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As the Commonwealth of Learning (COL)
was in the last year of its 2015-2021 strategic
plan, COL sought to evaluate the impact of its
interventions in open and innovative schooling
(OIS) in the period 2018-2021 through an
external mid-term review. This study was
commissioned to help COL make informed
choices about the proposed balance of their
activities in the new strategic planning period
starting in July 2021. An online quantitative
study was carried out in Belize, Malawi,
Mozambique, Trinidad and Tobago, and
Zambia, followed by a contextual cost—benefit
analysis, and a social return on investment
(SROI) analysis that included intangible (non-
monetary) benefits in the analysis. Overall,
COL’s contribution to the OIS programme

in terms of Phase 1 and Phase 2 activities is
perceived to have significantly contributed to
the success noted so far in the five countries
under study. The SROI ratios for all countries
were positive, indicating that the social returns
on this intervention are desirable, justifying a
case for continued funding (Nicholls, 2017;
Social Value UK, 2012, pp. 67-68).! The SROI
method not only looked for returns generated
by COL but also focused on what social value
has been created for the stakeholder groups
(teachers, students and communities). It is always
preferable, where possible, to blend subjective
(or self-reported) and objective indicators that
complement each other. The following sections
summarise the positive contributions made

by COL. It should be noted that we do not
attribute all the changes to COL, as there are
other contributors in different countries who

'In cost benefit analysis of projects, the standard norm is that all
projects that yield a positive NPV value are desirable and offer a
good value for money and should be prioritised whilst those yielding
a negative NPV value should be avoided by all means as they do not
offer any value for money (Social Value UK., 2012)

also play a role in supporting e-learning in open
schools.

COL PROGRAMME SUPPORT FOR START-UP
ACTIVITIES

The results indicate that for each CAD 1
invested, approximately CAD 4-5’s worth

of value in the short term (five years, unless
otherwise indicated) was created by Phase

1 start-up activities. This means the benefits
realised from COL’s investment will outweigh
the costs in the next five years. The total
cumulative net value (benefits) of the COL
programme was approximately CAD 18.6
million in the short term. The ROI period for all
countries on this indicator is five years, meaning
that is how long it would take for the full benefit
from COL’s investment to be realised. There are
no significant contextual differences in COL’s
impact between the Caribbean countries (Belize
and Trinidad and Tobago) and the southern
African countries (Malawi, Mozambique and
Zambia) in the cost-benefit analysis, except that
Malawi and Belize have slightly higher ratios.

IMPACT ON LEARNER ACTIVITIES

The SROI ratio for the COL contribution

for learners in Belize and Malawi was 2:1,
meaning that in the short term, for every CAD

1 invested by COL in its programme in these
two countries, approximately CAD 2 of value
was created in the short term. The SROI ratios
are slightly higher for Mozambique, Trinidad
and Tobago, and Zambia, where for every dollar
invested, approximately three dollars of value
was created in the short term. This means that
for every dollar invested by COL to support

the development of curriculum-based OER and
provide learners with online learning in the five
countries, approximately two dollars of value was
created in the short term for countries that had



not yet rolled out Phase 2 (Belize and Malawi),
and approximately three dollars of value for
countries that were in Phase 2 (rollout). Given
that at the time of the survey, Belize and Malawi
had not yet rolled out Phase 2 activities that have
an impact on learners, the ratios obtained provide
the insight that this investment is worthwhile, as
some learners downloaded material during the
pandemic.

CHANGES IN COMPUTER USE, TEACHING
PRACTICES AND ATTITUDES TOWARDS
TEACHING IN AN OIS ENVIRONMENT

In Belize, the SROI ratios for changes in the
use of computers as well as information and
communication technologies (ICT) among
teachers and changes in teaching practice

in the short term were approximately

3:1, meaning for every dollar invested,
approximately three dollars’ worth of value
was created in the short term. The SROI
on changes in attitude were lowest, 2:1,
indicating that for every dollar invested,
approximately two dollars of value was
created in the short term. We note a one
percentage point increase in the SROI in
the medium term. These results confirm

the evaluation survey results, which show
that in Belize, COL was perceived by 85%
of respondents as having contributed to
changes in teachers’ use of computers, by
71% to changes in their teaching practice and
by 61% to changes in their attitudes towards
teaching in an e-learning environment.

In Malawi, the SROI ratio for changes in the
use of computers/ICT among teachers in the
short term was approximately 4:1, meaning

for every dollar invested, approximately four
dollars’ worth of value was created in the short
term. The SROI ratios resulting from changes

in attitudes towards teaching and changes in
teaching practice due to COL’s intervention were
lower, at 3:1. This means that for every dollar

invested, approximately three dollars of value
was created in the short term. In the medium
term, the SROI ratio for computer use increases
to 5:1, and for changes in teaching practice

and attitude it increases to 4:1. The evaluation
results indicate that since the introduction of the
OIS programme in Malawi, COL is perceived
by 87% of teachers as having made a positive
contribution to the use of ICT and computers,
by 80% to changing teachers’ attitudes and by
69% to improving their teaching practice.

In Mozambique, the SROI ratios for changes

in the use of computers/ICT among teachers,
teaching practice and attitudes towards teaching
were 3:1 in the short term. This means that

for every dollar invested towards changes in
computer use, teaching practice and attitudes
towards teaching, approximately three dollars
of value was created in the short term. COL
was perceived by 78% of respondents as having
contributed to the changes in teachers’ use of
computers and by 70% as having contributed to
improvement in teaching practices in general and
improvement in their attitude towards OIS.

In Zambia, the SROI ratio for changes in the
use of computers/ICT among teachers in the
short term was approximately 4:1, meaning for
every dollar invested, approximately four dollars
of value was created in the short term. The SROI
ratio resulting from changes in the teaching
practice and changes in attitudes towards
teaching was 3:1, suggesting that for every dollar
invested, approximately three dollars of value
was created in the short term. The SROI ratio
increases by one percentage point in the medium
term for all the indicators, the highest being 5:1
for improved computer use. COL’s intervention
was perceived by 93% of respondents as having
contributed to changes in teachers’ use of
computers, by 80% to improvement in teaching
practices in general and by 74% to improving
their attitude towards teaching in an OIS
environment.



CONTRIBUTION TO TEACHERS’ PERFORMANCE

Belize, Malawi and Zambia had SROI ratios of
3:1 in the short term, meaning that for every
CAD 1 invested in these countries, approximately
CAD 3 of value was created in the short term.
The SROI ratios for Mozambique and Trinidad
and Tobago are higher, at 4:1, suggesting that
for every dollar invested in improving teachers’
performance, approximately four dollars of value
was created in the short term. The SROI in

the medium term increases by one percentage
point in all countries, suggesting that investing
on a short-term basis is the most viable option
for COL. COL’s intervention was perceived

as having contributed to teachers’ improved
performance by 76% of respondents in Belize,
79% in Malawi, 88% in Mozambique, 92% in
Trinidad and Tobago and 81% in Zambia. These
results show that COL’s financial contribution
translated to boosting functional, high-
performing e-learning systems at a time when the
entire world is adapting to e-learning due to the
Covid-19 pandemic.

CONCLUSION AND RECOMMENDATIONS

COL’s financial investment into activities that
delivered positive outcomes for beneficiaries in
Phase 1 and Phase 2 of the OIS programme can
be judged as a worthwhile investment, as shown
by the positive cumulative net present value
(NPV) at the end of the simulation period and
a very quick payback period of five years. We
therefore recommend the following:

1. All countries yield a positive SROI in terms
of COL’s support in the start-up activities in
Phase 1. The results are desirable and offer
good value for money for COL, justifying a
case for continued funding.

2. The SROI ratios in the medium term (ten
years) are positive but not significantly higher
than in the short-term period.

3. The findings of this review should be used to
lobby the respective ministries of education
to provide increased financial support for
the OIS programmes in all COL-supported
countries. There is also scope for building
upon the existing country programmes to
expand access to secondary schooling in all
five countries, which should result in even
greater cost-efficiency through economies of
scale.

4. We recommend an NPV approach in SROI
analysis for any future cost-benefit analysis.
It allows for benefits beyond the economic
sphere of value, accounting for those aspects
of social value that cannot always be expressed
in financial (monetary) terms (Social Value
UK, 2012, pp. 67-68; Whelan, 2015).

5. The impact of Notesmaster — a free
e-learning platform for OER — is very
noticeable, hence they should continue
updating the online platform, which should
be accompanied by refresher training.

6. As countries move to Phase 2, partnership
agreements between COL and local
implementing institutions should specify the
types of data that will need to be provided to
facilitate efficient monitoring and evaluation.
If this is done at the planning stage, it will
enable partners and/or national governments
to put in place the systems required to collect,
compile and report relevant information
consistently.

7. Lastly, COL should devise a standardised
means of recording basic data on workshops
or other activities it supports financially,
including standardised, quantitative feedback
trom participants about their perceptions of
the outcomes.



The open schooling (OS) portfolio of the
Commonwealth of Learning (COL) seeks to
assist governments and /or institutions to address
the needs of out-of-school children (OOSC) as
well as youths and adults in need of a second
opportunity to complete schooling or improve
their schooling outcomes (Commonwealth

of Learning, 2021). COL has introduced the
OS concept in Asia, Africa, the Caribbean and
the Pacific. OS uses unconventional teaching
methods and information and communications
technologies (ICT) to bridge the gap between
educators and learners when they are physically
separated.

Between 2012 and 2015, COL financed a series
of interventions to support the establishment

of open schools in Vanuatu and Belize, and a
social return on investment (SROI) study was
undertaken for this initiative. In the period
2016-2019, COL worked with ministries of
education and other organisations to refine the
OS model using digital resources and platforms.
The new Open/Innovative Schooling (OIS)
model was introduced in Belize and Vanuatu,

as well as Mozambique, Malawi, Trinidad and
Tobago, and Zambia. Being in the last year of
its 2015-2021 strategic plan, COL sought to
compare the costs and outcomes of the two
models/approaches (OS versus OIS). It was
agreed during the inception meeting for this
evaluation that the scope of the value-for-money
evaluation would be the six countries where
OIS is currently being rolled out. Three of the
countries are in Africa, with similar contextual
challenges, two are island countries, with slightly
different challenges, and one is land based but a
member of the Caribbean community. COL is
interested in understanding how these contextual

differences impacted the cost-benefit analysis,
and the results of this evaluation will help COL
to make informed choices about the proposed
balance of its activities in the new strategic
planning period, which started in July 2021.

The core features of the OIS model are openness
and flexibility, not simply the provision of
distance learning. Curricula used by OIS can
also be contextualised and diversified to suit

the needs of different specific beneficiaries. The
use of appropriate ICT has meant that OIS is
accessible to the intended beneficiaries and has
enabled further teaching and learning. Formerly,
the bulk of COL’s activities and expenditures
were on work in the area of extension/outreach
education programmes using open and distance
learning (ODL) (Phalachandra & Abeywardena,
2016). COL was able to report on numbers of
teachers trained, numbers of resources created,
numbers of resources shared, and so on.
However, with the 2015-2021 strategic plan,
COL made a move away from an input—-outputs
model towards an inputs-outcomes,/impact
model. There was a perceived need to revisit
COL’s theory of change (ToC) and model of OS
provision accordingly. This resulted in a swing
towards a greater proportion of the budget and
time being allocated to more intensive work.
COL also believes that for OS to have a scaled
impact, the support of education ministries is
required. The new OIS model was adopted with
this in mind.

The most significant shift in OS was inspired
by the open educational resources (OER)
movement, which promises to address some
of the most difficult educational challenges.
The operational model of the OIS programme
consists of building the capacity of teachers



to develop and use curriculum-based OER,
managing the use of the developed e-content
and ensuring the sustainability of the eLearning
platform — whether online through Notesmaster
— a free e-learning platform for OER platform
— or offline through COL’s Aptus device. The
OIS model focuses on the deployment of Aptus
to reach communities with limited or no Internet
access. The Aptus is a low-cost device that allows
educators and learners to connect to digital
learning platforms and content without the need
for grid electricity or Internet access. This mini-
PC is powered by a battery that can be recharged
via grid power or solar charger, as needed. It can
host up to 64 GB of educational content and
facilitate interactive, virtual learning anywhere—
whether in a remote rural village or on a vast
university campus (COL, 2018, p. 2).

The eLearning platform offers broader access

to flexible teaching and learning opportunities
for out-of-school youths as well as adults both
in and out of school. The four prerequisites for
the success of OIS are: well-trained teachers,
quality learning resources, appropriate use of
technology and good management of schools/
support centres. The OER created can be used
to complement day-school provision to improve
retention and throughput, and can also be used
to provide support for OOSC and youths, using
the blended or online teaching and learning
approach.

1.1 Overview of the new OIS model

Open schooling has been successfully introduced
in Asia, Africa, the Caribbean and the Pacific

to complement, or as an alternative to, the
conventional school system. COL defines

OS as “the physical separation of the school-
level learner from the teacher, and the use of
unconventional teaching methodologies and
information and communications technologies
to bridge the separation” (COL, 2013). Open/
innovative schooling (OIS) can be provided

by standalone, independent distance education
institutions, can be managed by a specific
directorate in the education ministry, or can be
offered by a university.

Since the core features of OIS are openness

and flexibility, there is no single perfect model

— countries will need to develop a model that
best fits their context. OIS provides structured
teaching and learning opportunities using a range
of flexible approaches based on open and distance
learning. Schools delivering teaching and learning
via OIS are in some countries called “open
schools” and in others “evening schools.” The
name may vary depending on the context. The
distinguishing features of OIS are that its method
and approach to delivery, to services and to the
learners it serves differ from those of structured,
mainstream school systems.

OIS institutions can be after-hours schools
hosted in mainstream schools with the same

or specifically assigned teachers. Classes can be
predominantly face-to-face or a combination of
face-to-face and distance learning. OIS can also
be in the form of a distance programme with
contact sessions offered in learning centres at set
intervals. For the present evaluation, the purpose
and core principles of OIS are important, not
the specific format or name given to the type of
programme.

As an alternative to mainstream schooling, OIS
can address more educational needs through an
expanded curriculum. It can provide different,
more adult-relevant learning experiences for older
students who never had a chance to complete
their formal education at the school level, or a
more vocational-oriented programme for out-of-
school youths. As a complementary system, OIS
can offer the same curriculum to children and
youths who, for a variety of reasons, have not
been a part of the formal, classroom-based school
system. OIS has no age restrictions and can
diversity its curriculum to respond to the needs of



its target group. For out-of-school youths, open
schooling can be an equalizer for enabling access
to educational opportunities.

1.2 Theory of Change (ToC) for the
OIS programme

The new OIS model embraces the use of ODL
approaches to create learning pathways back into
schooling. In addition, it seeks to strengthen
traditional day-school provision by making
curriculum-based digital OER available and

Figurve 1. OIS theory of change.
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training teachers in their use to help improve
retention, pass rates and progression so that fewer
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are understood to produce a series of results

that contribute to achieving the final intended
impacts. The ToC for the COL OIS programme
is displayed in Figure 1. The ToC states that if
OIS schools are performing well, the learners
will improve their performance and acquire the
necessary skills for sustainable livelihoods.
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The OIS Programme’s goal is to reduce the
numbers of out of-school children, including
girls, give youths and adults without formal
schooling a second chance to complete their
schooling and, at the same time, empower the
citizenry with knowledge and skills needed to
improve their lives and contribute to sustainable

opportunities. The programme is implemented
in a phased approach, comprising four phases,
as shown in Figure 2. It is important for

the education ministries in the participating
countries to take ownership of the programme,
as COL will exit slowly towards Phase 3 (COL
communication, 15/03,/2021).

national development (COL communication,
5 March 2001). OIS is a supplementary or
complementary model of schooling that uses

1.3 OIS programme model

The OIS programme model is illustrated in

a range of flexible approaches based on ODL Figure 2.
to provide structured teaching and learning
Figure 2. The Open/Innovative Schooling model.
PHASE 1 PHASE 2 PHASE 3 PHASE 4
EXPAND E-LEARNING SYSTEMIC
E-LEARNING CENTRES IMPLEMENTATION
CURRICULUM CENTRES Principals BY MINISTRY OF
DEVELOPMENT Principals Teachers GENERAL EDUCATION

Teachers
Aptus

TRAINING CENTRES

MANAGEMENT
TRAINING

Training teachers Aptus

ADDITIONAL CONTENT
DEVELOPMENT

MANAGEMENT
TRAINING

e-learning content

Accessible and flexible
quality e-learning through
open and mainstream
schooling

TECHNOLOGY/
APTUS

m Development Preparation Implementation Scale
Service Independent/Support/
Dependent Transfer/Support e A Support
. . Decreased funding/ Self-funded/
coL Funding/Support Funding/Support Support Support

Source: COL communication (15/03/2021).
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1.3.1 PHASE 1: CURRICULUM DEVELOPMENT
AND CAPACITY BUILDING

The first phase of the COL OIS programme
involves curriculum and content development.
This essentially involves writing curriculum
content and uploading it onto a learning
management system (LMS), and in the present
study, countries used the Notesmaster platform
(COL Communication, dated 15th March).
This phase focuses on training expert teachers to
develop curriculum content in the appropriate
e-learning content format. The expert teachers
are oriented on how the LMS hosts the OER
they develop, which are also made available
offline through the low-cost technology device,
the Aptus. This device allows educators and
learners who may have challenges with electricity
supply and internet connectivity to connect to
digital learning platforms and content (COL
communication, 5 March 2001).

In Belize, the immediate outcome at the close
of Phase 1 was a significant increase in the
availability of online resources. The transition
to Phase 2 and subsequent measurement and
evaluation of the implementation will determine
the impact these resources have on raising
standards, improving retention and outcomes,
and meeting the overall goals of the programme
(Notesmaster, 2019a).

For example, teachers in Malawi developed a
bank of OER for use in OIS schools. They set a
target of 2,200 resources in 11 subjects (Malawi—
OIS Baseline Report, 2019, unpublished). In
fact, more than 5,000 resources were created.
Due to the Covid-19 pandemic, the resources
were being used by the Ministry of Education

in all schools, even though the formal pilot had
not started when this report was being written.
In the meantime, the Ministry of Education has
developed a monitoring and evaluation (M&E)
framework to inform further development of the
model in Phases 2, 3 and 4 and to inform scaling

up of the model in other contexts (Malawi-OIS
Baseline Report, 2019). In Phase 2, Malawi’s
pilot with 15 open secondary schools will run for
two years.

