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Abstract

Climate Disasters, Internal Displacement, and Adolescent Girls’ Education
in the Honduran Sula Valley

Sara M. Pan Algarra

Hurricane Mitch, the second deadliest hurricane ever recorded in the Atlantic basin,
devastated Honduras in 1998. Twenty-two years later, Hurricanes Eta and lota wreaked havoc
amidst the COVID-19 pandemic. Widespread flooding hit many parts of Honduras, including the
Sula Valley alluvial region, a highly populated area and the country’s largest industrial hub.
Hurricanes Eta and Iota affected manifold aspects of people’s lives, such as housing, water,
sanitation, health, food, security, transportation, jobs, and central for this study, education.

Climate disaster studies have found that preexisting forms of social inequality influence
how people experience the aftermath. Intersections between gender, race, ethnicity, age,
socioeconomic status, citizenship, education background—among other identity markers—affect
the ability of individuals to cope with climate emergencies. The aftermath is gendered because it
can reproduce gender inequality in complex ways. The literature on the relationship between
vulnerability, gender, and climate shocks has explored how girls are particularly vulnerable in
climate emergency contexts because disasters can exacerbate gender-based violence, adolescent
pregnancy, early unions, and menstrual poverty. This dissertation adds an intersectional and
gender perspective to the literature on climate disasters and education, examining how
adolescent girls living in contexts of social inequality, climate shocks, and internal displacement

in the Sula Valley understand their opportunities to pursue formal education.



A contextualized study on climate shocks, internal displacement, and adolescent girls’
education is relevant given the frequency of extreme weather events and because Honduras has
high rates of adolescent pregnancy and femicides. Official data shows that more than half of
adolescent girls and women experience some form of physical, psychological, sexual, or
financial violence in Honduras. This dissertation employed a case study methodology including
document analysis and semistructured interviews with 58 participants. Girls between the ages of
12 and 17 who had dropped out of school and girls attending public schools participated. They
were all living in communities affected by poverty, climate shocks, internal displacement, and
gang violence in the municipalities of La Lima and Choloma in the Sula Valley. To understand
the family-based and structural opportunities and challenges to pursue schooling, family
members, public school teachers and administrators, government officials, as well as
representatives of civil society and international agencies were also interviewed.

This dissertation found that the relationship between climate shocks, internal
displacement, and adolescent girls’ access to education in La Lima and Choloma is nonlinear and
complex. Disasters and displacement contribute to socioeconomic hardship within the household,
which limits opportunities for girls to pursue schooling. Emphasizing the participants’
perspectives, the study provided recommendations toward preventing school abandonment. The
conclusions discuss how the analysis can inform the literature on gender and climate disaster
vulnerability. It is not that girls are more or less vulnerable than boys but rather that climate
emergencies can affect girls and boys differently based on context. This observation has
implications for the field of comparative and international education. It highlights the importance
of identifying how gender is uniquely experienced in order to develop policies that can guarantee

access to education for girls and boys navigating climate disasters and the aftermath.
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Chapter 1: Problem Statement, Research Questions, and

Background

Climate disasters have historically dislocated people in Honduras. The second deadliest
hurricane ever recorded in the Atlantic basin was Hurricane Mitch, which devastated Honduras
in 1998. Twenty-two years later, Hurricanes Eta and lota hit amidst the COVID-19 pandemic. In
2020 alone, over 937,000 new internal displacements related to climate shocks were recorded in
Honduras (Internal Displacement Monitoring Center [[DMC], 2026), representing almost 10% of
the total population. Honduras declared a national state of emergency in early November 2020
because of Hurricane Eta. Less than 2 weeks later, Hurricane lota hit. Extreme precipitation,
landslides, and widespread floods caused loss of life and damage nationwide.

The compounding and devastating effects of Hurricanes Eta and Iota aggravated
numerous facets of people’s lives, including access to safe housing, clean water, food,
healthcare, sanitation, transportation, security, jobs, and education. The COVID-19 pandemic
with its mandatory school closures and transition to remote teaching and learning had already
disrupted access to education. Damage from Hurricanes Eta and Iota exacerbated the difficulties
students and teachers were already experiencing with remote teaching and learning (e.g.,
accessing internet connection, devices) and further delayed recovery efforts in the education
sector. Hurricanes Eta and lota pushed students, teachers, and school administrators out of their
homes and damaged school infrastructure, challenging the return to in-person instruction further.
1.1 Problem Statement

Literature on climate shocks documents how a combination of structural and individual
factors shapes the ability of individuals to cope with, respond to, and adapt to the aftermath of
disasters (Barrios, 2017; Enarson & Morrow, 1998; Koslov et al., 2021). Preexisting positions of

1



social inequality tied to, for instance, socioeconomic status or geographic location, can mediate
one’s coping mechanisms following a climate disaster (Lama et al., 2021; Oliver-Smith, 2016).
Research from several countries in the Global South and the Global North articulates that climate
shocks can have detrimental effects on children (e.g., Datzberger et al., 2023; Kousky, 2016;
Nielsen & Allen, 2021; Peek, 2008). Estimates indicate that Hurricanes Eta and Iota affected at
least 1,772,033 children in Honduras (United Nations Children’s Fund [UNICEF] Latin America
and the Caribbean Regional Office, 2022).! In 2021, 758,095 children were out of school,
representing over 30% of the school-age population between 5 and 17 years of age in Honduras
(Informe de Progreso Educativo [IPEH], 2022). Despite the frequency of climate disasters and
the challenges in ensuring access to education for all children in Honduras, there is little
contextualized research on the intersections between climate shocks, internal displacement, and
formal education.

Disaster literature and climate change research from all income countries show that
climate shocks can hinder efforts toward gender equality given the negative effects of disasters
for women and girls (e.g., Arora-Jonsson, 2011; Ayeb-Karlsson, 2021; Bhatta et al., 2015; Lama
et al., 2021). Climate disasters create conditions that can exacerbate violence against women and
girls (e.g., Thurston et al., 2021). Therefore, there is a need to analyze through a comparative and
international education lens how the aftermath of hurricanes, internal displacement, and

adolescent girls’ access to schooling interrelate.

! The UNICEF Latin America and the Caribbean Regional Office (2022) released a Consolidated Emergency Report
2021 on Hurricanes Eta and Iota. The report estimated how many children were affected using “official sources and
inter-agency plans” (p. 6). The reported sources were the Secretaria General de Gobierno and the Secretaria de
Estado en los Despachos de Gestion de Riesgos y Contingencias Nacionales, the Economic Commission for Latin
America and the Caribbean, and the Addendum Flash Appeal Humanitarian Country Team. Note that throughout the
dissertation, the names of governmental and nongovernmental organizations in Spanish were not italicized.

2



International development organizations such as the World Bank Group (WBG) and
UNICEF recognize the unique challenges that girls and women can face during and following
climate disasters; however, localized research to inform further the relevant development
agendas in the Sula Valley (and contribute to the field broadly) remains limited. The scope of
this study focuses on the Sula Valley, a northern alluvial region in Honduras. The Sula Valley is
home to Cortés, the most populated department. Hurricanes Eta and Iota hit all municipalities in
the Sula Valley. However, the dissertation centers on neighborhoods within La Lima and
Choloma—two municipalities at the periphery of San Pedro Sula city in Cortés, the country’s
economic and industrial powerhouse.

1.2 Purpose of the Study

The purpose of the study is to examine how the aftermath of Hurricanes Eta and lota and
the associated internal displacement relates to access to formal education among girls. In
particular, the research explores how adolescent girls understand their opportunities to pursue
formal education in contexts of climate disasters, internal displacement, and social inequality.
Although climate disasters and internal displacement can affect all people, the dissertation
concentrates on adolescent girls because gender-based violence prevails in Honduras (Centro de
Derechos de Mujeres [CDM], 2026; Instituto Nacional de Estadistica [INE], 2023).

The Honduran government implemented the first National Specialized Survey on
Violence Against Women and Girls? between November and December 2022 and distributed it
among a representative sample of 7,200 adolescent girls and women ages 15 years and older
(INE, 2023). The survey found that nearly 53% of participants reported experiencing some form

of violence (physical, psychological, sexual, or financial) in their lives. Most did not report these

2 Encuesta Nacional Especializada sobre la Violencia Contra las Mujeres y Nifias in Spanish.
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cases to law enforcement when they occurred, and only three out of 10 women and girls knew
their rights (INE, 2023).

It is unclear how many girls and women who were affected by Eta and Iota were also
exposed to some form of violence after the hurricanes. However, women’s rights organizations
reported that the hurricanes further exposed girls and women to gender-based violence (CDM,
2021). Among the 18 countries in Latin America that reported cases of femicide, Honduras had
the highest femicide rate in 2023—7.2 cases per 100,000 women (Economic Commission for
Latin America and the Caribbean [ECLAC], 2024).

Adolescent pregnancy is another issue that affects a significant number of girls in
Honduras. The adolescent fertility rate refers to the total number of births among persons
between the ages of 15 and 19 per 1,000 within this age group. The average for Latin America
and the Caribbean (LAC) region was 52 in 2022, with six out of the seven countries in Central
America having a higher adolescent fertility rate than the LAC average (WBG & LAC Gender
Innovation Lab [LACGIL], 2025). The adolescent fertility rate in Honduras was 80 out of 1,000
in 2022. Honduras had the second highest rate in Central America after Nicaragua, where the
adolescent fertility rate in 2022 was 90 out of 1,000 (WBG & LACGIL, 2025). Given the high
rates of violence against women and girls in Honduras—including femicide—and the country’s
high number of cases of adolescent pregnancy, it is vital to understand the impact of climate
disasters on adolescent girls and how they navigate access to formal education.

