high school curriculum, have lower scores on college entrance exams, possess 

weaker cognitive skills in reading, math and critical thinking, and often lack important 

study and time management skills (Engle, 2018). In addition, secondary effects relate to 
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those factors that influence students’ choices in HE institutions and programs (such as 

cost and support) (Czarnecki, 2018).  

A second set of barriers affect students’ transition into HE. According to Engle 

(2018), barriers that affect students’ transition into HE often spans academic, social and 

cultural factors). Looking at the issue before the point of transition, Coutts (2006) shares 

“Six Students’ Stories” from the perspective of high school drop-outs in a New Zealand 

context on what caused them to leave. Different accounts included: lack of integration 

into the school system – no participation in extracurricular activities or social activities, 

no friendships with peers, no rapport with teachers (p. 24); personal problems – family 

issues including family expectations, pregnancies, ‘outside liaisons’ (p. 36-39), and lack 

of career plan (p. 32); and social factors – socio-economic background, ethnicity, 

geographical location (p. 27). The argument Coutts made is that students’ experiences at 

secondary school will impact their ability to transition smoothly into higher education and 

may even influence their decision on whether or not to continue their education after 

secondary school (cf: Christie, Munro & Wager, 2005; and Czarnecki, 2018). Likewise, 

Engle (2018) found that barriers to a smooth transition into HE might include more 

difficulty navigating the bureaucratic aspects of academic life such as registering for 

classes, meeting with advisors, or choosing a major; having less confidence in their 

abilities to succeed in college; completing fewer credit hours than their peers, having 

lower grades, and being more likely to withdraw from or repeat courses and taking 

remedial coursework (p. 33-34). Although not identical, there are clear similarities among 

these various challenges.  

A third set of barriers are those that hinder students from effectively integrating into 

the HE environment. In a Caribbean context, Cheesman, Simpson and Wint (2006) 

examined the factors that influence students’ performance in the university setting. The 
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authors identified five determinants on students’ performance: gender, enrolment status, 

faculty of study, on versus off campus residence, and whether students did or did not 

apply for financial assistance (p. 15-17). Similar barriers were found to affect HE 

integration for equity students in the United States context in the areas of enrolment status 

and on or off-campus residence (Engel, 2018); and in the New Zealand context in the area 

of wrong program choices (Mabbett, Schmidt & Houston, 2006). Findings from 

Cheesman, Simpson and Wint (2006) further revealed that gender differences in regional 

performance also correspond to gender differences in performances globally. Also, part-

time students are less likely to perform well due to greater demands on their time; 

students in the medical sciences were less likely than those from other faculties to receive 

honor degrees; and students living in residence halls at the university were outperformed 

by their peers who commute. The authors think that this latter point relates to concerns 

about the “anti-intellectual’ and highly social calendar of residential life on campus (p. 

20).  Moreover, students who applied for financial assistance outperformed those who did 

not. Additionally, a second Caribbean study found three types of challenges facing non-

traditional students specifically: cognitive – heavy course loads and difficulty navigating 

the HE system, especially after a lengthy education gap; technological – incorporation of 

multimedia into the learning process proved very stressful for older students; and 

commitment – balancing family and career obligations with school demands (Pragg, 

2015, p. 31-32).  

Additional to these, were other distinctive factors found in the U.S. study:  spending 

less time studying, less time interacting with faculty and other students inside or outside 

of class, less likely to use student support services on campus, less likely to participate in 

extracurricular activities, and experiencing discontinuity between the cultures of their 

families and communities and the culture that exists on college campuses (particularly 
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low SES and FGHE students) (Engel, 2018, p. 34). Interestingly, some of these 

challenges with successful HE integration echo the pre-transition experiences of high 

school students in the study by Coutts (2006). And in the New Zealand study by Mabbett, 

Schmidt and Houston (2006) findings relating to first year university students revealed 

that challenges included unhappiness with the social environment, poor quality of 

experiences – a sense of isolation, perceived social and personal barriers, lack of 

direction, and vulnerability to environmental uncertainties (p. 50). Apparently, there is a 

lot to be said for the value of effective student support services at both secondary and HE 

levels to facilitate these transition phases.  

Furthermore, an international study by Thomas and Quinn (2007) examined how 

income, occupation, geography, and parental level of education impact the performance 

of low SES students in different national contexts.  Findings showed that HE participation 

among low SES students was very low regardless of which definition was used in 

respective countries but that low SES students did not have lower rates of success 

compared to their peers. The authors concluded that students’ performance is influenced 

by their experiences in HE and that different HE systems may support students better than 

others (p. 27). Factors affecting access among low SES students ranged from educational 

costs being outside of their means or that of their parents (income) (p. 29); inequalities 

experienced as a result of social class that make them ill-prepared for HE (occupation) (p. 

32); where they live and what opportunities are available to them in those areas 

(geography) (p. 33); and the restrictions faced due to family background (parental level of 

education) (p. 35). In a follow-up chapter, the authors argue that parental level of 

education is the most sensitive indicator of inequality as it plays a much bigger role than 

the other factors, and in fact is itself a predetermining factor for SES (p. 67-79; cf: 
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Czarnecki, 2018, p. 506). Clearly, several parallels can be drawn in equity students’ 

experiences across different global contexts.  

4.5.2. Strategies to help equity students gain access and succeed in HE 

Various strategies emerged in the literature for helping equity students to gain 

access and succeed in HE. Some recommendations for facilitating access focus on 

improving pre-college preparation through a rigorous high school curriculum; helping 

students to form early aspirations and plans for college by engaging families and parents 

in the process; increasing access to financial aid for needy students; easing the transition 

to college by providing extensive support through bridge and orientation programs and 

following up with tutoring and mentoring after enrolment; and increasing students’ 

exposure to and engagement with the college environment by removing barriers that 

prevent students from participating fully in college experiences that aid in college success 

(Engle, 2018, p. 38-39; cf: McCowan, 2016).  

Another aspect of HE access that is often overlooked is what happens once students 

enroll in an institution, particularly equity students. Thomas and Quinn (2007) observed 

that too often, focus is placed on opening access for wider participation yet not much is 

done to support students once they are actually in the system (p. 33). In other words, 

retention and attrition are often treated as entities separate from the issue of access, which 

is deemed counterproductive because if students are admitted to HE then for whatever 

reasons do not succeed, the entire purpose of gaining access will have failed. Therefore, 

some probable ways to support HE access and success focus on retention strategies 

specifically targeting at risk groups.  

Coutts (2006) and Pokorny, Holley and Kane (2017) used Tinto’s 1975 Integration 

Theory to argue that students need to feel a sense of “belonging” to succeed at the 

institution of their choice. Coutts identified positive influences for students as career 
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counseling (2006, p. 36, 39); support of friends, parents and teachers (p. 35-38); long 

term plans – to create a sense of commitment, satisfaction and reward (p. 25); confidence 

building and enjoyment of learning activities (p. 38). In addition, Mabbet, Schmidt & 

Houston (2006) introduced the notion of “high-touch” versus “high-tech” interaction87 to 

argue that a high level of personalized services was needed to combat the challenges 

facing students (see also Wilcox, Winn & Fyvie-Gauld, 2005). The concept refers to the 

tension between technology and human interaction in a service encounter (p. 46). Like 

Coutts (2006), the authors stressed the need for “meaningful personal relationships” 

especially with peers and academic staff; in areas such as study groups, peer mentoring 

and guidance counseling (p. 53, 55).  

In addition, Silburn (2006) proposed several strategies to facilitate “successful 

transition into tertiary education”, particularly for equity students: a better understanding 

of transition issues and impacts on students (p. 101-102); establishing effective enabling 

programs (p. 103-104); facilitating transition between enabling programs and tertiary 

courses through ‘learning communities’ (p. 104-107; cf: Marks, 2002); creating effective 

mentoring programs (p. 107; cf: Mabbett, Schmidt & Houston, 2006); providing 

improved information for prospective students (p. 107-108); improving student 

engagement (p. 110-111); and providing more comprehensive financial support (108-110; 

cf: Shen, 2009).  

Collectively, these empirical studies provide a number of recommended ways that 

higher education institutions and policy makers can begin to address the problems of HE 

access both pre and post-enrollment. 

 
87 borrowed from Albrecht and Zemke, 1985. 
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4.6. Conclusion of the Literature Review 

In conclusion, the topic of equitable access to higher education is clearly multi-

dimensional. In order to fully grasp the current nature of the HE system and related 

challenges to equitable access, it is imperative to examine the historical context from 

inception and across different stages of development. Moreover, it is critical that any 

discourse on equity of access to HE be placed in the proper national (country) and social 

(history, culture and geography) context; for while the surface-level aspects may be 

universal, there are numerous idiosyncrasies prevalent across regions and individual 

countries. Evidence is abundant that higher education is continuously transforming and 

along with it the routes to universal access. Unequivocally, there is no one answer or 

solution to the problems restricting access; largely because the barriers are plenty and 

individual as well as national realities are diverse. Nevertheless, there are viable examples 

of strategies and initiatives that have proven successful in widening access that can be 

constructively adapted to fit an array of social settings. After all, like Segrera (2010) 

surmised: “we are aware that there is no such thing as a unique model of [HEIs] . . . [but] 

there are many successful examples of reforms and transformations that we can, through 

proper adaptation to the conditions of LAC, generalize and apply in order to be 

innovative” (p. 7). 
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Chapter 5. Research Method 

This chapter covers the methodology used in the research. It explains the research 

design of the study; describes the profile, selection criteria and recruitment strategies of 

the participants; clarifies the sampling model used and explains the significance of the 

research sample; outlines the data collection methods and instruments; gives an overview 

of the data analysis procedures; and identifies some of the methodological limitations of 

the study.  

5.1. Research Design 

This research uses a mixed-method approach for data collection and analysis. 

Based on definitions from Creswell (2012), the research instruments were developed 

concurrently; data collection for the three phases of the study was carried out 

sequentially; and the data were analyzed both concurrently (document analysis and 

interviews) and sequentially (survey followed). A schematic of the research design is 

provided in Figure 5. Johnson, Onwuegbuzie and Turner (2004) classify mixed-method 

research as “the third research paradigm” and describe it as “the class of research where 

the researcher mixes or combines quantitative and qualitative research techniques, 

methods, approaches, concepts or language into a single study” (p. 17). These authors put 

forward a strong argument in support of a mixed-method approach and contend that the 

complex nature of modern research requires the use of both quantitative and qualitative 

methods that complement each other in order to best answer the research questions (p. 

15). This view is supported by Creswell (2012) who asserted that a mixed-method design 

provides a better understanding of a research problem than either method by itself since 

weakness in any one method can be offset by strength in another (p. 22).  

Therefore, since the nature of the research questions require both qualitative and 

quantitative data, a combination of quantitative and qualitative methods offers the most 
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appropriate approach. Moreover, the aim of using a mixed-method approach was to 

collect data from multiple sources using a variety of techniques in order to compare the 

rhetoric and reality of higher education access from the most relevant perspectives. 

Diverse methodology was also used as a means of triangulation in order to increase the 

validity and trustworthiness of the research findings. As illustrated in Figure 1, this 

research was designed to unfold in three phases, two of which relied on qualitative 

methods, and the third on quantitative methods.  

This study was approved by the Murdoch University Human Research Ethics 

Committee (Approval 2014/214). Evidence of ethics approval is included in Appendix 

4A.  At the time of the study, no further ethical clearance was required by individual 

government offices or higher education institutions.  
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Figure 5 This Study's Mixed-Method Research Design 
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5.2. Research Variables 

As indicated in the introductory chapter, the phenomena under investigation are 

the rhetoric and reality of equitable access to HE in the Anglophone Caribbean. The 

independent variables in the study, or the stimuli, are the rhetoric and reality perspectives 

applied to the issue. Similarly, the dependent variable, the effect or outcome, is equity of 

access to HE. Therefore, the research questions examine the correlation between these 

independent and dependent variables. In this case, what is the rhetoric, versus what is the 

reality, of equity of access to HE in the region.  

In order to answer the research questions about the correlation between variables, 

an appropriate study design was developed to compare the situation in the various 

countries using mixed methods to gather and analyse the data. Moreover, the variables 

had to be operationalized so that they could be measured. In this case, the independent 

variables: rhetoric and reality were operationalized using definitions from the literature. 

‘Rhetoric’ is defined as language that is spoken or written to have a particular effect. 

Thus, to measure the rhetoric of equitable access to HE the study examines written 

documents and analyses the opinions, ideas and perspectives articulated by HE 

practitioners and policy makers by way of interviews. In addition, ‘reality’ is defined as 

the state of things as they actually exist. Thus, to measure the reality of equitable access 

to HE, it was necessary to gather firsthand feedback from students that are enrolled in the 

system, as well as look at evidence of HE provision and participation rates in extant 

documentation.  

Finally, to measure equity of access, as defined in chapter two, the term was 

operationalized using key characteristics that emerged in the theoretical framework and 

the review of literature. Therefore, a questionnaire was generated to assess the scope of 

HE opportunities available, the level of participation by eligible students, the demography 
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of students enrolled (race, age, gender, SES, ability, residential location), and the 

firsthand account of students’ experiences with, and perceptions about, equity of access. 

Furthermore, existing data on HE provision and participation rates also helped to address 

this question. 

5.3. Research Participants 

Two of the three phases of the research required participants: phase 2 that 

involved a series of semi-structured interviews and, phase 3 that involved an online 

survey for students currently enrolled in higher education in the Anglophone Caribbean. 

This section provides a description of the participants for each phase as well as how they 

were recruited.  

5.3.1. Interview Participants 

5.3.1.1.  Description of Interview Participants 

Twenty-six HE practitioners (18 males and 8 females) participated in the semi-

structured interviews (see Table 6 for further details). Eleven were government officials 

in various departments of ministries of education. Seven officials were from Ministry of 

Education offices; two officials were from a national higher education development 

centre; one from a national accreditation board and one from the education department of 

the Organization of Eastern Caribbean States (OECS). Eight participants were males and 

two were females. Fifteen HEI administrative personnel participated. These included five 

registrars; one principal, one provost and one centre manager; two deans and two vice-

presidents in student services; two program directors; and a vice-president of 

entrepreneurship and business development. These participants comprised nine males and 

six females.   
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Table 6 Summary of Interview Data and Participants by Gender and Mode of Interview 

Persons Interviewed Face-to-Face 

Interviews 

E-Interviews Totals 

Males Females Males Females Males Females 

HEI Staff88 

Number of Interviews 12 2 14 

Number of Participants 8 5 1 1 9 6 

Gov. Officials89 

Number of Interviews 5 3 8 

Number of Participants 6 1 2 1 8 2 

OECS Rep. for SIDS  1  1  

Totals 

Interviews 17 690 23 

Participants91 14 6 5 2 18 8 

 

5.3.1.2.  Selection Criteria for Interview Participants 

I decided beforehand that the interviews would target individuals who were in a 

position to provide the best information in response to the research questions. For 

government officials, this meant identifying individuals (civil servants) in the Ministry of 

Education for each country. In addition, if the ministry had a department specializing in 

higher education or post-secondary education, officers in that department would be given 

preference. In other cases, the Permanent Secretary or the Chief Education Officer was 

invited. As a third option, officials working in quality assurance or general education 

policy were invited. For higher education officials, a similar strategy was used in 

identifying potential participants. It was decided to focus on administrative offices such 

as the Registrar’s Office, Office of the Dean or Principal, and Office of Student Affairs. 

In regard to the OECS, since it is a sub-regional organization representing one half of the 

target countries, the administrative office of the organization’s education department was 

selected. I was able to identify additional participants while on fieldwork based on 

recommendations received during some of the interviews.  

 
88 For HEI Interviews 11/12 target countries represented 
89 For Gov. Interviews 10/12 target countries represented 
90 The OECS representative is counted together with other government officials for analysis purposes 
91 A couple of interviews had two participants in the same session. 
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5.3.1.3. Recruitment of Interview Participants 

I searched on individual country websites to identify potential participants for the 

interviews. For government officials, I searched the ministry of education sites for names 

of individuals listed in the desired offices and any available contact information. For 

names of higher education officials and corresponding contact information, I searched the 

websites of individual colleges and universities. All individuals for whom I was able to 

obtain contact information, were invited by email to participate in the interviews. In cases 

where there was no response to two email attempts, I followed up with a phone call if 

there was one available. As previously mentioned, I was able to identify additional 

participants while on fieldwork based on recommendations received during some of the 

interviews. In these cases, my established contacts would refer me to colleagues or 

associates in relevant offices and I would follow up with an email and a phone call while 

in those countries. In cases where I was unable to contact individuals directly through 

email or by telephone, I used social media to search for them, mainly LinkedIn and 

Facebook.  

The next step in recruitment was to invite potential participants for the interview. 

First, an introductory email along with an information letter about the research study was 

sent to prospective participants in 28 government offices and 70 HEIs along with an 

official invitation to participate in the interviews. The 11 government officials and 24 HE 

administrators that accepted the invitation were sent a copy of the interview questions, a 

participant consent form, and further information on scheduling the interview. Where 

requested, additional verification from my university was provided to support the study. 

This included the Confirmation of Candidature Letter and the Letter of Approval from 

Human Ethics. An appropriate modality for the interview was agreed with each 

participant and a date and time scheduled for the interview.  
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Interviews were conducted using two modalities: Face-to-Face (F2F) and E-

interviews. Participants were offered a range of interview options including in-person, 

email, telephone, video-chat (using Skype, FaceTime or Google+), or instant messaging 

(using Facebook, Yahoo Messenger, Google Chat, Viber or WhatsApp). Participants for 

six countries had the option of F2F interviews, whereas all participants had the choice of 

an e-interview. Invitations to participate in the F2F interview were sent out to officials in 

the six countries that were selected for field visits. This included individuals in seven (7) 

government offices and at thirty-eight (38) higher education institutions. Invitation emails 

were sent two months in advance of the fieldwork in the Caribbean. Periodic reminders 

and follow-up were done as needed. After the completion of field interviews in the 

Caribbean, invitations to participate in the e-interviews were sent out to officials in eleven 

(11) government offices and administrators at twenty-seven (27) higher education 

institutions. These invitations were sent to contacts identified via snowball techniques, 

contacts who had missed the F2F interviews, and individuals in the countries that had not 

been visited during the field interviews.  

Of the 25 individuals who accepted invitations for the F2F interviews, 16 

participated in person and 2 more decided to respond to the questions by email (email 

responses are counted as e-interviews). The F2F interviews were conducted during field 

visits to six of the countries.  In the second instance, 4 of the 12 who accepted invitations 

for the e-interviews participated. These interviews were carried out using Skype video-

chat and involved participants in countries that I was unable to visit; or whose schedules 

were better served by arranging a virtual meeting. Both government officials and HEI 

personnel were included in the two modes of interview.  
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5.3.2. Survey Participants 

5.3.2.1.  Description of Survey Participants 

The online survey engaged 1,006 participants from thirty-four higher education 

institutions, representing twelve countries. Sixty-seven percent (668) of the respondents 

were female and 33% (334) were male. Sixty-five percent of respondents were traditional 

students aged twenty-four and below, and thirty-five percent were non-traditional92 

students aged twenty-five and above. Forty-four percent of respondents were of black or 

African descent, twenty-seven percent of mixed race, sixteen percent were 

Hispanic/Latino and the remainder identified as ‘other’. The majority of respondents 

(71%) listed their marital status as single, thirteen percent as married, and ten percent as 

de facto relationships. Forty-seven percent of respondents were enrolled in undergraduate 

associate degree programs; forty-percent in undergraduate bachelor programs; and eleven 

percent in a graduate diploma program or higher. Seventy-three percent of respondents 

reside in rural areas.  

5.3.2.2.  Selection Criteria for Survey Participants 

The survey targeted post-secondary students across the twelve countries. The 

survey campaign invited students who were enrolled either part-time or full-time in any 

degree, diploma or certificate program. There was an addendum discouraging non-

students from participating in order to dissuade those who were merely curious about the 

survey questions or ‘trying to help’. Therefore, the survey campaign invited students who 

met a specific set of criteria to participate in the study. See Figure 6 below for the self-

screening participant criteria used in the survey campaign. 

 
92 Traditional/non-traditional students in this context refers to the United States National Centre for 

Education Statistics (NCES) (1996) definitions for those classifications. Essentially, a non-traditional 

student is anyone who meets at least one of these criteria: long gap to post-secondary education; part-time 

status; work full-time while enrolled (35 hrs+), or an adult over 25 years enrolled at undergraduate level.  
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Figure 6 Selection Criteria Used for the Student Survey 
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5.3.2.3. Recruitment of Survey Participants 

Following the example of Asha (2015) I developed a campaign plan to publicize 

the survey (see Appendix 5A). The plan mapped out all the steps that would be taken over 

a six-month period to garner support for the survey. It covers setting up of the survey, the 

pilot study, invitation emails and social media publicity before launching the survey, as 

well as publicity for the duration that the survey was open. Two methods were used to 

publicize the survey and invite participants: an email campaign and a social media 

campaign. The email campaign involved the use of three email accounts and the social 

media campaign involved the use of three platforms. A graphic of the various media that 

were used to disseminate information about the survey and also to collect data is also 

provided in Appendix 5B. I. A process map illustrating the procedures used to carry out 

each campaign is also provided in Appendix 5B. II and Appendix 5B.III.  
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5.3.3. Sampling Procedures for the Study 

I found it useful to adopt the sampling process outlined below that was explained 

by Trochim (2006): 

Theoretical Population – to whom you want to generalize  

 

 

Accessible Population – population that is available to you 

 

 

Sampling Frame – how you can access the population 

 

 

Sample – participants selected to be in the study from the population 

 

 

Actual Sample – participants that actually complete the study 

 

Following this model, each phase of the study had its own sampling 

specifications. The theoretical population describes the entire population within the 

physical context of the study. For the interviews in phase two, government offices with an 

education portfolio (37) and higher education institutions (72+) within the 12 target 

countries comprise the theoretical population. And for the survey in phase three, the 

eligible cohort of students enrolled in higher education across the twelve countries 

(183,37093) makes up the population.  

The accessible population describes the section of the population that could be 

reached. The accessible population for the interviews comprises relevant post-secondary 

institutions (70) and government offices (28) for which I was able to obtain contact 

information and ultimately, those that responded to one or more of the three initial 

attempts to establish contact (online contact form, email or phone). For the survey, those 

higher education institutions where I had established contacts (39) were invited, plus the 

survey was publicized online so it was open to students from all HEIs (72+) in twelve 

 
93 Reference year for this statistic is 2015, which best reflects the empirical data collection time-period.  
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countries94.  According to data from the UNESCO Institute of Statistics Database for 

2017, and individual country websites, the combined eligible tertiary education 

population in the Anglophone Caribbean is estimated at 183,370 students.   

The sampling frame describes the procedures used to access the population. A 

variety of sampling procedures were used throughout the study. In the second phase 

involving semi-structured interviews, two types of sampling procedures were used: non-

probability purposive expert sampling and non-probability snowball sampling. Trochim 

(2006) recommends purposive expert sampling when sampling for specific groups or 

purposes, including what he calls “expert sampling” or simply, selecting participants 

based on their expertise and experience in a particular area. An occupation criterion was 

established, and this was used to identify and invite the 28 government officials and 70 

higher education administrators to participate based on their professional background and 

level of expertise. Non-probability snowball sampling was used by asking participants to 

recommend other useful contacts.  

In the third phase of the study involving the online survey for enrolled students, 

three types of procedures were used: non-probability convenience sampling was used via 

an email campaign to invite existing contacts in various government offices and at 

various institutions to help publicize the survey; non-probability voluntary sampling was 

used via a social media campaign to invite post-secondary students from across the target 

countries to participate in the survey; and non-probability snowball sampling was used in 

both campaign efforts by asking contacts to invite additional participants or recommend 

other useful contacts.  

 
94 The metrics of the campaign ad results shows an estimated 93,235 unique views of the various campaign 

ads on the main social media platform. Of that amount there were 2, 977 responses in the form of likes, 

comments and shares. This translates to an approximate advertisement response rate of 3.2%   
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The research sample comprises individuals who were contacted and invited to 

participate in the study and those who accepted/agreed to participate. For the interviews, 

invitations were sent to 65 administrative staff of higher education institutions; and 18 

government officials in the ministries of education and related offices. Those who 

accepted were 11 government officials and 24 HE administrators. For the survey, the 

invitation to participate was open to all post-secondary students enrolled in a higher 

education institution or program in the twelve countries as targeted by the social media 

campaign95. Therefore, the accessible HE student population was (183,37096); particularly 

those enrolled in the thirty-nine (39) post-secondary education institutions where I had a 

contact and sent an invitation to publicize the survey (the latter included an estimated 

student population of 69,172 all together97). Finally, the actual sample of the study is 

those subjects who actually participated in the research. The final number of participants 

as outlined under description of participants above, included 9 government officials and 

14 high education administrators for the interviews; and 1006 students for the survey.  

A summary of the sampling information for the study is presented in Table 7. 

5.3.4. Importance/Significance of Sample 

The target groups for the research sample were identified based on the research 

questions to be answered. The study focuses on issues of policy, practices and 

experiences with access in higher education. Therefore, to collect relevant data for each 

research question, it was imperative to identify higher education staff and government 

officials in administrative positions for interviews about policy measures and practices 

regarding access and equity in higher education. Likewise, students enrolled in tertiary 

 
95 As an example of how recruitment for the survey was done, almost three thousand individuals were 

contacted via instant message after responding to the survey campaign ads with a like, comment or share. 

Eventually, 215 of them took the survey. This indicates an approximate participation rate of 7.2%.  
96 This is inclusive of the student population of the University of the West Indies– an estimated 49,054 

students.  
97 The estimate is based on the same UIS  2017 country data referenced previously. 
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institutions were deemed as the best source for answering questions about the reality of 

the challenges and opportunities they faced in the transition from secondary to tertiary 

education as well as providing insight into their actual experiences with regard to equity 

of access. The decision to include students who were enrolled in an institution or program 

was based primarily on accessibility. While individuals from the eligible school-age 

population who were not participating in higher education could have potentially 

provided very valuable data about the issue of access, there was no feasible way to reach 

them considering the scope of the study. This challenge is further addressed in the 

conclusion chapter under limitations of the study and recommendations for future 

research.  
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Table 7 Summary of Sampling information for the Study 

Sampling 

Model 
Short Definitions 

Interview Participants Survey Participants 

Government 

Offices 

Higher 

Education 

Institutions 
Higher 

Education 

Institution

s 

Higher 

Educatio

n 

Students 
F2

F 

E-

Intervie

w 

F2

F  

E-

Interview

s 

Theoretica

l 

Population 

The entire population 

of the target 

countries/offices to 

which the study 

seeks to 

generalize/extrapolat

e 

Organization of 

Eastern 

Caribbean 

States (OECS) 

- 1 

Ministries of 

Education 

(MOEs) – 12 

Higher 

Education 

Offices (HEOs) 

- 2 

National 

Accreditation 

Councils 

(NACs) - 10 

Quality 

Assurance 

Organizations 

(QAOs) - 12 

7298 72 183,370 

Accessible 

Population 

Available population  

• contact 

information 

found 

• Contact initiated 

by email, phone 

or web 

 

37 

2899 

 

72 

70 

72 .. 

Sample 

Participants  

• No. invited 
(based on initial 

responses) 

• No. that accepted 

 

7 

6 

 

11 

5 

 

38 

17 

 

27 

7 

 

72+100 

39101 

.. 

Actual 

Sample 

Subjects who 

completed the study - 

actual participants 

5 4 11 2 34 1006 

 
98 This number includes colleges, universities and specialized training centers with physical campuses, it excludes overseas online 

franchises 
99 Offices and Institutions with an inactive email account or telephone number could not be reached to be invited to participate 
100 The survey campaign targeted Caribbean students from national, regional and international institutions some of which may not have 

been known to me in advance 
101 These reflect HEIs where I had established contacts during the interviews and was able to issue follow-up invitations for the 

survey.  
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5.4. Data Collection Methods and Instruments  

A combination of qualitative and quantitative methods was used to collect the data 

for this study. The qualitative methods of the study include document analysis and a 

series of interviews. The data gathered by these methods are used in addressing research 

questions 1 and 2, and several sub-questions. The quantitative method was an online 

survey. The data gathered by this method was used to answer the second research 

question regarding equity of access to higher education in the Anglo-Caribbean. The 

fieldwork covered the document analysis, selection and recruitment of interview 

participants, conducting F2F and e- interviews, publicizing the survey through email and 

social media, managing the survey recruitment campaign online and running the survey. 

The procedures used for each method are explained below.  

5.4.1. Qualitative Methods 

5.4.1.1.  Document Analysis 

I used extant documents from global, regional and national sources for this phase 

of the study. These included reports and data publications gathered from international 

organizations such as World Bank, UNESCO, UNDP, CEPAL, ECLAC and OAS; as 

well as national documents gathered from ministries of education (MOE), government 

offices with an education portfolio (i.e., national accreditation boards) and higher 

education institutions (HEIs) of participating countries. Documents included government 

and institutions’ policy documents, strategy papers, white papers, green papers, mission 

and vision statements, HEI charters (where applicable) and HEI policy statements on 

access and equity of access. These materials were collected from government websites, 

HEI websites, and a few independent policy studies and publications from international 

organizations (IGOs) available either online or in print.  
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Documents were analyzed using both deductive and inductive approaches. For the 

deductive approach, data were coded using pre-set coding themes based on the research 

questions and literature review. This approach examined the general content of the policy 

documents for information relevant to those research questions that are specific to this 

phase of the study. Bowen (2009) and O’Leary (2014) classify this strategy as ‘content 

analysis’ or “the process of organizing information into categories related to the central 

questions of the research” (Bowen, 2009, p. 32; O’Leary, 2014). Bowen further explains 

that this can include some quantitative aspects such as indicating frequency of terms. The 

second approach was inductive, and, in this case, codes were extracted from the data by 

grouping together common themes that emerged from the various policy documents. 

Bowen (2009) defines this type of thematic analysis as “a form of pattern recognition 

within the data, with emerging themes becoming categories for analysis” (p. 32). Key 

ideas from both sets of analysis were then synthesized to present the findings.  

One objective of the document analysis was to find out the number and variety of 

available higher education policy documents that exist across the target countries. This 

involved a quantitative analysis as described by Bowen (2009) and O’Leary (2014) in 

terms of recording the total number and frequency of each type of policy paper. The 

second objective was to assess whether and how these documents articulate the 

promotion of equitable access to higher education. This involved a qualitative thematic 

analysis which was done in two parts. First, was a deductive thematic review of specific 

sections of the documents using a modified policy analysis framework that combines the 

work of Chambers (2000), Bowen (2009), and O’Leary (2014). Then, there was a general 

thematic review of the documents using the “Guiding Policy Principles for Higher 

Education” proposed by the Australian Tertiary Education Quality and Standards Agency 

(TEQSA) (2011). The following set of procedures was used for the document analysis.   
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5.4.1.1.1. Document Analysis Procedures 

The following procedures were followed for the document analysis:  

a) Deciding on a list of relevant document types (listed above) 

b) Searching for documents by country (websites, personal contacts, & publications) 

c) Compiling and categorizing documents (by country & by type of document) 

d) Deciding on a data analysis tool (Nvivo or Leximancer) 

e) Setting up data for analysis 

f) Coding documents & running analysis (cross-national, content and thematic) 

It must also be noted that while a general analysis was done early in the study 

(2014 - 2015), additional documents were added as they became available. Thus, while 

the methods were largely sequential, it became necessary to work on the analysis as an 

ongoing process throughout the study.  

5.4.1.2.  Interviews  

The second qualitative phase of the study centred on a series of interviews. The 

interviews were designed to find out what higher education institutions and government 

offices are currently doing, or planned to do, to promote universal and equitable access to 

higher education in participating countries. Another aim was to find out the extent of 

collaboration, if any, between HEIs and government offices. These aims are directly 

related to the research question about the rhetoric surrounding access to higher education 

in the Anglo-Caribbean. Major themes from the document analysis were used as a guide 

to develop the interview questions.  

5.4.1.2.1. The Interview Instrument 

The research instrument used in the interviews included three distinct 

questionnaires (a sample of the instrument is provided in Appendix 5C). The first was 

designed for government officials; the second for HEI officials and the third was written 

specifically for the Organization of Eastern Caribbean States (OECS) Secretariat. Each 

group of participants responded to a series of open-ended questions relating to higher 
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education policy and measures to promote equitable access to higher education. Each 

questionnaire comprised of ten questions.  

Major themes emerging from the literature review and the document analysis were 

used as a foundation for building the interview questions. These themes included: role of 

key stakeholders in widening access (government and institutions); entry pathways for 

tertiary education (recruitment strategies and admission policies); equity measures to 

extend access (scholarships & other financial assistance measures; affirmative action 

quota systems); quality of education and related services (student support services & 

accommodations for marginalized groups); education output to foster positive outcomes 

(retention and attrition rates); inter-sectoral collaboration to promote equity of access 

(collaboration between government and institutions as well as between HEIs); 

sustainability of equity initiatives (mechanisms for monitoring and evaluation); and 

conceptualization of equity (subjective definitions).   

Building on the themes derived from the literature review and the document 

analysis, the questions for the HEIs officials focused on recruitment strategies, admission 

policies, academic and student support services, graduation and attrition rates, the 

institution’s practices to promote equity and inclusiveness, challenges to HE access 

nationally and at institutional level, conceptualization of equitable access, and 

collaboration with government as well as other HEIs. Similarly, the questions for the 

government officials focused on conceptualizing equity of access to HE, government 

practices to promote equity and inclusiveness, strategies for addressing inequalities, 

mechanisms used to monitor and evaluate equity of access, government spending on 

higher education, and collaboration with other government departments, NGOs, private 

sector, or HEIs to promote equitable access to HE. The questions for the OECS 

representative focused on education goals and policies of the organization, collaboration 
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among member states in the area of higher education, challenges in HE educational 

development for the sub-region, achievements in HE for the sub-region, the 

organization’s practices regarding equity of access to HE, mechanisms used to monitor 

and evaluate programs/practices, and conceptualization of equity. There was no 

opportunity to pilot the interview questions or check the items with experts (other than 

my supervisors) prior to the interviews. This was largely due to the high-profile offices 

targeted and the difficulty of finding eligible participants who met the basic profile 

characteristics of the target subjects. Another factor is that the study was designed in 

Australia, then I travelled to my home country before beginning the recruitment process 

and I was limited by time and circumstances. However, an interview protocol was 

designed based on examples available online from several university graduate programs 

and a script was written to help guide the interview process. These were submitted to my 

supervisors for review and feedback before the interviews were conducted. 

5.4.1.2.2. Interview Methods 

Face-to-Face Interviews 

All interviews were conducted between July 2015 and February 2016. The first 

series of interviews were conducted during fieldwork. These were scheduled over a three-

week period during which I travelled to six countries to conduct a total of seventeen 

interviews. Appointments were scheduled in advance in most cases. Each interview lasted 

between 45 and 90 minutes. Where additional contacts were recommended or new 

contacts made on site, a few interviews were arranged impromptu. 

The following criteria were used for choosing the countries to visit: 

a) The researcher’s home country - Belize 

b) The only other mainland Anglophone country, and the only non-contributing country 

in relation to the regional university – Guyana 

c) The three campus countries of the regional university – Jamaica, Barbados, Trinidad 

& Tobago 
d) The headquarters of the Organization of Eastern Caribbean States of which the other 

six target countries are members – St. Lucia 
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E-Interviews 

The second series of interviews were conducted digitally/online. This includes 

email responses as well as Skype interviews.  

A. Email Responses – two participants chose to respond to the interview questions by 

email. This option was selected by both participants after several failed attempts 

by the researcher to organize a F2F interview. In this case, they typed a response 

to each of the interview questions and emailed the file back to me along with the 

signed consent form.  

B. Skype Interviews – these targeted participants from countries that I was unable to 

visit. These interviews took place after I returned to Australia. Four interviews 

were conducted via Skype video chat. One of the interviews was the result of a 

lead during the FTF Interviews and three were the result of new contacts made 

during a strategic search online using government websites and the professional 

networking site LinkedIn. A date and time convenient to each participant was 

scheduled in advance taking into account the 12-hour time difference. Each 

interview lasted between 60 and 90 minutes and all were audio-recorded. To 

facilitate the recordings, the researcher did not use earphones and instead turned 

the laptop volume to the maximum level. Two interviews were conducted at night 

while the researcher was at home; and two in the morning while the researcher 

was on campus. As mentioned previously, the time was set by the interviewees. It 

was noted that the internet connection worked significantly better on campus thus 

yielding a much better interview experience on Skype. In the two cases off 

campus, the interviews had to be switched to audio-only after the video call got 

dropped (disconnected) a couple of times. 
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During the interviews, each question was asked orally, and the response 

documented both in writing and audio-recording. Two devices were used to record during 

each interview both as a precaution against technical difficulties and as a backup: a digital 

recorder and an iPhone. 

5.4.2. Quantitative Method  

5.4.2.1.  Online Survey 

The quantitative method used was an online survey. This method was used to 

answer the second research question about the reality of access to higher education in the 

Anglo-Caribbean. The survey targeted post-secondary students enrolled in HEIs that 

serve the twelve Anglophone countries included in this research. The aim of the survey 

was to find out students’ experiences accessing higher education as well as their 

perceptions about equity of access, and about the policies and practices of governments 

and HEIs that govern access.   

The rationale for running an online survey was based on four factors: geography, 

cost, the target population, and efficiency. In terms of geography, the study covers twelve 

countries that are spread across a relatively wide area in the Caribbean. Moreover, it 

would have been extremely expensive to travel to the Caribbean, and then to each country 

to administer the survey in person. Apart from travel costs, it would also have been 

expensive to print hardcopies of the survey whether to administer in person or mail to the 

various institutions. Plus, in regard to the research population, the survey targeted post-

secondary students. This means young people who generally have a very high presence 

online and to whom a digital survey was likely to be far more appealing than a traditional 

paper survey. It also meant that running a social media campaign to publicize the survey 

would increase the potential response rate among the target population. Furthermore, by 
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using these platforms I was able to manage the entire survey and the campaign remotely 

which proved to be very efficient.  

5.4.2.1.1. The Survey Instrument 

The aim of the questionnaire was to generate data that allow for the examination 

of similarities and differences in students’ experiences institutionally, nationally and 

regionally; as well as associations between several social and systemic variables and 

students’ perceptions of higher education access. The survey comprised 45 questions. The 

questions were a combination of closed ended questions, a few of which had the option 

for an open ended ‘other’ response, and several scaled questions. Only one question in the 

questionnaire was a fully open-ended question. These various question types pertain to 

the definitions provided by Johnson and Christensen (2004). The questions were divided 

into five sections. Section one included a series of close-ended demographic questions 

about the participants’ background. Section two included a combination of close-ended 

and scale questions about the scope of higher education opportunities available to 

participants. Sections three, four and five included a series of scale questions that targeted 

participants’ experiences accessing HE; their perceptions about equity of access in their 

home country, across the region and at their current institution, as well as their 

perceptions about the policies and practices of governments and HEIs that govern HE 

access. The open-ended question at the end of the survey provided respondents the 

opportunity to input additional thoughts or comments about higher education access in 

their country or the region.  

Major themes emerging from the literature review and the document analysis 

helped to inform the development of the survey questions. These themes include a profile 

of equity students that are most often affected by barriers to HE access (low SES, 

indigenous, rural/remote, disabled, gender disparity, and non-traditional). This profile 
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was cross-checked with a series of demographic questions and also follow-up questions 

in other sections of the survey. For example, following the PISA strategy for international 

student surveys, socio-economic status was deduced from questions about parents’ 

education, parents’ occupation, and whether the participant was a first generation in 

higher education. Similarly, a question about race/ethnicity was used to identify students 

from indigenous backgrounds and race/ethnicity was also factored into the questions on 

perceptions about equity of access. Rural students were identified using questions about 

commute situation, living arrangements, and area of residence and residential location 

was also factored into the scale questions on perceptions about equity of access. Rather 

than ask a direct question about disability, this question was built into the section about 

perceptions of equity of access in terms of how different demographic groups might be 

affected. Participants were asked to state their gender and gender was also factored into 

the scale questions on perceptions about equity of access. Questions about age, marital 

status, enrolment status and gap between secondary and tertiary education helped to 

identify non-traditional students based on a definition from UNESCO (2014).  

Another theme on which some of the survey questions were based was 

transnational or international student mobility as an avenue for access (UNESCO 2014). 

To check for this, students were asked to state their country of birth, the country in which 

they were studying, the name of their institution, the number of college applications they 

submitted and where they applied. A third theme was school choice and the implications 

for HE access. For this, two questions were designed to ask about factors influencing 

participants’ decision to apply, and then to attend their current college/university. Another 

theme surrounding access was the inhibitive cost of higher education. To check for this, 

participants were asked whether they were receiving any type of financial assistance, if 
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so, what types of assistance, how they found out about these options and whether or not 

they could afford to attend college/university without financial assistance.  

The scale questions about experiences and perceptions were designed to collect 

first-hand data about the reality of higher education access from those directly affected. In 

terms of experiences accessing higher education, related themes from the literature 

mention various factors at government as well as institutional levels that affect access: 

provision (Atuahene & Owusu-Ansah, 2013; Casazza & Bauer, 2006; Gale & Tranter, 

2012; Lewin, 2009; Roberts, 2003; Segrera, 2010; and Silva 1996); cost (Shen, 2009; 

Thomas & Quinn, 2007); equity and inclusiveness (Alfred, Robinson & Alfred, 2011; 

Atuahene & Owusu-Ansah, 2013; Casazza & Bauer, 2006; Gale & Tranter, 2012); and 

policies and practices (Colclough, 2012; Colton, 1983; Garnier, 2004; Jules, 2008; 

Psacharopoulos, 1985). To check for the prevalence of these factors, questions focused on 

availability of HEIs, variety of course/programs, entry requirements, students’ academic 

performance, cost of application, cost of enrolment and related costs such as 

accommodation and transportation to attend HEIs and demographic factors such as those 

mentioned before.  The literature on perceptions highlighted potential differences based 

on various demographic characteristics: race, SES, disability, age, culture/language 

(Lewin, 2009; Silburn, 2006), and geographical location (Coutts, 2006; Thomas & Quinn, 

2007). Therefore, while the questions focused on issues that were consistent in the 

literature, the data will be disaggregated for analysis according to the demographic 

factors.  Key ideas related to questions about perceptions include equal opportunity for 

access, fair access, the role of governments in widening access, the role of institutions in 

widening access, and equity of access at institutional, national and regional levels. 
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5.4.2.1.2. The Survey Platform 

The survey was administered online using an accessible and secure site 

(SurveyMonkey). The site was very user-friendly and easy to navigate. In addition, I was 

able to create multiple versions of the survey, which was useful for running a pilot study; 

a time test; and sharing a unique link with institutional contacts who wanted only to have 

a look through the survey, none of which would affect the data of the main survey. Of 

course, the main survey was also set-up with separate access links for the social media 

campaign and the email campaign respectively. Separate links were set-up to be able to 

track the volume of responses resulting from each source.   

5.4.2.1.3. The Pilot Survey 

 Following structural and content revisions, the survey was piloted twice. The 

focus for each occasion was different. In the first instance, the aim was to conduct a time-

test to check the average amount of time taken to complete the survey. For the time-test, 

the assistance of colleagues in the office was requested. Seven volunteers took the survey. 

They were asked to pretend that they were real participants. They were to read all the 

instructions and read each question before responding. The volunteers were five females 

and two males. None were familiar with the content of the survey beforehand. The 

minimum time taken was ten minutes and maximum time was twenty-seven minutes, 

with an average of eighteen minutes. Since the maximum target time was twenty-minutes, 

it was decided that no major revisions would be made to shorten the survey before the 

second pilot test.  

The second part of the pilot study was to check for clarity of the questions and 

ease-of-use navigating the survey. The aim of this activity was to pilot the survey with a 

group of individuals who fit the profile of the target population. For convenience, higher 

education students in the researchers’ home country were used for the pilot. This was 
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facilitated by colleagues at two different institutions. Two different approaches were 

reportedly taken in engaging students for the pilot study. In the first instance, the teacher 

requested cooperation from a group of summer school students and arranged for them to 

have a class session in the computer lab to take the survey and provide feedback. In the 

second instance, the teacher made an announcement in class and encouraged students to 

participate. There was no follow-up. A total of twenty-seven students participated in the 

pilot study and eighteen provided feedback on the survey in a follow-up questionnaire. 

All except five of the students were from the first institution. Incidentally, five students 

from the second institution completed the pilot survey but none of the five provided 

feedback in the follow-up questionnaire. Students were to complete the survey and then 

provide feedback using a set of questions provided. The feedback questions are listed 

below.  

5.4.2.1.4. Questions for Feedback on Pilot Survey 

1. Are the questions easy to understand? (yes, no, other) 

2. Are the instructions clear on how to respond to the questions? (yes, no, other – 

please list the number of any question you found confusing) 

3. Did you find any question or response option offensive? If so, please explain 

4. How helpful did you find the following parts of the survey? (scale question [Very 

helpful to not at all helpful] focusing on: title page, welcome message and consent 

information, section headings, preamble describing each section, numbering of the 

questions, order of the questions, variety of question styles, moving back and forth 

between pages, and the progress bar showing the percentage of the survey 

completed/left to complete). 

