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Executive Summary 

 
The Innovation for Agricultural Training and Education (InnovATE) Project promotes sustainable food 

security, poverty reduction, and natural resource conservation in the developing world by assisting in 

the development of effective and sustainable agricultural education and training (AET) systems. AET 

systems contribute to the overall development of Sub-Saharan Africa and other regions. The impacts are 

tangible in agriculture and other sectors, and at both the national and local level. AET also contributes 

heavily to the reduction of rural poverty in Sub-Saharan Africa (SSA) and in other developing countries. 

In fact, effective AET is a fundamental requirement for poverty reduction in the region. 

However, there have been sizeable differences in production gains in different regions. While per capita 

food production increased dramatically in most regions, agricultural production in Africa barely 

increased at all in the past 50 years. In SSA, per capita food production and productivity actually 

declined in most of its regions. Only Western Africa saw food production increases. In addition, 

agricultural productivity is also clearly related to food security and hunger alleviation. Addressing hunger 

and malnutrition begins with progress in agriculture and food production. 

Agriculture employs about 60% of the workforce and is the largest source of livelihood in SSA. Not only 

are the poor and hungry concentrated in agriculture, nations dependent on agriculture house the 

majority of the world’s poor and hungry. It is not surprising that the majority of armed conflicts occur in 

regions and nations with very high dependence on the agricultural sector. While agriculture is related to 

the causes of conflict, it is also heavily affected by conflict itself. The agricultural sector and food 

production capacity of conflict-affected nations decreases considerably. It is estimated that violent 

conflict leads to an average annual reduction of 12.3% in the sector’s productivity. Smallholders suffer 

the most from disruption to agriculture during violent internal conflicts. Conflict also impacts food 

supplies and creates and/or exacerbates hunger, causing impacts that can last for years after the 

violence has ended. 

Challenges to AET in SSA post-conflict environment include the need to contribute to peace building and 

re-integration of youth in civilian society, its desirability and relevance of related issues, curriculum 

limitations, poor integration of new learner groups, complex political and policy issues, inadequacy of 

funding, poor institutional capacity, low teacher quality, inadequate educational infrastructure, poor 

linkages to agricultural stakeholders and donors as many unrealized potentials. Post-conflict 



 
 

development thus requires multi-faceted strategies and attention to virtually all sectors to address the 

underlying conditions that create and are exacerbated by conflict. Agriculture is central to post-conflict 

development, poverty reduction, and peacebuilding. Investments in agricultural development have 

proven to enhance post-conflict rehabilitation. Other social initiatives that address education and 

healthcare are essential. Post-conflict AET promotes development by building the capacity and human 

capital of farmers, extension officers, governmental personnel, and other actors in nations’ agricultural 

sectors. It also has a major role as a creator of capacity and supplier of the human resources necessary 

to enable rural people to increase agricultural productivity and the sustainability of their farming 

systems. 

Specific AET opportunities in post-conflict SSA environment include (a) assistance for institutional 

capacity building, (b) improved collaboration and partnerships between AET providers, (c) enhanced 

linkages within agricultural sectors, (d) privatization, (e) curriculum reform, (f) new teaching strategies, 

(g) alternative and transitional education models, and (h) building upon successes. 
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Introduction 

 

The Innovation for Agricultural Training and Education (InnovATE) Project promotes sustainable food 

security, poverty reduction, and natural resource conservation in the developing world by assisting in 

the development of effective and sustainable agricultural education and training (AET) systems. 

InnovATE utilizes a three-step “learn, design, train” process to identify and disseminate effective AET 

strategies and models, train agricultural professionals, and build human and institutional capacity 

(InnovATE, 2013). The InnovATE model includes the creation of case studies and meta-analyses, the 

implementation of needs assessments and country scoping missions, and the development and 

dissemination of appropriate training materials.  

This paper provides a meta-analysis of AET in post-conflict Sub-Saharan Africa. The first section 

illustrates the importance of agricultural development and the magnitude of challenges following 

conflict in Sub-Saharan Africa. The second section describes the nature of agricultural development in a 

conflict environment. The third and fourth sections provide background on the role of AET in agricultural 

development and related challenges Sub-Saharan Africa in a conflict environment respectively. The final 

section identifies opportunities and provides appropriate recommendations for the strategic 

improvement of post-conflict AET systems. 

 

Agriculture and General Challenges 
 

Global development efforts are often built around the alleviation of poverty and hunger. The first of 

eight Millennium Development Goals (MDGs) seeks to eradicate poverty and hunger, and illustrates the 

implicit relationship between the two (UN, 2013a). Indeed, poverty and hunger are closely aligned. The 

most recent UN Human Development Report estimated that 30% of the world’s population, or 1.57 

billion people, live in multidimensional poverty (UNDP, 2013). The World Bank (2013b) reported even 

higher (48.5%) poverty rates in Sub-Saharan Africa.  Also, the report stated that if global poverty were to 

drop by 17%, or by the same percentage from 1990 to 2008, Sub-Saharan Africa would show minimal 

improvements in poverty reduction over the same timespan (World Bank, 2012). 
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There are several factors contributing to such dire statistics.  Among them is the prevalence of hunger in 

Sub-Saharan Africa (26.8%), which is much higher than in other regions (Food and Agriculture 

Organization [FAO], 2012). In 2013, hunger and malnutrition affected nearly one in three people in the 

region, versus one in eight worldwide (FAO, 2012; FAO, 2013b). While global hunger decreased to 

13.29% from 1990 to 2012, in Sub-Saharan Africa the number actually increased by 90 million, a rate of 

2% per year since 2007 (Wiggins & Leturque, 2010; World Hunger, 2013). 

Agriculture and hunger in Africa, in general are closely tied. Agricultural development is therefore of 

paramount importance, especially because the majority of nations that suffer from poverty and hunger 

are dominated by agriculture (World Bank, 2013a). Addison (2005) wrote, “Overall development success 

or failure is often an outcome of what happens in agriculture” (p. 1). Agriculture and food production 

alleviate poverty and hunger by improving food security and reducing food costs, especially in the 

developing world where the agricultural sector dominates national economies (FAO, 2013b; World Bank, 

2013a).  Furthermore, agricultural development and growth primarily benefit those in the most extreme 

poverty (Ligon & Sadoulet, 2007). The International Fund for Agricultural Development (IFAD, 2013) 

found that a 1% increase in per capita agricultural GDP had more than five times the impact on poverty 

reduction than GDP increases in other sectors. Cervantes-Godoy and Dewbre (2010) found that 

agricultural growth was responsible for 52% of poverty reduction, greater than any other development 

factors. In Sub-Saharan Africa, a 10% increase in yields was found to create a 7% reduction in poverty 

(IFAD, 2013), suggesting that “agricultural sector growth is pro-poor” in the region (Cervantes-Godoy & 

Dewbre, 2010, p. 5). 

Among the poor, agriculture promotes development and reduces poverty through two main avenues: 

increasing incomes and promoting food security (Cervantes-Godoy & Dewbre, 2010). First, agriculture is 

the largest employer of poor people in many developing countries (Wiggins & Leturque, 2010) and 

serves as “the major source of employment for a large fraction of the population, including the provision 

of subsistence livelihood” (United States Agency for International Development [USAID], 2009, p. 45). In 

Sub-Saharan Africa, agriculture employs the majority of the workforce (59.0%) and is the largest source 

of livelihood (Wiggins & Leturque, 2010). Agricultural productivity is also clearly related to food security 

and hunger alleviation. The FAO’s 2013 State of Food and Agriculture report summarized this 

relationship by explicitly arguing that addressing hunger and malnutrition begins with progress in 

agriculture and food production. The FAO (2013b) argued that the production of staple crops must 
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increase by 60% by 2050 to meet the growing demands related to population growth dynamics (FAO, 

2013b).  

This ongoing focus on agricultural productivity has seen per capita food production increase by 141% 

worldwide from the 1960s to 2013 (FAO, 2013a). However, there have been sizeable differences in 

production gains in different regions. While per capita food production (which tracks agricultural 

productivity against population dynamics) increased dramatically in most regions, per capita food 

production in Africa barely increased at all (+6%) in the past 50 years (FAO, 2013a; Wiggins & Leturque, 

2010). In Sub-Saharan Africa, per capita food production actually declined in Eastern, Middle, and 

Southern Africa. Only Western Africa (+21%) saw food production increases. This dynamic has led some 

(e.g., Hounkonnou et al., 2012) to argue for an African Green Revolution.  

