Situational Analysis on Factors Impeding Female Participation in
Teacher Training Programs in Refugee Contexts Ethiopia

Final Report

July 2020

W= . T

T ?\,,*M:- B> ..uuu‘m-ﬂ

|
}




Art portrait photographed by Dawit Teshale.
© Dawit Teshale, image reproduced with his kind permission.

Translationto English: 6 Joy after sufferingd

Patricia Callanan and Andie Reynolds.

© 2020 VSO Ethiopia & UNICEF i all rights reserved.




Contents

Contents
Abbreviations

Acknowledgements

1. Executive Summary
1.1 ResearctQuestions
1.2 Researchrartnership
1.2.1 Justification
1.3 Overall Objectives

1.4 Specific Objectives

2. Literature Review: Ethiopia Refugee Contextand Incentive Teaching
2.1 Ethiopidds Ref ugee Popul ati on
2.2 Refugee Education Policy and Delivery in Ethiopia
2.2.1 Refugee Education Policy and Funding
2.2.2 Refugee Education Delivery

2.2.2.1Relationship between Governmental and
Non-Governmetal Bodies

2.2.2.2 Deliveryof Refugee Education in Camps
2.2.3 Studies of Refugee Education in Ethiopia
2.2.4 Teaching in Refugee Camps

2.2.5 Why Female (Incentive) Teachers Matter

3. Situational NeedsAssessment: Approach and Methodology
3.1 Recruitment and Training
3.2 Sampling
3.3 Key Stakeholders / Primary Actors
3.4 Methodology: Data collection tools withaparticipatory design
3.5 Data Analysis
3.6 Limitations

Vi

© ©O o

11

13
13
16
16
18

18
20
20
22
24

26
26
26
27
27
30
31




3.6.1 Time scales and delays
3.6.2 Security

3.6.3 Language

3.6.4 The social desirability effect

3.6.5 Little documentation on the incentive teaching initiatives

Findings andDiscussion
Part A i External Barriers
4.1 FragileContext
4.1.1 Legacy issues
4.1.2 Lack of security
4.1.3 Unaccompaniedhinors
4.1.4 Disabled people
4.2 Poverty
4.2.1 Child labour
4.2.2 Hunger
4.2.3 Waterinsecurity
4.2.4 Adverseweater conditions
4.3 Gender Inequality
4.3.1 Lack of decisiormaking power
A. Lack of decisiormaking power in the home
B. Lack of decisiormakingpower in the public sphere
4.3.2 Gender division of labour and time poverty
4.3.3 Gender based violence
4.3.3.1 Domestic violence
4.3.3.2 Sexual harassment
4.3.3.3 Rape
4.3.4 Female genital mutilation
4.3.5 Sexual exploitation
4.4 Child Early and Forced Marriage (CEFM) a@tildbearing

4.4.1 Early pregnancy and childbearing

iv

31
31
32
32

33
33
32
35
37
39
M
M
42
43
45
46
46
47
47

58
59
60
61
63
63

70




5.

4.4.11 Unwanted pregnancy 71

4.4.2 Lack of information on familylanning / cotraception 73
4.5 Conclusion 75
Part B of Findingsi Internal Barriers 76
51 Students and Learning 76
5.11 The quality of education and teachers in ARRA prirmstyools 76
5.1.2 Enablers helping young girls attend school 81
5.1.2.1 What education means to young girls 81
5.1.2.2 Girls enjoy going to school and learning 83
5.1.2.3 More independerfutures 84
5.1.2.4 More girls enrolling in school 85
513 Barriers affecting young gi85
5.1.3.1 Drop-out rate and grades of young girls 86
5.1.3.2 Disruption in the classroom 88
5.1.3.3 llliteracy / lack of education in home country 89
5.1.3.4 Lack of female teachers as role models 90
5.1.3.5 Language barriers between teachers and students 91
5.1.4 Summary 92
5.2 Teachers in Camp 93
5.2.1 Background, motivationsna aspirations of female teachers 93
522 A6t vy pi c alfemaldteagherins refugee camp 95
5.2.2.1 Gender discrimination 95
5.2.2.2 Students in class 97
5.2.2.3 Teacheworkload 98
5.2.2.4 Quality of teacheresources 98
5.2.2.5 Lack of support and mentorship 99
5.2.2.6 Language and communication issues 99
5.2.2.7 Discrepancy between national and incentive teachers00
5.2.3 Summary 102
5.3 IncentiveTeacher Training Initiatives 103

\

s O

atte

nd



6.

531

5.3.2
5.33

534

535
5.3.6

Incentive teacher training initiatives
5.3.3.1 Ambiguity in definition

5.3.3.2 The main initiative

5.3.3.3 Awareness of the main initiative
Recruitment to the main initiative
Trainingacross camps

5.3.3.1ARRA/ TTC training

5.3.3.2 In camp training (NGOs and TTCs)
5.3.3.3 Evaluation of training

5.3.3.4 No training

Main barriers

5.3.4.1 Pay and lack of careerogression

5.3.4.2 Pool ofeligible girls

5.3.4.3 Halts progressioto secondary school

5.3.4.4 Language barriers
5.3.4.5 Drop-outs
Fasttrack option

Summary

Part C of Findings T Interventions to Address Barriers

6.1

6.2

Existinginterventions to tacklexternal barriers

6.1.1
6.1.2
6.1.3
6.1.4

GBV and FGM
Integrating refugee and host communities
Equality, diversityand social change

Importance of education

Suggested interventions to tackle external barriers

6.2.1
6.2.2
6.2.3
6.2.4
6.2.5

GBV and FGM

Gender equality
Importance of education
Stop CFEM

Summary

Vi

103
103
105
107
108
110
110
112
115
118
118
119
122
123
124
124
126
127

129
129
129
131
132
134
136
136
137
138
139
139




7.

6.3 Existing interventions to address internal barriers

6.3.1
6.3.2
6.3.3

Providing educational infrastructure
Literacy and language programmes

Positive discrimination

6.4 Suggestedhterventions to address internal barriers

6.4.1
6.4.2
6.4.3
6.44
6.4.5
6.4.6
6.4.7
6.4.8
6.4.9

Raise awareness of main initiative

Re-design the initiatives as a cohesive programme
Re-design and improve the quality of the training
Increase thancentive payment

Recruit females only and train them in camp
Improve the infrastructure in schools

Offer free language provision

Offer free childcare / domestic support

Summary

Conclusions and Recommendations

7.1 Recommendations to addresgernal barriers

7.1.1

7.1.2

7.1.3

7.1.4

7.1.5

Taking a context and gender sensitive approach (ouatisg)
Addressing poverty
7.1.2.1 Poverty reductionincome generation
7.1.2.2 Increase incentive pay
Addressing trauma
7.1.3.1 Scalingup psychosociagupports
Gender transformative programming
7.1.4.1 Gender mainstreaming
7.1.4.2 Co-design
7.1.4.3 Empowerment
7.1.4.3.1 Empowerment initiatives
Addressing negative socimltural norms and practices

7.1.5.1 Sensitisation and community awareness raising

140
140
142
143
144
144
146
148
150
152
154
155
156
157

158
158

160
161
162
162
163
163
163
164
165
165
167
167

7.1.5.2 Culturally sensitivébehavioural and sexual education168

Vi




7.1.6

7.1.7

7.1.5.3 Strengthening reporting and accountability systems 168

7.1.5.4 Male engagement
7.1.5.5 Community theatre
7.1.5.6 Community radio

Addressing timeoverty

716.1F1l exi bl e | earning: O0Bui

7.1.6.2 Incorporate training on time saving teckhogy
7.1.6.3 Adopt family-friendly policies

7164F|1 exi bl e 6cl assroomsé
7.1.6.5 Address period poverty

Synergies with other initiatives

7.2 Recommendation® address internal barriers

7.2.1

7.22
7.23

7.2.4
725
7.26
1.2.7

7.2.8

Provice infrastructureand basic resources at ARRA
primary schools

Increaseancentives, including salary payment
Re-design the initiative as a programme embedded in
education policy

More relevant refugee educatitaining

Raise awareness of main initiativprogramme

Targeted recruitment for females and train them in camp

169
170
170
171
L7d
171
172
172
173
174
174

176
178

181
182
184
185

Provide free language courses in local languages, Amharic 187

and English

Final reflections

VSO / UNICEF TERMS OF REFERENCE

Bibliography

viii

189

191
195

ne




Abbreviations

AFL

ARRA

CFEM

CPIE

CRRF

DEC

DfID

DRDIP

ECCD

ECW

EECMY

EFL

EiE

Assessment for Learning

Agency for Refugee and Returnee Affairs

Child Forced Early Marriage

Child Protection in Emergencies

Comprehensive Refugee Response Framework

Development Expertise Centre

Department for International Development

Development Response to Displacement Impacts Project

Early Childhood Care and Development

Education Cannot Wait

Ethiopian Evangelical Church Mekane Yesus

English for Learning

Education in Emergencies




EMIS Education Management Informmat8ystem

EOC DICAC Ethiopian Orthodox Church Development and-@tarrch Aid Commission

ESDP Education Sector Development Plan
ESOL English for Speakers of Other Languages
ETP Education and Training Policy

FGD Focus Group Discussion

FGM Female Genital Mutilation

GBV Gender based Violence

GCR Global Compact on Refugees

GES Global Education Strategy

HIV Human Immunodeficiency Virus

IASC InteAgency Standing Committee

IGAD Intergovernmental Authority on Development

INGO International Norgovernmental Organisation




IP International Partner

IRC International Rescue Committee
Kl Key Informant Interview

MLC Minimum Learning Caqity

MoE Ministry of Education

MSF Médecins Sans Frontiéres

NGO Noigovernmental Organisation
NRC Norwegian Refugee Council

PI Pldnternational

PTA PareffieacherStudent Association
RCC Refugee Central Committee
REB Regional Education Bureau
SEA Sexual Exploitation and Abuse

SDGs Sustainable Development Goals




SH Sexual Harassment

SRGBV School Related Gender Based Violence

SRHR Sexual and Reproductive Health and Rights

TEVC dchnical and Vocational Education and Training

TOR Terms of Reference

TOT Training of Trainers

TEC Teacher Education College

UN UniteNations

UNCRC The United Nations Convention on the Rights of the Child
UNESCO The United Nations Educational, Scientific and Cultural Organisation
UNFPA The United Nations Population Fund

UNHCR The Office of the United Nations High Commissioner for Refugees
UNICEF The United Nations Children's Fund

USAID The United States Agency for International Development




USAIDFFP

VSO

WASH

WFP

WHO

The United States Agsnfor International Development Food for Peace

Voluntary Services Overseas

Water Sanitation Hygiene

World Food Programme

World Healt@rganisation




Acknowledgements

There were many people who contributed to this context analysis and without which this situational
needsanalysis could not have been completed. Firstly, we would like to acknowledge the contribution of
the 6Fantasticb6 team of r es e a Thehknavwsnvbdareshe mmountan wh
is. Thanks also to all the staff of VSO Ethiopia, @siplly the Education team. Many thanks to Dr

Bamlak Alamirew Alemu for his contribution to the data analysis. Thanks also to Electra Babouri for her
invaluable advice throughout. We are grateful to ARRA and their officials for allowing us access to the
refugee camps across Ethiopia. Thanks also to Megan Jones, Resourcing Officer with VSO for her
support. In addition, we acknowledge the work of other researchers and organisations whose work was

cited in the report.

Above all, our deepest gratitude goeslidhe participants in this study, who very generously shared

their views and stories with us.
We are very grateful to you all,

Hul achi hunimi Umeseginal ehu.

vi




1. Executive Summary

Education is a key component to humanitarian support to refugees and aligns to the SDG 4 on the
delivery of inclusive and quality education for all and to promote lifelong learning. To enable this,
there has been significant investment to trairlified refugee teachers who can effectively teach
children within the refugee camps in Ethiopia. However, this has been faced with a major uptake

challenge, especially in limited participation of female refugee trainees.

This situational needs assessmemtks to determine the factors that have impeded the participation of
female teacher candidates in incentive teaching and available teacher training initiatives to date and
make recommendations for a well informed and evidence based training programmetaedits

the needs and challenges of future female teachers.

The research was conducted between January an
Education team, two international volunteers and twenty local research assistants. Drawing on
participatory action research methodologies, the research engaged many participant groups, including
young girls aged 126 who are eligible to become incentive primary schoolteacherspodtop
teachers/female teachers who have left the (primary) teachinggimfeexisting female primary

teachers (both national and incentive teachers), community leaders, including parents, camp leaders
and religious leaders, representatives from Teacher Training Colleges (TTCs), INGO and/or NGO

refugee education specialistsd ARRA representatives.

A number of important recommendations flow from the findings. These evidasesl findings will
help inform the creation, design and implementation of a teacher training programme that will build

the skills of potentially qualiid females in refugee camps for a certification / diploma in teaching.

The findings of this situational needs assessment are that there are both external and internal barriers
l'imiting young female refugeesd e nepchg raneqit wi
initiatives throughout Ethiopia, resulting in the limited participation by the female refugee

community. The external barriers encompass the sndtaral norms female refugees live with in

refugee camps, and the internal barriers conte systemic issues that female refugees face when

engaging with education structures.

An analysis of the |lived experience of women
the fragility of the refugee context, revealed that abject povesfychological distress and negative
socio cultural norms and practices create particular gespbaific vulnerabilities for female

refugees.
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Gendered social norms underpinning the gender division of labour, that dictate that women and girls
are respornble for providing care and domestic work, confine female refugees to the home and create

time poverty, thereby limiting their capacity for participation in other activities, including education.

Gender inequality is further manifested, notonly infemakef ugeesd | ack of deci
engagement with the public sphere but is also in negative-soltioal practices such as gender

based violence (GBV) andhild early forced marriage (CEFMJhese harmful traditional practices
constitute powerfubarriers to the uptake of skill building initiatives in teaching and subsequently

teaching opportunities by female refugees.

S i

While GBV is all too often masked, dueto what Eschete f er s t o-cakt ot Al sbrcowdi

t hat i s Oas sgoecnidaetre di swsiutehs sausc hs e x u al i t?ythissmdy s e x
found that sexual and gender based violence (SGBV) continues to pose particular challenges for the
female refugee community in every refugee camp in EthiG#/ causes many youngfugee girls

to drop out of school and prevents many female refugees from entering the teaching profession.

Gender inequality in refugee camps also manifested in CEFM practices. Early marriage was identified
as a gender specifiminerability faced by female refugees, in every region. The findings of this study
are that early marriage is a major barrier to education in refugee camps in Ethiopia, where many
young girls have no option but to drop out of education due to the sauietaliltural pressure to

marry. This reduces the number of girls who pursue their education and ultimately, the pool of

potential female refugees who can participate in the teaching profession.

By unpacking these external barriers, this study helpsderstand the social economic and cultural

barriers which have hitherto created an Obupt ak

teacher candidates in teacher training initiafivésese need now to be addressed in any future
programming by MIICEF to enable a teacher training programme design that fits the needs and

challenges of future female teacHers

Through documenting the experiences of young
educational structures both within and out with #feigee camgsthis situational analysis also

uncovered a range of internal barriers having

1Women in Faculties of Teacher Training Institutions in Ethiopia3}200

2|bid, p.10

3 UNICEF/VSO Terms of Reference For A Situational Analysis on Factors Impeding Female Participation in
Teacher Training Programs in Refugee Contexts

4 Ibid

5 In primary schools located inside refugee camps and regional teacher trainiegesoin larger cities in
Ethiopia.
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incentive teaching/training initiatives. The analysis focused on the internal barriers faced by three key
groups offemale refugees: (i) young girls studying in primary school; (ii) female incentive teachers
working in primary schools, and (iii) female teachers who had previously taught in the same primary
schools. All three groups described the primary schools amépbksic infrastructure and resources

such as electricity, water, sanitation, food, fences / gates, air conditioning, desks, chairs, teaching and
learning resources, internet and enough classrooms. Most classrooms were only budOfor 30

students yet, maverage, teachers taught between 70 and 120 students in each class, with some
reporting even higher figures. Many students were left to stand during lessons, provoking disruption
and behavioural issues which the teachers struggled to manage. Combinefienitigh
temperatures and humidity, classes were regul 3
unconducive to teaching and | earning. This is
limits the teacher: student ratio to 15%@ primary schools, a figure that is in line with the ideal

teacher: student ratios advocated by the teachers during this study.

Primary schools were also described as unsafe spaces where female refugees would often experience
GBV and gender discrimination. Boyoung girls and female teachers had an everyday fear of

becoming a victim of GBV and sexual harassment when walking to school and while inside the

school grounds, including in class. Some schools did not have gates or fences which allowed
uninvited peop to enter school grounds, disturb lessons and could lead to increased sexual
harassment of females. Female teachers also faced habitual gender discrimination from male students
and coll eagues as primary t-eatkdnopintidcampai del y
This was reflected in the male: female teacher ratio in the primary schools. At least one camp in every
region studied had no female teachers and where female teachers were present the ratio was often
greater than 10’1Such push facterwere identified as causing several female teachers to eegign

find alternative employment. Thus, to increase the numbers of female teachers in refugee primary
schools, appropriate interventions must be introduced to tackle these internal barmetaiand

existing female teachers.

These internal barriers were also contributing to female studenbdtoPespite compulsory
attendance being 6enforcedd i n r ef uvoyteamgegdfrom mar y
high (20%) to extremely hig(45%) across the camps. Commonly, this ebopwould speed up

when the refugee girls reached 13 years old, during the transfer from lower to upper primary

school (grade 5). In grade 5, the language of instruction changes from a local language to eith

8 UNHCR (2015) Ethiopia Refugee Education StrategyZ0iH, p.15.
710:1 male: femal¢eacherratio was considered the average in recent studiedertakenin primary schools
in refugee camps in Ethiopia.
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English or Amharic depending on the region. This language switch was also regarded as an internal

barrier contributing to female dregqut.

Droppingout of school early automatically excludes young female refugees from enrolling on
available teacher tnaing initiatives as completing grade 10 is the minimum criteria for entry.
Therefore, to increase female participation in these training initidtippropriate interventions need

to be introduced to help eradicate such barriers.

Internal barriers weralso embedded within the incentive teacher training initiatives, themselves.

Very few of the young refugee girls were even aware of these initiatives. Moreover, even when there
was awareness, a persistent ambiguity in defining these initiatives existeakilprdue to their

invisibility in refugee education policy and a lack of documentation defining their aims and
objectives. The recruitment strategy was also vague and failing to suitably attract eligible female

refugees.

Once recruited, female teachéatentified four more internal barriers in the initiatives: (i) insufficient,

and inconsistent, training; (ii) inadequate, and often late, salary payment; (iii) male dominated training
spaces that can intimidate and exclude female refugees, and (ivpaghdanguage training,

especially in Amharic and English. These internal barriers were also acting as push factors, especially
the paltry, and often | ate paid, 6éincentived s
700 to 920 Birr (US$19(826.10) per month, whereas national teachers, who had the similar

workloads and responsibilities, had salaries that ranged from 3000 to over 6000 Birr aAthonth.

incentive and drojout teachers across all cangited this meagre salary asumdamentainternal

barrier.

This report offers a number of recommendations on how these barriers can be holistically addressed
by UNICEF programmatically, so as to increase the uptake in incentive teacher initiatives and

associated training opportunities by female refugees as well as ensuring the rétbetieof.

Based on the findings in relation to the external barriers limiting the participation of potential female
teachers in available teacher training initiativhs study recommends a holistic response by

UNI CEF, one that takes education 6éoutside the
impeded the uptake of both educational and teaching opportunities by female refugees in Ethiopia, to

date.

8 As per the objectives of the UNICEF/VSO TOR

9 Although the TOR for thigtsational needs analysiid not specifically seek identify barriers
to/recommendations aroundetention, barriers to uptake and retention are closely linked and often mirror
each other.Thus,addressing these barriees part of future programmingill address both uptakef

incentive teaching/training as well astention.




U N | C Edntitipated communications for development campaign to help address cultural barriers to
female refugees taking up opportunities in teaching must take a context and gender sensitive
approach. Programmatically, this implies any future programme willmeedd e t ai | or ed o
by campdé basi s, to consider | ocal context, s o
each individual camp are met. Future initiatives will need to be rolled out in partnership with the local
community. This will nvolve close collaboration with influential leaders in camp, such as elders, clan

| eaders, religious | eaders, camp | eaders etc.

the sustainability of these initiatives in each camp.

Future programmingqu st al so be gender specific, recogni
lives in refugee contexts in Ethiopia and the specific gender vulnerabilities that constrain the female
refugee community. It is also recommended that gender mainstreaming ldethbeo future

training schemes for incentive teachers and that empowerment measures are integrated into

UNI CEF0s capacity building programme, going f

Given the impact of poverty on refugeceidlim | i ve
resilienceb6, in particul ar, poverty alleviatdi
occupational poverty must be revised. It is also recommended that female incentive teachers be
further incentivised by the addition of an income gatien component to the programme.

Negative sociecultural norms and practices must be challenged. This must be done in culturally
sensitive ways through community sensitisation and awarerssisig. Accountability and reporting
systems should beembedde i n any new programmes and aligne

Preventing and Responding to Sexual Exploitation and Abuse (SEA) and Sexual Harassment (SH).

Male engagement work with male refugees is highly recommended. Training men and boys to
challenge negtive sociecultural norms and practices should be considered in any future capacity
building initiatives by UNICEF. There are many examples of how male engagement work has worked
to great effect to help reduce the incidence of harmful smdiniral pradces. Community awareness

and sensitisation work, more broadly, is also recommended. Community theatre is a very useful tool
for challenging the 6taken for grantednessd o

medium for promoting the educatio of o6t he girl 6 refugee.

Given the gendered reality of female refugees
addressedAny future programmes should allow female refugees to integrate education with other

commitments. Family friendly picies will encourage more females into the teaching profession.

It is also recommended that UNICEF consider other models of schooling which would help address

female refugeesd concerns around security as
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programming should consider the O6flexible clas
there is no 6one wayod of delivering high qual:.
tailored and blended to incentivise the female refugee aomtynto get involved in teaching/training

opportunities, without creating an additional burden for them.

Finally, where any of these recommendations |
building, it is recommended that existingdamp prgrammes that address gender specific

vulnerabilities be supported to address many of the unmet needs of female refugees.

This situational needsssessment also puts forward recommendations to UNICEF to tackle the
internal barriers acutely affecting female ref

teacher training initiatives.

Additional funding will need to be made availablepde infrastructure and basic resources to

refugee primary schools. This includes building bigger primary schools or adding extensions on to
existing school compounds. This would help reduce the high student: teacher ratios reported across
the camps, allownore teachers to be hired and thus reduce workloads for existing teachers. The

provision of electricity, water, sanitation, school meals and the internet must also be provided.

Secondly, incentive teachers need pathways for career development, inchadiagign procedures.
Following the UNHCR (2015) strategy for refugee education in Ethiopia, this situational analysis
recommends an increase in refugee teacher incse
account education qualification, yearssok per i ence, and p'®ltasoadwetres e o
for a standardised incentive scale on merit base, which eliminates the current blanket scale for refugee
incentive salary payments. Existing and dont teachers reflected that the introductidnhese

could provide enough of an incentive to recruit, and retain, eligible female refugees to incentive

teacher training incentives.

A related recommendation is internationally accrediting the diploma awarded to incentive teachers.
This accreditatiolis possible can be done in consultation with the Ministry of Education in Ethiopia

(MoE) and its counterpart in neighbouring countries.

Fourth, this study calls for the existing initiatives to be upgraded into a cohesive programme
embedded into refugeelecation policy frameworks and strategies in Ethiopia. The design of this
programme should also include the voices of refugee communities and international partners

(including INGOSs) to ensure it meets the needs of female refugees. In the interim, UNIG#F s

0 UNHCR (2015) Ethiopia Refugee Education Strategy2Z0H, p.15.
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manage the devel opment of this programme with

design, management and implementation.

Fifth is to improve the quality, coherency and relevancy of the available teacher training. Training
content shouldocus on refugee education, with foundational modules in psyobial issues and
training, English language acquisition, student behaviour management, working in refugee education /

education in emergencies (EIE) contexts and soft skills provisiondingluesiliency skills for

female trainees. Refugee females should also be encouraged to support each other in training, and this

training should address the internal and external barriers they face; helping them to develop the

necessary resiliency skilte cope with such barriers.

Sixth is to raise the awareness of these initiatives in refugee communities, particularly for female
refugees. To do this, parallel awarenessing campaigns about the importance of education should
be developed. Key power [tdrs in refugee communities, i.e. parents, clan, Refugee Central
Committee (RCC) and religious leaders must be included to not only support this message, but to
share it across their networks. UNICEF could develop this and mirror the 2015 Global Partioershi
Education awareness campdigny adapting this list to include powerful and influential women from
Ethiopia, Eritrea, Somali, Sudan and South Sudan to inspire and motivate young refugee girls. We
also recommend that UNICEF approaches some of thesewdirectly to speak to female refugees,
and refugee communities, in Ethiopia. This could have a significant impact on increasing female

participation in incentive teacher training initiatives.

The seventh recommendation is to specifically recruit fes incentive teacher training initiatives
and train them separately from males inside the refugee camps. Our situational analysis identifies
femaleonly spaces created by INGOs and NGOs which could be used for training. In addition, this
study recommerxithat UNICEF recruits young female dropts with at least a grade 8 education,
finishes their primary school education in these feroaly spaces, and then enrols them on the
initiative. A related option is to recruit existing psehool female teacheirs the camps. In

consultation with preschool teachers, INGOs/NGOs and TTCs, UNICEF could develop an upskilling

programme for these prehool teachers to become incentive teachers.

Finally, this situational analysis posits the necessity of free languagision; especially in local
languages, Amharic and English. Young female refugees and female incentive teachers identify as
requiring additional language provision to stay in primary school and to enrol on teacher training
initiatives. UNICEF should wik to increase the provision of English and Amharic courses within the

camps and subsidise them. It must also provide tuition for refugee girls and female teachers who want

11 Global Partnership for Education{i@p 0 Qmp 62YSy €SI RAy3I GKS gl & F2NJI
https://www.globalpartnership.org/blog/15vomenleadingway-girlseducation
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to learn local languages in camp. Removing language barriers between commumifreguently
maximise cultural immersion and integrati®rThis also can help national female teachers embed

themselves more in refugee communities and enhance the stedemtr learning experience.

Thanks to the hundreds of participants in this stthig,situational needs assessment has revealed a
number of internal and external barriers that have hitherto limited the participation of female refugees
in available teaching/training initiatives in refugee camps in Ethiopia. It provides an evidenbtar base

a welkinformed training programme to be designed and implemented.

On the basis of these findings, a number of important recommendations have been made to enable
UNICEF to design programme that fits the needs and challenges of future female reftigers téa

is with great hope that we look to a future when:

OWith educati on, refugee women antbhcaptributes wi
to the strengthening of respect for human rights and fundamental freedoms around the world.
Todatyyédensts are tomorrowds | eaders. They ca
stability. They can be the ones who will blaze trails for others to follow and set examples that
future generations will seek to emulate. For the future security of thiie ltountries, it is

vital that refugee women and girls are given the keys of education to unlock their potential as

|l eader s®of peaced

1.1 ResearchQuestiors

Aligned to SistainableDevelopmenGoals (SDGs¥ & 5* - and in recognition ofducationas akey
component to humanitarian support to refugabgre has been significant investment to train refugee
teachergo be qualified so thegan effectively teachrimary school childreim refugee camps
throughout EthiopiaHowever, tlese iniiativeshave been faced with a major uptake challenge
particularlythelimited participaion of female refugee trainees. Further analysis was deemed
necessary to determine the factionpedingthe participation of female teacher candidatefién t

teachetraining initiativesand also to look for insights on how to increase the support for

20§ I y3z td® 6HAMYO WIELISNASY OA ¢ BarriprSdnd¥axinyfizing h LILI2 NJi
/ dzf G dzNJ f ID¥WY\&Ndisied.\Stdy Byfoad Contexts for Enhanced Foreign Language Learning.
Singapore: IGI Global, pp.£260.

Be¢KAA Aa Fy FRFELGFGAZ2Y FNRY | LI &aalrasS O02yidltAySR Ay
https://www.unhcr.org/herturn/
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underqualified female refuge@smeet minimum requirements for teacher training opportutities

This provided the rationale for this situational needs assessment.

1.2 ResearchPartnership

UNICEF has partnered with VSO Ethiopia, to undertake this situational needs assessment within

Et hiopiads.refugee camps

UNICEF has beersupporting national efforts to ensure the realisation of the rights of children and
women through improved child survival, development and protetti&thiopia since 195ZFrom its
inception, UNICEF has supported the education of over 138,000 childrefugee and host

communities with funding from Education Cannot Waithrough its capacity building initiative,

UNICEF intendgo develop aeacter trainingprogrammeo build the skills ofsuitablyqualified
youngfemalesin refugee campt receiveadiplomain teaching. By understanding the challenges
affectingyoungfemalerefugeesUNICEF hopes also to come up with a strategy to help adaress

range ofbarriersthat inhibitfemale refugees taking up opportunities iacteing. In the longer term,

the programme is expected to increase EthiopeacheT r ai ni ng Cotapeeiywsd (TT

design a training program that supports women in general and responds to their specffic needs

VSO has been working in Ethiopia s&1995. VSO Ethiopia strives to ensure all disadvantaged and
marginalised people have access to inclusive basic séfvithey havea strongcommitment to

SDG 4- delivery of inclusive and quality education for all and to promote lifelong learning. Its
emphasis is on ensuring that all disadvantagegbpneary and primary school childrebothin and

out of schoglhave equitable access to good qualitygmienary and primary education. Research for
this current project was conducted as per VSO coreiptas oftaking apeople firstevidence based

and fit-for-purposeapproach

15VS0O/ UNICEF Terms of Reference for a Situational Analysis on Factors Impeding Female Participation in
Teacher Training Programs in Refugee Contexts

16 https://www.unicef.org/ethiopia/pressreleases/educatiortannotwait-announcesmulti-yearinvestment
delivereducatior750000

7VvSO/ UNICEF Terms of Reference for a Situational Analysis on Factors Impeding Female Participation in
Teacher Training Programs in Refugee Contexts
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1.2.1 Justificatia
6é0One of t he most common failures within the

poorest and most marginalised communities what probieost affect them and how they would like

them to be addressed. I nstead we oftedn make

VSO6s research approach was a perfect fit for
strived to give voice to mginalised people. Its unique selling point lies in its peagletred core

values, evidencbased approach and its preference for participatory research methodologies. The

participatory approach to resear chofndv aprpe d aley

to devel opment and involves O6handing over the
they have an insight i nto ?doeshothawwarticipatoryuat i on
research invol vesxmente@liefamiapmpme oifattihen 6t hat

understanding their own situatfdn

Participatory methods are favoured by VSO because they promote social inclusion and, in research

terms, they O6of f eup, conppeHessiva noa |nyaskies &8 SOeéticvesa t i o n

that o6focusing on individual and community pe
researchers O0to buil d a #Afandhnturni helpsdoedepign context e 6
specific ad sustainable solutions and programming.

For this reason, there is a natural synergy between the VSO approach to research and the aims and

objectives of this situational needs assessment

Research for this study was designed to be as inclusive asleotsitiring together the voices and
views of all the key stakeholders, including; young girls, existing teachers, dropout teachers,
parents/guardians, religious leaders, camp leaders, TTC Educators, NGO workers and ARRA

officials, in a way that had hither not been done.

This was done acrossostregions in Ethiopia where refugee camps are located. This unique

approach allowed for a very holistic analysis to be conducted. For example, using carefully selected
participatory research tools, young girls wdauld potentially enrol on incentive teacher training
programmes discussed their lives, their awareness of incentive teaching/training initiatives, as well as

the barriers and enablers to enhance their participation in same. These voices have nevardeen he

¥ Valuing Volunteering: The Role of Volunteering in Sustainable Development, Institute of Development
Studies and VSO, 2015, p.38

201bid, p9

2! bid, p27

22bid, 46.

2 bid.
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before but their insights and recommendations were critical in understanding uptake challenges and

providing practicable insights for future programme development.

1.3 Overall Objectives:
Thetwo objectivesf the sitiational needassessmerare:

1

To understand the factors limiting the participation of potential female teachers in incentive

teaching and available teacher training initiatives.

To identify the needs of the female teachers in refugee camps for effective response in

delivering quality teacher training in refugee settings.

1.4 Specific Objectives:
Specificobjectiveghat the situational needs assessmentsdeeknswer include

|l

To identify the external barriers (including segiconomic and cultural factors) thainstrain
the lives of young girls and female teachers and stop them from taking advantage of teacher

training initiatives.

To isolate the internal barriers within the education sector (including primary schools and
Teacher Training Colleges) and teacheintrgy initiatives that prevent female refugees from

taking advantage of these initiatives

Provide insights/recommendations on how to increase the support for underqualified female

refugees so that they can meet minimum requirements for teacher traiportuofties.

Provide insights/recommendations on how to improve existing teacher training initiatives and

identify what additional support and infrastructure needs to be put in place to achieve this.

To determine what windows of opportunity are availabléttthe potential fast track pre
certification programme in nearby colleges of teacher education and other teacher training

institutions.

11




To ascertain what the general school dropout grade is for female refugees in the camps.
To outline the aspirationd éemale refugees.

To propose recommendations that address the internal and external barriers emerging from

the situational needs analysis.

12




2. Literature Review: Ethiopia Refugee Contextand Incentive Teaching

2.1 Et hi oRefuge® Ropulation
Ethiopia is the second largest refugee hosting country in Africa. It maintains ado@gepolicy for

refugee inflows into the country and allows humanitarian access and protection to those seeking
asylum on its territord?. The numbenf refugees in Ethiopia has risen sharply in recent years
According to UNCHR estimates, there are currently 748, 448 registered refugees and asylum seekers

in Ethiopia®®

Most refugees in Ethiopia are located in Tigray Regional State and the four Bgneegjions of
Ethiopia: Afar Regional State; Benishangiilimuz Regional State; Gambella Regional State; and the

Somali Regional State:

Breakdown by Locatidfi

Location name Source Data date Population
Gambella UNHCR 31 Jan 2020 41.7% 310,441
Somali UNHCR 31 Jan 2020 26.2% 194,844
Tigray UNHCR 31 Jan 2020 12.0% 89,591
BenishangutGumuz UNHCR 31 Jan 2020 8.4% 62,820
Afar UNHCR 31 Jan 2020 7.2% 53,507
Addis Ababa UNHCR 31 Jan 2020 3.2% 23,969
SNNPR UNHCR 31 Jan 2020 0.7% 4,934
Oromia UNHCR 31 Jan 2020 0.5% 4,037

Ethiopia provides protection to refugees from 19 countries:

24 https://data2.unhcr.org/en/country/eth

25 documents.worldbank.org/curated/en/9881562865883889/pdf/Educatiefor-ResilienceExploringthe-
experienceof-refugeestudentsin-three-communitiesin-Ethiopia.pdf

26 Figures as of as of 29th February 2020; https://reliefweb.int/sites/reliefweb.int/files/resources/74648.pdf
27 https://data2.unhcr.org/en/country/eth
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Breakdown by Country of Origtf

Country of origin Source Data date Population
South Sudan UNHCR 31 Jan 2020 45.1% 335,691
Somalia UNHCR 31 Jan 2020 26.3% 195,498
Eritrea UNHCR 31 Jan 2020 22.0% 163,569
Sudan UNHCR 31 Jan 2020 5.7% 42,106
Others UNHCR 31 Jan 2020 0.8% 5,893
Yemen UNHCR 31 Jan 2020 0.2% 1,386

Factors driving this include theonflict in South Sudan, the prevailing political environment in
Eritrea, together with conflict and draught in SonfdliRefugee children in Ethiopia predominantly
come from countries where educational access and/or quality has been inconsisteint tloe, Gesse

of Somalia, where the education system had completely collapsed decades prior to dispfacement

In 2017, High Commissioner for Refugees, Filippo Grandi, addressed the Regional Education
Conference of the Intergovernmental Authority on DevelepnilGAD), stating that education is not
just a right; it is an instrument of dignity and identity. He also refers to education as the key to
everything, and essential for building human capital. In 2019 Mahboub M. Maalim reiterated this

commitment:

6 Nchild can be left behind as we ramp up efforts to achieve the Sustainable Development
Goals. Through educatignand partnerships like this [si€¢]jve can break the cycle of
exclusion and vulnerability that comes with forced displacement and has oftéeddana

del ayed social, economic afd human developm

28 ibid

29 https://data2.unhcr.org/en/documents/download/73572

30 UNHCR (2015) Ethiopia Refugee Education StrategyZip.7.Available [online] at:
https://data2.unhcr.org/en/documents/download/62627

31 Comprehensive Refugee Respeisamework (cited in 2019:46 UNCHR 2030 document
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Refugee rights in Ethiopia are buttressed by recent legal and policy developments. These include the
Djibouti Declaration (2017), the Incheon Declaration (2015), as well as optipmgdgration

through the Comprehensive Refugee Response Framework (CRRF) (2016), under which Ethiopia is a
pilot country, and the Global Compact on Refugees (GCR) (2018) that later encompassed it

Et hi opiads endor sement @&9andMigeantdt DINDBRM)(A0kYaad i on f
signing up to the CRRF reflects a transformat.i
response on refugees from 6only encampment to

integration policies. Yet,therealy on t he ground is not krPown an

The Proclamation in the CRRF also represents a significant move forward, with key changes
including: (i) a potential opening up of freedom of movement for refugees, (ii) a liberalisatian of th

right to work for refugees, (iii) more assurances regarding the provision of services to refugees,
including education, and (iv) liberalising the asylum application prétegst, there is controversy
surroundings these changes, especialR@fugees do not have an open door to work in Ethiopia. A
discourse of selfeliancé® underscores current refugee employment policies and strategies where

they are encouraged to pursuegelhp | oy ment or join O6rur al and ur
the Ethiopian government and the international community to benefit refugees and Ethiopian
nationals, including in environment3Wwherprotect.i
refugees have the same rights and entitlements as Ethiopian natiotladseducation sector,

qualified refugee teachers do not have the right to work in public Ethiopian schools; but can work in

schools in refugee camps and host communities with some restrittions

32 https://www.odi.org/sites/odi.org.uk/files/resourcedocuments/12935.pdf

33 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policgaroup Working Papep.7.