In contrast, the schooling system in Vanuatu

was rocked by a series of pandemic and climate
challenges in 2020-21, and the system was
closed for much of the period. This brought all
OIS activities in that country to a halt and meant
that it was not possible to involve Vanuatu in this
study. It is noted, however, that Vanuatu was also
supported to develop curriculum-based OER,
received training in M&E for a pilot and also
received 15 Aptus devices and training in how

to use them (Louw, 2020). Vanuatu is therefore
geared to launch a Phase 2 pilot when the
situation there normalises.

1.3.2 PHASE 2: PILOT IN 15-20 SCHOOLS/
CENTRES

Out of the six countries participating in the
programme, Mozambique and Zambia had
reached Phase 2 by the time of writing this
report. Phase 2 focuses on the creation of

OIS centres, the training of managers in the
management of e-learning centres, and the
training of teachers in the use of the OER
developed in Phase 1. In addition, this phase
includes enrolling learners in centres, uploading
developed content on the Aptus, and training
teachers in how to use the Notesmaster platform
(COL communication, 15 March 2021).

In Mozambique, 15 schools were identified

as OIS support centres through the ministry’s
Institute for Distance Education. These schools
span the entire country. Each school has an
Aptus device with an offline version of the
curriculum-based OER. Training in Aptus use
was offered in several in-country workshops,
conducted in Portuguese.

In Zambia, the Ministry of General Education
identified 15 e-learning centres and five ordinary



schools (for a controlled comparison) in three
provinces: Lusaka, Central and Copperbelt.
Aptus devices were allocated to the identified
e-learning centres, as per an existing plan
(Government of Zambia, 2020). A total of 30
teachers had been trained in the use of Aptus and
the LMS (South African Institute for Distance
Education, 2019).

1.3.3 PHASE 3: EXPANSION OF THE
PROGRAMME/CENTRES THROUGHOUT THE
COUNTRY

This phase represents an expansion of the
programme through the development of
additional content for more subjects and grade
levels as well as the establishment of additional
e-learning centres across the participating
countries. Further training of e-learning centre
managers and teachers is also part of this phase.

In Zambia, Phase 3 of the project will involve
the expansion of the e-learning centres to

all provinces in the country (Government

of Zambia, 2020). Additional principals and
teachers will have to be trained and extra Aptus
devices procured. Furthermore, the programme
will be expanded to include senior secondary
education, and some vocational education
courses will be developed and added. The
documents supplied by the rest of the countries
did not include plans for Phases 3 and 4.

1.3.4 PHASE 4: SCALING UP

The goal of the OIS model is to provide access to
quality secondary education through e-learning
to all who need it. It is envisaged that in Phase

4, the OIS programme will be stable and be
contributing to achieving the long-term goals

of increasing access to education for OOSC and
enhancing the provision of quality education. In
this phase, the use of technology will have been
strengthened, thereby facilitating learning and
improving the digital literacy of both teachers and
learners. Zambia’s Ministry of General Education,
through its Directorate of Distance Education, is

already working towards this goal, with significant
additional teacher training happening.

2.1 Country-specific interventions

The following section provides an overview
of the OIS Programme in Belize, Malawi,
Mozambique, Trinidad and Tobago, and
Zambia.

2.1.1 BELIZE

In Belize, COL is working with the Ministry

of Education, Youth, Sports and Culture
(MOEYSC) so that OIS can be expanded to

11 evening division schools (COL, 2018a).

To this end, COL offered a workshop on OIS
management and policy for evening division
schools and TVET institutes (COL, 2018a).

As in the other countries mentioned below,
COL assisted with the development of OER
content for school subjects, and a capacity-
building workshop for staft was held for this
purpose (COL, 2018a). Some 1,407 OER were
developed during this process. In December
2018, a study tour was arranged for a ministerial
delegation from Belize, during which three
distance education schools and the Ministry of
Education in British Columbia, Canada, were
visited (COL, 2020a). The study tour aimed to
broaden knowledge of OS in Canada as well as
to strengthen the international community of
OS practitioners (COL, 2020a). Like all of the
country partners, Belize has shared some of the
OER that have been created for wide use during
school closures due to Covid-19. The piloting of
English and Mathematics core content is a key
activity that will happen later in 2021. There are
ongoing discussions with the MOEYSC in Belize
regarding an M&E strategy for the OIS model in
the country (COL, 2020a).



2.1.2 MALAWI

In Malawi, COL works with the Malawi College
of Distance Education (MCDE), which reports
to the Ministry of Education, Science and
Technology (MOEST). Malawi has developed a
record number of 5,080 curriculum-based OER
by providing support to 29 content writers. In
2017, COL held a workshop on OS management
for 35 senior staff members from open schools in
the southern region of Malawi. Notesmaster was
contracted to support staft training and content
development, resulting in 14 staff members
being trained and OER being developed for 12
subjects (COL, 2018b). In November 2018,

a memorandum of understanding (MOU) was
signed between COL and the MOEST to begin
implementation of the OIS model in Malawi.
The MCDE was appointed as the implementing
agency (COL, 2020b). An M&E strategy was
developed in June 2019, and a cascade model
of M&E training is planned for centre managers
and co-ordinators involved in the pilot (COL,
2020Db). Statistics from other organisations, such
as UNICEEF, indicate that 17,434 users accessed
the Notesmaster platform between 26 January
2017 and 26 April 2021. While the Notesmaster
Foundation has supported the expanded use

of OER and related online teaching support,
there has been a need to redevelop much of

the content for use offline on Aptus. Training

in April 2021 enabled piloting to start in June
2021.

2.1.3 MOZAMBIQUE

Mozambique typically uses a platoon system,
with morning and afternoon classes, through
the Institute for Distance Education (INED).
The country’s educational provision was framed
around the dual model, since most existing
secondary schools offer both conventional

and distance learning options. In 2017,

a framework for implementing OIS was
developed, and 18 literacy teachers as well as

three district technicians were trained (COL,
2018c¢). Training in the development of OER
for five school subjects took place over ten
months, commencing in March 2017, with 33
participants involved in a range of workshops
over this period (COL, 2018c¢). Implementation
of OIS began in August 2018 among 15

pilot schools. Further workshops were held in
December 2018 to develop learning resources
and in December 2019 to finalise the content,
pedagogical model, and learner support (COL,
2020c¢). The workshops focused on developing
the skills of tutors and learning centre managers
to enhance their tutoring of students enrolled

in the PESD (Secondary Education by Distance
Education) programme. Topics covered included
pedagogical strategies to support active learning
through the integration of technology supported
by the Aptus device. INED reports growing

use of the OER content (1,759 resources)

by teachers and learners involved in platoon
teaching. INED, together with COL, developed
an M&E strategy for implementation of the OIS
model in the 15 pilot schools (COL, 2020c¢). A
recent first report for a tracer study on progress
indicates that between 2018 and 2021, 15,675
learners (7,633 of them female) were supported
though OIS, with 6,895 learners (3,253 of them
female) passing one or more subjects (INED,
2021). In addition, for the last three years, these
15 schools have also supported open scholars.

2.1.4 TRINIDAD AND TOBAGO

In Trinidad and Tobago, COL works with the
Ministry of Education. The Matelot Innovative
Community Open School was opened in
November 2015 in Matelot, Trinidad. The
school focuses on developing practical skills,
especially for the fishing industry, amongst
out-of-school youths. The initiative was made
possible through a partnership between the
Catholic Education Board of Management, the
Caribbean Fisheries Training and Development
Institute and COL (COL, 2018d). Twenty



students formed part of the first graduating
cohort in April 2017 (COL, 2018d). In February
2017, 24 technical personnel were trained to use
Aptus. COL and the Ministry of Education then
signed an MOU related to the new OIS model,
and content development for the OIS pilot in the
country began. Further training for 36 teachers
in developing ICT-integrated lessons took place
in February 2019 (COL, 2020d). Curriculum-
based OER are being rolled out online with
support from the Notesmaster Foundation and
UNICEF, with 2,547 resources having been
developed by June 2020. However, the online
roll-out is primarily focused on supporting
remote teaching of day scholars (COL, 2020d).

2.1.5 ZAMBIA

In Zambia, COL works with the Directorate of
Distance Education in the Ministry of General
Education; the directorate oversees the Zambian
College of Open and Distance Education
(COL, 2018t). Blended learning, involving a
combination of face-to-face instruction and
e-learning, is promoted. Workshops for teaching
staff on developing digital OER for 13 school
subjects commenced in May 2017 and lasted for
ten months (COL, 2018f). This resulted in the
development of over 3,000 curriculum-based
OER (MOGE, 2019). After this, Phase 2 began
in 2019, including setting up Open Schooling

Table 1. Brief status of the countries in the sample

e-Learning Centres and training personnel in

the management of e-learning centres. COL
provided training workshops for managers and
teachers, who then cascaded what they had learnt
to other staff in the OIS centres that would run
the pilot (COL, n.d.c).

Zambia piloted OIS in 20 centres, 15 offering
secondary education through e-learning and five
control schools, using the OER to complement
and supplement mainstream teaching and
learning. The OIS project reached 800-900 OS
learners. Ways in which COL’s Aptus device,
which enables access to digital resources offline,
could be used to promote and support effective
learning were also explored to cater for areas with
limited Internet connectivity. An M&E strategy
and baseline study were currently in development
in 2020, and a tracer study for the first cohort
of learners was recently initiated. By the end of
Phase 1, a total of 23 curriculum developers had
authored 2,861 resources, some of which were
uploaded onto the Aptus and later delivered to
the 15 OIS and five control schools. To quality
assure the resources, a system approach was
used to create a team of reviewers in April 2019.
During the pilot, balance was struck between
authoring content for an online environment
and an Aptus environment (Republic of Zambia
Ministry of General Education, 2019).

Phase 1 completed. OER content being used to support remote teaching online.

Phase 1 completed. Training for Phase 2 has taken place, but the pandemic and a series of

Belize Phase 1almost completed. Training planned for Phase 2.
Malawi Phase 1 completed. Training planned for Phase 2.
Mozambique Phase 1 completed. Phase 2 in progress.

Trinidad and Tobago

LB natural disasters has prevented implementation.
Zambia

Phase 1 completed. Phase 2 in progress. Planning and training for Phase 3 in progress.



In line with the Terms of Reference, this
evaluation focused on the cost of COL’s
investments in the OIS programme in six
countries between 2016 and 2019, and the
benefits that resulted due to the intervention.
The focus countries are Belize, Malawi,
Mozambique, Trinidad and Tobago, Vanuatu
and Zambia. The evaluation involved a desktop
document review, a cost-benefit analysis in the
form of social return on investments, and semi-
structured online surveys. The following section
outlines the three evaluation approaches used.

1. JET identified and compiled costs incurred
by COL, including development or set-up
costs, operational costs and M&E costs.

In addition, costs incurred by development
partners while implementing project activities
were compiled. This involved review and
analysis of existing project plans, country
reports and activity reports. It was impossible
to obtain costs from implementing partners in
the different countries in the sample. Indirect
costs (especially staff time devoted to the
project that could have been used for other
things) were not compiled, as it would be
difficult to assign proxy monetary values to
these.

2. JET reviewed and carried out a
comparative and thematic analysis of
research reports obtained from the
COL website. The analysis resulted
in a comparative narrative of country-
specific approaches to the use of OER
and OIS implementation and revealed
which approaches work. This information
further guided the semi-structured survey
questionnaires, which were designed to
measure the perceived social and economic

benefits of the COL programme in these
countries.

3. JET identified “other” costs, including
any costs incurred by the ultimate
beneficiaries of the project, political
costs, costs associated with peripheral or
unintended project impacts, and the costs
of any envisaged scaling-up of activities
after the project’s completion. A review
of statements of expenditure from COL
and partner bodies was done. This entailed
compilation of the overall costs incurred by
COL while implementing the OIS model in
the six countries into an Excel sheet for ease
of calculation. A template for populating the
financial data was sent to key contacts on 16
March 2021. The total costs calculated in
this exercise were used to establish a basis
for estimating the monetary value of wider
project impacts for inclusion in the SROI
analysis.

To facilitate access to financial reports from
governments and partners such as UNESCO
and others, COL drafted an introductory letter
during the week of 22-26 March, explaining
the purpose of the evaluation and the data

that would be required. Following this, virtual
meetings were held with COL and key contacts
from all six countries.

3.1 Social return on investment
analysis

SROI is a cost—benefit analysis with a strong
focus on measuring economic and social impacts
that are difficult to quantify and monetise. SROI
investigates benefits in relation to the social,
environmental and economic outcomes of



developmental interventions (New Economics The following table provides a summary of the
Foundation, 2008; Social Value UK, 2012, p.71). SROI approach used in this evaluation.

Table 2. SROI steps

Stage 1: Establishing
scope and identifying key
stakeholders

Stage 2: Mapping outcomes

Stage 3: Generating
evidence of outcomes

Stage 4: Establishing
impact

Stage 5: Calculating the
SROI

Stage 6: Reporting

3.2 Online surveys

This SROI analysis was conducted “to identify
the range of benefits (many of which are
impossible to monetise) that accrue[d] to
students and teachers” (Du Vivier, 2016, p. 16)
who participated in the COL OIS programmes in
the five countries able to participate. The SROI
method looked not only for returns generated

by COL but also for what social value had been

The first stage entailed establishing clear boundaries about what the SROI analysis would
cover, who would be involved in the process and how. The units of analysis would be the
students participating in OIS. COL indicated that its new strategic plan would start from
July 2021 and that the current study should focus specifically on the OIS model; hence, the
evaluation period would be 2017 (when the first agreement for the implementation of OIS
was signed) to 2019/20, depending on the availability of financial data in ministries.

The most critical stage in SROI, Stage 2, was based on the theory of change and entailed
creating an impact map that provides an account of how COL took in resources (inputs)
to do its work (activities), which led to direct results (outputs) and longer-term results
(outcomes). The impact map also detailed how each metric in the analysis would be
measured, and the data sources.

Stage 3 entailed developing outcome indicators, collecting data on outcomes, establishing
how long outcomes last and placing a value on those outcomes.

Having collected evidence on outcomes and monetised them, those aspects of change
that would have happened anyway or were a result of other factors were eliminated from
consideration.

This entailed comparing the investment inputs, which are the total direct and indirect costs
incurred by COL, governments and all partners, with the benefits accrued in the form of
earnings or improved competencies to which a monetary value could be assigned. The
following formula was applied:

SROI Ratio = Present Value (Benefits)/Value of Inputs (Costs)

These monetary results were triangulated with the survey results to provide a holistic
picture of the social values as reflected by the outcomes.

Reporting entails sharing the findings with COL, verifying the accuracy of the findings,
responding to any concerns arising, and verifying the final report.

students as well as communities). In this study,
the direct costs were known and expressed in
monetary terms, but the benefits may have been
subjective and difficult to quantify for monetary
conversion. Furthermore, the financial returns
calculations likely underestimated the true
social value created by the COL programme.

As asserted by the New Economics Foundation
(NEF), “It is always preterable, where possible,
to blend subjective (or self-reported) and

created for the stakeholder groups (teachers and



objective indicators that complement each
other” (NEF, 2008, p. 24). Hence, surveys
were used to complement the monetary analysis,
and the survey results were used to deduce the
perceived economic and social impacts on the
beneficiaries’ lives. Two online, semi-structured
questionnaires (teacher survey and student
survey) were distributed to key COL contacts in
the five countries. The questionnaires for each
of the five survey locations were customised to
include details specific to that country. Staff and
student survey instruments that had been used
for the value for money analysis of COL OS in
Vanuatu and Belize in 2016 (Du Vivier, 2016)
were adapted. The lists of teachers and learners
to be surveyed were obtained from the key COL
contacts.

Challenges experienced with data collection
included low response rates across the five
countries for the teacher survey and no responses
for the student survey, as most countries were
still in Phase 1; in addition, the key contacts did
not have contact details for the users of online
materials, due to Covid. For Mozambique,

the questionnaires had to be translated into
Portuguese. The key contacts sent the online
questionnaires (in the form of Google forms)
to the teachers who had participated in content
development and to others who had joined

the initiative at a later stage. This created a
limitation, as some of the questions did not
apply to those who had joined later. It was

also difficult to collect data from students in
Belize and Malawi, as these countries had not
yet rolled out the pilot project and had just
developed OER. In Belize, the survey response
rate was further affected by the industrial

action that teachers were undertaking when

the survey was circulated.? There was initially

a low response rate from Zambia until, in the
last week of the survey, JET resorted to sending
the online survey link to WhatsApp groups.

2Feedback from COL’s Education Specialist: Open Schooling.

This yielded about 70 responses in three days.
Perhaps complementing online surveys with the
WhatsApp platform is a lesson for future surveys.

The responses from the online surveys provided
insights into COL’s OIS initiatives since 2016.
It must be noted that this report does not
generalise from the results and does not attribute
the identified benefits solely to COL, as other
actors also work with the education ministries in
the various countries. Vanuatu was not included
in the survey due to a category 5 cyclone that
struck the island in April 2020 and caused
widespread destruction, including severe damage
to more than 1,000 schools — drastically
compounding the challenges already faced by
the education system as a result of the Covid-19
crisis (UNICEF, 2020).

3.3 Data management and analysis

Data from the online surveys were captured and
stored in Excel, imported to Stata Statistical
Package Version 16.1, and analysed to produce
descriptive statistics. These were in the form

of tables and graphs, for ease of interpretation.
Wherever possible, the results were discussed
with key contacts from each country, who were
consulted through informal discussions, either
via email or in virtual meetings.



4.1 Teacher survey

In Belize, the sample consisted of 31 teachers
from the Adult and Continuing Education
schools of Belize who attended e-learning
capacity-building workshops in 2017 at the
Institute for Technical and Vocational Education
and Training (ITVET) campus in Belize City.
The Malawi teacher survey sample consisted of
21 participants who had taken part in the initial
training workshop in 2019. In Mozambique,
some of the 41 participants who took part in the
survey were not those who had participated in
the initial (Phase 1) workshops but instead were
new teachers. Zambia had the highest number of
teachers respond (n = 75); some had participated
in initial training and others had not, which
affected responses on their perceptions of training
workshops. Trinidad and Tobago provided only
student data (n = 301), which we could not
compare with any of the countries that provided
teacher data. Zambia had the highest number of
respondents, but most had not participated in the
initial phase of content development.

