








The UNESCO International Institute for Educational Planning 
(IIEP-UNESCO) was created in 1963 and supports countries 
in planning and managing their education systems so 
that all pupils and students, no matter who they are, 
have equal access to a quality education. IIEP-UNESCO�s 
integrated approach to capacity development combines 
training in educational planning and management, research 
and knowledge sharing, and in-country cooperation for 
education partners.

IIEP-UNESCO has �ve thematic priorities: to promote social 
equality, especially regarding gender; to improve learning 
outcomes; to enhance education system resilience; to 
promote strong governance and accountability; and to secure 
sustainable education �nancing. IIEP-UNESCO believes 
that, while educational planning and management must be 
pragmatic, it should also envision a better, more equitable 
and inclusive future, which provides opportunities for all.

IIEP-UNESCO

Education Development Trust

At Education Development Trust, we have been improving 
education around the world for 50 years. We design 
and implement improvement programmes for school 
systems, deliver expert careers and employability services, 
and deploy specialists to provide consultancy services 
internationally.

Our work is informed by our continually refreshed body 
of research that focuses on the bright spots in education, 
from education authorities as diverse as those in Viet Nam, 
Kenya, England, New York and Dubai. Bringing about real 
change that alters aspects of a national system that, for 
many reasons, is not working well at the time, requires 
knowledge and the ability to design and implement 
changes to any of the elements that can impede great 
educational outcomes. The ability to a�ect policy, practices, 

pedagogy, behaviour, funding, attitudes and more is a 
prerequisite for a company that can truly claim to transform 
lives through improving education. With highly informed 
agents of change operating in low- to high-income countries 
with their varying internal contexts, we not only design, but 
also show and enable � so when working with us, everyone 
involved, from policymakers to school leaders and teachers, 
is able to apply their new knowledge to drive sustainable 
system reform.

Our expert knowledge and our programme design and 
implementation expertise are also deployed in delivering 
Ofsted-rated outstanding careers services in England, and in 
owning and managing a family of independent schools. We 
are a not-for-pro�t organisation and are driven by our values 
of integrity, accountability, excellence and collaboration.
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15 ILO/UNESCO (1966)  16 INEE (2010)

As highlighted by the literature, interventions targeting 
teachers not merely as service providers but as members 
of a�ected communities and rights holders are more 
likely to have positive implications for their well-being, 
motivation, teaching quality, and retention, subsequently 
leading to more inclusive, quality education systems. Based 
on this idea, and a review of international guidelines and 
standards for the teaching profession,15, 16 a conceptual 
model for understanding teacher management as a policy 
lever towards meeting SDG 4 has been developed to guide 
data collection and analysis and to frame the �ndings and 
recommendations resulting from the research.

This model, which is presented in �gure 1 (above), 
di�erentiates between the means (labelled as �dimensions�) 
and ends of teacher management (labelled as �goal�) and 
demonstrates the importance of undertaking interventions 
that both serve to address teacher shortages and improve 
teaching quality, and that improve working conditions and 

ensure meaningful career paths. Consequently, strengthening 
teacher management processes in the three dimensions � 
namely in the recruitment and deployment of teachers, in 
pre- and in-service teacher professional development, and in 
terms of working conditions, supervision and appraisal, and 
career paths � will lead to improved motivation, well-being, 
teaching quality, and retention, which will in turn help to 
ensure quality, inclusive education, and to promote lifelong 
learning opportunities for all.

Uganda country study

This case study aims to contribute to the burgeoning 
evidence base on teachers working in crisis and 
displacement contexts and to provide the Government of 
Uganda, UNHCR and other key partners with research-
informed policy guidance to inform the ongoing e�ective 
management of teachers to ensure quality education for  
all learners.

Figure 1: A conceptual model for understanding teacher management as a policy lever for SDG4  Source: Developed by authors

GOAL
Improved teacher motivation, well-being, teaching quality, and 
retention to reach SDG4 (ensure inclusive and equitable quality 
education and promote lifelong learning opportunities for all) 

INTERVENTIONS 
ATTEMPTING TO 

ADDRESS THE 
TEACHER SHORTAGE 

AND IMPROVE 
TEACHING QUALITY

INTERVENTIONS 
ATTEMPTING TO 

ADDRESS THE RIGHTS 
OF TEACHERS AS 

MEMBERS OF AFFECTED 
COMMUNITIES

DIMENSION 2
Pre- and in-service  

teacher professional 
development 

DIMENSION 1
Selection,  

recruitment and 
deployment

DIMENSION 3
Working conditions, 

supervision and appraisal, 
career paths

OVERVIEW 13













Uganda 
country  
study

19UGANDA COUNTRY STUDY











Research 
approach  
and methods
The study had three objectives:

1.	 Build an understanding of the policy landscape guiding  
the management of primary-level teachers in refugee 
settlements in Uganda, by identifying and exploring:

a.	relevant international, regional and national policies

b.	perceptions of the enactment of these policies at  
di�erent levels of the education system.

2.	Explore who teaches refugees in Ugandan schools and 
how these teachers are managed in practice by examining:  
a.	who is teaching refugees in Ugandan primary schools
b.	recruitment and deployment
c.	 teacher professional development
d.	job conditions, supervision and appraisal, and career paths
e.	motivation, well-being, teaching quality and retention.