1.2.1 On the Terms “Girls” and “Boys”

The term “nifia” or “girl” refers to a person under the age of 18 who was assigned the

female sex at birth and/or who identifies as a girl and/or a female. The term “nizio” or “boy”

refers to a person under 18 who was assigned male sex at birth and/or who identifies as a boy



and/or a male. This study acknowledges that some girls and boys may not identify themselves as
such. The terms nisia (girl) and nifio (boy) are applied to align with Honduran legislation.
1.3 Research Questions

To study how the aftermath of climate disasters and the internal displacement may be
related to access to formal education among adolescent girls, the dissertation asks two research
questions—each with a subquestion.

1.3.1 Research Question 1

How do adolescent girls in Honduras understand their opportunities to pursue formal
education in contexts of climate disasters, internal displacement, and social inequality?

Subquestion 1a. How does the study of the challenges for adolescent girls to pursue
formal education inform the conceptualization of vulnerability in contexts of climate disasters,
internal displacement, and social inequality?

1.3.2 Research Question 2

What mechanisms can schools, the government, and civil society enact to prevent school
abandonment for adolescent girls in areas prone to climate disasters and internal displacement
such as La Lima and Choloma?

Subquestion 2a. How can a localized understanding of the impacts of climate disasters
and internal displacement on adolescent girls’ education inform the literature on the relationship
between climate change, climate shocks, and human movements?

1.3.3 Structure of the Dissertation

The research questions shape the structure of the dissertation. The first three chapters

focus on the introduction, literature review, and methodology respectively. Chapter 4 addresses

Research Question 1. Chapter 4 centers on the 33 adolescent girl participants. They all



experienced at least one climate disaster and were, at the time of their interview, living in areas
prone to severe floods in La Lima and Choloma. Based on interviews with them and some of
their relatives, Chapter 4 explores how adolescent girls understood their opportunities to pursue
formal education amidst climate disasters, internal displacement, and social inequality. Chapter 4
also engages with Subquestion 1a, discussing how the study of adolescent girls’ challenges to
access schooling inform the conceptualization of vulnerability.

Chapter 5 concentrates on Research Question 2, exploring what mechanisms schools, the
government, and civil society can enact to prevent school abandonment for adolescent girls in
areas prone to climate disasters such as La Lima and Choloma. The views of teachers, school
administrators, government officials, and representatives of civil society and international
agencies are analyzed. Chapter 5 examines how these participants perceived the issues under
study and contrasts their perspectives with the findings in Chapter 4. Chapter 5 also emphasizes
the recommendations that participants considered important for overcoming the challenges
related to climate disasters, internal displacement, and education. Some of the adolescent girls
shared what they thought would need to happen for them to return or continue in school. The
teachers and school administrators offered insights at the public school level. Representatives of
civil society, the government, and international agencies reflected on initiatives to support
disaster survivors’ pursuit of education. After the recommendations, Subquestion 2a is
addressed. The last part of Chapter 5 discusses how the study informs the literature on the
relationship between climate change, climate shocks, and human movements.

1.3.4 Research Questions’ Underlying Assumptions
The research questions involve various underlying assumptions. First, the questions

presume that preexisting structural social inequalities can shape the aftermath of climate disasters



in complex ways (Lama et al., 2021). For some people and communities, the aftermath becomes
long term because catastrophes are entangled in a system of reinforcing inequalities (Oliver-
Smith, 2016) and violent structural relations (Kagawa, 2005). Second, the research questions
recognize that a complex intersection of social, political, economic, and cultural conditions can
shape internal displacement in Honduras as well as decisions to abandon or remain in school.
Third, while the study concentrates on adolescent girls, the research questions do not imply that
boys and men are not affected by climate shocks or by school abandonment. Fourth, the
questions accept that access to formal education is a fundamental right that should be protected
and fulfilled by the State. Having access to quality education is a vital component for climate
disaster recovery and prevention. The dissertation recognizes, supports, and celebrates that there
are numerous ways of learning and educating oneself individually and collectively. When
referring to educational access, the focus is on formal education.
1.4 Background and Context
1.4.1 Climate Disasters and Internal Displacement in Honduras

The literature distinguishes between slow onset and sudden onset climate disasters. Slow
onset disasters, such as droughts, unfold over time and can drive gradual displacement (Cundill
et al., 2021; Koubi et al., 2016). Environmental degradation, air pollution, and soil salinization
are examples of slow onset disasters. Sudden onset catastrophes, such as extreme precipitation,
hurricanes, and flooding, are more immediate. Hurricanes Eta and Iota fall under this category.
Both sudden and slow onset events have impacted different regions across Honduras (Fromm et
al., 2022; International Federation of Red Cross and Red Crescent Societies [IFRC], 2021;
Lynch, 2019). The study concentrates on sudden disasters—extreme precipitation—given the

frequency of floods and the proximity of housing to rivers in La Lima and Choloma.



The United Nations International Strategy for Disaster Reduction (UNISDR, 2009)
defines a disaster as a “serious disruption of the functioning of a community or a society
involving widespread human, material, economic or environmental losses and impacts, which
exceeds the ability of the affected community or society to cope using its own resources” (p. 9).
Floods can cause harm or death “when: humans are trapped inside a building due to a lack of
safe evacuation routes [and] deep or fast-moving waters cause drawing or harm due to floating
debris” (Global Facility for Disaster Reduction and Recovery [GFDRR] & Inter-agency Network
for Education in Emergencies [INEE], 2009, p. 86). These two definitions are essential to this
study, as there has been widespread loss in the Sula Valley resulting from repeated flooding.

Climate internal displacement refers to human movements within the borders of a given
country resulting from sudden onset climate disasters (e.g., hurricanes) or slow onset climate
shocks (e.g., droughts). These movements fall under the umbrella of climate mobility. Climate
mobility is an evolving term encompassing several forms of internal and cross-border temporary
or permanent human movements, triggered, among other factors, by climate shocks related to
climate change. There is contentious debate about a formal definition of climate mobility due to
the challenges in distinguishing the root causes of these human movements and the need to
separate them from other forms of forced displacement and migration (Atapattu, 2020; Baldwin,
2022). The dissertation concentrates on climate internal displacement because the research shows
that globally, most human movements associated with climate events occur over relatively short
distances (Boas et al., 2021; de Haas, 2023; Kalin, 2010).

Internal displacement as a result of sudden onset climate disasters, such as Hurricanes Eta
and lota, can take different forms and lengths (Kélin, 2010). Extreme precipitation, severe

flooding, and mudslides can force people to leave their homes to protect themselves and survive.



Some may move to a safer location when early warning systems announce the anticipation of a
disaster; others may not. People may remain trapped when the disaster hits, and others may be
evacuated. Once evacuated, they can temporarily be dislocated in formal shelters, in informal
shelters or self-organized encampments, or in private residences or facilities. “Depending on
recovery efforts, the ensuing displacement need not be long-term” (Kilin, 2010, p. 85). Some
people may be displaced for a limited period of time and then return to their place of origin to
manage the damage. Others may return, realizing that their home no longer exists. This situation
would extend their displacement. Some may reconstruct their homes in the same place, others
may participate in official relocation plans (if any), and still another group of disaster survivors
may take it upon themselves to move somewhere else. The dissertation recognizes the various
ways in which internal displacement can manifest because, as will be discussed in Chapters 4
and 5 on the findings, there is no single pathway of dislocation when a climate disaster hits.
Socioeconomic conditions, violence, and climate emergencies are among the major
causes of cross-border and internal migration in Honduras (Angarita-Cafias, 2020; Fernandez
Bravo et al., 2022; IDMC, 2026). Close to a million Hondurans have emigrated (International
Organization for Migration [IOM], 2023). Inequality in Honduras is high. The country has a total
population of 10 million people, 60.1% live below the poverty line and 38.3% face extreme
poverty (INE, 2025). Honduras had the highest rate of homicide worldwide in 2011 (Risquez,
2017). While the homicide rate has declined significantly, at least 2,332 people were murdered in
2025 (Newton et al., 2026). Crimes tied to gang violence, drug trafficking, and extortion prevail.
Regarding climate disasters as a cause of internal migration, 937,000 new internal
disaster-related displacements were recorded in Honduras in 2020 alone—around 175,000

because of Hurricane Eta and 743,000 due to Hurricane lota (IDMC, 2026). Eta and lota



unleashed extreme precipitation, widespread flooding, and dangerous landslides across the
Departments of Atlantida, Choluteca, Colon, Comayagua, Copan, Cortés, Francisco Morazan,
Gracias a Dios, Islas de la Bahia, Olancho, Paraiso, Santa Barbara, and Yoro (UN & Inter-
American Development Bank [IDB], 2021). However, the impact of disasters is not foreign to
Honduras, as it regularly experiences climate shocks. Hurricane Mitch, which passed through
Central America between October and November 1998 was devastating. On the Saffir-Simpson
Hurricane Wind Scale, the most catastrophic hurricanes are Category 4 and 5. Hurricane Mitch
hit as a Category 5. It took the lives of at least 6,600 people, left 8,052 people missing, and
injured 11,998 people in Honduras (Office for the Coordination of Humanitarian Affairs
[OCHA] as cited in Pan-American Health Organization [PAHO], 1998). Although Mitch
impacted several regions across Honduras, the aftermath was prolonged in the poorest
neighborhoods (Foresight, 2011; Ensor, 2009; Guill & Shandera, 2001).

