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DEFINITION OF TERMS 

BAC (Bureau Agricole Communal) they are public agencies under the ministry 

of agriculture which operate at the regional level 

Baccalaureat or 

Bacc II 

The second, out of two consecutive, official exams in the Haitian 

education system applied by the ministry of Education to all students, 

which is a requirement for university 

INFP (Institut National de la Formation Professionnelle) is an agency under the 

ministry of Education which manages all the technical, vocational schools 

in the territory 

License Bachelor’s degree obtained upon completion of 4 to 5 years of schooling 

after the Bacc II 

Philosophie or 

Philo 

The last year of studies in the secondary, which is the thirteenth year, not 

including kindergarten 

Peasants In Haitian vernacular, it refers to people living in the rural places, and is 

used to refer to farmers 

State In Haitian vernacular, it means the government of Haiti 

The mountains In Haitian vernacular, it means the rural community, as Haiti is a 

mountainous land 

TVET school Used in this paper to define the institutions providing training, that are not 

universities nor the classic academic routes leading to BaccII 

  

 

 

 

 



 

11 

Abstract of Thesis Presented to the Graduate School 

of the University of Florida in Partial Fulfillment of the 

Requirements for the Degree of Master of Science 

 

UNDERSTANDING HAITIAN AGRICULTURAL TECHNICAL AND VOCATIONAL 

EDUCATION AND TRAINING: REVIEW OF FOUR SCHOOLS 

By 

Marie Christelle Calixte 

 

December 2018 

 

Chair: Thomas Grady Roberts II 

Major: Agricultural Education and Communication 

 

Food insecurity being prevalent in Haiti, agriculture production and productivity are 

important to ensure availability of food for the Haitian population. Extension plays a great role in 

information dissemination amongst farmers, and extensionists represent bridges that are created 

between science and the rural communities. In Haitian context, extension agents are graduates 

from agricultural TVETs in majority. However, little is known about Haiti’s current situation on 

agricultural TVET’s curriculum and relevance in Haitian agricultural system. This basic 

qualitative study used constructivism, experiential, and situated learning, as well as backwards 

design as theoretical framework to investigate the role of TVET within the Haitian system, the 

employment opportunities for graduates of TVET schools, and the balance of theory and practice 

in their curricula. The findings of the individual interviews to schools’ directors and teachers, as 

well as focus groups with current students revealed that respondents felt that TVET helped in 

students’ social mobility, had an important value to society and within the agricultural extension 

system. It was also found that for the participants, practice was crucial in the curriculum, and that 

despite the many obstacles faced, variety of instructional methods were used to ensure that 

students would receive the skills necessary to perform in their future endeavors. The participants 

also identified the types of employment graduates get involved in and the activities that they 
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ought to do as technicians in the agricultural system. Despite the many factors that affect the 

employment opportunities, the schools also have influence on the employability of their 

graduates. 
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CHAPTER 1 

INTRODUCTION 

Global Food Security 

The appreciation for agricultural activity exists because farmers are producing essential 

goods to support human life, that is food, and because the rural work provides social stability 

(Moehler, 1997). Food production is important because food security is still an issue. In 2005, 

thirty-nine countries in the world were dealing with critical food insecurity (FAO, 2006). In 2002 

FAO reported that 70 to 75% of the poor and hungry live in rural areas; which suggests 

agricultural production issues. In 2015, it is still close to 11% of the world that lives 

undernourished; 20% of the malnourished in the Latin America and Caribbean (LAC) region are 

from the Caribbean islands (FAO, IFAD, & WFP, 2015). However, food security exists on two 

levels, the national and the household level (FAO, 2003). On the one hand, food security means 

availability of food products at the global and national scene, and on the other hand, it is 

concerned about access to food supplies and nutrition (FAO, 2003). The two levels of food 

security imply that “food security [is] a situation that exists when all people, at all times, have 

physical, social and economic access to sufficient, safe and nutritious food that meets their 

dietary needs and food preferences for an active and healthy life” (FAO, 2003, chap. 2.2, parag. 

16). 

However, less developed countries tend to view agriculture as part of regular daily 

activities, whereas in more developed societies due to the low percentage of the population 

engaged in production, agriculture is viewed as uncommon (Wilkin, 1997). Nonetheless, 

comparisons between agricultural output per acre of land and per worker is in favor of 

industrialized countries, a situation, amongst others, which suggests that the future of the world’s 

food production depends on developing countries (Fuglie & Wang, 2012). Some emerging 
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countries have relied on agriculture to support their development. A country like Vietnam 

experienced a rapid economic growth with export goods like rice, coffee, and other agricultural 

products, from 60% of its population below the poverty line in 1993 to 16% in 2006 (Cervantes-

Godoy & Dewbre, 2010). The same case study from Vietnam is a great example of how 

agricultural performance can help in poverty reduction in other developing countries (Cervantes-

Godoy & Dewbre, 2010).  Agricultural productivity growth is quantitatively important to 

understand developing countries’ Gross Domestic Product GDP per worker (Gollin, Parente, & 

Rogerson, 2002). Out of 68 developing countries, 30 have experienced over 3% GDP yearly 

growth due to agricultural production (Atchoarena & Sedel, 2003).  

Food Security in Haiti 

 Haiti presents a different story. Haiti’s GDP has been fluctuating up and down, but 

mostly down since the 2000s (FAOSTAT, 2018). Unfortunately, Haiti is also a country that is 

still unable to feed its entire population. Haiti’s hunger index severity is alarming, the only 

country in the LAC region in such critical position (von Grebmer et al., 2016). It is also reported 

that Haiti may be responsible for the LAC region’s failure to achieve the First Millennium 

Development Goal (MDG1) goal against hunger due in part to natural disasters (FAO et al, 

2015). According to World Food Program WFP, almost 50% of the Haitian population is 

undernourished and 25% live in extreme poverty, which amounts to nearly 3 million of people 

(WFP, 2018). Furthermore, only half of Haiti’s available arable land is currently being cultivated 

either with permanent crops or pastures, in a country where 39% of the population live in rural 

areas (FAOSTAT, 2018). This shows the potential for expansion of agriculture in Haiti, if all the 

parameters were in place. Access to food, which is an important component of food security 

along with production, has also been declining since the 2000s; food utilization is poor with 20% 

of children under five years old who are stunted according to FAOSTAT (2018). However, food 
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availability has been on the rise (FAOSTAT, 2018). This alarming situation suggests that this 

country may require reforms in its agricultural system, which starts with the professionals who 

are involved in it.   

The Role of Extension and Agricultural Technicians in Meeting Farmers’ Needs 

The challenges that countries will have to face in the future in order to produce world 

food in sufficient amount are not related to technological constraints, but rather to access to these 

technologies and resources (Fuglie & Wang, 2012). Extension activities link agricultural 

productivity to agricultural education through extension agents who communicate directly with 

farmers about such technological tools and resources. A good strategy for rural development and 

poverty reduction in developing countries includes building human capital through basic 

education and Technical and Vocational Education and Training (TVET) as well as synergetic 

relationship between TVET and general education (Basu & Majumdar, 2009). 

Agricultural extension deals with a similar symptom of inertia, Transfer of Technology 

models fail to integrate the farmers’ demands, needs and requirements (Ison, 2015). The 

agricultural curricula in TVET, based on these principles, do not integrate all the disciplinary 

subjects, interpersonal skills and students’ autonomy, leadership, innovation, creativity (Ison, 

2015). The emergence of a learner-centered curriculum is necessary, which functions under the 

principles of issue-based and experiential knowledge production, real world projects as teaching 

strategies, constructivist philosophy and action research (Ison, 2015). TVET is an important part 

of the agriculture-related capacity building in a country.  

Technical Vocational Education and Training 

UNESCO defined Technical Vocational Education and Training (TVET) as “those 

aspects of the educational process involving, in addition to general education, the study of 

technologies and related sciences and the acquisition of practical skills, attitudes, understanding, 
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and knowledge relating to occupation in various sectors of economic life” (UNESCO, 2017b, p. 

1). Moreover, empirical research on people with expertise on educational planning, has found 

that “TVET is the type of education which, through adequate and effective curriculum, prepares 

persons for employment in a trade or industrial occupation or enables employed persons in the 

same sectors to enhance their qualifications through further training, such as for life learning” 

(Mouzakitis, 2010, p. 3919). From both perspectives, skills and practical applications of 

knowledge are central to TVET. Especially in industrialized countries, the market demands 

workers to be more flexible, with skills related to the technical, scientific and information realm 

(King, 1993). The types of skills that ought to be incorporated in the program of study, are any 

topic that is found to be pertinent to the specific discipline in accordance with market demands 

(Mouzakitis, 2010). The main learning experience to be provided is the possibility to transfer 

learning between school units and home, and from school to workplace (Mouzakitis, 2010).  

UNESCO also recognized TVET’s potential as a contributor to employment and 

sustainable development as well as a way to combat a number of social inequalities (UNESCO, 

2017a). In Finland, for instance, TVET teachers took responsibility for the promotion of social 

and economic progress, particularly in fields related to agriculture, forestry, and commerce 

(Heikkinen, 1997). In the developing countries, particularly in Latin America, TVET provides 

educational opportunities to disadvantaged youth (King, 1993). TVET schools tend to require 

lower levels of ability than general secondary schools, mostly because there is usually no 

possibility to continue into tertiary education (King, 1993). Many TVET traditions are terminal, 

meaning simply training technicians, not necessarily leading to higher studies; however, it is 

argued that in Latin America, most of the TVETs have the dual purpose of having a clear 

progression path towards higher education as well as technical training (King, 1993).  
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However, TVET is largely unpopular in developing countries because of the colonial 

past, where TVET was reserved for colonists by the colonizers, and because students who 

usually attend, are from a certain social class, and were not expected to enroll in higher education 

(King, 1993). The social issues in Ghana, for example, require more TVET but are also the 

reasons for TVETs’ low prestige in Ghanaian societies, because TVET leads to lower pay, allow 

for limited vertical mobility and growth, and because it is perceived to be chosen by people with 

poor academic performance (Darvas & Palmer, 2014). Therefore, TVET’s curriculum which 

aims at economic development must ensure that graduates succeed in different areas of activity 

because of their deep knowledge and understanding of the field, and because they have 

developed creative and independent thinking, they must be able to work in teams (Mouzakitis, 

2010). They must also have good communication skills for various contexts, be able to use 

technology, all the while making informed decisions (Mouzakitis, 2010). 

 UNESCO promotes quality and relevance in TVET by improving TVET institutions’ 

management and their connection with labor markets, and their generation of research and 

knowledge (UNESCO, 2016). One of the most recurring issue reported by this organization was 

how TVET is linked to the economy, through the employers’ engagement and through the 

quality of the skills they offer in order to meet an existing need (UNESCO, 2015). In developing 

countries like Ghana, the population is very young; therefore, TVET has a role of providing 

employable skills to this youth (Darvas & Palmer, 2014). Two of the main drivers for TVET’s 

increased demand in Ghana are within the social and economic realm, specifically, youth 

unemployment and the low productivity in most industries (Darvas & Palmer, 2014). 

Nevertheless, there is a disconnect between agricultural industry in particular and employers 

with institutions providing agricultural training and skills (Freer, 2015).  
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The guiding principles of TVET, which emerged from the UNESCO (2015) conference, 

were identified as the following: employability, decent work, lifelong learning, sustainability, 

growth, and equity. However, to create employment where there was not enough demand, the 

idea of entrepreneurship was proposed (UNESCO, 2015). TVET’s school administration should 

therefore encourage curricular changes to include pedagogies that foster innovation and 

entrepreneurship mentality, such as experiential learning methods; teamwork; problem solving; 

critical thinking; and management of opportunities, ambiguity, and uncertainty (Freer, 2015). In 

the LAC region, TVET’s curricula have significantly integrated the technical skills along with 

the notions of business and enterprise development as a way to inculcate trainees with business 

management and organizational skills (King, 1993). Therefore, TVET’s aim as discussed by 

experts is not only to provide skills for jobs but also other “character” education such as 

motivation, positive values, and other skills like entrepreneurial skills, and so on, making it 

holistic in nature (UNESCO, 2015). In Finnish TVET, the concept is that problems are 

individualized to students, whom are receiving training to better face real-world issues and to 

build resilience (Heikkinen, 1997). In Pakistan, an amendment to the Constitution has allowed 

provinces to make contextual planning for education notably for TVET based on the province’s 

needs (Nooruddin, 2017). However, TVET itself needs to be looked after for quality through the 

standardization of TVET, the development of non-technical skills in the curriculum, 

innovativeness in education and training, enhancement of TVET’s public image, training for 

TVET teachers, and so on (Basu & Majumdar, 2009; Nooruddin, 2017). It is important to 

revigorate TVET in such a way because, a study in Nigeria found that TVET allowed young 

people to develop skills towards job creation in the agricultural sector, among others (Edokpolor 
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& Owenvbiugie, 2017). This study also found that Nigerian TVET had the potential to help 

youth develop this country’s economy sustainably (Edokpolor & Owenvbiugie, 2017). 

Other important points raised during a conference in UNESCO (2015), was the 

relationship between TVET and academic education and academic components of curricula. In 

Ghana, there is higher demand for TVET from youth who have not completed their high school 

because most of these TVET schools, whether public or private, have minimum entry-level 

educational prerequisite. However, many poor young people have no schooling at all or even less 

than required (Darvas & Palmer, 2014). TVET’s relationship with curricula must also to be 

understood from the teachers’ perspective, because there is very little attention paid to the 

different types of teachers and the characteristics of the educational institutions in which they 

evolve; the complete picture of teachers is varied, complex and their specific contribution as it 

relates to TVET’s academic education is crucial in understanding TVET system (Heikkinen, 

1997).  

The diversity of TVET is a critical aspect to take into consideration when trying to 

comprehend it from a systematic perspective. The diversity within TVET is due to the fact that it 

embraces both education and training; therefore, offering many different types of clienteles, of 

institutions, outcomes, curricula and employment positions, reflecting on historical and cultural 

influences (King, 1993). Koudahl (2010) identifies three TVET systems is Europe, the market 

model, the state-controlled model, and the cooperative or dual model. All models have 

advantages and disadvantages, but the cooperative model has the additional benefit of integrating 

both the market and the state-controlled models’ characteristics. The market model allows for 

easy employment as the training is provided exclusively by the industry for the number and 

quality of skills it requires. However, these skills may be very narrow and may not permit inter-



 

20 

organization mobility for employees (Koudahl, 2010). The state-controlled model, on the other 

hand, provides excellent training, broad in nature; however, the skills acquired are not 

necessarily the ones that the industry needs in the appropriate quantity (Koudahl, 2010). The dual 

model includes training in schools for the skills not provided in the workplace, followed by 

placement in organizations for the other competencies related to the trade (Koudahl, 2010).   

The “multiple locations of TVET” are school-based or post-school programs of TVETs 

(King, 1993, p. 202). In developing countries, the post-school training often means post primary 

schooling and funding varies according to regions; in Africa for instance, these institutions are 

externally funded while in Latin America they tend to be under the responsibility of national 

training agencies (King, 1993). Work-based vocational training is also on the rise, although, it 

has been predominant in the past, through apprenticeships and other types of workplace trainings 

(King, 1993). Public TVET is one cultural aspect that varies across countries, and the exact role 

of a particular government should derive from its general concern for social equity, the market’s 

performance, and the private sector’s capacity level to provide quality training (King, 1993). In 

Ghana, there are two times more students enrolled in private-led TVETs than in the public 

entities. However, informal TVETs through apprenticeships remain the major source of TVET in 

this country, despite many other organizations like NGOs that deliver them as well (Darvas & 

Palmer, 2014). However, enrollment in both private and public TVETs have declined or 

stagnated in recent years in this African country (Darvas & Palmer, 2014).  

The wide variety of TVET types and institutions makes it difficult to have one best 

approach. It would be more appropriate to build upon the culture of TVET that already exists in a 

specific society (King, 1993). Nonetheless, TVETs in general benefit from a number of 

interactive, participative and collaborative instructional methodologies, which aim at sustainable 
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development, such as creativity, industrial relations and hands-on experiences, including visits, 

laboratory activities and internships (Minghat & Yasin, 2010).  In Ghanaian context, the 

provision of TVET-related skills is impaired by overly theoretical curricula, the fact that the best 

teachers are not being retained and the lack of incentives for instructors to maintain practical link 

with industry (Darvas & Palmer, 2014). 

Sustainable agriculture is an industry that could benefit from a relationship with TVET as 

it confronts a few issues. Unfortunately, agricultural institutions dispense knowledge as a 

commodity from lecturers to students, and operate under the belief that fundamentals of sciences, 

like chemistry or economics, must be established before students’ understanding of the 

intricacies of agricultural sciences (Ison, 2015). This is a problem because sustainable agriculture 

is content but also context-bound; therefore, it requires problem solving and creativity skills, 

stifled by lectures and examinations by regurgitation which are common approaches used by 

most of these institutions (Ison, 2015). Sustainable development can be a purpose for TVET if 

the focus is on human development rather than employability skills for human resource 

development (McGrath & Powell, 2016). The improvement of skills for sustainable development 

is transformative and requires a new way of doing TVET, a way that integrates poverty, 

inequality, individual agency, environmental sensitivity and other social issues (McGrath & 

Powell, 2016). For that transformative change to occur, the focus must be on people and 

prosperity rather than “productivism” (McGrath & Powell, 2016, p. 15). Additionally, post-

secondary agricultural education and training, in other words agricultural post-secondary TVET, 

must pay attention to six critical areas: physical infrastructure, curriculum development, human 

capacity building, government support, and institutional linkages (Rivera, 2006).  
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Agricultural TVET in Haiti 

Technical and vocational training in Haiti has been declining and many schools have 

deteriorated or ceased to function (MENFP, 2012). The situation is such that employers have 

decided to provide these trainings themselves and quality of the teaching is not always optimal 

(MENFP, 2012). It has been found that vocational or technical schools’ graduates carry on most 

of the extension work in Haiti (GFRAS, 2017). In 2015, a study from the Centre department of 

Haiti has found that extension activities have doubled farmers’ income and have improved their 

food security status (Maxime & Paul, 2017). Therefore, it is important to understand the role of 

TVET and agricultural technicians in the Haitian agricultural system.  

Problem Statement 

Agricultural technicians can play a key role in the implementation of extension and rural 

advisory services to meet the needs of farmers. In a country like Haiti where food insecurity is 

prevalent, ensuring optimal agricultural production, accessibility and availability of foodstuff is 

essential. Agricultural technicians are realizing most of the extension work. However, little is 

known about their qualification to do so. These technicians are often trained in agricultural 

TVET schools. Yet, the current status of TVETs in Haiti has not been extensively researched.  

Purpose 

The purpose of this study is to have a better understanding of agricultural TVET in Haiti. 

Specifically, it seeks to get a picture of how TVET fits into the Haitian agricultural and extension 

system through the curriculum and its graduates’ integration into the workforce. The study uses a 

constructivist approach to make meaning of TVET curriculum, specifically Situated Learning 

and Experiential Learning as pillars of technical training aimed at practical application of 

knowledge. Backwards design is used in understanding the relevance of the training provided as 

it relates to potential employers’ needs. Three research objectives guided this study: 



 

23 

1. What is the purpose of agricultural TVET in Haiti?  

2. What is the balance of theoretical and practical skills in Haitian agricultural TVETs?  

3. What types of employment opportunities are graduates from agricultural TVETs in Haiti 

receiving?   

Assumptions 

For the purpose of this study, the researcher assumed that all the interviewees gave 

complete answers that are true to their knowledge.  

Limitations 

For constraints related to time and resources, the researcher had to select the schools 

based on geographic area. Ideally, all the schools in Haiti should be included. Similarly, all the 

teachers and students within each school should be interviewed. Unfortunately, this was also not 

feasible.   

