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				Internal displacement and education: Overcoming barriers for learners in Kenya’s Northern Rift Valley

				Abstract

				Many countries face the problem of refugees and internal displacement. Internal displacement is not new to Kenya and is a recurring problem that impacts displaced children’s education. One factor affecting displacement is banditry, stemming from community fights over resources. This paper uses theoretical and conceptual arguments to explore the causes and effects of internal displacement on learning, focusing on banditry and how they can be mitigated. Fraser’s social justice theory has been used to frame this discussion. Three questions guided this inquiry: What causes internal displacement in the Northern Rift Valley of Kenya? What challenges do internally displaced learners in Northern Rift Valley face? What strategies can be used to mitigate the challenges internally displaced learners face? The paper argues for a social justice framework to address and alleviate internally displaced persons’ challenges in the North Rift Valley of Kenya. 

				Keywords: Social justice, banditry, internally displaced learners, interventions, teaching and learning, trauma

				Introduction

				The world is facing a significant challenge with forced displacement. The United Nations Human Rights Council (2020) report indicates that by the end of 2019, about 67.5 million people were forcibly displaced. The displaced persons were either refugees or internally displaced. Internal displacement is not new to Kenya. According to Gatenda (2015), it dates back to colonial injustices that the British colonists perpetuated. The British forcefully evicted the pastoralists who were the original inhabitants of the fertile land in the Rift Valley Province, thus leaving most of them homeless (Muhoma & Nyairo, 2011). 

				In addition, disputed elections that result in violence after every election contribute to this. Linke (2020), in his study ‘Ethnic politics and post-election violence of 2007/8 in Kenya’, stated that over 300 000 people were displaced between 1991 and 1996 due to post-election violence. The worst that was ever recorded was the post-election violence in 2007 and 2008, which saw over 650 000 people internally 
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				displaced (Human Rights Watch, 2008). Apart from the above, there are other causes of displacement in Kenya, such as floods, drought, fights between communities over resources and politically instigated ethnic clashes. Another cause has arisen, closely related to the third cause above, cattle rustling-related banditry, which is the main focus of this paper.

				The injustices caused by displacement leave learners vulnerable to losing their right to quality education as stipulated in The United Nations Universal Declaration of Human Rights (UNUDHR) of 1948, the International Convention on Economic, Social and Cultural Rights of 1966, and the Convention on the Rights of Children of 1989. Furthermore, the United Nations Sustainable Development Goals of 2015 call for equitable quality education that is inclusive and promotes lifelong learning opportunities for all. 

				Through its quest to reach all children, the Kenyan government at the International Conference on Education in Geneva expanded its scope to include all children at risk of exclusion (Kenya Ministry of Education, 2008). Furthermore, Kenya is a signatory to the Great Lakes Protocol on the Protection and Assistance to Internally Displaced and enacted The Prevention, Protection and Assistance to Internally Displaced Persons and Affected Communities Act in 2012 (Republic of Kenya, 2012). Despite this, the impact of internal displacement on education in Kenya, particularly in regions such as the North Rift Valley, is a critical area of concern. However, there is a lack of comprehensive empirical studies that quantify the impact of internal displacement on learners and how this impact can be mitigated. Most existing data is derived from small-scale studies, thus limiting the ability to generalise findings across regions affected by internal displacement. Furthermore, less attention is given to the long-term effects or understanding the effectiveness of interventions and coping strategies employed by communities and schools to mitigate the effects of internal displacement on learners.

				This paper thus aims to expand conceptual knowledge to understand how the knowledge gap created by internal displacement in the North Rift Valley in Kenya can be bridged. Thus, the following research questions guided the paper: What causes internal displacement in the North Rift Valley of Kenya? What challenges do internally displaced learners in the Northern Rift Valley face? What strategies can be used to mitigate the effects internally displaced learners face? First, we begin by discussing the role of education. 