The number of respondents provides an insight
into the magnitude of responses, which will
assist in interpreting the data in the sections
that follow. It should also be noted that while
the survey aimed to obtain responses from
teachers who had participated in Phase 1 of
the intervention — content development —
responses were also received from teachers who
had joined later. This generated a limitation in
the analysis, as these teachers could not answer
some of the questions and chose to be neutral,
which may have skewed the results.

4.1.1 DEMOGRAPHIC CHARACTERISTICS OF
THE SAMPLE

The following figures provide the gender, age
and Internet use profiles of teachers or, in the
case of Trinidad and Tobago, of students. This
graph — and, in fact, all of the report’s graphs —
does not represent a comparative analysis, as the
data are mutually exclusive because each country
is at a different stage of OIS implementation and
experiences context-specific conditions that may
not be comparable.

Figure 3. Country sample vepresentation by gender.
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4.1.1.1 SAMPLE BY GENDER

It must be noted that “COL supports the
institutional capacity of its partner institutions
to mainstream gender equality in the planning,
development, and monitoring and evaluation
of learning programmes (COL, n.d.b).” Figure

4 shows a positive approach to gender equality

in Belize, Trinidad and Tobago, and Zambia

in terms of female survey participants (51.6%,
94.7% and 87.4%, respectively), compared to the
proportion of female participants in Mozambique
(26%) and Malawi (30%).

Figure 4. Country sample vepresentation by age group.
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4.1.1.2 AGE GROUPS OF RESPONDENTS

More respondents in most countries were aged
30-39 years (relatively young professionals).

In Belize, Mozambique and Zambia, this was
followed by those aged 4049 years. Malawi had
a different age group pattern, with almost equal
proportions of those aged 50 above and those
aged 40—49 years, and no teachers aged 20-29
years. Belize had a higher number of teachers
aged 20-29 years, followed by Mozambique and
Zambia. In contrast, the Trinidad and Tobago
sample was dominated by those aged 40 years
and above.
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4.1.1.3 INTERNET ACCESS

Figure 5 indicates that among respondents from
Belize, 100% reported having Internet access

for work. This is perhaps due to the geographic
advantage of Belize compared to Southern
African Development Community (SADC)
countries. In Malawi, 95% of respondents
reported having Internet access; most of the
respondents were teachers, co-ordinators or head
teachers, who primarily accessed the Internet
from their offices. However, having Internet
access does not necessarily translate into effective
implementation of a programme. According to
the World Bank’s most recent Malawi Economic
Monitor, Malawi is characterised by low levels
of access to electricity, high Internet prices,
unpredictable connectivity, high costs of smart
devices, and a lack of digital skills (World Bank,
2021).



Figure 5. Respondents with access to the Internet.
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Figure 6. Frequency with which vespondents accessed the Internet.
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In Mozambique, six out of every ten teachers
reported that they had Internet access (63.4%),
with 36.6% reporting they did not. Discussions
with country key contacts revealed that in
Mozambique’s rural areas, Internet connectivity
is still very slow and bandwidth very poor, which
limits access to Notesmaster’s online content.
Therefore, all videos had to be downloaded

to the Aptus devices to be played “locally.” In
Zambia, a major challenge reported during
Phases 1 and 2 was unprogrammed load-
shedding, which hampered the use of the Aptus
devices. Some schools rarely had power during
the day, making it impossible to deliver the
programme effectively. However, the findings
indicate that most of those problems were

18

Belize

Trinidad & Tobago

o Always

overcome, as 95% of the teachers surveyed
reported that they had access to the Internet,
which is core to digital OER development as
well as online learning. Zambia had the highest
proportion of respondents reporting that they
generally always used the Internet for work,
while Malawi (31%) had the highest proportion
of those who “sometimes” used the Internet for
work, followed by Mozambique (23.1%) and
Zambia (18.1%).

Malawi and Mozambique would be best off
pursuing the offline Aptus approach, while
Zambia could use online platforms and Aptus
in rural areas where electricity is problematic.
As Phase 2 begins in June 2021, there is a
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need to consider Internet access and electricity e gender mainstreaming workshops

for charging the Aptus devices in the selected o .
. . . * monitoring and mentoring
schools in Malawi and Mozambique, as they are

mostly in rural areas. * ongoing support (provided by

4.1.2 TEACHERS’ PERCEPTIONS OF THE Notesmaster)

IMPACT OF COL'S INITIAL SUPPORT e online content workshops

The evaluation sought to determine the impact e buddy system (pairing COL staff and

of COL’s initial support on building capacity teachers during curriculum development,
for lmplcmentlng OIS. SurVCy rcspondcnts Supporting one another and Sharing
were asked to rate the impact of various workloads)

support activities on their understanding of, o
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negative. The following section reports on

4.1.2.1 BELIZE: TEACHERS’ RATINGS OF THE

the results. Since different countries were at IMPACT OF COL’S SUPPORT ACTIVITIES

different stages of implementation at the time

of the survey, the results should be interpreted The following figures show the teachers’

with caution, as some teachers who responded perceptions of the support activities COL

may not have participated in all the activities. provided in Phase 1. Again, not all teachers

Moreover, in Trinidad and Tobago, no teacher who responded participated in the initial

data were collected for this section. The activities programme activities, so significant proportions

respondents were asked to rate were: of respondents answered “neutral” to some
questions.

Figure 7. Ratings of the impact of COL’s support activities: Belize.
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Figure 7 indicates that the largest proportion
of respondents in Belize ranked the workshop
on costs and financing of OIS as positive
(76.2%) in terms of largely contributing to their
understanding of, attitude towards and skills for
working in an OIS programme. Less than 20%
were uncertain of this activity’s impact, while
9.5% refuted its impact.

The activity rated as positive by the second-
largest proportion of respondents was the buddy
system between teachers or staff (75%), although
more than a quarter (27.3%) were not certain
whether this activity had an impact, while very
few (9.1%) felt this activity had no impact on
their performance in working with the OIS
programme. Some schools had not been part of
the OIS initiative in Phase 1, but the survey was
sent to all schools broadly, which may explain
why some activities were rated positively by fewer
respondents.

The activity rated as positive by the third-
largest proportion of respondents was ongoing
monitoring and mentoring by Notesmaster?
(72%), with 24% who were uncertain (doubtful)
about the impact, and very few who thought this
activity had no impact. A Notesmaster workshop
on online content had the fourth-largest
proportion of respondents who ranked this
activity as positive, with 18.5% being uncertain
about its impact and 11.1% feeling this activity
had made no difference to them in terms of
teaching.

The three activities ranked positively by the
smallest numbers of respondents were study visits
(63.6%), workshops on gender mainstreaming
(52.4%) and ongoing support from Notesmaster
(48%), suggesting that COL needs to put more
effort and funding into these three activities.

The fact that high proportions of teachers were

3Notesmaster was contracted by the MOEYSC to train and to
provide technical feedback. The ministry had the final say on
curriculum matters.

neutral about the impact of study visits (27.3%),
support from Notesmaster (40%) and workshops
on gender mainstreaming (33.3%) suggests the
responding teachers may not have participated in
those activities.

Additionally, it is possible that teachers
misinterpreted what was meant by study visits.
Teachers did not physically travel elsewhere to
other institutions for study visits but attended
content-writing workshops organised by the
Technical Working Group, which brought
teachers together in a central location. Only

a small delegation from the MOEYSC was
involved in a study visit to open schools in
Vancouver. Gender mainstreaming may have
received a low rating because there was only one
gender mainstreaming workshop in 2016 and
none held thereafter. However, gender equality
is integral to all of COL’s work, and teachers are
often reminded to bear gender mainstreaming in
mind when writing resources and are provided
with ongoing support in this regard from
Notesmaster.

4.1.2.2 MALAWI: TEACHERS’ RATINGS OF THE
IMPACT OF COL SUPPORT ACTIVITIES

In May 2017, a workshop was held in Malawi
on management training for OIS. The workshop
aimed to provide information on OIS and
empower participants to convey the core content
of the workshop to colleagues in their work
environment. Handouts were provided, and
participants were made familiar with the COL
website.

The following figure shows how respondents
ranked the impact of the Phase 1 support
activities provided by COL between 2017
and 2019 on their ability to understand and
implement OIS.



Figure 8. Ratings of the impact of COL’s support activities: Malaws.
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Figure 8 indicates that the majority of teachers
who were initially trained in the pilot phase of
the COL programme in Malawi overwhelmingly
felt the activities had a positive impact on their
ability to understand and implement OIS. Nine
out of ten respondents (90%) reported that

the workshops on costs and financing of open
schools had an impact on their understanding
and skills development for working in OIS. More
than eight out of every ten (82.4%) indicated
that the buddy system had had a positive impact,
while fewer (17.4%) were uncertain whether this
activity had made a difference. All teachers in

the sample felt that study visits, ongoing support
from Notesmaster and ongoing monitoring

and mentoring had largely contributed to their
understanding of the programme. Lastly, all
teachers reported that workshops on online

60% 80% 100%

= Neither positive nor negative

content by Notesmaster and workshops on
gender also had largely contributed to their
understanding of OIS. These results indicate

that COL’s initial support in terms of Phase 1
activities was viewed as having had a significant
impact on the teachers’ understanding of the OIS
programme.

4.1.2.3 MOZAMBIQUE: TEACHERS’ RATINGS OF
THE IMPACT OF COL’S SUPPORT ACTIVITIES

Mozambique launched Phase 2 of the OIS
initiative in August 2018 through INED. Most
respondents from Mozambique rated COL’s
support activities generally positively, as shown
in Figure 9. The figure indicates a few areas that
need attention as the country moves to Phase 3,
which entails an expansion of the programme /
centres throughout the country.
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Figure 9. Ratings of the impact of COL’s support activities: Mozambique.

Gender Mainstreaming 7.7
Monitoring & Mentoring 66.7

Ongoing Support 69.7
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Buddy System 72.7

Study Visit 53.6
Costs & Financing 67.7
0% 20% 40%
W Positive  m Neutral ~ m Negative

Figure 9 indicates that the most respondents
rated workshops on gender mainstreaming
(72.7%), the buddy system between staft (72.7%)
and workshops on online content conducted

by Notesmaster (71.9%) as having a positive
impact on their ability to understand and
implement OIS. Notably, the largest proportion
of respondents in Mozambique rated gender
mainstreaming as positive; this was also the
largest proportion of respondents across all

the countries that rated gender mainstreaming
as positive. The workshops included gender
equity definitions and challenges relating to
gender in teaching and learning. The report

on the workshop held in Mozambique in June
2017 indicates that teachers involved in the

OIS programme were more aware of gender
mainstreaming issues and had made attempts

to change their teaching practices (INED et al.,
2018).

The next-largest proportion of respondents rated
ongoing support from Notesmaster staft (69.7%)
as positive, with 18.2% of respondents uncertain

whether this support made a difference, and
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12.1% teeling the ongoing support had no
impact. This was followed by the workshop

on costs and financing of open schools, rated
as positive by 67.7% of respondents, and then
ongoing monitoring and mentoring, rated
positively by 66.7% of respondents. Perhaps
these two aspects need to be strengthened as
the country moves into Phase 3, by conducting
refresher workshops on costs and financing and
allocating more funds to ongoing monitoring
and mentorship by Notesmaster and INED
officials. The smaller proportion of respondents
rating ongoing monitoring and mentoring as
positive may suggest that the teachers directly
involved are not sharing their skills. Study visits
were rated as having a positive impact by only
53.6% of respondents, with 21.4% uncertain
whether study visits had had an impact and
25.0% viewing them as having had no impact.
It was noted during virtual discussions with
key contacts that study visits to other countries
had not been undertaken, so these ratings may
refer to workshops in Maputo that participants
travelled to from their duty stations.
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4.1.2.4 ZAMBIA: TEACHERS’ RATINGS OF THE
IMPACT OF COL’S SUPPORT ACTIVITIES

The following figure shows teachers’ perceptions
of the Phase 1 activities aimed at enabling
teachers to understand and implement the OIS

programme. When interpreting the results, it
should be noted that Zambia launched Phase 2
of the OIS initiative in August 2019, so it is at an
advanced stage of implementation compared to
Belize and Malawi.

Figure 10. Ratings of the impact of COL support activities: Zambia.

Gender Mainstreaming 68.8

Monitoring & Mentoring
Ongoing Support
Online Content Workshop

Buddy System 79.6

Study Visit 72.9

Costs & Financing 78.3
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Figure 10 indicates that in Zambia, the largest
proportion of respondents rated the workshop
on online content conducted by Notesmaster
(94.4%) and ongoing support from Notesmaster
staff (90.3%) as having a positive impact. The
Notesmaster platform was also used during
school closures in Zambia, and teachers from
Kabwe Secondary School began implementing
their online teaching programme using
Notesmaster; 116 learners were enrolled in

the live lessons featured on Notesmaster, with
teachers conducting the lessons using their
resources. The third-largest proportion of
respondents (88.1%) rated ongoing monitoring
and mentoring as having a positive impact,
although 11.9% were not sure whether this
intervention had an impact. Next, 78.3% of
the teachers felt that workshops on costs and
financing of open schools had had a positive

196.7

90.3 -
94.4 1.4
5.6
6.3

60% 80% 100%

impact, with relatively few participants (17.4%)
being uncertain whether these workshops

had had an impact, while less than 5% felt the
workshops had not had an impact. Perhaps
refresher sessions are needed as the country
moves into the next phase. The initial workshops
were quite significant in terms of establishing a
good basis for OIS in Zambia, as the programme
is now in Phase 3. Furthermore, 72.9% of
teachers and other COL staft rated the study
visits as having a positive impact, while 20.8%
were neutral about the impact. The study

visits involved Ministry of General Education
(MOGE) officials engaging with a working OIS
system in selected schools outside their area
(COL & MOGE, 2021). As the country moves
to Phase 3 of the programme, perhaps more such
engagements should be undertaken. Eight out of
every ten (79.6%) teachers felt the buddy system
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between staff had a positive impact, while a few
respondents (14.8%) seemed uncertain and only
5.6% felt it had no impact.

Gender mainstreaming was viewed as having a
positive impact by the smallest proportion of
respondents (68.6%). Over one fifth (22.9%)
were not sure whether the workshops had had
an impact or not, and less than 10% felt that
workshops on gender mainstreaming had had
no impact on their knowledge of and skills in
OIS. Between 19 and 21 June 2019, working
with the MOGE, COL organised a workshop on
the management of open schooling in Zambia.
Overall, 25 participants attended the workshop,
eight females and 17 males. Issues of gender
equity and how technology can be used to
mainstream girls and females in education were
discussed quite extensively on the third day.

4.1.3 TEACHER’S PERCEPTIONS OF THE
IMPACT OF THE COL PROGRAMME ON
LEARNERS

As indicated in Section 1, at the time of this
evaluation, only Zambia and Mozambique had
rolled out Phase 2 of the OIS programme, which
focuses on the creation of OIS centres and the
training of managers of OIS centres and teachers
in the use of OER and Aptus devices. Phase 2
also includes enrolling learners in centres, so the
results of the survey on teachers’ perceptions of
the impact of the OIS programme and the switch
to online OER on learners in Belize and Malawi
should be interpreted as teachers’ perceptions

of how the OIS might impact learners, and not

a report on the actual impact. Teachers were
asked whether they agreed, were neutral or
disagreed regarding statements about the impact
of the effects of the switch to online OER. Note
that as indicated at the beginning of Section

4.1, in Trinidad and Tobago, the survey was
administered to learners but not teachers.

4.1.3.1 BELIZE: IMPACT ON LEARNERS OF THE
SWITCH TO ONLINE OER

In Belize, whilst the immediate outcome at the
close of Phase 1 was a significant increase in

the availability of online resources, the Phase

2 implementation strategy will determine the
impact of the programme on learners in terms
of raising standards, improving retention and
increasing outcomes. In Phase 1, the given
target for the authoring of OER was exceeded,
and many resources that are freely accessible

to all stakeholders were produced. Given the
current climate of Covid-19 restrictions, the
online materials developed have indirectly
benefited learners during non-contact lessons
during lockdowns. However, Belize has not

yet started to formally pilot the resources for
learners’ use. The learner impact/feedback
from this evaluation is limited largely to learners
who accessed the OER that were shared by the
MOEYSC during the Covid-19 pandemic due to
there being a need for online materials.



Figure 11. Teachers’ views on the impact of online OER on learners, Belize.
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Figure 11 indicates that three quarters (75.9%)
of teachers in this study agreed the introduction
of online OER materials would lead to students
feeling more confident when using computers
and the Internet. A fifth of the teachers (20.7%)
were not sure whether students would feel

more confident, and very few teachers (3.5%)
felt students would not gain confidence from
switching over to using online study materials.
Six out of every ten teachers (63.3%) believed
that due to COL’s intervention, students would
find it easy to understand how to use and
interact with the digital OER materials, 23.3%
were uncertain about this (23.3%), while 13.3%
did not believe this was true. Another 63.3% of
teachers felt that using digital materials would fit
in well with the way students like to learn, 23.3%
were uncertain about this, and fewer (13.3%)
did not agree that the COL intervention would
benefit learners in this respect.

Nearly six teachers out of 10 (57.1%) believed
that using digital OER materials would

improve the students’ performance in their final
examinations, 28.6% were uncertain about this,
while 14.3% felt that using digital OER materials
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would not improve the students’ performance.
The relatively low proportion of teachers who
felt OER materials would benefit students is a
matter of concern and should be looked into
by the MOEYSC to find ways of improving
teachers’ perceptions of using OER.

More than four out of ten teachers (44.8%)
believed that introducing digital OER materials
would lead to students being more motivated,
a similar proportion were neutral on this, and
10.3% disagreed and felt students would not be
motivated by the introduction of digital OER.
Less than half (39.5%) of teachers agreed that
introducing digital OER materials would result
in students spending less time on their studies
than before, 42.9% were neutral on this, while
less than 20% disagreed with this.

Almost four out of ten teachers (39.3%) believed
that students would be reluctant to tell others
that they were using digital OER materials,
42.8% were not sure whether the students would
be reluctant or not, and few (17.9%) perceived
that students would be reluctant to tell others.
When asked whether students would probably
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feel more isolated from other students when
using digital OER, 37.9% agreed, 34.9% neutral,
and 27.6% disagreed.