3.	Identify promising areas for further policy development 
and implementation to support e�ective teacher 
management in practice.
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Part 1
Policy landscape
This part addresses the �rst of the three study 
objectives, to build an understanding of the policy 
landscape guiding the management of primary-level 
teachers in refugee settings in Uganda by identifying 
and exploring with research participants:

a.	relevant international, regional and national policies

b.	perceptions of the enactment of these policies at 
di�erent levels of the education system. 

The main sources of data analysed for this part of the 
report include policy documents and semi-structured 
interviews with central-level stakeholders, including 
government representatives and humanitarian partners, 
and key representatives from the districts. We also 
looked at school-level interview and focus group data 
to complement our analysis.
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This part identi�es the international, regional and national 
agreements and policies that frame the Government 
of Uganda�s response to the refugee crisis, including 
in education, as well as those policies that guide the 
management of primary-level teachers working in refugee 
settings in the country.

Refugee response frameworks

International and regional refugee response 
frameworks
Uganda is widely recognised as having one of the most 
progressive refugee policies in the world. The country was 
a signatory to the Refugee Convention and its Protocol in 
1967, and the 1969 Organization of African Unity Refugee 
Convention, committing to provide protection to persons 
�eeing from persecution. In recent years, Uganda has 
been one of the countries at the forefront of international 
and regional commitments to the protection of refugees 
and ensuring their rights, including their right to education 
through a range of international and regional conventions 
and agreements, which are summarised in table 10 (below).

The more recent regional commitments aim to solve 
challenges to enable host countries in East Africa to 

Part 1a  
Policy landscape framing the 
management of teachers in  
refugee settings in Uganda

Table 10: International and regional conventions and agreements

Agreement Nature Author Year

UN Convention relating to the Status of Refugees Global UN 1951

Protocol of the Refugee Convention Global UN 1967

OAU Convention governing the Specific Aspects of Refugee Problems in Africa Regional OAU 1969

New York Declaration on Refugees and Migrants Global UN 2016

Comprehensive Refugee Response Framework (CRRF) Global UN 2016

Nairobi Declaration and Plan of Action for Durable Solutions for Somali Refugees Regional IGAD 2017

Djibouti Declaration and Plan of Action on Refugee Education Regional IGAD 2017

Global Compact on Refugees (GCR) Global UN 2018

Kampala Declaration on Jobs, Livelihoods and Self-Reliance Regional IGAD 2019

ensure access to quality education for refugees and 
host communities alike. These international and regional 
agreements will be discussed brie�y below.

The Comprehensive Refugee Response Framework  
and Global Compact on Refugees
In 2016, as a response to the burgeoning global refugee 
crisis, the international community came together during a 
Leader Summit to formulate a more equitable and predictable 
refugee response process. At this summit, UN member 
states, including Uganda, adopted the New York Declaration 
for Refugees and Migrants, thereby agreeing upon the core 
elements of a Comprehensive Refugee Response Framework 
(CRRF),44 and initiating the development of two global 
compacts, which represent a promising framework for a 
more predictable and more equitable response to the global 
refugee crisis: the Global Compact for Migration and the 
Global Compact on Refugees (GCR).45

The GCR was a�rmed by the UN General Assembly on 17 
December 2018, after two years of extensive stakeholder 
consultations led by UNHCR. The GCR aims to strengthen 
international collaboration in response to the refugee crisis, 
providing support to both host communities and refugees 
through four key objectives:

44 UNHCR (2001�2021)  45 UNHCR (2019a)
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Figure 2: The Djibouti Plan of Action as a holistic approach to teacher management and a policy lever for SDG4   
Source: Developed by authors
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Part 1b  
Perceptions of policy enactment

During interviews, research participants were asked 
about di�erent policies relating to refugees and/or 
teacher management, including what they knew about 
the development of policies and how they are enacted in 
practice, that is how they are disseminated, interpreted and 
implemented. This section will brie�y discuss awareness 
and understandings of the CRRF and related policies before 
turning to an exploration of perceptions of the enactment 
of the NTP, as this policy entails big changes for teacher 
management across the country, including in refugee 
settlements and for refugee teachers. 

Awareness of refugee-related 
policies and understandings of 
inclusion

As can be expected, awareness of the CRRF and related 
policies was higher among central-level stakeholders and 
partner organisations than among district- and school-level 
stakeholders, as they have been more directly involved 
with policy development and/or implementation in this 
area. However, interviewees at all levels, including the 
school level, were aware of the country�s progressive policy 

environment for refugees, noting that refugees have a 
legal right to formal employment (provided they have the 
correct documentation) and that refugees have the right to 
access education on the same terms as Ugandan nationals. 
In general, most of both refugee and non-refugee teacher 
respondents to the teacher survey stated they believed 
refugees are able to participate in society and that they 
would �nd it rewarding to teach refugee learners, though 
they identi�ed a number of key challenges when it comes 
to the provision of quality education for refugee learners, 
which are captured in �gure 3 (below).