				The role of education

				Education is a human right articulated in the Universal Declaration of Human Rights (UN, 1948). Moreover, educational economists argue that advancements in education contribute to accelerated economic growth, equitable wealth and income distribution, enhanced opportunities for social mobility, availability of skilled labour, reduced population growth, improved life expectancy, better health outcomes, lower crime rates, national cohesion, and political stability (Ishchy,2019; Ramos, 2012). Amutabi (2003) notes that the quality of a population and its knowledge level are fundamental determinants of humanity’s future well-being and prosperity. Harbison (1973) further states that the prosperity of a country is primarily contingent upon its ability to cultivate and harness human resources rather than relying solely on physical resources. He asserts that a government incapable of fostering the skills and knowledge of its population and effectively integrating them into the national economy will struggle to achieve development in any other domain. Education, therefore, holds significant potential to contribute to a nation’s socio-economic development while simultaneously shaping and influencing its cultural, social, economic and political trajectories. 
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				Like many other nations, Kenya has made substantial educational investments to promote economic growth, enhance productivity, and mitigate social inequality. The Kenyan government is dedicated to achieving universal access to basic education, in alignment with the Education for All (EFA) initiatives and the United Nations Millennium Development Goals (UNESCO, 2015). In addition, it acknowledges education as a fundamental tool for fostering the development and safeguarding of democratic institutions and human rights (MoEST, 2003).

				However, the government has not achieved universal access to basic education because the primary and secondary levels of education are still characterised by high enrolment and high wastage, resulting from repetition and dropouts, especially in areas affected by banditry (Erima, 2017). Kenya has two different curricula: the 8-4-4 system and the Competency-Based Curriculum. The 8-4-4 system adopts a standardised national curriculum alongside a unified national examination framework. The curriculum is structured to ensure that all learners receive equitable access to the same body of knowledge, providing equal opportunities for educational achievement (Stone, 2005). It incorporates continuous assessment tests and practical learning activities, such as food science and woodwork and extracurricular components. However, these elements are not included in the final grading for the Kenya Certificate of Primary Education and the Kenya Certificate of Secondary Education.

				Despite its initial objectives, the 8-4-4 system has faced criticism, leading to the ongoing transition to the Competency-Based Curriculum, which seeks to provide a more holistic and learner-centred approach to education (MoE, 2017). The first stage, Early Childhood Development Education (ECDE), focuses on early cognitive, social and physical development, and its curriculum includes foundational literacy, numeracy, life skills and play-based learning. Learners then move to primary education and from there to secondary education. The latter comprises two phases: junior secondary and senior secondary. At the end of the senior secondary phase, they take an exit examination to proceed to tertiary education. 

				The Kenya curriculum has gone through numerous reforms. However, Eshiwani (1990) argues that it remains predominantly traditional and heavily focuses on examinations, where examinations assess candidates’ achievement levels and determine their qualifications for further education, training, and employment. This type of assessment leaves internally displaced learners at a disadvantage. As Adhola (2020) and Lezotte and Snyder (2011) assert, if effective teaching and learning are to take place, the school environment should be a safe space. 

				Internally displaced learners must be allowed to develop their potential and actively contribute to society. Without access to education, their talents may remain untapped, hindering the development of their skills and abilities. This results in personal setbacks for them and represents a broader societal loss.

				Contextualising internal displacement in this study

				The Northern Rift Valley region of Kenya has been at the centre of devastating bandit activities that displace the people of the area. For a long time, this has posed significant challenges to the lives of the residents. The said activities have affected different aspects of lives, such as the core of education, its provision, and its continuity. This region is mainly arid and semi-arid and suffers insecurity in the form of banditry and cattle rustling precipitated by the scarcity of resources and the attendant ethnic tensions (Chemase & Muhindi, 2024). 
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				According to Chemase and Muhindi (2024), banditry is prevalent in the Northern Rift Valley of Kenya, particularly in regions such as Turkana, West Pokot, Baringo, Samburu, and Elgeyo Marakwet, mainly fueled by violent conflicts often rooted in cattle rustling, a practice deeply embedded in the pastoralist cultures. However, what was once a traditional practice has evolved into a much more dangerous, commercialised and militarised form of conflict (Osamba, 2000).

				The availability of small arms and sophisticated weapons has escalated violence, making it a severe security threat (Mkutu, 2005). A combination of historical grievances, competition over natural resources, and political manipulation fuels the conflict. For example, disputes over water, pasture, and boundaries are common, exacerbated by climate change and the discovery of valuable resources like oil and geothermal energy in the region. Moreover, the proximity to international borders, particularly with Uganda and South Sudan, facilitates the smuggling of arms, further complicating efforts to maintain peace (Hussein, 1998).