5. What do you think about the length of the survey? (too long, too short, just right, 

other – please specify) 

6. Do you have any questions or further comments about the survey?  

Several changes were made to the survey based on the feedback received from the 

students and notes on students’ comments provided by their instructor. These changes are 

listed in Table 8 below.
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Table 8 Post-Pilot Revisions Made to the Survey Instrument 

Problems Identified Changes Made 

1. Confusion about how to 

categorize parents’ occupation 

according to the ILO standard 

classification categories used to 

structure the response options 

• The response option was changed completely. The 

ILO categories for occupations were scrapped and the 

question was rewritten as an open-ended question 

allowing respondents to type in a response. It was 

decided that during data cleaning the responses would 

be re-categorized using the ILO classifications to 

facilitate data analysis.  

2. Confusion about how to answer 

the question about parents’ 

education in cases where parents 

did not complete even the 

minimum grade listed in the 

response options 

• To fix this problem, a category of ‘other – please 

specify’ was added to the response options which 

provided the opportunity to type in a response 

3. Confusion about what some 

abbreviated terms meant that 

were used repeatedly throughout 

the questionnaire 

• It was decided to spell out all terms to reduce 

confusion 

4. Majority of students thought the 

survey was too long 

• Since all the questions were deemed essential, not 

much could be done about the length of the survey so 

it was decided to keep all the questions. The average 

time taken to complete the pilot survey (20 mins.) 

also corresponded with the average time from the 

time-test.  

• Additionally, parts of the survey such as headings and 

description of each section which may have helped 

shorten the reading time if they were excluded, were 

aspects that majority of students said they found 

helpful. 

 

5.4.2.1.5. Final Draft of the Questionnaire 

Following the post-pilot revisions, links to the survey were set-up and added to 

publicity material for dissemination. 

  



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

144 

5.4.2.1.6. The Survey Method 

The survey was open for three months from July to September 2016. This timeline 

was necessary because the survey was targeting students across multiple countries (scope) 

and it was being managed remotely (online format). The survey opened in July which 

coincided with summer break in North America and the Caribbean. Summer school is 

common at institutions in the region so even though it meant fewer students were enrolled 

than in a regular term, I felt it was a good time to begin the survey, build momentum up 

to the start of the next school year (mid-August) and leave it open for an additional six 

weeks (through September) into the new term. I felt the projected amount of time was 

necessary to obtain maximum support and participation in the survey. In addition, since I 

planned to use social media to publicize the survey, there was no restriction on reaching 

students over the summer break. The logic was that students were likely to check into 

social media accounts even while on vacation (for those not enrolled in summer school) 

and could therefore still be reached. Thus, a large part of my effort at the onset of the 

survey was to focus on the social media campaign. The latter part of the campaign once 

the new school year started was via email contacts at various institutions.  

5.4.2.1.7. External Validity of the Survey 

As discussed by Johnson and Christensen (2004), random sampling from the 

theoretical population is often prohibited by cost, time and the amount of effort required. 

This was exactly the case in this study. Therefore, several factors limit the 

generalizability of the survey findings. A summary of the sampling information for the 

survey that gives an idea of the extrapolation value for that portion of the study, is 

included in Appendix 5D.  
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5.5. Data Analysis  

Data were analyzed in the same sequence as collected using a combination of 

qualitative and quantitative methods. Qualitative data from the document analysis and 

interview transcripts were coded and analyzed using both manual coding and Computer 

Aided Qualitative Data Analysis (CAQDA). The CAQDA software and database used 

was NVivo 11. Quantitative data was cleaned in MS Excel and then exported to SPSS for 

processing and analysis. Key themes identified in the literature were factored into both 

the qualitative and quantitative data analysis using what Gabriel (2013) refers to as the 

theory-driven deductive approach to data coding and analysis. Gabriel essentially asserts 

that the deductive approach to coding applies existing themes from the theory and/or 

literature to code research data and test existing theory; whereas the inductive approach to 

coding is data-driven whereby themes are derived from the data to create new codes and 

generate new theory.  

5.5.1. Qualitative Data Coding & Analysis 

The qualitative data comprise extant documentation from 12 countries and 23 

interview transcripts. The first step in managing the data was to code the documents and 

interview responses. In the first instance, data from the document analysis was uploaded 

into NVivo for coding. In the second instance, a total of twenty-one interviews were 

transcribed by the researcher. Each transcript was cross-checked with the researcher’s 

written notes from the interview to help fill in gaps where applicable. The transcript for 

each interview was emailed to respective participants for final verification. Participants 

had the opportunity to validate (confirm) or update (note changes since the interview) 

their responses. The transcripts were then uploaded into NVivo where they were coded 

individually question by question. 
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Saldana (2008) defines data coding as “the transitional process between data 

collection and more extensive data analysis” (p. 4) whereby analytical data is created 

about the research data in the form of codes, analytic memos and graphical summaries 

(p.16). The coding strategies recommended by Saldana were used as the basis for coding 

the data in this study. In addition, Gabriel’s (2013) concepts of inductive and deductive 

approaches to coding were also applied.  

Data were coded both during data collection with first cycle pre-coding techniques 

(Saldana, 2008, p.3-4) that utilized the deductive approach described by Gabriel (2013); 

and after data collection with more in depth second cycle coding (Saldana, 2008, p. 15). 

The main coding strategies used were: descriptive coding – to document and categorize 

the myriad perspectives of multiple participants (Saldana, 2008, p. 7); In vivo coding – to 

preserve the participant’s verbatim expression of the data (p. 6); process coding – 

tracking repetitive patterns of words and actions as documented in the data (p. 5); and 

values coding – to capture and label subjective perspectives (p. 7). After the data was 

coded, the next step was categorization – looking for patterns in the coded data in order to 

group similar ideas into categories (Saldana, 2008, p. 8). Categorization then helped 

formulate themes for the data analysis (in line with Gabriel’s inductive approach).  

Qualitative data was analyzed using the multi-level analytical framework outlined 

in Chapter three, that combined both vertical and horizontal perspectives of cases and 

units of comparison (Bray & Thomas, 1995; Chong & Graham, 2013). Vertical analysis 

focused on comparisons within cases such as interview transcripts and secondary 

documents respectively. Horizontal analysis focused on drawing thematic comparisons 

across cases between data sources such as comparing interviews with higher education 

personnel and interviews with government officials; as well as cross-nationally to 

compare key themes across the participating countries.  
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The rationale for using this approach was to establish trustworthiness by making 

the data auditable. 

5.5.2. Quantitative Data Cleaning & Analysis 

Quantitative data from the survey were exported in various formats from the 

survey site: XLS, CSV, SPSS, and PDF. The data were then cleaned to filter out 

irrelevant responses and to organize the questions and responses of the survey before 

proceeding with the analysis. For example, the responses of non-students or students who 

were not post-secondary (high school students) were filtered. In addition, several 

responses that went to the wrong survey link had to be imported into the main data set. 

Data from open-response questions were also uploaded into NVivo for cleaning and 

analysis. For instance, a few participants overlooked the drop-down list of HEIs that was 

provided and instead typed in an institution name that was already included on the list of 

response options. These responses had to be filtered and recoded to match the available 

response options before accurate frequency data could be calculated. Similar 

inconsistencies arose in regard to choosing race/ethnicity as well as a couple of other 

questions. Since input responses are counted as ‘other’ these cases all had to be filtered 

and corrected before analysis. Before analysis in SPSS the data set was cross-checked 

with the hardcopy questionnaire for accuracy and clarity (question numbers and response 

options).  

In SPSS, data was analyzed using both descriptive and inferential statistical 

techniques, and represented in charts, graphs and tables where appropriate. For instance, 

descriptive analysis methods included frequencies, crosstabs and explore to examine and 

report measures of central tendency and variation. Inferential methods to look for 

correlation, compare independent and dependent variables, and test hypothesis, included 

non-parametric Friedman test and post hoc LSD Wilcoxon signed rank tests; independent 
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T-test and one-way anova; and Spearman’s rho (correlation coefficient). Additional 

information on the data is included in the appendices such as samples of the research 

instruments.  

 The outcomes of the qualitative and quantitative data analysis are 

explained in the next three chapters. The limitations of the research method are included 

in the conclusion chapter.  
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Chapter 6. Qualitative Analysis of Extant Data  

This chapter presents and interprets the results of the first phase of the research – a 

qualitative analysis of extant documents from the twelve participating countries. The aim of this 

phase of the research was to assess government and higher education institutions policies and 

practices governing equity of access to higher education in the Caribbean. This is related to the 

two main research questions: the focus on policy helps to inform the rhetoric of HE by identifying 

what policies exist and what provision they make for equitable access to HE; and the focus on 

practices helps to inform some of the reality about HE provision and participation by looking at 

the number and types of HEIs and the variety of programs being offered as well as the rates of 

participation. Therefore, these documents are divided into policy documents and documentation 

of existing practices. Policy documents include any printed or draft copy of government and 

institution policies on higher education and the documentation of practices includes available 

government and institutional statistics and other data records or reports. The policy documents 

were analyzed specifically for thematic references to provision for equitable access to higher 

education. The documentation of existing practices was analyzed for higher education 

opportunities and participation in the respective countries. The documents were collected from 

government offices, higher education institutions and international education databases.  As 

mentioned in the methods chapter, sources include individual country websites such as ministries 

of education, accreditation councils and quality assurance offices; and from the individual 

websites of higher education institutions. Some documents were also obtained through personal 

contacts in various countries as well as from international organizations’ publications.  

6.1. Higher Education Provision (Opportunity)  

Results of the analysis on documentation of existing practices will be presented first. This 

includes the most updated information collected from multiple sources on the higher education 

opportunities available to students in the Anglophone Caribbean. Appendix 6A details the number 
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and types of higher education institutions and programs in the participating countries at the time 

this empirical study was conducted (2014 to 2017)102. Below is a summary of the data.  

6.1.1. Number and Types of Institutions & Participation Rates103 

Information gathered from ten of the twelve countries’ national accreditation body 

indicates the current provision of higher education for each country in terms of number and types 

of institutions. The accreditation bodies are generally charged with facilitating mandatory 

registration of institutions that are in operation in the country either face-to-face, through hybrid 

courses or online; and also accrediting programs and institutions that voluntarily subscribe to 

external review for accreditation. These accreditation bodies publish periodic reports that include 

a list of all registered and accredited institutions and programs. Of the twelve countries in this 

study, only two do not currently have an established accreditation board or council: Belize and St. 

Lucia. Among those that do, the earliest has been in existence since 1987 (University Council of 

Jamaica), with many of others coming into practice more recently (2004 to 2006). Details of the 

national accreditation bodies for each country are presented in Appendix 6B. 

Information from these national accreditation bodies, or Ministry of Education in the 

absence of an accreditation body, shows that as of September 2017 there are an estimated 326 HE 

providers in the Anglophone region including registered foreign providers. Counting only 

regional and national providers, there are nine universities. There is one regional and one sub-

regional institution meaning they serve multiple countries through a number of campuses and the 

difference being the scope of coverage in terms of outreach and their physical or online presence 

in the various countries. The regional university is a public institution with four campuses – three 

main campuses in three host countries and an open campus (online) with local centers in 

seventeen contributing countries. This study covers twelve of the seventeen countries, three of 

which each host a main campus of the university. The sub-regional university is private. It is 

 
102 To preserve the integrity of the data from the other two phases of this study, statistics presented here will 

be those that correspond to the actual data-collection time period of this study. Updated statistical data on 

this topic is provided in chapter one.  
103 Data was gathered from individual countries’ government websites as well as individual HEI websites. 

Details of these can be found in the references section of this document.  
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headquartered in one country and has campus branches in four other countries. The remaining 

seven universities are national institutions.  

Overall, five of the twelve participating countries have at least one national university, 

and seven do not. Three more have a campus of the private sub-regional university. This means 

four countries currently have neither a national university nor the physical presence of a regional 

university. Additionally, there are 57 junior colleges/community colleges offering first level 

tertiary qualifications (as defined by UNESCO International Standard Classification of Education 

[ISCED], 2017); 13 adult and continuing education programs; 16 technical and vocational 

institutes104; six teacher education training centers that are independent institutions; and 150 

specialized professional or vocational training institutes. For details of the number and types of 

institutions by country please refer to the Appendix 6A.  

In terms of foreign education providers in the region, there are 34 foreign universities, 

most of which are medical schools that have campuses across the different countries. 

Additionally, there are 13 registered foreign universities offering fully online classes; and at least 

8 foreign universities that offer courses and programs through partnerships with local institutions. 

These various institutions are available to a tertiary school-age population of 601,657 persons, of 

which 183,370 (UIS, 2017), or 30.5%, are enrolled in a program or institution.  Table 9 below 

summarizes HE participation rates and available HE providers by participating country.  

 

 
104 These may or may not be post-secondary institutions. In some cases they are run as alternatives to 

attending a formal high school in which cases they train high-school aged individuals in short cycle training 

programs for TVET qualifications. In other cases, they are open to post-secondary and mature-aged 

students seeking training 
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Table 9 Overview of HE Provision and Participation in the Anglo-Caribbean to 2017105 

Country 

Tertiary School-

Age Population 
 

Tertiary 

Enrolment 

Number 
GER 

(%) 

Number of 

Registered 

HE 

Providers 

Number of 

National 

HE 

Providers106 

Regional 

HEI 

Center 

or 

Campus 
(most recent available national data)

107 

Antigua & 

Barbuda 

7,630 (2012) 1,792 23.5 9 3 2 

Bahamas, the 32,963 (2012) 4,884 14.8 62 55 1 

Barbados 18,643 (2014) 12,829 68.8 47 45 3 

Belize 36,762 (2015) 8,562 23.3 30108 24 1 

Dominica 6,868 (2015) 1,077 15.7 8 1 1 

Grenada 10,133 (2015) 9,236 91.1 3 1 1 

Guyana 70,966 (2012) 9,357 13.2 16 10 1 

Jamaica 273,829 (2015) 74,537 27.2 49 33 1 

St. Kitts & 

Nevis 

4,409 (2015) 3,508 79.6 5 1 1 

St. Lucia 16,629 (2015) 2,788 16.8 8 1 2 

St. Vincent & 

the 

Grenadines 

9,872 (2015) 2,180 22.1 8 2 1 

Trinidad & 

Tobago 

112,953 (2010) 52,620 46.6 81 69 2 

Total 601,657 183,370 30 326 245 17 

 

 

 
105 Data updated to 2020 is provided in chapter one. 
106 Please note that the number of registered HE providers includes all local, regional and foreign providers 

that are F2F as well as online. As Belize and St. Lucia currently do not have a national accreditation body 

that can provide reliable information, their numbers exclude any potential foreign providers whether F2F or 

online.  
107 The reference year was selected based on availability of data sets that could be matched for both 

indicators. For instance, the UNESCO Institute of statistics (UIS) has information on the tertiary school-age 

population for all countries up to 2015. However, the same is not true for the enrolment numbers. 

Therefore, the last national update on enrolment was matched with UIS data on the eligible population for 

that corresponding year.  
108 This includes the six TVET institutions and ten ACE centers which in Belize are classified as non-

tertiary/high school equivalency– according to international standards these are non-tertiary but post-

secondary options, and therefore are included in count of HE institutions by accreditation bodies of 

majority of the other countries.  
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6.1.2. Variety of Higher Education Programs 

As a frame of reference, the data for this section will be presented against a global 

backdrop in order to clarify where and how the Anglophone countries situate in the broader 

scheme of higher education provision in terms of the variety of programs of study being offered. 

The International Handbook of Universities published jointly by the International Association of 

Universities (IAU), World Higher Education Database (WHED) and UNESCO, identifies a 

comprehensive list of fields of study globally, each with various areas of focus (programs) and 

subsequent ranges of specialization.  In a recent publication, the IAU/UNESCO listed twenty 

broad fields of study; 189 areas of focus and 431 additional sub-categories of specialization (IHU, 

2016, V.3, Index). Table 10 shows how the Anglophone countries compare to the world at large 

in HE programs109.  

Table 10 Overview of HE Programs Offered in Anglo-Caribbean Compared to Global Data 

 Anglophone Countries Global Data 

Fields of Study  20 20 

Areas of Focus 107 189 

Ranges of Specialization 300+ 431 

 

It is useful to note that these programs are offered as either full degree at undergraduate and 

postgraduate levels or as diploma and certificate programs in various faculties, colleges or schools 

that are constituent parts of respective institutions. Table 11 provides an overview of program 

offerings by fields of study, types of qualifications and university levels; and Table 12 provides 

an overview of fields of study available by country.  

 

 
109 Source: IAU- UNESCO data extracted from the World Handbook on Colleges and Universities; country 

data compiled from websites of individual HEIs [2017] 
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Table 11 Overview of HE Provision in the Anglo-Caribbean by Fields of Study, Types of Qualifications, 

and University Levels  

Fields of Study Types of Qualifications 
University Levels (classified by 

IAU/WHED/UNESCO) 

1. Agriculture 

2. Architecture & Planning 

3. Arts & Humanities 

4. Business Administration 

5. Education 

6. Engineering 

7. Fine Arts 

8. Health Science 

9. Home Economics 

10. Information Sciences 

11. Law 

12. Mathematics and 

Computer Science 

13. Natural Science 

14. Performing Arts 

15. Religion 

16. Service Trades 

17. Social Sciences 

18. Technology 

19. Transport & 

Communications 

20. Welfare and Protective 

Services 

 

• Certificates   

• Diplomas 

• Associate Degrees 

• Post-Associate 

Diplomas 

• Bachelor Degrees 

• Post Graduate 

Diplomas 

• Master Degrees 

• Doctoral Degrees 

• Research 

Fellowships 
 

 

1st Stage - Undergraduate degrees, 

Certificates & Diplomas 

(Associate/Bachelor) 

2nd Stage - Graduate Degrees, 

Certificates & Diplomas (Master) 

3rd Stage - Postgraduate Degrees 

(Doctorate) 

4th Stage - Professorship 

(Professional Research) 

Source: IAU/WHED/UNESCO data extracted from the World Handbook on Colleges and 

Universities; country data compiled from websites of individual HEIs [2017] 
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Table 12 Fields of Study Available in the Anglo-Caribbean by Country 

Country 

No. of 

National HE 

Providers 

International Association of Universities and UNESCO Listing of Global Higher Education Fields of Study 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 
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Antigua & Barbuda 3 - 
 

- 
     

- 
 

- - - - - - - - - - 

Bahamas 55 - - 
   

- - 
 

- - 
 

- 
 

- - 
 

- - - 
 

Barbados 45 
              

- 
   

- 
 

Belize 14110         

- 
    

- 
   

- 
  

Dominica 1         

- 
    

- - 
   

- 
 

Grenada 1  - 
      

- 
  

- 
 

- - 
   

- 
 

Guyana 10         

- 
     

- 
  

- 
  

Jamaica 33 - 
     

- 
 

- 
    

- 
   

- - 
 

St. Kitts & Nevis 1 - - 
    

- 
 

- 
     

- 
   

- 
 

St Lucia 1 
 

- 
    

- 
 

- - 
 

- 
 

- - 
 

- 
 

- 
 

St Vincent & the 

Grenadines 
2 

 
- 

   
- 

  
- 

    
- - 

   
- 

 

Trinidad & Tobago 69 
 

- 
                  

Source: IAU/WHED/UNESCO data extracted from the World Handbook on Colleges and Universities; country data compiled from websites of individual 

HEIs [2017] 

 

 
110 Number excludes six Technical and Vocational Institutions and ten Adult & Continuing Education Programs that are classified locally as non-tertiary.  
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6.2. Higher Education Participation (Access)  

6.2.1. Region-wide participation rates 

As referenced in Table 9 above, the regional tertiary participation rate is approximately 

30.5%, or the equivalent of 183, 370 persons out of a possible 601, 657 (UIS, 2017). National 

tertiary school age populations (TSaP) range from as little as four thousand to as much as two 

hundred and seventy thousand. Similarly, national gross enrolment numbers (GEN) range from as 

little as one thousand to as much as seventy-four thousand. Consequently, tertiary participation 

rates for individual countries range from as low as 13% to high as 91%. Three countries have over 

50% participation; four countries have less than 20% and five countries ranges between 20 and 50 

percent.  

6.2.2. Participation rates by country 

The calculations and rankings for individual countries are entirely context-based and 

ought to be considered relative to tertiary population size. The country with the highest gross 

enrollment ratio (GER) is Grenada at 91% and the lowest is Guyana at 13%. Jamaica has the 

largest tertiary school age population and St Kitts & Nevis has the smallest. Jamaica also has the 

highest gross enrollment number and Antigua and Barbuda has the lowest. There is no clear 

pattern to indicate a strong correlation between tertiary school-age population size and gross 

enrollment ratio. Except for St Kitts and Nevis which has the lowest TSaP and the second highest 

GER, and Guyana which has the third largest TSaP and the lowest GER, none of the other 

countries show a similar trend either positively or negatively.  
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6.3. Higher Education Policy 

This section covers the empirical results from the analysis of policy documents. 

This incorporates both content and thematic analysis that examined the position taken by 

governments and education institutions on equity of access to higher education. In 

accordance with the list of documents for public policy analysis credited by O’Leary 

(2014), concentration was placed on three main types: institutional mission and vision 

statements, written policy documents and strategy papers. The key themes analysed in 

relation to the research questions and the conceptual framework of this study were: 

Provision, Equity and Access.  

6.3.1. Analysis of Mission and Vision and Statements for Governments and HEIs 

in the Anglo-Caribbean 

An institution’s mission and vision statements are integral parts of its strategic 

management process (Papulova, 2014; Kantabutra & Avery, 2010; Ozdem, 2011; Taiwo, 

Lawal & Agwu, 2016; Darbi, 2012). In essence, these are crucial for successful strategic 

planning since they form the foundation for operating principles and policy framework 

that guide and shape the change and development process within an organization or 

institution (Ozdem, 2011; Taiwo, Lawal & Agwu 2016; Darbi, 2012). As part of the 

document analysis for this study, I felt it was important to review the mission and vision 

statements of the various government and higher education institutions in the 

participating countries in order to assess how many have included equitable access to 

higher education as part of their strategic foundation. I must add the disclaimer that this is 

not an analysis of the quality of the statements, but rather an analysis of the coverage they 

give to access and equity in education. Information was gathered from the websites, 

handbooks, annual reports and other documents available online for the various 

government offices and educational institutions. These include ministries of education, 
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higher education units within the ministry, and relevant higher education institutions for 

each country.  

6.3.1.1. The Numbers (Content Analysis) 

In total, I collected information for seventy institutions. This includes the variety 

of institutions mentioned above for the twelve countries. Several countries either did not 

have one of the government institutions or I could not find information for a particular 

college/university. Twelve such cases are listed as ‘no information available’ and the 

remaining fifty-eight cases were analysed. Overall, thirty institutions had both mission 

and vision, fourteen had only a mission, one had only a vision, two had them combined, 

and eleven had neither. Of the twelve MOEs, six have both a mission and vision, three 

have only a mission, one has a combined mission and vision and two have neither 

mission nor vision. Among the twelve countries, there are five HE units that are 

departments within respective ministries of education. One has both a mission and vision, 

one has only mission, one has only vision, and two have neither mission nor vision. Ten 

of the twelve countries have a national accreditation body. Among the ten, six 

accreditation bodies have both mission and vision, and the other four have neither. Of the 

thirty-two higher education institutions (HEIs), seventeen have both mission and vision, 

ten have only a mission, one has a combined mission and vision, three have neither, and 

for one college I was unable to find any information online. Therefore, I was able to 

review forty-five mission and thirty-two vision statements. See Table 13 below for a 

summary of the available data.  
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Table 13 Summary of Current Government and Higher Education Institutions' Mission and Vision in the 

Anglo-Caribbean 

Institution 
Mission 

Only 

Vision 

Only 
Both Combined Neither 

No Information 

Available (N/A) 
TOTAL 

w/ 

N/A 

Ministry of 

Education 
3 0 6 1 2 0 12 

12 

Higher Education 

Unit 
1 1 1 0 2 9 5 

14 

National 

Accreditation 

Body 

0 0 6 0 4 2 10 

12 

Higher Education 

Institutions 
10 0 17 1 3 1 31 

32 

TOTAL 14 1 30 2 11 12 58 70 

 

6.3.1.2.  The Trends (Thematic Analysis) 

The three most common themes across all mission and vision statements were: 

education provision, development, and quality. There was also some cross-over between 

these themes. Most spoke about the commitment to education provision in various post-

secondary formats including tertiary, further education, distance and continuing 

education, adult education, or technical and vocational education and skills training, 

formal and non-formal education and lifelong learning.  Others focused on delivery 

methods, excellence, quality and relevance, and meeting changing education needs. A 

few talked about equity and making education affordable and accessible. In regard to 

development, the most common emphasis appeared to be on the holistic development of 

students with a long-term view toward national human development so that students 

could become “responsible” and “self-sufficient” citizens who would then contribute to 

the development of society, the country, the region, or all three. Additional areas of 

development mentioned were higher education, research and sustainable development all 

on a national level. The third most common theme was quality. The term was emphasized 

to different degrees. For instance, one ministry of education committed to providing ‘the 

highest quality education’ to citizens. Several other institutions professed to offering a 

range of ‘high-quality’ options in education, training programs and professional 
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development.  There were various other ‘quality’ offerings targeting a number of service 

areas. Additionally, a few institutions declared a commitment to improving the ‘quality of 

life’ of all citizens. More comprehensively, the national accreditation bodies addressed 

quality assurance services in their statements.  

The themes most relevant to this study are provision, access or accessibility, and 

equity or inclusiveness. These were not as prevalent in the mission and vision of 

government and higher education institutions’ statements but some general references 

were made and these are presented in Appendix 6C.  

6.4. Government and HEIs’ Policies and Practices for HE in the Anglo-

Caribbean 

This section answers in part the research question about what rhetoric is guiding higher 

education development in the Anglophone Caribbean.  It looks at policy provisions that support 

equity of access to HE (provision as well as equal access), mechanisms to monitor and evaluate 

equitable access in HE, and national or regional reform measures to improve equity of access to 

HE. Policy documents referencing tertiary/higher education are prioritized for proper context.  

6.4.1. Government Policy Provisions for Education 

For the countries under review, shared colonial history saw majority of them adopting 

almost exact drafts of early constitutional documents in the pre-independence period (Anthony, 

1994). For the most part, these frameworks did not all make provisions for the basic right to 

education, nor allowances for a regulated higher education system (Anthony, 1994; UNESCO, 

2017). Education was only mentioned in two contexts. First, in relation to citizens’ personal 

liberty “no person shall be deprived of his personal liberty save as may be authorized by law…for 

his education or welfare during any period ending not later than the date when he attains the age 

of eighteen years” (Constitutions of Antigua and Barbuda, 1981, Article 5; Constitution of the 

Bahamas, 1973, Article 15; Constitution of Belize, 1981, Article 3; Constitution of Trinidad and 

Tobago, 1976, Article 4). Second, regarding freedom of conscience “every religious community 
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shall be entitled at its own expense, to establish and maintain places of education… and no such 

community shall be prevented from providing religious instruction for persons of that community 

in the course of any education provided…no person attending any place of education shall be 

required to receive religious instruction… if that instruction relates to a religion other than his 

own” (Constitution of the Bahamas, 1973, Article 22; Constitution of Belize, 1981, Article 11; 

Constitution of the Commonwealth of Dominica, 1984, Article 9; Constitution of Grenada, 1973, 

Article 9; Constitution of Guyana, 1980, Article 145; Constitution of Jamaica, 1962, as amended 

in 2011, Article 17; Constitution of Saint Kitts and Nevis of 1983, Article 11; Constitution of 

Saint Vincent and the Grenadines, 1979, Article 9).  

There are a few exceptions to the scenarios described above. For instance, the Education 

Act of 1965 regulated the education system in Jamaica with the aim to “to meet the needs for … a 

better definition of Jamaica’s educational goals and the expansion of the system to meet both 

individual and national needs”.  Similarly, early education provisions in Trinidad and Tobago 

(Education Act of 1966) and Barbados (Education Act Cap 41 of 1983, repealing the Act of 

1966), provides education for all citizens from the pre-primary level to the tertiary level, with 

compulsory education from ages five to twelve and five to sixteen respectively. In Saint Lucia, 

provision was made for a statutory system of education through the Education Act No. 18 of 

1977, which comprised “primary, secondary, further education and special schools… technical 

and vocational education and compulsory education” but still the right to education was not 

enshrined until Education Act No. 41 of 1999 repealed the old Act. In Guyana, the Constitution of 

1980 as amended in 2001 enshrines the right to education in Article 27, which states that “every 

citizen has the right to free education from nursey to university as well as non-formal places 

where opportunities are provided for education and training”. Furthermore, the University of 

Guyana Act of 1963 establishing the national university is among the earliest formal provision for 

higher education in the Anglophone region.  

Most other allowances for compulsory and ‘further’ or ‘tertiary’ education or 

establishment of specific tertiary education institutions, came in later legislative reforms at 

different stages for each country from the late 1900s through to the present. Fundamentally, the 
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focus, as could be deduced from the various mission and vision statements of departments and 

institutions, has been on increasing provision, widening access, improving quality, investing in 

human resource development and making the system more sustainable. See Appendix 6D for a 

chronological census of regional and national policy documents that have been shaping HE in 

particular, in the region. As indicated in earlier chapters, higher education provision has grown 

exponentially over the last three decades with expansion of globalizing forces including special 

momentum gained from onboarding with UN initiatives such as MDGs, EFA and more recently 

the SDGs. Regional and national reform efforts indicate that rhetorically, the region has been 

progressing steadily from elitist to mass education access at all levels, including tertiary/higher 

education. All education Acts have also long included non-discriminatory clauses protecting 

individuals from being excluded on grounds of “race, origin, colour, religion, sex (Trinidad & 

Tobago), [or] political opinions (Belize, Barbados, Saint Lucia, Saint Vincent & the Grenadines), 

[or] disabilities (Bahamas, Grenada, Saint Vincent & the Grenadines)”, and these have been 

further refined over time to articulate a vision for equal and inclusive access to quality education 

for all. In regard to monitoring and evaluation (M&E) of these systems, evidence in the literature 

suggests that despite good intentions in writing M&E stipulations into education reform 

legislations there is still some challenge in efficiently managing that area; particularly since the 

issue continues to present as an obstacle decade after decade. 

6.4.1.1. Key Take-away Points from Reviewing Governments’ Policies on Equity 

of Access to HE 

There are few policies specific to Higher Education for the countries in this study unless 

one counts Subsidiary Instruments establishing some public university colleges in the various 

territories (e.g., SVGCC Act; CFBC Act; UG Act; SALCC Act).  Majority of provisions for 

higher education fall within the ambit of wider development or general education policies and 

plans. This pattern is consistent even in countries where a specific regional or sub-regional 

strategy is introduced. For example, the OECS group has outlined a specific sub-regional higher 

education strategy (See OECS strategy papers: Foundation For the Future (FFF (1991); and 

Pillars for Partnership and Progress (PPP) (2000) where plans for reform in the tertiary and adult 
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education sectors represent some of the earliest attention to strategic HE development in the 

region.). Yet, member countries are still lagging in adaptation of those measures.  

Within available policy documents, primary emphasis is placed on including tertiary 

education (HE) in the definition of the country’s education structure; providing for establishment 

of post-secondary education institutions and their management; non-discrimination in education 

admission; and national scholarship schemes to help fund education in the sector. Additionally, 

reform strategies, sector strategies and strategic plans, generally mimic the rhetoric of global 

policy initiatives in providing for widening HE access; ensuring equitable access for all; and 

providing quality education services.  

In fact, there is a general top-down approach to policy adaptation starting with global 

initiatives such as MDGs, EFA and SDGs. These are first embedded into regional development 

plans (such as the “Declaration of Paramaribo” (2010), which came out of the First Caribbean 

Conference on Higher Education; or the “Caribbean Community Five-Year Strategic Plan 2015-

2019” – also lauded as first of its kind). Such plans are then funneled down to individual member 

states for respective interpretation and implementation. It is at the national level where adaptation 

to local context varies most widely and where the greatest discrepancies exist with 

implementation, monitoring and evaluation.  

6.4.2. Government Practices that Promote Equity of Access to HE 

A number of practices are in place across the region to promote equity of access to HE. These 

include: 

• Provision of Public Tertiary Education 

o All governments currently provide a range of tertiary education options for citizens including 

colleges and universities, technical and vocational training centers, adult and continuing education 
programs and teacher’s training colleges…  

o Five governments currently provide a public national university; eleven of the twelve countries 

contribute toward the budget of the regional public university.   

• Accreditation of Institutions and Programs 

o Ten of twelve countries have a national accreditation board to register and evaluate higher 

education institutions and programs.  

o These work in concert with regional and international accreditation bodies.   

o They also regulate the provision of private tertiary education services by a number of institutes. 

• Funding opportunities  

o All governments provide some type of financial aid for citizens aspiring to participate in higher 

education. The extent and range of assistance varies widely between countries from near 100% 
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coverage for HE (e.g., Trinidad and Tobago & Barbados111) to tuition scholarships, a variety of 

bursaries and grants, and student loan schemes.  

• Inclusive Education Measures 

o provision for individuals with disabilities (mostly for compulsory education levels – primary and 

secondary). The government of Jamaica has a Disability Act (2014); The Bahamas has an Equal 

Opportunity Act (2012). At tertiary level The UWI has a Special Education Department. 

o provision for indigenous populations (countries with indigenous populations – Dominica, 

Guyana, Belize) 

o special provision for low SES students (financial assistance schemes) 

o provision for rural students (multi-island states like The Bahamas and Grenada; mainland 

countries with broad geography like Belize and Guyana; & Federations like Antigua and Barbuda, 

Saint Kitts and Nevis, Saint Vincent and the Grenadines) 

o special provision for mature-aged students and working adults (Bahamas Education Act; 

Barbados, Trinidad & Tobago) 

6.4.3. Higher Education Institutions (HEIs) Policy Provisions 

Higher Education Institutions’ policies act both as supplement to government policy on 

education and as autonomous measures. Essentially these are intended to emphasize the 

institutions strategic position based on its core values, institutional and educational goals, and 

mission and vision statements. Generally, such policies include specific regulations governing 

academic program offerings; tuition & fees; admission criteria and procedures; and regulations for 

the day-to-day running of the institution. For the purpose of this study only the sections of 

policies that are most relevant to equitable access have been analyzed. This covers admission 

criteria, fee structure and payment options, and student support services such as 

scholarships/financial aid.    

6.4.3.1.  Key Take-Away Points from Reviewing HEIs’ Policies on Equitable Access 

HEIs’ policy statements are entrenched in Education Acts establishing specific national 

institutions. Some HEIs have their own charters. Otherwise, institutional policy is documented in 

student handbooks and on respective websites.  

Key thematic references across countries and institutions emphasize non-discrimination 

in line with national regulations. Focus is primarily on quality education services and equal 

opportunity for all. The reality is often restricted by limited spaces and unaffordable costs for low 

 
111 The Barbadian government (like other contributing governments) provides an annual subvention for the 

regional university and pays tuition fees for Barbadian citizens pursuing undergraduate studies at all three 

campuses of the UWI. The government also sponsors a Student Revolving Loan Fund (SRLF) to assist 

nationals with HE funding (more information about the SRLF available here: http://www.srlfloan.edu.bb).   

http://www.srlfloan.edu.bb/
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SES students. Admission policies of the more prestigious institutions are designed to filter 

candidates by offering highly competitive seats. At institutions where quality and prestige are not 

optimal, a quota-system is applied to fill all available seats or as much as possible in order to meet 

annual budgetary targets. 

6.4.3.2.  Synopsis of HEIs’ Practices to Promote Equitable Access 

• Admission criteria  

▪ Region-wide, admission to HE is contingent upon performance on secondary school exit 

exams: most widely the Caribbean Secondary Education Certificate (CSEC), locally dubbed 

the ‘CXC’112. Typically, a minimum of 4 (or 5 in some cases) passes including mathematics 

and English are required for entry to most tertiary institutions113. Weight of the CXC exam is 

also far heavier in the island territories except for Bahamas which does not participate, and 
Belize, where passes are not an entry criterion for tertiary education. This exam114 carries a 

registration fee, per subject fee, and other administrative fees, some of which are typically 

subsidized by national governments115. These exams provide a benchmark for entry to HE 

and therefore align with the meritocratic idea of establishing a basic criterion for access. 

▪ In all countries except for Belize, secondary school spans a 5-year period (it’s 4 years in 

Belize). This means students in other countries have an extra year to prepare for the CSEC 

exam which is often reflected in the regional examination results.  

▪ Basic criterion across the region is benchmark academic performance on secondary school 

transcripts; or performance on entrance and placement examinations in mathematics and 

English. 

▪ There are program-specific admission criteria at some institutions.  

▪ A percentage of annual fees generally has to be paid upfront and students sign a payment 

plan agree to cover the balance over a specified time-limit (typically 3 months).  

▪ Financial aid can be applied towards tuition and fees to facilitate the enrolment process.  

• Higher Education Costs & Funding Options 

▪ The application process carries a fee for each application submitted to different institutions.   

▪ Tuition & fees structure and payment options vary by country and institution –Table 14 

below compares basic fees for public and grant-aided higher education institutions in twelve 

Anglo-Caribbean countries. In most cases, a cost-sharing system is in place for higher 

education services. Most institutions have separate fees for locals, CARICOM nationals and 

international students. Data is provided only at the national level as an example here.  

▪ Financial Aid – scholarships, work-study and student loans operate either as a formal system 

in collaboration with national governments (e.g., Trinidad and Tobago, Barbados) or via 

informal arrangements as in most of the other countries.  

• Student Support Services  

▪ Housing/Accommodations are available at some institutions like the regional university 

campuses, but not the majority since most cater to local student pools. In cases where 

rural/remote students need to travel to access HE, they either have to commute or relocate 

and bear the additional cost of rental housing and/or transportation. In Guyana as one 

example, the government subsidizes housing for remote students that need to relocate.   

▪ Special Needs Access - this is an area of great deficit region-wide, with only a few 

institutions having physical and other accommodations in place for special needs students.  

 
112 Information about the Caribbean Examination Council can be accessed here: https://www.cxc.org/   
113 Information on Admissions Criteria was accessed from individual HEI websites.  
114 Details of the CSEC examination can be found here: https://www.cxc.org/examinations/csec/  
115 A schedule of examination fees presented in Barbadian Dollars can be found here: 

https://www.cxc.org/about/examination-fees/ 

https://www.cxc.org/
https://www.cxc.org/examinations/csec/
https://www.cxc.org/about/examination-fees/
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▪ Transportation – arrangements vary by country and institution and in cases where it is 

available specifically as an education initiative, it is funded or subsidized by government 

(e.g., Barbados and St. Lucia).  
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Table 14 Comparative Costs116 of Public & Grant-Aided Higher Education in 12 Anglo-Caribbean 

Countries to 2021 

 Country HEI Application 

Fee 

Registration 

Fee 

Cost per 

Credit 

Hour 

Average Annual 

Tuition 

National Institutions 

1.  Antigua & 

Barbuda 

A&B International 

Institute of 

Technology 

$7.40 USD $18.50 USD $222.01 

USD 

-- 

Antigua State College $22.20 USD -- $148.01 

USD 

$7,140.04USD 

2.  Bahamas, 

the 

University of the 

Bahamas 

$50.00 USD $149.99 

USD 

$172.50 

USD 

$35,396.73USD 

3.  Barbados Barbados Community 

College 

$29.73 USD $146.15 

USD 

$371.57 

USD 

$4,917.12USD 

Eridston Teacher’s 

Training College 

$24.77 USD -- -- $8,290.84USD 

Samuel Jackman 

Prescot Polytechnic 

(SJPP) 

 

-- 

-- $180.83 

USD 

$2,378.05USD 

4.  Belize University of Belize $15.00 USD $155.00 

USD 

$58.00 

USD 

$5,403.00USD 

  Centro Escolar 

Mexico Junior 

College 

-- -- -- -- 

Corozal Junior 

College 

$15.00 USD $460.50 

USD 

$15.00 

USD 

$1,842.00USD 

Sacred Heart Junior 

College 

$12.50 USD $264.25 

USD 

$15.00 

USD 

$1,924.00 USD 

St John’s College 

Junior College 

-- -- -- $2,700.00 USD 

Stann Creek 

Ecumenical Junior 

College 

$20.00 USD $168.00 

USD 

-- -- 

Independence Junior 

College 

$15.00 USD $49.50 USD $15.00 

USD 

$2,267.50 USD 

Wesley Junior 

College 

-- -- -- -- 

St. John Paull II 

Junior College 

$12.50 USD $30.00 USD $45.00 

USD 

$3,090.00 USD 

Belize Adventist 

Junior College 

$10.00 USD $205.00 

USD 

$15.00 

USD 

$2,540.00 USD 

San Pedro Junior 

College 

$15.00 USD $100.00 

USD 

$22.50 

USD 

$4,000.00 USD 

5.  Dominica Dominica State 

College (DSC) 

$37.00 USD No Tuition 

fees 

nationals 

No Tuition 

fees 

nationals 

No Tuition fees 

nationals 

6.  Jamaica University of 

Technology Jamaica 

(UTJ) 

Online free $19.64 USD $84.45 

USD 

$2,983.85 USD 

7.  Grenada T.A. Marryshow 

Community College 

$18.50 USD $11.10 USD -- $299.72 USD 

 
116 This table privileges national institutions as the point of comparison. Some are fully 

government funded (Public) and others are partially government-funded (grant-aided/community 
colleges). Data on fees was sourced from individual HEI websites. Fees have been converted to 

the nearest USD estimate. Conversion table is included on the next page. Data was retrieved from 

individual HEI website (details are available in the reference list).  
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(TAMCC) 

8.  Guyana University of Guyana 

(UG) 

$4.78 USD $250.00 

USD 

$27.29 

USD 

$1,091.83 USD 

  Cyril Potter College 

of Education (CPCE) 

 $53.10 USD   

9.  Saint Kitts 

& Nevis 

Clarence Fitzroy 

Bryant College 

(CFBC) 

$12.95 USD No Tuition 

fees 

nationals 

No tuition 

nationals 

No tuition 

nationals 

10.  Saint Lucia Sir Arthur Lewis 

Community College 

(SALCC) 

$7.40 USD $11.10 USD -- $3,145.18 USD 

11.  Saint 

Vincent & 

the 

Grenadines 

Saint Vincent & the 

Grenadines 

Community College 

(SVGCC) 

$7.40 USD $379.27 

USD 

-- $1,221.07 USD 

12.  Trinidad & 

Tobago 

College of Science, 

Technology and 

Applied Arts of 

Trinidad & Tobago 

(COSTAATT) 

$3.67 USD $11.74 USD $44.03 

USD 

GATE117 

funding for 

nationals, free 

tuition 

University of 

Trinidad & Tobago 

$13.21 USD $33.02 USD $78.27 

USD 

$2,348.07 USD 

Regional Institution 

 

Jamaica, 

Barbados, 

Trinidad & 

Tobago 

University of the 

West Indies 
$13.21 USD $33.02 USD 

$51.36 

USD 
$10,135.67USD 

 

17 

Territories 

including 9 

of the 12 

above 

(excluding 

the three 

that have a 

physical 

campus) 

University of the 

West Indies Open 

Campus 

$30.00 USD $30.00 USD 
$360.00 

USD 
$25,000.00 

Table of Currency Conversion Rates 
Country National Currency Conversion Rate to USD118 

OECS Countries 

• Antigua & Barbuda 

• Dominica 

• Grenada 

• Saint Kitts & Nevis 

• Saint Lucia 

• St. Vincent & the Grenadines 

Eastern Caribbean Dollar $1.00 XCD = $0.37 USD 

Bahamas Bahamian Dollar $1.00 BSD = $1.00 USD 

Barbados Barbados Dollar $1.00 BBD = $0.50 USD 

Belize Belizean Dollar  $1.00 BZD = $0.50 USD 

Jamaica Jamaican Dollar  $1.00 = $0.0065 USD 

Guyana Guyanese Dollar  $1.00 GYD = $0.0048 USD 

Trinidad & Tobago Trinidad & Tobago Dollar $1.00 TTD = $0.15 USD 

 

 
117 The government of Trinidad provides financial support to all nationals up to completion of a first degree. 

Details of their Government Assisted Tuition Expenses (GATE) program can be found here: 

https://www.moe.gov.tt/government-assisted-tuition-expenses/  
118 August 2021 rates 

https://www.moe.gov.tt/government-assisted-tuition-expenses/
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6.5. Spotlight: The UWI  

This spotlight seeks to examine three specific aspects of the regional university: how it 

contributes to provision of higher education in the Anglophone Caribbean; what tertiary education 

participation looks like at the university within a regional context; and key policies and practices 

of the university that govern equitable access. Since a comprehensive account on much of these 

topics is available in Howe (2005), my focus will be primarily on post-2005 data and updates that 

add to the discussion of equitable access to higher education in the region119.   

6.5.1. Provision 

The University of the West Indies (The UWI) is the flagship regional university of the 

English-Speaking Caribbean. It has four campuses – three main campuses and one open campus. 

The main campuses are Mona in Jamaica; Cave Hill in Barbados; and St. Augustine in Trinidad & 

Tobago. The open campus has over 40 in-country sites across the seventeen contributing 

countries.120 Table 15 below provides a breakdown of the campuses and centers by country. The 

main campuses offer a variety of face-to-face, blended and online distance programs while the 

open campus sites offer mainly online distance programs and a selection of pre-university, 

continuing education and professional development courses. At the open campus centers, 

programmes and courses offered is subject to the availability of an adequate number of qualified 

persons. Throughout all university campuses programs are offered as certificates, diplomas, 

undergraduate or postgraduate degrees and post graduate diplomas. The university also offers 

special entry into several undergraduate degrees programs for mature-aged learners through the 

Prior Learning Assessment (PLA) program. Figure 7 below shows the basic structure of the UWI 

and Box 6.1 provides a synopsis of the university’s history.  