Summary  

Food security is still an issue in many developed countries, particularly in Haiti. People 

involved in agriculture have a responsibility to ensure proper production and distribution of food 

to the population. Extension agents are an important link between agricultural research and the 

farmers. They must receive the best and most appropriate training to perform at this important 

task. In Haiti, most of the extension agents are graduates from TVET schools. However, around 

the world and time, TVETs have been quite diverse in kinds, in audiences, and in the pursued 

goals related to skills development. TVET has also been recognized as an immense contributor 

to social, economic and sustainable development goals in many countries. This study’s purpose 

is to arrive at a better understanding of Haitian agricultural TVET as it pertains to its role within 

the agricultural system, the types of employment that its graduates get involved in, and the 

components of its curricula. 
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CHAPTER 2 

THEORETICAL FRAMEWORK 

Camp (2001, p. 8) defined theory from a “quantitative perspective as a specification of 

relationships,” and from a “qualitative perspective as an explanation of reality.” Moreover, 

according to him, there are grand theories used in research to “explain major categories of 

phenomena,” substantive theories “offer explanations more limited in scope” of everyday life, 

and middle-range theories which describe phenomena that fall between the others (Camp, 2001, 

p. 7). In qualitative research, theories “are inductively built” from research; however, the 

theoretical “framework generate the problem of the study, specific research questions, data 

collection and analysis techniques,” and the interpretation of findings (Marriam, 1998, pp. 45-

46). In social sciences, as opposed to natural sciences, researchers often link various theories 

together to explain a set of data (Ngulube & Mathipa, 2015). This study is qualitative and 

focuses on constructivism, particularly social constructivism as grand theory to understand 

Haitian TVET’s role within the Haitian agricultural system. Middle-range theories are Situated 

and Experiential Learning, which help to appreciate the practical application of knowledge in 

technical training and curriculum. Finally, the study also integrates elements of Backwards 

Design to comprehend the relevance of the training provided as it relates to employability of 

graduates of Haitian TVETs.   

Constructivism  

Vygotsky’s and Piaget’s views on social constructivism are different, in that Vygotsky 

prioritizes the social interactions in the learning and meaning-making process, whereas Piaget 

focuses on individual cognition and its interaction with social processes (Bozkurt, 2017). 

However, constructivism has a great effect on students, both cognitively and socially (Powell & 

Kalina, 2009). While Piaget’s cognitive constructivism focuses on various stages of development 
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that relate to different learning abilities, Vygotsky’s social constructivism emphasizes on 

collaboration and social interaction between learners (Jaramillo, 1996; Powell & Kalina, 2009). 

What they have in common, however, is that they rely on learners solving problems themselves, 

they are inquiry-based and use a Socratic method (Jaramillo, 1996; Powell & Kalina, 2009). 

Constructivism in education needs to have an impact on curriculum as well as teaching 

strategies, practices and tools utilized in classrooms (Jaramillo, 1996; Powell & Kalina, 2009). 

Teachers are facilitators and peers help in constructing meaning (Doolittle & Camp, 1999; 

Jaramillo, 1996). Common teaching practices may include debates or multiple perspectives and 

any kind of interactions among students, creating an open environment conducive to students’ 

engagement and participation, real-world meaningful experiences and relatable examples, the 

ability to choose from different options according to preferences (Doolittle & Camp, 1999; 

Powell & Kalina, 2009). It also is about building knowledge from previous knowledge as well as 

background and past experiences, content and skills relevant to learners, formative assessments 

required to inform future learning (Doolittle & Camp, 1999; Powell & Kalina, 2009).  

The constructivist’s approach to social interaction in education has been researched in the 

context of language development. However, a study suggests that it is also applicable in teaching 

science, particularly mathematics as individual learning of mathematics-related problems and 

solutions can develop through social context and negotiation of shared meaning (Bozkurt, 2017). 

Criticisms to a constructivist approach include the idea of performance, the lack of clarity 

especially as it pertains to the use in curriculum development, its hegemonic influence in the 

educational system and its failure to re-contextualize (McPhail, 2016). Social constructivism and 

situated learning both support that learning is constructed socially and is context-bound, 

particularly sensitive to cultural settings (Doolittle & Camp, 1999; Powell & Kalina, 2009). In 
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the context of technical education, constructivism has not always been proposed; on the contrary, 

this is a field that has predominantly used behaviorist positivism (Doolittle & Camp, 1999). This 

situation is explained by the externally imposed skill and competency-based curriculum whose 

goal is to respond to industry demands rather than the internal construction of knowledge by 

learners (Doolittle & Camp, 1999). However, as the workplace requires higher-order thinking 

even from a TVET level, constructivism is being presented in the TVET system; though this area 

is the slowest to embark on the constructivist reform (Doolittle & Camp, 1999). However, it is 

argued that cognitive constructivism may be the most appropriate for this type of education, 

because TVET is fundamentally based on the transmission of workplace skills targeted to 

employability with the relevant competencies needed on the job (Doolittle & Camp, 1999).  

This study uses a constructivist approach to understand the socially constructed meaning 

of TVET’s purpose in Haitian agricultural system, as stakeholders within the system view the 

role of tecnicians. This informed the research methodology and data analysis. 

Experiential Learning 

Experiential Learning can be defined in the context of education as a type of learning in 

which the learner is “directly in touch with the realities being studied” (Kolb, 2014, p. 3), often 

contrasted with lectures and classroom learning. However, those who argue against this type of 

learning often assimilate it with naturalistic learning that occurs as a result of life experience, 

which can be biased (Buchmann & Schwille, 1983). This idea is challenged by the same biased 

assumption it derives according to Kolb (2014), for this thinking supposes that objective learning 

comes from extraordinary people who do not go through the hazards of life experiences’ biases; 

whereas ordinary people cannot learn independently from their biases, making their knowledge 

unreliable.  
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Universities have used experiential learning in their curricula (Roberts, 2006) in some 

developed countries. Experiential learning in higher education is often opposed to academic 

lectures and readings format (Kolb, 2014). Students are encouraged to get hands-on experience 

through internships, field projects and classroom experiential learning exercises (Kolb, 2014). In 

experiential learning, people learn through experience fundamentally by the provision of the 

experience to the learner (Beard & Wilson, 2013). A basic experiential learning program starts 

with a goal or an objective, includes physical movement while allowing for many types of 

intelligence to express, is designed with social collaborative or competitive strategies with added 

rules and obstacles, and typically ends with quiet time for reflection (Beard & Wilson, 2013). 

The sequencing of activities in experiential learning is such that the intensity of the skills 

required for the tasks are on a continuum from low to high, as the tasks themselves range from 

low to high (Beard & Wilson, 2013). Experiential learning skills often start with low intensity 

and skills then move to low intensity high skills, to high intensity and skills and end with low 

skills but high intensity tasks (Beard & Wilson, 2013).  

First-hand experience, however, can be related to status quo, as it limits the use of 

imagination and epitomizes imitation, which maintains standards unchallenged (Buchmann & 

Schwille, 1983).  A study that analyzed international research papers on adult experiential 

learning determined the characteristics of such learning, specifically, that it is based on action 

and reflection; that subjective experiences are the source of learning, and that there is a process 

that occurs during learning which includes adaptation, relearning, synergy between human and 

environment and knowledge creation (Dernova, 2015). 

Various disciplines incorporate experiential learning components in their curricula. In 

formal college and university education experiential activities may include practicums, hands-on 
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laboratory activities, educational placements and service learning (Cantor, 1997). Internships are 

thought to be beneficial in agricultural-related studies (Roberts, 2006). The Report of the 

Commission on National Aid to Vocational Education in the United States, views TVET as a 

way to connect education with life by emphasizing on utility, practicality and purposefulness 

(Buchmann & Schwille, 1983). Professional and technical programs specifically are using out-

of-the-classroom experiences to permit student skill development and competitiveness upon 

graduation (Cantor, 1997). 

This study understands that experiential learning facilitates the teaching, while enhancing 

the learning, of those skills and competencies that ultimately define TVETs curricula, through 

influencing the design and delivery methods in the classrooms. Experiential learning was used as 

the lens to view the curriculum and teaching methods.  

Situated Learning 

When learning is not situated, it is slow and unsuccessful, as seen with a study about 

children learning vocabulary with only the dictionary’s definition rather than the words in the 

context of their ordinary use (Miller & Gildea, 1987). This study revealed how children come up 

with mystifying sentences when they have only learned the words with a definition, as opposed 

to how quickly and effectively they integrate new vocabulary words when they hear them in 

examples (Miller & Gildea, 1987). The reason is that concepts are not abstract but can be 

compared to tools, which are used actively by people rather than just acquired (Brown, Collins, 

& Duguid, 1989). Learning to use a tool requires use in context. In this sense, the community 

that routinely utilizes the tool also determines the set of rules about its usage, which makes 

learning an enculturation process (Brown et al., 1989). Enculturation requires the students to be 

involved in authentic activities; what practitioners do is very different from school’s activities 

and culture (Brown et al., 1989). All these considerations on how humans learn and reason, have 
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led authors to conclude that school practices need to allow students to learn through cognitive 

apprenticeship by using cognitive tools in authentic activity rather than symbols (Brown et al., 

1989).  

Symbols are representations of external situations stored in memory. Such mental 

representations may not be accurate or complete as compared to reality (Vera & Simon, 1993). 

Incomplete or inaccurate mental representations of reality and planned behavior will not 

necessarily result in desired consequences (Vera & Simon, 1993). Therefore, symbols are 

problematic as taught in the school system, which make schools inefficient in knowledge of and 

application to the real world (Vera & Simon, 1993). Learning hence arises from a cultural and 

socially constructed world where people engage in activity with each other (Lave, 1991). This 

view of situatedness is a third wave of thought called situated social practice, as opposed to the 

two other views: cognitive and interpretive (Lave, 1991). Situated social practice supposes 

legitimate peripheral participation, often viewed as noise by the school system, but which 

permits not only the development of knowledge and skills but also identity through the 

production of communities of practice (Lave, 1991). Apprenticeships occur in a variety of ways 

but possess a series of claims: the progress is visible by the learner and others therefore making 

praise, blame and tests unnecessary; they also allow access to ongoing work (Lave, 1991). 

In their study on the relationship between situated learning and mathematics, Anderson, 

Reder, and Simon (1996) exposed that the discrepancy between the school’s instruction and the 

typical real workplace context in which the skills are to be used is, in fact, more nuanced. They 

argued that the claim from situated learning theory “that action is only grounded in the concrete 

situation in which it occurs” is not always supported (Anderson et al., 1996, p. 6). The kind of 

knowledge to be acquired is fundamentally what determines how much it will be bound to the 
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context in which it was learned (Anderson et al., 1996). As examples, they cited reading and 

writing skills who were definitely not context-bound. However, proponents of situated learning 

“emphasize the cultural context in which intellectual skills acquisition takes place” (Voss, Wiley, 

& Carretero, 1995, p. 170). The second claim that “knowledge does not transfer between tasks” 

is also contingent on these tasks sharing common cognitive elements or not (Anderson et al., 

1996). This situation is consistent with Piaget’s view of knowledge building upon mental 

structures (Voss et al., 1995). Moreover, transfer is enhanced where learners’ attention was 

directed toward the transferable skill to be learned and when many examples were provided to 

them (Anderson et al., 1996). To the claim that abstract training “is of little use” and that only 

authentic activities prevail, the authors presented arguments that posed abstract instruction 

followed by concrete application or examples as the most effective practice than any of them 

alone (Anderson et al., 1996, p. 8). The reason is that in some instances, abstract instruction 

transferred better than concrete training and vice versa. Advocates of situated learning have 

similar positions when guidance and participation are posed as required characteristics of a 

successful apprenticeship (Voss et al., 1995). Lastly, the fourth claim is that “instruction needs to 

be done in complex social environments” because it prepares the learners for the workplace 

requirements (Anderson et al., 1996, p. 9). To that claim, the authors find that some skills are 

better mastered independently before adding complicating social interactions. However, they 

recognize that for motivational reasons as well as for enhanced critical skills, practice in context 

is very beneficial (Anderson et al., 1996). This idea is supported by Situated Learning’s position 

for an environment that is appropriate, and which fosters the successful development of skills 

(Voss et al., 1995).  
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This study posits that agricultural TVET’s curriculum, to be effective, must allow for in-

context learning of the trade by exposing the students, during their training in these schools, to 

real-life experiences which will facilite their assimilation of the culture of the profession. 

Situated learning provided an additional lens to examine the curriculum and teaching methods.  

Backwards Design  

“Backwards Design may be thought of as purposeful task analysis” of curricula (Wiggins 

& McTighe, 1998, p. 2); which means that it informs the lessons and practices required to master 

desired skills and knowledge. Backwards design also thinks about assessments, not at the end, 

but as lesson plans are being constructed, because evaluations must also be directed towards 

desired outcomes (Wiggins & McTighe, 1998). As a result, Backwards Design follows a process, 

which consists of first identifying the desired results, then determining acceptable evidence of 

such results being successfully attained by learners or in other words the most appropriate 

evaluations, finally planning the experiences that will lead to learning and suitable instructional 

activities that match with learning objectives (Wiggins & McTighe, 1998). An example of a 

course using backwards design was developed for technology teachers doing in-service and 

preservice practicums, to cooperate with teacher educators in elaborating a curriculum 

(Shumway & Berrett, 2004). The benefits found were that the pre-service teachers learn more 

and are generally more enthusiastic about their chosen profession; the school pupils also received 

the changes positively. However, being a process that required more coordination time between 

the schoolteachers and university students, it resulted in a low participation from teachers 

initially (Shumway & Berrett, 2004). On the other hand, when designing curriculum backwards, 

there are important precautions to counteract possible unintended effects. First determining 

which stakeholder should be included in defining the desired end; special attention to “look 
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sideways” is essential as many contextual factors may be influencing the knowledge transfer 

(Bowen & Graham, 2015).    

The study focuses on the skills and competencies which promote graduates’ 

employability to be incorporated into the cursus in the agricultural TVET schools. Backwards 

design was used as a lens to see how the types of jobs taken by graduates informs the curricula. 

Conceptual Model 

Other modes of learning may be beneficial to students, in that they allow for a more 

realistic conception of the profession, all the while providing them with key attributes that will 

make the transition to work easier (DeGiacomo, 2002). Alternative modes of learning also 

benefit students from a financial standpoint, where paid positions help them finance their studies 

and constitute better employment opportunities upon graduation (DeGiacomo, 2002). However, 

apprenticeships are also regarded as new forms of slavery through children exploitation and free 

labor, but this situation is most prevalent in societies with powerful forms of capitalism and not 

so much in other contexts for example West Africa (Lave, 1991). This notion introduces the 

diverse cultural interpretations of theories, notably Vygotsky’s sociocultural learning theory by 

American scholars, which uses the concepts of tools and symbols and their application in 

educational settings (Ageyev, 2004). The development of the sociocultural learning theory is 

very much engrained in general American culture of individualism, which opposes many other 

countries’ communalism, including Vygotsky’s Russia (Ageyev, 2004).    

In Haitian TVET, the socially constructed meaning of TVET by all stakeholders within 

the agricultural system, informs the curricular decisions. These curricular decisions include real-

world situated learning experiences, practical in nature, which will foster reflection on the 

contextual usage of the trade’s tools. Employment desired results should inform curricular 

decisions as well so as to ensure appropriate training for the improvement of local economy.    
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Figure 2-1.  Conceptual Model 

Summary  

In qualitative studies, many theories are linked together to interpret data, while also 

guiding the orientation of the study questions. Backwards design is the substantive theory used to 

explain the employers’ role in the curriculum of TVET schools. Their curriculum is viewed with 

experiential and situated learning lenses. Finally, constructivism is the grand theory that explains 

the role of TVET within the Haitian agricultural landscape. Social constructivism in education 

must be visible in the curriculum and in the teaching methods, which are participative in nature. 

The middle-range theories, situated and experiential learning, assure that learning occurs in-

context and through first-hand experience. Backwards design allows for the desired outcomes of 

learning to guide the instructional methods as well as the curriculum.   
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CHAPTER 3 

METHODOLOGY 

This study is a basic qualitative study (Ary, Cheser Jacobs, Sorensen, & Walker, 2012), 

which used semi-structured interviews and focus groups. Basic qualitative or basic interpretative 

studies are descriptive account of phenomena from the interviewees’ perspectives (Ary et al., 

2012). The researcher took a social constructivist approach, where meaning is constructed from 

the stakeholder’s shared understanding. All activities in this study were approved by the 

Institutional Review Board. 

Data Sample  

The agricultural technical schools were selected based on their proximity to the Ouest 

geographic department of Haiti. The sampling method was to select all cases of the targeted 

population (Harding, 2013) within the geographic region, which resulted in six schools. The 

selected schools were Gressier, Montrouis, and four schools in Petit-Goâve. However, 

preliminary visits revealed that only four of these schools were open at the time of the study, 

which included the one in Montrouis and three schools in Petit-Goâve.  

In each of the four schools, the sampling method was to select stratified purposeful 

sampling (Ary et al., 2012). To begin, the school director was used as the primary contact. Next, 

he was asked to identify teachers and students to be a part of the study, thus creating a stratified 

sample. Stratified purposeful sampling allows for inclusion of many subgroups and comparisons 

are also possible (Ary et al., 2012). Typical cases are chosen to represent a common profile 

within an organization (Harding, 2013) and increases confidence in conclusions (Miles, 

Huberman, & Saldaña, 2014). Within each school, the director was interviewed as well as three 

teachers per school, and one focus groups for each school was also conducted with nine students 

in each (Ary et al., 2012). However, one of the schools had a different system, therefore, deviant 
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cases were selected for focus groups to ensure relevant data collection, meaning only students 

whose situations were pertinent to the research had been selected (Ary et al., 2012). Out of two 

possible respondents, only one showed up to the meeting. So, in all, four TVET directors and 12 

TVET teachers were interviewed, and four focus groups with 28 students total were conducted. 

Data Collection  

Interviews allowed for researcher to gain insights on people’s decision-making, 

motivation for behavior, beliefs and perceptions, and helped in examining the context of people’s 

lives as well as the meaning they give to their experiences, emotions and feelings (Harding, 

2013). An interview guide, rather than a questionnaire, was used during the qualitative 

interviews (Yin, 2016). The interview guide contained a set of key words or specific questions 

relevant to the subject and often served as a reminder to the researcher (Harding, 2013; Yin, 

2016). However, the qualitative researcher may ask a new set of questions that were not planned 

during the interview based on responses of the participant (Harding, 2013). As a new pattern 

emerged with information about Institut National de Formation Porfessionnelle (INFP) 

qualifications, researcher included questions relating to this subject, as well as assignments and 

exams, which were not originally part of the interview guide.  

In qualitative research, the researchers “do not begin without questions, they begin with a 

base of experience, theoretical knowledge, and certain goals that drive provisional questions that 

may evolve with time” (Ary et al., 2012, p. 455). For this study, researcher conducted literature 

reviews about TVET in other countries and came up with a set of preliminary questions, which 

were revised by experienced researchers in the field of activity. The interview guide questions 

were designed to answer the three research questions, and slightly modified to fit the perspective 

of directors, teachers, and students.  
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For the school directors, this study used semi-structured interviews, with open-ended 

questions conducted in a conversational manner (Harding, 2013; Yin, 2016). School directors 

were asked questions to gain insights on TVET and its role with the Haitian agricultural system. 

The directors were also interviewed about their backgrounds, academic and professional 

experiences, as well as their motivation to open a TVET school. The interview guide included 

questions to directors about their school and its relationship with the state, funding and the 

curriculum. They answered questions about the profile of instructors working in the school, and 

the profile of the students who attended the school. They were also questioned about 

employment opportunities for their graduates. The interview guide was a total of 11 questions 

with a few probing questions for many of them. The questions were grouped under three main 

categories to answer questions about who the directors were, what is TVET, and about their 

school, from the administrative, educational and students point of views. The complete interview 

guide for directors can be seen in Appendix A.  

In addition to the directors, three teachers per school were also interviewed using the 

same method. The interviews to teachers were conducted to better understand the current state of 

practices and theory in the curriculum at each TVET school and their instructional strategies. 

Teachers were questioned about their background, academic and professional experiences, as 

well as their understanding of TVET’s role within the Haitian agricultural system. They also 

answered questions about graduates’ employment opportunities to the best of their knowledge. 

The teacher’s interview guide was prepared with 18 questions under three groups. The groups 

answered broad questions about who the teachers were, what is TVET, and about the curriculum, 

from an instructional and employment perspectives. The teacher interview guide can be seen in 

Appendix B.  
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All the interviews to directors and teachers, and the focus groups to students occurred at 

the participant’s respective campus, office or home, at their convenience. The questions were 

elaborated in English then translated in French and Creole, and all the interviews were conducted 

in Haitian Creole. The data were collected in Creole, but results were translated back to English 

and reported in English as well. All the interviews were audio-recorded, although the researcher 

also kept a personal journal to reflect on all interviews and focus groups (Yin, 2016). 

