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Haiti’s education system has faced considerable challenges since the country 

first gained independence in 1804 and into the 21st century. The government has 

struggled to meet the educational needs of the country and schools have continued to 

operate on a dated model (Cooper, 2010). Haiti cannot truly become sustainable 

without higher education institutions generating knowledge to address complex national 

issues, innovating, and forming the country’s leaders. Although scholars have argued 

that to invest in Haiti’s development is to invest in Haiti’s higher education system, there 

is a lack of empirical data that captures the stories of universities in countries like Haiti 

(Kapur & Crowley, 2008). 

 The purpose of this study was to obtain and in-depth analysis of the lived 

experiences of undergraduate students in agricultural programs in two universities in 

Port-au-Prince, Haiti. Specifically, this study explored the factors that influenced student 

satisfaction from the perspectives of alumni, faculty, and students. The objectives were 

to (1) describe the lived experience of undergraduate students from agricultural 

programs in Haiti and the factors that influenced their satisfaction, (2) identify the 
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perceptions of faculty teaching in agricultural programs in Haiti of student satisfaction, 

and (3) describe the undergraduate experience of alumni from agricultural programs in 

Haiti and the factors that influenced their satisfaction.  

This study used a phenomenology qualitative research design to capture the 

essence of the participants’ experiences. The horizonalization process was used to 

review transcripts from in-depth interviews and then thematic analysis were used to 

create clusters of meaning. The results indicated that the undergraduate experience of 

students was academically dense, outdated, stressful, and lacked in student life. While 

students reported to have a strong grasp on theory, participants shared that they did not 

have enough field experience. Individual, institutional, and external factors influenced 

student satisfaction.  

The findings suggest that the findings suggest that cultural factors in the higher 

education system are one barrier to improving student experience and that by making 

simple, low cost changes such as course load limits, new student orientation, and 

alumni tracking and support, student life and the higher education experience in Haiti 

could be greatly improved.  
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CHAPTER 1 
INTRODUCTION AND BACKGROUND 

Chapter Overview 

Education precedes economic growth and development. Specifically, tertiary 

education can speed-up the development process and bring an end to extreme poverty 

(World Bank, 2015). Tertiary education refers to higher education and broadly includes 

other academic pursuits after post-secondary education (Word Bank, 2015). However, 

studies have shown clear individual and societal benefits to higher education 

(Akinyemin & Ofem, 2012). In developing countries like Haiti and Nicaragua, higher 

education has played a critical role in sustainable development and in addressing 

complex and adaptive issues (Akinyemin & Ofem, 2012). Through teaching, research, 

technological innovations, scientific innovations, and service, higher education 

institutions can influence the economic development and growth of a country (Rhodes & 

Torres, 2006). Therefore, it is necessary to invest in building these institutions to provide 

a robust, accessible, and high quality education to students (Rhodes & Torres, 2006).  

Colleges are charged with producing skilled professionals and thought leaders in a 

variety of fields. Without an understanding of how that is done in developing countries, 

where the higher education system is ill-equipped to offer a satisfactory experience to 

students, scholars, government officials, and practitioners will lack the capacity to build 

a strong system (Akinyemin & Ofem, 2012). 

Few studies have attempted to describe how various stakeholders perceive 

Haiti’s higher education system and its barriers to success. Addressing the higher 

education issues in Haiti will require rich text descriptions of the factors that influence 
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students’ experiences and satisfaction. This introductory chapter presents an overview 

of Haiti and higher education and expounds on the relevance of this study.  

Background and Setting 

 History of Haiti 

Before Christopher Columbus landed in Môle Saint-Nicolas in December 1492, 

Taino Indians inhabited the island (Ober, 1906). He called the island La Española 

(Hispaniola) (Authur & Dash, 1999). The natives welcomed the Spaniards and gifted 

them with gold jewelry. As a result, the Spanish concluded the island was rich with gold 

and wanted it for themselves. The natives of the land were eventually enslaved and 

forced to mine for gold and live in inhumane conditions (Dorsainville, 2005). The Taino 

Indians’ way of life was completely disrupted, causing many to commit suicide or flee 

(Arthur & Dash, 1999). Others died because they did not have the immunity to smallpox 

and other diseases Europeans brought to the island. The Spaniards exhausted the land 

and its people. About 100 years after Christopher Columbus discovered the island, 

diseases, suicides, and war had eradicated the native Taino Indians (Arthur & Dash, 

1999).  

The disappearance of the Taino people depleted the Spaniards’ workforce on the 

island (Arthur & Dash, 1999). As a response, Spain began transporting slaves from 

Africa to continue their quest for gold. However, the island was not as rich with gold as 

they imagined. The Spanish would, in time, learn this and switch their focus to 

agriculture. They started harvesting sugarcane and other crops. While coffee and 

tobacco were already lucrative crops on the island, the introduction of sugar boosted 

agribusiness in the region. As Spain continued to colonize other areas in the Americas, 

searching for gold, they began to lose interest in Hispaniola. Focusing their efforts in 
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other parts of the region seemed more profitable. Western parts of the island were left 

completely abandoned, only populated by wildlife. What was a great find for Columbus 

became a territory of little to no interest to Spain (Arthur & Dash, 1999).  

In the early part of the 17th century, French pirates, les boukanniers (the 

buccaneers) began to dominate parts of the island (Arthur & Dash, 1999). The French 

pirates settled on the island and starting farming. They started to create their own 

community, sending for imprisoned women to join them. Since Hispaniola was not of 

significance for Spain, the Spaniards did not do much to get the French buccaneers off 

the island. At the Treaty of Ryswick in 1697, Spain ceded a portion of the island to 

France (Arthur & Dash, 1999). The western third of the island became a French colony 

they called Saint-Dominque (Dorsainville, 2005). The French brought a slave system to 

the island that was savage. It was, at the time, the harshest in the Western World. 

However, brutality turned out to be profitable for the French (Arthur & Dash, 1999). By 

the 18th century, Saint-Dominque became a rich and profitable colony, growing and 

exporting chocolate, sugar, coffee, indigo, and spices (Du Bois, 1915). The French 

dubbed the colony La Perle des Antilles (the Pearl of the Antilles), because it helped 

make France a superpower (Arthur & Dash, 1999). To maintain the boom in agriculture 

and continue the accumulation of wealth, the French relied on the continual importation 

of slaves from Africa to work the plantations (Dorsainville, 2005). In time, the slave 

population surpassed that of the French. At the start of the Haitian Revolution in 1791, 

they were outnumbered 10:1 (Arthur & Dash, 1999). 

In August 1791, thousands of free blacks and slaves began an uprising that 

would give birth to the first free black republic (Alexis, 1949). France poured their 
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resources into the war in an attempt to maintain control over Saint-Dominque. However, 

their artillery did not match the determination and smarts of the revolution and its 

leaders (James, 1963). On November 18, 1803, at the Bataille de Vertières (the Battle 

of Vertières), Jean-Jacques Dessalines defeated the French army and led the rebels to 

victory. Later, on January 1, 1804, Dessalines proclaimed the independence of Saint-

Dominque, and Ayiti was born. Dessalines went back to the original name the Taino 

people called their land (Dubois, 2012). 

After gaining its independence, the République d'Haïti or Repiblik Ayiti (Republic 

of Haiti) was not recognized by other world powers (Ardouin, 1924). Haiti sent a shock 

to the world. This was the first successful slave revolt. Countries that held black slaves 

worried they would soon see their own defeat. Several European countries and the 

United States boycotted trade in Haiti. France refused to recognize Haiti’s 

independence until France was compensated for its loss of property it endured during 

the war (Dubois, 2012). Thus, the leaders of the newly independent nation, the former 

slaves, struggled to provide leadership and governance. While there were disputes over 

power, the outside interferences crippled the young nation. Haiti, for the white world, 

became an example for why blacks were not capable of governing themselves.  

Isolated from the rest of the world, Haiti struggled to establish an education 

system (Dorsainville, 2005). Those who could, mulattoes (the fair skinned elite) and the 

French, travelled back to France for an education. Since slaves were not educated 

under the French colonial system, establishing schools without the help of foreign 

educators proved to be difficult. While the nation was divided, President Christophe of 

the North united the country with a mandate to have a public education system that 
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would serve all citizens of the land (Dorsainville, 2005).  In 1815, Christophe created 

Haiti’s first higher education institution, l’Académie Royale du Nord, in the region’s 

capital, Cap-Haitien (Romain, 1987). In the south, President Pétion advocated for 

schools to populate the cities and rural areas (Ardouin, 1924). However, the South did 

not have the capacity to provide the infrastructure for the schools. The South’s capital, 

Port-au-Prince, would also become the hub for education in the region. Pétion 

established a secondary education institution, a Lycée, comparable to a middle and 

high school in the American education system. He also created a boarding school that 

was strictly for girls. Though Christophe and Pétion’s efforts were not enough to make 

education accessible to all Haitians, those institutions were the sole providers of 

education in the country until the 1860s. When the Vatican decided to finally recognize 

Haiti’s independence, white Catholic missionaries travelled to Haiti to help build the 

education system (Dorsainville, 2005). This was a step in the right direction for the 

young nation, but it was still divided. The inability to come together on issues, political 

factions, and greed made it impossible for good governance to occur (Dubois, 2012).  

Haiti continued to experience setbacks and became vulnerable to foreign 

intervention (Dubois, 2012). The elites, mulattoes, and blacks could not find ways to 

peacefully unite under one government. Several governmental revolutions ensued that 

kept the country in a constant state of instability. The elite groups vied for power and 

control. The various groups, often funded by foreign powers, would raise an army to 

overthrow the other one’s leader, casting them into exile. This became the cycle of 

governance in the small nation. In 1915, worried about foreign influences in Haiti, the 

United States intervened and occupied the country militarily for 19 years (Dubois, 2012).  
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The U.S. attempted to revamp Haiti’s educational system by introducing 

agricultural and technical programs (Dubois, 2012). The programs failed to get support 

from the Haitian people, because they went against the small-scale community farming 

the people valued. After the revolution, many Haitians lived in small communities where 

they shared farming responsibilities and grew crops for themselves; these communities 

were organized by extended household compounds known as the lakou system 

(Dubois, 2012). Haitians did not want to engage in large-scale agriculture that would 

make foreign organizations and the elite richer. Small-scale farmers felt that other 

agricultural systems were more profitable for the landowners and various stakeholders. 

The U.S. occupation and its intervention in Haitian politics thereafter gravely impacted 

the livelihood of rural Haitian farmers. A national program to eradicate all of the 

household pigs in Haiti in the 1980s due to a Swine Fever outbreak further 

impoverished poor farmers that used the pigs as a reserve of household capital.  In 

addition, land seizures, several unpopular reforms, and the large-scale importation of 

cheap food, caused small-scale farmers’ quality of life to diminish (Dubois, 2012; 

Dupuy, 2014).  

After the United States left in 1934, Haiti continued to experience a number of 

political uprisings and was ruled by the Duvalier dictatorship from 1957 to 1986 (Dupuy, 

2014). After a series of provisional and military governments, Jean-Bertrand Aristide, of 

the Lavalas party was elected president in 1991 (Dubois, 2012). Eight months into his 

presidency, the Haitian military pushed Aristide out. The U.S. intervened, again, and 

helped reinstate Aristide back into power (Dupuy, 2014). Aristide completed his term in 

1996, and was succeeded by René Garcia Préval. When Préval finished his term in 
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2001, he had been one of the few heads of state to finish a term with no interruption. 

Aristide was re-elected in 2001 but his term only lasted to 2004 as he was sent back 

into exile (Dupuy, 2014). A cycle of political instability has persisted,throughout the 20th 

century. In the early 21st century, political coups, violent protests, government 

corruption, and failed elections became a fabric of the country’s political system 

(Charles, 2016; Dubois, 2012; Parker, 2011). 

 Préval began his second and last term in 2006. He was succeeded by popular 

music artist, Michel Martelly in 2011 (Parker, 2011). Martelly finished his term in 2016, 

but the government failed to conduct an election the candidates thought was fair 

(Charles, 2016). The candidates and the government went back-and-forth, and the 

people took to the streets. After months of delays and protests, Jovenel Moïse, was 

elected the new president of Haiti and took office on February 7, 2017 (Charles, 2017).  

He became the country’s 58th president. 

Post-Earthquake Haiti 

 On January 12, 2010, a 7.0 magnitude earthquake hit about 15 miles from the 

capital, Port-au-Prince and it too about 35 seconds for Haiti to fall into pieces. (Cook, 

2017). The earthquake shook the country to its core – displacing more than 1.5 million 

Haitians and claiming the lives of more than 316,000 people. The catastrophic event left 

the country in ruins and its people in crisis. Since the earthquake, other natural 

disasters, namely hurricanes and floods, coupled with a cholera outbreak, have derailed 

development (Cook, 2017). In addition, natural disasters such as hurricanes and floods, 

have left the country in a constant fragile state. Moving from relief efforts to 

development will require strategic planning on the part of the Haitian Government, aid 

organizations, and other stakeholders (Cook, 2017). 
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According to the World Bank (2015), Haiti is one of the poorest countries in the 

world and the poorest in the western hemisphere. More than half of the Haitian 

population lives on less than US$1 a day, and another 20 percent live on little more than 

US$2 a day (World Bank, 2015). Extreme living conditions, where basic necessities are 

rare, can be found throughout the corners of Haiti. For these reasons and more, Haiti 

did not have the capacity to respond to the 2010 earthquake that shattered the country’s 

already lacking infrastructure. In response to the overwhelming needs, 

nongovernmental organizations (NGOs) and a number of countries travelled to Haiti to 

assist in the relief efforts (Shuller, 2009). These organizations filled a gap the national 

and local governments could not. As Haiti transitioned from an immediate relief stage to 

a sustainable rebuilding stage, NGOs became integrated in the process (Dubois, 2012). 

They continued to assist in initiatives for youth, health, education, and agriculture. Haiti 

became an NGO hub, with the second highest number of NGOs per capita in the world 

(Mahapatra, 2014).  

While Haiti is overpopulated with NGOs, the poor country continued to struggle 

(Buss, 2015). Lack of coordination, collaboration, and accountability to the Haitian 

government have made it more difficult for the country to stabilize (Schuller, 2010). 

Rebuilding Haiti post-earthquake has been an ongoing challenge. The United Nations 

Development Programme’s (UNDP) report on Haiti’s progress towards the Millennium 

Development Goals (MDGs) showed that while some progress has been made towards 

the MDGs, Haiti still needs work (UNDP, 2014). Goal 2, achieving universal primary 

education, was a good example. Stakeholders made substantial efforts to achieve 

100% primary school enrollment by 2015. In 2011, the enrollment rate was at 88% 
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compared to 47% in 1993. However, disparities between rural and urban areas 

persisted, and the primary education completion rate was only 68%. Some of the factors 

that made Goal 2 a challenge were the lack of trained educators and functional schools, 

adequate budget allocated to improving the standards of education, and coordination of 

efforts (UNDP, 2014). Addressing the constraints to achieving universal primary 

education and the other MDGs would require the Haitian government to lead and 

coordinate in-country efforts targeting the goals. Following the earthquake, the Haitian 

government drafted a national plan for strategic development.  

In 2016, new Global Goals were put into effect by UNDP (UNDP, n.d.). The 

Sustainable Development Goals (SDGs) were created to focus the UNDP’s efforts 

through 2030 and continue to build on what the MDGs have accomplished across the 

world. New goals were added to help end global poverty, reverse the impacts of global 

warming, and increase the quality of life for all. The targets for Goal 4, quality education, 

are aimed at enhancing the quality of primary and secondary education. Additionally, 

Goal 4 focused on making education more equitable for girls and boys at all levels, 

increasing the literacy rate for men and women, increasing the number of young people 

with technical and vocational skills, and increasing the number of scholarships for 

students in poor countries to attain higher education in the developing world. While the 

SDGs focus on global development efforts, the Haitian Government developed its own 

goals. The Plan Stratégique de Développement d' Haïti (Strategic Plan for the 

Development of Haiti [PSDH]) outlined the government’s plans for making Haiti an 

emerging country by 2030 (UNDP, 2014). The PSDH included strategies for economic 

growth and poverty reduction. Specifically, it listed Five Es that the national government 
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has chosen to prioritize: (1) education, (2) employment, (3) environment, (4) energy, 

and, (5) état de droit (rule of the law).  The Five Es target some of the most pressing 

issues for the poor Caribbean island (World Bank, 2015).  

While the Haitian government has not allocated sufficient funds for education 

reform, the government has listed it as a priority. From primary to higher education, 

serious interventions will be needed to help the country meet its economic growth goals 

by the year 2030. Only about one percent of the population has a college degree, and 

the unemployment rate is at 40% (Dumay, 2015). A serious investment in education will 

be critical if Haiti is going to be an emerging economy by 2030.  

Education and Development  

 Development agencies, including the World Bank and UNDP, have historically 

focused on achieving universal primary education and increasing literacy (World Bank, 

1994). The MDGs and SDGs, global targets for eradicating extreme poverty and 

promoting gender equality and a sustainable environment, are examples of a narrow 

focus for education (UNDP, n.d.). As a result, the world has been slow at advancing and 

funding higher education in developing countries (World Bank, 1994). Today, 

researchers and development agencies have realized the impracticality of building 

resilient countries on primary education alone (Dumay, 2015). Given the benefits of 

higher education to both the individual and society, scholars and practitioners have 

made a case for the importance of strengthening tertiary education in developing 

countries like Haiti (Bloom, Hartley, & Rosovsky, 2007; Dumay, 2015).  

Higher Education in the Developing World 

To frame the research on Haitian students’ undergraduate experiences, it is 

critical to first explore higher education in developing countries.  Higher education, for 
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most of the 20th Century, was neglected as a potential tool for garnering economic 

growth and building human capital (Kapur & Crowley, 2008). Governments and 

developing agencies focused on issues they believed would yield higher social returns 

(Schultz & African Development Bank, 1998). Increasing access to primary education, 

healthcare, and other public goods also appeared more urgent and less politically 

contentious. Investing in higher education has been perceived to only benefit those who 

needed it the least, the elites in developing countries. Until the fall of the big colonial 

powers after World War II, higher education was reserved for the wealthy and 

privileged. Issues around higher education access and need have dated back to the 

start of the university system and have been discussed in the literature for decades 

(Forest & Altbach, 2006). The value of post-secondary education has also been 

questioned, given a number of reports that have shown primary education yields a 

higher rate of return, compared to post-secondary education (Psacharopoulos & 

Patrinos, 2004). A college education has been out of reach for most low-income people. 

In their report, which reviewed data from 98 countries between 1960 and 1997, 

Psacharopoulos and Patrinos (2004) found the return rate for post-secondary education 

was 10.8 percent, compared to 18.9% percent for primary education. While these 

numbers show significant differences, they also need further investigation. Baum and 

Payea (2013) found return rate estimates capture only about 60 percent of the overall 

returns. Various factors can influence income and employability. Bloom, Canning, and 

Chan (2013) argued that rate of return calculations do not account for social capital 

gains from post-secondary education, like innovation, entrepreneurial activities, better 

governance, and job creation. Furthermore, Nemec (2006) argued universities play a 
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critical role in keeping markets competitive and thriving, as well as maintaining political 

leadership and democracy. The university has been place for creativity, generating new 

knowledge, sharing information, and facilitating academic dialogues and exchanges 

(Lester, 2006).  

A key justification for higher education is that it is a principal vehicle for 

generating and advancing knowledge. Through research, teaching, and extension 

services, a robust higher education system can help many developing countries 

address many of their most pressing issues (Bloom & Rosovsky, 2006). In low-income 

countries, research universities have been inclined to enroll some of the brightest in the 

country. These institutions have had a strong focus on research and teaching and have 

often been government-funded colleges. In most developing countries, public 

universities have often been the only ones with the capacity to do research. Thus, they 

have played a critical role in countries’ growth and development. However, public 

universities in developing countries have faced considerable challenges. Public 

institutions have often been poorly managed and have not had the funding to support 

infrastructure, research, technology, and a true professoriate (Bloom & Rosovsky, 2006; 

Dumay, 2015). Lack of funding has often meant faculty members have to take other 

jobs to support themselves. Some countries have regional institutions, which are 

primarily focused on teaching. These institutions have faced similar challenges but have 

often been in worse conditions than the national universities. Finally, for-profit colleges 

and vocational professional schools have provided tertiary education options for 

students (Bloom & Rosovsky, 2006). For-profit schools in many developing countries 

have often been unaccredited and profit driven. For-profit and private institutions 
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focused on making a profit can affect the quality of education they are able to provide to 

students (Bloom & Rosovsky, 2006).  

Low-income countries have been faced with a series of challenges that have had 

a significant impact on a country’s higher education system. In terms of infrastructure, 

most universities in low-income countries have not had facilities and classrooms that 

were conducive to learning (Bloom & Rosovsky, 2006). In some places, electricity has 

not been reliable, and the technology has been outdated. Libraries have not carried the 

books and resources students needed to be successful. The libraries have often not 

been digitized and have not provided access to journals and the latest publications. 

Laboratories have often been in fragile conditions with antiquated and limited equipment 

(Bloom & Rosovsky, 2006; Dumay, 2015). In addition, universities often have not had 

the resources to invest in new technology, facility upgrades, and new buildings. Thus, 

low-income countries have not participated in the technology and knowledge revolutions 

(Bloom & Rosovsky, 2006). Industrialized countries have been the key innovators and 

early adapters in the technology revolution (Bloom & Rosovsky, 2006; Rogers, 2003). 

Bloom and Rosovsky (2006) argued that the gap in technology can create an even 

greater divide between developed and developing countries, much like the effects of the 

industrial revolution. The gap in internet access between developed and developing 

countries has also been a challenge (Khalil, 2003). Students who have not had access 

to the Internet and other new technologies have been a disadvantage, and for students 

in low-income countries this has meant they were unable to truly compete in the global 

market.  
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Another challenge that low-income countries have been faced with has been in 

funding for higher education (Bloom & Rosovsky, 2006). Financing higher education has 

been a contentious topic as debates around how much governments should be 

subsidizing education and who benefits, have been well documented. High income 

families have primarily been the main beneficiaries of government-funded higher 

education in low-income countries.  Bloom and Sevilla (2004) posited that public funding 

for post-secondary education should meet the following criteria: the cost of investment 

should be lower than overall societal gains, citizens lack the financial capital to invest in 

higher education, and the overall benefit should be higher than that of other competing 

needs. Given the growing need for higher education in low-income countries, 

government funds have been scarce and limited. Thus, countries have had the difficult 

challenge of assessing overall needs and making judgements about public funding. 

Globalization, democratization, and decentralization have also been factors 

affecting higher education systems in the low-income countries (Bloom & Rosovsky, 

2006). Globalization has had both positive and negative impacts on higher education in 

developing countries. Globalization has made it easier for people around the world to 

communicate, share, and exchange ideas. Economies have become more 

interdependent because of globalization. Higher education institutions, thus, have had 

more access to information and opportunities with other institutions around the world 

(Bloom & Rosovsky, 2006). However, countries with more highly educated people have 

benefitted the most from globalization. In addition, students, faculty, and other educated 

people in low-income countries have had easier access to opportunities in more 

industrialized countries. The migration of developing countries’ brilliant minds to other 
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countries has exported the brainpower that low-income countries have desperately 

needed to develop and grow (Forest & Altbach, 2006; Kapur & Crowley, 2008). This 

brain drain can take away the researchers, administrators, and educators who are 

needed to make the university function (Psacharopoulos & Patrinos, 2004).  In 

democratic societies, there is a higher expectation for transparency from the 

government and increased pressure on national governments to invest in higher 

education and meet the growing demands from citizens. The decentralization of public 

services in the developing countries could provide more flexibility for national and 

regional institutions to be more independent and have less government oversight 

(Bloom & Rosovsky, 2006). However, this should not be absence of governance. The 

national government has to provide better leadership for higher education, enforce 

accreditation, and regulate for-profit institutions (Bloom & Rosovsky, 2006; Dumay, 

2015; Psacharopoulos & Patrinos, 2004). Many developing countries do not have an 

accrediting body and effective governance. In addition, governments need to address 

faculty pay. Faculty salaries in many developing countries have been extremely low. 

Thus, management has been another challenge that institutions in low-income countries 

have faced (Bloom & Rosovsky, 2006; Dumay, 2015; Psacharopoulos & Patrinos, 

2004).  

Curriculum reform has also posed its own challenges. Higher education systems 

in many developing countries have been based on an outdated colonial curriculum 

(Bloom & Rosovsky, 2006). Given the impact of globalization and the rapid rate of 

technology advances, higher education in low-income countries has required reform 

that would incorporate general education, research, and the use of technology (Khalil, 
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2003; Psacharopoulos & Patrinos, 2004). General education, which has allowed 

students to take courses in areas outside of their focus subject, has been shown to 

increase critical thinking in students, as well as enhance their ability to communicate 

and expose them to move diverse perspectives. In many developing countries, general 

education has not been valued and has been perceived as something that is reserved 

for elites. Bloom and Rosovsky (2006) argued general education “can promote 

responsible citizenship and civic virtue, and foster an understanding of the differences 

among groups in a society” (p. 454). In terms of science education, funding has been 

lacking. Many developing countries have not had the investors contributing to research 

at the academic level. For the university to be a generator of knowledge and innovation, 

investments must be made in research.  

Lastly, given the challenge of feeding a growing population, low-income countries 

will continue to have difficulty increasing agricultural productivity (Kapur & Crowley, 

2008). Access to more advanced technology has been one of the factors that has 

contributed to the success of some countries during the Green Revolution (Khalil, 2003; 

Psacharopoulos & Patrinos, 2004). Some developing countries were able to develop 

new technology through research groups and agricultural education institutions that 

addressed their unique needs. Due to the growing gap in agricultural needs between 

developing countries and industrialized nations, research agendas in developing 

countries have been divergent (Forest & Altbach, 2006; Kapur & Crowley, 2008). Thus, 

technological spillovers from richer countries to poorer countries have been decreasing 

(Kapur & Crowley, 2008). Low-income countries have been left far behind industrialized 

countries, in terms of agricultural advances and innovation, need more robust research 
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that targets their local needs. Pardey et al. (2006) posited that developing countries 

need to invest in higher education to increase their research and development activities. 

Many higher education institutions in developing countries have not engaged in the 

research needed, specifically in the field of agriculture, to address some of their more 

pressing issues.   

Higher Education Enrollment Trends 

At the turn of the 21st century there was a noticeable shift in college enrollment 

around the world. People from the developed and developing world were seeking post-

secondary education opportunities at a higher rate that before.  In 2004, about 132 

million students were enrolled in a post-secondary program, compared to 68 million who 

were enrolled in 1991 (UNESCO, 2006). In 2002, enrollment ratios increased to 29% in 

Latin America, compared to a 1.6% increase less than four decades earlier (Guadilla & 

Gaudilla, 2005). A number of factors have contributed to the demand for higher 

education in developing counties. The overall growth in primary and secondary 

education enrollment increased the demand for tertiary education. Many developing 

countries have seen considerable demographic changes.  The overall world population 

has been growing at a rapid rate, with some sources reporting 9 billion people by the 

year 2050.  However, families also started having fewer children, which meant some 

families had more to invest in higher education (Bloom & Rosovsky, 2006). Lastly, the 

percentage of young people in developing countries has been increasing. In some 

developing countries, more than 60 percent of the population is under the age of 30. 

These changes have influenced the expansion of higher education not only in 

developing countries, but around the globe.   
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The rise in overall higher education student enrollment occurred at a time when 

development agencies started to adjust their strategies. Human capital became a focus 

and development work was expanded to include helping individuals increase their 

human capital (Bloom & Rosovsky, 2006). Higher education became a necessity for 

building human capital. Not only does higher education grows the middle class, it builds 

and supports fields that are essential to development like health care, education, 

engineering, public service, and business (Bloom & Rosovsky, 2001). While higher 

education has not been the focus of development, it has become an important piece of 

the puzzle. Although college enrollment rates have been increasing in developing 

countries, they have remained far behind those in the more industrialized countries 

(Kapur & Crowley, 2008). What has been staggering, however, has been the difference 

in quality. Developing countries have tended to underfund their higher education 

institutions, spending significantly less per student than more developed countries.  For 

example, the University of Dar es in Salaam, Tanzania spent $3,239 per student in 

2005, while Pontificia Universidad Católica de Chile spent $22, 671, and Harvard 

University spent more than $120,000 per student (Kapur & Crowley, 2008). As the 

number of students completing secondary education in low-income countries has 

continued to increase, more students have been selecting to pursue a tertiary education 

(Bloom & Rosovsky, 2006). Thus, countries have become in need of more institutions, 

trained faculty, and other resources to meet the demand. However, many low-income 

countries have not had the financial and political backing to strengthening their higher 

education system. Low investment in higher education in developing countries has 
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significantly impacted the quality of education institutions can provide (Bloom & 

Rosovsky, 2001). 

Higher Education in Haiti 

Limited resources, poor infrastructure, lack of proper teacher training, and 

economic challenges have greatly impacted the quality of higher education in poor 

countries (Task Force on Higher Education, 2000). With many developing countries 

focusing on eradicating hunger and poverty, improving overall health and life 

expectancy, and various civil rights violations, higher education has often been ignored 

(Hayward, 2008). Higher education in developing countries has been competing for 

funding with issues like food security, healthcare, and poverty, which have been high 

priorities (Hayward, 2008). Access to higher education in developing countries, 

especially in Haiti, has been limited and often reserved for the elite minority, making it 

appear as a luxury (Kapur & Crowley, 2008).  

With the growing interest in education, especially for countries that have been 

meeting the SDGs targets, there has been a greater demand for higher education 

(Holloway, 2014). Thus, countries should start prioritizing higher education and 

developing strategies for addressing issues around access and quality (Varghese, 

2011). The Task Force on Higher Education (2000) identified a series of challenges of 

higher education in developing countries, including a lack of qualified educators, lack of 

resources (books, computes, desks, etc.), poorly designed or broken-down classrooms 

and buildings, outdated laboratories and technology, and many more. These factors can 

cause serious strains on students, faculty, and administrators. While higher education 

has significant benefits to developing counties, the lack of funding and negligence has 

posed significant challenges. This has especially been concerning, because studies 
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have shown a positive relationship between higher education and economic growth 

(Bloom, Canning, Chan, & Luca, 2014; Gyimah-Brempong, Paddison, & Mitiku, 2006). 

Building the capacity for higher education has become an essential component for 

economic growth in Haiti (Dumay, 2015).  

Public and private institutions  

In Haiti, the State University of Haiti (UEH) was the primary institution for higher 

education until the 1980s (INURED, 2010). As of 2005, about 38% of the country’s 

college population were enrolled at UEH (Gosselin & Jean, 2005). The university has 

historically provided access to education for Haiti’s upper-class, la bourgeoisie 

(INURED, 2010). In 1981, more than 50% of the study body were enrolled in the Faculty 

of Law and of Economics and the Faculty of Medicine and Pharmacy (INURED, 2010). 

Only about five percent of the students were enrolled in the Faculty of Agronomy and 

Veterinary Medicine (INURED, 2010). Given Haiti’s agricultural challenges – 

deforestation, food insecurity, outdated technology, and others – and the importance of 

agriculture, that number has been of great concern (World Bank, 2015).  

Since the 1980s, with the growth of private universities, the quality of public and 

private institutions has been declining (Dumay, 2015; INURED, 2010). The INURED 

(2010) report showed that 10 out of the 145 schools provided high quality, accredited 

education. The challenges of higher education in Haiti – dysfunctional governance, lack 

of basic or applied research, underfunding, political influences, and poor infrastructure – 

have been glaring (Dumay, 2015; INURED, 2010). Generating knowledge through 

research and innovations is a key element of higher education in any country, and Haiti 

has been lacking in that area (INSURED, 2010). This has likely been due to the lack of 

funding allocated to research and a nonexistent professoriate (Dumay, 2015; INSURED, 



 

33 

2010). As of 1987, about 93% of Haiti’s faculty worked part time, and only 26% of them 

held an advanced degree (Dumay, 2015). The challenges of higher education in Haiti 

can be summarized as follows: (1) absence of overarching governance and regulation; 

(2) overconcentration in and around the capital city (87% of universities are located in 

close proximity to each other in the country’s capital, Port-au-Prince); (3) lack of 

research priorities and funding; (4) minimal faculty training; and, (5) insufficient libraries 

and outdated curriculum (INURED, 2010, p. 2).  

Academics and student development  

Most professors in Haiti have used a more traditional top-down lecture style 

(Lloyd, 2005).  Students have not been encouraged to be critical thinkers, rather they 

have been expected to memorize course materials. Many students have not had access 

to books because of limited funds and scarcity. This has made learning and success 

difficult, since institutions have almost exclusively engaged students in the classroom.  

By and large, universities in Haiti have not functioned under the student development 

frameworks that guide university structures and services in the United States and other 

countries.  In the United States, student affairs professionals have been mainly 

responsible for students’ cognitive and psychological development (Reason, Terenzini, 

& Domingo, 2007). Students have had opportunities to continue to engage in learning, 

even when they are not in the classroom. Activities have been developed to 

complement students’ academic learning and help them develop other skills. In Haiti, 

not much attention has been given to helping students transition into adulthood. Student 

engagement has not been facilitated, and most institutions have not had the facilities 

students need for extracurricular activities, dining, or participating in recreational sports 

(Lloyd, 2005).  The concepts of student development have been nonexistent in Haitian 



 

34 

colleges. Most students have been enrolled full-time and have had limited access to 

facilities to connect outside of classrooms. Few institutions have offered a cafeteria and 

sporting amenities (Alexis, Larose, Morin, Pierre-Jacques, & Roy, 1999). While a small 

number of colleges have offered residential housing, most higher education institutions 

in Haiti have been commuter schools. According to Lloyd (2005), student involvement 

on college campuses in Haiti has been mostly political in nature. Students have 

gathered under a number of political organizations to push various agendas.  