 

Conflict and Agricultural Development 
  

Swaminathan (1994) wrote “Hunger anywhere threatens peace everywhere.” Poverty, hunger, and 

agricultural development are all directly tied to conflict. Violence and warfare do not emerge 

unprovoked but are rather a consequence of a variety of causal factors “that make society a fertile 

terrain for conflict” (United Nations Environment Program [UNEP], 2002, p. 3). Poverty is frequently an 

underlying factor in causing conflict (Longley et al, 2007; UNEP, 2002; Zaur, 2006). Conflict is also 

common where food security is lowest and hungry people become increasingly desperate and willing to 

turn to violence to feed themselves and their families.  

Not only are the poor and hungry concentrated in agriculture, nations dependent on agriculture house 

the majority of the world’s poor and hungry (World Bank, 2013a). With this in mind, it is not surprising 

that the majority of armed conflicts occur in regions and nations with very high dependence on the 

agricultural sector (Zaur, 2006). While agriculture is related to the causes of conflict, it is also heavily 

affected by conflict itself. The agricultural sector and food production capacity of conflict-affected 

nations decreases considerably (UNEP, 2002). Zaur (2006) estimated that violent conflict leads to an 

average annual reduction of 12.3% in the sector’s productivity (Zaur, 2006). Smallholders suffer the 

most from disruption to agriculture during violent internal conflicts (UNEP, 2002). Conflict also impacts 

food supplies and creates and/or exacerbates hunger (Wiggins & Leturque, 2010), causing impacts that 

can last for years after the violence has ended (UNEP, 2002).  
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Conflict is a vicious cycle where the same factors that allow conflict to arise are most exacerbated by the 

violence itself (USAID, 2009). Breaking this cycle requires appropriate and sustainable development 

during the post-conflict period to build peace and help nations move towards long-term stability and 

progress. Post-conflict development requires multi-faceted strategies and attention to virtually all 

sectors to address the underlying conditions that create and are exacerbated by conflict (USAID, 2009). 

Agriculture is central to post-conflict development, poverty reduction, and peacebuilding (UNEP, 2002). 

Investments in agricultural development have proven to increase the effectiveness of post-conflict 

rehabilitation (UNEP, 2002; Zaur, 2006). Other social initiatives that address education and healthcare 

are essential (Arthur, 2011; Geda, 2011). Additionally, post-conflict development is tasked with 

incorporating peacebuilding through reconciliation and social cohesion into its operations (Longley et 

al., 2007; Waters, Garrett, & Burnham, 2007). 

 

AET and Agricultural Development in Sub-Saharan Africa 
  

A range of strategies and mechanisms are used to develop nations’ agricultural sector. Policies and 

development programs are commonly implemented to directly impact production and rural livelihoods 

at the field level (Swanson & Rajalahti, 2010). Agricultural extension improves the productive capacity of 

the agricultural sector and helps promote sustainable incomes for farmers (Longley et al., 2007; 

Scoones, 1998). Agricultural education and training (AET) systems are another important component to 

multi-faceted agricultural development strategies. 

AET is a major component of school systems in Sub-Saharan Arica. In many countries in the region, 

school systems offer two tracks, general education and agricultural/vocational education (Oketch, 

2007). General education is often divided into primary, low-secondary, and high-secondary levels 

(Wallace, 2007). Tertiary institutions (e.g. colleges and universities) are also a part of the general 

education system in many Sub-Saharan African countries. General education is designed to develop 

“general human capital” and produce graduates capable of continuing on to higher education 

institutions (Oketch, 2007, p. 221). Students of general education programs learn a variety of skills for 

use in different jobs and contexts. Proponents of general education in Sub-Saharan Africa cite the ability 

of graduates to better adapt to changing labor markets and contexts.  
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In contrast, AET often begins at the low-secondary level and continues through high-secondary or even 

tertiary levels (e.g. technical colleges) (Oketch, 2007). Students focus on a specific vocation (e.g. 

agriculture) and learn skills relevant to that occupation. Graduates of AET programs receive a terminal 

degree and enter the workforce rather than continue their education. Many AET programs have historic 

ties to European institutions from the colonial era but have been a province of independent Sub-

Saharan African governments following independence (Samoff & Carrol, 2004). 

AET systems contributed to the overall development of Sub-Saharan Africa and other regions. The 

impacts are tangible in agriculture and other sectors, and at both the national and local level (Wallace, 

2007). AET also contributes heavily to the reduction of rural poverty in Sub-Saharan Africa and in other 

developing countries (Spielman, Ekboir & Davis, 2009). In fact, Wallace (2007) asserted that effective 

AET was a fundamental requirement for poverty reduction in the region. Hounkonnou et al. (2012) 

recognized the impact of strong AET institutions on rapid productivity growth during the Green 

Revolution, suggesting that AET also contributes to crop production and food security. The contributions 

of AET to development, poverty reduction, and food security could therefore move Sub-Saharan African 

nations towards the achievement of the Millennium Development Goals (Rivera, 2006). 

Capacity Building 
AET promotes development by building the capacity and human capital of farmers, extension officers, 

governmental personnel, and other actors in nations’ agricultural sectors (Davis et al., 2007). AET also 

“has a major role as a creator of capacity and supplier of the human resources necessary to enable rural 

people to increase agricultural productivity and the sustainability of their farming systems” (World Bank, 

n.d., p. 1). Eicher (2006) also cited the benefits of AET programs to agricultural growth, while Rivera 

(2006) argued that trained AET graduates are essential for development of agricultural sectors in Sub-

Saharan Africa. For instance, supported by USAID/Rwanda, HED (then ALO) awarded $2,900,000 in 2000 

— increased to $3,879,183 in 2003 — to Michigan State University and Texas A&M University, for a 

partnership with the National University of Rwanda to improve teaching, research, and outreach 

capacity by developing faculty, re-designing the agriculture curriculum, and establishing a community 

outreach center. In cooperation with the Maraba Coffee Producer Association, the project has sold 18 

tons of bourbon coffee beans to Community Coffee of Louisiana and 19 tons to Union Roasters in 

London at a fair trade price. Since the project inception, the partners constructed 25 new coffee 

washing stations throughout the Maraba, Karaba, and Gashonga districts. As the Maraba coffee growers 

received fair trade certification and began to grow shade-grown coffee, their specialty coffee has 
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become a model for the Rwandan coffee industry which has been replicated countrywide with strong 

support from the country President. Its success received extensive media coverage, including The 

Chicago Tribune, CNN and TIME Magazine. 

Employment and Workforce Development 
The development of human capital through AET primarily improves the ability of graduates to be 

productive in the agricultural workforce. In theory, graduates of AET programs will possess specific 

agricultural skills that better prepare them to find employment and contribute to development (Oketch, 

2007). AET thereby addresses unemployment in Sub-Saharan Africa by facilitating youth finding jobs in 

agriculture and similar fields (Oketch, 2007). By extension, AET contributes to the reduction of poverty 

by enabling students to obtain sustainable incomes (Oketch, 2007). Youth employment is particularly 

important in post-conflict development. Without access to jobs and without the credentials to re-enter 

traditional schools, large numbers of unemployed former youth combatants are common in Sub-

Saharan African countries emerging from conflict (Arthur, 2011). This population is vulnerable to 

remobilization and threatens peacebuilding efforts (Unruh, 2009). Unemployed youth also restrict 

economic development (Oketch, 2007). 

AET is uniquely positioned to assist in serving this population. Many youth in Sub-Saharan Africa have 

previous experience in agriculture. Following the civil war in Liberia, Humphreys and Richards (2005) 

found that 80% of former fighters had agricultural backgrounds. Blattman and Annan (2012) found that 

former youth combatants were overwhelmingly (94%) interested in working in agriculture but lacked 

the skills to obtain employment. This suggests the sector could accommodate these individuals if 

appropriate training (e.g. AET) is available (Birner, Cohen, & Ilukor, 2011; Tizikara & Lugor, n.d.)  