According to an interview with a senior representative 
from the MoES, Uganda�s commitment to the inclusion of 
refugees in national systems pre-dates the CRRF, though 
a UNHCR representative noted that before 2016, there 
was not a lot of movement in terms of the actual inclusion 
and integration of services for refugees. He went on to 
explain that the education sector in Uganda was the �rst 
to plan with the CRRF vision in mind, and that all policies 
in the sector are now �anchored� in the global and regional 
CRRF agenda, with �a movement towards inclusion and 
integration of services for refugees.�
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Figure 3: Main challenges to providing quality primary education for refugees and host communities  Source: Teacher Survey, 2021
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Part 2
Who teaches 
refugees in 
Ugandan schools 
and how are 
they managed?
This part addresses the second of the three study objectives, 
to explore who teaches refugees in Ugandan schools and how 
these teachers are managed in practice, by examining:

a.	who is teaching refugees in Ugandan primary schools 
b.	recruitment and deployment 
c.	 teacher training and professional development 
d.	job conditions, supervision and appraisal, and career path 
e.	motivation, well-being, teaching quality and retention
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This section covers the characteristics of teachers in 
refugee settlements, including their quali�cations, roles  
in school, gender and backgrounds.

Ugandans make up the majority 
of the teaching workforce in 
both refugee settlements and 
surrounding host communities 

According to the Education Response Plan (ERP) Steering 
Committee Chairperson, �Uganda is one of the few 
countries in the world where refugees are integrated  
into the national education system� and this extends to 
refugees who wish to become teachers. However, most 
survey respondents were Ugandan, as per �gure 4 (right), 
which indicates that refugee learners are mostly taught  
by Ugandan teachers. 

Whether in host community schools or in refugee  
settlement schools, most teachers are certi�ed Ugandan 
teachers, with a signi�cant share having prior teaching 
experience. Indeed, 70% of the 828 Ugandan teachers 
surveyed were teaching at another school before starting  
at their current school.

Most uncerti�ed teachers are found 
in refugee settlement schools

There remain a number of uncerti�ed teachers, and 
they are more likely to be found in refugee settlement 
schools. Of the teachers responding to our survey, 

Part 2a  
Who teaches refugees in 
Ugandan primary schools?

73% of uncerti�ed teachers teach in government and 
community schools located in refugee settlements, and 
the remaining 27% teach in schools in host communities. 
Those refugee teachers are younger on average than 
their national counterparts and tend to have less prior 
teaching experience. Of the 151 refugees surveyed, 19% 
had no prior working experience, against 4% of national 
teachers. In addition, the research found that there are 
teaching assistants functioning as teachers in schools in 
refugee settlements despite not having adequate teaching 
quali�cations. In fact, in one of the refugee settlement 
schools surveyed, the teaching sta� was made up of 
refugee teaching assistants only.

Figure 4: Nationality of teacher survey  
respondents (N=979)  Source: Teacher Survey, 2021
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Table 11: Number of schools with different shares of assistants among teaching staff by school type (N=122) 65 

0% 1%–25% 26%–50% 51%–75% 76%–100% Total

Host community 55 7 5 0 1 68

Refugee settlement 6 35 9 2 2 54

Total 61 42 14 2 3 122

65 The survey administrators visited 122 schools that employ teacher assistants � in other visited schools, there were only regular teachers.
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Figure 5: Who are the refugee teachers?  Source: IIEP based on a combination of MoES, UNESCO and Teacher Survey (N=151) data

69 UNESCO (2020)  70 Ibid.
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60%+
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have been living in Uganda for 
more than �ve years

52%
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attended secondary school in 
Uganda

50%
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surveyed are under  
29 years old

66%
of refugee teachers 
surveyed are male69

Grade 1 � 4
generally taught by refugee teachers

Grade 5 � 7
generally taught by Ugandan teachers

Who are the refugee teachers?

Gender  
and age

Place of  
residence  
and secondary 
education

Most originate from the DRC, Somalia, Burundi, Rwanda,  
Ethiopia, South Sudan, Sudan and Eritrea70

Work  
experience 
before current 
assignment

Refugee teachers tend to have had less prior working experience than nationals 
before their current assignment (out of the 151 refugees surveyed, 19% had no prior 
working experience, against 4% for the nationals). 

Before teaching at their current school:

Recruitment  
entry level

Refugees tend to be recruited as teaching assistants � refugee respondents report 
teaching lower grade levels (1 to 4) compared with Ugandan teachers (5 to 7).
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Part 2b  
Recruitment and deployment 
of teachers

Recruitment of teachers

1. The successful implementation of the TMIS system 
to date promises to aid in the recruitment and 
upskilling of qualified teachers in line with National 
Teacher Policy (NTP) requirements
Clause No. 13 of the Education Act 2008 states that �No 
person shall teach in any public or private school of any 
description unless he or she is registered as a teacher or 
licensed to teach under this act�. In virtue of this Act and 
following the recommendations of the TISSA report71 about 
the lack of reliable data on quali�ed teachers, the MoES 
initiated the development of the Teacher Management 
Information System (TMIS) in 2014. The system�s primary 
objective is to reduce instances of forgery of documentation 
and the number of �ghost teachers� � �people who are there, 
but who are not trained and yet they are teaching� (MoES 
Director of TVET). All teachers are required to register through 
the TMIS as part of the recruitment and deployment process. 