Before Hurricane Mitch, Hurricane Fifi-Orlene in 1974 was also devastating. Between
6,000 and 10,000 people died when Fifi-Orlene ripped through Honduras (Mayorquin Garcia,
2020). In Reinterpreting the Banana Republic, Historian Dario Euraque (1996) explains that
climate disasters affected banana and coffee plantations. He narrates how, 20 years earlier than
Hurricane Fifi-Orlene, a storm hit the northern coast of Honduras. Tropical Storm Gilda in 1954
“damaged over 70 percent of the United Fruit Company plantations and knocked about 30
percent of them out of production” (Euraque, 1996, p.102). It was documented that the losses
contributed to the Standard Fruit Company and the United Fruit Company laying off many
employees. The layoffs negatively impacted livelihoods, workers’ families, and local economies
in which they lived and did business. Hurricanes and other disasters continued to hit Honduras

between the periods separating the catastrophes of Gilda, Fifi-Orlene, Mitch, Eta, and Iota.
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When Hurricanes Eta and Iota hit, classes were remote due to the COVID-19 pandemic.
Over 600 schools in Honduras served as shelters and at least 534 schools were damaged (UN &
IDB, 2021). By November 2020, the public school year was ending since it goes from February
to November. It is uncertain how the combination of disasters, material loss, and displacement
amidst the COVID-19 pandemic influence long-term access to education and school
abandonment. Throughout the dissertation, public government data as well as consolidated data
from local and international organizations is used to understand the severity of Eta and lota, as
well as the rates of school abandonment and enrollment in Honduras. Data on adolescent
pregnancy, early unions, and gender-based violence is also examined to elaborate the
background and context. The study acknowledges that the quantitative data may contain errors
due to potential misreporting and missing data points.

The dissertation focuses on the Sula Valley, in particular, La Lima and Choloma, because
of the recurrent impacts of flooding in these municipalities. The participating schools were
flooded during Eta and Iota. When Iota hit, approximately 90% of the area in La Lima was
flooded (Ernst, 2020). Chapter 3 explains in detail why La Lima and Choloma were chosen as
the research sites. The Sula Valley is home to San Pedro Sula, the economic and industrial hub
of Honduras. I was interested in understanding how the schools and the communities in two
municipalities at the periphery of a major urban financial center navigated the aftermath of Eta

and lota. Figure 1 (next page) situates La Lima and Choloma within the Sula Valley.
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Figure 1: Map Pinning the Municipalities of La Lima and Choloma at the Periphery of San Pedro
Sula in the Sula Valley, Northern Honduras, Made With the Google My Maps Tool.
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The most common socioeconomic opportunities in the colonias (neighborhoods) under
study in La Lima and Choloma were agriculture—a sector vulnerable to flooding; the service
industry; and the maquilas. Maquiladoras or maquilas (two terms often used interchangeably) are
foreign-owned manufacturing companies that import goods and export a finished product.’ The
magquila industry has shaped the infrastructural, social, and economic landscape of Choloma, the

Sula Valley, and Honduras at large (Armbruster-Sandoval, 2003; Pine, 2008). Gender as an

A magquila is a “plant that imports and assembles duty-free components for export. The arrangement allows plant
owners to take advantage of low-cost labor and to pay duty only on the ‘value added’—that is, on the value of the
finished product minus the total cost of the components that had been imported to make it” (Watson, n.d., para. 1).
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identity marker is essential to understand the development of the maquilas in Honduras because
this sector has historically targeted women (Kennedy & Cardoza, 1995; Armbruster-Sandoval,
2003; Pine, 2008). Chapters 4 and 5 elaborate on how the job market in the research sites relate
to the dissertation’s findings on educational opportunities. The following sections overview the
education system in Honduras as well as the school enrollment and abandonment rates.

1.4.2 Structure of the Honduran Education System

The Fundamental Law of Education (2011) outlines the structure of the Honduran
education system.* The law makes the Secretariat of Education the central government entity
coordinating and supervising the country’s education sector. While the law recognizes public and
private education, the State is responsible for funding public education. All of the in-school
participants were enrolled in public schools that Hurricanes Eta and Iota hit.

The Honduran National Education System encompasses formal, nonformal, and informal
education. Formal education includes preschool, basic, middle, and tertiary education. Basic
education—from first to ninth grade—is divided into three cycles. The first cycle is first through
third grade, the second cycle is fourth through sixth grade, and the third cycle is seventh through
ninth grade. Upon completion of ninth grade, students transition into middle education, which
extends from 10™ through 12 grade. Middle education offers academic tracks (science and
humanities) and technical professional tracks. Article 13 of the Fundamental Law of Education
(2011) stipulates that education is mandatory up to the end of middle education. Tertiary

education encompasses bachelor’s, university technical degrees, and graduate degrees.

40n February 22, 2012, the Fundamental Law of Education was published in the Honduran Government Gazette.
Congress approved the law in 2011.

13



1.4.3 Are Students Staying in School?

The University Observatory of National and International Education (OUDENI’) was
charged with “collecting, systematizing, analyzing and disseminating educational data that
contributes to the continuous improvement of education quality in Honduras” (OUDENI, 2026,
para. 1). With the support of the nongovernmental organization (NGO) World Vision Honduras®
and the Institute for Educational and Social Research and Evaluation (INIEES’), OUDENI
developed a pyramid of educational efficiency to assess how many students stayed in school in a
given period.® The pyramid follows the cohort of students who, in 2010, were enrolled in first
grade, showing how much the cohort changed until 12" grade in 2021 (Moncada Godoy et al.,
2022, p. 41).

Displaying the same data and calculations as the original pyramid, I adapted the figure’s
format for the dissertation, translating terms from Spanish to English. Figure 2 (next page) shows
that among the initial cohort who were in first grade in 2010, about 54% of girls and 46% of
boys completed ninth grade in 2018. Around 23% of these girls and 16% of these boys

completed 12 grade in 2021.

> OUDENI stands for Observatorio Universitario de la Educacién Nacional e Internacional in Spanish.

® Vision Mundial Honduras in Spanish.

7 INIEES stands for Instituto de Investigacion y Evaluacion Educativas y Sociales.

8 The study relied on 2010-2021 official data from the Sistema de Administracion de Centros Educativos (SACE;
Management System for Educational Centers).
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University 16.80%

12th 22.70%|15.50% Efficiency Rate from Grades 1 to 12
11th 38.90%)28.10% Efficiency Rate from Grades 1to 11
School Year  Grade
2021 Grade 12 25,195 18,905
Middle 2020 | Grade 11 43,243 34,147
Education
2019 Grade 10 57,818 49,601
Effective transition rate from
Efficiency Rate from Grades 1 to 9 54.30%|45.50% Basic to Middle Education:
96% (Female) and 90% (Male)
. 2018 Grade 9 60,342 55,339
Basic
Education 2017 Grade 8 65,645 62,781
Cycle Ill
2016 Grade 7 73,666 75,608
66.30%(62.10% . B
Effective transition rate from
Efficiency Rate from Grades 1 to 6 Grade 6 to Grade 7: 88%
(Female) and 89% (Male)
75.10%)69.80%
. 2015 Grade 6 83,410 84,944
Basic
Education 2014 Grade 5 90,045 91,870
Cycle ll
2013 Grade 4 92,669 97,451
. 2012 Grade 3 96,845 102,827
Basic
Education 2011 Grade 2 103,177 111,900
Cycle |
2010 Grade 1 111,032 121,657
Female Male

Figure 2: Pyramid of Educational Efficiency.

Note. Adapted with permission from Estudio con un Enfoque de Género Sobre las Razones
por las Cuales los Nirios y las Nirias se Encuentran Fuera del Sistema Educativo (p. 41),
by G. E. Moncada Godoy, M. Alas Solis, R. Hernandez Rodriguez, J. F. Robles Renderos,
& K. Y. Rivera Reyes, 2022, Visién Mundial, Instituto de Investigacion y Evaluacion
Educativas y Sociales, Observatorio Universitario de la Educacion Nacional e
Internacional, and Universidad Pedagdgica Nacional Francisco Morazan. Publication
sponsored by Visiéon Mundial. Copyright 2022 by G. E. Moncada Godoy, M. Alas Solis, R.
Hernandez Rodriguez, J. F. Robles Renderos, & K. Y. Rivera Reyes.
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Figure 2 reveals that in the cohort studied, more girls than boys completed school
(Moncada Godoy et al., 2022). The fact that school abandonment in Honduras has tended to be
higher among boys does not take away from the importance of studying how climate disasters
and internal displacement influence girls’ opportunities to pursue schooling. The dissertation is
part of a larger call in the field of comparative and international education, and education more
broadly, to study issues with specificity so that policies and implementation mechanisms can
recognize and more effectively address the particular needs that people have.

The Secretariat of Education established, under Accord No. 0643 SE 2018, the
Commission on Education for a Gender Perspective.’ The commission is responsible for gender
mainstreaming in education in Honduras. Gender mainstreaming in education refers to the
integration of a gender lens into legal frameworks, policies, and implementation mechanisms to
advance gender equality in and through education. Despite the governmental recognition of the
intersectionality of gender and education, implementation mechanisms to prevent school
abandonment continue to pose a challenge for the Honduran State.
1.4.3.1 Challenges With the Education Data Reported

The Unit of the National Educational Information System of Honduras (USINIEH'?) is
“the technical body supporting the educational and administrative processes of the Secretariat of
Education (SEDUC) through the implementation of information technologies to improve the
service, quality and transparency of education in Honduras” (SEDUC, 2026, para. 5). The
Management System for Educational Centers (SACE!") is the country’s “official source of

statistical production” (SEDUC, 2026, para. 7). Educational centers report to the SACE digital

9 Comision de Educaciéon para el Enfoque de Género in Spanish.
10 USINIEH stands for Unidad del Sistema Nacional de Informacién Educativa de Honduras.
' SACE stands for Sistema de Administracion de Centros Educativos.
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platform indicators such as the school enrollment, abandonment, and repetition.

The data from schools are then reported at the district, municipality, and department or
state level (SEDUC, 2013). USINIEH processes the data to evaluate the state of education
nationally. While in theory this system should engage schools and the hierarchy of governmental
education stakeholders in enhancing transparency and accountability, not all education centers
have the time, human resources, and tools to report information in a timely manner. I saw
firsthand how reporting responsibilities, on top of everything else that public school
administrators and teachers had to accomplish was a stressor for them. The official data reported
during the COVID-19 pandemic posed concerns because it was unclear how many of the
students who were enrolled were actually engaging in some form of remote learning. The
Honduran Educational Progress Report (Informe de Progreso Educativo [IPEH], 2022)
expressed the concern this way:

Regarding the second part of the analyzed period, 2020-2021, it should be considered that

the data during the pandemic are not comparable due to the change in the way of

calculating the students who are “active” in the system, since any student who
communicated at any time during the school year with their teacher was considered

“active.” (p. 15)"?