Responding students participated in one focus group at each school to give their insights 

on school’s curriculum, particularly as it pertains to the balance between practical skills and 

theory. They also discussed agricultural TVET’s role and their future roles in the Haitian 

agricultural system as they envision it. The focus group guide asked questions about their 

backgrounds, their families, their motivation, and their future aspirations. The guide included a 

total of 14 preliminary questions to students under three main sections about who the students 

were, what is TVET, and about the courses. In one of the focus group (FG-03), the director did 

not want to leave the room and was present the whole time, although he did not participate or sit 

down. The complete focus group guide is in Appendix C.  

Focus groups are also a type of qualitative interview for moderate sizes of groups of 

people (Yin, 2016). A focus group is a qualitative research data collection method, in which the 

researcher actively participates by determining the research question and by collecting the data 

through group discussions and interactions (Morgan, 1996). The focus groups are an important 

source of information on people’s opinions when the members of the group share common 

experiences or views (Yin, 2016). Some of the strengths of focus groups is that participants have 

to explain each other to the group and the researcher can ask them to compare their experiences 

(Morgan, 1996). Focus groups are sometimes not appropriate for sensitive topics and when 
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institutional context constrain some people from exposing their views to each other (Harding, 

2013). Another weakness of focus groups may be the effect of the group on the data (Morgan, 

1996). However, focus groups are an important qualitative data collection method because they 

permit shared understanding (Harding, 2013). They are widely used in sociology and other social 

sciences, for various purposes, including curricular changes, often in combination with other 

methods such as interviews (Morgan, 1996).  

Formal observations of all facilities with checklist were not conducted, although a 

checklist was elaborated prior to research. Researcher made general observations of the premises 

due to the lack of observable items.  

Data Analysis  

The findings from all interviews and focus groups were analyzed directly from the audio 

recordings in Haitian Creole, using a constant comparative method to discover initial codes 

(Saldaña, 2016). They were then translated and reported in English. Transcription is argued to be 

both an interpretive and a representational process, which does not constitute “an end in and of 

itself” (Green, Franquiz, & Dixon, 1997). Data analysis often involves reading of the transcript 

in the presence of audio or video data because transcribing is itself a purposeful analytical tool 

within a research program (Green et al., 1997). Also, it is recognized that transcription of audio 

recordings can be done in many ways (Miles et al., 2014, p. 11) which can result in different 

texts. Analysis without transcribing therefore is possible, particularly due to time constraint and 

when answering a simple research question (Ary et al., 2012). In this case, the researcher may 

“take notes while playing a recording rather than transcribing” (Ary et al., 2012, p. 514). This 

first cycle coding of the audio and translation were simultaneous. Quotes were taken directly 

from audio, rather than from transcript/report of interviews, and translated verbatim by 

researcher on an individual basis. 
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As peer debriefing is often used for validity, to ensure trustworthiness in this study, a 

peer debriefing process followed (Creswell & Miller, 2000), where two colleagues fluent in 

Haitian Creole and English randomly chose an audio to listen to and confirm the researcher’s 

reporting. Member checking is also a way to ensure validity in qualitative research (Cho & 

Trent, 2006). Many different actions can be considered as member checking such as “returning 

the interview transcript to participants, a member check interview using the interview transcript 

data or interpreted data, a member check focus group, or returning analyzed synthesized data” in 

health and educational research (Birt, Scott, Cavers, Campbell, & Walter, 2016, p. 1803). It may 

also be member check of preliminary interpretations or of the final report (Hoffart, 1991). This 

study used synthesized versions of individual interviews to directors, which were returned to the 

participants to ensure researcher’s comprehension. Three of the four directors replied to 

researcher. Triangulation is yet another technique that qualitative researchers use to add rigor to 

their studies (Cho & Trent, 2006). There are various ways to triangulate, such as data source 

triangulation, theoretical triangulation, investigator and method triangulation (Carter, Bryant-

Lukosius, DiCenso, Blythe, & Neville, 2014). This study used data source triangulation, or data 

collected from many types of people (directors, teachers, and students) and also method 

triangulation, or the use of various data collection methods, which usually are interviews, field 

notes and observations (Carter et al., 2014).  

The coding process included two additional rounds of coding which were looking for 

patterns, resulting in a list of codes answering the three research questions (Saldaña, 2016). 

Patterns are repetitive occurrences from the data (Saldaña, 2016). Coding, especially second and 

third round coding, is a heuristic used to identify emerging categories, themes, or concepts 

(Saldaña, 2016). Categories were constructed when patterns of codes were organized to form a 
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new meaningful whole (Saldaña, 2016). Recoding and recategorizing are also possible at this 

stage, because qualitative analysis demands rigor and meticulousness (Saldaña, 2016).  

Demographics  

In total 4 directors were interviewed and coded as D-01, D-02, D-03, and D-04, 

according to the number assigned to their school. A total of twelve teachers (01-T1/T2/T3, 02-

T1/T2/T3, 03-T1/T2/T3, 04-T1/T2/T3) were also interviewed and coded according to the school 

they taught in as well as the order in which they were interviewed. However, in one of the 

schools, a teacher was interviewed twice, as a director and as a teacher. And a focus group of 

nine students each occurred in three of the schools, coded FG-01, FG-02, and FG-03. However, 

the last school was particular, therefore, only one student was interviewed and coded as FG/E-

04.  

Who Are the Directors? 

Three of the directors were agronomists (D-01, D-02, D-04), and one had a degree in 

Education (D-03); but all four graduated from a private university in Haiti. Only D-04 has a 

master’s degree from France. However, D-03 was pursuing a graduate degree in education in a 

foreign university at the time of the study. Only one of the four directors (D-02) had a technical 

degree in agriculture in addition to a bachelor’s degree, which he obtained as a former student of 

the school he was now managing. Actually, school 02 was unique in that it had multiple 

directors, who happened to be three brothers who were managing the school that belonged to 

their oldest brother, whom was no longer involved. Two of them are graduates from brother’s 

technical school.  D-04 was also a former student from the first cohort of his university. Apart 

from D-04 who worked fulltime at his institution, all other directors had other businesses too; 

some were even involved in various [agricultural] activities (D-01, D-02). Many of them (D-01, 

D-03) owned the technical school they were managing. In short, except for D-04, the directors 
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were entrepreneurs. All the directors interviewed were male and most of them seemed young 

from researcher’s perspective (except D-03 who was middle-aged). Specifically, D-02 brothers 

were very young; one of them looked like he was in his twenties.  

Table 3-1.  Director Characteristics 

Director 

Attended 

a Tech 

School BSc Major 

Posses a 

MSc 

Degree 

Former 

Student 

at this 

School 

School 

Type 

Previous 

International 

Experience 

Years of 

Teaching 

Experience 

Outside 

Economic 

Activity 

D-01 No Agronomy No No Private No Tech 2011 Radio, farm 

D-02/W 

D-02/J 

D-02/A 

D-02/B 

Yes 

Yes 

Yes 

Yes 

Agronomy 

Engineer 

Computer 

Agronomy 

No 

No 

No 

No 

Yes 

Yes 

Unsure 

No 

Private 

Private 

Private 

Private 

No 

No 

No 

Unsure 

Unsure 

Unknown 

Unknown 

Unsure 

Family’s 

agriculture, 

family’s 

other school 

D-03 No Education ongoing No Private Online maybe Is an educator Own schools 

D-04 No Agronomy Yes 
1st 

cohort 
Private Montpellier 2 14 years dean Dean 

 

Who Are the Teachers? 

The teachers were mostly agronomists, except 04-T1 who had degrees in computer 

science and accounting management, 01-T2 was an agricultural technician, and 02-T3 was an 

agricultural technician as well as a lawyer. Consequently, three teachers had technical degrees 

(01-T2, 02-T2 plus a bachelor in agronomy, 02-T3 plus a bachelor’s degree in law). On the other 

hand, only two of the teachers had master’s degrees, both from France, 04-T3 in ecology and 

biodiversity, 04-T1 in accounting management. They both worked for the same TVET 

institution, which is the only one that is a part of a university. Teacher 01-T1 also commented on 

having a degree from France in plant protection and environment, which he called “agronomie 

approfondie.” Most of the teachers, except for 01-T1 and 04-T3, have studied in private 

universities. Some of them were graduates from the same institution where they were teaching, 

such as 02-T2, 04-T1, 04-T2. Only two teachers worked fulltime in their institution, 04-T1, and 

04-T2 because they had additional responsibilities. 04-T1 was also the administrator of the 

Montrouis campus and 04-T2 was also the farm manager on this campus. All other teachers had 
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different activities, ranging from teaching in various K12 and technical schools, to being 

entrepreneurs (02-T3, 03-T2), and working for either the ministry of agriculture (01-T1) or 

NGOs/IOs (01-T1, 01-T2, 02-T2). All of them however had been teaching before, even for many 

years sometimes. All the teachers interviewed were male.  

Table 3-2.  Teacher Characteristics 
 

Attended a 

Tech School BSc Major 

Posses a 

MSc 

Degree 

Former 

Student at 

this School 

School 

Type 

Previous 

International 

Experience 

Years of 

Teaching 

Experience 

Outside 

Economic 

Activity 

School 1 

T1 No Agronomy Not really No Public France 15 years MARDRN/ 

NGO 

T2 Yes Ag tech No No/ ICVR Private No Since 2012 NGO/IO 22 

years 

T3 No Agronomy No No Private No 6y in K12 

2y in tech 

Teach 

maybe 

School 2 

T1 No Agronomy  No  No Since 2015  

T2 Yes Agronomy No Yes Private No  Agriculture, 

school 

T3 Yes Law No Unsure Private No Tech 1 Entrepreneu

r 

School 3 

T1 No Agronomy No No Private No Since 2006 

Tech 2016 

Teach 

T2 No Agronomy No No Private No Tech 2017 Entrepreneu

r 

T3 No Agronomy No No Private No Tech 2017 Teaches 

schools 

School 4 

T1 No Computer Acctingm

ngmt 

Yes Private Paris 8  Full time in 

school 

Administrat

or 

T2 No Agronomy No Yes Private USA Since 2016 Full time in 

school 

Farm 

manager 

T3 No Agronomy Yes No Public Montpellier Since 2014 Teach in 

many 

schools 
 

Who Are the Students? 

The students in every focus group were all from rural communities as they confirmed 

themselves. In FG-01, there were two female students out of nine in total. Their director thought 
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he had approximately 30% of the student population who were female. In FG-02, three of the 

participants were women amongst nine in total, and their director reported 25% of females in his 

institution. There were four women in FG-03 and five men amongst the students, which matched 

the 55% male student population estimated by the director. FG/E-04 was a male student. The 

dean was unable to give a number about the ratio but thought that women were scarce in the 

Faculty of Agriculture, and that in the technical program women were very uncommon.  

The students reported that their families’ activities were mostly in agriculture and animal 

breeding, but some mentioned commerce as well, often both. A student cited agriculture and 

music, another one named agriculture and construction. A few of the students were financially 

independent and mentioned their personal activities, which were also related to agriculture. Some 

of them had been working for years with organizations such as NGOs and the public sector. 

Others had studied elsewhere, and either did not graduate or graduated but decided to switch 

careers, such as nursing, mechanics, and construction. The students were not asked their ages, 

but researcher noticed that the age pool seemed wide enough to include people possibly in their 

thirties, which was confirmed by D-01 for his school where the age range varied from 18 to over 

30-35 years old. Most of the participants were graduating students, only a very few were in their 

first year. Generally, the students who were just starting on the program were a little bit less 

participative than the others who were closer to graduation. 

About the Schools 

School 01 was a private technical school in Petit-Goave, giving degrees in the 

agricultural option. However, the researcher noticed that this school was less focused on 

diplomas than the others, based on much less emphasis was put on that by the director, teachers, 

and students. The agricultural technical program lasted approximately 3 years, according to the 

director and the students, although researcher could not grasp the reason behind the flexible end 
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dates, as the school did not have a credit system. The school also did not have INFP certification 

from the Ministry of Education, which was required for technical schools to operate, even though 

it has been in the process of obtaining it since it opened in 2013. The students must have a 

minimal level of schooling of 3e, in the Haitian system. Additionally, the school lacked most 

infrastructure such as laboratories, lands or even technologically equipped classrooms.  

School 02 was also a private technical school, giving degrees in the agricultural option. 

Contrary to School 01, it emphasized the diploma it delivered and the fact that it had INFP 

certification, claiming to be the only school in Petit-Goave that had it. It took students 3 years to 

obtain this INFP-certified technical diploma and school has been open for many years. The 

requirement was the same as previous institution, with a level of 3e required from students. 

Moreover, this school functioned under similar conditions as previous, without laboratories or 

any technology in the classrooms. One of the school directors mentioned a farm but teachers 

contradicted this idea.  

School 03, was very young, opening in 2016 and had not graduated a cohort yet. It was 

yet another private technical school in Petit-Goave, giving degrees in the agricultural option and 

other. It took only 2 years to graduate with a diploma in the agricultural program. The school 

would be seeking INFP recognition after its first cohort’s graduation in 2018, shortly after the 

study. However, this school required a slightly higher entry level of schooling of 2e from 

students, according to Haitian standard. This school, like the others, did not have the 

infrastructure that would be expected such as laboratories, land or technologically equipped 

classrooms.  

School 04 was actually part of a university with three decades of existence, which had 

one of its campuses in the Montrouis area. The dean of the Faculty of Agriculture was 
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responsible for both the bachelor and the technical program that the Faculty offered. The 

students usually enrolled for the bachelor, but may request a switch to the technical diploma, as 

the first two years of both programs are the same and take place on the Montrouis campus. This 

campus has farmland, dormitories, a cafeteria, a computer room, but no laboratories. Since the 

technical diploma was obtained after 3 years of studies, the last year must be completed at their 

other campus. That campus was where the bachelor-seeking students finished their program as 

well, with an additional 3 years of studies. The courses taken in this campus were different for 

students seeking a bachelor or a technical degree at that point. These numbers were 

informational only, because the university used a credit system that allowed students to have 

more control over their progression. It also allowed technicians to continue to the bachelor route 

at any given time. The school also benefited from the Ministry of Education’s recognition. It was 

the only of the institutions visited which required a level of studies of Philo, with or without the 

Baccalaureat II certificate, from students upon application regardless of program.  

 

Subjectivity Statement 

I was born and raised in Haiti and as such, I have developed my own understanding of 

my people and the educational system. I have gone through school there personally, although it 

can be argued that there is not one kind of education in Haiti. I have an idea of the language 

intricacies in this country and this was a concern for me during the elaboration of the 

methodology. Should I address the people in Creole or French? This approach is crucial in 

determining the success of the relationship.  

However, I did not complete my higher education in Haiti. Like many of my peers, I 

studied abroad, specifically in Costa Rica. My background is in agricultural sciences with a great 

emphasis on sustainability, entrepreneurship, and practical application. This situation may have 
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influenced my understanding of agricultural education. I value hands-on instruction in realistic 

contexts because that is what I had experienced. I have had many internships and other real-life 

experiences throughout my studies and I may have gained a profound respect for educational 

activities of that sort.  

Now, as an international student in the United States, I have the opportunity to see my 

culture from yet another perspective and study it through different paradigms.  

 

Summary  

The data sampling was to select all cases of the targeted population, which led to four 

schools within the Ouest department of Haiti. In each school the sampling method was stratified 

purposeful sampling of typical cases, except in one school where deviant cases were chosen. 

This resulted in four directors and 12 teachers interviewed as three teachers per school were 

selected, and 4 focus groups conducted. Data was collected using semi-structured interviews 

with interview guides, and open-ended questions written in english then translated to creole and 

french. General observations of the environment were also conducted. Data was collected in 

creole, reported in english, but not transcribed. Data analysis consisted of many rounds of 

coding, using the constant comparative method, of the englih reports from the interviews until 

patterns emerged. Peer-debriefing, member-checking, as well as triangulation of data source and 

methods were used to ensure trustworthiness.  
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CHAPTER 4  

WHAT IS THE PURPOSE OF AGRICULTURAL TVET IN HAITI?  

Background 

Agriculture is an important activity because it produces food for human consumption and 

because it allows for rural development (Moehler, 1997). However, in Latin America there are 

still many malnourished people, particularly in the Caribbean islands (FAO, IFAD, & WFP, 

2015). Haiti’s situation is one of the most critical in the region, based on its alarming hunger 

index severity (von Grebmer et al., 2016). Therefore, it is crucial to work on ways to improve 

food security status in Haiti. Fuglie and Wang (2012) have found that the obstacles which 

countries have to face for increased agricultural production are linked to the access to 

technological resources rather than to their existence. In Haiti, according to GFRAS (2017), 

graduates from Technical and Vocational Education and Training (TVET) perform most of the 

extension work. Therefore, it is important to understand TVET in Haiti in order to improve the 

food security status in this country.  

Literature Review  

The definition of TVET, according to UNESCO (2017b, p. 1), is all “those aspects of the 

educational process involving, in addition to general education, the study of technologies and 

related sciences and the acquisition of practical skills, attitudes, understanding and knowledge 

relating to occupation in various sectors of economic life.” This organization also acknowledges 

the role of TVET in employment, sustainable development, and social justice (UNESCO, 

2017a). Despite the importance of TVETs in developing countries’ economy, it has still been 

reported that they are highly unpopular, because they are viewed as pertaining to a specific class 

of people, whom are not expected to enter the higher education system for various reasons (King, 

1993). In Ghana, enrollment in public and private TVET have decreased, because graduated 
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lower salaries, and it is perceived to be reserved for people with poor academic performance 

(Darvas & Palmer, 2014). In Latin America however, TVET provides much needed training to 

youth with disadvantages (King, 1993). Another complicating factor is the diversity of TVETs, 

which emerges from whether or not it is controlled by the state, the private sector or both 

(Koudahl, 2010) and the various types of institutions and outcomes of TVET, as well as the fact 

that it can be school-based or at the post-secondary level (King, 1993). Agricultural TVET needs 

to address human capacity development, government funding, institutional networking, 

curriculum modifications, and physical infrastructure (Rivera, 2006). However, depending on the 

cultural aspects of TVET in a specific country, many approaches may be appropriate to ensure 

quality of TVET (King, 1993). If the focus is put on human development, inequality, poverty and 

other environmental and social issues, TVET can lead to sustainable development (McGrath & 

Powell, 2016). UNESCO (2015) also recognizes that TVET is holistic, in that beyond job skills, 

it provides character education such as positive values and motivation, entrepreneurial skills and 

others.  

 Theoretical Framework 
Socially and cognitively, students benefit from constructivism (Powell & Kalina, 2009). 

Social constructivism builds understanding and knowledge from participative methods and must 

inform curricula and other instructional strategies and materials (Jaramillo, 1996; Powell & 

Kalina, 2009); although Piaget and Vygotsky’s views on social constructivism differ in certain 

areas. Piaget focuses on individual cognition’s interactions with social processes; while for 

Vygotsky, the social interactions are focal in the learning and meaning making processes for 

individuals (Bozkurt, 2017). Backwards Design departs from the desired outcomes of learning to 

form the corresponding assessments, from which emerge the instructional activities and materials 

(Wiggins & McTighe, 1998). The study focused on the principles of Backwards Design to 
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comprehend employers and industry’s link to Haitian agricultural TVET schools, and the role of 

agricultural TVET schools within the Haitian agricultural system from a Social Constructivism’s 

perspective.  

Purpose 

This study proposes to have a deeper understanding of Haitian TVET, specifically, to 

answer the question on what constitutes the purpose of Haitian agricultural TVET within the 

Haitian agricultural system.    

Methodology 

This study, which was a basic qualitative study (Ary, Cheser Jacobs, Sorensen, & 

Walker, 2012), used semi-structured interviews and focus groups. The study sampling method 

was to select all cases of the targeted population (Harding, 2013) within the Ouest department of 

Haiti, resulting in four TVET schools. The school in Montrouis was also a university and three 

other schools were in Petit-Goave. The director and three teachers were interviewed in each 

school, as well as one focus group conducted with nine students each, using the stratified 

purposeful sampling (Ary et al., 2012). Because it was a university, deviant cases had to be 

selected for the focus group in Montrouis (Ary et al., 2012) in order to maintain the research’s 

focus and only one student was interviewed. For all the other schools, typical cases were chosen 

(Miles, Huberman, & Saldaña, 2014). The interviews and focus groups were conducted in creole; 

however, the interview guides were first written in English, and then translated into French and 

Haitian Creole. Interviews and focus groups were also audio recorded (Yin, 2016) and occurred 

at participants’ home, office or campus, at their best convenience. The researcher also kept a 

journal to record her observations and reactions. Data were analyzed directly from audio 

recordings (Green, Franquiz, & Dixon, 1997) using a constant comparative method to identify 

initial codes. Axial coding was then used to organize initial codes into themes and sub themes 
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(Saldaña, 2016). Direct quotes were pulled from audio recordings and were translated to English. 