In many Sub-Saharan African countries, AET systems are also designed to produce extension officers 

(Spielman et al., 2009). Effective AET graduates will have the technical capacity to serve farmers and the 

ability to acquire and utilize appropriate production information. Successful AET systems also develop 

the innovative capacity of graduates, which consequently improves the overall innovativeness of Sub-

Saharan African agriculture (Davis et al., 2007; Hounkonnou et al., 2012). AET programs that teach 

innovativeness and entrepreneurship can produce graduates capable of training Sub-Saharan African 

farmers in these essential skills. Therefore, graduates of AET programs are uniquely positioned to 

introduce innovative agricultural technologies and management methods that socially and economically 

benefit farmers in Sub-Saharan Africa (Spielman, Ekboir, Davis & Ochieng, 2008). 
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Agricultural Research and Innovation 
AET can also prepare graduates to provide innovation to their future employers by incorporating new 

information and processes, and building more adaptive institutional cultures in governments, extension 

systems, and the private sector (Davis, Ekboir, & Spielman, 2008). This can allow AET systems to 

positively impact governmental institutions and policies (Spielman et al., 2009). 

Furthermore, AET systems can improve the capacity of participants to conduct research relevant to the 

local conditions of Sub-Saharan Africa. Agricultural research is often conducted by AET institutions 

themselves, especially at the tertiary (university) level. AET graduates can therefore develop the skills to 

contribute to regional or national research efforts in Sub-Saharan Africa. This capacity is especially 

valuable in post-conflict countries where rebuilding research systems is often a pressing need. 

The potential impact of agricultural research is especially high in Sub-Saharan Africa. Alene and Coulibaly 

(2009) found that agricultural research benefitted African farmers by significantly improving 

productivity, improving rural incomes, and reducing poverty. Specifically, investments in agricultural 

research (and AET) yielded an aggregate rate of return of 55%, meaning over half of every dollar spent 

directly impacted production. The same level of investment also reduced the number of poor in Sub-

Saharan Africa by 2.3 million (or 0.8%) each year (Alene & Coulibaly, 2009). 

 

AET, Sub-Saharan Africa and Conflicts 
 

Political instability is an additional concern for AET systems in Sub-Saharan Africa. While not all Sub-

Saharan African nations are politically unstable, the region is characterized by greater instances of 

conflicts than others (Obwona & Guloba, 2009). Sub-Saharan Africa also contains a 

disproportionate number of post-conflict countries, nearly all of which have some level of 

ongoing political instability. Lack of stability affects AET by creating a climate of opposition rather 

than cooperation (Buckland, 2006), especially due to pre-conflict challenges such as competing 

educational priorities, desirability and relevance of AET, curriculum limitations, poor integration of new 

learner groups, political and policy issues and poor funding.  
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Competing Educational Priorities 
Irrespective of conflict, Sub-Saharan African school systems usually offer two tracks: general education 

and agricultural/vocational education (Oketch, 2007). The two tracks have positives and negatives for 

both governments and individual students. This has led to an ongoing debate in Sub-Saharan Africa 

about the future of both systems. Some nations have implemented policies to maintain a 50-50 split 

between both students of both tracks (Oketch, 2007), but in most nations the emphasis has been on 

general education rather than AET. The Millennium Development Goals in particular have prioritized 

general education (Bekalo et al., 2003; UN, 2013a), which has significantly affected educational policy in 

Sub-Saharan Africa and caused governments to refocus away from AET. 

Sub-Saharan African students in post- and non-conflict countries alike are also avoiding AET programs in 

favor of general education. According to Oketch (2007), enrollment in all forms of vocational education 

programs (including AET) is rapidly declining. Meanwhile the demand for general education has 

continued to rise.  

Desirability and Relevance Issues 
First, AET programs are not viewed favorably by potential students. The degrees themselves are 

undesirable as they are terminal and eliminate the possibility of further education. AET degrees are also 

highly specialized, which restricts the flexibility of employment options for graduates (Oketch, 2007). 

Furthermore, Sub-Saharan African youth often possess a negative attitude towards agriculture, viewing 

employment in the sector as low paying, dirty, and requiring too much manual labor (Davis et al., 2008). 

AET degrees are sometimes viewed as a continuation of the colonial mindset towards workforce-

development that potential students within sovereign Sub-Saharan African nations are disinclined to 

pursue (Oketch, 2007; Samoff & Carrol, 2004). Overall, these factors create a poor image of agricultural 

education (Wallace, 2007). 

Also, AET degrees have a reputation for catering to and producing less academically-gifted students 

(Oketch, 2007). While policy-makers stress the positives of providing less successful students an option 

to continue their education, students are less willing to self-identify as academically-challenged by 

pursuing AET programs. Therefore, the best quality students in Sub-Saharan Africa often avoid AET in 

favor of general education (Maguire, 2000). As a result, AET has become a location for the region’s least 

talented and least motivated students. 
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Curriculum Limitations 
AET programs in Sub-Saharan Africa are often viewed by students and stakeholders as lower quality 

than general education (Oketch, 2007). Much of this criticism stems from a curriculum base that is 

largely poor, outdated, and inadequate to the needs of the agricultural sector (Vandenbosch, 2006; 

Wallace, 2007). Critics assert that new agricultural realities in Sub-Saharan Africa and in an increasingly 

globalized agricultural system are not adequately addressed in AET curriculum and programs. 

Specifically, programs do not include training on biotechnology, information communication technology 

(ICT), agricultural marketing and trade, and post-harvest techniques (Oketch, 2007; Vandenbosch, 

2006). Also, AET curriculum does not prepare graduates to work with smallholders even though this 

client base is increasingly targeted by agricultural development employers in Sub-Saharan Africa (Jayne, 

Mather, & Mghenyi, 2010). 

AET curriculum in Sub-Saharan Africa is also criticized as not relevant to rapidly-changing labor market 

conditions (Oketch, 2007). Sub-Saharan African AET programs do not conduct adequate labor market 

assessments to determine the skills graduates might require (Wallace, 2007). Poor communication with 

the employers of potential AET graduates further reduces the relevance of training and employability of 

graduates (Maguire, 2000). 

Furthermore, AET curriculum in Sub-Saharan Africa is not adequately guided by the demands of 

participants. Wallace (2007) again cited that Sub-Saharan AET programs do not conduct needs 

assessment of potential students, and minimal efforts have been made to better incorporate the 

training requests of potential students when developing curriculum. Instead, a one-size-fits-all approach 

is used regardless of needs or demands. 

Resulting curriculum focuses heavily on technical agriculture, and often on skills that may be more 

relevant to outdated production methods. Sub-Saharan African AET curriculum is particularly criticized 

for lacking an adequate orientation to human capacity building (Rivera, 2006), even when students and 

other agricultural stakeholders recognize that other skills are also required for agricultural graduates to 

succeed (Blum, 2013; Ganpat, 2013). Still, many Sub-Saharan AET systems remain resistant to change. 

This further decreases interest by potential students, caused by the uncertainty that AET programs 

reflect the demands of the job market and can lead to successful employment. 

Indeed there is little evidence that Sub-Saharan African AET curriculum is actually adequate for specific 

jobs or for further education (Oketch, 2007). More commonly, graduates leave with few practical skills 
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(Maguire, 2000) and a lack of entrepreneurship to survive in the agricultural sector (Wallace, 2007). The 

skills that are learned are often too specialized or too outdated for graduates to find jobs (Oketch, 

2007). Thus, employability among AET graduates is low (Maguire, 2000). Oketch (2007) found that AET 

graduates were less employable and suffered greater poverty than general education graduates 

(Oketch, 2007). Those that did find work were paid considerably less than peers from general education 

tracks. 

Poor Integration of New Learner Groups 
Sub-Saharan African AET systems also fail to effectively serve modern students. Non-traditional 

participant groups in particular struggle to succeed (Wallace, 2007). For example, the Millennium 

Development Goals have increased female participation in Sub-Saharan African education, including 

within AET systems (UN, 2013b). However, these traditionally male-dominated systems have been slow 

to adequately incorporate female students. Females involved in AET programs are often faced with 

unequal opportunity and access to information and training, along with cultural perceptions about their 

role in the discipline (Kelly, 1990). Evidence suggests that the quality of instruction received by females 

is lower than that of males, even within the same programs (Kelly, 1990). Some of this is related to the 

difficulty in providing field experiences to females related to the ease for men, especially in post-conflict 

countries where safety and security are concerns. As a result, gender inequalities in AET programs cause 

the percentage of female enrollment to be dramatically lower than in general education (Davis et al., 

2007; Oketch, 2007). 