It is likely that many of those listed as “active” did not have adequate access to remote
education. During the COVID-19 pandemic, students in Honduras struggled with the lack of

internet connectivity and devices at home to regularly interact with teachers and peers (Pineda

12 The original text in Spanish was “respecto a la segunda parte del periodo analizado, 2020-2021, debe
considerarse que los datos durante la pandemia no son comparables por el cambio en la forma de calcular los
estudiantes que estan ‘activos’ en el sistema, ya que cualquier alumno que se comunicaba alguna vez durante el afio
escolar con su docente, era considerado ‘activo™ (IPEH, 2022, p. 15).
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Munguia, 2022). Since Hurricanes Eta and Iota hit during the pandemic, the damage of people’s
homes and the displacement created further limitations for students to pursue remote education.

Does school abandonment in situations of emergency such as the COVID-19 pandemic
and the aftermath of a climate disaster count only when the student officially drops out or does
not enroll the following year? Or can it be the case that school absenteeism—due to
circumstances that are often out of the student’s control—is also a form of abandonment that is
imposed on the student? I pose these questions to recognize two issues. First, to collect and
report accurate education data for accountability—in part due to the complex, messy, and
unequal relationship between the Honduran State and international development organizations—
is a difficult endeavor to implement. It can be exceptionally difficult for education centers
struggling with teacher and administrative shortages, limited funding, insecurity, pandemic
recovery, and disaster reconstruction. Second, the two questions posed lay the ground to
acknowledge that the quantitative data that the dissertation refers to may not always fully
represent changes in educational trends regarding access to schooling.
1.4.4 Indicators of Education Accessibility in Honduras

The Honduran Observatory of Human Rights (ODH'?) under the jurisdiction of the
Secretariat of Human Rights reports official data operationalizing progress (or the lack thereof)
on advancing human rights.'* The ODH education portal releases data to the public domain

based on four “interrelated and essential features” of the right to education articulated in the

13 ODH stands for Observatorio de Derechos Humanos.

4 As of J anuary 2026, the ODH website was operational. However, at the bottom of the website there was a
disclaimer in Spanish (which I translated to English) stating the following: “This website is made possible by the
support of the people of the United States of America through the United States Agency for International
Development (USAID). The content is the responsibility of the Secretariat of Human Rights (SEDH) and does not
necessarily reflect the views of USAID or the United States government.” Given the recent dismantling of USAID
operations, it is unclear how the ODH website will be affected and whether the URL will be accessible in the future.
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International Covenant on Economic, Social and Cultural Rights (ICESCR; Committee on
Economic, Social, and Cultural Rights [CESCR], 1999, p. 2). Honduras signed the ICESCR in
1966 and ratified it in 1981 (UN Treaty Body Database, n.d.). The CESCR adopted in 1999 a
document describing in detail what the right to education, as enshrined in the ICESCR, entailed
and recognizing that “education is both a human right in itself and an indispensable means of
realizing other human rights” (CESCR, 1999, para. 1). The four features of the right to education
are “availability, accessibility, acceptability, and adaptability” (CESCR, 1999, para. 6).

To measure availability, the ODH (n.d.)" reported data on the number of public and
private educational centers per department since 2018 and the number of schools per
municipality as of June 2025. Cortés had 1,987 governmental (public) schools in 2020 and 1,694
in 2025 (ODH, n.d.).!® There were 118 schools in La Lima and 392 in Choloma by June 2025
(ODH, n.d.)."” To measure accessibility, the ODH (n.d.) reported the net enrollment rate for the
population aged 5 to 18 years and 3 to 17 years (from 2012 to 2024, disaggregated by women

and men)'® (Figure 3, next page).

15 Note that the reference date is n.d. because the indicators are listed on the ODH website, which does not carry a
publication date. The year listed changes according to the indicators and data presented.

16 The data source was the SEDUC and the Unidad del Sistema Nacional de Informacion Educativa de Honduras
(USINIEH; Unit of the National Educational Information System of Honduras).

17 The data source was the SEDUC and USINIEH (2025).

'8 The data source was the Instituto Nacional de Estadisticas (INE; National Statistics Institute), and the 2012-2024
Encuesta Permanente de Hogares de Propdsitos Multiples (EPHPM; Permanent Multipurpose Household Survey).
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Figure 3: Net Enrollment Rate (NER) for the School-Age Population (2012-2024).
Note. Adapted from Tasa de Cobertura en Poblacion de 5 a 18 arios y 3 a 17 arios, by ODH, n.d.

(https://odh.sedh.gob.hn/category/view/23/derecho-a-la-educacion). In the public domain.

Figure 3 shows that the net enrollment rate in Honduras for the school-age population
significantly dropped in 2021 during the COVID-19 pandemic for women and men. From 2012
to 2024, more school-age women than men were enrolled, with a significant gap of 11.6
percentage points in 2021.!° To measure accessibility, the literacy rate per age range?’
(disaggregated by women and men from 2012 to 2023) was accounted for.

The total number of students enrolled at the beginning and end of the year was also
reported per department for preschool education, basic education, and middle education.?! The
two departments with the highest school enrollment were Cortés (where San Pedro Sula is

located) and Francisco Morazan (where the capital city of Tegucigalpa is located). The two cities

1 oDH (n.d.) clarifies that “for the period 2012 to 2019, the INE uses the age range of 5 to 18 years, while from
2020 to 2023 it begins to calculate applying the age range of 3 to 17 years” (para. 9).

20 The age ranges were 15-18, 19-24, 25-29, 30-35, 36-44, 45-59, 60 or more years.

2 The official data source was the SEDUC and the USINIEH in June 2025.
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are the country’s major urban centers. The number of students enrolled in school at the end of
2024 in Cortés was 315,787 out of 1,784,620 students nationwide (ODH, n.d.). The figure
represents nearly 18% of Honduras’ student population. This information adds to the relevance
of studying school abandonment in Cortés amidst climate disasters and internal displacement. In
terms of other indicators of accessibility, the ODH (n.d.) reported how many people in preschool,
basic, and middle education repeated the academic year. ODH data was available from 2018 to
2025 but not disaggregated between women and men. In 2024, 75,398 students repeated a
grade.?

1.4.5 School Abandonment in Cortés

The University Observatory of National and International Education (OUDENI*) and the
Institute for Educational and Social Research and Evaluation (INIEES, 2006) developed a
website with official data on various education indicators such as the rate of school
abandonment.?* These official data were available from 2018 to 2023. The data may contain
errors and misreport the actual number of students who abandoned the system, particularly
during the COVID-19 pandemic years.

The rate of intra-annual school abandonment was calculated by dividing the number of
students who left before the end of the school year by the initial total enrollment for that year and
multiplying it by 100. A rate of zero indicates no cases of abandonment. Table 1 (next page)
displays the overall change in the school abandonment rate from 2018 to 2023 for Cortés. The
rate was not disaggregated between girls and boys. Table 1 reveals that while the rate showed a

decreasing trend between 2018 and 2021, in 2022 and 2023, the rate shifted upward.

22 The official data source was from the SEDUC and the USINIEH in June 2025.
23 OUDENI stands for Observatorio Universitario de la Educacion Nacional ¢ Internacional in Spanish.
24 OUDENI-INIEES’s data sources were from the SEDUC and the SACE official data (2018-2023).
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Table 1: School Abandonment Rate per Education Level and Year in Cortés.

Public school year from February to November
Education level 2018 2019 2020 2021 2022 2023
Basic education: Grades 1-3 | 3.87%  6.71% 3.60% 326% 3.58%  3.78%
Basic education: Grades 4-6 | 3.12%  5.26% 2.44% 2.40%  2.79%  2.70%
Basic education: Grades 7-9 | 7.48%  9.26% 4.65% 3.59% 4.59%  5.13%
Middle education 5.09%  6.50% 4.99% 2.53%  3.72%  3.94%

Note. Adapted from Tasa de Desercion Escolar en Honduras, by OUDENI-INIEES, 2026,

(https://observatorio.upnfm.edu.hn/Mapa/desercion_screen). In the public domain.?

Table 1 shows that basic education (cycle III) encompassing seventh to ninth grade had
the highest abandonment rate all throughout 2018 and 2023. Ninth grade is a crucial grade
because it is the last of basic education. The Fundamental Law of Education (2011) states that 13
years of schooling are mandatory but the implementation of policies to fulfill this mandate have
fallen short. This is the case in areas where no public high schools are readily accessible. Table 1
indicates that the rate of school abandonment for the third cycle of basic education in Cortés
decreased from 7.48% in 2018 to 5.13% in 2023, a difference of 2.35 percentage points.

The Secretariat of Education establishes goals per year for each grade to monitor progress
across departments and municipalities to lowering school abandonment. These goals are labeled
according to compliance levels: much better than the goal, within the goal, far from the goal, and
very far from the goal (OUDENI-INIEES, 2026). In 2023 for seventh to ninth grade, the school
abandonment rate of 5.13% fell far from the goal set. An abandonment rate of 5% may seem low
in proportion to the total number of students in Cortés. Yet, as Table 2 outlines, 12,064 students

dropped out without completing the school year in 2023 in Cortés (ODH, n.d.).

23 Official data published by OUDENI-INIEES (2026) from SEDUC and SACE sources (2018-2023).
22



Table 2: Cases of School Abandonment per Education Level and Year in Cortés.