34ibid

BYRAzOF GA2Y Aa | LINBNEBI dzigiande &nd & BriDof fhéd suredft de@Bptmer® K A f R NB
investments for improving economic achievemedaguitable and quality education makes a distinct

contribution to pranoting selfreliance of refugees and vulnerable host communities through its role in the
development within human and social capf@JNICEF Ethiopia, 2019, p.1)

36 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response FrameworkirPEdigiEsa.
Humanitarian Policy Group Working Pape8.p.

7 Lashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in EthiopidAvailable online at:
http://documents1.worldbank.org/curated/en/988591562865883889/text/Educatimn-ResilienceExploring
the-experienceof-refugeestudentsin-three-communitiesin-Ethiopia.txt
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2.2 Refugee Education Policy and Delivery in Ethiopia

I ——T L
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(UNICEF Ethiopia/2018/Mersha: Students learning in Makod Primary and Secondary School in
Tierkidi Refugee Camp, Gambella Region, Ethiofjia)

2.2.1 Refugee Education Policy and Funding

The 20112015 Education Sector Development Plan (ESDP) IVtaaedEducation and Training

Policy (ETP) states the importance of providing free education. Additionally, the ETP stipulates
children have the right to learn in their motii@ngue language at least through the basic primary
education levéf. These foundains have been transferred into Ethiopian refugee education policy. In
addition, the Education Sector Development Plan V (ESDP V) includes provisions on Education in
Emergencies (EiE), O6primarily throughuingeacher

cri‘esod

The Ethiopian governmentoés adopt i o-801l®hasatsdh e GI @
resulted in some key changes in refugee education programming. According to the UNHCR (2015)
6(t)he GES has br oade mghlktweea UNHER and edticationrpartaensd n et
inter alia the GES has served as a framework for the establishment of vision towards a bigger picture

of e d J'cThis Haoresdlted in increased staffing in refugee education planning and

38 Photo retrieved from https://news.un.org/en/story/2019/03/1034141

39 UNHCR (201Bthiopia Refugee Education Strategy 2@04.8. Available [online] at:
https://data2.unhcr.org/en/documents/download/62627

40 ashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in Eiopia, p.10.

4 UNHCR (ndRefugee Teachers: A Quick Gujulé.
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programming across kdyodies and organisations in Ethiopia, including the UNHCR and the Agency
for Refugee and Returnee Affairs (ARRA)It also led to the development of The Ethiopia 2015

2108 Refugee Education Stratétyhich aimed to adapt and contextualise the GES t&thiepian

context and improve refugee access to high quality education. The strategy provided both overarching
gui dance on refugee education in Ethiopia and
plans will be developed at regional and-seffional levels so that they can be responsive to the needs
of specific cofitexts and caseloadsd

Refugee education in Ethiopia has acquired funding from several sources. The UNHCR currently
funds most. if not all, of the dap-day refugee education systehrough its funding of ARRA, EOC
DICAC, NGO partners and its own education work. This also includes university scholarship
provision. There are currently three major donor projects in progress; Education Cannot Wait (ECW),
UNI CEF Et hi opi Bevetopnert Rrognrammeg anéthedNorld Bank. In addition to this,
there are around 13 INGOs/NGOs who are actively involved in implementing Early Childhood Care
and Education (ECCE), primary and secondary education in refugee camps and host communities, as
well as a number of others who provide support through accelerated learning, child protection, sports,
school feeding, technical and vocational education and training (TVET), and secondary migration

work?®.

From 2016, UNI CEF EDehelopnent Brégsamrhechasrbeen wogkingpanrass
refugee camps to provide 06148 apnrd ma3r ys fta ra shsyrgoig
interventions, including the improvement of WASH facilities in primary schools. US$60 million from
the World Banks currently being channelled to support refugee education through the General
Education Quality Improvement Progranfthd his was part of the US$100 million Development
Response to Displacement Impacts Project (DRDIP) which began in 2016 and end$inA26@1

since 2016 Ethiopia has been receiving substantive funding from ECW, the first global fund dedicated
to education in emergencies and protracted crises. Hosted by UNICEF and primarily funded by the
Department for International Development (DfID),WC 6 br i ngs t oget her publ i

to mobilize the funding needed to deploy immediate and sustainable programmesaaioto the

42 ibid

43 Available online athttps://data2.unhcr.org/en/documents/details/62627

4 UNHCR (2015) Ethiopia Refugee Educatimtegy 20152018 p.6

4 Lashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in Ethiopia.

46 UNICEF Ethiopia (201®jlucation for Refugees and Host Communifies,

47 ibid

48 Nigusie A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Paper1.

49 bid.
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educational needs of *°ERW had alse supparfed EdecationdViatmgemend n f
Information §stem (EMIS), teacher training, school assessments and capacity building in selected

refugee camps

One of ECWb&s biggest grants in Ethiopia was US
the refugeéhosting regions of Gambella and Benishar@uimuz to pay for new schools and
teacher¥. The funds |l ed to the construction of 6th
schools, and classroom furni t%Kthasasosugportads des kg
teacher training ithese regions and provided teaching and learning matériais hoped that

12,000 children will gain an improved quality of education from this invesffent

For the past three to four years Plan International (PI) has also been implementingusadigty dnd
integrated Child Protection in Emergencies (CPIiE) and Education in Emergencies (EIE) project in the
Gambella region. As a result, Pl has been able to support different life saving protection and

education activities, including supporting Earlyil@hood Care and Development (ECCD). In

addition to the construction of new classrooms and ECCD centres, the project focuses on
strengthening existing education services and increasing the enrolment rate, attendance and success (¢

schootaged children, eggially girls®.

2.2.2 Refugee Education Delivery

2.2.2.1 Relationship between Governmental and N&wvernmental Bodies

The administration and management of the refugee education in Ethiopia is decentralised to federal
Government structures. Ethiogias nine National Regional States and two City Administrations.
Each has its own bureau of education that is primarily responsible for administrating and managing
refugee education systems. These bureaus are administratively and financially responsitiger

education delivery but receive some monies frag

l'h bSga OHnmMdpPO WIORMzOFIGAZ2Y NBYIFAYya |y AYLRaairoftsS R
March2019. Available online at: https://news.un.org/en/story/2019/03/1034141UN

5L ashford, S & Mallid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in Ethiopia.

2lh bSga OHNMPOIRYRIZOIYI M2 aaA0E S RNBIY F2NJ YIlye N
March 2019. Available online at: https://news.un.org/en/story/2019/03/1034141UN

S3ibid

54 ibid

%2 SHEUFIEEY ' ® 6Hnamy O Wi 2g (2 AYLNROS KESIJUDRENBROQ
UNICEF News 10 September 2018. Available at: https://www.unicef.org/ethiopia/storiesthpreve-
quality-educationrefugeecampsqualify-teachers

56 https://plan-international.org/eu/casestudy-ethiopia-eie
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education, technical vocational training and teacher training colleges that operate in their respective
St a*. €he Blinistry of Education (MoE) in Eipia focuses on policy and guidelines that help
implementnationaleducation on the basis m#search and policy analysis. Regional education

bureaus (REBSs) tend to be left to their own devices to devise and implement refugee education policy
according to their regional needs and reafificehey largely leave these operations to ARRA and, to
alesser extent, district (woreda) education offiées

ARRA is part of the Ethiopian governmentés fe

d

administrating refugee operations sincethe 1990s Li ke t he REBs, ARRAOsS o

areimplemented across the regions and camps in variable ways that depend on local contextual
factor$™. This also applies to programming approaches, with donors and implementing partners
agr eei nghocaoangements dith ARRA officials in certémeations to undertake activities
that sit outside of theéitraditional encampmen

Due in part to the arrival of the CRRF with its new approach to refugee educatidreCW and

World Bank funding that has supported joint planning workshopgiing ARRA and REBs together

at the regional level there has been increased cooperation between ARRA, REBs and the MoE to
begin to align national and regional educational policies and stafti@dkdifying this growing
cooperation and in order tgr@e ways of working in the context of large donor projects, the Ministry
of Education and ARRA also signed their first Memorandum of Understanding in May 2019, which
includes new arrangements on the introduction of school grants to refugee schools and the
incremental transfer of refugee secondary school to government adminiétraiamently refugee
education services in Ethiopian refugee camps, and sometimes host communities, are delivered in
partnership with UNHCR, MoE, ARRA, INGOs and NGOs. Efforts laeing made to ensure that
6refugees follow a certified curriculum of ei
%)

by intensive support for |l anguage ski s in t

Refugee education coordiien and partnership with stakeholders is modelled on an accountability

matrix that frames the roles and responsibilities of UNHCR, ARRA, INGOs, NGOs and operational

57 UNHCR (2015) Ethiopia Refugee Bton Strategy 2012018, p8.

8 Lashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in Ethiopia.

> Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Réspomsaork: Progress in Ethiopia.
Humanitarian Policy Group Working Paper. RB21

60 UNHCR (2015) Ethiopia Refugee Education Strategy 2115

61 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humantarian Policy Group Working Paper. Pf32L

62 1bid, p.7.

63 Lashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three communities in Ethiopia.

54 |bid.

65 UNHCR (2015) Ethiopia Refugee Education Sy2@452018 p.49.
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agencies such as UNICEF and the World Food Programme (WFP). This matrix has been gdopted b
all stakeholders, including the UNHCR and ARRA, and has since adopted as a working document for

the coordination of sectors, including refugee eduction

2.2.2.2 Delivery of Refugee Education in Camps

Since 2015, the refugee education programmdéhad | owed t he Et hi opi an Mo
regardless of whether refugee students attend a refugee or host communifyf.sthisol

mainstreaming of refugees into the national education system sets out to enhance organisational
capacities and efficieyoof refugee education administration and management, especially in UNHCR
and government as the core agencies leading and managing the refugee education pfobgramme

In Ethiopia preschool (ECCE) is for childrerb4years old, primary education is dividiedo lower

primary grades-# for children who are betweeRrlD years old, and upper primary grades for

children 1114 years oltf. Completion of primary school is followed by two years of general

secondary education in graded®for young people agel516 years, and then preparatory

secondary education in gradesiA Grades 9 and 10 of general secondary education are organised

so that students can transit to either further academic training in grades 11 and 12, and potentially
university trainingor professional training. National examinations are given at the end of grades 10

and 12, with regional examinations are administered at the end of gfaBe@endent on regional
policy, the curriculum i s us u’afdrlowergrimarytafdeherr e f u g

the curriculum changes Amharic or English for upper primary and secondary’échool

2.2.3 Studiesof Refugee Education in Ethiopia

The provision of educational opportunities is one of the highest priorities for refageaunitie$’.

Due to Ethiopiabs adoption of the CRRF, it ses¢g

66 UNHCR (2015) Ethiopia Refugee Education Strategy2Zi8; p49-50.

57 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Paper. RB21

68 UNHCR (2015) Ethiopia Refugee Education StrategyZTith

89 | bid.

ibid.

"L This is not always the case as primary school classes often have students who come from different countries,
cultures and/or clans. This is discussed in the findings.

2Nigusie A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Paper. RB21

73 https:/fwww.unhcr.org/uk/4fe317589.pdf
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|l evel s of educati on; reinforcing the Djibouti
refugees. Despite such movpseliminary enrolment data, cited by the UNCHR, estimates only 212,
722 refugee students are in school in Ethiopia. These include 59,84 6&painpaey, 138,249 at

primary and 14,627 at secondary school levels.

This number is low and challenges persistese include: limited and uneven access to education for
refugees across regions and settings of displacement, particularly for girls; and the tendency for
refugee education to be of low quality, including a pedagogical lack of focus on léarkiogt

teachers are not adequately trained, with only 35% of the refugee incentive teachers and Ethiopian
national teachers officially qualified. Eschete (2003) found that cultural values, attitudes and
behaviours, institutional structures and environmental factamained obstacles to the greater
participation of women at all levels of education in Ethi6pia

In 2019, Lasford & Malik, working on behalf of the World Bank, conducted a study of the
experiences of refugee students in three communities in Eth{@ambella region, the Jigjiga area of
Somali region (two of the research sites of this situational needs assessment) and Addis Ababa city.
This study provides a contemporary and comprehensive overview of education in the three targeted
refugee camps atwhatt consi ders o6a pivotal tiRchinfor ref
literature, this document is a rich source of secondary data which provides invaluable insights for

VSO Ethiopiabs situational needs assessment.

In its study, Lashford & Malik (20d) found refugee pupils who were ambitious and had dreams for
the future. It highlighted that the most desired occupations for the boys and girls interviewed were
doctors and teachers. The study also identifies several key challenges in the refuges stodiegt

At a basic level, hunger and distance from home to school were cited by respondents as barriers to
learning. Apart from the lack of qualified teachers, water, sanitation and housing issues remained
ongoing concerns for the participants at schblglgiene and lack of water were specifically raised by
respondents as barriers to education; not only creating difficulties for children while at school, but
indeed often preventing them from attending school in the first place. The study also found that

O6perceptions of pr ogr e-seport problems inounderstandirdy contBnat st U

Despite individual teachers expressing motivat|i

"4 https://reliefweb.int/sites/reliefweb.int/files/resources/74648.pdf

S https:/fwww.unhcr.org/uk/4fe317589.pdf

%93 0KSGSE HnnoX W22YSy Ay CIFOdzZ 6ASE 2F ¢Sk OKSNJ ¢ NI
LYyadAadadziS F2NJ /LI OAGE .dzAft RAY3I Ay ! FTNAOI Q@

""Lashford, S & Malid, S. S. (2019) Education for Resiliencerifixphe experience of refugee students in

three communities in Ethiopja.1.

"8ibid. p.69.
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training inhibited teachers from effectively usingdgntc e nt r e d ’°. Ineetatiomto teagers,

the research found that:

0é the most common issues raised about teache
were not enough of them. Gender parity among teachers was found to be low, leithanhers
outnumbering female teachers by almost ten to one in primary schools. A critical recommendation of

this report is that oO6teacher upgrfading for ref

However, efforts to do just that have met with very lovele of uptake by girls, in particular,
providing the rationale for this VSO Ethiopiaf
this issue further. Moreover, whil e-etxplaredhf or d &
barrierstolearmig f or r ef u g e e 8¢this sitbatlona analyisisicoripteiments thésex 6
findings by unpacking the undexplored barriers to teaching opportunities for refugee girls in

Ethiopia.

Over 60% of refugee schools in Ethiopia do not fulfil standandsdte learning environments.

Schools lack basic facilities including potable water and sanitation, basic furniture, ventilated
classrooms, appropriate ss&gregated latrines and haweshing facilitie® All schools do not have
services targetingadolese nt girl s, for example, girlsé chan
disposal facilities. Most schools and school infrastructure are not accessible to children with
disabilities either due to lack of services catering to this group or due to glHyasicers®. This

situational needs assessment will explore such barriers to determine their impact on the uptake of

eligible female refugees into existing teacher training initiatives operating within the camps.

2.2.4 Teaching in Refugee Camps

In refugee education contexts in Ethiopia, there are two types of teachers: refugee incentive teachers
and national Ethiopian teachers. The standard format is that refugee primary schools are staffed by
refugee incentive teachers in lower primary school andmaltieachers from upper primary onwards.
Less than half of the teachers in refugee primary schools have minimum qualifications, whereas by

secondary level, almost all are qualified. Contemporaneously, ECW (2020) estimates that out of all

7 |bid, p.70.

80 |bid.

81 bid, p.1.

82 UNHCR (2015) Ethiopia Refugee Education StrategyZ1ith
8ibid.
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primary 18 graddevel teachers, only 245, 959 are adequately qudlffi@@cause the countries from
which refugees have fled have suffered long years of conflict and instability, refugee incentive
teachers are largely untrained and unqualified tea®h&@sndemparity amongst teachers is low with

male teachers outnumbering female teacheqsproximately 10:1 ratio in primary schoBls

Both incentive and national teachers are perceived as low status professionals. Entry requirements for
both are among the lowest all profession%. 60ne can fail a national
uni versity entrance, 6and stil]l becoMdtisevepr i ma
lower for incentive teachers where, in many cases, refugee inctedleers are also primary

student®’. At a refugee school with two shifts, it is possible to observe a refugee teacher teaching
lower primary classes in the morning and then attending, as students, upper primary classes in the
afternoo®. The lack of a wi-organised system to supply qualified national teachers in refugee
operations across Ethiopia has contributed to a shortage of qualified teachers and the growth of
refugee incentive teachitlg

According to Westfall (2018), refugee incentive teacheraa@part of a new movement of change
for the refugee communities within Ethioffialn recognition of this, there has been significant
investment to train incentive teachers who can effectively teach children within the refugee camps.
For instance, ECWupported 343 of refugee teachers in Gambella and Benish@ugoliz to receive
scholarships to attend summer courses at the regions Colleges of Teacher Training (TTCs) where they
attended classes with Ethiopians studying to become national t€Acheesourses were taught in
English, and they could choose which track to study, from Generalist, to Physical Education,

Integrated Sciences, Math, Social Science, or Erf§lifhey are expected to graduate with an official

84 Education Cannot Wait (2020) Strengthening Resilien&glotation in Ethiopia. Available online at:
https://www.unicef.org/ethiopia/media/2566/file/STRENGTHENING_RESILIENCE_OF_EDUCATION_IN_ETHIO
A _EDUCATION_CANNOT_WAIT_FACILITATEY edulResilience_Programme_ETHIOPIA_202023.pdf

85 UNHCR (2015) Ethil@pRefugee Education Strategy 2€AGL8.

86 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Papes3

' b9 {/ h OHAMPL WeSI OKAY 3 iNE PKINS A aA Yy { ARK A 2 INBIFYZASKEM
2019. Available online at: http://www.iiep.unesco.org/en/teachirgfugeesethiopiawhenteacheralso

refugee9163

88 |bid, np.

8 |bid.

% |bid.

91 Education Cannot Wait (2020) Strengthening Resilience ofaidndn Ethiopiap.16.

22 SHEHLFIEES ' ® 6Hnmy O Wi 2g (G2 AYLNRBOS GKS ljdzZtAde 2
UNICEF News 10 September 2018. Availabltat://www.unicef.org/ethiopia/stories/howimprove
quality-educationrefugeecampsqualify-teachers

% 1bid.

9 |bid.
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Ethiopian teaching certificate or diggna in the coming yeats The REBs and colleagues support
with training, learning and integration at the schools and TTCs, while UNICEF, ARRA and UNHCR

coordinate, finance and manage the préject

But, initiatives such as these are not open to all erachs they are in parteritbased and are
dependent on availability of funtdsin addition, such initiatives have had a major uptake challenge,
particularly in relation to the limited participation of female refugee trainees. The concern for

UNICEF andothers is that this will ultimately affect the quality of education for girls at camp level.

2.2.5 Why Female [ncentive)Teacherdviatter

1 eaC\Wor

40 bg/éf

!

(Image by Mark Stedm&®)

The limited participation of female teachers in incentive teacher training initiatives in refugee camps
in Ethiopia will impact the quality of education for girls at camp level, because studies show that

female teachers do matter.

%' p9{/h S6Hnmpyd We¢SIOKAYy3 NBFdzZZ3SSE Ay 90GKA2LWAHery gKS
2019. Available online at: http://www.iiep.unesco.org/en/teachirgfugeesethiopiawhenteacheralso

refugee9163

%2 SHEHFIEEY ' ® GHnmy O WI2g (2 AYLINR@GS GKS ljdzZ ftAde 2
UNICEF News 10 September 201&ilable at: https://www.unicef.org/ethiopia/stories/hovimprove-
quality-educationrefugeecampsqualify-teachers

97 1bid.

98 /Flickr Mark Stedman/Flickr, CC-B® and reproduced on https://theconversation.com/gittgive-with-
womentteachersa-study-in-francophoneafrica95297
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A 2017 study in Westerand Central African primary schools by Lee, Dérign Rhee and Rudolf,

for example, found that girls thrive when they have women tea€hiershat study, girls even

outperformed boys in the subjects for which they had women teachers. At a broadenéestelly

al so found that having f emal eelatecaftiudestonmrdsc an i nf
different school subjects. The mere presence of female Maths teachers, for example, can help shatter
the gender stereotype that boys are better atdviatn girls. These findings were corroborated by
Stormquist (2017) who concluded that, in general, a gender balance in the classroom helps create a
healthier environment, where children and young people have access to the wisdom and guidance of
adults wih varying experiences, attitudes, and skifApart from gender balance, women teachers

play other important roles within the school and classroom. First, they provide accessible and
continuous professional role models. Secondly, parents of young girls feel more comfortable when
women teachers are gthools and that their presence contributes to a safer environment; reducing
sexual harassment and sexual violence (despite the fact that women teachers themselves often
experience sexual harassment and violence themselves). Third, there is a widespestbp that
women are more |likely to be sensitive to stud¢d
Preliminary data analysis for this situational analysis indicates that while students and teachers in
refugee camps in Ethiopia valudtketcontribution that female teachers can potentially make, the

barriers to incentive teaching for female candidates remain overwhelming.

9 https://theconversation.com/girlghrive-with-womenteachersa-study-in-francophoneafrica952970
100 https://worldsofeducation.org/en/woe_homepage/woe_detail/15068/womeaachersin-africa
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3. Situational Needs Assessment: Approach and Methodology

The following are the data collection principles underlying the research process:

1 Data collection must be done in a culturally and gender sensitive manner.

9 Participatory research principles and aguttes, as well as methodologies (including research
methods / tools), were deemed the most appropriate in this context.
To embed VSO principle of social accountability (as researchers).
To embed and implement VSO core approaches of social inclusion asel gen
To follow UNICEFS ®iumanitarian principles when working within a humanitarian context,
where the interviewees are likely to experience high vulnerabilities, such as psychosocial

challenges.

3.1 Recruitment and Training

The situational needs assessment began with the selection and recruitment of two qualified and
experienced international volunteers. Tweate Ethiopian research assistants were subsequently
contracted and trained on participatory research principlesmiand hods, as wel |l as
and safeguarding policy. The tvaay training workshop included a PSEA (Protection against Sexual
Exploitation and Abuse) briefing by UNICEF Education specialist Mr Hailu Workeneh. Dr Bamlak
Alamirew Alemu was subsequily recruited to assist with the data analysis. This blend of Ethiopian

and western perspectives is reflected in the report.

3.2  Sampling

UNICEF recommended that all 26fugeecamps in Ethiopia be analysed. This was to ensure that the
uniqueness of each of the refugee camps was captured, and factors influencing the participation of the
teachers in each of the areas were ascertained. inhiadly, there was no need for sampling of the

camp site¥. But, initial discussions with ARRAfficials highlighted that half of the camps were, in

fact, inaccessible on security grounds. In the 8180 conducted researel all the thirteen available

camp sites across five regions of Ethiopia: Tigray, Somali, Gambella, Afar and Benshangul Gumuz.

10ibid
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To access all thirteen camps, VSO applied for permission with ARRA at a national level. When the
permission was granted, the national office informed then all appropriate ARRA offices at a regional

level. All thirteen camps were accessed, and data colldmddeen February and March 2020.

Once in the camp, VSO used purposive sampling to identify and access all participant groups. VSO
did this through prédentified gatekeepers who includedRRA officials, camp leadet¥, primary

school head teacheand dher local refugee committeesdies. All were approached itbentify and

recruit eligible participants across thime participant groups (see bl VSO also used snowball
sampling to find droput teacher§?. In this instance, existing female primahsol teachers, head
teachers and/or camp leaders were asked about former female primary school teachatdeftho

the primary teaching profession.

3.3  Key Stakeholders/Primary Actors
To incorporate the views of all stakeholders, VSO undertook dakectioh with nine participant

groups in refugee camps across all the regions. These included:

Participant group 1: Young girls aged -18 who are eligible to become incentive primary
schoolteachers but who have not taken up this opportlhity

Participant group 2: Droput teachers/female teachers who have left the (primary) teaching profession
Participant group 3: Existing female primary teachers (both national and incentive teachers)
Participant group 4: Parents

Participant group 5: Camp lead¢includingRCCleaders)

Participant group 6: Religious leaders

Participant group 7: Directors and Programme leads TTCs (Teacher Training Colleges)

Participant group 8: INGONGO Refugee Education specialists

Participant group 9: Governmental specialisticluding ARRA representatives

3.4  Methodology: Data collection tools within a participatory research design
This situational needs assessment used a ametods approaétt combining qualitative and

quantitative research methods in a particular way. Although the research primarily took a

0235ych as the Refugee Committee ColfREC)

103 Snowball sampling is a ngumobability sampling technique where existing study subjects recruit future

subjects from among their acquaintances. Thus, the sample group is said to grow like a rolling sfiakéall

from: Silverman, D. (201Qualtative Researck4™ edn). London: SAGE.

104 Consent was requested from all the participants for permission to use the information they provide.

Parents or guardians were requested to provide consent for interviewing children under the age of 18 years
15MixedY St K2Ra NBaSIkNOK oaawld A& y2id yS¢g odzi imgha WNBO
rapidly in social science.
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participatory approach which, typically, favours qualitative research methods, quantitative data was
required for programmatic reaso?fsTo make the research design as accessible as pdssible
especially to hardeto-reach participant groupsthe pros and cons of multiple data collection tools

were carefully considered. Due to their embedded connections with participatory réSdamti
semistructured interviews and focus group discussions (FGDs) were selected as data collection
methods for all participant groups. Meanwhile, it was decided to offer survey questio(8Qis®

some of the participant groups. Both 8@sand the key informant interviewklls) for each

research participant group were specifically designed to extract the same qualitative and quantitative
data. Where possible, most participant groups wereeaffaerchoice as to how data was to be

collected, i.e. which data collection tool the researchers used to extract data. For example, filling out a
survey may have seemed less intrusive for some than doing-&face interview or participating in

a FGD. t is important to a participatory research design, and participatory research principles, that
this option be theré®

The following table illustrates the primary data collection tools available to each participant group in

this situational needs assessine

Participant Kl FG Survey

group schedule schedule questionnaire

1. Young X X
girls

2. Drop-outs X

3. Existing
female
teachers

4. Parents X

5. Religious
leaders X

6. Camp

leaders

7. Teacher X
Training

Colleges

8. ()NGOs X

9. ARRA X

106 As per the terms and conditions of the TOR.

107 See Kumer & Urbanc (2020); cited in Nared, J. & Bole, D Rad&)ipatory Researand Planning in
Practice Springer: Open Access; pp.207Z1.

8 §§ 9YRSYsI / & g -tagivé ReSearchdldedssandGaidelingsifc? Bxpedient Thesis
| 2 Y L3} SAlistraligh dadrnal of Advanced Nursifg(1), 3743.
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FGDswer e specifically chosen Obecause the needs
mor e t han a Oti ck i n t he box66 and becaud
inclusion of &Y&Dbstschedilgs waret désgyrfedtirée paatidipant groups: young
girls, existing female teachers and parents/guardians to draw out the social, cultural, economic
barriers impacting the female refugee community within the refugee camps. These tools included:
body mapping, the probletree and fishbone analysis. These research tools are widely endorsed and
practised by VS&°. To determine how to overcome such barriers, the bridge model was also
included in the FGD schedufés

The use of these carefully selected participatory res¢aothis one reason why this research was
holistic and persogentra*'2 This allowed for the voices and views of nine different participant
groups in all the regions to be captured and represented in the findings and subsequent

recommendations, thus satiiit apart it from previous research in the area.

The following table summarises the number of Klls, FGDs and survey questionnaires undertaken at

the 13 sampled refugee camps:

Study Study Sites Total # Participant  Total # Participant  Total #
Region FGDs Groups KIS  Groups participants
AdiHarush 4 1,4 11 2,5,6,89 |57
Tigray Mai-Aini 4 1,34 7 5, 6,8,9 47
Hitsats 4 1,4 10 3,5,6,7,8, | 56
9
Kule 3 1,4 5 56,9 29
Jewi 5 1,34 5 56,8,9 57
Gambella Nygenyiel 4 1,4 5 5,6,7,8,9 |51
Tierkidi 2 1,4 8 3,5,6,8,9 | 28
Awbarre 4 1,4 7 5,6,8,9 53

109 hitps://methods.sagepub.com/base/download/DatasetStudentGuide/thematialysismentatiliness p.3
Uonttps://www.participatorymethods.org/dies/participatorymethods.org/files/VSO_Facilitator Guide to Par
ticipatory Approaches Principles.pdf

11 This research tool is also endorsed by VSO.

12ibid
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Somali Sheder 3 1,4 8 2,35,6,7, |42
8,9
Kebribeyah 4 1,4 10 2,3,5,6,8 |56
Afar Barahle 5 1,34 5 56,7,8,9 |57
Aysaita 4 1,4 5 5,6,8,9 52
Benshangu Tsore 3 1,4 6 3,5,6,9 55
Gumuz
Sherkole 4 1,3,4 5 5638,9 45
TOTAL 685

* Some of theségures are based on averages, i.e. 12 young girlE@Br, 10 parents per FGD and 6 incentive

teachers per FGWhere the exact numbers were not available.

3.5 Data Analysis
Data was analysadsing thematic analysig his type of analysis is used to recognise key themes or

patterns emerging from titata:

Data Familiarisation
Managing & coding
Data
Collection/Data Seeking, reviewing
Gathering and defining themes
7/
Report Representing

> g

Account or
Narrative

(Imagetaken from Braun & Clarke (209"

In his study thematiscstapalpyosicesisd®,viewsd!| gsi aa
6identifying broad or key t hemes affériagt ar
deeper meani ngs Hbout t hem (6narratived)od
I3 Nl dzys £d g [ fFNJSZI o 06HAnAc Qualitbtive ResehrchiikPSychology,O | v |

3(2), pp.77#101.
14 hitps://methods.sajepub.com/base/download/DatasetStudentGuide/themadinalysismentakillness p.5
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Thematic analysis also weights the role of the researcher in both collecting and analysing the data as
both the participants and the researcher mutually transform each other in the collectorgaess,
with the researcher finally using their own interpretation of the core categories present throughout the

focus groups and questionnaires %0 make sense

Identifying core and subategories across all the datalected is essential to thematic analysis. The

two international researchers together with their Ethiopian colleague analysed 149 documents. Using
thematic analysis, key emerging core and-catiegories were identified in the data. These created key
and sukthemes which were then woven into a narratfiey the authors. Consistent with thematic
analysis, O6this narrat i v ethdmesgandnakeb glear[ande@liciito | i n
the reader why they are each ' Quptesthataummarised tthe h o v
data releant to each them®wer e sel ected and included so that
This analysis then formed the basis of the findings $PaB and Q and the subsequent

recommendations of the study.

3.6 Limitations
The following are somefdhe main the limitations of this situational needs assessment:

3.6.1 Time scale and delays

This review was to be conducted over a thramth period. This was an underestimate of the time
required for a number of reasons: (i) it took three weeks fantbmational researchers to obtain
relevant VISAs to enter the refugee camps so the researchers did not enter the campswatil half
through the placement (ii) participatory and qualitative research projects typically require more time
for analysis anavrite-up*® (iii) the global outbreak of Covid19 and the July 2020 protests / internet

shutdown significantly delayed the data analysis and wiptprocesses.

3.6.2 Security
While the original process was to undertake this assessment the 26 refugeeccasgiha
country®®, security concerns meant that it was not possible to gain permission from ARRA to access

13 of these camps. Thuke views and opinions of participants in these camps could not be included.

115Robson, C. (201Real World Resear¢d™ edn). London: John Wiley & Sons.

116 1bid, p.8.

17 bid.

118 |bid.

119 Cohen, L., Manion, L. & Morrison, K. (20R&search Methods Bducation(8" edn). London: Routledge.
20UNICEF/VSO Terms of Reference
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When reading the conclusions aed¢ommendations of this report, it is important to keep this in

mind.

3.6.3 Language

A third limitation of this research is language differences. While some of the participants spoke
English, more spoke in the local dialéatspecially young girls, parenaind religious leaders. While
translators were available in the camps most of the time, it is inevitable that some meaning and
nuances were lost in translation. In addition, the translation of transcripts from Amharic to English

may have further compoundi¢his limitation.

3.6.4 Thesocial desirability effect

A fourth limitation of the research is the social desirability effect. This can be defined as:

éthe tendency of some respondents to report an
acceptablehan woul d be their "true" answereéto proje
avoid receiving negative evaluations. é&Soci al

related sources of error (biag}

This desirability effect is an unavoidaldimitation within which most research is conducted. For
example, in this case, some ARRA officials and camp leaders may feel obliged to portray their

particular refugee camps in a positive light.

3.6.5 Little documentation on the incentiteaching initiatives

One of the main aims of this situational needs assessment was to understand the factors limiting the
participation of potential ffemal e iHenevehaer s i n
review of secondary data revealezty little detail on these initiatives and we were unable to locate

any project overview documents in relation to the initiatives in the refugee campEs

1211 avrakas, 2008vailable athttp://methods.sagepub.com
122\/SO/UNICEF TOR
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4 Findings and Discussion

Part A of Findingsi External Barriers

This chapter presents the key themes and analysis relatingexténealbarriers for female refugees
in Ethiopia to incentive teaching and training initiatives. These barriers relate to the lived experience

of the female refugee community and the patéicgender specific vulnerabilities they faée.

For women and young girls, the intersectionality of refugee status, abject poverty, and negative socio
cultural norms perpetuating gender inequality, time poVériyender based violence and early forced

marriage add to the fragility of the refugee context, making every day a struggle to survive.

Unpacking this is a sine qua non to inform holistic programmatic planning so as teacher training
initiatives both fit the particular context of refugee life anel @tractive to the women and girls who

inhabit that space.

4.1 Fragile context

Life as a refugee can be diffictitt imagine. Butfor 25.9 million peopl@round the world, it is

a terrifying reality*2>.