In post-conflict situations, AET and other educational institutions struggle to reintegrate and adjust to 

the needs of displaced populations (Buckland, 2005). As discussed, reincorporating youth who have 

missed years of education into AET programs is particularly challenging, especially where technical 

knowledge builds upon itself. As a result, formerly displaced students often drop out of AET programs 

and create a pool of unemployed youth used to violence, which can threaten peace and stability 

(Buckland, 2005). 

Political and Policy Issues 
Institutional factors also affect AET systems in Sub-Saharan Africa. Many of these exist as a result of 

political and/or policy issues. Wallace (2007) argued that the focus on general education has created a 

“malaise” among governments and policy makers with regards to AET (p. 589). In other words, 

governments have not adequately focused on improving AET systems and the surrounding issues that 

reduce their effectiveness. This leads to a lack of appropriate and cohesive policy for AET in many Sub-
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Saharan African nations (Rivera, 2006; Wallace, 2007). In this region, policies are more difficult to create 

as consensus if hard to achieve. Poor or non-existent AET policy is even more common and detrimental 

in post-conflict nations where governments have other pressing priorities in the education sector 

(Buckland, 2005). 

Even when appropriate policies exist they are often not adequately enforced, further reducing their 

efficacy (Rivera, 2006). Poor governance is frequently a cause. Corruption and centralization make it 

difficult for AET institutions to function. Corruption and misappropriation of funding in particular can 

leave AET programs without the needed materials and money to teach students. This phenomenon is 

especially common at the low- and high-secondary level, and in rural or isolated areas (Rivera, 2006). 

Post-conflict countries have even higher frequencies of corruption in AET systems due to the lack of 

established accountability measures (Buckland, 2005). 

Funding Inadequacies 
Inadequate funding is another major institutional barrier for AET in Sub-Saharan Africa. Overall funding 

to the agriculture sector in Sub-Saharan Africa has decreased since its peak in the 1980s (Eicher, 2006). 

Maguire (2000) asserted that funding from agriculture has been realigned to address urban populations 

as rural exodus becomes more common in Africa. Current agricultural budgets of Sub-Saharan African 

countries range between 3% and 8% (World Bank, 2013a), although these levels may increase somewhat 

with the Maputo Declaration whereby signing governments pledged to increase agricultural 

expenditures to 10% of their national budgets (Wiggins & Leturque, 2010). Some Sub-Saharan post-

conflict countries such as Mozambique and Liberia have also signed this agreement. 

Even with greater commitments to the sector, many African governments have focused spending on 

agricultural production and have neglected to fund agricultural education, which is often viewed as the 

responsibility of Ministries of Education (Eicher, 2006). However, estimated funding for agricultural 

education is approximately 0.9% to 12.7% of the total education budget in Sub-Saharan Africa (Oketch, 

2007). These levels are insufficient for effective programming (Amhoff & Carrol, 2004; Wallace, 2007), 

especially when AET requires land and equipment that is more costly than the materials required for 

general education (Oketch, 2007). 
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AET and Development in Post-Conflict Sub-Saharan Africa 
 

Peacebuilding and Reintegration 
In post-conflict countries, education and AET are potentially significant contributors to peacebuilding. 

Collier (2006) argued about the importance of providing social services following conflict, of which 

education is central. Buckland (2006) also asserted that “education is a key strategy in repairing societies 

in post-conflict countries” (p. 7). Moreover, education helps restore normalcy to communities and 

populations, provides a forum for learning and the promotion of democracy, and promotes social and 

economic development (Buckland, 2005). AET is a central feature of post-conflict education strategies, 

especially in Sub-Saharan African countries where agriculture is the main livelihood (Arthur, 2011). 

However, educating the populace in any post-conflict country can be a challenge and at the same time 

can result in measurable changes, if given the right environment. Obura (2003) claims that the goal of a 

comprehensive peace education curriculum in Rwanda has largely gone unfulfilled, although the 

Ministry of Education urged a “civic and moral education” that would lead to a “responsible, creative 

and progressive citizen,” ready for professional, technical and agricultural training at the secondary 

school level and beyond.      

Financial concerns are exacerbated in post-conflict countries where economies are recovering and 

governments lack adequate or consistent budgets to cover ongoing education and AET costs (Buckland, 

2005). In many post-conflict countries, education sectors were already insufficiently funded before the 

conflict, and basically destroyed during fighting (Whalan, 2011). This leaves many post-conflict 

governments without the resources to pay teachers or provide materials, and certainly not both 

(Whalan, 2011). One cause is the high cost of security and peacebuilding, which diverts funds away from 

the education sector. In countries where conflict continues to sporadically occur (e.g. Somalia, South 

Sudan) security costs make it difficult to properly fund education and AET (Bekalo et al., 2003). 

Some post-conflict countries have been more able to fund education and agriculture by tapping 

untapped natural resources (e.g. Mozambique). However, in many cases funding education (and AET) 

falls to donor agencies (Whalan, 2011). Donor funding to education sectors in Sub-Saharan Africa is 

common, often as part of the World Bank’s Poverty Reduction Strategy Papers (PRSPs) (Obwona & 

Guloba, 2009). Smaller international donors have also prioritized education, making the sector well-

supported in many Sub-Saharan African countries. This can help nations better utilize their national 
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budgets (e.g. Uganda), but may also lead to donor dependency and other challenges (Obwona & Guloba, 

2009; Whalan, 2011). 

Donor funding to AET, however, has been less consistent. In the 1990s donor investment in AET was 

very significant but has declined since as nations refocus on general education (Oketch, 2007). In place 

of donor investment, many tertiary AET institutions in Sub-Saharan Africa (including post-conflict 

countries) have sought academic partnerships with developed-world institutions (Samoff & Carrol, 

2004). These partnerships have created better opportunities for funding and collaboration but are often 

criticized for shifting educational priority-setting to external funders and away from Sub-Saharan African 

institutions (Samoff & Carrol, 2004). 

Donor aid to post-conflict Sub-Saharan African countries follows a slightly different pattern. Whereas 

PRSPs and academic partnerships are common in post-conflict countries, donor funding often occurs in 

two phases. Initially countries receive a flood of international funding immediately after peace 

agreements are signed. This “relief bubble” is designed to restart the delivery of basic services (e.g. 

education) while governments recover (Buckland, 2006, p. 7). However, as countries become more 

stable funding disappears and governments are left to maintain the systems created by international 

funding (Buckland, 2005). This model is difficult to sustain and often leaves post-conflict governments 

with schools and teachers that they are unable to properly fund. In some cases the systems can collapse 

after initial funding ends. 

Furthermore, post-conflict education support is almost exclusively for primary education, with little to 

no funding directed at secondary or tertiary levels. Thus, secondary and tertiary education suffer the 

worst in conflict and recover the slowest (Buckland, 2005). This is particularly problematic for AET 

systems, as the majority of training occurs at these levels. As a result, funding challenges leave post-

conflict AET systems even less able to produce adequately-trained graduates, which further reduces the 

desirability of the degree and public support for the system. 

Poor Institutional Capacity 
Poor policies, political instability and overall underfunding lead to low institutional capacity for AET in 

post-conflict Africa (Buckland, 2005). In general, institutions that are strong pre-conflict are more easily 

repaired post-conflict (Aron, 2003) vis-à-vis weak pre-conflict institutions. 

Weak institutions predominate in post-conflict Sub-Saharan Africa, which severely compromises their 

capacity to deliver general education and AET programs. As a result, many Sub-Saharan African 
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educational systems lack the ability and infrastructure to provide quality education and develop 

graduates capable of improving their nations’ agriculture (Chaudhry & Al-Haj, 1985; Maguire, 2000). This 

phenomenon is clearly demonstrated in Somalia, where weak pre-conflict education systems have made 

post-conflict reconstruction tedious and ineffective (Bekalo et al., 2003). 

Low institutional capacity in post-conflict Sub Saharan Africa is primarily reflected in the individual 

abilities of personnel. At the administrative level AET personnel lack the organizational capacity to plan, 

conduct needs assessment of markets and learners, and to monitor and evaluate progress and impact 

(Wallace, 2007). Furthermore, AET systems struggle to attract motivated and committed staff. 