While a small share of national teachers indicated that  
TMIS registration was a requirement in the recruitment 
process, none of the refugee teachers indicated that TMIS 
registration was a requirement according to our survey.  
Most refugee teachers do not have veri�ed Ugandan 
education quali�cations or a Ugandan national identi�cation 
number, and this acts as a barrier to their registration  
since these are required documents.

2. There is a clear distribution of roles and 
responsibilities in the recruitment of teachers,  
and a positive collaboration between the MoES  
and humanitarian partners 
The recruitment of national teachers in refugee settlement 
hosting districts is made possible due to a clear distribution 
of roles and responsibilities between stakeholders and 
the increased autonomy of districts following the 1997 
decentralisation policy, including when it comes to hiring 
decisions. District-level interviewees indicated that this 

Box 8: TMIS as key to supporting the 
implementation of the National Teacher Policy

The development of the TMIS was 
commissioned by the MoES in 2014 
and o�cially launched in 2019, 
and at time of writing it was still 
being �nalised. The establishment 
of the TMIS is aimed at helping 
to support data-informed teacher 
management, in particular for 
recruitment and training, but will 
also be key to tracking progress 
on the implementation of the NTP 
itself. Indeed, as mentioned on 
the o�cial website, �according to 
the Teacher Issues in Sub-Sahara 
Africa (TISSA) report, Uganda faces 
challenges in the quantity and  
quality of teachers at all levels�.  

The report also revealed that 
Uganda lacks reliable data 
on teachers, with most of the 
administrative data being 
manually generated. To address 
these concerns, UNESCO, in 
collaboration with the MoES, 
is implementing the Capacity 
Development for Education for 
All (CapEFA) programme for 
teachers, and TMIS is one of the 
key components of this initiative. 
The implementation of the TMIS 
module is also an aspect of 
strengthening the Education 
Management Information System 
(EMIS) and broadening teacher 

data needs across several  
sections of the Ministry.72 
According to an interviewee at 
the central level, the successful 
implementation of the TMIS will 
be key to full implementation of 
the NTP. Teachers can upload 
information relating to their 
training and quali�cations, which 
will then be checked through 
a rigorous veri�cation process, 
thereby helping to reduce the 
number of �ghost teachers� and 
falsi�ed documents, which were 
identi�ed as major obstacles by 
the TISSA reports.

71 MoEs (2014)  72 Ibid.
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Part 2c  
Teacher training and 
professional development

Pre-service teacher training

1. According to the NTP, pre-service training will 
be a degree-level programme delivered under 
the umbrella of the Uganda National Institute for 
Teacher Education (UNITE)
According to the TISSA report, primary teacher training falls 
under the remit of the Pre-Primary and Primary Teacher 
Education (PTE) division at the Teacher Instructor Education 
and Training department of the MoES. As mentioned in 
Part 2b, until 2019 and the implementation of the NTP, 
to become a primary school teacher a candidate had to 
participate in a two-year pre-service training programme 
at one of Uganda�s 52 recognised primary teacher 
colleges (PTCs). Primary teachers intending to upgrade 
their status would participate in a programme at one of six 
national training colleges (NTCs). The establishment and 
management of these institutions is the NCHE, who are  
also responsible for regulating the quality of provision, 
equating of quali�cations.

With the launch of the NTP in 2019, primary teaching 
was rede�ned as a degree-level profession, meaning 
existing teachers are expected to upgrade from a Grade 
III certi�cate or diploma to a degree, and that prospective 
teachers will need to enrol in Bachelor�s programmes 
before entering the profession. To facilitate this change, the 
Ugandan government established an umbrella body for the 
management and regulation of pre- and in-service teacher 
education across Uganda known as the Uganda National 
Teacher Training Institute (UNITE), which is described in 
more depth in box 12 (right).

The newly created UNITE will be responsible for 
supervising the PTCs. Under the new NTP, the number of 
PTCs will be reduced from 46 to 23, which includes the 
suppression of private institutions, as required by the NTP, 
which stipulated that private teacher training should end. 
According to the director of Technical Vocational Education 
and Training (TVET), at the time of writing �the driving factor 
for the reduction in the number of PTCs is the fact that we 
recently had a report from our National Planning Authority 
to indicate that we actually have more teachers than we 
need� (though it is important to note that while there is not 

a teacher shortage in the country as a whole, high and/
or �uctuating pupil�teacher ratios remain a challenge in 
refugee settlements). 

The Director of Education Standards, who was responsible 
for overseeing the establishment of the institution, noted 
that there had been delays in the implementation of UNITE. 
COVID-19 and the subsequent lockdown signi�cantly 
a�ected the implementation calendar. As of mid-2022, 
the NCHE was yet to approve UNITE programmes and 
administrative structures, which is necessary before it can 
fully assume its role.78 At the time of writing, UNITE had not 
yet admitted students for the 2022/2023 academic year. 