Higher education post-earthquake  

It also critical to consider the impact the 2010 earthquake had on Haiti’s higher 

education system. Findings from a preliminary study found that of 32 universities that 

participated, 28 were seriously damaged or destroyed (INURED, 2010). Of the 

thousands of people who lost their lives, hundreds of faculty members and thousands of 

students were killed (INURED, 2010). In addition, a significant number of students, 

faculty, and professionals have left the country since the earthquake (INURED, 2010). 

This has led to a depleting of Haiti’s brightest, resulting in a brain-drain of a critical 

population for the countries’ development.  

While developing the higher education system in Haiti has become a daunting 

task, INURED (2010) outlined a series of short-term and long-term strategies to help 

facilitate the development process. Short-term goals included supporting graduating 

students in their final year to meet to necessary requirements to receive their degrees 

and have proper documentation to enter the workforce.  Another short-term goal was to 

invest in electronic access to libraries and academic sources. Intermediate-term goals 

have included support for research that can inform policy and inspire innovations, 

collaboration between community organization and the Haitian Ministry of Education, 
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establishment of clear and governance, and better recruitment and management 

practices. In the long-term, the goals have sought to establish a new university that is 

based on the international university model and build new universities in areas where 

access has been an issue (INURED, 2010).  

Problem Statement  

Haiti’s educational system has faced barriers since its inception (Dorsainville, 

2005). After the rest of world refused to acknowledge Haiti’s independence in 1804, 

Haiti faced economic isolation and received no support from the outside world. Slaves 

were not afforded education under King Louis XIV’s Code Noir (Black Code). Thus, 

former slaves did not have the capacity and resources to establish a robust education 

system. A series of political uprisings, bad governance, and outside interference in 

national politics followed. Today, the Haitian government has continued to struggle with 

meeting the educational needs of the country (Luzincourt & Gulbrandson, 2010). The 

Haitian education system has been outdated and has fallen decades behind most other 

countries.  

Many of Haiti’s 160 colleges have been operating on a dated French model 

(Cooper, 2011). Haiti has not had an accrediting body to ensure the quality of the 

education these colleges provide. Updating Haiti’s higher education system has become 

essential to the country’s economic development. The annual income, per capita, in 

Haiti was $425 in (year) (Lloyd, 2005). As the poorest nation in the Western 

Hemisphere, a higher education degree has been the only hope for a better life many 

Haitians have.  A degree can open the door to many government jobs and opportunities 

to study in the United States and other more developed countries (Lloyd, 2005).  
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Haiti will not be able to afford neglecting its higher education institutions as the 

country has focused on rebuilding. About one percent of the population has earned a 

college degree, and many educated Haitians have immigrated to other countries 

(Cooper, 2010). An estimated 10 out of the 145 private colleges offer an education that 

meets university standards. Less than 10 percent of the professoriate has earned a 

master’s degree, and many of the faculty teach part-time (Cooper, 2010). Faculty 

members often have a full-time job outside of their teaching obligations. Therefore, they 

do not spend much time on campus (Cooper, 2010).  

While some have been advocating for the rebuilding of Haiti’s higher education 

system, the Haitian government has not been prioritizing this sector (Cooper, 2010). 

The government has been primarily focused on primary and secondary education, and 

higher education has been an afterthought. As, Louis Marcellin, a professor of 

anthropology at the University of Miami has said, "There is a need to invest in higher 

education as a way to invest in national leadership. I don't know of any modern nation 

that advanced without higher learning" (Cooper, 2010, p. 19). To better understand and 

address the challenges of higher education in Haiti, research needs to investigate the 

system from the perspective of faculty, administrators, government officials, students, 

alumni, employers, and other stakeholders. Therefore, the problem investigated in this 

study was the capacity of higher education institutions in Haiti to adapt in order to 

provide students with a quality education.  

Purpose and Objectives  

The purpose of this study was to obtain an in-depth analysis of the lived 

experiences of students enrolled in Haiti’s leading agricultural education institutions. 

Specifically, this study explored the factors that influenced students’ satisfaction from 
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the perspectives of alumni, faculty, and students. A very small percentage of the Haitian 

population has attended and graduated from college. Thus, the unique experiences of 

current students can inform strategies for strengthening the higher education system 

and highlight specific student needs. The perspectives of faculty on student satisfaction 

can bring an added depth to the perception of the undergraduate student experience in 

Haiti. In addition, alumni are uniquely positioned to reflect on their undergraduate 

experience and discuss factors that have been instrumental in their post-graduate 

years. The research objectives were as follows: 

1. Describe the lived experience of undergraduate students from agricultural 
programs in Haiti and the factors that influenced their satisfaction.  

2. Identify the perceptions of faculty teaching in agricultural programs in Haiti of 
student satisfaction.  

3. Describe the undergraduate experience of alumni from agricultural programs in 
Haiti and the factors that influenced their satisfaction.  

Significance of the Study  

Considering what Haiti stands to gain from a stronger education system – 

economic growth and innovation –a better understanding of the higher education 

challenges will be critical (Dumay, 2015). There has been limited research on higher 

education in Haiti, and very few reliable statistics have been available to provide a more 

accurate picture of the system. This study will partly address this gap by exploring the 

shared experiences of college students and graduates, as well as faculty. 

This study has potential significance for the Ministry of Education, faculty, 

administrators, and other stakeholders in Haiti’s education and economic growth. The 

methodology of this study provided rich descriptions of the lived experiences of Haiti’s 

college alums, faculty, and current students. The main focus area for this study was to 
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describe the undergraduate experience in Haiti. Specifically, this study will seek to 

explore the factors that influence student satisfaction. This study will also describe the 

undergraduate experience of alumni and factors that influenced their satisfaction. In 

addition, the study will explore faculty’s perceptions of student satisfaction. These 

different perspectives were needed to inform education reform and fill the gap in the 

literature. Kapur and Crowley (2008) asserted there has been a gap in the literature on 

various aspects of higher education in developing counties, saying “the role of higher 

education, in both theoretical and policy terms lacks adequate empirical knowledge of 

what is happening within universities and to the students who spend a considerable part 

of their prima years in these institutions” (p. 4).  

The implications of this research for the Ministry of Education, researchers, 

NGOs, and people working to contribute to Haiti’s development were also essential. The 

findings will inform future research in higher education in Haiti and offer 

recommendations for improving the quality of education for undergraduate students. It 

will also show the strengths and weaknesses of undergraduate colleges. Knowing the 

factors that influence students’ satisfaction can help institutions be more strategic about 

how they allocate their resources.  Lastly, the findings can focus NGOs and other 

service providers’ efforts. They can create more intentional programs that will help 

students be successful at the college level. As Haiti focused its efforts on becoming an 

emerging country by the year 2030, this study will contribute to that goal.  

Definition of Terms  

Economic Development: The expansion of capacities that contribute to the 

advancement of society through the realization of individuals’, firms’ and communities’ 

potential. (Feldman, et al., 2016, p 8). 
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Economic Growth: A quantifiable measure of an economy’s outputs (Feldman, et al., 

2016). 

Student Satisfaction: The positive and negative attitudes developed by the student with 

regard to their institutions (Aldemir & Gülcan, p. 111).   

Student Success: Favorable or desirable student outcome (Cuseo, 2007, P. 1). 

Agricultural Education Institution: An accredited university offering bachelor programs in 

agricultural related fields such as food science, animal science, rural development, etc. 

Leading Agricultural Education Institution: Universities known in Haiti be leaders in 

education and agriculture as the best institutions in the country  

Limitations 

The limitations of the study included (1) participants of the study were from the 

leading agricultural education institutions in the country, (2) the findings were not 

generalizable to the population of college students in Haiti, (3) limited research data 

impacted the ability to synthesize and triangulate data, (4) interviews were conducted in 

French and Haitian Creole and had to be translated, and (5) the samples in this study 

could not be assumed to  represent the experiences of all undergraduate students in 

Haiti.  

Summary  

This chapter provided a background and context for this study. First, an overview 

of Haiti’s story was outlined from when Christopher Columbus first landed to the impact 

the earthquake in 2010 had on the island. Second, an overview of the state of 

education, specifically higher education in developing countries was presented to set 

the context of the study of Haiti’s higher education system. Third, a case was made for 
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the relevance of higher education in Haiti. Lastly, a problem statement, objectives, 

assumptions, and limitations for the study are outlined.  
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CHAPTER 2 
REVIEW OF LITERATURE 

Theoretical Framework 

The present research aimed to describe the undergraduate experience of 

agricultural students in Haiti. To do so, the researcher had to better understand the 

state of higher education in developing countries, specifically in Haiti. The first chapter 

presented an overview of the challenges and opportunities of post-secondary education 

in low-income countries. It helped inform how the researcher reviewed the literature for 

this chapter. The next section explores student satisfaction in relations to motivation and 

student development. 

Student Satisfaction 

Aldemir and Gülcan (2004) defined student satisfaction at the college level as 

“the positive and negative attitudes developed by the student with regard to their 

institutions” (p. 111).  Thomas and Galambos (2004) argued that student satisfaction is 

concerned with institutions “ensuring customer satisfaction with education” and 

“providing a rewarding and pleasing environment” (p. 254). Satisfaction as a construct is 

fluid and, thus, varies from student to student. What students may find to be “pleasing” 

is not fixed and differs depending on context and other variables (Elliot & Shin, 2002). 

Student satisfaction can also be used as a measure for the quality of education and the 

institution as whole (Goho & Blackman, 2009). Although student satisfaction has been 

conceptualized in slightly different ways, quantitative measures of the construct have 

been widely accepted in higher education (Upcraft & Schuh, 1996).  
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Two-factor theory 

Herzberg’s motivation-hygiene theory or two-factor theory, which states that job 

satisfaction and dissatisfaction are independently influenced by two sets of factors, has 

been a widely used theory in higher education to examine student satisfaction 

(Herzberg, Mausner, & Snyderman, 1959; Rizkallah & Seitz, 2017). The first set, 

motivators or satisfiers, is determined by more intrinsic fulfillment, such as how valued 

one feels by the organization. Herzberg et al. (1959) identified six factors for 

satisfaction: (1) achievement, (2) recognition, (3) the work itself, (4) responsibility, (5) 

advancement, (6) growth. The second set, hygiene factors or dissatisfiers, are primarily 

extrinsic factors and occurs when there is something lacking, such as a sufficient pay. 

Herzberg et al. (1959) posited that satisfaction and dissatisfaction do not exist on a 

spectrum, rather the reverse of dissatisfaction is no dissatisfaction. Factors for 

dissatisfaction include: (1) company policies, (2) supervision, (3) relationship with 

supervisor and peers, (4) work conditions, (5) salary, (6) status, and (7) security. 

Compared to movement, which can be induced by outside stimulation and extrinsic 

rewards, motivation is a result of intrinsic factors (Herzberg, 1987).  

Herzberg (1987) was intentional about distinguishing between movement and 

motivation. While hygiene factors, like fringe benefits, pay increase, or job security, can 

cause movement – they are not primary causes for motivation. Herzberg (1987) argued 

that hygiene factors are incentives, or “stimuli inducing pain-avoidance,” from the 

environment in which the work takes place that force someone to change their behavior 

(p. 113). For example, an employee may be moved to change a behavior at work 

because his or her year-end bonus is contingent on said change. According to Herzberg 

et al. (1959), the observed change from that employee is not a result of motivation. The 
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employee may be content with the opportunity of getting a year-end bonus, but is not 

motivated.  Thus, hygiene factors do not necessarily increase motivation or satisfaction, 

but the employee could express his or her dissatisfaction if the year-end bonus was not 

an available option. According to the two-factor theory, hygiene factors are the foremost 

source of dissatisfaction in the workplace (Herzberg et al., 1959). 

Herzberg (1976) made a few assumptions about hygiene factors. According to 

the author, the dynamics of hygiene include: (1) the psychological basis of hygiene 

needs is the avoidance of pain from the environment, (2) there are infinite sources of 

pain in the environment, (3) hygiene improvements have short-term effects, (4) hygiene 

needs are cyclical in nature, (5) hygiene needs have an escalating zero point, and (6) 

there is no final answer to hygiene needs (Herzberg, 1976; p. 101). Hygiene factors 

should not be used to motivate, because their primary role has been to reduce 

dissatisfaction with work. For example, an employer may reduce the number of hours in 

the work week to prevent employees from becoming too discontent with the work. 

Herzberg (1987) argued it would be incorrect to attribute any employee attitude change, 

in this example, to a change in motivation. Hersey and Blanchard (1982) said “Hygiene 

factors, when satisfied, tend to eliminate dissatisfaction and work restriction, but they do 

little to motivate an individual to superior performance or increased capacity” (p. 59). To 

increase motivation or satisfaction, hygiene factors need to be properly managed, and 

adequate time needs to be given to motivators (Herzberg, 1987).  

In contrast, motivators usually derive from the actual job content rather than the 

environment (Herzberg et al., 1959). Motivation stem from an intrinsic yen for growth. 

Instead of being moved to change a behavior because of an expected year-end bonus, 
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the motivated employee was inspired because their work was challenging or meaningful 

to them. Based on the two-factor theory, people are truly motivated only when their 

actions are by their own self-determination (Herzberg, 1987). Herzberg et al. (1959) 

found that motivator factors were more likely to lead to satisfaction or motivation in the 

workplace. Employees in various fields and at all levels were surveyed to determine the 

factor that lead to job satisfaction and job dissatisfaction. Of the factors reported by 

participants that gave them satisfaction with their job, 81% of them were motivators 

(Herzberg, 1987; Herzberg et al., 1959). The factors that caused dissatisfaction were 

mostly hygiene factors, 69% of all reported factors causing job dissatisfaction 

(Herzberg, 1987; Herzberg et al., 1959). Thus, increasing satisfaction motivators should 

be sufficiently met.  

According to Herzberg (1976), the dynamics of motivation are as follows: (1) the 

psychological basis of motivation is the need for personal growth, (2) there are limited 

sources of motivator satisfaction, (3) motivator improvements have long-term effects, (4) 

motivators are additive in nature, (5) motivator needs have a non-escalating zero point, 

and (6) there are answers to motivator needs (p. 101). For people to be motivated, they 

need to be in a psychological state where they feel their work is meaningful, they 

recognize their own influence as it relates to the work, and acknowledgement is given. 

When the work is enriched to meet the necessary psychological states, people are more 

likely to find their work satisfying (Herzberg, 1987). 

Student satisfaction models 

In applying the two-factor theory to this study, motivators are factors that are 

principally controlled by the student. Hygiene factors are external and, thus, are not 

directly influenced by the student. Keaveney and Young (1997) developed the Student 
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Satisfaction and Retention Model (SSRM) to measure student satisfaction and retention 

by applying the two-factor theory. The SSRM model identified three factors that 

ultimately lead to student satisfaction. They include (1) faculty, (2) advising staff, and (3) 

classes. The first factor, faculty, was measured based on how understanding, 

accessible, professional, and helpful faculty are and whether they provide feedback. 

The second factor, advising staff, was measured by the accessibility, reliability, 

helpfulness, and responsiveness of the advising staff, as well as how understanding 

they are. The last factor, classes, was measured by course scheduling, real-world 

relevance, and project/cases skills. Together, these factors contribute to students’ 

cognitive development, career progress, and business, which then leads to satisfaction. 

Other studies have built on Keaveney and Young’s (1997) model to better understand 

and measure student satisfaction. Maddox and Nicholson (2008) used the Business 

Student Satisfaction Inventory (BSSI) to examine student satisfaction. In their study, 

they found the quality of business education outcomes, quality of school climate, quality 

of advising, and quality of computer resources influenced student overall satisfaction 

(Maddox & Nicholson, 2008).  

Other scholars have identified additional factors that measure student 

satisfaction. However, student satisfaction surveys have often captured five core areas: 

(1) the institution, (2) departments, (3) faculty, (4) courses, and (5) faculty evaluations 

from students (Harvey, 2001).  Aldemir and Gülcan (2004) identified four factors that 

influence student satisfaction: (1) institutional factors, (2) extracurricular factors, (3) 

student expectations, (4) and student demographics. University management and 

academics are two factors that influence student satisfaction at the institutional level. 
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The quality of education offered, types of majors, the quality of interactions between 

faculty in and outside of the classroom, curricula, student evaluations, and teaching 

materials make up the academic factors. According to Low (2000), this can also involve 

how effective, lively, and active the institution is. Additionally, university management or 

administrative factors encompass the philosophy through which top university 

administrators provide leadership and guidance for the institution. Extracurricular factors 

are activities the university is able to offer its students. Activities could be social, 

recreational, and educational in nature. In addition, extracurricular factors also involve 

resources institutions make available to their students. Some universities offer on-

campus housing, 24-hour study centers, transportation, and more (Harvey, 2001). 

Student factors 

Student expectations is another factor Aldemir and Gülcan (2004) argued that 

affects student satisfaction. In a study that sought to determine the level of student 

satisfaction at a university in Turkey, the authors suggested that student expectation is 

not simply what students expect from faculty and job prospects after graduation, it also 

has to do with students’ expectations of higher education (Aldemir & Gülcan, 2004). 

Thomas and Galambos (2004) posited that student motivation can mitigate student 

satisfaction. Students can be motivated by various issues, needs, and opportunities 

throughout their undergraduate years.  

Rizkallah and Seitz (2017) found that first-year students and graduating seniors 

had different motivational factors. Thus, student expectations and motivation was 

influenced by the types of jobs and field students expected to enter after graduation, 

food available in dining halls, involvement at the university, preparedness for the labor 

market, ability to enter the global market, other factors. What students expected from 
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their institutions was dependent on where they were in their undergraduate tenure. 

Furthermore, students can also be motivated by negative experiences. Students who 

were dissatisfied with their experience on campus were motivated to transfer or 

graduate because they no longer wanted to be there (Rizkallah & Seitz, 2017). Students 

who were motivated by adverse factors or were simply dissatisfied with their institution 

will likely not engage with the institution when they graduate (Rizkallah & Seitz, 2017). 

DeShields, Kara, and Kayank (2005) found that students who intended to continue their 

education at their current institution were more likely to report feeling satisfied with their 

collegiate experience. Lastly, student demographic factors also influenced student 

satisfaction. Gender, age, sex, socio-economic status, grade point average (GPA), 

attendance, field of study and other factors could determine students’ satisfaction or 

dissatisfaction with their higher education institution.  

Student satisfaction is critical for several reasons, including retention and 

recruitment efforts (Elliot & Shin, 2002; Tinto, 1993). Athiyaman (1997) argued that most 

universities have been taking a consumer satisfaction approach to education by 

prioritizing service quality for students to increase student loyalty and commitment to the 

institution. As universities have been operating more and more as other businesses in 

the service industry, scholars have explored the idea of customer satisfaction in a 

higher education setting. Gruber, Fuß, Voss, and Gläser-Zikuda (2010) used a tool to 

measure students’ perceptions of services offered at a German university. Universities 

have realized they need to provide a range of services to their students in order to keep 

them enrolled. Several studies have found that student satisfaction was positively 

related to retention (Bean, 1980; Bennett, 2001; Pike, 1993; Upcraft & Schuh, 1996). 
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Bennett (2001) argued that universities can measure which students are satisfied with 

their experience based on their retention numbers. Students who were not satisfied with 

their academic, and social experience at the university were not likely to return the 

following semester. Student satisfaction informs colleges and universities how well they 

were doing at meeting the needs of their students. Results from student satisfaction 

surveys have served as an evaluative tool for higher education institutions and have 

allowed university management to make more informed decisions to increase student 

success rates and satisfaction (Beltyukova & Fox, 2002).  

Moreover, alumni who were more satisfied with their undergraduate experience 

are more likely to give back to the university, both financially and through service to the 

university in other ways (Elliot & Shin, 2002). To the contrary, students who are 

dissatisfied with their experience are less likely to engage with the university post-

graduation. For the aforementioned reasons and others, scholars have argued higher 

education institutions are in the service industry and, thus, should prioritize student 

satisfaction (Chen & Tam, 1997; DeShields et al., 2005). As Stephens (2014) said, “The 

capacity to continually measure and respond to students experiences will generate 

institutions that are adaptable and capable of thriving in a new and unknown era for 

higher education” (p. 7).  

Student Development  

Rodgers (1990) defined student development as “the ways that a student grows, 

progresses, or increases his or her developmental capabilities as a result of enrollment 

in an institution of higher education” (p. 27). As most students start college, they do so 

at a time where they have not fully entered adulthood (Hayward, Noonan, & Shain, 

1999). Students are at a stage where they were growing and being introduced to new 
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ideas. Thus, universities need to “proactively identify and address student needs, 

design programs, develop policies, and create healthy environments that encourage 

positive growth in students” (Evans, Forney, & Guido-DiBrito, 1998, p. 5). Scholars have 

extensively researched student development in the last decades, but there are few key 

studies in higher education.  

Psychological theories of student development  

Chickering (1969) built his work on Erikson’s (1959) work by contextualizing it in 

education. Erikson (1959) identified eight stages of development, the life span model, to 

describe the psychological experiences people tend to go through in a lifetime. In each 

stage people can have positive or negative experiences and psychological crises, which 

may influence their personal development. The stages include: (1) infancy, the trust vs. 

mistrust crisis; (2) early childhood, the autonomy vs. shame crisis; (3) preschool age, 

the initiative vs. guilt crisis; (4) school age, the industry vs. inferiority crisis; (5) 

adolescence, the identity vs. role confusion crisis; (6) early adulthood, the intimacy vs. 

isolation crisis; (7) adulthood, the generativity vs. stagnation crisis; and, (8) maturity, the 

ego integrity vs. despair crisis (Erikson, 1959).  At each stage, a virtue and forces that 

could influence the outcome of the psychological crisis can be gained. Most students 

enter college during the adolescence and early childhood stages. They are asking 

questions about who they are as individuals and discovering their identities. In the 

adolescence stage, students explore their occupational and sexual identities. According 

to Erikson (1959), people can experience a real identity crisis at this stage. In the early 

adulthood stage, people are trying to determine how their identities mesh with others 

and engage in committed relationships. Chickering (1969) expanded on the identity vs. 

role confusion crisis to apply the life span model to education.  
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According to Chickering and Reisser (1993), seven vectors of identity 

development exist. The vectors are: (1) developing competence, (2) managing 

emotions, (3) moving through autonomy toward interdependence, (4) developing mature 

interpersonal relationships, (5) establishing identity, (6) developing purpose, and (7) 

developing integrity. Developing competence is concerned with an individual’s 

intellectual, physical and manual skills, and interpersonal competencies. The first vector 

calls for students to be critical thinkers, good communicators, and have a healthy 

concern for wellness. The managing emotions vector has to do with individuals 

developing emotional intelligence, learning to identify emotions and express them in an 

appropriate manner. Students who successfully move through autonomy towards 

interdependence vector learn to value the whole, while also developing their own sense 

of self and independence. In the developing mature interpersonal relationships, 

individuals learn civility, how to accept differences, and how to communicate across 

cultures. The establishing identity vector involves individuals developing a healthy view 

of oneself and self-esteem. In the developing purpose vector, individuals make a 

commitment to professional and personal goals and are more future oriented. 

 Chickering and Reisser (1993) identified three stages of the developing integrity 

vector: humanizing values, personalizing value, and developing congruence.  Thus, in 

the developing integrity vector people are more aware of their values and are able to 

communicate, as well as live by them. Additionally, environmental factors within the 

institution can influence any of the seven vectors. The environmental factors include 

institutional objectives and size, student and faculty relationships, teaching and 

curriculum, friendships and student communities, and student development programs 
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and services (Chickering & Reisser, 1993). Finally, Chickering and Reisser (1993) 

posited that integrating work and learning, acknowledging the cyclical nature of learning 

and development, and recognizing and respecting individual differences are three 

ingredients that are critical for institutions to incorporate on their campuses for positive 

student identity development.  

Schlossberg’s (1984) Transition Theory is another psychological theory that has 

helped inform how educators better understand student development. The theory has 

gone through a number of revisions, but it has been used to examine what happens 

when people transition into new environments (Evans et al., 1998). According to 

Schlossberg (1984) transitions are anything that lead to a change in someone’s day-to-

day activities, role, ideas, or interaction with others. Transitions can be anticipated, 

unanticipated, or non-events. A non-event transition can occur when there is a 

mismatch between someone’s expectations and actual outcome (e.g., a student failed 

to be selected for a program on campus). How a person perceives his or her transition 

is influenced by context, his or her relationship to the setting and transition, and impact 

– how the transition affected their day-to-day routines.  

Schlossberg, Waters, and Goodman (1995) identified the four Ss: situation, self, 

support, and strategies, which affect how someone copes with transitions. Situational 

factors are influenced by what triggered the transition, an individual’s perceived control 

over the transition, the duration of the transition, familiarity with transition because of 

experience with similar situations, and other factors. Personal and demographic 

characteristics, as well as psychological resources, like motivation or identity 

development, are critical to the self. Friends, family, groups and communities, and 
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significant others are sources of social support, but the type and quality of support 

influences how someone copes with transitions. Lastly, strategies are how individuals 

respond to the transition. People who find ways to mitigate stress, stay positive, and are 

proactive about modifying the situation cope better with transitions (Schlossberg, 

Waters, & Goodman, 1995). 

Cognitive structural theories of student development  

Next, a number of student development theories are cognitive structural rather 

than psychological. Perry’s (1968) Theory of Intellectual Development conceptualizes 

student development through students’ perceptions and patterns of thoughts. This 

theory is comprised of nine positions: (1) basic duality, (2) full dualism, (3) early 

multiplicity, (4) late multiplicity, (5) contextual relativism, (6) pre-commitment, (7) 

commitment, (8) challenges to commitment, and (9) post-commitment. According to 

Perry (1968), students go through each position in four main categories and only 

experience a level of development when they transition from one position to the next. 

The four categories are dualism, multiplicity, relativism, and commitment to relativism. In 

the dualism stage, students see the world as good or bad and have full trust in 

authorities. While in dualism positions, students can only see one possible correct 

answer. In multiplicity positions, students begin to acknowledge there can more than 

one possible answer, they start to appreciate different perspectives and individuality, 

and value fairness. In relativism positions, students begin to develop their own criteria 

for evaluating different claims and value logical support for various opinions. Finally, in 

the commitment in relativism position, students add context and ethics to their meaning 

making, as well as taking positions they feel best reflect their values and make sense to 

them (Perry, 1968).  
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Holland’s (1997) theory of vocational personalities and work environments offers 

yet another way of theorizing student development. The theory proposes an 

understanding for how people look for environments that match their personalities and 

skills. According to Holland (1997), there are six types of individuals that he 

conceptualized using a hexagon. The hexagon model shows the relationship between 

the six types, consistency, differentiation, identity, and congruence. The six personality 

types, RIASEC, are (1) realistic, the do-ers; (2) investigative, the thinkers; (3) artistic, 

the creators; (4) social, the helpers; (5) enterprising, the persuaders, and; (6) 

conventional, the organizers. People within each personality type create work 

environments that best fit them. The six types of work environments have the same 

labels as the personality types. While people search for environments that complement 

their personality type, if they end up in an environment that does not align with their 

personality, they either adapt or leave to search for better fit. Thus, individuals are 

satisfied and successful when there is a good fit between the environment and 

personality.  

Previous Research  

While higher education is an integral part of a country’s growth and development, 

post-secondary institutions need to do more than simply offer degrees to students. 

Embedding student development and satisfaction theory and student involvement in 

university philosophy are critical to the overall success of students and universities. The 

theories and constructs discussed in the previous section provided a theoretical 

framework for the present research. The following section reviews the literature on 

student satisfaction and student development. 
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Student Satisfaction in Higher Education  

Several of the studies discussed in this section (Alves & Raposo, 2007; Brown & 

Mazzarol, 2009; Zhang, Han, and Gao, 2009) used student satisfaction models that 

were adapted from customer satisfaction indexes. Kristensen, Martensen, and 

Gronholdt’s (2000) work on customer satisfaction in Denmark is an example of 

consumer related studies that have had an impact on how scholars have examined 

student satisfaction. Cronin, Brady, and Hult’s (2000) study on how consumer 

behaviours were influenced by customer satisfaction, perception of quality, and 

perception of value is another example. The influence of consumer related research on 

student satisfaction has further supported the idea that higher education institutions 

generally function as a business (Chen & Tam, 1997; DeShields et al., 2005).  

Institutional image and factors of satisfaction 

Alves and Raposo (2007) examined a model of student satisfaction in which 

student expectations, student perceptions of institution’s image, and perceived 

functional and technical quality precede satisfaction. The study sampled 2687 students 

from 13 universities in Portugal.  The findings supported other studies that have 

concluded student expectations influence student satisfaction. Alves and Raposo (2007) 

found the university’s image had the most significant impact on student satisfaction. 

Students’ perception of value influenced their satisfaction with their academic 

experience, and value was influenced by students’ expectations and perceived quality.  

Moreover, student loyalty to their institution was positively related to their level of 

satisfaction with their educational experience. Finally, the findings supported Zhang et 

al.’s (2009) student satisfaction index model. The model indicates that student activity 

influences students’ perception of quality and perception of value and, thus, influencing 



 

55 

student satisfaction. Based on the model, student satisfaction leads to student loyalty 

(Zhang et al., 2009). The student satisfaction index model also suggests that student 

expectations influence students’ perception of quality. Therefore, according to the 

model, students’ perception of quality is influenced by both student activity and student 

expectation (Zhang et al., 2009).  

Zhang et al.’s (2009) student satisfaction index model is similar to the one used 

in Alves and Raposo’s (2007) study. In Zhang et al.’s (2009) model, the college’s 

reputation, student expectations, perception of quality, and student activity all influenced 

student satisfaction. Additionally, the model omitted one factor, word of mouth actions, 

which was included in Alves and Raposo’s (2007) model. According to the model 

presented in Alves and Raposo (2007), student satisfaction leads to both student loyalty 

and word of mouth actions. While word of mouth actions was not a factor that was found 

in Kristensen et al.’s (2000) customer satisfaction index, it started a discussion on 

students’ behavior once they feel loyal to the university (Alves & Raposo, 2007).   

Another study by Brown and Mazzarol (2009) used a customer satisfaction 

model to explore the relationship between institutional image to loyalty and student 

satisfaction in Australian universities.  A similar model from Alves and Raposo (2007) 

was used to measure student satisfaction. In the model presented by Brown and 

Mazzarol (2009), word of mouth actions was also omitted. The study found students 

who were more satisfied with their academic experience showed more loyalty to the 

institution. Perceived quality of human services and processes, as well as perceived 

quality of infrastructure, had a weak positive relationship on perceived value. Lastly, 

institutional value had a strong relationship with perceived value. A significant finding 
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from the study was that the university image has the strongest influence on participants’ 

perceived value (Brown & Mazzarol, 2009). Image also showed a positive and direct 

influence on satisfaction. In this case, more than the services provided, the image of the 

universities was what influenced satisfaction (Brown & Mazzarol, 2009). The findings 

from study suggested that student satisfaction was also a matter of marketing, which 

had not been a significant factor in other studies.  

Academics and student satisfaction  

Guo (2016) also used quantitative and qualitative methodologies to assess 

student satisfaction. The author sampled 3160 participants enrolled at five universities 

in China. The study used curriculum construction, hardware facilities, and teacher 

quality as constructs to measure the impact of teaching quality on student satisfaction. 

Guo (2016) found instructors’ teaching attitude, materials, and equipment influenced 

students’ levels of satisfaction. Guo (2016) only focused on factors that influenced 

teaching quality, rather than taking a more holistic view of satisfaction. Silva and 

Fernandes’ (2012) study on the factors that influenced student satisfaction and their 

importance at a university in Portugal included nine factors: (1) academic services, (2) 

qualified education, (3) social services, (4) external relations, (5) quality and 

accessibility of facilities, (6) infrastructure to support learning, (7) helpfulness and 

functionality of the library service, (8) availability of social support to students, and (9) 

extra-curricular activities. A factors analysis was conducted to determine which factors 

were more salient to students when evaluating the services the university offered, and, 

thus, the aforementioned nine factors were identified. The first factor, academic 

services, explained about 36% percent of the structure of data. The ninth factor, extra-

curricular activities, represented about 3% of the total variance (Silva & Fernandes, 
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2012). The findings of this study suggested that certain satisfaction factors are of more 

importance to students. Additionally, students can be both satisfied and dissatisfied.   

 Maddox and Nicholson (2008) used data from 545 business students to examine 

students’ overall satisfaction and perceived educational value. The authors conducted a 

factor analysis and identified four factors that influenced both perceived educational 

value and overall satisfaction. Maddox and Nicholson (2008) found overall student 

satisfaction and perceived educational value were dependent on the following factors: 

(1) quality of educational and intellectual outcomes; (2) quality of school climate; (3) 

quality of advising; and (4) quality of computer resources. Consistent with Silva and 

Fernandes’ (2012) findings, academic related factors were most important. The first 

factor, quality of educational and intellectual outcomes, accounted for students’ 

perception of knowledge gain and how intellectually stimulating the course material was 

(Maddox & Nicholson, 2008). According to Herzberg et al. (1959), growth is a 

psychological base for motivation. Therefore, students who feel intellectually challenged 

are more likely to be motivated. The study also found that students’ perceptions of the 

value and quality of education, student-friendly and good relationships with faculty, 

faculty attitude and availability, support with career planning and course scheduling, and 

computer and technical resources influenced students’ academic satisfaction (Maddox 

& Nicholson, 2008).  