Underfunding is reflected in salaries, and the talented personnel that do exist often pursue more 

lucrative opportunities with NGOs or the private sector (Davis et al., 2008). Those who are entrenched in 

AET systems often fail to innovate or question the status quo (Wallace, 2007), which reduces the ability 

of the entire system to adapt to changing agricultural realities (Oketch, 2007). 

Low Teacher Quality 
Teachers in post-conflict Sub-Saharan AET systems are generally untrained and of poor quality (Bekalo 

et al., 2003; Buckland, 2006). Conflict often includes the targeting and killing of educated and skilled 

people, especially when they might have above average socio-economic status in their communities or 

countries (Buckland, 2005). These individuals also are more likely to choose to and have the means to 

flee. This creates a void of qualified teachers during the post-conflict period, as seen throughout post-

conflict Sub-Saharan Africa (Bekalo et al., 2003; Buckland, 2005). The lack of teachers is most severe at 

the highest levels of AET systems, and especially at the tertiary level where they are most needed. 

As a result of warfare and targeting, post-conflict countries often contain an oversupply of untrained 

and underqualified teachers, which affects the capacity of AET schools and the quality of education. 

Often AET systems are also subject to inbreeding to fill teaching positions. This occurs when graduates 

of institutions are hired to teach at the same institution. This practice can “exclude the entry of new 

ideas” and complementary information that could enhance curriculum and teaching (Maguire, 2000, p. 

2). 

Inadequate Educational Infrastructure 
Institutional capacity is also constrained by poor physical infrastructure in post-conflict AET and 

education. Even in Sub-Saharan African nations not characterized by conflict, infrastructure is often 

decaying and insufficient to serve growing numbers of students (Rivera, 2006). Funding to maintain and 
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rebuild schools is seldom adequate, despite donor involvement. Also, curriculum and teaching materials 

are often nonexistent to properly teach students (Rivera, 2006), and minimal international funding has 

been directed towards this need (Bekalo et al., 2003). 

In post-conflict settings, the destruction of educational infrastructure is nearly ubiquitous as schools are 

burnt and looted in the midst of conflict (Wiggins & Leturque, 2010). Post-conflict governments must 

then first rebuild schools in order for students to resume their education, and this process is slow and 

costly (Bekalo et al., 2003). Again the emphasis tends to be on rebuilding primary and general education 

facilities. Because AET systems require secondary and tertiary levels, destruction of infrastructure can 

force students to leave the system before completing their degrees (Buckland, 2005). Educational 

attainment is therefore very low in post-conflict AET systems relative to non-conflict nations (Bekalo et 

al., 2003). 

Poor Linkages to Agricultural Stakeholders and Donors 
Beyond institutional capacity, AET systems are often poorly linked to other agricultural systems and lack 

a “whole-systems perspective” (Wallace, 2007, p. 589). Ideally AET should be closely tied to agricultural 

research and extension, although there remains a disconnect in Sub-Saharan Africa as these elements 

often exist under different Ministries (Chaudhry & Al-Haj, 1985; Eicher, 2006). AET systems are often 

also disconnected from the farmers and agribusinesses that will ultimately employ their graduates 

(Wallace, 2007).  

Linkages between AET systems and other educational institutions are also lacking. Primary and 

secondary AET schools are often disconnected from general education counterpart schools (Wallace, 

2007). Agricultural universities are also removed from those tertiary institutions focusing on general 

education (Maguire, 2000; Wallace, 2007). Furthermore, agricultural universities in Sub-Saharan Africa 

are often isolated from other agricultural tertiary institutions (Maguire, 2000; Vandenbosch, 2006). 

These poor linkages reduce the potential of beneficial collaboration even when institutional goals and 

activities are interrelated (Rivera, 2006).  

Finally, AET systems in post-conflict Sub-Saharan Africa suffer from poor coordination between 

governmental actors and international donors in the delivery of educational services (Buckland, 2005). A 

massive influx of NGOs and multilateral agencies is typical of the post-conflict period. However, lack of 

coordination and development agencies acting in parallel to governments often results from poor 

communication and competing agendas (Macrae, 1997; Wallace, 2007). 
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International agencies often choose to circumvent governments due to the belief that conflict is a result 

of governmental failure. Avoiding further conflict therefore necessitates the replacement of the pre-

conflict modus operandi with new policies, different processes, and external oversight (Longley et al., 

2007). Unfortunately this strategy does not help develop the institutional capacity of governments to 

manage AET systems after donor involvement wanes, which further reduces the capacity of 

governments and can create long-term impacts on development (Schuller, 2012). 

Instead of collaborating with governments, donor agencies often provide their own educational and AET 

services. NGO schools are common in many post-conflict countries (Bekalo et al., 2003) and often attract 

talented students away from governmental schools. Partner universities in the developed world also 

offer students the opportunity to study abroad rather than at domestic agricultural universities, which 

can create a detrimental brain-drain (Eicher, 2006). 

Unrealized Potential 
As a result of the aforementioned challenges, AET in Sub-Saharan Africa is failing to meet the needs of 

the agricultural sector (Spielman et al., 2009). Specifically, the benefits expressed at the national level 

(e.g. better prepared workforce, poverty reduction) are not realized because of local and individual 

realities (e.g. poor reputation of AET, low institutional capacity) (Oketch, 2007). AET systems are 

therefore not prepared to address labor market issues in Sub-Saharan Africa. Oketch (2007) found that 

the Kenyan AET system failed to create jobs, increased rural poverty, and expedited urban migration. 

Consequently, significant changes are required in Sub-Saharan African AET (Rivera, 2006; Vandenbosch, 

2006). Wallace (2007) asserted that “major adjustments in every aspect of its structure and functioning” 

are necessary to address the changing socio-political context in which AET operates. 

 

Opportunities for AET in Post-Conflict Sub-Saharan Africa 
  

Despite the challenges, AET in post-conflict Sub-Saharan Africa can be improved with appropriate 

interventions (Rivera, 2006). Rebuilding these systems can also be achieved without major influxes of 

donor funding if the region creates conducive political and environmental conditions to be successful 

(Wallace, 2007). This would require nations to demonstrate sufficient political will and effective 

leadership by governments, public support by diverse population groups, and long-term commitments 

to sustainable reforms. These conditions are not currently present in many Sub-Saharan African 
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countries, and are far more difficult to ensure in post-conflict nations (Buckland, 2005; Wallace, 2007). 

Nonetheless, the potential for positive AET reform still exists. 

Education for Peacebuilding 
Buckland (2005, 2006) asserted that conflict can actually create an opportunity for AET reform in post-

conflict countries. As discussed, education is often the first thing disrupted and conflict decimates entire 

educational systems (Buckland, 2005). Somalia saw a total cessation of formal education at the height of 

conflict, with 0% enrollment from 1991-1992 (Bekalo et al., 2003). This leaves post-conflict countries 

with a largely clean slate for new educational policies and operations (Buckland, 2006). Additionally, the 

importance of providing basic social services (e.g. education) during the emergency relief phase is well 

defended (Aron, 2003; Collier, 2009; Geda, 2011). As a result, education is one of the first social services 

to be to be resumed after security is established (Buckland, 2005; Whalan, 2011). Educational rebuilding 

and reform is therefore a priority of early post-conflict development. 

Newly established governments are often eager for major reforms and education can be a common 

cause among previously opposing groups. Education reforms can also help legitimize and garner public 

support for new governments by promoting education as a “peace dividend” and a deterrent for future 

violence (Buckland, 2006, p. 8). Education can therefore be the flagship governmental program in early 

post-conflict periods. Governments will also be judged by their success in reestablishing and improving 

pre-conflict education systems (including AET), which causes further emphasis on building effective 

systems during the post-conflict period (Buckland, 2005; Mendenhall, 2012). 