				In addition, political leaders have been accused of inflaming tensions to gain local power, further destabilising the region (Freedom in the World, 2024). The situation remains dire, with frequent attacks resulting in the loss of lives, displacement of communities, and disruption of social and economic activities. Despite the ongoing military presence and curfews, the underlying matters that perpetuate banditry and cattle rustling remain unaddressed, requiring a more comprehensive and sustainable approach to peacebuilding in the region (KNHR, 2024). Therefore, this paper focuses on the causes of internal displacement, its impact on learners and the mitigation strategies. The following section outlines the methodology used in this study. 

				Methodology

				This paper is situated within an interpretive conceptual approach to understanding the challenges internally displaced learners face in the North Rift Valley of Kenya and how to mitigate them. The primary objective was to analyse and integrate existing theoretical perspectives and frameworks to comprehensively understand the cause, impact and mitigation strategies regarding internal displacement in the North Rift Valley of Kenya.

				We systematically reviewed the literature to identify relevant theoretical frameworks, models, and key concepts. The selection process involved database selection sources from Google Scholar, Sabinet and JSTOR. The key search phrases included internally displaced persons, right to education, refugee education, social justice, equity and banditry. The search yielded academic journals, government documents, reports, web-based publications, newspaper articles and blogs. We focused on works that provided theoretical insights relevant to social justice and education for displaced learners that were published between 2014 to 2024. We excluded works that lacked theoretical relevance or focused solely on empirical findings without conceptual contributions.

				We then compared existing theories and frameworks to highlight gaps, overlaps and inconsistencies. Insights from the analysis were then integrated to propose a refined conceptual framework to address the causes, impact and mitigation strategies for internally displaced learners in the North Rift Valley of Kenya. Lastly, the framework was shared with two experts in the field for critique and refinement. The following section looks at the theoretical framework.

			

		

	
		
			
				58

			

		

		
			
				2025 43(2): 58-68

			

		

		
			
				 https://doi.org/10.38140/pie.v43i2.8296

				
					
						[image: ]
					

				
			

		

		
			
				Perspectives in Education	2025: 43(2)

			

		

		
			
				Theoretical framework 

				This paper used Nancy Fraser’s (2003) theory of Social Justice and Human Rights approaches as its theoretical framework. While we acknowledge Robeyn’s (2006) critique of the use of Human Rights Approaches as at risk of being reduced to legal rights only, in our view, they form the basis of quality education in safe spaces as articulated in Article 26 of The Universal Declaration of Human Rights (UNUDHR) (UN, 1948) and Article 28 of The Convention on the Rights of Children (CRC) (UN, 1989).

				Nancy Fraser’s theory of social justice, particularly its moral assumption of parity of participation, asserts that all individuals should have equal opportunities to participate in social life (Fraser, 1998). For internally displaced learners in Kenya, this translates into the need for access to quality education, free from economic, cultural and political barriers. However, displacement often leads to economic injustices, such as loss of livelihoods and resources, causing psychological trauma and making it difficult for families to afford educational materials and fees. Cultural misrecognition occurs when internally displaced learners face marginalisation in host communities, which can discourage school attendance and political misrepresentation when displaced populations are frequently excluded from policymaking processes, leaving their educational needs unaddressed.

				Furthermore, Fraser’s theory takes redistribution, recognition and representation as its dimensions (Fraser, 2003; Thompson, 2006). Fraser’s principle of redistribution addresses economic barriers that limit participation. Internally displaced learners often lack the financial resources to access education due to displacement caused by political violence or natural disasters (Oucho, 2002). Addressing these barriers requires targeted policies, such as free school programmes or subsidies for displaced families, to ensure displaced learners can participate equally in education.

				Fraser emphasises the moral need to combat cultural misrecognition, where individuals or groups are devalued or marginalised. Internally displaced learners in Kenya often face discrimination in host communities, leading to psychological trauma and reduced school attendance. Recognising their unique experiences and fostering inclusive school environments are essential to achieving justice.