The extreme fragility of the refugeentext has been underscored, as never before, with the recent
onset of Covidl9. In March 2020, the Intekgency Standing Committee (IASC) secretariat
circulated its interim guidan&€ on scaling up Covid 9 readiness in humanitarian settings, such as

refugee camps. In the briefing document, the refugee context was backgrounded as follows:

O6People affected by humanitarian crises, -parti
like settings, are often faced with specific challenges andvldnera i t i es ét heir | egal

living and accommodation arrangements may be inhibiting factors to their full enjoyment of their

23while it is very important to recognise that male refugees also face gender specific vulnerabilities, including,

F 2 NJ S E echaibidfer§ iBito akrheld forces, early workforce exploitation, higher malnutrition levels in some

age groups, and the impact of ing brought up to adopt negative masculine stereotypdsr example, the
acceptanceof mal@A 2t Sy OS | & | hitpS/iwie.iice2 Fg/eSatyghde@ublity) dthe terms

of reference for this situational needs assessinrefer, specifically, to the gender specific vulnerabilities of

female refugees

22¢KS RAAO02dz2NES 2y (GAYS L322009WiBa QSWYYINBRZ2 S8y yukiS oFS (i
known that patriarchal systems still prevail in many regions efutlorld, including Africa, and that these have
RSTAYSR YR LISNLIS{dzr i SR 3ISYRSNI NPt Bbor. infhbsiiAfricsnt 26 Y S
societies, women andjirls areallocated critically important and timeonsuming responsibilities, which

overburden them with work in the reproduction, production, household, and community spferes

(Abdourahman 2010:17)

125 https://www.unhcr.org/enie/refugees.html

126 This guide wadeveloped in alignment with the WHO COMMDStrategic Preparedness and ResaRlan
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rightsé. They are frequently neglected, stigmg

servicesthatareothewi se avail able to?the general popul a

Et hi opiads refugee context is no different; mg
opportunities, and refugees depend largely on humanitarian assi¢tdhowever, while
humanitarian sheltema basic food rations may be providé&defugee camps can be desolate and

inhospitable places to live, especially if you happen to be female.

The following are some of the findings of this situational needs assessment in relation to the realities
of camp life for the female refugee community in Ethiopia. The analysis exposes the fragility of the
context which female refugees inhabit and the vayghich that context both shapes and constrains

their life/life chances:
OWe live in crisiso6 (Young girls, Afar)
Refugee |Iife is very desperate for all but

6lt is the worst pl aty eojdstze, labswimgahe whole day withoat: n

rest, no respect and gl ory, every burden is

6é the culture of the society is highly aff
works and leftmenfre& o meone has to do something to he

hel pless in the campé [l nterview notes, You
In focus group discussions, young girls spoke about their lives in camp in very negative terms:

6éThey ar e c utallyandadcidlly gffecteccparnodtheisociety. Girls are also
exposed to every attack, they canét even pr
hel plesséd [Interview notes, young girls, G
camp is vey bad, because the girl is busy the whole day: she has no time to play with her
friends, entertain herself or even to go to schigialny other respondents corroborated this:
6éyou know, girls areé their |Iives areé not
BenishangulGumuz),6 é when | observe the I|Iife of young

official, Gambella).

Poverty, hunger, water scarcity/lack of WASH facilities trauma and entrenched gender inequalities,

including gender based violence and early foroedriage, further exacerbates the fragile context

127 pid, p.2.

128 https://www.unhcr.org/enrie/ethiopia.html

1291n the analysis to follow, many participant groups stated that the rations provided were often insufficient
and frequently arrived late
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young female refugees | ive 1in, l eading some yd
t

|l ifed (Young @i rdgisr, | Gaimb eAflan, this 6édi ¥efini cul

di sgust because our | ives are disgustingd (Yol

Poignantly, suicide was not uncommon for girls who live in the refugee camp. (Young girls,
Gambella). Girls stated 6éThe road | eadtshéher t

(Young girl s, Somal i), 6we | ose hope on our f

Tigray reported concern for O6éfriends who want

campo.

An NGO worker issuedeasapetatrkomwawinli hgendthgiin

Tigray).

4.1.1 Legacy Issues

Within these bleak and often difficult environments, psychosocial problems flourish. These are often
compounded by refugeesd [vari ed]beanomnpthanib®6nc e s
million people have been forcibly displa¢&hs a result of persecution, conflict, violence or human
rights violation$®™. This situationahnalysis revealed a numberpsfychosocial issues and challenges

impacting the lives of female refugé&sn Ethiopia:

oAl I the young girls here are hurtd (Religi

6They have all ran fBenshmanguBuemulwar 6 (Camp | ead

FIl eei ng f r om orgim s 6ften very trauntatic Yor refifgees. Yet it is part of the story of
so many refugees across EthiopfaA harrowing account of this journey to safety was given by one

camp leader in Tigray who recounted that:

6The di ffi cul t tedwhenftheyptaftoecmssgthe darderdronsthieanigin of

home country i.e. Eritrea. The problem exte

to the difficulty to cross the militarized border, the smugglers impact, the long distance covered

till arrival of the refugee camp, and the unexpected life conditions in the refugee camp. The

130 https://www.unrefugeesorg/news/forceddisplacemenworldwide-at-its-highestin-decades/

B https://www.unrefugees.org/refugedacts/statistics/

1321t is important to recognise that male refugees also face psycho social challenges as a consequence of
displacement

133 0Once again, the heterogeneity of the refugee experience is recognised here as is the reality that refugees
FtSS RAFFSNBYG FFNBFEA F2NI RAFFSNByYy(d NBFazyao wdzai
archetypical cause B Fdz3S8SaQ RA&LI | OSYSy il o
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level of information to cross the border is depending on the smugglers willingness to share at a

time of deals with the migrants. The information asymmetry helpsthem abuse young| ¢

migrants in the middle of the desert when the migrants trapped in nowhere to run and escape.

The smugglers threaten the young girls to pay additional money over the deals, physically

attack, and harass sexually (including rape). Subhus e hol ds secretl y wi|th

(Camp leader, Tigrayy.
As a result of this trauma, the young girls wdgre
aloneness and take action on their |ifed (ibid.)
This anxiety and trauma is hetghed in refugee contexts as displaced peoples try to navigate
6foreigndé systems, while often having to deal |wi
exil e. Some girls alluded to the desi tobert o retur
country south Sudandéd (Young girl sGum&aspokeoft | a) , |wh
6going to her csotuanrttriyn go fh eorr ilgiifneé trhe@umez). ( Young| ¢
Il ndeed, &thingdp Idd se memtn e ¢ tby anetéacheransGambella asiore mfehe
challenges in the refugee camp.
ARRA officials were well aware of the impact of displacement on the refugee population in their
camps: 0é The community is displacedvingrhoreey do]l n
challengeséd (ARRA official, Gambel l a) .
Ot hers experienced separation anxiety and fear f
6separated from her family who died because off t
G u mu zhe js sadl Because her country is in a war and she knows her relatives who were not able to
reach to Ethiopia are suffering out therebd (YQqun
her country €é6 (Young girleg, fRAimgday)s.6Shehe si sani s&
families back home or abroadd (Young girl s, Sgma
have O6experiencel d] |l ossd (Female incentive tegac
All of this can result in stress, depression and sometimestaxtd{chat and cigarettes) (Field notes,
Tigray).
134 A similaraccount of a refugge in Jewi L}SAID (ecords hovy one refugee,[Nye}ntAau I\@achadd]per SiX L
children fled their homeinwail 2 N}y { 2dz20 K { dzRI' y® LU RSAONAOSAa K2g¢g U0UKSe
foot ffom their hgme in wattorn South Sudan, as gunshots rang out around them. Thewsdren leaves
'y R & A fWholéndigabaurdods were travelling to Ethiopia to save their lives. | have seen people dying
at gunpOnE on the wayI(]ttps://medium.com/@US,AAIDEFI?/§ouﬂmdanrefugeesl44f205de9v4b) . A A
1v35{ ?YS §2dZYEAI AN & FaaSNUSRY W{KS A)\é agduRy vthistO dzZ& S & K S
R2Say Qi 20 KISy 6, 2dzy 3 IANX 4= DFYoSttlo
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Implications

The psychological impact of the above should not be underestimated. Discussions across participant
groups highlighted that, without psychosocial support, female refugees were at partikubpasr
mental health and even suicidal ideation. Moreover, if their psychosocial wellbeing is compromised

by the trauma of displacement, their ability to both learn and teach will also be curbed.

4.1.2 Lack of security
Another aspect of the fragility of the refugee context was a generalised sense of lack of personal
security in the refugee camps. This was cited by a number of respondents as a factor that makes life

daunting for the female refugee community, in particular

6éa young girl who |lives in the refadegee camp
problems and attacks. ée. Girls are also expolse
themselves from danger, and t heyGaambeltn). hel pl elss
6Life is generally hard for a young girl i n a
(Religious Leader, BenishangGumuz).
Girls, themselves, reported not feeling secure in the camp. At any given time, a girl walking on her
own may be sulect to attack/abusé:She can see gender abuse from [me
ONyagoa cand6t wal k alone though the streets, dir
AWhile walking in the camp peoples have no respect for her some insoltrherot her s tr i ck| h
(Young girls, Somali)Young girls in Afar cited the need for more protection from rapists in the
camp: O6There have [sic] to be security around |th
(Young girls, Afar).
Walking alone wasfot en seen as fool hardy for a female: Wl
community gives bad name as she is a stupid gilrl
Fear was a recurring theme across many focus dro
fear in their heart because t he (mtarvigv Notes, gener 3l
Young girls, Gambella). 6éwomen |ive in fear dgve
in their heart because the camp in generalisnotsavé [sip| ace f or themé (Youhg
This fear seems to be underpinned by reportedly high levels of aggréssiomhe home to the
street. Young girls stated that: 6éShe can see |ki
argungabut somethingd (Young girls, Gambell a), 6We
Girls, Afar). I nterpersonal violence is also qgon
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Gambell a), 6éShe can see st udngaoirssGammbellghht i ng e acHh

I nterestingly, in two FGDs the girls stated Owe

In some regions, there were occasional tensions between the refugees and the host
community**$whereby certain members of the latter reportedtyt acked o6t he refuge

(Interview Notes, Young girls, Gambella).
There were even some reports of kidnapping:

0Al so, people will come illegally from Sout
daughters. They do it illegally. Sorimaes we get information, as refugee leaders, that there are
sometimes people who come from South Sudan and they will take either their or someone

el se6s daughter, who are already at school ,

BenishangulGumuz).

Robbe y and theft was also commonplace in camp:

e s

0 é

at evening and early morning she may not comfaqgrt

6Sometimes the thief come[sihistb adammeotandappyac

girls, Gambella). These thieves can sometimes come at night:

6She explained that even their house is not
of robbers who come in the night and enter in to houses to take propi es and r ape
(Interview notes, Young girls, Gambella), 6
drugs like tobacco and alcohol, they come in the mid night take properties and rape girls
According to them no one knows their identity,ex they come from or who they are. So
women | ive in fear every day and nightd (Yo
0After darkd was an especially difficult and d

settings, as highlighted by UNCH®& and Ethiopiaisne x cept i on: O6When she wjg

camp at evening after 6pm she will not [Dbe] <cagdg
Gambella)9 She might be afraid to come out of her h
menwhosexualp buse i f they find girls walking al one
taking a walk by the evening and being harassse
Somali).

I't is regarded6é cul tur al | y Oalkialone ptpighbopatéventng or Qi
time: o6éculturally women will not walking at t

136 Relations with the host community were not uniform and varied from camp to camp
B7 https://www.unhcr.org/brighterlives/
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when she is walking in the evening as she i s 4§

[ing] hernottogooutimte eveningsd (Young girls, Tigray).

This has implications for their education too, as female refugees may be reluctant to engage in any
educational activity, such as going to the 1i0#t
libraryatniht t o read they [are] éal so exposed to se

Gambella).

Implications

This lack of security whereby travel to/from school can be dangerous for women and girls poses a
barrier to femal e wation, githee as Gtudpnsoriteachdérgt @tsi d re sisn sg
women to walk to the primary school s ).iAnumbehe <c g
of the young girls interviewed explained that their houses were a considerable distance from the

pri mary school and they were even in danger of
problem in the c¢amp o6 thdidsuewfrsafetygvasrcited by Arfeaisting teachen d e ¢
as a challenge for both students and teachers in camp (Female incentive teacher, Gambella).
Aggression also sometimes seeped into the cl as
friends. Thshappens when she start[s] to attack her

fighting in a class roombé O06Sometimes she heard

4.1.3 Unaccompanied minors
Female unaccompanied minors are symbolic of thglifsaof the refugee context. The
intersectionality of refugee status, being alone, poverty, gender, age etc. serves to make them a very

vulnerable cohort in refugee camps:

6éif she has no parents her | ife iasdtheiery ba
daughters stay in the camp, face many probl
fathers not here in Ethiopia so most of the
Gambella).

Young girls in Tigray summarised what life is lif@ such girls:

6l f Eden is |living without her family (They
some part of Zone E); life for Eden is difficult and she will not have any guidance. No one
follows her up and she is free to do what she dedike smoking cigarette, drinking alcohol

and al so having sex at her young ageé Most
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dean [ sic] but they actually doesndét attend

girls, Tigray).

According b one camp leader in Tigray, these girls were often clustered together in designated

accommodation:

ol here are young girls who are living in a gro

housing in the camp. But, there is huge gap in understanding each other and they are not
transparent to talk and share their ideas because they come from difféireetand there are
also people who come from rural and urban areas. They are even hiding themselves during their

menstruation, they dondédt tell their roommat

Without family support/guidance they often have to negotiate the hanslitions on their own. For

e s

other young accompanied female minors, marriadge

majority of females are separated from their Hhon

marriageéd (ARRA).official, Gambell a

Housework placed additional physical and time constraints on unaccompanied minors, limiting their

participation in other activities, including €gdu

home activitiesd (Young girls, Gambell a).

There weralso allegations of sexual abuse of some of these girls in one region.

They are also at risk of psychological di stresg
of them are under psychol ogi cal | wnypadrticigasts ed c on
recognised the vulnerability of these young agd

of young girls who are unaccompanied and this makes life worse for them, they feel helpless and

7.}

become hopel essd MOampolfegded s Diegoag) hopel es
leader, Somali).

Unaccompanied minors faced additional barriers to education. These include lack of learning

materials/uniform, early marriage, lack of encouragement and support as well as tarig: pov

6Some children, they haven't parents so can

(Religious | eader, Gambell a), -odd&schoolgasilyi r | s

because they dondét have par gARRAOfici@r support]i

Gambella) 0 é some chil dren candét go to school ©bec
and foll ow[sic] t heumup)Some Bnaccampanied,min&edmop s h an
out of school just t o s aretinaccompaaiedlitheywpeefertoadke s u
care of their Iife than to go to school 6 (A
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girls are |l ess attracted or interested to t
changed in the futurén most of the cases, they lost hope and not motivated to upgrade

themselvesd (NGO worker, Tigray).

Implications

Low socioeconomic status, lack of family and community support structures, and particularly in the
case of unaccompanied girls, time poverty and the burden of household responsibilities are among the
factors that make unaccompanied minors a particulattyevable group in refugee camps.

Consequently, they are at particular risk of both physical and mental health difficulties and thus are in

particular need of psychosocial supports, so as to be engaged in education.

4.1.4 Disabled people

Although disablegeople were visible in every refugee camp, there were few services available for

t hem. I n one FGD, young girls expressed sorr oV
she saw people with disabil ity amabgelld). Chéiteacheroul dn g
alluded to O0the exclusion of <chil Accorlingtowond h di g
respondent, o6there is no provision for student

d r o p (Religiau$ leader, Gabella).

According to young girls in Tigray, their disability may be a barrier to participation in incentive

teaching/traihihgmaheéedsi ate veissaldl ed t hey becon

Implications

This raises serious issues@and social inclusion in camp, and in education, more broadly. Moreover,
teachers will need to be trained in socially inclusive education to improve this situation and to ensure
that no child gets left behind.

4.2 Poverty

Poverty further compounds the fragile context that refugees inhabit. For refugee women and girls, the
situation is even more acute: O6they have no pr
no moneyd (Religious L e athandAfarAdéseribed thelimpaagiaf Gi r | g

poverty on their lives in terms of lack of resources:
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6éwe have a hard time because we have no mone

moneyd6é (Young girls, Afar), O6Th&® substandajrd
uncomfortabl ed, 6She is not happy be&Sdhwese sihe
doesnodt feel comfortabl e (Younddils Ganbdlla. school i n
Other respondents confirmed the impact of poverty on the lives of younggir 6 Ther e i s njot
eat éThey have nothing to wear 6, 6éthe problem i

necessary materials like clothes, shoes ...etc. (Religious leader, Gandb&lB)P [ wor | d Food

Programme] give 5kg foodand 160i r r per mont h per person so noft

4.2.1 Child labour
In the absence of a cash economy, female refugees often had to resort to selling food rations to

generate cash to purchase basic ihawnosashinncl udi|ng

campéonly rationséé They will sell their food |to
generate cash by collecting and selling firewqgod
wood but still this will not suffice the r needd (ARRA official, Gambelll a

In BenishangulGumuz, parents alluded to child labour as a way of means of generating money for
poor household® é [ because of hunger] it is common to]|se
host community whilethy ar e wor king as daily | abourer 1I|ike

become tired of advising their children not to go to host communities to do labour works but, they
keep working due to the exi-Gunuz)nThispas adiniegdbywa 6 ( Par en
campleadedt he young girls are engaging themselves]| il
at wor k. 6 BefishamguGuimrauade Mgeanwhil e in Somal i, parent
girl completes here primary education, poor fagsilgive their child to a well to do family to earn

moneyo6 (Parents, Somali).

According to some respondents, in the absence of alternatives, female refugees may even have to

resort to selling sex as a survival strategy

6ésometi mes the ogoanEsfgo monayl ofBar basic tili
on paymenté Which can | ead t o (Pamplgade,ncy . Buit
BenishangulGumuz),6t he ot her roetafschool]if lgecomihgscomimeroigh sex

worker due topovertyan@eer i nfl uenced (ARRA official, Ber

In Tigray, one female teacher revealed that transactional sex was often used to procure essential

items:
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6There are also economic problems. When the
involved indifferent things. They get involved with boys to be able to get money to buy things
for themselves. Like sanitary products, maigeand clothes. They exchange sex for these

productsdé (Female teacher, Tigray).

One respondent <cl| ai mead o6tsh aetx cthea ngaew & roeofdu gpaenad gmy

girls and women (Anon).

Unaccompanied minors are at particular risk of
under aged young girls who live without there [sic] family. For the reason, misstggaged in
sexual exploiting because of food scare, econdgd

leader, Tigray).

Implications

Poverty is a major barrier to education. One of the main reasons young girls drop out of schooling is

that they need to generate much needed i ncome
alternative income generation mechanism rather than eduaan 6 , 6[there is] poo
l'iveli hood opportunities in campd (ARRA offici

Living in poverty meant that many parents simply could not afford the costs of educating their
daughters: 6Most parents cannot send students
teacher, Gambella). Due to the absolute poverty endured by feshadees, in particular, many are

simply not in a position to afford to pursue their education. Lack of basic materials also made it

[da)

di fficult for young girls to attend school: 0
footd ( YCamubelg). gi r | ,

There were many calls across participant groups for schools to provide basic neéessitigkng

school uniforms and shoéedf or young girls since these are no

dondét get bags anfdr om htehhe schioomd | .rGaut e za yad rsé6 Sh B e
sad because the school doesndét provide uniforn
4.2.2 Hunger

Hunger and food scarcity are two of the biggest challenges in refugee contexts Witgresrare
dependent on food rations for survival. However, many participants reported that these rations are

often late and there is not enough for families, leading to hunger:
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6The mont hly food rations i s [ siotcerealslWhenysuot e n
calculate this with 31 days in a meumuzpho Thiety i s
only receive foodéhumanitarian aid and even tHh
l'ife of girls in, 6 Gameellagampd (ARRA official

One researcher recorded the following reflection during fieldwork:
6According to our observation the amount of
and few litres of edible oil for a person for a month: on top of that mokeafbshin [sic] is
sold by the parents to buy other equipment
or twice in a day: most of the children we

Young girls, Gambella).

The realityisthatmanydhidr en in refugee camps | ive with 0RH
teacher, Gambella). nd e e d , this o6lack of foodd was cited
di fficultd for young girls in this ampgmpmef Ca mp
and young girls could be seen queuing endl essl
humanitarian aid was frequently delayédé t her e i s al so del ay of food
may lead the kids to hungerand maketh not t o enj oy the school édel
wi || |l ead to shortage of -Guou)nF&Ds, hongenead ( Par ent

overwhelmingly mentioned as something which made girls in camp feel sad:

GSGhe i s not hap plyhabnetarythisgdor émsemption rather than ration
card and the ration is not enough for the family member hence she may hungry because of this
she feel sad?é, 6The substandard quality of
becausesheisont getting enough food which makes he
wi || not feel hungryé (Young girls, Gambel]l
Afar) .

Implications

Hunger was both a barrier to learning and a barriertoteaghi € St udent s [ are] pogdg
because they came to school without fooddé (Fen
may not go to school as BdnishgngdiGamug and caofeebfaird. ing y 6
addition, female stughts are frequently absent on food distribution days, as they are often the ones in
charge of collecting rations: 6as you can see
food distribution, they are absent....absence is a big problem, espgciaf or gi-oul sé. 6 ( D

teacher, Afar).
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A substanti al number of parents could not send t

children donét enjoy going to school because whe

theyrepeatedf ace such kind problem they do-6Wnuz).Ai ke

[ o

parent in the same FGD was more blunt: O6dMost npar

children will not tolerate hunger and rather miss schools when theydo&od in the host
communi tyo (P a-Gunnz). |nde8deamathertparanigranh the same region commented:

6children can6t properly see what is writ-ten gn

Gumuz).

Hungerwas alsocitedaxah al | enge facing incentive teacher g:

A

breakfast so they arendét happy and motivatedé
teacher in Afar also recounted havi ngredsans c o me
proffered for this is that they cannot afford breakfast on their incentive salary and go to class hungry:
6Not enough sal ary for incentive teachers so
only so not full fill the needforlie and the teachers are not eat.i

Gambella).

This is a pressing issue, as other findings al

even cover teachersodé most basic needs. Thi s i 9

4.2.3 \Water insecurity

Water scarcity and the availability of clean drinking water were also identified as challenges in many
of the camps where refugees 6l ack accédhet o cl
water we drink i s of p ¥Yaumggigsware frequgndly ifchaogeofg gi r |
fetching water for the household. If water is available in camp, girls and women will arrive with their
jerry canséand wait: O0Sometimes, i f water in (g

queuetodrawwt er 86 ( Young Girl s, Afar).

However, since most of the time water is not available in the camp, girls had no choice but to travel

l ong di stances to get water for the househol d:
watertapbr okendé (Rel i gious | eader, Afar).Young gir
al ways weak [sic] early in the morning and fet
get water: they carry heavy and big water jars and hurt them8elvésYoung gi rl s, Gam

perils of such a journey and its impact on time poverty are elaborated further, below.

Implications
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Water insecurity was a particular challenge for schools in the refugee camps. Not only is this a

disincentive to go to schhat is an impediment to learning in camps, especially in camps where

temperatures can reach oppressive lé¥el$ The weat her condition is very

water so not satisfyé [t hey] ®nThisimbchof watewat er i n

shortage on learning and teaching will be elaborated further in Part B.

4.2.4 Adverse weather conditions
This fragile context is further perpetuated by
particularly in the Gambella and Afaggions where extreme heat poses another challenge to both
teaching and learning in refugee camps with small overcrowded classtddbids complained that

the adverse weather conditions that were not conducive to study:

s A

6The sun burns heréd (Young girls, Afar), 6
the weather condition is it too much hot and on the other time when the rain is raining she has
no anything to protect her Bmbell)cYounggrlbimok fr
Af ar also reported that they are 6not happy
too hotd and they have no umbrellas to prot

in the rainy season (Young girls, Gambaeind Afar).

It can cause the girls to drop out of school

force girlstodroput of school 6 (Religious | eader, Tigr

4.3 Gender Inequality
0The society donodt [usil c(toysgdids, Agar)r | s wi t h |

6 Female refugees] | ife is full of influence f

| i (Cendp leader, Tigray).

Deeprooted and entrenched gender inequality was the prevailing reality for many womerisand gir

across most of Ethiopiads refugee contexts: 0l

138 During fieldwork in the Gambellagion, the temperature reached more than 33 degrees and we were told
it can go much higher.

139 Our researchers were frequently asked for water when wimring students in the schools.

1491ndeed, during this study, the heat proved to be formidable forbgtung girls and interviewers during
focus group discussions in a classroom in GamBéllai G KS Sy R 2F (KS RA&aOdzaa
GSYLISNY GdzNB FyR Fif GKS @2dzy3 3IANI & ¢SNB YdzOK
girls, Gambella].

A2Y
A NB
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womenés and mends equalityd (NGO worker, Somalli)

girls are not equal éé (Youmyigiydl § YoGamgbgl Irax, &

and negative socioultural norms (both from their home country and within the catjmround

womenoés inferiority to men meant that male domin
6Men are domi natatombp meicmhe m.n gMe | NlGOv dvéh &ree, Son
they are not educated. They are stild]l under| m
nod ( Ca mPenidshenguicemu),6 Many are under the influenc
éWomen must reensépbe,ctd ltihfee rofm young girl s in f he
(Religious leader, Gambella), One ARRA official explained gender inequity as the
mani festation of o6éback ward cul tural [ sic] |re

In other camps, tm gender scripts were underpinned by powerful cultural norms that value men more

thanwomenb @ he cul ture that ésays (Paenmtdambéliahi Tchie ya rdeo

have | ow moral value to be e @Uahlecyemongeosuppolt ARRA o

the males é6 (NGO worker, Gambell a), 6The commun

A

knowl edge with maleé o6l n the society boys are

|l eader, Gambella), ioghen¢ gmmomni bypyisd f(¥oawmmg gi

This gender script only further perpetuates power inequalities.

4.3.1 Lack of decisioimaking power
Gender inequality further manifests itself in decision making in the following areas, each of which has

implications for education:

A Lack of decisioamaking power in the home

6éand the men are dominant in the home. So, 1
business in the market or anywher e elmywifeanthen
you have to stay at home. I owi || bri (Campyou wi

Leader, Benishangibumuz).

At the household level, women and girls often have little or no deeisaking powerMen are

dominant and thus are tbees who make all decisions:

Yih vy S NB & LR Y RS fidiculthi® it tBe\RéiBgRes dotnmuHiio ! ww! 2FFAOALF £ X DI Yo
many refugees are influenced by socio cultural norms from their home country, more research is needed on
whether or not individual cas have a particular sub culture which may be a more nuanced version of the

parent culture.
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6 Women ar e -makets in the loines If thep are decisioaker, they can decide for
themselves what is good for them. But, most of the time, the decision is taken by men and whether the
women like it or not, they havet agr ee. That i s one t-Bumuand®AlICamg

decisions are under the power of menéd (Young

One of the drivers for this is the dowry system whereby, on marriage, the young girl becomes the

commodity of her new husband

6They are highly influenced by their husban
dowry for her parents, he thinks like he is possessing an asset and he even physically attacks
her6 (ARRA official, Gambell a).

A married girl cannot make decisiofts herself: it will be her husband who will decide everything:

6éthe men are dominant i n t h-6umhzdparéetéhbe (eCaanmpo rhye 3
house is all/l under the control of the husbandé
decisim maker 6 (Young girls, Gambella), O0Al ways t
women are allowed to talk freely and take thei

BenishangulGumuz).

Another driver for this is that very often yougiyls are forced to marry a much older mar=a mi | y
favouring the rich or ol d maihg&rol snéaorfrtye nh emmabr r(yy
mand (Religious | eaders, Afar). Young girls in
man to marry heré. This has implications for d
differentials between brides ahdsbands undermine the agency and autonomy of girls and young

wo mett 6 .

Moreover, as a result of acute power inequalities between a young girl and an older adult man, child
brides are frequently unable to navigate their sexual and reproductive healti{$ightR) and

control their fertility.

Implications

142Flavia Pansieri, Deputy UN high Commissioner for Human Rights
https://www.ohchr.org/EN/NewsEvents/Pages/Childandforcedmarriagematat@nofgenderdiscrimination.

aspx
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about:blank
about:blank

Crucially, this female refugeesd | ack of deci gi

education. Women and girls are often simply ngqg

or toteach:

6émost women hermalkiavgé ntohaelyecd an dtn make dec

experienced this. If you need them to go to training in a city for 2 weeks or a few days,

sometimes the familyé and the husdothare?Ske c om
canét |live there! All thes6Gumudagbhéydal( €amp
going to school by forced of their husbandb?d
may be her husband wil |l I|haa)r,a sésB ehcearuds e( Yoof u ntgh 6

educated they don't want to send their wife
familiesi they have many children and their husband does not allow them to be in the school

ever again. Wevhddnototihred evroamaaandnust stay i n
6Donét go to school because there are more
and no shoes. 6 She canét | eave the house be
shoesé. Tmatniprobhkeemd ( FGuamwxzher, Benishangul
Deci sions around uptake of incentive teaching

husband may not agree to attend his wife on incentive teaching program because her husband is the
onewhomake adexii oné (Young girls, Gambella), O6Husba

(Young girls, Afar).

This will be discussed further in Part B.

B Lack of decision making power in the public sphere

6é.ygumdgs experience gender i ne q(Religioustleaderwhi ¢ h
Gambella).

Gender inequality acts as a barrier to female
6l n general, the Somali d6s domrbwerciotme o e brda
(Religious | eader, Somali), OWomen dondét pa
Gumuz), OFemales dondt expect to make econo
official, Somali).

Girls internalised this socioultural script from an early age:
6They dondét | ike to compete wi tGumulze , meémd el

soci al interaction is very |limited because
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6Young girls areiskey 4dRel agiraud 1 easeci alGam

themselves in front of the publicd (TEC | ea

I n FGDs, the young girls acknowledged -their f
confidence among womend pl aéwse domi sedr pdi tp O

Gambella).

Gender inequality manifested itself in the lack of community support for females in camp:

6ésociety attitude towards womends is so | o

theminthecmpé The community does not support the

their problemséthe cormlhreirtey i do eon @tn eh dlop hte
|l eader, Afar), 6éthe community they haven't
Gambel | a) , diséourfgé&nhert ofeefuges girls by community to accomplish their
futured ( Young yaumgmitlsshere wamt tp erabyage,the éulfuheegbut the
community doesn't support them. They urge w
leader, Afar). Neither does the culture encourage them into the public sphere of paid work:

6The cubtitunet deheourage women to have jobsbd

Reflecting deegseated gender inequality, one respondent suggested that the reason for this was
simply because they wer e QGefiderimaquadityrestliRim tiffegat o us L
treat ment of boys and girl s: 6Parents treat gi

6Girls are not getting much emphasis as their

Another manifestation of entrenched gender inequality aald domination was that female refugees

tended not to be politically active at camp level. There were a few exceptions. Young girls in Somali

referred to a 6Women's Associationo, whil e in

om

Ti

group of( Rfedmalieosués | eader, Tigray). I n the samgp 1

womenébés association in the campd (Young girl s,
women have organised themselves into groups. However, in other aotaas fAfar, this did not

seem to be the case:

6éthere are camp structures and | egal syste
t hem] 6, 6Most of the refugees are female b
camp i s | dfieid, GAmb&l®).Sonte young girls did complain of their lack of voice

in camp (Young Girls, Afar).

The consequences of womendésbd | ack of represent

leader in Benishangbumuz who commented that:
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6So, teme hvawoome no say. They canét put forward

they are saying. This affects them negatively, directly and indirectly. It affects their lives

because i f they donét have access ettheir say wh
l'ivesd? (Camp {Genaum),evhile in Bgray in,sahNGOgvarker reported that
6éyoung girls have | imited freedom to be a
(NGO worker, Tigray).
Women can be excluded from publicpdartipat i on by religious influen
not allow their | adies to socialise in the con
women from their soci al rights. Even their ecaqd

BenishangulGumuz).

As a result of their under representation at g
heard and their views not represented in decision making bodies in many refugee camps. As a result,
governance, authority and political power dierethe hands of mert?® creating a perpetual cycle of

male dominance and control at the various levels within camp.

Many respondents reported the-esteemact this has
6éthere is inferiority Ma(sichipaterus becalicé waiameqa gi r |
womané (Young -umuz) Be d{ $ hcaonngfuiidse]n cleo wa nsoenl gf
(Young girls, Gambella), O0OBecause males are
femal es, they shame ¢é)6, (ARRA sofffdeli adhy .Ga.mb
have enough confidence in t-BemaEdmalesdhdievd Yo un
they candét do ito[ Woemenghgvela] digchydf co
BenishangulGumuz),6 ¢ f d ma t hi nk we are not equal to n
6[ because we are women] don't get what we w
BenishangulGu mu z ) 6The problem is that the girls
(Incentiveteacher, Somali).

According to one NGO worker, this inferiority

refugee status: O6éthe inferiority complex as mi

to achieve the maximum potentialh ®y | ack t o express themselves

worker, Tigray).

One consequence of females lack of-selfifidence is that they do not believe in their ability to be

professionals, including teachers and so many may not see the point iuicgnvith their

3, 2dzy3 IANI A Ay CAINT@ SgSy édz;laééﬁéfz uKS gz@SNyvg

Ydza i 3IAGBS 6 NYAy3I (G2 YItSad ¢KSe& Ydzad y2d O2yidAydzsS
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education: 6Femal es | i mit t hemsel ves, believing

and become teachers or professionalsd (Camp | gad
In addition, gender inequities also seeped into the classroom. As ond keywirma nt put it : | 6é€
dominate in the society: they also dominate in t

BenishangulGumuz, female teachers said they did not want to work with men or boys, due to their

gendered notions of superiority:

0 B e ¢ a weys and theemen say there is a difference. They say that men are better than women.

And the men tell us that they don6ét want women. o

inferior éBut we [the female tddahemwe] awanteqtual £

(Existing teachers, Benishang@umuz). There were also claims that male students did not respect

female teacher s: 6Mal e students disrespect femal

teacher gives. They wait for herraght when she is walking alone and attack her. They throw stone

and hunt her i f she punish[esb6d them in the cl dass
60Sex /[bagsadedi scri mination from male professiolna
cited by an ARRAofficial in BenishangulGumuz, whilegendéb ased di scri mi nati on
professionals and students in the school d in Gan
(Incentive teacher, Gambella).
Women have little opportunities and chances here. Even ¢ han ge {(Chnmeprusadel,v e s é §
BenishangulGumuz).
Lack of selfesteem and reluctance to enter public spaces is also a barrier to uptake of incentive
teaching/trainee opportunities by female refugees:
6Many [girls] think they cannot get opportujni
are very shy to become incentive teaching (they believe that am not the right person for this
duty and | <candt achi eve -Gumyl ,( EOétshte yn gd oTneGatc ht
can be a good teachet*rGumug)ydo un g h@i rglisr,| sB eannids heonn
coming up to express about themselves, they will not be able to teach in the school because
how can they? They (@anglLeadéryBenishangBbneum.s el ves é b
As a consequence of womendés confinemesicembaa t he p
their limited engagement in the public domain, any opportunities that arise in camp or in the host
communities are usually usped by men:
60nly men are the one who got this opportunitybd
women are not getting the same chances as meng¢gMo
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(Camp leader, BenishangGumuz),6 é | i f e ivsens oweh acradn 6et get joAbOS (

Y O |

the same ti me, I donét see many things that waqgme

women have nothing to do unless they are hired by thegbreols or primary schools or they remain
at h o meléaddr, Benishangubumuz).

All too often, teaching opportunities are also gendered. The implications of this are discussed in Part
B.