Opportunity for New Educational Policies 
The first step governments must take to rebuild and improve post-conflict AET systems is to create and 

implement appropriate policies. Inadequate or nonexistent national AET policy is a common constraint 

to AET in Sub-Saharan Africa, causing Wallace (2007) to assert that improving nations’ systems would 

first require “a clearly developed policy framework for AET” (p. 586). Policies should be inclusive of the 

perspectives of multiple stakeholders and include school-level input to be most effective and sustainable 

(Mendenhall, 2012). Also, policies regarding AET should be linked as closely as possible to other national 

development objectives (Davis et al., 2007; Spielman et al., 2008). Both education and agriculture 

policies should include AET’s role whenever possible (Mendenhall, 2012), especially in regards to 

workforce development and employment programs (Rivera, 2006). Finally, policy decisions should be 

inclusive of donor perspectives and cognizant of their priorities (Wallace, 2007). 
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Availability of Funding 
Funding for social services is often highly available in post-conflict countries, and initiatives that 

promote education reform are typically able to acquire assistance for new programs, competencies, and 

infrastructure. World Bank funding of many post-conflict countries in Sub-Saharan Africa, including 

Sierra Leone, Angola, and Mozambique, actually required the inclusion of educational policy and 

planning in PRSPs (Buckland, 2006). However, funding mechanisms must be both diverse and 

sustainable. Governments must be willing and able to match donor funding over the long-term for 

educational reforms to be effective (Mendenhall, 2012). This may require governments to seek funding 

that is longer-lasting than typical post-conflict funding cycles, which often decline quickly following the 

emergency phase (Vandenbosch, 2006). However, when efforts to secure funding are fruitful, post-

conflict countries are able to rehabilitate AET systems with far fewer government funds (Wallace, 2007). 

Sufficient and stable funding can also allow better support to teachers and better equip schools 

(Vandenbosch, 2006; Waters et al., 2007).  

Assistance for Institutional Capacity Building 
While post-conflict situations create a potential climate for policy reform and donor funding, long-term 

impact requires the creation of strong institutions and the building of institutional capacity for 

agricultural development and agricultural education (Betru & Hamdar, 1997; Hounkonnou et al., 2012). 

Yet as discussed, AET institutions in Sub-Saharan Africa are often weak and ineffective in terms of policy 

framework, organizational management and human capacity in particular. Post-conflict institutions are 

even more in need of rehabilitation and strengthening, which requires the building of human capacity 

within AET institutions (Wallace, 1997). This is a formidable challenge but one which is necessary and 

has become a focus of governmental and donor efforts. 

Capacity building is required of all stakeholders within post-conflict AET systems in Sub-Saharan Africa. 

At the administrative level, Davis et al. (2008) called for a change in “organizational cultures, behaviors, 

and incentives” that would promote innovation and realign AET systems with modern agricultural 

realities (p. 38). Improved leadership is also needed to promote policy-making, long-term planning, and 

results-based decision making (Wallace, 2007). Governments and donor agencies are therefore 

encouraged to include managerial training in any AET reforms (Spielman et al., 2008). This need is 

especially acute in post-conflict situations where governance may have included high levels of 

centralization and corruption, and donor agencies might already be available to provide governance 

training as part of their post-conflict development programming.  
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Fortunately, many international agencies working in post-conflict countries include the improvement of 

governance and the development of governmental capacity in their mandates. This creates a unique 

opportunity to build the capacity of Sub-Saharan African AET systems, as expertise and funding from 

NGOs and multilateral donors is already available. 

Capacity building at the school and/or classroom level is also needed for AET improvements in Sub-

Saharan Africa (Rivera, 2006). This is essential throughout the region but especially in post-conflict 

countries where skilled teachers are scarce and untrained teachers abundant (Buckland, 2005). First, 

AET teachers must be trained or retrained with relevant and current technical information to properly 

teach students (Mendenhall, 2012). Also, efforts to improve pedagogical practices can help enhance the 

overall quality of instruction and value of graduates (Blum, 2013; Ganpat, 2013). NGO partners can be 

especially valuable in providing training to AET teachers when governmental capacity is inadequate 

(Buckland, 2005). 

Building capacity at the local level will only improve AET systems if institutions are willing to accept 

greater decentralization. Large bureaucratic processes remain common in many Sub-Saharan African 

education systems, which unfortunately limits the ability of AET schools to be innovative, 

entrepreneurial, and flexible to the needs of learners and local conditions (Davis et al., 2008; Spielman 

et al., 2008). Decentralization may be especially challenging in post-conflict countries where ruling 

groups might be wary of relinquishing power to regions from which they draw less support (World Bank, 

2012). However, decentralization is truly needed for individuals within AET systems to teach and lead at 

their highest potential. Generating local empowerment and ownership of educational services within 

AET systems can also help reduce the burden on national governments and improve the quality of 

education to students (Mendenhall, 2012). 

Improved Collaboration and Partnerships between AET Providers 
The delivery of AET services in non- and post-conflict Sub-Saharan Africa can also be improved through 

expanded collaboration and the development of appropriate linkages between AET and other 

agricultural/educational stakeholders. Strong linkages can help transform AET systems into webs of 

information and learning (Wallace, 1997), increase innovation and connection to labor markets (Davis et 

al., 2007; Spielman et al., 2008), and promote effective agricultural research and extension (Betru & 

Hamdar, 1997). 
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The first step is to improve collaboration between AET service providers themselves. Fundamental to 

these linkages is open communication between stakeholders at the international, national, and school 

level. Communication and coordination can generate partnership between AET service providers and 

also with NGOs that conduct AET activities (Wallace, 2007). This will improve systems so that different 

providers of AET can implement complementary rather than duplicate or competing programs 

(Mendenhall, 2012). Improved collaboration will also allow for the sharing of strategies and resources, 

thereby creating a “learning web” within Sub-Saharan African AET systems (Wallace, 1997, p. 35). It is 

especially important to also develop linkages between secondary AET institutions and agricultural 

universities to ensure that curricula are complementary and secondary graduates possess the necessary 

skills for advancement and success at higher levels (Wallace, 1992, 2007). 

AET institutions are also encouraged to pursue closer ties with international actors, especially where 

post-conflict countries are trying to rebuild their AET capacity at the tertiary level (Buckland, 2005). 

There is currently renewed donor support for partnerships between external donors and AET 

institutions in Sub-Saharan Africa (Samoff & Carrol, 2004). This trend creates an influx of needed funding 

and can be very helpful in reconstructing and/or reforming AET institutions in post-conflict countries. 

Gore et al. (2009) described the impact of partnerships between USAID and 12 higher education 

institutions. The report found that modest funding created “significant value for the money” towards 

agricultural and educational development goals, and greatly enhanced the capacity of recipient AET 

faculty, staff, and students (Gore et al., 2009, p. 3). Similar opportunities exist for AET systems willing to 

pursue them. 

Enhanced Linkages within Agricultural Sectors 
AET systems are complex and necessarily linked to other components of the agricultural and educational 

sectors (Wallace, 1992, 2007). Within the agricultural sector AET is closely tied to farmers, producers, 

agricultural transportation and storage workers, Ministries of Agriculture, NGOs, agricultural research 

centers, agricultural extension, and rural households. In education AET is tied to general education (or 

non-AET) institutions, Ministries of Education, NGOs, and other formal or non-formal education actors. 

In recognition of the complexity of systems and the role played by AET, Davis et al. (2007) recommended 

creating linkages beyond the AET system itself and efforts to “forge stronger links between AET and 

other stakeholders” (p. 35). Each of these aforementioned groups have diverse capabilities that can 

benefit and reduce the costs to AET systems and institutions if properly utilized. Mendenhall (2012) 
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therefore recommended pursuing “partnerships that leverage the comparative advantages of each 

group” to develop more effective AET systems (p. 76). 

Additionally, Sub-Saharan African AET systems must collaborate more effectively with agricultural 

extension (Betru & Hamdar, 1997; Wallace 1992, 2007). Agricultural extension systems are often the 

destination of AET graduates (Davis et al., 2007), although they often lack the skills needed by extension 

systems and are unprepared for this vocation (Maguire, 2000). This can be remedied through closer 

collaboration between AET and extension, especially if AET institutions tailor curriculum and teaching to 

the anticipated needs of extension systems. Betru and Hamdar (1997) advocated for greater training on 

extension processes, andragogy, and research skills in AET programs. Also, extension and research 

systems are likely sources of up-to-date technical information that will be needed by AET students. Thus, 

stronger collaboration can improve both the quality and relevance of teaching and the employability of 

graduates. 