Box 12: UNITE, mandated to 
supervise teacher education 
programmes of PTCs and NTCs

A key priority for the implementation of the 
National Teacher Policy was the establishment 
of the Uganda National Institute for Teacher 
Education (UNITE), which will conduct specialised 
teacher education and training programmes 
for both pre-service and in-service teacher 
trainees at pre-primary, primary and secondary 
education levels. It will also implement Continuous 
Professional Development (CPD) programmes  
and provide professional and technical support 
services to Teacher Training Institutions and 
the MoES with academic programmes, teacher 
education and accreditation. In particular, UNITE 
will be tasked with supporting the upgrading  
of teachers to become degree holders and 
supporting the conversion of PTCs to degree-
awarding institutions. A task force was created 
to set up the institution, which will be housed 
by Shimoni PTC. Once accredited by the NCHE, 
UNITE will be a multi-campus institution with a 
main campus at Shimoni and �ve other satellite 
campuses geographically distributed (formerly 
the �ve NTCs). UNITE will be o�ering four-year 
programmes for teachers.

78 The Independent (May 2022)
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2. Refugees are entitled to formal pre-service training 
but few of them are aware and/or able to enrol
Refugees are entitled to participate in pre-service training 
under Ugandan law. This is in line with the Djibouti Declaration 
Plan of Action, which refers to the need to support fast-
track training opportunities and pre-service professional 
development for refugees. At the time of writing, the majority 
of teaching sta� were Ugandans, which points to a gap in the 
operationalisation of the policy of equal access to the teaching 
profession for refugees provided that they meet the minimum 
requirements. As noted by an interviewee from a core PTC, 
although it is possible for refugees to equate their academic 
papers to be able to teach, there is actually no clear policy 
direction and path to Ugandan teacher certi�cation available 
to refugees. Furthermore, as mentioned in Part 2b, there is a 
lack of a formal structure to accompany refugees, which was 
also recognised by key government representatives as a gap 
in supporting refugees� participation in pre-service training. 
This shows that there is still a need for a concerted e�ort to 
enrol more refugees in pre-service teacher training.

At the time of writing, partner organisations have supported 
the provision of pre-service training in refugee settlements. To 
ensure that refugee teaching assistants have the opportunity 
to progress to teaching positions, partners have been 
implementing fast-track training programmes. The teacher 
survey showed that of the 79 refugee classroom assistants 
who did not have teaching quali�cations, 63 of them were 
currently participating in a teacher quali�cation programme, 
indicating promising initiatives from partners to support the 
upgrading of refugees. However, interviews also highlighted 
the over-reliance on ad hoc measures by NGOs and other 
humanitarian partners, suggesting the need to ensure that 
fast-tracking initiatives are formalised and that special 
measures are taken to enrol more refugees in pre-service 
training programmes at PTCs. 

3. Teachers expressed satisfaction regarding the 
pre-service teacher training programmes, stating 
that they felt very prepared for teaching
According to interviews at all levels, pre-service teacher 
training is seen as essential for preparing teachers before 
they enter the profession. Among the 828 Ugandan 
teachers who participated in the survey, 98% hold a 
teaching quali�cation, of whom 96% had gained practical 
experience during their teaching quali�cation programme, 
whether in the form of observing other teachers teaching, 
or by teaching under the supervision of a quali�ed teacher 
or teaching without supervision. Of the Ugandan teaching 
quali�cation holders responding to the teacher survey, 88% 
declared that they felt very well prepared for teaching. 

4. Teachers surveyed indicated a lack of training  
on refugee and Education in Emergency topics 
As mentioned in the TISSA report, pre-service training 
covers all basic teacher training courses, which are framed 
by policies and guidelines. As part of the reform of the 
teacher training of the NTP, teachers will be required 
to take speci�c courses on gender mainstreaming, HIV/
AIDS, special needs education and psychosocial support 
(PSS) among others. According to the teacher survey, 
teachers receive training on how to adapt curricula to local 
contexts and how to teach in multilingual and multi-grade 
contexts, as well as training on PSS, inclusion and gender 
mainstreaming. However, although a few mentioned 
refugee and Education in Emergencies (EiE) education, 
we found that there was a general lack of training and 
orientation on how to support refugees. In addition, 
interviewees mentioned that these training sessions were 
provided by humanitarian partners/NGOs on an ad hoc 
basis rather than having been systematically integrated  
in pre-service training.

Figure 6: Topics studied during the teaching qualification programme*  Source: Teacher Survey, 2021
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Figure 7: Reasons for not participating in CPD (N=828)  Source: Teacher Survey, 2021
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from host communities. UNITE was tasked with developing 
a framework for CDP to meet the NTP objective of 
strengthened pre- and in-service teacher training. At the 
time of writing, the CPD framework, which is based on an 
assessment of teacher training needs, had been developed, 
but implementation is still in its infancy. 

CPD will be linked to evaluation, supervision and appraisals. 
Such a link aligns with the Teacher Incentive Framework 
(2017), in which it is mentioned that �CPDs must be 
institutionalised and used in teacher assessment, appraisal 
and career progression by all schools in �ve years� time�81 

(the incentive framework will be discussed in more depth 
in Part 2d). Under the new NTP, teachers must renew their 
licence every two years to continue teaching, and �the 
re-registration will be based mainly on the CPDs that they 
take over the years, so there is now a strict mechanism for 
monitoring them, supervising, and also awarding points� 
(Director of TVET, MoES). 