				Fraser’s concept of representation highlights the moral imperative to include marginalised groups in decision-making processes (Fraser, 2003). Internally displaced learners in Kenya are often excluded from national and local educational policymaking, resulting in inadequate responses to their needs. Effective representation in educational planning is crucial to ensuring that internally displaced learners’ voices are heard and their challenges addressed.

				Fraser’s theory argues for policies that must go beyond access to education and address systemic barriers to parity of participation. This includes providing safe schools, psychosocial support, reducing discrimination, and ensuring political representation for displaced communities. The following section discusses the impact of internal displacement on learners.

				Impact of internal displacement on learners

				Internal displacement creates a learning gap. In this study, we refer to a learning gap as the disparities in educational access, quality and outcomes arising from ongoing insecurity and violence.
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				According to Chemase and Muhindi (2024), this gap has several dimensions, each of which impacts students, teachers, and the broader educational environment in distinct ways; firstly, school attendance is interfered with as schools are often abandoned as families flee to safer grounds or skip school as they fear for their safety. Families are sometimes forced to move permanently to new geographical areas. This situation is further compounded by the fact that in Kenya, displaced people are not protected by any legal framework (Kiama & Koome, 2024). Furthermore, teachers from other communities often avoid their workstations because they fear for their safety (Chemase & Muhindi, 2024). These factors tend to cause teacher shortages, further deepening the education crisis, and the quality of education is thus greatly compromised. The situation is further compounded when the teachers in question are not residents as they choose to go back to their homes (Kakai & Koech, 2014). Sometimes, the teachers are compelled by their employer to report for duty in the bandit-prone areas, disregarding the apparent danger they face. Failure to comply leads to dismissal and loss of livelihoods as a ripple effect (Danflow, 2023).

				Host schools serving as rescue centres for displaced communities also contend with poor infrastructure. The facilities are left dilapidated after being used for long periods by populations too large for their designed capacity. Sometimes, bandits vandalise schools, plundering and leaving them unsuitable for effective teaching and learning (Kakai & Koech, 2024). Whenever students can report back to school, they still have to contend with overcrowded classrooms and overstretched facilities due to the government’s slow pace of repairs on damaged school infrastructure, leading to learners converging in the few operational facilities. There are also instances where learners drop out of school when the learning facilities are neither adequate nor suitable. In all these, the role of the school remains key to rehabilitating displaced learners. During displacement, learners often encounter environments with unfamiliar sociocultural practices that tend to be exclusionary and sometimes stigmatising (Wanjiru, 2018). Schools then serve as inclusive places where displaced learners can experience safety and achieve stability, therefore healing from the trauma of dislocation. However, these safe spaces are lost when teachers leave, and relationships are discontinued. 

				The net effect of perpetual teacher/pupil absenteeism and dilapidated physical facilities is poor academic performance. The students in these regions often cannot effectively complete the school curriculum within the stipulated academic year, putting them at a significant disadvantage compared to learners from other parts of the country who are not exposed to similar challenges. They all have to take the same national exam to aid transition to the next level of education without special concessions to the disadvantaged learners. Therefore, the chances of advancing in education are greatly diminished for these particular learners (Kipsang, 2024). Given the foregoing, it is inevitable that the community will suffer long-term effects. The intermittent school attendance significantly impacts literacy acquisition; furthermore, because the learners cannot compete favourably with their peers across the country, their chances of advancing their education and developing careers for the market are greatly diminished. 

				Apart from the visible physical effects of banditry on learners, they also have to contend with the significant effects of stress and trauma. Learners, educators and the community at large all have to deal with psychological challenges. Facing violence for long periods affects learners’ cognitive abilities, such as concentration, memory retention and problem-solving skills. Such learners are unlikely to think critically or even process information at a 
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				level commensurate to their chronological ages (Taka, 2021). The learners are also at risk of developing emotional and behavioural problems such as depression, fear, aggression and hyperactivity, all of which lead to disruption of learning environments. Also prevalent among learners who have been exposed to banditry and violence is Post Traumatic Stress Disorder (PSTD), which interferes with the learners’ ability to engage in school activities or complete given tasks (Masten & Narayan, 2012). The following section discusses ways of mitigating the challenges internally displaced learners face.