Greater collaboration with agricultural research institutions can also enhance the relevance and value of 

AET systems. Public and private agricultural research is expanding in Sub-Saharan Africa, and even in 

countries recovering from conflict (Spielman et al., 2009; Thirtle & Echevarria, 1994). Agricultural 

research in the region remains low, but has vast potential benefits that governments and AET systems 

can help to maximize. Alene and Coulibaly (2009) found that doubling funding for agricultural research 

in Sub-Saharan Africa could reduce poverty by 9% each year in the region. These gains, however, are 

only achieved through proper linkages that put research in the hands of farmers. Increasing 

collaboration between public systems (including AET) and researchers could improve the suitability of 

research to the contexts in which it might be used (Thirtle & Echevarria, 1994). AET could also provide 

an outlet for agricultural research to be disseminated as graduates move into extension and other 

related fields that involve working with potential adopters of new technologies and practices (Alene & 

Coulibaly, 2009). 

AET systems must also be reformed to include closer links to communities, farmers, and end-users. AET 

institutions in Sub-Saharan Africa are often set apart from their host communities. They are often 

staffed by instructors from other parts of the country and teach agricultural skills that are not always 

relevant to the local context or cropping systems (Mendenhall, 2012). 

Instead, AET should create stronger ties to host communities. Vandenbosch (2006) envisioned AET 

institutions as multi-purpose agricultural training centers that educate not only students but also 
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provide extension-like services to local farmers and communities. Adding a focus on promoting local 

sustainable livelihoods can also strengthen these ties (Wallace, 2007). Not only would this help garner 

local support for the institutions, AET schools would be better linked to the needs of end-users and 

students would have the opportunity to practice the skills taught in the classroom at home or within 

their communities. In support of this strategy, Van Rijn, Bulte, and Adekunle (2012) observed that AET 

institutions with stronger connections to their host communities were more innovative and produced 

more entrepreneurial graduates, which is another benefit of closer collaboration. 

Privatization Opportunities 
While collaboration with other AET providers, agricultural extension systems, and pertinent 

stakeholders may help governments improve the delivery of public agricultural education and training, 

privatization of AET in post-conflict Sub-Saharan Africa should also be considered (Oketch, 2007; 

Wallace, 2007). AET has traditionally been dominated by public institutions in the region. However, 

private AET services have become increasingly common, and are actually the dominant form of AET in 

some post-conflict countries (e.g. Mali) where government capacity is low (Oketch, 2007). 

Private AET providers have many benefits for governments. First, these institutions can lessen the 

financial burden on governments in post-conflict and least-developed countries by improving the 

coverage of and access to quality AET (Thirtle & Echevarria, 1994). Their funding structure can also allow 

for the inclusion of more target groups, and when donor funding is high can increase the involvement of 

low-income students (Oketch, 2007). Second, private institutions can be more flexible to the needs of 

labor markets. Curriculum can be quickly modified to be made more relevant without the lengthy and 

overly-bureaucratic processes found in public AET systems (Oketch, 2007). Private AET providers are 

also better able to conduct monitoring and evaluation activities to improve their educational delivery. 

Finally, private AET institutions are often more closely tied to emerging agricultural innovations (Thirtle 

& Echeverria, 1994). This better prepares students to work with these innovations upon graduation. 

Curriculum Reform 
Post-conflict governments are often eager to make policy changes that will distinguish themselves from 

previous regimes (Buckland, 2005, 2006). AET systems would be wise to capitalize on this opportunity 

and the corresponding flow of donor funding and support to implement reforms. 

Curriculum reform is clearly needed in Sub-Saharan African AET (Davis et al., 2008; Wallace, 1997). 

Criticisms of current curricula’s outdatedness and poor relevance to labor markets are widespread 
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(Jayne et al., 2010; Maguire, 2000; Oketch, 2007). Consequently, Wallace (2007) advocated that 

“curriculum processes and curriculum contents [be] reformed at national and local levels” (p. 587). This 

process will be most successful if participatory curriculum development approaches are inclusive of 

stakeholders at all levels and from all relevant groups are involved in the process to align the curriculum 

with the needs of society (Aron, 2003). In post-conflict countries curriculum reform requires 

decentralization, which will be challenging but can also help unify diverse groups if done appropriately 

(Buckland, 2005). 

Most importantly, reformed AET curriculum must be flexible and needs-based (Oketch, 2007). AET 

systems need to move away from outdated models and focus on present labor demands (Wallace, 

1997). Using participatory reform methods will help make AET systems more relevant to stakeholder 

needs and labor market requirements. Links to the labor market created during the reform process can 

also allow curriculum to quickly be modified as labor needs change (Oketch, 2007; Vandenbosch, 2006). 

In addition to reflecting the needs of the labor market, AET curricula must better serve agricultural 

stakeholders. Buckland (2005) argued that curriculum reform in post-conflict countries should contain 

economic and social goals that garner popular support and contribute to national development 

objectives. Wallace (2007) advocated a focus on “appropriate training for deprived groups in rural 

society at large, aiming towards poverty reduction” and as a means of peacebuilding and development 

(p. 587). Incorporating new target audiences is also crucial (Wallace, 1997), especially former child 

soldiers and displaced youth (Blattman & Annan, 2012; Buckland, 2005). Therefore to properly reform 

AET curriculum, it will be necessary for governments and institutions to conduct national and local 

needs assessments of the agricultural sector (Vandenbosch, 2006; Wallace, 1992, 1997). Again, this 

process should be participatory whenever possible. 

Reformed AET curricula should highlight entrepreneurship and innovation skills (Davis et al., 2007; 

Spielman et al., 2009). Currently many AET systems focus heavily on the large-scale production of staple 

and export crops (Vandenbosch, 2006). This is especially true in post-conflict countries which struggle to 

reestablish food security and curb importation (Seuneke, Lans, & Wiskerke, 2013). Unfortunately, this 

narrow focus does not leave adequate room for AET systems to prepare students to be entrepreneurial 

and innovative. Nonetheless, entrepreneurship and innovation are two of the most sought skills in 

agricultural graduates, and are least commonly developed by current Sub-Saharan African AET systems 

(Ganpat, 2013; Oketch, 2007; Seuneke et al., 2013).  
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Seuneke et al. (2013) argued that the ability to be entrepreneurial is the single most important skill Sub-

Saharan African farmers need to survive. The authors also asserted that entrepreneurship not only could 

be learned by farmers but it could be taught by development practitioners, placing the burden on AET 

graduates to do so. 

Developing innovative thinking and creativity in AET graduates should also be a goal of curriculum 

reform (Wallace, 1997). Agricultural innovations are increasingly important to African farmers, yet 

farmers often lack the ability to innovate themselves or to easily incorporate innovations into their 

farming (Spielman et al., 2009). Similarly, the ability of AET graduates to seek innovative solutions 

outside of past technical training is increasingly important in Sub-Saharan Africa. Current AET graduates 

must therefore be better able to utilize new technologies and seek novel solutions to the production 

problems of stakeholders in the agricultural sector. This is especially true of those graduates who would 

work in post-conflict extension systems. Reformed curriculum must reflect this focus on innovativeness 

(Wallace, 1992).   

Finally, efforts to reform AET curriculum in post-conflict Sub-Saharan Africa should consider the 

inclusion of a general education component to degree tracks. Providing students this pathway can 

achieve several benefits. First, by providing a dual degree track students have the opportunity to 

continue their education (Oketch, 2007). This will increase the desirability of AET programs and allow 

graduates other employment possibilities. Similar programs have been implemented successfully in 

several countries including those emerging from conflict (Kone, 2013). Second, the inclusion of a general 

education component will ensure that the skills learned are not overly specialized but are instead useful 

in multiple contexts or vocations (Wallace, 2007). Overspecialization has shown to be problematic when 

instruction does not meet employment demand. Graduates often remain unemployed as a result 

(Oketch, 2007). 

Including a general education component is most feasible at the primary and secondary levels (Wallace, 

2007). Tertiary AET institutions should remain specialized in agriculture. Furthermore, those AET 

institutions that have proven to be successful and of high quality should not be forced to provide 

general education degrees (Oketch, 2007). 