Year
Education level 2018 2019 2020 2021 2022 2023
Preschool education 835 1,340 851 353 364 430

Basic education 13,317 19,383 9,448 7,781 9,289 9,909

Middle education 2,736 3,268 2,361 1,076 1,595 1,725

Note. Official data published by ODH (n.d.) using official data from the SEDUC and the Unidad
del Sistema Nacional de Informacion Educativa de Honduras (USINIEH; Unit of the National
Educational Information System of Honduras), June 2025. I made the table with data from
Desercion Escolar en Honduras (School Abandonment in Honduras), by ODH, n.d.,

(https://odh.sedh.gob.hn/category/view/23/derecho-a-la-educacion). In the public domain.

Universal basic and middle education in Honduras, including the Department of Cortés,
is far from reality. Locally, OUDENI-INIEES (2026) published official data showing that the
municipalities of La Lima and Choloma in Cortés experienced similar changes to those
experienced by the department in terms of school abandonment from 2018 to 2023. The school
abandonment rate for seventh through ninth grades in 2023 was just over 5% in La Lima and just
over 6% in Choloma. The department’s school abandonment rate was just above 5%.

This section described publicly available data on access to education in Honduras.
Numerical indicators of quality education were not included because quality is discussed along
with the interview findings in Chapters 4 and 5. There are people of school age in Honduras who
still cannot enroll (or re-enroll) in school, attend on a daily basis, and enjoy their right to
education. It is worth asking why because the answers may reveal problems with the quality of

schooling offered in the contexts that the dissertation focuses on.
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1.5 Relevance of the Study

Comparative and international education scholar Karen Mundy (2023) reflects on the
importance of building bridges between academia and education development practitioners in
her memoir. The dissertation aligns with Mundy’s stance and recognizes the contributions that
these bridges can offer to inform and critically challenge education policy across multiple levels
and contexts. The research draws attention within the field of comparative and international
education to localized discussions about adolescent girls’ experiences with education and
education loss in the wake of climate shocks in the Sula Valley. Literature on climate shock
response and prevention maintains that the experiences of women and girls cannot be
oversimplified (Cupples, 2007; Rao et al., 2019). For example, Honduras has the second highest
adolescent fertility rate in Central America—over 80 out of 1,000 in 2022 (WBG & LACGIL,
2025). Data on adolescent pregnancy is important in the study for two reasons. First, because as
Chapter 4 will show, three of the 14 out of school girls interviewed were adolescent mothers.
Second, if schools are available to girls dislocated by climate disasters but they get pregnant, are
sexually abused, or already have children, they may not be able to attend school, even if the
Honduran law recognizes their right to education.

UNICEEF (2025) released a data report showing how climate shocks disrupted the
education of 242 million students worldwide in 2024. Chapter 4 will discuss how the school
abandonment decisions are complex and do not depend solely on the physical existence of a
school in the community the households relocate to. Other reasons, such as adolescent pregnancy
and early unions, may explain why some adolescent girls may not return to school. Families’
precarious socioeconomic situation was a recurrent reason explaining school abandonment

among the girls interviewed. Although tuition to public schools was free, the participants
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articulated how their families lacked pisfo (money) to cover school supplies, uniforms,
transportation costs to and from school, and school lunches/meals. Comprehending these issues
is essential to develop effective education policies and implementation strategies. Sofia, a public
school principal participant in the municipality of La Lima, described how her school went from
having 750 students in 2015 to 287 students in 2023. When I asked why the school population
dropped, Sofia said:

Han sido varios los factores. Numero uno, las inundaciones. La gente pues al perder

todo, se va, dice, a empezar de cero a otro sitio. . . . O sea, no es que no hay espacios en

la escuela, sino que los nifios no vienen. La gente se va.

Several factors. Number 1, flooding. People, after losing everything, leave to start from

nothing in another place. . . . It is not that there are no spaces in school but that the

children do not come. People leave.?

The dissertation studies what Sofia articulated: the underlying complexities of school
abandonment amidst precarity, disasters, displacement, and resilience in La Lima and Choloma.
The research places close attention to how individuals perceive and speak about climate shocks
and internal displacement based on semistructured interviews with different participants. These
include adolescent girls in and out of school; public school teachers and administrators; adult

family members; government officials; and representatives of civil society and international

agencies working on education, disaster response, gender equality, and climate change.

261 translated into English the interview quotes, terminology, and additional text originally written or communicated
in Spanish. Translations were made with the support of online translation tools, virtual dictionaries, and verification
with people from Honduras for specific words or expressions used nationally or locally.

25



1.6 Positionality Statement

I am a doctoral candidate in the field of comparative and international education with a
multidisciplinary background in education, children’s rights, gender equality, human mobility,
climate change, and theater. My interest is to develop applied research using academic inquiry
and storytelling as a mechanism to inform education policy and practice. My position as a non-
Honduran researcher from Venezuela who is bilingual in Spanish and English, Latina, young,
woman, White, immigrant, and who is pursuing a PhD at an elite institution in the United States,
places me in a privileged space as a researcher in the Sula Valley and Honduras at large.

Aware of the power dynamics and privilege my position entails, I also know the
challenges that come with conducting research in a country and in communities that are not my
own. I approach the work with humility, respect, and openness as a modest researcher who hopes
to learn from those who know best: the participants. My agenda is one of deep and active
listening; to use this position as a humble bridge to communicate the experiences of adolescent
girls who have been dislocated and other participants to stakeholders who can take specific
actions to support their formal education and aspirations.

Being in the Sula Valley taught me that the communities themselves organized and
rescued neighbors trapped in flooding when Hurricanes Eta and lota hit. Public school teachers
and school administrators helped students despite the limitations of government assistance. The
results of the dissertation suggest that Honduras can find responses to its challenges from within.
The hope for this study is to draw more attention to the issues that the people in La Lima and
Choloma interviewed were concerned about.

From the start of the PhD at Teachers College, Columbia University, my aim was to

investigate the intersection between climate shocks, human movements, and girls’ schooling in a
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Latin American country where my mother tongue, Spanish, was spoken. Given the catastrophic
effects of Hurricanes Eta and lota as well as the historical impacts of other disasters in Honduras;
the complex causes of internal and cross-border movements; and the prevalence of gender-based
violence, Honduras, and the Sula Valley in particular, have been a case study fit for purpose.

In 2022, I completed my master’s thesis, applying a desk-based research approach
comparing and contrasting relevant policies that Honduras and Guatemala implemented,
considering climate shocks, related displacement, and girls’ education in the Dry Corridor. The
Dry Corridor extends across Guatemala, El Salvador, Honduras, Nicaragua, and Costa Rica. For
this dissertation, the research scope was narrower: to focus on sudden onset climate disasters as
well as on the Honduran Sula Valley and specific municipalities. This decision made the process
of primary data collection more feasible. In the first semester at Teachers College (Fall 2022),
with the support of my dissertation advisor, her international networks, and my contacts from
Honduras, I began developing online relationships with locals in preparation for a first visit in
July 2023. Since then, many people within and outside of Honduras have generously supported
this project (see Acknowledgments and the Participants section in Chapter 3).

My positionality places me as an outsider in the research sites. Challenges arose with
being an outsider because I did not and will never hold local knowledges. At the same time, my
outsider position allowed me to ask questions that locals might have felt uncomfortable or unsafe
asking. Anthropologist Amelia Frank-Vitale (2019) has conducted extensive work in Honduras.
In an article titled Rolling the Windows Up: On (Not) Researching Violence and Strategic
Distance, she addresses, among other related reflections, experiences and lessons from
navigating an outsider/insider positionality while conducting ethnographic research in Honduras.

Frank-Vitale (2019) articulates the following:
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Being an obvious, visible, outsider limited the extent to which the gangs would perceive

me as a local, either one of theirs or their rivals. This is not to say that foreignness makes

for better research. Rather, my point is simply that foreignness in a certain context, in a

specific place, can make for safer research; outsiderness can be strategic for mitigating

risk. (p. 148)

My research is not ethnographic as Frank-Vitale’s, nor are the topics of study the same,
but her experiences and reflections are relatable. Violent groups exercised control over the
colonias (neighborhoods) where the data for this dissertation was collected. Because I do not
sound like a local, and since I entered the colonias with a public school representative or was
already in contact with an organization or an adult known in the colonia, conducting “safer
research” was possible (Frank-Vitale, 2019, p. 148). None of my visits to the colonias took place
without previously coordinating from an adult familiar with the community. Doing so allowed
me to continuously check with the school administrators or the civil society and/or community
representatives that my presence in the colonia would not put them or the interview participants
at risk.

My intellectual and applied interests are also rooted in my personal story. Since 2014, 1
have been a migrant—Ileaving home alone to go to India at the age of 17 with a scholarship,
searching for more opportunities abroad because my country of origin, Venezuela, was facing
and still confronts a humanitarian and political crisis. I have had the privilege of moving across
borders with secured educational opportunities through full scholarships and work offers, and
was never internally displaced or dislocated in Venezuela or elsewhere. However, stories of

international and internal human movements and the question of where home is are close to my

28



heart and personal wounds: Moving back to Venezuela would entail a very high political and
economic risk for my nuclear family and for me.

I am also a young woman who grew up in a big family of resilient warrior women (unas
guerreras) and a household of divorced parents in which financial gender disparity was used as a
weapon against my mother. This reality fueled my commitment to gender equality. Practicing
nonpartisan local activism in Caracas, Venezuela throughout my adolescence as Youth Mayor—
standing up for the rights of children and youth locally—taught me my first lessons in education
policy. I witnessed how my country entered into a humanitarian crisis; the food, medicine, water,
and power shortages; how its education system deteriorated; the trauma of being robbed twice at
gunpoint; how injustice deepened; how some protesters were killed and others incarcerated; and
how eventually there was no longer a division of power. My background cultivated an interest in
education, gender equality, children’s rights, and displacement.

1.7 Dissertation Outline: Overview

The dissertation is composed of six chapters.