A significant proportion (34.5%) also felt that
using digital OER materials would make it

more difficult for students to learn, 27.6%

were uncertain, while 37.9% disagreed. These
results suggest there is no general consensus on
whether OER materials would be a challenge for
students, so this is an issue to be considered for
improvement.

When asked whether it would be difficult for
students to access online study materials, 34.5%
teachers agreed, 41.4% were uncertain, and

24 .1% felt that students would be able to access
online materials easily. Three out of 10 (30%)
teachers agreed that digital OER materials were

flexible for students, 23.3% felt they were not
flexible, and a relatively high proportion (46.7%)
were uncertain if the materials were flexible or
not.

4.1.3.2 MALAWI: IMPACT ON LEARNERS OF THE
SWITCH TO ONLINE OER

Between nine and 12 out of 20 teachers
responded to these questions. The proportion
of uncertainty is large (34%) because Malawi
was still in Phase 1 at the time of the evaluation,
and most teachers did not have the experience
required to answer the questions. It is known
that although the project only began to be
piloted in June 2021, over 27,000 digital OER
had been downloaded due to the MOEST,
making the OER available for all learners during
the Covid-19 pandemic.

Figure 12. Teachers’ views on the impact of online OER on learners, Malawi.
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Regarding the impact on learners of the
switchover to using online study materials/
resources, the highest proportions of
respondents were in agreement that using digital
materials would fit in well with the way students
like to learn (91%), would improve the students’
performance in final examinations (81.2%), and
would lead to students feeling more confident
when using computers and the Internet (77.8%),
although a fifth of respondents seemed uncertain
of the impact on learners’ confidence when using
computers. By the time of this evaluation, the
Notesmaster platform was being redesigned to
make finding resources easier.

The proportion of respondents who agreed

that students would find it easy to understand
how to use and interact with digital materials
was 60%, with 20% being uncertain that this
would be the case and 20% disagreeing. The
next highest proportion of respondents (54%)
telt that students would be more motivated
because of the OIS intervention, while 18.2%
telt students could be demotivated, probably due
to difficulties with accessing materials due to the
unaffordability of data bundles.

Half the respondents agreed that digital OER
materials are flexible for students to work with
(50%), although a significant proportion were
uncertain about this (41.6%), while less than 10%
believed the materials were not flexible. Half of
the respondents (50%) also expressed concern
that it would be difficult for students to get
access to study materials if they were available
only online, and 40% were not sure whether

this would be true. Further results indicate that
33.3% of respondents agreed that using digital
OER materials would make it more difficult

for students to learn, 33.3% were uncertain
whether this would be true, while another 33.3%
disagreed. Some respondents were of the view
that students would be reluctant to tell others
that they were using digital OER materials

(33.3%), with a greater proportion (66.6%) of
respondents being uncertain about this aspect.

The proportion of respondents who agreed that
students would spend less time on their studies
when using digital OER materials was 30%,
while another 30% felt they would spend more
time due to the OIS intervention. Only 11.1%
believed students would feel more isolated from
other students when using digital OER materials,
while over half (55.6%) were uncertain whether
that would be the case, and a third disagreed.
This could nevertheless be a matter of concern,
especially in the Covid-19 era, when mental
health issues are being dealt with among youths,
with a rise in Covid-19 related suicide cases
recorded last year (Voice of America, 2020).
The fact that only 10% of respondents felt OER
materials would be easy to access suggests that
this programme has challenges in terms of
making materials accessible in Malawi, especially
with low Internet uptake and high Internet

costs.
4.1.3.3 MOZAMBIQUE: IMPACT ON LEARNERS OF
THE SWITCH TO ONLINE OER

The National Institute for Distance Education
(2019) report indicates that during Phase 2, the
OER produced were made available and freely
accessible to all Mozambican citizens on the
Notesmaster platform and on Aptus devices.
However, the COL key contacts indicated that
the evaluation was conducted during the Covid
pandemic, and there had been no or very few
contact classes since 2020. Teachers participating
in the OIS programme as well as those outside
the initiative all used the same OER, resulting
in increased use of technology in schools. For
secondary schools, a platform is available where
teachers and students can download content.*

4See www.mined.gov.mz and www.ined.gov.mz.
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Figure 13. Teachers’ views on the impact of online OER on learners, Mozambique.
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Figure 13 provides evidence that teachers

feel the COL programme has had an impact

on learners’ outcomes. A large proportion
(87.8%) of respondents agreed that using digital
OER materials would improve the students’
performance in their final examinations. A large
proportion (78.1%) of respondents agreed that
students had been more motivated since the
introduction of digital OER materials. Three
quarters (75%) of the respondents felt that using
digital materials fits in well with the way students
like to learn, and 74.4% of respondents felt the
introduction of online OER has led to students
feeling more confident when using computers
and the Internet.

Furthermore, 73.2% of respondents believed
students find it easy to understand how to

use and interact with digital OER materials,
although 15-20% were uncertain about this.
The respondents also agreed that digital OER
materials are flexible for students to work with
(61%), although 29.3% felt they were not
flexible and 9.8% were uncertain. Four out of 10
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respondents felt that it is difficult for students

to access online study materials (46.2%), and
43.9% felt that since the introduction of digital
OER, students were spending less time on their
studies, in contrast to the 36.6% of respondents
who disagreed. In addition, 40% of respondents
agreed that students are reluctant to tell

others they are using digital OER, and 36.6%
believed students feel more isolated from other
students when using digital OER. Reluctance

to communicate about OER with others and
isolation were cited as barriers to the success of
the OIS programme by three to four out of ten
teachers, and these results suggest that perhaps
there is a need to look into ways of incorporating
mental health into the programme to counteract
the isolating effects of the Covid-19 pandemic.

While 39% of respondents agreed that using
online OER makes learning more difficult for
students, 51.2% disagreed. Challenges students
face when accessing and using online OER, as
cited by INED (2018), include lack of or poor
Internet connectivity, high cost of Internet
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access, work overload for OER developers, and
lack of reviewers of the OER produced (reliance
on a few trained OER producers). On the positive
side, 28.2% of respondents believed that access to

online material was easy, while 25% were uncertain.

These results should inform ways of making
online materials more easily accessible. Discussions
with key contacts revealed that some students

say OIS takes more of their time, as they wait for
teachers to recommend what they should do, what
materials they need to read and understand, and

when to do the activities and self-evaluations.

4..3.4 ZAMBIA: IMPACT ON LEARNERS OF THE
SWITCH TO ONLINE OER

The following figure provides highlights of
teachers’ perceptions of the COL intervention
on learners. The high proportion of those who
neither agreed nor disagreed with statements
about the impact on learners of using OER

is due to the respondents who had not
participated in Phase 1 (initial) activities.

Figure 14. Teachers’ views on the impact of online OER on learners, Zambia.
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Figure 14 indicates that an overwhelming
proportion of respondents (94.5%) felt that using
digital OER materials would improve students’
performance in their final examinations. This is
good news for COL and the MOGE. Further
results indicate that 86.8% agreed that using
digital materials fits in well with the way students
like to learn, a noteworthy positive finding
under Covid-19 conditions, which require non-
contact learning when infection rates are high.
Few respondents (10.5%) were unsure whether
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using digital materials fits in well with the way
students like to learn, while 2.6% disagreed. A
large proportion (86.84%) of respondents also
agreed that since the introduction of digital OER
materials, students are more motivated to study,
a positive finding, considering some students
may have been demotivated due to the closing
and reopening of schools due to Covid-19
lockdowns. Only a small proportion (12.2%)

of respondents were not sure whether OER
materials motivate students to study.
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A large proportion (77.3%) of respondents
agreed that students find it easy to understand
how to use and interact with digital OER, while
fewer (16%) were uncertain, and very few (6.7%)
felt otherwise. The perception that it may be
difficult for students to understand and use
digital materials is a programmatic issue that
Notesmaster and the ministry should address by
improving on the existing modes of OER use.
Respondents also generally agreed that since the
introduction of digital OER materials, students
had felt more confident when using computers
and the Internet (75.9%). Less than 20% were
not sure about this, while 5.4% disagreed.
Furthermore, 48% of the respondents agreed
that it is difficult for students to access study
materials if they are only available online, 21.9%
were uncertain, while 30.1% did not agree. The
perception that access to online study materials is
limited to those who have access to the Internet
should be addressed as the country moves into
the next phase. However, a major challenge cited
in one of the COL-Zambia reports has been
unprogrammed load-shedding, which hampers
the use of the Aptus device. Furthermore, some
schools rarely have power during the day, making
it difficult for learners to access study materials
(South African Institute for Distance Education,
2019).

Some teachers (22.5%) agreed that students
are reluctant to tell others they are using
digital OER; 29.6% were not sure, while 47.9%
disagreed. These results suggest that a greater
proportion of respondents felt students were
not reluctant to share information about digital
OER. Nonetheless, it is in COL’s interest to
improve communication about OER among

users through Notesmaster. While 22.4% of
respondents felt that since the introduction of
digital OER, students spend less time on their
studies than before, 41.8% were not sure, while
35.8% disagreed.

A fifth (21.1%) of respondents agreed that
students could feel isolated from other students
when using digital OER, 33.8% were not sure,
and 45.1% disagreed. The belief that the use of
digital OER isolates students is a programmatic
issue that needs to be addressed, especially from
a mental health perspective during the Covid-19
pandemic.

Only 18.1% of respondents agreed that using
digital OER makes it more difficult for students
to learn, while 58.3% disagreed, and 23.6%
were not sure. Finally, while a small proportion
(11.1%) of respondents agreed that digital
OER are not flexible for students, more than
half (56.9%) of the respondents disagreed with
this assertion, and 31.9% were uncertain. This
is a programmatic aspect that can be improved
through Notesmaster.

4.1.3.5 TRINIDAD AND TOBAGO: IMPACT ON
LEARNERS OF THE SWITCH TO ONLINE OER

As indicated at the start of Section 4.1, for
Trinidad and Tobago, only learners were
surveyed. The following table provides results
from the learners’ survey.



Figure 15. Learners’ views on the impact of the switchover to using online OER, Trinidad

and Tobago.
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In Trinidad and Tobago, 77.7% of learners
agreed they had felt more confident when

using computers and the Internet since the
introduction of digital OER at school, compared
to few who were uncertain (17.3%) or disagreed
(5%). The respondents further agreed that

using digital OER materials will improve their
performance in final examinations (73.4%), with
21.6% being uncertain about this and very few
(5%) disagreeing. A large proportion of learners
(70.1%) confirmed that they find it easy to
understand how to use and interact with digital
OER, while a quarter (21.3%) were unsure of
this, and a few (8.6%) disagreed.

Of the learners who responded to the survey,
58.1% agreed that using digital OER fits in well
with the way they like to learn. Half (50.8%)
agreed that they feel motivated to study. The
results also show that significant proportions

of students were uncertain about these aspects
(31.6% and 39.5%, respectively), and smaller
proportions (10.3% and 9.7%, respectively)
disagreed.
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40% 60% 80% 100%

M Disagree

While very few (15.2%) respondents indicated
that they felt isolated from other students when
using digital OER at home or online, 57.8% did
not feel isolated, while 26.9% were uncertain.
Only 14.0% of respondents agreed that digital
OER are not flexible to work with, while 55.8%
disagreed and 30.2% were uncertain. Further,
only 12.6% of respondents agreed that it is
difficult for them to access digital OER if they are
available online only, while a fifth (23.3%) were
uncertain of this and 64.1% disagreed.

Only 10.3% of respondents confirmed that they
were spending less time on their studies since
the introduction of digital OER. Half (51.5%)
disagreed, and 38.2% were uncertain. Very few
(7.6%) respondents agreed that OER makes it
more difficult to learn, with most disagreeing
and a few (19.3%) being uncertain. Finally, the
results show that only 6.0% of learners agreed
they were reluctant to tell others that they were
using digital OER and/or studying online; a
large proportion (79.1%) indicated they were not
reluctant to share this information, while 15%
were uncertain.
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Figure 16 provides learners’ perceptions on the and the management of learning centres in
effectiveness of the digital and online materials Trinidad and Tobago.

Figure 16. Leavners’ pevceptions about the effectiveness of the digital and online
materials and the management of the learning centves, Trinidad and Tobago.

50%
40%
30%
20%

10%

0%

Digital or online learning materials Learning centres in offering you Management of the learning
the resources centre(s)

Not at all effective  m Slightly effective B Moderately effective B Very effective Extremely effective

4.1.3.6 LEARNER’S RESPONSES ABOUT THE materials and support, while another 40.9% felt
EFFECTIVENESS OF THE OIS PROGRAMME the centres were moderately effective in this
regard. Very few respondents felt the centres
were only slightly effective (11%) or not at all
effective (4.3%). Further results indicate that
respondents largely perceived the management

Figure 16 indicates that 51.8% of learners felt
that the digital or online learning materials

had been effective in facilitating learning, and
39.9% felt they had been moderately effective.

This leaves a very small proportion (8.4%) of of the learning centre(s) in which they were

enrolled as being very effective (46.8%) or
moderately effective (40.5%). Very few indicated
the management of these learning centres was
not effective (12.6%).

respondents who felt the online materials were
not particularly effective. With respect to the
learning centres, 43.9% of the respondents felt
these were effective in offering them online
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Figure 17. Leavners’ pevceptions of theiv use of digital ov online leavning matevials, Trinidad
and Tobago.

Excellent Poor

o)
10% \ [ 3%

Fair
14%

Good
43%

Figure 17 depicts learners’ overall satisfaction their use as excellent. Few (14%) felt their use of
with their use of digital or online learning online or digital learning materials was fair, and
materials: 43% rated their use as good, while only 3% felt it was poor.

30% rated their use as very good, and 10% rated

Figure 18. Learners’ pevceptions of the relevance of content cveated by the teachers, Trinidad and
Tobayo.

Not at all relevant
Slightly relevant
6%

2%
Extremely relevant
7% \

| Moderately relevant

31%

R

Figure 18 indicates that 54% of the respondents  felt that the content was moderately relevant,
felt the content created by the teachers in the while 6% felt it was slightly relevant, and 2% felt
OIS initiative was very relevant, and 7% felt it it was not relevant at all.

was extremely relevant. Three out of ten (31%)
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4.1.4 TEACHER’S PERCEPTIONS OF THE
IMPACT OF THE COL PROGRAMME ON THEIR
USE OF COMPUTERS AND ICT

This section provides data on teachers’
perceptions of how the introduction of OIS has

changed their use of computers and ICT. Again,
no data were available for Trinidad and Tobago.

4.1.4.1 BELIZE: CHANGES IN TEACHERS’ USE OF
COMPUTERS AND ICT

Table 3. Teachers’ pevceptions of the changes in theiv use of computevs and ICT, Belize.

Use of computers and ICT

My proficiency in using common n 25
applications (for example, MS Word)

has improved. %

| now feel more confident when using a e
computer and the Internet. % 86.7%
| now know how to develop online n 29
learning materials for my students. % 93.5%
| now feel confident when using a n 21
learning management system, such as

Notesmaster. %

| now have a greater appreciation of n 27
the potential uses and limitations of

e-learning. %

The largest proportion of teachers (93.5%)
agreed that they now know how to develop
online learning materials for their students.

The second largest proportion (87.1%) agreed
that they now have a greater appreciation of

the potential uses and limitations of e-learning.
The third-ranked proportion was the 86.7%
who agreed they now feel more confident

when using a computer and the Internet, while
13.3% disagreed. In addition, 83.3% felt their
proficiency in using common applications (for
example, MS Word) had improved. The smallest
proportion (72.4%) of teachers agreed that

they now feel confident when using a learning
management system, such as Notesmaster; 20.7%
were not sure of this, and 6.9% indicated that
they do not feel confident. This is an area that

83.3%

72.4%

87.1%

5 0 30
16.7% 0.0% 100.0%
4 0 30
13.3% 0.0% 100.0%
1 1 31

3.2% 3.2% 100.0%
6 2 29
20.7% 6.9% 100.0%
3 1 31

9.7% 3.2% 100.0%

Notesmaster should look into in consultation
with the MOEYSC so that teachers’ confidence
can be increased.

4.1.4.2 MALAWI: CHANGES IN TEACHERS’ USE OF
COMPUTERS AND ICT

In Malawi, open secondary schools use the
infrastructure of conventional secondary schools.
Fifteen schools with no access to conventional
schooling have been supported by the provision
of Aptus technology (Malawi Ministry of
Education, 2021; The Nation, 2021). The
approach is to ensure self-learning through the
use of self-instructional materials developed by
MCDE.



Table 4. Teachers’ pevceptions of the changes in their use of computers and ICT, Malaw:

Use of computers and ICT

My proficiency in using common n 13 4 1 18
applications (for example, MS Word) has

improved. % 72% 22% 6% 100%

| now feel more confident when using a n e 2 v 4
computer and the Internet. % 833% 1% 5.7% 100%

| now know how to develop online learning n 16 ! 0 L
materials for my students. % 94.1% 5.9% 0 100.0%
| now feel confident when using a learning n L 2 g =
management system, such as Notesmaster. % 88.9% 1% 0 100.0%
| now have a greater appreciation of the n 17 ! 0 18
potential uses and limitations of e-learning. % 94.4% 5.6% 0 100.0%

The largest proportion (94.4%) of teachers A large proportion (83.3%) of the teachers

perceived changes in their use of computers and ~ 28F ced that they feel more confident when

ICT, in terms of having a greater appreciation of ~ USing a computer and the Internet, and 72.2%

the potential uses and limitations of e-learning. also believe that their proficiency in using

Furthermore, 94.1% of respondents agreed that common applications (for example, MS Word)
had improved since the introduction of the
OIS programme. A few (6%) doubted their

proficiency in the use of computer applications

they now know how to develop online learning
materials for their students, and 88.9% now feel
confident when using a learning management
system, such as Notesmaster and their confidence in using a computer and the
Internet, which should be an intervention issue

to be improved on in Phase 2.



Table 5. Teachers’ pevceptions of the changes in their use of computers and ICT, Mozambique

Mozambique

My proficiency in using common applications
(for example, MS Word) has improved.

| now feel more confident when using a

computer and the Internet. %

| now know how to develop online learning

materials for my students. %

| now feel confident when using a learning

management system, such as Notesmaster. %

| now have a greater appreciation of the
potential uses and limitations of e-learning.