New Teaching Strategies 
In addition to curriculum reform, Sub-Saharan African AET systems could benefit from modifying their 

teaching strategies to better suit the needs of learners (Vandenbosch, 2006). Modern educational 
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theorists (e.g. Knowles, Swanson, & Holton, 2005; Kolb, 1984) acknowledge that individuals possess 

diverse learning styles. Still, many African AET schools predominately use lecture-based teaching with 

elements of demonstration. Reforms should therefore increase the level of student involvement 

(Wallace, 1992, 1997). Wallace (2007) argued that AET should focus primarily on experiential learning 

over other teaching methods as this is better preparation for future employment. Additional efforts to 

make student assessments competency- rather than knowledge-based might also help graduates learn 

more useful skills (Blum, 2013; Ganpat, 2013). 

Teaching and learning in AET should also be more participatory than in current AET systems. 

Participatory education is especially important at tertiary AET institutions where students are ostensibly 

adults and can contribute significantly to instruction (Chambers, 1994; Knowles et al., 2005). Greater 

participation in teaching can not only help tailor instruction to the needs of learners but can also teach 

students the participatory skills they will use in future interactions with agricultural stakeholders 

(Wallace, 1992). 

Alternative and Transitional Education Models 
A more radical approach could be to introduce alternative education models for vocational and AET 

schools. Some post-conflict countries lack sufficient governmental or donor support for traditional AET 

systems to function effectively. In these cases, educational alternatives should be considered. This can 

include independent community-run schools designed to provide relevant vocational skills to students 

who missed years of education due to fighting or displacement. 

In post-conflict Somalia, the Flexible Approach to Education (FAE) model is used in remote regions 

affected by conflict and without government-run schools (Bekalo et al., 2003). FAE schools use a flexible 

demand-driven curriculum, local community members as teachers, and operate within communally-

owned land or buildings. The approach has the advantage of providing students a closer and less 

expensive educational option, and prompts greater enrollment than other schools. Using FAE schools in 

place of general education or AET schools also saves governments money for teacher salaries. The 

system also has drawbacks, including low quality of instruction due to untrained teachers. The potential 

lack of acceptance of FAE degrees may also compromise the employability of graduates (Bekalo et al., 

2003). 

FAE is most useful during early post-conflict periods when governments are transitioning back to 

normalcy and are desperate to provide some form of relevant education (Bekalo et al., 2003). It should 
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not be considered a long-term solution except in areas where other AET institutions are not present to 

serve students. Remote rural regions or those isolated due to violence are possible sites for FAE schools. 

Although not ideal, when FAE is the only alternative available to post-conflict governments it should be 

considered as a viable means of providing agricultural/vocational training to post-conflict populations. 

Building upon Successes  
Perhaps the most important means of improving AET systems in post-conflict Sub-Saharan Africa is by 

learning from and building off of the successes of other systems in the region. Vandenbosch (2006) 

wrote that “interesting and promising new models of post-primary agricultural education and training 

are emerging in different countries in sub-Saharan Africa” (p. 3). Similarly, many governments have 

successfully rebuilt and implemented AET systems following conflict. Individual AET schools have also 

been productive, innovative, and successful in producing trained graduates able to enhance post-conflict 

agricultural sectors (Wallace, 2007). In all cases, there are lessons learned that can be beneficial to other 

AET systems and institutions in Sub-Saharan Africa. This provides new hope and direction towards the 

revival of post-conflict AET throughout the region (Wallace, 2007).  

Building off of these successes requires AET systems and institutions to invest in monitoring and 

evaluation process and provide open communication of results across Sub-Saharan Africa 

(Vandenbosch, 2006). One positive model is the AET Africa database which provides statistics and 

information on tertiary AET institutions within the continent (AET Africa, n.d.). When evaluation and 

communication are done appropriately, AET systems in post-conflict Sub-Saharan Africa can use proven 

strategies and avoid pitfalls to maximize their effectiveness and relevance to their respective agricultural 

sectors. 

Summary 
 

The importance of AET to the development of agriculture and economic development in general in the 

Sub-Saharan Africa region remains large, even as AET in the region continues to face many challenges 

and constraints. These issues are particularly acute in post-conflict countries that lack the stability, 

institutional capacity, and overall conditions for effective agricultural education. However, progress 

towards the improvement of AET is despite the constraints. Targeted reforms, greater attention to 

student needs and the demands of labor markets, and efforts to improve linkages and form beneficial 

partnerships all provide areas for AET systems to become more effective and impactful. With 
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appropriate interventions, AET in post-conflict Sub-Saharan Africa can become a major force for 

agricultural production growth, improved food security, and poverty reduction. Opportunities for such 

interventions include the strategies highlighted below. 

Assistance for Institutional Capacity Building 

Capacity building is required of all stakeholders within post-conflict AET systems in Sub-Saharan Africa. 

Fortunately, many international agencies working in post-conflict countries include the improvement of 

governance and the development of governmental capacity in their mandates. This creates a unique 

opportunity to build the capacity of Sub-Saharan African AET systems, as expertise and funding from 

NGOs and multilateral donors is already available. 

Improved Collaboration and Partnerships between AET Providers 

The delivery of AET services in non- and post-conflict Sub-Saharan Africa can also be improved through 

expanded collaboration and the development of appropriate linkages between AET and other 

agricultural/educational stakeholders. Strong linkages can help transform AET systems into webs of 

information and learning, increase innovation and connection to labor markets, and promote effective 

agricultural research and extension. 

Enhanced Linkages within Agricultural Sectors 

AET systems are complex and necessarily linked to other components of the agricultural and educational 

sectors. Linkages must be created beyond the AET system itself and efforts to forge stronger links 

between AET and other stakeholders. Each group has diverse capabilities that can benefit and reduce 

the costs to AET systems and institutions if properly utilized. Partnerships must also leverage the 

comparative advantages of each group to develop more effective AET systems. Reforms are needed to 

include closer links to communities, farmers, and end-users. 

 

Privatization Opportunities 

Private AET providers have many benefits for governments. First, these institutions can lessen the 

financial burden on governments in post-conflict and least-developed countries by improving the 

coverage of and access to quality AET. Second, private institutions can be more flexible to the needs of 

labor markets. Curriculum can be quickly modified to be made more relevant without the lengthy and 

overly-bureaucratic processes found in public AET systems. Private AET providers are also better able to 

conduct monitoring and evaluation activities to improve their educational delivery. Finally, private AET 

institutions are often more closely tied to emerging agricultural innovations. 
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Curriculum Reform 

Given the criticisms of current curricula’s “outdatedness” and poor relevance to labor markets, it is 

imperative that curriculum processes and curriculum contents be reformed at national and local levels. 

Such processes will be most successful if they use participatory curriculum development approaches and 

are inclusive of stakeholders at all levels and from all relevant groups. Post-conflict opportunities can 

and should be taken to strategically involve stakeholders and targeted communities in the process in 

order to re-align the curriculum with the needs of society. In post-conflict countries curriculum reform 

requires decentralization, which will be challenging but can also help unify diverse groups if done 

appropriately. 

New Teaching Strategies 

Teaching and learning in AET should also be more participatory than in current AET systems. 

Participatory education is especially important at tertiary AET institutions where students are ostensibly 

adults and can contribute significantly to instruction. Greater participation in teaching can not only help 

tailor instruction to the needs of learners but can also teach students the participatory skills they will 

use in future interactions with agricultural stakeholders. 

Alternative and Transitional Education Models 

In post-conflict environments, the Flexible Approach to Education (FAE) model can be used in remote 

regions affected by conflict and without government-run schools. FAE schools use a flexible demand-

driven curriculum, local community members as teachers, and operate within communally-owned land 

or buildings. The approach has the advantage of providing students a closer and less expensive 

educational option, and prompts greater enrollment than other schools. 

Building upon Successes 

Perhaps the most important means of improving AET systems in post-conflict Sub-Saharan Africa is by 

learning from and building off of the successes of other systems in the region. Interesting and promising 

new models of post-primary agricultural education and training are emerging in different countries in 

sub-Saharan Africa. Similarly, many governments have successfully rebuilt and implemented AET 

systems following conflict. Individual AET schools have also been productive, innovative, and successful 

in producing trained graduates able to enhance post-conflict agricultural sectors. In all cases, there are 

lessons learned that can be beneficial to other AET systems and institutions in Sub-Saharan Africa. 
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