Chapter 1: Problem Statement, Research Questions, and Background

Chapter 1 discusses the research problem and questions. It presents the purpose and
relevance of the study and places the research questions within the context of the Honduran Sula
Valley. The background section elaborates on school abandonment and the impact of climate
disasters in the region. Chapter 1 also includes a reflection on the assumptions the study makes,
my positionality, and the personal motivations that underpin the research.

Chapter 2: Literature Review and Theoretical Framework
Chapter 2 is structured in two parts. First, it examines the literature on climate shocks and

children’s education, delves into research centered on the impacts of climate disasters on girls
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and women, as well as literature on gender and patriarchy in Honduras. Chapter 2 articulates
how prior research informs the dissertation and identifies gaps in the literature that the study
aims to bridge. The second part of Chapter 2 articulates the theoretical framework of human
capability theory. Because of the dissertation’s focus on climate shocks, gender, and education,
Chapter 2 also discusses how social vulnerability theory and post-disaster reconstruction theory
centered on gender and disasters can complement human capability theory.
Chapter 3: Research Design and Methodology

Chapter 3 focuses on the research design, justifying why a case study methodology serves
the purpose of the study. The research sites, sampling, participants, data collection instruments,
data transcription, and data analysis methods are outlined (Teachers College Institutional Review
Board [TC IRB] #23-357, #24-418, and #25-130). Chapter 3 also elaborates on the ethical
considerations, potential research biases, and limitations of the study.
Chapter 4: Navigating Access to Schooling in Contexts of Climate Disasters and
Internal Displacement

Chapter 4 compares, contrasts, and categorizes the interview findings from the 33
adolescent girls in La Lima and Choloma (19 girls in school and 14 girls out of school). Chapter
4 analyzes how the adolescent girl participants understood their opportunities to pursue formal
education in contexts of climate disasters, internal displacement, and social inequality.
Perspectives of adult family members on these issues are included. The chapter ends with a
discussion on how the findings inform the conceptualization of vulnerability in climate disaster

research.
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Chapter 5: The Intersection of Climate Disasters, Internal Displacement, and
Education

Chapter 5 involves an analysis of how the findings contribute to understanding the
relationship between climate disasters, climate change, human movements, and education. The
perspectives of teachers and school administrators and governmental and nongovernmental
representatives who participated in the research are analyzed. Chapter 5 also elaborates on the
recommendations that adolescent girls in and out of school, adult family members, teachers,
school administrators, and governmental and nongovernmental representatives suggested to
prevent school abandonment in the aftermath of climate disasters. Teachers, school
administrators, government officials, civil society and international agency representatives
reflected in the interviews on what they could do better to support the education of girls who are
dislocated following climate disasters. Chapter 5 highlights these participants’ ideas and
recommendations. It also sheds light on the strengths within the education and disaster response
systems that the interviews reveal. After presenting the findings and recommendations, Chapter 5
examines the contributions of the study to the literature on the relationship between climate
change, climate shocks, and human movements.
Chapter 6: Conclusion and Agenda for Future Research

Chapter 6 summarizes the findings and the contributions the dissertation makes to the
field of comparative and international education as well as to the climate disaster literature.
Climate shocks in La Lima and Choloma are risk multipliers because they can reproduce
preexisting conditions of inequality for adolescent girls who already confront socioeconomic

challenges. These issues can also affect their opportunities to pursue formal education after the
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climate disasters. Upon discussing the contributions of the study, the last section of Chapter 6

articulates an agenda for further research.
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Chapter 2: Literature Review and Theoretical Framework

To explore how adolescent girls understand their opportunities to pursue formal
education in contexts of climate shocks, internal displacement, and social inequality, the study
examines different bodies of literature across various fields. The objective with the literature
review is twofold. First, to identify the research on the challenges that girls and women can face
in relation to climate emergencies and displacement, highlighting how the literature
interconnects these issues with education. Second, to discuss the research focused on gender,
patriarchy, and school abandonment among girls in Honduras.

The literature review is separated into five sections. The first section defines climate
internal displacement and situates the concept under the umbrella of climate mobility. The
second section explores the literature about the effects of climate disasters on children and their
education. The third part concentrates on the impacts of climate shocks on girls and women in
particular, and how the research connects these issues with education. The fourth section
explores the work focused on gender and patriarchy in Honduras. The fifth part centers on the
research about school abandonment among girls in the country of study. After the literature
review, the chapter discusses the theoretical framework that supports the dissertation analysis.
2.1 Literature Review
2.1.1 Defining Climate Mobility and Internal Displacement

Climate mobility is an evolving term encompassing several forms of internal and cross-
border temporary or permanent human movements, driven, among other factors, by climate
shocks resulting from climate change. However, there is a lack of a precise agreed-upon
definition in the literature. Because the terminology is disputed, there are numerous terms to

refer to the various forms of climate mobility. For example, climate change-induced migration
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(Nielsen & Allen, 2021), weather-induced migration (Kaczan & Orgill-Meyer, 2020), and
environmentally motivated migration (Torres & Casey, 2017) are all terms found in the literature
to refer to internal and cross-border movements tied to climate change. The evidence shows that
climate change has contributed to the increasing frequency and intensity of climate disasters
(Cho, 2021; McAdam, 2012; Seneviratne et al., 2021; Spikin et al., 2016).

The dissertation applies the term climate internal displacement to refer to human
movements within the borders of a given country resulting from sudden onset (e.g., storms,
floods, cyclones, hurricanes) or slow onset (e.g., droughts, environmental degradation, air
pollution) climate shocks. Such sudden onset and slow onset displacement can be temporary or
permanent. People who face internal displacement may experience additional situations that can
contribute to their movement, such as conflicts or economic scarcity. In Honduras, as well as in
many other countries, it is difficult to distinguish whether climate disasters were the sole or
primary cause of people’s displacement.

The United Nations Educational, Scientific and Cultural Organization (UNESCO, 2020)
views climate displacement as forced movements triggered by natural disasters, which can be
temporary or permanent. The International Organization for Migration (IOM) defines
“environmental migrants” as “persons or groups of persons who, predominantly for reasons of
sudden or progressive changes in the environment that adversely affect their lives or living
conditions, are obliged to leave their homes or choose to do so” (2007, pp. 1-2). The term
“trapped populations” refers to people “unable to migrate to safe locations [who] remain trapped
in locations vulnerable to the impacts of climate hazards” (UNESCO, 2020, p. 2). Scholars and
practitioners warn of the need to develop a comprehensive legal definition of climate mobility

and its associated terms in international and national law to outline state responsibilities and
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protections (Atapattu, 2020; Mayer & Cournil, 2016; McAdam, 2012, 2020). Lawyer Jane
McAdam (2012) highlights that “international and national normative frameworks are ill-
equipped to deal with [climate mobility]” (p. 1). Since the 1951 UN Convention Relating to the
Status of Refugees does not explicitly consider climate change as a valid cause for fear of
persecution, it falls short of protecting environmental migrants because they cannot seek asylum
on the basis of forced climate displacement (Atapattu, 2020; Mayer & Cournil, 2016). Lawyer
Sumudu Atapattu (2020) argues that all forms of climate mobility fall under the forced
displacement category because climate stressors trigger involuntary movements that people must
incur to survive.

Some of the literature challenges the claims that climate stressors can lead to mass waves
of cross-border migration since most movements related to climate shocks occur over short
distances and are short term (Boas et al., 2021; de Haas, 2023). Recognizing that most forms of
climate mobility are internal, the scholars contend that only the plural approach “climate
mobilities” would capture the multiple ways in which climate-related human movements
manifest (Boas et al., 2021, p. 902). A comprehensive and inclusive definition of climate
mobility acknowledges the multiplicity of ways in which survivors of climate shocks move and
are temporarily displaced.

Given the impact of climate disasters in the history of humanity, the literature on the
impacts of climate shocks is longstanding. During the 21 century, more research has become
available about the relationship between anthropogenic climate change and the increase in
climate disasters globally. Climate disasters (e.g., hurricanes) can disrupt people’s lives and
livelihoods in diverse ways. To survive the havoc, people often seek refuge elsewhere. Some

may move to a safer location to prevent loss of life and belongings following early warning
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systems. Others may have no alternative but to wait until evacuation operations are activated.
Some may decide to wait at home until survival may no longer be possible if one stays. People
may remain trapped when the disaster hits, and others may be evacuated. Once out of the danger
zone(s), survivors of disaster may then find refuge in community centers and schools used as
shelters (Kousky, 2016). These survivors can temporarily be dislocated in formal shelters, in
informal shelters or self-organized encampments, or in private residences or facilities. According
to Paragraph 2 of the introduction in the UN Guiding Principles on Internal Displacement
(1998), internally displaced persons (IDPs) are defined as the following:

Persons or groups of persons who have been forced or obliged to flee or to leave their

homes or places of habitual residence, in particular as a result of or in order to avoid the

effects of armed conflict, situations of generalized violence, violations of human rights or
natural or human-made disasters, and who have not crossed an internationally recognized

state border. (p. 5)

In relation to the “natural or human-made climate disasters,” some IDPs may confront a
long-term state of displacement if they do not have access to durable solutions. Walter Kélin
(2010), lawyer and former UN Special Rapporteur on the Human Rights of IDPs, suggests that
“depending on recovery efforts, the ensuing displacement need not be long-term” (p. 85). IDPs
may be displaced for a limited period of time and then return to their place of origin to manage
the damage. The damage that climate disasters can cause to housing infrastructure can force
survivors of disasters to allocate resources to repair and rebuild their homes and personal
businesses (if any). Others may return, realizing that their homes no longer exist and may

reconstruct their housing on the same land. The government and its partners may introduce
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official relocation plans for survivors. Another group may take it upon themselves to move
somewhere else.

Variations in people’s immediate and long-term response depend on numerous individual
and structural factors (Tschakert & Neef, 2022). The effectiveness of state and nonstate climate
shock responses can mediate individuals’ decision-making about what to do once they are
displaced. The notion of decision-making can also be contested. One could argue that given the
forced nature of climate-induced displacement since people can die if they do not move, there is
no room for individual decision-making. After all, the external structures surrounding IDPs can
determine their pathway forward once a climate disaster hits. People may navigate decision-
making to assess what they can do to respond. Depending on the severity of the climate disaster,
people’s choices can be narrow if there is not really a choice to be made.