 
119 Some useful regional sources on The UWI: Howe (2005) looked at The UWI as a case study for tertiary education provision in the 

context of higher education access in the Anglophone Caribbean. He also covered additional topics such as UWI’s expansion with 

distance education, governance of the UWI, the university’s efforts at international collaboration, development of the university’s 

quality assurance unit, and financing issues at the university. Gordon (1999) and Handa and Darbi (2012) looked at the UWI’s 

admission policy in the context of a developing country [region]. Kuboni (2009) looked at student support measures at local centers [of 
the Open Campus] for distant education students. Roberts (2003) looked at the historical role of the UWI in shaping tertiary education 

in the Caribbean. Severin (2001) looked at the entrepreneurial potential of the UWI in a global context. And Thomas and Soares 

(2009) looked at how the university’s open campus is situated to increase access to higher education. 

120 These are English-speaking countries in the Caribbean that contribute toward the budget of the university. This includes all 

participating countries in this study except for Guyana (non-contributing) as well as the six British Overseas Territories in the region.  
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Table 15 Distribution of The UWI’s Campuses, Centres and Sites 

Locations 
Main 

Campus 

Centers/Sites 

Campus Countries 

1. Jamaica 

2. Barbados 

3. Trinidad & 

Tobago 

 Additional Campus 

Site 

Open Campus 

Centers 

Other 

Center 

1  1 11 3121 

1 -- 1 1122  

1 1123 8 4124 

Non-Campus Countries  

(in this study) 

1. Antigua & Barbuda 

2. Bahamas, The 

3. Belize 

4. Dominica 

5. Grenada 

6. St. Kitts & Nevis 

7. Saint Lucia 

8. St. Vincent & the 

Grenadines 

 
   

 

  1 -- 

  1 1125 

  1 -- 

  1 -- 

  1 -- 

  1 -- 

  1 -- 

  1 -- 

Other Non-Campus 

Countries 

1. Anguilla 

2. Bermuda 

3. Cayman Islands 

4. British Virgin Is. 

5. Montserrat 

6. Turks & Caicos 

  

 

  

 1 -- 

 1 -- 

 1 -- 

 1 -- 

 1 -- 

 1 -- 

Source: http://www.open.uwi.edu/locations 

 

                                                             

 

 
121 The UWI’s Consortium for Social Development and Research (CSDR) coordinates four autonomous 

specialized units of the Open Campus: The Social Welfare Training Center (SWTE), the Hugh Lawson 

Shearer Trade Union Education Institute (HLSTUEI), and the Caribbean Child Development Centre 

(CCDC) all located on the Mona Campus in Jamaica; and the Women and Development Unit (WAND) 

located at The Pine, Barbados.  
122 The Women and Development Unit (WAND) is part of the CSDR and is located at The Pine, Barbados. 
123 The UWI St. Augustine South Campus is scheduled to open in January 2018 in the Debe/Penal area.  
124 The UWI St. Augustine has a Nursing School in El Dorado; The Eric Williams Medical Sciences 

Complex in Mount Hope; the Agricultural Innovation Park in Trincity; and the Department of Creative and 

Festival Arts on Gordon Street, St. Augustine.  
125 The University of the West Indies Centre for Hotel and Tourism Management is located in Nassau, 

Bahamas.  

http://www.open.uwi.edu/locations
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Figure 7 Diagram of the basic structure of The University of the West Indies 

 

Basic Structure of the University of the West Indies

On Campus

Mona, 

Jamaica

Cave Hill, 

Barbados

St. Augustine, 

Trinidad & Tobago

Distance/OnlineOpen Campus

(17 Countries, 40+ centers)

Main Campus
Affiliated Institutions

Off-Campus

Figure 8 Diagram of the basic structure of The UWI
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Box 6.1. Synopsis of the History of the UWI 
 

“An institution with a rich history 

 

In 1943 the Vice Chancellors of United Kingdom Universities convened a special commission to “consider 

the principles which should guide the promotion of higher education, learning and research… in the 

colonies.” The recommendations of that commission saw a Royal Charter formally establishing what was 

then the University College of the West Indies in 1948. The University of the West Indies which today 

boasts of being one of only two regional higher education institutions in the world began with one campus 

(Mona, Jamaica) at the historic Gibraltar World War II Camp acquired at a cost of £12,000.  

  

In 1960 The UWI’s second campus at St. Augustine was born out of a merger between the University 

College and the Imperial College of Tropical Agriculture (IATA) in the island of Trinidad. The two campus 

College remained affiliated with the University of London until 1962 when it became The University of the 

West Indies, an institution in its own right with the privilege of granting its own degrees.   

  

What is today known as The Cave Hill Campus of The University of the West Indies started in 1963 as the 

College of Arts & Sciences in temporary quarters at the Bridgetown Harbour. On October 16, 1967 the 

College of Arts and Science at Barbados opened the academic year at the new university buildings at Cave 

Hill, on a 45 acre site provided by the Government of Barbados. With the establishment of the Faculty of 

Law in 1970, the name of the Caribbean College was changed to the Cave Hill Campus of The University 

of the West Indies.  

  

The UWI’s fourth and newest Campus, the Open Campus was formally launched in June 2008 in Antigua 

and Barbuda. The Open Campus is an amalgamation of the previous Office of the Board for Non-Campus 

Countries & Distance Education (BNNCDE), the School of Continuing Studies (SCS), the UWI Distance 

Education Centre (UWIDEC), and the Tertiary Level Institutions Unit (TLIU all of which are direct 

descendants of the Department of Extra-Mural Studies. The UWI Open Campus offers multi-mode teaching 

and learning services through virtual and physical site locations across the Caribbean region. There are 

currently 42 site locations of the Open Campus in the region, serving 16 countries in the English-speaking 

Caribbean. 

  

Today, UWI is the largest and longest standing higher education provider in the English-speaking 

Caribbean. UWI offers undergraduate and postgraduate certificate, diploma and degree options in 

Engineering, Humanities & Education, Law, Medical Sciences, Pure & Applied Sciences, Science and 

Agriculture, and Social Sciences. As an icon of Caribbean integration and culture, UWI remains committed 

to enhancing every aspect of Caribbean development and improving the well-being of the people of the 

Caribbean.” 

 
Source: The University of the West Indies website accessed at http://uwi.edu/history.asp 

 

 

  

http://uwi.edu/history.asp
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6.5.2. HE Participation 

The University of the West Indies currently serves a student population of 47,395 across its four 

campuses and 1,669 students off campus through online distance programs based at the three 

main campuses (University Office of Planning, 2017). Overall, on campus/open campus 

enrolment has majority enrolled at the St. Augustine Campus (18,814), followed by Mona campus 

(16,045) then Cave Hill (6,863) and finally the Open Campus (5,673). In off-campus enrolment, 

1155 students are enrolled at the Mona Campus in Jamaica, 404 at Cave Hill in Barbados and 110 

at the St. Augustine campus.  

Table 16 shows the distribution of UWI enrolment by campus as it corresponds to the current 

tertiary school-aged population for those respective countries and group of countries.  

Table 16 Enrolment at The UWI as a percentage of national and regional tertiary school-age 

population and gross enrolment number. 

Country UWI Campus 

UWI 

Enrolment 

Number 

National 

Tertiary 

School-age 

Population 

(TSaP) 

Gross 

Enrolment 

Number 

(GEN) 

% of 

Population 

Enrolled at 

UWI 

TSaP GEN 

Jamaica Mona 16,045 273,829 

(2015) 

74,537 5.9 8.1 

Barbados Cave Hill 6,863 18,643 (2014) 12,829 36.8 53.5 

Trinidad St. Augustine 18,814 112,953 

(2010) 

52,620 16.7 35.8 

Non-

Campus 

Open Campus126 5,673 196,232127 43,384128 2.9 13.1 

Off-

Campus 

Distance/Online 1,659 ----- ----- ----- ----- 

TOTAL  49,054 601,657 183,370 8.2 26.8 

Source: Data for The UWI extracted from the University Office of Planning, Statistical Data 

2014/15.  

 

Evidently, The UWI currently accounts for almost 30% of the Anglophone region’s tertiary gross 

enrolment number (number of students enrolled in tertiary education) and the university is 

currently serving an estimated 8.2% of the total tertiary school-age population of all contributing 

countries combined.  The highest tertiary participation at the UWI as a percentage of national 

 
126 The Open Campus population covers the 14 non-campus countries as well as the three campus countries. This data only reflects 

information for the eight non-campus contributing countries that are part of this study. Guyana is not a contributing member to The 

UWI.  
127 Tertiary school-age population for eight non-campus countries 
128 Tertiary enrolment number for eight non-campus countries 
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GEN, is in Barbados where slightly more than 50% of all tertiary students are enrolled at the Cave 

Hill Campus. Trinidad also has a fairly large portion of its tertiary population enrolled at the St 

Augustine campus. Jamaica, with both the largest tertiary school-age population overall and the 

highest tertiary enrollment number, has the lowest participation rate at The UWI out of the three 

main campus countries. Additionally, eight of the fourteen non-campus countries together have a 

13.1% enrollment rate at The UWI out of their total combined tertiary gross enrolment number.  

6.5.3. Policy 

Like any other higher education institution (HEI), key aspects of The UWI’s policy that govern its 

approach to equitable access include the institution’s mission and vision statements, its core 

values and guiding principles, among other considerations. These are factors that can be readily 

examined to assess relative ease of access to the institution as well as how much emphasis is 

placed on making such access equitable. Snapshots of The UWI’s position statements are 

captioned in the boxes below. The UWI’s overarching mission, vision and values are highlighted 

in Box 6.2 and Table 17; and the purpose, principles and values of the Open Campus in Box 6.3. 
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6.5.3.1. Position Statements 

Box 6. 2. Mission, Vision and Core Values of The UWI (all campuses) 
 

UWI Vision Statement 
By 2017, the University will be globally recognized as a regionally integrated, innovative, internationally 

competitive university, deeply rooted in all aspects of Caribbean development and committed to serving the 

diverse people of the region and beyond. 

 

UWI Mission Statement 

To advance education and create knowledge through excellence in teaching, research, innovation, 

public service, intellectual leadership and outreach in order to support the inclusive (social, 

economic, political, cultural, environmental) development of the Caribbean region and beyond.  

[Please note that the mission of The UWI is explained further on the website] 

 

Core Values 

Integrity, Intellectual Freedom, Excellence, Civic Responsibility, Accessibility, Diversity and 

Equity. 

 
Source: The University of the West Indies website accessed at http://www.cavehill.uwi.edu/About/mission-vision.aspx 

 

 
 

Table 17 Summary of Key Themes in the Mission and Vision of The UWI 

INSTITUTION KEY THEMES 

Provision Access Equity 
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“the enduring mission 

of The UWI is: 

To advance education 

and create knowledge 

through excellence in 

teaching, research, 

innovation, public 

service, intellectual 

leadership and outreach 

in order to support the 

inclusive (social, 

economic, political, 

cultural, environmental) 

development of the 

Caribbean region and 

beyond.”(The UWI, 

Mission) 

 

“The Mission of the UWI 

is further explained in the 

following context: 

To advance education: 

Provide opportunities to 

the population of the 

region and beyond for 

higher education that 

fosters creative activity 

and notions of shared 

community, enhanced 

social and interpersonal 

relations, and critical and 

creative thinking skills. 

To create knowledge: 

Engage in research that 

serves to […] provide a 

sound basis for public 

policy formulation and 

decision making […]” 

(The UWI, Explanation of 

Mission) 

“Core Values: Student-

Centered, Agile, 

Accessible, Enabling” 

(The UWI Open 

Campus, Core Values) 

 

“The Core Values of the UWI that guide its 

mandate, policy and decision making include 

integrity, intellectual freedom, excellence, 

civic responsibility, accessibility, diversity 

and equity.” (The University of the West 

Indies, Core Values) 

http://www.cavehill.uwi.edu/About/mission-vision.aspx
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Box 6.3. The UWI Open Campus’ Purpose, Principles and Core Values 

 

UWI Open Campus Purpose 

The Purpose of The Open Campus is to open doors to life-changing learning wherever you are. 

 

Guiding Principles 

The Open Campus of the University of the West Indies is based on the idea that the high-quality 

university education, research and services available at our institution should be open and 

available to all people who wish to reach their full potential inside and outside of the Caribbean 

region. The Open Campus will adopt quality teaching and learning experiences, innovative 

pedagogic design, relevant research and community partnerships to deliver face-to-face, blended 

and online learning. 

  

Core Values 

Student-Centered 

Agile 

Accessible 

Enabling 

  

Strategic Options 

Develop a consistent and effective approach to product management and rationalization. 

Expand the UWI Open Campus footprint. 

Promote and undertake research as a vehicle for Caribbean development especially within the 

UWI-12. 

Build strategic networks regionally and globally to support the university's mission and vision and 

core values. 

Continue to create inter-departmental alignment and system integration to support the core 

business of the Campus. 
 

Source: The University of the West Indies website accessed at http://www.open.uwi.edu/about 

 

 

6.5.3.2.  Admission Criteria (Undergraduate) 

The university’s undergraduate admissions web page129 advises students on steps to 

take before applying to the university (review availability of programs for any given semester; 

matriculation requirements; supporting documents required; funding options; enrolment 

options; housing and accommodation).  

General admission guidelines are also outlined. Namely, application fees that need to 

be paid; a list of supporting documents including original transcripts from graduating 

institution(s); ID documents; autobiographical statement about program choice; academic 

certificates (GCE, CAPE or CSEC130); copies of certificates, diplomas of degrees earned 

previously; reference letters; supplemental sheets relative to specific programs applying for; 

 
129 Accessible here: https://sta.uwi.edu/admissions/undergrad 
130 Similar to other HEIs in the region, The UWI requires the equivalent of 5 subject passes with at least 

two passed at advanced level in order for students to be eligible for a degree program.  

http://www.open.uwi.edu/about
https://sta.uwi.edu/admissions/undergrad
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English Language Test score record for ESL applicants; and residential application form as 

applicable. The UWI admission criteria has distinctive matriculation/entrance requirements 

for each program of study.  

Students have the option of enrolling full-time, part-time or as part of the evening 

university program. The website describes each option in detail including restrictions 

disallowing persons who are employed full-time from enrolling as full-time students unless 

proof of approved leave is provided. The evening university program targets full-time 

workers for evening and weekend sessions in a small range of Business Science courses.   

In terms of accommodations, student housing is available on each physical campus 

for an additional cost. New applicants are encouraged to apply for housing before receiving an 

acceptance in order to secure one of the high-demand spaces131. Prospective students are 

required to pay a ‘caution/reservation fee’ which is refundable if their application is 

withdrawn. Students are not guaranteed a housing space even with a university acceptance.   

6.5.3.3.  Financial Information 

According to the university website, at The UWI, students are required to pay tuition 

fees relevant to their program as well as administrative services and compulsory fees in 

accordance with regulations. Tuition fees are paid by semester at the time of registration. All 

fees must be paid by the end of the third week of semester classes and the second week of 

summer classes. Students who do not comply with payment deadlines are de-registered and 

given Leave of Absence for the semester. Additionally, students who do not comply with 

payment deadlines are subject to the penalties in force. In accordance with fee policy, all 

course and programme fees are subject to change from time to time as mandated by The 

University of the West Indies. Tuition fees cover tuition and examination costs, the costs of 

materials, teleconferences and tutorials (as appropriate). The tuition fees for repeating a 

course are the same as for a first attempt. In addition to tuition fees, there are Compulsory 

Fees (ID card, Guild Fees) and Administrative Fees. Fees are paid in the local currency of the 

 
131 E.g., for the Mona Campus in Jamaica, only full-time students are eligible to apply for housing on 

campus and applicants are cautioned that only a small percentage of those applying can be accommodated.  
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site (campus country) of registration. The base currency for the calculation of fees for 

regional programs is the US$. 

6.5.3.4.  Student Support Services 

In regard to inclusive student support services, The UWI has a couple of innovative 

measures in place. One of these is the Prior-Learning-Assessment Programme as an 

alternative access route whereby mature-aged students can gain admission based on prior 

work and or life experiences. As a second measure, the university also provides financial aid 

in the form of scholarships and bursaries132. A third area, and one in which the university is 

leading the HEI sector in the region, is in accommodations for students with disabilities. 

While the facilities and programs are neither vast nor all-inclusive, some work has been 

invested into covering at least some of the basic adaptations required by special needs 

students. A fourth area in which the university is charting the way forward is in the 

development and expansion of distance education programs as a means of widening HE 

access across the region.  

6.5.4. Key Take-Away Point on The UWI 

The regional university has contributed tremendously to the development of higher 

education in the region. It has succeeded in remaining sustainable through various stages of 

regional and national development. It has also served as a blueprint for local HE 

development at the national level among member countries. Even though it does not cater to 

the full tertiary-aged population, it is responsible for widening HE access to a significant 

cross-section of the regional population via both physical and distance learning modalities; 

especially its Open Campuses.  

 
132 Eligibility criteria and a list of available scholarships and bursaries is available on the various university 

campus websites. E.g., for the St. Augustine Campus in Trinidad & Tobago, this information can be 

accessed at https://sta.uwi.edu/scholarships/scholarships.asp  

 

https://sta.uwi.edu/scholarships/scholarships.asp
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Chapter 7. Qualitative Analysis of HE Practitioner Interviews 

 This chapter presents the analysis and results of data from interviews conducted 

during the second phase of data collection. It was established in phase one (document 

analysis) that HE provisions in the region varies widely across countries. Therefore, it 

was deduced that certain barriers/inequities may exist that impede full access to HE in 

respective countries. Thus, the interviews aimed to find out from HE practitioners and 

policy-makers, first, how they conceptualized equity of access to HE, and second what 

they perceived to be some of the barriers to access as well as factors currently facilitating 

access. Both content and thematic analysis of the data are presented.  

7.1. Content Analysis (Overview of Data & Participants)  

 Twenty-three semi-structured interviews were conducted for this aspect of data 

gathering. Participants were senior government officials working in the education sector 

and higher education administrators from institutions in the participating countries. There 

were fourteen interviews with higher education administrators, eight interviews with 

government officials and one interview with a senior representative from the education 

department of the Organization of Eastern Caribbean States (OECS)133. The data 

comprises verbatim transcripts of the interviews, which were analyzed both manually and 

with the use of computer assisted qualitative data analysis software (NVivo). See  

 

 
133 The OECS is a sub-regional organization with eleven member countries, six of which are included in 

this study. Therefore, although there were no individual interviews for Grenada, St. Kitts & Nevis, or St. 

Vincent & the Grenadines the interview with the OECS official technically covers these countries along 

with the other three (Antigua & Barbuda, Dominica, St. Lucia), for which I was able to secure individual 

interviews.  
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Table 18 for a summary of interview data and participants by country, mode of interview 

and gender.  

 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

181 

Table 18 Summary of Interview Data and Participants by Country, Mode of Interview and Gender 

Country Number Total  Mode  Gender Total 

Participants 

 HEI GOV  F2F Online M F  

OECS - 1 1 - 1 1 - 1 

Antigua & 

Barbuda 

- 1 1 - 1 - 1 1 

Dominica - 1 1 - 1 1 - 1 

Grenada - - - - - - - - 

St. Kitts & 

Nevis 

- - - - - - - - 

St Lucia 1 1 2 1 1 2 - 2 

St. Vincent & 

the Grenadines 

- - - - - - - - 

Bahamas, the - - - - - - - - 

Barbados 2 2 4 3 1 5 - 5 

Belize 5 1 6 5 1 3 3 6 

Guyana 1 1 2 2 - 2 1 3 

Jamaica 2 - 2 2 - 1 1 2 

Trinidad & 

Tobago 

3 1 4 4 - 3 2 5 

Total 14 9 23 17 6 18 8 26 

Note: In cases where there are more participants than number of interviews it means one 

or more interviews had two participants. This was the case in Guyana, Trinidad, and 

Barbados. 

 

7.2. Thematic Analysis  

The data for this section were coded thematically. Key areas of inquiry included: 

conceptualizations of equitable access; perceptions about the current status of equitable 

access at national and institutional levels; perceived barriers to access at national and 

institutional levels; policies and practices that promote equitable access; impact of 

systemic and situational factors at institutional level on equitable access; collaboration to 

promote/achieve equitable access; and role of the individual in promoting equitable 

access. See Table 19 for how areas of inquiry for the interview data are mapped to the 

research questions. 
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Table 19 Areas of Inquiry for Interview Data 

Research 

Questions 

Key Focus Areas of Inquiry (AoI) 

What is the 

rhetoric around 

equitable access 

to higher 

education in the 

Anglo-

Caribbean? 

 

• What is understood? 

 

• What is 

expressed/voiced/said? 

• Conceptualizations of 

equitable access 

• Perceptions about equity of 

access (in country/at institution) 

• Perceived barriers to access 

(theoretical) 

• Perceived role of the 

Individual in facilitating access 

What is the 

reality of 

equitable access 

to HE in the 

Anglo-

Caribbean? 

HE Policies & Practices 

• What is practiced? 

 

• What is real? 

(Lived Experiences) 

• Policies that promote equitable 

access 

• Practices that are promoting 

equitable access 

• Collaborative efforts to 

promote access 

• Impact of systemic and 

situational factors at institutional 

level on HE access 
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7.2.1. Analysis and Results of Interviews with Senior Education Administrators 

(SEAs)  

Interviews with higher education administrators represent eleven higher education 

institutions (HEIs) across six countries. The regional university (The UWI) was 

represented in three interviews – two with administrators at two of the main campuses 

and one with an administrator from one of the open campus sites. The remaining 

interviews covered a mix of seven public and three private colleges and universities 

operating primarily at national level.  

7.2.1.1. AoI 1: Equity of access as conceptualized by senior education 

administrators (SEAs) 

There were varying viewpoints amongst senior education administrators (SEAs) 

on what practices reflect equitable access to higher education. These were categorized as 

equal access (including equality of opportunity and/or open access policy); equity in 

terms of need; inclusive policies and practices; access of families and communities; 

access to resources and funding; provision and marketing of HE; and equitable outcomes.  

A slight majority stressed equal access as the primary indicator of equity. Most reiterated 

the definition of equity as a system that provides equal opportunity for ‘any person who 

has the capability’ to access HE. As an extension to this, a few highlighted an open access 

policy as key for access “for the most part, persons who want to attend, who qualify and 

who want to attend university, they have access” (SEA01). Additionally, one participant 

conceived equity as “not just equity of access, [but] there has to be equity in terms of 

ability to pay” (SEA09). And a third participant stressed that equity involves both 

equality of opportunity and a concern for quality “to be able to afford the tuition, being 

able to apply for admission and being assured of receiving a good product after you have 

invested money and time” (SEA12).  
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A second conceptualization of equity was in terms of need. Two participants were 

emphatic in their stance that equitable practices involved “giving to each what each need. 

Not giving to each the same” (SEA10) and further distinguishing between equity and 

equality: 

“First let me make a distinction between doing things equally and doing things equitably 

[…] Equality is where clearly there is a numerical division – so it is simply where you 

give each person an equal portion. Equity on the other hand, the definition I use for equity 

is that I will give you according to your needs […] it’s about meeting the needs of people 

full-stop. Whether you rich [sic] or you poor [sic].” (SEA05)  

A third conceptualization of equity focused on inclusive practices whereby “education is 

available to all in spite of economic, racial, religious or any other differences” (SEA14). 

And a fourth conceptualization stressed that “[HE] access means not just access for 

traditional students but working with more the communities to help them better their life-

circumstances by allowing the mother, the brother, the father to make use of the college’s 

property. […]134 Access to education starts with access of the family to our space so they 

can understand who we are, what we do, and how we can help and support” (SEA02).  

 Other conceptualizations of equity that were expressed include equity in regard to being 

able to access resources and funding as a pre-requisite for accessing higher education 

“each person who is qualified […] will be able to access resources and finance their 

education” (SEA08). Also, equity surrounding HE provision “in terms of programs that 

you do – you are not channelling to one population; in terms of location 

[multimodal/multi-campus]; in terms of how programs are marketed (e.g., to attract both 

males and females)” (SEA03). And finally, in terms of equitable outcomes so far as 

 
134 Where the quote/excerpt is too lengthy and certain parts are not completely relevant to the point being 

made, those sections were omitted – thus the ellipsis to indicate that there is a gap inserted in the 

respondent’s statement. 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

185 

“gender balance” in “breaking the glass ceiling” (SEA13) and ensuring equal pay for 

equal qualifications between males and females who complete higher education degrees.  

 These findings reflect the different emphases among HE practitioners within and across 

participating countries of what they believe to be important considerations surrounding 

‘equity’ and indicate that overall, conceptualizations of equitable access vary widely in 

the region.  

7.2.1.2.  AoI 2: SEAs’ perceptions about the current state of equitable 

access at national and institutional levels  

7.2.1.2.1. National Level 

In response to questions about their views of whether HE access was equitable in their 

country the consensus among senior education administrators was that while there is 

equal opportunity in HE provision – all qualified persons can apply; there is inequitable 

access to those opportunities due to various barriers: “We are governed by an act right – 

the act forbids us from, ahm, putting up barriers for entry into the institutions. So, the 

actual barriers are the hidden ones” (SEA05). The majority conceded that there are 

several barriers at national level that tend to prevent persons from matriculating, 

participating in, or completing higher education. Respondents identified various factors 

that contributed to these general barriers. These include:  

1. Socio-economic status (SES)  

“You know, we don’t like to talk about it in Barbados, about inequality as it relates to 

people from poor backgrounds, or people from rich backgrounds. The government of the 

day will tell you that they have put things in place to make sure that those who come from 

poor backgrounds have equal access and so on so forth. But it doesn’t really play out in 

reality” (SEA06). 

2. Opportunity gaps such as extra tutoring for exam preparations 
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“the thing about it is that the students from the, what you call middle and upper class, are 

aimed to do well because from day one they have lessons and they are being grilled and 

primed to pass [these] exams, sometimes they pass with 100%” (SEA06). 

3. Lack of funding or resources to afford the fees/costs   

Administrators from Belize, Guyana, Barbados, Jamaica, and Trinidad & Tobago, 

emphasized that the number one problem that individuals have is just lack of 

resources, because even where the average student can access HE, “they just can’t 

afford to pay”. In addition, student loan schemes were found to be problematic by 

respondents from Barbados, Jamaica and Belize. On the contrary, one participant 

speaking in the Trinidad context stated that “the GATE135 program makes public 

access very equitable”. 

4. Questionable standards of benchmark exit or entry exams  

a. SEAs from Trinidad & Tobago, Barbados and Belize identified this 

as a complication of HE admission standards. One HE administrator 

commented that “there is this fundamental problem that nobody wants to talk 

about… this student from Guyana contacted me, she had sixteen CXCs!136 All 

passed in one sitting! And I thought – why would someone in the first instance 

want to do that number of subjects? And what was the standard like?” (SEA06).  

b. In reference to exams at the lower levels that impact later on 

students’ opportunity to access HE, one administrator stated: “There is, for 

example in Barbados, there is quite a lot of evidence that suggests that the way 

we select students for these secondary schools coming out of primary schools is 

flawed – for example this notion of the 11+ exam – so that once you reach age 

11, you write this exam and on the basis of your performance it determines 

 
135 Tuition assistance program provided by the government of Trinidad and Tobago to all nationals.  
136 Caribbean Examination Council Secondary School exit exam administered in most CARICOM 

countries.  
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whether you go to one of those top schools or you go to middle type schools or 

the schools at the bottom of the pile – at age 11! […] So, the system of separating 

out and differentiating amongst students’ abilities at that early age, produces a lot 

of disadvantages for many people. And to me, that is where the inequality starts, 

because you are saying to a young child at the age of 11 “You are not good 

enough,” that “You will not amount to anything so you go to [---------] 

Secondary” (SEA06). 

5. Limited accommodations for individuals with disabilities (Belize, Barbados, 

Jamaica, Trinidad & Tobago)  

Disabled access to HE was highlighted as a challenge by several SEAs. A few 

expressed that some efforts have been made to address the situation (SEA02, 

SEA06, SEA09). Otherwise, at a national level the primary issue is the absence of 

legislation that mandates the provision of disabled services in the public sector. 

One participant indicated that on a national level government was in process of 

revising its policy to include stipulations about disabled access (SEA13). Others 

simply noted that the shortcoming was prevalent across the region and 

changes/improvements were restricted by lack of finance (SEA02, SEA06). 

6. Limited access for persons residing in rural or remote areas (Belize & Guyana) 

a. “I think that students in rural areas don’t have equitable access” (SEA12).  

b. “certainly thinking based on our geographic diversity of our districts, it’s not 

equitable” (SEA13) 

c. “in terms of access, distance is definitely an issue” (SEA01) 

7. Cultural norms that underpin inequalities (Barbados) 

a. “although you are dealing with rhetoric and reality of higher education access, 

you are really in a way dealing with cultural issues you know […] like in every 

country in the Caribbean there are some schools (high schools) that people label ‘bad 
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schools’, troublemakers and that sort of thing or dunces, and therefore you find out 

that shapes the perception of those people who are responsible for selecting students 

[at tertiary level]. So, at the end of the day they will tell you it is equitable, that we 

have equitable access and so on, but it isn’t really so. Those are the hidden challenges 

of addressing inequalities in access… this whole cultural thing, I think the issue is 

that with culture it often prevents people from seeing the damage that it does.” 

(SEA06) 

b. “there is another thing, Caribbean people are very proud you know, they may be 

broke but they still won’t admit they need help. Sometimes you have to persuade 

them, you have to talk them into seeking help and they will tell you “But Mr 

[__________], I don’t like to beg” and I say: “it’s not beg”” (speaking on students 

seeking assistance from government) (SEA06).  

8. Family background/circumstances (Guyana, St. Lucia) 

a. “Another thing that is not common to other areas, persons who are from a home 

where one or both parents attended university you (sic) are more inclined to also 

attend university. In some families the focus is only on school [high school] there is 

no push to go further. There are also lots of persons who if you interview them would 

say they are the first in their family among cousins to attend university” (SEA01). 

b. family circumstances, for example: single-parent, multi-children families 

where a choice has to be made of who will attend school/university because 

finances will not cover everyone (SEA05);   

9. National politics (Belize, St. Lucia) 

a. One perspective is how nepotism is practiced in distributing grant aid 

i. In the Belizean context, one administrator observed that “students who 

get financial assistance, it’s because these students or their families belong to 

the ruling political party. It seems that other students who belong to other 
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parties do not have the same financial opportunity” (SEA11); while 

another stated “even the government-aided funding comes through the 

ministry of education and it has strong ties to, ehm (sic), who you now 

ministerially; so again, you talk about access, everyone should have access to 

that pool of funds [but] it’s just not how it works” (SEA13). Similarly, 

another administrator in the same context gave examples of 

discrimination in government funding against students who choose to 

attend private HEIs over public HEIs. Examples cited includes denial 

of CXC tuition scholarships; denial of second year Associate Degree 

tuition scholarship; and exclusion from nation-wide ‘free tablet’ 

initiative for tertiary students (SEA12).   

ii. In the St. Lucian context, it was observed that “somebody who has 

connections, even if they don’t have money but are well connected to the 

representative of their area is far more likely to get his child out of the rut” 

and “the government also gives bursaries. But the government bursaries, 

again, I suspect, I couldn’t say for sure, but those may be more partisan 

based. Because wherever a minister is tasked with approving the list, he is 

more likely to list people who are recommended by members of his own 

political party” (SEA05).  

b. A second perspective is in regard to attempts at political interference in 

institutional matters “there have always been attempts at political interference – I 

can speak for our institution. For example, a student who has not registered on time 

and wants to register outside of registration date, we have cases, the student would go 

to a ministry official or area representative or somebody from the district education 

council and they would call, or try their luck, right” (SEA11).  
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c. A third example is limited dissemination of information to other 

stakeholders “one of the problems with ministries of education, and I am not talking 

only of Barbados, is that they don’t inform the practitioners enough on their 

deliberations of the strategies they are going to use for this, that, whatever” 

(SEA06).   

d. A fourth aspect of the problem was identified as poor planning and 

implementation of policies “so THAT is the missing link. That we don’t have 

protected student loans now. And the government is the only place you can expect to 

do that… the WAY the government is giving assistance right now is completely 

arbitrary. So THAT is unethical. That is not equity… any way you look at it, would 

be a better way. But politicians are not too interested in that, that’s too technical for 

them.” (SEA10). 

Other perspectives on barriers to equitable access include: insufficient provision of 

programs (SEA12), limited online courses and overall levels of qualifications (SEA01), 

limited number of enrolment spaces (SEA05, SEA06); shortcomings in academic 

preparation at lower levels feeding into HE (SEA10, SEA13); problems with the quality 

of instruction, relevance of the curriculum and quality of some program offerings at 

tertiary level137 (SEA12);  low participation rates of males in HE138 (SEA01, SEA02, 

SEA06, SEA09, SEA12); and limited technological infrastructure (SEA01, SEA12, 

SEA13). In both mainland and island settings, there was an expressed challenge with 

technological infrastructure that could help to expand access to rural and remote areas; 

particularly internet coverage (SEA01, SEA05, SEA06, SEA12). For example, in Guyana  

“the --- campus is eighty miles away… not all the programs offered here are 

offered there because of staff and so on… there are calls to open more 

 
137 This point speaks to the ‘quality’ aspect of the pillars of equity of access as described in the theoretical 

background to the study.  
138 SEAs agree that gender equity is not the issue so much as lack of interest and motivation among males 

which result in significantly reduced male participation in HE.  
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campuses but that depends on resources. Over a year ago we started four 

online programs – they are not fully online – four distance programs where 

you could contact lecturers via internet…but it’s not truly 100% online… they 

are really intended to target persons who are living away from --- but still 

have access to internet …because if they can’t travel or move the only option 

would be these online programs, of course, there are only four programs” 

(SEA01).  

Based on barriers relevant to their particular contexts, some administrators stated 

explicitly that higher education access in their countries was not equitable at a national 

level (SEA06, SEA12, SEA13). It is also worthy to note that Trinidad was the only 

country where funding for higher education was not thought to be a barrier to access HE. 

Administrators from different institutions in Trinidad credited the government-provided 

GATE funding, which makes higher education free for citizens up to a bachelor’s degree, 

removing the financial barrier for individuals aspiring to enrol in HE, thus making the 

system up to undergraduate level equitable by removing one of the biggest barriers to 

access (SEA02, SEA03, SEA4a, SEA4b).  

Factors that were categorically ruled out by all respondents as potential barriers to 

HE access include: race/ethnicity, gender, age, and indigenous139 backgrounds. One 

respondent qualifies this region-wide reality as follows: “in our society, once you can access 

the resources you can go anywhere once you are qualified. There is no discrimination against 

persons, we are an inclusive society… so it is not a problem in our education system” (SEA08).  

7.2.1.2.2. Local/Institutional Level 

Administrators also responded about access at their respective institutions. Similar 

to their responses regarding equity at the country level, a majority of interviewees 

perceived access at their own institution to be equitable in that admission is open to all 

qualified applicants who meet the basic criteria for entry. Respondents also pointed to 

various financial assistance options provided by their institutions that help students gain 

 
139 In the Caribbean context, ‘indigenous’ refers to first settlers and their descendants such as the Tainos and 

Kalinagos in the islands, Guyana first people and the Mayas in Belize.  
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access. The main barriers that were identified include the high cost of HE; limited access 

for individuals with disabilities; and challenges providing access for rural and remote 

students. Respondents identified various factors that contributed to these general barriers.  

For example, respondents in Barbados and Jamaica noted that the high costs of HE is 

exacerbated by associated private/personal costs such as transportation, accommodations, 

food, and books: “even if a student can scrape the $320 per year there is still a cost associated 

with books, transport, ahm, food and so on and so forth on a daily basis – and those two – the 

transport and the food are very often what hinder students mainly with access” (SEA06). 

Participants from Jamaica and Belize agree that these costs are in addition to tuition and fees that 

some families simply cannot afford “the average --- child finds it difficult to fund even what we 

think are very reasonable fees” (SEA09). Another aspect of the problem is the higher tuition 

costs at private institutions, where a wider range of HE programs and additional seats in 

HE are usually available, but are not subsidized by governments (SEA08, SEA10, 

SEA12). One respondent from a private HEI phrased it this way:  

“Our cost is the same as ---- has estimated it costs them to educate students but --- is, their 

budget is filled almost entirely by the government so, because of that kind of support they 

can reduce the actual cost to the client but the actual cost is still there. So, what they 

charge is about 1/3 of the actual cost, but the subsidy helps them to take care of the other 

2/3. We have no such subsidy so all our cost has to come out of our students” (SEA10). 

Furthermore, financing options such as education grants and student loan schemes are 

thought to be beneficial to an extent but also insufficient, “there are still criteria for the 

persons to meet in order to benefit from the grants or loans…so there are still cut-off points that 

would prevent some students from accessing higher education even if they are capable” 

(SEA06). Apparently, the system is also at times “dysfunctional”: “the student loan system 

we have is dysfunctional, it doesn’t work. So, the average ---student will not be able to access a 
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student loan because they will not be able to find a guarantor, they will not be able to pay back the 

kind of money because they probably will not have the earning power to” (SEA09). The general 

sentiment among respondents on the barrier of cost is captured in this statement: “equity 

of access is good – in other words, the average --- student CAN access tertiary education, but they 

can’t AFFORD it” (SEA09).  

At institutional level, administrators think that disabled access to HE is a major 

area of deficit. For majority of the institutions represented, there were simply no 

accommodations in place for individuals with physical, learning or other disabilities. 

These include lack of physical accommodations such as parking spaces, ramps, bathroom 

access, or classroom access (SEA01, SEA02, SEA4a & SEA4b; SEA06, SEA11, SEA12, 

SEA13, SEA14); lack of teaching materials (e.g., braille equipment) (SEA06; SEA13); 

and limited numbers of staff trained to provide individualized services (e.g., interpreters, 

scribes). Similarly, for a few respondents, some accommodations were in place but there 

was an admitted limit to the number of disabled persons and types of disabilities that 

could be catered for (SEA01, SEA02, SEA06). Only a couple of administrators indicated 

that the institution was equipped to provide a range of disability services (SEA02, 

SEA09) and one indicated that reforms were in progress to address the issue (SEA13). 

Explanations given were tied into both cultural norms and national government policy 

and funding. The following quotes capture how pervasive the limitations are in this area. 

First, from a Barbadian context, 

“There is a group of people in our societies that are handicapped140 […] these people who 

are legitimate citizens of the country don’t get access. […] They do experience the 

inequalities. Because for example walking around this campus, you see design for able-

bodied people. You don’t see; we have those ramp things here and there but nothing 

 
140 Throughout the Caribbean, it is common for the word ‘handicapped’ to be used synonymously with 

‘disabled’ – thereby covering all forms of disabilities. 
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outstanding; in fact, purpose-built buildings, even now you don’t see them building to 

accommodate people who are physically challenged. It’s as if they don’t exist. But we 

know for a fact that they are. […] So, the whole physically and mentally challenged 

population within the society the institutions don’t really make any serious allowances for 

them – and therefore to talk about equal access, because I don’t separate that section of 

the population from the able-bodied people, they are as much Bajan (Barbadian) as 

everybody else” (SEA06).   

This sentiment was shared by several other participants speaking to their own national or 

institutional context. For example, in Belize 

“You can see, you come to my university, if we had a student with special disability, there 

is nothing we have which could host them – we don’t even have a ramp – not even on the 

first floor, which we have to correct. […] So, I don’t know if we have truly embraced, or 

accommodated, I don’t know that there is any – and I speak now with my [___] hat (as 

chair of the national tertiary education institutions association), sitting with my colleagues 

at the table - any even differentiation, if you have special disabilities that need to be 

recognized. I don’t know that there are any considerations for it, not to say there might 

not be down the road. […] [it is] underserved. To use a diplomatic word, this area has 

been underserved” (SEA13).  

Another administrator in Guyana stated: 

“In terms of disability, we are not very, and of course this is my opinion, we are not very 

accessible. There is limited access. The university has moved a little to improve 

accommodations – the library, some ground floor rooms, but you see for yourself – you 

came into this building here up several flights of stairs and that’s the only way in or out. 

And this is the administration building” (SEA01).  
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On the other hand, two of the participants acknowledged efforts to provide some type of 

accommodations for individuals with disabilities. At one public institution in Trinidad & 

Tobago where it was acknowledged that several accommodations were in place, this is 

what the administrator had to say: 

“All are welcome, disabled as well. Those with any sort of disadvantage, we can’t 

accommodate every single student who may require a different type of support. So, for 

instance the common ones, if you are in a wheelchair, we have wheelchair access; we 

cater for you if you have some kinds of learning challenges, for instance, dyslexia; we 

provide accommodations if you require someone to write for you; if you are visually 

impaired, we can accommodate you. […] We accommodate as best as we can but we are 

constrained by the fact that we have leased facilities and so we can’t customize facilities 

to suit all needs. But where we can, we do. […] The [new] centre is under heavy 

construction. They are putting an access ramp in the front, wheelchair accessible 

bathrooms, reorganizing the campus so that all ground floor rooms, media labs and so 

forth, are accessible” (SEA02).  

Thirdly, in regard to providing access for rural and remote students several key issues 

emerged surrounding geographic location and higher education access. One group of 

issues relate to the prevalence of urban-centralized HE provision. In the mainland 

countries of Belize and Guyana with low population densities, inequitable access to HE 

was tied more to lack of physical provision and limited distance/online programs 

available in rural and remote areas (SEA01, SEA12, SEA13, SEA14). For instance, in the 

Belizean context speaking about some Mayan villages one administrator said, “I also think 

that students in rural areas don’t have equitable access […] I think it would be difficult for them 

[…] if they were to remain in their communities, for them to access higher education” (SEA12). 

Another emphasized that “based on our geographic diversity of our districts, it’s [HE access] 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

196 

not equitable. Because when we look at strategic location, let’s say we utilize the national 

university, there is access in [the far south], in the [east] and [mid-west] and that’s it. So, if --- 

doesn’t have what you need, then you have to travel” (SEA13). Secondly, in the Guyanese 

context speaking about the challenges of national demography, an administrator stated, 

“distance from this location [capital city] might be a problem […] regions 1 and 2, and seven 

through 10, people would have to consider leaving those areas, come and find accommodation” 

(SEA01).  

Another challenge in these two countries is the significant cost of commuting or 

relocation in addition to associated educational expenses (SEA01, SEA12, SEA14). In the 

island settings such as Barbados and St. Lucia which are significantly smaller, the main 

issue with location was the extra cost of transportation and or accommodations for 

commuting students (SEA05, SEA06). Examples in the Barbadian context and in Belize: 

“students for example who live in the north of the island, they have to take two buses, sometimes 

three in order to get here and the same number of buses to get back” (SEA06); and “[distance] 

centres… for students who may come from Jalacte (remote Mayan village), they may want to 

come in and do their classes in the evening, that might be a challenge for them” (SEA12).   

Another group of issues surrounding geography and HE access relate to how 

geographic location links to multiple inequities. For instance, in Belize and Guyana, 

administrators asserted that while race/ethnicity is not a barrier to HE access in itself, 

certain ethnic groups tend to be disadvantaged when it comes to access simply because 

they are predominantly concentrated in rural or remote areas. For instance, in Guyana, 

“the indigenous population is integrally linked to geography – because those persons would be 

found largely in [remote regions]. Talking about the Amerindians, they are in regions which are 

far removed. So, by default they would fit into the category with limited access due to geography” 

(SEA01). And in Belize “the organization of our districts and the concentration of our ethnic 

groups makes it unique. I mean if you are talking Mestizo, Maya, they are predominantly located 
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in the farthest districts (most rural)” (SEA13). In effect, the majority of rural residents either 

have to “travel or move” (SEA01) in order to access not only HE but in some cases, post-

primary education in general (SEA12).  

The second part of the question asked who were most affected by existing barriers 

to equitable access to HE. Responses included: 1. Students who choose to attend private 

HEIs because they lose certain ‘benefits’ granted by government to students at public 

institutions:  

“government highly subsidizes [national university] and students at [private university] 

who pass thirteen and fourteen CXCs are denied CXC scholarships by personnel within 

the ministry of education because [this university] is private… the minister has now said 

to me that “no, no, no, they are Belizean students” but it comes to people who interpret 

the policy and apply it in the ministry…our students are children of tax-payers, and many 

of them are taxpayers themselves… as a private institution we do not expect that the 

government would give us 70% salary grant that they give to the junior colleges, or that 

we would get a couple million dollars a year as a supplementary budget as [the national 

university], we don’t expect that. But we expect that our students would be treated 

equally. I don’t think that students wanting to come to [private university] are treated 

equitably as other students”141 (SEA12).  

2. Rural and remote students, especially Mayas in Belize and Amerindians in Guyana 

who reside predominantly in such areas (SEA01, SEA12, SEA13); 3. ‘all students’ in 

regard to poor quality of education and lack of teacher training/expertise at the various 

levels (SEA06, SEA12); 4. ‘online students’ due to the discrepancy in quality and 

 
141 E.g., tuition scholarships based on performance on regional exams; tablets issued to HE students at 

public institutions. The respondent expressed that this was unfair since these students and their parents are 

also tax-paying citizens and should qualify for the same benefits as other students regardless of which HEI 

they attend.  
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standard for online programs (SEA01, SEA12); and 5. Individuals with disabilities who 

are limited in their options for HE (SEA01, SEASEA09, SEA13).  