Aldemir and Gülcan (2004) sampled 419 students at a university in Turkey to 

measure student satisfaction. The authors developed a survey to address four factors 

believed to influence student satisfaction. The four factors included demographic 

factors, institutional factors, extracurricular factors, and expectations (Aldemic & Gülcan, 



 

58 

2004).  The questionnaire was created to examine how the four factors worked together 

to influence satisfaction. Academic factors had the most significant impact on student 

satisfaction. Students who had high performing instructors were overall more satisfied 

with their academic experience than those who did not. Thus, faculty members play an 

important role in student satisfaction. There findings are supported throughout the 

literature on student satisfaction (Butt & Rehman, 2010; Guo, 2016; Silva & Fernandes, 

2012). The participants indicated access to their instructors, communication outside of 

the classroom, and course materials all influenced whether or not they were satisfied 

(Aldemic & Gülcan, 2004). Expectation factors did not show a significant relationship to 

satisfaction, except that participants who reported they would voluntarily send their 

future children to the same instructor indicated they were more satisfied. As for 

demographic factors, gender and age had the most significant impact on participants’ 

satisfaction. The study found that male students were less satisfied than female 

students, and younger students were more satisfied than older students (Aldemic & 

Gülcan, 2004). Additionally, first-year students were slightly more satisfied than older 

students. No extracurricular factors showed a significant relationship to student 

satisfaction. Finally, participants were asked their views on the purpose of higher 

education. A high percentage of the respondents, 43.6%, said the purpose of education 

was to help them develop their intellectual skills (Aldemic & Gülcan, 2004). Other 

participants believed the purpose of higher education was for them to specialize in a 

profession (20.5%), reach a higher status in society (14.2 %), find work (11.5%), get a 

degree (6%), become sociable (3.1%), and please their parents (1%) (Aldemic & 

Gülcan, 2004). 
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Butt and Rehman (2010) surveyed 350 students in private and public universities 

in Pakistan. Courses offered, classroom facilities, and learning environment had a 

positive and significant relationship with student satisfaction. The study also found 

teacher’s expertise had the most significant impact on student satisfaction. The findings 

support other studies that have found the academic-related factors had the most impact 

on student satisfaction (Aldemic & Gülcan, 2004; Guo, 2016; Silva & Fernandes, 2012). 

However, this study found that female students were less satisfied, compared to male 

students. These findings were not consistent with Aldemic and Gülcan’s (2004) study. 

While Aldemic and Gülcan found gender influenced student satisfaction, they found that 

female students were more satisfied. Butt and Rehman (2010) concluded disparities 

between males and females in Pakistan were likely responsible to the difference 

between sex. The findings from the two studies suggested that culture could indirectly 

influence student satisfaction.  

Student expectations and satisfaction  

A study that examined student satisfaction, needs, and learning outcomes from 

students at a university in Western Europe found that students expected more than just 

career preparation from the university (Herdlein & Zurner, 2015). The authors used 

qualitative and quantitative methodologies, focus groups and a survey, and included 

national and international students in their sample. Students expected to have open 

communication and transparency from university officials, opportunities to grow 

emotionally and spiritually, good customer service, and vibrant social campus (Herdlein 

& Zurner, 2015). An analysis of the focus groups also showed that students who were 

involved in extracurricular activities and felt their academic programs served them well 

were more satisfied. Additionally, participants (71%) felt their social and holistic needs 
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were not being met (Herdlein & Zurner, 2015). This indicated that students had an 

expectation that the university would and should be doing more. While the participants 

reported on factors they were dissatisfied with and their needs, they also said they were 

generally satisfied with the university. The findings of the study were consistent with 

Herzberg et al.’s (1959) motivation hygiene theory. Although participants reported 

dissatisfaction, the conclusion was not that students had no satisfaction. Finally, the 

findings supported other studies that have used a variety of student satisfaction index 

models (Alves & Raposo, 2007; Brown & Mazzarol, 2009; Zhang, et al., 2009). Student 

activity and student expectations influenced students’ perception of quality. 

In Ghana, Nkumsah (2016) measured the relationship between service quality, 

student integration, academic integration, student satisfaction, and academic success. 

The findings suggested that there was a relationship between proximity to campus, 

academic and social integration, and student satisfaction. These three factors not only 

related to student satisfaction, they ultimately affected student success. Douglas, 

McClelland, and Davies (2008) found that attitude, responsiveness, tangibles, team 

work, communication, management, access and socializing had significant impact on 

student satisfaction. In the United Arab Emirates, Wilkins and Stephens Balakrishnan 

(2013) found that student satisfaction from an international branch campus was 

influenced by quality of instructors, quality and availability of resources, and effective 

use of technology.  

In Germany, scholars used a laddering interview technique and personal 

interviews to examine the impact quality teaching has on student satisfaction (Voss, 

Gruber, & Szmigin, 2007). The researchers found that students had a preference for 
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faculty who were approachable, friendly, enthusiastic, and knowledgeable on the 

subject matter. In Malaysia, scholars conducted a study to examine the relationship 

between student satisfaction factors (Lai, Lau, Mohamad Yusof, & Chew, 2015). The 

results showed that student satisfaction is influenced by university core services, 

information technology services, skill building, and academic quality. These factors are 

interrelated and together influenced student satisfaction (Lai et al., 2015). Participants 

had clear preferences and expectations for what they wanted their college experience to 

look like. These findings were supported by Aldemir and Gülcan (2004), DeShields et al. 

(2005), and Rizkallah & Seitz’ (2017) work on student satisfaction. The institutional 

factors that influenced student satisfaction remained fairly consistent. Students 

expected to have access to resources, opportunities for socializing with their peers, 

robust academics, and great faculty.  

Student Development in Higher Education 

While student development practices have varied throughout the years, it has 

been one of the goals of higher education institutions to help students grow both 

emotionally and cognitively (Evans, Forney, Guido, Patton, & Renn, 2010). Student 

development formally became a part of universities’ missions in the late 1960s. 

Professional organizations, such as the American College Personnel Association 

(ACPA), proposed that student affairs practices should incorporate human development 

theories in their work (Evans et al., 2010). What followed were a number of theories, 

namely the seven vectors of identity development (Chickering, 1969) and theory of 

intellectual development (Perry, 1968), that have informed student affairs as a 

profession (Evans et al., 2010). While earlier theories of student development mostly 
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sampled white, often male students, newer theories have continued to evolve and 

explore more marginalized communities (Jones & Stewart, 2016). 

UNESCO's (1998) World Declaration on Higher Education for the Twenty-first 

Century made a global call to universities, urging them to confront matters of access 

and equity. UNESCO (1998) declared that it is was essential for higher education 

institutions around the world to directly tackle issues of social justice and student 

development. As the population of students entering the university has continued to 

change, administrators need to rethink how they support students (Evans et al., 2010). 

From a social justice perspective, scholars have also explored how students’ position in 

the world and their identities have influenced student development. Specifically, theories 

have examined how sexuality, race, ethnicity, socio-economic status, religion and 

spirituality, ability and disability, and gender affect students’ experiences on college 

campuses (Evans et al., 2010).  

Demographic factors  

Dominguez-Whitehead (2015) explored student development in South Africa by 

positioning food acquisition in the center of the study. The author argued that stark 

inequalities in the country have had a significant impact on undergraduate student 

experiences. Using student development theory as a conceptual framework (Chickering 

1969; Schlossberg, 1981), Dominguez-Whitehead (2015) posited that the lack of access 

to basic needs made it difficult for students to perform well academically. Dominguez-

Whitehead (2015) conducted a case study and found that food insecurity had a potential 

impact on student development and involvement. The findings from this study supported 

the relationship between social identity and student development (Evans et al., 2010; 

Jones & Stewart, 2016). In this case, socioeconomic status had an impact on student 
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development and their level of engagement on campus. The results from this study also 

supported Astin (1993; 1999) and Tinto’s (1993) work on student involvement. Astin 

(1993) and Tinto (1993) argued that student involvement in activities on and off campus 

influence student growth and development. Students who are involved on campus have 

reported higher levels of satisfaction, personal growth, and academic success as well 

as stronger social ties (Astin, 1993; Tinto, 1993).  

Reynolds (2013) utilized the Dephi method to identify the issues student affairs 

professionals believe are most important in serving students. Reynolds (2013) surveyed 

159 entry-level and mid-level student affairs professionals from a number of higher 

education institutions in the United States. Student affairs professionals identified 27 

most common concerns for students. The top 10 most frequently listed concerns that 

student affairs professionals faced were: (1) stress management, (2) time management, 

(3) anxiety, (4) transitioning to college, (5) student entitlement, (6) academic difficulties, 

(7) financial concerns, (8) identity development concerns, (9) academic motivation, and 

(10) health and wellness. Financial concerns (Dominguez-Whitehead, 2015) and 

academic motivation (Trolian et al., 2016) have been shown to influence student 

satisfaction and overall experience. Other frequent concerns that were relevant to this 

study were student organization concerns and relationships with faculty. Involvement in 

student organizations has been shown to have a positive impact on student 

development (Astin, 1993; Tinto, 1993; Webber et al., 2003). Additionally, quality 

faculty-student relationships have been positively linked to student academic access 

and student satisfaction (Jacques et al., 2012; Trolian et al., 2016; Webber et al., 2003).  
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Reynolds (2013) identified the most challenging student concerns that student 

affairs professionals faced when working with students. The top 10 most challenging 

student concerns faced by student affairs professionals were: (1) suicidal ideation and 

behavior, (2) stress and time management, (3) immaturity, (4) interpersonal conflicts, (5) 

student entitlement, (6) anxiety, (7) depression, (8) diversity, (9) family problems, and 

(10) poor self-esteem. Other challenging student concerns related to the present study 

were financial concerns, academic motivation, and academic difficulties. These findings 

suggested many of the factors that have been shown to have a positive impact on 

student development, student satisfaction, and student success are some of the more 

frequent and challenge student concerns that student affairs professionals encountered 

(Reynolds, 2013). While this was an exploratory study, it provided insights on the 

perceptions of some of the people who work closest to students and are tasked with 

supporting these students.  

Faculty and student development  

Kim and Lundberg (2016) used survey data from a large university in California 

that assessed undergraduate students’ experience to determine how student-faculty 

interactions influenced students’ cognitive skills development. The researchers found 

that undergraduate students who had more frequent interactions with faculty members 

reported higher levels of academic self-challenge and sense of belonging (Kim & 

Lundberg, 2016). Student-faculty interaction also showed a direct and positive 

relationship with cognitive skills development. Additionally, when students felt 

challenged and a sense of belonging, they were more engaged in the classroom (Kim & 

Lundberg, 2016). The findings suggested that student-faculty relationships play a 

significant role on student experience and development.   
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Webber, Krylow, and Zhang (2013) took a more critical look at the impact of 

college student involvement on satisfaction and success. The authors analyzed survey 

results from a large public university in the United States. The results showed that 

student-faculty interactions in and outside of the classroom had a positive impact on 

first-year students’ grade point average (Webber et al., 2013). Seniors who reported 

high levels of involvement in the community and high quality relationships with faculty, 

staff, and peers were more academically successful compared to seniors with lower 

involvement and less frequent interactions with faculty, staff, and peers. Astin’s (1993) 

findings were supported by this study. Higher levels of involvement and frequency of 

involvement contributed to students’ academic success and their perception of 

satisfaction (Webber et al., 2003). Students who spent more time studying, had 

coursework that engaged them cognitively, had quality relationships with faculty, 

students, and staff were, in general, more satisfied with their college experience 

(Webber et al., 2003). This study was also supported by Jacques, Garger, Thomas, and 

Vracheva’s (2012) work on student-faculty relationships. The authors applied leader-

member exchange theory to argue that high quality student-faculty relationships would 

result in positive student outcomes. The authors found that students’ perception of high 

quality exchanges with staff and faculty was linked to academic success, self-efficacy, 

and social integration (Jacques et al., 2012).  

Trolian, Jach, Hanson, and Pascarella (2016) went further to explore the types of 

faculty-student interactions and their impact on students’ academic motivation. The 

authors looked at five types of faculty-student interactions: (1) quality of faculty contact, 

(2) frequency of faculty contact, (3) research with faculty, (4) personal discussions with 
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faculty, and (5) outof-class interactions with faculty (Trolian et al., 2016). The findings 

revealed that all five types of interactions had positive relationship to academic 

motivation. Even when the authors controlled for student characteristics, student-faculty 

interaction positively influenced academic motivation. While quality faculty-student 

relationships (Jacques et al., 2012; Webber et al., 2013) were reported to have positive 

relationship to academic success, this study suggested other types of faculty-student 

relationships could have positive outcomes for students (Trolian et al., 2016). Faculty 

members not only play an important role on student development (Jacques et al., 2012; 

Kim & Lundberg, 2016; Trolian et al., 2016; Webber et al., 2013), they have been shown 

to have significant impact on student satisfaction (Aldemic & Gülcan, 2004; Butt & 

Rehman, 2010; Guo, 2016; Silva & Fernandes, 2012). 

Conceptual Model  

Exploring the undergraduate student experience and student satisfaction in Haiti 

must be done in context. The conceptual model presented in Figure 2-1 illustrates how 

student life and student satisfaction are influenced by external factors, the university, 

institutional factors, and university output. While this study was not directly exploring 

how external factors and university output influenced students and how universities 

function, the author felt it was important to show and acknowledge the significance of 

these factors on universities throughout the developing world. The external factors and 

university output were identified based on the literature on higher education in 

developing countries. Politics have been shown to have an effect on higher education, 

especially in developing countries (Bloom & Rosovsky, 2006; Nemec, 2006; Schultz & 

African Development Bank, 1998). Higher education has been a politically contentious 

issue in developing countries for years. Poor families have had limited access to higher 
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education, and politicians have mainly supported primary education in low-income 

countries. Additionally, politicians in these countries have typically not had the funds to 

address higher education needs (Bloom & Sevilla, 2004). Economic factors are 

concerned with the strains limited funds put on higher education systems in developing 

countries (Bloom & Sevilla, 2004). Political and economic factors are connected in the 

sense that government funding for higher education in the developing world is often a 

political statement as discussed in the first chapter. The economic factor also influences 

faculty and administrators’ pay. Governance over higher education in developing 

countries is mostly lacking (Bloom & Rosovsky, 2006; INURED, 2010). Especially in 

Haiti, there has not been an accrediting body in place to set a standard for higher 

education and enforce that standard. Lastly, most universities in developing countries 

lack the infrastructure to meet the demands for higher education (Bloom & Rosovsky, 

2006; Dumay, 2015; INURED, 2010). Thus, external factors influencing universities in 

most developing countries are political, economic, governance, and infrastructure. 

Within the university, institutional factors (faculty and university infrastructure) 

influence student life and ultimately student satisfaction. The first institutional factor is 

university infrastructure, which also has three sub-factors, resources, technology, and 

physical learning environment. According to Maddox and Nicholson (2008), quality of 

school climate and computer resources influence student satisfaction. Resources are 

concerned with the amenities and facilities available to students on campus (e.g., dining 

halls, library, student center, and recreational sports facilities). Technology is concerned 

with the appropriate usage and access to latest technologies. Physical learning 

environment is concerned with school design and aesthetics. Most developing countries 
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have classrooms and laboratories that are falling apart and are not conducive to 

learning (Bloom & Rosovsky, 2006; Dumay, 2015; INURED, 2010). The last institutional 

factor is faculty, which has the three sub-factors, including academics, student-faculty 

interaction, and faculty evaluations. Academic factors include the courses offered, 

quality of education, curriculum, and teaching style. Student-faculty interaction factors 

include faculty approachability, accessibility, and sociability. Faculty evaluations factors 

are determined by how students perceive faculty teaching, material, and delivery. 

Institutional factors, faculty and university infrastructure influence student life (Aldemir & 

Gülcan, 2004).  

Student factors are influenced by developmental, motivational, extracurricular, 

and demographic factors. These factors are largely represented by Aldemir and 

Gülcan’s (2004) model for student satisfaction. Development factors are students’ 

opportunities for cognitive and psychological growth (Chickering & Reisser, 1993). 

Motivational factors are unique to each student, but they influence individual satisfaction 

(Keaveney &Young, 1997). Extracurricular factors are resources that are available to 

students that enhance their undergraduate experience, such as opportunities to join 

student groups, participate in research, and do community service (Harvey, 2001).  

Demographic factors were concerned with how student identities influence their 

collegiate experience and satisfaction (Aldemir & Gülcan, 2004). These include race, 

socioeconomic status, grade point average, and more.  

Finally, university output is influenced by the external factors, institutional factors, 

and student life factors. University output includes alumni, research, extension, and 

innovation. The outputs in turn influence the university and external factors. University 
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graduates influence a country’s economy, create jobs, and provide much needed 

services to the country (Bloom & Rosovsky, 2006). Alumni also engage in political 

affairs and add to the economy. Alumni who were satisfied with the undergraduate 

experience are more likely to then engage with the university (Elliot & Shin, 2002). 

Research, extension, and innovation from the university influence local politics, the 

economy, governance, and infrastructure. Lastly, university outputs influence the 

perception and image of the university.  

Summary  

A theoretical framework and conceptual model that guided this study are 

presented in this chapter.  First, an overview of student satisfaction is presented to 

describe how student satisfaction has been measured in higher education and the 

factors that have been shown to influence student satisfaction. Higher education 

institutions in developing countries tend to be underfunded, lack political support and 

governance, have poor infrastructure, and be inaccessible to low-income families. 

Various factors influence students’ undergraduate experiences. Higher education 

student satisfaction research treats the university like a service organization. Student 

satisfaction is linked to retention, academic success, and alumni engagement.  

Student development theories were also discussed to explore the cognitive and 

psychological development of students. Most students enter the university at an age 

when they are exploring their identities and values and have not fully entered adulthood. 

Universities play an important role in helping students transition successfully out of their 

undergraduate programs. Finally, the conceptual model contextualizes student 

satisfaction and student life to reflect the literature on higher education in developing 

countries.   
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Figure 2-1. Factors that Influence the Satisfaction of University Students in Developing 
Countries  
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CHAPTER 3 
METHODOLOGY 

Chapter Overview  

As indicated in the significance and rationale for this study, a qualitative method 

served as an appropriate approach for exploring the experience and satisfaction of 

undergraduate students in agricultural programs in Haiti. This chapter provides an 

overview of the philosophical and interpretative framework that guided the study. 

Discussing the ideas and beliefs that guided this study is important because they 

influenced how the researcher framed the research question and objectives, as well as 

the instrument used to collect data (Huff, 2009). Also explained in this chapter is the 

position of the researcher within the study as a Haitian-American who grew-up both in 

the United States and Haiti and how his experiences and worldview influenced the 

research process from the conception of the research idea to the analysis of the data. 

The remaining sections of this chapter describes the selection of participant and provide 

a description of the procedures used to design the study, as well as the data collection 

process and instrumentation used.  Furthermore, a detailed description of the interview 

procedure is provided.  

Philosophical and Interpretative Framework  

The ontological, epistemological, and methodological paradigms within 

qualitative studies guide the research process (Guba, 1990). These assumptions are 

greatly influenced by the researchers’ training and the academic community to which 

they belong (Creswell, 2013). Researchers interpret and evaluate research through the 

lens of their philosophical assumptions. The ontological assumption is concerned with 

how reality and its attributes are conceptualized. In qualitative studies, researchers 
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acknowledge that different realities exist, and their role is to report the various 

perspectives in the findings. Epistemological perspectives refer to the nature of 

knowledge and the extent of knowledge; it is the belief one holds in regards to how 

knowledge is created (Merriam, 2009). The design of a study and theoretical 

perspectives undertaken by researchers are a reflection of their epistemological 

standpoint (Crotty, 1998).  In qualitative research, the researcher is the instrument and, 

thus, tries to get in close proximity to the participants. Knowledge is created through the 

subjective realities and experiences of the participants. Consequently, knowledge is 

gained “through the subjective experiences of people” (Creswell, 2013, p. 20). The 

methodological processes which guide qualitative research are emergent, generate 

theory from data, and are influenced by the researcher’s ability to gather and evaluate 

data (Creswell, 2013). Qualitative researchers follow inductive reasoning, moving from 

specific observations to generalized conclusions. The methodology in qualitative 

research is flexible, because it allows for the researcher to make changes to research 

questions, interview guides, and other strategies to ensure the researcher better 

addresses the research problem. 

Several interpretive frameworks exist that when combined with philosophical 

assumptions, influence how researchers conduct research (Denzin & Lincoln, 2011). 

Among these frameworks are positivism, post-positivism, social constructivism or 

interpretivism, and transformative. Researchers who operate within the positivist 

framework are bounded by the scientific approach to inquiry. On the other hand, post-

positivists scholars do not believe in a single reality, rather they use robust data analysis 

to examine multiple realities (Creswell, 2013). Furthermore, post-positivists researchers 
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follow a logical step-by-step methodology and report their findings following the 

scientific approach often used in quantitative studies. Researchers operating within the 

social constructivism or interpretivism framework believe meaning making is not 

independent of social structures. Participants’ meaning making is influenced by their 

environment and social interactions. Thus, meaning is subjective, layered, and complex. 

Additionally, social constructivist researchers recognize their identities, and worldview 

influences how they analysis data. Thus, the researcher’ interpretation of participants’ 

experiences are shaped by their own personal experiences.   

The aforementioned interpretative frameworks are three of many that guide 

qualitative research. According to Creswell (2013), an extensive list of frameworks are 

used in qualitative research to help illuminate the experiences of research participants. 

Transformative frameworks recognize the power in knowledge, as well as how power 

dynamics in society influence marginalized populations (Mertens, 2003; Mertens 2008). 

Thus, research should do more than just present information, it should also help and 

advocate for marginalized communities. Other frameworks include postmodernism, 

pragmatism, feminist theories, critical theory, critical race theory, queer theory, 

disabilities theory, Marxist models, post-colonialism, and cultural studies model.  

In this study, the philosophical stances and assumptions were linked to the social 

constructivist framework. This study was founded on the ontological assumption that 

participants’ realities are a product of their experiences and social interactions with 

other people (Creswell, 2013). The researcher reported the themes that emerged from 

the experiences of participants and described the individual realities by using direct 

quotes from participant interviews. According to Moustakas (1994), researchers report 



 

74 

on the differences between participants’ experiences. The epistemological assumption 

for this study was that knowledge is created by the participants and researcher. The 

researcher acknowledged he could not be completely objective in the research process. 

Thus, the researcher attempted to eliminate as much of the space between him and the 

participants as possible (Guba & Lincoln, 1988). Meaning is derived not only from the 

researcher’s interactions and observations of the participants, but also from the 

researcher’s subjective interpretation of the interactions and observations (Merriam, 

2009). While the researcher and participant are both engaged in the dialogue, the 

researcher brackets their “preconceptions and enter into the individual’s lifeworld and 

use the self as an experiencing interpreter” (Miller & Crabtree, 1992, p. 24).  

Reflexivity Statement  

In qualitative research the axiological assumption acknowledges that the 

researchers’ values and biases influence the research process (Creswell, 2013). 

Researchers position themselves within the study to bring their preconceptions to light. 

Being aware of how my identities and experiences have shaped my worldview was 

important for me as I embarked on this journey. Reflecting on any potential biases and 

how they could influence this study was a significant part of the process for me 

(Maxwell, 2005). Positioning oneself by sharing about personal experiences, culture, 

and the impact of experiences on the study is a vital step in qualitative research. 

According to Wolcott (2010), “our readers have the right to know about us . . . They 

want to know what prompts our interest in the topics we investigate, to whom we are 

reporting, and what we personally stand to gain from our study (p. 36).  

I was born in Port-au-Prince, Haiti. My father and mother were born and raised in 

Kenscoff and Maïssade, Haiti, respectively. My father has lived in United States my 
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entire life. Thus, I grew-up in a single parent household, since Having one parent 

residing in the States and one who worked in healthcare in Haiti, we were more 

financially secured than most other families living in Haiti. My father was able to 

supplement my mother’s income. My socio-economic status in Haiti influenced my 

perception and experience. Although we had some financial buffer, I still grew-up with 

the stresses of living in a developing country. We did not have running water, riots and 

political unrest were common, and electricity was rarely available.  We had good and 

bad days, but I was always able to attend some of the more elite schools in Port-au-

Prince. I studied in Haiti until I was 10 years old. I completed, in Haiti, the equivalent of 

what would be considered fifth grade in the U.S. school system. I had a fairly positive 

school experience in Haiti.  

I was 11 years old when I moved to Miami, Florida. I like to say I was old enough 

to have been influenced by growing-up in Haiti, one of the poorest countries in the 

world, and young enough to easily transition and assimilate to life in the United States, 

one of the richest countries in the world. My upbringing in Miami included attending 

public school and being involved in church. I attended a Haitian church where services 

and interactions were mostly in Haitian Creole and French. Although I was not living in 

Haiti, I was surrounded by a vibrant Haitian community. In school, I was around other 

Haitian and immigrant students who had just immigrated and were trying to figure out 

life in a new country. So my identities as Haitian and immigrant were always reinforced 

by my upbringing in the United States. Growing-up in Port-au-Prince and Miami greatly 

influence how I see myself, others, and the world. While these two worlds often collide, 

it has given me a dual identity as Haitian-American.  
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In conducting my study, I provided a description and interpretation of the 

experiences of Haitian students in agricultural programs in Haiti and explored factors 

that contributed to their satisfaction. I was well aware that my identity as a Haitian-

American, experiences, and personal beliefs would influence my experience and the 

research process. My first trip back to Haiti, after I left as a kid, was as an 

undergraduate student. I was the co-leader for a service trip. It was the first time I was 

experiencing Haiti as an “outsider.” My interest in education and leadership was a direct 

result of that trip. I visited schools, hospitals, and orphanages and saw how poorly 

managed many of the institutions I visited were. The more questions I asked, the more I 

started to see the need for quality education and leadership development in Haiti. I led a 

couple of other trips following the first one, and they all reaffirmed my assumptions. I felt 

a great sense of privilege for having been given the opportunity to live and study in the 

United States, but also felt a sense guilt. I knew I was not any better than any of the 

friends I grew-up with and that the quality of my life was enhanced primarily because of 

where I lived and my education.  

I was also inspired and heartbroken because of the interactions I had with a 

number of young Haitians who were very intelligent yet were not going to school 

because their families could not afford it. The feeling of guilt quickly turned into a feeling 

of responsibility. I felt this because I had been given more and more was expected of 

me. After I completed my undergraduate degree at the University of Florida, I enrolled in 

a master’s program that would prepare me to work in developing countries like Haiti. My 

master’s work was focused on sustainable development practices and exploring the role 

of education and leadership in development. Every project I have been involved with in 
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Haiti and other developing countries have been focused on education and leadership 

development. I do believe education is a critical part of development, and leadership 

development is important for training local leaders with the skills to address the complex 

issues in their communities. My interest in this study was prompted by these 

experience.  

Additionally, I have a background in student affairs. Not only do I feel like my life 

has been enriched by my undergraduate education, my experiences outside of the 

classroom were instrumental in my development. I believe students, especially at the 

undergraduate level, should have opportunities for personal and professional growth 

offered to them by the university. As a former student affairs professional, I applied 

student development practices to help students in cognitive and identity development. 

Since Haitian universities do not have a big emphasis on student development, 

compared to universities in the United States, I had to be aware of how my views on 

higher education and student development could influence the research process. Until I 

conducted this study, I had never stepped foot on a college campus in Haiti. I had to 

make sure to hold my judgement, based on what I had read and been told, to allow 

myself to experience the campuses for myself. I had to be cognizant to not introduce 

those perspectives during my interviews. My role as the researcher was to capture the 

essence of participants’ experiences. I consistently had to suspend my judgement and 

allow participants to freely share their experiences (Creswell, 2009). My intention was to 

receive their experiences as valid realities without adding more value to my 

perspectives and experiences.  
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Although, I have worked with Haitian faculty, graduates, and students in Haiti 

before, I was concerned about how they would respond to me. I was coming in as both 

an insider and outsider. Prior to traveling to Haiti to collect data, I reflected on what that 

would mean for me and the participants. I value and feel connected to my Haitian 

heritage, but I have been accustomed to a certain way of life, having lived outside of 

Haiti for so long. My postsecondary, collegiate, and professional trainings and 

experiences have all occurred in the United States. Depending on the day and situation, 

my American identity is more salient than my Haitian identity. I wondered if participants 

would be comfortable with my dual identity, or if I would have to choose. I had already 

experienced being labeled “blanc” (white), a term used in Haiti to categorize someone 

as a foreigner. Although I do not see myself as a foreigner when I am Haiti, I had to 

reflect on what it meant for locals to have a Haitian-American in their space. I had to 

realize how I see myself was not always aligned with how I was perceived by locals or 

participants. Although I felt connected to the Haitian people, I had to accept that some 

people may not feel connected to me because I am Haitian-American and be mindful of 

how that influenced examination and collection of data (Merriam, 2009). I also had to 

reflect on cultural differences. My culture is both Haitian and American. I worried if I 

would be able to connect with participants  I am fluent in Haitian Creole, but since I do 

not speak it often, it can take time for me to speak without including a few English 

words. I tried to be culturally sensitive and intentional with how I presented myself 

without changing how and who I am.  
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Methodological Framework  

Purpose and Objectives 

The purpose of this study was to obtain an in-depth analysis of the lived 

experiences of undergraduate students enrolled in agricultural programs in Haiti. 

Specifically, this study explored the factors that influenced students’ satisfaction from 

the perspectives of alumni, faculty, and current students. The following research 

objectives guided the study: (1) describe the lived experience of undergraduate 

students from agricultural programs in Haiti and the factors that influenced their 

satisfaction, (2) identify the perceptions of faculty teaching in agricultural programs in 

Haiti of student satisfaction, and (3) describe the undergraduate experience of alumni 

from agricultural programs in Haiti and the factors that influenced their satisfaction.  

Methods 

Qualitative research has several key characteristics. Qualitative research focuses 

on describing and interpreting participants’ meaning making and perspectives (Creswell, 

2013; Merriam, 2009). Qualitative researchers often collect data in the natural setting in 

which participants experience the phenomenon instead of taking participants out of their 

natural environment. Qualitative researchers also have the flexibility of using several 

methods for collecting data, such as interviews and observations. The researcher 

serves as the study instrument, conducting the interviews and being in the field for 

observations. Additionally, qualitative research is “situated within the context or setting 

of participants (Creswell, 2013, p. 46). 

The methodological assumption is that the qualitative research process follows 

an inductive approach. The research design is flexible and can be altered to help the 

researcher answer the desired research question. The researcher examines the 
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phenomenon within its context (Creswell, 2013). This study was designed using 

interpretativism, specifically a social constructivist framework. This study is founded on 

the notion that multiple realities exist, and thus, meaning is subjective and based on 

individual experiences and social interactions (Creswell, 2013). Additionally, the social 

constructivist framework posits that knowledge can be co-created with the researcher 

and participants. This research study sought to describe the lived experiences of 

undergraduate students enrolled in agricultural programs in Haiti and explore factors 

that influenced students’ satisfaction from perspectives of alumni, faculty, and current 

undergraduate students. Interviews were used to collect the individual perspectives of 

participants and provide an in-depth description of the phenomenon. 

A phenomenology methodological approach was used to describe the lived and 

shared experiences of undergraduate students enrolled in agricultural programs in Haiti. 

Creswell (2013) defined phenomenological study as a method of describing “the 

common meaning of several individuals of their lived experiences of a concept or a 

phenomenon” (p. 76). The philosophical underpinning of phenomenology is that the 

essence of meaning is discovered through the careful investigation of the complete 

picture.  The researcher goes beyond what “appears” to unveil what “really” is (Ihde, 

1986, p. 33).  

Phenomenology aims to describe the phenomenon and how it was experienced 

by the participants (Moustakas, 1994).  Phenomenological studies describe the true 

essence of a shared human experience, using perspectives from a number of 

individuals (Moustakas, 1994; van Manen, 1990). The researcher is less concerned with 

trying to explain what is going on, but rather is focused on describing the phenomenon 
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through participants’ individual interpretations (Langdridge, 2007). The researcher is 

called to suspend all judgements and perceptions, a process referred to as epoché, and 

concentrate on capturing the realities of participants (Husserl, 1970; Moustakas, 1994). 

Researchers have to be intentional about making sure their experiences do not get in 

the way of the true meaning of the phenomena and bracket themselves out when 

possible (Creswell, 2013). Bracketing interviews allow for the researchers to note their 

perspectives and assumptions so that they are able to better check their biases as they 

engage in the research process. By bracketing, the researcher can concentrate on 

describing the essence of participants’ experiences. This idea is captured in 

Langdridge’s (2007) definition of phenomenology, which posits that the 

phenomenological approach to research “aims to focus on people’s perceptions of the 

world in which they live in and what it means to them; a focus on people’s lived 

experience” (p. 7).  

Creswell (2013) described two phenomenological approaches to inquiry. While 

both approaches seek to describe the lived experiences of participants, some 

differences exist between their epistemological stances. The two approaches are 

transcendental phenomenology and hermeneutic phenomenology. Transcendental 

phenomenology, originated by Edmund Husserl, follows a more logical and structured 

approach (Husserl, 1970). The underpinning assumption of transcendental 

phenomenology is that researchers are able to bracket, thus suspending their 

judgements and get to the essence of the participants’ experiences. While researchers 

operating within this framework acknowledge more than one reality exist, they also 

believe that a single description of the phenomenon can emerge from the data. By 
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bracketing their experiences and assumptions, the researchers analyze the data 

gathered from a number of participants and allows for themes to emerge from the text 

(Moustakas, 1994).  