4.1.4.3 MOZAMBIQUE: CHANGES IN TEACHERS’
USE OF COMPUTERS AND ICT

Table 5 indicates that generally, there have been
changes in teachers’ use of computers and ICT
since the introduction of the OIS programme.
The largest proportion (84.2%) agreed that

they now know how to develop online learning
materials. A large proportion (82.1%) of the
teachers agreed that their proficiency in using
common applications (for example, MS Word)
had improved. Further results show that 79.5%
now feel more confident when using a computer
and the Internet, and the same applies to 73%
of teachers when using a learning management
system, such as Notesmaster. Lastly, 71.1%
agreed that they now have a greater appreciation

32 5 2 39
82.1% 12.8% 5.1% 100.0%
31 5 8 39
79.5% 12.8% 7.7% 100.0%
32 4 2 38
84.2% 10.5% 5.3% 100.0%
27 8 2 37
73% 21.6% 5.4% 100.0%
27 7 4 38
71.1% 18.4% 10.5% 100.0%

of the potential uses and limitations of e-learning.
These results suggest that although teachers are
generally satisfied with their use of computers
and online systems, there is a need for periodic
refresher training on the online e-learning
management system.

4.1.4.4 ZAMBIA: CHANGES IN TEACHERS’ USE OF
COMPUTERS AND ICT

In Zambia, Phase 2 of the programme began

in 2019 with the setting up of Open Schooling
e-Learning Centres and the training of personnel
in the management of e-learning centres.
Teachers’ perceptions of their use of computers
since the introduction of the COL programme
are presented in table 6.



Table 6. Teachers’ pevceptions of the changes in their use of computers and 1CT, Zambin

Zambia

My proficiency in using common applications (for

example, MS Word) has improved. %

| now feel more confident when using a computer

and the Internet. %

| now know how to develop online learning

materials for my students. %

| now feel confident when using a learning

management system, such as Notesmaster. %

| now have a greater appreciation of the potential

uses and limitations of e-learning. %

Table 6 indicates that 89% of teachers
agreed their proficiency in using common
applications (for example, MS Word)

had improved, with few who were either
unsure or disagreed. A similar proportion
agreed that they now feel more confident
when using a computer and the Internet
(89.3%), and now know how to develop
online learning materials for their students
(89.1%). The vast majority of teachers

are now confident when using a learning
management system, such as Notesmaster
(97.3%) and now have a greater appreciation
of the potential uses and limitations of
e-learning (98.7%). This was expected, as
Zambia is ahead of other countries in terms
of implementing the OIS programme.

65 7 1 73
89.0% 9.6% 1.4% 100.0%
67 7 1 75
89.3% 9.3% 1.3% 100.0%
65 7 1 73
89.1% 9.6% 1.4% 100.0%
72 2 0 74
97.3% 2.7% 0.0% 100.0%
73 1 0 74
98.7% 1.4% 0.0% 100.0%

4.1.5 TEACHER’S PERCEPTIONS OF THE
IMPACT OF THE COL PROGRAMME ON THEIR
TEACHING PRACTICES

The driver of the OIS programme model is
the OIS ToC, with its four pillars for change:
teacher training; content development;
use of appropriate technologies; and
management. Improvements in teaching
and learning will lead to better academic
performance by learners and a decrease in
dropout rates. This section reports on the
evaluation findings relating to whether the
introduction of the OIS programme had

a positive impact on teaching practices in
Belize, Malawi, Mozambique and Zambia.



Figure 19. Teachers’ pevceptions of changes in theirv teaching practice, Belize
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4..5.1 BELIZE: CHANGES IN TEACHING
PRACTICE SINCE THE INTRODUCTION OF THE OIS
PROGRAMME

Figure 19 indicates that the vast majority of
teachers (96.8%) felt they now know how to
develop self-instructional materials for their
students. Nine out of every ten respondents also
felt that they now have a greater understanding
of how to facilitate learning (90.3%) and use
more learner-centred methods (90%). Only one
in ten were either unsure or in disagreement
with these three aspects. Half of the respondents
indicated they now spend less time lecturing®
their students (51.7%), 31% were not sure, while
less than 20% said they now spent more time
lecturing since the introduction of OIS. Lastly,
41.4% of respondents felt that their teaching
had not changed since the OIS programme was
introduced, 27.6% felt it had changed, while
31% were not sure whether OIS had changed
their teaching practice. Note it is very likely that

| now know how

to develop self-
instructional materials

for my students

Neutral

5This relates to teaching in class. The OER are meant to be
interactive and allow learners to be more engaged in the classroom,
with teachers acting as facilitators rather than lecturers.

| now use more
learner-centred
methods

| now spend less time
lecturing my students

M Disagreement

some teachers who completed the survey had
not participated in the OIS programme from
the outset, and hence were not in a position to
rate the effect that the programme had had on
the way they teach and the time they spent on
teaching.

4.1.5.2 MALAWI: CHANGES IN TEACHING
PRACTICE SINCE THE INTRODUCTION OF THE OIS
PROGRAMME

In the first year of the OIS programme in
Malawi, it became evident that open schools
were initiated by teachers in conventional
schools, usually to supplement their salaries,

and they would teach in the open school in

the afternoons. They tended to use the same
teaching methods for both, even though the
contact time in the open school model is usually
half of that in the conventional school. This
approach shows that the generally accepted

idea of open schooling does not apply in the
Malawian context. Thus, the definition of OS in
the Malawian context is somewhat different from
those that are generally accepted.
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Figure 20. Teachers’ pevceptions of changes in their teaching practice, Malaws.
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Figure 20 indicates that the vast majority of
teachers (92.9%) agreed they now know how

to develop self-instructional materials for their
students and now use more learner-centred
methods (92.3%). Further, 75% of respondents
agreed they now have a greater understanding of
how to facilitate learning (75%), while the rest
(25%) disagreed or were uncertain. Less than half
(46.2%) of the respondents agreed they still teach
pretty much the same way as they did before,
implying they believe the OIS programme has
not changed their teaching practice, while the
same proportion of respondents felt they were

not teaching the same way as before, implying
they believe they have changed their teaching
practice due to the COL intervention; a few —
less than 10% — were uncertain. Lastly, 36.4% of
respondents agreed that they now spend less time
lecturing students, while 63.6% were uncertain
about this. These results may be because in
Malawi, the OIS programme activities that had
taken place were mainly content development, as
Malawi had not yet progressed to Phase 2 at the
time of the evaluation. The results also indicate
there is a need for COL to redirect more funding
to activities that pertain directly to teaching.
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Figuve 21. Teachers’ pevceptions of changes in theirv teaching practice, Mozambique.
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4.1.5.3 MOZAMBIQUE: CHANGES IN TEACHING
PRACTICE SINCE THE INTRODUCTION OF THE OIS
PROGRAMME

Figure 21 shows generally positive outcomes in
teaching practice since the introduction of the
OIS programme.

Figure 21 indicates that 83.8% of teachers
agreed that since the introduction of the OIS
programme, they now know how to develop selt-
instructional materials for their students, 10.8%
disagreed, while 5.4% were uncertain of this.

| now know how

to develop self-
instructional materials

for my students

= Neutral

82.1%

54% FRYEEA

. T0.8%

I now spend less time
lecturing my students

103% EE

| now use more
learner-centred
methods

H Disagreement

Furthermore, 82.1% of the respondents agreed
they were now able to use more learner-centred
methods and had gained a greater understanding
of how to facilitate learning. Seven out of every
ten (71.8%) respondents agreed they now

spend less time lecturing their students, 12.8%
disagreed with this, and 15.4% were not sure.

A notable proportion (30.8%) of respondents
agreed they were still teaching the same way as
before the introduction of the OIS programme,
while 48.7% disagreed and 20.5% were uncertain.

40
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Figure 22. Teachers’ pevceptions of changes in theirv teaching practice, Zambin.
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4..5.4 ZAMBIA: CHANGES IN TEACHING
PRACTICE SINCE THE INTRODUCTION OF THE OIS
PROGRAMME

Figure 22 indicates that the largest proportion
(90.3%) of the teachers were generally positive
that they now use more learner-centred methods,
while very few (6.9%) were uncertain about

this, and only 2.8% disagreed. Furthermore, a
large proportion (89.2%) of respondents agreed
they now have a greater understanding of how
to facilitate online learning, and 87.8% agreed
they now know how to develop self-instructional
materials for their students, while 10.8% were
uncertain and 1.4% disagreed. Most respondents
(83.8%) also agreed that they now spend less
time lecturing their students, with only 14.7%
being uncertain and 1.5% disagreeing. Half the
respondents (50%) agreed that they still teach
pretty much the same way as they did before

the introduction of the OIS programme, while
30.6% disagreed with this and 19.4% were
uncertain.
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4.1.6 TEACHER’S PERCEPTIONS OF THE
IMPACT OF THE COL PROGRAMME ON THEIR
ATTITUDES TO TEACHING

It is important to gauge the extent of the
changes in teachers’ attitudes towards teaching
due to the OIS programme, to provide a

basis for making informed decisions regarding
the need to adjust, reorient and plan for the
intervention as the countries move into the next
phase of the programme and the programme is
scaled up.

4.1.6.1 BELIZE: CHANGES IN TEACHERS'
ATTITUDES TO TEACHING SINCE THE
INTRODUCTION OF THE OIS PROGRAMME

In Belize, the OIS programme had a slow start,
which was attributable to teachers who felt a
stipend was due for their work. COL agreed
to the provision of a monthly stipend, which
catalysed progress in content authoring; the
greatest progress was made over the summer
holidays in 2019, with writers fulfilling pledges
to “make up for lost time” due to challenging
conditions and the demands of teaching. This
slow start may have a bearing on the current
attitudes of teachers toward the programme.



Figure 23. Teachers’ pevceptions of changes in theiv attitudes toward teaching, Belize.
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In terms of changes in teacher attitudes, 93.5%
of respondents agreed that they plan to continue
their professional development by improving
their understanding of and skills in e-learning.
Eight out of ten (83.9%) agreed they now feel
more enthusiastic and motivated when they
meet with students during their contact sessions,
although 12.9% were uncertain and 3.2%
disagreed. A large proportion of respondents
(80.6%) agreed that they feel more motivated,
with 9.7% being uncertain and the same number
disagreeing. Three in ten teachers (31%) agreed
that compared with before the introduction of
the COL OIS programme, they now have more

| now know how

to develop self-
instructional materials

for my students

I now use more
learner-centred
methods

I now spend less time
lecturing my students

M Disagreement

interactions with other teaching staft, although
24.1% disagreed, while 44.8% were uncertain.
Lastly, only 14.8% of respondents agreed they
telt fed up because their conditions of work

and employment terms had changed since the
introduction of the OIS programme, while 33.3%
disagreed and 51.9% were uncertain. Note that
these results could be skewed because teachers
participating in the survey had not all been
engaged in the project from the outset; hence,
the results are not entirely an accurate reflection
of the teachers who participated in the project
from the beginning.
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Figure 24. Teachers’ pevceptions of changes in their attitudes toward teaching, Malawi.
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4.1.6.2 MALAWI: CHANGES IN TEACHERS'’
ATTITUDES TO TEACHING SINCE THE
INTRODUCTION OF THE OIS PROGRAMME

Generally, the COL intervention in Malawi
seems to have changed teachers’ attitudes
toward teaching. Most respondents (93.3%)
confirmed that they plan to continue their
professional development by improving their
understanding of and skills in e-learning, and
91.7% agreed they now feel more motivated
in their teaching. Further results indicate that
83.3% of respondents agreed that compared
with before the intervention, they now have

SOCIAL RETURNS ON INVESTMENT ANALYSIS

more interactions with other teaching staft,
with 16.7% being uncertain about this. While
64.3% of respondents indicated that they felt
fed up because of the introduction of the COL
OIS programme, a similar proportion 63.6%
agreed that they now felt more enthusiastic
when they meet with students during contact
classes, although 36.4% disagreed. These results
suggest that there is a need to instil a more
positive mindset among the teachers who felt
fed up and those who felt less enthusiastic. It is
also important to explore the reasons for their
dissatisfaction.
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Figure 25. Teachers’ pevceptions of changes in their attitudes to teaching, Mozambique.
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4.1.6.3 MOZAMBIQUE: CHANGES IN TEACHERS’
ATTITUDES TOWARD TEACHING SINCE THE
INTRODUCTION OF THE OIS PROGRAMME

Nine out of ten teachers (92.3%) plan to
continue their professional development by
improving their understanding of and skills in
e-learning, and 81.5% now feel more motivated
in their teaching. The proportions that disagreed
with or were uncertain of these two aspects

were small. Compared with before, 79% of the

64.1%

15.4%

| feel fed up with
the introduction

79.0%

10:5%) 10.5%

| now feel more
enthusiastic when |
teaching development of OIS meet students during  other teaching staff
contact classes
m Agreement = Neutral H Disagreement

| now have more
interactions with

respondents agreed that they now have more
interactions with other teaching staff, and the
same proportion agreed that they feel more
enthusiastic when they meet with students during
their contact sessions. However, at least 21% of
respondents were either negative or uncertain
about these aspects. Lastly, 64.1% of teachers

did not indicate being fed up with the OIS
programme, 20% felt fed up, and 15.4% were
uncertain.
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Figure 26. Teachers’ pevceptions of changes in theiv attitudes toward teaching, Zambia.
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4.1.6.4 ZAMBIA: CHANGES IN TEACHERS’
ATTITUDES TOWARD TEACHING SINCE THE
INTRODUCTION OF THE OIS PROGRAMME

Figure 26 indicates that almost all (98.7%)

of the teachers agreed they plan to continue
their professional development by improving
their understanding of and skills in e-learning.
Notably, 90.1% of respondents agreed they
now feel more motivated in their teaching,
with less than 10% uncertain about this
statement. More than eight out of every ten
(84.5%) of the respondents agreed they now
feel more enthusiastic when they meet with
students during their contact sessions, 11.3%
were uncertain about this, and very few (4.2%)
indicated they disagreed.

Three quarters (75.7%) of the respondents
indicated that compared with before the
COL OIS intervention, they now have
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more interactions with other teaching staft,
17.1% were uncertain, while very few (7.1%)
disagreed. A small proportion of the teachers
(19.2%) agreed they were fed up because

the introduction of the OIS programme had
changed the terms and conditions of their
employment; however, 53.4% did not agree, and
27 .4% were uncertain. It would be interesting to
find out exactly how their conditions may have
changed.

Generally, the results depict COL’s positive
contribution in enhancing Zambian teachers’
motivation, enthusiasm, and desire to remain in
the teaching profession and continue being part
of the OIS programme. There is, nonetheless,
some room for discussion on how to improve
the programme’s approach to help bring on
board any teachers who feel less motivated.
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4.1.7 TEACHERS’ PERCEPTIONS OF THE
IMPACT OF THE COL OIS PROGRAMME
ACTIVITIES ON THEIR PERFORMANCE

With its new strategic plan, COL made a move
away from an input-outputs model towards an
input—outcomes,/impact model. This resulted
in a swing towards a greater proportion of the
budget and time being allocated to intensive
work, in the belief that OIS would be able to
have a scaled impact only it supported by the

governments (i.e., ministries of education) in
the countries where the programme is being
implemented. COL’s ToC stipulates that if OIS
is performing well, then learners will improve
their performance and acquire the necessary skills
for sustainable livelihoods. Respondents were
required to rate the impact on various aspects,
from good to excellent to poor. This section
provides insights into teachers’ perceptions of
the impact of the COL OIS programme on their
performance.

Figuve 27. Teachers’ pevceptions of the impact of COL programme activities, Belize.

Improvement in learners’ academic performance
Management of open school model -
Technology-enabled learning -

Appropriate use of technology: Aptus
Monitoring and evaluation -

Quality assurance of OER materials

Training in teaching in open education -

0% 20%

m Good to excellent

4..7.1 BELIZE: IMPACT OF COL OIS PROGRAMME
ACTIVITIES

Figure 27 indicates that the largest proportion
(81.5%) of teachers rated the impact of support
for training in technology-enabled learning
(TEL) as good to excellent. More than seven
out of ten (78.6%) respondents felt that the
impact on support for quality assurance of OER
and on training in teaching and learning in
open education was good to excellent. Three
quarters of respondents (75.9%) felt the impact
on support for improved learners’ academic
performance was good to excellent, and 75%

1 Fair, needs improvement

40% 60% 80% 100%

B Poor, needs much improvement

felt the same way about support for M&E of
the implementation of the OIS programme.
Furthermore, 74.1% of respondents felt that

the impact on support for the appropriate use
of technology (Aptus) was good to excellent,
and the impact on the management of the open
school model was rated good to excellent by
67.9% of respondents. Small proportions (11.1%
to 21.4%) of respondents rated the impact of
support for these two programme activities as
“fair, needs improvement.” Very few respondents
rated the impact of any of the activities as “poor,
needs much improvement.”
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4.1.7.2 MALAWI: IMPACT OF COL OIS PROGRAMME
ACTIVITIES

Note that in Malawi, respondents fell into two
categories: those who had developed OER

(MOEST and MCDE staff) and those who had
not (centre co-ordinators and head teachers).
Specific training on the Aptus device for the co-
ordinators and head teachers was ongoing, with
two workshops held by June 2021.

Figure 28. Teachers’ pevceptions of the impact of COL programme activities, Malawi

Improvement in learners’ academic performance

Management of open school model

Technology-enabled learning

Appropriate use of technology: Aptus

Monitoring and evaluation

Quality assurance of OER materials

Training in teaching in open education

(=}

% 20%
 Good to excellent

Most respondents rated the impact of programme
activities as good to excellent. This rating was
given by eight to nine out of ten respondents
about training in teaching and learning in open
education (88.9%); quality assurance of OER
materials (82.4%); monitoring and evaluation

™ Fair, needs improvement

70.6% 519%

82.4%

76.5%

82.4%

82.4% 5.9%

88.9%

40% 60% 80% 100%

W Poor, needs much improvement

(82.4%); and management of the open school
model (82.4%). Furthermore, 76.5% of
respondents rated training in TEL as good to
excellent, and 70.6% gave this rating to both

the appropriate use of technology (Aptus) and
improvement in learners’ academic performance.