In addition, there is often | mdrdbeadly dueroutheir t y sup

culturally prescribed gender role in the home:

06éshe can see parents telling her not to go| t
girls, Somal) emal es dondét pass their time studyinlgd
official, Gambella)0 [ The] community make challenge them
in order to do everything for -Gumumjilmheat al l|b
community is not having willingness to send girls at school: they preéesign them for
home activitiesod (ExGusmtz)h.ng teachers, Benishjan
Many parents continue to prioritise work in hdgme
between girlsd responsibilities fherscadagsktitmist i ¢ dho
daughters to stop going to school to work in the home. This can happen from when they are 7 years
oldé (Female teacher, Somali). This invariably I
6Fat her and motherddhehpusdreom d ochloopsd@ut Camp |
6Parents donét allow young girls to go to sjich
waterdé (Rel i gi ouGuniueza)d,e ro, MoBiehneirssh atnagilukl me [ s i ¢ ]
school becauseyousuppd me at homed (Young girl s, Gamhbel
their childrendGymwuz)enttqg @Eentice hamlgaudl-oand t hat
(ibid).
While some parents were supportive. others placed more importance on religibirgyefar young
girls rather than attend school:
6Cul turally young girls have influences by |fa
formal school. There are pressures from fami|l
(ARRA official, Afar).
1441t is important b state that some of the young girls claimed to have recele NB VY Ini2ssages franS U
USFHFOKSNBR UKFO WSRAzOF GA2Y Aa 3J22R F2NJ IANI aQ o, 2dzy 3| 3I)J

throughout the study reiterated these messages.
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Several religious leaders interviewed stated that they support young girls continuing their education:
Owe believe education is |life. Wi thout educatijlon

girls] to change tibusleader,Bénfskmnglymud).e ar ni ngd ( Rel i|g

4.3.2 Gender division of labour and time poverty

The second manifestation of gender inequality is in the gender division of f&t@mat the resultant
gender differentiated time use allocation which leads to time pdffatpong the female refugee
community. According to all participant groups in this study, one of the biggest barriers to female
refugeesd participation in educati on, either 4ds
gender division of lafur in the refugee camps across Ethiopia which causes them to experience time

poverty:

6The major chall enge for young girls in refjug

wor kl oad in doing chores, é6é&hehe¢aongpmthaglreat . 6 |( N

home. They are always at hGumezx6 (Camp Leadej|,
6Here you will find girls in the homeélLook |ar
they are in the homeéd (Religious | eader, Glam

6 Men ar e f r aeahyburden hutiworgen havetatobof responsibilities in the

housed (Young girls, Gambell a).

Across all targeted refugee camps, entrenched gender norms have created a rigid gender division of
labour whereby household chores are seen as exclusively fiaslede In Afar, one camp leader

stated, candidly:

6l n Afar culture most of the work inside thle
general and girls in particular. The household chores like cooking, taking care of children and
looking after cattle ishe task of the girl. Activities like fetching water and collecting fire wood
are also the task of the girl. Men in Afar |cu
work and not i nt e(Campleasle, Afarh att end school 6

Indeed, acrosallr egi ons respondents constantly referred t

involvesgi rl s spending 6l arge amount of elfYeungy and| t

145The alocation of time between women and men in the household and in the economy is a major gender
issue in the evolving discourse on time povég&pdourahman2010:16)

146 Apdourahmarf dzNJi K SNJ | NBdzS&a GKIF G Ff0K2dAK GKA& FT2NY 27F |Ay
major adverse implications for accessing economic@ight 6 A 6 A R® 0
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girls, Gambella), such as looking afteunger sibling¥”’, cooking, washing, cleaning, fetching

water and firewood etc. Young girls have the r
(ARRA official, Gambella) and O6étheir day is f
Gamlella). This was corroborated in focus group discussions with young girls where they described

their typical day as follows:

6éthey wake up in the early morning and cl e

an

family and then cook food, aftertha t hey go to the jungle to cqgll

came back home in peace they continue worKki

notes, Young girls, Gambella).

As part of their duties in the home, girls are often also charged withgbensibility of collecting
food rations for the family. This can invol ve
responsible for taking ration and this may také @ays so, during this time they miss school and it

may cause dreputwheni t became continuousd( ARRA offici al

ng

This gendered division of | abour appeared to he

females in the Somali community is difficult to determine. Females are preferred to serve and

manage thebdren of t he house. Such attitude is common

Somali):

6éin their O6Nueré culture the men do nothin
have no any burden. To the reverse women do all the house hold works wagtpbear

children in their young age, travel very 1|lo
they need to cook food and feed their child
Gambell al], 6éYoung gi rl s iitadfdrdoinghousaehoidchores:t v a
they collect firewood, fetching -Gamerz) andéct
Nuer culture force[s] them to do al/l the ho
never helps in the house so she lmastc a | | ot her women her relati
(Young girl s, Gambel l a) , 6Based on our <cul't
help families as they grow and got married

h u s b a audggirlg, Afar).

Al | of the above constricted girlsé |ife choigdg

ultimately creating time poverty. Time poverty

147 According to one respondent, girls must also be available to support their own motherstivlg give
0 A NtlieKirvie ofmother delivery in the hospital they are goingtovénNJ RA a G yOS (2 & dzLJLi2 |
(Religious Leader, Gambella)
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of 6inequalitydadhiecbeal smpl d6basi magofor accessgi

(Abdourahman, 2010: 16). Moreover, it further isolates female refugees from the public sphere and

any opportunities that might potentially lie therein.

Period poverty

Female refugeesi ad swodevbereyadcassiasanitaypmducts, safe, hygienic
spaces in which to use them and the right to manage menstruation without shame or stigma, is often

denied**™ ndeed UNICEF recognise that thesedwonehal | ¢

in humanitarian crisesé (UNICEF, 2019: 13 citi

girl so e dheogand sometimes entiré lives are affected.

In this study, female refugees frequently spoke of the stigma around vatiesiy describing their
menstrual period as O0a s hameffhuely edxopnedrti ehnacveed s(a
there is a chance that both men and girls can see them during their menstruation which makes them

ashamed of and forcesthemtast homeé6é (Camp | eader, Tigray),

These findings reinforce UNICEFO0s assertion tf

social exclusiof.during menstruationd

For the female refugee community in Ethiopia, however, lack of access to samitsyfysther

compounds the distress they ffeel at this ti me:

protection and her dress is spoiled by the pe
getting sanitary pads and roomsformdnagg t hei r menst r ua-Gumuz).§Girl§]Par e
6need [ mor e] money for sanitation and hygiene
materials |ike under wares and tampons. {3 ncen
on time, so they stay home and not come to sc
about the napkins in front of other people then she may miss it. She said the government gives the girlg

sanitary napkinséeverlyatmodt(hl rotugr vite wesra crhetse ¢ ,h

148 period poverty can be defineabYack of knowledge of menstruation and an inability to accesessary

sah G F NB Y I § $/edsttuél By§iend and Hedltha call for dignity, rights and empowermén&  a | &
HAHNO® ! RRNB&aaAy3 LISNRA2R L2 @S NMenstrdabhbalisandtdygde 2 F | b L
(MHHXWhich includesoth MHM @& ¢ S the broad@r@ystemic factors that link menstruation with health,
well-being, gender equality, educationjedzA 1 @ = SYLIR2 gSNXSyYy iz YR NARAIKGAQ
(https:/imvww.unicef.org/wash/files/lUNICEBuidancemenstruathealth-hygiene2019.pdj

149 hitps://www.actionaid.org.uk/abouiis/what-we-do/womenseconomieempowerment/periodpoverty.

150 |bid.

151 hitps://iwww.unicef.org/wash/files/UNICEEBuidancemenstualhealth-hygiene2019.pdf p.13.
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about:blank
https://www.unicef.org/wash/files/UNICEF-Guidance-menstrual-health-hygiene-2019.pdf

The challenges of period poverty and related WASH issues for female refugee students and teachers i

discussed further in Part B.

Implications

For those girls fortunate enough to have the opportunityrsupuheir education, balancing their
workl oad in the home with study is a constant

6éshe go[es] to bring water and directly go
class end she takes tivater home. She carries the water jar on her head and the bag with her
hands é. the place where water is found i s
will be late if she go home to put the water so she has one option, to bring the wkitss &nd

after class she take it home. This also shows that girls in the camp have double burden to carry
at the same timed, 0éif she finished home ¢
puni sh her or maybe stheddaughters kesponsibility éortakehcararoé 6 |
the family after the mother of the house and their day is full of different household chores
which doesndét allow them to study effective
6éthe girls ame menagedyt memdhnot have enoug
of ficial, Gambella), 6é they become super b
(Religious leader, Gambella).

The net result is that, given the competing demands of home and school life, girls are often forced to

drop out of school entirely: 6éhow can femal eg

day?6 [I nterview Not es e has tharesgongpility tb supportGarfabmiy| | a )| :

by preparing food and fetching wateré only boy

Indeed, responsibility for work in the home was cited by many participants as the main impediment to

education ad the main reason for the high female student dropout rate:

6,,,in practical terms a gir|l mi ght spent t

back home at night and at times return back home the next day. These girls as a result are

ho

0é

us

he

forcedtom ss c¢cl asses. And at times dropout of sc¢hc
6éthey drop out of school for the burden of| t
Gambel |l a), 6éthe cause smal |l nudmbaetr hoof mefbe ma |
(Young girls, Gambella), 0Girls are supposel|d
cooking, fetching water, going to markets and at the end of the day these will make them to

drop out of school 6éit i[sofalsohaolrle@s@O©@amwhy]| &:
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Gambel l a) , 6Some parents are not voluntary |to

children to stay at home so as girls help flam

Moreover, there was also little flexibility in primaschools to accommodate this. Young girls in an
FGD in Gambella explained how some of them had asked teachers if they could change to afternoon

classes so as to finish their domestic duties |0t
They wee unsuccessful. The girls also discussed how exhausted they were with these duties and how
it i mpacted on their ability to do their homewor

water from walking long distance in the river if thetap brokemd af t er she fini shed

(Young girl, Gambella). These factors must be taken into consideration into any future initiative that

aims to tackle female attendance or doop at primary school.

Domestic workload is also one of the mainbarriels f emal e refugeesd uptak

teaching/training initiatives:

6Her family woul dndt allow her [take up inc
to help them in the housed ( Youngwomgenshbud, Ga
be responsible for the hortleat is the reason why women and girls are not participating [in

incentive teaching]é (Religious | eader, Gam
make girls busy to take caring their young brother astetrsi rather than learn and become

incentive teacherd (E®Imsz).i ng Teacher s, Beni

For girls who want to pursue their education, time poverty as a result of juggling their responsibilities
in the home with education often creates an impossdlbld burden which contributes to very high
dropout rates. This further reduces the pool of female refugees who are eligible to become potential
incentive teachers/trainees. The situation is exacerbated by their experience of period poverty; a
gender spefic vulnerability that female refugees face, on a monthly basis, and particularly acute in

fragile refugee contexts.

4.3.3 Gender based violence (GBY)

6She sees harassment, r a(yoang girsslGarsbella). she see

2¢KS ' YyAGSR bridAz2ya 1 A3IK [/ 2YYA&aaA2YSNI F2NJ | dzYly wai
agains Women (CEDAW) defines GBWia¢ence that is directed against a woman because she is a woman or
that affects women disproportionatelfnited Nations. Division for the Advancement of Women. (2000).

58

en

mb

be

K




Violenceagainst women is a third but even more brutal manifestation of gender inégtialitbe
problem is even more pronounced in refugee populations where women and girls are at increased risk

of violence (Tappis, Freeman and Doocy, 2016).

Gender based violeaavas identified by this situational needs assessment as a significant issue for

women and girls in Ethiopiabs refugee camps, Wit

community, including educational implications, where it can present atdarbeth learning and

teaching.

4.3.3.1 Domestic violence

Violence against women and girls takes many forms and manifests in many spheres, starting in the

home:
060There is a | ot of domestic violence here.
aad mom fighting at home6é, 6Even husbands ca
up about hitting my motherd (Young girls, A
(Young girls, Tigray), 6She hemg sGihrelrs ,s i /Asft ael
hears her parents arguing about something (
6éSolving fighting in theGdmmi)yoéoHwohuamd gh
wifed (Young girls, Somali).
Sometimes girls maybedd en by a family member: 6She may b
kick her badlyé (Young girls, Gambella). When
BenishanglGumuz menti oned: O6beating mot her dher 6 when
families biting [sic]-Gumez.6 (Young girl s, Beni s
Paradoxically, if woman reports her husband forgefidars ed vi ol ence: 6She is
community. The community will discriminate (ad
wonder , then that 6Because of cul tur al barrier

(Religious leader, Afar).

This illustrates how such violence can continue with impunity.

153 https://eige.europa.eu/publications/gendeequality-index2017-violenceagainstwomen
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4.3.3.2 Sexual harassment
Young girls consistently referred to sexual harassment among girls in the refugee camp (Young girls,
Tigray). Girls can be subject to sexual harassment in camp, at school or as they moves outside the

camp:

6Men in the camp may e&thteadk aan dy oluaarga sgs rH ér:
stones to girls when they pass through the
girls consistently spoke about experiencing

st

[ sic] a boy mays awhuos es thaenrdd ,on6 é&ébhoe road and Hhar

O60When wal ki ng i-8pmtldeatime ia thepeveningosie may2attacked [sic] by
boys é6, 6é they may face problems from me

Gambell a),géBtdercabuseefrom mend (Young gir

Venturing outside of camp can be especially treacherous for girls. However, they have little choice
and frequently must venture outside camp to collect firewood and/or water: It is a journey which is

full of dangers. Many respondents reported that they are often harassed and/or raped on the way:

6. .1 f she goes to the bush to collect her b
need to rapeéd (Religious | eadered[it@e=rhpel | a)

gunéoutside the camp it is not safeéd (ARRA

Sometimes girls have to leave the camp to attend secondary schools in the host community. Once

again, they face harassment and abuse on the way:

0Ther e ar e a lensoa the waynta thethast cansmsimity. This could happen by
both by the host community and refugee comm

while travelling to a secondary school in a host community. They rather used the longest and

mainroadtogpeci ally return homeéd (Camp | eader,
Young girls expressed their disquiet at this h
sexual harassment or abuseGuomuzher 6 ShYeo uinsg n®itr |
because dend& whocohol may harass her o6(Young ¢
best against sexual abuse and harassment among
Implications

Many young girls face sexual harassment both on the journey to school and in the classroom, The

challenges this poses for female students and teachers are explored further in Part B.
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4.3.3.3 Rape
Sexual assault is common in all refugee camps acrossallrgee camps i n Ethiop

assaultedd (Young girls, Somali) and o6rape is

Young girls in Gambella were afraid to walk ar

the camp because someanay rape med (Young girls, Gambell

often raped when they move to work in the aredgb

[ girl s] in the community: they armambelorced to

In FGDs young girls spoke candidly about their fear of rape and their helplessness in the face of this

risk:

0The worst of all is to be rape by men in t
(Young girls, Gamblek lian ,t he&lc amp all ¢ @a Ws & os av
6égirls rape by men every time and there is
[ sic]l]place for girl s 6wvlym ul icvaen isre et e er gfi ud e
(Young Girls, Afar),6 Gi 1 to the lushes to collect fire wood for cooking, this is a very
dangerous place for young girls. I n this pl
girl s, Gambel |l a), 6She hears that her frien
Afar).

Once again, the girlsb6 reports are corroborate

6éif they go into the forest for firewood t
Gambella é rape is a big issued (Religious
firewoodémay be rapedd (Camp | eader, Gambel
feaching [sic]water and collecting woods th

Gambella). I n Somali, young gaogils]Sema)ven r ef e

Not only is rape an act of sexual gender based
In spite of this, however, rape victims often bear the shame and wrath of the refugee community and
may even be o0 s frlsaecsiigmatized to thespoiat pféaingeg ect edd ( Rel i
|l eader, Somali), o6¢éthey feel ashamed of itdé ((
she is rape by men, and she may not talk about that to anyone. It is shame to talk aloyu that f

young girl 6 (Young girls, Gambell a).

Apart from the trauma and stigma of the sexual assgtbktr repercussions are that often the girl will

be blamed for this attack: The communi ty will point their fin
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leaderGambel |l a), O6éwe got raped but even after that
the only way will be suicide or to leave the camp, while leaving if families have found us they are
going to beat usé6é (Youngcagmndt slLi Aéawidth ©s6l athieo
Afar). This in turn will affect her education: 0
thus making it difficult to attend school and |IT
Moreover, youngirls in Tigray revealed that if a girl has been sexually assaulted, she may find it
di fficult to find a husband: 60Once a gqgirl i's Sex
di fficult for her to get a husbanddé (Young giirl s
One group ofyoung girls revealed that the trauma of rape and the stigmatisation of victims can lead to
some girls to end their Iivesd (Young girls, Gan
Unwanted pregnancy as a consequence of rape is discussed further, below.
A few respondents claimed that tineidence of rape had reduced in their candpé:t hi s pr obl em
raping is not visible current |Ayeligosgsleaderinused t o |be
BenishangulGumuz speculated that in his camp, incidences of rape had reduced slightiy04iBce 2
as girls had been encouraged torepoétitt her e i s incidence of rape. 6| 6
incidence rape is decreasing but, it was worseg b
Committee] with ARRA teaches young girls about GBV #re&/ encourage them to report any case
of raped (Rel i gi-Gumz).lElevideerhpowere an NGO afiicigl veported that
girls were reluctant to report rape for fear qf
will be pregnancy but, there are few who report to ARRA because they fear that they will be attacked
afterwardd (NGO worker, Tigray).
In reality, there is rarely retribution for the
automatically run awaynaybe backtS out h Sudand ( ARRA official, Gam
girls who came alone from Eritrea and live in a narrow house. They are always afraid of being rape by
men because there is no justice and nograg)nhe takes
Girls in Somal:. reported a 6get rapped [sic] dnd
6the other thing that could make her happy is |ju
justice over early marriaged6 (ibid.).
Meanwhile, many women and girls must live with the stigma and impact of rape and sexual assault
and the psychological and emotional damage caused by this is not presently addressed.
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4.3.4 Female genital mutilatidf’

While FGM was not referred to every camp, it did seem to play a significant part in the lives of
young girls in Somali, in particular, mirroring the culture of their country of of8pmalia where,
FGM is common practi¢e&’. One NGO worker reported the societal pressures for gidsdergo
FGM in the camp, to the extent that unmutilated girls were not considered good candidates for

marriage:

6l hear from the refugee people about FGMé.
do FGM for my daughters. So, these girls grew upthade girls did not get married. Because

they didnét do FGM. Because of soci al barri
an FGM. It wil |l be hard for them so they ge

Underlining the ritualisation of the practic t he vyoung girl s themsel ves
mutilation dayé, O6hers or her sisterdés genital
to genital mutilation tomorrowd (Young girls 9
of FGM6 as something that made them sad (Young
d'm open about being circumcised / FGM

I n FGDs in Somal i, parents implied that this g
forprogrammes o address O6violence against girls and

against girls and women such as FGM&6 to incres

4.3.5 Sexual exploitation

Young unaccompanied girls are particularly vulnerable to $expdoitation. According to one
religious | eader, 6lt [their |ife] is messed U
sexual i mmorality (fiiZemuto) | ifeéSometi mes mer
i nterest o ( Antherawere al¥doeparty df allegédysexual exploitation in one of the
regions visited. Here, respondents claimed that young unaccompanied girls were sexually exploited.
Particularly troubling were al |l egaantdi otnhse o06fr atpheg

young girls by some individuals in positions of power and with a duty of care. This is compounded by

14cpDa NI préehdaresiin®olviy partial or total removal of trenfale external genitalia or other injury
to female genital organs for nemedicalreasor@ o) { ! L5ZHAMp Y APz OAGAY3 21nh

55¢ f Ly LY GSNYFGA2YHE2 WBRSyaiE 80 20NMBH yAFYEEARNIEK |2 O R2 6y K|

female genital mutilatia (FGM), with circumcisers going door to door offering to cut girls stuck at home
during the pandemi@httgs://www.theguardian.com/world/2020/may/18/fgrarisk-in-somaliaheightenedby-
coronaviruscrisig whileThe United Nation®opulation Fund (UNFPA) has warned that the pandemic could
lead to an extra 2 million girls worldwide being cut in the next decade asd the practice have been slowed
by the pandemic (ibid.)
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assertions that O6édnobody ctalreerse aibso uno tcdcnedmobt o Ysot

implies that, most of the tim&is abuse remains unchallenged.

Implications

Gender based violence causes many young girls to drop out of school. Some drop out because they
have experienced it while others drop out because of their fear of it.

Rape and the judgementtheyfacé s chool as a result wWamep a fact
leader, Benishanggbu mu 2 ¥ : she got raped she canét foll ow
she stays at homed (Young girls, Af amrapecan i g ma3
mark the end of a girldéds educati on: 6éonce tNh

because of the judgment that they face at schaq

(Camp leader, Gambella).
Female teachers, too, fagev i ol ence and/ or abuse in the cl ass
emotional ) d& ( ARRA-GOniug).iThis can prese® a majos dnadlengge uolthem,

especially if they are young and/or not experienced or simply nioéttén classroom management.

Recommendations that address issues of gender based violence are made in the next chapter and are

consistent with UNICEF6s strategy on %fexual eX

4.4 Child Early and Forced Marriage (CEFM)*” and Childbearing
0ét here wiull bm@duogrGalg Afar).

6éthey are getting i no(tReltihgiiso unsa rlreiaadgeer ,|I iG

Gender inequality in refugee camps was also manifested the practice afastyldnd forced
marriage (CEFM):

156 https://www.unicef.org/about/execboard/files/{UNICEF_Strgie Preventing SEA_SHmmary

May_ 2019.pdf

B7yeS ' YAGSR blidA2ya / KAt RNBYyQa CdzyR 0! bL/9C0O |yR A
defined child marriage (also called early marriageldsrmal or informal union where one or both parties are

under the age of 18.33 Forced marriage is defined as marriage at any age that occurs without the free and full
consent of both spouses; therefore it includes child and early marriage, as children underri@ able to

IAPS FdzZAf O2yaSyidiQ o!{!L5X HamMpYnov
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6There is cultural |l oad which makes young gfir
her parentséo, 60Our culture does not consi dejr
cattled? (ARRA,of fiécihalre Gamlelclua) ure of solut
get dowry from the male family and give a way young girls at their early age, her parents
receive2056 0 | i vestock and this great]!l y(Intemdwl uence t
Notes,Campleader, Gambella)fhe culture in South Sudan is that females are considered to be
linked to attaining we-&lnud)dét ICaypohlenndfeocuBlent
their family by bringing cows and d¢l&)edr c¢commo
6é.the majority need to do marriageéeven f o
6ln culturally [sic] female is reach in the|l a
Gambella), oO0éculturally i workernGambella)a tp erhbraces h ejr

the culture [of marriage]l]é (Religious Leadej,

However, as pointed bPU and WHO, traditional practices such as this have major implications for

children and adolescents, including education:

6Pract i c e glydndfaraed malriage (CEFM ramain an obstacle to the full
achievement of better health for children and adolescents. CEFM is also a human rights
violation that endangers health and growth, disrupts education, limits opportunities for
empowerment and s@l development, and increases the risk of exposure to violence and
abusedo (I PU, WHO, 2016) .

This study found CEFM to be commonplace across all the refugee camps visited in Ethiopia, where it
was referred to by many resapgompdarcttsd caes 6orndredfi gti k
Gambella) that makes the life of a young girl very diffitiin the refugee camps (ARRA official,
Gambella):

6élife camp is difficult mostly because of |ea
(Camp leader, Gabella). In some camps, girls can be married off as early as 13 years of age:
6They start to get married when they are 13| vy
BenishanglGumuz) , 6ét he age of 15 years old just g
(ARRA official, Gambella).

The following extracts from FGDs and Klls clearly illustrate why this practice is referred to as

6forcedd marriage:

P
No
—

158 SAID describes CEFMWsletrimental lifecourse shift duringt6 ONHzOA I £ LISNA 2R 2F |
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6She can see female who are obligated to ge
Tigray), 6étheir parents force them to mar
in the housed ( ReldiPgairoeunst sl evaidelr ,p uGahmbtehleliar) ,y
married to a man who has money. Or who gets money from abroad. Then, you will see that the

girl is pregnant by a young boy. The parents will then go to his parents and ask if he is ready to

mar ry hetridonadlColnodie and engagements. I'toés al
money. ltds not that the two people are in
BenishangulGumuz),6 Ther e i s a t r awhichis familiesqgigeltHeieydoundd k s u m

girls to a man for marriage without willingness of the girl at an early age. It is an arranged
marriage and for this families of the young girl would get a number of camels. Camels have a

uni que place in Afar communityédé (NGO Worke

In Somali, oneeligious leader described how the girls must begin to think about marriage from a
very early age:

6When the young girl reached around grade 8
that it is right to get marriage at age of 13 and 14.This is lysugbpens in the community. the
parents and the community are also want their young girls to get marriage, this is because early
marriage in this community is encouraged. If a girl reached around 13 and 14 years old the
parents enforced her [sic] to havarriage, so as to be accepted by the community, if this will
not happen the community couldnodét give resp
discriminate the whole family, say like this parent has a problem and will undermine the

p a r e(Retigiods leder, Somali).

Early/child marriageas rooted in unequal gender status and power relations that can result in the
perpetual subjugation of girls and women (Flavia Pansieri, Deputy UN High Commissioner for

Human Right¥®). Poverty is also a driver of earlyamiageand although some early marriages may

be based on consétf due to the commodification of marriage, parenfst en 6épushod t hei
into marriage to bring much needed income/resources. Marriage is often an economic contract that

brings much aeded cash/resources to cash strapped refugee families:

6She may heard some families agree to early
due to the girlé, O6Parents forced their dau
likecatte from t he husband®o The prablem ig thegparentsslfyouGa mb e |

family is poor, girls will go to other plac

5%https:/fwww.ohchr.org/EN/NewsEvents/Pages/Childandforcedmarriagemanifestationofgenderdiscriminatio
n.aspx

180 Wif young boys and young girls agteto get married, they will do it without the knowledge of their

LI NBy i aQ o wBehishahguBuwma [ S RSNJ
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money for familiesé. They wil!/l g éExist)ojgo ney f o

Teachers, Benishang@umuz),6 é young girl s éget married to

(Religious | eader, Gambella), O6éthey are sti

(NGO worker, Gambella).
Once married, t Heavegidr It owihlelr thelslbialnel:a 06 s

6é once get married for the husband pays a
him and all of the burden of the family falls on her shoulder (NGO worker, Gamb&ll@)n ¢ e

he [the man] marry her by paying cattleder parents and the wife is responsible for all house
works including house buildingéd (NGO worker

a bigger responsi bil i t(YounggirlsrGambelle)he househol
Girls regularly reported hoforced marriage had a negative emotional impact on them:

ol  wi Il be angry because they are gWhemg t o
she hear[s] that sheBiexagsiendretro fraawmiry 9 o
someon@®d When] She can hear her parents plan
want to marry and she could feel sad about

marriage is not safe (Young girls, Gambella).

In spite of this, most girlsaccepd t hei r fate: O0She has settled f
Somali),while those that resist will often be
escape and when they found they will be puni sh

Accordingto Kate Gilmore, Deputy Executive Director at the UN Population Fund, forced marriage
is the thief that robs girls of their childhood, their active participation in the world, and their
exploration and r ¥.#@bignantdyfoneoyaungoifl taH esms eslavieds @ ha't

suicide because of éearly marriaged (Young gir

However, some girls have internalised this socio cultural script, to the extent that marriage and

childbearing is often a fbappptaasherafroandni
girl BG), 6She is happy when her boyfriend w3
tal king about dropping out of school and getti

opened becauselgotma i ed without my aged (Young Girl s,
own childrend. This is hardly surprising given

cultural norms, most of which come from their country of origin:

Ihttps://www.ohchr.org/EN/NewsEvents/Pages/Childandforcedmarriagemanifestationofgenderdiscriminatio
n.aspx.
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6Ear |l y bneafrorieagle3 years old is a culture in h

comparing from where we came from, t he war,
Af ar), 6When she is unwilling to marry, she
wantt o embrace the culture [of marriage] ... 0
age of puberty (1:24) they think the way how they benefit their family through changing

themself [sic]for cattle culture dominatedd

Giventhe fragile context and acute poverty, for some young girls, marriage is a way of ensuring that
they will be looked aftedt he mai n goal of a girl shoul d be
Tigray), 0They [young aikrel scl]arer eofl d cdhkeimm g nfdo rf

leader, Benishangubumuz).

This is particularly true for young unaccompa
do marriagedéd (Young girl s, Gambella) just for
Implications

The findings of ths study are that CEFM is a major barrier to education in refugee camps in Ethiopia,

where many young girls have no option but to drop out of education due to weighty parental, societal

and cul tural pressures to mar regroppidgDut e schoalisn r e
that they are getting married in early age an
Gambella), o6..After marriage they wondt send
worthless6é ()Young girls, Afar

This was corroborated by a Religious leader:

6éwhen the young girls grow up and reached
girls to get marriageéif she has not marr.i
under mi ned. So the community donddetheiupport
educationdéd (Religious | eader, Somal i) .
An NGO informant explained this in terms of a
6éculturally it is her obligation that the yo

them to haveheir own family before the right time and lead them to be dropped out of

school é6(l nterview Notes, NGO wor ker, Gambel

In Gambella, one NGO informant reported that the overwhelming reason for the astonishing 75%
drop out rates of young girls in tharap was the practice of early marriage (NGO worker, Gambella).

Young girls themselves also identified early
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6She hears girls talking about droppink.out of
Across all regions, other participants also noted the educational implications of CEFM in the refugee

community:

6The society needs the girls to marry rathe

6Their family want griedthaesendiogithem to gchaollasd ericauragee t
them to | earné(Religious | eader, Gambel l a) ,
school enrol ment of young girlsé (NGO worke

daughters to be marriage earlftwre she could finish her school because the parents are not
educateddé (Religious | eader, Gambella), 6Th
arrangements that forces young girls to dro
Gambel lya)geto Trheer ri ed early here. When they ¢
They stop coming to schoodGadmUEXi sHiThgi Tedam
young girls to get married than sendddétghe he
main problem the girls are facing is early marriage which made the girls [think] that education

is not important for them for one way or another they are going to be dropped out to marry a
manb6éé. their family alwaysdyybongés(RbBeEmgtoug
Gambella).

Parents were frequently blamed for creating the barriers that young girls face:

6The cause of this problem is that we wonbot
our future lies on our parents, iftheyagréed our early marriage t ha
be housewife no mored (Young girls, Afar),
for early marriage. There are girls here in this school who get married. The problem is the
parents. If youfamily is poor, girls will go to other places in the camp to find a husband. They

cost too much money for families. They will get money for their daughters getting married.

They start to get married when theeplyare 13
hereéWhen they get married, they dondét <come
leader, Benishanggbu muz) , 6 They [t he parents] want he
wi || not be marriedédé (Religious | eader, Ga

Moreover, suchd the power of this obligation, that young girls who choose to study rather than
conform to sociocultural demands to marry wer g€
want to learn but they are aged20 with no husband the community doestndti nk t hey ar €

womenéeé' (ARRA official, Gambell a).

In one camp in Afar, there were no female teachers in camp. According an NGO worker there, this is

a direct consequence of early marriage: O0Ther €
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ttaching schemeé The reason for this is the issjue

(NGO worker, Afar).

The situation was replicated in other camps, too where negative socio cultural norms prescribe that
girls should marry rather than pursue afpps si on. Since many girl s ma
and devote themselves to taking care of their

profession such as teaching may be either impossible or very difficGlth e cou |l gkddidt b e

nry

another extra activity I|Iike teachiNogoverhheles sheg i

no support in place to facilitate childcare for any female refugees who do choose to be incentive
teachers/trainees.

Another barrier to uptakef incentive teaching opportunities by the female refugee community is that

opportunities often present themselves at a time when many girls are already married:

OWe are trying (ARRA) to increase the numbe
we are not findingthesh hey have t heir f arfiRRAdfisigdt hey ar e
Gambell a), 6They get pregnant at wearly stag
they donét have time to incenti-@unut)ea dhéiAngd

that age she wusually is married and who wil
Gambella).

Significantly, the challenge posed by early marriage is similarly reflected in the univecsiyise
Ethiopia, where early marriage continues to present a challenge to female representation at faculty
|l evel: O6Entrance into early marriage through t
Ethiopian cultural practice and the ensuing chigring and rearing tasks, are strong deterrents when

it comes to women faculty in Ethiopiab6 (Eschet
discussed further in Part C.

4.4.1 Early pregnancy and childbearing
Early childbearing is very commoninh e r ef u g e e they mqusg givshasernmosthd é

he

exposed to early age pregna@GO worker, Gambellag Ny aj uok see a girls who

in the early aged ( oftendimked togearly masriagedGat ninbeeyl | gae)t. niatr

and get pregnant at their early ageéd (Parent,

Parents can sometimes force young girls into pregnancy, as one camp leader explained:
6Parents wild. push their young daughters to

money from abroadlhen, you will see that the girl is pregnant by a young boy. The parents
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will then go to his parents and ask if he is ready to marry her. And the girl wiHodrogf
school. Because she is pregnanté Soé But,he pa
sometimes the boys will leave the camp. The parents will ask the girl, when she is pregnant,
O6where is the boy?6 And she will say, 61 do

Gumuz)e

It must be acknowledged, however, tlresome socieultural contexts, early childbearing is valued

and carries significant social and cultural endorsement. The findings of the (1993) National Research
Council (US) Working Group on the Social Dynamics of Adolescent FeitiliBulbSaharan Africa

on adolesent fertility are noteworthy in this regard:

6Because most pregnancies of adolescents ar
women in many situations to postpone childbearing past the teen years. Especially for married
teens, theichildbearing capacities may be highly suspect in the absence of a birth, but even
unmarried teens who have not given birth might be cast both as bad prospects as wives and as
possibly infertiled (National Re s eymamichiof Co u n
Adolescent Fertility, 1998%. They remind us that for some women in sub Saharan Africa, the

6social and e c o nnmotimdaning ahidnersaeeqmment$&e e s o f

It is against this vital backdrop that many young refugee girls make decisions around early pregnancy
and childbirth.

4.4.11 Unwanted pregnancy

However, girls6é do not al wlgugh vdryamamy young lyidsiaspieed i 1

to beconing mothers and unwanted pregnancy is very common in the refugee éaMgsu n g me n

sexual intercourse without the interest of f en

(ARRA official, Gambella).

1621t was also noted that this can have implications for the issuing of a birth cert to the child which can pose
subsequent challenges for resettlemdniNE OSRdzZNB & T W. SOFdzaS Ay 9QUGKAZ2LALl I
OFyy2id 06S 3IAQBSY 6KSy (KS FIGKSNI 2F (GKS OKAfR Aa y2
resettlement case and it will be delayed because the daughter conediand the father ran away. The case
gAft 0S Lizi 2y K2fR 0SOFdzasS 2F (KIFIi® {2 GKSNB |
WLF $2YSy 3IFABS O0ANIK (G2 F+ oloé FYyR G4KS YIy Aa yz2i
abirthcertih OF §S F2NJ §KS o6l o0& 6KAOK Oly tSIFIR G2 aix3ayiTa
163 National Research Council (US) Working Group on the Social Dynamics of Adolescent Fertility; Bledsoe CH,
Cohen B, editors. Social Dynamics of Adolescenilify in SubSaharan Africa. Washington (DC): National
Academies Press (US); 1993. 7, Consequences of Adolescent Sexuality and Childbearing for Mothers and
Children. Available from: https://www.ncbi.nlm.nih.gov/books/NBK236804/

164 1bid.
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A number of parti ci pagnntasn crye faetr rtehde ttoi nbeu now a nrtaepd

Gambella). This is something the young girls
raped by boy and get pregnant 6, 6éShe may
(Young girls, Ganb e | | a )youngaimsawihg came from Eritrea without family are being rape
every time by men and there is no any justice for them, as a result they are expose@°tand|V
unwanted pregnancyo (Young girls, Tigray).