Hermeneutic phenomenology stems from the work of Martin Heidegger, 

Husserl’s pupil. Heidegger (1996) rejected the idea of suspending judgement and 

bracketing. Hermeneutic phenomenology is concerned with the subjective experiences 

of participants and the researcher’s interpretation of the text (van Manen, 1990). 

Scholars operating within the hermeneutic phenomenological approach acknowledge 

that researchers cannot fully separate from their cultural and historical background, as 

their understanding of the world is influence by those factors (Langdridge, 2007). Thus, 

researchers should be aware and account for how their culture and history influence 

their interpretation of the text. Essentially, the researcher and participants co-create 

meaning. Hermeneutic phenomenology “avoids methods for method’s sake and does 

not have a step by step method” (Kafle, 2013, p.191). The interpretation of the text 

occurs through the hermeneutic circle by examining the phenomenon in parts and in 

whole in a cyclical manner to meaning of the lived experiences to emerge 

(Polkinghorne, 1983). 

This study used transcendental phenomenology to provide rich text description of 

the phenomenon.  

Population and Sample  

The population of this study consisted of current undergraduate students, faculty, 

and graduates from two of the six leading agriculture education institutions in Port-au-

Prince, Haiti. The six universities were: Université d'Etat d'Haiti (UEH), Université 

Quisqueya (UNIQ), Université Caraïbe (UC), Université Episcopale d'Haiti (UNEPH), 
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Université Notre Dame d’Haïti (UNDH), and American University of the Caribbean 

(AUC). Four of the universities were in Port-au-Prince, Haiti’s capital, and the other two 

were located in Les Cayes. Five of the universities were private, except for UEH which 

was public. The researcher selected to only include two of the four institutions in Port-

au-Prince in the population because of the assumption that qualitative research is 

situated within a specific setting (Creswell, 2013).  

To capture the experience of students at both private and public institutions, the 

sample for this study included participants from one public and one private university. 

To protect the identities of the participants, the researcher chose to not reveal the 

names of the two universities selected for this study. These institutions were considered 

to be two of the leading agricultural programs in Haiti (Albert, 2016). Alumni, at the time 

of data collection, were one to five years out of their undergraduate programs. Since the 

public university required students to do 10-months of civic service before they could 

officially obtain their diploma and students’ thesis work typically continued well after the 

five years required for coursework, the researcher changed the population from 

graduates who were three to five years out to those who were one to five years out 

during data collection. The researcher also included participants from the public 

university who had not completed their 10-months civic service. Current undergraduate 

students, at the time of the data collection, were enrolled in one of the two institutions 

and had matriculated through at least one semester. Faculty, at the time interviews 

were conducted, had been appointed to their positions at one of the two institutions for 

at least six months.  
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This study included 30 participants who were either alumni of one of the two 

institutions, currently attending one of the two institutions as an undergraduate student, 

or served as a faculty member at one of the two universities. Nonprobability sampling, 

specifically snowball and purposive sampling were used to list potential participants and 

get representation from the two institutions. The researcher first connected with leaders 

in agriculture in Haiti and get access to administrators at the two universities. University 

administrators were first contacted via email where the researcher explained the 

purpose of the study and asked for their permission and support to continue with the 

data collection process. Leaders at both institutions provided name contact information 

for faculty and students. The researcher also talked to colleagues who studied in Haiti to 

help facilitate introductions to potential participants. Once participants were identified, 

they received a letter soliciting their participation. Participants also shared names and 

contact information of potential participants who were then solicitated. The researcher 

stopped interviewing participants after the 30th interview.   

Table 3-1 shows the alumni who participated in this study graduated from one of 

the two universities with degrees related to agriculture. Of the 10 alums who 

participated from the study, 4 studied at the private university and 6 graduated from the 

public university. Two of the 10 participants were female and graduates of the public 

university. Five of the alumni where from cities outside of Port-au-Prince, while the other 

five grew-up in Port-au-Prince. Three of the alumni had completed a master’s degree 

outside of Haiti in Europe or South America. Four of the participants, at the time of the 

interview, had a job. One participant was an entrepreneur, and thus self-employed. 

Another participant had started a nonprofit organization and work for the organization 
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full-time. The other two participants who had employment worked on externally funded 

projects, and one of them also taught part-time a both of the institutions.  

Table 3-2 shows the professors who participated in this study lectured at one or 

both of the universities included in this study. At least three of the nine professors also 

taught at other universities not included in the sample. Eight of the nine participants 

identified as male. One female professor participated in the study. While representation 

was low, it mirrored the population. A study conducted by Albert (2016) showed that 

there were disproportionately more male educators at the university level compared to 

female educators. About three percent of the respondents, out of 65 total, were female. 

Except for one participant, all of the professors were teaching at the university where 

they studied as undergraduate students. One participant completed their undergraduate 

studies abroad. Professors attended universities in Europe, North America, and Asia for 

their graduate degrees. Four professors taught part-time at the institution they 

represented during the interview. One participant who was listed as part-time at the 

private university, also had a full-time appointment at the public university. Thus, six of 

the nine professors had a full-time appointment at either one of the two universities. 

Three professors shared that they taught at both the public and private institutions. 

Since many of the professors taught at more than one institution, including universities 

not included in the sample, they were asked to focus on the experiences of the students 

at the specific institution that provided the researcher with their contact information. One 

of the professors was also an administrator.  

Table 3-3 shows the undergraduate students who participated in this study were 

enrolled in a degree program related to agriculture at one of the two universities in this 
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study. Of the 11 student participants in this study, five studied at the public university 

and six studied at the private university. The students were between the ages of 20 and 

27. The five participants from the public university all identified as male, while two of the 

six participants from the private university identified as female. Nine of the students who 

participated in the study were not from Port-au-Prince, meaning they moved to the city 

to attend their respective institution. Participants ranked from first year to fifth year. 

While the majority of the students will have continued on after the fifth year to complete 

their theses before they are awarded a diploma, they finished with coursework at the 

end of year five. Four of the students were in the final year as fifth year students. Three 

students were in their fourth year. Two were in year three. One second year student and 

one first year student also participated in the study.  

Data Collection 

Data collection occurred in November 2017. The research process involved long, 

semi-structured, in-depth interviews with the participants and observations by the lead 

researcher. Participants had the option to interview on campus, at one of the two 

universities or recommended a meeting point that was more convenient for them. All of 

the student interviews were conducted on the campus where they studied in a private 

office or area. The professors were mostly interviewed on the university campus where 

they taught. Three professor interviews were conducted off-campus at their respective 

offices to accommodate their preferences. Most of the alumni commuted to one of the 

two universities, regardless of where they graduated, for their interviews. Alumni were 

given to option to meet at one of the two campuses or recommend a meeting point. The 

researcher traveled to conduct two alumni interviews at the offices where they worked. 

The principal researcher conducted all the interviews in Haitian Creole and French. 
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Some of the participants used English words of phrases throughout the interview. The 

researcher translated and transcribed the interviews. 

Interviews 

To attain the truest essence of the phenomenon, long, semi-structured, in-depth 

interviews were conducted, using probing and variational methods (Ihde, 1986; 

Polkinghorne, 1989). Open-ended questions were developed to explore the lived 

experience of undergraduate students in agricultural programs in Haiti and factors that 

contribute to student satisfaction. In-depth phenomenological interviews were 

conducted with current undergraduate students, alumni, and faculty members. The 

interview questions were “directed to the participant’s experiences, feelings, beliefs and 

convictions about the theme in question” (Welman & Kruger, 1999, p. 196). The goal of 

the interviews was to get an understanding of the shared experiences of the 

phenomenon participants speak of, rather than an individual understanding of 

participants (Wilke, 2002). Participants were encouraged to freely share their thoughts 

and experiences with no judgement (Bentz & Shapiro, 1998). The researcher attempted 

to get participants to “describe the lived experience in a language as free from the 

constructs of the intellect and society as possible” (Bentz & Shapiro, 1998, p. 96). 

The researcher personally conducted the individual interviews with current 

students, alumni, and faculty in Haitian-Creole and French. The interview guide had the 

questions written in French and Haitian Creole. Participants were encouraged to speak 

in any language they felt most comfortable with and could use both Haitian-Creole and 

French throughout the interview. While the researcher had a set of questions prepared, 

other questions were asked to help further illuminate experiences and discover richer 

and deeper descriptions. Participants were asked for their consent to audio-record the 
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interviews, and the researcher took written notes during and after the interview. As a 

qualitative researcher operating within the social constructivist framework, the 

researcher tried to break down any barriers between them and the participants. The 

goal was to make participants feel comfortable enough to share their experiences. 

Before each interview, the researcher had short introductory conversations with the 

participants so that participants felt at ease.  The researcher conducted the interviews in 

a private space and allowed participants to choose where they wanted to be 

interviewed. The shortest interview lasted 25 minutes and 41 seconds. The longest 

interview lasted one hour and 15 minutes.  

Data Analysis 

To understand the essence of the phenomenon, the researcher must beware of 

apodictic perceptions; careful attention must be given fully to the phenomenon, and 

assumptions about what realities are most important should not be made until there is 

enough information to do so (Ihde, 1986). The researcher then must make an 

interpretation of participants’ shared experiences (van Manen, 1990). The criteria for 

trustworthiness in qualitative research include credibility, transferability, dependability, 

and confirmability.  

The researcher used strategies proposed by Chan, Fung, and Chien (2013) to 

achieve bracketing. The first strategy is concerned with the researcher’s mental 

preparation and ability to remain open minded throughout the research process. Not 

having much knowledge or experience with the Haitian higher education system allowed 

the researcher to keep an open mind about the findings that would emerge from the 

data. As described the in reflexivity statement, the researcher, although from Haiti and 

curious about higher education in Haiti, studied in the United States. The second 
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strategy is concerned with the researcher’s decision on the scope of the literature 

review. While the literature review provided some insights on higher education in the 

developing world and in Haiti, reliable statistics and literature on higher education in 

Haiti are limited. However, the literature review allowed the researcher to understand 

some of the conditions of higher education in Haiti to justify the study and develop 

research questions. This met the criteria for the second strategy proposed by Chan et 

al. (2013).  

The third strategy for achieving bracketing is concerned with how the researcher 

structures the interview questions and conduct the interviews. To meet the third criteria, 

the interviews were semi-structured and the interview questions were open-ended. The 

researcher used the questions as a guide, but probed in areas that were of concerned 

for participants. Furthermore, towards the end of each interview, participants were 

asked to talk about anything they felt was not covered during the interview that would 

help better capture the essence of their experience. This allowed the participants to 

share ideas that, up to that time, were not in the researcher’s thoughts. The final 

strategy is concerned with the data analysis process. Qualitative researchers, as an 

instrument in the data analysis process, should be aware of how they might filter the 

data. Thus, Chan et al. (2013) recommended taking steps to mitigate for trustworthiness 

such as allowing participants to validate the findings. To satisfy this criteria, the 

researcher included participants throughout the data analysis process. The researcher 

established credibility and dependability by triangulating the data and reflective 

debriefing with other researchers. To establish transferability, the researcher provided 

rich thick descriptions of the phenomenon. Furthermore, to ensure trustworthiness, 
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member checking was used to provide participants an opportunity to critique the initial 

interpretations of the transcriptions (Lincoln & Guba, 1985). 

Long, semi-structured, in-depth interviews were conducted using variational 

methods, probing, to attain the truest essence of the phenomenon (Ihde, 1986; 

Polkinghorne, 1989). The data analysis process involved reviewing interview 

transcriptions to highlight significant quotes, a process known as horizonalization 

(Moustakas, 1994). The researcher did line by line coding on the margins of the paper. 

Following the horizonalization step, the researcher dove into the transcriptions again, 

this time using the highlights to create clusters of meaning (Creswell, 2013). Initial 

themes were identified from the thematic analysis. The clusters and highlights were 

used to describe the participants’ experience.  

Additionally, the researcher utilized notes during the interviews and from 

observations during the data analysis process. The researcher visited laboratories, 

libraries, classrooms, administrative offices, and dormitories in order to have a visual 

representation of what participants meant when they discussed infrastructure of the 

institutions. Finally, the researcher used peer debriefings and included participants in 

the data analysis process. Peer debriefings were conducted with colleagues who 

studied at both institutions in Haiti. They lived in the United States or in Haiti. Peer 

debriefings were critical in ensuring translations were accurate and contextual. Initial 

themes and categories were shared with colleagues and a selected number of 

participants. Participants also played a key role in the analysis because they clarified 

themes and ideas, as well as helped the researcher find the best translations for various 

concepts that were specific to higher education in Haiti (Chan et al., 2013). The 
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researcher used WhatsApp text and voice messaging to communicate with participants 

and colleagues in Haiti. Peer debriefings and member checks contributed to the 

credibility, confirmability, and dependability of this study.  

Conclusion 

This chapter discussed the philosophical assumptions and interpretative 

frameworks that guided this study. The researcher shared a reflexivity statement in 

which he discussed his historical background, culture, and experiences. A reflection on 

how those factors could influence the research process was also presented in the 

chapter. Additionally, a description of the phenomenological approach taken to examine 

the phenomenon, processes for participant selection, data collection, and overall study 

design were discussed. 
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Table 3-1. Alumni Demographic 
 

Participants Institution Sex Master’s 
Degree 

Employed From Port-au-
Prince 

Alumnus 1 
 

Public M No No Yes 

Alumnus 2 
 

Private M No Yes Yes 

Alumnus 3 
 

Public M No No Yes 

Alumnus 4 
 

Public M No No No 

Alumnus 5 
 

Public M Yes No No 

Alumna 6 
 

Public F No No Yes 

Alumna 7 
 

Public F Yes No Yes 

Alumnus 8 
 

Private M No Yes No 

Alumnus 9 
 

Private M No Yes No 

Alumnus 10 
 

Private M Yes Yes No 
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Table 3-2. Professors Demographic 
 

Participants Institution Sex Education Appointment Teaches at Both 
Institutions 

Professor 1 
 

Private F Master’s Full-time No 

Professor 2 
 

Private M Master’s Full-time No 

Professor 3 
 

Public M PhD Full-time No 

Professor 4 
 

Public M PhD Full-time No 

Professor 5 
 

Public M Master’s Part-time No 

Professor 6 
 

Private M Master’s Part-time Yes 

Professor 7 
 

Private M DVM Full-time Yes 

Professor 8 
 

Private M Master’s Part-time Yes 

Professor 9 
 

Public M PhD Part-time No 
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Table 3-3. Students Demographic 
 

Participants 
 

Institution Age Sex Classification From Port-au-Prince 

Student 1 
 

Private 24 M 5th Year No 

Student 2 
 

Private 27 M 4th Year No 

Student 3 
 

Private N/A F 4th Year No 

Student 4 
 

Private 25 F 3rd Year Yes 

Student 5 
 

Public 24 M 5th Year No 

Student 6 
 

Public 24 M 5th Year No 

Student 7 
 

Public 22 M 3rd Year No 

Student 8 
 

Public 25 M 2nd Year No 

Student 9 
 

Public 24 M 5th Year No 

Student 10 
 

Private 20 M 1st Year Yes 

Student 11 
 

Private 26 M 4th Year No 
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CHAPTER 4 
DATA ANALYSIS 

Chapter Overview  

The purpose of this phenomenological qualitative study was to obtain an in-depth 

analysis of the lived experiences of undergraduate students enrolled in agricultural 

programs in Haiti and the factors that influenced their satisfaction. Specifically, this 

study explored the factors that influenced students’ satisfaction from the perspectives of 

alumni, faculty, and current students. The following research objectives guided the 

study: (1) describe the lived experience of undergraduate students from agricultural 

programs in Haiti and the factors that influenced their satisfaction, (2) identify faculty’s 

perceptions of student satisfaction from agricultural departments in universities in Haiti, 

and (3) describe the undergraduate experience of alumni from agricultural programs in 

Haiti and the factors that influenced their satisfaction. The central focus of this study 

was to describe the undergraduate students’ experience.  

Setting  

The sample for this study included 30 participants who were faculty, 

undergraduate students, or alumni of a public and private university in Port-au-Prince, 

Haiti.  

Public University  

The public university has 19 schools and campuses across the country. The 

university and overall education in Haiti are governed by the Ministère de l’Education 

Nationale et de la Formation Professionnelle (MENFP), the Ministry of National 

Education and Professional Training. Students who are in the agricultural programs 

study at the agronomy school. The agronomy school has 95 professors and about one 
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third are full-time faculty (Albert, 2016). Student enrollment is around  The public 

university is one of the oldest and most prestigious in Haiti. While it is one of the 19 

schools and institutes, the agronomy school functioned almost independently from the 

other schools. The agronomy school has its own campus and Décanat, administration. 

The administration consists of three people, including the Dean, the Assistant Dean of 

Academic Affairs, and the Assistant Dean of Research. Students, faculty, and staff elect 

members of the administration into their positions for a four-year term. The deans were 

eligible for re-election at end of the term. There are no term limits. 

To gain admission into the public university, students have to take the public 

entrance exam that was administered by MENFP. The exam is made up of five 

subjects: (1) mathematics, (2) French, (3) chemistry, (4) physics, and (5) biology. 

Prospective students could score up to 100 points for each subject for a total of 500 

points. According to one of the professors at the school, between 5,000 and 6,000 

students take the exam each year and the school admits the top 100. Admitted students 

attend the university free of cost. The students major in agronomy, which is a five-year 

program, and then compete for a spot in one of the six specialties offered at the school: 

(1) Economics and Rural Development, (2) Plant Science, (3) Agricultural Engineering, 

(4) Animal Production, (5) Natural Resources, and (6) Food Science. Residential 

dormitories are available for students.  

Private University  

The private university is one of Haiti’s most prestigious private institutions. The 

university is considered one of the most expensive universities in Haiti. The agronomy 

school is one of the six schools at the university; it has 37 professors, and about 7 of 

them had a full-time appointment (Albert, 2016). According to one of the administrators, 
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the agronomy school enrolls 15 to 30 students a semester. While the agronomy school 

is on the same campus as the other schools within the university, each school has their 

own administration. The leadership of the agronomy school is made up of a Dean and 

an Assistant Dean. The university’s leadership hired members of the administration. To 

gain admission at the private university, students have to take a placement exam. The 

agronomy program at the private university is also five years; however, students have 

three specialties they can chose from: (1) Agricultural Economics, (2) Environmental 

Management and Protection, and (3) Agricultural Production. The campus did not offer 

residential dormitories for students.  

Findings  

The participants described the conditions of higher education in Haiti and used 

explicit terms to detail the various factors that influence student experience and student 

satisfaction. Undergraduate students and alumni highlighted motivations to pursue 

higher education and be resilient as they navigated the complex system. Faculty 

members showed an accurate understanding of the undergraduate student experience 

and the limitations that has crippled Haiti’s leading higher education institutions. Several 

themes emerged from the data that described participants’ attitude toward the Haitian 

higher education system, the undergraduate experiences of students studying 

agronomy, factors that influenced student satisfaction, faculty’s attitudes toward student 

satisfaction, and other relevant findings. 

Challenging Student Experience  

Participants provided rich details describing the experience of undergraduate 

students at the private and public universities. Table 4-1 shows the themes and major 

categories that describe students’ experiences. Four themes emerged from the data, 
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they include: (1) academically dense curriculum, (2) curriculum disconnected from 

Haitian reality and outdated, (3) stressful student experience, and (4) inadequate 

student life. Each theme includes major categories that further detail the experiences of 

students. The 13 major categories that emerged from the data include: (1) theory and 

practice, (2) course load and evaluation, (3) student-faculty interaction, (4) connection to 

real problems in Haiti, (5) language, (6) peer influence and hazing, (7) financial strains, 

(8) politics and infrastructure, (9) student services, (10), student orientation, activities, 

and development, (11) student leadership and advocacy, and (12) campus climate.   

Academically dense curriculum  

The students who enrolled at the public university had to overcome one barrier 

before they could start classes, the entrance exam. The entrance exam, which is 

referred to as concour (contest), is yearly and students have to travel to Port-au-Prince 

to participate. While the students did not pay a fee to attend the public university, they 

did have to pay 500 Haitian Gourdes, which was approximately $7.76 USD, for the 

contest. Every year, thousands of students take the exam for one of the coveted spots. 

Many attended a month-long préfac (a prep course) to increase their chances of 

passing. The 100 or so students who start each year are some of Haiti’s brightest 

minds. Many of the students also participated in contests for other schools within the 

public university, especially medicine. Although they may have a preference, the goal is 

that they would get a spot at one of the schools. Many of the students at the public 

university talked about wanting to go for the medical school, and since they did get a 

spot they stayed at the agronomy school. One participant who graduated from the 

public university said:  
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I signed-up for medicine, agronomy, and otology. I did not get into 
medicine, and I was good in agronomy. They gave the results of the 
medicine after agronomy, and all I wanted was to just go to medicine 
when the results came out, because I liked medicine more. When I saw 
that I did not get in, and said okay, I’ll stay here. (Alumna 7) 

This was a common sentiment among participants. A number of students ended 

in agronomy by chance and decided to commit to it. While some of the students at the 

public university were reaching for medicine, almost all of the students at the private 

university wanted one of the 100 spots at the public university. One of the students at 

the private university said, “I did not have the desire to come to [private university]” 

(Student 8). Like her, many of the students at the private university enrolled there as a 

second option. She went on to say “I wanted to go to [university], the public university. I 

went to take the contest and I did not pass. I said I could not just sit and do nothing, so I 

came to enroll here” (Student 8).  

Theory and practice. Once students start at the university, they enter an 

academically rigorous environment. The university courses cover a substantial amount 

of theory. One of the sentiments that participants shared, alumni and professors 

included, was that the universities did a good of teaching theory. The students felt like 

they had a good grasp on the theories related to agronomy and specific specializations. 

As one of the alumni said, “In terms of theory, we have that. When you are talking, or 

others are talking, you see that you are not at the bottom of the ladder” (Alumnus 10). 

Participants felt that the theory they learn at the schools prepared them to engage in 

discussions in their field at the global level. Students are able to go abroad to continue 

their education and not feel like they are starting at zero. A professor said, “with our 

students who leave the country to go study abroad, are indicators that show the level of 

the students at the university I think is a level that… I cannot say excellent, but is a good 
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level” (Professor 3). However, participants talked about how the way theory is presented 

in the classes limit students’ critical thinking. In addition, participants felt students did 

not have enough opportunities to apply the theory they were learning in real life 

situations.  

The higher education system in Haiti favors students who are skilled at 

memorizing and regurgitating content verbatim. The students call it “pew pew” (a sound 

effect in Haitian Creole) or “po pou po” (skin for skin) when they have to memorize and 

recite course content word for word. The students are in a constant state of studying 

and memorizing content for exams with little time to reflect on how the theories they are 

learning apply to Haiti’s agricultural terrain. The term kraze (crush) is what students 

used to describe the endless studying and memorizing they have to do. One of the 

students talked about his disappointment coming to the university to find that it was so 

heavily based on study and memorizing. He said, “It’s always studying and studying. I 

thought when you came to the university it was more reflection, and the professor would 

serve as a guide. That is what I thought” (Student 8). He and many other students had 

to adapt to the academic demands and the constant need to “kraze to finish” their 

studies (Student 10). Student 8 went on to say, “You have to adapt, study, study, study 

all the night and don’t sleep at night so you can succeed.” 

At the public university the students use and study Tchallas to help them prepare 

for the exams. As one of the participants described them, “There is something called 

Tchallas. Tchallas are the past exams” (Alumnus 3). The old exams are passed down 

from year to year and the students memorize the questions and answers. As the 

participant continued to share, “if you are going to take an exam and don’t have the 
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Tchallas, you will not be able to do anything. Because it is the Tchallas of the previous 

exams you have to look at to copy” (Alumnus 3). One student said, “For the exams you 

have to study, because you have to give it word for word. There are professors who like 

that, the way it is in the documents they give you, you have to regurgitate just like that” 

(Student 8).  While the students do what they have to do within the system to pass their 

classes, the participants recognized that students’ ability to think critically about course 

content and apply them to Haiti is gravely affected. An alumna at public university said, 

“The system is more based on memorizing, sometimes you do not feel like you really 

retain certain things. It is not a system that pushes you to reflect, to have to capacity to 

put everything in place, to do research, etc.” (Alumna 6).  

The participants realized that the way they have been learning has not fully 

prepared them to comprehend the theories, which will affect their ability to work well in 

the field. The alumni, especially, talked about challenges they experienced studying 

abroad because they were in education systems that required them to apply theory to 

different contexts and think critically. An alumna said, reflecting on her studies at the 

public university, “If you can memorize, it is easier to pass than if you can think. And 

when you get to the field, it is thinking that will help you succeed in what you are doing, 

because the realities are different” (Alumna 7). Students’ creativity is also stifled by 

theory overload and constant need to kraze. Speaking to how memorizing theory and 

content influence student creativity and their ability apply knowledge, a professor who 

teaches at both the private and public universities shared the following shared the 

following anecdote:  

In Haiti, the people learn by heart, [memorizing], a series of solutions, a 
series of things that they do not even understand, but they memorize 
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them. So, creativity is not always here. This function of diagnosing and 
elaborating solutions, finding ways to adapt to them reality. A lot of Haitian 
professionals cannot do it, because the method of learning they had since 
they were kids does not really stimulate them to do that. When they get to 
the university they are smart also, they learn by heart a lot of things, but 
you feel the difficulty for creativity. (Professor 7) 

While the professors believed that students should be getting both theory and 

practice, all 30 participants agreed that the education lacks in practice. Students shared 

their frustration with not having enough opportunities to apply what they are learning 

through field work, internships, and experiments. One student said, “It is not coming to 

the classroom and lecturing, there should be practice. It is not only in the classroom for 

courses to take place, we have to go on the field” (Student 3). The lack of practice is 

one of the biggest issues for students. They all want to be able to apply what they are 

learning and feel like they are not being trained to be real agronomists if they have very 

limited field experience. Participants felt like agronomy required a substantial amount of 

field work and practice that were not offered. They also expected that the school would 

give them more practical experience. Compared to the private university, the students at 

the public university had more practice and spent more time with their cohorts in various 

rural communities around Haiti, but they still believed they lacked practice. The students 

at the private university, knowing what practical work the students at the public 

university do, were unhappy with the field work experience the school provided. One 

student at the private university talked about how he spent seven semesters without 

getting any real field experience. He did not feel like he was learning to become an 

agronomist, until a class trip late in his undergraduate experience. This is him reflecting 

on the lack of practice: 

So when I am looking at what my cousins are getting at [public university] 
and what I am getting here, it is like I can say I am not ready to say I am 
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an agronomist. So when I got back from this field visit with one of my 
professors, I got home and said, “Now I feel like I am an agronomist”. 
Because I gained something where I came from a course and feel like I 
can work on it. So when I did all the sessions, seven sessions, I said 
“damn, is this money that I am wasting? Because the school does not put 
me in a condition to say, “What I am learning I put them in practice,” […] I 
took all the theory courses but never had any practice. So with the 
practice phase, I cannot go on a field visit to go out today and come back 
tomorrow. So there is not much I can really do while I enrolled in this class 
for more than four months. So, all this were things that made me very 
perplex because I was in a system where I could not see what I was really 
doing. (Student 1) 

Course load and evaluation. Each session (semester), the students take a 

heavy course load. At the private university, the students pay block tuition and can take 

up to 24 credits per semester. While some schools at the university require students to 

take 15 credits for be considered fulltime, the agronomy school does not offer its 

students that option. The public university does not use a credit system, rather, the 

students take classes together as cohort until they specialize in one of the six areas 

after the third year. The first year is a year of anxiety for students. They are taking 

upwards to 14 classes a semester. If the student is at the public university, they are in 

class from 8:30 A.M. to 5:30 P.M. Monday through Friday. They have a 40 minute break 

from 1:20 P.M. to 2:00 P.M. Both universities offer classes on Saturdays. At the public 

university, they students are in class from 9:00 A.M. to 2 P.M. The following is an 

anecdote from one of the professors on the number of courses students are required to 

take a semester:  

Like I said, too many courses can influence a student’s performance. 
When you are giving a student 12 courses a semester.  And for those 
courses you have twice a week. At [public university] it is 14, 12, 13 
courses a semester. To me, I find that unacceptable. The student cannot 
work. The student does not have time, which is what I was telling you 
earlier. There are some students who cannot do it, because there are too 
many courses, the student cannot. (Professor 6) 
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At the public university, classes are often taught by two professors. Especially in 

the second year, which participants described as the hardest year, the students had 14 

classes taught by 28 professors. Professors, students, and alumni agreed the second 

year is when the academics are most arduous for students. A former student said, 

“When you get to the second year, they tell you that you experienced before, the 

second year is 10,000 times harder” (Alumnus 3). The students talked about the 

challenges of getting through the second year.  The students are so overwhelmed with 

the number of classes and how they are dispensed, that they just accept there are 

classes they will accept the failing grade. The participant recalled a conversation he 

overheard between professors saying, “I remember the first year, from about 100, there 

were 40 who did not pass the second semester. A professor walked by me and said, 

next year if there are no cheating we’ll take 50” (Alumnus 3). Professors expected about 

half of the students to fail the second year or struggle through the year. Some of the 

students accepted that they would have to boule (burn) some classes, which means 

failing a course. The students use the caveats within grading scales at both institutions 

to navigate through the system. The students described the third year as being the year 

where they can finally breathe. They refer to it as ane plaj (beach year). Although they 

experience the stress of the specialty selection and assignment process, the academic 

pressure is not as intense.  

At the private university students need an average of 60 out of 100 for the 

semester to pass. However, the school will accept grades as low as 50 for a class. If the 

student knows they will score between 50 and 59 in one or a couple of classes, they try 

to do better in the other classes to make-up for the points. If the student scores less 
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than 50, they have to wait until the class is offered again to retake it. At the public 

university, students are required to have an average of 65, out of 100, between the two 

semesters to pass. However, they simply need 50 per semester. For example, a student 

could have an average of 50 the first semester, 85 the following and end the year with a 

67.5 average and thus pass. Though there is something called ba 40 (below 40). 

Students are not allowed to score below 40 in more than one class during the school 

year. If the student has more than one below 40, but averages 65 or higher, they could 

go to rachat (retake the exam) and attempt to knock out one or more of the below 40 

scores. One of the former students said, “If you have two grades that is below 40. You 

go to rachat to try to get rid of at least one of the below 40s” (Alumnus 5). If the student 

has an average below 65 at the end of the year, they could go to reprise (retake the 

exam) for all of the classes they scored below 65 in for a chance to increase their 

average. One caveat, however, is that the school may decide to not hold rachat or 

reprise based on their own discretion.  

The sentiment around retaking the exams is that they are challenging and some 

professors almost intentionally make them difficult so student will not pass. The 

students have seven years to finish the program. First year students who end the first 

year with an average that is not 65 or higher, are automatically kicked out of school. 

After the first year, if a student did not have a 65 average, they care given one chance 

to repeat that year. Students are given two opportunities to repeat individual years 

before they are kicked out, hence the seven year limit since the program takes five 

years to finish. Given the course load students have, they strategically think about which 

classes they can boule so that they pass the school year.   
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While the students spend a considerable amount of time in the classroom, the 

schools do not have a strong culture or system of evaluation in place. The private 

university does a course evaluation during final exams, but the professors said they 

never see the results and the students had the impression that the evaluations were not 

being used to improve the courses. One professor at the private university said, 

“Students not knowing how faculty evaluations will be used” (Professor 1) is something 

that influences the students’ experiences. The students indicated the administration 

rarely intervened if a professor regularly received negative reviews. One student said, “If 

there is a professor that does a class, 50 students in the class. There are 10 who 

passed, we have to be able to question that” (Student 1).  

Participants felt the administration was negligent in using the evaluations in way 

that would improve the classroom experience for students and ensure there were 

quality professors delivering the courses. Also speaking on the use of course 

evaluations, another student said, “We could have better performance, if we had better 

professors for certain courses. I am not sure they get the results of the evaluations” 

(Student 4). The students were correct in their assumptions that the professors did not 

have access to evaluation results, because the professors confirmed they do not get the 

results. One professor said, “They do an evaluation for the professors, but me I have 

never seen the results of that evaluation, so it cannot help. There is a bit of negligence 

at the Dean and administrative level. It is not good” (Professor 7). 

The public university does not do any form of formal course evaluation. However, 

it is something that the professors thought should change. Two faculty who teach at the 

school said they do their own informal course evaluation so that they can improve, but it 



 

107 

is not something they are expected to do. Another professor there said, “In all logic that 

should happen. It’s something that’s missing from the school” (Professor 4). Another 

professor shared why he does his own evaluation and why it is important in the Haitian 

context. He said, “I ask them what should be done better. In Haiti the students are 

scared, even though they are not satisfied they will not tell you. It is rare the student 

who will tell you they are not satisfied” (Professor 6). During the interviews, students 

shared their dissatisfaction with some courses because of how bad they were. Students 

thought some classes were a waste of time or that professors were more interested in 

joking around rather than teaching. One student said, “The course is so bad, that you 

just give up on it. It is one of the things that influenced my performance” (Student 5).  