Figure 30. Teachers’ pevceptions of the impact of COL programme activities, Zambin

Improvement in learners’ academic performance

Management of open school model

Technology-enabled learning

Appropriate use of technology: Aptus

Monitoring and evaluation

Quality assurance of OER materials

Training in teaching in open education
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m Good to excellent
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4.1.7.3 MOZAMBIQUE: IMPACT OF COL OIS model (87.8%), quality assurance of materials
PROGRAMME ACTIVITIES developed (87.8%), and the appropriate use

of technology Aptus (87.8%) had improved

due to the OIS programme. Also positive were
monitoring and evaluation (85.4%) and training
in TEL (85.4%), although these areas need a bit
more improvement than the rest.

Figure 29 shows that the large majority of
teachers (92.7%) rated the impact of the COL
programme on learners’ academic performance
as good to excellent. Other results show that the
teachers’ training on managing the open school

Figure 29. Teachers’ pevceptions of the impact of COL programme activities, Mozambique.

Improvement in learners’ academic performance 77.5% %.0%
Management of open school model 74.7% 12.7%
Technology-enabled learning 83.1% 5.6%
Appropriate use of technology: Aptus 80.0% 9.3%

Monitoring and evaluation 77.1% ¥.1%

Quality assurance of OER materials 81.4% 5.7%
Training in teaching in open education 90.4% 2.7%
0% 20% 40% 60% 80% 100%
m Good to excellent 1 Fair, needs improvement M Poor, needs much improvement

4.1.7.4 ZAMBIA: IMPACT OF COL OIS PROGRAMME  (83.1%), quality assurance of OER (81.4%) and
ACTIVITIES appropriate use of technology (80%) as good to
excellent. Moreover, over 70% of respondents
rated the impact on improving learners’ academic
performance (77.5%), management of the open
school model (77.5%), and M&E (77.1%) as
excellent.

Figure 30 indicates that the highest proportion
(90.4%) of teachers rated the impact on training
in teaching and learning in open and mainstream
schools as good to excellent, while 80% to

83.4% rated the impact of training in TEL
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4.2 Summary of evaluation
findings

4.2.1 IMPACT ON TEACHERS’ UNDERSTANDING
OF, ATTITUDE TOWARDS AND SKILLS FOR
WORKING IN AN OIS PROGRAMME

In Belize, not all schools that completed surveys
had participated in content development. High
teacher turnover and newer teachers who had
not been part of the initial training meant many
respondents could not judge the impact of the
COL support activities, cost and financing for
OIS, and study visits. It is interesting to note
how the impact of these activities filtered down,
nevertheless. The target of developing 2,520
OER was surpassed in March 2019, with the
writers continuing until January 2021. Further,
the online OER developed were made generally
available due to school closures during Covid-19,
and schools with ICT resources especially can
access these online resources with ease. The
transition from Phase 1 (authoring) to Phase 2
(content rollout) provided an opportunity for
assessing and evaluating the content produced
and the Notesmaster platform for meeting the
overall goals of the programme. The findings
highlight that management sees huge potential
for this programme to be an agent of change in
the OER and ODL communities in Belize.

In Malawi, the evaluation results show that
Malawi is moving in the right direction,
especially with current training and the planned
scaling up of the project countrywide. COL’s
contribution to the OIS programme in terms
of Phase 1 activities is perceived by over 90%

of respondents as having had a positive impact.
It should be noted that Malawi was in Phase 1
of the COL OIS intervention as of June 2021
and had started conducting workshops with
teachers and co-ordinators to provide them with
hands-on experience with the Aptus device. The
Aptus device launched in Malawi has the entire
secondary school curriculum, in the form of

self-instructional e-modules for students (and
teachers) from open secondary schools and
others. These modules are accessible within a
reasonable radius, without the need for Internet
access, which is limited in Malawi (World Bank,
2021).

In Mozambique, the impact of the COL

OIS programme has also been positive. This

is evidenced by the large number of OER
downloaded by programme participants

and others who needed materials during the
Covid-19 pandemic. Substantial investment

has so far been made into the development of
curriculum-based OER on the Notesmaster
platform, and Phase 2 (pilot) was launched in
June 2018. By May 2020, Mozambique had
produced 1,709 OER developed by 20 content
writers, had trained around 520 teachers and had
reached around 7,400 learners. It is encouraging
to note that the Ministry of Education, through
INED, emphasised the need for e-learning
centres in Mozambique to support the success
of distance learners and to ensure that learners
enrolled in distance learning programmes

are on an equal footing with learners in the
conventional education system. By the time of
this evaluation, Mozambique was conducting a
tracer study on teacher and student beneficiaries
of the OIS programme to assess their retention
rates and employment opportunities as a

result of the programme. The programme also
seems to have had a positive impact on gender
mainstreaming in Mozambique. During formal
discussions with key contacts, it was highlighted
that there is an agreement between the Ministry
of Education and COL, and contractual
agreements with consultants to consider gender
mainstreaming in their activities. In addition,
when recruiting students for the programme, the
ministry actively focuses on girls, and the M&E
process monitors their rates.

In Zambia, teachers’ understanding of, attitude
towards and skills for working in an OIS



programme were found to be very positive.
Notably, smaller proportions of respondents
rated the buddy system between staft, workshops
on cost and financing for OIS schools, and
workshops on gender as having a positive impact.
The 75 teachers who participated in the survey
probably need refresher workshops on these
aspects. Key challenges that need addressing,
however, relate to the availability and cost of data
to enable learners to access resources and learn
online. Additional advocacy is also needed to get
more female learners enrolling in open schooling.

4.2.2 MPACT ON LEARNERS OF THE
SWITCHOVER TO USING ONLINE OER

The online review indicated that the online OER
have now been made available to everybody, due
to school closures during Covid-19, and schools
with ICT resources can access these online
resources with ease.

In Belize, the largest proportion of respondents
in Belize ranked the workshop on costs and
financing of OIS and the Buddy System as the
two aspects that largely contributed to their
understanding of, attitude towards and skills

for working in an OIS programme. In 2020,

the MOEYSC approved face-to-face summer
classes from July 2021, a process that will see
Notesmaster platforms being utilised among
other available online platforms (Flowers, 2021).

In Malawi, the Aptus device had not been
rolled out by the time of the evaluation, but
training for the pilot took place in June 2021.
Although learners had not used the OER
developed through the COL intervention
during the evaluation reference period, they had
downloaded materials adapted by the Ministry
of Education. Furthermore, Notesmaster reports
that Malawi had at least 17,335 downloads
between 26 January 2017 and 26 April 2021.
These results are positive steps as the Phase 2
rollout begins, and they set a baseline for future
evaluations. It is also worth noting that 67% of

the Notesmaster platform users were male and
only 33% were female (Notesmaster Gender
Analytics, 2021), which suggests the need to
support greater access for females. It should also
be noted that the open schools in Malawi cater
largely for adults and learners who have not been
selected to attend public schools, an issue that
needs to be addressed if this programme is also
to benefit those who are in public secondary
day schools. The survey results indicate that
there may be a need for teachers to be assisted
to appreciate the difference between OIS and
conventional schooling and to lecture their
learners less when teaching. The more the
teachers understand, the greater will be their
impact on learners’ outcomes.

In Mozambique, schools offer traditional
distance learning through print materials, and
overall results generally point to the COL OIS
initiative’s positive impact on learners, both
targeted (COL pilot) and untargeted (downloads
from the Ministry of Education website during
the Covid-19 pandemic). For thousands of
students in Mozambique, dialling into lessons
online has not been an option; instead, their
teachers come to them on TV (May, 2021).

In Trinidad and Tobago, the OER content
created by the teachers was generally viewed

as relevant by learners who responded to the
survey, while the use of digital or online learning
materials and the management of the centres
were generally viewed as being effective. Most
learners had reliable Internet connections and
were satisfied with the software available to
them. These results provide a positive picture
for the successful scaling up of the programme
at COL’s exit point during Phase 3 in Trinidad
and Tobago. However, it was reported that

by April 2020, about 46,770 students at both
primary and secondary school levels still had
not logged on to portals facilitating online
learning (McKenzie, 2021), indicating the need
tfor advocacy and support if the potential of



digital online learning is to be fully exploited.

In 2020, the Trinidad and Tobago Ministry of
Education started broadcasting lessons/learning
materials and sourced 5,000 devices to equip
some teachers and special-needs pupils for virtual
learning (Douglas, 2020).

In Zambia, the teachers were positive about the
impact of COL’s OIS intervention on learners.
They felt that online OER fit in well with the
way students like to learn, a positive finding for
successful scaling up of the programme at COL’s
exit point during Phase 3.

4.2.3 IMPACT ON CHANGES IN THE USE OF
COMPUTERS AMONG TEACHERS

In Belize, some participants experienced
computer skills challenges and disparities

in their understanding of the Notesmaster
platform and e-learning in general at the start
of the programme (COL-MOEYSC, 2017).

By 2019, a series of workshops had been
conducted to bridge the skills gap in the use

of the Notesmaster e-learning platform for
teaching and learning. Such workshops have
largely contributed to the change in teachers’ use
of computers and related devices noted in this
evaluation. They are now more knowledgeable
about how to develop online learning materials
for students, possess a greater appreciation of the
potential uses and limitations of e-learning, and
have gained confidence when using computers
and the Internet. However, proficiency in

using common applications (for example, MS
Word) and confidence when using an e-learning
management system such as Notesmaster are
areas for improvement as the country moves to
Phase 2.

In Malawi, the results suggest that the COL
intervention has had a positive effect on teachers’
use of computers and related applications,

with 87% of survey respondents agreeing with
this. Notably, teachers have gained confidence,

are motivated and plan to continue with their
professional development as a result of COL’s
ongoing support activities. These results can

be attributed to Phase 1 training of tutors,
content writers and school inspectors in the

use of the Notesmaster e-learning platform.
Access to and improvement in computer use

is motivating teachers, as evidenced by open
schools in Malawi being started by teachers who
see a potential market for them. These teachers
have been negotiating with head teachers and
registering the schools with the MCDE. As

a result, the same teachers who teach in the
conventional school in the morning also teach
in the open schools in the afternoons (MOIS
Baseline Report, 2019). Note that the majority
of teachers who participated in the survey

were those who had participated in the OER
development. There appear to be some gaps
remaining in teachers’ knowledge of computer
applications. In Phase 2, the MCDE has started
conducting refresher sessions, especially for
some teachers or staft who did not participate in
materials development after the initial training.

In Mozambique, 78% of survey respondents
agreed that COL has contributed to changes

in teachers’ use of computers. Generally, the
teachers felt motivated and enthusiastic and liked
their profession, although 64% said they were

ted up with the OIS programme. This has been
attributed to school closures, which also affected
open schooling provision on the Aptus (which
relies on proximity as opposed to being an online
device), as well as to inadequate access of both
learners and teachers to devices and the Internet.
However, most teachers felt their proficiency in
MS Word and other applications had improved,
felt confident when using computers and felt
confident in their ability to develop online
materials. They also had a greater appreciation of
the Notesmaster online platform and agreed they
are now better able to facilitate online learning
and use more learner-centred methods.



In Zambia, the COL intervention was perceived
by 93% of respondents as having contributed

to changes in teachers’ use of computers.
Respondents generally felt their proficiency

in using common applications had improved,
and felt more confident when using computers
and the Internet. They also felt their ability

to develop online learning materials for their
students had improved, as had their confidence
in using an e-learning management system.
However, limited Internet connectivity because
of the high cost of data bundles militates against
the extensive use of online OER. In addition,
frequent load-shedding limits access to digital
content, whether online or offline through
Aptus.

4.2.4 IMPACT ON TEACHING PRACTICE

In Belize, COL was perceived by 84% of
respondents as having contributed to changes in
teachers’ use of computers, by 67% to changes in
their teaching practice, and by 61% to changes in
their attitude towards teaching in an e-learning
environment. Nonetheless, a third of teachers
said they were fed up with the programme, and
half were neutral as to whether it had facilitated
greater understanding of e-learning, knowledge
of OER materials, and use of more learner-
centred methods. In addition, only half of the
respondents confirmed that they spend less

time lecturing or tutoring students, although
using online materials is meant to reduce the
time required to prepare and teach materials.
However, some were early adopters of the new
technologies in the OIS programme and had
spent less time in teaching, while others may
come on board later down the line.

In Malawi, technology-enabled learning has
impacted positively not only on conventional
schools but also on open schooling. The results
show that teachers now believe they know

how to develop self-instructional materials and
use more learner-centred methods. Through

successive workshops, they have gained a greater
understanding of the OIS programme. In June
2021, head teachers from 15 pilot schools

were trained on leading and managing OIS

and the use of the Aptus device. Other results
to note are that many teachers have moved to
online learning, and given adequate access to
Internet connectivity, they may spend much less
time preparing lecturing content. Curriculum-
based digital OER are designed for self-study,
meaning that teachers should be able to spend
less time delivering content and instead focus on
discussions and providing learning support.

In Mozambique, the teachers now know how
to develop self-instructional materials for their
students and use more learner-centred methods,
and they had gained a greater understanding

of how to facilitate learning. They seem to be
proficient in using common applications (for
example, MS Word) and have gained confidence
in using computers. This can be attributed to
successive workshops that were held in the
Phase 2 rollout. In 2018, 30 managers and
tutors from the 15 pilot schools were trained

on the installation and use of the Aptus device.
However, lack of or poor Internet connectivity,
as well as the high cost of data bundles, were
cited as challenges for using computers in OIS.

In Zambia, teachers now use more learner-
centred methods, have a greater understanding
of how to facilitate online learning, and know
how to develop self-instructional materials for
their students. Very few still spend less time
lecturing their students, while half of them still
teach pretty much the same way as they did
before the introduction of the OIS programme.
The results show COL’s positive contribution
towards teaching practice in the OIS programme
in Zambia, as the country moves to the third
phase in 2021.



4.2.5 IMPACT ON TEACHERS’ ATTITUDES
TOWARDS TEACHING

In Belize, most teachers plan to continue with
the programme, and very few said they were

fed up with it. Coupled with motivation and
enthusiasm brought about by the programme,
their attitude towards teaching seems to be
positive. Initially, in Phase 1, both writers and
management worked extremely efficiently
together, identifying potential challenges early
and putting in place the necessary interventions.
Notesmaster reported that team spirit has proven
to be a key component in the achievement of
the targeted outputs, as programme writers were
willing and able to support their colleagues who
were working with larger subject allocations
(Notesmaster, 2021). However, since 2020, less
interaction with other staff is expected to have
occurred, in light of Covid-19 restrictions.

In Malawi, the COL intervention largely
contributed positively to teachers’ motivation,
and they plan to continue their professional
development by improving their understanding
of'and skills in e-learning. The feeling of being
fed up could be attached to the failure to use
the resources they had developed, leading to
frustration. The resources were reworked during
the first three months of 2021 for offline use.
Key contacts explained that some teachers were
discouraged because they had been trained in
2017 and 2018, but it then took significant
time to start using the online content they had
developed. The following comment from a
ministry official offers further insight: “They were
frustrated, reading comments from WhatsApp
groups, where some asked ‘why did you train
us?’” This situation can best be explained by
the Covid-19 pandemic, as contact classes
stopped and the programme itself stalled until
June 2021. Notesmaster also required time to
convert material for offline use on the Aptus,
which was rolled out in June 2021, followed by

training for teachers and co-ordinators on its
implementation.

In Mozambique, teachers were motivated and
enthusiastic to teach as they continue with their
professional development. As a result of the
workshops, they have had increased interaction
with other teachers than in the past, and they
have modified their teaching approach to get
students more engaged in their learning process.
Fewer teachers in Mozambique indicated that
they were fed up with the programme, as they
were already in Phase 2 (pilot) during the
evaluation.

b

In Zambia, COL largely contributed to teachers
positive attitudes towards e-learning, which is
beneficial for other stakeholders who are also
working with the ministry. It is worth noting
that Astria Learning and the Ministry of Higher
Education are working together to provide
portable tablet computers called EduTabs to
colleges and universities. These devices are
designed specifically to enable easy access to
educational materials. Perhaps co-operation
between COL and other stakeholders in digitised
learning resources is needed, to pool resources
and avoid duplication.

4.2.6 IMPROVEMENT IN TEACHER
PERFORMANCE ATTACHED TO COL’S
FINANCIAL INVESTMENT

Notably, Belize had the highest proportion of
teachers who felt the COL intervention had had
no impact on their ability to manage OIS and
to use the Aptus device. This may be because
Belize was still in Phase 1 during the time of
the evaluation. The results suggest that if Aptus
is introduced in Phase 2, there may be uptake.
However, there is a need to then offer training
on the management of OIS schools, as is being
implemented in Malawi, where participants
were trained in how to increase access to digital
resources in the Phase 2 pilot. To ensure that



the content produced by the writers was fully
accessible on the Aptus platform, COL and
Notesmaster issued guidelines on the format of
the resources, with emphasis on simplification
and accessibility.

In Malawi, 79% of respondents attributed the
improvement in performance to the COL
intervention. A positive step is that in June 2021,
the MOEST rolled out Phase 2 using the Aptus
offline digital learning platform. Adult literacy
programmes and primary school children alike
stand to benefit from the same technology, once
adequate materials for secondary education have
been loaded and more units are installed.

Mozambique is poised to launch Phase 3 of
the COL OIS programme and is likely to go
the Aptus route due to its Internet challenges;
this will in part be determined by a tracer study
currently in progress. Teachers reported a

positive impact on their ability to manage open
schools and utilise the Aptus device.

In Zambia, it is quite encouraging that training
on teaching and learning in OIS was almost
saturated, with high uptake of the Aptus digital
platform and TEL. These results showcase that
COL’s financial contribution translated to a
functional, high-performance e-learning system
in Zambia, at a time when the entire world is
adapting to e-learning due to the Covid-19
pandemic. However, the weak support system
of the Zambia College of Distance Education
(ZACODE) and the unavailability of Internet
connectivity in some areas should not be
overlooked if Phase 3 is to be successful.



L& Social Return on Investment Analysis
5 Social Return on Investment Calculations

5.1 COL overall investment

COL budgeted CAD 1,103,582 between 2016
and 2019 to support the Open Schooling
portfolio by assisting governments and /or
institutions to address the needs of out-of-
school children, youths and adults in need of a
second opportunity to either complete schooling
or improve schooling outcomes. The costs
were distributed among the six participating
countries: Belize, Malawi, Mozambique,
Trinidad and Tobago, Vanuatu and Zambia.
The costs were broken down amongst different

partners, such as the ministries of education
in the respective countries. The purpose of
the costs included OER content development
training, translation and advisory services,
management and e-learning training, M&E,
and launching the OIS pilot. The table below
shows the budget allocation for the OIS model.
COL has committed CAD 136,388 in Belize,
CAD 185,348 in Malawi, CAD 293,205 in
Mozambique, CAD 108,593 in Trinidad and
Tobago, CAD 163,582 in Vanuatu and CAD
216,466 in Zambia.