				Interventions to mitigate the challenges faced by internally displaced learners in the North Rift of Kenya

				Various studies discuss the challenges that refugees and internally displaced persons face and how the challenges can be addressed. In this study, our primary focus will be on what can work best in the North Rift Valley of Kenya. We begin by discussing collaborative resource-based conflict resolution.

				7.1	Collaborative resource-based conflict resolution

				Successful conflict transformation requires cooperative negotiation methods. In addition, it is necessary to determine the actual requirements and interests of the parties rather than merely their views to facilitate the possibility of a long-term agreement (Kabelo & Gakuu, 2019). Collaborative resource-based conflict resolution can be an effective strategy in areas affected by internal displacement, such as Northern Kenya, where conflicts over natural resources often lead to violence that escalates to internal displacement of people. Internal displacement in these regions is frequently tied to competition over scarce resources like water and grazing lands and socio-economic issues like poverty and marginalisation (von Uexkull & Pettersson, 2018). By addressing these root causes and promoting cooperation among different groups, collaborative approaches can help mitigate the impact of banditry and foster long-term peace.

				Various studies show that in areas affected by internal displacement, mistrust and hostility between different ethnic and pastoralist groups are common. Therefore, collaborative conflict resolution efforts focus on building trust through dialogue and joint activities, helping communities recognise shared interests in resource management and security. Some of the joint activities that have been undertaken are sporting and athletic activities, most notably those done by the Tegla Lorupe Peace Foundation, which organises the 10-kilometre peace marathons where warring communities come together to compete fostering peace among them (Sikes, 2021). Furthermore, peace committees comprising members from different communities have been formed in Northern Kenya to encourage dialogue and resolve conflicts. These committees frequently include former bandits or individuals affected by banditry, which helps to enhance understanding of the concerns and promote reconciliation (Mkutu, 2008).

				The peace initiatives also include components aimed at economic development, such as training in new skills, provision of microloans, and development of infrastructure to support markets. In Northern Kenya, where banditry that leads to displacement of people is partly driven by poverty and lack of opportunities, initiatives that promote alternative livelihoods have shown promise in reducing the appeal of banditry (Mkutu, 2008). It has also been suggested that land tenancy policies be formulated so that populations are confined to places where they can easily be tracked and controlled (National Crime Research Centre, 2024).
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				Furthermore, collaborative approaches often integrate traditional conflict resolution mechanisms with modern governance structures. This combination ensures compliance with national laws and regulations while leveraging the legitimacy and efficacy of customary systems. According to Schilling, Opiyo and Scheffran (2012), traditional elders in several Kenyan counties have collaborated with non-governmental organisations and government representatives to develop resource-sharing agreements that contain security clauses that encourage peaceful coexistence.

				The efforts also target the management of key resources in the communities. For instance, with the help of local peace committees, efforts have been made in Northern Kenya, where communities work together to manage water sources and grazing lands following established guidelines (Kenya National Drought Management Authority, 2015). In addition, the local communities should be involved in monitoring and reporting potential conflicts or signs of banditry. This can improve early warning and rapid response mechanisms, preventing small-scale incidents from escalating into more significant conflicts.

				Community collaboration can be strengthened through “nyumba kumi” initiatives. “Nyumba Kumi” translates to “Ten Houses” in Swahili, which means small community units working together to improve local security. “Nyumba Kumi” has been instrumental in fostering peace and reconciliation. The initiative encourages communities from different ethnic backgrounds to dialogue and build mutual trust. It also aims to involve youth in policing to keep them away from crime (Naji & Schildknecht, 2024). The strategy has helped reduce tensions and prevent the escalation of conflicts by promoting direct communication and collaboration on shared security concerns. These initiatives build trust between law enforcement and communities, encourage information sharing, and create a shared responsibility for maintaining peace. Linked to this is helping IDPs to cope with traumatic experiences. 