  Based on the perceptions of senior education administrators who have all been 

practitioners in the field for a number of years, it would appear that while opportunities 

do exist for individuals to pursue higher education, access is not equitable for everyone. 

Available evidence indicates the fundamental problem with equitable access to higher 

education in the region is not equality of opportunity; but rather inaccessibility (unequal 

access to those opportunities) as a result of various other factors such as cost/fees; 

location; limited provision; technological infrastructure; and quality of education at the 

lower levels.  

7.2.1.3.  AoI 3: SEAs’ perceptions of how systemic and situational factors 

at institutional level impact HE access  

In response to a separate question than the previous section, senior education 

administrators (SEAs) expressed how certain features at the institutional level impact HE 

access either positively or negatively. I summarized these features into systemic and 

situational factors.  

Systemic factors involve policies or practices on recruitment strategies, program 

offerings, modes of delivery, quality of education, and student support services. For 

instance, administrators found that recruitment strategies could be either open or elitist in 

nature. Some institutions targeted students with a specific profile (e.g., honor roll, GPA 

above 3.0, active in school life – clubs, student government) in an attempt to build a 

certain reputation and establish a specific ‘brand’ (SEA10). On the other hand, open 

recruitment practices simply seek to fill all available spaces by inviting all qualified 

applicants who meet the basic matriculation criteria.  

A second issue was the variety of program offerings and the discrepancy that exist 

at times between face to face (F2F) and hybrid or online courses with respect to variety, 
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rigour and overall quality (SEA01, SEA12). A third issue was modes of delivery and the 

capacity of institutions to meet the demand for HE and respond to the diverse needs of a 

transforming consumer student base (SEA02, SEA03, SEA06, SEA09). Reportedly, 

challenges with finance and infrastructure, manpower, and human resource development, 

complicate the effort and ability of HEIs to meet such demands. Tied in with these factors 

is the concern about education quality as related to curriculum structures, staff training - 

especially in andragogy, and overall output of HE in terms of employability of students 

and the meeting of national labour market demands (SEA03, SEA12, SEA13).  

Situational factors include location, size and scope, and status of the institution. 

Location has to do with the often urban-centralized establishment of HEIs which tend to 

disadvantage rural and remote students and thus acts as a physical/geographical barrier to 

access. Institutional size pertains to infrastructure as well as student population and 

student-staff ratio which impacts HE provision and affects quality of education. Scope is 

related to size but focuses more on the reach/expansion of services in terms of physical 

sites, online courses, and distance centres, that have the capacity to engage a wider 

student base and make HE more widely accessible. Status is two-dimensional. On the one 

hand, it pertains to whether an institution is public, private or semi-private (partially 

subsidized by government) and the implications for fee policies, curriculum structures 

and extent of services such as financial aid that are available to students to help them 

access and participate in HE. On the other hand, it pertains to ‘institutional brand’ and an 

HEIs reputation for quality that is either constructed over time or achieved by default 

when competing institutions are perceived as less valuable.  

7.2.1.4.  AoI 4: SEAs’ examples of existing policies and practices that 

promote equitable access at national and institutional levels  

This section looks at some specific examples of policies and practices that enable 

equitable access to HE from the perspective of SEAs. Several countries have moved 
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toward offering more flexible ‘alternative entry’ routes to HE. For example, Prior 

Learning Assessment (PLA), that counts years of work experience toward university 

credits for non-traditional students including working adults and mature-aged students, is 

in practice at the regional university as well as some national institutions in Trinidad & 

Tobago and Belize. In addition, institutions across the region have various financial 

assistance strategies in place to assist students. These include working scholarships, 

work-study options, paid internships, ‘donor scholarships’ through private sponsors, 

scholarships based on academic merit and/or financial need, sports scholarships, summer 

jobs overseas, feeding programs, textbook schemes, and needs-based reduced tuition for 

low SES students. Several institutions also provide academic preparatory programs to 

help underqualified students meet the matriculation criteria for HE (e.g., UTT, Galen, 

COSTAATT, UWIOC, BCC, SALCC). A range of student support services is also 

provided at each institution, some of which are outlined below. Several institutions in the 

region have also ventured into expansion and increased provision through establishment 

of distance centres (UWI/GALEN), multi-campuses (UWI/COSTAAT/UTT), and a 

variety of online courses/programs (UWI/UTT/COSTAAT/GALEN/UG). Rigour in the 

quality of education provision is another area of emphasis for some institutions. This 

covers instruction, teacher training, robust programs and a curriculum that yields high 

individual returns for students. A relatively new area of focus, based on feedback from 

multiple administrators, is the establishment of national legislation on disabled access and 

institutional implementation of disabled accommodations. Another interesting influence 

on HE development in the region noted in various national contexts is the role of the 

diaspora through investments in scholarships, technology transfer, and advocacy groups. 

Innovations exist at the national level for some institutions as well. For instance, in 

Barbados and Jamaica, administrators emphasised the leading role of the regional 
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university in extending HE access first through the main campus sites and more recently 

through the Open Campus. In Trinidad, administrators emphasized that the GATE 

program eliminates a major barrier to HE access up to undergraduate level for all citizens. 

In Barbados, needy students in the public education system are granted free bus passes 

attached to their student IDs to facilitate commuting to and from school.  

At institutional level, administrators mentioned efforts at quality assurance and 

student support services as factors that help to promote access. Some quality 

improvement efforts being practiced include teacher training with study leave and full or 

partial scholarships; investment in program development and curriculum review to 

maintain relevance; engaging industry advisory committees to assist with program 

planning and design; offering practical job training for students through partnerships with 

the private sector; developing niche areas (e.g. aviation, maritime, fashion, tourism); 

review of grading schemes to reduce attrition rates; expansion physically and online; 

pursuing accreditation procedures; drafting HE policies to better regulate the sector; 

enhancing dissemination of information to the public; engaging in more rigorous data 

collection and management to better inform policy positions; and financial reform to 

pursue alternative funding sources and cut down direct costs to students (e.g. marketing 

professional training to local small businesses, partnering with the private sector  and 

NGOs to acquire equipment, develop infrastructure, reforming tuition and fees payment 

plans). An additional practice found to be beneficial was ‘reflexivity in practice’ (SEA12) 

which serves as a form of M&E to improve quality by looking at problems and 

addressing them directly.  

Finally, administrators found that student support services geared toward 

facilitating students’ transition into HE (especially first year students and FGHE students) 

and toward improving retention rates among high-risk students such as low SES, FGHEs, 
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single parents, working adults and other non-traditional groups, held tremendous 

implications for making HE more widely accessible. Examples of student support 

services that are in place across the various institutions in different countries are: First 

Year Experience Programs (COSTAAT/UWI); FGHE special advising 

(COSTAAT/UWI); general academic advising; counselling and professional referrals for 

non-academic needs; student leadership; school life enhancement initiatives such as clubs 

and associations, student hubs, commuting students’ engagement activities 

(COSTAAT/UWI), residence hall services and activities, and sporting and other 

extracurricular activities;  peer mentoring, community service activities, international 

office, diagnostic tests and academic preparatory programs, student complaint mechanism 

(COSTAAT), career development program and office, office for student support, tracking 

system for FGHEs and college drop-outs (COSTAAT/UWI-Mona), and in some instances 

providing benefits such as a free tablet for every student (infusion of technology).  

7.2.1.5.  AoI 5: SEAs’ examples of national, regional and international 

collaboration towards equitable access  

Another area that was found to positively impact equity of access is collaboration 

and partnerships at national, regional and international levels. These types of relations 

vary by country and by institution. At the national level, there are examples such as in 

Trinidad & Tobago where government-funded institutions often share facilities and 

resources in an effort to consolidate expenditure and maximize efficiency (SEA 03; 

SEA4b). Likewise, in Belize, all post-secondary institutions, public, private and semi-

private, form an independent governing body called the Association of Tertiary Level 

Institutions in Belize (ATLIB) that collaborate on a national HE placement exam, 

intramural sporting competitions, and partnerships with external bodies and institutions.  

At the regional level (among the various countries), there are a range of 

partnerships in secondary, post-secondary and higher education. The longest standing is 
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the regional university - The University of the West Indies (UWI), and the Caribbean 

Examinations Council (CXC). Across the region, secondary and technical vocational 

qualifications are linked to national bodies that partner with the regional examination 

council (CXC).  Additionally, through CARICOM initiatives subsidiary bodies have 

emerged focusing on different aspects of education and development. For example, 

CANQATE, CKLN, ACHEA, and ACTI.  Similarly, the OECS is a sub-regional body 

within the larger CARICOM group, that focuses on harmonizing the social and economic 

systems, including education, of its nine, member countries. Regional partnerships 

outside of CARICOM also exist with individual countries such as Cuba and Mexico that 

offer scholarships and training opportunities. Plus, parochial-based institutions such as 

NCU in Jamaica and USC in Trinidad are private sub-regional HEIs tied into the 7th Day 

Adventist network. At the international level, HEIs in the region also maintain 

partnerships with the Commonwealth, OAS, and various UN agencies that assist with 

policy development and other project-based development initiatives and also lead global 

regional initiatives such as CARPIM.  Moreover, institutions often establish MOUs with 

other HEIs in the US, UK, South America, Africa and Asia for exchanges in students and 

faculty and collaboration on program development (e.g., UWI +China project, +Nigeria 

project to name a few).   

7.2.2. Key Take-Away Points from SEA Interviews 

Senior education administrators from different national contexts seem to agree 

that while plenty of efforts have been invested into widening HE access and making the 

system more equitable, there continues to be a number of challenges. The most dominant 

in all countries is the issue of HE cost and funding, which remains a persistent barrier for 

low SES students. Another key obstacle is the poor advancement in disabled and special 

needs accommodations.  And a third area of challenge is adequate provision for rural and 
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remote students, which relates to the issue of funding and may also be tied to limitations 

in technology that hinder distance and online programs.  
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7.2.3. Analysis and Results of Interviews with Senior Government Officials 

(SGOs)  

There were nine interviews with government officials. These covered four main 

government departments/units: Ministries of education, national accreditation body, 

higher education department or unit, and the education unit of a sub-regional body that 

represents six of the participating countries. There were eleven participants – nine males 

and two females. Analysis of this data set was framed by pre-set themes as with the SEAs 

interview results.   

7.2.3.1.  AoI 1: Equity of access as conceptualized by senior government 

officials (SGOs) 

Nine out of eleven senior government officials (SGOs) responded to the question about how they 

personally conceptualized equity of access. Their responses were coded according to pre-set 

themes and new ideas were added as they arose. The various conceptualisations of equity were 

grouped into several categories: equal access (conceptualised as both equality of opportunity and 

as having an open access policy); inclusiveness (with specific reference to prohibiting, removing, 

or overcoming barriers related to race, gender, ability, age and any other factors); quality of 

provision; equity as a ‘multi-level’ issue involving multiple factors such as gender, SES, 

geography, race, and systemic problems (policy/practice); and equity as fairness.  

 The most popular conceptualisations of equity among SGOs were equal access (both 

articulations) and inclusiveness. Respondents from Guyana, the OECS Education 

Department, and Dominica viewed equality of opportunity as an essential aspect of 

equity; while respondents from Barbados and Antigua & Barbuda viewed equity as a 

matter of open access. For the latter, that means  

• “each individual who has made the relevant matriculation requirements for entry 

into a higher education institution has affair and equal chance of being ah, (sic) accepted 

or admitted into that institution” (BB-MOE – SGO04).  
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• “I am thinking that, persons are able to, once they have the will, they have more 

opportunities to access positions for which they qualify, and I don’t think there is any sort 

of stigma, or hindrances, or blockade [to prevent access]” (AB-MOE – SGO09) 

SGO08 from St. Lucia expressed both the equal opportunity and open access views. 

Officials from Guyana, Barbados and the OECS further conceptualised inclusiveness as 

an essential criterion for equitable access. For example, “I think it is really giving everyone 

regardless of sex, age, orientation, ability or disability, access to higher education” (GY-MOE – 

SGO2b). In addition, quality of provision as an equity measure was mentioned by officials 

from Trinidad & Tobago, Barbados and the OECS. For instance, as the OECS official 

emphasized, 

“We have a situation where, how to put it, where the wealthiest persons get the best 

education, whether locally or outside of the region. There is great inequity in persons 

accessing education and in the quality of education being accessed. […] so access for 

me, equity has to do with, we are yet to get to a position where, regardless of who 

you are in terms of finances, or where you are, you get an education that is 

acceptable. We are struggling with this at this point in time. The ones who are able to 

take the loans and the ones who can afford to send their students to overseas colleges 

are the ones who really benefit from all that we see in education. So equity in 

education has to mean that no matter where you are, what part of the country, or 

what socio-economic status you are in or you are from, you should be able to enjoy a 

quality of education that is available to all concerned” (OECS- SGO06).  

Finally, several respondents concluded that equity is a ‘multi-level issue’ (T&T-MOE – 

SGO03) relating to factors such as gender (BB-HEDU – SGO5a); SES - access to 

funding/finances (GY-MOE – SGO2a): “equal access and equity is about making it [HE] 

affordable to all to the highest level”; geography and race (T&T-MOE – SGO03); and 

systemic problems involving policy and practice (T&T-MOE – SGO03; BB-HEDU – 
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SGO5a): “I think equity goes further to look at how the policies are written, how faculty 

and courses are structured”. Below is an excerpt from the latter interview expressing 

these key points: 

“to me, equity to me really is somewhat multi-level, it’s a multi-level issue. There is 

socio-economic equity, there is gender equity, we look at equity in terms of 

accessing in terms of geographic location and so on. Right, but the first, the primary 

thing I think we look at is you know, getting students ready for the tertiary education, 

alright, so how do, so the first step really is how do we get as much people as 

possible entering the sector […] after you get to that point of entry where everybody 

now has the qualification, I think of equity as in socioeconomic standpoint where 

institutions are open to the public regardless of your income, your income 

capabilities or your earning potential, that is one aspect of it. The other aspect of it 

really is in terms of the logistics, in terms of persons in rural areas and so on, what 

we have in place for those persons […] part of it as well too is looking at the 

demographic […] in terms of the population, in terms of race and gender, gender 

equity … So those would be the factors that I consider when I think about equity 

[…]. The government’s role, I think is to really open the opportunity and the access 

through their policies, and the institutions, I think their role is to attract the persons 

and to draw the persons into the sector. The institutions have a role to play […] it 

comes down to your program offerings, it comes down to your andragogy skills and 

it comes down to your faculty training, your partnerships, it comes down to those 

things. The government can facilitate, but at the same time, what attracts a person to 

a certain institution is when they can see a light at the end of the tunnel, or something 

that is worthwhile going to this institution. Those should be the factors that get the 

population engaged in tertiary education. We can get them interested, but somebody 

has to, I think the greater marketing has to be done by the institutions […] I don’t 

think the government should be involved in marketing. It would be difficult for the 

government to do that and not be, if you want to say, not show favouritism” (T&T-

MOE – SGO03).  

 
One official mentioned equity as ‘fairness’: “well in relation to equity which relates to the whole 

idea of fairness, it suggests to my mind that there are no particular impediments or stumbling 

blocks that have been placed in the way of an individual accessing higher education. For example, 

on the basis of race, colour, class or economic or other factors” (BB-MOE – SGO04).  

7.2.3.2.  AoI 2: SGOs’ perceptions about the current state of equitable 

access at national level 

Seven out of ten142 SGOs responded to the question about whether access to HE in 

their country was equitable and why or why not. Some responses were decisive while 

others were less direct. For instance, one official from Barbados was confident in saying 

 
142 Two participants did not answer that particular question and the question was not very relevant for the 

official from the OECS.  
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that access to HE was equitable in Barbados because even-though students now pay 

partial tuition costs, “the process of access is still very fair and equitable [since] all who 

meet matriculation requirements have a fair opportunity to access HE” (SGO04). 

Meanwhile, also in Barbados, two other officials maintained that ‘some areas’ in HE 

access were equitable “to the extent that resources will allow” (SGO5a, SGO5b). One 

reason given was that even with an open admission policy, sometimes not all persons who 

qualify for entry are admitted. This is apparently due to limited seats and high 

competition for spaces based on matriculation criteria as well as merit-based funding to 

pay for HE. Similarly, another direct response from the respondent in St. Lucia, stated 

that access to HE in the country is “not entirely equitable” because while provision is 

adequate, “there are still factors (such as lack of financial resources) that militate against 

access” (SGO08).  

  Less direct responses tended to focus more on the second part of the question 

about ‘why or why not’ by providing examples of policy and practices that were in effect. 

For example, an official from Guyana mentioned that there is a lot of government support 

for HE, particularly at the technical institute and teacher’s college where tuition is ‘free’, 

and though the national university is “beneficiary of a subvention for recurrent 

expenditure and also get funding for capital loans”, it is not fully state-funded and 

therefore carries a slightly higher cost for HE (SGO2a). Another official from Trinidad & 

Tobago asserted that the GATE program “kinda (sic) covers universal” (SGO03) in 

regard to undergraduate access to HE. Finally, the official from Antigua & Barbuda 

expressed that access to HE was “becoming greater”, more persons were participating, 

and lots of opportunities were available; however, there was a question of whether people 

have sufficient funding to make use of the opportunities (SGO09).  
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7.2.3.3.  AoI 3: SGOs’ perceptions about barriers to HE access at national 

and regional levels 

Eighteen distinct barriers to equitable HE access at the national and regional levels were identified 

among responses from senior government officials. I categorized these into social factors – 

relating to society, social life and social issues; systemic factors – relating to institutional policy 

and practice; and situational factors – relating to either general or personal extenuating 

circumstances. Several factors were multi-faceted and extended beyond a single category.  

7.2.3.3.1. Social Barriers  

Social barriers to equitable HE access included disabled access, low SES access, ‘cultural 

norms’, ‘male underachievement’, and ‘national politics’. In most countries respondents 

acknowledged that for individuals with disabilities we haven’t gone the full gamut in society in 

general and the education system in particular. Although, a few respondents did mention that 

disabled access was covered in their education and accreditation acts. An example that sums up 

this particular issue across the Caribbean region is the following statement from a Dominican 

perspective: 

“even apart from the buildings that were constructed 30, 25 or even 20 years ago, they 

have no, I mean, they never factorized the, the variable of people who are physically 

challenged into that. I mean even for, you would find some, even during the circulation of 

traffic, NOW you have certain areas designated with this little wheelchair and so [sic], but 

it was not available before. It is slowly coming into being […] In fact, historically we 

have mocked and ridiculed people who are physically challenged. It is only now that 

based on advocacy and such that people’s attitudes are changing. But it’s true. That 

[Disabled Access] is an area that has not been well attended to.” (SGO07) 

Another area of shortcoming was identified as low SES access impacting those in the lower social 

classes and disadvantaged economic positions. One example in the Barbadian context is 

summarized as follows: 
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“there is still a situation where your socioeconomic status impacts whether you can access 

or not. […] in the last two years since the government took a decision that students had to 

pay part of their tuition, that has impacted the playing field in terms of how level it is 

because you get back to a situation where it is the “haves” and “have-nots” and if you 

don’t have and the government can’t support you, then you don’t go. Granted, 

comparatively speaking it is not a high tuition rate that they are being asked to pay, but by 

the same token, there are still a lot of persons who cannot afford to quit work and to be 

full-time and to pay the fees and so on” (SGO5a).   

Additionally, perceived ‘cultural norms’ that act as barriers to HE access are wide-

ranging. For instance, from the pervasiveness of insularity across the region that leads to 

“possessiveness and reluctance to share information or ideas and to collaborate in certain 

areas and on certain levels” (SGO06); sentiments of nationalism over regionalism that 

impede integration and harmonization efforts (SGO06); the historical treatment of 

persons with disabilities as cited above (SGO07); negative attitudes towards technical and 

vocational education and training as well as towards online learning (SGO07); and the 

impact of family background on how HE participation is perceived and whether 

individuals are motivated to access HE: “I think our cultural nuances, whether you grow 

up in a family that has been exposed to tertiary education or whether you are a first time 

person looking at post-secondary education can sometimes be a factor in whether or not a 

person is keen on accessing post-secondary education” (SGO5a). Male underachievement 

is also a social matter of grave concern for education officials throughout the region 

(SGO01, SGO2a, SGO2b, SGO5a, SGO5b, SGO06, SGO07, SGO08). Many noted that 

the trend begins at post-primary level, gradually escalating through secondary school, and 

becoming glaringly obvious at the tertiary level where females tend to outnumber males 

at an average rate of 2:1. Next, the issue of national politics covers a range of factors 

including lack of political will to effect change in areas such as education and curriculum 

reform, policy review, M&E, and quality assurance (SGo5a, SGO5b; SGO07); corrupt 
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practices in financial planning/spending and nepotism in distribution of financial 

assistance for education (SGO01); and internal conflicts within and between ministries of 

government (SGO01).  

7.2.3.3.2. Systemic Barriers 

Systemic barriers to equitable HE access included insufficient national HE provision; 

quality assurance and accreditation; unregulated HE systems; planning and management of HE 

funding; high cost of HE; monitoring and evaluation (M&E) of policy implementation and related 

practices; policy jurisdiction; and centralized education services. Named challenges with HE 

provision range from there being too few national HEIs (Antigua & Barbuda, Guyana, OECS), to 

limited number of seats for annual intakes (Dominica, Barbados), to limited program offerings 

(Antigua & Barbuda; Dominica), limited modes of delivery, especially online and distance 

learning opportunities [ODL], (Guyana, St. Lucia, OECS), and the strain/collapse of ‘free’ higher 

education (Barbados). Quality assurance focuses on problems of quality in teacher training 

(Barbados, Dominica) and curriculum relevance (Dominica, Belize) at tertiary level; and at the 

primary and secondary levels in terms of the quality of academic preparedness for HE (Dominica, 

OECS). The other aspect of quality is accreditation. All countries confirmed having an 

accreditation act designed to regulate the HE system but not all of them have created a national 

accreditation board to implement the act (e.g. Belize and St. Lucia). Related to the issue of quality 

and accreditation is the problem of an unregulated HE system such as described in St. Lucia 

whereby “while some countries actually have a separate ministry that deals with higher education, 

in St. Lucia, we don’t even have a desk, or a unit to take on that responsibility” (SGO08). A third 

challenge concerns financing of HE because even though a majority of governments’ budget for 

education is internationally competitive143, officials still found planning (BZE, GY, TT, AB, DM, 

SLC) and management (AB, SLC, BZE, OECS) of HE funding to be problematic (BZE, SLC, 

OECS). A statement from the OECS representative best sums up the situation 

 
143 see Appendix 1A for a comparison of gov. spending on education across 50 SIDS 
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“People always look at the issue of funding as a challenge. But I see it as, how should I 

put it? I want to put it delicately, the, it’s not inability, it’s REFUSAL of most of our 

governments to look at efficiencies that can be gained from making changes on how 

resources can be distributed. […] you cannot ask the government for more money 

because most governments are paying up to 20% of the national budget on education, 

some 15% and so on, but a significant portion of the national budget on one area – 

education. SO, it is almost criminal for us to say ‘government, give us more for 

education’. So, it is up to the countries to say, redistribute the resources to get the best 

benefit for education […]. So, the challenge here is that we are pretty much stuck – 

chuckle – stuck in a world that was how many years ago and is removed I don’t know 

how many years ago, and we refuse to change our management systems to allow for 

greater efficiencies and decisions and so on” (OECS-SGO06).  

Aspects of the problem with planning and management of HE funding include dissemination of 

information about available funding options (BZE); the ‘arbitrary’ distribution of grant aid (AB, 

BZ); unattainable criteria for student loans (BB); uneven allocation of funds in the education 

budget (e.g. balance between teacher salaries, training, materials and equipment) (OECS); a 

research gap in updated education needs (AB, BZ); and lack of clearly written policies for 

managing HE funding (AB, BZ, GY). A related problem with finance in the region is the high 

cost of HE. Officials noted that higher education in general is expensive and presents an even 

greater challenge for ‘poor countries’ such as small island developing states (BZ, DM, GY, SLC, 

OECS). Moreover, even for countries like Barbados and Trinidad & Tobago where for decades 

higher education up to the undergraduate level has been ‘free’144 and the full economic costs to 

students has been cut by hefty subsidies from national governments, there are still cases of cost-

related inequities affecting low SES persons, individuals with disabilities, and rural students; 

particularly with recent global economic downturns that have started to impact negatively at 

 
144 ‘Free’ education refers largely to tuition-based subsidy by national governments. In all cases, students 

still incur a personal cost in institutional fees and related expenses such as transportation, accommodation 

(where applicable), and food. In some cases, personal costs “are often more than the tuition” (Belize, 

Trinidad & Tobago, Barbados)  
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regional, national and local levels (SGO5a, SGO5b; SGO03). In regard to monitoring and 

evaluation, the primary issue appears to be limited data collection and poorly developed 

mechanisms for data management in terms of storage, analysis and use of data. Countries with a 

national accreditation board145  have a reportedly higher practice of monitoring and evaluation, 

particularly if the board falls within or under the Ministry of Education. However, in the big 

picture, participants from Dominica, Trinidad & Tobago, Barbados, Belize, St. Lucia, and to a 

lesser extent Guyana and Antigua & Barbuda, report challenges with monitoring and evaluation 

of the education system as a strategy for policy implementation, review and reform. In several 

countries, the challenge stems from the often-arbitrary implementation of education practices in 

the absence of black and white policies (i.e. Belize, St. Lucia). Next, is the controversy of policy 

jurisdiction which also relates to a weak policy culture and results in a lack of clarity about who 

(or which office) is responsible for what duties (SGO01). This conflict may arise within certain 

government ministries such as MOE, between different ministries (such as funding for 

professional development training or scholarship distribution); as well as between MOEs and 

public HEIs. Lastly, centralized services emerged as a common problem in Belize, Guyana, 

Trinidad & Tobago, Dominica and St. Lucia due to the focus on largely urban-centred 

development which automatically disadvantages rural and remote populations.  

7.2.3.3.3. Situational Barriers 

Situational barriers to equitable HE access are divided into personal factors and 

general factors. Extenuating personal barriers include socioeconomic status; 

ability/disability; adherence to certain ‘cultural norms’146; residential geographic location 

(i.e., rural/remote); and personal choice in whether or not to participate in HE. General 

extenuating factors include underdeveloped technological infrastructure; limited HE 

funding/resources; national demography; and ‘small size’ (Small Island Developing 

 
145 As previously mentioned, ten of the twelve countries in this study do have a national accreditation board 

or council (AB, BB, BH, DM, GR, GY, JM, SKN, SVG, TT), the two exceptions being Belize and St. 

Lucia.  
146 In the context it was used, the term refers to the widely socially accepted ways people in society have of 

thinking about, looking at, reacting to, or doing something. 
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States - SIDS). These factors are shaped by circumstances rather than by policy decision 

or national practice and they tend to be inter-related. For instance, by virtue of being 

SIDS, countries in the region are categorically restricted by economic realities of 

operating ‘diseconomies of scale’ (SGO06). Respondents from Antigua & Barbuda, 

Barbados, Guyana, the OECS, Dominica, and St. Lucia found that this in turn inhibits the 

budget-potential of national governments in areas of investments such as technology 

infrastructure, and overall spending on services such as education (SGO09, SGO5a, 

SGO5b, SGO2b, SGO06, SGO07, SGO08).  Also, in terms of national demography, 

several officials pointed out that factors such as population distribution, which is difficult 

to regulate, is often what results in discrepancies between rural and urban access to 

services and resources (e.g., Belize, Guyana, Trinidad & Tobago). Plus, by extension in 

most cases this also reflects discrepancies in access between ethnic groups based on 

historical settlement patterns, particularly in situations involving indigenous populations 

(e.g., Belize, Guyana). Of course, the problem is multi-faceted in the sense that it relates 

to and is often exacerbated by the trend of urban-centralized provision of services and 

limited government funding to expand or extend those services to rural and remote areas.   

7.2.3.3.4. Synthesis of SGOs’ perceptions about barriers to HE access 

Overall, six of the eighteen barriers to equitable HE access were found to be 

highly prevalent, meaning they are impacting a majority of the countries. Three of them 

are prevalent across all countries: quality assurance and accreditation; HE funding; and 

monitoring and evaluation of policy implementation and related practices. Monitoring 

and evaluation (M & E), which was identified as a major deficit in all countries, only the 

OECS has a written M&E framework as part of their Sector Strategy 2012 to 2021; while 

for Antigua & Barbuda, Barbados and Guyana respondents mentioned having a partial 

system in place that is still very ‘arbitrary’ and ‘ad hoc’. The other countries did not have 
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anything in place for M&E of policy and practices. The fourth factor is male 

underachievement, which was mentioned everywhere except for Antigua & Barbuda147. 

The fifth factor is limited national HE provision (in the context of existing supply and 

annual national demand) which was found to be a problem in all countries except for 

Belize. The sixth factor is centralized education services identified in Belize, Guyana, 

Dominica, St. Lucia and Trinidad and Tobago.  

The remaining barriers were identified as a problem by either one or more 

respondent, but not by the majority148. For example, underdeveloped technological 

infrastructure was mentioned in Barbados, Guyana, St. Lucia and the OECS; disabled 

access was mentioned in Antigua & Barbuda, Belize, Dominica and St. Lucia; national 

demography in Dominica, Guyana, Trinidad & Tobago and the OECS; rural and remote 

access in Guyana, St. Lucia and Trinidad & Tobago; low SES access in Barbados, Belize 

and St. Lucia; and ‘cultural norms’ in Barbados, Dominica149 and the OECS. The least 

emphasized barriers were “party politics” mentioned in Barbados and Belize; policy 

jurisdiction, mentioned in Dominica and Guyana; and ‘small size’, mentioned by 

respondents from Dominica and the OECS150.  

The second part of the question asked who were the most affected by existing 

inequities in HE access. One response was “the rural poor”. This was the case mainly in 

Guyana and Belize, where in both cases this group also equate primarily to the indigenous 

populations. It was also the case in Trinidad & Tobago, where “rural and remote students” 

of the sister island Tobago, and to a lesser extent those “in the eastern corridor” of Trinidad, 

likewise fall into this category. Similarly, in St Lucia it was found that persons in the 

 
147 It is inconclusive whether this issue is a problem or not in Antigua & Barbuda or whether the topic 

simply did not come up during the interview.  
148 This is not to say that the issue can be categorically ruled out as a problem in other countries but rather, 

that assumptions cannot be made that it is indeed a problem where it was not mentioned.  
149 Note that while Dominica is also part of the OECS, autonomy is given here since the country was 

represented in an individual interview.  
150 It is noteworthy that inadvertently ‘small size’ is the reality of all participating countries.  
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southern part of the island did not have the same level of access to HE since HEIs were 

largely concentrated in the north of the island. Likewise, in Dominica, the respondent 

stressed that though there wasn’t really a ‘remote’ part of the island, persons living 

outside of the urban center were slightly disadvantaged.   A second group of people 

affected were “disabled persons” also termed as “persons with special needs”; this was 

voiced by respondents from Antigua & Barbuda, Belize, Dominica and St. Lucia. A third 

group identified in Barbados, Belize and St. Lucia were persons with low socio-economic 

status (low SES). A fourth group of “immigrants” or “non-citizens” were identified in 

Belize and Antigua & Barbuda respectively. In the OECS the ones found to benefit the 

least from higher education were adults, whereby “only about 15% of adults access 

education” (SGO06). One last group found to be affected in all respondents’ countries was 

males, where male participation in post-secondary education was generally low.  

7.2.3.4. AoI 4: SGOs’ examples of existing national policies and practices 

that promote equitable access  

Three categories of equity barriers were distinguished above: social, systemic and 

situational. The focus in this section is on the specific policies or practices identified by 

SGOs, that governments in the different countries have adopted/implemented in efforts to 

address those barriers. Generally, some of the key areas that have been facilitating more 

equitable access are: government spending/funding for HE; collaboration & partnerships; 

quality improvement initiatives; inclusive education policies; and HE financial reform.   

Government spending on education was found to be a major area of action to combat 

inequities with access across countries. Just to be clear, this covers all levels of education 

including higher education. However, participants did specify certain measures that 

pertain especially to HE. One example is full and partial government scholarships, at 

times linked to national priority areas (NPAs) for development, that are reportedly a 
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common practice in all of the countries. Expectedly, the level of financial support varies 

by country and is relative to the respective economic position of each government. For 

instance, one respondent spoke about ‘the Barbados Model’ for ‘free HE’ in existence 

since the 1960s (SGO5a); while a respondent from Trinidad & Tobago mentioned doing 

well comparative to the region and the international HE sphere due to the “oil and gas” 

funded GATE program that allows citizens to participate in HE free of cost up to 

undergraduate level (SGO03). Additionally, some public HEIs are fully funded by 

governments and are able to provide competitive tuition rates for local students (e.g., GY, 

TT, BB, AB). Other reports acknowledged that “money is being spent” evidenced by the 

tertiary budget almost doubling within the past five to ten years (AB, BZ, SLC). In many 

cases, additional financial assistance is provided through bursaries (BB, BZ, OECS, DM 

and SLC); grants and awards (e.g.. AB, BZ, BB, TT, OECS, DM), or small bi-weekly or 

monthly stipends (e.g. BB, TT); and subsidy for partial cost of certain programs (e.g., TT, 

BZ, GY). The extra assistance helps to cover personal expenses such as transportation, 

textbooks, meals, and other daily needs for low SES or otherwise disadvantaged students.    

A second practice to promote equitable access is the proliferation of collaborative 

partnerships engaged in by the various governments. These range locally and nationally 

between MOEs and HEIs as well as between two or more government ministries; 

regionally with a number of governmental and non-governmental organizations; and 

internationally with other MOEs, HEIs, and NGOs. Such partnerships involve academic 

scholarships, program and faculty exchanges, policy and program development or 

infrastructural education projects.  Further details of such practices are provided in the 

next section of this chapter. 

A third practice is quality improvement initiatives. These include investments in 

teacher training (BB, GY, OECS),  engagement of industry representatives in program 
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planning and design to improve students’ employability (BB, TT); development of 

‘niche’ areas (BB, TT, OECS); expansion both physically and online (AB, BB, DM, GY); 

consolidating expenses for public institutions by integrating the campuses of multiple 

HEIs and combining resources for greater efficiencies (BB, TT); establishing a 

centralized management system for public HEIs to reduce expenditures (BB); catering to 

a more diverse scope of learners (BB); pursuing accreditation procedures (DM); drafting 

black and white HE policies to better regulate the sector (BZ, BB, DM); aligning national 

HRD strategies with HEI curricula (OECS); increased focus on data collection and 

management to better inform policy measures (OECS, TT); and improved strategies for 

dissemination of information (AB, BZ).  

Another major effort is in the area of inclusive education policy, particularly in 

accommodating individuals with special needs in the education system. To date, all 

countries are reporting a concentrated focus on further developing provision for the 

disabled. Another aspect to this is the practice of enabling alternative access routes to HE 

for non-traditional, working adults and other categories of learners (AB, BB, GY, TT). 

Yet another focus has been to develop multi-site or multi-campus HEIs in an attempt to 

decentralize HE provision (BZ, GY, TT).  

Finally, HE financial reform at institutional as well as government levels has also 

been an area targeted to improve access by helping to defray the cost of HE. This speaks 

largely of public HEIs that maintain a close management relationship with MOEs (e.g. in 

BB, GY and TT) as well as MOEs general funding initiatives. In some cases, there have 

been efforts to better align HE funding with national HRD goals such as issuing 

educational grants and loan funding specifically in support of national priority areas (e.g. 

teacher training in Belize and Guyana; training of nurses in Barbados and Belize) . In 

other cases, attempts have been made to revisit student loan schemes in order to make the 
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criteria more inclusive and accessible. Specific examples include government-managed 

student loan schemes (AB), removal of the collateral criteria up to a certain threshold 

(BB), reduced interest rates (GY), extended post-graduation grace period before 

commencing re-payment (BB), and decentralization of student loans offices (GY). Other 

financial reform measures include implementing a means-test for distribution of bursaries 

(SLC); organizing a grant system or scholarships based on bonded contracts (AB, DM, 

GY, TT); and providing additional financial support for students who can’t meet their 

portion of cost-sharing (TT – HELP and SASP).  

Meanwhile, respondents did mention other areas in which effort is being made in 

order to better address equity of access.  For the majority, these are mostly in the very 

early stages of development. Examples are online and distance learning programs to 

better meet the needs of rural and remote and non-traditional students; establishment and 

or improvement of accommodations for disabled access to HE; and more deliberate focus 

on monitoring and evaluation of programs, projects and policies in order to maximize 

efficiency in implementation and productivity in outcomes.  

7.2.3.5.  AoI 5: SGOs’ examples of national, regional and international 

collaboration towards equitable access 

One question asked officials about efforts being made to collaborate and form 

partnerships at the local (institutional), national, regional and international levels as a 

means of facilitating more equitable higher education access. Overall, there is a wave of 

collaborative measures in place both within and between countries in the region as well as 

individual and group partnerships at the international level.  

At the local/national level, results show collaboration between the various 

ministries as well as between the government (primarily the MOE) and higher education 

institutions, non-governmental organizations, and the private sector. For example, there is 
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frequent collaboration between MOEs and Ministries of Foreign Affairs regarding 

international scholarship opportunities. There is also collaboration between MOEs and 

public national tertiary institutions regarding policy implementation and funding 

arrangements, and in some cases, curriculum and program review. Likewise, MOEs enter 

negotiations with NGOs such as labor and teachers’ unions, and autonomous tertiary level 

education groups (SGO01 – BZE); as well as partnerships with industry for program and 

curriculum development, and resource and funding generation (BB, SLC, TT).  

Expectedly, the nature and extent of collaboration varies from one country to another. 

At the regional level, results show existence of regional and sub-regional groups 

and organizations concentrated on higher education services and development. For 

example, Anglophone Caribbean countries form the Caribbean Community (CARICOM) 

which, though focused largely on regional economic integration, also serves as a platform 

for negotiating collaboration in other areas. For instance, the Organization of Eastern 

Caribbean States is a sub-regional body within the larger CARICOM group that serves 

the specific needs of the nine small island member states in the eastern Caribbean (OECS 

– SGO06). Additionally, initiatives such as the Council for Human and Social 

Development (COSHOD), the Caribbean Area Network for Quality Assurance in Tertiary 

Education (CANQATE), the Caribbean Knowledge Learning Network (CKLN), the 

Association of Caribbean Tertiary Institutions (ACTI) and the Association of Caribbean 

Higher Education Administrators (ACHEA) are all by-products of CARICOM.  Another 

prominent example of regional cooperation is the regional University of the West Indies, 

to which all Anglophone countries are contributing members except for Guyana. This 

‘premier’ university is the largest single provider of higher education in the region with 

three main campuses and 17 open campuses plus a number of online programs and 

continuing education centers. There has also been collaboration in ‘regionalizing’ the 
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education system by moving away from UK-based curriculum and exams and 

implementing regional replacements such as CSEC and CAPE. Widespread participation 

in these regional groups is apparently more evident in some areas than others (SGO01, 

SGO6, SGO07). 

At the international level, results show involvement in partnerships targeting 

higher education funding; shared HE opportunities including staff and student exchanges, 

scholarships, and training exercises; and participation in groups/organizations that 

specialize in higher education development. Partnerships are forged by both individual 

governments or as part of regional groups and organizations. Examples of individual 

government agreements include signed Memorandums of Understanding (MOUs) for 

exchanges and scholarship opportunities with education offices and institutions in China, 

Cuba, Canada, Japan, Taiwan, UK, India, Australia, and USA; and loans and grant 

agreements for education development projects with multi-lateral agencies such as the 

World Bank, IMF, and UNESCO. Examples of unified regional agreements include 

education project-funding from the European Union (EU), and the International 

Development Bank; and scholarships, training opportunities, and human resource 

development agreements and grants from The Commonwealth and the OAS. Also, as a 

regional body CANQATE has as members all of the national accreditation councils and 

belongs to the umbrella organization INQAAHE – the International Network for Quality 

Assurance Agencies in Higher Education.  

7.2.3.6.  AoI 6: SGOs’ perspectives on their role as education practitioners 

in facilitating equitable access 

The final interview question for government officials asked participants to discuss 

their personal/professional role in facilitating equitable access to higher education. The 

responses are summarized below according to the various offices represented.  
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Officials in ministries of education include participants from Antigua & Barbuda, 

Barbados, Guyana, and Saint Lucia. In Antigua, the respondent sees herself as an 

advocate for continuous professional development among education practitioners. She 

believes that human resource development can help foster national development:  

“I am very, what should I say, passionate about persons having opportunities to better 

themselves and any opportunity I have to facilitate that. For example, even at my very 

low level as [supervisor], I conduct a lot of professional development sessions […] for 

me, I would like other persons in my country to also get a doctoral degree, and I have 

been encouraging persons especially those in the education department, to move beyond 

the bachelor’s degree, to get the doctoral degree” (SGO09). 

 

In Barbados, one official in the MoE considers his responsibilities as ‘education planner’ 

to be ‘a critical role’ that focuses on budget and policy “to guarantee to continue ensuring 

equity and equality of opportunity in the provision of services to Barbadian students in terms of 

access to higher education” (SGO04). In Guyana, one respondent sees herself as a ‘conduit’ 

who has to ensure value for money in education provision (SGO2a); and the other sees 

his role as “evidence-based advocacy” in his capacity as education advisor (SGO2b). The 

latter is perceived by his colleague as “the one that asks the probing questions … reflective 

questioning, which is good” (SGO2a). In Saint Lucia, the official sees his role as an 

advocate for continuous human resource development, especially in this competitive 

global age and particularly in areas that are important for national development:  

“I must recognize the fact that the role in higher education is, increasingly has to be of 

concern […] we may need to look at restructuring to give more focus on those areas 

[HE], that would be something I would be advocating for [and] essentially […] to 
continue working towards, to ahm seek as far as possible opportunities for training 

persons in other countries, and programs to contribute towards the promulgation for the 

national priority list or the human resource needs and so on …” (SGO08). 

 

Officials in higher education offices within MOEs include participants from Barbados 

and Belize; and in the case of Trinidad & Tobago, the Ministry of Tertiary Education and 

Skills Training. In Barbados, one official expressed his “passion for HE development” and 

sees his role as overseeing the unit and planning, and together with colleagues “form 

initiatives and try to influence policy”. He cited several examples of initiatives in areas such 
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as staff professional development, infrastructural development, quality & quality 

assurance, use of ICT, administrative capacity building, sourcing of external funding for 

development projects, and research partnerships (SGO5a). A second official in the same 

office, expressed a shared passion for HE development, but emphasized that his role is 

concentrated on pushing for greater “infusion of technology in higher education” as a means 

of widening access and improving efficiency (SGO5b). In Belize, the official sees his role 

and impact as dependent on job stability and the whims of the ruling party in government, 

since his capacity to implement development ideas may be otherwise limited:  

“One of the things I haven’t said yet, but it has to be said, a lot of what we, as 

professionals in the education sector, would like to do, our hands are tied by the practice 

of party politics. We have to consider political implications because at the end of the day, 

anything the government does, it is conscious of whether or not it will affect their chances 

to get re-elected. […]  My dream is, if the current government calls early elections and 

gets re-elected, I would like to push some politically dicey moves early in the term to 

redirect government spending in a more effective and efficient way. E.g. implementing a 

means-test as part of funding, financing a student loan program, and introduce a 

scholarship assistance program” (SGO01). 

 

In Trinidad & Tobago, the respondent, in his position as education researcher, sees his 

role as “data gathering” for documentation and management of information at 

international standards to better represent the national higher education landscape:  

“My role in this whole dynamic […] is to really capture the data […] over the next five 

years, I hope […] I want to show a clearer picture and more detailed picture of what the 

[HE] sector looks like […] I think my efforts would be to provide that information and 

providing data on a whole […] that is internationally accepted and recognized because it 

would be at the standards that are required and one that represents Trinidad & Tobago 

PROPERLY” (SGO03).   

 

There was one official from a Quality Assurance/Accreditation office. This 

respondent from Dominica sees his role as an advocate for quality education at all levels. 

He stated: “my greatest contribution would have to be towards the issue of quality – the concept 

of quality […] my additional role, if I can say, is to impress on all the ministries and all the 

stakeholders involved, of the need for quality” (SGO07). He believes such advocacy is “a 

perpetual task about constantly reminding, constantly updating people”. He also perceives an 
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additional role in the area of empirical research and data generation to help inform policy 

measures: “well people like me have to lead the initiative of getting [other] people into the habit 

of doing research and publishing those research [sic] and sharing those information [sic].”  

Lastly, there was one representative from the education department of the 

Organization of Eastern Caribbean States (OECS). Though the office is head-quartered in 

Saint Lucia and the respondent is Saint Lucian, he was clear in expressing that he was 

speaking from a sub-regional perspective: “I am Saint Lucian. But when I speak here tonight I 

won’t be speaking just as a Saint Lucian. I will be speaking as an OECS national.”  This OECS 

official sees himself primarily as a “facilitator of dialogue” between ministers of education in 

OECS member countries. He also acts as “broker for deals [agreements]” between education 

institutions and national governments in order to ensure “good corporate relationships” that 

will facilitate access to education. In his final statement, he expressed an urgent call to 

action for leaders in the region to place greater focus on higher education development 

(SGO06). 