To ensure trustworthiness two teacher interviews were randomly selected and reviewed by peers 

who speak Haitian Creole (Creswell & Miller, 2000). Member checking was also accomplished 

by sending a summary of the analysis of their interviews to the directors (Cho & Trent, 2006; 

Hoffart, 1991); three out of four gave their feedback. Additionally, the design of this study 

allowed for triangulation of data sources from directors, students, and teachers as well as data 

collection approaches of interviews, field notes, and observations were also used to further 

ensure rigor (Carter, Bryant-Lukosius, DiCenso, Blythe, & Neville, 2014). 

All the directors and teachers interviewed were male. Most of them were also young and 

agronomists. Only three of them had a master’s degree and worked fulltime. Most of these 

educators did not work full-time in their institutions, rather, they had other teaching positions or 

managed their own businesses. Some of them were technicians as well. Most of the students 

were men (19 out of 28). They all came from rural communities and reported familial activities 

to be mostly agriculture and commerce. The age range seemed to include a wide group. Many 

had worked or studied in a different field before. The schools were technical institutions with an 

agriculture option, except for school 04, which was a university offering bachelor’s degrees as 

well, and 03 included other technical options. The program of study lasted between two and 

three years, with a credit system for school 04. School 03 required a minimum entry level of 

seconde, while 01 and 02 only demanded 3e; institution 04 on the other hand required students to 

have completed their philo. INFP recognition was awarded to only 02 school, and 04 was an 

accredited university.  
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Findings  

Social Mobility of Students 

A positive outcome for agricultural TVET is the social mobility it facilitates for the 

students. This idea of social mobility appears in the interviews with many directors, from most 

teachers, and in the focus groups as well, under various forms: (a) training and education for the 

youth, (b) a step toward higher education, (c) financial independence, (d) entrepreneurship, (e) 

networking, and (f) reputation. The director D-02 explained the idea of social mobility clearly, 

when he said: “professional schools can start a future” or with teacher 01-T2 affirming that he is 

“preparing [his students] to replace him tomorrow and better face life.”  

Train the youth. For nearly all the teachers, one director, and in two of the focus groups, 

the role of technical schools was mentioned as a way to help the youth and provide them with 

training that will allow them to get ahead in life. It is also a way to help the country as a whole 

through helping its youth’s future. For teacher 01-T2, the objective of his teaching is to “prepare 

the students to help themselves then to contribute to the development of the country” or as 01-T3 

expressed “we want to train the youth for tomorrow, for the country.” Education is an important 

gift to the youth because “in Haiti the question of training in agriculture is problematic” (03-T1). 

During focus group FG-03, a student felt that the head of the school was his model because “he 

is responding to a need” through opening the technical school, because he recognizes that to 

“have more people trained and giving good service is better,” particularly given that “the 

educational system in our country is very difficult.” Teacher 04-T3 got involved in education 

because he “wants to help improve the level and type of education being given in the country” 

reinforces this idea that the current situation is difficult. In FG-01, a student felt the same way 

and “saluted the intellectual committee of the school who are working for the community and 

practically in a voluntary basis.” Director D-01 felt that “training the youth or anybody 
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interested” will give them “more financial autonomy.” Researcher notes reveal that 

empowerment of the youth or people seemed to be at the core of this director’s speech for 

opening a technical school. All of the teachers interviewed, except one (02-T2), shared this 

sentiment. It was also noticed that even the teachers who are not teaching agriculture classes felt 

that they are motivated to teaching in these schools because the “students have difficulties” in a 

set of skills that they can help with such as “writing their methodology” (02-T3). Another teacher 

commented that one of his “objectives for teaching was to train people” and that “the more 

people are trained in a domain the more doors are open for positive things to occur” for them 

(04-T2). This training is even more important for those students who have not obtained their 

Baccalauréat (Bacc) II which is an exam some fail at the end of their studies. D-04 said some 

students choose a technical diploma because they “may not have passed bacc II.” Bacc II is the 

government issued high-school diploma needed to access higher education after the last class 

called philosophie or philo “the reason I did not go to agronomy is that I was stuck in philo and if 

I waited until I passed I may never go” (FG-03). This statement also represents another role of 

TVET in social mobility for students, which is a step toward the license (bachelor’s degree).   

Higher education/bachelor. One form of social mobility linked to lack of Bacc II, which 

appeared a lot in the interviews, is that the technical school is a step toward the bachelor’s degree 

in agricultural sciences. It even seems to be an important aspect for the students themselves, 

because in all the focus groups the bachelor was mentioned at some point. Many students have 

an agronomist as a model not a technician; in the case of FG/E04 it is someone with a master’s 

degree in aquaculture. According to a student in FG-02 “I loved agronomy but I am taking the 

technical before.” A bachelor is regarded in both FG-01 and FG-03 as a possible outcome for 

students in the future. It helps them in choosing the school to attend, because “if we wanted to 
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pursue our studies” (FG-03) the students would need to choose a school, which delivers a 

diploma recognized by the state. Most directors are also aware of the intent to pursue higher 

degrees and embrace this notion fully as D-02 explained: “professional schools help people start 

a future and help for university as well.” D-04 understands this situation too, and the school has 

decided from the beginning to present “same content, evaluation and exams” to students on the 

technical path “so students do not have anything preventing them from continuing the program” 

towards a bachelor. Or as D-02 goes to the length of “affiliating” the school with universities. 

However, at least one teacher 03-T1 saw it as an alternative to the bachelor; he supported that 

“those who do not want to go in the sciences go to the technical.” Additionally, if the reason for 

starting with a technical diploma may be a lack of Bacc II, it is often due to financial reasons. 

FG/E-04 exemplified this situation because “I aimed for a license [bachelor] at the beginning, I 

didn’t aim for a diploma,” which he was then forced to pursue due to lack of funding; he wasted 

his foundation money in a university that was not “recognized.” 

Financial independence. As perfectly stated by D-04, “students choose agricultural 

technic 80% of the time for economic reasons” in his school. A student at his institution, FG/E-

04 agreed that “reason is financial” for him to switch from a bachelor to a technical diploma. 

This idea is supported indirectly by all the other directors when they mentioned that “students do 

not really pay the school” tuition (D-02) since “they do not have money, reality is very 

precarious” (D-01). This situation is not easily solved because, according to D-03, “you cannot 

ask them to pay too much because if you do they leave.” As a result, “some [of his] students to 

date have not paid anything to the school” and are about to graduate after the two-year program. 

This explains why, for so many of them, the shorter program constitutes a benefit. As a teacher 

04-T1 explained, technical diplomas “facilitate financial independence.” Graduating early has 
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advantages as “parents invest a lot of money in their kids’ high school and expect something 

from them early” because “we must see Haiti as a poor country” (04-T1). The situation is such 

that 04-T3 claimed that “in Haiti, due to economic situations, many students start but cannot 

finish” the program but they are able to “work as technicians.” Therefore, technical diplomas are 

helping young people to be financially secure sooner/faster “shorter training,” and “enter the job 

market faster” (04-T1). Some students may even finance their bachelor studies as well with the 

technical diploma. FG/E-04 intended to finance his bachelor upon completion of technical 

studies. A teacher (01-T1) reported that his former student has told him that he is currently 

“paying for my own tuition, not my parents with [legumes] parcels.”  

Entrepreneurship. Entrepreneurship was mentioned as the path to financial 

independence. After all, “the more people having personal activities to live leads to less poverty 

in the country,” (D-01). In this sense, agricultural TVET in Haiti is important to combat poverty 

for the graduates, by enabling them to start a new business. Entrepreneurship seems to be viewed 

as an essential vocation of agricultural TVET to many respondents (FG/E-04; FG-03; FG-01; D-

01; 04-T2; 03-T1; 03-T3;01-T1). Many students had an entrepreneur as a model. For example, 

during FG-03, an agronomist who “has fish” ponds was described as a great role model for 

students. In FG-01, entrepreneurship is described as an inherent characteristic of “the technician 

[whom] cannot wait for the state” to provide jobs, because “if you are a technician you must be 

able to produce without the state.” Many teachers felt the same way as well. 04-T2 claimed for 

him “in the Haitian agricultural system the technical training” “should be about creating jobs, 

every technician should be an entrepreneur.” 03-T3 said “I believe in that a lot” referring to the 

fact that “students can create own activity,” because “students must not wait” for jobs. This idea 

of entrepreneurship was prevalent across all schools visited and for all levels of interviewees.  
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Networking. The way in which agricultural TVET and its subsequent social mobility for 

students, operates is through the network. Networking is essential to technical schools and 

technicians, both as a way to get to the school, and for the connections the student is able to 

create through the school. A few teachers and directors have mentioned bringing guest teachers 

or taking the students to practices in the areas where they know they may be able to create bonds 

with important people and organizations working in the agricultural sector (D-04; D-02; 03-T2; 

03-T3; 01T1; 01-T2). Moreover, some students are connected to TVET because of work 

relationships in the agricultural sector. According to D-04, “some students are promised a job by 

someone to study agricultural technic.” This director even said that “some [students] are funded 

by their employer” or “family members may work in a program that will need technicians and 

train them for that.” Nonetheless, if this situation seemed to be particular to school 04 in which 

“most students we have studying technical are financed by organizations,” there were students 

from other schools who were simply inspired to get a technical diploma because of agriculture-

related organizations and programs working in their communities. A student in FG-01 said that 

he knew about the school because “FAO came with the [agricultural] field in the area with Mrs 

[name removed] who came with a movement about farming in the region.” Most students have 

been encouraged by someone in the agricultural sector to pursue a diploma in that field, whether 

that is a family member, a person connected to the school like a teacher, the director himself, 

current or former students. In certain cases, the opportunities that exist in their communities have 

prompted a demand for technical studies. D-02 explained that “the weekend option has more 

students [attendance] than during the week” because “they find a job while studying here 

especially the ones from Cote-de-Fer.” “The school has a lot of students from Cote-de-Fer” 

because “many [agricultural] projects go to Cote-de-Fer, which explains the high demand” of 
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students from this region. The situation is such that “we have demand in Cote-de-Fer for [the 

school] to have an annex there.” It seems that wherever the organizations and people actively 

working in agriculture are, is where the youth is most likely to know about and decide to attend 

an agricultural technical school.  

Reputation. Finally, being a technician, in itself, is a tool towards success. D-02 

mentioned that agricultural TVET is “a big tool” in the Haitian agricultural system and 01-T1 

that “technicians are tools” in the agricultural sector. Being a technician legitimates decisions in 

the field as well. For example, this student who was encouraged to enter a technical program by 

his farming father who “recognized my ideas but told me he would prefer I do agriculture 

technician.” Another student who claimed that when farmers argue with him he “tell[s] them I 

am a technician if you don’t do as I say you won’t get results.” It gives standing in the rural 

communities like this student in FG-03 who decided to study because he “can be like the 

technicians” he sees during his work as agricultural agent. This standing and reputation can be 

essential in building a career. In FG-03 someone mentioned that “in agricultural technic you 

study animal health; by studying animal health, you can become a great veterinarian, not only for 

the commune but for the whole country.” According to 03-T2, “some technicians in the city […] 

have a good reputation; sometimes have received plaque of honor.” However, the search for 

standing and reputation is deemed problematic by teacher 04-T3 who wondered about “what 

kind of relationship should exist between agronomists and agricultural technicians.” He raised 

this question because he thought technicians may “present an inferiority complex.” His personal 

experience working “in our reality particularly the rural communities [where] the technicians 

present themselves as agronomists” has prompted him to realize that maybe “they may not know 

what their job is; in their training they receive no orientation in that regard.” D-02 explained that 
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“although they’re not agronomists, they get called agro in the field; only they know that they 

don’t have a 5-year bachelor.” This idea was also noted by researcher on the loose use of certain 

words by students to describe themselves like “I am a veterinarian” (FG-03 p2) or “I had a past 

in civil engineering” (FG-03).  

Improving Local Communities 

The sentence “an agricultural technician is someone who has an extremely important role 

not just for the farmers we can say even in the cities” (FG-03) depicts some of the various ways 

in which a technician is expected to contribute to society’s welfare. The technician (a) supports 

rural development and (b) helps reduce poverty and migration.  

Rural development. Helping farmers and agronomists working in the field is 

contributing to rural development. Teacher 01-T1 thought, “It is the most important for the 

development of the country” while speaking of agricultural TVET’s role within the Haitian 

agricultural system. 01-T2 stated that “agricultural technic is extremely important in the 

development of the country, may it be on the environmental level, vegetal, and why not animal 

breeding.” 01-T1 also cared to explore “how to increase revenue for farmers” in his courses 

because he believes that is what a technician is called to do. Students also know that this is a 

future endeavor for them as agricultural technicians. During FG-02 a student recognized that 

“our role […] is to give them [the farmers] the technique that we have to help them get ahead” 

economically. A student in FG-01 explained it best by stating that “a technician has a lot of 

importance because a technician is first an agent of development.” The importance of TVET in 

the agricultural sector in Haiti is linked to the essential role that technicians play within it 

because, like a few respondents pointed out, “this country is primarily/essentially agricultural” 

(D-03; FG-01; 03-T3). The technician belongs where the farmers are, which is in the mountains 

because Haiti is a “mountainous land” (D-01). Therefore, as mentioned during FG-02, “we will 
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see if the technicians want to go up the mountains or stay in the cities, they will see they pay the 

consequences for that.” Not going in the mountains means not working closely with the farmers 

and not contributing to rural development in that sense. D-01 says is best “extension activities on 

agriculture-related knowledge will allow for rural development in the mountains.” The 

technicians must go in the mountains, as mentioned many times because their “final objective is 

to increase farmers’ income/revenue” (01-T1); and the mountains is where the peasants do 

agriculture in Haiti. Their work is necessary because it provides services that are needed. 

According to 01-T3, agricultural sciences “first aims at protecting the environment and secondly 

its objective or goal is to change the lives of all the people living in the communities.”  

Migration/poverty. What happens when there are no technicians working at improving 

the livelihoods of families living in the mountains is migration, notably rural outmigration and 

more poverty both in the rural communities and the cities. Helping rural development means 

helping farmers stay in the rural communities, therefore, it means combating rural migration and 

poverty, “because someone who does agriculture can’t be poor tomorrow” (FG-02). The reality 

though, is that “the population leaves the mountains and comes to the city” (FG-01) because they 

are poor and that “farming is not productive” for them (FG-01). Low productivity in agriculture 

is the reason farmers “come to the cities, form the slums but there are no means, so they have to 

beg” (FG-01). FG-01 “Sometimes some of them do not even have a job; they’re forced to walk 

in the streets rather than work in the mountains.” Somehow the students mostly, and a few 

teachers as well (04-T1; 01-T1; 01-T3), felt that these conditions can be improved with more 

technicians properly imparting knowledge to the population. However, the migration occurs also 

from the cities to the rest of the world. 01-T2 attested “I have some [students] currently in 

Dominican Republic doing graft.” Therefore, in that regard, agricultural TVET has not been able 
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to stop the migration. This migration problem is noticed by 03-T2 who saw that “in [the city] 

some youth have contempt and are not interested to go to technical schools because they do not 

see themselves in Haiti; they are turning to other places.”   

Agricultural Extension  

Many respondents emphasized that “a technician is an extensionist for the peasants, 

growers mostly” (FG-03). The extension work agricultural technicians ought to perform are 

multiple but can be summed through the sub-themes of (a) providing technical assistance, (b) 

improving production practices, (c) protecting the environment, (d) increasing food security, and 

(d) training. 

Provide technical assistance. The role of a technician is to provide technical assistance 

was shared by nearly all respondents. However, whom they assisted may vary. For some, “we 

may consider an agricultural technician as an auxiliary to an agronomist” (FG/E04), because the 

“agronomist may need support and this support is no other than a technician” (01-T3). As 01-T2 

puts it bluntly “technicians are auxiliary to agronomists,” idea that is supported by D-04 

“agricultural technicians are here to apply what agronomists tell them.” However, the importance 

of the technicians seemed to ascribe primarily to their mastering of fieldwork. “As an 

agricultural technician our role is to accompany the agronomists in the field” recognizes a 

student in FG-02, because “agronomists may conduct a study but when implementing in the field 

they require technicians” (01-T1). Their role while accompanying the agronomist is crucial 

“when he [an agronomist] has technicians [with him in the field] he realizes what he wants to” 

according to 01-T3.  “A technician is [also] there to fill in for an agronomist” (03-T3) because 

“in the absence of the agronomist the technicians are here, and the work continues well” (01-T3). 

They are also there to help/accompany farmers “the role of an agricultural technician is to 

accompany the farmers” (03-T3). According to 04-T3 “it is more than necessary to have more 
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trained agricultural technicians, so the farmers may get the support they need.” This notion of 

helping/accompanying the farmers is so entrenched in the subculture that many students use the 

same wording when reflecting upon the work they project to do after graduation, like this one 

during FG-01 who wants “to go to [his] rural section to accompany the farmers.” Teachers like 

01-T3 also viewed the students’ future work as “to help the peasants.”    

Improving production practices. Students viewed the purpose of their future work as 

“help[ing] them [the farmers] farm better” (FG-01). There seemed to be a consensus amongst the 

students on the fact that Haitian farmers engage in activities that are detrimental to agricultural 

productivity. In FG-03 a student described the fact that “they [the farmers] do not realize that 

they don’t properly maintain the space they are cultivating” because the farmers cultivate the 

land but yields keep going down, which is explained not by the low quality of the beans, like 

they claim, but by the bad practices they are attached to generationally. It is the job of a 

technician to show them a better way in order for the production to yield more. According to 

students in FG-02, there needs to be “someone in the zone who’s an agricultural technician, who 

can enable the peasants to plant better.” This person is necessary as mentioned earlier “because 

their farming is not efficacious” (FG-02). In FG-01, someone took an example on their own 

families: “our parents used to work very badly, now with the training I have, I make them […] 

progress in the sector.” The bad practices Haitian farmers currently use make their yield lower 

but seems to affect the environment, which subsequently lowers the productivity more, in a 

vicious cycle. FG-02 “reforestation matters and make them work the land [farm] in a different 

manner” because the way they farm is not being productive as it does not respect the 

environment.   
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Protecting the environment. Environmental issues are therefore also a huge component 

of a technician’s role or even of the science at large, as proposed by 01-T3 “agronomic sciences 

are beautiful and first aim at protecting the environment,” that is imperative in Haiti because “we 

have a cheap vegetal cover.” Many students want to get involved, upon graduation, in 

environmental issues, particularly in reforestation campaigns. Like this student from FG-01 

whose “dream is to work in environmental issues and reforestation.” Other students were 

inspired by people working for the improvement of the environment. In FG-03, a student 

mentioned a role model who is an “agronomist who has an ecological farm” or another one who 

was inspired to become a technician by watching other technicians at work “talking about 

reforestation” to the farmers. He was deeply impacted by this training he had participated in and 

decided to pursue studies in the field as a result. Therefore, ecology is an attractive component of 

the job to these students and they feel that they are the most prepared to face these issues. For 

example, “as an agricultural technician, I can say that the reforestation campaigns are not done” 

criticized someone from FG-03. According to students from the same focus group, “the erosion 

that degrades the mountains create problems in the city” as well. So, their contribution to the 

environmental issues is not limited to the rural areas, as ecology is holistic in nature. 

Reforestation is particularly a focal point as attested by this student during FG-02 “our dream is 

to go help the farmers in terms of how they deforest.”  

Increase food security. However, environmental issues do not exist in and of 

themselves; they are embedded within the agricultural system from which depend the whole 

population for food. The goal is to protect the environment, so that more food can be produced. 