Student-faculty interaction. Students had polarizing and mixed experiences 

with professors. While students said they had some good professors, they also 

encountered plenty who made their time at the school less pleasant. First, there was an 

issue with professor attendance and tardiness. One professor acknowledged that some 

professors are “always late, or sometimes do not show-up at all” (Professor 1).  This 

seemed to be more of an issue at the private university. A student, speaking on 

professors’ attendance, said “for example, in a semester you could have 15 to 16 

meeting, they could come 10 out of the 15” (Student 4). Second, there are professors 

students felt were rude and inconsiderate. While one former student shared there were 

“some professors who have really good relationships with students,” he also said that 

“there are some professors, even questions you cannot stand-up to ask. You cannot 

raise your hands to ask a question. You could ask a question, and they could even 

curse you out” (Alumnus 5). Speaking to how some professors belittle students and 
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make it difficult to ask questions, one student said “If you do not understand and ask a 

question, it is like you did them wrong. They ask you where you are from, do you not 

have the capacity and stuff” (Student 8).  Another student said some of the professors 

act as if they are “in conflict with the students” (Student 7). Lastly, some professors can 

be very strict and intimidate the students. Students talked about being told they would 

fail a course if they were late one time or not being let into the classroom. A student 

said, “There are professors who are very strict. They would tell you, even if all the doors 

are open if classes started do not come in” (Student 11). 

Students at the public university used the term bòkò (bokor) to describe some 

faculty members. The term has its roots in Voodoo and is associated with zombies. 

However, students used it to describe professors who intentionally make things more 

difficult for them or do not share resources. One professor defined bòkò as “someone 

who is withholding and does not want share what they have. A real professor cannot be 

bòkò” (Professor 9). A bòkò professor could be someone who gives exams that were 

difficult, include content that was not covered in class, or give an exam they know the 

students will fail. A former student said, “In the sense they bòkò is there are times a 

professor gives an exam, and it is like you were not in the class. You do not understand 

a thing” (Alumna 6). The students also felt the professors were more bòkò the second 

year, since is the year that is most difficult at the school. One student said, “They 

consider the professors in the second year more bòkò” (Student 5). The professors are 

mixed on their attitude toward bòkò professors. While some recognize it is a real issue, 

saying “It is an ego thing. It is a virus that infects both students and professors” 

(Professor 5). Others felt it is sometimes the students who are not working hard or that 
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the students are “more bòkò than the professors” (Professor 9). While the term is most 

used to describe professors, students sometimes use it to describe students who 

withheld information from other students, such as an old exam for example.  

Students also described some positive interactions with professors. Some 

students shared certain professors were like a parental figure for them, using words like 

“supermom” (Student 1) to describe their relationships. Speaking on the professors’ 

attitude towards the students, a student said, “There are some who see us like their 

friends, like their kids, but there are some who are into building relationships with 

students” (Student 9). While students shared they had difficulty accessing some 

professors, especially when they are doing their theses, they discussed several 

experiences with professors who were extremely accessible. One professor said, “My 

students have my WhatsApp. They can call me or talk to me whenever they would like if 

it is something relating to class. They email me whenever they want, and I always 

respond” (Professor 5). One student said, “They always give email and number” 

(Student 3).  

Generally, the students did not feel that their relationships with the professors 

contributed to their success. A former student said, “Here, it is you who have to make 

the effort. It is my own effort that helped me succeed. The majority of professors are just 

pressing you” (Alumnus 5). Some students talked about feeling uncomfortable 

developing relationships with professors or asking them for help. They were more 

comfortable asking a peer if they had a question. Students also talked about not 

appearing like a teacher’s pet or not wanting people to assume that their relationship 

with a professor scored them bonus points. Some students shared they were not the 
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type of person to develop relationships with professors or feeling like they “owe” the 

professor their success in the future (Student 8). One student said, “I have developed 

as sense of arrogance. I do not believe in getting any type of favors from professors to 

help me succeed” (Student 7). However, a few thought some professors were cordial 

and offered support that were helpful. For example, students shared some professors 

gave their numbers and they felt comfortable calling if they had a question.    

Another factor that influenced student-faculty interaction was the professors’ 

fulltime or part-time appointments. A former student at the private university said, “We 

do not have a tight relationship with the professors because more than 90 percent of the 

professors at the school are part-time. They are people who come to teach. They teach 

and they leave” (Alumnus 10). Professors students described as those who teach and 

leave, are referred to as professors who came to vann tan (sell time). One participant 

shared there are professors who will bluntly express that they are there to “make money 

for gas” (Alumnus 3). Faculty who teach part-time, often going to a campus once a 

week, also shared the challenge of connecting with students and knowing what is going 

on at the school. Speaking on how being part-time influences his ability to know whether 

or not students were satisfied, he said “That is what they say, but me I am part-time so I 

cannot fully look to see” (Professor 8).  

A former student shared the following anecdote on the different categories of 

professors he encountered at the school: 

I could place the professors in three categories. There is a first category 
who come like they are here to do a job. They teach the class, they do 
what they have to do, they give you the exam, they turn, there are not 
really a lot of exchanges, and they leave. After that, there is another 
category we can say are professors who come and you see it is a 
professor who came to teach at a university. You see there are exchanges 
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in the class, you do not feel like they came to preach the Gospel. They are 
open, they make you do some activities, and you feel like you are in a 
class. There are also some who do not come to teach. It is either come to 
joke around or talk about their own experiences. They find a way to either, 
at the end of the semester, give you a final assignment that maybe have 
nothing to do with what you learned in the class and randomly decides to 
either pass or fail everyone. (Alumnus 3) 

He felt that the smallest category of the professors were the ones he would 

consider to be engaging and true university professors. They shared that they were not 

more than 15 percent and is likely to find no more than three who are like that during the 

academic year. The ones who strictly lecture are about 30 percent, but no more than 40 

percent. He shared that about 50 percent of the professors where in the category who 

do not come to truly teach. 

Curriculum disconnected from Haitian reality and outdated 

Participants believed the content presented in the classroom was outdated and 

did not connect to the reality of the country. Students shared their frustration with taking 

classes they felt were not at all relevant to Haiti and being in classes that were not 

engaging. Students used the term bay Levanjil (preach the Gospel), to describe 

professors who used more of a top down teaching style and lectured for the duration of 

the course. Participants believed that method of teaching did not engage them and they 

took in the information without analyzing and contextualize it. Students also described 

their experiences with professors who were clearly unprepared for class or where not 

up-to-date to the latest work and research in the field. Finally, participants talked about 

the tension between Haitian Creole and French at the schools. 

Connection to real problems in Haiti. One professor said, “One of the first 

things I see is the teaching is disconnected from the reality, so it is an education that is 

a bit detached from the real problems the country is facing” (Professor 8).  Students felt 



 

112 

they were getting information that was outdated and had nothing to do with what the 

actual issues in Haiti are. One of the students said, “It is a system that is not up to date, 

because there are a series of problems that we are encountering and the way we are 

learning is bit outdated. It is not adapted to the 21st century” (Student 7). The students 

are learning models that have largely not been tested in Haiti or have been adapted to 

Haiti’s agricultural landscape. One student said, “There are some classes you take and 

after about the second week you already see that the professor left Haiti behind” 

(Student 2). Another student shared, “Our education is based on already established 

theories. The parameters that exist abroad do not exist here. It is one of the 

dissatisfactions I have” (Student 7). Participants felt that more needed to be done to 

connect what they are learning to what is going on in the field. One participant said, 

“The connection between what we learn in the classroom and the reality of the field 

does not happen. The bridge is not made, the transition does not happen” (Alumnus 

10).  

One contributing factor to the disconnection between the classroom and the 

reality, participants felt, was the teaching. Participants described some professors using 

content that were decades old (Professor 1), giving students documents that were lifted 

directly from Wikipedia (Alumnus 3), and lacking continued education (Student 1). One 

participant said, “You find professors, I cannot say who are not qualified, but a bit 

negligent with that they are doing” (Alumnus 4). While participants felt the younger 

professors brought some new ideas into their classes, they felt some older professors 

were stuck “using notes from a 20 years old notebook” (Professor 1). Describing the 

impact this has had on this experiences, one student believed “Continuing education 
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that should happen for professors does not happen. We get two different types of 

education. The older professors come with outdated information and the new professors 

come with new information” (Student 1). Thus, there is a lack of congruence that occurs 

at the universities in Haiti. Not only did participants highlighted a difference between 

older and younger instructors, they also talked about the difference between professors 

who were trained in French system to those trained in an English system.  

Language. Language plays a significant role in students’ experiences, especially 

when they are working with famers in Haiti. First, participants felt professors who 

studied in a French speaking country were more likely to use slides and lecture 

compared to those who studied in an English system. One student said, “It is different 

from a professor from an English system that expects you to do your research” (Student 

6). Second, the students are not all created equal when it comes to their fluency with 

French. Some of the students struggle a bit to perform in classes that primarily use 

French as the mode of teaching. One professor said, “The issues around French is 

something that beats a lot of students in Haiti” (Professor 7). The majority of students 

who studied in the agronomy programs were from rural parts of Haiti, where French is 

not as common. However, students felt they need more access to English. Participants 

talked about doing research and only finding material that was in English. This can be 

challenging for students as many already have difficulty accessing the resources they 

need to do research. One student said, “There are a lot of documents when you are in 

higher education, you may not be able to understand a course because all that has 

anything to do with it are in English, so that’s a bit of a challenge” (Student 5).  
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Additionally, participants expressed some of the challenges they experienced in 

the field because of language differences. Some of the students are learning in a 

language that is not their mother tongue and may not be fully comfortable with. They are 

then asked to support farmers and other stakeholders in agriculture who most like do 

not speak French. Farmers, specifically, use colloquial language that is specific to 

farming that the students may not understand. Thus, the student needs to translate 

what they learned in French into Haitian Creole, and then try to communicate that in a 

way the farmer understands. It is a feat that some participants described as a kaskèt 

Chinwa (Chinese casket), a term used to describe something that is extremely difficult. 

A professor shared the following anecdote on the tension between French and Haitian 

Creole at the university level:  

I teach in Creole. I think French can be an obstacle for a lot of students. 
There are some students who are not very good with French and will not 
participate in class. I put everyone at ease, we do the class in Creole and 
discuss in Creole. I do this also because I believe in it. There are some 
things they will understand better if I do it in Creole. In the agriculture field 
in Haiti, it is Creole that is used. So, the terminology that we have in books 
in French we can express them in good Creole. That, I think helps the 
students to feel more comfortable with me. I democratize words with the 
introduction of Creole. (Professor 7) 

Stressful student experience  

Several factors contributed to the stress that students experienced during their 

studies. Students were heavily influenced by their peers, especially peers who were 

their seniors. While there are some positive dynamics between students that will be 

discussed in a later section, older students can have incredibly troubling amount of 

power and influence over younger students. Participants discussed in great length the 

financial strains that students experience that influence their ability to perform well at 

school and have access to the resources they need to be successful. Lastly, students 
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talk about how the political climate of the country and the infrastructure can affect the 

academic calendar and be extremely exhausting.  

Peer influence and hazing. Since students seem to be the number one provider 

of information for other students, they can sometimes intimidate and stress students. 

Participants often spoke about getting inconsistent information from students, hazing, 

and intimidation. The hazing and intimidation occurs at the public university and starts 

the minute prospective students go for the results of the entrance exam. One student 

talked about how the older students made him read something that was stuck upside 

down on a pole, tie his belt around his neck, and walk on his knees before he was given 

his results. Once a student learned they passed, the initiation process begins. 

Fête des Bleus or Bleus (blues party), is the integration process that is organized 

by the older students that all first year students must go through. Bleus is a tradition that 

has been at the public school for decades and it is the first experience that the students 

have at the school. It last about three weeks. Although participants felt that the Bleus 

helped with the transition process, meeting people, and sharing an experience, they 

also talked about the torture they experience. The students are told they have to 

participate. The organizers do rollcall at random, and if they are not present they will be 

kicked out of the school. The participants said that the Bleus was “was something that 

was really terrible” (Alumnus 4), “they make you suffer” (Alumnus 3), “a bit brutal” 

(Student 7), and “they would hit you” (Student 9). The integration causes a lot of stress 

for students because most did not anticipate their introduction to the school would be 

hazing, there is a participation fee, it adds to the challenges of being a new student and 

adapting, and it is required.  
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The Bleus also causes some significant challenges for female students. The 

male students are also the ones hazing the female students and they use physical and 

verbal abuse, humiliation, and vulgarity. One of the former female students said, “In 

Bleus, you are not really comfortable. I came from an all-girl school, and now I am in a 

mixed campus. And there are not a lot of girls, so at the beginning it was not easy” 

(Alumna 6). Another female graduate shared her Bleus experience saying: 

I do not like how they did the Bleus. The reason I do not like it is because 
they sometimes pass the limit. […] There is one that hit me with a stick. 
He took all the girls and started hitting them with a stick, seriously. That I 
do not like it. […] I remember the last day of the Bleus, they sat us all 
down. I was with my uniform, and we sat outside, and it was raining. They 
took and put tomato paste in my hair, butter, they put flour, eggs, and it is 
raining, they put us outside. […] And then they dropped fish water with 
flour, I don’t know how many days it was there, because it smelled. […] 
When it was done I got home, not only did I lose some of my hair, I just 
had a perm. I lost my hair in getting all the flour and butter out. And then I 
had a terrible stomach ache the next day. (Alumna 7) 

Financial strains. The participants highlighted the impact personal finances can 

have on the student experience. Some students at the private university talked about 

the institution’s lack of consideration for increasing tuition and struggling to make pay on 

time. One student said, “One the biggest challenges I can say is personal is when my 

dad died. Because during that time I was in my third semester and thought the tuition 

would not get paid” (Student 1). Another student talked not being able to take classes 

one semester because her family could not afford to pay. She talked how she may have 

not still been here if it was not a scholarship she later received. She said, “We asked for 

financial support and never got a response. So it is these types of situations that could 

have made me leave. I ended up getting a scholarship so I could continue, thanks to 

God” (Student 3). Other students talked about barely having the funds for tuition or not 

attending for a semester or two because they could not make the payment. Students 
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are sometimes prevented for taking their final exams if they have an outstanding 

balance on their account, unless they get a special accommodation from the university. 

For many of the students at the private university it was the stress of paying tuition and 

keeping up with tuition increases. Students also discussed their frustration with the 

university increasing the tuition. One student thought increasing tuition was the one 

thing the university was good at, although he did not how the increase influenced 

student services. He said, “While they are increasing the tuition, the services are not 

reflective of the increase tuition” (Student 1). 

Students also talked about not having enough money for food, transportation, 

and various resources. A fifth year student said, “There are times you have the will to 

study, but you are so hungry that you want to study, but cannot study and you have 

exams coming up. It’s one of the things that influence our grades” (Student 5). Access 

to food and hunger are two things that the participants often spoke about. An alumnus, 

when talking about the lack of finances influenced his experience, said “It affects you, 

because if you do not have transportation money, you cannot go to school. You did not 

eat, the professor could spend the day talking that means you cannot learn anything” 

(Alumnus 1). The students worry about whether or not they will receive money from 

home, not worrying their parents because they do not have money, and being able to do 

perform academically. Students also talked about not being able to purchase a laptop, 

pay for photocopies, buy books, and other important items. A fifth year student at the 

public university said, “Till this day I still do not have a laptop. Imagine, I am in my fifth 

year. That is a big constraints” (Student 9).  
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Politics and infrastructure. Transportation is a colossal burden for students. 

Students talked about the toll commuting took on them. Especially for students at the 

private university, there are no dormitories, some students can have long and 

unpredictable commute. Students have to set aside a considerable amount of time to 

commute to and from school. The traffic in Port-au-Prince is a burden that students 

have to carry. A student shared the following experience: 

If I will have a course at 8 A.M, I have to leave my house by 5 A.M. If I 
leave my house at 6 A.M., I already know I will get here at 10 A.M., 
because the traffic thing is a problem. (Student 4)  

Given the academic pressures, students talked about always being tired, going to 

sleep late, waking up early, and not being able to study because of their daily 

commutes. One student said, “The challenge is always with commuting” (Student 11). A 

first year student said, “The distance from home and the university influence my 

experience […] 70% of times I am always late. It influences me a lot because you 

always have the stress of being late and fatigued” (Student 10). The professors are also 

aware of some of these challenges that students encounter on a regular basis. One 

professor who teachers at both schools said, “The students have a lot of logistical 

issues. If you look at the metropolitan areas, big transportation problem. There is rain, 

there are some who are hungry. So, life is hard. There are a lot of students that live a 

difficult life” (Professor 7). 

Strikes, demonstrations, and country politics can influence the student 

experience in Haiti. The academic calendar is often thrown off by various protests and 

political activity. At the public university, sometimes students are not able to retake 

exams for classes they did not pass because of calendar changes due to strikes. Thus, 

a student can fail the school year or get kicked out of school because of the country’s 
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political climate. One professor said, “Sometimes the political situation can make the 

school stop for a while, there are strikes. All these things can contribute and discourage 

the student” (Professor 9). These political demonstrations can also influence how 

students matriculate through the program, access to transportation, and safety. One 

student said, “Sometimes you cannot get to school because of demonstrations” 

(Student 11). 

A fifth year student at the public university talked about how the academic 

calendar is not respected, he said “The thesis should be done at the end of the fifth 

year, but because of the strikes and other issues we have at the school, that is never 

really respected” (Student 5). At the public university, sharing a campus with the 

Ministry of Agriculture can be a curse and a blessing. They have easy access to 

opportunities offered by the Ministry, but demonstrations that are targeted at the 

Ministry influences the schools ability to function. If the gate to the Ministry is blocked by 

protesters, students and faculty are not able to access the facility. A small group of 

students are sometimes paid or manipulated to engage in political activity. One 

professor said, “I have to say the [public university] is a bit politicized. There are also 

politics. Sometimes, there are some demonstrations in the yard (Professor 4). 

Inadequate student life  

Student life is almost nonexistent at the schools. While students felt their 

experiences on campus have contributed to their growth, student development is not 

something that was facilitated by the universities. Student development was primarily 

self-directed and student led. The students described the community of sharing they 

have on campus and how they work together to help each other succeed. Participants 

talked about students not having enough time for leisure student activities. The schools 
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focused too much on academics and did not create a true university environment for the 

students to thrive and learn skills that were not taught in the classroom. Generally, 

participants felt students did not have a real voice or included in decisions that 

influenced their experiences on campus. Participants also described aspects of the 

campus life that can be problematic, specifically for female students. Additionally, the 

schools do no use a client satisfaction model where they are concerned with the quality 

of services they provide.  

Student services. While some participants felt student services were completely 

lacking, many felt the quality of what was offered to students need to improve. Speaking 

on some of the internal issues at the private university, one professor felt that “the 

needs of students are not prioritized” (Professor 1). The faculty member went on to say, 

“There are too much that are complicated for them. […] Sometimes the person they 

need to see is not there or they run out of time” (Professor 1). Another professor shared 

that the schools did not pay attention to student services and needs. He talked about 

the schools operated like robots and do not consider human needs. A big problem, he 

thought, was the fact the schools “do not have structure that support students” 

(Professor 6). He went on the share the thought on campus life and student services at 

the schools:  

There is not a student life in the university. There is not a support system. 
If there is a student who has a psychological problem they are going 
through there is not a structure they can go to and get help. That is why I 
tell you we function like robots, we do not think about them. (Professor 6) 

The private school has an Office of Student Affairs, but participants shared they 

were not too familiar with the services the office provided. One professor who works full-

time at the university, said “I do not really know the structure, if they have everything. It 
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is possible the services are not meeting students’ needs, but the students do not tend to 

ask people they do not know for help” (Professor 1). While this student said she never 

used the services provided by the student affairs offices, she said they are “here to 

guide a series of students to tell them here is what to and not do” (Student 4). 

 Generally, the students were unhappy with the quality of services the schools 

provided. A former student said, “In the public university, the cafeteria issue is a big 

problem” (Alumnus 4). The participants from the public university spoke at length about 

the cafeteria and food issues at the school. One student said, “I am going to have five 

years here and every year we are fighting for the cafeteria at the school that is not good. 

The food is too small and the quality of the food is not enough” (Student 9). Participants 

also talked about the library services, sharing that the books are old, some books they 

need are not available, and the staff are not able to provide the support they need for 

research. While students from both universities felt libraries could be better, the library 

at the private university was newer and better equipped. One student at the public 

university said, “The library is essential to the university, but you will only find a few 

books. There is not really a library” (Student 8). 

Participants described their disappointment with the professional staff who work 

at the university. Many of the services students get are not client-oriented. One 

professor said, “The student is a client. I do not feel the client approach is developed” 

(Professor 8). The schools are not “oriented towards the satisfaction of the client” 

(Professor 8).  There is also an issue with staff who are not diligent in doing their work 

and people who are in positions they should no longer be serving in. A former student 

talking about older staff said, “They come in when they want, they cannot. So, there is 
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no discipline” (Almunus 3). For many students, the services can become a barrier to 

success rather than pathway to support. One participant had this to say about services 

provided at the university: 

There were a lot of services that were missing that sometimes you asked 
yourself is the university really working for the benefit of the students. 
Because sometimes you do not really feel the desire to help students 
grow. There are some people in the schools, the staff sometimes, instead 
of the person helping you to advance, you have the impression the person 
is standing in front of you. (Alumnus 9) 

Student orientation, activities, and development. Students had no formal 

orientation when they started at either of the schools. The students at the public 

university were welcomed with a traditional hazing initiation process that is organized 

and led by older students. Although some of the participants thought there are some 

positive aspects to the initiation, mainly feeling a part of the university community, they 

felt it was too brutal and aggressive. Students do not want to get rid of the entire 

integration process, but would prefer something that was more conventional, had no 

hitting, and would help with their transition to college. A former student said she would 

be okay with the Bleus, if it “could have been an exchange. You get in, and they say 

here is how things are, how is how the school is, here is what you need to do to pass, 

etc. they could still have silly things just for fun” (Alumna 7). The students at the private 

university are given a plan of study, told which classes they need to take, and are then 

ready to start taking classes. None of the schools offer students a formal orientation 

experience where they can learn about the university. One student said, the school 

needed to “help students know what they are getting into before they get in, because if 

there is a problem that we see at the university level is a lack of information and 

orientation (Student 6). 
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Student activities and student development are lacking at the school. Professors 

also felt the schools did not do enough to provide students a holistic university 

experience. One professor, while discussing how he said “the university life was a bit 

lacking,” said “going to the university is not sitting in class. There has to be a cultural 

life, a sports life, a creative life, there has to be conferences, there has to be activities” 

(Professor 7). Participants felt that the schools needed to engage students outside of 

the classroom and create opportunities for them to enhance their leadership skills 

through involvement in student activities. One participant shared that the schools “have 

to make the student develop their leadership, personal development, competence” 

(Professor 6). The students do not have enough time and the schools do make the 

effort to focus on students’ development. Participants recalled not having “time for 

leisure” (Alumnus 3).  

One professor said, “[Students] do not have enough time for personal 

development. Too many courses makes it so the students cannot do research.  When 

you give them homework to develop their own competence, they do not really have 

time” (Professor 6). The students are so overwhelmed academically, that they do not 

have sufficient time to do quality work for their classes. Thus, no time for intentional co-

curricular programs to help in their development. One student said, “In Haiti when you 

are at the university, leisure is detached from the university. At a university there should 

be leisure activities, it is not always studying. You stay in a period of studying” (Student 

8). Student development is not facilitated and happens haphazardly. Students at the 

public university often attributed their time spent on campus to their development. 

Students come from all across the country are able to learn about cultural differences, 
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communication skills, and teamwork. One student shared the following anecdote about 

how his development: 

When I was in [city] during secondary school, it was only people from [city] 
that I interacted with. When I got to the School of Agronomy, I met people 
from different cities and now we are confronting how we see the Haitian 
culture, because there are variations. It has made me more sociable. Back 
then when I was in [city] if I met someone from Jeremie, people from 
Jeremie act a certain way, well, I’m shocked. That could be seen as a 
form of rejection I have towards the person, but now the shock is almost 
not here, because I will already know in what context that person reacted. 
So, it has made me more sociable and social. And for the person from 
Jeremie, I will come off a certain way because I will accept them how they 
are. (Student 7) 

Many of the students were the first in their families to go to college and are living 

away from home for the first time. They “develop a sense a responsibility” (Student 6), 

especially being in the dormitories where do not have staff looking after them or their 

families around. Students also talked about how their experiences in the field through 

various internships and class trips have helped them to grow “a lot” (Student 5) as 

agricultural professionals. The students at the private university, because they share a 

campus with other schools, are able to take classes offered by other schools within the 

university. Enrolling in these courses have helped these students not only meet peers 

who are in different majors, but gain knowledge and learn skills not taught in their 

school. One student said, “Each time you have classes with another school, you come 

to learn a series of things. Even if it does not relate to agronomy, but that helps you gain 

more knowledge” (Student 4). At the private university, there were a few students who 

were part of the Haitian Education and Leadership Program (HELP), a scholarship 

program for Haitian students, which contributed to their development. HELP is 

independent of the university, but support students throughout their undergraduate 

years. At least three students were part of HELP and the additional support and 
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extracurricular programs that they were offered filled a gap the university could not. One 

participant described the support he received from HELP, saying: 

But leadership, in terms of how to work on personal development, it was 
more in HELP that I found it. Because there are leadership classes, 
English courses, and a lot of other extracurricular course that they give at 
HELP that complemented my education in that sense. (Alumnus 10) 

Student leadership and advocacy. The participants described student 

involvement and activities on campus. The schools did not have official student 

organizations on campus, but they did have some form student government body to 

advocate on behalf of the student body. At the private university, the school of 

agronomy had student delegate(s). The students vote on the delegates and the 

“Delegates speak on behalf of the students. They sometimes do meetings and they 

have a WhatsApp group” (Student 3). However, the students did not feel that the 

delegates had any influence or access to the administration. One student said, “I think 

they are just faces. They are not really people that could bring any real change, if we 

had a Dean that was listening then really the delegates would delegate themselves in 

front of the Dean (Student 1).  

At the public university, there is a 54 person student council that has been 

around for decades. Each of the five cohorts has a committee and members from the 

committee form the student council. The first, second, and third year cohorts send 10 

students each, 30 total, to participate in the council. Since students are in one of the six 

specialties during years four and five, they send a total of 24 students to sit on the 

council. Each specialty has four student representatives, two from cohort 4 and two 

from cohort 5. One student described how the council operates saying, “We create 

another committee that is the central committee and will guide the council of 54 
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members. Each president of a cohort is automatically a member of the central 

committee and then there are elected positions” (Student 5). The council vote for the 

elected positions, including president, and they serve for an academic year. The 

council, under the leadership of the president advocate for students and host a couple 

events during the school year. Participants who were members of the council share 

being involved in student leadership had a positive influence on their development, 

integration into the school culture, and leadership skills. Speaking on his experience in 

student leadership, one student said it helps to “develop your vision for the type of 

person you want to be” (Student 6).  

While students have peer representation at both schools, participants shared that 

students did not have a real voice. The students at the private school were especially 

upset about not having access to the Dean and having a voice. The students there 

shared that the Dean was not good listening to them and was mostly absent from 

campus. The Dean is on campus once a week. One student shared how he was 

disappointed with the hiring process for the current Dean. He shared that the Dean just 

showed up one day and they were not given an opportunity to participate in the search. 

He said, “The Dean will not participate in issues between other schools. I mean, you 

cannot even find them to do an exchange so that they could make an intervention for 

us. We are not satisfied. There is no satisfaction” (Student 1). Participants spoke at 

great length about how unhappy they were with the Dean. While the students were 

happy and felt supported by the Assistant Dean, participants shared that Assistant 

Dean’s reach and influence are limited. Speaking about the Assistant Dean, one student 
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said “They are open to talking to anyone. If you have a problem they will listen to you, 

they will help you find a solution (Student 10).  

At the public school, the students felt that they sometimes had to protest if they 

wanted to see changes with the cafeteria, had issues with a professor, or other factors 

negatively affecting them. One student said, “Often when there is an issue with a 

professor we protest, it should not be like that, but we protest that are small changes 

that are made” (Student 6). Participants shared that these protest could be prevented if 

the administration listened to them more. Students also felt there was concentration of 

power that it difficult for changes to happen. One student said, “The power is 

concentrated in one place. Within the deans and with the Dean. Within the deans are 

the Assistant Dean of Research, the Assistant Dean of Academic Affairs, and the Dean” 

(Student 9). However, the deans do not always work well together that also influences 

their ability to do what is in the best interest of the students. One professor said that it 

was “very difficult to see these three working together. There is always difference 

between them. You will see there are two who are working together and the other one 

either they are isolated doing their own thing, all this is political” (Professor 9). These 

internal conflicts can make it more difficult for students to advocate for themselves.  

Climate. Participants at the private university did not feel there were any 

differences in experiences of male and female students. The overall campus community 

is more or less balanced in terms of gender. However, the public school is male 

dominated. As a former student also said, “one of the things you notice when you first 

get to the school is that it is only males. There are not a lot of females. In my cohort of 
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100, we had six girls” (Alumnus 3). One professor shared the following anecdote on the 

experience of women at the school:  

When you are in an environment with all these boys with a little bit of girls 
it creates a competition. It creates a competition where if there is a pretty 
girl all the boys there have eyes on fixed on her. So then that creates a 
situation where it is not very good for women. (Professor 9) 

The female participants from the public school shared their experiences as 

women on campus. One participant talked about how she was bothered in the 

beginning with the number of men there were on campus. She said “We are not a lot, so 

[the guys] find a way to disrupt our studies. For me, almost all the five years it was 

always like that” (Alumna 6). She shared that as a woman on campus, they did not have 

a private life. Some of the men were always entering in their personal lives, which 

affected their studies. The men could be vulgar and inappropriate with how they 

interacted with the women on campus. Dealing with the problematic sexist culture was 

something that difficult for women students to overcome. Describing how difficult it can 

be for female students on campus, one participant said “When you are a girl, whatever 

little thing that happens, the guys are cursing, writing the names of girls on walls, etc., 

write curse words” (Alumna 7). Another participant said, “So it is a bit upsetting because 

you are living with people and from time to time they are telling you things that hurt you. 

So, to keep up your grade, it is not something that is easy” (Alumna 6). Participants felt 

that their experience and relationships with peers were influenced because of the way 

some of the male students behaved. One participant talked about how she refused to 

talk to some of men because of how they treated other women on campus. One 

participant used these words to describe the trauma she experienced as a female 

student at the public school: 
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There are girls, [the guys] stand in front of them and outright curse them 
out. They say of lot of foul things that we cannot repeat. And that is a 
trauma, because one time they were cursing out a girl and it was me who 
got stressed out. I shook in place because the guys really are not 
respectful in that sense, at all. It is not all of them, but there is a group that 
is what they do. (Alumna 7) 

Participants highlighted other gender differences. The students at the public 

school felt that sometimes, the women received special treatment or were better 

received by male professors. One male student said, “There were some girls whose 

grades got curved, and the boys did not” (Student 9). While female students felt they got 

the grades they worked for, one acknowledged that there was small difference between 

how some professors interacted with the women compared to the men. She said, 

“There are professors who leaned more towards the girls, like the male professors when 

ask for something or to explain something, it is easier for them to explain than when it is 

a boy” (Alumna 7).  Another difference is that female students may have more 

challenges with activities that required physical strength. One participant said, “There 

were certain things as girls, like things that required physical strength, that we did not 

always master” (Alumna 6). Finally, participants thought female students were more 

reserved than the men were. One participant said, “Normally, the girls in our cultures 

are a bit more reserved” (Student 9).  

The students also described how they worked together to help each other 

succeed. The participants talked about having study groups and tutoring one another. 

One student at the private university said, “I have an experience with the other students 

that is very open. We share ideas and all that. We always work together on homework 

and projects” (Student 3). Another student talked about how the friends he found on 

campus has helped him succeed and change his studying strategy. He said, 
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“Sometimes I would even sleep at their house for a couple days, we studied together 

during a semester until I could do it alone, till this day” (Student 2). At the public 

university, having dormitories, a cohort system, and being the only school on the 

campus allowed the students to learn how to care for one another. Students also talked 

about sharing resources such as money, old exams, computers, and other supplies. 

One student from the public university shared about the culture of sharing and 

community on campus: 

You come here, you are about to shower the other guy does not have 
soap you give him yours and you shower. You are going to shower and 
you fill-up your bucket to shower, and another guy who did not even fill-up 
theirs say he is going to shower from your bucket. That does not bother 
you. You buy three waters for five gourdes, you might have only been able 
to drink one while you were thirsty for two. (Student 9) 

Faculty Value Student Satisfaction  

Professors expressed that student satisfaction was critical to student experience 

and showed a great understanding of the factors students and alumni identified 

influenced their satisfaction with the school. While a couple professors showed some 

discomfort when asked to describe their attitude towards student satisfaction, 

responding “Now it is a bit difficult, now you are putting me in their place” (Professor 4), 

they were generally concerned with whether or not students were satisfied. One 

professor said that student satisfaction was “fundamental” (Professor 2). Student 

satisfaction is at the core of how some professors operate. A professor talked about his 

passion for teaching, saying “It is something I like to do. All the pleasure for me to do it 

is knowing that the student is satisfied” (Professor 8). Another professor shared that he 

thought about student satisfaction because the school does not exist without students. 