7.2.4. Key Take-Away Points from SGO Interviews 

Responses from government officials indicate several similarities to those of 

education practitioners, particularly regarding the barrier of HE cost and funding. 

Additionally, the SGOs identified a spectrum of challenges that range between social, 

systemic and situational conditions. Meaning, some can be addressed by stakeholder 

engagement and collaboration; while others might require more aggressive system-wide 

policy reform; and yet others seem to be a prevailing handicap consistent with the reality 

of small developing states. The latter speaks to the need for more targeted regional and 

global strategies. While there seems to be no shortage of vison for the changes needed 

and how to achieve them, there is still plenty of work to be done to bring those ideals into 

action. 
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7.2.5. Comparison of SEA & SGO Results – Cross-Case Thematic Analysis 

It is useful to point out that countries represented in both sets of interviews were: 

Barbados, Belize, Guyana, St. Lucia and Trinidad & Tobago. Meanwhile, Antigua & 

Barbuda and Dominica were only represented in the interviews with senior government 

officials; and Jamaica was only represented in the interviews with senior education 

administrators. Grenada, St Kitts & Nevis, St. Vincent & the Grenadines were 

represented by default in the SGO interview with the OECS representative. In comparing 

the responses from SEAs and SGOs, only the areas of inquiry that applied to both sets of 

results were analysed. These are: conceptualisations of equitable access; perceptions 

about (the state of) equitable access at national level; perceived national barriers to HE 

access; policies and practices that enable HE access; and collaborative efforts to promote 

access. An overview of the similarities and difference in responses between SEAs and 

SGOs is presented in Appendix 7A. Overall, there were many common points raised by 

the two groups of respondents. For instance, ideas about equity of access centred on equal 

access, quality, inclusiveness and access to resources/funding for both. Likewise, there 

was no clear consensus on the current state of equitable access at national level in either 

group. In addition, majority of the barriers to equitable access identified by SEAs were 

reiterated by SGOs with a few additions.  Moreover, both groups were largely in 

agreement about the types of policies and practices that enable more equitable access. The 

only differences noted in this latter aspect were concerning the specific roles/duties of 

government versus higher education institutions. Finally, there is an overwhelming 

indication from both sides that collaboration and partnerships at the national, regional and 

international levels provide valuable opportunities for increasing access.   
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Chapter 8. Quantitative Analysis of HE Student Survey 

This chapter presents data from the third phase of data collection, the online student 

survey. As explained in the methods chapter previously, the online survey targeted post-

secondary students across the twelve participating countries. Two modalities were used to collect 

survey data: an email campaign using established contacts at the various higher education 

institutions (HEIs) throughout the different countries; and a social media campaign targeting 

student guilds and student associations at the various HEIs, as well as individuals who fit the 

targeted profile. The aim of the survey was to get the perspective of higher education students in 

order to obtain further insight into the realities of equitable access to higher education in the 

region. Therefore, the survey questions were structured around the sub-research questions about 

existing HE opportunities, students’ experiences with access, students’ perceptions about equity 

of access at national, regional and institutional levels, and students’ perceptions about the policies 

and practices of governments and HEIs that impact equitable access.  

8.1. Overview of Data 

Just to recap briefly from the methods chapter, one thousand and six participants 

responded to the survey. Participants represented thirty-four higher education institutions across 

the twelve countries in the study. Seventy-eight percent of responses (791) came through the 

email campaign and twenty-two percent (215) came through the social media campaign. Fifty-six 

percent of respondents (569) answered all of the survey questions151. For participants who skipped 

one or more questions, these represent missing values in the data. In order to present an accurate 

report of the survey results, missing values were factored into all of the calculations152.  

8.2. Demographic Data  

The first set of questions in the survey collected demographic data from the participants. 

These questions asked about gender, age-range, race/ethnicity, relationship status, country of 

 
151 For easy reference, ‘participant’ will refer to all individuals who answered the survey and ‘respondent’ 

will refer to those who answered the particular question being described.  
152 I must add a small disclaimer that since the twelve countries were disproportionately represented in the 

survey, this must be kept in mind while reading through the data and analysis. 
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birth, country studying, academic level, enrollment status, commute situation, first generation in 

higher education status, parents’ education, parents’ occupation, type of high school attended, and 

residential location.  The data from these questions were coded into subsets that were designed to 

establish a profile of the survey participants based on participants personal characteristics, 

academic status, traditional/non-traditional student status, socio-economic status, geographical 

residential location, and affiliated country. These data will be presented and interpreted in this 

section. The results with the highest frequencies will be described and the complete data summary 

presented in tables or figures.  

Questions coded as personal characteristics asked about gender, age-range, race/ethnicity 

and marital status. All but two participants answered the question on gender. Of the total 

respondents, the majority were females (66.4%). Fifty percent of respondents fell in the age group 

of 18 to 24 (50.2%), and most respondents identified as Black/African descent (44.2%). 

Regarding marital status, a significant majority chose ‘single, never married’ (74.1%). The 

complete summary data on these variables are presented in Table 20 below.   
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Table 20 Frequency Data on Participants' Characteristics 

Variables Value 
Frequency of Responses  

Frequency Percent Missing Total 

Gender Female 668 66.4 4 

(0.4%) 

1006 

Male 334 33.2 

Age Range >18 146 14.5 

4 

(0.4%) 

1006 

18 to 24 505 50.2 

25 to 34 224 22.3 

35 to 44 85 8.4 

45+ 42 4.2 

Race/Ethnicity Black/African descent 445 44.2 

9 

(0.9%) 

1006 

White/Caucasian 16 1.6 

Hispanic/Latino/Mestizo 172 17.1 

Mixed/Multi-racial 277 27.5 

East Indian/Asian 78 7.8 

Other 9 0.9 

Marital Status Married 127 12.6 

13 

1.3%) 

1006 

Widowed/Divorced/Separated 20 2.0 

Domestic partnership/civil 

union 
98 9.7 

Single, never married 745 74.1 

Other 3 0.3 

 

Questions coded as academic status asked about current academic level and enrolment 

status. Academic level was operationalized using the international standard classification for 

education (ISCED) for different degree levels. Eighty-five percent of survey participants 

answered this question. Of the total respondents, seventy-four percent indicated they were 

studying towards an undergraduate degree. The remaining 11% were studying towards a graduate 

certificate, diploma or higher.  Additionally, enrolment status simply asked whether students were 

enrolled part-time or full-time. Eighty-six percent of participants answered the question (135 

skipped). Majority of respondents (65.9%) were enrolled full-time and the remaining 20.7 % were 

part-time. The statistical distribution is illustrated in Table 21 below.  

 
Table 21 Frequency Data on Participants' Academic Status 

Variables Value 
Frequency of Responses  

Frequency Percent Missing Total 

Academic 

Level 

Undergraduate - Associate 

Degree 
402 40 

143 

(14.2%) 

1006 

Undergraduate - Bachelor 

Degree 
346 34.4 

Graduate - Certificate, Diploma 73 7.3 

Master Degree 34 3.4 

Doctoral Degree 8 0.8 

Enrolment 

Status 
Full-Time 663 65.9 135 

(13.4%) 

1006 

Part-Time 208 20.7 
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Thirdly, participants’ traditional/non-traditional student status was measured by responses 

to the questions about age, marital status, academic level, enrolment status, delay to HE after high 

school, and number of gap years between high school and HE153. Age was used as the primary 

basis of comparison for analyzing non-traditional status. When compared with relationship status, 

166 participants over the age of twenty-four were either married, divorced, or in a domestic 

partnership. Similarly, when compared with academic level 242 participants aged 25 and over 

were studying at undergraduate level. Likewise, when comparing age and enrollment status, 308 

participants were aged 25+ and of this amount, 158 were enrolled full-time and 150 were enrolled 

part-time.  

Fourthly, socio-economic status was operationalized using a modified OECD’s PISA 

question format. Questions coded as socio-economic status asked about first generation in higher 

education (FGHE) status, parents’ education level, parents’ occupation and whether participants 

could afford HE without financial assistance. Eight hundred and seventy-six participants 

answered the question on FGHE status. Forty-eight percent of respondents answered ‘no’, 34.9% 

answered ‘yes’, and 3.4% answered ‘don’t know’. A hundred and thirty participants skipped the 

question. Results indicate that approximately 35% of respondents can be classified as FGHE. For 

parents’ education level, the question asked participants to indicate the highest level completed by 

each parent. Eight hundred and fifty-eight participants answered on mother’s education: 25.2% 

said early childhood or primary; 29.4% said secondary; 10.8% said post-secondary, non-tertiary; 

and 19.9% said tertiary varying from short cycle through doctoral level. Eight hundred and four 

answered on father’s education: 25.1% said early childhood or primary; 25.5% said secondary; 

12.5% said post-secondary, non-tertiary; and 16.8% said tertiary varying from short cycle through 

doctoral. Results show that primary education was the most common level completed by both 

parents of respondents, more mothers completed secondary school, and more fathers completed 

post-secondary, non-tertiary, and only a small percentage of parents continued through to higher 

education.  

 
153 Non-traditional students are defined/characterized as individuals fitting 2 or more of the following criteria: age 24+, enrolled at 

undergraduate level, studying part-time, working adult, married or in domestic partnership (UNESCO definition). 
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For parents’ occupation, the questions were open-ended. Responses were coded using the 

ten categories from the International Labor Organization’s (ILO) standard classification of 

occupations (ISCO). Eight hundred and thirty-eight participants responded for mother’s 

occupation, and eight hundred twenty-one for father’s occupation.  Responses for both parents 

were collated by ILO’s ISCO categories.  See  

Table 22 below for a summary of the data.  

Table 22 Frequency Data on Participants' Socio-economic Status 

Variables Value 
Frequency of Responses  

Frequency Percent Missing Total 

FGHE Status No 491 48.8 
130 

 
1006 Yes 351 34.9 

Don’t Know 34 3.4 

TOTAL 876 87.1 12.9% 100% 

Mother’s 

Education 

Early childhood 16 1.6 

148 

 
1006 

Primary 237 23.6 

Lower secondary 139 13.8 

Upper secondary 157 15.6 

Post-secondary, non-tertiary 109 10.8 

Short-cycle tertiary 84 8.3 

Bachelor or equivalent 77 7.7 

Master or equivalent 30 3.0 

Doctoral or equivalent 9 .9 

TOTAL 858 85.3 14.7% 100% 

Father’s 

Education 

Early childhood 16 1.6 

202 

 
1006 

Primary 236 23.5 

Lower secondary 118 11.7 

Upper secondary 139 13.8 

Post-secondary, non-tertiary 126 12.5 

Short-cycle tertiary 59 5.9 

Bachelor or equivalent 59 5.9 

Master or equivalent 45 4.5 

Doctoral or equivalent 5 .5 

Other 1 .1 

TOTAL 804 79.9 20.1% 100% 

Mother’s 

Occupation 
Open-ended question – 800+ 

responses for each recoded 

in ILO categories 

    

Father’s 

Occupation 
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The fifth subset of demographic data looked at geographical and residential location. 

Questions for this set asked about proximity between home and college/university and about 

residential area. The first question aimed to find out students’ commute situation for accessing 

higher education and the second whether they live in rural or urban areas, to gain some clarity on 

the issue of geography and access.  Eighty-five percent of participants responded on their living 

and travelling situation: 69.7% of respondents said they were living at home while studying; the 

remainder lived on campus, had relocated closer to campus, were studying outside of their home 

country, or studying online. Of those living at home while studying, 23.6% had a short commute 

(<30 mins) and 38.6% had a long commute (>30mins). Crosstabs were run in SPSS looking at 

each set of variables with country as the main point of comparison. Since the frequencies were 

run by country and the number of participants per country varied widely, there was no normal 

distribution that would satisfy the assumptions of a particular test statistic.  Crosstab results 

showed that across the twelve countries 72% of respondents resided in rural areas154. Meanwhile, 

comparison between countries for those with a significant representation (>100 respondents), 

showed that among participants, Dominica had the largest rural population (91.4% of 

respondents), followed by Guyana (77.5% of respondents), then Trinidad & Tobago (66.7%) and 

finally Belize (64.7%).  In terms of commute situation, 79% of respondents across the twelve 

countries either commuted daily or had moved in order to access higher education within their 

home country. Majority had a long commute of more than 30 mins to their college/university; 6% 

of respondents were studying outside of their home country; and 4% were studying online. 

Comparison between countries, using the same four countries as reference155, shows that Trinidad 

& Tobago had the highest rate of commuter students (70% of the total respondents from that 

country); followed by Guyana (64% of country’s respondents); then Belize (51%); and Dominica 

 
154 Rural and urban were operationalized using the OECD PISA question structure for residential location based on categories by 

population size: village (<3000), small town (3000 to 15, 000), town (15000 to 100000), city (100000 to 1m) or large city (>1m). 
Adopting this to a Caribbean context, village and small town were coded as rural; and town, city, large city were coded as urban. In 

SIDS contexts, with populations less than 3m and in majority of cases under 1m; rural would equal to ‘village’ and urban would be 

equal to ‘small town’ or ‘town’.  
155 It is necessary to point out the geographic disparity between these four countries with Belize and Guyana being mainland countries 

covering a larger landmass and having lower population densities than the islands. Perceptions of distance might also be relative to 

location as well as national physiography and national transportation infrastructure. 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

232 

(48%).  There was no significant difference in residential location and commute situation for 

participants’ birth country as compared to country studying. See Table 23 for an overview.  

Table 23 Frequency Data on Participants' Geographical Residential Location 

Variables Value 
Frequency of Responses  

Frequency Percent Missing Total 

Commute 

Situation 

 

 

Live at home, walking 

distance 
75 7.5 

145 

(14.4%) 
1006 

Live at home, short 

commute 
237 23.6 

Live at home, long commute 388 38.6 

Live on campus, home 

country 
5 .5 

Moved closer, but not on 

campus 
48 4.8 

Live on campus, outside 

home country 
10 1.0 

Attend university outside 

home country, but don't live 

on campus 

49 4.9 

Study online 44 4.4 

other 5 .5 

TOTAL 861 85.6 

Residential 

Location 

Village 425 42.2 

138 

(13.7%) 
1006 

Small Town 204 20.3 

Town 132 13.1 

City 91 9.0 

Large City 11 1.1 

other 5 .5 

TOTAL 868 86.3 

Geographical 

Area 

Rural 629 62.5 
143 

(14.2%) 
1006 Urban 234 23.3 

TOTAL 863 85.8 

 

The sixth and final subset of demographic data looked at participants’ affiliated country. 

This included both country of birth and country studying (see Figure 8 for an illustration of the 

distribution of survey participants by target country). For both questions, the answer choices listed 

the twelve participating countries and included the option to input ‘other’. Ninety-five percent of 

participants were from the twelve Anglophone Caribbean countries. All twelve countries were 

represented in the survey. Fifteen nationalities apart from the twelve target countries are also 

represented. These include thirty-one participants. Eleven are from the neighboring Latin 

American region. Six are from other Caribbean countries outside the Anglophone group. Five are 

from the United States and one from Canada. Four are from the African continent; and one each 

from England, Australia, and the Philippines. Four of the twelve target countries had a 
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significantly higher representation than the others both as birth country and country studying. 

These were Belize, Trinidad & Tobago, Dominica and Guyana. Similarly, in regards to country 

studying, 95.8% of participants were studying in eleven of the target countries (one country had 

no participants studying there). In addition, eleven countries aside from those targeted were 

represented in terms of where respondents are currently studying. This includes twenty-seven 

participants and covers both intra-regional and international locations. Nine respondents are 

studying in neighboring Latin America; two in other non-English speaking Caribbean countries; 

ten in the United States; one in Canada; three in the United Kingdom (two are online); one in 

Norway; and one in Malaysia. A frequency table summarizing the country data is presented in 

Table 24 below.  

The ‘student profile’ comprising of the various characteristics described was used as one 

set of variables in the inferential analysis of the data.   

Table 24 Frequency Distribution of Survey Participants by Target Country 

Variables Value 
Frequency of Responses  

Frequency Percent Missing Total 

Birth Country 

 

Antigua & Barbuda 4 .4 

44 

(4.4%) 

1006 

Barbados 7 .7 

Belize 286 28.4 

Dominica 147 14.6 

Grenada 11 1.1 

Guyana 147 14.6 

Jamaica 26 2.6 

St. Lucia 21 2.1 

St. Kitts & Nevis 5 .5 

St. Vincent & the 

Grenadines 
54 5.4 

The Bahamas 15 1.5 

Trinidad & Tobago 239 23.8 

Total 962 95.6 

Country 

Studying 

Antigua & Barbuda 0 0 

42  

(4.2%) 

1006 

Barbados 14 1.4 

Belize 269 26.7 

Dominica 158 15.7 

Grenada 12 1.2 

Guyana 147 14.6 

Jamaica 26 2.6 

St. Lucia 15 1.5 

St. Kitts & Nevis 3 .3 

St. Vincent & the 

Grenadines 

54 5.4 

The Bahamas 15 1.5 

Trinidad & Tobago 251 25.0 

Total 964 95.8 
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Figure 8 Distribution of Survey Participants by Target Country 

 

Discrepancies in the data indicate a small scale of student mobility. E.g., the students 

from Antigua who answered the survey were not studying in their home country – neither was 

any of the other respondents studying in Antigua & Barbuda. Barbados, Dominica and Trinidad 

had students from the other countries. Belize, St. Lucia and St. Kitts & Nevis had students 

studying outside their home country. Grenada, Jamaica, and St Vincent & the Grenadines seemed 

to have all respondents studying in-country. To put this result in context, it can be said that on a 

very small scale the data is showing inter-regional/trans-national mobility with certain countries 

in the region acting as hubs for attracting students. In two cases this might be related to the fact 

that Barbados and Trinidad both have a main campus of the regional university and are situated 

strategically closer to a number of the small Anglophone islands as compared to Jamaica. No 

indication of what might be the case in Dominica, perhaps family relocation for work or 

something similar. 

The rest of the survey was concentrated on finding out students’ perspectives about 

higher education provision, their experiences with access, their viewpoints on equity of access at 

various levels and their perceptions about the policies and practices of governments and higher 
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education institutions that impact equity of access. Data for these sections were analysed using the 

variables identified in section one relating to students’ characteristics and affiliated country.  

8.3. Participants’ Feedback on HE Opportunities  

This section examines students’ firsthand experiences with HE access. There were eleven 

questions in this section. The first two asked about gap years156 between high school completion 

and entry to HE157. Eighty-six percent of participants (867) answered the question about gap years 

between high school and higher education. Of the total respondents, 54.8% said they continued to 

HE directly after completing high school and the remaining 45.2% said they did not. Following 

up to this question, those who did not continue directly were asked about the number of gap years 

before entering HE158. Response options were 1 to 2 years, 2 to 5 years, 5 to 10 years and 10 years 

or more. Of the 45.2% of respondents (392) who did have a gap between high school and HE, 171 

(43.6%) had a gap of 1 to 2 years; and 221 (56.3%) had a gap of two years or more. A summary 

of the data for these questions is illustrated in Table 25 below. Further analysis compared 

variables of gender, age, ethnicity and relationship status. Chi-square test for independence was 

used to determine whether there was any significant difference in mean when comparing each set 

of variables to transition time to HE. In regards to gender, the chi-square test yielded a p-value of 

.010 indicating that among the participants males were significantly more likely than females to 

enter HE in the year following high school. Similarly, in terms of age, results showed (p-value of 

.001) that among participants, the 18–24-year-old age-group was significantly more likely to have 

entered HE in the year following high school; while those in the 25–34-year-old age-group were 

significantly less likely than any other age group to have continued straight into HE. In terms of 

ethnicity, results show that among participants those identifying as Hispanic/Latino/Mestizo were 

significantly more likely (p = .001) than the other racial/ethnic groups to enter HE directly after 

high school. In terms of relationship status, results show (p=.001) that those who were 

single/never married were significantly more likely than participants who were married, widowed, 

 
156 ‘Gap years’ can also be rephrased as ‘transition time’ between education levels. 
157 Note – in the literature gap to HE is often tied to barriers such as finance or familial obligations that limit opportunity to access HE. 
158 To allow for the possibility that some high school graduates may have chosen to do a voluntary gap year without necessarily facing 

any barriers to access HE, the analysis focused on those who had a gap of two years or more. 
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or in a civil union to have entered HE directly after HS.159 Since the sample was not randomly 

selected, these results are inconclusive as to whether a particular group was most or least likely to 

experience a delay in accessing HE after completing high school. The second part of this analysis 

examined number of gap years between high school and higher education for those participants 

who did not continue to HE directly after completing high school. The analysis was again by 

student characteristics. No significant difference was noted in the number of gap years between 

high school and higher education in regards to gender, age, ethnicity, or relationship status.  

Table 25 Participants' Gap Years between High School and HE 

Question Response Options 
Frequency of Responses 

Frequency Percent 

Q28. Did you enter HE in the same 

calendar year that you completed 

High School?  

Yes 475 47 

No 392 39 

Missing 139 14 

Total 

 
1006 100 

Q29. How long was it before you 

enrolled in College? 

1 to 2 years 171 36 

2 to 5 years 

 
80 17 

5 to 10 years 61 13 

10 years or more 80 17 

Missing 83 17 

Total 475 100 

 

The next set of four questions focused on students’ decisions/ choices in applying for 

college/university160. The first asked about the number of applications submitted in order to get an 

idea of whether students were limiting themselves in any way in terms of pursuing available 

options for HE. Eight-two percent of participants (831) answered this question. Of that amount, 

70.5% (586) submitted one application; 20.5% (171) submitted two applications; and the 

remaining 8.8% submitted three or more. The second question asked about where students applied 

for HE. Respondents had the opportunity to select all the response options that applied. The 

options were home country, other Caribbean countries and outside of the Caribbean. Eight-two 

percent of participants (833) answered this question. Of that amount, a significant majority 

 
159 This is in-keeping with findings from the literature about HE access for traditional versus non-traditional students.  
160 Student choice (in the literature) emerged as one factor that influences HE participation. Context note: College applications in the 
region carry an application fee which may discourage those with limited funds from submitting multiple applications. Majority may 

submit one application and hope for an acceptance – if that one is not successful, they may have to sit out the year and try again or try 

to meet the deadline for a different institution. This may have some level of impact on HE participation rates. And while the factor 

here is student choice- the underlying issue is still equity-related tied into finance/resources.  Especially since most students tend to 

apply only in-country where the number of institutions (and seats available) are limited and highly competitive.  
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(94.1% or 784) said they applied for college/university in their home country. Nine percent (75) 

said they applied in other Caribbean countries, and 7.9% (66) said they applied outside of the 

Caribbean. Summary data for these questions is provided in Table 26. This part of the analysis 

aimed to find out whether student choice (rather than equity issues directly) might be a probable 

factor impacting HE access/participation. In this regard, the analysis focused on whether students 

of a particular gender, age group, ethnicity, relationship status or country showed any prevalence 

in the number of college/university applications they submitted and where they applied for 

college/university. A variety of test statistics were used. The independent sample T-Test 

compared means for the number of college applications by gender. Results showed that there was 

no significant difference in the number of applications made by males versus females or by 

individuals with different relationship statuses. One-way ANOVA examined differences in the 

mean number of college applications by age group, ethnicity, relationship status, birth country 

and country studying. Post Hoc LSD Tests were used to run multiple comparisons between 

groups for each variable for all the ANOVA results that returned a significant p-value. The one-

way ANOVA revealed a significant difference in mean at the value of p= .008. Further LSD Post 

Hoc tests determined that those in the under 18 age group (mean 1.18) were more likely to submit 

fewer college/university applications than the other age groups. Likewise, between group 

comparison by ethnicity showed that those identifying as white/Caucasian (mean 1.91) were 

likely to submit more college/university applications than other ethnicities in the region. Between 

group comparisons by country revealed that the overall highest number of college/university 

applications was among students from Jamaica (mean 1.95) and the lowest average number of 

applications was among students from Dominica (mean 1.12). In addition, the average number of 

applications across countries was a mean of 1.42, with seven countries above that average and 

five below161.  A list of the average number of applications by country is provided in Table 27.  

 
161 Of the seven above, two had a significantly larger number of participants in the survey than the others: Belize and Trinidad and 

Tobago. Of the ones below the average mean, three had a significant number of participants (>30): Dominica, Guyana and St. Vincent 

and the Grenadines.161 Antigua and Barbuda and St. Kitts & Nevis showed no significant difference in mean in the between country 

comparison. 
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In regards to where students applied for college/university, crosstabs were run by gender 

and age. Chi-squared test results showed that females were significantly more likely than males 

to apply for college/university in their home country (p=.05). Students in the 18-24 and 25-34 

age groups were significantly more likely to apply for college/university outside of the 

Caribbean; and those in the under 18 and over 45 age groups were significantly less likely to do 

so.  

Table 26 Participants' Choices in HE Applications 

Question Response Options 
Frequency of Responses 

Frequency Percent 

Q30. How many 

colleges/universities did you apply 

to? 

1 586 58 

2 171 17 

3 47 5 

4 15 1.5 

5 or more 12 1.2 

Missing 175 17.3 

Total 1006 100 

Q31. Where did you apply for 

college/university?  

(check all that apply) 

Home Country 770 71 

 

Other Caribbean 

Country 

74 7 

Outside of the 

Caribbean 
66 6 

Missing 173 16 

Total 1083 100 
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Table 27 Mean number of college/university applications by country 

Country Number of Respondents Mean 

Antigua & Barbuda 4 1.25 

Barbados 7 1.86 

Belize 224 1.44 

Dominica 125 1.12 

Grenada 11 1.64 

Guyana 127 1.32 

Jamaica 22 1.95 

St. Lucia 16 1.38 

St. Kitts & Nevis 3 1.67 

St. Vincent & the Grenadines 46 1.35 

The Bahamas 15 1.87 

Trinidad & Tobago 204 1.55 

Total 804 1.42 

 

The third Likert-type questions asked about factors influencing students’ decision to 

apply and decision to attend a particular college/university. In this case, the aim was to determine 

what factors were more or least likely to influence students’ decisions; and whether there was any 

correlation between the factors that influenced their decision. Response options allowed students 

to rate each item from not at all important to very important. Items to be rated included 

courses/programs offered, location of the institution, prestige/reputation of the institution, 

cost/affordability, scholarship/funding, recommended by friends/mentor, convinced by recruiting 

team and ‘other’. The ratings for factors identified as slightly important, important and very 

important were combined and coded as ‘important’ versus ‘not at all important’. Eight hundred 

and thirty-five participants (83%) answered this question. The response that received the highest 

rating (819 or 98.5% of respondents) as an important factor influencing students’ decision to 

apply to a college or university was courses/programs offered.  The factor with the second highest 

rating was cost/affordability (812 or 97.5%); the third was prestige/reputation of the institution 

(764 or 93.3%); and the fourth was location of the institution (737 or 89.2%). The factor that 

received the highest rating as not at all important (otherwise interpreted as least important) was 

‘convinced by recruiting team’ (363 respondents); followed by ‘recommended by friends/mentor’ 

(205 respondents). Apart from the factors provided, some respondents added comments in the 

open-response section. Several extraneous factors emerged from these responses that had to be 

coded. The first was ‘community support’ “transitioning and integrating into the college 

environment (i.e. a support base from citizens of my country)”. The second was ‘no other option’ 

(four respondents made this statement using slight variations e.g. “there was no other option so 
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none of these really matter”; “I never wanted to attend [name of university] because it has a 

terrible reputation (which I am experiencing now), however, we don’t have much options in this 

country”; “there is no other university that offers my program of study in my country”; and 

“[name of institution] is the only college on the island. There is no other option”. The third was 

‘employee benefit/family circumstance’ “my dad was teaching there, which would give me some 

benefits at the school and receiving care outside of school”. Similar to the above, the fourth 

question asked students to rate the level of importance of factors that influenced their decision to 

attend a particular college/university.  The response options and question format included one 

additional factor: the first/only to send a letter of acceptance. Eighty-one percent of participants 

(818) answered this question.  The most highly rated factor in terms of importance was again 

courses/programs offered (797 respondents or 97.7%); followed by cost/affordability (784 or 

96.6%); then prestige/reputation (731 or 90.9%) and location (722 or 89.1%).  The factor rated as 

least important was again recruiting team (340 respondents).  Apart from the factors listed, 

respondents added comments that had to be coded.  Similar to responses for the previous 

question, ‘no other option’162 and ‘employee benefit163/family circumstance’ came up again. In 

addition, ‘last resort’164 was added based on one statement “did this as a last resort because I was 

unable to gain a scholarship to study overseas”. 

A Freidman Test 2(6) =1756.648, p=.001 was used165 to analyze potential influences on 

students’ decisions to apply to a particular college/university. The test revealed an overall 

statistically significant difference between the various factors influencing students’ decision to 

apply to a particular institution. Post hoc analysis with nonparametric Wilcoxon signed rank tests 

was conducted with a Bonferroni correction applied (.05/21= .002), resulting in a significance 

level set at p=<0.002. Results showed that there were no significant differences between prestige 

 
162 ‘No other option’ seems to imply both limited provision (number of universities/colleges locally as well as variety of 

programs/courses) and prohibitive cost (to afford private HE or to study overseas).  
163 ‘Employee benefit’ can be interpreted as social capital – identified in the interviews (cf SEA05 – St Lucia) as one means of ‘getting 

ahead’ even when lacking financial resources.  
164 ‘Last resort’ seems to indicate that some people pursue multiple/other options even when they lack financial resources. Thus, they 

don’t see local institutions as ‘the only option’ but rather as ‘a last resort’ (can be interpreted as not the first choice) only if other 

possibilities don’t work out – like getting a scholarship to go abroad (so something to fall back on).   
165 Test Statistics used were Freidman Test followed-up by Wilcoxon Signed Rank Test. The results shown are the mean difference in 

rank by total number of respondents; the Z value for the test statistic and the critical p-value (measured against the adjusted critical 

value). 
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and location (Z=-2.466, p=.014) or scholarship and location (Z=-1.935, p=.053) in students’ 

decision to apply to an institution. However, there was a statistically significant difference at the 

p<.001 level, between all other pairwise comparisons of factors influencing students’ decision to 

apply. In rank order from most to least influential factors were: courses/programs offered, 

cost/affordability, prestige/reputation, location, scholarship/funding, recommended by 

friend/mentor, and recruiting team. See Table 28 for a summary. Next, factors influencing 

students’ decision to attend an institution were analyzed. Results showed that all pairwise 

comparisons of factors influencing students’ decision to attend an institution, except for prestige 

and location were statistically significantly different. In rank order from most to least influential, 

factors were: courses, cost, location, prestige, scholarship, acceptance letter, recommendation 

from friend/mentor, and lastly, recruitment.  

The last part of the analysis on students’ decision examined whether there was any 

correlation between the factors influencing students’ decision to apply versus their decision to 

attend a particular institution. For this analysis, a nonparametric Spearman’s rho correlation test 

was done and the statistical significance of the results was also calculated (see Table 29). Initial 

results demonstrated a strong positive correlation (=0.911) between the ranks of factors 

influencing students’ decision to apply and decision to attend an institution. Therefore, the factors 

that ranked highly in students’ decision to apply were the same factors that ranked highly in 

students’ decision to attend an institution. 
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Table 28 Summary of Pairwise Analysis on Factors Influencing Students' Decision to Apply to an 

Institution 

 
1. Cou

rses 

2. C

os

t 

3. Pres

tige 

4. Loca

tion 

5. Scholar

ship 

6. Recomm

ended 

7. Recruit

ment 

1. Courses - 

181>1

27 

Z = -

3.362 

P = 

.001 

378>47 

Z = -

15.277 

P = .001 

396>63 

Z = -

15.153 

P = .001 

413>77 

Z = -15.292 

P = .001 

601>30 

Z = -20..899 

P = .001 

665>8 

Z = -22.643 

P = .001 

2. Cost 

127<181 

 

 

- 

356>85 

Z = -

12.255 

P = .001 

362>66 

Z = -

13.929 

P = .001 

363>55 

Z = -14.291 

P = .001 

572>30 

Z = -20.139 

P = .001 

643>21 

Z = -22.021 

P = .001 

3. Prestige 

47<378 

 

 

85<35

6 
- 

252>208 

Z = -

2.466 

P = .014 

297>205 

Z = -4.204 

P = .001 

453>80 

Z = -15.484 

P = .001 

560>51 

Z = -19.538 

P = .001 

4. Location 

63<396 

 

 

66<36

2 

 

208<252 

 
- 

269>228 

Z = -1.935 

P = .053 

435>129 

Z = -12.629 

P = .001 

512>79 

Z = -17.496 

P = .001 

5. Scholarsh

ip 

77<413 

 

 

55<36

3 
205<297 228<269 - 

399>146 

Z = -10.848 

P = .001 

461>75 

Z = -16.514 

P = .001 

6. Recomme

nded 

30<601 

 

 

30<57

2 
80<453 129<435 146<399 - 

304>78 

Z = -11.316 

P = .001 

7. Recruitm

ent 

8<665 

 

 

21<64

3 
51<560 79<512 75<461 78<304 - 

 

Table 29 Ranking of Data to Calculate Spearman's Correlation Coefficient 

Decision to Attend Decision to Apply 
Rank 

Attend 

Rank 

Apply 
d d2 

Courses Courses 1 1 0 0 

Location Location 3.5 4 0.5 2.5 

Prestige Prestige 3.5 3 0.5 2.5 

Cost Cost 2 2 0 0 

Scholarship Scholarship 5 5 0 0 

Recommendation Recommendation 6 6 0 0 

Recruitment Recruitment 7 7 0 0 
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The next set of questions is this section focused on financial assistance166. Students were 

asked whether or not they were receiving any type of financial assistance. For those who 

answered in the positive, they answered three additional questions:  what type of assistance they 

were receiving; how they found out about the financial assistance opportunities167; and whether or 

not they could afford HE without financial assistance. The final question in this section was open 

to all respondents, and asked them to indicate their current/existing sources of funding for HE. 

Eight hundred and twenty-nine participants (82.3%) answered the question about receiving 

financial assistance. Of the total respondents, 359 (43.3%) said yes to receiving assistance and 

470 (56.7%) said no.  Those who said yes answered the three additional questions. The first had 

seven response options and respondents had the opportunity to select all that applied. See Table 

30 below. Of the 359 who said they were receiving financial assistance, 352 answered this 

question. The most popular source of financial assistance was government grant/bursary (72), 

followed closely by full government scholarship (67, Trinidad-GATE), and government tuition 

scholarship (65 CSEC/CXC scholarship). Ninety-eight ‘other’ responses were added. Four new 

sources of financial assistance were coded from the ‘other’ responses: family, international 

organization, private grant/scholarship and ‘none’. The most popular among these were family 

(16) and private grant/scholarship (14). Two persons indicated they were not receiving financial 

assistance and four others who were self-funded were also categorized as ‘none’. There were six 

responses that remained as ‘other’. See Table 30 for a summary.  

The analysis of students’ financing for HE included financial assistance experiences as 

well as overall sources of funding for HE. For financial assistance the analysis focused on the 

profile of students receiving financial assistance, especially those who answered no to being able 

to afford HE without assistance.  Additionally, the analysis explored the most common types of 

financial assistance used by students, and what sources of information they used to find out about 

financial assistance. All analysis was done using participants’ demographic variables as the main 

points of comparison. Crosstabs were run to examine the profile of students receiving financial 

 
166 Cost/lack of financial resources emerged in the literature as a key factor prohibiting access to HE. These questions were designed to 

find out how students in the region were experiencing HE access from a financial perspective.  
167 Dissemination of information/information access has emerged in the interviews as a prohibitive factor to accessing opportunities for 

HE – i.e. scholarship/funding information; application & registration deadlines  
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assistance and corresponding Chi-squared tests were run to analyze the statistical relationship 

between the various student characteristics and the independent variable. The profile of those who 

answered no include majority males, aged <25, black/African and mixed/multi-racial, and single. 

Among those who answered yes, majority were female, aged 18 to 24, of black/African descent 

and single.  The test statistic revealed no significant relationship between any of these variables 

and students’ financial assistance status. The only statistical significance emerged between 

respondents’ birth country*financial assistance status, studying country*financial assistance status 

and studying institution*financial assistance status, all at the value of p < .001168. Type of 

financial assistance was analyzed using crosstabs to compare data by student characteristic 

(gender, age, ethnicity, relationship status, birth country, and studying country).  For a summary 

of the results disaggregated by the above variables and sub-groups see Table 31.   

Table 30 Participants' responses about their current financial assistance  

Question Response Options 
Frequency of Responses 

Frequency Percent 

Q34. Are you currently receiving any type of financial 

assistance? 

Yes 359 35.5 

No 470 47 

Missing 177 17.5 

Total 

 
1006 100 

Q35. What type of financial assistance are you currently 

receiving? (Check all that apply) 

Non-Government Loan 37 10 

Government Loan 56 15 

Government Grant/Bursary 70 18.5 

Government Tuition Scholarship 62 16 

Full Government Scholarship 33 9 

College/University Scholarship 21 5.5 

Other  98169 26 

Total Responses 377 100 

Total Respondents 352/359 - 

Missing 7 - 

Q35 Open Responses  

Recoded New Code 

Response Options Frequency Categories Frequency 

Non-Government Loan 5 Family 16 

Government Loan 3 International Organization 5 

Government Grant/Bursary  

2 

Private Grant/Scholarship 
13 

Government Tuition Scholarship 3 None (invalid) 4 

Full Government Scholarship 34   

College/University Scholarship 5   

Other 8   

    

Total 52  46 

 

 

 
168 These latter results will not be explored in detail due to the low participation rates of some countries and the incomparability of the 

data.  
169 These responses were analysed, relevant answers were recoded to fit the response options provided and new categories were 

created for extraneous variables.  
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Table 31 Type of Financial Assistance Disaggregated by Students' Characteristics & Country 

Variables Groups 

Type of Financial Assistance 

TOTAL 
Non-
Gov. 

Loan 

Gov. 

Loan 

Gov. 

Grant/Bursary 

Gov. Tuition 

Scholarship 

Gov. Full 

Scholarship 

College/Uni. 

Scholarship 

Gender 

 

M 17 20 21 14 9 5 86 

F 20 36 48 48 24 16 192 

Age 

 

<18 5 5 5 15 6 - 36 

18 - 24 24 32 33 25 15 14 143 

25 - 34 7 14 21 12 8 5 67 

35 – 44 1 3 9 8 1 1 23 

45+ - 2 2 2 3 - 9 

R
ac

e/
E

th
n
ic

it
y

 

 

Black 13 23 30 31 22 11 130 

White 1 - 1 2 - 2 6 

Hispanic 10 3 10 11 2 5 41 

Mixed  11 21 20 13 9 2  

East I./Asian 2 9 9 5 - - 76 

Other 
- 2 2 2 3 - 9 

R
el

at
io

n
sh

ip
 

 

married 4 4 11 9 4 1 33 

div./wid./sep. - 1 1 1 1 - 4 

civil union 2 4 10 7 3 2 28 

single 31 47 48 44 25 18 213 

other - - - - - - - 

B
ir

th
 C

o
u
n
tr

y
 

 

Antigua & 
Barbuda 

- - - 1 1 - 2 

Barbados - 1 - - - - 1 

Belize 18 3 14 15 5 11 66 

Dominica 6 4 5 17 10 - 42 

Grenada - - - - - 1 1 

Guyana 2 20 3 1 5 1 32 

Jamaica 4 2 - - - 2 8 

St. Lucia 1 - 1 2 - 2 6 

St. Kitts & 

Nevis 
1 - - - - 1 2 

St. Vincent & 

the Grenadines 
- 1 5 3 5 2 16 

The Bahamas - - - - - - - 

Trinidad & 
Tobago 

5 25 41 20 5 - 96 

S
tu

d
y
in

g
 C

o
u
n
tr

y
 

Antigua & 

Barbuda 
- - - - - - - 

Barbados 1 2 2 1 - 4 10 

Belize 17 3 11 18 4 7 60 

Dominica 6 4 6 17 10 - 43 

Grenada - - - - - 1 1 

Guyana 2 20 2 1 6 1 32 

Jamaica 5 3 - - - 2 10 

St. Lucia 1 - - 1 - 1 3 

St. Kitts & 

Nevis 
- - - - - - - 

St. Vincent & 

the Grenadines 
- 1 5 3 7 1 17 

The Bahamas - - - - - - - 

Trinidad & 

Tobago 
4 23 42 21 3 - 93 

TOTAL 221 338 418 370 196 119  
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The next question in this section asked how participants found out about the various 

financial assistance options. Eight answer choices were provided and respondents could choose 

all that applied. Three hundred and forty-five of the respondents answered. The most popular 

response among those provided was ‘word of mouth’, followed by personal research and media 

advertisement. The least popular response was college fair, then high school counselor. Recruiting 

team and college/university website both received median scores. Forty-five ‘other’ responses 

were added. Twenty were recoded to the answer options provided, seventeen were coded into four 

new sources of information and eight remained as ‘other’. The four new sources identified were 

government outreach (e.g. GATE, TT), automatic merit scholarship (CSEC/CXC), employer, and 

college/university correspondence. The last question in this series asked the 359 who answered 

yes to receiving financial assistance, whether they could afford college/university without 

financial assistance. Three hundred and fifty-three responded. Of this amount, 70.5% said they 

could not afford college without financial assistance, 9% said they could, and 20.5% were not 

sure. Summary data for these two questions is provided in Table 32. 
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Table 32 Participants' responses about sources of information & role of financial assistance  

Question 

Response Options 

(In rank order from highest to 
lowest response frequency) 

Frequency of Responses 

Frequency Percent 

Q36. How did you find out about financial assistance 

options? (check all that apply) 

Word-of-mouth 132 - 

Personal research 116 - 

Media advertisement 111 - 

College/university website 65 - 

College/university recruiting 

team 
62 - 

High school counsellor 23 - 

College fair 20 - 

Other 45170 - 

Missing 9 - 

Total Respondents 345/359 - 

Q37. Can you afford to attend college/university without 

financial assistance?  

Yes 32 9 

No 248 70.5 

Don’t know/not sure 73 20.5 

Missing 6 -171 

Total Respondents 

 
353/359 100 

Q36 Open Responses  

Recoded New Code 

Response Options Frequency Categories Frequency 

Word-of-mouth 12 Government Outreach (e.g. 

GATE/YTEPP dissemination of 

information) 

3 

Personal research - Automatic Merit Scholarship (e.g. 
CXC/CSEC) 

5 

Media advertisement 6 Employer 7 

College/university website - College/University 

Correspondence 
2 

College/university recruiting team - ‘not applicable’ (Invalid) 4 

High school counsellor 2   

College fair -   

Other 4   

Total 24  21 

 
170 These responses were analysed and relevant answers were recoded to fit response options provided. New categories were created 

to cover extraneous variables.  
171 Since the number of missing values was so few, these were not factored into the calculation of the percentages.  
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The final question about financing was open to all survey respondents. It asked 

participants to rate five answer options out of a hundred percent, according to how much each 

source contributed toward their funding for college/university.  The options were personal 

savings, working while studying, help from family, student loan and ‘other’.  Overall, the main 

source of funding for 89% of respondents either by itself or in combination with other sources 

was help from family. Additionally, 65% of respondents were using two or more sources to fund 

HE compared to 35% who were using only one source. Patterns of funding combination varied 

and no clear trend could be detected. In Table 33 below is a summary of students’ ratings on the 

various sources of funding. Data were explored by generating boxplots to compare group results 

by country, age groups, gender, first generation in HE, and rural/urban location. Rank of funding 

sources based on mean score by country emphasizes that for majority of respondents in the twelve 

countries the main source of funding for HE was family, followed by work/study, then personal 

savings. Student loan and ‘other’ sources were ranked lowest.  

Table 33 Participants' Sources of Funding for HE 

Sources of 

Funding 

Students' rating of their use of each funding source out of 100% 

100

% 

90-

99 

80-

89 

70-

79 

60-

69 

50-

59 

40-

49 

30-

39 

20-

29 

10-

19% 

1-

9% 

Tot

al 

Family 84 28 15 17 8 35 8 13 38 33 23 302 

Work & 

Study 

25 6 3 6 7 34 16 16 38 37 26 214 

Savings 21 5 6 8 5 48 12 18 48 48 30 249 

Loan 7 2 3 4 5 23 8 6 16 20 21 115 

Other 1 3 2 2 1 1 1 2 9 25 22 69 

Total 138 44 29 37 26 141 45 55 149 163 122   

Notes: Vertical totals reflect the number of students who rated a particular source of funding. 

Horizontal totals reflect the number of students who rated the various sources within respective 

percentage ranges.  
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8.4. Participants’ Experiences Accessing HE  

This section looks at how accessible HE opportunities are/were for students, based on 

their personal experiences. There was one Likert-type agreement-scale question with twenty items 

listed for rating. The statements were worded positively and focused on provision (number of 

HEIs & variety of programs/courses), students’ potential/capacity172 (academic record, 

performance on exit/entry exams), cost/affordability, and demographic variables173 (gender, 

race/ethnicity, age, sexual orientation, language/cultural background, physical or cognitive 

disability, and residential location). The variable of cost and each of the demographic variables 

were assessed twice – once for impact on students’ ability to apply and then for impact on 

students’ ability to attend a higher education institution. The types of analysis for this data set are 

described below.  