FG-01 “after graduating, it is about helping the farmers know about how to plant and have higher 

yields,” which, according to FG/E-04 “can help the country develop in terms of food security” 
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referring to technicians’ starting own activity. In FG-02, the “vision for the future is to 

accompany the peasants so they can make the soil have more yield.” If deforestation and other 

destructive practices give lower yields, it is the technician’s primary goal to, “as a trained 

agricultural technician show the peasants how to work to see improvements in soil” productivity 

(FG-02). So, “if I help them with my knowledge, what I have, I think their farms will have more 

yields” (FG-01). By improving agricultural yields and productivity, agricultural technicians also 

tackle the topic of food insecurity in the country. As teacher 01-T3 evoked “it will also allow 

them to help the whole population with a series of food they need for their bodies,” speaking 

about agricultural technicians who choose entrepreneurship. The reason is after all, “I can’t be 

eating things I don’t know; what I eat I must seek to produce it” says teacher 01-T1. But 

according to 01-T1 it is not an obvious goal, “because there are no institutions that do agriculture 

in Haiti; it is a country that mostly imports things from abroad.” However, the students felt it was 

their responsibility to tackle the food security issue in Haiti, despite the state’s failure in that 

regard. After all, “there is no agricultural policy, no infrastructure and no environmental 

protection policy” (FG-01). The way in which these agricultural technicians will attain the 

objectives is through proper training of the farmers and other agricultural producers. Examples of 

technicians doing this type of work existed for some of these students, for instance in FG-03, 

who recalled “the way they train the peasants who used to farm badly so these farmers may have 

more yields and more food.” This is what they want to do in the agricultural sector in Haiti.   

Training. Improvement in food security status in the country means that the “role of 

technician is to accompany and guide the farmers for intensification of agriculture” according to 

teacher 02-T1. This idea was supported by 04-T2, “the agricultural technician’s job is to work 

with people building models” which will increase yield and he must show people “better ways to 
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do it [agriculture].” Many teachers and directors (D-02; D-01; 04-T1; 04-T2; 04-T3; 02-T1; 02-

T2; 03-T1; 03-T2; 03-T3; 01-T3) agreed that “when you say agricultural technician that means 

working with peasants” (D-02), that the technician is “the person who’s going to live with the 

peasants, so the technician has a very tight link with this” idea of being in the field engaging the 

people (03-T2). In conclusion, as stated by 03-T3, “the role of the agricultural technician is to 

accompany the farmers and to train them as well.” Students also understood their role as such. 

They identified with role models who are “agricultural technicians [who] used to come to the 

zone and [give] some training” which the peasants benefitted from. “I remember that I 

participated in a training” of theirs shared someone from FG-03. In FG-01 another student 

revealed that he “want[s] to train other people who may lack knowledge in this sector because 

cultivating requires a minimum of training.” FG/E-04 wanted to gain all the skills necessary for 

him to be able to “push through with my lessons and allow people to learn from me.” FG-03 was 

inspired from “when I used to go to the activities with the peasants [as an agricultural agent] I 

used to see how the technicians do the conventions” and he was working towards his diploma to 

do just that as well. All of these dreams and aspirations point in the same direction, that 

ultimately, “the agricultural technician’s role is extremely high; he is a teacher for the peasants” 

(FG-03). 

Recommendations and Implications 

Agricultural TVET in Haiti increases social mobility of students, improves local 

communities, and enhances extension capacity in the country. Meaning-making is socially 

constructed, context-bound and is sensitive to cultural context (Doolittle & Camp, 1999; Powell 

& Kalina, 2009). In Haitian context, TVET’s purpose has meanings that are inherent to the 

cultural context in which it was constructed by the different stakeholders within it.  
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Agricultural TVET increases social mobility of students through (a) additional training 

and education, (b) providing a step toward higher education, (c) helping establish financial 

independence, (d) developing entrepreneurship skills, (e) building networks, and (f) establishing 

a solid professional reputation. The various experiential learning activities provided to students 

during their training have allowed them to enhance the utility, purposefulness and practicality of 

the skills they have acquired for better competitiveness after their graduation, as TVET creates a 

connection between education and real life (Buchmann & Schwille, 1983; Cantor, 1997).  

The findings from the interviews and focus groups with various stakeholders within the 

Haitian agricultural TVET, have revealed that TVET had potential to help vulnerable young 

people receiving training when they may not have had the formal possibility to gain any skills 

otherwise. Developing countries, in Latin America particularly, used this level of training to 

meet the needs of disadvantaged youth (King, 1993). The youth enrolled in these schools, was 

found to have less schooling and therefore would face issues being admitted into the universities. 

Most of the schools selected for the study required a lower educational level than universities, as 

also reported by King (1993). Those graduates often were able to finance their higher education 

themselves, although the majority of the schools, except the university, have a tradition of non-

terminal TVET (King, 1993; Swanson & Rajalahti, 2010). In Latin America, as it was found that 

there are both terminal and non-terminal TVETs (King, 1993) as the findings of this study also 

suggest. However, the emphasis was put on job creation because these young people entering the 

TVET system are mostly the ones facing economic struggles; therefore, access to opportunities, 

academic and employment, may be a challenge to them in general. “The main purpose of the 

[TVET] philosophy [in Nigeria] is to give training and impart the necessary skills to individual 

who shall be self-reliant economically” (Kennedy, 2012, p. 173). According to the study 
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findings, in the schools visited, the graduates were able to have access to these personal 

improvements through the network thy create and/or the reputation they gain through their 

agricultural technical studies and subsequent diploma.  

Agricultural TVET schools also improve local communities through supporting rural 

development and reducing poverty, and rural outmigration. In Honduras, it has been found that 

there is a direct correlation between TVET and higher rural productivity and incomes 

(Atchoarena, Wallace, Green, & Gomes, 2003). TVET in Haiti also helped the youth to get out 

of poverty as it did in India (Bisariya & Mishra, 2015), notably by allowing young people to find 

employment faster. More than just the students being direct beneficiaries of TVET, the findings 

also suggest that, according to the participants interviewed, it also had the potential to help the 

country’s economy in a sustainable way. According to Edokpolor and Owenvbiugie (2017), 

Nigerian TVET had the potential to help youth develop this developing country’s economy 

sustainably. As this position was prevalent in teachers and certain directors, it can be inferred 

that it is an inherent part of their responsibilities as TVET educators. Finnish TVET teachers 

“took responsibility for enlightenment and for promoting economic and social progress; this is 

clearly present in agriculture and forestry, but also in commerce” (Heikkinen, 1997, p. 420).  

Agricultural TVET schools also play a crucial role in developing the capacity for 

extension-type activities in the country like: (a) providing technical assistance, (b) improving 

production practices, (c) protecting the environment, (d) increasing food security; and (d) 

training. The agricultural technicians are to help the rural world, through the training they ought 

to provide to the farmers about food production and environmental issues. If production 

increases, they contribute to food security in the country. Many countries employ graduates from 

agricultural schools, rather than university graduates, to do the field-level extension activities 
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(Swanson & Rajalahti, 2010). In developing countries, the government agencies train these 

workers for their own agricultural field level extension services in many areas like forestry, 

fisheries, etc. (Atchoarena et al., 2003). 

Recommendations for research would be to further investigate private TVETs in other 

geographic departments of the country. It would be interesting to understand Haitian TVET from 

the teachers’ standpoint, the different types of teachers, the characteristics of their educational 

institutions and their professional development as it relates to INFP.  It would also be important 

to investigate EMAs, which are the public agricultural TVET schools under the ministry of 

Agriculture, rather than the ministry of Education that supervises these private TVET schools. 

This study did not include the view of farmers and rural communities on the work of technicians.  

Recommendations for practice stem from the participants themselves, who have 

expressed the need for the state to provide more support to the sector through the ministry of 

Agriculture. It would make sense, first to define the relationship between these schools and the 

ministry of Agriculture, which is still unclear. Another recommendation for the government 

would be that, as these schools propose entrepreneurship, the current state of agricultural 

microfinance in the country is a discrepant information. These schools also lack infrastructure 

and resources, the state may be able to intervene in that regard, since many of them could 

conglomerate into learning centers with other technical and vocational options offered. The 

training provided in these centers should be non-terminal, so that students who wish to do so 

may be able to naturally progress towards a bachelor’s degree if they have obtained their Bacc II.  

An important recommendation should target the various trainings needed in the TVET 

schools. Their curriculum should include a module, or a unit within a module, to address the 

roles of technicians in the agricultural system, particularly their relationship with agronomists. It 
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was also made clear that these technicians needed to be formally trained on organic and other 

sustainable practices so as to better inform the farmers they train. The training they ought to 

provide to the farmers also creates needs for them to know about adult education principles and 

diverse communication skills.   
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CHAPTER 5  

WHAT IS THE BALANCE OF THEORETICAL AND PRACTICAL SKILLS IN HAITIAN 

AGRICULTURAL TVET CURRICULUM? 

Background 

Agricultural activities are important because farming produces the food necessary to 

human consumption and survival (Moehler, 1997). However, still today, in many parts of the 

world food insecurity exists (FAO, IFAD, & WFP, 2015) both on the national and at the 

household level (FAO, 2003). In the developing countries, as opposed to industrialized ones, 

agriculture is part of normal activities because a high percentage of the population is involved in 

production (Wilkin, 1997). This situation may explain why developing countries produce less 

food per acre of land per worker (Fuglie & Wang, 2012) and why 70 to 75% of the poor of the 

world live in rural areas (FAO, 2002), because the normalization of agriculture may be at the 

root of its lack of efficiency. Haiti is a country that faces all of these obstacles, with an alarming 

hunger index severity (von Grebmer et al., 2016), with 25% of the population living in extreme 

poverty (WFP, 2018), but 39% of the total population living in rural communities according to 

FAOSTAT (2018). Since GFRAS (2017) found that graduates from the technical schools for the 

most part work in extension in Haiti, it would be important to understand the curriculum of 

Haitian agricultural TVET as it relates to the state of agricultural production in the country. The 

Ministry of Education has reported that TVET has been declining in the country and quality of 

private TVET is not always guaranteed (MENFP, 2012).  It becomes crucial to investigate the 

types of qualification Haitian TVET provides to its graduates.  

Literature Review  

Mouzakitis (2010) defined TVET as a type of education which trains people to work in a 

particular occupation through suitable and relevant curriculum or enables lifelong learning for 

employed people in that occupation. From this definition, it can be inferred that the provision of 
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skills which address market demands ought to be included in a TVET program, so as to 

encourage employment (Mouzakitis, 2010). In a developing country like Ghana, TVET has been 

found to provide employable skills to the youth (Darvas & Palmer, 2014). In Latin America and 

the Caribbean (LAC) region, TVET has incurred curricular modifications which add 

entrepreneurial and organizational skills to the technical (King, 1993), because there may not be 

enough demands, so employment must be created (UNESCO, 2015). However, TVET must 

provide quality skillset that is linked to the economy and meets employer’s needs according to 

UNESCO (2015). This organization has also raised concerns about the link between academic 

education and components of curricula with TVET (UNESCO, 2015). In general, TVET’s 

curricula should aim to integrate elements of participative methodologies and hands-on 

experiences (Minghat & Yasin, 2010). In Ghana, TVET curricula is found to be overly 

theoretical and to fail at retaining the best teachers, as well as failing to encourage them to 

maintain practical relationships with the inductry (Darvas & Palmer, 2014). The different types 

of teachers which are involved in TVET, as well as their contribution in the specific 

characteristics of the institutions where they work, is important to consider when attempting to 

understand TVET as an educational system (Heikkinen, 1997). Quality of TVET must be 

improved, through the standardization of the curriculum and the development of non-teechnical 

skills, innovative training and educational methods, professional development for teachers as 

well as restoration of TVET’s public image (Basu & Majumdar, 2009; Nooruddin, 2017). In 

reality, TVET is very diverse to respond to a variety of curricula needs based on clienteles, 

institutions, employment opportunities and outcomes (King, 1993).  

Theoretical Framework 

The direct application of knowledge during the activities constitutes experiential learning 

in educational settings (Kolb, 2014), and the experiences accumulated by students allow them to 
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learn (Beard & Wilson, 2013). Some of the practical experiences may be gained through 

internships, field projects, hands-on laboratory experiments, practicums, educational placements, 

in-class experiential activities, service learning (Cantor, 1997; Kolb, 2014). In agriculture-related 

studies, internships are found to be beneficial (Roberts, 2006). However, the learning must also 

be situated, because it permits more rapid and successful learning (Miller & Gildea, 1987). 

Situated learning is context-specific and the concepts are not always abstract, making it an 

enculturation process as well (Brown, Collins, & Duguid, 1989). In that sense, practitioners’ 

authentic activities and tools, which learners use thorough the cognitive apprenticeships, differ 

from the school’s activities and culture (Brown et al., 1989). Students are motivated by in-

context practical application of learning, which also allows for appropriate assimilation of 

critical skills (Anderson, Reder, & Simon, 1996; Voss, Wiley, & Carretero, 1995).   

Purpose 

This study sought to gain insights into the types of skills Haitian agricultural technicians 

are receiving at the schools, most specifically what was the balance of theoretical and practical 

skills within the Haitian agricultural TVET’s curriculum.          

Methodology 

This study used a basic qualitative study approach (Ary, Cheser Jacobs, Sorensen, & 

Walker, 2012), with semi-structured interviews and focus groups. The study sampling consisted 

of all the cases within the targeted population of TVET schools in the Ouest department of Haiti 

(Harding, 2013), resulting in four schools, one in Montrouis, which was a university as well, and 

three in Petit-Goave. Within each school, the sampling method used was stratified purposeful 

(Ary et al., 2012) with typical cases chosen (Miles, Huberman, & Saldaña, 2014). In each one, 

the director and three teachers were interviewed, and a focus group of nine students conducted; 

however, in Montrouis deviant cases selected allowed for only one student interviewed, in order 



 

71 

to respect research’s focus (Ary et al., 2012). Researcher also made general observations of 

facilities. The interview guides were prepared in English, and then translated into French and 

Haitian Creole; the interviews were conducted in Creole. The interviews and focus groups 

occurred at participants’ convenience, at their home, office or campus; they were audio-recorded 

and researcher kept a journal as well (Yin, 2016). The results analyzed directly from the audio 

were not transcribed (Green, Franquiz, & Dixon, 1997), rather researcher took notes in English 

(Ary et al., 2012; Miles et al., 2014). Initials codes emerged using the constant comparative 

method; axial coding was then used to organize initial codes into themes and sub themes 

(Saldaña, 2016). Two peers fluent in English and creole each reviewed randomly one teacher 

note for trustworthiness (Creswell & Miller, 2000). However, quotes were pulled directly from 

audio and translated to English. The synthesized versions of directors’ individual interviews 

were returned to them to ensure member-checking validity (Cho & Trent, 2006; Hoffart, 1991); 

three of four gave feedback. To further ensure rigor, researcher also used triangulation of data 

sources from students, teachers and directors as well as method triangulation with interviews, 

field notes and observations (Carter, Bryant-Lukosius, DiCenso, Blythe, & Neville, 2014). 

Most of the directors and teachers were agronomists; but some were technicians as well. 

They were all male and relatively young. Many were businesspersons or had other teaching 

positions, and only worked part-time at the schools. Three of them however, had master’s 

degrees and worked fulltime. All The students were from rural communities and nine were 

women out of 28 students. They all reported family activity to be agriculture-related and 

commerce. The age range seemed relatively wide; many had worked and had studied in other 

fields before. The institutions were technical schools with the agriculture option, except 03 

offered other technical options and 04 was a university offering bachelor’s degrees. The program 
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lasted 2 to 3 years, but 04 had a credit system. The minimal entry level was 3e (school 01 and 

02); school 03 required seconde and 04 philo. Only 02 had INFP recognition and 04 was an 

accredited university.  

Findings  

Data yielded three themes related to the balance of theory and practice in the curriculum 

of agricultural TVET schools in Haiti. The first was the role of practical experiences in the 

curriculum. The second was instructional strategies used in TVET to provide practical 

experiences. The final theme focused on barriers to providing more practical experiences. 

The Role of Practical Experiences in the Curriculum  

All of the respondents thought that practices are at the core of technical studies, as 

attested by 02-T1: “practice should be 75 to 90%,” because “practice is the base” (03-T3) for 

technical studies. Moreover, practical experiences serve many purposes in the program of 

studies, because they are an inherent expectation from technicians as well as a competitive 

advantage for them, “the practice tells who you are directly” as students from FG-01 revealed. 

Practical experiences also help in preparing them for their future work in extension and they are 

the way to ensure best environmental practices are implemented. Each participant also evaluated 

their level of satisfaction with current ratio of practice and theory, which may be summed up by 

01-T1’s comment, “People want to stay in theory; they don’t want to go to practice.” Three sub-

themes emerged from the data: (a) the importance of practical experiences, (b) the purposes of 

practical experiences, and (c) the amount of practical experience in the curriculum. 

Importance of practical experiences. Teachers, students and directors gave similar 

responses about the importance of practical experiences in the technical curriculum that is that, 

“for me the essential is practice” in an agricultural technic program of study (04-T1). That is 

because “agricultural sciences are very practical [in nature]” so “we should give them practice 
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for up to 60-70% and the theory could be 30-40% at least” (01-T3), backed up by 01-T2 who 

says it should be “70% practice and 30% theory.” D-03 says, “with the experiences we have 

going in the field with them, we see that it has many good beneficial roles, it has a lot of 

advantages” because, according to 03-T3, “an ounce of practice is worth more than a ton of 

theory” for them to understand. That situation is explained by the fact that “practice has an 

extremely important role” because “when you go practice, it means that you go find out that 

what you’ve seen in writing, what it is exactly” (FG-03). Therefore, practical experiences 

enhance learning, as 04-T2 explained, “when you do it with your hands, you learn more than 

50%” of the course content. Some teachers also gave it the place it deserves in the course’s 

learning assessments, 01-T2 “the practice is graded as well and sometimes the practice’s grade 

weighs more than the theory’s.” Nevertheless, at the end of the day, the point is to prepare the 

students for the job market and increase their employability. Therefore, according to 01-T3 “you 

can spend a lot of time doing theory and you can even manage to finish the cycle of studies 

you’re in but when you get to the field, it’s like you’re someone who never really studied the 

science for real.” As 03-T1 pointed out “if I say I’m an agricultural technician I must be well-

versed in the practice, which means that in the field we must have minimum 60 to 70% of 

practice.” The students will have to perform in the field, so they must learn the practical skills to 

be successful in their future jobs as technicians, “for me, an agricultural technician should be 

more practical than theoretical; in the training he’s receiving, for me, it’s supposed to be 60% 

practice and 40% theory” says teacher 04-T3. Teachers also understood that it is their 

responsibility to provide such needed skills to them while they are studying or as 03-T2 said “I 

could still give them all the theory, but if it doesn’t get to the field, for them to not only explore 

but do themselves, the work has not been completed.” Teacher 03-T2 was the only who raised an 
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important point which elevates the importance of practical experiences even more in the 

technical route. He exposed that the way technicians were taught in the past was positive, in that 

when the agronomist who teaches the course goes in the field he should have an agricultural 

technician accompany him. “I have 1 or 2 technicians with me in the field;” “they are the 

monitors” who explain things to students in the field rather than him, the teacher who already 

explained the theory in class. In short, everyone agreed, “for me practice is one of the greatest 

pillars for agricultural technic [...] because practice is the most important in agricultural technic” 

(FG-02), because, as D-01 recognized “agriculture is an experimental science, it’s the field and 

it’s the practice.” Nonetheless, FG/E-04 told “but as a technician, they make you do more 

practice.” This statement, which he reiterated throughout the interview, was however, 

contradicted by what the dean and all three teachers revealed about the school’s program not 

making a difference between students from either route, bachelor or technical. 