In addition, the NTP also aims to �ll a gap in terms 
of induction. Before the NTP there was no induction 
framework, and although newly appointed teachers should 
receive an induction by an experienced head teacher, less 
than half of surveyed teachers reported participating in such 
a programme. When induction did take place, responses 
suggested that it was most often a general orientation to 
the school, that is, in the form of an introduction to the sta� 
and learners, rather than an actual induction into school 
culture, ethos, and teacher roles and responsibilities. The 
NTP aims to �ll this gap by integrating into the strategies 
the �development and implementation of an induction and 
probation framework for teachers and heads of schools  
or institutions�.82 

4. In-service professional development for refugee 
teachers is increasingly given attention in the ERP  
and by humanitarian partners, who coordinate with  
local authorities
As per Ugandan laws, refugee teachers can bene�t from the 
new CPD framework. In particular, the Education Response 
Plan (ERP) pays particular attention to quality education and 
training as part of Output 2 activities that mention and provide 
costing for the provision of CPD training and leadership training 
to school management teams. UNHCR works with district 
authorities to identify the training needs of teachers in refugee 
settings and then provides �nancial support to partners to 
deliver the needs-based training.

Box 16: The main providers of 
speci�c training and workshops  
are NGOs 

NGOs and humanitarian partners play a key role in the 
provision of in-service training opportunities in refugee 
settings. The o�er covers a wide range of topics such 
as psychosocial support and protection, adapting the 
curriculum to local context, inclusive education and gender, 
and teaching in a multilingual context. The survey showed 
that humanitarian partners such as NGOs (including Finn 
Church Aid, Windle International, Humanity and Inclusion, 
and Save The Children), UNHCR and UNICEF, were the 
providers in most cases (almost three quarters of training 
was provided by NGOs). Humanitarian partners also  
provide capacity-building workshops, mentorship and 
training for the government, such as Education Cannot Wait 
training for a unit at the Ministry to develop psychosocial 
materials for teachers in refugee settlements.

81 MoES (2017b)  82 MoES (2018c)
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Teachers have speci�c training needs when it comes to 
working with refugees, particularly for psychosocial support. 
In focus group discussions, teachers mentioned the di�culty 
of dealing with students exposed to traumatic situations, such 
as con�ict, persecution and forced displacement. Our survey 
also revealed that among the skills teachers would like to 
improve the most were guidance and counselling. Our survey 
responses suggest that there are training opportunities 
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Figure 8: Content covered in professional development in the last five years  Source: Teacher Survey 2021
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to address these needs. Of the 828 Ugandan teachers 
surveyed, 49% reported having had the opportunity to attend 
training on psychosocial support in the past �ve years, and 
this �gure was 45% among the 151 refugee teachers. Training 
opportunities on other topics speci�c to refugees� needs are 
also available, as shown in �gure 8 (below). However, as with 
pre-service training opportunities, in-service training is highly 
localised, ad hoc and facilitated by humanitarian partners.
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Part 2d 
Job conditions, supervision, 
appraisal and career path 

Contracts, salaries and  
working conditions

1. The majority of teachers in Uganda are on 
government payroll, though some teachers are  
hired by humanitarian partners when the  
government faces budget constraints
As discussed in the introduction to this case study, the 
majority of teachers in refugee-hosting areas in Uganda 
work at government schools or schools run by humanitarian 
partners, which means that there are two major contract 
modalities for these teachers: contracts for teachers on 
the government payroll and contracts for teachers on 
humanitarian partner payrolls, see �gure 9 (page 55). While 
most teachers working in government schools are on the 
government payroll, the government is not always able 
to allocate su�cient numbers of teachers due to budget 
constraints, as noted in Part 2b. As a result, teachers can 
be recruited by SMCs which mobilise funds through PTAs. 
Furthermore, humanitarian partners are sometimes relied on 
to help �ll these empty posts. This is the case in particular in 
government schools with large numbers of refugee students.

As can be seen in �gure 9 (page 55), teachers on the 
government payroll are permanent and pensionable, while 
teachers recruited by humanitarian partners are on contracts 
that are renewable annually based on good performance 
and availability of funds. UNHCR provides funding, 
together with other bi- and multi-lateral donors from the 
education development partner group, and gives support to 
implementing partners in the �eld, who oversee recruiting 
teachers where there are gaps, through the Project 
Partnership Agreement (PPA), a legal instrument. At the time 
of writing, teachers and teaching assistants were mainly 
on one-year contracts, with stricter conditions for contract 
termination than for teachers on government payroll, as 
summarised in box 17 (right).

There has been progress towards the inclusion of refugees 
and the alignment of working conditions with host 
communities, which is in line with the Djibouti Declaration 
Plan of Action. As previously noted, refugees are entitled to 
participate in the formal labour market in Uganda, provided 
they have the necessary quali�cations and documentation, 

Box 17: Contract modalities  
for teaching assistants

According to Ugandan policy, refugees can 
work as teaching assistants. They are often 
recruited for language needs.

•	Role exists in all Ugandan schools. 

•	No minimum recruitment requirements. 

•	One-year contract and no bene�ts.

•	The Education in Emergency Working Group 
recommended the gross salary for classroom 
assistants to be UGX 300,000. 

which means that they can be hired to work as teachers 
on the same terms as Ugandan nationals. However, 
for reasons discussed in Parts 2b and 2c, refugees 
face other obstacles to employment, so it is Ugandan 
nationals who make up the majority of teaching sta� 
in both government and humanitarian partner schools. 
Furthermore, the small number of refugee teachers are 
employed by humanitarian partners on one-year contracts, 
with the decision to renew their contract being based on 
performance and availability of funds. This system creates 
job insecurity, does not allow for any career progression, 
and makes long-term planning challenging. 