This can sometimes expose the dirle  a b d-entalescare expased to have unsafe sex, this leads

to pregnancy wil|l happen and most o fYoundugrisn wi | |

in Somal i referred to girls being 0 pieargigicus t

| eader reported 6So as to get money, they are
l eads them to be exposed to abortion and HI VH

h €

Wi

Furthermore, recriminations from the community canalsocause@ t o dr op out of

result of most girls aborted their child the community discriminate the young girls so that they will

drop out from school & (Religious | eader, Tigr3d

Disturbingly, for more girls, this can have a tragic eh@ | a s t heard thatevhen a young girl

wal ks in the camp a boy rape her and she got

Gambella),6 Many girls died in the process of aborti

unwant ed pr egn afihtsyo odescan marey this girstieen she die while trying to abort

the pregnancy or sui dinke & e(l Yagu moa sgilrelagd,erS amaloi

remember one young girl had faced unwanted pregnancy and she killed herself by fajhiegsfdf

with kerosene due to stressbd6 (Religious | eader

Implications

According to some young girls, pregnancy and motherhood often has a higher social status in the

camps than going to school / being educated (Young BiglsishanguGumu3. This view was

confirmed by an ARRA official in the same regi

camp due to awareness women are prefer marriage than education (ARRA 8fisishangul

Gumu3. This perception inevitably leads to manygirl dr oppi ng out of school

dropout rate r el at BehishanguGunmu).s 6 ( ARRA of fi ci al

Incentive teachers and ARRA officials across camps discussed how some young girls wanted to

continue their education even after childbirth, witmsoeven bringing their children to class (ARRA

165 Exposure to HIWas also reported mentioned as a concern by a religious leader in Tigray who claimed that
We2dzy3d FANI & Ay (KALZSHNBRADBSE2 TFOQIEA o6& NBy¥ySaaQ
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official, Gambella). This was also the case with young girls who were acting as heads of households
due to their parentsé6é di sappearance or even degat
accommodatstudent mothers. These factors must also be taken into consideration in any initiative

that looks to reduce female dropt in ARRA primary school.

4.4.2 Lack of information on family planning/contraception
Though i n contr av e n trépmducticefrighfs SRAMR (WHO 2014, énmarg | a n g
camps, contraception was not culturally permissible and female refugees frequently lacked

information on family planning:

6They are not wusing contraceptioné oeedtdt ur al| vy
increase the number. In 3 years females will
automatically do sexual intercourse and havle

6éthey are mostly exposed to ear | lgdgeabosit pr egjna
when to get pregnant for they get married i]n
(NGO worker, Gambella é even after marriage the young gil

to use family planning to protect themselves fromearlyageggpn ancy 6 ( Par ent , Ga

As a resultgirls and women often gave birth to many childi@r e mal es émay have
child/childrenéThey( ABRBRAveffatiah, eGmbgl bhgké [ T
rate which means women are very busy duake taring children (ARRA Official, Benishangul
Gumuz). According to one camp | eader, the sityat
family planning before. But, at this time, at least one can go there for counselling, they get advice, and
they get family pl anni ngGumizlHoweper, soma phemtsstillBe ni s hamng.t
expressed a desire for informati onevemafterhow t o pgr e

marriage the young girls have to get awareness on how to use family planpiotetd themselves

from early age pregnancyd6 (Parent, Gambell a).
Implications
6éthe young girl has to get married at or bef{or

before t he(NGOwptkdr, Gambeli@).é 6
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Early childbearing poses a number of risks for young girls due to their physical immaturity or
primiparity’®* Despi te the potential risks, young girl g i
all owed for us so0o most gi évhenthaetdisedrly mdrriagehveheavay t| o

that they died during | abouréd (Young Girls, Afa

In other areas m respondents cited the health risks of early marriage and pregnancy:
6Young girls get married very early and have (ch
whole |ife. 6(CamiGunue),ddderme Beomiselmarguleonthe t he ear
young girls is health problem that may lead them to death and this happens because they get married
and get pregnant at their earl y®ageéd [Intervilew

In one focus group discussion, parents revealed that early pregraanbgve a detrimental effect on

young girlsé ment al health, |l eaving them withaqut

6éthe consequence of the early marriage on |th
them to death and this happens because they get married and gettpaetrenearly age and
they mostly face mental problem and while taking care of their husband and children at home
they | eft wi t(PaenttGantella)c at i onéd

Becoming pregnant while in school has overwhelmingly negative consequences for adolgsocent

want to continue their education and whose educational aspirations are supported by their f&milies

Early pregnancy and childbearing is a common rea

leader explains:

6And t he eutofle hwiolll. dBrecppuse she is pregnant g,
and 14. Even at 15. These are the ones we have been seeing dropping out. These challenges of
pregnancies and all these kinds of things©o, o
andthey drop out of school. Most of the girls. Although we are appreciating girls more. They
are going to hight [sic]school. But they are still droppig of high school in the same way.

166 National Research Council (US) Working Group on the Social Dynamics of AdolestigntBledsoe CH,
Cohen B, editors. Social Dynamics of Adolescent Fertility is&ldran Africa. Washington (DC): National
Academies Press (US); 1993. 7, Consequences of Adolescent Sexuality and Childbearing for Mothers and
Children. Available from: htg//www.ncbi.nlm.nih.gov/books/NBK236804/

187 Further research is recommended on the availability of maternal and newborn facilities in camp and the
impact of early childbearing on young girls in refugee camps in Ethiopia.

168 National Research Council (US)riitog Group on the Social Dynamics of Adolescent Fertility; Bledsoe CH,
Cohen B, editors. Social Dynamics of Adolescent Fertility is&udran Africa. Washington (DC): National
Academies Press (US); 1993. 7, Consequences of Adolescent Sexuality dedr@iyltbr Mothers and

Children. Available from: https://www.nchi.nim.nih.gov/books/NBK236804/
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They are still very young and they are getting pregnant. They dmnbhue their studies.
When they reach 6 or 7 months, they are going to take care of their offspring so how are they

going to continue studyingPCamp leader, BenishangGlumuz).

The school environment in refugee camps is not conducive to learningegprgmt or lactating girls:

6Some of the girls are even coming [to scholol
There is big class sizédse mper at ures are very hot so they|c

official, Gambella), 6Thechallenges | see are like if the mother is lactating and she has to leave

teaching and she has to take care -©Gimui)er c hji

Ther e ar ee dnacnayt ibodnoaslt opportunitiesd whekestodrppr egnjan

a

out of*®school 6

Unplanned pregnancies (above) can be equally detrimental to the lives of female refugees,

contributing to drop out from both learning and teaching.

45 Conclusion

Using participant voices, the above evidence has shown that refugee camps are fragile contexts where
poverty, hunger, water and broader insecurity, psychological trauma, gender inequality, time poverty
and CEFM is rife. It unpacks the key of the sociahreanic, cultural and gendered vulnerabilities

that causelisproportionately high female student dropout rates and limited participation of the female

refugee community iskill building initiatives and subsequently teaching opportunities.

Any future capady building initiatives will undoubtedly have to address these gender specific
vulnerabilities and barriers so as they are gender transformative -fmdgitrpose for female
refugees, to increase the demand for, and retention of, incentive teacherfemale refugee
community. Additionally, envisioned trainings for female refugee teachers will also need to be

designed and tailored in gender specific ways (see chapter 7).

169 bid.
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5. PART B of Findingsi Internal Barriers

These sections present key findings relating tartteznalbarriers that young refugee girls and

women in Ethiopia face when engaging with education structures within and out with the camps. In
particular, Part B explores the systemic issues young refgige and female incentive teachers
experience when trying to participate in incentive teacher training initiatives, when undertaking
incentive teacher training, and when teaching / learning in ARRA primary schools. To do this,
information participantsnesent about the ARRA primary schools, the regional Teacher Training

Colleges (TTCs) and inamp teacher training provision is explored and analysed.

Part B is divided into three sections: (i) students and learning; (ii) teachers in camp, and (iiyencenti

teacher training initiatives. These sections gxp

experiences teaching and learning at ARRA primary schools and sketch the structure and content of
incentive teacher training initiatives currently operatingt hi n t he ref ugee camp
evaluations of the quality of both the ARRA primary schools and the incentive teaching training

initiatives are also outlined.

5.1 Students and Learning

This section focuses o rsofeducatiogand learningirtbe AGRA | s 6 gxp

primary schools. Specifically, it focuses on the internal barriers that young refugee girls encounter
whilst studying in these schools. To achieve this, this section is divided into three core themes: (i) the
quality of education and teachers in ARRA primary schools; (ii) enablers helping young girls attend
school, and (iii) barriers facing young girls attending school. These themes are broken down into
further subthemes to ensure the findings presented are clehodicat and that appropriate

recommendations can be made from them.

5.1.1 The quality of education and teachers in ARRA primary schools

It was the opinion of a significant number of
educationisnotgo@d (Il ncentive teacher, Gambella) in th
education, the education levels of the teachers and the primary school infrastructure were all
highlighted as areas needing improvement. Even ARRA officials were quite critibe s€¢hools
saying that oO6the schools are | ow qualitydéd (ARH
could be i mprovedd (&RZA.Youhd girlsacrask the r&ensalsohangul

claimed that the quality of education and the infradtire of the schools was poor. Only the incentive
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teachers had more mixed opinions on the quality of education in the primary schools. In Gambella and
Afar, the evaluation was more negative. But, in Benisha@guhuz, the quality of education was
evaluatd mor e positively: 6é itbés good. The qual.i

BenishangulGumuz).

Evaluations were also mixed regarding the quality of the teachers at these primary schools. Some
young girls, from the Afar region complainedtheta c her s O6i nsul t 6 the youn
not provide 6any homewor k he-Gyumbz theyounggals gi r | , A
routinely criticised the language skills of the teachers, as the language of the primary school
curriculumisEnglls but many of the young girls found t}
|l acking: O6the teachers are di f fGurouafl’ Butiwbenthen d er s
teachers are good, it is noted:chdanghagwlodids (gFma
BenishangulGumuz). NGO workers, parents and religious leaders were more complimentary of the

potentialof t eachers: oO0itbés good [for young girl s]

and 6when theyheavecdpael opédqual i fied and mot|i

student sé6 ( NGO vBomuk)eThus, reBievs of thd cuality ef €ducation and teachers
at ARRA primary schools were mostly negative, although there was a recognition thatstedainer
are motivated and trained can offer a better standard of teaching.

A related criticism concerned the teachers not being tragnerk with refugee children. Educators

in TTCs in BenishanguGumuz and Gambellme mar ked t hat , at present,
education trainingd (TTC Educat orGumuzaonmeed | a) .
that O6there is no commistpneecnita lfirsotm etdhuec astiidoen oifs
This findingechoed within the refugee camps. The incentive teachers discussed that not all students
are equally catered for, especially 6é6children
incentive teachers stated that they had asked for training andtgdpalcing in this area as refugee
children pose Oparticular and unique chall engs
religious leaders agreed, arguing that young girls with special needs or permanent health conditions
may affect young gis learning which can cause them to dmy (BenishanguGumuz; Gambella).

The lack of psych@ocial support in these primary schools meant refugee students were living with
posttraumatic stress and related psychological issues. This is a clear exdimplethe external

barriers covered in Part A materially affect

The insufficient size of the primary schools was also deemed to be adversely affecting the quality of

education and teaching. The schoolsweeedee d 6t oo smal |l é we need ang

1701n the BenishanguBumuz camps there were refugees from Sudan, South Sarththe Democratic
Republic of Congo. As there was no common local language, émdeipper primary school classes were
taught in English.
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teacher, Benishang@@umuz). This lack of space was reported as leading to a plethora of related

issues. One such issue was overcrowded classrooms. On average, teachers reported having between
70 and 12Gtudents in their classrooms, with one teacher in Gambella giving a figure closer to 148

(84 boys and 64 girls). An ARRA Education specialist put the number of students at 81, but a camp

|l eader from the same camp esti-mad@d( Camp nluenb e e
Gambella). In Benishang@umuz, three incentive teachers complained their classrooms were only
builtfor304 0 students but currently host-GWndz2). or 100

Another commented tihatf ohefr@uri sstOwcényt ® nien cdaclh

BenishanglGu muz) , which was reported in other regi

(Incentive teacher, Gambella).

These findings are surprising given that Gambella and Benish@uwgunlz carps had recently

received a US$15 million grant from Education Cannot Wait (ECW) to pay for new schools and
teachers. | n addition, the deliverables reported
84 classrooms in primary schools, and classrbomr ni t ur e such as dé%ks, C
An evaluation of the impact of the ECW project in the Gambella and Benish@uogulz camps has

not yet been released, but this situational needs assessment suggests these impacts may not be as
comprehernige as expected.

Most participant groups agreed that the studen

schools and was an internal barrier to student learning. As an incentive teacher in BeniShamgl

put i t: Oyou c an ddentshitaswmet poasible to havesa full iedsdn. TBebe isna
|l earning. I f there are 50 or 60 student s, t hat
concentrate. They joke and disturb ot hlerstost ud e

effectively teach not only the student cohort as a whole, but also each individual student.

As Part A outlined, accessing ARRA primary sch
women and girls to wal k fcial BerisbanguBumuoza Yoyng gitsh o o | g
and female teachers across all camps disclosed an everyday fear of becoming a victim -of gender
based violence and sexual harassment whil st wig
farawayandnotéae 6 (Il ncentive teacher, Somali); &éShe

living in the far zones of the camp; she will be in trouble while she is travelling to the school every

day; so if that girl is from far areas inside the camp her familyrdées al | ow her t o gao
teachd (Il nterview notes, Young girl, Tigray).
were still oO6not safed-GUmoeent OMent eaaher usBwhig

i ph bSga 6Hnmpyd WIORMZOFGA2Y NBYFAYyAa |y AYLRAaAaAAO0ES R
March 2019. Avidable online at: https://news.un.org/en/story/2019/03/1034141UN
172 | pid.
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and OWe ar e hgaoridngt itnoe 6h a(v¥feouvang girl s, Afar). Ev

may then have to endure more harassment by male students in the classroom.

Some schools O6have not fence (sic) and open sd
leamnihngd (Parent, Afar). This allowed people fro
lessons and could lead to further sexual harassment of girls and women (ARRA official, Benishangul

Gumuz).

Part A also outlined a shortage of WASH provision afsttteols across the camps. This was
mirrored in the primary schools. There was of't
and the teachers and students O6have not pure d
be adisincentvée o attending class: 6éstudents say | an
Gambella), while O6no water available in the sg
school (Religious leader, Gambella).

The reality is that some studemsy need to go home to drink and are then afraid to return late to
school. In addition, the search for water that takes girls out of camp for long periods can have
i mplications for her school day: 6éwhipthee water

morning, she will be late if she go home to put the water so she has one option, to bring the water to

class and after class she take it homeéd (Youn
completely due to lack of water and related WASH s u e s : 6[ They drop out]
available in the school also no hand washing g

incentive teacher from Somali explained:

6l f you dondét have water y o uusethertoiet. The girago hbnee s c h
to use the toilet and they donét come back to
we need at this school. We need sanitary goods. There is no tea or water. If a girl feels sick there is
nothing herefoher . You need to have certain things wh

And it is dirty hered (Il ncentive teacher, Somg

In 2015 the UNHCR estimated that about 20% of the schools had access to water for drinking and
hygiené’®. This major isue resulted in sanitation problems, with the girls and female teachers
complaining about the | ack of cleanliness in t
Gambella). Due to period poverty (discussed in Part A), girls and women weraalde to access

sanitary products at school. Several different participant groups highlighted the contribution this
makes to girls dropping out of schogthey]ld on 6t come t o school & (1l nce
Gumuz), O[it] cangirbs]ld®m uma kod tshcenno o[l yoo U mPPgar ent |,

see menstruation theydroput t heir school &6 (Religious | eader

3 UNHCR (2015) Ethiopia Refugee Education StrategyZ01b
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enough clothes and other supplies like sanitary pads which have an impact to attending their

edwationé (ARRA official, Somali) and 61t is v
(Incentive teacher, Tigray). Female teachers also face similar challenges during menstruation.

There were also no school meals offered, and no food atell frgailable to teachers and/or
students who were hungry: O0There is not enougHh
young girl to continue their educationd (lnter
the UNHCR has recentkgported that 92% of refugee primary schools offer free school ffeals

This exploration of the lack of school infrastructure highlights the material effects of irdarhal
external barriers, and how t hey réérmingand young r
schooling.

There were also varied opinions on the quality and quantity of the learning resources available in the
primary schools. More often than not, there were not enough materials available in the schools. Again,
this was surprising asapt of the US$15 million grant provided teaching and learning matérials

Teachers in Gambella, Benishanguimuz and Afar all put forward that there were not enough
O0books, notepads, pens and textbooksidstuddniscent i
0sharing the bookGuihuzlaRdputdinancial prBssuneios gar@nsgoubly
6exercise book, pen, pencil, school uni form an
Ministry of Education who was cited as providing the ié@g materials for ARRA, who then

di stribute them in the schools. Even ARRA of fi
studentsé (ARRA -Gdmuz).ci al , Beni shangul

This is unsurprising given that our findings show the number of childrerdatteeach primary

school ranged from 4000 to 13,000. Often the school libraries were-tesemrced and reliant on
6aidbé, i.e. book donations f r om -of-ddt® and unreddables c d

for students who were not learning,b@ing taught in, English (ARRA official, Benishangaumuz).

Despite the shortage of textbooks, the quality of these textbooks was generally regarded by the

teachers as 6good6 ( I-GuowenBui, some paricpants eaimed tiBaktimei s h 3
school didnét have a | ibrary nor -auttéaehbroSoraali;or y
ARRA official, BenishangylGu muz) . Thi s mirrors the findings

that explored the experiences of refugee studentsumbBlla, Benisghangi@dumuz and Addis
Ababd’®.

74 Lashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee students in
three comnunities in Ethiopiap.71.

' p bSga oHnmpy WIRMzOlI GA2Yy NBYFAya Fy AYLRAaaAiroftS R
March 2019. Available online at: https://news.un.org/en/story/2019/03/1034141UN

176 ashford, S & Malid, S. S. (2019) EducatioRésilience: Exploring the experience of refugee students in
three communities in Ethiopia.
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Whilst electrical goods and learning resources with CDs and DVDs had been donated to some
school s, teachers and ARRA officials across tNh
el ectr i ci mcentivp teazhrd, @amibellaj. This meant that teachers and students could not
use technology such as CD players and computers / laptops. All schools reported having no access to
wifiorevendialup i nternet: Owe have bl ac k.bWehaved limanyd c h
but we dondét have any computers. There is no i
Gumuz). The ARRA offices and some NGO buildings on camp had access to the internet; often
resulting in teachers walking long distances tomaghese premises to search for and print learning
resources (ARRA official, Tigray); exacerbating safety issues that female teachers were already

facing.

5.1.2 Enablers helping young girls attend school

This subsection discusses the main enablers identifvhich encourage young refugee girls to attend
primary school. Four main subthemes emerged from this theme: (i) what education means to young
girls; (ii) girls enjoy going to school and learning; (iii) more independent futures, and (iv) more girls

enroling in school. These subthemes are now explored in turn.

5.1.2.1What education means young girls

Being in contact with others in the refugee camps was highly valued by the young girls. In the
bodymapping exercis€, the young girls placed astroagnp hasi s on their gir]l
communication with other -Gunuwpa)e da ndY otumagt gshrd ,6
and her friends ar ound -Guaur)pHrienfsKigsespegiallgwith dther Be n i
girlsT were extremely impoaint to the girls. Primary school was the meeting ground where friends

interact. Thus, attending primary school connects young girls to an important social network.

Commonly discussed was how the young giguks O6gi
Gumuz). The girls conversed about how they wil
such as education, r el at i eumuk)iBeingwehtfrendd®mafletheu n g

girls happy: O6she emjgoys tvi threrhdrmr ifernidesrdd s @,s héep
with friends [and] sharing ideas with friendsag
celebrating her Dbirt h-Ganug Afdr,Xcanballg)Xeythergirlss, Beni s N
recognisedhat friendships were not always positive; and admitted they felt distress when they were

6fighting with fr i en@Gumdz). Onéeagangtheseiretations were isolatedhaa n g

taking place on school grounds.

177 As outlined in chaptes.

81

al

nt



Community relations were also immant enablers. Community elders / clan leaders play an important
part in the |ives of the girls and through the¢g
(Young girl, BenishanguGumuz). These respectful relations extended to the hoshoaity. A

camp leader in Benishang@lu muz expl ained how i mportant thes
always grateful for the host community, allowing our refugee members to go around and walk.

Wal king in their nei ghbour(@GampldadersyVBemiskangBigmuz).n t h ¢
The importance of these relationase hown t o affect young girlso |

Some parents also acted as enablers for young girls. In several FGDs, parents mentioned that they
were proud of their children when they complepeidnary education. In Benishang@lumuz, one

parent suggestedthatp ar ent s O6become very proud of their
Several parents also stressed that they encouraged their children to go to school. For instance, a parern
inAfar was adamant that: 6from the beginning we
compl eted their education in fast track and he

that if parents brought up their children to go to school and distugethem the advantages of

going to school, the girls were mor e-Gumuk)el vy t @
Anot her parent from the same FGD stated: o6t hos
enjoy going to primary sclwol but, if they donét obey their p

school 6 ( Par-Gumaz) YeBthinis notealwaysithe case; especially with daughters, due

to external barriers discussed earlier in Part A.

Another enabler was high hopasd aspirations for the future. Several young girls discussed

becoming doctors and scientists (Young girls, Benisha@guhuz and Gambella), whilst another
expressed an interest in becoming the President of Ethiopia (Young girl, BenisGamguit).

Educaion was widely recognised as a mechanism to achieve these dreams. Some girls also discussed

the i mportance of going to university and wer €

hear that our friends hav éfarg Arguablyahbseuriversit ni ver gi

educated refugee women were acting as positive role models for younger girls in the camps.

The final enabler was the shared belief that education can bring better resources (including money) to
help their family, communjt and country: O6éthey [parents] sen
order to help them to get educated so as to he
BenshanguyGumuz), and o0if children get educsble®d t he
hel p ot her 6 (-Bamua. o r reitated was that gduclation provides opportunities:

6education opens the door to know different tHhi

to school 6 ( PGumaezht , Benshangul

Acrossthe camps, the young girls themselves would also articulated that doing well in school could

help their family and community: O6[she] wants
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completing her educationd (Yo uomgetedéreducatiolrtta mb e | |
that she can help her communityoé (Young girl,
expressed that they 6just want to help their f
support own familriyd t(hWaotuntghegy rdneeéd aonl,y ato | e
that, i.e. to go to school.

Parents also stressed the importance of their

parents described the poor quality of education, and howaheir | dr en coul d somet .

school d (Parent, Afar), in their country of orfi

and painfully, conveyed how their c-Bimuzlasan wer

result of this.

Someof the parents clearly saw primary and secondary schooling in the refugee camps as providing
some stability for their children in an uncert
well educated to engaging any activity for the feataré (c ) 6 ( Par ent s, Afar) . T
and parents recognised that persevering with education, including making the best of the primary and

secondary schooling available in the camps, could bring rewards and resources.

5.1.2.2Girls enjoygoing to school and learning

The findings demonstrate that most young refugee girls enjoyed going to school. One Afar girl stated
proudly in her FGD that O6we are studentsé and
were a focal pointofthelri ves: ©6[ she] can see good teachers
boarddéd, O6[she] will see the teacher-Gimsaz).t eachi n
Overall, the body mapping exercise encapsulated the feelings of both happinsadrass the girls
experience when they pursue education, which g
if she can go to school as | ong as she want]| s]
Gambella), 6é[shedting smischgowbhené[ she] is hap
around her encourage her to go to school & and

|l earning and going to s-GUumozn.!l 6 (Young girl s, B e

As discussed in the previous ssiction, several parents claimed to support their children to attend
school: &étheir children enjoys (sic) geing to
Gumuz). Some young girls confirmed these findings. In Gambella, the girls commented that they
were happy Obecause her parents | et her go to
possible wayd. The teachers noticed this: O0thge

students]arewelinot i vat edd (| nc kanguiGumeiz).t eacher s, Beni s
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Across the regions, many young girls felt prouyd

does wel |l on her exams and scored good resultsgbo

conveyed happiness: obénwhheenr sehxea ngseét s( Ygoouondg rgeisrull,t
performed well at school 6 (Young girl, Gambell
Gumuz), O6[she is happy when] receividiGgmugood gr
The girlsdiscussd how i mportant teacher support i s to

encourage the studenitGsnuz)( Young girl, Benishandqul

Completing school was also important to young refugee girls. The girls talked about the status and
prestigeincomptei ng pri mary school, or at |l east key g
her school and graduateédé, O6[she is happy] to g

happy] when she get a good sc-Gumaz).at school 6 (Y

5.1.2.3More independent futures

Part A showcased that there are substantial cultural pressures on refugee girls to perform certain roles
Yet, across the camps, numerous girls expressed aspirations for a different future. The girls
recognisedtha#a ducation is key 6to move to somewhere
getting 6a better | ife for her and her familyd@
an individual. The previousstbe ct i onds di scuhoi wasstefd Yy @umdecoil
pilot, policeman, shop kipper or dir &anua)r aft g
were representative of this. These girls chatted, at length, about building their own independent
futures: O6Hierdfhheurewwi houded, O6to pursue her
Gumuz). Some girls in Gambella also considered moving to a big city where there were perceived

opportunities to fulfil such aspirations.

Incentive teachers and parents concurred. Incetgachers admired the ambition of the refugee girls
but felt it was being thwarted by several obstacles (these will be discusseesiecsioh 5.1.3). Some
parents had faith in their children, aend tthadated
can lead to 6a better futured as it could chan
BenishangulGu mu z ) . Not only could education help <c¢ch
(Parent, Benishang@ u mu z ) , i t ¢ o umhade theieHormpe ecohoeyn hygiene and a
feeding styl e6 -QuiRu)rknally, som8 parentssnitre sagna FGD talked about the

i mportance of education 6to break cul-Gumuzal tab
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5.1.2.4More girls emolling in school

As will be discussed in the next sabction, the drojut rate for young girls at primary school is
high. However, TTC Educators, camp leaders and NGO workers in the Benis@amgut and Afar
regions claimed that the draqut rate waslecreasing for young girls:

6But at | east now they are increasing in nu
supervision, | 6m seeing an increase in fema

increasing number [of girls]é (TTC Educator

O0We have been talking with their parents th
They have to go to school . Because they wil
resilience and confidence. They can gain this in school, they need to besadhdod They

canét just get this in t-Gueawuzhomed (Camp | ead

6 For wo me ni aragipgsengénardl | sgy things are getting better because when |
compare 2011 and now there is a great change. | told you, | am an ARRA socil. Wwark
involved in house visits. | saw a lot of things. Now, things are getting betteii. Girle

recognise the importance of school. We are seeing, now, a number of girls in high school. But,
previously, there were none. There were no girls in higbac So, there has been

i mprovement 6 (Camunue.ader , Beni shangul

6[ Young girls] need to be educated. This is

BenishangulGumuz).

@ but at | east now they are incrematicalg i n nu
supervisi on, |l &m seeing an increase in fema

increasing number [of girls]é®o (TTC Educato

These are very positive findings and could indicate that the grip of external and internal barriers is
loosening on young refugee females. But, there are still significant barriers, to which this section will

now turn.

5.1. 3 Barriers affecting young girlsdo att
This was a prevalent theme and has some serious implications for the redroftelgible female

refugees to incentive teacher training initiatives. To fully explore this theme, it was divided into five
subthemes: (i) dreput rate and grade for young girls; (ii) disruption in the classroom (iii) illiteracy
and/or lack of educatioin home country; (iv) lack of female teachers as role models; and (v)

language barriers between teachers and students.
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5.1.3.1Drop-out rate and grade of young girls

First, it is important to stipulate theothyoung girls and young boylrop-out of primary school.
Attendance in primary education is compulsory in refugee camps. Echoing recent findings of the
UNHCR (2015)"® Lashford & Malid (2019Y°and Niguise and Carver (201¥) our findings show
the dropout rate of children in primargchool in refugee camps is substantive. An ARRA official in
Gambell a compl ai ned -o0utth erraet ei so fa svteurdye nhtisgdh. dirnocp
region estimated the dregut rate to be between 2b6% in the primary schools (Incentive thacs,

Gambella).

Across the regions, numbers vary. An incentive teacher in Benish@guhu z r epor t ed: 0
students will drop out of my class every year.
by other incentive teachers in the same regn : 6Yes, ov er -dubobthesdchaod ent s

each year]. About 10 studentswilldroput o f my c | aocstofimy clagsl[eéachweard]. | dr ¢
About thatoé (I ncentGumue). t eachers, Benishangul

Religious leaders and parents both agreedlwi and el aborated on these f|i

willbe6070 [ students who wondét enrol]é& (Reldutgi ous
rates that ARRA, the Regional Education Bureaus and the Ethiopian Ministry of Education should be
studying but also the rates of children who enrol in schools but do not attend on the first day of

school. Other religious | eaders in the same r €
drop outdé, 6300 -cu tu]d@ous BeldoseAfar)y ear [ dr op

Reasons for thgeneraldrop-out of students were unclear. Parents suggested that there was
6frustrationdé between the students and teacher
claimed that there was not enough seguai the schools, with a lack of fences leading students to

|l eave classes early O6without Il earning6é (Parent
resources. For example, an ARRA official i n Af
incentives like solar panels were given to students/ families. These solar panels are provided by
UNHCR through ARRA® (ARRA official, Afar). Thi

resources to decrease the student-duarate.

It was widely &cepted that the dreput rate was higher for young girls than young boys; with one
exception: o1 dondét have the exact figure of t
male than the female. Because the male are in search of wdtkoncg e t han t he f ema

(ARRA official, BenishanguGumuz). But, camp leaders in BenisharGuimuz had a different

178 UNHCR (2015) Ethiopia Refugee Education StrategyZ1ih

179 Lashford, S & Malid, S. S. (2019) Education for Resilience: Expleramgthrience of refugee students in

three communities in Ethiopia.

0 Nigusie, A. A. & Carver, F. (2019) The Comprehensive Refugee Response Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Paper.
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opinion: 061 do n &dutrdehbutvtheyf [ytolme girls] xrapat morelthaa Ipoys.
Maybe about 10% [ Beaishenpulisunfuf).aAmARRA afeial m the same region

of fered the same statistic: 6the dropout rate
up to 10 per cl ass r oom {Samuz).sArother ARRA OfficialinAlR RA, H
sane regi on suggested a slightly higher percent
Gumuz).

In the Afar region,thedreput r ate of young girls was +fo@port
teacher, Afar). But , anopout RtR#ryouhgfgirlscherais [actuallg i me d :
around 45 %06. I n Gambell a, t he -outmatedonybounygirls t eac h €

ranged between 625. 3%06 and 633%06 (Il ncentive tg

statistics, highethan the average rates published in other sttidies

The reasons for girls droppiraut across the regions varied. However, one variable remained
constant: 6éOnce young girls get married, get g
continuingt hei r education and dondt as-eumuaThismirrokse a

the findings from Part A of this situational needs assessment and other related studies.

The grade that the young girls dropped out was debated at length acreggahs. Key informants

in the Afar region claimed thi-suwaisnhpségaatde 3
to family poobleemadbhébDropfar). An ARRA offici a
is very high especiallyihhe | ower grades from grade 1 to 46

workers in the region were adamant dimg was more common in grade 5:

6Young girls dropout school after reaching gr g
Aysaita.There are very few girls who might continue attending school but they are not significant in
numberé To just explain it further, this earl}

A

enrol ment and attendance of young girlsd (NGO

6The dropout rate might be close to 50%. Mo
they could reach at the age of 13 or 14 and

worker, Afar).

This was consistent with the Benishanr@u mu z r e g of henyoungginle drop out from
grade 5 to 86 ( CaGumuz). Both dreARRA oBidahandanahergamip leader in

the same region verified this claim:

181 See UNICEF (2018yengthening Resilier of Education in Ethiopia: Education Cannot Wait Facilitated
Multi-Year Resilience Programme Ethiopia 22@23.Available online at:
https://www.unicef.org/ethiopia/media/2566/file/STRENGTHENING_RESILIENCE_OF_EDUCATION_IN_ETHIO
A _EDUCATION_CANNOT WRACILITATED_ MXgar_Resilience_Programme_ ETHIOPIA_202023.pdf
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6And the dropout rate is high for tubeghisyoung
time is the time when they face a high push from their parent and the community to get married

and have their own f-&umudlydé (ARRA, Beni shang

6But now we have t he -stheolyadwdlfird éemaleb tea. And weA n d i
havegirls in school but because of the level theyiapeimary school up to gradei8hey

dropout . They end up at home caring -Guwnuz).t heir

6Teenagers especially. 12, 13 amaeknskelng Even
dropping outé (Ca-mynud).eader, Beni shangul

One religious | eader in this region claimed di
completed Grade 8 but they are not joining Gr g
Afar ). As discussed in Part A, early maoutri age

This is clearly a key factor that must be taken into consideration in any future programming.

Such statistics were also consistent across Gambella; withiiretsdchers asserting most draynt
occurs between grades 5 and 6. ARRA officials and parents in the same region mentioned that young
girls were droppingput, earlier and frequently, in Grade 4. Religious leaders verified these findings

by addi edropbubrate is high ih grade 5 and 6 because of early marriage and family

burdené (Religious | eader, Gambella). Once agadgi

determinants in the drequt of young refugee girls from primary school.

NGOwok er s in Gambella added other factors to tAHh
seen in grade 8 because they drop out of the camp school and go to the nearby government school for
grade 8 national examsd. ArmrdmpotteateisNighh grede®k er c |
because of |l ess control by ARRA School & (NGO v
assessment recommends that this finding be explored in a future study as government schools in host

communities are out with the bouniar of this investigation.

5.1.3.2Disruption in the classroom
As Part A summarized, walking to and from the primary schools was seen as dangerous for the female

refugee students. But, inside the classroom was also portrayed as dangerous. A femala teacher

Tigray cited the fact that O6The girls are afr gi

face in school.

ARRA officials across regions commented on how the bullying and sexual harassment of young
refugee girls was becoming more frequenand ¢l assed it O6as a major

A

primary school sdé (ABRAzZ).of ficial, Beni shangul
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Sexual har assment in the classroom was al so c

interested to become incentive teacherbecauseu d ent s may harass me bec4dg

girl s, Gambel l a) , 6They [the female teacher s]

(Religious Leader, Afar). Parents in the same region also complained about male students disturbing

classag: méyostudent disturb the class the teac

BenishangulGumuz). Part of this problem was the age difference between students:

6Anot her problem is the age differ ensohl. I n
and some students are 8 years old. They are not equal. The big one will fight with the small

one. That is our probl ensBEmuyzl ncentive teache

This disruption was augmented by the large class sizes which were previously described as
@@vercrowdedd6é. This situational needs assessme
classrooms, and the maximum capacity of each classroom, are issues that need to be quickly
addressed.

5.1.3.3llliteracy / lack of education in home country
Accordng to the participants, a |l ack of educatio
awareness of the importance of education for the next generation. Not only was a lack of the

i mportance of educati on a mteackessuGambella)JuBotheams o o6 |

l eaders and ARRA officials across camps were 4

perceptions regarding the importance of education:

6These girls wild.l come from poor ifdmdhcokiglifecnunds v

rur al areas. It is rare to get parents to tell
that they are supposed to go to school, that schooling is important for this, this and this (sic) reasons. |

dondét tkind ohidea is ih thescamp. Because if the parents are not educated they cannot inform

their children about the i mpor-Gunoz.e of school 8

However, other parents recognised this disadvantage but reacted instead by coranitéing

childbés education:

6The our country of origin not (sic) have s
refugee we are stabile (sic) and gain education & sending our children in school and well

educated to engaging any activity forthe at ur e (sic)d (Parent, Af

However, it was difficult to reconcile these two polarised positions. A camp leader from Benishangul

Gumuz tried to:
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6And, at the same ti me, education plays a bji

rural areas in Suh, especially. They have all ran from the war, and lived in rural areas. When
they were in Sudan, they were not in the ci
to education. They were really marginalised. When they come to the camp, ththsagiwas
happeningt hey are influenced by their cultures
leader, Benishangubumuz)

As a result, the cultural beliefs of the refugee community and their experiences in their home
countries must be takentinconsideration when designing teacher training initiatives to attract young

female refugees.