Purposes of practical experiences. Practical experiences have multiple purposes. For 

one, it seems to be a consensus “practice makes a technician a technician, if you don’t practice 

you may go teach or something else” as students from FG-01 explained, or in FG-02 “with more 

practice you’ll become a good agricultural technician because an agricultural technician doesn’t 

exist on paper.” It is what the technical studies are about, “when you talk about agricultural 

technic you see more practice than theory” (FG-02). This idea was supported by a few teachers 

as well, such as 03-T1 “being a technician means being more versed in the practice than theory,” 

or 03-T3 “when you see agricultural technicians in our culture, you mostly see the field.” That is 

because as mentioned during FG-03, “practice is important because without practice you will go 

nowhere, because as a technician practices are your thing.” 
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Practices are essential to technicians for various other reasons, like the ones related to the 

types of work in which they ought to be involved. FG-01 said “and also you cannot produce if 

you don’t practice.” D-04 explained that the practical experiences help students produce real 

commodities such as chicken, tilapia, legumes, pigs, fruits etc. “but this develops 

entrepreneurship spirit in them as well.” Practical experiences are important in enabling 

graduates to be productive members within the agricultural system through effective 

entrepreneurship. They should also be involved in the extension system, helping the farmers 

produce better. Therefore, according to 03-T2, the technician’s role is important because of 

“practice and the fact that they’re in the field, close to the farmers.” 03-T1 thought “the technic 

focus means the field; the technician has to, for the most part, work in the field, practice and 

provide his knowledge in a technical manner in the field.” Directors and students shared the 

same vision for technicians in the extension system as well, as attested by D-04 “you need to be 

facing reality and in contact with the field.” In focus group FG-03, a student revealed that “we 

must do the practices, so we may be able to execute them for beneficial results not only for 

ourselves but for the benefice of the whole [agricultural] community.” A student in FG-01 

exposed that, “I can’t come with a bunch of French [words]” to the farmers as this is not helpful 

to them at all. The extension activities of technicians can also help enforce better practices with 

the farmers. As explained by D-01 “we go in the field” to make experimental comparisons 

between parcels, for example with different types of fertilizers, and prove that the synthetic ones 

are not necessarily the best ones to use.   

Practical experiences in the curriculum are also necessary because “it helps with 

learning,” 04-T2 revealed, “if you only listen and you never use what you’re listening to, you 

won’t remember.” As 04-T1 explained “it is in practice that you learn” because he stated, 
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students from previous cohorts who have not had the practicum he taught, consider that they 

have not learned anything. Teacher 01-T1 explained how class content is chosen so that on the 

“short term give them [the students] a fast-paced and operational training.” The reason that the 

training must be “straightforward with fast techniques that can be implemented in the field” (01-

T1), is because “an agricultural technician is someone who is very practical” (FG-03). However, 

there is a need to integrate better practical experiences in the curriculum. Teacher 01-T1 said “we 

can’t stay stuck with students on the traditional; we go further with them to show them there are 

ways in which things can be improved.” This situation is also linked to their future roles within 

the system, as mentioned earlier; because, “there’s a method called hand in the dough, you are 

not a technician if you can’t apply this method.” As technicians, they must learn how to realize 

the activities themselves, because “as a technician you should never engage in an activity that 

has no guarantee, you will fail; you must have the guarantee that you will succeed.”  

Finally, technicians are more competitive on the job market because of their technical 

skills, and organizations sometimes recruit them instead of agronomists. 01-T2 gave an example 

of his former student who was one in a group of three agronomists recruited in the organization 

to do the same job and with the “same respect.” 02-T2 also clearly said, “The technician is all 

about practice, that’s what they believe in;” he went on to add, “In whatever project that exists in 

whatever institution, they want technicians more than they do agronomists, because the 

technician is more practical.” So, inherent to the technician and his program of study there must 

be practical experience, because it is ultimately a competitive advantage, even compared to 

agronomists. Students were aware of that situation as well, like in FG-03, someone supported 

that “the technician does more practice than the agronomist; the technician is more practical than 

the agronomist.” They also said that “if you take more theory now, and you don’t practice, it’s 
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like you feel you’re not a technician anymore.” Another student in FG-03 reported what an 

agronomist told him “sometimes technicians compete with agronomists [for a position] and win 

because of practice.” After all, “when you’re in the field that’s when you feel you are directly in 

the profession for real” (FG-03).   

Amount of practical experience. In the focus groups, the amount of practice deemed 

necessary ranges between 60 to 80% across groups and inside each individual group as well. 

However, most focus groups were reluctant to give a number on what the actual balance between 

practice and theory looked like, but in FG-02, a student ventured to say that reality might be 

around 50% of each in her opinion. However, another student quickly disagreed with her, and 

says that for him, it is “at least 70% of practice.” It can also be inferred that FG/E-04 felt the 

practice he got was insufficient, because he practices on his own volition with a few institutions 

to complement his training. The teachers, for the most part, did not think they are able to include 

the sufficient amount of practice in their courses. 01-T1 bluntly stated that, in agricultural 

education at all levels, “currently there’s almost no practice the way things are done right now;” 

students sometimes spend their whole study cycle and never go on the field.” However, he 

agreed that “at the technical level this happens a little bit but not as it should.” This moderate 

view is the most shared among teachers. 04-T3 claimed that “for the courses I teach, it’s not 

60/40, but I could say 70% theory and 30% practice;” 02-T1 managed to do less than his ideal 

75-90%, having only “50 to 70% practice” in his courses. For teacher 01-T3 “with a lot of 

sacrifices it [balance between practice and theory] may be 50/50.” 04-T2 thought that sometimes 

learning is insufficient without the practice because students are amazed at how much easier it is 

than expected when they do practice, which is why he feels that “practice should be superior to 

theory.” However, some still feel that they have managed to give the students what is needed. 
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According to 01-T3, “you should do more practice than theory but mostly in Haiti, you do more 

theory than practice” but “with our weak means we offer the students an adequate training.” 03-

T1 claimed that “by evaluations that we have conducted, we estimate that the students have 

cumulated enough practical knowledge to become agricultural technicians.” On the other hand, 

the directors, in general, were more optimistic than the teachers were. As D-03 admitted, practice 

must be “75-80% […] but up to now we are at 60-75%; or D-01 “I’ll say [it is] 50/50 but practice 

should be 60%.” Nevertheless, D-04 revealed, “I am personally very satisfied with the results” of 

the reversed pyramid experiment that has been going on for 7-8 years because “I find students to 

be more practical.” D-02 even claimed that “here they [students] do more practice than theory” 

because “the technical schools are 80% practice and 20% theory, but we do 50% theory and 80% 

practice, which means we increase it.”   

Instructional Methods 

Many teachers revealed different instructional methods they use to ensure that there is a 

balance in the curriculum, starting with various (a) participative methods, (b) research 

assignments, and (c) field activities.  

Participative methods. There are a few ways in which teachers include participative 

methods in their teaching. For instance, teacher 04-T2, who taught a practicum, said his classes 

do not have lectures in them, “they’re very interactive, [he] takes each person’s opinions.” Then 

the students got to compare methods in the demonstration parcels and he derives the conclusion 

through the results. 03-T1 claimed to “use participative methods; my students must participate in 

the class, speak and tell what they know [...]; I am a guide.” He also taught by questioning the 

students rather than lecturing because he is not the only one who possesses knowledge. Others 

avoided the classic exams, for example, in 02-T2’s course, “the final may be an assignment or a 

workshop,” 01-T2 who gave “objective and subjective” exams, and 03-T3, who said some exams 
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are “interviews and case studies,” with role-play and simulations as well “I play the role of the 

peasant.” 03-T1 innovated in the grading, by making the students grade each other after an 

assignment, and he served as a jury during this process. 04-T2 said “we give students the 

freedom to self-evaluate in what they’ve learned.” Teacher 04-T3 made groups of students 

present whole chapters of the course content instead of him and they are included in the 

evaluations without his having to lecture on them. He explained, “I dispense 50% lectures and 

the students basically do the other 50%, or I do 40% and the students do 60%.” “It’s almost like 

debate sessions” where the students also do oral presentations of researched subject, because “it 

allows students to learn better.”   

Research. Conducting their own research was said to help students learn better. 

According to 03-T1 “we accentuate on assignments, particularly research assignments, practice 

assignments” because students remember more from research assignments than with lectures in 

classroom, students “find more personally with research” than lectures. Many teachers however 

(04-T3; 02-T3; 03-T1; 01-T2; 01-T3), mentioned giving research assignments to students. For 

example, 01-T2 said “we also teach them to do research,” 04-T3 said “I push the students 

towards research,” and 01-T3 said “we send them to do research as well.” 03-T3 added “for 

homework, I mostly make them do research.” Research was therefore, viewed as a positive tool 

for learning. However, in only one of the focus groups (FG-01) research was mentioned 

“sometimes he [the teacher] just throws the subject out there and sends us to do research, and I 

appreciate that.” The students in general refrained from speaking about methods when prompted.  

Field activities. Most teachers (04-T2; 04-T3; 02-T1; 02-T2; 03-T1; 03-T2; 03-T3; 01-

T1; 01-T2; 01-T3) and a few students mentioned field trips and visits as a way to integrate 

practical applications to the course content. According to 04-T3, “for the courses I teach, […] it’s 
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field visits,” and in FG-02 they expressed that “they [teachers] mostly go out with us in the 

field.” What happens in these trips vary from teacher to teacher and according to the type of 

course. Sometimes it really is just about visiting what exists and allow students to see with their 

own eyes. Like 01-T3, who said “for example we go out with them, we visit farms with them.” 

This idea was supported by students in FG-01 “sometimes after two weeks of theory, on the third 

week, he [the teacher] programs and tells us let’s practice; so, we go visit a farm […]; each trip is 

always different.” Sometimes it is more the description of an ideal than reality, like 01-T1 

expressed, “we must do a lot of visits, look at each production sector […] and propose 

recommendations to help the sector advance.” Other times the teacher precisely mentioned 

taking the students to do active observations in the field because of the type of course or because 

of the lesson need. As examples, 03-T1 said “I go to the field with them to show them the 

different systems in the Haitian peasantry,” 03-T1 who said “we draw from the science and go in 

the field to make observations,” and 03-T1 who also said “agroforestry is more based on 

observations.” In other times the observations preceded more active practices like 02-T2 

revealed “my courses have more visits in them” in which the students observe then get to realize 

the practice themselves. He was not the only one mentioning practices of that sort. 03-T1 also 

claimed his students “also go in the field and do the practice.” Other teachers preceded the 

practice not with observation but with demonstrations. For instance, 04-T2 said “I do a 

demonstration” first before they are released to do the assignment. Demonstrations were also 

used by 02-T1who integrated practical experiences through visits, trips and demonstrations and 

01-T2 who mostly visited and did demonstrations with the students. These trips and visits took 

place in farms and other private businesses; like D-01 stated “we also visit farms, we see some 

farmers,” and 03-T3 added “we have trips to private enterprises.”  
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Barriers to more Practical Experiences 

However, many obstacles were also revealed that get in the way of successful integration 

of practices in the program of study. The financial situation is very precarious according to 01-

T3 “if economic means were to allow us to do those things we wouldn’t do them, it’s because we 

have the willpower.” Sub-themes under barriers included scheduling, resources, student attitudes, 

laboratories, and the rural realities in Haiti.  

Scheduling. This problem is very straightforward and has been mentioned only by a very 

few teachers. 03-T2 said ideally, “after each class you’d have a trip with the students, but when 

the students go out for them it’s a day of work. So, if the course lasted 2 hours, the trip is a whole 

day of work, from 8 am to 4 pm.” This situation is problematic because “I have always desired to 

make my courses 60% practice and 40% theory, but it would require that the courses I conduct 

them only in the field, but the way the schedule is established, the students may have two 

different courses in the same day, so it can become more difficult to travel with the students” 

(04-T3). 04-T3 concluded, “maybe [it is] relative to how the schedule is set up, it makes it 

difficult for my courses to be more practical (…) so schedule organization can be a handicap to 

having more practical courses.”  

Resources. Many participants (D-01; D-03; 04-T1; 04-T2; 04-T3; 03-T2; 01-T1; 01-T3) 

expressed that the school lacked in resources to realize more practices because students do not 

pay tuition and/or fees. 03-T2 revealed that in another school he taught in, “the trip also requires 

a contribution from students” but only 2 out of 4 may show up and so it may be difficult to go 

financially, but also because the teacher would have to make up for the other two. That is 

because “the technical school is quasi free of charge [for students]” (01-T1). The director D-01 

agreed that he does not pay the teachers because the students do not pay him tuition. The 

teachers are “friends” and “volunteers.” He went on to say that “the tools for practice I buy them 
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with my own money.” However, the schools have to work around that issue, because according 

to 01-T3, “most students, I won’t say all of them, but most of them live in very precarious 

conditions, therefore automatically, if you ask them to contribute financially and pay the school 

you’ll see them run away” because of all that, “what you should offer them you cannot.” 01-T1 

admitted that “the training we know we should give them is not the one they’re getting because 

there are too many constraints.” But 04-T3 disagreed completely “I don’t know about all 

professors, but I don’t have many constraints when I need to travel” with students. D-02 also 

mentioned the same financial constraints from students who do not pay tuition. Nevertheless, 

they did not seem to have a problem for giving the augmented practice and theory they claim to 

give at the school. However, a school seemed to have fewer issues than all the others and 04-T1 

revealed that “we have a farm, it’s 10 hectares” and a dormitory. D-04 explained “upon creating 

the university, we already had 10 hectares of land.”  

Student attitudes. When the inability to have more practice is not due to the students not 

paying tuition and fees, it is about their attitude. 03-T2 revealed that “when the students go out a 

lot, they find it tiring; so that becomes a constraint to make more practice.” Since it depends on 

students’ attitude, the last cohort spent more than 60% of the time in the field he further 

explained. Students seemed to agree on the fact that it is also their responsibility. In FG-03 this 

idea came out that “sometimes us as students, sometimes by laziness, we don’t put ourselves in 

condition to assimilate properly.” FG-02 students disagreed to the amount of practice they 

received at the school. One student argued for 70%, instead of the 50% proposed by another, 

claiming that “I don’t know if the other students adapted them [the field trips] like me,” 

somehow suggesting that it varies across students. This idea was welcomed by the group and the 

disagreeing student as well. 03-T2 bluntly says that “it may not be 50/50 because the students 
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[...] have a phase where they’re more or less lazy.” Once they get out of the phase, more trips can 

occur. In conclusion, as D-03 put it one way or another, it is on the students, “not everybody 

learns the same, not everybody has the same will” and it can happen that only 50% of the 

students show up. If they are asked to “pay little fees” to participate in the expenses “of the big 

trips, they are not that interested.”  

Laboratories in Haiti. A big obstacle is the lack of infrastructure like laboratories. 

Simply put, “there are no laboratories” according to 01-T3. Even though he recognized that “they 

[the agricultural technical schools] should have a laboratory because some work can’t be done 

without a lab.” 04-T2 felt that “a lab can’t be something you imagine.” However, D-01 clarified 

“we have a lab problem, here [in Haiti] there are no labs” because “these things require a lot of 

money, we don’t have money to do them.” Laboratory equipment cost more than having land 

parcels for demonstrations. There was at least one teacher who did not complain about the 

laboratory situation, 04-T3 “when I need to go to a lab for the students to make analyses on soils, 

I just send a pro forma to the lab under the university’s name and they take care of it.” This 

collaboration with external laboratories was confirmed by D-04 “while rebuilding all the labs, we 

try to associate with experimental farms that have big labs such as USAID.” This institution had 

laboratories, but they were destroyed during the 2010 earthquake and they have been in the 

process of rebuilding. It is a university, it has more resources in general, like dormitories, land as 

well, a credit system which has many advantages for students, but they must pay tuition.  

Rural reality and the environment. Teachers 01-T1 and 01-T3 particularly felt concern 

for the type of information students get as it relates to the reality they will have to deal with. 01-

T1 acknowledged, “I conserve a little bit of rusticity [in the course] because of the way animal 

breeding is done in Haiti.” For example, pure improved breeds cannot survive in rural Haitian 
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conditions, therefore, they must be mixed with local breeds to “meet the condition of traditional 

animal husbandry” Haitian farmers currently practice. He went on to clarify that “we’re in a 

country where it is important to learn how to use what is available” like, the use of local plants 

rather than synthetic products as pesticides. 01-T3 taught “how to manage the environment 

better” in his course. Then again, D-01 stated that “in the school we don’t encourage the 

chemical fertilizers too much.” It seems that the need to respect Haitian reality is closely 

connected to protecting the environment. 04-T2 explained that, in his course, students realized 

demonstration parcels experimenting about natural versus synthetic pesticides, he concluded 

with them if the “insects did not attack yours, and insects did not attack mine, so why should I 

use the chemicals?” Even the cursus was elaborated to adapt to reality. A few directors and many 

teachers (03-T1; 03-T2; D-02) mentioned that the course content is elaborated based on what 

other technical schools are doing and the INFP required courses, but as 03-T2 clearly expressed, 

“also you take into account what exists where you are, with examples taken from the places 

where you do the practices.” Unfortunately, adapting to Haitian reality sometimes also means not 

having access to resources. Like 03-T2 explained, because “there are less agricultural 

enterprises, you find less entrepreneurs in the zone,” so he has less trips to businesses in his 

entrepreneurship course than he would have desired.   

Recommendations and Implications 

Agricultural TVET schools in Haiti want to focus on practical issues as part of their 

mission, without neglecting the theoretical aspect. A number of participative instructional 

methods emerged as a way to ensure sufficient amount of practice was covered during the 

training. However, there seemed to be real obstacles, financial mostly, to achieving the ideal 

ratio of practice and theory, which the school administration decisions influence as well. The 

constructivist approach in education posits that curriculum, as well as teaching methods and tools 
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should enhance learners solving problems, through various participative practices, which are 

conducive to all sorts of interactions among students and their subsequent engagement (Doolittle 

& Camp, 1999; Jaramillo, 1996; Powell & Kalina, 2009).  

The relevance of practical experiences in TVET schools was expressed through the 

importance of practical experiences, the purposes of practical experiences, and the amount of 

practical experience in the curriculum. It has been recognized that there is a need for practical 

experience within the curriculum in agricultural education, such as work experience on campus 

farms and greenhouses, hands-on training, and internships (Coorts, 1987). The findings are 

consistent with this proposition. However, practice was found insufficient in the majority of 

cases because of lack of resources. With the exception of the university, no other schools had 

farms for practice. Nevertheless, they all collaborated with external entities to have access to 

resources for students, including internships after the program has been completed. A study in 

seven African countries revealed that educators in the post-secondary agricultural training must 

increase practical learning activities through students’ interaction with production entities such 

as private agribusinesses, farmer organizations, NGOs, or other, preferably with internship or 

other types of student placement in those institutions (Rivera, 2006).  

Teachers at agricultural TVET schools used a variety of instructional methods to help 

students gain practical experiences. These included participative methods, research assignments, 

and field activities. Many recognize the necessity to find new approaches to teach agriculture to 

students focusing on different learning styles and problem solving (Coorts, 1987). Many teachers 

referred to participative methods, research and other instructional methods like reversed 

pyramid, they were experimenting with the students to enhance their learning. Freer (2015) 

citing Jordaan and Taylor (2014), suggested the reinforcement of entrepreneurial mentality in 
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students through participatory and experiential learning methods such as debates and discussions, 

teamwork and problem solving etc. Sustainable development in the curriculum requires 

industrial network, creativity, and participative teaching methods focused on hands-on 

experiences, visits to factories, field-work, laboratory work, and internships in specific industries 

(Minghat & Yasin, 2010). 

Participants revealed several barriers to providing practical experiences for students. 

These included scheduling, resources, student attitudes, laboratories, and the rural realities in 

Haiti. Facing the reality of the real-world is what situated learning refers to as the enculturation 

process through the integration of symbols or mental representations stored in memory, which 

cannot be complete or accurate, nor applicable in real life if they are only learned in school 

setting (Brown, Collins & Duguid, 1989; Vera & Simon, 1993). A few teachers mentioned 

scheduling conflict that do not accommodate extensive practical activities in the field. This 

situation was not reported as frequently as the serious financial lack that these schools face. 

Similar to studies in seven African countries, this study revealed that administrators and 

educators pointed out inexistent laboratory equipment, computers, financial sponsorship of 

students, instructional farms, and student lodging, as well as insufficient teaching materials and 

staff development (Rivera, 2006). Another study on African agricultural TVET also found that it 

faced financial problems, due to lack of resources, subpar working conditions, and obsolete 

teaching materials and farm equipment (Atchoarena et al., 2003, p. 262). Rivera (2006) has 

identified six critical areas for post-secondary agricultural education and training, which are 

government policy and funding, stakeholder representation, appropriate teaching methods, 

curriculum relevance, and institutional linkages. Ultimately, what is sought is more access to 
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laboratories, learning farms, libraries, and computers, availability of internet connectivity, 

equipment and communication technology, as well as better facilities (Rivera, 2006).  

Recommendations for research would be to realize an in-depth comparison of the 

curricula in TVET schools in this and other geographic departments of Haiti. It could also be 

helpful to gather more information about the INFP regulations and processes for certification of 

TVET schools. On the other hand, the ministry of Agriculture also has EMAs, which this study 

did not include. At this point, it would make sense to understand their cursus better as well.  