				7.2	Helping IDPs cope with traumatic experiences

				This study uses the concept of trauma as defined by the Substance Abuse and Mental Health Services Administration (SAMHSA). SAMHSA defines trauma as

				[A]n event, series of events, or set of circumstances that is experienced by an individual as physically or emotionally harmful or life-threatening and that has lasting adverse effects on the individual’s functioning and mental, physical, social, emotional, or spiritual well-being. (SAMHSA], 2014: 8)

				Traumatic experiences can negatively affect IDPs’ psychological health and hinder their academic performance, triggering a stress response that disrupts the learning process (Perry & Daniels, 2016). Furthermore, IDP learners who face persistent life stressors frequently function in a “survival mode,” making it difficult to concentrate on tasks that are not directly related to their safety, such as learning new material in the classroom (Willis & Nagel, 2015). Gupta (2023) adds that affected persons are known to turn out to be abusers themselves; this means that they are likely to grow to be bandits, creating a cyclic situation. 

				Studies show that there is no specific treatment targeting this population. However, they can be treated by helping them to cope with traumatic experiences and post-traumatic stress disorder. In their study, Gwozdziewycz and Mehl-Madrona (2013) proposed narrative exposure therapy as an effective way of dealing with trauma – educators can adapt it to help traumatised learners cope. Narrative exposure therapy is designed to help patients construct a chronological account of their life, highlighting trauma, that transforms disjointed memories of those experiences into a unified and coherent story. 
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				The SAMHSA (2014) created a framework advocating the incorporation of trauma-sensitive care and practices into the overall organisation’s structure rather than just implementing targeted interventions for specific traumatic events. The SAMHSA model for trauma-informed schools generally outlines prevention and intervention strategies integrated across three tiers of service within the school environment, as shown in Figure 1.

				Figure 1:	SAMHSA model of trauma-informed schools (SAMHSA, 2014)

				Trauma-informed systems incorporate practices such as safety, trust, peer support, collaboration, empowerment, and cultural sensitivity. Furthermore, it emphasises the integration of prevention and intervention efforts across three tiers within the school environment. 

				Various scholars have outlined ways of infusing the three tiers (Fondren et al., 2020). For instance, Chafouleas, Johnson, Overstreet and Santos (2016) outlined the following: Tier 1 (the universal level) includes programmes aimed at helping all learners, regardless of their trauma exposure or risk level, to develop social, problem-solving, and coping skills. These programmes are primarily focused on prevention and use skill-based learning to help protect those who have not experienced trauma from potential future effects.
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				Tier 2 programmes aim to support learners at risk of trauma exposure or its effects by incorporating strategies and interventions that offer psycho-education about trauma, enhance social support networks, strengthen self-regulation skills, and include some group-based therapy protocols. Finally, tier 3 programmes offer interventions for specific learners who have experienced significant trauma and have been deeply affected, including the provision of cognitive behavioural therapy, community-based services, and comprehensive wrap-around care. These interventions may involve more intensive group-based cognitive behavioural therapy or individualised therapy using trauma-focused cognitive behavioural therapy. Notably, the tiers are organised so learners get concurrent support from all three tiers.

				According to Daniels, Bradley and Hays (2007), educators and other adult school personnel are often responsible for calming traumatic situations by providing support, offering guidance, and establishing boundaries for learners and their parents. Therefore, for it to succeed, all educators must show commitment and implement it in and outside the classroom. A trauma-informed approach supports educators in building resilience, helping children sustain relatively strong functioning even in the face of adversity (Luthar, Crossman & Small, 2015). Furthermore, in schools that are trauma-informed, educators and other school personnel are assisted in seeing that when learners exhibit disruptive or disengaged behaviours regularly, it is typically a sign of underlying pain and anguish. Other than the above, the approaches that target learning in particular are discussed below.

				7.3	Establishing alternative learning spaces

				One practical approach to bridging the learning gap is establishing alternative learning spaces in safe locations. These spaces can be mobile schools, community learning centres, or temporary classrooms that provide a secure environment for students whose education has been disrupted by banditry. According to a report by the Kenya Ministry of Education (2017), mobile schools and community learning centres have been set up in regions affected by banditry to ensure that displaced children can access education despite ongoing conflicts (Kenya Ministry of Education, 2017). This calls for equitable redistributive justice (Fraser, 2003), where the government invests in education for IDPs. It would be helpful to integrate this financing into the national budget (Abu-Ghaida & Silva, 2021).