Others said they talked to their students to gauge their satisfaction and do what they 
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can do to help. A professor shared the following anecdote concerning her attitude to 

student satisfaction: 

If [students] are satisfied, I will continue to encourage them. I do not end 
there, thinking okay I found a satisfaction. On the contrary, I will ask more 
questions.  If they are not satisfied, I will try to address all their problems 
that are possible. (Professor 1) 

However, professors also shared it was difficult to measure student satisfaction 

because is not an evaluation process in place to measure it and that it is not always 

prioritized. One professor from the public university said, “It is hard to judge whether the 

students are satisfied are not, because in the school there is not really a system of 

evaluation” (Professor 9). He continued on to say, “I think their satisfaction should be 

priority for everyone. There are professors, they come do their two hours and they do 

not care if the student understands or not” (Professor 9). Other professors talked about 

how the schools do not treat students like clients. They believed that the schools were 

not providing quality services for students. A professor who teaches at both schools 

said, “Haitian students are students who know what they want in that level. 

Unfortunately, what they give them as a product is a bad product of bad quality, but they 

know what they want” (Professor 7). 

Mixed Student Satisfaction 

Several factors influenced student satisfaction. As a poor country, building a 

higher education system that can respond to the needs of the country is “not very easy 

for economic and political reasons” (Professor 5). In addition to the financial strains on 

the universities and families, the higher education system has been in a constant state 

of rebuilding especially after the 2010 earthquake. The participants shared seeing the 

marks the natural disaster left on the buildings, campus resources, and overall morale. 
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January 12, the term some participants used when referencing the earthquake, has had 

significant impact on the higher education system in Haiti. The sentiment between 

participants was there they schools are worse off than they were eight years ago, before 

January 12. They have few laboratories, functional areas, and resources which 

influence student satisfaction. One professor said, “One of the weaknesses is after the 

earthquake the university lost all its buildings. Efforts are being made so that it can have 

the standard it had before” (Professor 1). Participants generally felt the schools were far 

from being at a standard that provided students with a well-rounded college education.  

When students and alumni described whether or not they were satisfied, they 

compared themselves to other university students. Although a student was not happy 

with the quality of a campus resource, the cafeteria for example, they would say they 

were satisfied become the other schools do not have a cafeteria. The students at the 

private university gauge their satisfaction based on the students at the public university 

and vice versa. The fact that the public school is considered to have the best agronomy 

program in the country influenced the satisfaction of students at both schools.  This 

section highlights factors participants indicated influence student satisfaction. 

Individual factors 

Figure 4-1 shows the different factors that influence student satisfaction. First, 

there individual demographic factors. Student who come from the rural areas tend to 

have more of an agricultural background and experience compared to students who 

grew-up in Port-au-Prince. One participant said, “There are a lot of students who grew 

up in the rural areas and they knew certain things” (Alumna 6). However, the students 

from outside of Port-au-Prince experience considerable challenges adjusting. Students 

talked about adjusting to academic demands and feeling behind compared to their 
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peers who did their secondary education in the city. One student said, “The first two 

semester required a lot for me to adapt. I am not from Port-au-Prince, so to understand 

how to get around was a lot. I asked people at my house, but they could not explain it to 

me” (Student 11). Additionally, students are typically staying with a family member or 

friend of the family. They described the discomfort of living people they do not that and 

the impact that on their studies. Some of the students are essentially homeless. A 

former student said, “Sometimes that can cause some problems. Especially when you 

are in a one bedroom house. When you have to study, you cannot leave the lights on 

for a period of time. So that can influence your studies” (Alumnus 4). Students also 

shared that finances are limiting when do they do have money for transportation or food. 

The schools are also not always considerate of students’ religious practices. A student 

who is a Seven Day Adventist, said “Sometimes I found myself in a difficult position to 

participate in the Saturday courses, even the exams. That is an experience that marked 

me a lot” (Student 6). 

Institutional factors 

Institutional factors that influenced student satisfaction include: (1) student 

support and services, (2) academics, and (3) campus operations. Student life on 

campus is almost nonexistent. The participants shared the students did not have 

enough leisure. The students also felt they were not being prepared to enter to 

workforce. Some of the alumni had been out of work for more than a year and 

participants felt there were certain skills the schools do not teach them. For example, 

how to create a budget for a project or write a resume. Additionally, because the 

students do not have co-curricular activities and some never do an internship, they have 

nothing for their resume.  
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The students were generally not satisfied with the quality of services the school 

provided. While participants from the public school expressed gratitude from having 

certain resources they said other university students did not have, they were not happy 

with the quality. In addition to not paying tuition, the students received a 400 Haitian 

Gourde (approximately $6.21 USD) stipend a month, paid a small fee for a eating at the 

cafeteria, had access to free copies, free school buses that had stops across the city, 

and dormitories. They were satisfied and happy to have those resources. However, the 

stipend is often late. A former student said, “Sometimes they can go five or six months 

they do not give it to you. They give you a lump sum” (Alumnus 5). The participants 

were categorically dissatisfied with the quality of the cafeteria and library. The students 

were also given some funding to do their theses. Though it was helpful, they said it was 

not enough and could barely cover transportation. One participant said, “4000 Gourde 

cannot do a thesis” (Alumnus 4). Students at the private university were unhappy with 

regular tuition increases.  

All 30 participants agreed that the students did not get enough practice and field 

experience. One professor said, “I have to say the courses are about 80 percent theory 

because we do not have the infrastructure for the kids to conduct experiences. In terms 

of field experience, they may not be satisfied” (Professor 5). Additionally, students were 

dissatisfied with professors who lectured without engaging them, professors who 

missed classes regularly or were difficult to find, and the academic advising they 

received. Professor availability makes it difficult for students to connect after class 

hours. This is especially problematic when they students are writing their thesis 

because it takes them longer to finish. Speaking about an experience she had with a 
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professor, one participant said “The professor is missing, you are looking for them and 

cannot find them. You call, you are looking for them, and you cannot find them” (Alumna 

7).  

Students were generally happy with the classes they were offered. However, 

they expressed dissatisfaction if a school offered a course theirs did not or if they 

thought the class was pointless. Students at the private university were unhappy with 

not having a fixed plan of study. They shared the Dean changed their course 

requirements when, according to the school policy, should not happy after they have 

taken a certain number of classes. One student there said, the school needed to “stop 

shaking [the study plan] up” (Student 4). Participants were also dissatisfied with the 

number of classes students were required to take a semester. Additionally, students 

expressed dissatisfaction with the thesis process. They described not having enough 

support, financially and from faculty. The students at the private school are sometimes 

forced to do research outside of their specialty area. One professor said, “Here, there is 

an intellectual prostitution. If the person has to do their thesis in a topic that is of no 

interest to them at all, for me that is a form of prostitution. […] It’s a violation” (Professor 

8). The thesis also adds additional time on top of the five years they spend taking 

classes. Some students take years to finish their thesis projects.  One participant said, “I 

think it is very important, not just at [private university], whatever university in the 

country that when you say you have a program that lasts five years, that it really last five 

years” (Alumnus 9).  

Course evaluation and teacher qualification were factors participants expressed 

dissatisfaction over. There are professors who were negligent and did not have to be an 
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effective educator. However, students also shared they had some good professors. 

Students at the private university were satisfied with the fact that the professors who 

taught them also taught students at the best agronomy school in the country. 

Participants also shared they were unhappy with the number of research at the school 

and their ability to provide extension services for farmers. This was an area 

interviewees thought needed to be improved. One student said, “What should improve 

is research. When farmers are having issues with a crop, we should be able to 

intervene and see what type of solutions we can bring” (Student 5).  

Participants were extremely unhappy with how disconnected what students were 

learning was from the realities in Haiti. Although students were satisfied with the amount 

of theory they learned, they overwhelmingly felt more needed to be done to adapt 

theories to Haiti’s agricultural climate. Students felt they were not being prepared to 

work in Haiti. One student said, “With the training that I am getting, if I were working in a 

French speaking country, I would be comfortable” (Student 6). Participants felt the 

diploma was becoming a visa for graduates to go give their talents to another country. 

One professor said, “The diploma has become a visa now” (Professor 1). Participants 

felt that this has contributed to significant brain drain in the country. Students are 

queueing up in front of embassies for opportunities for a master’s and work. One 

student, speaking on the phenomenon, said, “A lot of us are doing research on 

embassies and looking for scholarships to study and when we find the scholarships to 

go study abroad, we really do not come back” (Student 6). Later in the interview, he 

went on to say, “We don’t have to be trained to go give our service abroad, we want to 

be more connected to own reality” (Student 6).  Participants felt that the schools should 
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be preparing students to work in Haiti, not another country. However, students were 

satisfied that they were getting an education where they can go to a different country to 

study and be able to keep up. A former student said, “The education that the school 

gives you, even when you go abroad, you see theoretically it is an education that is 

solid” (Alumnus 5). 

Lack of funding and infrastructure influence student satisfaction. The public 

school is funded by the government. All the schools within the university system needed 

to have used their allocated funds before they can ask for me. One professor said, 

because of the services they provide their students that other schools do not, they tend 

to go through their funding within a week. He shared, “Theirs last 3-4 months and us we 

begin to suffer. We suffer and suffer because we have to wait to the others to use their 

15% so we can ask for more” (Professor 4). The lack of funding influence the quality of 

services the campus provide. Students at the public university talked about living in 

dormitories that were affected by the earthquake. Students talked about being in 

uncomfortable classrooms, not being able to see the board, not having an agricultural 

firm to work on, and not having the technology needed in the classrooms. However, 

students were satisfied that their schools were accredited and recognized 

internationally.  

External factors  

Several factors not directly related to the schools also influenced student 

satisfaction. The institutional structures and systems that are in place in the country are 

weak. As one professor puts it, “The students are in a country where nothing is working” 

(Professor 6). Strikes and protests influence students’ ability to safely commute to and 

from school. Access to internet and electricity are barriers to student success. 
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Participants described having limited internet access on campus. An alumnus shared, 

“Port-au-Prince does not really have electricity. Sometimes you get home at night and 

there is no power. If you had an assignment to do, it is difficult” (Alumnus 9). Students 

talked about having to use street lights and lamps to student and work on assignments. 

These limitations are added challenges for students.  

Participants were generally unhappy with the funding the government provided 

for the universities, as well as government’s governance over higher education in the 

country. Lack of government funding influence the schools’ ability to support students 

and provide a robust college education. Participants expressed that higher education 

funding in Haiti speaks to the government’s value of higher education.  

While participants voiced their frustrations with the strains of having minimal 

funding to increase the caliber of the schools, they expressed their pride of coming from 

prestigious universities in Haiti. While describing factors that influence his satisfaction, a 

participant who graduated from the private university said, “[Private university], is one of 

the best universities in the country. Automatically you get into [Private university], 

everyone sees you as someone who is at a big university” (Alumnus 9). Students from 

the public university were more satisfied with their experience because they felt that the 

school had more resources compared to other schools in the university system. The fact 

that students at the public university believed that their agronomy program was 

perceived as the best in the country and that the students who attended are the 

brightest in the country also influenced their satisfaction. One student said, “One of the 

satisfaction is that compared to all the higher education institutions in Haiti, [public 

university] is always considered a standard” (Student 7). Speaking to how the 
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selectiveness of the public school influence student satisfaction, one professor said, 

“That means the students who get in the school, they always see themselves, although 

the situation is difficult, they see themselves as one of the privileged ones” (Professor 

9).  

Other external factors that influenced student satisfaction are the job market and 

transportation. Students expressed concerned over being able to work after they 

graduate. Participants believed the government was not doing enough to utilize some of 

the brightest minds of the country. The was a shared sentiment that the schools were 

preparing students to get jobs that do not exist rather than training them to be 

entrepreneurs and job creators. One professor said, “The higher education does not 

shape the student to be a creator, an entrepreneur that can create work for themselves” 

(Professor 5). The alumni expressed they would have liked for the schools to have 

helped them develop entrepreneurial skills. Students, when talking about their fears 

about the job market in Haiti, said they wished they could be doing more now to learn 

how to start their own business. Professors shared that students were starting to ask 

more questions about entrepreneurship. One professor said, “When I was a student, the 

professors would talk about getting a job, now we are moving towards creating 

enterprises. I have a lot students who are starting to think about creating businesses” 

(Professor 2).  

Transportation and traffic are immense barriers for students and influence their 

satisfaction. Some students said transportation was one of their biggest challenge. 

There were students who commute for hours in horrific traffic daily to get to school. The 

students described how comminuting took a toll on them physically and even influenced 
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their academic performance. On student said, “There was a semester I lived closer to 

the school, I perform a lot better. So, you see the difference between when you are far 

and when you are close to the university” (Student 4). Another student shared the 

following anecdote: 

Last Tuesday I left campus at 2:30 P.M and got home at almost eight at 
night. That is how bad traffic was. We went through inside of Cité Soleil 
because of all the traffic. I got home it was almost eight at night. I just got 
home and my waist was hurting because of all the sitting. I got home, I just 
ate, brushed my teeth, and slept. Now I am here until tomorrow morning. 
So that means I could not do absolutely anything Tuesday. (Student 1)  

Disconnection between Purpose and Reality  

Participants were asked to reflect on what they believed was the purpose of 

higher education, specifically in Haiti, and whether or not they believed the Haitian 

system was meeting its objectives. These questions were intended to set the tone of the 

interviews, but they also offered some interesting insights into the attitude of participants 

towards higher education in Haiti. Participants had shared attitudes and expectations for 

what higher education should look like in Haiti. Table 4-2 highlights participants’ attitude 

toward higher education in Haiti.  

Generally, participants thought the purpose of higher education in Haiti was to 

contribute to the development of the country. One student said, “There is no country if 

there is no higher education. It is one of the biggest ways to form the youth so that they 

can be leaders tomorrow” (Student 5). This quote mirrors what anthropologist Louis 

Marcellin expressed concerning higher education in Haiti. He said, “There is a need to 

invest in higher education as way to invest in national leadership. I don’t know of any 

modern nation that advanced without higher learning” (Copper, 2010, p. 19). 

Participants believed that higher education was an essential player in Haiti’s growth and 
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development. Participants frequently expressed the sentiment that the country does not 

exist with higher education. One of the values that participants strongly placed on higher 

education was that it was critical to Haiti’s future.  

Participants believed that higher education institutions are responsible for training 

leaders to lead the country in the future, helping graduates be independent and 

functional members of society, and raising a generation of young people who can 

transform Haiti. Students, alumni, and faculty shared these attitudes in one form or 

another. One student said, “Higher education should be forming leaders to help the 

country” (Student 8). An alumnus said, “I think the purpose of higher education is to 

prepare youths who can play an important role in the development of their country” 

(Alumnus 9). A professor said, higher education should “Form leaders to address issues 

the country is facing, help find solutions, and help in the development of the country” 

(Professor 8). The idea that higher education should play a role in development was 

attitude that the participants shared. Two ways participants indicated that universities 

engage in Haiti’s development were through research and extension services. 

Participants shared that higher education institutions should be actively be conducting 

research and doing service in the community.  

Participants also believed that personal growth should be a direct outcome of a 

college degree. As one professor said, some of the objectives of higher education is to 

provide “Access to knowledge, personal development of the person, to find work and 

access the workforce (Professor 8). An alumnus said he believed the purpose of higher 

education “Is to form professionals who will become independent and capable of 

supporting themselves” (Alumnus 3). Participants believed that the university should 
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play a role in helping graduates launch into their careers and connect to the workforce. 

Students expected their quality of life to increase because of their college degree. They 

felt that the universities should be forming leaders and preparing graduates to work in 

the country. 

While students, alumni, and faculty described how they valued higher education 

and its importance to Haiti’ development, they categorically felt Haiti’s higher education 

system was not meeting its objectives. It was often for reasons discussed in the 

previous sections, but this section could serve as an indicator of the vision that 

participants have for higher education in Haiti. There was as clear disconnect between 

what participants believed the purpose of higher education was and how they actually 

experienced it.  

Conclusion 

The purpose of this phenomenological qualitative study was to obtain an in-depth 

analysis of the lived experiences of undergraduate students enrolled in agricultural 

programs in Haiti and the factors that influenced their satisfaction. Specifically, this 

study explored the factors that influenced students’ satisfaction from the perspectives of 

alumni, faculty, and current students. The findings showed that the undergraduate 

experienced included: (1) academically dense curriculum, (2) curriculum disconnected 

from Haitian reality and outdated, (3) stressful student experience, and (4) inadequate 

student life. Various individual, institutional, and external factors influenced student 

satisfaction. At the individual level, gender, socio-economic status, and religion were 

some of the factors that were found to influence student satisfaction. Institutional factors 

such as campus operations, academics, and student support services also had an 

impact on student experience and satisfaction. Finally, external factors such as country 
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politics, transportation and infrastructure, and electricity were shown to influence 

student satisfaction.  

The data analysis of the essence of the phenomenon of agricultural 

undergraduate student experience and satisfaction in Haiti was found to be challenging 

and fluid. Undergraduate students studying agronomy in Port-au-Prince, Haiti faced a 

number of challenges in and outside of the university that influenced their experience. 

Students at the public university had a sense of gratitude for receiving a free education 

and having access to resources that students from other schools did not. However, they 

were overwhelming dissatisfied with the quality of the services. For example, they were 

happy to have a cafeteria, but were unhappy with the quality of food that was offered. 

While students at the private school felt that they were at the second best institution for 

agronomy, they were satisfied that some of the professors who taught at the public 

school also taught their classes.  

Undergraduate students were generally satisfied with the theory they learned, but 

categorically dissatisfied with the lack of hands-on experiences and how disconnected 

what they were learning felt to the reality of the Haitian agricultural sector. Faculty-

student interaction was fluid, but most participants talked about professors who did not 

show commitment to their work, some who were not approachable, and others who 

were difficult for the sake of being difficult. However, some students shared they also 

had positive experiences with a number of professors who were open, accessible, and 

even treated them as one of their children.  

Participants were also dissatisfied with the number of classes that students had 

to take each semester and lack of student activities. Students expressed that a sense of 
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leisure and co-curricular learning were missing from their undergraduate experience. 

Students at the public school shared they gained some cultural awareness living on 

campus and sharing a space with other students from across the country, but the 

environment can be toxic for women. At the private school, women did not feel that their 

gender negatively influenced their experience. Finally, external factors such as politics 

and traffic and individual factors such as socio-economic status and urban-rural 

classification influenced student experience.  
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Table 4-1. Undergraduate Student Experience Themes and Major Categories 

Themes Major Categories 

Academically dense curriculum Theory and practice 
Course load and evaluation  
Student-faculty interaction  
 

Curriculum disconnected from Haitian 
reality and outdated 

Connection to real problems in Haiti  
Language  
 

Stressful student experience  Peer influence and hazing  
Financial strains 
Politics and infrastructure  
 

Inadequate student life Student services  
Student orientation, activities, and 
development  
Student leadership and advocacy   
Campus climate 
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Table 4-2. Excerpts from Narratives about the Purpose of Higher Education in Haiti  

Participant 
Code 

Interview Response Interpretation 

Student 5 There is no country if there is no higher 
education. It is one of the biggest ways to form 
the youth so that they can be leaders tomorrow.  
 

Higher education is 
valued. It is critical to 
Haiti’s future.   

Student 8 Higher education should be forming leaders to 
help the country, but that is not what we see in 
Haiti. The objectives are not met, for me. Train 
leaders, train leaders for what? For what 
country? When you finish training the people, 
either they go to Canada, the United States, 
France, go to another country. For me, the 
objectives are not met. 
 

Haitian universities 
are training leaders 
who will go use their 
talents in a different 
country.  

Alumnus 3 It is to form professionals who will become 
independent and capable of supporting 
themselves, but also play a role in the 
development of the country. 
 

Universities should 
afford graduate 
financial security.  

Alumnus 9 Me, I think the purpose of higher education is to 
prepare youths who can play an important role 
in the development of their country. So, prepare 
them with an education that will not only allow 
them to get a job, but can address some of the 
challenges the country is facing so that they 
can apply what they learned at the university to 
resolve problems in various sectors that the 
country is facing 
.  

The university should 
prepare graduates to 
address Haiti’s 
development issues.  

Professor 3 Build students’ capacity in their studies and 
research. 
 
Serve the agriculture community that exists in 
the country. 
 

The university should 
conduct research. 
 
The university should 
provide extension 
services.  

Professor 8 Form leaders to address issues the country is 
facing, help find solutions, and help in the 
development of the country.  
 
Access to knowledge, personal development of 
the person, to find work and access to the 
workforce.  

The university should 
prepare students to 
be innovative.   
 
 
A higher education 
degree should afford 
graduates a job.  
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Factors Example 

Individual  Socio-economic status, religion, and gender  

Urban or rural background  

Personal accommodation   

Institutional  Student support 
and services  

Student activities and involvement   

Career readiness and professional development  

Scholarship and student aid  

Quality of campus resources  

Academics Field work, practice, and internships  

Course engagement and teaching style  

Academic advising and professor availability 

Academic calendar and course offerings  

Teacher qualification and course evaluations  

Research and extension  

Faculty and student interaction 

Campus 
operations 

Funding and infrastructure  

Administrative politics and strikes 

Accreditation and quality control 

Classroom technology and lab equipment   

External  Country politics and demonstrations  

Electricity and internet  

Government funding and oversight  

School prestige and visibility  

Job market  

Transportation and traffic  

 
Figure 4-1. Undergraduate Student Satisfaction Factors   
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CHAPTER 5 
DISCUSSION, CONCLUSIONS, RECOMMENDATIONS 

Chapter Overview  

The purpose of this study was to describe the lived experiences of 

undergraduate students in the leading agricultural programs in Haiti. The study explored 

factors that influenced student satisfaction from the perspectives of students, alumni, 

and faculty. Chapter 1 summarized the history of education in Haiti, the relationship 

between education and development, and the state of higher education in Haiti. Chapter 

2 reviewed the literature on student development and student satisfaction in higher 

education. A conceptual model was presented that illustrated how student life and 

student satisfaction are influenced by external factors, the university, institutional 

factors, and university output. The philosophical assumptions and interpretative 

frameworks that guided this study were discussed in chapter 3. A description of the 

phenomenological approach taken to examine student satisfaction, processes for 

participant selection, data collection, and overall study design were outlined. Data were 

collected using long, semi-structured, in-depth interviews with participants, and 

observations by the researcher offered insights into the lives undergraduate students 

studying agronomy in Port-au-Prince, Haiti. This chapter begins with a discussion and 

interpretation of the research findings in relation to the conceptual framework and 

literature in which this study is grounded. Also included in this chapter, is a presentation 

of the limitations, implications, and recommendations of this study.  

Discussion and Interpretation of Findings 

Higher education institutions in developing countries face considerable 

challenges providing quality educational experiences for students and securing funding 
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for operations (Bloom & Rosovsky, 2006; Task Force on Higher Education, 2000). As 

countries and development agencies continue to work towards the United Nations’ 

Sustainable Development Goals, it is critical that the goals on education are broaden to 

include benchmarks for tertiary education. Transforming the world by the year 2030 will 

require that tertiary education is prioritized, because it is unfeasible to sustain countries 

on primary education alone (Dumay, 2015). While researchers have found that higher 

education can bring about positive benefits to society and graduates, limited research is 

available on the various aspects of tertiary education in the developing world (Bloom et 

al., 2007; Kapur & Crowley, 2008). Kapur and Crowley (2008) argued that there was a 

lack of empirical studies that explored how universities in the developing world operate 

and the experiences of students within these institutions. To address this gap, this study 

explored the lived experiences of undergraduate students in two of the leading 

universities in Port-au-Prince, Haiti and the factors that influenced student satisfaction. 

The conceptual model presented in chapter two, which was developed before 

data collection and analysis closely matched the findings of this study. However, social 

issues that exist in Haiti combined with the individual practices and beliefs 

contextualized the model to the Haitian higher education system. Figure 5-1 illustrates 

the adapted conceptual model.  

External Factors   

In Chapter 2, political, economic, governance, and infrastructure were identified 

as potential external factors that could influence how universities function in Haiti. The 

findings from this study confirmed previous studies that have indicated that universities 

and students in low-income countries face a series of challenges that influence the 
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quality of education. The findings also aligned with the conceptual model that guided 

this study.  

Similarly to students attending colleges in other developing countries, the 

findings showed that Haitian undergraduate students often have difficulties getting 

access to technology, electricity, internet, and other resources they need to be 

successful (Bloom & Rosovsky, 2006). The universities struggled to provide the 

classroom technology, facilities, libraries, laboratories, and other services. Participants 

shared that access to internet was a significant barrier to success for students, a finding 

that is supported by Khalil (2003). The students and alumni shared about the challenges 

of not always having access to internet on campus and how that influenced their ability 

to do research and complete assignments. Not only did students not have uninterrupted 

access to the internet at home, they either had no internet or poor connection when they 

were at the university. This is extremely limiting to not only students, but professors who 

needed a strong internet connection for their teaching.  

The participants from this study also specified that not always having access to 

electricity was a factor that influenced their studies. Given the number of courses 

students take and the amount of studying they have to do, not having electricity is 

hindrance. Students sometimes had to use the flashlight from the cellular phones, 

lamps, or streetlights in order to study and complete assignments. The added stress of 

not having consistent access to electricity and a strong connection to internet, coupled 

with the day-to-day hardships of living in a poor country proved to be a big challenge for 

students. The researcher also observed that some of the classrooms were reliant on 

daylight as a source of light and none of them had air conditioning.  
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Institutional Factors  

The infrastructure within the university, such as resources, technology, and the 

physical learning environment were identified as institutional factors that could affect 

students’ experiences. Also included within the institutional factors were academics, 

student-faculty interactions, and faculty evaluations. Consistent with the literature, the 

findings showed that students did not have a quality library on campus (Bloom & 

Rosovksy, 2006; INURED, 2010). Students revealed that the books were outdated and 

the library did not provide digitized access to the latest journal publications. Especially 

at the public university, the students indicated that the library they had was not 

adequate for doing research and that the staff did not have the knowledge to support 

their research activities. The students from the private school; however, were generally 

more satisfied with their new library. Silva and Fernandes (2012) also found that the 

helpfulness and functionality of the library service influenced student satisfaction.  

University infrastructure  

Issues with school infrastructure was another finding that has been supported by 

previous studies (Bloom & Rosovksy, 2006). The participants from the public school are 

still using facilities that were damaged during the 2010 earthquake. The researcher 

observed cracks in dormitories and abandoned buildings on campus. While the private 

school had entirely moved to a different location, the public school is still recovering 

from the marks the earthquake left. The earthquake had a significant impact on the 

higher education system in Haiti (INURED, 2010) and the participants experienced it. 

Many of the participants who interviewed compared the schools in terms of what was 

the norm before the earthquake and what the norms are post the earthquake. 

Interviewees who had not been enrolled at either of the universities at the time of the 
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natural disaster, also used those terms when describing their experiences. The general 

sentiment was that participants felt like the schools were still trying to get back to the 

standard they were at prior to January 12, 2010. More than eight years later, people are 

still feeling the repercussions of the earthquake on Haitian universities.  

Academics and Haitian faculty  

Consistent with the literature, the findings of this study showed that the public 

university in Port-au-Prince recruited some of the brightest students in the country 

(Bloom & Rosovsky, 2006). The agronomy school at the public university in Haiti is 

highly selective. Based on the numbers participants shared, between 0.016 and 0.02 

percent of applicants are accepted. While some of the literature has shown that access 

to higher education has been often reserved for students from higher socio-economic 

status (Kapur & Crowley, 2008), the participants from the public school all talked about 

coming from families who were poor. The students from the public school, in this study, 

did not come from wealthy families. The students specifically talked about their 

connections or the families they come from had little to do with why they were admitted 

the school, but rather because the government had an open contest. Admitting students 

based on their entrance exam scores, made a college degree more accessible for 

applicants who were capable, but could not afford to pay for a private education. 

Challenges around access to higher education in Haiti, although is influenced by 

income, is also about quantity. There are simply not enough spots in the school to 

accommodate the number of applicants who are seeking a free college degree from the 

Haitian Government. Although a student coming from outside of Haiti’s upper class may 

get a free college education, their chances are slim. The agronomy school made up 

only five percent of the student body at the public university (INURED, 2010).  
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While there is a high and growing demand for higher education in Haiti, as with 

other developing nations (Holloway, 2014), there are considerable issues around 

education quality (Varghese, 2011). Students, alumni, and professors all agreed that the 

curriculum was outdated and disconnected from the realities of the agricultural sector in 

Haiti. This is consistent with the findings from Bloom and Rosovsky (2006) who argued 

that many developing countries were still operating on dated colonial curricula. The 

participants from this study described how outdated they felt the teaching was at great 

length. Some professors were still using the same notes from their 20 years old 

notebooks and most were not actively doing research. Participants’ descriptions of 

Haiti’s professoriate is consistent with findings in the literature (Dumay, 2015; INURED, 

2010).  

Students also described their experiences with professors who they felt had not 

been properly trained and was not up-to-date with latest research and trends in the field. 

Participants also talked about professors who were more top-down in their approach to 

teaching and allowed for little to no class engagement (Lloyd, 2005). Students who are 

great at memorizing tend to do better than the students who are not. The higher 

education system in Haiti is still largely based on memorization. The alumni who have 

studied in a different system talked about how difficult it was to adjust to thinking more 

critically about what they were learning. Additionally, professors who worked part-time 

were also more disconnected from the student life, other professors, and general day-

to-day operations of the school. It was difficult for students and part-time faculty to have 

quality exchanges if the professors was on campus once a week.  
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University Output  

Developing countries and development agencies have historically justified 

overlooking higher education because of the argument that other issues can yield 

higher social returns (Schultz & African Development Bank, 1998). However, scholars 

have, in recent years, debunked the idea that higher education in developing countries 

is a luxury (Ramphele & Rosovsky, 2015). Ramphele and Rosovsky (2015) argued that 

higher education is essential in developing countries and that countries should focus on 

education at all levels. While higher education has largely been neglected in poor 

countries like Haiti, the findings from this study showed that higher education is highly 

valued in Haiti. Participants in this study perceived higher education as a tool for 

development. The conceptual model, showed that university output was concerned with 

the research, innovation, and extension services from the university. Additionally, 

alumni were identified as a university output. These findings supported the role that 

university output plays in influencing student satisfaction.  

Extension, research, and innovation 

Students, alumni, and professors acknowledged that Haiti cannot truly become 

sustainable without a stronger higher education system that is focused on developing 

young leaders with the necessary tools to address the challenging issues that the 

country is facing. Participants indicated that the university output, including alumni, 

research, extension, and innovation play a significant role in the development of the 

country. For example, participants shared that the universities should be conducting 

research that address issues that farmers were experiencing. The lack of research, at 

both institutions, was something participants felt limited the impact universities could 

have in Haiti. Additionally, participants shared that the schools should provide extension 
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services to the agricultural community .The participants’ belief that higher education 

could play a role in addressing wicked problems in their communities is supported by 

research that have shown positive societal and individual benefits of a post-secondary 

education in developing countries (Akinyemin & Ofem, 2012; Rhodes & Torres, 2006). 

Haitian alumni 

Another finding that has been supported by previous studies is the brain drain 

that has resulted from the conditions of the country, damages from natural disasters, 

and the lack of job opportunities for recent college graduates (Forest & Altbach, 2006; 

Kapur & Crowley, 2008). The lack of opportunities for higher education and post-

graduate employment leads to brain drain. Most of the undergraduate students who 

participated in this study revealed that they had hopes to travel abroad for a master’s or 

doctoral degree. The majority of the graduates who interviewed were out of work, some 

for more than a year. When some of the country’s brightest students graduate college 

and have trouble finding work, they take their talent to a different country. While 

participants acknowledged that it was problematic that students would leave for a 

graduate degree and not return or intentionally look to migrate out of Haiti, there was 

also a sense of understanding as to what contributes to brain drain in Haiti. The schools 

do not provide career services. Government investment in the state schools is wasted if 

they do not connect students to work opportunities upon graduation. Not only are recent 

graduates competing with each other, they are also competing with older graduates who 

have been out of work.  

Many of the participants shared they wanted the higher education system to train 

young leaders to work in Haiti, not another country. Not only are conditions of the job 

market a barrier for graduates to find work, they had a training that was not fully 
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adapted to the needs of the country. Some participants shared they would be more 

comfortable working in another country. It is not surprising that when some of these 

graduates find opportunities in a different part of the word, they leave. Their departure 

then leaves Haiti lacking the professionals it needs to fill roles that can help various 

sectors function effectively for the growth and development of the country 

(Psacharopoulos & Patrinos, 2004).  

 Haitian Student Satisfaction 

Student satisfaction is concerned with students’ attitudes, negative and positive, 

towards their institution (Aldemir & Gülcan 2004). It is also a concept that varies based 

on context and from student to student (Elliot & Shin, 2002). Student satisfaction in Haiti 

is complex and layered. While participants expressed a great deal of negative attitudes 

towards their respective institutions and higher education in Haiti as a whole, there were 

positive attitudes woven through their experiences.   

Student motivation 

Undergraduate student experience and satisfaction was consistent with 

Herzberg's two‐factor theory and the literature on student satisfaction. Participants 

identified both intrinsic, motivators or satisfiers, and extrinsic, hygiene factors or 

dissatisfiers, factors (Herzberg et al., 1959). To apply the two-factor theory to this study, 

motivators were considered factors that were primarily controlled by the students and 

hygiene factors were those that were not. Students were motivated to bring change to 

Haiti, and felt responsible for developing the agricultural sector in Haiti.  

In this study, participants shared that students were motivated to go to college 

because they believed it was the only chance they had at financial security, especially in 

a country where life is so difficult and opportunities are rare. Students were seeking 
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clear individual benefits that, in their views, would make their lives better. However, they 

also showed passion and strong interest in Haiti’s development. To them, the university 

should be training them to lead Haiti into a better future. Participants reported a need to 

have strong universities that have the infrastructure and funding to support research, 

resources, strong academics, and a vibrant campus life. 