5.1.3.4Lack of female teachers as role models
In the FGDs the young girls debated the importance of having female teachers in their primary
schools: 6She feels sad because the number of

Gambell a), 6We [young gi rénmaleteachens buswitthmakes [ipigr s o n 3

i mpossibledéd (Young girl, Afar) and o6ités nice
Gumuz) . But , t here were so few of t hem: 6f emal
6There aremememarleunowo|[ here] 6 (Religious | eadenr
refugee school &6 (NGO worker, Afar). This | ack

adversely affecting the young refugee girls:

0A female teacher teaches young girls, youn
anything. [The YGs] Learn freely and [the f
Afar).
6There is no role model f e meael 32[33} nermandhjest2saree v e n i
femal eéThere is no rol e mod-thér@éiFahgaotes0d madlecamd | s n Q
50 %f emal eébut they are not in the | ower progr g

6This factors (s irotemodelstathasd ybung gelsl There wak a[terkalep f
school director in one of the refugee camps in Afar, Berahale, but left the school a year ago. |
try to ask girls in the primary school that they were initiated with the presence of this director. |
try to ask same students what they feel with the director leaves the school and these girls

responded that they are not as motivated as

60 For gi r | stheg canshaveothwie faelings and if they are in that poggi®a
teacher), they can share with them how they got to that position, and the girls can share with

them about how they feel. For example, one girl at age 13 needs a female teacher. A man
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cannot understand everything she is going through. But if thego®theld by a woman, |

think she can understand betterdé (NGO worke

The low numbers of female incentive teachers that were interviewed in the camps stressed the

importance of female teachers being role models for young girls in the primaogisch

6l want to show the girls at this school t h

the girl s. Becauseé being a teacher is good,|.

is the same for me. | want to show [the YGsthatitigood t o be a teacher

BenishanguiGumuz).

oAl I the men are |ike that [think women are
to show them [male teachers] that we are eq

good as the boysd (I n@Gumnz).i ve teacher, Beni sh

Lack of female role models further discouragegd
young refugee girls] see the former women refugees who finished school and they see no changes or
job opportunities for them. This discourages t

Gumuz).

Once again, the importance of having female teachers, as role models, to retain young refugee girls in
primary school is emphasised. As disclosed hestehaving female teachers can result in young

refugee girls droppingut of primary school.

5.1.3.5Language barriers between teachers and students

Across the camps, there were often communication and language barriers between the teachers and
studentavhich acted as a barrier to learning. In several refugee camps we visited, both teachers and
students were not always fluent or skilled enough in the language of the curriculum. In Benishangul
Gumuz this was more obvious as the language of the curricuasEnglisi*? and, because of this,

we originally attempted to have our Klls and FGDs with young girls and teachers in English. A
surprising number of both young girls and incentive teachers struggled to understand the interviewers
and could not respond tur questions. Thus, we had to quickly hire translators to be able to carry out

our research.

Predictably, the girls discussed how they foun
BenishangulGumuz) due to their strong accents and lack obnty English but local language

skill s. Parents in the same region also raised

1821 lower and upper primary school.
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because the teachers do not know the local language and teach in Amharic & English so the students
are not understoothito s e | anguages d -GuRua)r This dommet evas idisedtea atg u |
national teachers rather than incentive teachers as they typically do not know the local dialects in the
refugee camps. Although a TTC Educator in the same region claimed thaivet¢eathers did not

always know the local language, i.e. refugee teacher is seeking refuge from a different country to most
of the students. The differences between national and incentive teachers will be discussed further in
section 6.1.

These findings ighlight a marked inconsistency in Benishan@uimuz refugee education policy. As
stated in the |literature review, the curriculU
lower primary (grades-4) and in English or Amharic for upper primanydasecondary school

(grades §12). Due to the mixed backgrounds of the refutféethere was no local shared language so
English was chosen as the language for lower primary as English was the official language for upper
primary and secondary school. Thias why lower primary studendmdteachers were struggling to
understand each othiethe curriculum and books were in English in which neither participant group
appeared, on average, to have strong language skills. This was cited several timesras a facto

contributing to young girls droppirgut of school.

A similar situation was e8weare gettirgthe wholé educdtiongnr ay :

Tigrigna | anguage so how do you think | can be

good exposure to the | anguage mysel fd (Young di

incentive teacher training initiatives are taught in English at the TTCs. Thus, the language policy in
Tigray refugee camps arguably places young femalgeeks at a disadvantage to join these
initiatives.

Both ARRA officials and i n-communicatien bdtweendehcharss agr

and studentsod6 (Il ncentive teacher, Gambella) and

(ARRA official, BenishangulGumuz) in the classrooms. How this issue is being addressed by some
INGOs is studied in Part C.

5.1.4 Summary

Section 5.1 explored the core category of students and learning, and broke it down into three themes:
(i) the quality of edud#on and teachers in ARRA primary schools; (ii) enablers helping young girls
attend school, and (iii) barriers facing young girls attending school. The findings demonstrate that the
guality of primary education iootdbhe Thmpswwasd

myriad of factors, such as the lack of teaching and learning resources at the schools; the schools, and

83We interviewed refugees from South Sudan, Sudan and the Democratic Republic of Congo.
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classrooms, being too small and oeeowded, and the quality of teachers at the schools. The high
drop-out of female studentsag a considerable problem affecting all camps and peaked between
grades 57, usually when the girls had transferred from lower to upper primary school. Language
barriers between the teachers and students was also cited as a push factor, with these barriers
intensifying in upper primary due to the change in the language of instruction from local languages to
either English or Amharic. These internal barriers need to be addressed to encourage young refugee
girls to remain in primary school, to then be eligibdr incentive teaching initiatives.

Despite such barriers, many positives were uncovered. The findings show that most young girls
interviewed enjoyed going to school and believed education was a potential pathway to a better, and
perhaps more independehiture. The girls valued the (few) female incentive teachers in the schools,
saw them as role models, which gave them hope that they could also obtain a professional career.
Still, female student dreput is a prevalent issue and must be addresseduoeathst young refugee

girls are able to make their aspirations a reality.

5.2. Teachersin Camp

Teachers in camp emerged as a core category throughout our analysis. This category was then brokern
down into two dominant themes) flackground, motivation and aspirations of female teachers, and
(ii1) a O6typicalé day as a female teacher. The
lives of female incentive teachers and presents some of the internal barriers tlogydatagto-day

basis.

As discussed in the literature review, there are two categories of teachers in the refugde camps
national and incentive teachers. This study focusses on female incentive teachers; although some
national teachers were interviewedthe absence of incentive teachers in some camps. These findings
also try to bring to light the discrepancies between the two categories of teachers, including
differences in salary, training, qualifications, benefits and status. This was to lend potsigtia

into why eligible female refugees were not enrolling on available incentive teacher training initiatives.

5.2.1: Background, motivations, and aspirations of female teachers

There were three recurring motivations to become a teacher. Theficgroed helping the

community, with teaching regarded by some as ¢
Gambella): O6teaching is always [a way of] of g
peopleds live in ehe,c&ambe(l agenndvéiteashan
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have gone to university, who have trained to 0
communitiesdé ( Campunua.&rdquently, eBueatian and teaclging ere
discussed acroskd participant groups as ways to improve the quality of life of others in the refugee

camps especially 6young girlsé (Il ncentive teache

The second motivating factor was the desire tadg
BenishangulGumuz) in the camps. As discussed in the previous section 5.1, the quality of primary
education in the camps was widely regarded as low, although some participants commented that it has
been gradually improving. The female teachers believed theyewe c ont r i buti ng t o t
student progress develop over the time specifi
have] a strong interest to change the |ife of
BenishangulGumu2 , and were proud that they had hel pe

teacher, Benishang@umuz).

Third was the desire to become role models for the young girls and promote the importance of

education in the campsd &Xdrmplbe cfaome sat wherdt t(es
Gambell a) and O6to create awareness about educs
teacher, Benishang@u muz) . Overall, the female incentive
(Incentive teaher, BenishangtGu muz) f or teaching, that they w3
better role model d (I ncentive teacher, Gambell
environmentdé (Il ncentive t eac (Gamnbellar@aarkdd¢hhtshe) . On
remains highly motivated and inter®sted in her

The educational backgrounds of the female incentive teachers varied. Most of the female incentive
teachers had completed grade 10 omiltheir home country (Gambella, BenishanGuimuz; Afar)
which made them eligible for the incentive teacher training initiative in Ethiopia. Some also reported

having completed high school: 6we all finished

Beni shangul Gumuz), and others attended O6techni

home country. However, it was widely noted that men were more likely to have a teaching
gualification from their owneddoonemftom gultutalhaspact wo me
and from my experience there are no female tesg
(ARRA official, Gambella).

Overalll, mo st i ncentive teachers interviewed h
in Ethiopiad (1 nc e-samuz).dhistwdl becekponed in gieat ddatad ih thenngxa |

section on the incentive teacher training initiatives.

184 These low incentiveare studiedn detail insub-section5.34.1.
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When asked what the percentage or number of teachers (national and incentive) were teaehing in th
camps with teaching diploma, they could not s
teachers have a diploma nowé t h-&umud).gHeoaedféra( | n g
diploma / certification was a recurring theme throughbetcamps. NGO workers in Afar and
Gambell a discussed how female incentive teache
for women to get certified in the education se
the interviews, femalencentive teachers who did not yet have certificasibexpressed the desire to

have one Obecause the certificate indicate]s]

Gambella). This showcases how important certification is to female incentoletsa

This emphasis on certification was also related to the finding that teaching is a poor status profession
in Ethiopia: 6there is no status associated wi
(TTC, Afar). So, teachers who did not leatheir teaching diploma were held in even less esteem

(Incentive teachers, Benishangalimuz). Resultantly, the female incentive teachers united in

di scussing barriers to certification. A signifi

f e mdlhcendive teacher, Gambella).

The importance of qualified teachers was discussed across camps. Most participant groups repeatedly

stressed that teachdrparticularly female teacheisn e e ded Ocapacity devel op
communi ty o adhdr,Benshangibwenutzg whi ch i nvolved havi ng
teachersé (NGO worker, Afar). This theme wil!/
incentive teacher training initiapical 6Tdhdiay ad

female teacher in a refugee camp.

522 A o6typical 6 day as a female teacher in
This overarching theme is divided into seven S
as a female teacher in a refugeenp. This is to isolate the internal barriers these teachers face. These
themes are: (i) gender discrimination; (ii) students in class; (iii) teacher workload (iv) quality of

teacher resources; (v) lack of support and mentorship; (vi) language and ceatioarissues, and

(vi) incentive and national teachers. These will now be explored in turn.

5.2.2.1Gender discrimination

Part A considered gender discrimination in the refugee camps at length. This feeds into education as:
OFemal es i n trmet cpimmumimyclaraettenti on and enco
of ficial explained that females in the communi

to be a teacher (ARRA official, Gambella). According to one female teacher in Tigray:
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6fis comes from the community. The community t/lhi
Mat hs teachers. They tell the girls they shoulidn
very strong infl uence hdesciencesTdirleshould stdyinthe tomeog i r || s
only teach | anguagesdé6 (Il ncentive teacher, Tigray

A TTC Educator i n Af ar el aborated further that

the mainstream 6communitenatwuicceece@t hed. diohe oma jr

background influenceéd Females have a | ot of bac

A

told they arendt competent enou-Ghmum) bedtephamir a

no one acceptYounmegaslItseaGhenb&!| ( a) and 6Girl s h

teacher because they are shy at public placesdg (

Female incentive teachers provided insight into how such discrimination further manifested itself in

primary schools an@ieacher Training Colleges (TTCs) where there was a dominance of males:

6The coll ege is a mal e do miandahisdas amimpécatamod t h
the education system in general which could
Afar).

6We have 52iforétheamomig and tieaftemoon. More are men. 48 of the
teachers are men. 4 females. All4feenal ar e i ncentive teachersbo

BenishangulGumuz).

The male to female teacher ratio of teachers in the primary schools was widely discussed. Across all
camps, the teachers were predominantly male. According to ARRA officials in one Garabgha

there were 210 male and only 13 female teachers. This is a ratio of 17:1. Although, another ARRA
of ficial in Gambella disclosed that the ratio
di scl osed: 6Tot al teach26s The ARRA paremaBdyasd
(Incentive teacher, Somali). Again, these statistics are much higher than those published by similar
andrecentstudi®®. Thi s same ARRA official explained th

given much attentonrmad [ nhot ] encouraged to be a teacherod

According to one respondent, girls may miss out on training opportunities because their families may

not allow them to leave the camp:

6l't is easier for t hecolegestolean. $hve istfavawdyfromm e t o
here. For a lady, to be taken from here to there, that needs the agreement of families. With the

fat her and the mother. Because someti mes th

185 See (iLashford, S & Malid, S. S. (2019) Education for Resilience: Exploring the experience of refugee
students in three communities in Ethiopend (ii))Nigusie, A. A. & Carver, F. (2019) The Comprehensive
Refugee Respondaamework: Progress in Ethiopia. Humanitarian Policy Group Working. Paper
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that far from here, maytmo met hi ng coul d happen to her. o6 T

she is going to do would be good for her and the family. They think she will go there and do
other things. They dondét allow the girls to

BenishangulGumuz).

These factors can help to understand why so few females participate in incentive teaching. How these

barriers can be tackled is presented in Part C.

5.22.2 Students in class
The student to teacher ratio was examined in section 5.1. dssction focuses instead on how the

numbers of students in class, and student behaviour, directly impacted on the female teachers.

Most incentiveandn at i on al teachers agree that the cl assg
BenishangulGumuz; Natioal teacher, Som3gli and, as a result, oO6it is
studentsdé6 (Camp | eader, Gambella). Some teachese

attack themdé (Il ncentive teacher, tudesobvaryinga) angd
élinguistic background, age and | earning | evel
and section 5.1, some male students were also verbally abusive and denigrate the female teachers as
0l ess thano t h dévemacheBenisraagalbumulsin Tigtay, yoang girls

di scussed the violence female teachers can reg
are unwilling to do any exercises the teacher gives. They wait for her at night when she is walking
alone and attack her. They throw stone and hunt her if she punish them in the class ( made them get
on their knee in the class)d and 6The boys di s
homework and if the teacher try to punish them they shcgraand even through stones when she

wal k on the streetsd6 (Young girls, Tigray).

Overall, the incentive teachers attributed these factors as affecting the quality of education in the
primary schools (Incentive teachers, Gamb@&kenishanguGumu3. To improve the quality of
education for the students, and the working conditions for the incentive teachers, these factors must be
adequately dealt with. This includes building schools with more, and bigger, classrooms. Again, these
are puzzling results as EChs just spent US$15 million improving the school infrastrudture

including teachers in both regionsThesepointswill be returned tan Part C.
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5.2.2.3Teacher workload

Across camps, incentive teachers complained that they had an excessive workload. These findings are
in line with recent strategies, guides and rep&ttn Somali, both national and incentive teachers
admitted they taught-8 different grades each weekyda2 shifts a day, which regularly demanded

that they spend long days at the school. This state of affairs was reported as due to teacher shortages.
Several incentive teachers disclosed that such
with their family life and domestic duties which can negatively affect their family and spousal
relationships. Some incentive teachers added how this pressure from both sides can lead to female
incentive teacherdreput , especi al |l y whoewnd t(hlen céeinntcievnet itveeasc
BenishangulGumu3. It was concluded that some eligible female incentive teachers who were
married and/or had a | ot of domestic/familial
teaching and theyy doméitr waot k & BénishhmgeGumeuidde bt e ac

5.2.2.4Quality of teacher resources

As discussed in the Students in Learning section, the learning resources available at the primary
schools were | imited: 6we hawvm thenin e[dsirels odiuf
teacher, Gambella), which has affected the quality of education delivered at these schools.
Participantsé views on the quality of the teagd

A drop-out teacher fronsomali reflects:

OWe used bl ackboard and chal k. We arenot ci

Ministry of Education. We had pens and pape
An incentive teacher from the Somali region discussed at length the peoofdiae classrooms:

6Class room arrangement is poor. There is p

and the class rooms are not <cl ean. Generall
In two survey gquestionnairecentive teachers wrote:

6[ we need] |l earning materials [for] exampl e

bl ocks, story books, paper, Colour pencil s,

06 We need more] pencilboolkenbl,ac€khab&ardust &

(Incentive teacher, Gambella).

186 See (i) UNHCR (20EFshiopia Refugee Education Strategy 2@DA8and (i) UNHCR (n®efugee
Teachers: A Quick Guide
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Di scussed also was how the teachers 6do not hag
donét have their ownéideally both shoinl d have
Somali, Gambella anBenishangulGumuz it emerged that teachers did not even have their own
uni for m, and that they had to share uniforms v
6embarr ass ment 6BefishanguSuniuj when he teaaherk were short of uniforms
or due to dirt or odour O6due to the heaté they

This was even more acute when there were (frequent) water shortages in the camps.

Lack of electricity in some schools walso referred to as a serious problem by the teachers. Even
when teachers had sufficient electronic resources, i.e. computers and CD players, they were unable to

use them. These factors need to be adequately dealt with and are discussed further in Part C

5.2.2.5Lack of support and mentorship

The female incentive teachers interviewed were all asked what support, training and mentorship they
had been offered since they had started teaching at the ARRA primary schools. While camp leaders,
ARRAofficialsand r el i gi ous | eaders across the camps ¢

teachersé (Religious | eader, Gambel l a) , most @

opportunities, support and llaetheamps.Thissmaés (1 ncentfi

confirmed by ARRA officials: 6éthe teachers ar €
school sé6 ( ARRA OGUMuz.PaticularlyBrelfengmdfar feigalelteachers was that
they were Ounahliegtaradcnesny ®pportunities as {
teacher, Gambella; Dreput teacher, Somali). This will be explored in much more detail in the

Incentive Teacher Training Initiatives section.

5.2.2.6Language and communication issues
Mirroring the findings i n tconenurticationdbetweersteacharsl L e 3
and studentsé6é (Il ncentive teacher, Gambell a) w3

classroom. In short, the teachers can face severaidingchallenges, including:

6l f they are trained in South Sudan. It is
easy for them to understand the curriculum
affect the qual i geused Gradesd aral 6 Nuariaéduage ig used apart

from Engl i sh, Mat hs and basic Sciences/ Soci
(ARRA official, Gambella).
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6The quality of education i s pooruageend®acls e t

in Amharic & English so the students are no

OFor me, many people dondét know how to spea
The ladies heréethewomeri d on 8t want .Thi ish kbig paoblemehare. We teach
everything here in English. | can speak English so | wanted to become a teacher. But it stops

some girls from being a ted&amue)r 6 (Il ncentive

As highlighted in the previous section, the reskars often noted that there were language barriers
between the teachers and the students. Some of the researchers began interviews and FGDs in Englis
with incentive teachers in the Benishan@umuz region as the entire curriculum was in English. The
resarchers found that some of the teachers did not understand them and that a small number could
barely communicate in English, even though they had been teaching in English in the primary schools
forl-2 years. As one i ncent i vobthem ghe mdedive teacharsirkaawt e d
Englishdé (1 ncent i-Gueuz)aadithattresir skills B &€mgiisls ditenmag kehind the
men due to o6l ack of |l anguage and communi cati on
language and othero mmuni cati ve skill practices due to c

BenishangulGumuz). This crossutting theme will be returned to in sections 5.3 and 6.1.

A related barrier was curri cul umcaluntryteaehing nces
curriculum/ policy and the refugee origin country teaching policy is different, so giving teaching
training for all based on our educational pol i

language barriers between teacherssindents and should be reviewed.

5.2.2.7Discrepancy between national and incentive teachers

Another core issue regularly debated was the discrepancy between national teachers and incentive
teachers. As outlined in the literature review, both natiordireentive teachers work at ARRA

primary schools. But, our findings illustrate that the salaries, incentives and training they receive are
guite different. There i s al so -Subohdinaerreationdnip c a |
betweennatonal and incentive teacherso (Parent, Ti
training between national and incentive teachers also workedntmtieated the incentive teachers.

This demotivation was most acutely witnessed with the sad#ffgrence between both groups of

teachers:

6ln this camp have to kinds of payment for
teachersdé pay up to 6000(six toughened (sic

not happy/ interestbythi i n bal ance salary and drop out
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ol f you consider the national teacher s, t he
their ration card, they are not paying tax, and all these things. That is the policy of the
government . But , as a teacheré of cour se, i
there is no balance here. That depend on the policies of the government and the organisations
working with the government. But, with teachers at this camp, thayoateeing paid equally

with the national teacdemun.d6 (Camp | eader, B

It was discussed across all regions that national teachers were being paid at least six times as much as

incentive teachers for doing the same job (Incentive teacherq @aders, ARRA officials). Wl
incentive teachers do not pay tax, national teachers are also provided with free accommodation to
6i ncentivi se tBemshadgulGudalrnopmove edoaathdework in, the refugee camps.

This O6incentived and s al awayperpevgdraesomethingsthe t he n g
incentive teachersould notwork towards. Refugees are unable to work in the formal Ethiopian

economic sector unless they areselinp| oyed or have joined 606rur al
designed by the Ethiopian goverant and the international community to benefit refugees and

Et hi opian nationals, including in envir®%nment g
This is due to their refugee status which does not give them the same rights and entitements a
Ethiopian national$?, i.e. their movement is limited and they are unable to have a bank account or
apply for a loan (NGO worker, Somali). Therefore, even if incentive teachers obtain the same
education and training level as national teachers, theyauttr be able to obtain the same salary and

benefits as them.

Al t hough the paucity of O6literatureé that pres¢g
that refugee and national teachers receive the same tfdinpagticipants in thistudy were adamant

this was not the case:

0There is a problem in accepting incentive
training centre. And what | think is that there should be a curriculum that focuses on incentive
teaching scheme. Thee acher s training people refer the

worker, Afar).

This lack of a coherent, and-fibrr-purpose, curriculum for training incentive teachers is deliberated in

the next section.

87 Nigusie, A. A. & Carver, F. (2019) The ComprehensiugdeeResponse Framework: Progress in Ethiopia.
Humanitarian Policy Group Working Paper, p.8.
188 |bid.

189gee (i) Westfall (20181 26 (G2 AYLINR @GS GKS ljdzZ t AGe 2F SRdzOF GAz2Y

UNICEF News 10 September 2041 (i) UNESCO (208% S| OKAy 3 NBFdzaASSa Ay 9GKA
Ffa2 | NBFdASS®Q ! b9{/h bSsad n hOG206SNI HAMDD
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5.2.3 Summary

This section analysed the expeden of teachers in refugee camps through two themes: (i)
background, motivations and future aspirationstg
teacher. The findings demonstrate that there are very few female incentive teachers currbimty teac

in the refugee camps, with some camps having no female teachers at all. Most participant groups
claimed this was partly due to embedded external barriers already discussed in Part A. The most
pressing barrier was gender discrimination which was-tdeefed into the culture of the camps.

Primary schools were spoken of as rddeninated spaces where girls and women were not always

wel come, nor encouraged to be t edodydvesintheThi s ¢
primary schools, with repts of some male students physically and/or verbally attacking them; and

denigrating them for being female.

Another significant barrier was the working conditions of the primary schools. The student: teacher
ratio was uniformly rated as too high, and thetthat the students in each class had different

linguistic backgrounds, ages and learning levels made the classrooms almost impossible to manage.
Adding to this was the grievance that the schools were too small andraadarced, meaning a lack

of chars, tables, books, chalk and other basic resources in the classrooms. Like the young girls, the
female teachers also disclosed a lack of physical security in the schools which can lead to the female
teachers experiencing violence. The workload of eachléimeentive teacher was also regarded as
6excessived and unsustainable when combined wi
workloads often resulted in strained relations between female incentive teachers and their families,

which has contribted to females droppipgut and leaving the profession.

Another two important barriers were language and communication issues in the classroom and the
discrepancies between national and incentive teachers. Across the camps, different languages were
used h the primary schools, but English and Amharic were most frequently used as official
curriculum languages. This acted as a barrier to refugee girls and women who were interested in
becoming teachers but did not have the necessary language skills. Batlalreatd incentive

teachers had the same workload but were given different salaries, trainings and incentives for
teaching. In some cases, national teachers were paid more than six times the salary of an incentive
teacher. This actively di@centivised thédemale refugee teachers and nudged them to look for better

paid work either inside or outside the camp.

Despite these internal barriers, the findings revealed that the female incentive teachers were highly
motivated, were qualified to at least grade M&leand that some had their teaching diploma. Most of
the female teachers stated that becoming a teacher was a good way to help the refugee community,

improve the quality of education in the camps, and be a role model for young refugee girls.
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5.3 Incentive Teacher Training Initiatives

6Untrained, stressed teachers are a protectig
roles and responsibilities, training and supportive supervision can ensure that schools are safe,
protective spaceshere children can regain a sense of normalcy following the trauma of
displacement. Trained teachers can also ensure that children leassaiifag knowledge and
skills like disease prevention, sphotection from environmental and sexual and ge+iubeeal

violen®e risksbo

As outlined in the literature review, there are some initiatives targeting incentive teachers across
refugee camps in Ethiopia. Yet, there is a paucity of information on the structure and content of these
initiatives, and how they llkntogether across regions, or its place within wider education policy in
Ethiopia. This section analyses this ambiguous terrain to provide, if possible, a framework for
understanding what incentive teacher training initiatives are currently in placergfugee camps;

and evaluates them according to the views and experiences of our participants.

This chapter explores these initiatives through five themdsc@htive teacher training initiatives;
(i) recruitment to the main initiative, (iii) trainingcross camps, (iv) main barriers, and (v)-feestk

option. These will now be discussed in turn.

5.3.1 Incentive teacher training initiatives

To lend some clarity into this ambiguous terrain, this subtheme has been broken down into three
subthemes:Yi ambi guity in definition; (ii) the 6émai
6initiatived. This allowed us to separate a 6én

within the camps. This was a difficult process, which the fatigwhree subsections illustrate.

0 UNHCR (nd) Refugeeakthers: A Quick Guidp.1.
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5.3.3.1 Ambiguity in definition

There was recurrent ambiguity throughout this
for the training available to incentives teacherszamp and in the TTCs. Althougha TOR refers to
teacher training 6éinitiativesdéd, there is no vi
that is occurring ircamp and/or in the TCCs. This lack of policy documentation has made this
situational needs assessment dependetiteoresponses of the participants to present the existing

incentive teacher training initiatives we have been asked to evaluate.

A key finding of this study is that the TTC Educators interviewed were unable to provide clear
answers when asked about spediiitiatives or programmes that the TTCs ran to train incentive

S i

teachers. O0There is no such focal persondé (TTC E

programmes, was the response. When prompted further, this same educator responded that they

someti mes owent to the camps for training foll

But , participants in some camps described how

BenishanglGumu z) , o6progr ammesd -Gnaznand/d e@dehe mdBehi SNAC

worker, Afar) o6éhave not been working for many |ye
added that: 6There are trials to make an awarene
keepers but this was not workingforrmg year sé6 (NGO worker, Afar).

What was tenuously agreed across the TTCTE€ was |t h
Educators, Afar, Benishang@u muz) wi th NGOs in refugee camps|toc
t eacher s é-tarmtrainhsg éa tshhiosr tyear some incentive teajch
(TTC Educator, Afar). Such inferences imply that
O6programmed. But, when the researchers aaked tlo

overview of the initiativd including its aims and objectivésand/or the training manuals that the
incentive teachers received, there was not any available. This echoed discussions with incentive
teachers who stated they had not received anyngimanuals or programme overviews in their

training, whether ircamp or in the TTCs.

Further confusion materialised when an ARRA official from the same region tried to categorise this as

a(n) oOinitiatived |/ Oprogrammedod:

61 know about ttrhimng scheme fortyaung@irlstwhoecaniplete grade eight

and get some trainings and join the program. However, it was not practiced yet. The incentive

P1The analysis will show, throughout this section, that this collaboration needs some work.
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teachers here are those who completed grade ten and above. The maximum grade attained is
di pl o ma ®fficlalAARaR.A

From this qQquote, incentive teacher training w3
grade 8 of primary school, and was not yet currently active in that particular camp. However, it
appears there mnotherdo s ¢ h e merécruitetl incentive teachers who had passed grade 10, and
that TTCs and NGOs oO0trainedd6 incentive teacher
| atter 6schemed was the most referred to acros
reviewed, and variants of it involved the training taking plaeeamp or in the TTCs, and the
teachers were paid a varying rate of an 0i ncen
camp) to teach in the primary schools in the refugee campangtysis purposes, we call this the
6maind initiative in place to train incentive
possible, boundaries were drawn to differentiate these initiatives, although that was not always

possible.

5.3.32 The main initiative

Some of the definitions of the main initiative we received were:

60Yes, I know that that UNICEF is coll aborat
girlsé [The initiati ve 0®dches,itonmelptise teiohersitakpowo v e
more about the subject they teach, to qualify teachers, to upgrade their skills in class
management, to upgrade their education level by sending them to the nearby teachers education
college (gilgel beles teachersitiag college in this case), to include the females to use the
opportunity, to level up females in their society and to help the young girls to avoid early

marriage and to make them focus onRGuindreir ed

60ur maisnifsoto give training to the student
is some Diploma trainingéBelelow@ade¢I#isshorther e
term training including active learning methodology continuous assessmentistis, ifih

coll aboration with NGOsé The short term tra

for 2 monthsécovers a 4 month semester prog

morning and afternoondé (TTC Educator, Afar)]

6 The basi ammefstotemceuragerrefugees to train to become teachers. It is
vocational training and is supported by NGOs like the NRC and IRC. It teaches teaching
methodologies. Even if you graduate from Ethiopian universities, you have to know about

pedagogy,amethd ol ogy about how to | earnd (ARRA of
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From these excerpts, it appears that UNICEF and other INGDsh as the Norwegian Refugee
Council (NRC) and the International Rescue Committee (IRC) are working with ARRA regional
offices to improve th quality of incentive teachers (both male and female) in refugee camps. The
incentive teachers must have completed grade 1
eligible to receive training iaea thaei TT€g06 Wobiwe
to interested candidates who have not completed graée TBe former training is described as
6some diploma trainingd which suggests it is 3
diploma on offer at the TTCs asdussed in the literature review. This coincides with reports given

from other participant groups that incentive teachers were being trained alongside national teachers in

the TTCs, butt eirnmda cnaopraec i6tsyh o(rQaGumuz]ireeatilee r s, Benli

teachers, Somali).

The duration of the incentive training provided was also highly disputed across the camps and
participant groups. The above excerpts highlight that both short andelondraining was available.

In the Afar region, shoittterm taining could be as little as 1 or 2 days, but lbergn training could

| ast as long as 2 mont hs, which écovers a 4 mqg
the morning and afternooné (TTC Eduaubteachers Af ar
throughout the study disclosed that they had received trainingdgrears at the TTCs and had
gained d6a dipl omad asuteeacher,sSanal). Whenaskes what wasthea n d

difference between this diploma and the dipldoranational teaching, one of the dropt teachers

repl i ed O nauttdacher,gsémal)) But corpplained that even with this extensive training
they could only earn the dédincentived salary,
salay.

As has been discussed in various sections thrd
criticised. According to an ARRA representatiy
community with smal/l a mo uGarmbelia)t Thip amallnamount 6f ( ARRA
payment is given to 6incentivisebd the refugeestg
[ back] to their communityo (ibid). Focusing on

community will encouragedr [females] to do it [incentive training] since it is a good way to earn

some money for her tood&unudlRRA of ficial, Benish

There was a lack of agreement across the camps, and participant groups, as to whether the main
incentive teacher traininigitiative was in fact attractive to young female refugees. Like the ARRA

official in BenishangulGumuz quoted above, some participants believed this initiative was good for
femal es as it provided helphtlemoungigitisravdaearlprsaaiaga ang 6 a n
to make them focus on their -&unuwa. dheisame officillARRA @

92We could not find any incentive teachers, across the 13 camps, who had progressed this way.
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added that the initiative O6is the only opport U
hii

capacity and have a professionalexpi enced (i bid). The rest of t

uncertainty and its ramifications for young refugee girls and women in the camps.

Finally, the date the main initiative was introduced to the camps and the content of the training was
alsowidelycont est ed. An ARRA official i n Gambell a
G. Cb6, with some cl ai mi nBenishangysuneupd and ahers thatitis ( C
more recent (ARRA official, Afar). The literature suggests it began in 2017 in the Gambella and
BenishangulGumuz region$®. The inconsistencies in the delivery of the training will also be further

discussed throughout this section.

5.3.3.3Awareness of the main initiative

Whilst the levels of awareness of the main initiative varied across camps, what appeared to follow a
pattern wasvhowas aware of it. Most commonly, ARRA officials, camp leaders and incentive
teachers were awaré the initiative, although these groups appeared to understand it differently. For
exampl e, an NGO worker in Gambella explained
demonstrate an awareness of teaching methodology before becoming an incactiee this

understanding was not repeated anywhere else.

The participant group frequently least aware of the initiative was, in fact, the young refugee girls:

6éthere is a lack of awareness among the yo

geneally. Most young girls and community have not awareness about incentive teaching

initiatived (Religious | eader, Gambel |l a) .

Even when some young girls had heard of the
heard rumours buht anbeo udto niéntc ekmtoiw emutceachi ngodo (
are incentive teachers who are from the refu
national teachers in the school 6 (Younghegi |

initiative, which is problematic as parents

aspirationsdé (Il ncefGBumue)te®nbeparB8erhni sbmmgnot ed:

teachers not have [sic] in this camp becauseyound g8 not have awareness
Afar). This suggests that much work is needed across the camps to promote the initiative to young

girls and their parents.

19832 SEGFIEEZ 1| & OownnNjyd fRIGRG 202 SRAGIONRIAR yi RSy NBTFdzaS S
UNICEF News 10 September 2018. Availabletas://www.unicef.org/ethiopia/stories/howimprove-
guality-educationrefugeecampsqualify-teachers
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about:blank
about:blank

Some of the female incentive teachers even remarked that they had not heandoeintinee
initiative prior to undertaking it. Three female incentive teachers in Benish@&wulz all visited
the TTC in Asosa to enquire about how they could train to become teachers. No one in the camps had

informed them there was an incentive teacheati ni ng i ni ti ati ve, whi ch t

significant barrier faced by wo meGumuznAdropoat ¢ a mp 6

teacher in Somali also told a similar story, having first enquired in the primary schools about how to
becore a teacher, and was sent to the TTC in Jig

6i ncentive teachi ng® o r-outteacherjSanali)VvAe aresalt, theeedgsdy i n p

much work to be done in the refugee camps to promote fhitiire.

5.3.2 Recruitment to the main initiative

The main initiativebds recruitment strategy wasg a
ARRA officials c¢claimed to épost vacancies in gan
havenever seen such vacanci es. I n Somali, one ARRA

there is no criteria to include more young gir

confessed he was directly approaching refugees based oprtifié:

O6We have data of the refugee teachers here.
universities in Ethiopia. How many of them were teachers or other professionals in their
homeland. Based on their data, we try to identify these refugees. And gigylssed on their
skills. 1Ttéds not only for incentive teacher
nursed based on their data, we try to engage with them. When we need specific professions.

So, we use their daooffi@al Tigpay)r ecruit themé (ARR

As discussed in the Teachers in Camp section, female refugees usually have less qualifications than
their male counterparts. I't is the men who ar s
on teaching tiaimlng®GamMARRAadf f Femal e refugees;s
training in country of or i @utaoféchopliorieadhdr tramingdduew e r €
to the social, cultural, environmental and economic barriers as discussedAn Hag was reiterated
by NGO worker s: 6[if the initiative] shoul d sce¢
be males?d (NGO worker, Gambella). This is con

are not open to all teaets, as they are in part mebidsed and are dependent on the availability of

fun®soThis tentativel-aseggmaysbehahethéaclhimeg|i

Piwestfall A @My 0 Wl 2g (G2 AYLINR@GS GKS ljdad tAGe 2F SRdzOF GA
UNICEF News 10 September 2018.
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experience the refugees already have, which may be unknowingly excluding fefugées. This

was partially corroborated with an NGO worker in the Somali region:

61 heard ab o u tschéme foerefugees. €here arareflgeerinsentive teachers in
the camp. | have never heard about an incentive teaching program for young girls who
completed primary schools. But there are young girls who completed some secondary and

working inthe primans c hool 6 ( NGO wor ker , Somal i) .