Furthermore, refugees are also more likely to be 
recruited as teaching assistants than as teachers. The 
contract modality for teaching assistants is similar to 
that for teachers on the humanitarian partner payroll, in 
particular with the one-year contract modality. Teachers 
on humanitarian partners� payrolls are less protected and 
they face immediate termination upon breach of the code 
of conduct, abscondment from duty, or failure to comply 
with their contractual obligation, while the termination 
process for teachers on the government payroll is more 
complex. As noted above, for teachers on humanitarian 
partners� payrolls, their contract renewal is dependent on 
good performance and availability of funds every year.
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Part 2e 
Motivation, well-being,  
teaching quality, and retention

Underpinning this research is the idea that 
strengthening the teacher management process, 
speci�cally through interventions in the three 
interconnected dimensions of recruitment and 
deployment, teacher professional development, and 
job conditions, supervision/appraisal and career path, 
will lead to improved motivation, well-being, teaching 
quality and retention in the teaching workforce. In 
this section, therefore, we explore the vision that the 
MoES has for the teaching profession and examine 
stakeholder perceptions of the current status of the 
profession as it relates to these concepts.

The vision for the future of the 
teaching profession

In 2014, the TISSA study reported issues of low 
motivation for teaching, with only 29% of teachers 
saying they wanted to remain in the profession, 
due to issues of salaries, work overload and lack of 
recognition. Recognising the importance of improving 
the status of the teaching profession in order to 
improve teacher well-being, motivation and retention, 
the Government of Uganda launched the National 
Teacher Policy in 2019. The key identi�ed bene�ts of 
the NTP are summarised in table 17 (below). 

The current status of motivation, 
well-being, teaching quality, and 
retention

Motivation and job satisfaction

1. The majority of survey respondents, both national 
and refugee teachers, describe a positive and 
supportive work environment and hope to remain in 
the profession for the next three years
Our survey data revealed that �passion for teaching� was 
given by 88% of teachers as their main source of motivation, 
followed by �the opportunity to work with children� and 
�a desire to help others�. Interviews also demonstrated 
high levels of motivation among both teachers and 
head teachers. According to the survey, a large majority 
of teachers described a positive and supportive work 
environment. This included good relationships with 
colleagues and students at school as well as with parents, 
respect of working hours and time for breaks during the 
day, and the ability to raise concerns about workload and 
working conditions without fear of retribution. In addition, 
around 80% of teachers surveyed agreed that they were 
satis�ed with their job and, if they could decide again, 
would still choose to work as teachers. Over three quarters 
of teachers surveyed (78%) indicated that in three years� 
time they would hope to be in Uganda, either where they 
currently are (50%) or in another part of the country (28%).

Teaching is my vocation, and I feel very proud of my job. 
In three years� time, if I get a government job, I will be 
�nishing my Bachelor�s. After getting a Bachelor, I will 
go for a Master degree. (Teacher, primary school with a 
majority of refugee students, Kamwenge District)

2. Some ad hoc e�orts have been made to reward 
outstanding teachers 
In terms of �nancial compensation, there has been some 
progress, notably with the harmonisation of teachers� 
salaries between those on the government payroll and 
teachers employed by humanitarian partners, which aligns 
with the Djibouti Declaration�s Plan of Action. In interviews 

Table 17: Key intended benefits of the  
National Teacher Policy 91

a. Promotion and retention of a highly motivated, 
professional and ethically upright teaching force in 
Uganda.

b. More effective management for better teacher 
productivity, discipline, retention and motivation.

c. More competent teachers who can effectively deliver 
quality learning outcomes and leadership at all levels of 
the education cycle.

d. Standardisation of the management, development and 
practices of teachers.

e. Cross-cutting issues streamlined into all aspects of 
teacher training, management and practice at all levels. 

91 MoES (2018b)
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Part 3
Identifying 
promising areas 
and making 
recommendations
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The �nal objective of this study was to 
identify promising areas for further policy 
development and implementation to support 
e�ective teacher management in practice.

In line with the conceptual framework of this study, this 
research recognises that policy implementation is a complex, 
dynamic process, and must be considered within its socio-
political context. The research thus explored international, 
regional and national policies that frame teacher management 
in refugee-hosting areas in Uganda and presented �ndings 
on local practice, which revealed both strengths and gaps. 
This part addresses the third and �nal objective of this study, 
which was to identify promising areas and gaps and make 
recommendations to support e�ective teacher management 
in policy and practice in refugee-hosting areas in Uganda. 
While recommendations are primarily aimed at education 
decision-makers in Uganda, this part may also appeal to a 
wider audience including policymakers in other countries, as 
well as stakeholders at other levels in the education system.