The dissertation explores the ongoing, dynamic, complex, and messy interactions
between structures and individuals the literature recognizes. People who are temporarily or
permanently displaced make decisions about how to respond to the effects of climate shocks
exercising their agency. However, the study discusses and emphasizes the structures of
oppression and inequality that can condition people’s agency amidst climate emergencies and the
options available to cope with the aftermath.

2.1.2 Effects of Climate Shocks on Children and Their Education

Climate shocks and the associated displacement can have detrimental effects on children
(Kousky, 2016; Peek, 2008; Pegram & Oakes, 2017; Rees & Anthony, 2015). Historian Nara
Milanich (2013) challenges the universality of childhood, asserting that the distinct contexts in
which children grow up influence their development differently. The perception that children are

dependent and lacking agency has created a construction of the modern childhood that disregards
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the experiences, independence, and agency of children (Milanich, 2013). In contrast, Milanich
(2013) proposes a perspective that recognizes the plural and divergent nature of childhood. The
dissertation recognizes that children have agency and that their circumstances can influence their
decisions related to their own survival and sometimes even the wellbeing of their family. At the
same time, children depend on broader structures of power and influence, such as their families’
perspectives and decision-making. The surroundings of children at the interpersonal, macro, and
micro levels also shape their positionality in society. Applying this view, children’s abilities to
cope with and even mitigate the effects of climate disasters and displacement still depend to a
large extent on the condition of their households (e.g., parents’ or guardians’ wellbeing, financial
resources). These conditions can influence children’s lives and their opportunities to pursue
formal education.

The literature, particularly policy papers by international agencies and development
organizations, has paid particular attention to the effects of climate change on children and their
education (Nielsen & Allen, 2021; UNICEF, 2015, 2023; Venegas et al., 2024). Climate
disasters and the internal displacement that follows them create obstacles to children’s schooling
(Pegram & Oakes, 2017). Education infrastructure, including preschools, schools, universities,
libraries, and other educational community centers, can be destroyed by climate disasters
(Chuang et al., 2018; Kousky, 2016). Dislocated children can lose access to formal education not
only because their schools may close as a result of infrastructural damage or their use as shelters,
but also because when classes resume, some children are unable to re-enroll (Kousky, 2016). The
economic hardship their households incur may lead to school abandonment as children may need

to work (Kousky, 2016). The relocation sites where survivors of disasters move may lack spaces
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for new school enrollees. This is why disaster response in the education sector requires attention
to both infrastructural and socioeconomic recovery.

The work of sociologist and geographer Hein de Haas (2023) demonstrates that income
loss and labor demands are among the top factors leading to human movements internally and
across borders. Economic hardship also applies to causes of internal displacement related to
climate events. Climate change and education expert Ellen Chigwanda (2016) articulates how
families whose livelihoods rely on agriculture face threats to their income streams and food
supplies as weather patterns and soil conditions shift. As the household moves from rural to
urban areas to find new livelihoods because climate shocks are making the land inarable,
children may be forced to drop out of school to work and financially support their households
(Chigwanda, 2016; Kousky, 2016).

The economic loss families incur can push them to deemphasize education. Experiencing
socioeconomic hardship resulting from a disruption of livelihoods forces families to maximize
resources to sustain themselves. This hardship can create tension in families’ decision-making
processes about the education pathways of their children because even in contexts where access
to education is free and universal, transportation, uniforms, and school supplies may not be
covered (Kousky, 2016). The side costs of education can become unaffordable for financially
struggling families. Incentives for parents or guardians to send their children to school (e.g.,
accessing meals and potable water) are scarce in climate emergencies, as disasters destroy
schools and immediate food and water assistance may be limited (Kousky, 2016; Lara-Arévalo et
al., 2023; Venegas et al., 2024). With reduced resources, the situation following a disaster can

force families to deprioritize education.
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Even if schools are fully operating and meal distribution programs are functioning
properly, the perception that investing in formal education may not open up future jobs or
guarantee social mobility may also influence households’ decisions to prioritize labor over
education for their children. Following a disaster, families may need children to contribute more
formally to family finances and help the family sustain themselves and eventually recover. This
can also interfere with children resuming their education. The literature has recognized that both
girls and boys can be vulnerable to climate emergencies. Disasters can also affect their
educational opportunities. Because the dissertation centers on adolescent girls, the next section
examines research dedicated to understanding how climate shocks can affect girls and women.
2.1.3 Effects of Climate Shocks on Girls and Women

Disaster sociologists Elaine Enarson and Betty Morrow (1998) emphasize how people’s
background, identity markers, and positionality in society shape how they navigate climate
emergencies. The effects of disasters are embedded in “gender, class, race, culture, nationality,
age, and other power relationships” (Enarson et al., 2007, p. 131). In Honduras, the national
system of disaster risk management already recognizes that people have different degrees of
vulnerability during emergencies.?’ This system views children, the elderly, people with
disabilities, individuals permanently or temporarily ill, ethnic groups, pregnant women, single-
headed families, children and women exposed to violence, and people in situations of poverty as

vulnerable. Climate disasters such as Hurricanes Eta and Iota are not only natural catastrophes

27 Those responsible for policies and implementation mechanisms related to coordinated disaster response in
Honduran government are: the Sistema Nacional de Gestion de Riesgos (SINAGER, National Risk Management
System) managed by the Secretaria de Estado en los Despachos de Gestion de Riesgos y Contingencias Nacionales
(COPECO, Secretariat for National Risk and Contingency Management), and the Centro Nacional de Investigacion
y Capacitacion para la Atencion de Contingencias (National Research and Training Center for Emergency
Response).
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but also social as the aftermath can impact people’s health, livelihoods, relationships, education,
among others.

In an article on the Gendered Dimensions of Migration in Relation to Climate Change,
disaster risk management scholars Phudoma Lama, Mo Hamza, and Misse Wester (2021) argue
that the relationship between gender inequality, human movements, and climate change is not
linear. To them, it is a more complex and dynamic process in which climate change becomes a
risk modifier. Ongoing environmental changes reshape preexisting gendered conditions of
inequality. Gender is a “process of social construction that (re)produces subjectivities and
inequalities” (Lama et al., 2021, p. 326). By recognizing dynamism in social processes, one can
reinterpret vulnerability as continuously changing. Vulnerability is not a linear outcome that
disasters produce but a condition continually recreated over time.

Lama and coauthors (2021) developed an analytical framework proposing three pivotal
modifications in the way the links between climate change, human movements, and gender are
studied. First, the female-male gender distinction is not a static binary. This entails that one
should not measure climate change and migration effects on gender linearly. Second, the authors
claim that research and advocacy about the relationship between gender and climate change
concentrate on emphasizing who is vulnerable but not on discussing the root questions of “why
and how” (Lama et al., 2021, p. 330). Third, in the international discourse about climate
adaptation, women in the Global South are portrayed as both the bearers of responsibility and the
ones who lack the most capacity to move. Issues about women, climate change, and mobility are
introduced as only affecting the Global South, placing the Global North as problem solvers.
Lama and colleagues (2021) contend that climate change and human movements are also

relevant to dynamics of gender inequality in the Global North.
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Critical literature on disaster risk management maintains that the experiences of women
and girls in disaster contexts cannot be oversimplified (Cupples, 2007; Ensor, 2009; Lama et al.,
2021; Rao et al., 2019). Climate catastrophes can impact girls in diverse ways. Dislocated girls
of low socioeconomic status may already have little access to healthcare and education as well as
limited future labor opportunities. These conditions suggest that girls living in poverty already
face emergencies threatening their survival and future wellbeing (Atkinson & Bruce, 2015). The
literature has identified specific issues that girls and women can confront when they experience
climate shocks and related displacement. These include gender-based violence, early unions
(also referred to as child marriage), adolescent pregnancy, unequal distribution of household
responsibilities and chores, as well as period poverty. These issues can have implications for
adolescent girls’ access to schooling.

Political scientists Simone Datzberger and colleagues (2023) conducted a comprehensive
review of the literature from a wide range of countries exploring what had been studied about the
potential interplay between climate change, environmental degradation, violence against children
(VAC), and violence against women and girls (VAWG). Specifically, the literature identified
VAWG in temporary shelters following a climate shock as an area of concern (Datzberger et al.,
2023). Overall, the review concluded that targeted implementation initiatives to prevent these
forms of violence under extreme weather response frameworks “are missing” (Datzberger et al.,
2023, p. 26).

In an earlier endeavor to identify bodies of literature about the relationship between
disasters and VAWG, three scholars in the field of public health and development conducted a

systematic review of publications in English about VAWG and disasters®® (Thurston et al.,

28 Thurston et al. (2021) focused on “disasters caused by natural hazards (climatological, geophysical, hydrological
and meteorological hazards)” (p. 2).
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2021). The systematic review considered “the databases Medline, PubMed, Global Health,
Embase and Social Policy and Practice to identify studies published until 29 June 2020”
(Thurston et al., 2021, p. 2). They found eight quantitative studies that showed how going
through a disaster was associated with an increase in cases of VAWG. Girls’ and women’s
experiences of targeted violence can hinder their opportunities to pursue education, as survivors
of VAWG may be unable to go to school due to the physical and psychological trauma that the
violence causes. The risks of being exposed to VAWG may also limit participation in formal
education. Households can be hesitant to send girls to schools located far from their homes
because the walk can be dangerous for girls (Overseas Development Institute [ODI], 2019).