Students were also motivated by the prestige of the schools and the potential for 

personal growth. Alves and Raposo (2007) also found that the university’s image for 

students in Portugal had an influenced their satisfaction. These findings were also 

supported by Zhang et al.’s (2009) student satisfaction index. The participants of this 

study, being from the leading agronomy programs in the country, were satisfied 

because of their school’s image. Both institutions had a positive image in Haiti. Students 

also knew that a college degree they would increase their chances of finding 

opportunities that would help them support their families and achieve their personal 

goals. They not only had will, drive, and resilience, they knew they needed to have 

these qualities to be successful at a university in Haiti.  

Demographic and campus climate factors  

As mentioned earlier, student satisfaction is contextual (Elliot & Shin, 2002). 

While students at the public and private schools had shared experiences, where their 

satisfaction was influenced by the same factors, there are differences that were due to 

how each school was operated and the campus climate. For example, the cost of tuition 

influenced the satisfaction of students at the private school in more negative way. The 

students at the public school attended for free, thus their satisfaction was influenced in a 

more positive way. Students there expressed great gratitude and appreciation for 

receiving a free education. They were clear that, given the circumstances, attending the 
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public school for free was the best possible outcome for them. Hazing was something 

that was a substantial part of culture at the public school, and a satisfaction factor for 

students. Students at the private school had no reports of hazing on their campus. 

Within the same institutions, there were differences in satisfaction based on identities. 

Female students at the public school talked about being in an environment that they 

described as toxic and traumatic. Their experience was highly influenced by how some 

of the male students’ attitudes towards other female students. Consistent with the 

literature, the findings in this study showed student satisfaction, as a construct, was 

layered and fluid. There were differences and similarities in how the participants gauged 

the quality of the two schools and the experience that they each provided for students 

(Goho & Blackman, 2009). 

In addition to gender influencing student experience and satisfaction, this study 

also found that socio-economic status and religion can influence student satisfaction. 

Some of the students, especially female students at the public school, can experience 

bullying on campus. Other studies have found differences in student satisfaction based 

on gender (Aldemic & Gülcan, 2004; Butt & Rehman, 2010). Other participants 

expressed how hunger, not having money for transportation, or struggling to pay tuition 

influenced their studies. Dominguez-Whitehead (2015) also found that socio-economic 

status and lack of access to basic needs influenced South African students’ academic 

performance. Scholars have also examined how students’ religion or spirituality 

influence their experiences on campus (Evans et al., 2010). This study showed that 

students who are part of minority religious group could have a negative experience 
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when universities do not offer accommodations for students to observe various spiritual 

and religious practices. 

Political and structural factors  

The analysis of the data also showed that politics was both an internal and 

external factor that influenced not only student satisfaction, but the day-to-day 

operations of the school. Dumay (2015) indicated that political influences was one of the 

challenges of education in Haiti. Lloyd (2005) found that student involvement in Haiti 

tended to be political in nature. The findings from this study supported these findings 

and revealed that students were sometimes unable to commute to and from school 

because of political demonstrations. Students at the public school would sometimes 

have to protest if there was an issue with a professor and the administration was not 

being responsive. Protests concerning the Ministry of Agriculture also influenced the 

operations of the public school because they share a gate. Students are sometimes 

paid and pulled into these protests for political reasons. Additionally, participants 

observed how politics between school administrators influence student experience, 

communication, collaboration, and overall school operation. The political influences 

were significant.  

Students were dissatisfied with aspects of how the schools operated, the 

infrastructure of the facilities and the country, as well as the lack of adequate resources. 

For example, this study showed that traffic and commuting influenced students’ 

experiences. That finding was consistent with the work of Nkumsah (2016) who found 

that there was a relationship between proximity to campus and student satisfaction. This 

was not an influencing factor for students at the public school who lived in the 

dormitories.  
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Academic factors  

The findings from this study was also consistent with the various models of 

student satisfaction discussed in chapter two. Professors and classes were found to be 

factors that influenced satisfaction (Harvey, 2001; Keaveney & Young, 1997). Whether 

the students were taking too many course within the semester or felt that certain class 

were not engaging, courses was a factor that influenced students’ satisfaction. Guo 

(2016) also found that teacher quality and curriculum influenced students’ levels of 

satisfaction. Academics were shown to have a significant impact on student satisfaction 

in this study (Aldemic & Gülcan, 2004; Butt & Rehman, 2010; Guo, 2016; Silva & 

Fernandes, 2012). While students were generally satisfied with theory portion of the 

curriculum, they we dissatisfied with the practical experiences the schools offered. 

Undergraduate students were satisfied when they had a chance to work in the field and 

with farmers, because they desperately desired more opportunities to practice and have 

hands-on experiences. Additionally, participants were dissatisfied with how 

disconnected the curriculum felt from the Haitian reality. Students wanted to be trained 

to work in Haiti, but often felt that they were being prepared to work elsewhere. The 

education was not fully contextualized to the Haitian agricultural sector.  

The quality of resources, such as lab materials, also had an effect on students’ 

experiences (Maddox & Nicholson, 2008). Often, it was not the lack of will that 

prevented professors from incorporating technology in the classrooms or conducting 

various experiments, but rather the lack of access materials. Additionally, experiences 

students had that were specific to their school within the university and faculty 

evaluations from students were also influencing factors (Havey, 2001). As both schools 

were part of a larger university system, participants compared their experiences to that 
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of students from other schools within their university to assess their satisfaction. For 

example, students at the public school were satisfied because their school offered 

resources such as school buses that other schools at the university did not. Students at 

the private university were unsatisfied with their Dean, because they felt other schools’ 

deans at the university did more to support and advocate for their students. 

With regards to student-faculty interactions, this study showed that students have 

had both positive and negative interactions with faculty, but were mainly reluctant to 

attribute their success to the relationships they had with professors. Student-faculty 

interactions have been consistently shown to influence student academic performance 

and satisfaction (Jacques et al., 2012; Trolian et al., 2016; Webber et al., 2003). In this 

study, students referred to some professors as being caretakers and approachable to 

being rude and dismissive. Participants, generally, believed there were both respectable 

and callous professors.  

Extracurricular factors  

Aldemir and Gülcan (2004) argued that four factors influenced student 

satisfaction: (1) institutional factors, (2) extracurricular factors, (3) student expectations, 

(4) and student demographics. Their findings were consistent with that of this study. The 

analysis of the data showed that student satisfaction was influenced by several of 

aspects of the academics and management of the schools. Extracurricular activities 

were almost nonexistent at both schools which negatively influenced students’ 

experiences. Participants indicated that student life was severely lacking and that 

students had no time for leisure which they believed was important to the student 

experience. Several students shared that what they experienced at the schools, 

especially the first year, was not what they expected. Some students expected that the 
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classes would focus more on critical thinking, but instead felt like they were continuing 

secondary education because of how some classes were facilitated. Zhang et al. (2009) 

and Herdlein and Zurner (2015) also found that student expectations influenced 

satisfaction. Additionally, students had different stressors and motivational factors 

depending on the year they were in (Rizkallah & Seitz, 2017). Students at the public 

school were a bit terrified about failing out the first year, but referred to the third year as 

the “beach year” for how much more relaxed it is compared to the first two years. 

Students at the private school were more frustrated with not having enough field 

experience towards the end of the five years, compared to the first couple years of their 

college experiences.  

Limitations of the Study 

The present study was a phenomenological, qualitative study. Thus, one of the 

limitations is that the findings may not be generalizable outside of the specific sample or 

population. While the sample size was large for a qualitative study, three population 

groups participated in this study. However, the sample size was focused on two 

agricultural programs in Haiti’s capital; and the results were supported by the literature 

on higher education in developing countries and student satisfaction. Another limitation 

was that the study focused on the experiences of students who were studying 

agronomy, thus the findings may not capture the experiences of students in other 

majors. Additionally, the sample for this study came from the two leading higher 

education institutions in Haiti. Participants’ experiences could be different than that of 

students in lower ranked programs.  

Other limitations of the study include the following: (1) the study relied on mainly 

snowball and purposive sampling technique to recruit participants for interviews, (2) in 
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some instances participants were recruited by school administrators or student leaders, 

(3) there could be some limitations replicating this study, (4) given the nature of the 

study it is difficult to investigate causal relationships, and (5) participants were mostly 

interviewed in Haitian Creole, thus some of the essence of their experiences may have 

been lost in translation.  

Additional limitations included some participants’ experiences in or knowledge of 

the characteristics of a vibrant student life and the student services that should be 

offered on a college campus. Several participants mentioned that there were satisfied 

with the school because that was all they have and do not know any better. It is the idea 

that it is difficult to miss something one never had. However, participants did have ideas 

for what they would have wanted their university experience to be like. There have also 

been very few studies that examined higher education in Haiti. The lack of adequate 

and recent data on the higher education system in Haiti was another limitation. Finally, 

researcher bias was a limitation. While the researcher attempted to work with strong 

ethical principles and professionalism, human error was inevitable. For example, certain 

translations may have not been fully accurate. However, the researcher had a group of 

colleagues who studied in Haiti who were consulted when there was a question about 

accurate translations. The researcher also followed-up with participants of the study to 

ask further questions and for clarification when was necessary. In general, the 

researcher tried to minimize personal bias by referring to field notes, member checking, 

and consulting with nonparticipants who studied at the schools from which the sample 

for this study was taken.  



 

164 

Recommendations 

The purpose of this study was to obtain an in-depth analysis of the lived 

experiences of undergraduate students enrolled in agricultural programs in Haiti and the 

factors that influenced their satisfaction. Student satisfaction could be either positive or 

negative attitudes students have towards their institution (Aldemir & Gülcan 2004). The 

factors that influenced students’ satisfaction were explored from the perspectives of 

alumni, faculty, and current students. The findings from this study have the ability to 

inform how leaders in higher education in Haiti work strategically to strengthen the 

system. The following recommendations were developed using the findings from this 

study, literature on best practices, and the implications previously discussed to offer 

applicable steps for education leaders and researchers.  

Recommendations for Education Leaders 

A thorough revision of the curriculum at both schools is needed. Parr, Trexler, 

Khanna, and Battisti (2007) suggested that agricultural education should utilized applied 

learning, giving students numerous opportunities to connect what they are learning in 

the classroom to the field. Students conclusively stated that what they were learning in 

the classroom was disconnected from the realities of the agricultural sector in Haiti. A 

dated curriculum will do nothing to help prepare students to address issues in the field. 

Thus, it is recommended that a taskforce made up of Haitian leaders in agriculture and 

education, higher education leaders from high performing universities in the Caribbean 

and other parts of the world to conduct an external review of the programs and offer 

recommendations for moving forward. School leaders also need to benchmark against 

other agricultural programs outside of Haiti. Benchmarking will help school 
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administrators assess how they are doing compared other programs, especially in the 

Caribbean, and set goals for strengthening their own.  

The deans’ offices are recommended to take ownership of orienting new 

students. Neither of the schools had a formal orientation program for new students. 

Incoming students were left to mainly rely on older students for information and 

guidance. Studies have consistently shown that new student orientation programs can 

have a positive influence on student success and social learning (Barefoot, 2005; 

Mayhew, Vanderlinden, & Kim, 2010; Robinson, Burns, & Gaw, 1996; Upcraft & 

Farnsworth, 1984). Student orientation programs are foundational for many higher 

education institutions because they help students make important connections to the 

services the university provides that can support student success (Barefoot, 2005). The 

schools should be more intentional about how they welcome students on campus and 

provide the tools they will need for a positive transition.  

The schools are recommended to create a career planning service for students. 

While universities in the United States have been offering career services to students 

for decades and continue to evolve in how they provide career counseling (Dey & 

Cruzvergara, 2014), the students who participated in this study were not offered any 

career planning opportunities. The schools need to think more about how they are 

preparing students for life after graduation. A local career fair, where all of the students 

studying agronomy can attend, would a good way to start connecting students to the job 

market. Given the limited resources and the fact that many of the professors teach at 

two or more universities, this could be a good collaborative effort between the agronomy 

schools. It would also be helpful to connect more with alumni in order to create more 
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opportunities for students. An alumni database and association could add value for both 

institutions. Alumni shared they wanted to be connected with their alma mater, but the 

schools did almost nothing to engage past graduates. At the private school, the 

researcher had difficulties recruiting graduates because the administration had little 

knowledge of where students were and what they were doing. Both alumni and 

professors felt that this was a weakness of the school and recommended the 

administration create a database of graduates. Furthermore, establishing an alumni 

association would be strategic move for both schools. One key contributions of alumni 

groups is that they can help mentor undergraduate students as they transition out of 

college (Singer & Hughey, 2002).  

The schools are recommended to create training and development programs for 

their faculty and staff. Quality professional development for faculty and staff can 

increase the quality of the instruction and services they provide for students (Wallin & 

Smith, 2005). The trainings should focus on competence and developing people skills. 

The findings showed that students often had negative experiences with staff members 

who did not provide good customer service and/or were not properly trained to do the 

work they had been hired to do. Students also talked about having professors that 

belittled and cursed students in class. Professors should be expected to treat students 

with courtesy and respect. Thus, it is advised that a series of training and development 

modules are created to enhance human resources on both campuses. Ideas for 

trainings include: (1) engaging students in the classroom, (2) applying customer service 

models to student services, (3) curriculum design and facilitation, (4) student advising, 

(5) creative and innovative teaching strategies, and (6) incorporating technology into the 
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classroom. Additionally, faculty evaluations and observations should be conducted by 

the administration. Both schools have to ensure that they are hiring and retaining quality 

professors. There were numerous references to unqualified professors. Controlling for 

the quality of teaching at both schools will require that the administration utilize mindful 

student evaluations and critical classroom evaluations (Lakin, 2016). Students should 

know that their evaluations matter and how the results will be used in the future to make 

changes and improvements. A mentoring program for new faculty and a leadership 

development program for more senior faculty would also be useful for providing more 

support, training, and peer-to-peer evaluation for faculty and staff.  

Lastly, it is also recommended that both schools develop a plan for student 

leadership and involvement. Students, alumni, and professors, all shared that student 

activities were lacking on campus. Engaging students outside of the classroom through 

activities and leadership development can be instrumental in student development 

(Astin, 1993; Tinto, 1993; Webber et al., 2003). Colleges cannot afford to leave student 

development to happen by chance. Preparing students for the workforce and to be 

leaders in the field will require that the schools invest in student life initiatives. One 

possible way to do so is to partner with nonprofits who can offer co-curricular 

opportunities for students. The students from this study who were involved in an outside 

program that provided additional support and development, reported that their 

participation in the programs helped them be more successful. For example, students 

learned how to create a resume, leadership skills, English, and various computer 

programs. These were opportunities that were not offered at the university. This 

research finding further support the need to have more co-curricular programming for 
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students. Furthermore, the schools can encourage involvement and creating new 

student organizations as well as volunteering. Decreasing the number of classes that 

students are required to talk can free-up more time for students to engage in co-

curricular activities. 

Recommendations for Future Research 

This study described the experience of undergraduate students in agricultural 

programs in Haiti from the perspectives of current students, alumni, and faculty. Factors 

that influenced student satisfaction were also identified. However, more research is 

needed to better understand Haiti’s higher education system and discover ways to 

strengthen it. Thus, it is critical that more research is done on higher education in Haiti. 

Future research should examine the experiences of college students outside of Port-au-

Prince. While most of the country’s universities are concentrated in Port-au-Prince, 

there others in the country that were not included in this study. These perspectives 

would provide a more holistic understanding of higher education in the country. 

Furthermore, a quantitative study that measures student satisfaction could generate 

findings that are more generalizable compared to findings from this study. 

More research is needed at the secondary school level to understand what is 

being done to prepare students for college. While this study did not explore participants’ 

secondary education experiences, it came up several times in various contexts. For 

example, some students from rural communities discussed not being as prepared 

compared to students from Port-au-Prince. Students from Port-au-Prince talked about 

how students from rural communities often had more experiences with agriculture. 

However, a significant number of students at the schools were not from Port-au-Prince, 

especially at the public school. Other students also said that being at a school that 
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prepared them for the college application process and attending college was helpful. 

Thus, a comparative study that examines college preparation of students from urban 

cities and rural areas can further explain the gap between the two groups of students.   

An evaluation of the recruitment, hiring, onboarding, and training process of new 

faculty and staff is needed to better understand how schools ensure they are hiring 

skilled professionals. Both students and professors suggested that there were some 

professors who were not qualified to be teaching. Evaluating hiring processes could 

help universities develop better criteria for hiring new faculty and staff.  

Qualitative and quantitative studies that examine the experiences of college 

students in other fields of study. This study focused on students who were in agricultural 

programs. Students who are, for example, in economics, law, or medicine could have 

different experiences. Students from the agronomy school at the public university 

recognized they had more resources compared to students from other schools within 

the university. Also, the agronomy school does not share a campus with the other 18 

schools at the public university so their might be institutional and operational differences 

that influence student experience. At the private school, students shared they did not 

feel that their Dean was as supportive or accessible compared to deans from other 

schools at the university. Other studies could further contribute to the understanding of 

the collegiate experience in Haiti by selecting a different population.  

A campus climate survey that examines the strengths and weaknesses of 

diversity and inclusion on campus. This could help universities know which services 

they offer that are making a difference and which ones need to be amended or added. 

There were clear differences between male and female student experiences at the 
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public school. A campus climate survey can help identify other demographic of students 

who might be at risk. Universities could get insights on student profiles who tend to do 

well and those who struggle in order to have the proper and tailored intervention tactics 

in place for diverse student groups. Elliot and Healy (2001) found strong evidence to 

support that campus climate had a significant impact on student satisfaction. 

Finally, most of the undergraduate students had hopes of continuing with their 

education. This likely means they would be migrating to a different country for a 

graduate degree. While participants were satisfied with the fact that what that they could 

go to a different country and do well academically, more research is needed to identify 

the gaps in education of Haitian students continuing their education abroad. This could 

inform how Haitian universities best prepare their students to be competitive in the 

global market.  

Conclusion 

The findings of this study described the undergraduate student experience in 

Haiti and identified factors that negatively and positively influenced their satisfaction. 

Consistent with the current literature, universities in poor countries like Haiti have a 

number of challenges that influence their ability to provide a quality education for 

students. For the schools in Haiti, lack of funding, political influences, poor 

infrastructure, inability to provide sufficient hours of practice for students, inadequate 

student life and activities, poor student services, limited access to electricity and 

internet, and student demographics all influenced the student experience. From a 

practitioner perspective, this study suggested that university administrators: (1) invest in 

training faculty and staff, (2) encourage student activities and co-curricular 
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programming, (3) create a plan for career counseling for students, (4) engage alumni,  

and (5) initiate orientation program for new students.  
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Figure 5-1. Factors that Influence Undergraduate Haitian Student Experience  
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APPENDIX A 
LETTER OF INVITATION  
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APPENDIX B 
INFORMED CONSENT 

Informed Consent 

An In-depth Analysis of the Lived Experiences of Agricultural Undergraduate Students in 

Haiti 

Please read this form which describes the study in some detail. A member of the research team, 

Sky Georges, will describe this study to you and answer all of your questions.  Your participation 

is entirely voluntary.  If you choose to participate you can change your mind at any time and 

withdraw from the study.  You will not be penalized in any way or lose any benefits to which you 

would otherwise be entitled if you choose not to participate in this study or to withdraw.   

 

Purpose of the research study: 

The purpose of this study was to obtain an in-depth analysis of the lived experiences of 

undergraduate students enrolled in agricultural programs in Haiti. Specifically, this study 

explored the factors that influenced students’ satisfaction from the perspectives of alumni, 

faculty, and current students.  

 

What you will be asked to do in the study: 

You will be asked, in a prepared interview by a series of questions, to share information about 

undergraduate student experience in Haiti. You will be asked to answer the following types of 

questions: 

1. What do you think is the purpose of higher education? 

2. How would you describe your undergraduate experience? 

3. What is the university’s attitude towards students? 

4. What is the faculty’s attitude towards students? 

5. What, if anything, did the university do well?  

6. What, if anything, could the university have improved on?  

7. What were some resources, if any, did the university have in place to support students?  

8. What advice would you give university administrators to better support students? 

 

Time required: 

60 minutes 

 

Risks and Benefits: 

Minimal to no risk is involved. The study will offer no direct benefits to the participants. 

 

Compensation: 

There is no monetary compensation for participating in this research.  

 

Confidentiality: 

Your identity will be kept confidential to the extent provided by law. Your information will be 

assigned a pseudonym to protect your identity. The information gathered from the interview will 

be kept in a password-protected and encrypted computer by the co-investigator. All documents 
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will be destroyed when the study is completed and data have been analyzed. Your name will not 

be used in any report.  

 

Voluntary participation: 

Your participation in this study is completely voluntary. There is no penalty for not participating. 

 

Right to withdraw from the study: 

You have the right to withdraw from the study at anytime without consequence. 

 

Whom to contact if you have questions about the study: 

Sky Georges | Graduate Assistant, Agricultural Education & Communication 

Doctoral Student, Leadership Development  

University of Florida 

411 Rolfs Hall | 352.273.3425 | sgeorges@ufl.edu 

 

Nicole Stedman, Ph.D. | Professor, Agricultural Education and Communication 

Associate Department Chair and Undergraduate Coordinator 

University of Florida 

220 Rolfs Hall | 352-273-2585 | nstedman@ufl.edu 

 

Whom to contact about your rights as a research participant in the study: 

IRB02 Office, PO Box 112250, University of Florida, Gainesville, FL 32611-2250; phone 352-

392-0433. 

 

Agreement: 

I have read the procedure described above. I voluntarily agree to participate in the procedure and 

I have received a copy of this description. 
 

Participant: ____________________________________________ Date: __________________ 

 

Researcher: ____________________________________________ Date: __________________ 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

mailto:sgeorges@ufl.edu
mailto:nstedman@ufl.edu
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APPENDIX C 
INFORMED CONSENT FRENCH TRANSLATION 

Consentement Informé 

Une Analyse Approfondie des Expériences Vécues d'Étudiants En licence dans les 

programmes à Caractère Agricole à en Haïti 

 

S'il vous plait, lisez ce formulaire qui décrit l’étude avec certains détails. Un membre de l’équipe 

de recherche, Sky Georges, vous décrira l’étude et répondra à toutes vos questions. Votre 

participation est entièrement volontaire. Si vous décidez d’y participer, vous pouvez changer 

d’avis à tout moment et vous retirer de la session. Vous ne serez pénalisés en aucune façon ni ne 

perdrez aucuns avantages (allocations) auxquels vous auriez eu droit si vous vous voulez ne pas 

participer à cette étude ou si vous voulez vous retirer.  

 

But de cette étude : 

Le but de cette étude était d’obtenir une analyse approfondie des expériences vécues d’étudiants 

en licence inscrits dans les programmes à caractère agricole en Haïti. Plus précisément, cette 

étude a exploré les facteurs qui ont influencé la satisfaction des étudiants suites aux perspectives 

d’anciens étudiants, des membres de la faculté et des étudiants actuels. 

 

Ce que nous vous demanderons au cours de cette étude : 

Nous vous demanderons, à travers un entretien incluant une série de questions, de partager des 

informations sur votre expérience d’étudiant en licence en Haïti. Nous vous demanderons de 

répondre aux types de questions suivantes: 

1- Quel est votre opinion sur le but de l’enseignement supérieur? 

2- Comment décririez- vous votre expérience d’étudiant en licence? 

3- Quelle est l’attitude de l’université envers les étudiants? 

4- Quelle est l’attitude des membres de la faculté envers les étudiants? 

5- Dans la mesure du possible, qu’est-ce que l’université a réussi à bien faire? 

6- Dans la mesure du possible, quelles améliorations que pourrait apporter l’université? 

7- Quelles sont les ressources, si elles existent, que l’université a mis en place afin de 

supporter les étudiants? 

8- Que conseillerez-vous aux administrateurs de l’université afin qu’ils puissent mieux 

supporter les étudiants? 

 

Temps requis: 

60 minutes 

 

Risques et Bénéfices: 

Vous ne courrez aucun risque, s’il existe, il est tout à fait minime. L'étude n'offrira aucun 

avantages(allocations) directs aux participants. 

 

Compensation: 

Il n’y a aucune compensation monétaire associée a votre participation à cette étude. 
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Confidentialité: 

 

Votre identité sera gardée de manière confidentielle, sur la base des mesures fournies 

conformément a la loi. Vos informations seront assignées à un pseudonyme afin de protéger 

votre identité. Les informations rassemblées au cours de l’entretien seront gardées dans un 

ordinateur crypté et protégé par un mot de passe par l’investigateur. Tous les documents seront 

détruits une fois que l’étude sera complète et que les données seront analysées. Votre nom ne 

sera utilisé dans aucun rapport. 

 

Participation volontaire: 

Votre participation à cette étude est complètement volontaire. Il n'y a aucune pénalité à ne pas y 

participer. 

 

Droit de vous retirer de l’étude: 

Vous avez le droit de vous retirer de l’étude à n’importe quel moment, et cela, sans conséquence.  

 

Les personnes à contacter si vous avez des questions au sujet de l’étude:  

Sky Georges | Graduate Assistant, Agricultural Education & Communication 

Doctoral Student, Leadership Development  

University of Florida 

411 Rolfs Hall | 352.273.3425 | sgeorges@ufl.edu 

 

Nicole Stedman, Ph.D. | Professor, Agricultural Education and Communication 

Associate Department Chair and Undergraduate Coordinator 

University of Florida 

220 Rolfs Hall | 352-273-2585 | nstedman@ufl.edu 

 

L’institution à contacter à propos de vos droits en tant que participant à cette étude: 

IRB02 Office, PO Box 112250, University of Florida, Gainesville, FL 32611-2250; phone 352-

392-0433. 

 

Accord: 

J’ai lu les procédures décrites ci-dessus. J’accepte de participer volontairement à l’étude et j’ai 

reçu une copie de cette description 
 

Participant: ____________________________________________ Date: __________________ 

 

Chercheur: ____________________________________________ Date: __________________ 

 
 
 
 
 

 
 

 

mailto:sgeorges@ufl.edu
mailto:nstedman@ufl.edu
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APPENDIX D 
INFORMED CONSENT BACK TRANSLATION 

Informed consent 

A Comprehensive Analysis of the Experiences of Undergraduate Students in Agricultural 

Programs in Haiti 

 

Please read this form which describes the study with some details. A member of the research 

team, Sky Georges, will describe the study and answer all your questions. Your participation is 

completely voluntary. If you decide to participate, you may change your mind at any time and 

withdraw from the session. You will not be penalized in any way or lose any benefits 

(allowance) to which you would have been entitled if you do not wish to participate in this study 

or if you want to withdraw.  

 

Purpose of this study: 

The purpose of this study was to obtain an in-depth analysis of the experiences of students 

enrolled in agricultural programs in Haiti. More specifically, this study explored the factors that 

influenced the students’ satisfaction following the perspectives of former students, faculty 

members and current students. 

 

What we will ask you in this study: 

We will ask you, through an interview including a series of questions, to share information about 

your experience as an undergraduate student in Haiti. We will ask you to answer the following 

types of questions: 

1- What is your opinion about the purpose of higher education? 

2- How would you describe your undergraduate experience? 

3- What is the attitude of the university towards students? 

4- What is the attitude of the members of the faculty towards the students? 

5- Whenever possible, what did the university do well? 

6- Where possible, what improvements could the university make? 

7- What resources, if any, have the university put in place to support students? 

8- What will you advise university administrators to support students better? 

 

Required time: 

60 minutes 

 

Risks and Benefits: 

You will run no risk, if there is, it is quite minimal. The study will offer no direct benefit 

(allowance) to participants. 

 

Compensation : 

There is no monetary compensation associated with your participation in this study. 

 

Confidentiality : 

Your identity will be kept confidential, based on the measures provided in accordance with the 

law. Your information will be assigned to a pseudonym to protect your identity. The information 

gathered during the interview will be kept in an encrypted computer and protected by a password 
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by the investigator. All documents will be destroyed once the study is complete and the data will 

be analyzed. Your name will not be used in any report. 

Voluntary participation: 

Your participation in this study is completely voluntary. There is no penalty for not participating. 

 

Right to withdraw from the study: 

You have the right to withdraw from the study at any time, and without any consequence.  

 

The people to contact if you have any questions about the study: 

Sky Georges | Graduate Assistant, Agricultural Education & Communication 

Doctoral Student, Leadership Development  

University of Florida 

411 Rolfs Hall | 352.273.3425 | sgeorges@ufl.edu 

 

Nicole Stedman, Ph.D. | Professor, Agricultural Education and Communication 

Associate Department Chair and Undergraduate Coordinator 

University of Florida 

220 Rolfs Hall | 352-273-2585 | nstedman@ufl.edu 

 

The institution to contact about your rights as a participant in this study: 

IRB02 Office, PO Box 112250, University of Florida, Gainesville, FL 32611-2250; phone 352-

392-0433. 

 

Agreement: 

I have read the procedures outlined above. I agree to participate voluntarily in the study and I 

have received a copy of this description 
 

Participant: ____________________________________________ Date: __________________ 

 

Researcher: ____________________________________________ Date: __________________ 
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APPENDIX E 
SOLICITATION EMAIL 
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APPENDIX F 
STUDENT INTERVIEW QUESTIONS 

Student Questions: 
1. Please tell me a little bit about yourself. What year are you? What do you study? 

Etc.  
2. What do you think is the purpose of higher education?  
3. What is your attitude towards the Haitian higher education system? How familiar 

are you with it? 
4. What motivated you to go to college? What motivates you to stay? 
5. How would you describe your experience at the university?  
6. How would you describe the university’s attitude towards students?  
7. What do you think is the faculty’s attitude towards students?  
8. Please describe your relationship with faculty.  
9. What do you expect from the university?  
10. Do you think the university has met your expectations?  
11. What are some of the challenges, if any, have you experienced as an 

undergraduate student?  
12. What has helped or hindered your success as a student?  
13. What are some resources, if any, the university has to support students?  
14. Can you talk about whether or not you’ve felt supported as a student at the 

university?  
15. What, if anything, has the university done well? What are you satisfied about?  
16. What, if anything, can the university improve on? What are not satisfied with?  
17. Can you talk about whether or not the university has helped you grow as a 

person? 
18. What are some factors not directly related to the university that have influenced 

whether or not you’re satisfied as a student? 
19. What is your living situation? What is your personal support network like? 
20. What advice would you give university administrators to better support students?  
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APPENDIX G 
FACULTY INTERVIEW QUESTIONS 

Faculty Questions: 
1. Please tell me a little bit about yourself.  
2. What do you think is the purpose of higher education?  
3. What is your attitude towards the Haitian higher education system? How familiar 

are you with it? 
4. What do you think motivates students to come to the university? What motivates 

them to stay?  
5. What do you think students expect from the university? 
6. What are some challenges to do you think students face at the university?  
7. What do you think is the university’s attitude towards students? 
8. How would you describe the typical student experience at the university?  
9. Can you talk about whether or not the university encourages faculty-student 

relationships?  
10. How would you describe your relationship with your students? 
11. What is your attitude towards Student satisfaction and dissatisfaction?  
12. How would you describe the general faculty’s attitude towards student 

satisfaction? 
13. What are some factors do you think contribute to student satisfaction?  
14. What factors contribute to student dissatisfaction?  
15. Can you talk about whether or not you believe students are satisfied with their 

experience at the university?  
16. Can you talk about whether or not you believe student satisfaction is important?  
17. What is your attitude towards student growth and development?  
18. What has the university done to support students?  
19. What can the university do better to help students be successful?  
20. What advice would you give university administrators to better support students?  
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APPENDIX H 
ALUMNI INTERVIEW QUESTIONS 

Alumni Questions: 
1. Please tell me a little bit about yourself. Where did you study? What did you 

study? What do you do now? Etc.  

2. What do you think is the purpose of higher education? 

3. What is your attitude towards the Haitian higher education system?  

4. What motivated you to attend college?  

5. What motivated you to stay and finish? 

6. How would you describe your undergraduate experience? 

7. What was the university’s attitude towards students? 

8. What was the faculty’s attitude towards students? 

9. How would you describe your relationship with faculty during your time at the 

university? 

10. What were some of the challenges, if any, that you experienced as an 

undergraduate student? 

11. What were some resources, if any, did the university have in place to support 

students?  

12. What, if anything, did the university do well? What were you satisfied with?  

13. What, if anything, could the university have improved on? What were you not 

satisfied with? 

14. What were some factors not directly related to the university that influenced 

whether or not you were satisfied as a student? 

15. Can you talk about whether or not the university helped you develop and grow as 

a person? 

16. Have you been in the direct contact with the university since graduating? 

17. Can you talk about whether or not you feel that your university prepared you for 

life after graduation? 

18. Can you talk about whether or not you feel that you learned the necessary skills 

needed to be successful in your current work? 

19. What, if anything, do you believe would have been helpful to have learned at the 

university? 