Recommendations for practice is that the curriculum may benefit from a better 

coordination between two ministries, because some agricultural TVET institutions are under the 

Ministry of Agriculture and others report to the Ministry of Education. As the required skillset 

becomes more complex, it may be essential for these students to interact with other 

concentrations, therefore, TVET learning centers integrated with extension activities, may be 

proposed as a solution, which will allow students learning through real life experiences. Learning 

centers may also help in catering to some of the financial difficulties the schools face and their 

subsequent lack of infrastructure and resources, because the state may be able to provide a 

general access to these resources, which all options can utilize with proper scheduling.  

Recommendations for faculty training are also crucial. The teachers may benefit from 

professional development on various agricultural methods but mostly from instructional 

strategies, which are culturally appropriate and relevant to Haitian realities, to better incorporate 

the practical application of learning. Specifically, using elements of backwards design to create 

syllabus, and using experiential and situated learning to include more practices in the curriculum. 

The teachers may also benefit from other trainings on communication skills as well as adult 

education principles, which the students also need for their future endeavors.  
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CHAPTER 6 

WHAT ARE THE EMPLOYMENT OPPORTUNITIES OF HAITIAN AGRICULTURAL 

TVET GRADUATES? 

 Background 

According to FAO (2002), 70 to 75% of poor people live in rural communities. This 

situation suggests that food production is an issue in many countries. This organization also 

reported that 39 countries in the world still had critical food insecurity status in 2005 (FAO, 

2006). Food availability and access to the available food are the main components of food 

security, along with nutritional values of food supplies (FAO, 2003). In order to increase 

availability of food, agricultural productivity would need to increase as well. Fuglie and Wang 

(2012) found that developing countries had less agricultural output per acre of land per worker 

than industrialized countries, therefore had more potential to increase their food production in the 

future. On the other hand, increased agricultural activity has been found to influence developing 

countries’ Gross Domestic Product (GDP) per worker (Gollin, Parente, & Rogerson, 2002). 

Haiti’s GDP has decreased for the past twenty years (FAOSTAT, 2018). This may be because 

the country is also in a critical food insecurity status, with close to half of the population 

undernourished (WFP, 2018). However, Haiti only has half of its arable land currently being 

cultivated according to FAOSTAT (2018). The current picture informs on the need to modify the 

agricultural system within it. Extension activities may be a convenient tool in introducing 

systemic changes in the Haitian agricultural sector. On the other hand, it has been reported that 

graduates from technical schools conduct most of the extension work in Haiti (GFRAS, 2017). 

As a result, it becomes important to understand their expected and actual occupational roles 

within the agricultural system.  
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Literature Review  

Basu and Majumdar (2009) found that TVET was a good strategy for poverty reduction 

and rural development in developing countries, because it allows for human capital building. 

UNESCO (2017a) proposed TVET as a contributor to employment and a way to reduce social 

inequities. This same organization identified the guiding principles of TVET, which were 

employability, decent work, growth, equity, and so on (UNESCO, 2015). A study in Nigeria also 

found that TVET allowed young people to develop job creation skills (Edokpolor & 

Owenvbiugie, 2017), but in general, the market required for workers with flexible sills (King, 

1993). However, TVET does not have a preferential position in developing countries because it 

is believed to be reserved for students from a specific economic class (King, 1993,). In Ghana, 

for example, TVETs tend to lead to lower salaries and limited mobility and growth (Darvas & 

Palmer, 2014). Although in this same country, TVET is a great contributor to combating youth 

unemployment and industry productivity issues (Darvas & Palmer, 2014). Generally, TVET 

institutions did not have sufficient connection with industry employers (Freer, 2015). Quality and 

relevance of TVET is improved by its link to labor markets, as well as TVET institutions 

management and their ability to generate knowledge and research (UNESCO, 2016). This 

relationship will vary based on the type of TVET. In Europe, three models have been identified 

the market model, the state-controlled model, and the cooperative or dual model (Koudahl, 

2010). The dual model combines advantages of other models, such as high employability 

resulting from relationship with the industry, and broad training provided by the state (Koudahl, 

2010).   

Theoretical Framework 

Constructivism has positive influence on students’ learning cognitively and socially 

(Powell & Kalina, 2009). Vygotsky’s social constructivism puts emphasis on how social 
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interactions build the meaning-making process and learning; on the other hand, Piaget’s social 

constructivism emphasizes more on how individual cognition relates to social processes 

(Bozkurt, 2017). However, they both rely on participative methods in education, and need to 

transpire in teaching strategies, curriculum and instructional materials (Jaramillo, 1996; Powell 

& Kalina, 2009). As technical workplace starts to demand higher-order thinking, TVET slowly 

adopts constructivism, because it has historically been behaviorist, competency-based with 

external imposition of skills requirement (Doolittle & Camp, 1999). Backwards Design uses the 

desired outcomes of instruction to inform appropriate assessments, which in turn determine the 

instructional activities and materials necessary to attain desired results (Wiggins & McTighe, 

1998). The study integrated the principles of Backwards Design to grasp the influence of 

employers of Haitian TVETs graduates in the training provided in the agricultural TVET 

schools.  

Purpose 

This study sought to investigate the types of employment opportunities for graduates 

from agricultural Technical and Vocational Education and Training (TVET) in Haiti. 

Methodology  

This study was basic qualitative (Ary, Cheser Jacobs, Sorensen, & Walker, 2012), using 

semi-structured interviews and focus groups. The study sample was selected based on all cases 

within the targeted population (Harding, 2013) of the Ouest department of Haiti, which consisted 

of three schools in Petit-Goave and one in Montrouis. Stratified sampling was used at each 

school, with the director and three teachers being interviewed and a focus group of nine students 

was conducted (Ary et al., 2012). Typical cases were selected for each school (Miles, Huberman, 

& Saldaña, 2014), except in Montrouis, which was a university, deviant cases were chosen to 

respect the research focus (Ary et al., 2012) and only one student was interviewed. Additionally, 
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the researcher made general observations of school facilities. Interview guides were written in 

English and then translated to French and Haitian Creole. Interviews and focus groups were 

conducted in Creole by researcher at the interviewees home, office, or campus at their 

convenience. Interviews and focus groups were audio recorded. The researcher also kept a 

journal (Yin, 2016). The researcher conducted the initial coding in English directly from the 

audio recordings (Ary et al., 2012; Miles et al., 2014), rather than transcribing and then coding 

(Green, Franquiz, & Dixon, 1997). Initial codes were organized in to themes and sub-themes 

using the constant comparative method (Saldaña, 2016). Two peers, fluent in English and Creole, 

each reviewed an analysis of teacher interviews to establish trustworthiness (Creswell & Miller, 

2000). Quotes were reported verbatim translations directly from audio. Member checking was 

used to ensure validity of data by returning to the directors synthesized versions of their 

individual interviews (Cho & Trent, 2006; Hoffart, 1991); three out of four gave their feedback. 

Data sources were triangulated through multiple data sources (directors, teachers, and students) 

as well as data collection methods (interviews, field notes, and observations) to further ensure 

rigor (Carter, Bryant-Lukosius, DiCenso, Blythe, & Neville, 2014). 

The directors and teachers were all male and relatively young. They were most of them 

agronomists and worked halftime. A few had technical degrees as well. Only three of the 

educators had a master’s degree, and they worked fulltime in the institution. Most of them owned 

their businesses, or had teaching positions elsewhere. In all four focus groups, students reported 

family activity to be commerce and/or agriculture. There were nine women, mostly in FG-03, 

and nineteen men in total. Their ages seemed to include a relatively wide group of people. Many 

had worked or studied before. Except for 04, which was a university delivering bachelor degrees, 

the schools were technical institutions offering the agriculture option. In general, their program 
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was reported to last between two to three years, but 04 functioned on a credit system. It also 

required the maximum an entry level of philo, while schools 01 and 02 required only 3e; 03 

demanded seconde. School 04 was an accredited university, but only 02 had INFP certification 

as a technical school.  

Findings  

Three themes emerged from the data about employment opportunities for TVET 

graduates. The first theme focused on employers. The second focused on the types of jobs they 

take. The third focused on external factors that affect employment.  

Employers 

According to the respondents interviewed, most graduates from agricultural TVET from 

the schools selected either work for the public sector particularly the BAC (Bureau Agricole 

Communal) or the private sector; they also massively seek employment in the Non-

Governmental Organizations (NGO) and International Organizations (IO) in the country. 

However, they are encouraged to start their own businesses, and some choose to pursue a 

bachelor’s degree. This situation is best summed by teacher 03-T2, “the student you’re preparing 

to ask for a job or create an enterprise.” This is summarized in the three themes of: (a) 

public/private sector, (b) NGOs and IOs, and (c) entrepreneurship. 

Public/private. Many graduates go to work either in the private or in the public sector, 

especially BACs, which have been mentioned by a few respondents (D-02; D-01; 04-T3; 01-T3). 

Students also recognize that there are multiple opportunities, in FG-03 it was said, “An NGO 

may be recruiting, or the state may also be recruiting, and you can drop your documents so as to 

participate in the competition [entrance examination].” Like the NGOs, the public sector has an 

interest in technicians because of their roles in extension activities, which was brought up during 

FG-02 “upon request of the public or private sector to give them [farmers] the good technical 
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norms for them to farm.” Working in the public sector is sought after by the students themselves 

“we want to work in partnership with the sate” (FG-01). The school also desires it, like D-02 

declared, “students have internships with the state; we give students to the BAC; BAC employs 

them sometimes too.” A teacher (01-T3) said “we sent some graduates to do internships in the 

BAC.” There are also the pessimistic amongst the students in FG/E-04 “the state does not take 

[employ] people, even the ones it trains.” Teachers like 04-T3 said “the state doesn’t have the 

capacity or simply doesn’t hire technicians.” Although he recognizes “before they used to, when 

the Ecoles Moyennes d’Agriculture [EMAs] were functional […] in each BAC the state used to 

attach an agricultural technician.” D-04 reported that in his institution, the connection with 

employers starts even before the students graduate “most students we have studying technical are 

financed by organizations” such as the presidency bureau, senate, the chamber of deputies 

(representatives), local and international organizations, not so much NGOs. Despite this 

relationship, many felt like “an agricultural technician cannot put in his head that after 

graduating he’ll wait for the state to approach him” (FG-01). As a result, “when they graduate 

from here if they find a job that is OK but if they don’t, then with the knowledge they cumulated 

they can create own economic activities to get ahead on their own” (03-T1). Therefore, most 

teachers, students and directors felt like 03-T2, who summed it up by saying “you’re preparing 

these students not only to have the capacity to be able to work in public or private [sector], you 

also prepare them to be able to develop their own leadership and become entrepreneurs in their 

communities.”  

NGOs and IOs. “NGOs” was the direct answer director D-02 gave when asked where 

his graduates go work, but then he added, “Some have their garden [farm] as well.” This first 

instinctive answer and its duality are characteristic of most of the answers received throughout 
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the interviews. 04-T3 also thought that “the majority of agricultural technicians go work in 

NGOs.” Some students felt the same way (FG/E-04) “only NGOs sometimes when they come 

they take [employ] people.” Teacher 01-T3 said “particularly the NGOs when they recruit, they 

always take [employ] agronomists but they also call-out for technicians.” The situation is such 

that “these NGOs always need technicians” (03-T2). Therefore, according to 04-T3 “because 

many NGOs do more work in accompanying the farmers they need technicians and hire 

technicians more.” The relationship between NGOs and technicians seem to be tied to extension 

work, which is the technicians’ role within the Haitian agricultural system. As a result, they have 

a relationship with some of the schools which provide the graduates they need as D-02 attested, 

“most organizations also come here [at the school] to hire technicians.” This reality is so 

prevalent that it is linked to moments in recent history where NGOs multiplied in the country and 

so “around the period of 2010 there were many NGOs here [in Haiti]; there were a lot of students 

as well” (D-02). On the other hand, not everyone was as optimistic about the job opportunities 

from NGOs in current times as FG/E-04 revealed “in the agricultural sector, it used to be Vision, 

USAID, Caritas taking people but nowadays they don’t take people anymore... Food For The 

Poor used to take as well but doesn’t take many anymore.” However, they may still be the first 

employer, as 04-T3 claimed that “there are less technicians employed or hired by the state now, 

it’s mostly NGOs.” Some of the students were already working with NGOs, as someone in FG-

03 explained, “There are NGOs that come to work, I work as contractual in the field.” Others had 

role models, who worked in or have formed their local NGOs, like this student from FG-02 “my 

reference is a group of agronomists who are serving in the zone where I’m from, whom always 

help the peasant.” This group of professionals have formed a local NGO which does extension 

work in the rural area where he grew up. 04-T2 argued that the reason students want to work in 
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NGOS is “in our case here [Haiti], every person who studied agronomy or technical, is a person 

who has a vision for NGO because they’ve been told there’s money it that.” There is an 

ambiguous relationship with NGOs though. 01-T2 shared, “I don’t prepare the students for 

NGOs” as there may not be any at the time they need employment, but “the NGO is a possibility 

that exists” for them; or as 03-T2 put it, “you won’t always find NGOs recruiting; you won’t 

always find that the state has a survey program.” In conclusion, as D-01 described “we train the 

kids, they may still go work in an NGO, they may still go work in the public sector, and they 

may still go work in another institution.” 

Entrepreneurship. Making their own opportunities was also discussed. Teacher 01-T1, 

thought that students must “not wait for the state or for NGOs to come” in the country to provide 

employment, because “an agricultural technician after studying agricultural technic will be 

available on the job market but is also able to create own activity” (FG-03). Teachers agreed that 

“they may create own institutions or may be called by other institutions to work” (01-T3). 

However, ideally, according to 03-T3, “the student must not wait [for jobs].” Since they have not 

graduated a cohort yet, D-03 could only say, “We do not have a product yet.” Nonetheless, there 

is an underlying message that there are not enough employment opportunities so 01-T1 claimed, 

“we must create the jobs ourselves.” The financial obstacle to entrepreneurship was mentioned 

by students, from FG/E-04 a student shared “[the technician] can start own activity if he manages 

to find funding somewhere,” and FG-03 said “if you have financial means you can even become 

a young entrepreneur in the field.” For the most part, directors, students and teachers really 

prefer this option (FG/E-04; FG-03; FG-01; D-01- D-02; 04-T2; 02-T1- 02-T2; 01-T1; 01-T2; 

01-T3; 03-T1; 03-T2; 03-T3). 02-T1 said that “students must focus on entrepreneurship.” 

Entrepreneurship seems to be the favored choice even if there were many employment 
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opportunities, like FG-03 stated, “Then you will not have to waste your time working with 

neither an NGO nor the state, because a personal activity is more profitable to you.” The 

impression is that self-sufficiency is a better option, which allow for more financial benefits than 

any salary could. Director D-01 declared, “We mostly believe in income generating activities.” 

Teachers were convinced as well that it is the best option like 04-T2 “every technical in the field 

should be an entrepreneur,” and 01-T2 said “I advise them, the class, to organize themselves and 

build up an institution.” The students receive a unified message from the school and are in total 

agreement, so much so that, according to D-01, “some students have started right now to have 

their own garden […] we have many of them that went out [graduated], they all have their own 

things that they’re doing.” Therefore, current students and graduates are opting for 

entrepreneurship rather than try to look for employment elsewhere. 01-T2 had even advised his 

graduates to start their own activity and they have managed to do it; now they come back and tell 

him he was right “I am the one financing my studies for a bachelor’s degree.” 

Types of Jobs Taken by Graduates 

Graduates from agricultural TVET schools are taking many kinds of jobs. Jobs were 

organized in to the sub-themes of: (a) extension, (b) entrepreneurship, and (c) versatility.  

Extension. The technician must work in extension because “the role of the technician is 

to accompany farmers for intensification of agriculture” (02-T1). “They are the ones to make 

contact directly with the peasants and they are very motivated to be in contact with the peasants” 

(04-T1). Students concur with the teachers’ views on technicians’ role with farmers. In FG-01 

they asserted that the “role of an agricultural technician is to work the land [farm], also give 

training to the peasants so they know where they’re at with agriculture.” According to 03-T2, 

even when organizations employ them it is because “they need extension agents to work in the 

community base organizations [so] they always call out technicians” to “show them [the farmers] 



 

97 

the methods to plant and how to cultivate the land” (FG-01). During FG-03 this student 

explained how “little by little you can change their [farmers’] technique” by “comparing your 

methods to what they’re used to.” The technician is to “choose a small parcel” in the farmer’s 

land and “you see the difference” between techniques. Through the best practices, food security 

can be achieved. “For example, the food insecurity issue, if the government, the ministry of 

agriculture, the ministry of environment, want to do serious work in the country they need to call 

out agronomists, they need to call out technicians” (01-T3). The work they do is to help in 

increasing food production, as D-01 clarified, “if we train more people, people will work more,” 

they will be able to produce “more legumes, more corn” etc. Technicians ought to help in 

environmental issues as well, these students in FG-03 recognized, “the more we stay, as 

agricultural technicians, in the cities and don’t go up the mountains to train the peasants, our soil 

is getting more degraded.” 01-T2 supported that “this [course of soil protection] will help them 

protect the environment.” A few teachers have reported that they give an environmental focus to 

their courses on purpose “we raise awareness in the students so that in 15-20 years, I mean in the 

long term, we may not have the vegetation cover we currently have in Haiti” (01-T3). 

Reforestation, amongst the many facets of environmental issues was reiterated the most. For 

instance, a student in FG-01 who would like to work in reforestation “to give another face to 

agriculture.” According to 01-T3 “the people don’t have sufficient information to know how to 

protect the trees,” which he believes is the technicians’ role and something he is preparing his 

students to do. FG/E-04 was the only one who made a clear distinction between extension agents 

and technicians. For him agents, who spent less time studying, but are now called technicians as 

well, should do the extension work, not technicians.  
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Entrepreneurship. The main message is that the students may find a job with an 

institution, but agricultural TVET schools are not focused on training employees for institutions. 

01-T1 bluntly asserted, “I don’t prepare people to find jobs in institutions.” Most teachers 

recognize that they “don’t give them a training where tomorrow when they leave they go looking 

for jobs, become employees; we give them information to guide them towards entrepreneurship” 

(03-T1). It is a conscious choice on their part “Lets’ focus the students on self-starting” options, 

according to 03-T1. Students also see their future through the same lenses, for example during 

FG-01, someone revealed, “If you’re called a technician it automatically means that you’re 

someone who can produce on your own without other people’s inputs.” Director D-01 instilled 

the idea through the whole culture in the school, “we already tell them to come with a plan […]                        

so I may start helping them to realize it. Some say I’ll start with 2 goats, I’ll start with 3 goats, or 

others tell you, it is swine, I’ll try with pigs.” The strategy bore fruits, “we have many of them 

that went out [graduated], they all have their own thing that they’re doing.”  

Versatility. At the end of the day, what is desired is a technician, who is capable of 

facing a variety of tasks and work situations. Teacher 02-T1 said we are “preparing the students 

for all types of jobs in agriculture.” Therefore, they felt they “must train the students up to the 

requirements of these [multiple] tasks” (03-T2). Students also knew that must be versatile, a 

student in FG-02 claimed, “I’m ready to work in whatever job related to natural resources, soil 

conservation, and animal health,” because according to teacher 03-T1, “we have a 

multidimensional training here.” This training is what the students came for, as FG/E-04 

explained, “I would like more or less balanced competences.” Other students evoked these 

balanced competences as well, in FG-03 who claimed, “We’ve become balanced people.” What 

they mean by balance is the ability to work on various agricultural subfields such as “in the 
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animal and vegetal parts you’re open, doors are open for you in both” (FG-03). He thought 

someone may choose one or the other based on his or her preference. In conclusion, it seems that 

“in agricultural technic, when I look, we don’t have a limit, we’re not limited” (FG-03).  

External Factors that Affect Employment   

There seems to be a few reasons why students may have difficulty finding employment in 

the country and those reasons are external to the school and the TVET system. The 

unemployment situation in Haiti and state’s failure towards the sector affects employment 

negatively. 02-T1 stated, “It’s hard for everyone to find jobs here in general.” On the other hand, 

other opportunities, like government jobs, were reported that are related to agriculture and 

technical studies in the country. Three sub-themes emerged from the data: (a) unemployment, (b) 

government jobs, and (c) government support. 