As a result, ARRA needs to-think its recruitment strategy if it is committed to attracting eligible

female refugees and having more female incentive teachers teaching in ARRA primary schools.

As sections 5 and 6 illustratel@male incentive teachers are few in ARRA primary schools. At least

one camp in every region studied had no female incentive teachers. When there were female incentive
teachers, they were considerably less in number than their male counterparts. @&, dvenatio of

male to female teachers was more than¥®:This was why primary education had a reputation as
being -@anloyn@:l eé6The coll ege is a male dominated
implication on the education systemgre ner al whi ch coul d be discour

worker, Afar). Some young female refugees agr €

available for females around hereé All the pogi

Gambella).

Relatedly, both female and male participants felt there was a lack of job opportunities in ARRA
pri mary schools for female refugees. One incer
give them [women] a c¢hanc eungdilacmssalsoicomenented ac her
there was a |l ack of ¢6lack of (teacher) trainin
that some of them would choose to work in the home instead of intensive teaching as they have heard
about t hechalengeg (Yoartg ginseGammbella). Providing and facilitating training
opportunities was frequently cited as an enabler to attract female refugees to the initiative (Young

girls, Gambella; Somali).

Despite this perceived rigGambela), sohe youpggols acrasethe i e s §

camps were interested in becoming teachers: ol
want to get moneyd®é (Young girl, Gambella) and
BenishangulGumuz). Butt hey di dndédt know about the initiati
Owe are interested to become incentive teacher

(Young girl, Gambella).

19510:1 male: female ratio was considered the average in similar, recent studies in Ethiopian refugee camps as
discussed in the literatureeview.
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Again, this lack of awareness of the initiative, esaicby young girls and parents, and its current
recruitment strateggnustbe reviewed in the camps. Years have passed since the-beuidentive
teachers from Benishang@Gumuz and Somali inquired at the TTCs to find out how they could
become teacherghere is little evidence to show that the outcome of this situation would be any
different for young girls in the refugee camps today, i.e. they would have to directly inquire at the
TTCs not only find out to about the initiative but to also be recruited.

5.3.3 Training across camps

This section has already suggested that female incentive teachers have had quite different experiences

of training in the main incentive teacher training initiative. This subsection sets out to categorise and
explore the rang of training available ktamp and in the TTCs by breaking this theme down into
four separate subthemes: (i) ARRA / TTC training; (ii) in camp training (NGOs and TTCs); (iii)

evaluation of training, and (iv) no training. These will now be discussedrn tur

5.3.3.1ARRA/ TTC training

The findings indicate that the main incentive teaching initiative is run by ARRA regional offices
throughout Ethiopia. It is also being supported by UNICEF, Regional Education Bureaus (REBS)
through the TTCs, and other ING@sd NGOs. The premise was that the teacher training would be
run in the regional TTCs nearest the cal¥fpand that this training would be supportegcamp by

| NGOs/ NGOs. But, this di dn édutteathersiyBenishangup e n . | n
Gumue, Afar, Tigray and Somali reported havisgmeof their teacher training in the TTCs in Asosa
(BenishangulGumuz), Shire (Tigray) and Jigjiga (Somali). None of the teachers interviewed in

Gambella claimed to have studied at the TTC there. Still, an NG&ewim that region claimed:

6é[the incentive teachers] only get a very
|l ast year there were a training at Gambell a

worker, Gambella).

In all regions i was made clear that the incentive teaching initiative, and its training, was not
cohesive, as the training in the TTCs was only selected sessions of the teacher training delivered to

national teachers, rather than the complete teacher training or spéungantive teacher training:

60There is a problem in accepting incentive

training centre. And what | think is that there should be a curriculum that focuses on incentive

19 As discussed in the literature review.
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teaching scheme. The teachersati ni ng peopl e refer the for ma

official, Afar).

Contrary to the information presented in the literature review, the incentive teachers interviewed did
not receive a scholarship nor subsidies provided by ARRA, the REBs and/or BtiGitend the

TIC®s . As a result, the t-temni usiallyd or®@ daysiatastimes(6TCt e nd t
Educator, Afar; Incentive teacher, Gambeildad stop refugees accumulating costs. But, some of the

trainees could not even cover thessts:

6The training é [incentive teachers donbét] |ha

refreshment training [in theGumazmps] d (Il ncenjti

6éproblem when the training is htedrd outsi de| t
accommodation of hot el and food and rei mburise

to cover for their accommo-banui)ond (ARRA offlfic

6The payment given for the training is very| |
teachers who dondét p
(ARRA official, Gambella).

js})

rticipate in the trainfin

These were the circumstances whasRRA and the TTCs partnerships with INGOs and NGOs,

located in the refugee camps, came to the fore. Although there was uncertainty regarding who
delivered this 6refreshment trainingdo-camp diffagre
teacher tining was provided by esite INGOs/NGOs. The ambiguity of this situation is detailed in

the next suksection.

ARRA officials provided quite different portrayals of the TTC training, highlighting the difference
between what is on paper (or, in this cas#,even on paper due to lack of official documentation on

the initiative) and the lived reality:

06Regarding to Gilgel beles Teachers educatijon
teaches pedagogics training for 10 months at summer time , othergraas minimum
learning competency , how to manage class during teaching as the same time they were develop

their professional ski-Gumid). (ARRA official, Blen

6ln the [incenti ve t esahodlteamingtthe teacheisaeige: i ni t i atli v
assessment for learning (AFL), minimum learning capacity training (MLC), English for

learning 1 and 2(EFL), training on how to teach through play which is given by right to play,

(04

0 Wl 2g¢g (2 AYLINRB@S (GKS ljdzr f A
h 6Hnmpy We¢SI OKA yiteted@®a&F sz SSa Ay
h bSg6a n hOG206SNI HAMD

97See (i SAGFIEET | @ OHAM
UNICEF News 10 September 20d&d (i)l b 9 {
Ffa2 I NBFdZASSPQ ! b9{
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|l anguage for solving probl e (ARRAmofiiciatk r ai ni ng o

BenishangulGumuz).

ORegarding to Gilgel beles Teachers educat.i
teaches pedagogics training for 10 months at summer time , other training was minimum

learning competency , how to manage clagindiuteaching as the same time they were develop

their professional skilldéd (ARRA official, Ti

Again, there appears to be two diffetdeemt O6tr ad
approximately 10 mont htser, BenishanguBumuzy ARRA dificidl,] ncent i
Tigray), and is onghird of the curriculum that national teachers receive. The second is much shorter

term (can even be a few days | ong) ,iamdr e emiee dd
s ¢ h eio theyefugee camps.

But, how these different tracks are validated is also confusing. As adtdpacher in Somali

discussed, yomusts t udy for 3 to 4 years in the TTCs to
diploma from a teacher training centre in Ethio a . | studied there for fo
gualification as t-bueteanhart Soronali)aYkt, there averentlrae ;mméentigeDr o p
teachers who studied for only one year at the
certificate. Additionally, some the incentive teachers who did more-gtmonttraining at the TTCs
andadhoc-séhmol 6 training had also received dipl g

participants could elaborate on what the differences were bethvem, if any.

To the researchers, it appeared there were in fact three teaching qualifications that the incentive
teachers could obtain: the certificate, diploma and degree. But, the incentive awdickegchers

continued to refer to the end qualiftabn as a oO0di pl omadé. Due to the
initiative, it is impossible to discern if there were one, two or three qualifications associated with this
initiative, how many modules or what training courses the incentive teachers must darighebt

diploma, what is considered a standard training curriculum for an incentive teacher and how this
differs from a national teacher. These findings reinforce that this initiative needs tdémsgred as

a coherent programme to give it more validityit can be officially inserted into the refuge education

policy framework in Ethiopia.

5.3.3.2 In camp training (NGOs and TTCs)
Again, there were blurred bowswcdtaoicdspoaireng ar di nd
INGOs/NGOs or TTCaMany incentive teachers were not sure as guidebooks or training manuals

were never provided. It was the camp leaders, NGO workers and TTC Educators who attempted to

explain how the ircamp training functioned:

112

on

me

ur

TT



6l deall vy, I ¢ ame aiogryausggirlswind chuldtcdmeleta pdneasy schidol t r
might join the incentive teaching scheme. But practically DEC [Development Expertise Centre]
is working with the government training centre in Aysaita training incentive teachers who
completed grade 10 amdore... On the top of these all activities the main focus area for DEC is

capacity development for teachers, students, school directors and PTAs-{Raices

Student Associations)o®6 (NGO worker, Afar).
O6DEC is working wit h taffiveho arevattihgeag tatorsafer the ttaihimgr e
which is provided to teachers at refugee sc
accepting such schemesd (NGO worker, Afar).
6What | have been hearing and s e ebspeapytoThe B
primary schools. They have been taking teachers to Shire for training. And bringing audio kind
of trainings here. Theyove been doing that
we have been | ooki ng ffBenishanguGumud).i s ti med ( Ca
6And also, there are organizations 1|li ke | RC
and trained those teachers by bringing trai

As there were no female incentive teachers énAfar region, we did not receive confirmation

whether or not those teachers had been trained by the TTCs, DEC or both. But, the second excerpt
suggests there was tension between the DECO6s 3
According to amp leaders and NGO workers, the DEC had its own approach to building up incentive
teaching capacity. I't operated under a O6Star §
devel opment for the school ¢ o mmpilaisinwléed ¢rddtB® wo r
Omotivated and qualified teachers in the pri mag
Action also provided training O0twice or three

incentive tedechAfer sé6 (Camp | ea

After consistent questioning about who ran different teacher training initiatives, two incentive
teachers in Benishang@umuz recalled that some, if not all, of their incentive teacher training had
actually been provided by The British Councdther than TTC Educators at the TTCs. One of them

stated: o6l had two trainings with them [ The Brli
going to British Council training courses O0for
yout each the children. How you prepare cl asses.

teachers, Benishang@umuz). An ARRA official in the same camp added that The British Council

al so provides training on @igglgssaonpldnnidg,camddeara ge s K i

wor k. This also increases number of teachers 3
BenishangulGumuz). Resultantly, it seems that The British Council was running a significant portion

of the main initiative calling into question who the key training provider is in this main initiative.

113

ai

ar
ho

at

mp

ne




In Gambella and Tigray the situation was quite different. The Norwegian Refugee Council (NRC) was
cited as working in coll abor at iimgnn Shire tovin odaAd wa t
yearly basisd (Camp |l eader, Tigray). The Briti
|l anguage skill development training, | esson pl
researchers could find no clear inf@aton from the refugee camps about the TTC in Gambella, with
incentive teachers claiming they had never studied, nor visited, there. It seemed only one NGO, Plan

I nternational (Pl'), was Osupportingo ingtragninglel i V
6on a yearly basisd (Il ncentive teacher, Gambel
were low in Gambella due to strikes over late incentive payment so this may not be fully

representative. The incentive teachers who werevietged were forthcoming about the training they

received although they could not identify who
teacher, Gambella) that were deliveredima mp, whi ch covered the follo
andphg ol ogi cal [ sic] trainingsé, Ol arge c¢cl ass mi
preparation6é and O6pedagogical training on how

pl an and Methodology tranings [sic]d (lncenti

Surprisingly, one incentive teacher in Gambella claimed there was no official incentive teacher
training. Instead, there was an unnamed project that provided skills development training for teachers,
which included: 6c ap a epritngry sbhoal ttadhierrbyappdlym@a studemtg 6 |,
centured [sic] methodology, classroom, managen
(Incentive teacher, Gambella). Again, no training manuals were received (ibid). There was also
discussion ofafeguarding and child protection training but, again, the teachers could not name who

in fact had delivered this training.

Overall, | NGOs and NGOs were identified acr oss
BenishangulGumuz) in the delivery of the imgtive. Other INGOs discussed included the Norwegian
Refugee Council (NRC) and the International Rescue Committee (IRC). The NRC was reported as
focussingiadomnellarnaetraakcyl earning programmes for

BenishangliGumuz) whereas the IRC focussed more on helping teachers to improve their English:

6There is an or gaRCiwhareyowaan go to imprbvie gour Erglisip. We
did two training courses with the IRC to help us. They lasted abowwene k 6 (I ncent i

teacher, Benishang@umuz).

I n Somal i, Save The Children was also reported
devel opment trainings on education by other N
(Incentiveteacher, Somali). In summary, there are discrepancies across the camps regarding the

duration and delivery of the teacher training

(i) undertaking a 3! year diploma in the TTCs with national thacs; (ii) a 312 month training
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course which could take place in the TTCs and/aramp and was run by both the TTCs and
INGOs/NGOs, and (iii) very sheterm training (usually -R days) to allow incentive teachers to start
teaching in the primary schaol, and then sporadic oO6upskillingé
Educators and INGOs/NGOs. All three were reported to lead to a diploma certificate, but the actual
modular requirements of the diploma were not discussed and there was no official documentatio
offered to help us determine the actual format of delivery of the initiative in the camps. This must be
reviewed and rectified.

5.3.3.3Evaluation of training
A key method of evaluating how successful a teacher training programme is, is to evalgaiaiti
of the teachers it produc€®l Overall, the incentive teachers were evaluated negatively by other

participant groups. For example:

6l ncentive teachers are high in number but

teach/prepare rosters/attendafaiscipline. They have no knowledge of how to deal with any

physical or mental disabilityt he qual ity of incentive teachi
Gambella)

0Teachers training have to be i mproved and
ttachers [are] not coll egeemug)r aduated6é (Paren

It is clear from these two excerpts that the teachers were evaluated negatively as they were perceived
as not sufficiently trained. These findings show theeediscrepancy in the trainiraf incentive

teachers. An ARRA official in Benishang@umuz sums up this discrepancy well:

6l n my opinion there are two aspects regard
incentive teachers who have at least [grade] 12 complete or diplesnavithbe properly use
the training from teachers education college and they will have successfully when they teach

students but incentive teachers who are selected from grade 6 or 8 they are not qualify for

teaching and even t hetynirdgdomidachérsedusatidncollege 0 u s
because they are not enough qual i f-Guedkz). i n my
Again, it seems as if thereismore tlaei ni t i ati ve going on in these

initiative recruiting refigees at grade 10 or above, but that there is a supplementary initiative

198 Abebe, W. & Woldehanna, T. (2013) Teacher Training and Development in Ethiopia: Improving Education
Quality by Developing Teacher Skills, Attitudes and Work Conditions. Working Paper 10ingK:ivéesp.1.
Available online at: https://assets.publishing.service.gov.uk/media/57a08a2c40f0b649740004/pAKB-
abebewoldehanna.pdf
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recruiting less qualified refugelsto increase the pool of available teachers. But, this was not

cl aimed to be the édmaind incent i vas.not@ifoemand hen,
grade 10 qualified incentive teachers discl osgeg
Educator, Afar) or oversights in the training were waldted across the camps and it was steadily
recommended that the training befessionally evaluated to ensure the initiative, or initiatives,
was/ weforpudépiosed (Camp -Gemzgler, Beni shangul

There were also more positive reports. Incentive teachers were most positive about the training and
the initiative overall. Theya| ued t hat it gave incentive teach
(Incentive teacher, Benishang@Bumuz) as several of the teachers did not laaysknowledge about

teaching before enrolling on the initiative. Two of the teachers discussed the importerazaing

education theory and being able to associate di

learn about different people who teach differently. You will remember their names. You know who
does what. Thi s i shel, Bepishangubumiuz). (Il ncenti ve teac

Some ARRA officials were also complimentary of the initiative and training. For example:

6The training delivering way is very good,
about roster preparation and way of teachivayl to teach students & student approaches but

after training with tray [sic] and error is

6t his program boosts their [female incentiyv
to explain themselves, it level up theind set, it helps them to plan their life, it help them to
settle and build up their capacity are the

official, BenishangulGumuz).

What was most praised about the training was that it gave teacker&mawledge of teaching and
pedagogy, and that the initiative was being r(
education office, UNHCR [ and] UNI CEF6 ( ARRA of
teachers agreed with this evaluatitiey were also quick to point out that this basic knowledge and

the current format of the training 6is not engd
(Incentive teacher, Gambella). Yet, other incentive teachers discussed how some tedatars ha

receivedanytraining and this is elaborated on in the next subsection.

Unfortunately, this was the extent of positive evaluations. Criticisms not focusing on the teachers
included that the initiative wasssprepatedfarche ual |y
incentive teachers is not demand driven and ngd

Afar). Our research concurs this criticism may be valid. As previously discussed, the training was

99Where the training is mostly provided by NGOs in camp.
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specifically designed for Ethiopian i@tal teachers and that incentive teachers were only invited
along to this training; it was not adapted for

taken as one modal ity [/ scheme 6forindeftiveacherst hus t

Unsurprisingly, a related criticism was that there were weak links between the TTCs and incentive

teachers:
6é there is a weak | ink between teachers tr
There is no prioconsultation from schools what the incentive teachers are requiring. The
teachers training college simply came with its prepared manual and provide the training and
went back. Recommended trainings from the school is mostly rejected by the teachegs trainin
coll eged (ARRA official, Afar).
This excerpt showcases how tdpwn the incentive teacher training initiative can be. The Teachers in
Camp section highlighted how incentive teachers did not feel prepared to work with refugee children,
nor in the conditias they were required to teach. Yet, none of this appeared to be covered in the
training initiative. Two camp leaders discussed how thisdmpn nature of the training provided by
the TTCs mirrored how regional and municipal government worked in Ethiopia:
6l dono6t want to say that the municipal gov
dondt agree with them in many aspects. They

cannot happen. Even if the government are to blame for x not baiedy ltles not good. | have

been telling them they should want to be humanitarians in their approach. Because refugees are
people who have fled their countries or origin, they have left everything. These are people who
are completely dependent on aid... e been talking about the same issues for years but

still they remaind-Gumua)mp | eader, Benishangu

These comments suggest that ARRA, TTCs, REBs and the Ministry of Education need to engage with
key stakeholders within the refugee camps t{degignthe training and main initiative so they address

the needs of the actual teachers and students. Participants echoed this and recommended that both
ARRA and the TTCs needed to speak directly to the young girls to find out what their needs were so
theycoul be recruited as teachers. This could hav

oversights that are now present in this situational review of the current initiative and training.

Another complaint regarding the initiative was that it does not geotlie incentive teachers with a
scholarship to support their studies / training at the TTCs, despite claims in the literature that it did.
The teachers who were already teaching at the primary schools had their incentive payment, but even
that was not enggh to cover food and accommodation costs (Incentive teachers, Somali;
BenishangulGumuz). If the initiative is committed to training qualified incentive teachers, it must

cover such costs.
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Despite such limitations, the potential of the initiative wasgetsed by some of the participants:

O0Not everyone can be understood by, and tea
starts asking questions it means they were learning something. But, if a teacher is just talking
and the students are not gagtanything, then it is nothing. This is what | have seen. But, now,
really | have seen from the teachers who are trained. | see that it is really a good move. The
programme brings all these teachers up, and we will get a good number of students in the

pogr amme in the future@um@zCamp | eader, Beni s

o1 appreciate the training programme. It is
there are teachers who donét even have a gr
and the wanen they remain at home. It is good you are now upgrading them and training them.
From where they were. And it has improved the teachers. Their methodologies, the way they
teachdé (Camp |-6andzxr, Beni shangul

The potential outcomes of this main iniiiat are worth investing in. However, the initiative needs to
have clearer, and more transparent, foundations to be able to sustainably achieve these outcomes. On
such foundation is to ensure that all incentive teachers receive training as some repeiktied re

none, to which this section will now turn.

5.3.3.4No training

The findings revealed that some incentive teachers had not reaegiydining. In one Kll, a female

incentive teacher reluctantly, aanyltrainirgg despite d | vy ,
wor king at the school for over six months and
mont héd (Il ncentive teacher, Somali ). Two femal ¢

had recei ved 0eybadstartaditeadhingyldcergivie teackeer, Gambella).

Religious and camp leaders were also forthcoming about this and declared that this problem was

wi despread: o6most of refugee teachers, they di
Gamilella). This was apparently due to a combination of factors, including communication problems
between the TTCs and incentive teachers and a lack of scholarship for the teachers to attend this
trainingi both of which have been repeatedly highlighted asfikeljngs. Again, these factors need

to be taken into consideration in any future initiative looking to train incentive teachers. Now, this
section moves on to outline the main internal barriers that female refugees face undertaking this

initiative.
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5.3.4 Main barriers
A total of five internal barriers were identified as core: (i) pay and lack of career progression; (ii) pool
of eligible girls; (iii) halts progression to secondary school; (iv) language barriers, and (\gudsop

These will now be discued in turn.

5.3.4.1Pay and lack of career progression
6l dondt need to have money in the bank; I ju

the morning and teacheée all Il need are my ba

As highlighted in Part A, refugees face substantial challenges deriving from poverty and their broader

fragile context, including in being able to secure adequate water and food for thirdigylife.

A refugee incentive teacher was paid betweerdZDbirr per month depending on the camp. The
overwhelming finding in all refugee camps and across all participant groups interviewed for this
situational analysis was that this payment was not sufficigmotdde even the most basic standard

of living. ARRA officials acknowledged that the current levels of remuneration were insufficient for

incentive teachers: O6they are economically pogqg
Other respondentxepr essed similar views: O0They hardly g
(Religious | eader, Afar), O0The salary rate is
this incentived (Camp | eader, Gasmbaerld anot 0&éeTnhoeu
(NGO worker, Gambella), 6éour money isndt enol(
transport problem, é6 (Teacher, Gambell a), ©6éwse

even change our clothestpwerkavéyomeshameot och

with these c¢clothes what can you do?...itbds bet
6Sal aryé we complainé It is not enough to | ive
Some participants suggestech at i ncenti ve teachers were more
teachers are | i ke volunteers teaching their oV

official, Gambella). This was not only affecting the uptake and retention of incerdiskeets, it was
al so affecting the quality of teaching deliver

incentives to the teachers make us angry because it would definitely influence the quality of

educationd (Young gi rolf, iGuacnebnetlilvae) ,t ebaéc htihneg qiusa l
national teachers are very weak educational g
of ficial, Gambel l a) and 6l ncentive teachers th
can reach sfeontédetyh @drowiwor k by forceé | ow paymen]
Gambella).
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Furthermore, many incentive teachers could afford to take breakfast on this salary and were coming to
school hungry: O[ There i s] No t seame very ghallersgiad ar y
because the salary is 805 birr only so not full fill the need for live and the teachers are not eating
breakfastédé (Camp | eader, Gambella). Existing
salary. | cannot cover my basice e d s € T o t e6ayolhnedd actiamh/enerdy [but] we come
here someti mes without breakfastéd (Male incen

Incentive teachers confirmed that the incentive payment does not reflect the workload involved in

fo

t e

teaching: Oi[nTcheen]t ifvien a(n8cOi5albi rr) is not sufficijfgen:

teacher, Gambella). In light of the low payment to incentive teachers, many young girls with an

already high workload considered iframotherwast e of
activities...® (Young girls, Gambella), ONow s
to spending time as incentive teacher is losing of time because she have responsibility of home shores

[ sic]d (Young girls, Gambell a).

U7

Payment del ays were also common within the camp
moneyédé (Camp | eader, Gambella), 6The salary i
pai ddé (ReligiousSumealed| PBgmitmalyaiddl I(Rlewaygs ode
Gambella), 6Monthly salary is not paid at the
Gambell a), 6éincentive teachers have been 2 mon

and 6é They are 4d a(t@anppa yli enagd-@unhuz). Beanliasrhyan g ul

On the 5th March 2020, as researchers arrived in one camp, they were told that the schools were
closed as the incentive teachers were on strike. The reason for the strike was that incentive teachers
had not been paid thesalary for more than two months. Similar delays were reported in other

refugee camps. The striking incentive teachers [who were all male] reported that they had never gone
on strike previously, but they had not been paid since December and were itingirygdifficult to

survive. Some of these incentive teachers were studying and using 500 of their 800 Birr salary on
fees. Meanwhi |l e, their children were O0crying [

Godé (Male incentive teacher, Gambell a

Poor payment was consistently and overwhel mi ng
the uptake and retention of incentive teaching by respondents, across all participant groups. Low pay
was cited as a challenge for existing primary teacke i n camp: 6They are not
because of the | ess pay salary per monthoé (Rel
expressed a 6lack of interestd6 in incentive te
evensuggestadhat only rich women can afford to undefy
may want to [be an] incentive teacher because

(Young girls, Gambella).
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Some incentive teachers with families drop cetduse they cannot maintain their families on such
l ow remunerati on: 60Those who were teachers bef
enough. You are a graduate but you get 800 Bir

BenishangulGumuz).
The por payment for incentive teachers forces many to seek income generation elsewhere:

6Low salary of i ncentive teacher s, this al s
teacher because they are going to do other small business than incentive thaehithis

|l ow payment 6, 6éthey are going to other un
that females will find jobs other places to get out of poverty quick rather than train to be an

incentive teacher wher évetedrless, Banislang@lonuz).bei ng

As a result, some incentive teachers will taks¢d
participate in our private work rather than te
primary school alsmeans that often girls may be in a position to qualify for other [better paying]

opportunities. With such meagre pay, any girl with qualification will look for more lucrative work

el sewhere rather than becomi ng ia dféamalye orfefeung egeo

ot her NGOs or they search for a position in tHh
800 birréd (ARRA official, Gambell a) ; 6Some of

are recruited in other IPs [internatidpartners] like Goal Ethiopia and MSF (Medecins Sans

Frontiers)éthey are recruited in other 1 Psd (Can

NGOs like NRC and ZOA Ethiopia as a social workers than to take part in incentive teaching

initiative,t her e are young girls who quite incentiyve
and 61 want to pursue my masters degree while
And | want to work in NGOs6 (lncentive teacher

According toone camp leader, some incentive teachers have even had to go to the mines to find more

lucrative employment:

6Some of them have gone to the gold mining

situation where there is no food. You are ateachdrwian f ami | yé what do vy
teacher, Benishang@umuz)
6éif someone is getting 800 or 920 Birr, th

in a week than what they can get in a month. Why should | bother and give my time to the

schm!| for such payment ?2é&unugamp | eader , Beni s

According to parents, who are key actors in terms of encouragement, poor remuneration was a
di sincentive to encouraging their daughters in

salary[ s] not enough to feed the family so drop t
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Gambella). Some parents reported that many students choose to work at home instead of incentive

teaching because they have pirestudedts asolookingandt s chagl |

hearing about incentive teachers challenge so not interests for teaching job and drop out the education

and remain in homed (Parent, Gambell a).

Poor pay is also an impediment to getting permission to become incentive sfamimethe family:

6if the salary is much [sic] her husband or haegr

(Young girls, Gambella). Male partners (who are the principal decision makers in the family as

illustrated in Part A) may only suppfgive permission for such an activity if it is financially viable:

6Her husband wil/l be happy i f she is able t
may all ow her to teachdé, O6The paymentsot he i
she believes itds better to stay at home an
better for her to take care of the house in
change |l ifed (Young girls, Gambell a).

Another related dticism previously introduced was that the salary was statie incentive teachers
could not earn more money even if they obtained their diploma certificate. In reality, this certificate

has little value outside the refugee camp as the incentive teaabalready discussed, do not have

the right to work outside the camps: 6They have

since they are secondary in the country they 4dre

BenishangulGu mu z ) ; 6incentive teachers are alienated i

seen equal in front of | aw make them to retresd
Therefore, there is little career progression for incentive teadmsisno chance to earn more money

whilst working for ARRA schools in the camps.

5.3.4.2Pool of eligible girls

To qualify for entrance into the main initiative, all teacher candidates must have completed at least

Grade 10. The general consensus actussamps and the participant groups was that this pool of

suitably qualified refugee girls was not avail

completed primary and/ or secondary school & (C3

INnOt her words there are few (or not at all) gr g
e

Gambella), 6éThe main problem that the parents

the incentive teaching initiative is the eligibility problewh i ch means t hey donoét
educational <c¢criteria to be a teacherdé (Parent,
criteria, most girls in the refugee camp are not well qualified so this high selection criteria is limited

ther participation as incenti veGutrmeuazc)h e rédo n( Itrhcee ng
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there are low number of qualified females in the refugee camp which means properly educated or
wellkeducated femal es ar e v er yfficlaleBenishanguGimez) and f u g e €
6The problem is girls are not educated that i s

boys are qualify (sic)d6 (Religious | eader, Gan
Culture was primarily cited as a reason why the girls did not thsegligibility status:

6[the] education | evel of the girls is the
an incentive teacher and the cultural barrier are also always there to stop girls from using the

opportunityd (NGO worker, Gambel |l a)

61t is vtea ygdti fdduwadtted f emal e among and fr g

no room for female education atGumiee begi nni

These cultural barriers were discussed at length in Part A and this subsection brings to the fore the
material effects of these barriers to uptake of the main initiative. To enrol more female refugees on to
this, they first have to complete grade 10. Therefore, ARRA and the REBs should work with the
INGOs and NGOs in the camps to tackle both the internatgiednal barriers associated with this

issue.

5.3.4.3Halts progression to secondary school

Not all young refugee girls drequt of primary school. In Parts A and B of the analysis it was
uncovered that some parents do support their daughters tesgoatl to finish their education.

Several eligible young girls in the FGDs complained that enrolling on the incentive teacher training

initiative could mean foregoing progression into further education:

6[the young girl s] s a entivetedchet thewmay he diogt their b e c o

school from grade eight. So, they did not interest to become incentive teacher. They want to

complete their schoolé (Il nterview notes, FG
6There is not anyt hi dvantageb a this intentivie foraybuagsgirlt; o t a
this is |Iike there is not additional traini
Somali).

6l want to complete my school & (Young girl,
6When | become incenti ywe otuegaanyercl may 6bd Yloua

For those girls who were invested in their education, leaving it to enrol in the main initiative appeared
counter intuitive, especially as they had got so far against many odds. As covered in the Students and

Learnirng section, a number of young girls had aspirations for the future, which included undertaking
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further education to enter more prestigious pr
teacherdé (Il nterview notes, 6Yowmgtgitnonl e Gamlkal
according to her she wants to be a midwifery (
Young girls, Gambell a). I't was al so suggested
secondary are recruitégdn ot her | Ps | i ke goal Ethiopia and
camps, it was reported that INGOs/NGOs paid niaead provided more incentiveshan the

incentive teacher sal&. Again, the low salary was acting as a disincentive to afmamg girls to

the initiative.

5.3.4.4Language barriers

060The other thing is that there are women who I
Most of them, they write in Arabic. But, here, the language in the schools is English. That is
anoter problem here. So, I donét Kknow. Until t

leader, BenishangeGumuz).

As presented throughout this chapter, there were significant language barriers in the classroom which
affected student learning. Our finding®sled that women were less likely to have the necessary
language skills to teach due to their lower education le\i#isre is a language problem and it means
they canét teach. The girls here reEagistinthe be ahB
schools. If they are dropping out of the schools, they are not learning English. So, they cannot be
teacher sé6 ( Camp-Gumuza.dseme NG@avare oliidging gdditional English

courses to help incentive teachers improve theirdagg skills. This will be explored in Part C.

Another language barrier is that the teacher training in the TTCs is in Efglistvas suggested that
the teacher trainers O6support [the female i nce

them need to include refugees | anguaged (ARRA

5.3.4.5Drop-outs

Throughout the data collection period the researchers were only able to interview feaudrop
teachers. However, there was reported to be many more. As was presémeedéthodology
chapter, several dreput teachers were suspected to have changed camp, obtained employment

elsewhere (most likely in the host community), had returned to their home country, or had moved on

200 This will be discussed slection 5.3.4.4.

Vl\estfal, AOH AMy 0 Wl 2g (G2 AYLINRGS GKS ljdz2 tAGe 2F SRdzOl i
UNICEF News 10 September 2018. Availabletas://www.unicef.org/ethiopia/stories/howimprove-
guality-educationrefugeecampsqualify-teachers
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about:blank
about:blank

to a third country. The participants confirmedsh factors, but also revealed that some of the drop
out teachers had resigned: 6Some of them residgn.
university to study. I donét know h-Gunmuzndhey [ i n t

four drop-out teachers interviewed validated all four of the external barriers outlined.
The low salary and lack of career progression was the most pressing barrier:

6Because there was a problem there [the ARR|A
is. There are two teachers: incentive teachers and national teachers. National teachers take high
sal ari es, i ncentive t eachehadadplommaptheir panere n i f| t
didnét change. There was no justice. We werjle
national teachers have a diploma and they get much money. But, | am an incentive teacher and
|l have a dipl oma, payimen t-ditdgadherSpmal). t he s ame

6ls it possible to compare 700 Birr a month| f

teacher? But the task and responsibility relma

For others, 800 b i mpared with matonal [Etmopianytéachérebut al | é|c o
even they drop out éthis month 3 national tlea
are not happyéif teacherds are not happy hojw
forceé. the cammuwumitt yédTlreaeyesa ed in the sal arlyé
(ARRA official, Gambella).

6[ There needs to be more] supporting and trilai
increment (we were paid 800, whil @ropootcal s [|na

teacher, Somali).

60No [ | w+pimthe ARRA drimaryeschools], because teaching in the refugee is
di fficult for girls. Salary is | ess awoudl work

teacher, Tigray).

Once again, the disgpancy in salary between the incentive and national teachers was front and centre
debated as a disincentive for incentive teachers. With no career progression in sight, some of the drop

out teachers approached private schools and/or NGOs in the camps woe&a money:

O6We have no more female teachers in the camp.
work with the NGOs, with UMumuEF6 (Camp | eadler

61 work at another school . I t 6 s aathd ARRAa | | anjgu
salaryé the salary is a problem. The incentl|iv
nati onal teacher s. E s p e c-ouatkather, Sorhal)t hey have |a
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The lack of consistency and training with the main initiative wasalsd as a determinant in drop

out. One drogut teacher discussed how she went to a local NGO to ask for teacher training and

ended up working for that NGO becausotteadher,of f er
Somali). Relatedly, the wkload at the ARRA primary schools was also a factor in-drapt : 6 wo r k
burden is more [in ARRA pri mary -aucdade, lTgray), | dg
6There are just too many s tautdeaahdr,Som&®lnd not enoy
5.3.5 Fasttrack option

The TORIs clear that UNICEF is considering creating afiaatk version of the existing main

training initiative if there is demand for it. In reflection of the ambiguity of the existing trainamgl

that some of this traing appears to be very shoetrmi most participants were, unsurprisingly, quite
dismissive of such a proposal. Our findings have demonstrated at length that there were substantive
external and internal barriers impeding female participation in incemg@ahér training initiatives.

Making this initiative fastrack is unlikely to eradicate these problems; an opinion several participants
shared. Reflecting on their experiences of running the initiative in the TTCs-aathin one TTC

Educator was more ifavour of lowering qualifications needed for refugees to enrol: [this] would

likely be more effective thanafastr ack optioné (TTC Educator, So
Yet, other TTC Educators formed the eyepibsite g
entrypont is | ower, it will increase the numberseé
could not be done without first agreeing it wi
was a conundrum for several participants. Whilst lowering tharmedrcriteria may encourage more

young refugee girls to enrol, it could have a detrimental effect on the quality of teachers. This opinion
was common throughout the camps, especially wi
gual ity of ARRA caftfiiocniébal , Gambell a), 6 I n my op]|i
because | dondét think it as quality training d
official, BenishangulGumuz). Thus, as the quality of incentive teachers alieeady under fire, this

did not seem to be an appropriate lgagnm solution. But, some of the young girls were interested in
this: O0[]We] have an interest to become an i nce
t he t r ai nYoung girl, BenishdnguEumaz).