In Part 3a, we begin with a re�ection on our analysis of the policy 
landscape in Part 1 and draw out the system-level factors that 
are either enabling or limiting, focusing on factors relating to 
the coordination of education provision for refugees and host 
communities. Then, we present our analysis of promising policies 
and practices and gaps in policies and practice within the three 
categories of teacher management, as identi�ed in Part 2 of 
the report. Part 3b builds on the analysis presented in Part 3a 
and puts forward recommendations to strengthen and improve 
coordination between stakeholders to support the inclusion of 
refugees in the national education system and the achievement 
of durable solutions. These recommendations are based on 
global good practices and recommendations that have emerged 
from our �eldwork. The recommendations aim to support 
e�ective teacher management in refugee settings in Uganda. 

Part 3a 
System-level factors and promising 
areas for policy and practice
In this section, we draw out the key �ndings from Part 1 and 
Part 2 of the report to highlight: (1) the system-level factors that 
are either enabling or limiting when it comes to supporting 
e�ective teacher management in refugee-hosting areas, and 
(2) the promising policies and practices and gaps in policy and 
practice within the three categories of teacher management 
identi�ed during �eldwork, namely recruitment and deployment, 
professional development, and job conditions.

System-level factors enabling or 
constraining teacher management  
in refugee settings

Findings related to coordination and communication

Enabling factors
In Uganda, the decentralisation process allows for localised 
responses and coordinated e�orts, in particular to respond 

to issues with �uctuating numbers of refugee students in 
a�ected schools, with roles and responsibilities clearly 
de�ned. At the central level, there are clear mechanisms 
to ensure coordination and communication around teacher 
management, including the Development Partners Education 
Group (DPEG), and the Education Response Plan (ERP) and its 
Steering Committee, which includes funding mechanisms. 

At the middle tier, there is a positive involvement of the 
di�erent actors in refugee teacher management, including 
district education o�cers (DEOs), centre coordinating 
tutors (CCTs), humanitarian partners, and primary teacher 
colleges (PTCs). A particularly positive development has 
been the launching of the Teacher Development and 
Management System (TDMS), which empowers trained 
tutors in the government teacher training institutions to 
be deployed directly within communities, districts and 
primary schools as centre coordination tutors. Their role is 
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Part 3b 
Strengthening teacher management 
in refugee settings in Uganda

Part 3b builds on the analysis presented in Part 3a 
and puts forward recommendations to strengthen and 
improve coordination between stakeholders to support 
the inclusion of refugees in the national education system 
and the achievement of durable solutions, as well as 
preliminary recommendations. The recommendations are 
aimed at sustaining promising policies that are re�ected 
in practice, ensuring existing promising policies are more 
systematically re�ected in practice, building guidance 
around promising practices, and addressing areas 
where there are both policy and practice gaps. These 
recommendations will support the further development 
of research-informed guidance on e�ective teacher 
management in refugee-hosting areas for the Government 
of Uganda and its partners.

Category 1: Recruitment  
and deployment

Sustaining promising policies that are  
reflected in practice

Recommendation: Ensure systematic registration 
of refugee teachers and recognition of existing 
quali�cations 
Building on existing policies, there is scope for changes  
in practice which will allow for the registration and 
recognition of refugee teachers who hold quali�cations 
from their home contexts. First, there is a need to  
ensure that all refugee teachers are registered on TMIS  
to allow for tracking what quali�cation upgrades are 
needed and ensure that all refugee teachers can be 
counted and can make use of the tools available within 
the system. Second, the government can develop formal 
processes for assessing refugees� quali�cation levels 
in the event that they are not in possession of their 
certi�cates � for example, systematically implementing 
the standardised test developed by UNHCR and UNESCO. 
The Uganda National Examination Board (UNEB) should 
be involved, as the national examination board, should  
be involved in implementing this so that data and  
records are also captured by government bodies. 
Additionally, extensive sensitisation is needed in order 
for refugees to be aware of and able to use the routes 

available to enter the teaching profession. This can  
be accomplished through awareness-raising campaigns, 
the dissemination of guidelines about the di�erent 
mechanisms to enter the teaching profession, and 
making certain that there are structures in place  
to support teachers in accessing and progressing 
through the system. 

Recommendation: Close the gaps in the NTP  
to maximise e�ectiveness in the capturing of  
teacher data 
In order to maximise the collection and use of 
teacher data, stakeholders can ensure the systematic 
registration of newly arrived refugees, including 
information on their former profession, and improve the 
coordination between agencies in charge of refugees 
and district o�ces. UNHCR, in collaboration with the 
O�ce of the Prime Minister and DEOs, could update 
the refugee tracking system and ensure that there is 
one system that is used by di�erent agencies to avoid 
duplication and parallel systems. Additionally, there is 
a need to review the barriers that prevent Ugandan 
teachers from registering on TMIS, which will allow 
for the development of solutions so that all teachers 
are able to access and register. For teachers who do 
not have access to electronic devices, access can be 
facilitated through DEOs or at the school level. The DEO 
could supervise the registration of teachers on TMIS 
and support teachers when needed. At the school level, 
head teachers should be tasked with verifying that new 
teachers have registered before being deployed.

Building policy around promising practices 

Recommendation: Ensure that the SMCs�  
role is strengthened so that they can �nancially  
support the recruitment and deployment  
of teachers
Towards this goal, districts and schools could provide  
training to guide SMCs on resource mobilisation for 
sta�ng needs. By enhancing the �nancial literacy and 
resource mobilisation skills, SMCs can make informed 
decisions, manage and mobilise funds e�ectively, and 
build the trust of the community they serve.
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