Table 7. COL’s contribution to the OIS model (CAD)

Belize $136,388
Malawi $185,348
Mozambique $293,205
Trinidad and Tobago $108,593
Vanuatu $163,582
Zambia $216,466
TOTAL $1,103,582

Source: COL financials

Common across countries, in line with

the MOU between COL and the relevant
government ministries, the costs were largely
for: content development and the first face-to-
face workshops; support for content developers
in the form of stipends; the development of an
M&E strategy; capacity building in reviewing
and editing resources; the launch of the OIS

pilot; management and e-learning training; and
developing user guides. Malawi, Mozambique,
and Zambia also submitted costs incurred by
their ministries of education. These have not
been included in the analysis, as JET did not
verify these self-reported expenditures, which
could be a duplication of data.
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5.2 Underlying assumptions for
the SROI

The overarching goal of the OIS model is to
broaden access to quality flexible teaching and
learning opportunities for out-of-school and
mainstream children and youths. Based on
the outcomes and impact of the OIS model,
the following assumptions were made when
assigning social values to the SROI:

e Four prerequisites for open/innovative
schools to be successful are well-trained
teachers, quality learning resources,
appropriate use of technology and good
management of centres.

e If OIS schools are performing well, the
learners will improve their performance and
acquire the necessary skills for sustainable
livelihoods.

e Successful learners will either continue their
studies at a post-school level, be employed or
be self-employed.

e This will lead to a decrease in unemployment,
growth in the economy and politically and
socially stable societies.

e In such societies, there will be an increased
interest in schooling from marginalised
groups or from those who have not
completed their schooling. The community
will not only be more empowered but will
also play an instrumental role in supporting
those who want to continue their studies.

* The analysis used the standard discount rate
of 3.5% per annum, which is recommended
by the United Kingdom’s Treasury Green
Book for programmes with a duration of 30
years or less (Du Vivier, 2016). The same
rate was used in the previous COL value for
money evaluation.

5.3 Calculation of the SROI ratio

The analysis involved determining the net
present value (NPV) of benefits derived from
the surveyed beneficiaries in Belize, Malawi,
Mozambique, Trinidad and Tobago, and
Zambia. The NPV analysis was done in a four-
pronged format, first by COL support for
start-up activities and learner outcomes, then

by perceived changes in teaching practice, and
finally by teacher performance. For this analysis,
the financial data from COL were used, as

the costs and benefits were ascertained from
respondents’ perceptions regarding the impact of
COL’s intervention. The NPV analysis simulates
a five-year period, which includes the five-year
period since the inception of the programme,
and inflation rates from the different countries
were used as the discounted rates. This is because
costs and benefits that occur in the future have
less weight attached to them in a cost-benefit
analysis (Smith & Moore, 2010). To account for
this, it is necessary to “discount” or reduce the
value of future costs or benefits to place them on
a par with costs and benefits incurred today.

After the NPV analysis, net SROI ratios were
calculated. As SROI measures the value of the
benefits relative to the costs of achieving those
benefits, a comparison is made of the investment
inputs (which are the programme costs incurred
by COL) and the tangible and social benefits
accrued. In this study, we calculated the net
SROI ratio = NPV of benefits /value of inputs
(i.e., total investment cost). In addition, please
take note that the net SROI ratio calculations
consider only costs and benefits that are
quantifiable in monetary terms. SROI analyses
are presented in the form of a ratio between the
benefits value and initial investment, with both
expressed in monetary terms (SROI Guide,
2021). The following section provides the
monetary value of the benefits in the form of an
SROI ratio, which estimates the value created by
one Canadian dollar, by country.



5.4 Limitations

The SROI is a cost-benefit analysis with a

strong focus on measuring economic, social

and environmental impacts, which are difficult
to quantify and monetise (Lapod, 2020; Maier
et al.,, 2015). In this study, the direct costs of
the COL investment are largely known and
expressed in monetary terms,® but the benefits
(earnings) are subjective and difficult to quantify
for monetary conversion. To mitigate these
limitations, the analysis utilised JET’s survey
results to conceptualise and contextualise the
economic and social impacts on the beneficiaries’
lives. The qualitative evidence provided by the
evaluation provides an insight into the potential
social benefits that the COL intervention is
capable of creating. The monetary benefits of
the programme were derived from multiplying,
and applying a deflating factor to, the percentage
of positive perceptions of impact by the actual
investment costs; hence, they are subjective.

8COL provided the financial data.

Reliability tests in the form of Cronbach’s alpha
(Bonett & Wright, 2015) were conducted on
each question in each scale of measurement, and
the responses that had reliability scores below
0.7 were removed from the computations of
the benefits. This ensured that the results that
inform the monetary benefits have internal
consistency, which is a requirement for any

scale derived from Likert-scale questions.

Most countries did not submit their financial
contributions from their ministries of education,
so the analysis used only the core funding

from COL. Malawi, Mozambique and Zambia
ministries of education had small extra costs, so
our analysis for these countries may be slightly
underestimated, but not significantly.



6 SROI Evidence of Impact

6.1 Impact of COL investment in the benefits that the learners and teachers as
support for start-up activities well as the communities realised due to COL’s
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o 'teac ers unders . 9 ot perceptions (intangible benefits) are multiplied
attitudes toward and skills for by the total costs to support this particular aspect

wo rking in OIS of the programme, to derive a monetary benefit
that will enable an estimate of the ROI. For each

Generally, COL’s contribution to supporting
. . country, the NPV first row shows the ten-year
the initial OIS programme in terms of Phase .
. . . .. value, while the second row shows the five-year
1 activities was perceived as having a positive ) )
. 0 . value. The value generated is the estimated
impact by 90-96% of respondents in the five . i
L .. . amount in Canadian dollars over ten years (first
countries in the study. The positive perceptions

s - row) and five years (second row).
of the programme’s impact are assumed to be

Table 8. Estimated benefits according to outcomes of COL’s support
for start-up activities

: Value
Countr Perceived coL E:::gss 0 Discount Net present 5 10
Y impact expenditure o factor value (NPV)° years years
2020 generated
$178,027.55 0.035 $980,560.02 5.29 $795,212.02
Malawi 96% $185,348
$178,027.55 0.035 $709,873.69 3.83 $524,525.69
$123,883.48 0.035 $682,339.27 5.00 $545,951.27
Belize 91% $136,388
$123,883.48 0.035 $493,977.67 3.62 $357,589.67
$245,826.84 0.035 $1,324,446.39 4.52 $1,031,241.39
Mozambique  84% $293,205
$245,826.84 0.035 $958,829.22 3.27 $665,624.22
Trinidad and $95,484.92 0.035 $418,045.28 3.85 $309,452.28
Tob 88% $108,593
008g0 $95,484.92 0.035 $302,642.82 | 279 $194,049.82
$208,464.33 0.035 $912,683.72 4.22 $696,217.72
Zambia 96% $216,466
$208,464.33 0.035 $660,734.85 3.05 $444,268.85
$940,000 $756,202.20 0.035 $3,310,750.69 4.58 $3,378,074.67
OVERALL
0.035 $2,396,808.33 3.31 $2,186,058.25

*COL impact = % positive perceptions.
**Derived benefits = COL expenditure x COL impact.

°Discount factor: The UK Treasury Green Book recommends using a standard discount rate of 3.5% for programmes with a duration of 30 years
or less.

SNPV = [present value of benefits] — [value of investments]
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The SROI ratios for the COL intervention
(funding) between 2016 and 2020 were 4:1 for
Belize and Malawi and 3:1 for Mozambique,
Trinidad and Tobago, and Zambia. This means
every CAD 1 invested by COL in Phase 1 on
content development and capacity building is
worth approximately CAD 3 of value in Belize
and Malawi and CAD 4 of value in Mozambique,
Trinidad and Tobago, and Zambia, created in the
short term (five years). In the medium term (ten
years), the SROI ratios are slightly higher: 5:1
for Belize and Malawi and 4:1 for Mozambique,
Trinidad and Tobago, and Zambia.

The total cumulative net value (benefits) of
the COL programme was approximately $18.6
million in the short term (five years). The

ROI period for all countries on this indicator

is five years, meaning it would typically take

five years before the COL investment costs
would be outweighed by the benefits. The
conclusion can be drawn that COL’s investment
into Phase 1 activities in all countries can

be judged worthwhile, as evidenced by the
positive cumulative NPV value at the end of the
simulation period, with a very quick return on

a five-year investment period. The total payback
for the medium term is ten years, with net worth
value (benefits) that are not significantly different
from those in the short term. A recommendation
is thus made that COL should invest in five-year
periods.

6.2 Impact on learners of COL
investment in the switchover to
using online OER

Table 9. Estimated benefits according to impact on learners

. Derived .
Perceived coL . Discount Net present 5 Value
Country . . benefits 10 years
impact investment 2020 factor value years generated
$71,575.60 3.84 $526,227.60
Malawi 51% $185,348 $93,652.62 0.035
$391,282.02 21 $205,934.02
$51,790.05 3.75 $375,402.05
Belize 49% $136,388 $67,358.24 0.035
$281,423.76 2.06 $145,035.76
$1,348,120.78 4.60 $1,054,915.78
Mozambique  61% $293,205 $177,430.26 0.035
$741,306.07 2.53 $448,101.07
Trinidad and $502,880.43 4.63 $394,287.43
Tob 61% $108,593 $66,185.62 0.035
00ago $276,524.53 2.55 $167,931.53
$1,024,542.83 4.73 $808,076.83
Zambia 62% $216,466 $134,843.19 0.035
$563,376.72 2.60 $346,910.72
$4,098,909.70 4.31 $3,158,909.70
OVERALL $940,000 $539,469.92 0.035
$2,253,912.39 2.37 $1,313,912.39

*COL impact = % positive perceptions.
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The SROI ratio for the COL contribution for
learners in Belize and Malawi is 2:1, meaning
that in the short term (five years), for every
CAD 1 invested by COL in its programme,
approximately CAD 2 of value was created.
SROI ratios are slightly higher for Mozambique,
Trinidad and Tobago, and Zambia: for every
dollar invested, approximately three dollars of
value was created in the short term. The total
cumulative net value (benefits) of the COL
programme was approximately $12.9 million in
the short term. The SROI ratio is positive in all
countries, indicating that the social returns on
this intervention are desirable, justifying a case
for continued funding and support to improve
learner outcomes. However, given that at the
time of the survey, Belize, Malawi and Trinidad

and Tobago had not rolled out Phase 2 activities,
which directly impact learners, the ratios provide
the insight that this investment was worthwhile,
as many learners downloaded material during
the pandemic. The conclusion can be drawn
that COL’s investment in learner improvement
outcomes in all countries was worthwhile, as
evidenced by the positive cumulative NPV

value at the end of the simulation period and
the very quick return on a five-year investment
period.

6.3 Impact of COL investment
on teachers’ understanding of,
attitudes towards and skills for
working in OIS, by country

Table 10. Impact of COL investment on teaching practice, Belize

. Derived .
Perceived | COL . Discount | Netpresent
Country | . . benefit Value generated
impact investment factor value
(2020)
$136,388 $115,400.37 0.035 $635,615.04 4.66 $635,615.04
Use of ICT  Belize 85%
$136,388 $115,400.37 0.035 $460,151.80 3.37 $460,151.80
Teaching . $136,388 $97,219.30 0.035 $535,475.34 3.93 $535,475.34
i Belize 1%
practice $136,388 $97,219.30 0.035 $387,655.96 | 2.84 $387,655.96
$136,388 $82,900.42 0.035 $456,608.18 3.35 $320,220.18
Attitude Belize 61%
$136,388 $82,900.42 0.035 $330,560.32 2.42 $194,172.32

6.3.1 BELIZE

In Belize, the SROI ratios for changes in the

use of computers/ICT among teachers and
changes in teaching practices in the short term
were approximately 3:1, meaning for every dollar
invested, approximately four dollars of value was
created in the short term. The SROI on changes
in attitudes was lowest, at 2:1, indicating that for
every dollar invested, approximately two dollars

of value was created in the short term. We note
a one percentage point increase in the SROI in
the medium term. These results are confirmed
by the evaluation survey results, which show
that in Belize, COL was perceived by 85% of
respondents as having contributed to changes in
teachers’ use of computers, by 71% to changes in
their teaching practice and by 61% to changes in
their attitude towards teaching in an e-learning
environment
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Table 11. Impact of COL investment on teaching practice, Malawi

. Derived .
. Perceived | COL . Discount Net present Value
Indicator Country | . benefit —
impact Investment factor value generated
2020
$185,348 $160,513.78 0.035 $884,095.71 477 $698,747.71
Use of ICT Malawi 87%
$185,348 $160,513.78 0.035 $640,038.65 3.45 $454,690.65
Teaching ' $185,348 $127,030.96 0.035 $699,675.30 3.77 $514,327.30
i Malawi 69%
practice $185,348 $127,030.96  0.035 $506,528.03 | 2.73 $321,180.03
$185,348 $146,890.25 0.035 $809,058.55 4.37 $623,710.55
Attitude Malawi 79%
$185,348 $146,890.25 0.035 $585,715.72 3.6 $585,715.72
6.3.2 MALAWI three dollars of value was created in the short

The SROI ratio for changes in the use of term. In the medium term, we see the SROI

. . ratio for computer use increased to 5:1, and
computers/ICT among teachers in Malawi in P ’

the ratio for changes in teaching practice and
attitude increased to 4:1. The evaluation results
indicate that since the introduction of the OIS
programme in Malawi, COL is perceived by
87% of respondents as having made a positive
contribution to their use of ICT and computers,
by 80% of respondents as having contributed

to a change in teachers’ attitudes and by 69% as
having improved their teaching practice.

the short term (five years) was approximately
4:1, meaning for every dollar invested,
approximately four dollars of value was created
in the short term. The SROI ratios for changes
in attitudes towards teaching and changes in
teaching practice due to COL’s intervention
were 3:1, which is slightly lower. This means
that for every dollar invested, approximately

Table 12. Impact of COL investment on teaching practice, Mozambique

. Derived .
. Perceived | COL . Discount Net present Value
Indicator Country benefits
Impact Investment factor value generated
-2020
$293,205 $228,567.61 0.035 $1,258,930.19 4.29 $965,725.19
Use of ICT Mozambique  78%
$293,205 $228,567.61 0.035 $911,398.96 31 $618,193.96
Teaching . $293,205 $205,507.50 0.035 $1,131,917.17 3.86 $838,712.17
i Mozambique  70%
practice $293,205 $205,507.50  0.035 $819,448.26 | 279 $526,243.26
$293,205 $206,588.84  0.035 $1,137,873.10 3.88 $1,137,873.10
Attitude Mozambique  70%
$293,205 $206,588.84  0.035 $823,760.03 2.81 $530,555.03
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6.3.3 MOZAMBIQUE

In Mozambique, the SROI ratios for the changes
in the use of computers/ICT among teachers,
teaching practice, and attitudes towards teaching
were 3:1 in the short term. This means that

for every dollar invested towards changes in
computer use, teaching practice and attitudes

towards teaching, approximately three dollars

of value was created in the short term. COL

was perceived by 78% of respondents as having
contributed to changes in teachers’ use of
computers, and by 70% of respondents as having
contributed to improvement in their teaching
practice in general and in their attitude towards
OIS.

Table 13. Impact of COL investment on teaching practice, Zambin

. Derived .
. Perceived | COL . Discount | Netpresent Value
Indictor Country | . . benefits
impact investment factor value generated
-2020
$216,466 $200,603.98 0.035 $1,04,908.99 5.1 $1,104,908.99
Use of ICT Zambia 93%
$216,466 $200,603.98 0.035 $773,867.64 3.6 $557,401.64
Teaching . $216,466 $173,661.36 0.035 $956,511.46 4.4 $740,045.46
i Zambia 80%
practice $216,466 $173,661.36  0.035 $669,931.45 31 $453,465.45
$216,466 $159,408.51 0.035 $878,007.98 4.1 $661,541.98
Attitude Zambia 74%
$216,466 $159,408.51 0.035 $614,948.38 2.8 $398,482.38

6.3.4 ZAMBIA

In Zambia, the SROI ratio for changes in the use
of computers /ICT among teachers in the short
term (five years) was approximately 4:1, meaning
that for every dollar invested, approximately

four dollars of value was created in the short
term. The SROI ratio resulting from changes

in teaching practice and changes in attitudes
towards teaching was 3:1, suggesting that

for every dollar invested, approximately three
dollars of value was created in the short term.
The SROI ratio increases by one percentage
point in the medium term for all the indicators,
the highest being 5:1 for improved computer
use. The COL intervention was perceived by

93% of respondents as having contributed to
changes in teachers’ use of computers, by 80% to
improvement in teaching practice in general, and
by 74% to improvement in their attitude towards
teaching in an OIS environment.

The SROI ratios above are positive in all
countries, indicating that the social returns on
changes in computer/ICT use, teaching practice,
and attitude towards teaching are desirable,
justifying a case for continued funding.