Unemployment. The unemployment issue “it’s not just for agricultural technician, it’s 

for all sectors, it’s difficult especially in Haiti” to find jobs (01-T2). The lack of employment is a 

direct consequence of the country’s overall poverty, as teacher 04-T1 explained, “let’s take Haiti 

as a poor country first of all, and when we see poverty images we must see that there are no jobs 

or not enough jobs.” Encouraging students towards entrepreneurship derives from the realization 

that “we live in a country that doesn’t have job opportunities, a country with a lot of 

unemployment” according to 03-T1. The educators think that they cannot hide from this fact. 01-

T1 said “we’re very realistic, we know that there are no jobs.” There are some strong feelings as 

well, from certain people, like 01-T1 who abruptly answered, “In Haiti let’s not talk about the 

job thing.” FG/E-04 recognized as well that “in Haiti it’s a complex problem for youth to find 

jobs after university.” He also thinks that “teaching classes in high school” is the “only market 

that’s more or less available to receive people.” When asked if he felt that his graduates were 

getting the jobs they were trained for, D-04’s answer was quick and direct, “in Haiti I’d say no,” 
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students do not find jobs that allow them to apply directly what they have learned in school. He 

told the story of doctors who drive taxis in the USA and an agronomist in Haiti who owns a 

cement depot business. As FG/E-04 put it, “if it was for the state, there’s no market; if it was for 

the private sector, they don’t really have farms to employ people.” 

Opportunities in agriculture. Despite the overall unemployment situation, agriculture 

seemed to offer more prospects to young people than other trades. In the past the government of 

Haiti used to employ technicians as they graduate, 04-T3 explained, but “there had been a lot of 

revolt from agronomists because the state only had technicians in the BAC,” so now as a result, 

“there are less technicians employed or hired by the state.” Many people have chosen agriculture 

because they think it offers opportunities. For instance, some students, one in FG-01 felt grateful 

to agriculture because “I see what agriculture does for me […] we can say that the most money 

we’ve made in our life has been through agriculture.” In this other focus group, FG-02, a student 

who was a nurse before decided to switch to agriculture because she has seen many technicians 

and other people in the agricultural field work, and she was inspired by them. She also “wanted 

to make a little bit of money with them,” she said as the group laughed. She wanted to find “an 

opening to participate with them.” Therefore, she abandoned nursing, and made a career switch 

to agriculture. Not just agriculture, there seems to be opportunities for agricultural technicians. 

D-04 revealed that “some [of his students] have bacc II and choose to get into the technical 

program because market is waiting for a technician,” when a bacc II would allow them to enroll 

to the bachelor. According to him, others have studied and “finish with a license [bachelor] 

program but haven’t completed their memoir, [so] they request the diploma to go work.” 

Although these graduates are technically agronomists, they request the technical diploma and 

find work rapidly with it, so they do not spend the time completing their memoir, because “in the 
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meantime they have a legalized diploma from the ministry of education, which allows them to 

have access to the job market.” D-04 went on to clarify “so you may find them on the ground, 

working with a technical diploma, nevertheless, they have completed the 5-year cycle of 

studies,” “they just have to defend their memoir to obtain the agronomic engineering degree.” 

Despite all this, technicians’ salaries are inferior to the earnings of agronomists with a bachelor’s 

degree. The competitive factor for them is how fast a technician gets employed as compared to 

an agronomist, because organizations need more technicians to realize the type of jobs they are 

qualified for. D-04 explained again, “they both [the agronomist and the technician] work in 

microcredit, but one works as a microcredit agent, and the other as a coordinator.” He went on to 

say “the coordinator has a more interesting salary and more social benefits than the technician 

who doesn’t have that.” However, the technicians may get jobs faster than the agronomists may, 

because for one coordinator there are many agents needed. This other director, D-02, did not 

usually present himself as an agronomist, which he was as well, but as a technician, as he has 

both degrees, because there are more opportunities for him as a technician than as an agronomist. 

He says that “most of my prowess, I’ve done with the technical degree.” He has contact with 

some association of agricultural technicians in France and plans to take some of his students with 

him on a trip there. FG/E-04 bluntly stated, “for me, the majority of agronomists I know who do 

fine in life […] are people who, after graduation, have benefitted from a scholarship from 

USAID or benefitted from other” types of academic opportunities.  

Government support. Another issue external to TVET is migration. Teacher 02-T3 was 

an agricultural technician doing community outreach with friends on reforestation in the rural 

communities and the activities had to stop because of the flux of migration towards Chile. “The 

majority of the youth don’t see that it’s about getting together and do something serious, they 
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mostly see let’s go find something [elsewhere]” (02-T3). He became a lawyer. The rural 

communities are being deprived of their youth, therefore, of their workforce. D-01 complained, 

“the youth, the people have to live; everybody can’t go to Chile, everybody can’t go to Brazil, 

everybody can’t go to the USA, to Canada.” However, they all feel that the government is failing 

them. First of all, 01-T2 said “there’s no credit” for loans to start a business, even though they 

encourage entrepreneurship. Students are aware that “the biggest problem our country is going 

through right now is that there are no investments from the state” (FG-01). Some of FG-01 

students felt that the government needs to help them with their businesses, either by providing 

start-up money and/or materials, or by providing them with a market at the end of the production 

cycle. But they disagree on where in the value chain the government should help. One of them, 

in FG-01, rebuked “the only thing I may need from the state is to sell what I’ve produced.” 

Others think that the government could assist throughout the cycle. As an example, one student 

(FG-01) said “an agricultural technician specialized in nurseries, example someone like me, 

should get support, getting land or materials to work.” The state could also buy the product even 

at a lower price and “they could use these nurseries to reforest the country” (FG-01). They also 

think that it is the government’s responsibility to provide them with continuing education. “A 

technician, even after graduating, the state should continue to invest in him, he should receive 

training and participate in other seminars” (FG-01). Ultimately, the model of success seems to be 

a Haitian entrepreneur who is financially stable and decides to reside in Haiti. 01-T2 took the 

example of his successful technician friend who does not need to travel abroad because he is 

being successful with his business.  

Recommendations and Implications 

Graduates from agricultural TVET schools are gaining employment with a variety of 

employers, including as self-employed entrepreneurs. Within these organizations, TVET 
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graduates were taking a variety of different positions, many with extension-like responsibilities. 

The ability of a technician to be versatile was noted. However, graduates faced many external 

barriers to finding employment.  

TVET graduates are working in the public/private sector; working for NGOs and IOs; 

and working as self-employed entrepreneurs. Most of the graduates worked in NGOs or IGOs, 

which are not local organizations and usually have short-term span projects that function with 

donations from governments or individuals with a definite agenda, often contrary to Haitians’ 

interest (Zanotti, 2010). This type of employment does not ensure employment security, nor does 

it reinforce Haitian agriculture, on the contrary it has been found to hinder it (Zanotti, 2010). The 

state, who was an important employer of agricultural technicians through the BACs, was no 

longer providing much employment to the graduates, which increases rural migration due to 

poverty. The private sector was reported to be absent from agricultural activities. Under these 

circumstances, the schools all decided to emphasize on entrepreneurship.  

Graduates from agricultural TVET schools are taking many kinds of jobs. Jobs were 

organized into the sub-themes of: (a) extension, (b) entrepreneurship, and (c) versatile. This 

versatility required from the technicians, justifies the constructivist approach newly introduced to 

TVET, as it was mostly positivist-behaviorist, with little emphasis put on internal building of 

knowledge by TVET students (Doolittle & Camp, 1999). Although the possibility to work in 

existing NGOs or public agencies was not eliminated and sometimes mentioned, the system 

seemed to prefer self-employment, as Oketch (2007) also claimed to be a function of TVET in 

many African countries. A study in Nigeria, found that TVET permitted youth’s skills 

development for job creation in the agricultural sector (Edokpolor & Owenvbiugie, 2017). Many 

of the respondents recognized that technicians’ role should be doing extension, providing 
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training to the farmers about how to increase yield while being sensitive to the environmental 

issues, like it is the case in many other developing countries (Atchoarena, Wallace, Green & 

Gomes, 2003). Swanson and Rajalahti (2010), found that in many countries, diploma-level 

graduates, rather than university graduates, are hired for field extension services. For this reason, 

they must be trained to work in a wide variety of agricultural subjects. The new trend is for 

“more flexible workers” (King, 1993, p. 210). In these countries, the government agencies train 

these workers for their own agricultural field level extension services in many areas like forestry, 

fisheries, and so on (Atchoarena et al., 2003). However, the decline in demand prompted them to 

adapt the training to respond to diverse skillset needed across a wide range of organizations 

(Atchoarena et al., 2003). The teachers in the selected schools all seemed to have gotten to the 

same realizations that training must respond to important global issues, such as environment and 

ecosystems, self-employment, etc. (Atchoarena et al., 2003). 

However, graduates also faced barriers in finding employment like chronic 

unemployment, lack of government jobs, and lack of government support. These barriers were 

important to take into consideration because they influence the knowledge required to perform; 

what Bowen and Graham (2015) referred to as “looking sideways” when using backwards design 

to come up with the desired end of key stakeholders. Based on types of employers only, these 

schools would have never realized that entrepreneurship courses and focus were necessary for 

graduates’ success upon completion of their studies. One of the most recurring themes during 

interviews about future employment was the fact that people generally claimed that there were 

no employment opportunities in the country. In developing countries, TVET funding depends on 

various sources such as the government, individuals and employers (Atchoarena et al., 2003), 

suggesting that a lot of support from the government is generally recognized.  
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Recommendations for research could be to investigate the employment reality in other 

geographic departments of Haiti for agricultural TVET graduates and the position of the schools 

on entrepreneurship as a possible countrywide movement. It can be helpful to understand better 

the relationship between public extension agencies with TVET school graduates. It seems crucial 

to discover the skills and competencies that employing organizations look for in a technician, as 

well as the perspective of farmers and rural communities on their extension requirements from 

technicians. Finally, a study with graduates themselves may be an important source of 

information about employment opportunities.  

Recommendations for practice would be, as some participants mentioned themselves, for 

the state to provide markets to agricultural projects of technicians’ cooperatives, as well ensuring 

proper microcredit is given to agriculture-related projects. In order to do so, the ministry of 

Agriculture would need to get involved more closely to private TVETs, not just to the public 

EMAs it manages. It would also require it clarified its relationship to the ministry of Education, 

particularly INFP. As a participant mentioned, it can be interesting for the state to combine the 

technical schools with extension activities into the multi-options technical and vocational 

learning centers.  

There are also a few recommendations for trainings that emerged from the findings. It 

would be justified for directors and teachers to understand the importance of backwards design in 

the writing of cursus and curricula, so as to incorporate employers’ requirements into the 

program of study. Other professional development for the students of TVET can be related to 

their expected extension competencies, more specifically, communication skills and those related 

to adult education.   
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CHAPTER 7 

CONCLUSIONS AND RECOMMENDATIONS 

This study revealed that, in the TVET schools visited, the directors, teachers and students 

identified various purposes for TVET. Specifically, TVET seemed to play a role in the social 

mobility of rural students, as well as a role in improving local communities and within the 

Haitian agricultural extension system by providing various technical trainings to farmers for 

better production and environmental protection. To palliate for the state’s failure to support the 

sector, the schools provide much needed training and networking to the youth as well as an 

opportunity for impoverished young people to build a reputation for themselves in the future, 

gain financial independence sooner, and even start a small business, often to finance their 

bachelor’s degree. However, the training being offered suffered from diverse obstacles, such as 

poor rural and environmental conditions, poor scheduling, the attitude shortcomings of students, 

and the lack of laboratories in the country in general because the type of equipment needed are 

too expensive. The sever lack of resources hindered the ideal balance between theory and 

practice within the curricula that all stakeholders recognized was necessary. Despite this 

situation, many educators have implemented participative, research and experimental 

instructional strategies as well as various field activities that allowed for the transfer of versatile 

skills necessary for success upon graduation. Graduates were more likely to be employed by 

NGOs and other public entities performing versatile activities in agricultural extension, tackling 

production practices and environmental issues in the rural communities. Nevertheless, many 

external obstacles such as the unemployment rate in the country, and the government’s failure to 

support the sector, impeded their employment. The schools acknowledged this situation by 

emphasizing entrepreneurship.  
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Table 7-1.  Summary of findings  

 Entrepreneurship is a key component of agricultural TVET in the schools visited. It is the 

most repeated finding. However, the role of the government seemed to also matter quite a lot, 

according to the respondents, even though these institutions are private enterprises. It may be 

explained by the tough reality that must be faced and cultural inclinations. Moreover, in 

accordance with the theoretical model presented, elements of instructional methods which foster 

experiential learning in situated contexts are present as well as the confirmation of literature on 

the role of technicians in the extension system in Haiti.  

Purpose of TVET Practice in the curriculum Employment for graduates  

Social mobility of students  

• Train the youth  

• Higher education 

• Financial independence 

• Entrepreneurship  

• Networking  

• Reputation  

 

Role of practical experiences 

• Importance of practice 

• Purposes of practice 

• Amount of practice 

Employers  

• Public/private 

• NGO/IO 

• Entrepreneurship  

 

 

Improving local communities  

• Rural development  

• Migration/poverty 

Instructional methods 

• Participative methods 

• Research  
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As a result of the findings, the conceptual model has been updated to add these new elements as 

follows:  

 

 

 

 

 

 

 

 

 

 

Figure 7-1.  Conceptual Model updated  

The findings suggest that the purpose of Haitian agricultural TVET is closely tied with 

the employment that technicians get at the completion of their studies, specifically, 

entrepreneurship and extension-type activities for increased productivity and better environment 

in the rural communities. The curriculum also intends to provide the necessary skills to perform 

either as entrepreneurs or as extension agents in the agricutural system. However, more practices 

are required to get to the results expected of technicians working in the field. The reasons have 

very little to do with the schools themselves seemingly, but mostly with the financial conditions 

of students who cannot pay tuition. Theory in the curriculum, on the other hand, seemed to be 

more relevant for INFP exams and for recruitment entrance exams. Culture also plays a role in 

TVET’s purpose and curriculum, as the teachers do not try to replace traditional practices with 
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new imported ideas; rather, they intend to improve, while respecting the farmers’ generational 

knowledge. The desire for involvement of the state is another cultural aspect that was prevalent. 

The state’s influence, or lack thereof, explains some of the struggles of these private schools, 

according to many interviewees. These private entities still expect substantial contributions from 

governmental agencies, particularly the ministry of agriculture, which they do not report to. The 

findings also suggest that the Haitian agricultural TVET schools visited operated under a market-

driven system. In the communities where organizations worked in the agricultural sector, there 

was more student demand for these trainings. The types of jobs they are expected to do in these 

organizations directly impacted the content of the program of study, as well as the INFP 

requirements. It is unclear how INFP came up with the list of courses, but it was reported to be 

highly insufficient to match employers’ needs. The fragility of this market, however, is the main 

reason most of these schools emphasize on entrepreneurship in their curricula. Again, the 

government fails to support private enterprises through agriculture-related microcredit. TVET 

within the agricultural system in Haiti is complex. This study obviously does not offer a 

comprehensive picture of TVET in Haiti; therefore, further research is needed. 

 

Recommendations for research are to further investigate TVET schools in other 

geographic regions of the country, including the public EMAs, to gauge the differences between 

curricular approaches, employment opportunities as well as roles served within the agricultural 

system. On that note, there is interest in understanding TVET from the teachers’ perspectives, 

integrating their characteristic, professional development needs, and difficulties as well. It would 

also be important to contact graduates from some of these schools about their perspectives on 

their preparation for real life conditions and to become entrepreneurs, as well as some other 

obstacles they face. To get a sense of the connection between the role of TVET and the reality of 
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technicians, it seems essential to investigate the perspective of private employers of technicians 

as well as farmers who benefit from extension services from technicians.  

Follow-up research could be improved by adding a few elements to the methodology in 

this study. The researchers may want to collect some documents, the ones used in the schools so 

as to compare the curricula asmongst them, as well as with INFP requirements. It can be useful 

also to conduct observations in classroom situations, to experience the various participative 

instructional methods, as well as the students’ attitudes as reported to impede more practice.  

Recommendations for practice emerged during the interviews with the participants. Many 

of them have expressed a need for the state to be more cooperative with TVET and the 

agricultural sector in general; but first there would need to be a clear relationship between the 

Ministry of Agriculture, private TVETs and the Ministry of Education, which in turn would 

influence the content of the curricula and its standardization. The state could also provide 

microcredit to entrepreneurial projects with technicians’ associations and/or provide them with 

access to a market. Learning centers, which merge with public extension offices would permit 

more access to resources and situated experiential learning for these students as well as 

interactions with other vocational options for broader skillset; because even though these schools 

are private enterprises, they clearly have socially-relevant advantages. There have been examples 

of Community skills development centers in “Namibia for training courses for self-employment 

and regional employment needs” (Atchoarena et al., 2003, p. 271). These training centers can be 

public-private partnerships where both the government and private professionals share the 

responsibilities.  

Recommendations for training would include some of the skills that potential future 

employers may need from graduates of TVET schools, specifically, adult education principles 
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and communication skills, to perform in the extension work they must do with farmers. In terms 

of course content, training on organic and other sustainable agricultural practices came up as the 

areas where the entension agents would require more knowledge. Professional development for 

directors and teachers suggest that they use elements of backwards design in the writing of the 

curricula and cursus.  
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APPENDIX A 

INTERVIEW GUIDE FOR THE DIRECTORS 

I. Who are the directors?  

1. Where are you from? Have you graduated from a TVET school yourself?  

2. What is your highest academic degree? What is your specific academic expertise? 

3. How many other technical schools do you know? Have you worked at a different school? 

4. How and why did you become a director of TVET? 

5. What professional experiences did you have before becoming the director (teaching, 

farming, extension, etc.)? 

II. What is TVET?  

6. From your perspective, what is the role of TVET in the Haitian agriculture sector?  

7. How do practicums belong in TVET? 

III. About the school  

8. How is your school funded? 

a. What ministry does agricultural TVET report to? (Agriculture, education, other?) 

b. What is the process for making changes in the curriculum? Who must approve the 

changes?  

9. What qualities do you look for when choosing the instructors? 

a. How many instructors? How many full time/part-time? 

b. What is the gender break down? 

c. How do think practicums should be/are incorporated in the curriculum?  

10. Who are the students?  

a. What is their profile (male/female ratio, age, academic level, origin)?  

b. Are they from the local area? Do you have dormitory facilities? 
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11. Where do the students go work after they graduate?  

a. Is there as much demand as what the school provides? 
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APPENDIX B 

INTERVIEW GUIDE FOR THE TEACHERS 

 

I. Who are the teachers?  

1. Where are you from?  

2. Have you graduated from a TVET school yourself?  

3. What classes do you teach? How long have you been teaching?  

4. What is your highest academic degree? What is your specific academic expertise? 

5. How many other technical schools do you know?  

6. Have you worked/ are you working at a different school? 

7. How and why did you become a teacher in TVET? 

8. Did you have other professional experiences before teaching (farming, extension, other)? 

II. What is TVET?  

9. From your perspective, what is the role of TVET in the Haitian agriculture sector?  

10. How do practicums belong in TVET? 

III. About the curriculum 

11. What type of jobs are you preparing the students for? 

12. How do you design the class content?  

13. How do you choose what to include in the syllabus? 

14. How do you integrate practical experiences in a course (field work, internship, other)?  

15. What is the ratio of theory and practical skills in your courses? Why? 

16. How does the practice ties to theory?  

17. How do you structure the class delivery? 

18. Where do the students go work after they graduate?  
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a. Do the skills that the students get match the demand? 
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APPENDIX C 

INTERVIEW GUIDE FOR THE STUDENTS 

I. Who are the students? 

1. Where are you from?  

2.  What is your family business: agriculture or not? 

3. How did you find out about this school?  

4. Did you apply anywhere else before you came here? If yes, where? 

5. What would be your dream job after graduation? 

6. Who is a role model for you?  

7. Did you know an agricultural technician before? 

A. If yes, how did that influence your decision to study here?  

8. What do you think your future role will be as a technician within the Haitian agricultural 

system? 

II. What is TVET?  

9. From your perspective, what is the role of TVET in the Haitian agriculture sector?  

10. How do practicums belong in TVET? 

III. About the courses  

11. Why and how did you choose to study at an agriculture TVET school? 

12. What are the skills you wanted to learn?  

13. What are the skills you are actually learning? 

14. What do you think about the courses? 
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