The idea that the fastack option might attract more female refugees, and put more female teachers
guickly into ARRA pr i mar y-trackgrogramne]wileareateammt t r a c t| i
exemplary good femaleteselhh s f or the others female -students
Gumuz), O6The program become an attractive refU

(Incentive teacher, Gambella). Thus, there would be more female incentive téacbece rte

modelsi in the schools which could encourage girls to remain in school until grade 10 and join the

126

ed

ma |

bu
t h

t h

ue

nt




incentive. Still, several participants were adamant that the internal and external barriers to the

initiative need to be overcome first;

60 é and track eptioh mentioned by the director is that making the training at the camp
level, providing everything that the training requires, continuous training but the reality is that it
needs more time to change the situation for there is deep rooted c¢slharal and also
organizational problem like salary and also changing the way of trainings for routine to special
(sic)d (ARRA ofGumuw)i al, Benishangul

5.3.6 Summary

This situational needs assessment set out to evaluate existing incentive teatdhgrititiatives,

discern the barriers affecting female uptake, and test if dréadt alternative was viable. The

findings demonstrate that there are several piecemeal initiatives ongoing within the camps which have
little to no official documentatioand are not visibly embedded within refugee education policy in
Ethiopia. One initiativé whi ch we cal | e di wabmesantmaerossall the camps bula t i
not in a uniform way. Opinions were polarized on the initiative. On the one handipgzarts

recognised the importance, and urgency, of training refugees to become teachers, and to be able to
earn a salary. But, one the other hand, incentive teachers were paid a paltry wage which, these
findings have shown, was impossible to survive ochSudisincentive was a major barrier to uptake

and retention of incentive teaching and was suggested as affecting the quality of education delivered

in ARRA primary schools.

Opinions on the training were also divided. Incentive teachers tended to ®eongulimentary of

the training, stating it was much needed and relevant. But, most other participant groups were more
critical T highlighting its piecemeal nature, its inconsistencies and that the recruits were not given a
scholarship/bursary to coverimang costs. There also seemed to be no official documentation for the
main initiative, including training manuals, and no visible policy trail. This made it difficult for the
incentive and drojout teachers to discern if it was TTC Educators and/or INSG&s who had

provided their training irtamp. The training was also criticised for not being specifically designed for
refugees. |l nstead, i ncentive teachers were 0in

teachers reported feeling excheland unwanted.

The discrepancy with remuneration rates for refugee incentive teachers and Ethiopian nationals was
also discussed at length. At present, ati@psystem exists whereby two types of teacher receive
inordinately different salaries for sitar workloads and teaching responsibilities. These internal
barriers acted as disincentives to several of the female refugees interviewed. Some young girls were

interested in the initiative, yet the persistence of external barriers was working to easyoeitiy
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girls did not reach grade 10 in school, or were unable to attend the training sessions in the TTCs. As a
result, a fastrack option is not the answer. It may well be an option at some point in the future, but

the flaws and barriers to existingtiatives must be dealt with first. Thus, this studyacbocates that

it is essential to overcome these internal and external barriers to ensure more eligible female refugees
enrol on the main initiative. But, it also indicates that this initiative naedsserhaul, which will be
explored in Part C. It is to Part C this report now turns.
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6. Part C of Findings- Interventions to Address Barriers

As detailed in the literature review and Parts A and B, incentive tetralvéng initiatives were

introduced to give refugees the opportunity to teach in refugee camps. This was an intervention to
improve the quality of teaching in the refugee camps and to provide refugees with teaching
prospect®? However, the findings frorthis report clearly show there are internal and external

barriers which impede female refugees from taking advantage of such initiatives. This chapter, Part C
of our findings, explores the interventions that currently exist in these same refugee cakle to t

these barriers; and cumulatively brings together suggested interventions by the participant groups to

overcome such barriers.

To do this, this chapter is broken down into four subthemes: (i) existing interventions to tackle
external barriers; (ii) gggested interventions to tackle external barriers; (iii) existing interventions to
address internal barriers, and (iv) suggested interventions to address internal barriers. As in previous
sections, these subthemes are broken down into further subtheemssite clear findings and that

appropriate recommendations can be made from them.

6.1 Existing interventions to tackle external barriers

Part A outlined several prevalent scciuatural barriers that are materially affecting girls and

wo me n 6 s thé refugeescanips; including their ability to attend school and/or enrol on the main
incentive teacher training initiative. This section studies existing interventions that are in place to
combat these barriers. These are highlighted to isolate whatiproigslready in place so that any

future interventions can take these into consideration and potentially support them.

6.1.1 GBV and FGM
The findings demonstrated that refugee camps in the Benish@oguliz, Somali and Afar regions
had existing NG(rovision to tackle GBV and FGM. In Somali, an NGO called RADO were

providing some provision on GBV and domestic abuse:

6We have a project here called O0Referral Pa
officer. | am a prevention officer. | dwrevention before something happens. | do trainings for

those who |live in the camp. For volunteerin

221 p9{/ h S6Hnmpyd We¢SIFOKAYy3 NBFdzZZ3SSE Ay 9GKA2LIALY 6KS§
October 2019. Available online &ittp://www.i iep.unesco.org/en/teachingefugeesethiopiawhenteacher
alsorefugee9163
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perpetrator (of sexual and gendi&rsed violence). So, we give trainings for this (sic) kinds of
things, inthe camp. And the response offi¢eshe is a girf the girls come to her. If | am in

that positiori | am a mari she will talk to me and she will do the referral pathway. They will
come to us and due to confidentiality, if they need protection, weyiwélit to themi’ ARRA
protection. If they need materidld i ke soap an dwewdlgierthérs. Wedoi ng s
have the materials here at the office. If they need money or something like that, we will send

them to UNHCR. ARRA also has arefugecetitrer e 6 ( NGO wor ker , Soma
6Now, we are working on a prevention. We are
Awareness Support and Action. We started this project last year. Its aim is to balance power between
mal es and femal emalipf ( NGO wor ker, So
This was described as a successful programme that was beginning to embed itself within the camp.
NGO workers from RADO also promoted their current awareness raising campaign:
6We announced in the camps, and ovkeforherst ed a
community. Help their community. If they respond, we will interview them to see their attitude
and their knowledge towards SGBV and the balance of power between males and females. We
will nominate them. We do have now twenty community adsvésd also 20 community
action groups. This is about raising awaren
In one of the Afar camps, the DE€was already providing a 6School
Violenced (SRGBV) programme (NGOrnrworker, Afar).
6A political |l eader of the region (host Com
mutilation but after few times he did the practice on his own child. This political impact is
slowing down the necessary changes that should be brought for yolsrig gbth the refugee
and host communitydéd (NGO worker, Afar).
As a result, the SRGBV6s aim was to: O0To miti.dd
(ibid). This programme involved awareness raising and training on the harms of FGM and how it
vi ol ates young girlsé human rights. The NGO wo

members of the community were not happy providi

for this disgruntl ement wathatthelo@dnization (DE@)is makingy me

girls to resist husbands in their 1ifebd (ibid).

refugee community, with some community members responding by not sending their daughters to

primary school in cge they received such or similar training from the DEC or other NGOs.

203 Development Expertise Centre which was discussed in Part B.
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In BenishangulGumuz, the International Rescue Committee (IRC) was reported by the young girls
and camp leaders as providing training and training centres for GBV. Some of the yosing girl

di scussed going 6to | RC to f i fGdmug)oThedRComvagasm r t O
running interventions on reproductive health and WASH programmes specifically for girls. It was

here some young girls and incentive teachers could accesafiégry products. According to one of

the camp leaders, thisfemdleoc ussed provi si on was expanding 4
early marriage and all t hese -GumdzaThiecampléaden gs 6 (
al so st at e]ld odrsgoamei s[aottihoenrs her e are running thi
should be decisioma k er s & ( Camp [|-Guandzghut,did moepnovide tha mamas bf

other NGOs providing this.

6.1.2 Integrating refugee and host communities

Tensions btween host and refugee communities were recorded across all regions, especially
Gambell a and Somali where there was oO0clan figh
Afar region the relationship between host and refugee communities appdamehjiwith
6cohesiond (Il nterview notes, NGO worker, Afar)
least partially due to the intervention of the Ethiopian Evangelical Church Mekane Yesus (EECMY)
and its social services commission (DASSC). |a oamp it developed an integrated protection plan
designed to integrate both communities. According to the same NGO worker, this was achievable
because the refugees share 6the same culture,

notes, N® worker, Afar). Due to this positive relationship, refugees were able to attend host

community secondary schools as there were no secondary schools in this refugee camp.

There were also health benefits to this cohesion/integration. The interventioisdhelped refugees

access medical help from the host community with little friction. The NGO worker referred to the
relationships between the refugees and host <cagdg
opinions, ideaséewxehiamgaéliat icf inhiemgasd i (1l nter
An NGO worker in the Somali region underscores how such integration work should be mainstream

across the cam ps:

6Any project which focus on refugeey shoul d
program. A program which only focusing on refugees will not be successful if it is not
integrated. A good example for integrating programs is CRRERRF is a program which is
implemented by UNICEF and it started to solve implementation gaps happefong b

bet ween host and refugee communityd (NGO wo

204The Comprehensive Refugee Response Framework, introduced in the literature review / chapter 2.
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These findings show how NGO interventions can help break down external barriers which can, in the

longt er m, positively affect refugee girls and wg

6.1.3 Equality,diversity and social change

In both the Benishangibumuz camps, the Refugee Central Committee (RCC) and some INGOs had
been working together for several years to tackle equality, diversity and social change issues within
the camps. The outcomes of thisrwavere reflected in the current structures of the RCC in the

camps:

6You know, in the RCC, if you |l ook at our s
based organisations here. I n the RCC, we ha
associatins. We have a peace committee. And then we have a religious committee. And then
we have an association for people with special needs. We have so many of them. Now, the
Christians and Muslims are represented there. When we have meetings, they are iBeplved.

that is what we have beenGuhuz). ngé (Camp | ead

Although this work appears as very inclusive and suggests there have been some great successes in
overcoming issues relating to equality and diversity, this same camp leader wastadareamork

had to be done:

6Al so, culturally and religiouslyé the Musl
community. They are very strict. The woman
have to follow the tradition. Even in the RCour colleagues who are Muslim women,

someti mes they are prohibited coming to the
them to come to the offices and go to the market. You know, they are being kept at home, to
work as housewives. This vaiks their social rights. We have been talking about their

husbands with the IRC, that it is not good that their husbands bar their women from their social
rights. Even their economic and political rights. They are elected at RCC members as they must
participate in the activities of the RCC. So, we are working on that with the IRC. We are doing

a massive awareness campd&ugurnd (Camp | eader,

The inroads that the RCC and the IRC have made areididaslim women were putting themselves
forward to work / volunteer with the RCC and NGOs. But, they were still facing external barriers
including husband disprovawhich has impinged on their agency and rights. Both the IRC and RCC
agreed that training and awareness raifngnenon equality ad social rights was necessary for
long-term social change. This conclusion came from previous attempts at working together to
overcome these same barriers, but these attempts had been met with resistance by the refugee

community:
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6Now and tHiseanflict dfieterest bétveeentthe community and the organisations
which are here to provide services. That is another problem. The organisations in the camp are
trying their best to help the womenCanpd gir

leader, Benishang«bumuz).

The backlash from the community was described as particularly acute when the RCC and/or NGO

interventions targeted young and teenage girls:

6 And her e i cuhluretwiseeas weaar palking about culturggu have reeation

centres for the girls. Places where they can go, go there together to express themselves. But,
most of the time, we face a lot of problems. And especially from our community who came
from rur al areas. They t eHelschdolk and rgdreatibrgl: 6 Yo u
centres) and learning other things which are not part of our culture. Which is harmful to our
society. So, you canét do t-Gumezp t hingso6é (Ca

The power and influence of religious leadie@nd the socleand cultural norms they espoliseas
regarded as one of the most pressing external barriers that young girls and women face in the camps.
The training these girls received in these recreation centres was described dmsgtitsand covered

a multituce of issues:

6The other thing also, what | also see, 1is
to teach those girls and women about their lives. Now | can see women, at least they know they
have rights. Although their rights are limité8lt, they have rights and are accessing different
services. Services that they previously cou
family planning. It was difficult to talk about family planning before. But, at this time, at least

one can g there for counselling, they get advice, and they get family planning. This is a great

i mprovement. This is part of a movement fro

BenishangulGumuz).

Unfortunately, the girl sidtheaxdcreationdentres. €he bampleadee e n

claims this was due to the influence of religion and religious leaders in the camps:

6The Muslim community, most of the time, th
Because they say it is against thelligious beliefs. So, they will not allow the girls to continue

with these thingsd -Gudewemp | eader, Benishangu

Al t hough the I RC anpdéthe RE@Ckhadtbdi eamedue yet
awareness raising campaign underpininea rightsbased approach, the camp leaders were sceptical

that things would change rapidly:
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6What | see here iIis that the organisations

They are only trying to stop harmful cultural practices. But, tmmunity leaders do not

understand this work. They dondt understa

nd

service providers. We have to learn from each other. | always compare myself to other people

in the community in this camp. But, if | aloing something that is not seen as right by my

community, sometimes | see that as good. For example, if | take one community in the camp. |

l'ived with them for a |l ong time. And most

few and we havetobred mor e . We have to have childreni|

pregnant and already having children. Because no one has told them about education or

(0]

anything else. They were told to reproduce and get married. Though they have been here for a

long time, this community still has this ideology. So, how is the organisations supposed to
change this? They can talk about things, but it is the community structures. If we are serious
about change, we need to do something about it. Especially in specificunitiesn We have

to be more serious about this work. We mu

BenishangulGumuz).

6.1.4 Importance of education
It emerged from the findings that INGOs, NGOs, ARRA and RCCs across most regiomangng

their own campaigns on the importance of education for chithren

0At closing ceremonies we saw students we
campaigns in the community for students at the beginning, middle and end of the academic
year éBack to School campaignsétryiRAgffictalp i
Gambella).

6And the RCC, we call meeting with the el

st

r e

nec

de

help their daughters to go to schools. To learn different things because they should not be kept

from an education. And they should be ablglay in the playing grounds here. These are the

problems that we al ways-Gamug)d (Camp | eader

In Part B, evidence highlighted that the numbers of children attending primary and secondary school

were increasing, including the numberg/oting girls enrolling in secondary schools. These results

could likely be, at least in part, attributed to these campaigns. Another camp leader in the

BenishangulGumuz region added that training sessions have been most successful, and had the best

outcones, when the IRC, RCC and ARRA work together:

205Not always focsing on young girls, however. Most of the interventions were targeting refugee children as
one social group.

134

he

(@)

rs

Be



6The changes are due to the training that t
with the parents, with the guardians and the caregivers. They have been conducting training

with them. They have baealelivering training to parents, and women and children in particular.

he

About education andé about their basic righfts

the community. ARRA and all of wusé this has
has broke the chaino-Ggma.mp | eader, Beni shang

Whilst rightsbased interventions can cause friction with more traditional community members, this

extract demonstrates that they can work and produce positive outcomes. This particular camp leader
hadcome under fire for this commitment; but was steadfast to it because it produced such outcomes.
This situational needs assessment was also regarded by this same camp leader as having the potential

to deepen rightbased approaches across the camp:

0Therotthhi ng, we are |lucky that you have comeée

sometimes, | am disliked when | talk about all these issues. These human rights issues. They
say that | am too political. Which is not trié am not a politician.But, 6 m t al ki ng ab

is supposed to be done. The rights of others should be protected. These organisations are here

ou

because of us. They are here because of refjg

what is supposed to be done, or what theysapposed to be doing, then why are they here?

ltds not ok that they aiGemubhered (Camp | eadejr,

This extract draws attention to the inherent power and influence of INGOs within the camp, and asks
them to commit to more rightsased appro&es to challenge both the internal and the external

barriers that female refugees face. There is a conundrum facing both the NGOs and INGOs in the
camps: how can they balance respecting traditional cultural values but also apply-basgiots

approach t@wombat arguably harmful practices against women? The United Nations Conventions on
the Rights of a Child (UNCRC) (1988 stipulates that FGM, GBV and girls foregoing primary
education to work, whether inside or outside the home, is a violation of tisarigdnts. Still, this

research study has highlighted that applying a righted approach across the refugee camps can
cause tension and conflict, which resulted in some community members refusing to allow their
daughters to attend school. This wasadsecthey received any rigHtased training which was viewed

as disrespecting traditional cultural and social values. Academic research also demonstrates that riding
roughshod over existing social and cultural values in favour of fligged approacheshtelp young

girls can, in fact, contribute more to their marginalisation (cf. Burman,?{@@8osnan, 201%5).

206 hitps://www.unicef.org.uk/whatwe-do/un-conventionchild-rights/
207 dzNX I yZ 90 omdphpco W[ ADIRE 5 SIHSE @ILIY SFNJ D fyRo WLy i ISNF K G/
Childhood 3: 4466
208 NRPAYlIYS adWd oHnmclO WS5AFFSNBY(H / KAfRK22RaX 5AFFS
(ed) Children: Ethnographic Encounters. London: Taylor and Francis.
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This study suggests that ARRA, INGOs, NGOs and RCCs need to continue working closely together

to design more interventions that work to overcdime problem in a respectful way.

This section will now move on to explore interventions suggested by the participants to tackle

external barriers in the camp which can affect

training opportunities.

6.2 Suggested interventions to tackle external barriers

Most of the suggestions concerned training and awareness raising campaigns for selected participant

groups on a range of issues. This section will now explore the four most discussed.

6.2.1 GBV andFGM
Similar to the findings in section 6.1, awareness raising and training on the harmful effects of FGM

and GBV were reported as important and were recommended interventions. As Part A outlined, both

were classed awarmful traditional practices whichfssi ¢) hampering girls fr

(NGO worker, Afar). To successfully mitigate these barriers, both NGOs and ARRA were advised to

target o6clan | eaders and other-ssdepibot ocOdOmmunit

gener al RAidffitial, &fér). Buh $&ction 6.1 showcased just how difficult a task this is,
especially with resistance from influential community leaders have traditional social and cultural
values that they are reluctant to change. In the Somali region, an NGérwméussed at length how

difficult it is to implement such work in the refugee camps:

6 Noivnthisnewyear we donét have training for the r
different trainings about women and men equality. And basic concepts ayenderbased
violence. This training was very difficult
We tried to show how damaging some practices are, and the challenges associated with these.

But, they dondt acc e preligiontand you are gpthesoagpnisdtivvie are e |

giving training outside of the religion, so
equality to women. They dondédt accept it. I
dondét tkimew wifl | accept 1itd (NGO worker, Som

Ok. There needs (to be) more awareness campaigns. Especially with religious leaders and community
elders. Trainings for them. They believe they are right, because they follow the religion. Women
should be in theduse and men have power. | think this Somali community believe totally in the

religion. So, all the campaigns, all this awareness campaigns, need to focus on religion. And target
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elders. Also, we need trainings for the police and court. They will supygonan and tell the woman

to go back to her husbanddéd (NGO worker, Somal i

Across camps, it was reported that religion was central to solve this conundrum. As discussed here
and in section 6.1, religious leaders were deemed to have substantive infliekpogvanover the
refugee communities. Several of the religious leaders we intervieeigder in Klls or in FGD$

were supportive of using the church/mosque as a platform to raise awareness of the importance of
education: 6Pr ot e sowaful to convincerthe yoang girts lode/incéntve e  p

teachers and to create awareness to the communities tolerate the girls in order to follow religious and

modern education side by sided (Religious |l eader

could be some tension between girlsd religiousg c

(Religious leader, Gambella). Increased partnership working between the churches/mosques, the
RCCs, ARRA and INGOs/NGOsand the proliferation of large awareneaising campaigns and

training - were steadily viewed as key methods to overcome this barrier.

6.2.2 Gender equality
Echoing 8.2.1, awareness raising and training were suggested as the best means of tackling gender
inequality in the refugee camps. fogramme to train men and raise their awareness of how gender

inequality harms girls and women was most requested:

6The measure that could be taken is worki
It is also important to involve participation of mereiddressing the challenges happening to
girlsd6 (ARRA official, Afar).

6é creating awareness to their husbands
modeling the husbands that are supporting t
(ARRA official, BenishangulGumuz).

OMen should get training to | eave there
Gambella).

Also requested were programmes to help young girls and women with their domestic burden. Some

participants supported trainingmeni t he i mportance of hel ping out
increase number of female teachers [ husbands/n
leader, Gambella). Similar programmes were also requested for parents, who, as Part A illustrated,

often first put pressure on young girls to do domestic chores at the expense of going to school / doing

their homewor k. As a resul t, 6The whole communi

build trust between young girls and their parents forbettee nt of t heir | Ff ed (H

Gumuz).
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Technology to help refugee girls and females with their domestic chores was also suggested. For
exampl e, 6energy saving ovens to save signifig
Gambella) As Part A indicated, young girls and female incentive teachers sgendf time

undertaking domestic duties, including childcare. In line with these participant recommendations, this
situational needs assessment calls for ARRA, INGOs, NGOs and R@@skitogether on solutions

that would help refugee girls and women with their domestic chores, so they could more carefully

consider incentive teacher training opportunities within the camps.

6.2.3 Importance of education
Although section 6.1 outlined that there was already awareness raising campaigns to provide the
importance of education and schooling, there was a consensus across the participant groups that this,

on its own, was not enough. In fact, more should be doeradourage young girls to attend school.

ARRA officials acknowledged this: O6Educating 4
(ARRA official, Afar) and 6Giving awareness td
young girlstoschol 86 ( ARRA official, Afar). Another ARKH

parent day frequently at the school level and camp level which can help in meeting the community

and teaching them about the i mpor tighanguGumuk). f e m3

Once again, the importance of involving key playessich as religious, camp and clan leaders

these awareness raising, and training, campaigns were crucial:

O[ A way to overcome this barrierniyleaddssy] Gi vi|i

religious | eaders/clan | eaders/ community r

i mportance of sending girls to school]6 (NG

6training the camp |l eaders that they can cr
edua@ting the young girls is, and they community have to get awareness on the importance of

educationd (CampGumezader, Beni shangul

The RCC, with their vast connections and networks across each camp (ARRA official, Afar) were
regarded as key players inazdinating these activities. One RCC member was very transparent,

however, in how difficult a task this was:

6These girls wild.l come from poor backgrounds
rural areas. Itis rare to get parentstoteleti r chi |l dren t hat school i s
that they are supposed to go to school, that schooling is important for this, this and this reasons. |
dondét think this kind of idea is i n anhoeinfacna mp .
their children about the importance of school. Most of the time the parents send their children to

school because others are going there. They tell them to wake up and then go to school. The parents
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dondét prepar e f or hoolHfgou stand Here bndhe etneet, tyow will see hovethey c
arebd6 (Camp | e-&dmz)., Beni shangul

This extract highlights again how embedded these external barriers are, and the importance of
patience in combatting these. The cultural influence in tbasgs appears to be dempted and

needs both time to change and appropriately timed, and planned, interventions so they are overcome.

6.2.4 Stop CFEM
Across the regions there was a call to halt the practice of young girls marrying prematurely. Once

agan, awareness raising campaigns and training were suggested as necessary interventions:

6Early marriage has to be stopped, there ne
the adverse effect of é Par entistpursieeducdtianals t r i
attainments and convince them to marry | ate
(Parent, Benishang@umuz).

0The problem is the household. The parents
in education. They let tlirechildren dropout of school. They know no one will ask them why

their children do not go to school. They tell their children they should be married, and that girls
should stay in the home. These are the things | see, myself. This always affecteus m thmp 6

(Camp leader, BenishangGlumuz).

6The culture of dowry and early marriage ha

and awareness creationd (Camp | eader, Gambe

As discussed in Parts A and B, CEFM (and childbirth) were significantréaiciehe dropout of

young girls from school and young girls / females in the main incentive teacher training initiative.
6Raising community awareness related to cultur
BenishangulGumuz) was deemed cessary to attract and retain more female incentive teachers. Part

A also highlighted the intersections between poverty and the culture of dowry, which can often nudge
parents to marry their daughters off early even though this arguably may not bedhdheig ht er 6 s
best longterm interests. Thus, awareness raising and training campaigns to tackle early marriage and
the culture of dowry must also encompass strategies and interventions to tackle poverty in the camps.

Without the latter, the former intervémois are unlikely to be sustainable.

6.2.5 Summary
Sections 6.1 and 6.2 have focussed on the interventions that are currently in place, or have been

suggested across the camps, to tackle the external barriers that young girls and potential / actual
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female incentive teachers face in the refugee campsoBdcfi highlights that there are several
intervention programmes that are directly tackling external barriers; especially GBV; FGM;

integrating refugee and host communities; equality, diversity and social change, and the importance of
education. Whilst thee intervention$ mostly by INGOs, NGOs and RCCs working in partnerghip
appear to be making a difference to yeutarg gi r |l
factors remain embedded within the camps which makes social change diffiallidoea

The most successful, but challenging, programmes were reported as those that work directly with the
power holders in the camps, i.e. religious, camp and clan leaders. But, the increasinghasgtts
approaches regularly came into conflict wiitle more traditional social and cultural values in the

refugee communities. As a result, some participants called for future interventions programmes that
work to build up trust and collaboration between the RCCs, INGOs, NGOs and the community
leaders tolswly, and respectfully, introduce the perspectives of young girls and women into these

debates to shape soaialtural practices within the camps.

Both awareness raising campaigns and trainiagpecially for meii were isolated as key methods to
tacklethese external barriers within each of the camps. It was widely suggested that doing this would
help in the recruitment and retention of eligible refugee females into incentive teacher training
initiatives within the camps. This chapter now turns to thistieg interventions already in place to

tackle internal barriers.

6.3 Existing interventions to address internal barriers

Part B of our findings highlighted several systemic barriers that were impeding young girls from
enrolling on the main incentivedeher training initiative and impacting on existing female incentive
teachers in the camps, causing some of them to leave the profession. This section focuses on what
interventiond® have already been put in place to combat these barriers and compiesses al

suggestions made by the participant groups to improve the main initiative to overcome such barriers.

6.3.1 Providing educational infrastructure

Part B stressed that all camps reported a scarcity of educational resources. An NGO worker in the
Afarregi on stated this problem is O6very seriousbod
problem [without assistance] 6. There were seve

and/ or projects to resolve thoesO0schavetyhefcap

solve the probleméd (NGO worker, Afar). This onpi

209With the exception of the main incentive teacher training initiative which was explored in Part B.
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However, in this same camp, a religious organisation EEERd received significant funding

from the EU to run three interconnected progmaes on Education, Livelihoods and Capacity
Building (I nterview notes, NGO worker, Afar).
primary schoolsé (ibid) but some of the funds

secondary school:

0There is no secondary school in this refug
they must go to secondary school in the hos
hard climate [sometimes the tempreache$4b degr ees] éBi g pattend!| e mé n
secondary school in their camp so some wil/|
to attend their education in &Ufundedbytmagnner é
fundéthey try to organi s e the¢ se@mdanpsechodl. fr om t h
Amazingly, since this project was implemented, there has been no absenteeism/drop out when
before this it was 85%...but it is a matter of sustainability because the project is to be phased

out in 3 monthsdéd tngetoWha?di ENGOewbukar e 4

This example showcases a successful outcome that came from a timely and much needed intervention.

As explored in Parts A and B, drauit is a serious problem affecting all refugee camps. Yet, this
projecti which wasreducingdrop-out rates will be phased out by the time this report is published.
This will unquestionably have a negative effect on dvaprates and will adversely affect eligible

students who plan to progress to secondary school this year.

In another camjn the Afar region, the DE€! had also run education projects. In 2018 the DEC
constructed one block in the refugee primary school in this camp that was fully furnished with chairs
with tables and blackboards. This constructed block was then handed g £o(Interview notes,

NGO worker, Afar). The DEC also ran Ocapacity
and PTAs (ParenfeacheiSt udent Associations)o6 (NGO worker,
successful projects in the camp (ARRA offil, Afar).

These findings underscore the difference that-timiéd, weltfunded and much needed interventions

can make in refugee camps. We recommend that programmes and projects that focus on increasing
educational infrastructure and capacity, inclgdiransport to and from the secondangd primary

schools, are financially supported to combat the external and internal barriers this report has outlined.
These must exceed the funding of the ECW grant which, these findings have shown, have barely
scraped he surface of addressing infrastructural

already exist, we recommend that such programmes and projects are introduced.

210Which was introduced in section 6.1.
211 Development Expertise Centre as discussed in section 6.1.
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6.3.2 Literacy and language programmes

Part B identified literacy and language basibetween teachers and students as pervasive in primary
schools. Literacy and language barriers were also a burden for eligible and existing female incentive
teachers, with more language provision and support requested across the camps. Although the NRC,
British Council and the IRC were providing some additional English language support to incentive
teachers on camls, there appeared to be no additional provision for young girls or aspiring female
incentive teachers. To combat this, and other relatedsissinee 2011 the RCC, in one camp, had

started constructing private but voluntann schools:

0 B what we do as refugee leaders is we have started three private schools in the camp. | have
a private school that teaches English. And we done this, we opened these schools to cover the
gap. We dondét want that peopleeaneami dat aobneé

prohibited from studying further. We want them to come and learn, to go to English school.

Theyodél |l be able to | ear ni thebacskilsicEnglishvSe, s ki |
they will be able to get jobs with internationalargi sati onsé (Camp | eade
Gumuz).

6They started differently. Some started in

working very well. Even if you compare them with primary and secondary schools they are

they have a bignhumbefo st udents at them, these private
see that our community needs help. When we
We dondédt want to see people sit idle in the
bring security problems to the camp so we d
fellow peopleé or fellow men and women. To
skills. So, we are doing this oureehvegé it

minimum. Like 25 Birr per person per month. To buy chalks, and to buy the text books. Those
kinds of things because we are not receivin

BenishangulGumuz).

Part A outlined that a worrying number of young gaihel boys were not passing the secondary

school entrance exam as it was pe+Ganeug)vibBidlcalas 0 i

havefasr eaching consequences i n %@ ghesegrivae schools ivate e n 6

not being funded egtnally and had been historically relying on volunteer teachers to run the classes;

usually suitably qualified and experienced RCC

212This was explored at length in Part B.
21I3UNHCR (200Learning for a Future: Refugee Education in Developing Courftiagable online at:
https://www.unhcr.org/4ald5ba36.pdf
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It is an individual effort. People who have gone to university, wholtaeeit ned t o be a t eac

feel that we have to help ourGunwmmunitiesd (Cdmp

The RCCO6s strong networks and experience in wagrk
educational suppligsincluding teaching and learning masts i were supplied by INGOs and

NGOs within and out with the camp. Overall, these schools were considered successful, but very
much dependent on already preskmdt i me peopl edbs goodwill . A recomn
schools’ and the planning and cstnuction of other schools like theimare financially supported to

give refugee children a second chance to complete their education and to not live with literacy and

language issues so they improve their future outcomes.

6.3.3 Positivediscrimination

Pats A and B illustrated that, as a whole, young girls were not aware of the main incentive teacher
training initiative and that several incentive and drop out teachers had to go to their regional TTC to
find out how to enrol on a teacher training programBg, according to ARRA in the Gambella

region, some positive discrimination has been used to target eligible girls, but with only limited

Success:

OWhen they post vacancies in camp we write |pr
(ARRA official, Gambela).

6We are trying (ARRA) to increase the numbej
we are not findingthesh hey have their familieséthey are| mi

vacancies posted for 113 incentive teachers, only 5 girls werevniee we d 6 ( ARRA o f|f i

Gambella).
O60We post vacancies for incentive teachers ijln
studentséd (ARRA official, Gambell a).

Due to the incentive teacher strikes in the Gambella camps, it was not yet possible to disisern if
positive discrimination had successfully recruited female incentive teachers. But, again, the young
girls interviewed in Gambella were, on the whole, unaware of the initiative. Therefore, this situational
needs assessment advocates that there imootjle awareness of the main incentive teacher training
initiative to facilitate positive discrimination in its recruitment process. First, this initiative must be

better promoted, which the next section discusses in more depth.
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6.4 Suggestednterventions to address internal barriers

Whilst the participants offered many suggestions to improve the main incentive teacher training
initiative, it was stressed across participant groups that, first, external challenges must be addressed:

0 Al | ngeb auld be improve before everything then quality teaching training could be provide
for femal esd (ARRALuomfufzi)ciaald, 6BMEniaskamgdilugee al
barriers/difficulties so sol ve t d&kenghese actarssntoi n g
consideration by outlining first the suggestions to taekternalbarriers. Now this chapter moves on
address participantsd suggest i on mterfabgaystemimpr ov i n
barriers within the initiave itself and within education system in the camps (primary schools) and the
TTCs.

6.4.1 Raise awareness of the main initiative

It was universally agreed across all participant groups and camps that awareness of existing teacher

training initiativesi pri mar i |y t he -bhmat nbeinat satdi vél ncr ease
awarenessd (ARRA official, Gambell a) , O6Provi di
teachersé (Young girl, Gambell a), 6 Muopbrtatceafi ng

being an incentive teacher through camp leaders, community structures and religious institutions,

encouraging them to continue their &dmug)ati on 3

0Di scuss with the comnwenmatly &amaocwetnttihve a dcvaarhtead
Gambell a), O6Doing an awareness for the communi
school sd (NGO worker, Somali) and ORaise awar €
benefit of incentive teachidlg ( Young girl , Gambell a) .

As Part B and subection 6.3.3 detailed, the existing recruitment strategy in place was not sufficiently
attracting or selecting eligible young girls. These extracts indicate it is also not sufficiently reaching,
or winning theapproval of, key power holders in the community, i.e. parents, clan and religious
leaders. Thus, to successfully raise awareness about the main incentive teacher training initiative,
stress was placed on raising awareness on the importance of educatibayag a profession /

career) for young girls, and to have key power holder support this message. Still, it is also important

to make sure that information can be effectively shared across networks:

0é to overcome t hi s b aaterawaeenessitdtheir @mmueity,y i mp o
working with the schools at the camp level, strengthening girls club, strengthening the
organizations working on girls based violence. And the way to bring them to the opportunity is
that collaborating with the schoolsttelp girls to engage and giving priority to the girls. Which

the informant also mentioned working with the schools can be the fast track to pick the girls

and discussion with the community can also be another way. And this can help the program to
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be succesful because when you pass the information through schools and the community, the
information can get the right girls directl
Notes, NGO worker, Gambella).

This excerpt reveals the importance of partnership working and networking within the camps to
successfully implement the main incentive teacher training initiative. These networks must also
include the key power brokerwvsoriknd t(hYeo uwnognnguinrilt,y
This underscores once again the importance of tackitiginternal and external barriers to attract

eligible young female refugees to the initiative.

Using local media to raise awareness of the main initiative was alse sugjge d . For examp
locally available mediddagut o0 j ust change the weak trend of ¢
(ARRA official, Afar). These media campaigns were not just about educating young girls, but parents
and the wider family too:

6 Onhing | would like to share is there is a need for a massive awareness campaign. In the
camp. We need to give this to the parents, to tell them the importance of education. And that
there is no problem sending a girl to school, to be a teacher. Tcerallttat if a girl goes to
teacher training, it is not what they think. To tell them what really happens. That they do not
share their rooms with men, and so on. They live separately. In different hostels. The parents
need to be told all this. They needo® made aware of these things. And then these cultural
barriers and traditions are harmful for girls. So, there is a need for a massive awareness

campaign in the camp. For -Guamuzent sé (Camp | e

Female incentive teachers discussedifigdhis reality frustrating. As disclosed in Part B, existing
incentive teachers were rarely képithe-loop regarding the um-date developments and
machinations of the main initiative. So, both young girid existing female incentive teachers need

to be aware of the programme and how young girls can enrol:

OFirst of al | the girls need to be aware of t

enrol]. After we advise them, t h-6&ymuaki |l I accept

0 A s ale teavhers, we need to tell them what is good about being a teacher. Why it is
i mportant. | f you are a teacher, you are he
need to tell more women and girls. If they listen, then they will come here adaticthe

school & (Il ncenti vGamug)eacher, Beni shangul

O6We need to advertise that we need female t

(Camp leader, BenishangGlumuz),
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