				7.4	Implementing flexible education programmes

				Flexible education programmes, such as non-formal and accelerated learning, are crucial in contexts where traditional schooling is disrupted. These programmes allow students who have missed significant schooling periods due to banditry to catch up on their studies at their own pace. Dyer (2013), in her research on mobile pastoralist communities who faced significant educational marginalization, found that learners from such backgrounds could greatly benefit from non-formal, alternative, or open learning education programmes. These findings are equally pertinent to the context of the Rift Valley, where ongoing insecurity and banditry similarly disrupt conventional access to education. 

				7.5	Enhancing security and protection for schools

				Improving security and protection for schools in banditry-prone areas ensures that students and teachers feel safe. This can involve hiring security personnel, creating safe school routes, and developing community-based protection mechanisms to guard against bandit attacks. It is, therefore, important to increase security around schools and establish community protection groups to enhance the safety of educational environments in conflict zones.
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				7.6	Leveraging technology and remote learning

				Technology and remote learning can provide alternative education means in regions where banditry prevents students from physically attending school. This includes radio lessons, online classes, and educational applications that allow students to continue learning from safe locations. Radio has been used for education in several countries under normal circumstances with varying levels of success (Weru, 2018). As a relief measure in times of civil unrest, radio schools have been used in Southern Sudan (Shajema, 2020). Radio sets are affordable, easily maintained and can be solar powered – they are also portable and learners can move around with them in case they cannot stay in one place. The UNESCO Report on Education in Emergencies (2021) highlights how radio lessons and online platforms were used effectively in Northern Kenya to continue education for students affected by banditry and other forms of insecurity (UNESCO, 2021).

				Even as we discuss the different strategies that can be used to mitigate challenges faced by IDP learners in bandit situations, it is important to note that one of the factors contributing to the menace of banditry is the proliferation of small arms. The government has attempted to deal with this by combining security operations, policy measures, community engagement, and development initiatives. While these efforts have succeeded, challenges such as community resistance, illegal arms proliferation, and resource limitations require continuous and adaptive strategies to achieve long-term peace and security in the region.

				Conclusion and recommendations 

				We have discussed the causes of internal displacement in the Northern Rift Valley of Kenya. The displacement is caused by many interrelated factors such as competition for limited resources, cattle rustling, ethnic tension and historical grievances over boundaries and historical injustices, availability and circulation of sophisticated firearms, economic marginalisation and climate change. Literature shows that the above causes significantly affect the educational outcome of the learners in the region.

				We have also discussed the significant injustices the learners face, including disparity in educational access and the quality of the outcome. The injustices affect both the learners and educators and the learning environment. For the learners, it causes psychological trauma, leading to high absenteeism and a high regional dropout rate. Teacher shortages exacerbate these inadequate learning conditions. 

				Furthermore, we looked at how the above injustices can be mitigated. We argue for a more comprehensive social justice approach that ensures the continuity of education for displaced learners, provides psychological support and creates a safe learning environment. The literature showed that some efforts have been made to mitigate the impact of internal displacement. These were mainly short-term strategies that included establishing alternative learning spaces, collaborative resource-based conflict resolution, enhancing security and protection for school and helping learners cope with traumatic experiences. We argue that for internally displaced persons in the North Rift Valley of Kenya to receive equitable access to safe and quality education, the injustices they face should be addressed, focusing on the following. 

				The government should improve educational access and quality for IDPs by developing inclusive policies that ensure that all learners, including IDPs, have equal access to quality education by creating safe spaces as articulated in the constitution. Safe spaces can be 
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				created by putting in place various measures, such as formulating policies to do with land tenancy, as land ownership will go a long way in curtailing conflicts caused by scarcity of resources. Two, developing road networks to improve the transport system in the affected areas enabling security agencies to reach potential victims in case of a need promptly. Finally, permanent police surveillance posts should be established in these areas so that security agents can protect the residents around the clock. 

				Furthermore, the government should enforce the existing laws and policies that protect the rights of IDPs and develop new legislation where necessary to address gaps in their protection and support. The laws should ensure equitable access to essential services such as quality education and security.

				Finally, schools should adopt the SAMHSA Model of Trauma-Informed Schools (SAMHSA, 2014) to help learners and educators deal with traumatic situations. To make this effective, both levels of government need to deploy qualified personnel to the affected areas to help implement this. Lastly, the government should improve border management and shared resources to reduce conflict in the area.
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