20. What advice would you give university administrators to better support students?  
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APPENDIX I 
SAMPLE INTERVIEW TRANSCRIPTIONS 

Interviewer:  This is participant 29. Ok, so pou’n kòmanse, eske ou ka fè yon ti pale 
de kimoun ou ye, ki bò ou te etudye, kilè’w te fini, sa’w te etudye e kisa wa’p fè 
kounye a? 
Participant: Bon, mwen se Wilgense Noel. Mwen se ingenieur agwonòm. Mwen te 
edudye a l’université [UNIVERSITY]. E nòmalman, mwen fini etud mwen an Novanm 
2011, menm m’tarive fè soutnans mémoire de fin d’étude mwen en Aout 2013. E …aprè, 
mwen te travay avèk  Nation Unis, mwen te gen chans mwen t’al fè yon staj Ozetazini 
tou. Epui, mwen vin fè yon Master. Se yon pòs Master, yon advance Master en France. 
E kounye a m’ap travay antan ke anseyan à  l’université [UNIVERSITY], e anseyan tou 
nan université leta, men se université an rejyon yo, Universite Public du Centre. E mwen 
travay tou nan domèn konsiltasyon.  
Interviewer: Hum. Oke. E nan kisa’w te fè metriz ou? 
Participant: Mwen fè metriz mwen nan jormatique. 
Interviewer: Jormatik, Oke. Daprè oumenm kisa’w panse ki bi oubyen objektif 
edikasyon siperyè a? 
Participant: Mwen panse ke edikasyon siperyè a li genyen pou but li se konstri des 
pwofesyonèl de demain c’est-à- dire  kote que y’ap mete moun sou mache travay l. E, 
nan mache d’travay, non seulement pou grande enterprise et aussi pou moun k’aprale 
nan domaine recherche pou al travay  nan kesyon e…surtout innovation epwi pote repons 
avèk des pwoblèm! 
Interviewer: Eske’w panse systèm edikasyon superieur ayisyen an atenn avèk bu, 
objektif sa yo? 
Participant: Bon, jusqu’a maintenant se…li ankò yon kesyon an Ayiti. Kesyon but 
prensipal menm edikasyon superieur lan paske eske ‘l reponn avèk objektif oubten vrè 
misyon li, paske nou gen yon pwoblèm de resous ? Kote ke mwayen yo  vrèman limite 
nan université yo. E menm etudyan yo pafwa genyen des  trucs ki bazik ke yo pa ka gen 
mwayen nòmalman pou yo gen aksè ak yo. E sa’k fè tou pafwa objektif la un peu 
contourné.  
Interviewer: Kisa kite motive’w pou’w te ale  nan fakilte agwonomi  [UNIVERSITY]? 
Participant: Bon, mwen genyen plusieurs bagay ki te motive mwen pou mwen t’al etudye 
agwonomi : Premye bagay la mwen te vle ale pou’m te pote yon vrè repons avèk moun 
k’ap viv nan mond rural la ki nètman oublié, oubyen ki jwenn yo deprave, sans espoir. 
Paske yo vrèman bliye yo un peu. E mwen te ale tou jus mwen menm, pou mwen menm 
pèsonèlman pou’m te gen yon karyè surtout recherche nan domèn agriculture, nan 
domèn question anviwonman. E jounen jodiya e…voila n’ap swiv pakou la, men à  vrai 
dire… objektif yo poko fin atenn a san pou san.  
Interviewer: E… lè’w te nan fakilte an, kisa k’ te motive’w pou’w kontinye, pou’w 
fini, pou’w renmèt memwa’w, tout sa? 
Participant: Bon, motivasyon an kisa’l ye se nòmalman prepare nou an konsekans, non 
seulement pou’m ede moun sa yo ki nan bezwen e konsa tou pou’m pote kolaborasyon 
mwen avèk moun k’ap vini aprè’m yo, surtout nan kesyon education superieure a. E se 
sa’k fè mwen te wè’l vrèman enpòtan po mwen te , non seulement fin fè program 
bachelor’s degree a, epwi pou’m ta’l fè yon post-master ke’m t’aksepte ladan’l en France.   
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Interviewer: Eske… sa’w ka panse de premye jou ou fè [UNIVERSITY]  pou jiske ou  
fini avèk kou yo menm nan pwosesis memwa a, kijan’w te ka dekri eskperyans ke’w 
te fè nan fakilte a? 
Participant : Bon, eksperyans la…lè nou konnen nou fini lekòl klasik, avèk université se 
deux mondes differents. Pwoblèm ki te genyen se kesyon entegrasyon an, jan tranzisyon 
an te fèt la, li pa’t yon bagay ki te vrèman fasil. Men avèk le temps nou te arive adapte 
nou avèk circonstance lan. Epwi, tan nou te viv anwo an, se yon kesyon de service. Kòm 
mwen te pale sou sa déjà, se service parceque service nou ta dwe jwenn antan ke 
etudyan, nou pa’t rive jwenn yo. E jusqu'à maintenant gen yon problèm de responsab des 
carrières. Soit pou planifikasyon staj en entreprise,  staj eksplwatasyon kote pou timoun 
yo ale nan chan an menm, pou y’al fè yon mwa surtout nan twazyèm kwadrimès ane a 
oubyen nan dezyèm kwadrimès la pou y’al fè yon mwa, de mwa  nan des fermes 
eksetera, pou yo  viv reyalite yo ta’p viv nan sal e klas la, pa genyen’l.  E menm kesyon 
staj enstitisyonèl la tou kote ke pou etudyan yo al fè tranzisyon avèk mache travay la sitou 
lè yo pra’l fini, pa genyen’l  jiskamentenan. La, fòmasyon an gen yon gran vid ladan’l e 
m’te viktim de tout sa yo.  
Interviewer : E, eske ou se moun Pòtoprens oubyen eske’w te soti yon lòt kote 
pou’w te vin nan fakilte ?  
Participant: Mwen menm se moun Gonayiv.  
Interviewer: Oke, sa vledi  ou te kite Gonayiv pou’w antre PauP. Ou di konsa 
tranzisyon an pa’t fasil, ki faktè nan tranzisyon an kite difisil pou ou ? 
Participant: Premye facteur a se kite lakay ou, ou kite tout zanmi’w, tout fanmi’w pou’w 
vini nan yon zòn kote ke ou pra’l kontrwi yon kapital sosyal, ou poko genyen moun. Sa, 
lè ou vini ou vrèman pou’w adapte’w. E avèk rapidite ki genyen nan kou yo…paske lekòl 
klasik ou ka vini epwi pwofesè a fè yon chapit oubyen mwens ke yon chapit, men nan 
inivèsite a pwofesè a vini li ka fè plis ke yon chapit, li gentan pale sou yon tematik li fini 
avèl, lòt kou se yon lòt tematik. E lè’w genyen 8 cours konsa, 24 kredi, li parèt un peu 
lourd. Voila,  tout bagay sa yo, epwi mòd de vi Pòtoprens diferan avèk mòd de vi Gonayiv. 
Tout bagay sa yo  te mete des barrières ou encore des obstacles.  
Interviewer: E ki kalite de service ke ou pa’t jwen ke ou te panse kite nécessaire 
pou oumenm nan fakilte a ? 
Participant: Service kite vrèman enpòtan e  jiskamentenan ki enpòtan etudyan an ta dwe 
genyen se  staj  nan eksplwatasyon agrikòl yo, epwi staj enstitisyonèl la. Li enkontounab 
paske lè timoun nan fini pa gen anyen ki si la’p jwenn master touswit. Men, omwen fò’l 
gen yon konpreyansyon de mache travay la, omwen pou’l ka defann e kontrwi vi’l 
annatandan ke l’ap swiv objektif li. Sa vrèman yon gwo problèm kote ke yo pa fòme 
etudyan an vre pou l’al entegre antrepriz yo oubyen pou l’ale nan recherche eksetera,  li 
manke konnen reyalite teren an.  
Interviewer : E kijan’w te ka dekri atitude inivèsite a oubyen fakilte a te gen anvè 
etudyan yo ? 
Participant: Bon, atitude la mwen m’wè’l  li senp, si m’ap eksplike’l : se jus ou vin pran ti 
kou’w, ou bat ou reyisi ti kou’w epwi w’ale, anyen ankò ! Se konsa’l te ye. E se konsa li 
toujou ye. Mwen m’se pwofesè tou.  
Interviewer: E pwofesè yo, ki atitid pwofesè yo te gen anvè etudyan yo? 
Participant: Bon, pwofesè yo jeneralman yo konn gen volonte, m’pa vle di tout. Yo konn 
gen volonte nòmalman pou yo fè des choses ki beaucoup plus solides. Voire des choses 
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kote ke ki reponn avèk sistèm entènasyonal la. Men, parfois se problèm mwayen. Pa 
egzanp, mwen menm pèsonèlman antan ke pwofesè pandan m’ka ap fè kou m’telegide 
leson an  e m’ap sengseng li. Se yon kou nòmalman, se la haute technologie en 
agriculture : Ou pra’l pale de agriculture de précision, ou pra’l pale de yon bann bagay 
eksetera, quelques mesures  à distance,  calcul à distance  eksetera. Nan yon kou konsa 
ou tande ou gen problèm koneksyon d’internet, oubyen etudyan  yo pa gen koneksyon 
d’internet. Se pigwo baryè, oubyen swa oumenm pwofesè ou gen koneksyon d’internet 
poutèt pa’w, etudyan yo genyen’l, sèlman se gade y’ap gade avè’w men  yo pa’p ka fè sa 
ou fè a. Tout sa yo kreye des obstak. Pwofesè a ka gen volonte menli pakapab avanse. 
Interviewer: E oumenm pèsonèlman, ki relasyon, kijan’w te ka dekri relasyon’w 
ansanm avèk pwofesè pa’w yo ? 
Participant: Bon, antan ke pwofesè nou pa gen yon relasyon ki trè sere paske plis ke 90 
% pwofesè ki nan fakilte a se pwofesè vacataire  yo ye. Se moun ki vin bay kou, yo fin 
bay kou y’ale.  Pa gen kòb vre pou’w ta mete yo pwofesè a plein temps. Se tout bagay 
sa yo ki kreye andikap nan fonksyonman fakilte yo an Ayiti. Pwiske pa gen kòb, pa gen 
yon  kantite  pwofesè  a plein temps, oubyen anseyan a plein temps,  oubyen yon kantite 
de konseye nòmalman ki la, ki pou ap swiv, non sèlman temet devwa eudyan ap renmèt 
po yo ta li, pou yo pouswiv metodoloji eksetera, des trucs eksetera . Donk, pou ki fè des 
obligasyon avèk etudyan yo, oubyen fè des commentaires oubyen des suggestions nan 
travay y’ap fè, manke gen bagay sa yo an Ayiti. E se yonn nan bagay ki kreye pi gwo 
andikap. E menm pwofesè ak pwofesè tou manke gen yon lyen sere paske chak moun 
gen orè yo, yo vin travay nan orè yo, epwi y’ale. Se yon fwa nan ane a oubyen de fwa 
kapab gen rankont avèk pwofesè yo, jis pou pale oubyen pou pale plenyen eksetera men  
par conséquent se chanje bagay yo pra’l chanje. 
Interviewer: Eske’w panse relasyon oumenm ou te genyen pèsonèl ansanm avèk 
pwofesè yo te ede’w reyisi nan fakilte a ? 
Participant: Bon, te genyen des pwofesè ki te vrèman parèt un peu konsilyan, kite 
konprann, epwi tou kite travay anpil nan metodoloji, koman y’ap dispanse kou yo pou te 
pèmèt nou arive byen asimile nosyon yo e de fason rapid. Men gen sa tou, yo te jis fè li 
jis pou yo di yo  fè kou [UNIVERSITY] a,  donk eksetera men ou pa wè motivasyon an 
lakay pwofesè a en somme. Oubyen pwofesè a vini : ‘’je ne suis pas payé pour ça… !‘’ 
Voila, m’vini mwen fé yon bagay konsa, konsa. Epwi aprè y’ale, eksetera. En réalité, en 
terme de relasyon sere, gen sa nou te gen bon relasyon, e gen sa ki toujou bon zanmi’m 
jusqu'à maintenant.  E gen sa m’entegre ekip yo jusqu'à maintenant. Men, Konsa tou gen 
sa ki pa konnen okenn etudyan, ki pa saj petèt de fason naturel.  
Interviewer: Ki kalite de challenge oubyen defi ke oumenm ou te fè fas ansanm avè 
yo lè’w te nan fakilte a kite enfliyanse eksperyans ou ? 
Participant: Pi gwo challenge lan sete sèvis. Pa’t gen sèvis à tous les niveaux ! M pa 
bezwen site se à tous les niveaux pa’t gen sèvis paske m’ fè tout pakou’m nan fakilte, a 
menm yon staj mwen pa’t genyen. Menm yon jou yo  pa’t di’m  al fè  yon mwa, fè 5 an, 
yon mwa ale nan  yon antrepriz pou mwen fè yon ti eksperyans tèren an. Pa’t gen bagay 
konsa. Se mwen menm, lè’m fini ki chèche fòmasyon adisyonèl pou al konble vid mwen 
à  l’université Laval Canada. Aprè’m vin vini  m’postule pou bagay États-Unis se mwen 
k’ale nan tèren e sitou nan machinery, mekanizasyon agrikòl eksetera , se Etats-Unis 
m’al fè fas a yon bann bagay eksetera nan mobilite etudyan. Epwi aprè se mwen ki 
chèche lòt opòtinite, Nasyonzini oubyen lòt institution ki travay nan asenisman ekolojik, 
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oubyen nan agriculture, eksetera pou’m avanse. Jeneralman inivèsite a pa kreye pon an, 
e ki se wòl li nòmalman  pou’l kreye pon an. E si’w ta mande universite [UNIVERSITY]  
aktyèlman, sitou fakilte agwonomi mwen ap tavay ladan’l e m’ sot ladan’l tou,ou ta 
mande’l “konbyen etudyan li mete deyò?”  Petèt li ka menm difisil poul di’w di konbyen li 
mete deyò! “konbyen ka’p travay?” Li pa konnen konbyen ka’p travay ! « Konbyen ki nan 
peryòd de tranzisyon sou mache travay la ?» , li pa konnen. Sans doute yo pa genyen 
done sa yo. Epwi aletranje w’ap wè kit Laval, kit Anfrans eksetera, menm moun Etats-
Unis ap mande’w kisa w’ap fè. Yo bezwen done konbyen kòb ou touche a, ou rantre pa 
ane, eksetera. Pou’w ka di men konbyen moun ou met deyò. Men kisa y’ap fè sou mache 
travay la. Men tandans, en terme de rantre anyèl, men konman’l ye  eksetera. La pa gen 
bagay a.  
Interviewer: Ki kalite de resous ke fakilte an te mete an plas pou te sipòte etudyan 
yo?   
Participant: E… Resous ? La, se preske m’te ka di c’est le néant ! Ou ka wè pou kou ka 
fèt ou gen yon retro pojecteur, ou gen sal laboratwa, pa gen yon projecteur ki enstale 
ladan’l, donk, eksetera,  oubyen odinateur yo vini… tankou w’ap fèkou sa yo si se nan 
telerefleksyon epwi  SIG.  Sa yo mande yon external oubyen yo mande yon memwa, 
ordinateur ki gen yon tera, de tera, oubyen yon…eksetera, de grande kapasite. Enbyen, 
w’ap gade se ti bagay 500 mega, pa 500 mega non, 500…mwens ke 1 Giga kòm memwa. 
E,  gen sa w’ap wè se ti bagay yo te fè subvansyon, eksetera, eksetera. Se bagay moun 
aprann Word avèk Excel, nou pa ka fè anyan de syantifik ladan’l  vre.  Paske gen anpil 
done,  menm yon bann kalkil statistik, statistik spasyal, w’ap travay sou kesyon 
modelizasyon, yon bann bagay. Ou pa’p ka fè yo vre sou yo. 
Interviewer: Kivledi konsa resous ki genyen yo,  yo pa…? 
Participant: Nan sans m’vle di a li se yon kesyon mank de volonte ki nan bagay yo. Pa 
egzanp, si’m pran yon kou  agwoklimatoloji. M’pral fè yon kou agwoklimatoloji ou pra’l 
pale’m de pluviométrie, ou pale de thermomètre, de température, ou pra’l pale’m de 
Ensolasyon ekstera, de humidité de l’air, humidité du sol. Epwi, ou pa gen okenn kesyon, 
ou pa genyen lunettes, ou pa genyen thermomètre, ou pa genyen pluviomètre, ou pa gen 
anyan ditou eksetera poukou a menm pou  etidyan yo al fè  lecture, al bagay,  pou y’al 
sou tèren, eksetera. Tout sa w’ap pale de yo, eksetera, eksetera, al pran yo . Sa se 
neglijan, Etats-Unis, Canada, m’wè gen anpil ladan yo, yo pa chè. Se bagay antre 5 a 10 
dola w’ap jwenn yon bann ti bagay  ladan yo. Plen yon malèt vini la… 
Interviewer: Kisa’w panse fakilte a te byen fè, kisa’w te satisfè ansanm avèk li?   
Participant: Bon, en terme de bagaj, surout, aspè theorique,li reponn avèk kesyon sa. 
Lè’w rive w’ap pale e lòt moun ap pale,ou pa anba echèl la. Ou vrèman gen yon bon nivo. 
E lè’w pale tou  moun tande’w eksetera,  w’al nan echanj, w’al nan kesyon fòmasyon 
aletranje. Men, pafwa se aspè pratik la ki bloke nou paske mwen gen pwoblèm materyèl, 
ekipman.  Avèk pafwa nou fè fas a reyalite moun  ap viv la , paske aprè tout bagay fini 
lekòl la , genyen reyalite tèren an. Sa ‘wap viv lekòl la pa fòseman se reyalite teren an 
sa. Konye a la pon sa yo pa kreye’l. Pou di se vre men konman sa ye men dans la réalité  
se sa’l ye. E si’n ta pran yon egzanp : nan yon kojeksyon d’projè ou di tout bagay, men 
konbyen eksetera, bay depans pa egzanp pou lojman, espas e bagay…men konbyen 
pou sa  evalye. Men nan reyalite an  se pa sa’l ye vre : jeneralman resouzimèn, machin, 
kay fin pran tout lajan pwojè a. Benefisyè yo gen yon ti pousyè ki tonbe pou yo. C’est -à 
- dire la si moun nan rete an bagay ki nan sal la, ou ka wè gen nèg ki fini kip a janm fè 
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eksperyans epi ya’p fè gwo diskisyon avèk lòt nèg paske yo pa vrèman konn reyalite 
tèren an. Tout sa yo antre an liy de compte. Tranzisyon an pa fèt, pon an pa fèt.   
Interviewer: Ki lòt faktè ke ou panse ou te satisfè ansanm avèk yo lè’w te nan fakilte 
a, ki lòt bagay ou panse fakilte a te byen fè oubyen  inivèsite a an jeneral ? 
Participant: Bon, lòt kesyon mwen menm fakilte a genyen ki vrèman yon aspè ki vrèman 
louwab : kesyon jesyon baz de done yo. Yo gen yon baz de done  ki un peu solid menm 
si gen ti pwoblèm pou enskri an liy, gen dout juska maintenant.  Men ya’p fè efò pa rapò 
a lòt inivèsite ki sou teren an. Pa gen afè nòt ou pra’l pèdu, oubyen ou pa jwenn nòt ou, 
oubyen  tranblemandetè te pase epi tout nòt te pèdu, pa gen bagay konsa. Yo gen yon 
sistèm…, eksetera. Epi yo rale nòt ou san pwoblèm. Sa ou pa gen  gwo sousi ladan’l, ou 
pra’l  kreye plizyè fwa, eksektera, eksektera. E lòt bagay ankò, tout pwofesè ki te fè kou 
pou mwen yo, yo se moun de caractère. Se pa moun ki pra’l nan fè kado nòt oubyen ki 
al nan konpromi, eksektera. En terme de prestij jiskamentenan m’pa gen anyen pou’m 
repwoche. Men pi gwo problèm nan se problèm resous.  
Interviewer: E ki faktè ou pa’t satisfè ansanm avèk yo, kisa’w panse fakilte a ta dwe 
amelyore oubyen  inivèsite a an jeneral ta dwe amelyore ? 
Participant: Gen plizyè e, nòmalman aspè nan reyinyon pwofesè, pwofesè-anseyan, nou 
toujou pale autour de problèm sa. Se problèm nòmalman, mete nan fakilte a pou’l depase 
yon nivo lisans oubyen yon nivo …19 : 00 pou nou voye’l nòmalman nan nivo Master 
2… 19 :06  aprè 5 ane d’etude, ou tou gen yon Master 2 avèk diplòm d’ingenieur –
agronòme pou rann fòmasyon an beaucoup plus solide avec l’ordre des cours nòmalman 
ki prale…des cours complémentaires men k’ap vin bay etudyan an sa yo rele posture 
d’ingénieur.  Se sou sa actuel doyen an ap travay, eksetera. Men li konmanse pase men 
anpil nan cheminman an.  
Interviewer: ESke te gen facteur ki pa’t gen rapò ansanm ak fakilte a,  ki te 
enfliyanse eksperyans ou a satisfaksyon’w nan fakilte a ? 
Participant: E… pa genyen gwo problèm nan sans sa. Nou gen yon ekip kite un peu 
solid. Paske , nou konnen klè tou fakilte en soi  pa’t ka ba ou menm 30% nan sa’l ta dwe 
ba ou, gen sa yo rele efò pèsonèl. Nou menm nou te yon gwoup kise boursier HELP 
(Haitian Education Leadership Program). Ebyen nou menm nou genyen yon kesyon 
mwayen  pou nou. Tout peryòd nou, no te gen aksè a l’internet. Kesyon recherche, 
pwofesè a ka rive la, nou menm nou chwazi nou ale pi lwen ke pwofesè a. E avèk ekip 
tankou, mwen menm, Ronel,  Rovnel eksetera. La, nou toujou  pi devan menm ke 
pwofesè a lè la’p fè kou a. E nou près  pou eskplike menm tout sa’l ta genyen pou’l di 
eksektera nan kesyon kou a. La, mwen menm mwen pa’t viktim twòp nan kesyon 
enfòmasyon, sa’m ta dwe konnen, eksektera. Men pigwo problèm sete pratik.  
Interviewer: Eske’w panse eksperyans ou fè nan fakilte a te ede’w devlope karaktè 
ou kòm yon sitwayen, kòm yon agwonòm, ede’w devlope sosyalman, 
entelektyèlman, emosyonèl? 
Participant: Bon, nòmalman e…connaissant  [UNIVERSITY], [UNIVERSITY]  pa ba  ou 
posiblite pou’w devlope aspè leadership oubyen pou ale nan  ran sosyal. Paske pifò moun 
jan’m te di’l, se ti kou yo yo vin pran. Epi yo travay anpil, pa dòmi, kraze, lire anpil pou 
reyisi kou yo. Epwi aprè se fini. Men pa genyen pa egzanp jounen syantifik pou fakilte,  
pagen bagay konsa. Premye Me ka pase epi pa gen anyen ki fèt. Fèt travay, pa gen 
anyen ditou, eksektera, pa gen anyen, anyen, anyen. Men mwen menm, sa 
[UNIVERSITY] bay se aspè pwofesyonèl la. Plis yo pale’w men kisa yon agwonòm  ye, 
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men kisa ou genyen pou’w fè, men misyon’w, eksetera, eksetera, eksetera. Men sa’w 
dwe konnen, eksektera. Men kesyon Ayiti, men kisa la’p tann nan men’w, Ayiti, eksektera, 
eksektera. Men konman sa ye nan komite entènasyonal. Yo eksplike’w, ou konn tout 
bagay sa yo ou byen avize. Men aspè leadership, eksektera. Vrèman, nòmalman ou 
travay sou sa  yo rele devlopman pèsonèl la, se plis nan HELP m’te jwenn li.  Te gen kou 
leadership, gen Anglè, anpil lòt kou extra-scolaire yo bay nan HELP  ki te konplete 
fòmasyon’m nan sans sa. 

 

Interviewer: Eske’w toujou an kontak ansanm avèk Qusiqueya? 
Participant: Wi, nou an kontak. Nou pale eksektera, planifye pou kou, eksektera ak lòt 
bagay.  
Interviewer: Men, eske’w an kontak kòm yon  ansyen eidyan oubyen dèske’w fè 
kou la ou an kontak? 
Participant: Se plis à titre d’enseignant.  
Interviewer: Eske’w pane eksperyans ou te fè nan fakilte a  te prepare’w pou vi’w 
aprè diplòm nan ?  
Participant: E… eksperyans mwen te fè nan fakilte a, li pa’t sifi pou yon moun al gen yon 
karyè pwofesyonèl ki tough , ki solid. Fòk moun nan te gen lòt fòmasyon an paralèl 
oubyen li te gen ankadreman yon lòt enstitisyon. Paske fakilte a oubyen inivèsite a te gen 
lòt travay ke’l  te dwe fè li pa fè. Se pa rezume sèlman avèk kesyon kou an sèlman. Ou 
di etudyan vin nan kou epwi apre kou an tout bagay fini, eksektera. Se anba yon ideyoloji 
konsa’l ye men pa gen planifikasyon, jan’m di’l,  kesyon done syantifik, ekspoze intèvenan 
ap vin fè ekspozisyon, ap vin pataje ide.  Pagen bagay konsa. Tout moun ap degaje yo 
pou yo fin pran kou a, swa pou y’al fè yon metriz oubyen pou y’al entegre yon lòt 
enstitisyon, oubyen yon lòt enstitisyon peye pou yo vin etidye ; lòt enstitisyon ki peye pou 
yo a yo menm ki  fè rès travay la. Pafwa ou ka wè si etidyan an pa nan okenn enstitisyon 
tou, si li pa gen moun pa’l, li difisil pou’l entegre’l nan mache travay la. Men si’l gen wòp 
mwayen’l, staj li si’l gen yo moun, eksetera, epi li entegre’l nan mache travay la. Li  vin 
konpran reyalite a. Men, inivèsite a en soi, gen anpil travay li pa fè pa rapò a inivèsite 
etranjè yo, eksetera, tout apò, tout kontribisyon yo, tout pote nan vi etidyan an.  
Interviewer: E an jeneral, Ki atitid ou anvè systèm edikasyon superieur ayisyen an? 
Participant: E, atitid yo…pafwa ou ka pran  moun nan, li nan sistèm nan… 
Interviewer: Men, ki atitud ou, atitud pa’w anvè systèm nan? 
Participant: Han ! Atitid pa’m anvè systèm nan? M’kapab di se yon systèm ki ta dwe 
pase nan sa  yo rele revizyon . Yo ta dwe revize sistèm nan, e reyoryante, eksetera, 
eksetera. Paske, non seulement [UNIVERSITY] limenm, li gen pwoblèm en terme de 
mwayen li mete disponib pou etudyan yo, e pou [UNIVERSITY],li se yon nan top paske 
se pwoblèm resous ki limite’l jusqu'à maintenant, fòmasyon an li a bon nivo. E si’m ta 
pran lòt, des fois …, kòm ou pale de sistèm edikasyon, m’fè eksperyans anbann lòt kote 
tou, m’fè kou nan leta a tou, e…nòmalman lè’w pran leta, se menm pwoblèm nan tou a 
bon niveau. Men, yo gen pwoblèm resous. Menm si se anndan yon ti chanm, eksektera, 
kou a ap bay, men, preseke se sa ka’p di nan lòt peyi yo, eksetera, se yo k’ap di tou. 
Fòmasyon an a bon niveau. Men, kesyon mwayen an, manke mwayen, mnake mwayen. 
E pafwa gen lòt inivèsite ki rele yo di yo inivèsite tou, men yo pa vrèman inivèsite. Gen 
yon pwoblèm de enstitisyon, de regulation, de kontwòl sistèm nan. Sistèm nan gen yon 
pwoblèm. Gen moun ki di yo bay diplòm ingenieur-agronome, e lè’w wè  ingenieur-
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agronome sa yo kanpe pou yo ekspoze yon bagay, oubyen pou yo pale se bagay tèt 
chaje. E yo un peu perdu nan sa ya’p di. Gen enkoyerans, eksetera  nan sa ya’p di, 
eksetera. La leta en soi gen tò pa’l nan kesyon sa. Gen twòp bwat ki genyen otorizasyon 
pou yo fè ansèyman superieur.  
Interviewer: De kesyon senp : premyèman, eske te gen konpetans ke lè’w te fini ou 
panse ou ta sipoze genyen ke ou pa’t genyen, e daprè oumenm ki kalite konpetans 
ou panse ki ka nesesè pou yon etudyan ka’p fini nan fakilte agwonomi. 
Participant: Mwen lè’m te fini, mwen menm pi gwo vid mwen te genyen lè’m ta’p tèmine 
se kesyon…se vre mwen se agwonòm, men aspè pratik la m’pa’t genyen’l. Nosyon pratik 
mwen te genyen se nosyon depi avan menm mwen te vin nan agwonomi . Kesyon lè’m 
te Gonayiv m’te konn ap fè culture tomat, eksetera, m’konn yon bann bagay. Sa yo se 
transfè de konesans kite fèt  de  père et fils men se pa vrèman yon bagay mwen te aprann 
lekòl. Men sete agwonòm, teknisyen kite fòme yo yomenm, epi oumenm ki timoun yo 
ba’w konesans lan san ke ou pa tenu kont, transfè la fèt.  Men, se lè w’ap etidye ou vin 
wè tout sa ou fè yo poukisa ou t’ap fè yo.  Men, lekòl la en soi pa’t genyen kesyon sa. 
Kesyon pou di w’ale w’al fè bann tan nan eksplwatasyon, w’ap travay, w’ap fè calcul, 
mesure. W’ap fè calcul inter distance, eksetera. Culture alternée,  pat gen bagay konsa. 
Tout kesyon distans de plantasyon pa’t gen bagay konsa. Pran pa egzanp yon kawo de 
terre, yon hectare, pa egzanp. Tan distance de plantasyon konbyen platule w’ap gen 
bezwen. Wè tout kalkil sa yo se pou’w fè yo sou papye. Men, nan reyalite a ou pa’t ale 
pou’w te fè’l, eksetera.  Structure terren li tèl bagay, li yon fòm rektang, kare, li gen yon 
supèfisi de x ou y eksetera. Tan distans de plantasyon, ekstera, men konbyen plantule 
w’ap gen bezwen. Donk, eksetera, eksetera. Si m’ap gen tan, nòmalman plantule pa poto,  
pa tou. Donk, sa yo ou fè yo sou papye, eksetera.   Kalkul debi, kesyon  kantite dlo w’ap 
gen bezwen pou pote yon irigasyon pa rapò a frekans irigasyon kise 8 jou,  sik culturel la 
se 3 mwa. Ou fè tout kalkil sa yo lekòl, men nan pratik la ou pa janm fè’l.  Donk, mwen te 
wè’m gen gwo vid nan bagay sa. Se vre ou ka fè’l sou papye, men lè’w  rive sou teren an 
ou pa ka fè’l. Se bagay sa yo ki fè’m motive pou ale nan pwogram CEP a Ozetazini. 
Menmsi se 100% pratik li ye, omwen ma pra’l apwoche nòmalman tout sa m’te aprann 
lekòl yo pa apò a reyalite m’ap viv la lem rive Ozetazini. Se konsa nòmalman m’te arive 
pluzoumwen konprann reyalite pratik, eksetera lè y’ap pale de kesyon agwoklimatoloji.  
Donk, ekstera, kesyon adapte ou encore, reponn a egzijans kontrent klimatik yo 
nòmalman pou’w arive kreye yon agriculture. Gen 60 hectar, eksektera, sistèm  
vantilasyon, tanperatur, ap kontwole, des thermometres installes, tout sistèm nan, sistèm 
bout a bout  eksetera. Se pale, na’p pale nan sal de cours. Se lòt kote na wè yo , kote 
gen resous. 
Interviewer: So ou te ka di ke etudyan k’ap fini an agwonomi ta sipoze gen plis 
eksperyans ak teren an anplis eksperyans pratikal?  
Participant: Hmm. ! Ta dwe genyen plis pratik nan fakilte yo tou, gen twòp teyori. Pi gwo 
pwoblèm ankò nou konfronte nan inivèsite an Ayiti, se nan tout universite yo.  Inivèsite 
an genyen medsin, pa egzanp ou ka wè inivèsite à pa genyen okenn lopital li vrèman lye 
lè kou a fin fèt pou etudyan an al wè reyalite. Univerisite a ka gen yon faculte agronomie 
epi li pa gen yon ferme. Pou di men’m sou ferme li  pou’l  voye etudyan an. Gen des 
cours, gen TP teren nòmalman ka’p antre nan nòt etudyan nan  ke l’ap fè. Pa gen bagay 
sa. Gwo problèm ! 
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Interviewer: Ki konsèy ou te ka bay adminstrasyon inivèsite a oubyen dekana 
fakilte agwonomi an pou’l ka amelyore eksperyans etudyan yo? 
Participant: Si’m ta gen yon konsèy ma’p bay fakilte a…pwofesè yo bon, se nòmalman 
fè des exigences, ba pwofesè yo plis obligasyon nòmalman pou yo fè sa mache pibyen. 
Epwi, ba yo mwayen. E lòt bagay la se ta detache fakilte agwonomi an voye’l nan yon 
zòn kote  li tou sou yon ferme. Pa egzanp,  lage’l nan zòn Leogan, … eksetera, epi mete 
motoculteur, tracteur, ekstera disponib  pou yo fè agwonomi vre. 
Interviewer: Eske gen yon kesyon ke m’pat mande’w ke ou panse m’ta sipoze 
mande’w ki ta’p ede’m pi byen konnen eksperyans ou te fè nan fakilte a oubyen 
eske gen kèk bagay ou ta vle ajoute sou eksperyans ou te fè nan fakilte a ?  
Participant: Bon, pa grande chose, pas grande chose. E plus aspè pratik la jan’m sot 
pale ki dwe revize. Epwi kesyon ferme, epwi fè des obligations a pwofesè yo. 
Interviewer: M’panse’m fini wi ! 
Participant: Oke. Mèsi ! 
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