First, frequency data was calculated to examine how the variables were rated on the 

response scale. Students were asked to rate each item on a five-point agreement scale, 1=strongly 

agree, 2=agree, 3=disagree, 4=strongly disagree and 5=not applicable/neutral. Results for scale 

points 1 and 2 were combined and coded as ‘agree’ and results for scale points 3 and 4 were 

combined and coded as ‘disagree’. For scale point 5, only the results totaling over 50 and which 

are higher than the combined ‘disagree’ or ‘agree’ responses are reported here.  Frequencies 

results demonstrated that in terms of provision of HE opportunities, more students agreed (75.8% 

of respondents) that HE was accessible in their home country as compared to the wider Caribbean 

region (60.8%). In terms of students’ potential for higher education, more respondents agreed that 

their academic record enabled them to access the HEI of their choice (84.8%) as compared to 

their performance on regional exit exams such as CXC and CAPE (74.1%). In terms of cost, 

while a slight majority agreed (62.9%) that they could afford the costs to apply to the institution 

of their choice; the opposite was true for costs to attend. Here, a small majority of 52.6% 

 
172 Interview data highlights that ‘all who qualify’ can access/apply for HE – I wanted to get students’ 

perspective on how true/realistic this is.  
173 The literature emphasizes certain “equity groups” or characteristics that place individuals at a 

disadvantage when it comes to equity/access; I wanted to check for those either to verify or rule out those 

that apply to the Caribbean context.  E.g. race/ethnicity is definitely not a barrier in the region but it is very 

much so in a context like the U.S.  
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disagreed with being able to afford the costs to attend the institution of their choice. In terms of 

demographic variables, results indicated that majority of students did not identify these variables 

as obstacles to apply or to attend any HEI in their country or the region.  The only differences that 

emerged were in the rank order of the variables based on the response counts. For instance, more 

than 90% of respondents agreed that language, age, race and gender were not obstacles. 

Meanwhile, 87% agreed that sexual orientation was not an obstacle; 81% agreed that residential 

location (rural/urban) was not an obstacle; and 72% agreed that physical or cognitive disabilities 

were not obstacles. Responses were consistent for both ‘apply’ and ‘attend’ statements and the 

only item showing a discrepancy where ‘not applicable/neutral’ rated higher than ‘disagree’ was 

for physical and cognitive disability. Here, twenty-two percent of respondents opted out of a 

direct answer. In descending rank order from most to least impactful, factors were: cost, 

physical/cognitive ability, residential location, sexual orientation, gender, race, age and 

language/cultural background.  

Crosstabs with corresponding chi-squared tests were done to further examine the data 

disaggregated by demographic variables. The results show that there is no significant difference in 

students’ responses on their ability to ‘apply’ versus to ‘attend’ an institution based on the 

variables of gender, race, sexual orientation, or physical and cognitive ability. However, there was 

a difference in impact on students’ ability to apply versus to attend a higher education institution 

in terms of cost, language, and residential location.  
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8.5. Participants’ Perceptions about Equity of Access to HE  

This section focused on students’ points of view about equity of access to HE in their 

home country, in the region, and at their current college/university. The questions in this section 

of the survey were three sets of Likert-type items asking students to indicate to what extent they 

agreed or disagreed with a list of positively worded statements about equity of access for each of 

the three contexts. Students were asked to rate each item on a five-point agreement scale, 

1=strongly agree, 2=agree, 3=disagree, 4=strongly disagree and 5=not applicable/neutral. For 

analysis purposes, results for scale points 1 and 2 were combined and coded as ‘agree’ and results 

for scale points 3 and 4 were combined and coded as ‘disagree’. A copy of the survey questions is 

provided in Appendix 8A for reference.  

For the question on equitable access in participants’ home country, the analysis focused 

on ranking the items by difference in mean rank. A Freidman Test 2(10)=2116.149, p< .001 

revealed an overall statistically significant difference in students’ scaled responses on the extent 

to which listed factors were/were not perceived as barriers to equitable HE access in their home 

country. In descending mean rank order174 the factors were rated: gender, race, age, sex, location, 

language, socioeconomic status, ability, costs of transportation, cost of tuition, cost of 

accommodations. See Table 34 for the mean rank of each item.  

Table 34 Ascending Mean Rank of Perceived Barriers to HE Access in Participants' Home Country 

Question Item/Factor Mean Rank 

40e Gender 7.80 

40d Race 7.44 

40f Age 6.98 

40g Sexual orientation 6.97 

40k Location (urban/rural) 6.84 

40h Language 6.56 

40j Socioeconomic status 6.13 

40i Physical/cognitive ability 5.89 

40n Costs of transportation (commute) 4.26 

40l Cost of tuition 3.82 

40m Cost of accommodation 3.32 

 

 
174 The higher the mean the lower that factor rated as a perceived barrier, therefore descending mean rank 

order reflects the least [7.80 ], to greatest perceived barrier [3.82/3.32]. 
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A similar analysis was done on the question about equitable access at participants’ current HEI. 

Again, a Freidman Test 2(10) =1842.152, p< .001 revealed an overall statistically significant 

difference in students’ scaled responses on the extent to which listed factors were/were not 

perceived barriers to equitable HE access at their current institution. In ascending mean rank order 

from least to greatest perceived barrier, the factors were: gender, race, age, sex location, language, 

socioeconomic status, ability, costs of transportation, cost of tuition, cost of accommodation. See 

Table 35 for the mean rank of each item.  

Table 35 Ascending Mean Rank of Perceived Barriers to HE Access at Participants' Current 

College/University 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Finally, a series of crosstabs examined the responses to the three lowest ranked items 

disaggregated by the student characteristic variables (gender, age, race, relationship status and 

birth country) for each of the three questions. Corresponding Chi-squared tests for significant 

differences between groups were also done. The results that returned a statistically significant 

difference are reported here. 

8.5.1.1.1. First was the question about HE access in participants’ home 

country. 

The primary focus of the analysis in this section is perceptions of tuition costs (Q40l), 

accommodation costs (Q40m), and transportation cost (Q40n). When disaggregated by gender, 

tuition cost and accommodation cost were perceived by both genders as barriers to HE access 

(M58%, F69%; and M55%, F59% respectively). When disaggregated by respondents’ age group, 

those aged 35 to 44 were significantly more likely to perceive both tuition costs and costs of 

Question Item/Factor (probable barriers) Mean Rank 

42d Gender 7.63 

42c Race 7.35 

42e Age 7.05 

42f Sexual orientation 6.96 

42j Location (urban/rural) 6.84 

42g Language 6.49 

42i Socioeconomic status 6.21 

42h Physical/cognitive ability 5.61 

42m Costs of transportation (commute) 4.13 

42k Cost of tuition 4.06 

42l Cost of accommodation 3.67 
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accommodation as barriers to HE access. For all racial groups, a majority perceived tuition cost as 

a barrier to access. Cost of accommodations was perceived as a barrier for a majority of all racial 

groups except those respondents who identified as white/Caucasian. In this case, an equal number 

agreed and disagreed about accommodation costs being a barrier. For cost of transportation, 

majority white/Caucasian (60%) and majority Hispanic/Latino/Mestizo (53%) did not perceive 

transportation cost (commute) as a barrier, while a majority for all the other racial groups did 

perceive it as a barrier.  When disaggregated by respondents’ relationship status (traditional/non-

traditional students), results show that a larger majority of non-traditional students perceived 

tuition cost (W/D/S 75%, M 74%, DP/CU 74%) as well as cost of accommodations (75%, 73% 

and 69% respectively) as a barrier to HE access.  When disaggregated by respondents’ home 

country, results show a majority of respondents from all the countries except Barbados perceived 

tuition cost as a barrier to HE access. An equal number of respondents from Barbados (50/50) 

agreed and disagreed on this item. Similarly, majority respondents from all countries perceived 

accommodation costs as a barrier to HE access and a majority of all except those from Barbados 

and the Bahamas perceived transportation costs as a barrier.  Fifty percent of Barbadian 

respondents and 67% of Bahamian respondents did not perceive transportation cost as a barrier.   

Other significant results are summarized in this paragraph. For instance, perception of fair 

access by race (Q40d) when disaggregated by gender shows that 81% of males and 88% of 

females did not perceive race as a barrier175 to HE access in their home country. A majority of 

both gender also agreed that rural/urban location was not a major barrier to access. Perceptions of 

socioeconomic status disaggregated by respondents’ race/ethnicity shows that 80% of respondents 

who identified as ‘other’176 either disagreed or strongly disagreed that applicants of any 

socioeconomic background have a fair chance of gaining admission to any HEI in their home 

country. All other races/ethnicities responded to the contrary. When HE opportunity (Q40a) was 

disaggregated by birth country, 55% of respondents from Grenada and 66% of respondents from 

 
175 These respondents either agreed or strongly agreed with the given statement that ‘applicants of any 

gender had a fair chance of gaining admission to any HEI’.   
176 Even though the actual number of respondents in this group is small, the result is reported here because 

majority of those in the ‘other’ category are Indigenous persons and the general indigenous population is 

noticeably underrepresented in the survey.   
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St. Kitts & Nevis either disagreed or strongly disagreed that students all have the opportunity to 

attend a national institution of higher education.  Respondents from the same two countries 

disagreed that students have the opportunity to study a variety of higher education degree 

programs at national institutions (Q40b). Likewise, with the addition of respondents from St. 

Lucia (50%), majority of those from Grenada (67%) and St. Kitts & Nevis (67%) also disagree 

that the admission criteria for HEIs provides all applicants a fair opportunity to gain admission.  

Moreover, when perceptions of socioeconomic status were disaggregated by birth country, 

respondents from Antigua & Barbuda (50%) and St. Kitts & Nevis (67%) disagree that applicants 

from any socioeconomic background had a fair chance of gaining admission to any HEI; while an 

equal percentage of respondents from Grenada agree and disagree.    

8.5.1.1.2. The second question was about perceptions of HE access in the 

wider Caribbean region.  

Analysis for this set of questions focused on disaggregation of responses by those 

variables that returned a statistically significant difference between ratings. Crosstabs and Chi-

squared tests were run to compare variables and look for significance; however, results are 

presented as a summary instead of a discussion about the significant differences. Students rated 

twelve items on the Likert-type five-point scale. The first four items asked about HE opportunity 

in the region. The first item with a significant response rating was asking whether there was a 

variety of HE opportunities in the region. Responses were compared by participants’ birth 

country. Results range from 80% agreement by respondents from the Bahamas and Barbados to 

33% among those from St. Kitts and Nevis. The next item asked about HE program variety, again 

responses were compared by country. Results show over 60% of respondents from eleven 

countries and 100% of respondents from Barbados agreeing that there was a variety of HE 

programs in the region. The third item asked about admission criteria for HEIs in the region. 

When responses were compared by gender, majority of both genders agreed that there was fair 

opportunity to gain admission; however, a higher percentage of males than females also 

disagreed. Similarly, when compared by age, a majority of all age groups agreed, the highest 

being the <18 group; while among those who disagreed, the highest average was among those 45 
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and over. Additionally, compared by relationship status, over 50% of all relationship groups 

agreed to fair admission. Responses compared by country range from 93% agreement among 

respondents from the Bahamas to 57% among respondents from Guyana. The fourth item 

focusing on HE opportunity asked about opportunity to attend any HEI in the region. Majority of 

both males (55%) and females (62%) agree that there was fair opportunity. Compared by country, 

100% of respondents from the Bahamas, and over 50% of those from Dominica, St. Lucia, 

Trinidad & Tobago, Belize, Jamaica and St. Vincent & the Grenadines, also agreed. Meanwhile 

and equal percentage of respondents from Guyana agreed and disagreed, and 75% of those from 

Antigua and Barbuda disagreed.   

The next four items of this question focused on the University of the West Indies (UWI). 

The questions asked about admission, cost of attending, opportunities available to main campus 

versus non-campus/open campus countries, and support from governments of UWI-contributing 

countries. Results showed no significant differences in responses by gender or relationship status 

for any of the four items. Compared by age group, there was no significant difference in responses 

about UWI admission criteria or government support from contributing countries. In regards to 

cost of attending and opportunities for main vs. non-campus countries, a number of respondents 

opted for a neutral response. A majority of those who answered directly disagreed that cost of 

attending was affordable for all Caribbean students; and among the <18, 35-44 and 45+ age 

groups, majority agreed that students from both main campus and non-campus countries have the 

same opportunities to attend UWI, while majority in the 18-24 and 25-34 age groups disagreed. 

Compared by race, majority of all racial groups agreed that admission and cost were not 

prohibitive; while majority of those identifying as Asian/East Indian disagreed about the 

opportunities for campus/no-campus students; and majority of those identifying as Black, Mixed 

or east Indian/Asian disagreed that governments from all contributing countries offer sufficient 

support for their citizens to attend UWI. Compared by country, there were mixed responses about 

UWI admission with majority respondents from seven countries responding positively and those 

from the other countries either split evenly between agree/disagree or having a small difference of 
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1%.  Also, by country, majority of respondents form the Bahamas agreed cost was affordable, 

while a majority from all of the other countries disagreed.   

The next two items for this question asked at what level responsibility lay for making HE 

accessible. A higher percentage of whites, Hispanics and East Indian/Asian thought the 

responsibility rested collectively with governments in the region; while blacks and ‘others’ 

thought it rested with national governments and those of mixed race thought the responsibility 

should be equal between national and regional governing bodies.  Compared by country, a 

significant number of respondents opted for neutral, leaving a 40% majority from Barbados to 

score in favor of regional responsibility; and all others in favor of national.  

The final two items asked whether free education or more affordable education would 

help to improve equity of access to HE. A majority of respondents agree with both statements, 

indicating these would both be favorable options.  

8.5.1.1.3. The third question focused on students’ perception of equitable 

access at their current HEI.  

Crosstab analysis for this section examined frequency data disaggregated by the various 

student characteristic variables. Results show that an overall majority perceived their current HEI 

as fairly accessible. In other words, opportunities for access (admission criteria, variety of 

programs) and individual characteristics/circumstances (gender, race, age, sex, residential 

location, language background, socioeconomic status and physical or cognitive disability, [in that 

order]) were not perceived by the majority as barriers to access at their institution. The only 

factors that students perceived as obstacles were cost of tuition and fees (58% of respondents), 

cost of accommodations (53%) and transportation/commuting costs (48%). For instance, more 

than 50% of respondents in both genders and across all age groups found tuition cost to be an 

obstacle. Similarly, except for Antigua and Barbuda (50% Agree/50% Disagree) and Trinidad and 

Tobago (where a small majority of 48% did not perceive tuition cost as an obstacle), a majority of 

respondents from the other ten countries found tuition cost at their current HEI to be prohibitive. 

For further details on disaggregated responses on tuition costs, see Table 36.  In regards to 

accommodation costs, more than 50% of both gender; 37% to 77% of all age groups; and 48 to 
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60% of all racial groups; perceived it as a barrier. In terms of commuting costs, overall smaller 

majorities found these costs to be prohibitive. In the case of responses by country, students from 

Barbados (60%), Belize (50%), Grenada (44%) and the Bahamas (47%), did not perceive 

transportation costs as a barrier.  
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Table 36 Disaggregated Responses on Cost of Tuition and Fees 

Variable Value Statistic 
Frequency 

TOTAL 
N SD D A SA 

Gender 

M Count 15 44 67 55 25 206 

% within Gender 7.3% 21.4% 32.5% 26.7% 12.1% 100.0% 

F Count 26 101 146 101 41 415 

% within Gender 6.3% 24.3% 35.2% 24.3% 9.9% 100.0% 

Age 

<18 Count 8 15 26 20 5 74 

% within Age 10.8% 20.3% 35.1% 27.0% 6.8% 100.0% 

18-24 Count 17 73 107 82 37 316 

% within Age 5.4% 23.1% 33.9% 25.9% 11.7% 100.0% 

25-34 Count 11 38 49 35 15 148 

% within Age 7.4% 25.7% 33.1% 23.6% 10.1% 100.0% 

35-44 Count 4 16 17 15 5 57 

% within Age 7.0% 28.1% 29.8% 26.3% 8.8% 100.0% 

45+ Count 0 2 14 4 4 24 

% within Age 0.0% 8.3% 58.3% 16.7% 16.7% 100.0% 

Race 

Black Count 17 81 95 60 29 282 

% within Ethnicity 6.0% 28.7% 33.7% 21.3% 10.3% 100.0% 

White Count 0 1 4 1 3 9 

% within Ethnicity 0.0% 11.1% 44.4% 11.1% 33.3% 100.0% 

Hispanic Count 4 19 30 40 13 106 

% within Ethnicity 3.8% 17.9% 28.3% 37.7% 12.3% 100.0% 

Mixed Count 16 35 62 39 16 168 

% within Ethnicity 9.5% 20.8% 36.9% 23.2% 9.5% 100.0% 

Asian Count 4 8 18 14 5 49 

% within Ethnicity 8.2% 16.3% 36.7% 28.6% 10.2% 100.0% 

Other Count 0 1 3 1 0 5 

% within Ethnicity 0.0% 20.0% 60.0% 20.0% 0.0% 100.0% 

R
el

at
io

n
sh

ip
 S

ta
tu

s 

Married Count 5 20 27 17 10 79 

% within RelationshipStatus 6.3% 25.3% 34.2% 21.5% 12.7% 100.0% 

W/D/S Count 0 6 6 2 1 15 

% within RelationshipStatus 0.0% 40.0% 40.0% 13.3% 6.7% 100.0% 

DP/CU Count 5 13 23 12 7 60 

% within RelationshipStatus 8.3% 21.7% 38.3% 20.0% 11.7% 100.0% 

Single Count 31 105 155 123 48 462 

% within RelationshipStatus 6.7% 22.7% 33.5% 26.6% 10.4% 100.0% 

Other Count 0 1 1 0 0 2 

% within RelationshipStatus 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 

B
ir

th
 C

o
u
n
tr

y
 

AB Count 0 2 0 2 0 4 

% within BirthCountry 0.0% 50.0% 0.0% 50.0% 0.0% 100.0% 

BB Count 0 3 0 2 0 5 

% within BirthCountry 0.0% 60.0% 0.0% 40.0% 0.0% 100.0% 

BZ Count 7 40 59 61 22 189 

% within BirthCountry 3.7% 21.2% 31.2% 32.3% 11.6% 100.0% 

DM Count 6 23 28 13 5 75 

% within BirthCountry 8.0% 30.7% 37.3% 17.3% 6.7% 100.0% 

GR Count 2 1 4 2 0 9 

% within BirthCountry 22.2% 11.1% 44.4% 22.2% 0.0% 100.0% 

GY Count 5 30 40 10 4 89 

% within BirthCountry 5.6% 33.7% 44.9% 11.2% 4.5% 100.0% 

JM Count 0 6 4 3 1 14 

% within BirthCountry 0.0% 42.9% 28.6% 21.4% 7.1% 100.0% 

SL Count 0 5 2 2 0 9 

% within BirthCountry 0.0% 55.6% 22.2% 22.2% 0.0% 100.0% 

SKN Count 0 1 2 0 0 3 

% within BirthCountry 0.0% 33.3% 66.7% 0.0% 0.0% 100.0% 

SVG Count 5 6 13 4 2 30 

% within BirthCountry 16.7% 20.0% 43.3% 13.3% 6.7% 100.0% 

BH Count 1 2 6 5 1 15 

% within BirthCountry 6.7% 13.3% 40.0% 33.3% 6.7% 100.0% 

TT Count 13 19 50 46 29 157 

% within BirthCountry 8.3% 12.1% 31.8% 29.3% 18.5% 100.0% 
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8.6. Participants’ Perceptions about HE Policies and Practices  

This section looked at students’ perceptions about the higher education policies and 

practices of both governments and higher education institutions.  The questions were a series of 

Likert-type items asking students to indicate on a five-point scale how helpful they thought each 

of the listed policy/practice was177. A frequency table was organized to assess students’ 

perceptions on each item. The scores for scale points 1 Very Helpful, 2 Helpful, and 3 Somewhat 

Helpful were combined and coded as ‘helpful’ and then compared with those for scale point 4 Not 

at all Helpful. The results were analyzed to identify the most and least helpful items nominated by 

students. The ‘helpful’ scores were tallied as a percentage of the total responses for each 

policy/practice. The percentage was used to evaluate the most helpful items.  A majority of 

respondents consistently found most of the policy/practice items for both government (76 to 91% 

of respondents) and HEIs (74 to 94%) helpful. In other words, an interpretation could be that 

majority of students perceived the current policies and practices of governments and HEIs in the 

region as helpful to some degree.  Of the twenty-three items listed under government 

policy/practice, those in the highest quartile above the median percentage rank were: 

national/regional secondary school exit exams; quality of teachers at secondary school; number of 

degree programs offered at public colleges/universities; government tuition assistance/reduced 

tuition; and full government-funded scholarships.  The lowest ranked (though still with a majority 

‘helpful’ score) were criteria for CAPE scholarships to college/university; number of public (fully 

government funded) colleges/universities; costs of attending a public college/university; 

educational and training vouchers for special needs groups; and government-funded disability 

support programs. For a summary of responses and ranking on government policy/practice see 

Table 37. Similarly, of the twenty items listed under HEI policies/practices, the top five were: 

admission criteria for applicants; admission requirements based on exam scores; types of degree 

programs offered; number of degree programs offered; and academic standards of HEIs (quality 

 
177 Most helpful was interpreted as current policies/practices that students found to be beneficial; while 

‘least helpful’ was interpreted as policies/practices in place that were either not beneficial; were insufficient 

or inefficient; or non-existent.  
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of degree programs).  The five lowest ranked (again still with a majority ‘helpful’ score) were 

facilities and services at satellite campuses; establishment of satellite campuses/centers; overall 

costs of degree programs/courses; up-front costs of attendance; and disability support programs 

and infrastructure.  For a summary of responses and ranking on HEI policies/practices see Table 

38. In order to get an idea of the policies/practices that students did not perceive as helpful, I 

ranked the scores of the ‘not at all helpful’ responses in descending order and included this in the 

analysis for each question. The results are also included in the tables.  

Next, non-parametric Wilcoxon signed rank tests were done to examine between and 

within question comparisons on several common items: cost of education, financial assistance, 

dissemination of information, and HE provision. Results showed no significant differences 

between responses on these government policy/practice items compared to the corresponding HEI 

policy/practice items. Additionally, within question comparison was done for Q44o (facilities and 

services at main campuses) and Q44p (facilities and services at satellite campuses). Results show 

that students perceived facilities and services at the main campuses of HEIs to be currently more 

beneficial than those available at satellite campuses. 
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Table 37 Frequency Data on Perceptions about Government Policies and Practices 

 Q43 Currently, how helpful are the following factors in making higher education in the Caribbean region accessible? Governments' policies/practices about... Tally & Rank 

 Answer Options 
Very 

Helpful 
Helpful 

Somewhat 

Helpful 

Not at 
all 

Helpful 

Not 

Applicable 

Rating 

Average 

Response 

Count 
Sum Helpful % Helpful 

Descending Rank 

Not Helpful 

a National & regional secondary school exit exam(s) 184 234 125 39 18 2.12 600 543 91% 109 h 

b Quality of teachers at secondary school 182 212 152 41 14 2.16 601 546 91% 85 i 

c Criteria for CSEC [CXC] Scholarships to college/university 162 207 131 62 38 2.34 600 500 83% 84 e 

d Criteria for CAPE scholarships to college/university 135 199 122 65 78 2.58 599 456 76% 75 w 

e The number of Public (fully government funded) colleges/universities 158 194 116 84 49 2.45 601 468 78% 71 g 

f 
The number of degree programs offered at public 

colleges/universities 
174 233 129 51 15 2.15 602 536 89% 71 v 

g 
Quality of services at public colleges/universities in comparison to 

local private institutions 
134 211 154 71 32 2.42 602 499 83% 70 n 

h Costs of attending a public college/university 123 181 165 109 20 2.52 598 469 78% 65 d 

i 
Costs of public colleges/universities in comparison to local private 

institutions 
137 201 136 85 36 2.46 595 474 80% 62 c 

j Full government-funded scholarships (everything paid) 295 161 61 38 40 1.92 595 517 87% 56 s 

k 
Government Tuition scholarship (student responsible for fees, books 
etc.) 

208 213 96 47 34 2.14 598 517 86% 51 f 

l Government Tuition assistance/reduced tuition (partial tuition paid) 228 200 101 38 33 2.08 600 529 88% 51 t 

m Government Grant(s) [money does not need to be repaid] 272 166 70 41 50 2.05 599 508 85% 48 u 

n 
Government-subsidized low-interest student loans [money must be 

repaid with interest] 
161 191 129 70 49 2.41 600 481 80% 47 k 

o Educational & training vouchers for special needs groups 199 193 83 38 85 2.35 598 475 79% 43 q 

p Government-funded disability support program(s) 212 175 83 40 85 2.34 595 470 79% 41 b 

q 
Bursaries (need-based monetary awards i.e. a book allowance or 

transportation allowance) 
206 200 88 43 61 2.25 598 494 83% 41 m 

r Free educational or training programs (e.g. Teacher Training) 247 190 70 34 55 2.09 596 507 85% 40 p 

s Publication/advertisement of national financial aid options 200 197 93 56 50 2.26 596 490 82% 39 a 

t 
Publication/advertisement of international scholarships/aid that are 

promoted through the various government ministries 
212 191 96 51 48 2.21 598 499 83% 38 j 

u Government aid to study in ‘national priority areas’ 194 202 102 48 53 2.27 599 498 83% 38 l 

v Overall education budget 174 182 134 71 37 2.34 598 490 82% 38 o 

w Budget for Higher Education 173 187 131 75 34 2.34 600 491 82% 34 r 

 answered question 605     

 skipped question 401     
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Table 38 Frequency Data on Perceptions about Higher Education Institutions' Policies and Practices 
 

Q44 Currently, how helpful are the factors below in making higher education in the Caribbean region accessible?    Higher Education Institutions' (IHEs) 

policies/practices about... 

Tally & Rank 

 
Answer Options Very 

Helpful 

Helpful Somewhat 

Helpful 

Not at all 

Helpful 

Not 

Applicable 

Rating 

Average 

Response 

Count 

Sum Helpful178 % Helpful Descending 

Rank Not 
Helpful  

a Admission criteria for applicants 164 255 106 19 17 2.03 561 525 94% 113 e 

b Admission requirements based on exam scores [CXC/CAPE] 152 244 115 30 19 2.13 560 511 91% 95 d 

c The cost of applications 104 196 160 76 21 2.48 557 460 83% 76 c 

d Up-front costs of attendance (registration etc. per semester) 100 183 157 95 25 2.57 560 440 79% 55 r 

e Overall costs of degree programs/courses 113 165 147 113 23 2.58 561 425 76% 51 f 

f Financial aid information provided during recruitment & orientation 161 183 123 51 42 2.33 560 467 83% 46 p 

g Full institution-funded scholarship(s) (everything paid) 250 145 73 37 54 2.10 559 468 84% 39 n 

h Need-based scholarships (financial need) 214 179 84 30 51 2.14 558 477 85% 39 o 

i Merit-based scholarships (e.g., academic or athletic excellence) 215 185 76 28 54 2.14 558 476 85% 38 q 

j Department scholarships for specific majors/programs 208 182 76 35 56 2.18 557 466 84% 37 g 

k The types of degree programs offered 190 216 105 25 23 2.05 559 511 91% 36 m 

l The number of degree programs offered 188 216 103 30 22 2.06 559 507 91% 35 j 

m The structure of online courses/programs 176 175 106 36 63 2.34 556 457 82% 31 t 

n The establishment of satellite campuses/centres 149 175 100 39 94 2.56 557 424 76% 30 b 

o Facilities and services at the main campus 151 208 124 39 35 2.27 557 483 87% 30 h 

p Facilities and services at satellite campuses 128 187 97 46 97 2.64 555 412 74% 30 l 

q Disability support programs & infrastructure (e.g., parking, building 

and bathroom access, testing and study materials etc.) 

167 173 112 38 67 2.40 557 452 81% 28 i 

r Marketing strategies (e.g., an up-to-date website; media coverage of 

college/university events; participation in social media etc.) 

171 190 109 55 33 2.25 558 470 84% 28 s 

s Academic standards of IHEs (quality of degree programs/courses) 185 215 106 28 26 2.08 560 506 90% 25 k 

t IHEs reputation in the community/country or region 168 224 107 31 28 2.14 558 499 89% 19 a  
answered question 565 

    

 
skipped question 441 

    

 
178 Scale points 1, 2, and 3 were combined and coded as ‘helpful’ 
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Chapter 9. Discussion of Findings 

 

This chapter synthesizes the overall key findings of the study and explains how the 

findings help to answer the research questions. A framework is provided in Table 39 below that 

shows how the discussion is structured to integrate the various aspects of the research.  
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Table 39 Discussion Framework 

 

Research Topic Foundational Research Research Aims Research Questions Data Collection 

Phases 

Discussion of Key Findings 

The rhetoric and 
reality of equitable 

access to higher 

education in the 

Anglophone 

Caribbean: 
Transforming 

Vision to Action 

T
h
eo

re
ti

ca
l 

&
 C

o
n
ce

p
tu

al
 

F
ra

m
ew

o
rk

 

• Comparativist 

Philosophies 

• Mixed method 

Research 

• Conceptualizations 
of Equity 

• Historical context of 

the region (post-

colonialism) 

• The Global context – 

impacts and 

implications of 

globalization 

• to examine the 

opportunities 
for higher 

education that 

are available in 

the various 

countries of the 
Anglophone 

Caribbean;  

• to assess 

government and 

institutions of 

higher 

education 
policies and 

practices 

governing 

equity of 

access; and  

• to compare the 
experiences of 

higher 

education 

students across 

the region in 
accessing 

higher 

education, as 

well as their 

perceptions 
about equity of 

access and 

about existing 

HE policies and 

practices. 

1. What is the rhetoric guiding higher education in the Anglo-
Caribbean? 

a. What provisions exist in the educational policies of 

participating countries to promote and support access to 

higher education? 

b. What have respective governments done (or are currently 
doing) to promote access and equity in higher education? 

c. What have higher education institutions done (or are 

currently doing) to promote access and equity in higher 

education? 

d. Is there any collaboration between higher education officials 
in government and local institutions to support access and 

equity?  

e. What mechanism (if any) is in place to monitor and evaluate 

equitable access in higher education? How effectively has 

this been done within the last few years?  
f. What reform strategies have been implemented (if any) for 

the improvement of higher education access and equity? 

2. What is the reality of higher education opportunities and 

experiences in the Anglo-Caribbean? 

a. What opportunities for pursuing post-secondary education 
are available to students in the participating countries? 

b. What are the experiences of students in accessing higher 

education in the Anglophone Caribbean?  

c. What challenges do post-secondary students face in 

pursuing/accessing higher education? 
d. What are some factors that enable students to access higher 

education? 

e. What are students’ perceptions about accessibility and 

equity of access in higher education in their home 
country/the region?  

 

• Document 

Analysis 

• Practitioner 

Interviews 

• Student 
Survey 

Overall Key findings: 

• Answers to Rsch Qs – 
synthesis of findings from 

Document Analysis, 

Interviews, Survey 

• Discussion  

▪ Link to Theory 

▪ Link to Literature 

▪ Comparison of findings 
across three data sets 

▪ Comparison of findings 

across countries 

L
it

er
at

u
re

 R
ev

ie
w

 

• History/Developmen

t of higher education 
in developing 

countries 

• HE 

Access/Participation 

o Barriers 

o Enabling 
Factors 

• HE 

Access/Participation 

in the Anglophone 

Caribbean 

o Barriers 
o Enabling 

Factors 

• Definition of Key 

terms 

o Equity of access 

o Higher 

education 
o Higher 

Education 

Access 
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9.1. What is the rhetoric guiding higher education in the Anglo -

Caribbean? 

This study was approached through an equity lens. The rhetoric aspect was further 

framed by a retrospective look at postcolonial influences on higher education development 

in the region and a prospective look at the impacts of globalization and neo-liberal 

processes in shaping current HE policies and practices. A synthesis of findings across all 

three phases of the study reveals how both past and present intertwine in the existing 

rhetoric guiding higher education in the anglophone region. Rhetoric across the region 

reflects mostly homogenous approaches to policy development and reform measures; 

greater advancements are seen in those countries and within those organizations that have 

taken on the risks of innovation.  

As a starting point on the answer to existing rhetoric, equity of access is 

conceptualized in several different ways by HE practitioners in the region. The most 

popular conceptualization is equality of opportunity. Majority of participants expressed the 

belief that access to HE was equitable so long as all aspiring individuals who meet the basic 

entry criteria could apply/enroll. Other views on what constitutes equitable access range 

from quality for money, to affordability, financial assistance according to need, 

inclusiveness, open access policy, community access (HEI context), sufficient and varied 

provision, and equity in terms of outcomes. These different conceptualizations borrow from 

the various theoretical perspectives on equity outlined in an earlier chapter of this 

monograph, though clearly, there is not a uniform sense of what equity ought to look like in 

practice.  

Regarding the multiple theoretical lenses applied for a conceptual framework, on one 

side, the intertwining of past and present can be seen in government ranks, where efforts to 

modernize the education system in the region is challenged by several residual effects of 

postcolonial influences on policies and practices. This is reflected at both national and 

regional levels. For instance, at the national level, individual policy-makers continue to 
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battle the uneven quality of education at all levels which is widely recognized as an 

inherited hierarchical and stratified colonial practice.  As one interview respondent put it 

“we have a situation where, how to put it, where the wealthiest persons get the best 

education… [these] are the ones that really benefit from all that we see in education” 

(SGO06). One outcome is fewer qualified candidates matriculating to higher education due 

to this ‘horizontal inequity’ (McCowan, 2016), impacting tertiary enrolment numbers. 

Similarly, at the regional level, collaboration in strategic areas has been hampered by 

poorly developed mechanisms for data management and weak implementation practices, 

which are areas of deficit found in many post-colonial developing states.  

Simultaneously, on the other side, attempts to align practices with global benchmarks 

has succeeded in propelling the system forward through a series of reforms at the regional 

level that have translated into some new policy measures nationally. Over the last thirty 

years, policymakers in the region have embraced a number of global policy initiatives 

(EFA, MDGs, SDGs, HRD among others) and worked valiantly to transfer the key 

principles to match their respective contexts. Implementation as noted previously, has not 

always been consistent. The result is either incomplete or drawn-out initiatives on the 

ground that oftentimes are not brought to fruition. 

The intertwining effect can also be seen in higher education institutions. The lasting 

effects of colonial influences and some examples of obstacles still to be overcome are 

evident in outdated curriculum content, non-contextual instructional methods, interference 

from the state in some public HE systems, and stratification across the HE landscape. In 

other ways, strengthening of the regional university, regionalizing the standard examination 

process and developing niche program areas in curriculum focus, provide some evidence of 

decolonization in the education system. Additionally, trends in fostering a knowledge 

economy, global citizenship education, shifts toward an entrepreneurial university structure 

and advancements in information and communication technology, highlight the impacts of 

globalizing and neo-liberal processes that have trickled down to local institutions.   



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

267 

Governments and HEIs in the region are collectively invested in widening HE 

access. In some countries, there is complete synchrony between the two bodies. In others, 

collaboration is less evident and loosely defined. The general approach by both entities 

seems to be an emphasis on human resource and human capital development for which the 

higher education system is perceived as the vehicle for effecting change. Practitioners and 

policy-makers alike are also preoccupied with issues of quality in education services. 

Theoretically, the equity imperative has entered the discourse and is manifested in a 

number of national and regional plans. There is not much evidence, however, of specific 

implementation strategies, or control measures for monitoring and evaluation.  

Research-driven data for policy reform is further hampered by a nascent research 

culture in the area of higher education equity practices. A clear example is the recurring 

themes in policy documents and strategic plans over the past three decades, without much 

progress in paving a way forward. Deficiencies in data management - documentation and 

updating of national statistical data; digital publications of education data; a central 

database system that is publicly accessible; consistency and continuity in web design and 

management for the various government bodies; continue to present a challenge for timely 

and in-depth study of the education system in the region. It is also a direct obstacle to 

proper policy development. Setbacks in this area provide a unique view of the crippling 

effects of colonialism on information and technological advancements amongst the 

developing economies of the region. This is also at odds with the modern drive towards 

greater competencies and global competitiveness in the new knowledge economy. The 

situation underscores the unstable straddling effect of trying to project vision for the future 

while still encumbered by ideologies of the past. While this particular fact may not be 

unique to the region, it is certainly quite prevalent in the Anglophone Caribbean countries.  

Comparatively, rhetoric guiding policy development and reform measures has been 

mostly homogenous for countries in this study. This may be largely in part due to the 

decades of regional integration efforts that have enabled countries to establish a basic 

similar standard. It may also be a result of multi-lateral funding negotiations that have 
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necessitated joint-efforts in development planning. Nevertheless, discrepancies do exist in 

how regional initiatives are interpreted and adapted to fit local contexts. It is here that 

innovations at the sub-regional and national level have demonstrated how risk-taking by 

some practitioners has succeeded in fostering progress in education provision and equity-

enabling measures in some countries. Two striking examples are: 1.) the policy initiatives 

of the OECS from the 1990s onward, which have strategically targeted harmonization of 

the education system in the sub-region and succeeded in placing this group of small states 

strides ahead of the others in the area of HE policy development and reform; and 2.) The 

investment of ‘oil and gas’ revenue into higher education funding schemes in Trinidad and 

Tobago, which has seen tremendous increases in HE participation rates over the years.  

9.2. What is the reality of equitable access to higher education for 

students in the Anglo-Caribbean?  

At the local level, the reality of equitable access to higher education is compounded 

by a number of factors. Between countries there are variable HE structures (two-year junior 

colleges versus full-fledged universities each with different ranges of degrees and 

qualifications); diverse systems (public versus private versus grant-aided institutions, 

national versus regional, versus international providers, and physical access versus hybrid 

or blended versus distance and online options); and varied performance levels (enrollment 

and participation rates). Moreover, these findings from the analysis of existing data and the 

student survey, verify that ample opportunities exist for pursuing higher education. 

However, fair access to those opportunities remains a challenge for some equity students 

facing one or multiple disadvantages. Additionally, HE practitioners and participants 

identified a number of factors that they perceive to be barriers to HE access locally, 

nationally and regionally. Several of these barriers align with the literature, but not all of 

those nominated in the literature were found in the region, plus a few were articulated that 

appear to be specific to the Caribbean context. The perceptions of HE participants about 
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policies and practices in the sector as well as their experiences accessing higher education, 

were fairly similar across countries.  

Reality and rhetoric align, for instance, where focus on developing human capital 

potential has led to region-wide efforts to widen HE access. This resulted in the expansion 

of the higher education sector with establishment of new HEIs, incorporation of distance 

education options, and amalgamation of local institutions into larger bodies with greater 

capacity for provision. Increased provision has in turn yielded success in surpassing the 

regional target of 20% GER in higher education by the year 2015 (Uvalic-Trumbic, 2010). 

This may seem like a small victory until some perspective is applied whereby the starting 

point three decades earlier was an average of 4% GER for HE among CARICOM states 

(Louisy, 2010). Another area of alignment is the quality aspiration which has motivated 

formation of national accreditation bodies in ten out of the twelve countries as well as 

linkages to regional and international accreditation councils to better regulate the higher 

education sector and improve the quality of HE experiences as well as the quality of output.   

  Despite impressive advances in HE provision and participation since the 1990s, a 

number of barriers remain that impede the shift from mass179 to universal HE access. These 

obstacles directly restrict equitable access for a cross-section of eligible HE students that 

typically find themselves facing one or more disadvantages: low socio-economic status 

(SES); family circumstances (first generation in higher education [FGHE]); cognitive or 

physical disabilities; rural or remote locations. Similarly, these equity areas echo key points 

from the literature and reflect continued barriers to access in areas of HE costs and funding; 

limited provisions for students with disabilities; urban-centered HE provision and limited 

ICT capacity to facilitate distance and online education options. Contrary to the literature, 

some areas that were perceived to not be barriers to HE access were gender, race/ethnicity, 

religion, age, sexual orientation, and cultural/linguistic background. Some additional 

obstacles to HE access that were identified within the region were: uneven quality and 

 
179 The concept of mass education is arguably relative to context, and might likely mean very different 

things in the global versus regional and national landscapes. 
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stratification of education at the lower levels; regional benchmark exit and entrance exams; 

national politics – nepotism in distribution of grant aid for education; limited number of 

enrollment spaces nationally; limited online courses and overall levels of qualifications at 

national level; largely unregulated HE systems; weak monitoring and evaluation of policy 

implementation; lack of political will to follow-through with policies and plans; and 

national interests superseding regional initiatives.  

 Comparatively, students’ experiences accessing HE and their perceptions about HE 

policies and practices were very similar across countries. Approximately 94% of 

respondents to the student survey applied primarily to HEIs in their home country. Around 

55% enrolled in HE after two or more gap years (some as many as 10 years). Some 71% 

said they could not afford HE without some type of financial assistance. Near 73% reside in 

rural areas and about 70% had to commute for thirty minutes or more to reach their college 

or university. The top reasons cited for choosing an HEI were: courses offered, 

cost/affordability and location of the institution. Perceptions about equity of access indicate 

that high cost of HE, along with associated expenses of transportation, accommodation and 

food, was a barrier at all levels – locally, nationally and regionally. Likewise, over 70% 

thought that access to the regional university was inequitable for students from non-campus 

countries; and responses were split almost fifty-fifty on whether national or regional 

governing bodies were responsible for improving access to HE. Perceptions about HE 

policies and practices showed favor for measures that support financial aid for HE; proper 

dissemination of information; diversifying program offerings and degree options; 

improving the quality and variety of online/distance education programs as well as overall 

quality of degree programs and institutional brand (McCowan’s horizontal equity in the 

area of quality of outcome). Policy and practice areas that need improvement were 

perceived to be national HE provision; HE funding options; regulation and quality control 

of the HE sector; and associated costs of HE participation apart from tuition and fees.  
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Chapter 10. Conclusion 

 This final chapter sums up the key points of the study using the “cue questions” 

for reflective evaluation by Borton (1970) (See Figure 9 below). The “What?” question 

focuses on reiteration of the research problem and covers the key findings of the study. 

The “So What?” question explores the purpose and outcome of this study and is answered 

with highlighted contributions to the literature; and acknowledgement of the general 

limitations of the investigation. The “Now What?” question raises inquiry about the next 

step and presents recommended ways forward for stakeholders at various levels on how 

to chart an equitable future for HE. The chapter closes with the researcher’s own 

reflection on the learning journey while working on this thesis. 

 

Figure 9 Cue Questions for Reflective Evaluation 

 

10.1. “What?”  (Key Points) 

 This section reiterates the key points of the study. The study focuses on equity of 

access to higher education. Based on the operational definition, equity of access involves 
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two aspects: equal opportunities for all, and fair access to those opportunities by all. 

Findings from the study show conclusively that in the region there is equal opportunity 

(except maybe for persons with disabilities) to participate in higher education; thereby 

satisfying one aspect of equity. However, findings also show that those opportunities are 

not fairly accessible to all. Several interrelated barriers exist that prohibit persons from 

either accessing those opportunities to participate; or from maintaining access once they 

have gained entry.  The key barriers are: finance/cost & related expenses which 

disadvantages low SES, FGHEs, and non-traditional students; geography, which 

simultaneously disadvantages certain ethic groups, individuals across SES groups, and 

those who do not have access to the necessary infrastructure for ODL; and disabled 

access, there is very limited access for persons with disabilities. Although equity concerns 

are on the table, these compete with other national and regional development priorities. 

 Moreover, there seems to be a clear vision for the future of HE in the region but in 

most respects, there has been no extensive effort to put that vision into action. Viable 

reasons for this stagnation are generally diseconomies of scale (that restrict countries’ 

ability to resolve the issue of HE cost and funding or to invest heavily in relevant 

technologies); geography (policy-implementation across multi-island states); and human 

capital expertise (in areas such as research and data management; policy implementation; 

monitoring and evaluation).  

 Regardless, there has been some notable innovations across the region for 

extending access. These include: regional collaboration exemplified by CARICOM and 

the OECS; regionalization of the higher education landscape (The UWI; CAPE and 

CSEC); strategic partnerships such as the Caribbean Knowledge Learning Network 

(CKLN), the Caribbean Council for Human and Social Development (COHSOD), the 

Association of Caribbean Tertiary Institutions (ACTI); widening of HE access through 
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adaptation of online and distance learning (the UWI Open Campus and onboarding with 

the Virtual University for Small States of the Commonwealth180 (VUSSC)); introduction 

of alternative HE access routes such as Prior Learning Assessment (PLA) for mature-

aged and non-traditional students; HE funding initiatives such as the Government 

Assisted Tuition Expenses (GATE) scholarship program in Trinidad and Tobago that 

support citizens up to a first degree, and the Student Revolving Loan Fund (SRLF) in 

Barbados that has become a self-sustaining source of HE funding, as well as indigenous 

scholarships in countries like Belize and Guyana; and harmonization of an entire multi-

island, multi-state education system across the small states of the eastern Caribbean 

(OECS).  