6.4 The financial impact of
improvements in teachers’
performance
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Table 14. Financial impact of improved teacher pevformance

Country Perceived | COL gz::gg_ Discount
impact investment 2020 factor
Malawi 79% $185,348 $146,582.44 0.035
Belize 76% $136,388 $103,541.41 0.035
Mozambique  88% $293,205 $257,448.24  0.035
Trinidad and
92% $108,593 $99,934.34 0.035
Tobago
Zambia 81% $216,466 $174,469.68 0.035
Overall 81% $940,000 $682,041.76 0.035
Belize, Malawi and Zambia have SROI ratios
of 3:1 in the short term. This means that for

every dollar invested in improving teachers’
performance, approximately three dollars of value
was created in the short term. The SROI ratios
for Mozambique and Trinidad and Tobago are
higher, at 4:1, suggesting that for every dollar
invested in improving teachers’ performance,
approximately four dollars of value was created
in the short term. The SROI in the medium
term increases by one percentage point in all
countries, suggesting that investing on a short-
term basis is the viable option for COL. COL’s
intervention was perceived as having contributed
to improvements in teachers’ performance in
Malawi by 79% of respondents, in Belize by 75%,
in Mozambique by 88%, in Zambia by 81% and
in Trinidad and Tobago by 92%. These results
showcase that COL’s financial contribution
translated into functional performing e-learning
systems at a time when the entire world was

SOCIAL RETURNS ON INVESTMENT ANALYSIS

SROI Ratio

Net present 5

10 years Value generated

value VCELES

$807,363.13 $622,015.13
$584,488.32 | 315 $437,905.88
$570,296.92 418 $433,908.92
$412,864.94  3.03 $309,323.53
$1,418,002.17 4.84 $1,124,797.17
$1,026,558.65 | 3.50 $769,110.41
$550,429.50 5.07 $441,836.50
$398,481.98 | 3.67 $298,547.65
$960,963.58 4.44 $744,497.58
$695,686.92 | 3.21 $521,217.24
$3,756,625.80 4.58 $2,925,218.80
$2,719,598.30 | 23.31 $2,037,557.06
adapting to e-learning due to the Covid-19
pandemic.

6.5 Sensitivity analysis

We undertook a sensitivity analysis to test for
uncertainties and the robustness of the results
obtained in this SROI study to build confidence
in both the SROI framework used and the
results. A sensitivity analysis is divided into two
typologies: non-parametric sensitivity analysis
and parametric sensitivity analysis (Matos et

al., 2012). A non-parametric sensitivity analysis
tests for any uncertainties caused by changes

in the model structure (e.g., the addition or
elimination of an indicator in a model) (Matos et
al., 2012). In the case of a parametric sensitivity
analysis, uncertainties are tested by changing
parameter values in the model (e.g., changing
parameter/variable values) (Matos et al., 2012).
In this study, a parametric sensitivity analysis was
conducted by modifying the discount rate with



the country-specific inflation rates. The results
did not deviate significantly when we change
the discounted rates to 3.5% across all countries;
the trend in the SROI ratio results remained
unchanged. We therefore are confident in the
analysis undertaken.

6.6 Implications of SROI results

As indicated, the SROI analysis for this study
considered only investment inputs (which were
the COL financial total costs) and the benefits
accrued by beneficiaries, and the calculation used
was net SROI ratio = NPV of benefits /value of
inputs (i.e., total investment cost). In addition,
it is important to note that the net SROI ratio
calculations derived benefits from respondents’
perceptions and quantified those in monetary
terms. As a result, the net social benefits
presented in this study are likely understated, as
some respondents may have understated benefits
because they had not been involved in the initial
content development phase. This means that the
value for money created by COL’s programme
may be greater than what has been presented

in this analysis. These SROI results should

be interpreted with caution in light of these
limitations.

The SROI ratios are positive in all countries,
indicating that the social returns on changes in
computer use, teaching practice, and attitudes
towards teaching are desirable, justifying a
case for continued funding. In the cost-benefit
analysis of projects, the standard norm is that
all projects that yield a positive NPV value

are desirable and offer good value for money
and should be prioritised, while those yielding
a negative NPV value should be avoided, as
they do not offer value for money. COL’s
financial investment in beneficiaries resulted

in positive outcomes in both Phase 1 (content
development) and Phase 2 (piloting). This is
desirable and offers good value for money. We

recommend that COL continue with five-year
funding cycles, as the results indicate the benefits
generated by the project would outweigh the
investment in five years, meaning the ROI
period is six years. While a short ROI period

is generally desirable, a long ROI period is a
feature of activities that can generate significant
long-term change, thus requiring longer-term
core funding. In this regard, Belize and Malawi
have started Phase 2, where the ministries of
education have identified the pilot schools for
the implementation of e-learning supported by
Aptus technology. Mozambique and Zambia are
in Phase 3, where the ministries progressively
implement and expand Phase 2 up to a point in
Phase 4 where the model will be implemented
systemically.

In conclusion, COL’s investment in the OIS
programme, based on the five countries involved
in the study, may be deemed worthwhile, as
shown by the positive cumulative NPV value

at the end of the simulation period and a very
quick return on investment in five years. The
social benefits went beyond the individual level
by contributing to broader access to online
learning materials during the Covid pandemic
(unintended consequences), as well as the use
of Aptus digital devices in Malawi, Mozambique
and Zambia. In Trinidad and Tobago, 90% of
respondents were engaged in online learning by
October 2020, and the Ministry of Education’s
learning management system has learning
materials for teachers, developed with the
support of COL (Douglas, 2020).

The extent of improvement in teaching and
learning through quality learning resources and
teacher training is projected to go a long way
towards decreasing dropout rates and improving
learners’ academic performance.

It is also very important for COL to join forces
with other stakeholders who are supporting



online materials development. For instance, with
support from Upskill People, Digicel and Oxfam
Youth Challenge Vanuatu is helping young
people in that island country take their learning
online. The pilot programme, launched in May
2021, provides students with free mobile data,
access to computers at the training centre, and
free online courses (Oxfam Aotearoa, 2020).

Table 15. Integrated cost-benefit analysis

bl

6.7 Estimating the value of social
(intangible) benefits

The following table accounts for the social value
created by the COL intervention, drawing on
the quantitative and qualitative data from the
evaluation. It allows for benefits that go beyond

the economic sphere of value, accounting for

those aspects of social value that cannot always

be expressed in financial (monetary) terms.

Changes: S
intended and u:vey Belize | Malawi | Moz* Zambia | T&T* [FCOL's contribution/impact
unintended SHICONIE
Impact of Generally, COL's contribution to the OIS programme
Content activities on in terms of Phase 1 activities for the five countries is
development on teachers’ perceived to have contributed to between 80% and
the Notesmaster . 90% of the success noted so far. This is in terms of
understanding X .
platform of attitudes workshops on costs and financing of open schools,
to,wards OER content devglopment .and review, I\.48E'and
and skills 96% 84% 91% 96% 88% gender largely being perpewed as gontr|but|ng
Training in for working .to teachersj under§tandlng a.nd skills for working
teaching and in an open inan open/mpovahve scljoohng grogramme. In
learning in open innovative spme countries (e.g., Belize), c!urmg Phase 1, the
and mainstream schooling given target of content authoring was exceeded,
schools: OER programme and many resources were produced that are freely
accessible to all stakeholders.
Belize reported 100% Internet access for the
teachers and other open schooling staff, perhaps
due to its geographic advantage compared to the
Training in SADC region countries.
teaching and In all countries, the perceptions that teachers had
learning in open 96% 84% 91% 96% 88% | gained confidence in the use of computers and the
and mainstream Internet, that using digital materials fits in well with
schools: QA the way students like to learn and that they were
motivated provides a positive picture for successful
scaling up of the programme before COL’s exit point
during Phase 3.
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Changes:
intended and
unintended

Improved
management of
open schooling
provision: MGE

Increased and
equitable access
to, and use of,
quality learning
opportunities

Survey
outcome

Impact on
learners of the
switchover

to using
online study
materials/
resources

Belize

51%

Malawi

61%

Moz*

49%

Zambia

62%

TET*

61%

COL’s contribution/impact

It is quite encouraging to note from the evaluation
results that training in teaching and learning in OIS
was almost saturated in the five countries in this
study, with high uptake of the Aptus digital platform
and TEL in Mozambique and Zambia, who had
enrolled students in Phase 2. These aspects serve
as strong catalysts for Phase 3 — scaling up of the
programme — which is currently underway as we
write this report.

In all five countries, access to online resources

is open to everybody now due to school closures
during Covid-19, and schools with ICT resources
can access these online resources with ease.
Online review indicated that in Belize, the ministry
had approved face-to-face summer classes by
July, a process that will see Notesmaster platforms
being more fully utilised among other available
online platforms (Flowers, 2021). Malawian
universities switched to online learning amid the
second wave of Covid-19 (Huaxia, 2021). As of 5 July
2021, pre-primary, primary and secondary schools
remained closed in Zambia, while institutions of
higher learning were conducting online classes
(Chabusha, 2021). For thousands of students in
Mozambique, dialling into lessons online has not
been an option; instead, their teachers come to
them on TV (May, 2021).

Notesmaster surveys indicate positive responses
from learners: over 60% were able to navigate the
platform.

Appropriate use
of technology:
Aptus

Impact on
learners of the
switchover

to using
online study
materials/
resources.

51%

61%

49%

62%

61%

The results showcase that COL’s financial
contribution has translated to functional, high-
performing e-learning systems in Mozambique and
Zambia, at a time when the entire world is adapting
to e-learning due to the Covid-19 pandemic. In
addition, although Belize and Malawi had not yet
rolled out Phase 2 at the time of this evaluation, the
online OER developed in Phase 1were downloaded
extensively during the pandemic, and the likelihood
is that downloading OER from the Notesmaster
platform will increase once the more user-friendly
OER library functionality is available.

Mozambique offers traditional distance learning
through print materials. Overall, survey results
generally point to COL’s impact on the learners
through targeted (COL pilot) and untargeted
(from the ministry website during the pandemic)
downloads of OER.

In Malawi, for the pilot (Phase 2), 15 schools in 12
districts have been identified as relevant because
their students have no access to conventional
schooling; they will be supported by the appropriate
use of Aptus technology (MOEST, 2021).
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Changes:

intended and
unintended

Increased and
equitable access
to, and use of,
quality learning

Survey
outcome

Belize

Malawi

Moz*

Zambia

TET*

COL’s contribution/impact

Overall, between 79% and 93% of respondents
agreed that COL’s intervention contributed to
changes in the use of computers among the
teachers and other staff.

Almost all of them felt they were now more

confident when using a learning management
system, such as Notesmaster, and now have a
greater appreciation of the potential uses and

opportunities Changes in use !imitations of t.e-lear.n.ing. Apart from needin.g .
of computers/ | 87% 79% 85% 93% N/A improvement in facility with computer applications
ICT such as MS Word, they felt more equipped in terms
Technology- of their ability to develop online materials.
enabled learning The community at large benefited from COL’s
and learning contribution, as evidenced by the large number
online training of downloads of OER by programme participants
and many others who needed materials during the
pandemic.
At the time of writing, the Notesmaster platform is
being redesigned to make finding resources easier.
Generally, between 69% and 80% of the teachers
in all countries felt the OIS programme has had a
positive impact on their teaching practice.
Regarding teaching practice, 60-70% of teachers
agreed that their practice had improved as a result
of the training they received. Even among the
30-40% of teachers who reported that they still
Increased and teach the same as bt_efore,_the.r.e is recpgnition
equitable access that they haye benefltgd S|gn|f|cantly.|n terms of
to and use of understanding e-learning and the delivery platform.
; . Changes In Mozambique, 71% of teachers indicated they now
quality learning in teaching 1% 69% 70% 80% spend less time lecturing their students, while in
opportunities practice Zambia, this proportion was nearly 84%.
24‘?::22;1 i?; of The evaluation found that teachers have moved
to online learning, and if given adequate access
to Internet connectivity, they may spend less
time delivering content and more time on active
facilitation and discussion.
More interactions with other teaching staff
were reported by the teachers in Malawi (83%),
Mozambique (79%) and Zambia (75%), with a lower
figure in Belize (31%).
Implement
quality ODL and
E;Calrl]s:jolgi-rning. Chf;lnges in Generally, over 61% of thg.teachers felt the F)IS
Successful attitude toward | 61% 79% 70% 74% programme has had positive effects on their
teaching attitude toward teaching.

completion of
open schooling
programmes.
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Changes:

Survey

intended and
outcome

unintended

Improvement
in teacher
performance

Belize

76%

Malawi

79%

Moz*

88%

Zambia

81%

TST*

92%

COL’s contribution/impact

Generally, over 70% of improvement in
performance was attached to COL’s intervention
across all countries. The teachers felt their
improved performance could be due to COL’s
intervention. While we do not attribute the results
solely to COL, we indicate that the improvements
we see in learner performance were largely due

to COL’s intervention. In 2020, the Trinidad and
Tobago Ministry of Education started broadcasting
lessons/learning materials and sourced 5,000
devices to equip some teachers and special-needs
pupils for virtual learning (Douglas, 2020).

*Moz = Mozambique
**T&T = Trinidad and Tobago
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7.1 Changes in understanding and
skills for working in OIS

Overall, the results of COL’s support in Phase

1 of the programme are perceived by 90% of
respondents to have contributed positively to

the programme’s success so far. This is in terms
of workshops on costs and financing of open
schools, OER content development and review,
M&E, and gender mainstreaming contributing
largely positively to teachers’ understanding and
skills for working in OIS. All countries exceeded
the given targets of content authoring in Phase

1 and produced many resources that are freely
accessible to all stakeholders. Furthermore,
technology has provided more opportunities
than ever before to widen access to teaching

and learning, especially for those who are out of
school. Between January and June 2020, OER
were shared openly as part of Covid-19 responses
by many participating countries. Access to online
resources for all learners and teachers in the
system during Covid-19 school closures is one of
the trickle-down effects of the programme.

7.2 Use of appropriate technology

It is quite encouraging that training in teaching
and learning in OIS was almost saturated in the
five countries in this study, with high uptake of
the Aptus device and/or Notesmaster digital
platform in Mozambique and Zambia, which
had both implemented Phase 2. These aspects
serve as strong catalysts for Phase 3 — scaling
up the programme, which is currently underway
as we write this report. These results showcase
that COL’s financial contribution translated to
functional, high-performing e-learning systems
in Mozambique and Zambia, at a time when the

entire world is adapting to e-learning due to the
pandemic. In addition, although Belize, Malawi
and Trinidad and Tobago had not yet rolled out
Phase 2, the online materials were downloaded
extensively during the pandemic. However,
expensive and unpredictable power supplies in
Malawi and Mozambique will affect the uptake of
Aptus, which needs to be charged before reading
materials can be downloaded. This is especially
challenging for those in rural areas where there
is no electricity. Mozambique, Trinidad and
Tobago, and Zambia have different trajectories:
Mozambique may expand the use of the Aptus
due to Internet challenges; Trinidad and
Tobago’s trajectory appears to be going straight
to full online learning; and Zambia is expanding
the use of online learning while retaining use of
the Aptus for areas without connectivity.

7.3 Challenges in implementing OIS

The evaluation found that in Malawi, computer
skills among some participants as well as
disparities in understanding the Notesmaster
platform — and e-learning in general — were
challenges. As Internet connectivity is difficult
and expensive there, distance education is mostly
paper-based, and the mode of delivery is either
blended learning (a combination of distance
and face-to-face) or face-to-face teaching. This
suggests that the definition of ODL in Malawi is
somewhat different from the generally accepted
one. It also means that most OER were thought
to be of little or no use to the open schools in
Malawi. However, the pilot about to start with
the recently supplied Aptus devices will help
determine whether this will be a viable way to
overcome the challenge and provide access to
interactive digital OER after all.



In Vanuatu, school closures and the need for
education staft to stay home due to lockdowns
hampered progress in rolling out open schooling
in 2020 as originally planned. Natural disasters,
including volcanic ash fall and drought,
exacerbated the problem. Secondly, the capacity
of the Aptus device to connect only up to 40
learners at a time means that one Aptus is not
enough to include all the learners from Grades

8 to 10 in the pilot (Louw, 2020). The pilot
school needs to decide on the size of a pilot that
will allow learners and teachers to benefit from
the use of the Aptus device. Thirdly, the training
materials are only in English, and there is a need
for these materials to be translated for use in
French schools as well.

In Zambia, there were subtle challenges, such

as limited time for part-time writers to complete
their set targets and inconsistent Internet
connectivity. These were taken care of through
rescheduling part-time writers’ work in their
respective institutions so that there was room
for content development, and by directing part
of ZACODE’s financial resources to Internet
connectivity (Directorate of Open and Distance
Education, 2017). At the time of launching
Phase 1 in 2017, ZACODE had been providing
Internet connectivity to writers, especially those
stationed at the institution. The other challenges
included limited digital tools and accessories for
both learners and teachers, low bandwidth, and
limited numbers of learners able to log on to the
Aptus devices in the case of mainstream schools
(Government of Zambia, 2020).

Issues of gender equity and the use of
technology to mainstream girls and women
in education seem to have been neglected
in the countries under study, as per the
reports reviewed. Only Zambia reported
gender equality issues being discussed quite
extensively in one of the workshops, even
though initial content development training

workshops all provided access to COL’s
gender equality guidelines, and all training
sessions for teachers and managers preparing
for Phase 2 include a session or module on
this issue. One feature that indicates gender
disparity are the workshop registrations
from all countries: for most workshops, male
participants outnumbered females.

7.4 Impact of COL’s financial
investment (SROI)

COL’s financial investment into the OIS
programme resulted in positive outcomes

for beneficiaries in Phase 1 (OER content
development) and Phase 2 (Aptus piloting). The
COL investment can be deemed worthwhile, as
shown by the positive cumulative NPV value at
the end of the simulation period and a very quick
return on investment (five years).

We therefore recommend the following;:

1. All countries yielded a positive SROI in terms
of COL support in the start-up activities in
Phase 1. The results are desirable and offer
good value for money for COL, justifying a
case for continued funding.

2. The SROI ratios in the medium term (ten
years) are positive but not significantly higher
than in the short-term period (five years).

3. The findings of this review should be used to
lobby the respective ministries of education
to provide increased financial support for
the OIS programmes in all COL-supported
countries. There is also scope for building
upon the existing country programmes to
expand access to secondary schooling in all
five countries, which should result in even
greater cost-efficiency through economies of
scale.



4. We recommend using an NPV approach in

SROI analysis for any future cost-benefit
analysis undertaken. This approach allows for
benefits that go beyond the economic sphere
of value, accounting for those aspects of social
value that cannot always be expressed in
financial (monetary) terms (Social Value UK,
2012; WHO, 2017).

. The impact of the Notesmaster platform is
very noticeable, so updating of the platform
should be continued, accompanied by
refresher training for teachers.

. As countries move to Phase 2, partnership
agreements between COL and local

implementing institutions should specify the
types of data that will need to be provided
to facilitate efficient M&E. If this is done

at the planning stage, it will enable partners
and/or national governments to put in place
the systems required to collect, compile and
report relevant information consistently.

. Lastly, COL should devise a standardised

means of recording basic data on workshops
or other activities it supports financially,
including standardised, quantitative feedback
from participants about their perceptions of
the activities’ outcomes.
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