10.2. So What?  

10.2.1. Contributions  

At the foundation level, this research provides a wealth of empirical evidence on 

the issue of higher education access. It also presents a range of consolidated data for 

represented countries. The study makes various contributions to the literature on equity of 

access to higher education. In response to the gaps in local, national and regional 

literature found at the onset of the study181, this research begins the attempt to fill in some 

 
180 See Sir John Daniel’s Conference Paper on “Education within borders from beyond borders” (COL, 

2010). 
181 In my own study, I found that few of the twelve countries were consistently represented in UNESCO 

regional and international reports, and not all of them have national data readily available online from 

government departments or statistical offices. Those with the most information available were Guyana, 

Belize, Jamaica, and St. Lucia; and Barbados had some materials posted. Notably remiss were the small 

islands of the eastern Caribbean, Trinidad & Tobago and the Bahamas. Global reports show major gaps for 

some of these countries – often drawing from multiple sources to piece together information for their 

various reports, many of which are often outdated. Popular sources include: Country Poverty Assessments 

from the Inter-American Development Bank (IADB) and the United Nations Department of Economic and 

Social Affairs (UNDESA); Trade Adjustments and Poverty Reports produced jointly by the Organization 

for Economic Cooperation and Development (OECD) and the World Trade Organization (WTO); Abstracts 

of statistics from central statistical offices (CSO) where available; Human Development Reports of the 

United Nations Development Program (UNDP); Annual Economic Reports of the Caribbean Development 

Bank (CDB) and the International Monetary Fund (IMF); World Bank (WB) Discussion papers; Reports 
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of that data by providing a bridge between local and global research for the twelve 

countries investigated.  This was achieved through an extensive review of literature, and a 

consolidated local-global analysis of extant documentation from, and on, participating 

countries. The study also highlights the need for better dialogue between local 

institutions, national governments, regional bodies and global research teams. As a first 

step, it provides some guidance in navigating global data sets for local research, and in 

sourcing regional and national data for global reports. In addition, it provides a useful 

comparative lens on small states, which can be a springboard for further research in other 

regions with similar profiles.  

The mixed-method approach helps to clarify the discrepancies that are evident 

when the issue is examined from a purely quantitative perspective. Particularly since 

available statistical data often applies a narrow global development lens to contextually 

diverse local situations. Also considering that despite various broad similarities, these 

countries are by no means homogenous. Therefore, a multi-data approach through the 

document analysis and the practitioner interviews helped to shed some light on the 

rhetoric guiding HE policy in the region, on barriers to access, measures to widen access 

and also to point out some ways forward.  

Peripheral findings speak to the residual effects of countries’ colonial identities 

that continue to hinder national development of more egalitarian education systems. This 

can be seen in areas such as: poor data management; weak research culture at the national 

level; lack of political will also at the national level; and deficiencies in human capital. 

These are all factors that are hindering proper policy implementation and monitoring and 

evaluation of reform measures. This provides a strong theoretical background for further 

 
from UNESCO research initiatives available in the UNESCO Institute of Statistics online database (UIS) 

and the United Sates Central Intelligence Agency (CIA) Factbook. 
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investigations into the challenges of education development in these and other countries 

with similar colonial profiles.  

The prospective lens of globalization and neo-liberal influences facilitates a frame 

of reference for the uphill battle facing small states in various areas of development 

including education. It spotlights opportunity gaps, limited negotiation capacity in multi-

lateral funding initiatives, over-reliance on global direction for policy development, and 

deficits in financial, human capital and ICT resources.  

Overall, the study provides a sketch of the higher education landscape in the 

Anglophone Caribbean, including shortcomings at the lower levels that feed into higher 

education. And, as articulated by Anne Hickling Hudson, it also points to the need for 

radical measures to begin to transform the negative colonial patterns in educational 

inequities. It also validates the link between human resource development (which is a 

major focus of governments in the region) and the need for investments in education 

provision and equitable access at all levels.  

10.2.2. Limitations 

There were various limitations in the scope, design, method, content, and analysis 

of this research. First of all, the study was a valiant and perhaps over-ambitious attempt to 

define a complex problem across multiple national contexts. Even though the intention 

was comprehensive, complete representation is often not achieved.  This study focuses 

primarily on the English-speaking Caribbean. More specifically, on twelve of the 

nineteen countries that comprise this sub-region. It is guided by two broad questions and 

seeks to answer them with data gathered across national borders. This aspiration could 

only be achieved in so far as information was available and/or accessible, therefore 

inconsistencies in the level of details may be evident from one country to the next. This in 

turn affects the level of comparisons that can be made, or inferences that can be drawn 
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from the data set, not to mention the extrapolation value of the findings. Additionally, the 

issue of access is a massive theme with multiple approaches to frame a discussion. This 

inevitably means that not all of these points of view could be thoroughly explored within 

the scope of this thesis. Therefore, only the most pressing ones were privileged.  

Secondly, the sequential design did not flow quite as planned due to challenges 

accessing national documents. A modified simultaneous approach was necessary to 

compensate for this obstacle. Plus, during a two-year gap in the writing process, some 

information became outdated. To compensate for this, additional review of the literature 

and analysis of national data sets had to be done during the final stages of the thesis. 

While there was no significant detraction from the value of the research, it did cause an 

unintended gap in some of the data reported between the three phases of the research. 

Thirdly, the mixed method, cross-national approach held a lot of potential for 

gathering useful qualitative and quantitative data on the HE participation issue across 

countries. However, I am still not confident that all the principles of these methods were 

applied with sufficient detail. Perhaps more practice was needed with this approach 

before attempting such a large project.  

Fourthly, regarding content, inaccessible or outdated data was a big challenge for 

several of the countries. This also impeded cross-national comparisons due to uneven data 

sets – both extant and empirical.  Two challenges with the interview data were complete 

representation of all the target countries and filtering subjective perceptions of the issue 

under investigation, while capturing specific nuances of each country’s context. 

Moreover, low participation rates in the student survey for some countries still falls short 

in the aim to add students’ voices to the discourse on equity of access to HE. Imbalanced 

survey results also reduce the extrapolation value of those findings. There was also 
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notably poor representation of HE participants from the regional university which is the 

primary single provider for HE in the region.  

Finally, data analysis for the first phase of the study (the document analysis) was a 

tremendous undertaking. It involved the somewhat overwhelming task of reading through 

hundreds of policies and planning documents and digesting the key points in order to 

provide an accurate report. Additionally, the shift from a sequential to simultaneous 

approach due to unavailable data caused a delay and also added an extra challenge 

managing multiple data sets at once. Moreover, the delay meant that some of the data 

analysis extended beyond my timeframe of access to software for electronic processing of 

documents (e.g., NVIVO, SPSS and Endnote). Thus, some manual processing of 

documents and data was necessary and further cross-tabs on some emergent ideas for the 

survey could not be done. I also had to redo my entire reference list manually, which was 

very time-consuming. I believe the rough spots in this monograph are sufficient proof for 

some of these limitations.  

10.3. Now What?  

Despite sound rhetoric that draws from national, regional and international wisdom 

in strategic education planning, countries continue to fall short in meeting HE targets year 

after year, policy after policy, strategy after strategy, and framework after framework. 

Thankfully, through the collective wisdom and experiences gathered from scholars and 

education practitioners throughout this study, as well as exploration of new personal 

insights gained during the research process, it was possible to document some innovative 

ideas that can help guide the way forward on this issue.  
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10.3.1. Ways Forward: The Literature 

In the literature, scholars outlined various theoretical strategies that can be 

actioned to help make HE access more equitable in the Caribbean. These include policy 

recommendations as well as other practical measures.  

For instance, Douglas & Jules (2015) were emphatic in their claim that “[current] 

failure in education is systematic and therefore requires policy interventions if it is to be 

addressed” (p. 4). Additionally, it is crucial for such policy interventions to be firmly 

grounded in adequate research-supported best practices (Naidoo, 2016; Peters & Best, 

2005). One idea is to concentrate on more strategic education reform. This is 

characterized as reform that is sustainable, ongoing and thorough, involves stakeholders, 

and create partnerships (Jules, 2008, p. 211). It is also reform, that places emphasis on 

monitoring the performance of HEIs and compares them to others in order to promote 

global competitiveness (Chipman-Johnson & Vanderpool, 2003, p. 61). In addition, 

Hickling-Hudson (2015) advocates for reform aligned to the African concept of 

‘Ubuntu’182, “in a way that combines global reform, ethics and good sense” (p. 4), to 

combat “entrenched inequities” (p. 1). 

A second recommendation is to improve overall education quality and outcomes 

in order to achieve greater equity. This might begin by clarifying the features of a quality 

education and communicating this to all stakeholders (Louisy, 2004, p.289). These 

characteristics of quality might then manifest in different ways. For instance, they may 

constitute system-wide review including teacher quality and learning spaces; as well as 

gender and SES sensitivity in pedagogy, policy and education content (Douglas & Jules, 

 
182 According to Hickling-Hudson, the term Ubuntu connotes not only ‘humanity to others’ but also ‘I am 

what I am because of what we all are’ thereby encouraging deeper empathy and a more evident 

commitment to equity among all stakeholders. Hickling-Hudson uses the symbol of pit latrines in 

impoverished schools to discuss the problem of poverty, neglect and inadequate provision of education 

services for the disenfranchised in postcolonial societies like the Caribbean.  
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2015). They might also be more accountable and responsive183 to local community needs, 

particularly rural communities with high concentrations of poor students (Gafar, 2001, p. 

650-651).  In essence, a move to radically transform the existing patterns of inequity 

would epitomize a practical shift from vison for change to change in action.  

Another recurring theme is the need to cultivate a strong regional identity by 

claiming national and regional ownership of the HE and development agenda (Naidoo, 

2016). This might involve developing a practice of local knowledge production through a 

distinctly Caribbean research agenda (Louisy, 2004; Naidoo, 2016); capitalizing on local 

cultural capabilities and the development of cultural industries as a means of improving 

global competitiveness (Hickling-Hudson, 2004; Jules, 2008; Louisy, 2004); and 

harmonizing data collection and record-keeping region-wide to facilitate policy planning 

and reform efforts (Chipman-Johnson & Vanderpool, 2003). Hickling-Hudson goes a step 

further to insist that regional collaboration should not be restricted only among 

anglophone countries, but instead should surpass ‘colonial linguistic barriers’ and involve 

our French, Spanish and Dutch-speaking Caribbean neighbors184 (2004, p. 294-295). 

Moreover, regional integration is a means of pooling financial and material resources in 

order to capitalize on available human resources for improved efficiencies. In this regard, 

Jules (2008) identified curriculum development, teacher appraisal, examination 

attainment standards, and more incorporation of ICT in schools as viable areas for 

regional collaboration (p. 211-212).  

 
183 See Gafar (2001, p. 650-651) for a list of recommendations on how to address the problem of uneven 

education quality at the lower levels that disenfranchise poorer students in rural areas.  
184 Areas in which Hickling-Hudson foresees such collaboration is “in economic and social sectors; 

promotion of justice for the poor and disabled, government and institutional reform supporting equity and 

creativity; increased access to education at all levels; thriving cultural industries  (cf: Errol Morrison); 

applied research and education-industry partnerships; civic movements that challenge the ills of free market 

practices; and development of the ‘ideal Caribbean person’ – a citizen-worker with multiple literacies, one 

who can seize economic opportunities, improve local and global environments, overcome gender 

stereotyping and respect cultural heritages” (2004, p. 294-295).  
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Some international insight was also offered by the Commonwealth of Learning 

(COL) initiative to broaden HE access among member states with implementation of the 

Virtual University of Small States of the Commonwealth (VUSSC). In a conference paper 

presented at the OECS Higher Education Conference in St. Lucia in March 2010, COL 

representative Sir John Daniel, expounded on the efforts of the organization to help create 

new types of local post-secondary education opportunities at reasonable costs by 

combining several approaches: 1.) expanding local provision; 2.) partnering with overseas 

institutions; 3.) expanding both synchronous and asynchronous distance learning; and 4.) 

adapting global intellectual resources to local needs (Daniels, 2010). The targeted 

outcome is reportedly to “allow institutions to offer authentically local curricula 

developed to world class standards of quality” (Daniels, 2010).  

These proposals evidence the vision for change that is prevailing across the 

region. They point clearly to new directions that are direly needed in educational policy 

and practices.  

10.3.2. Ways Forward: Insights from the Research 

Throughout the research process, I deduced a number of useful insights into 

probable ways forward that can expound to some extent on the wisdom of earlier 

scholars.  

One area of challenge with meeting the equity target is limited higher education 

provision to satisfy increasing social demand at the national level. A viable solution rests 

in arguments mentioned above for a regional education system. Ideally,  this would need 

to supersede the capacity of the single regional university currently serving the 

anglophone countries. This argument has been championed by Caribbean scholars such as 

Jules (2010), Louisy (2010), and Tewarie (2010). The concept of synchronizing efforts 

both nationally and regionally to reduce wastage and redundancy and simultaneously 
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meet the rising need to increase HE spaces, has been part of the discourse for over a 

decade. There is an urgent call to action for stakeholders at both levels to find a common 

starting point from where to move forward. A simple and viable solution might be to 

borrow principles from existing systems such as the Pacific Model185 and the Bologna 

Process186 in Europe, which are both compatible in standards and quality, to design and 

implement a similar structure for the Caribbean region.  

In terms of the quality imperative, the HE landscape in the region has undergone 

rapid transformation with foreign franchises and online providers, yet countries are still 

struggling to establish a meaningful standard for HEIs. There is a clear and obvious need 

to accelerate  development of a higher education regulatory framework  as has long been 

suggested by practitioners. I am in agreement with Louisy (2010) that moving toward a 

regional and international system of accreditation for HEIs in the region will work 

wonders for value-adding to HE outputs. Another challenge with quality is stratified 

education services at the lower levels, which reduces the pool of qualified candidates that 

can matriculate to higher education. Serious effort needs to be made to reform the 

education system from the bottom up in line with recommendations from Hickling-

Hudson (2004), in order to sift out the fractures stemming from colonial handicaps and 

strengthen the sector. This may require a review of the returns on education at the various 

levels similar to the views of Gafar (2001), in order to identify where the bulk of 

resources ought best be invested for longer-term development outcomes.  

 
185 Read more about the Pacific Model for Higher Education in a 2020 article by Chimi Thonden: 

“Regional Approaches to Improving Education in the Pacific and the Role of the University of the South 

Pacific.”  Available here: https://link.springer.com/chapter/10.1007/978-981-15-7018-6_21 
186 The Bologna Process seeks to bring more coherence to higher education systems across Europe.  

It established the European Higher Education Area to facilitate student and staff mobility, to make higher 

education more inclusive and accessible, and to make higher education in Europe more attractive and 

competitive worldwide. Read more here: https://education.ec.europa.eu/education-levels/higher-

education/inclusive-and-connected-higher-education/bologna-process 

https://link.springer.com/chapter/10.1007/978-981-15-7018-6_21
http://www.ehea.info/
https://education.ec.europa.eu/about-higher-education-policy
https://education.ec.europa.eu/education-levels/higher-education/inclusive-and-connected-higher-education
https://education.ec.europa.eu/focus-topics/eea-in-the-world/making-the-eu-attractive-for-foreign-students
https://education.ec.europa.eu/focus-topics/eea-in-the-world/making-the-eu-attractive-for-foreign-students
https://education.ec.europa.eu/education-levels/higher-education/inclusive-and-connected-higher-education/bologna-process
https://education.ec.europa.eu/education-levels/higher-education/inclusive-and-connected-higher-education/bologna-process
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As scholars have echoed for decades, an extension of the quality issue is the need 

for more research-driven policy development and reform. It would be a remarkable step 

forward for nations in the region, large and small, to take up the mantle of research as a 

national commitment towards expressing their local identity and situating themselves 

more conspicuously within the body of regional and international literature. In this 

century of technological advancements with vast access to multi-media resources, there is 

literally no excuse for remaining in the shadows while the rest of the world moves 

forward. Moreover, there is no reason to wait for somebody else to step in and ask us who 

we are as a people, a nation or a region. It is past time to find our voices individually and 

collectively and start to more actively engage in this global conversation about issues that 

are universal in scope but still very regional and national in context.  

The diverse geography of the anglophone region has also created a unique 

challenge in making HE provision more inclusive and equitable. This is simultaneously a 

challenge of logistics and funding. Investment in ICT infrastructure to facilitate distance 

and online education opportunities is the obvious and widely accepted solution to the 

problem of logistics. Of course, this will require significant financial investment and may 

call for an aggressive capital campaign. Interestingly, the recent COVID 19 pandemic has 

fast-tracked innovative responses to local and national needs to meet education demands. 

Research into the impacts of the pandemic on forced online distance learning for every 

level of education in the region would be very insightful on possible measures moving 

forward in ICT development.  

The cost and funding of higher education is the single largest obstacle to universal 

HE access. With financial management and public indebtedness as two of the top 

challenges for these countries (Tikly, 2001; UNDP, 2016), it begs the question of exactly 

how they will manage to chart a way forward to facilitate further development, especially 
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in education. Traditional cost-sharing measures have proven ineffective as a long-term 

solution if equity is a real concern for policymakers. Yet, differences in economic 

realities on the ground have enabled some countries to make progress with sustainable 

funding initiatives. The call from Miller (1999) for a paradigm shift away from 

dependency on international funding and toward establishing more regional and local 

solutions, may still be the most effective move toward resolving the issue of HE funding 

for anglophone countries. More knowledge-sharing and capacity-building among 

governments’ planning units in the HE sector can easily begin to transform the funding 

dynamic.  

Additionally,  there is indeed plenty of potential for developing and marketing 

niche areas in HE beyond Caribbean borders as a means of generating capital by inviting 

foreign investment. Building local research capacity and increasing output through 

national and regional publications and multi-media productions as well as stakeholder 

collaboration between public and private entities can certainly advance this opportunity. 

Areas that are authentically Caribbean include: Caribbean expressive and performance 

arts such as music, theatre and dance that incorporate the unique multicultural flavor of 

the region; Caribbean carnival culture; Cultural pageantry; and Afro-Caribbean oral 

traditions. Other niche areas include Ecotourism; Environmental  & Climate Resilience 

Studies; Multicultural studies; Renewable Energy; Governance of multi-island states and 

federations; and Harmonization of a sub-regional small states system, just to name a few.  

A secondary factor is focus on human resource development which can only be 

achieved through widespread education and skills training programs. Especially if it will 

fit the CARICOM vision to cultivate “Ideal Caribbean Persons” (see Appendix 10A). 

Recent demographic data for the Anglo-Caribbean countries indicate a trend of 

significantly young populations. For instance, in all twelve countries, more than 60% of 
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their population is under the age of 55 (CIA, 2017). On the plus side, the implications of 

this are relatively low dependency ratios among the young and elderly, which positively 

impacts development capabilities. Conversely, it also indicates work-aged populations 

that are disproportionally larger than the amount of employment opportunities available. 

Moreover, in countries with such young populations national focus needs to be on 

education provisions and training opportunities that are aligned with labor market needs. 

There is also a need for research and investment into multiplying and diversifying the job 

market in order to accommodate the emerging labor force and reduce high unemployment 

rates and strains on social programs. 

Another much needed improvement is in the area of political will that emerged as 

a region-wide challenge at the national and local levels. It must be understood that while 

social services like education involve multiple stakeholders, to a large extent and at the 

most basic level, the mandate for higher education provision and equitable access must 

come from the government in the form of either direct legislation or relevant policy 

documents and strategic plans. Therefore, what individual governments are doing, have 

done, or plan to do, bears significant implications for the state of higher education in each 

country. One of the most obvious indicators of a government’s intended course of action 

– rests in the articulation of legitimate policies. Therefore, the existence or absence of 

such policies speaks volumes about a country’s state of readiness and management plans 

for addressing the issue of education provision. A second indicator is the implementation 

of a national accreditation board to address issues of quality and the regulation of 

education provision in the interests of citizens. It is imperative to have clear guidelines 

about what is deemed acceptable, quality education programs and institutions.  

And in regard to Caribbean HEIs, something worth pursuing is greater 

participation in regional and international organizations – especially in the field of 
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education. Overall, involvement is poor and while many of the countries are named as 

members in some groups, very few are actively involved or have more than one 

institution represented. I believe that membership in associations such as the 

Commonwealth of Learning (COL), the International Association of Universities (IAU), 

Association of Caribbean Universities and Research Institutes (UNICA), the Inter-

American Organization for Higher Education (IOHE), the Consortium for North 

American Higher Education Collaboration (CONAHEC), and the Association of 

Commonwealth Universities (ACU), is an easy way to engage more deeply in the world 

of higher education by forming useful partnerships and obtaining access to a wide range 

of information and resources. It would also be an opportunity to market the Caribbean HE 

industry on a global platform. The timing is optimal considering the increasing trend 

towards greater internationalization of education.  

Apart from probable solutions to challenges barraging higher education in the 

region, there are also a few recommendations for future research. These include 

investigations into global HE funding systems; an examination at national and regional 

levels of how equity practices at the lower levels of education impact equity of access to 

HE; a more detailed examination of the problem of disabled access to education in the 

region; qualitative studies on indigenous and FGHE access to higher education; rural and 

remote HE provisions by country; ICT capacity and development needs nationally and 

regionally; HE policy development needs by country; and a deeper comparative 

evaluation of education policies by applying the various perspectives of policy analysis.   

10.4. Summation 

This study is neither the beginning nor the end of the conversation on equity of 

access to higher education. In reality, it is equivalent to ‘a drop in the sea’. Hopefully, it 

will at least trigger a ripple effect in the region and the countries involved for 
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stakeholders to dig deeper and push harder toward transforming vision into action.   

Rising above both the historic (post-colonial) and modern (globalizing/neoliberal) 

situational barriers to effective and efficient development, will require the concentrated 

effort in the decades ahead of every visionary from the cradle to the highest conference 

table. The wealth of investment in HRD in years past, will hopefully start to yield greater 

returns in the near future. In effect, this should help to shift the daunting reality facing 

every policy maker and education practitioner from the hinterlands of Guyana, across the 

pristine sands of the leeward and windward islands, through the logistical complexity of a 

multi-island nation like the Bahamas, to the Blue Mountains of Jamaica and the Maya 

Mountains in Belize. What these Anglo and other Caribbean countries are aspiring 

toward, is no more than basic upward socio-economic and socio-political mobility on a 

global scale. The Vision 2030 proclamations of nations in the region have boldly declared 

their goal of obtaining ‘developed’ status by the target date. And very much like the 

reality of individuals’ social mobility, the opportunity to gain traction on the smooth 

slopes of the development pyramid are a true test of will, faith, sacrifice, and creative use 

of resources.  

Assuredly, in the twenty-first century, with more forces outside of their control 

than within it, governments and institutions (HEIs) must position themselves to be 

innovative in creating opportunities to overcome challenges that will otherwise sweep 

them into redundancy. In the absence of a clear way forward, they must rely on the 

wisdom gained from past mistakes rather than be swept up in the tides that inundated 

their forerunners. The long-term goal is to promote greater sustainable development in 

higher education by implementing policies and practices committed to widening 

participation for all aspiring HE students – not just equal opportunity, but fair access, 

quality in the experience, and value in the outcome!  
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10.5. Reflection on My Learning Journey  

As with many who take this research path, the final topic of my research is not quite 

the original idea I had when I started. But as those kindred spirits can also attest, change 

is an integral part of the experience. Not just in the topic or the method or the analysis 

tools, but more fundamentally, changes within oneself.  

When I started this PhD journey, I was oblivious to just how much it would push 

me – not only academically or intellectually, but also emotionally and psychologically. 

My world view was not as broad as I had naively imagined. I was not wholly aware of all 

my prejudices or my limited cognizance of certain local, regional and global trends. In the 

process of refining my research focus, collecting data and reading vastly on a wide range 

of related topics, I have certainly been enlightened.  

However, it goes a bit further than that. This has also been about exploring my 

strengths and limitations, about testing my capacity for endurance, about proving my 

ability to be flexible and to balance my many obligations while clinging desperately to 

my sanity. So, above, beyond and underneath it all, this journey was largely about self-

actualization – it was about pursuing a lifelong goal and riding out the waves to see it 

through to the end. I am not the same person I was when I began. I have changed, but 

more importantly, I have grown. The gains I have made are immeasurable, so too are 

some of the losses I experienced along the way.  

When I finally finish, I will walk away with more than a doctoral degree – I will 

take with me all the lessons learned about pro-activeness and resilience, faith and grace, 

struggle and perseverance. I will also be positioned to respond to the call of Anne 

Hickling-Hudson to professionals in the region for greater “Scholarly Activism” 

(Hickling-Hudson, 2000) to drive much needed change and development starting at the 

local level. 
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Appendix 1A 
International Comparison of Small Island Developing States on Select Global Indicators 

[data compiled by this researcher using multiple data sources]

yr < 2016 2016
Antigua & Barbuda LAC 94K 198 Developing High income 1.45b 13,400.00$       0.786 High 62 7,630                  2012 23.5 2.6 2009

Bahamas, The LAC 327K 180 Developing High income 9b 21,020.00$       0.792 High 58 26,307               1995 15 2.9 2000

Bahrain W-Asia/Middle East 1.4m 156 Developing High income 32b 2015 22,740.00$       0.824 Very High 47 89,917               43.3 2.8 2015

Barbados LAC 291K 181 Developing High income 4.6b 14,830.00$       0.795 High 54 18,983               2011 65 6.6 2014

Belize LAC 354K 178 Developing Upper-middle income 1.77b 4,410.00$          0.706 High 103 36,762               23.3 6.4 2014

Bhutan S-Asia 750K 166 LDC Lower middle income 2.2b 2,510.00$          0.607 Medium 132 78,183               2013 11 7.4 2015

Botswana S-Africa 2.2m 145 Developing Upper middle income 15.3b 6,610.00$          0.698 Medium 108 220,053            27.5 9.6 2009

Brunei Darussalam SE-Asia 437K 175 Developing High income 11.4b 2015 38,520.00$       0.865 Very High 30 35,228               30.8 3.35 2015

Cabo Verde W-Africa 553K 174 Developing Lower middle income 1.62b 2,970.00$          0.648 Medium 122 57,758               21.7 5 2013

Comoros E-Africa 795 164 LDC Low income 616.7m 760.00$              0.497 Low 160 72,790               2014 9 4.3 2015

Cyprus Europe 1.2m 161 Developed High income 20b 23,680.00$      0.856 Very High 33 61,839               60 6.1 2014

Djibouti E-Africa 847K 163 LDC Lower middle income 172.7m (2015) 2005 1,030.00$          0.473 Low 172 94,382               2011 5 4.5 2010

Dominica LAC 74K 202 Developing Upper middle income 525.4m 6,750.00$          0.726 High 96 6,699                  1993 7.2 5 1999

Equatorial Guinea C-Africa 759K 165 Developing Upper middle income 10.2b 6,550.00$          0.592 Medium 135 31,007               2000 3.2 2.2 1998

Estonia Europe 1.3m 159 Developed High income 23b 17,750.00$       0.865 Very High 30 79,387               70 5.5 2014

Fiji E-Asia & Pacific 915K 162 Developing Upper middle incomne 4.6b 4,840.00$          0.736 High 91 78,806               2005 16 3.9 2013

Gabon C-Africa 1.7m 154 Developing Upper middle incomne 14.2b 7,210.00$          0.697 Medium 109 119,449            2003 8.4 2.7 2014

Gambia, The W-Africa 2m 147 LDC Low Income 964.6m 440.00$              0.452 Low 173 161,100            2012 3.1 2.8 2013

Grenada LAC 111K 191 Developing Upper middle income 1b 8,830.00$          0.754 High 79 10,133               91.1 4 2003

Guinea-Bissau W-Africa 1.8m 152 LDC Low Income 1.1b 620.00$              0.424 Low 178 147,479            2006 2.5 2.2 2013

Guyana LAC 736K 167 Developing Upper middle income 3.4b 4,250.00$          0.638 Medium 127 70,966               2012 12.5 3.2 2012

Iceland Europe 336K 179 Developed High income 20b 56,990.00$       0.921 Very High 9 23,501               2013 81.3 7.8 2013

Jamaica LAC 2.97m 139 Developing Upper middle income 14b 4,660.00$          0.73 High 94 273,829            27.2 5.5 2015

Kiribati E-Asia & Pacific 107K 192 LDC Lower middle income 165.7m 2,380.00$          0.588 Medium 137 0 0 0 12 2001

Lesotho S-Africa 1.95m 150 LDC Lower middle income 2.2b 1,210.00$          0.497 Low 160 239,225            2014 9.8 11.4 2008

Maldives S-Asia 393K 177 Developing Upper middle income 3.6b 7,430.00$          0.701 High 105 37,523               2014 16.2 5.2 2015

Malta Europe 415K 176 Developed High income 11b 24,140.00$       0.856 Very High 33 27,869               47.4 7.9 2013

Marshall Islands E-Asia & Pacific 73K 203 Developing Upper middle income 183m 4,450.00$          .. .. .. 3,103                  2012 42.9 12.2 2003

Mauritius S-Africa 1.3m 157 Developing Upper middle income 12.2b 9,760.00$          0.781 High 64 103,282            36.7 4.9 2015

Micronesia, Federated Sts. E-Asia & Pacific 105K 194 Developing Lower middle income 322m 3,680.00$          0.638 Medium 127 10,898               2000 14.1 12.5 2015

Montenegro SE Europe 645K 168 In Transition Upper middle income 4.2b 6,970.00$          0.807 Very High 48 42,978               2010 55.3 .. ..

Namibia S-Africa 2.4m 143 Developing Upper middle income 10.3b 4,620.00$          0.64 Medium 125 211,220            2008 9.3 8.4 2010

Nauru E-Asia & Pacific 9.6K 224 Developing Upper middle income 102m 10,750.00$       .. .. .. 0 0 0 .. ..

Palau E-Asia & Pacific 21.3K 220 Developing High income 293m 12,450.00$       0.788 High 60 1,395                  2013 61.9 7.5 2002

Qatar W-Asia/Middle East 2.2m 144 Developing High income 152.5b 2015 75,660.00$       0.856 Very High 33 191,940            14.5 3.6 2014

Samoa E-Asia & Pacific 199K 185 Developing Upper middle income 785.9m 4,100.00$          0.704 High 104 1,182                  15630 7.6 5.1 2008

San Marino Europe 33.3K 216 Developing High income 1.9b (2008) 2008 51,810.00$       .. .. .. 1,457                  2012 60 2.4 2011

Sao Tome and Principe C-Africa 198K 186 LDC Lower middle income 351m 1,730.00$          0.574 Medium 142 17,425               13.4 3.8 2014

Seychelles S-Africa 93K 199 Developing High income 1.4b 15,410.00$       0.782 High 63 7,260                  14.3 3.6 2011

Solomon Islands E-Asia & Pacific 635K 169 LDC Lower middle income 1.2b 1,880.00$          0.515 Low 156 0 0 0 10 2010

St. Kitts & Nevis LAC 52K 210 Developing High income 916.9m 15,850.00$       0.765 High 74 4,409                  79.6 2.8 2015

St. Lucia LAC 164K 187 Developing Upper middle income 1.38b 7,670.00$          0.735 High 92 16,629               16.8 4.9 2015

St. Vincent & the Grenadines LAC 102K 196 Developing Upper middle income 770.8m 6,790.00$          0.722 High 99 10,969               1990 6.2 5.1 2010

Suriname LAC 586K 172 Developing Upper middle income 3.6b 7,070.00$          0.725 High 97 40,991               2002 12.7 .. ..

Swaziland S-Africa 1.5m 155 Developing Lower middle income 3.7b 2,830.00$          0.541 Low 148 151,195            2013 5.3 7.1 2014

Timor-Leste SE-Asia 1.3m 158 LDC Lower middle income 1.4b (2015) 2015 2,180.00$          0.605 Medium 133 102,222            2010 18.1 7.8 2014

Tonga E-Asia & Pacific 107K 193 Developing Upper middle income 395m 4,020.00$          0.721 High 101 10,522               2003 6.3 3.9 2004

Trinidad & Tobago LAC 1.22m 160 Developing High income 21b 15,680.00$       0.78 High 65 140,162            2004 11 3.1 2003

Tuvalu E-Asia & Pacific 11.1K 223 LDC Upper middle income 34.2m 5,090.00$          .. .. .. 0 0 0 7.6 1990

Vanuatu E-Asia & Pacific 278K 183 LDC Lower middle income 773.5m 2014 3,170.00$          0.597 Medium 134 20,129               2004 4.7 5.6 2015

Cuba LAC 11.2 79 Developing Upper middle income 87.1b (2015) 2013 6,570.00$          0.775 High 68 720,535            36.3 12.8 2010

Dominican Republic LAC 10.6 88 Developing Upper middle income 71.6b 6,390.00$          0.722 High 99 957,976            50.1 2 2007

Haiti LAC 10.5m 89 LDC Low income 8b 780.00$              0.493 Low 163 612,514            1986 1.02 1.1 1991

Papua New Guinea E-Asia & Pacific 6.8m 106 Developing Lower middle income 17b (2014) 2014 2,160.00$          0.516 Low 154 524,907            1999 1.9 7.4 1977

Singapore SE-Asia 5.8m 114 Developing High income 297b 51,880.00$       0.925 Very High 5 212,579            1970 6.5 2.9 2013

UNCTAD+WB 

Commonwealth

Select Indicators of Comparative Global Statistics & Rankings for Small Island Developing States to 2017

GDP 2016  (WB/OECD)          
rounded to the nearest million
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Appendix 2A 
Population Demographic Profile of Twelve Anglophone Caribbean Countries 2014 to 2021 

 

 
 

Size Population (July 2014 est.) Population (2016 Est.) Population (2021 Est.) Urbanization (2011 est.)

Jamaica 10,991 sq km 2,930,050                                                2.8m 2.9m 52% of total pop. 

Trinidad & Tobago 5,128 sq km 1,223,916                                                1.22m 1.3m 13.7% of total pop.

Guyana (Br.) 214,969 sq km 735,554                                                     736K 786K 28.4% of total pop.

Belize 22,966 sq km 340,844                                                     354K 397K 44.7% of total pop. 

Bahamas (the) 13,880 sq km 321,834                                                     327K 393K 84.3% of total pop. 

Barbados 430 sq km 289,680                                                     291K 287K 44.4% of total pop. 

Saint Lucia 616 sq km 163,362                                                     162K 183K 17.5% of total pop. 

Grenada 344 sq km 110,152                                                     111K 112K 39.1% of total pop. 

St. Vincent & the Grenadines 389 sq km (Saint Vincent 344 sq km) 102,918                                                     164K 110K 49.3% of total pop. 

Antigua & Barbuda 442.6 sq km (Antigua 280 sq km; Barbuda 161 sq km) 91,295                                                        94K 97K 29.8% of total pop. 

Dominica 751 sq km 73,449                                                        74K 71K 67.1% of total pop. 

St. Kitts & Nevis 261 sq km (Saint Kitts 168 sq km; Nevis 93 sq km) 51,538                                                        52K 53K 32% of total pop. 

6,434,592                                                6.385m 6.783m

DEMOGRAPHIC PROFILE by Population Size

Source: https://www.cia.gov/library/publications/the-world-factbook   (2014); Worldometers.info/worldpopulation (2016-2021)

COUNTRY
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Appendix 2B 
Geo-Political Profile of Twelve Anglophone Caribbean Countries 

 

 
 

Leeward Island Windward Island Northern Caribbean Southern Caribbean Central America South America

Antigua & Barbuda Antigua & Barbuda

Bahamas (the) Bahamas (the)

Barbados

Belize Belize

Dominica

Grenada Grenada

Guyana (Br.) Guyana (Br.)

Jamaica Jamaica

Saint Lucia Saint Lucia

St. Kitts & Nevis St. Kitts & Nevis

St. Vincent & the Grenadines St. Vincent & the Grenadines

Trinidad & Tobago Trinidad & Tobago

Source: General Regional  Information

Dominica

Island States

Barbados

COUNTRY 

Greater Antilles

GEO-POLITICAL PROFILE OF TWELVE ANGLOPHONE CARIBBEAN COUNTRIES

Lesser Antilles

Mainland Countries

Latin AmericaIsolated Islands
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Appendix 2C 
Political Profile of Twelve Anglophone Caribbean Countries 

 
 

Date of Independence

Type of Government/Governing 

Body

CARICOM OECS

Main Campus Open Campus

Jamaica Aug. 6, 1962

Parliamentary Democracy 

(Parliament)

Trinidad & Tobago Aug. 31, 1962 Parliamentary Republic

Barbados Nov. 30, 1966

Parliamentary Democracy 

(Parliament)

Guyana (Br.) Nov. 30, 1966 Parliamentary Republic

Bahamas (the) July 10, 1973

Parliamentary Democracy 

(Parliament)

Grenada Feb. 7, 1974

Parliamentary Democracy 

(Parliament)

Dominica Nov. 3, 1978 Parliamentary Republic

Saint Lucia Feb. 22, 1979

Parliamentary Democracy 

(Parliament)

St. Vincent & the Grenadines Oct. 27, 1979

Parliamentary Democracy     (House 

of Assembly)

Belize Sept. 21, 1981

Parliamentary Democracy     

(National Assembly)

Antigua & Barbuda Nov. 1, 1981

Parliamentary Democracy 

(Parliament)

St. Kitts & Nevis Sept. 19, 1983

Federal Parliamentary Democracy     

(National Assembly)

Regional Affiliations

POLITICAL PROFILE

Source: Barbara Salazar Torreon. (March, 2014). Latin America and the Caribbean: Fact Sheet on Leaders and Elections. Report for Congressional Research Service (CRS). 

UWI

COUNTRY
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Appendix 2D.I 
Anglo-Caribbean Countries’ Religious & Linguistic Profiles 

 

Antigua & Barbuda 

 

Religion: Protestant 76.4% (Anglican 25.7%, Seventh-Day Adventist 12.3%, Pentecostal 10.6%, 
Moravian 10.5%, Methodist 7.9%, Baptist 4.9%, Church of God 4.5%), Roman Catholic 10.4%, other 
Christian 5.4%, other 2%, none or unspecified 5.8% (2001 census) 

 

Languages: English (official), local dialects 

 

The Bahamas 

 

Religion: Protestant 69.9% (includes Baptist 34.9%, Anglican 13.7%, Pentecostal 8.9% Seventh Day 
Adventist 4.4%, Methodist 3.6%, Church of God 1.9%, Brethren 1.6%), Roman Catholic 12%, other 

Christian 13% (includes Jehovah's Witness 1.1%), other 0.6%, none 1.9%, unspecified 2.6% (2010 est.) 

 

Languages: English (official), Creole (among Haitian immigrants) 

 

Barbados 
 

Religion: Protestant 66.3% (includes Anglican 23.9%, other Pentecostal 19.5%, Adventist 5.9%, 

Methodist 4.2%, Wesleyan 3.4%, Nazarene 3.2%, Church of God 2.4%, Baptist 1.8%, Moravian 1.2%, 
other Protestant .8%), Roman Catholic 3.8%, other Christian 5.4% (includes Jehovah's Witness 2.0%, 

other 3.4%), Rastafarian 1%, other 1.5%, none 20.6%, unspecified 1.2% (2010 est.) 
 
Languages: English (official), Bajan (English-based creole language, widely spoken in informal settings) 

Belize 
 

Religion: Roman Catholic 39.3%, Pentacostal 8.3%, Seventh Day Adventist 5.3%, Anglican 4.5%, 

Mennonite 3.7%, Baptist 3.5%, Methodist 2.8%, Nazarene 2.8%, Jehovah's Witnesses 1.6%, other 9.9% 
(includes Baha'i Faith, Buddhism, Hinduism, Islam, and Mormon), other (unknown) 3.1%, none 15.2% 

(2010 census) 
 

Languages: Spanish 46%, Creole 32.9%, Mayan dialects 8.9%, English 3.9% (official), Garifuna 3.4% 
(Carib), German 3.3%, other 1.4%, unknown 0.2% (2000 census) 
 

Dominica 

 

Religion: Roman Catholic 61.4%, Protestant 20.6% (Seventh-Day Adventist 6%, Pentecostal 5.6%, 
Baptist 4.1%, Methodist 3.7%, Church of God 1.2%), Jehovah's Witnesses 1.2%, other Christian 7.7%, 
Rastafarian 1.3%, other or unspecified 1.6%, none 6.1% (2001 census) 

 

Languages: English (official), French patois 

 
 



HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN  

 

317 

Appendix 2D.II 
Anglo-Caribbean Countries’ Religious & Linguistic Profiles 

 

 
 

Grenada 

 

Religion: Roman Catholic 53%, Anglican 13.8%, other Protestant 33.2% 

Languages: English (official), French patois 
 

Guyana 

Religion: Protestant 30.5% (Pentecostal 16.9%, Anglican 6.9%, Seventh Day Adventist 5%, Methodist 
1.7%), Hindu 28.4%, Roman Catholic 8.1%, Muslim 7.2%, Jehovah's Witnesses 1.1%, other Christian 

17.7%, other 1.9%, none 4.3%, unspecified 0.9% (2002 est.) 

 

Languages: English, Amerindian dialects, Creole, Caribbean Hindustani (a dialect of Hindi), Urdu  

 

Jamaica 

 

Religion: Protestant 64.8% (includes Seventh Day Adventist 12.0%, Pentecostal 11.0%, Other Church of 
God 9.2%, New Testament Church of God 7.2%, Baptist 6.7%, Church of God in Jamaica 4.8%, Church of 
God of Prophecy 4.5%, Anglican 2.8%, United Church 2.1%, Methodist 1.6%, Revived 1.4%, Brethren .9%, 

and Moravian .7%), Roman Catholic 2.2%, Jehovah's Witness 1.9%, Rastafarian 1.1%, other 6.5%, none 
21.3%, unspecified 2.3% (2011 est.) 

 

Languages: English, English patois 

 

Sain Lucia 

 

Religion: Roman Catholic 61.5%, Protestant 25.5% (includes Seventh Day Adventist 10.4%, Pentecostal 
8.9%, Baptist 2.2%, Anglican 1.6%, Church of God 1.5%, other Protestant .9%), other Christian 3.4% 
(includes Evangelical 2.3% and Jehovah's Witness 1.1%), Rastafarian 1.9%, other 0.4%, none 5.9%, 

unspecified 1.4% (2010 est.) 

 

Languages: English (official), French patois 

 

St. Kitts & Nevis 

 

Religion: Anglican, other Protestant, Roman Catholic 

Language: English (official) 

 
St. Vincent & the Grenadines 

 

Religion: Protestant 75% (Anglican 47%, Methodist 28%), Roman Catholic 13%, other (includes Hindu, 
Seventh-Day Adventist, other Protestant) 12% 

Languages: English, French patois 

 

Trinidad & Tobago 
 

Religion: Protestant 32.1% (Pentecostal/Evangelical/Full Gospel 12%, Baptist 6.9%, Anglican 5.7%, 

Seventh-Day Adventist 4.1%, Presbyterian/Congregational 2.5, other Protestant .9), Roman Catholic 
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Appendix 2D.III 
Anglo-Caribbean Countries’ Ethnic Profiles 

 

 
 

Ethnic Distribution

Jamaica black 92.1%, mixed 6.1%, East Indian 0.8%, other 0.4%, unspecified 0.7% (2011 est.)

Trinidad & Tobago East Indian 35.4%, African 34.2%, mixed - other 15.3%, mixed African/East Indian 7.7%, other 1.3%, unspec. 6.2% (2011 est.)

Guyana (Br.) East Indian 43.5%, black (African) 30.2%, mixed 16.7%, Amerindian 9.1%, other 0.5% (2002 census)

Belize mestizo 48.7%, Creole 24.9%, Maya 10.6%, Garifuna 6.1%, other 9.7% (2000 census)

Bahamas (the) black 90.6%, white 4.7%, black and white 2.1%, other 1.9%  (2010 est.)

Barbados black 92.4%, white 2.7%, mixed 3.1%, East Indian 1.3%, other 0.2% (2010 est.)

Saint Lucia black/African descent 85.3%, mixed 10.9%, East Indian 2.2%, other 1.6%, unspecified 0.1% (2010 est.)

Grenada black 82%, mixed black and European 13%, European and East Indian 5%, and trace of Arawak/Carib Amerindian

St. Vincent & the Grenadines black 66%, mixed 19%, East Indian 6%, European 4%, Carib Amerindian 2%, other 3%

Antigua & Barbuda black 91%, mixed 4.4%, white 1.7%, other 2.9% (2001 census)

Dominica black 86.8%, mixed 8.9%, Carib Amerindian 2.9%, white 0.8%, other 0.7% (2001 census)

St. Kitts & Nevis predominantly black; some British, Portuguese, and Lebanese

Source: 

COUNTRY
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Appendix 3A 
Potential Conceptual Framework for Equity of Access to HE 

 
[drafted by M. Blancaneaux, 2017] 

 

Conceptualization	of	Equitable	Access	to	Education		

Aspects of Education Access Equity/Justice Considerations 

1. Inclusiveness & Provision  

• Inclusiveness – involves policy measures 
that ensure open access to education for 
individuals from diverse backgrounds 

(UNICEF, 2012) 

• Provision – involves the opportunity and 
number of spaces available to eligible 

candidates 

• Socialist Approach – providing inclusive 
opportunities for access requires catering 

for aspiring participants according to 
diverse group needs (e.g. differently abled, 

non-traditional, working adults, 
indigenous, rural/remote etc.) 

• Egalitarian Approach – standards for 
education provision ought to reflect 
equality of opportunity - to all the same 

2. Admission & Enrollment 

• Admission – involves the specific 
criteria for admittance to an education 

institution 

• Enrollment – involves the matriculation 
requirements for entry into a 

program/major 
 

 

• Meritocratic Approach – criteria for 
admission and enrollment into an 

institution and program of study is based 
on merit – providing for each according to 

what they have earned/contributed (interest 
& effort); in this case how well candidates’ 

academic profiles reflect the basic criteria 
for entry.  

3. Participation & Retention 

• Participation – covers student 
engagement and involvement after 
gaining admission to an HEI and 

enrolling in a program of study 

• Retention – involves differentiated 

student support services designed to 
maintain student enrollment and 

participation up until completion 
 

• Socialist Approach – strategies to engage 
students and help them maintain access 

might address inclusiveness and 
differentiation – according to group needs 

in general and individual needs where 
possible.  

• Libertarian Approach – to the extent that 
student engagement depends on individual 

choice, participation and retention 
strategies warrants flexibility in allowing 

students to choose their own path and 
deflects any institutional blame for the 

consequences. 

4. Quality of Learning & Educational 
Experience 

• Quality – involves students’ overall 
learning experience, both academic and 
non-academic 

 

• Egalitarian Approach – standards for 
excellence in quality ought to reflect 
impartial application across the board for 

all education participants – to all the same.  

5. Output & Outcome 

• Output is characterized as the product of 

individual effort (time and effort applied) 

• Outcome is characterized as the value of 
the education experience/degree program 

and the employability of graduates 
 

• Meritocratic Approach – assessment of 
output ought to be based solely on 

cumulative individual input throughout a 
student’s enrollment.   

• Egalitarian Approach – overall value of 
education (degree/qualifications) ought to 
be the same for all participants, thus 

reflecting equality of outcomes; 
irrespective of individual choice in 

eventual career path (libertarian).  
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Appendix 3B 
Bray and Thomas’ Framework for Comparative Education Analyses  
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Appendix 3C 
Chong and Grahams’ Chong and Graham's Conceptual Framework to Build Nested Case Studies for Vertical 

and Horizontal Comparison Across and Between International Contexts 
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Appendix 3D.I 
Building a Modified Conceptual Model (Step 1.) 

 

 
[drafted by M. Blancaneaux, 2017] 

 

Re-conceptualization of Bray & Thomas' Model 

Global 

a. World (continents & all countries) 

b. International and Supranational 

organizations 

c. ‘Top-down’ Systems & Policies 

Regional 

a. Regions (groupings of countries) 

b. Contextual Characteristics (history, 

geography, language, culture, 

politics, economics etc.) 

National 

a. Countries (states, provinces, 

districts) 

b. Contextual Characteristics (same list 

as regional) 

Local 

a. The community 

(villages/neighbourhoods) 

b. Institutions (schools, family, media, 

churches, local government etc.) 

c. Social Groups (gender, age, 

race/ethnicity, religion, language, 

etc.) 

d. The individual 

Nonlocational Demographic Groups 

Migrated into nested levels 
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Appendix 3D.II 
Building a Modified Conceptual Model (Step 2) 

 

 
[drafted by M. Blancaneaux, 2017] 
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Appendix 3D.III 

Building a Modified Conceptual Model (Step 3) 

 

 
 
[drafted by M. Blancaneaux, 2017] 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

326 

CHAPTER 4 
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Appendix 4A 
University Research Ethics Approval 
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Appendix 5A 

Survey Campaign Plan 

 
[Idea adopted from Asha 2015] 

 

April May June July August September

Set-up Survey Online 20th 

Conduct Time-Test (3-5 Colleagues)

Edit after Feedback 2nd - 6th 

Run Pilot Survey (25-50 Students) 20th - 24th

Edit after Feedback 27th- 30th

Invitation Email (to IHEs from Interviews)

Information Letter

PDF of Survey Questionnaire

Survey Notice Flyer

Follow-Up Email Reminder 1 6th - 10th 

Follow-up Email Reminder 2

Invitation Email (to IHEs that defaulted on Interviews)

Information Letter

PDF of Survey Questionnaire

Survey Notice Flyer

Follow-Up Email Reminder 1 13th - 17th

Follow-up Email Reminder 2

Invitation Email (to new IHEs)

Information Letter

PDF of Survey Questionnaire

Survey Notice Flyer

Follow-Up Email Reminder 1 13th - 17th

Follow-up Email Reminder 2

Launch Email with Survey Link

Email Reminder 1 11th

Email Reminder 2 25th

Launch Social Media Publicity Week 1 11th

Facebook & LinkedIn Reminders Week 2 18th

Facebook & LinkedIn Reminders Week 3 25th

Facebook & LinkedIn Reminders Week 4 1st

Facebook & LinkedIn Reminders Week 5 8th

Facebook & LinkedIn Reminders Week 6 15th

Facebook & LinkedIn Reminders Week 7 22nd

Facebook & LinkedIn Reminders Week 8 29th

Facebook & LinkedIn Reminders Week 9 5th

Email notice of Survey Closure (IHEs) Week 10 12th 

Facebook & LinkedIn notice of Survey Closure (IHEs & students) Week 11 19th

Survey Cut-off Date Week 12 Friday 30th 

 Higher Education Access in the Anglo-Caribbean: Online Student Survey Campaign 2016

April 28th - May 6th

June 27th - July 1st 

June 27th -July 1st

23rd -27th

May 30th - June 3rd

June 27th - July 1st 

May 30th - June 3rd

June 27th - July 1st 
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Appendix 5B.I 
Illustration of the Media Platforms Used for the Survey  

 

 
[drafted by M. Blancaneaux, 2016] 

 

Figure X. Illustration of the Media Platforms used for Survey Publicity
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Appendix 5B.II 
Process Map of the Survey Email Campaign 

 
[drafted by M. Blancaneaux, 2016] 

 

Invitation 
Emails Sent

No 
Response

Filed for Follow-Up

Reminders 

& 
Updates

Acknowledge 

Receipt

No Further 

Response

Commit 

to Assist

Request 

More 

Info.

Sent Thank You 

Message

Sent Requested 

Info.

No 
Response

Acknowledge 

Receipt

Commit 

to Assist

No 
Further 

Response

Commit 

to Assist

Searched for 
New Contacts
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Appendix 5B.III 
Process Map of the Survey Social Media Campaign 

 
[drafted by M. Blancaneaux, 2016] 

 

Step 1: Setting Up the Platforms

§ Profile Page

§ University Logo

§ Images/Pictures

§ Web Links
§ Script/text

§ Digital Survey Instrument

Step 2: Preparing the Media

Step 3: Running the Campaign

§ My Channel
§ Main Page
§ Research 

Page

§ Message Templates

§ Video
§ Flyers
§ Info Graphics
§ Images/Pictures

§ Quotations
§ Maps

§ Music

§ Web Links
§ Script/text

§ Advertisements
§ Digital Survey Instrument
§ Various Software/Apps

§ Video

o Graphics

o Images/Pictures
o Quotations

o Maps

o Music
o Web Links
o Script/text
o Voiceover

Wrote an event post that 

included links to the survey, the 

FB research page and the 
YouTube video.

§ Monthly Themed ‘Events’  to invite participants

§ Messages to contacts, HEIs and student groups

§ Info-Graphic Updates on the Survey Progress 
§ Paid Ads to boost each page post
§ Hyperlinks to LinkedIn and YouTube posts

Published a short video 

explaining the research and 

inviting participants from target 
countries, shared on FB and 
LinkedIn

All Social Media links and materials shared via email

Figure X. Illustration of the Procedures Used for the Social Media Campaign
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Appendix 5C 
Sample Interview Instrument 

 
 

 

Page 1 of 1 

 

     

    The Rhetoric and Reality of Higher Education Access in the  

        Anglo-Caribbean: A Cross-National, Mixed-Method Study 

 

 

Questions for Interview II: Senior Official(s) (OECS) 

 

Personal Profile (Nationality, Organization, Position/Title, Qualifications, Number of years in post, 

Description of roles & duties) 

1. Could you please give a brief summary on the background and purpose of the OECS? 

2. Does the OECS have a written policy for education including Higher Education?  

3. Could you please share the education goals of the OECS? 

4. What are some examples of collaborative education development strategies among member 

states of the OECS? 

5. What is the OECS’s position on education access (particularly higher education access) in the 

Eastern Caribbean SIDS?  

6. What are some examples of achievements that the OECS has made in education/higher 

education? 

7. What are or have been some of the challenges facing the OECS in its effort to facilitate 

development (especially educational development) in the region?  

8. Does the OECS have any mechanism in place to monitor and evaluate its development 

strategies/programs? If so, has this proven to be effective?  

9. As a professional in the education sector, how do you personally conceptualise equity of access 

in education/higher education? (What does ‘equity’ mean to you?) 

10. How do you personally see yourself facilitating HE access and equity of access in the Eastern 

Caribbean through your position in the OECS? 

 
 

End of Interview. 
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Appendix 5D 
Extrapolation Value of the Survey Based on Individual Country Representation 

 
 

 

Country Tertiary 

Enrolment 
Number 

(Closest 
estimate to 
survey year) 

Reference 

Year 

No. of Survey 

Participants 

Representation  
(as a % of national 
tertiary enrolment) 

Representation  
(as a % of total survey 

participants) 

Antigua & 
Barbuda 

1,792 2012 4 0.22 0.41 

Bahamas 4,884 2012 15 0.31 1.50 
Barbados 12,829 2014 6 0.05 0.60 
Belize 8,562 2015 285 3.32 28.3 
Dominica 1,077 2015 147 13.65 14.6 
Grenada 9,236 2015 11 0.12 1.09 
Guyana 9,357 2012 147 1.57 14.6 
Jamaica 74,537 2015 26 0.04 2.58 
St. Kitts & 
Nevis 

3,508 2015 5 0.14 0.50 

St. Lucia 2,788 2015 21 0.75 2.09 
St. Vincent & 
the 
Grenadines 

2,180 2015 54 2.48 5.37 

Trinidad & 

Tobago 
52,620 2010 239 0.45 23.76 

Other -- -- 46 -- 4.57 
Total (Target 

Countries) 
183,370 -- 960 0.52 95.4 

Grand Total 183,370 -- 1006 -- -- 
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Appendix 6A 
Numbers and Types of HE Programs Available in Participating Countries as of 2017  

A PDF file with a detailed listing of academic programs by anglophone Caribbean country and by 

higher education institution is accessible here:  

https://drive.google.com/file/d/1KQ_z2EhSa-xRNZZJ77KtgXvVlnGa7MYt/view?usp=sharing 

Note: This file was compiled in 2017 using multiple data sources. It is the original work of this 

researcher. It is permissible to reuse the content for research and educational purposes only.  

 

https://drive.google.com/file/d/1KQ_z2EhSa-xRNZZJ77KtgXvVlnGa7MYt/view?usp=sharing
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Appendix 6B 
National Accreditation Bodies for Tertiary Education in 12 Anglo-Caribbean Countries as of September 2017 

 
[data gathered from individual government websites and compiled by this researcher in 2017. – no major changes noted up 
to 2021] 

 

 

Country 
Accreditation 
Board/Council 

Acronym 
Year of 

Establishment 
Year 

Launched 
Regional 

Membership 
International 
Membership 

Antigua & 
Barbuda 

Antigua & Barbuda 
National 

Accreditation 
Board 

ABNAB June 2006 2006 CANQATE -- 

Bahamas, 
the 

National 
Accreditation & 

Equivalency 

Council of the 
Bahamas 

NAECOB 2006 2016 CANQATE 

Council for 
Higher 

Education 

Accreditation 
(CHEA) – USA 

INQAAHE 

Barbados Barbados 
Accreditation 

Council 
BAC 2004 2004 CANQATE INQAAHE 

Belize 
None -- 

NAC Act passed 
2004 

-- -- -- 

Dominica National 
Accreditation 

Board of Dominica 
NABD 2006 2006 CANQATE -- 

Grenada Grenada National 
Accreditation 

Board 
GNAB 2011 2014 -- -- 

Guyana National 
Accreditation 

Council of Guyana 
NACG 2004 2004 CANQATE INQAAHE 

Jamaica University Council 
of Jamaica 

UCJ 1987 1987 CANQATE INQAAHE 

St. Kitts & 
Nevis 

St. Kitts & Nevis 
National 

Accreditation 

Board 

SKNAB 1999 1999 -- -- 

St. Lucia 
None -- 

NAC Act under 

development 
-- CANQATE -- 

St. Vincent 
& the 

Grenadines 

National 
Accreditation 

Board 

NAB 2006 2006 CANQATE -- 

Trinidad & 

Tobago 

Accreditation 

Council of Trinidad 
& Tobago 

ACTT 

NCA – 1971 
CORD – 1979 

NCA – 2001 
ACTT Team  – 

2002 
ACTT - 2004 

2005 

Caribbean 
Area 

Network for 
Quality 

Assurance in 
Tertiary 

Education 
(CANQATE) 

International 
Network for 

Quality 
Assurance 

Agencies in 
Higher 

Education 
(INQAAHE) 
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Appendix 6C 
Summary and Comparison of Key Themes in Mission and Vision across Countries and Institutions 

INSTITUTIONS 
KEY THEMES 

Provision Access Equity 

G
o

v
er

n
m

en
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y
 o

f 
E

d
u
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o
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“To provide, through the Student Revolving Loan Fund expanded access to funding for young persons who cannot otherwise afford a tertiary education” (MOE – Barbados, 

Objectives) 

 

“The Ministry of Education will endeavour to provide the necessary support service to the nation’s children from ages five to sixteen. Efforts will continue to be made to widen 

access to quality education at the pre-primary, secondary and tertiary levels in a cost effective and efficient manner.” (MOE – Grenada, Mission excerpt)  

 

“To ensure equity in the delivery of education, taking the special 

needs of students into account” (MOE Division of Education, 

Objectives - Barbados) 

 

“The vision of the Ministry of Education, Sports, Youth and Gender Affairs is to be the foremost provider 

of quality education and training for the development of all persons, who will in turn, make a meaningful 

contribution to society.” (MOE – Antigua & Barbuda, Vision) 

“To provide a wide range of higher education and training opportunities to enable those best able to avail 

themselves of those facilities to develop the professional, technical and other skills they can use to further 

their careers ad contribute to the development of the Barbadian economy and society.” (MOE Goals – 

Barbados) 

 

“The Ministry of Education is mindful that the provision of the necessary support services including 
school-feeding, books and uniforms, the refurbishment, upgrading and expansion of educational facilities 

and the training of personnel are paramount for the enhancement of education.” (MOE – Grenada, 

Mission excerpt)  

 

“The Ministry of Education through the various programs will endeavor to […]  provide citizens with the 

knowledge, attitudes, values and skills that will help develop their capacity […]  to respond adequately to 

the challenges of development.” (MOE – Grenada, Vision) 

 

“Providing quality care and education in an innovative, inclusive and enabling environment thereby 

creating socially conscious and productive Jamaicans.” (MOE – Jamaica, Mission) 
 

“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.” (MOE – St Kitts & 

Nevis, Mission) 

 

“To increase access to tertiary level education from the current 

28% to 35%” (MOE – Barbados, Objectives) 

 

“The policy of Adult and Continuing Education is based on 

principles of equal access for all people to both formal and non-

formal education of comparable quality.” (MOE ACE 

Department– St. Vincent & the Grenadines, general statement) 

 

“The Ministry of Tertiary Education and Skills Training (MTEST) 

seeks to develop the human resources of the country by increasing 
access to quality tertiary education and technical and vocational 

education and training.) (MTEST – Trinidad & Tobago, Mission) 

 

 

“The mission of the Ministry is: 

To ensure equitable access to quality education for all our citizens so that their potential is fully realized.” (MOE Mission – Barbados) 

 

“In carrying out its mission, the Ministry of Education shall work in collaboration with all education stakeholders to ensure equitable 

access to and efficiently delivered quality and relevant education, at all levels, for all Belizeans […] (MOE – Belize, Vision) 

 
 

“The Ministry of Education will ensure equitable access to quality and relevant education to all citizens of Grenada regardless of sex, 

race, color, creed, ability or socio-economic status.” (MOE – Grenada, Mission) 

 

“The Ministry of Education (MOE) is dedicated to ensuring that all citizens of Guyana, regardless of age, race, gender, creed, physical or 

mental disability, or socio-economic status are given the best possible opportunity to achieve their full potential. This is being achieved 

through equal access to quality education as defined by the standards and norms outlined by the Ministry. The commitment to quality and 

equity in education with no barriers in access to anyone is clear in this declaration.” (Excerpt – MOE Mission, Guyana) 
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“The Tertiary and Post-Secondary Education Service Unit is committed to providing opportunities to all Belizeans to have access to quality tertiary and post-secondary 
education that will inform, reform and transform individuals into mature and responsible citizens.” (MOE TPSES -  Belize, Mission) 

 

“Over time, Government has provided significant portions of its resources to funding post-secondary 

education with the aim of meeting the human resource needs of the country.  This has been achieved 

through the provision of scholarships, the payment of fees for citizens at the University of the West Indies 

and the provision of training opportunities at the Barbados Community College, the Samuel Jackman 

Prescod Polytechnic and Erdiston Teachers Training College.” (MOE Tertiary Education Unit– Barbados, 

general statement) 

 

“To provide a teaching and learning environment that equips graduates with the necessary knowledge, 
skills and attitude which will empower them for job creation, gainful employment and further education in 

their specialization and will enable them to use their creativity, critical thinking and problem-solving 

skills to fulfil personal and societal needs.” (MOE DPSE – St. Vincent & the Grenadines, Mission) 

 

“[One] mandate of the Higher Education Development Unit is to 

facilitate expansion relative to increasing access to students 

currently denied admission” (MOE HEDU – Barbados, Mandate) 

 

“By 2013, we will facilitate the achievement of full accreditation 

by BCC, SJPP, and ETTC while working to build competitive 

programme offerings, facilitate greater student success and 

increase student access.” (MOE HEDU – Barbados, Vision) 
 

“We envision a time when all Belizeans will have equal and 

unconditional access to the type of tertiary and post-secondary 

education that they desire and hope to attain.” (MOE TPSES – 

Belize, Vision) 
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“The Antigua State College will become a degree granting institution providing the citizens of Antigua and Barbuda and the Caribbean region with greater opportunities to 

access tertiary level education and training by creating the environment for quality instruction in the delivery of its courses and programmes.” (ASC, Vision, excerpt) 

 

“The vision of ABIIT is to be the pace setter for tertiary level education in the Eastern Caribbean by providing programs relevant to the global market place. We will do this by 
providing our students with opportunities for lifelong learning in a supportive and professional environment. ABIIT is committed to fostering academic access, scholarship and 

excellence as it builds a cadre of human resources with the skills, knowledge and attitudes that are current and relevant for the global job market and for continuing studies.” 

(ABIIT, Mission & Vision) 

 

 “In 2015, the University of Technology, Jamaica will: Provide innovative and expanded access to learning” (UTech, Jamaica –Vision, excerpt) 

“to provide greater access of tertiary level education for young graduates who will find if financially difficult to obtain it in the mainland, and to others who missed the 

opportunity earlier.” (San Pedro Junior College -  Belize, Purpose & Philosophy) 

“Dominica State College aims to be the premier higher education institution for […]  Providing high-quality, affordable and accessible educational programmes […]” (DSC, 

Mission) 

 
“To be the premier educational institution in providing high-quality, affordable and accessible educational programmes serving the needs of business, industry and the diverse 

campus communities and facilitating the personal and professional development of its students, faculty and staff.” (COSTAATT – Trinidad & Tobago, Mission) 

 

“The University’s mission is achieved through the fulfilment of the 

following goals […] To ensure gender equity” (UTech. Jamaica - 

Goals, excerpt) 

“The mission of the College is to pursue its vision and fulfill its 
mandate in the most effective, efficient and equitable manner 

possible […]” (Sir Arthur Lewis Community College – St. Lucia, 

Mission) 

 

“To be an entrepreneurial university designed to discover and 

develop entrepreneurs, commercialise research and development 

and spawn companies for wealth generation and sustainable job 

creation towards the equitable enhancement of the quality of life of 

all individuals, families and communities of the Republic of 

Trinidad and Tobago and the Caribbean.” (University of Trinidad 

& Tobago, Mission) 

“The Antigua State College is committed to providing the academic, technical, vocational, professional 

and paraprofessional needs of the country through the delivery of its programmes using innovative, 

technological modes while providing continuing education to satisfy the human development 

requirements of its citizens.” (ASC – Mission) 

“[An] Object of the University of The Bahamas is to: provide education and learning through a variety of 

patterns, levels and modes of study, and by a diversity of means” (University of the Bahamas, Vision & 

Objects) 

“providing a range of courses and programmes of study in a learning environment conducive to the 

intellectual, physical and social development of students and staff, so that they can make a meaningful 

contribution to their country, region and the wider community” (Barbados Community College, Mission) 

“[one] Aim of the college is to provide students with the skills, knowledge and attitudes necessary for 

productive work in the community.” (BCC – Aims)  

“Erdiston Teachers' Training College provides high quality training and professional development for 

educators […]” (ETTC – Mission and Purpose) 

“The mission of the Samuel Jackman Prescod Polytechnic is to be the leader in the preparation of a highly 

trained workforce by providing qualified persons with quality competency-based technical and vocational 

“The mission of the University shall be to advance and expand 

access to higher education, promote academic freedom, drive 

national development and build character through teaching, 

learning, research, scholarship and service.” (University of the 

Bahamas, Mission) 

 

“Creating more access for higher education” (Centro Escolar 
Mexico Junior College -  Belize, Motto) 

 

“Our aim is to provide accessible, quality educational and training 

opportunities to help individuals achieve their personal and 

professional goals, and to cater to the changing needs of the labour 

market in our developing society.” (T.A. Marryshow Community 

College – Grenada, Aim)  

 

“Northern Caribbean University will be the premier institution of 

higher learning in the Northern Caribbean region offering quality 
and accessible Christ-centered education.” (NCU – Jamaica, 

Vision) 

 

“In 2005, the four divisions of the St. Vincent and the Grenadines 

Community College (SVGCC) were officially amalgamated into a 

single, self-governing entity […]  As part of the government’s 

thrust towards universal access to education […]” (SVGCC, 

History) 
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training that responds to the future employment and lifelong needs of its students.” (SJPP, Mission) 

“provision of rich and diversified curricula […] provide an atmosphere where individuals are stimulated 

[…]  provide its students with an applied theoretical base […]  providing an environment which 

recognizes and emphasizes the responsibilities of the teacher and learner as joint participants in the 

educational process.” (SJPP, Philosophy) 

“The mission of Galen University is to provide excellence in undergraduate, graduate, and professional 

education to prepare students to achieve their dreams and goals. Galen University is committed to 

providing an exciting and stimulating learning environment, innovative and supportive teaching, 

scholarship, and active service to the community – with a unique focus on “sustainable development” 

throughout our courses, programs, and service.” (Galen University -  Belize, Mission) 

  

“The Belize Adventist Junior College provides students with an education in a Christian setting […]” 

(BAJC, Mission) 

“Corozal Junior College is committed to excellence in tertiary education by fostering the intellectual, 
socio-cultural, moral, physical and emotional development of its students by providing the necessary 

tools, opportunities and experiences to meet current and future challenges.” (CJC, Mission)  

“providing to all Belizeans and Non-Belizeans an equal opportunity to acquire knowledge and the skills 

and attitudes that will contribute to their personal development, to their active participation in their 

community and to the development of Belize […]  The school provides a relevant curriculum and 

stimulates students academically to develop good moral character.” (San Pedro Junior College -  Belize, 

Mission)  

 

“It is the duty of this institution to: 

provide its students with an education that is appreciative of the arts, science and business and their 

applications.” (Stann Creek Ecumenical Junior College -  Belize, Mission excerpt) 

“Provide opportunities for values, education, discipline and training […] Provide students with the 

foundation knowledge and skills to pursue further academic training […] Provide students with the skills 

for self-development and ability to compete successfully and find gainful employment in the global 

society […] Provide services that will enable the students to make meaningful contributions to the 

development of the community[…]” (DSC, Vision & Goals) 

“Committed to providing the formal education system with academically and professionally trained 

teachers at the nursery, primary and secondary levels.” (Cyril Potter College of Education -  Guyana, 

Slogan) 

 
“To stimulate positive change in Caribbean society through the provision of high quality learning and 

research opportunities and service to our communities.” (UTech. Jamaica – Mission) 

“In 2015, the University of Technology, Jamaica will: Provide innovative and expanded access to learning 

[…] to provide flexible delivery systems that are able to serve students who follow non-traditional routes 

to higher education […] To provide support to students by offering scholarships and providing a system 

of organized financial aid […] To provide opportunities for communication and information transfer with 

other institutions of higher learning” (UTech. Jamaica – Vision & Goals) 

 

“The St. Vincent and the Grenadines Community College fosters the holistic development of learners 
through the provision of tertiary education that enables them to contribute proactively to a changing 

society, function effectively in the workplace and pursue further studies.” (SVGCC, Mission) 

 

“The University of Belize […] provides relevant, affordable and accessible educational and training programs that address national needs based on principles of academic freedom, equity, transparency, merit and accountability.” 

(University of Belize – Mission Statement) 
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Appendix 6D 
National and Regional Policies187 Shaping Higher Education Development in 12 Anglophone Caribbean 

Countries 

Governing 

Body  
Titles and Types of Policy Documents Date 

C
A

R
IC

O
M

 

1. The Original Treaty of Chaguaramas 1973 – promoting regional integration 

initiatives  

1 August 

1973 

2. Resolution Adopted by the United Nations General Assembly for 

“Cooperation between the United Nations and the Caribbean Community” 

– UNGA 4A/RES/49/141 

Feb. 1995 

3. The Revised Treaty of Chaguaramas 2001 – establishing the Caribbean 

Single Market & Economy (CSME) 

2001 

4. Annual Reports 2010-2014 – CARICOM Secretariat 2010-2014 

5. Strategic Plan for the Caribbean Community 2015-2019: Repositioning 

CARICOM (Vol. 1 – The Executive Plan) – Turkeyen, Guyana: 

CARICOM Secretariat. 

2014 

6. 2014 Annual Report of the Secretary General at the 35th Regular Meeting of 

the Conference of Heads of Government (CHOG), Antigua & Barbuda. 

July 2015 

7. CARICOM Regional Educational and Human Resource Development 

(HRD) 2030 Strategy and Action Plan: Unlocking Caribbean Human 

Potential – Turkeyen, Guyana: CARICOM Secretariat. 

2018 

8. CARICOM Regional Strategy for the Development of Statistics (RSDS) 

2019-2030 – Montego Bay, Jamaica: CARICOM Secretariat Regional 

Statistics Program.  

July 2018 

O
E

C
S

 

9. Treaty of Bassetterre – sub-regional agreement establishing the 

Organization of Eastern Caribbean States (OECS) – Bassetterre, St. Kitts & 

Nevis 

18 June 1981 

 

10. Revised Treaty of Bassetterre – establishing stronger integration through 

the economic union – Castries, St. Lucia 

18 June 2010 

11. OECS Education Reform Strategy: “Foundation for the Future,” 1991 – 

2000 – OECS response to regional and global movements in educational 

developments. 

[OECS Education Reform Working Group, convened March 1991] 

1991 

12. OECS Education Reform Strategy Implementation Report – Castries, St. 

Lucia: OECS Secretariat 

May 1994 

13. OECS Pillars for Partnership and Progress, 2000 – 2010 – OECS response 

to new trends and developments in education – built on the earlier FFF 

1991. 

Dec. 2000 

14. OECS Education Reform Unit (OERU) Strategic Plan 2001-2010 [Eastern 

Caribbean Education Reform Project (ECERP) with funding from the 

Canadian International Development Agency (CIDA)] 

April 2001 

15. OECS Development Charter: “Our Common Vision”  Oct. 2002 

16. OECS Higher Education Conference: Higher Education and Skills for 

National and Regional Development, Bay Gardens, St. Lucia, March 22-24, 

2010. 

Mar. 2010 

17. OECS Education Sector Strategy (OESS) 2012-2021 – build on FFF and 

PPP 

May 2012 

18. OESS Implementation Plan 2020-2026  July 2020 

Antigua & 

Barbuda 

19. Constitution of Antigua and Barbuda, 1981, Cap 145 Oct. 1981 

20. Antigua and Barbuda Education Act: Laws of Antigua and Barbuda Cap. 

145 

April 1973 

 
187 These encompass a variety of accessible policy documents from the various government websites or the UN 

Policy Planning Database (Planipolis): National Education Acts, Higher Education Acts, Education Reform 

Strategies, Regional or National Reports on Education, HE Sector Strategies, HE Strategic Plans, and Green or 

White Papers on HE. 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

342 

21. Antigua and Barbuda Education Act 2008, No. 21 of 2008 Feb. 2008 

22. Antigua and Barbuda Institute of Continuing Education Act 2008, No. 10 of 

2008 

Nov. 2008 

23. Draft Education Sector Plan 2013-2018: Second Basic Education Project, 

Phase I Preparation Studies 

July 2012 

24. Antigua State College Act, 2013, No. 20 of 2013 Jan. 2014 

25. Antigua and Barbuda Medium Term Development Strategy 2016-2020  Sept. 2015 

D
o
m

in
ic

a 

26. Constitution of Dominica 1978, As amended 1984 1984 

27. Commonwealth of Dominica Education Act 1997, Act 11 of 1997  Nov. 1997 

28. Dominica State College Act No. 4 of 2000 2000 

29. Commonwealth of Dominica Education Amendment Act 2002, Act 6 of 

2002 [Ref. Act No. 11 of 1997] 

May 2002 

30. Dominica National Report on Higher Education [presented at 3rd Sub-

regional Meeting Regarding Higher Education in the Caribbean] prepared 

by Erma Alfred, DSC] 

Nov. 2005 

31. Growth and Social Protection Strategy of Dominica 2014-2018  Jan. 2014 

32. Education Matters 2016: Improving Teaching & Learning [ Ministry of 

Education] p. 57-58 DSC Review 

2016 

33. Dominica 2030 The National Resilience Development Strategy: Building 

the World’s First Climate Resilient Country – Our Collective 

Responsibility 

Jan. 2018 

G
re

n
ad

a 

34. The Grenada Constitution Order 1973 [Statutory Instruments No. 2155, 

1973] 

Dec. 1973 

35. The Draft Constitution of the Commonwealth of Grenada 2010 2010 

36. World Data on Education (6th Edition) 2006/07: Grenada Country Report 

[compiled by UNESCO-IBE] “HE” (p. 17-18) 

2006 

37. National Report on Higher Education in Grenada 2005 [prepared for 

IESALC/UNESCO, Caracas, Venezuela] 

April 2005 

38. Strategic Plan for Educational Enhancement and Development 2006-2015 

(SPEED II) Vol. I: The Strategic Framework 

Mar. 2006 

39. Grenada Social Compact [Final Version] – Social Partners of Grenada 

(Government of Grenada/Private Sector Organization of Grenada/Grenada 

Trades Union Council/Council of Churches Grenada/Inter-Agency Group 

of Development Organizations) 

N.D.  

 S
t.

 K
it

ts
 &

 N
ev

is
  

40. Constitution of Saint Kitts and Nevis of 1983 1983 

41. Saint Christopher and Nevis Accreditation of Institutions Act No. 21 of 

1999, Amended 2001 

1999/2001 

42. St. Christopher and Nevis Education Act 2005, No. 9 of 2005 May 2005 

43. Saint Kitts and Nevis National Adaptation Strategy 2006-2017 (NDP) April 2006 

44. Green Paper on Education Development and Policy: Raising the Standard, 

Maximizing Resources, Aligning with Best Practices – Promoting Success 

for All, 2007-2017 

2007 

45. White Paper on Education Development & Policy 2009-2019: Raising the 

Standard, Maximizing Resources, Aligning with Best Practices – Promoting 

Success for All [Government of St. Kitts and Nevis – Ministry of 

Education] 

March. 2009 

46. Clarence Fitzroy Bryant College Amendment Act, 2008, Saint Christopher 

and Nevis Act No. 29 of 2009 

Nov.  2009 

47. ST. CHRISTOPHER AND NEVIS CHAPTER 13.05 CLARENCE 

FITZROY BRYANT COLLEGE ACT Revised Edition showing the law as 

at 31 December 2017 

Dec. 2017 

48. The Government of St. Kitts and Nevis Ministry of Education 2017-2021 

Education Sector Plan: Education for All – Embracing Change, Securing 

the Future.  [UNESCO-IIEP] 

2017 

S
t 

L
u
ci

a 

49. Saint Lucia’s Constitution of 1978 1977 

50. Saint Lucia Education Act No. 18 of 1977 1977 

51. Saint Lucia Education Act No. 41 of 1999 Jan. 2000 

52. Saint Lucia Education Sector Development Plan 2000-2005 and Beyond 2000 

53. Saint Lucia Education Act Revised Edition 2005 Cap. 18.01 Dec. 2005 
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54. World Data on Education (7th Edition) 2010/11: St. Lucia Country Report 

[compiled by UNESCO-IBE] “HE” (p. 7-8) 

2010 

55. Government of Saint Lucia Education Sector Development Plan 2009-2014 

and beyond 

2009 

56. Saint Lucia Development Plan 2012-2017 2012 

57. Government of Saint Lucia Education Sector Development Plan: Priorities 

and Strategies 2015-2020 (Vol. 1) 

2015 

58. Government of Saint Lucia Proposed List of Areas for National Training 

2018-2021 [priority areas for disbursement of scholarships, economic cost 

awards and student loans] 

2018 

59. Ministry of Education, Innovation, Gender Relations and Sustainable 

Development: Research Agenda, Suggested Themes 2016-2018 [MOE 

Corporate Planning Unit] 

2016 

60. Saint Lucia Medium Term Development Strategy 2020-2023 Nov. 2020 

S
t 

V
in

ce
n
t 

&
 t

h
e 

G
re

n
ad

in
es

 

61. Saint Vincent and the Grenadines Constitution, 1979 1979 

62. Education Sector Development Plan (RSDP), 2002-2007 2002 

63. Saint Vincent and the Grenadines Education Bill 2005 2005 

64. Chapter 202 Education Act 2006, Act No. 34 of 2006 Dec. 2006 

65. Education Sector Strategic Plan 1999-2010 (First Draft): Education for the 

Twenty-first Century, Life Long Learning for All 

Feb. 1999 

66. Education Sector Development Plan, 2012 to 2017 2012 

67. National Economic and Social Development Plan (NESDP) 2013-2025 of 

Saint Vincent and the Grenadines [ECLAC-UN] 

2013 

B
ah

am
as

 

68. Constitution of the Bahamas, 1973, revised 2006 [S.I. 1973 No. 10801] July 1973 

69. Bahamas Education Act, Chapter 46 of the Statute Law of the Bahamas 

[1962], Amended 1996 

1996 

70. Bahamas Ministry of Education: 10 Year Education Plan  2009 

71. Vision 2030: A Shared Vision for Education in the Commonwealth of the 

Bahamas 

Nov. 2015 

72. The National Development Plan: “A Nation Moving Forward, Upward, 

Onward Together. A Nation Becoming Smarter, Faster, Stronger Together” 

[2nd Working Draft] 

May 2017 

73. Vision 2040: National Development Plan of the Bahamas  Dec. 2017 

B
ar

b
ad

o
s 

74. Constitution of Barbados, 1966 1966 

75. Education Act of Barbados Cap 41 of 1983 [last amended 2015] 2015 

76. Education Strategic Plan 2002-2012 [ESP] May 2002 

77. The National Strategic Plan 2005-2025 [NSP] 2005 

78. Barbados Human Resource Development Plan (HRDP) 2011-2016: 

Developing National, Institutional and Human Capacity for Sustainable 

Growth 

Dec. 2010 

79. Draft Medium Term Development Strategy 2010-2014 2010 

80. Barbados Growth and Development Strategy 2013-2020 (BGDS) Jan. 2013 

B
el

iz
e 

81. Constitution of Belize, 1981 1981 

82. Education Act Chapter 36 of the Substantive Laws of Belize, Revised 

Edition 2000 

Dec. 2000 

83. Education and Training Act 2010 [repeals 2000 Act] April 2010 

84. Ministry of Education Action Plan 2005-2010 2005 

85. Belize Education and Training Act No. 3 of 2010 2010 

86. Belize Education and Training Act Chapter 36:01 Revised Edition 2011 2011 

87. Education Sector Strategy 2011-2016: Improving Access, quality and 

governance of education in Belize 

Mar. 2012 

88. Belize Growth and Social Development Strategy 2016-2019 Jan. 2016 

89. National Development Framework 2010-2030 for Belize: Planning our 

Future Together – Our Ideas, Our Vision 

Jan. 2019 

G
u
y
an

a 90. University of Guyana Act of 1963 1963 

91. Constitution of Guyana 1980 [amended in 2001] 2001 

92. Education Act Chapter 39:01 1876 (Act No. 3 of 1876) [Amended 

1949;1961;1972;1975;1976] 

Feb. 1877 
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93. The Amerindian Act 1996 1996 

94. National Development Strategy 1997 1997 

95. Strategic Plan 2003-2007 2003 

96. Ministry of Education Strategic Plan 2008-2013 2008 

97. Guyana Education Sector Improvement Plan (2008 Draft)/ Draft Education 

Sector Reform & Innovation 

2008 

98. Guyana Education Sector Plan 2014-2018 2015 

99. Government of Guyana’s Vision 2020 [online resource] 2015 

100. Guyana Education Sector Program Project (GESPP) [Draft Education 

Sector Plan (ESP) 2020-2024- Vision 2030 

2015 

101. Guyana Green State Development Strategy: Vision 2040 (GSDS) Volume 

I: Policy Recommendations, Financial Mechanism & Implementation [ 

Oct. 2017 

Ja
m

ai
ca

 

102. Constitution of Jamaica 1962 [amended in 2011] 2011 

103. Jamaica Education Act of 1965 1965 

104. Education Regulations 1980 [Education Code] 1980 

105. Education Regulations [1980, 1987, 1993, 1996] -- 

106. University Council of Jamaica Act 1987 1987 

107. The Education System Transformation Programme (ESTP) 2004 

108.  Vision 2030 Jamaica: National Development Plan (NDP) – Planning for a 

Secure and Prosperous Future  

April 2009 

109.  Medium Term Socio-Economic Policy Framework (MTF) – NDP Phases 

3-yearly 

2009 

110. Transforming Education: Summary Report 2004-2015 [Task Force on 

Education Reform] 

2004 

111. The Disability Act 2014 2014 

T
ri

n
id

ad
 &

 T
o
b
ag

o
 

112. Education Policy Paper 1993-2003 [National Task Force of Education, 

White Paper] 

1993 

113. Government of the Republic of Trinidad and Tobago/ MOE: Strategic Plan 

2002-2006 

2002 

114. Constitution of Trinidad and Tobago 1976 [amended 2007] 2007 

115. Republic of Trinidad and Tobago Policy on Tertiary Education, Technical 

and Vocational Education and Training and Lifelong Learning: Framework 

for Sustainable Development (MOSTTE) 

Oct. 2010 

116. Education Sector Strategic Plan 2011-2015 & Medium-Term Policy 

Framework: Innovation for Lasting Prosperity 2011-2014 

Jan. 2012 

117. Trinidad and Tobago Education Act of 1966 [revised to 2015] 2015 

118. Regulations 125 to 145 of the Public Service Commission Regulations (GN 

132/1966 – Subsidiary Legislation on Education) 

-- 

119. Draft Education Policy Paper 2017-2022 2017 

120. Ministry of Tertiary Education and Skills Training (MTEST –to Sept. 2015) 

National Policy Framework 

Aug. 2015 

121. 10 Year Policy for Tertiary Education and Skills Training Sept. 2015 

122. Vision 2020: Draft National Strategic Plan (NSP) 2015 

123.  Vision 2030: National Development Strategy of Trinidad and Tobago - 

Many Hearts, Many Voices, One Vision  

Jan. 2016 
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CHAPTER 7 
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Appendix 7A 
Comparison of Key Areas of Inquiry in SEA and SGO Interview Responses 

Areas of Inquiry Similarities Differences 

HEI GOV 

Conceptualizations of 

equitable access 
• Primary concern for both is equal access, 

articulated as both equality of opportunity and 

open access policies 

• Other common points include quality of HE 

provision, inclusive policy and access to 

resources/funding  

• Equity based on need 

• Community/family 

access to education 

• Equitable outcomes 

• Equity based on 

fairness 

• Equity is a multi-

faceted issue 

Perceptions about the 

current state of equitable 

access at national level 

 • Majority say ‘yes’ 

since opportunity for 

access is available to all 

qualified persons 

• Some say ‘no’ due to 

specific barriers that 

prevail 

• BB-MOE, GY & 

TT say ‘yes’ since all 

who meet basic 

requirements have the 

opportunity to access; 

or government funding 

makes undergraduate 

access equitable 

• SLC & BZE say 

‘not entirely’ due to 

limited financial 

resources and 

inequitable distribution 

of funds 

• AB & BB-HEDU 

say ‘some areas’ are 

equitable but there are 

still barriers 

Perceived barriers to 

equitable access 
Social 

Barriers 

• Low SES 

• Disabled access 

• Rural/remote access 

• Opportunity gaps  
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Areas of Inquiry Similarities Differences 

HEI GOV 

• Male participation 

• Cultural norms 

• National politics (party politics) 

Systemic 

Barriers 

• Insufficient provision (physical 

& Online) 

• Academic prep @ lower levels 

(quality of education) 

• Benchmark entrance/exit exams 

standards 

• Quality of education at tertiary 

level (curriculum relevance, 

teacher training, accredited 

programs) 

 • Government policy 

(lack of) – unregulated 

HE system 

• High cost of HE 

• Poor planning and 

management of HE-

funding 

• Absence of 

Monitoring & 

evaluation of 

policies/practices 

• Centralized services 

 

Situational 

Barriers 

Personal Circumstances 

• SES 

• Ability/Disability 

• Residential Location 

• Adherence to cultural norms 

 

General Circumstances 

• Limited ICT infrastructure 

• National funding for HE 

(country’s economic status) 

• National Politics 

• Family 

background/circumstances 

• National 

demography 

• ‘small size’ (SIDS) 

– diseconomies of 

scale, HRD challenges  

• Personal Choice 

Policies and practices 

that promote equitable 

access 

• Written policies 

• M&E – including data collection, 

documentation and management 

• Academic prep – 

quality at the lower levels, 

filling the gap by filtering 

• Government 

spending on HE 

• Inclusive Education 
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Areas of Inquiry Similarities Differences 

HEI GOV 

• Quality Assurance 

• Inclusive practices 

• Financial assistance mechanisms (including 

HE funding options) 

• Expansion (widening access physically and 

online) 

• Alternative access routes (catering to diverse 

learners) – i.e. PLA 

• Collaboration and partnerships 

and boosting 

underqualified aspirants 

prior to admission 

• Student Support 

Services from enrolment 

to graduation 

• Role of the Diaspora – 

investing in Education 

Policies 

• HE financial reform 

• Regulation of the 

HE sector 

Collaborative efforts to 

promote access 
• National • Government-funded HEIs 

share facilities & resources to 

maximize efficiency (TT) 

• Public HEIs under centralized 

management system to cut 

operation costs (BB) 

• Voluntary association 

among all public and 

private tertiary education 

providers (ATLIB - BZ) 

• Partnerships with 

industry for program and 

curriculum development 

(i.e. BB, SLC, TT) 

• Close collaboration 

between MOE and 

public-funded HEIs 

(BB, TT) 

• Collaboration 

between different 

ministries (i.e. 

MOE/MFA) 

• MOEs enter 

negotiation with NGOs 

– i.e. labor and 

teachers’ unions 

• Regional • Regional university – The 

University of the West Indies, 

supported by regional governments 

of contributing members 

• Caribbean Examination 

Council (CXC) – regional upper 

secondary and tertiary curriculum 

and benchmark exams 

• NCU/USC – private 

regional Adventist 

university system 

• CARICOM 

• OECS 

• ACS 

• Educational 

development 

agreements with Cuba, 

Mexico (ministry level) 
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Areas of Inquiry Similarities Differences 

HEI GOV 

• Regional VoTech 

qualifications 

• Regional Education 

Organizations 

o CANQATE 

o CKLN 

o ACHEA 

• ACTI 

International • EU initiative – Association of 

African, Caribbean and Pacific 

States (ACP); offshoot – CARPIM 

higher education exchanges and 

training opportunities 

• Commonwealth of 

Learning (COL) – i.e. 

VUSSC – Virtual 

University for Small States 

of the Commonwealth 

(Post-Secondary ICT 

initiative) 

• Individual MOUs with 

HEIs in U.S., UK, India, 

Africa, South America 

• The Commonwealth 

Secretariat 

• EU 

• OAS 

• UN agencies – 

UNESCO, UNICEF 

• IDB – funding 

• CDB - funding 

 



 HIGHER EDUCATION ACCESS IN THE ANGLOPHONE CARIBBEAN 

 

350 

CHAPTER 8 
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Appendix 8A 
Copy of the Student Survey Instrument for Phase III of the Study 

A digital copy of the student survey instrument in PDF format is accessible here:  

https://drive.google.com/file/d/1jmxQG-InLvR41jRt27ThDJfXUCqj3VK0/view?usp=sharing 

Note: This instrument is the researcher’s original work. It is permissible to reuse the content for 

educational purposes only.  

 

https://drive.google.com/file/d/1jmxQG-InLvR41jRt27ThDJfXUCqj3VK0/view?usp=sharing
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CHAPTER 9 

[None Included] 
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CHAPTER 10 
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Appendix 10A 
CARICOM Profile of “The Ideal Caribbean Person” 

 

 
 

THESIS END. 
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