Apart from gender-based violence, there are other challenges that girls may face
following climate disasters and related displacement such as child marriage. Being married at a
young age can negatively impact girls’ opportunities to pursue education (Atkinson & Bruce,
2015). They may take on additional domestic duties and be expected to bear and raise children.
The literature that specifically intersects child marriage with climate shocks and displacement is
not from or about Honduras. I recognize that it can be problematic to refer to literature outside of
the context of study because this dissertation strives to make a contextualized analysis. Later in
this chapter, research about child marriage or early unions in Honduras more broadly is
discussed. In this section, the work of Margaret Alston and other gender studies scholars (2014)
is referenced as an example to acknowledge that there is literature drawing a link between
climate shocks and child marriage. Alston and colleagues (2014) find that the changing climate
patterns in Bangladesh affect families’ livelihoods, resulting in more girls being forcibly married
as “the dowry is cheaper” at younger ages (p. 143). Is there any relationship between climate

change and child marriage or early unions in Honduras?
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The use of the dowry is not a common practice in Honduras as it is in other countries like
Bangladesh. The term early union can capture instances in which girls and women cohabitate
with their partners without being legally married. The Gender Equality Observatory for Latin
America and the Caribbean (LAC) views early unions and child marriage as “a union in which at
least one of the parties is under the age of 18” (ECLAC, 2023, p. 1). Data from the LAC region
shows that “the overwhelming majority of formal and informal child marriages and unions
involve girls, although in some cases their male spouses are also under 18” (ECLAC, 2023, p. 1).
Child marriage in Honduras is illegal but the practice of early unions has not ended. Chapter 4
discusses the cases of early unions in the dissertation sample of out-of-school adolescent girl
participants.

Another issue that the literature identifies as challenges for adolescent girls who
experience climate shocks is period poverty, a term used interchangeably with menstrual
poverty. Period poverty refers to “the inability to afford and access menstrual products,
sanitation and hygiene facilities and education and awareness to manage menstrual health”
(United Nations Entity for Gender Equality and the Empowerment of Women [UN Women],
2025, para. 3). Sociomedical scientists Marni Sommer and Diana J. Mason (2021) explain that
“an expanding body of evidence from [all income. . .] countries indicates significant
menstruation-related challenges faced by schoolgirls, displaced adolescent girls and women, and
women in the workplace” (p. 1). Applied to climate disaster contexts such as droughts, girls on
their period can miss school due to limited water for menstrual hygiene (Chai, 2019). In the case
of Honduras, a report indicated that menstrual poverty prevailed among survivors of Hurricanes

Eta and Iota (IFRC, 2021).

44



Reduced access to menstrual hygiene has also been linked to school absenteeism in
disaster emergencies (Hirani, 2024). Menstrual hygiene plays a vital role in the bodily health of
girls and women. In contexts where period shaming is present, girls who do not have access to
menstrual products and hygiene can struggle to participate in everyday activities, including
school (Sommer et al., 2016). This means that period poverty can affect girls’ participation in
education. Period poverty, along with risks of gender-based violence, the formation of early
unions related to socioeconomic hardship, taking on additional household roles, and adolescent
pregnancy are potential challenges that the aftermath of climate disasters can exacerbate. In
different and complex ways, these issues can limit adolescent girls’ opportunities to pursue
schooling.

2.1.4 Gender and Patriarchy in Honduras

The study on the relationship between climate disasters, internal displacement, and girls’
education in Honduras is limited. However, the literature documents how patriarchy and gender
inequality shapes social, political, and economic relations in Honduras (e.g., Barrios, 2017,
Ensor, 2009; Gutiérrez Rivera, 2018; McCleary, 2016; Menjivar & Walsh, 2017; Murphy-
Graham et al., 2020; Murphy-Graham 2008; Pine, 2008; Portillo et al., 2023). Sociologist Cecilia
Menjivar and political scientist Shannon Drysdale Walsh (2017) in The Architecture of
Feminicide: The State, Inequalities, and Everyday Gender Violence in Honduras, articulate how
“multisided violence” shapes the daily realities of girls and women in Honduras (p. 221). The
conceptualization of the multisided recognizes the complex interrelation between structural,
political, as well as symbolic violence, and how the three can reproduce gender violence.

Gender-based violence in Honduras involves both the interpersonal violence perpetrated

against women and girls because of their gender, and the violent structure that enables impunity
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and further crimes. Menjivar and Walsh (2017) analyze gender-based violence “not as solely
interpersonal acts or by linking them primarily to economic deprivation. . . . [But also as] the
actions and inactions of the state that have served to amplify violence in the lives of Honduran
women” (p. 222). The state can and has committed acts of political violence against women and
girls, but it has also omitted gender-based violence (Menjivar & Walsh, 2017). When the state
omits cases of feminicide, it reproduces the violence that led to the murder in the first place.

Other academics such as international and comparative education scholar Erin Murphy-
Graham have studied gender inequality in Honduras and how education can foster empowerment
and the exercise of one’s agency through the lens of human capability theory. As will be
discussed in the theoretical framework, this dissertation also applies human capability theory to
the analysis. Murphy-Graham (2008) argues that “education can act as a catalyst of
empowerment if it increases women’s knowledge and understanding, self-confidence, and
awareness of gender equity” (p. 31). As a case study, Murphy-Graham examines the secondary
school program Sistema de Aprendizaje Tutorial (Tutoring Learning System) implemented in the
communities of the Garifuna ethnic group in northern Honduras to promote the empowerment of
girls and women.

Because exposure to knowledge alone is insufficient to foster agency and control over
one’s decisions, Murphy-Graham proposes that to empower through education, a combination of
three pillars is necessary. The first pillar is knowledge and critical understanding—defined as “a
new way of viewing the world, a more critical way of thinking” (Murphy-Graham, 2008, p. 38).
The second pillar is self-confidence. By loving and appreciating oneself and one’s body,
knowledge becomes action. However, a real transformation in individual decision-making

toward action requires knowledge of gender inequality. This is why the third pillar is gender
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awareness. “The combination of knowledge and critical understanding, self-confidence and
gender awareness seem to be a powerful impetus for action and change” (Murphy-Graham,
2008, p. 42). Such an awareness is fundamental for girls and women to exercise their agency and
strive for economic and political empowerment.

The concept of agency, as the ability to make choices and take action, is essential to the
study of gender norms and inequality. In the article Enactments of Youth Agency to Resist,
Transgress, and Undo Traditional Gender Norms in Honduras, international and comparative
education scholar Kate McCleary (2016) analyzes how girls and boys enact different forms of
agency in relation to gender norms or “the continuation of conventional gender constructs” (p.
104). Curious about the fact that more girls than boys are enrolled in Honduran schools,
McCleary (2016) asks “if not educational access, what is fueling continued gender inequalities in
Honduras?” (p. 107). Through primary interview and participant observation data, McCleary
analyzes how young girls and boys “negotiate their own identity and respond to the pressures
they feel to behave and act in certain ways” (pp. 107-108). She emphasizes that patriarchy,
machismo, and masculinity impose gender norms that threaten girls, boys, women, and men. Her
work discusses opportunities and constraints that the youth face to challenge oppressive gender
relations in Honduras. Gender constructs influence social interactions and the everyday
experiences of children and youth. For this reason, it is important to apply a gender lens to study
how individuals make decisions about pursuing formal education. The next section focuses on
research about girls’ education and school abandonment in Honduras.

2.1.5 Girls’ Education and School Abandonment in Honduras
A seminal study in the field of comparative and international education on school

abandonment among girls and young women in Honduras was conducted by Murphy-Graham

47



and colleagues (2020). Their research centers on school dropout decisions in rural Honduras.
Instead of early unions, they use the term child marriage, analyzing how it interrelates with
adolescent pregnancy?’ and school abandonment. Murphy-Graham et al.’s mixed-methods
longitudinal study follows 684 girls and women for 8 years (2008-2016). The authors highlight
how the academic work on the relationship between school dropouts, adolescent pregnancy, and
child marriage in Latin America and in Honduras specifically is limited. Murphy-Graham et al.
(2020) use Singh and Mukherjee’s (2018) theoretical framework about school abandonment
decisions among adolescents. This framework recognizes how push and pull factors for
schooling operate in an ongoing interaction between the microsystem (the closest social circles),
the macrosystem (socioeconomic and political structures), and the chronosystem, the time in
which these continuous interactions occur. The conceptual framework Murphy-Graham and
coauthors apply has informed the different levels of perspectives and analysis that this
dissertation addresses. The framework recognizes the ongoing and complex structural layers that
can influence how individuals experience climate emergencies (Kagawa, 2005; Lama et al.,
2021; Oliver-Smith, 2016), and how the aftermath can affect long-term access to education.

The girls and women sampled in Murphy-Graham and colleagues’ study discontinued
their education for different reasons; “no longer wanting to be a student” was the most common
answer up to Grade 10 (Murphy-Graham et al., 2020, p. 710). In 11" grade and thereafter, the
main cause of school discontinuation reported was limited access to financial resources. Their
findings are consistent with prior work on the interplay between factors that influence students’

decisions to opt out of school and the reasons pushing them out (Adelman & Szekely, 2016). The

2 Murphy-Graham et al. (2020) used the term early pregnancy. I apply the term adolescent pregnancy to align with
the scope of my research, as I focused on the experiences of adolescent girls. Related terminology includes teenage
pregnancy and early childbearing.
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majority of participants in Murphy-Graham et al.’s sample dropped out of school before they
married and/or became pregnant. Few re-enrolled after marriage and/or pregnancy “due to
cultural norms (specifically that married girls do not go to school) and childcare constraints”
(Murphy-Graham et al., 2020, p. 720). Access to sexual and reproductive health education was
limited. Their findings are relevant to the dissertation because they shed light on the reasons
explaining why some adolescent girls in Honduras are out of the education system.

Another mixed-methods study on the factors that can contribute to school abandonment
in Honduras was conducted by education scholars German Moncada Godoy and colleagues
(2022). During the COVID-19 pandemic, enrollment decreased significantly. Choloma and La
Lima are the municipalities in the Department of Cortés with the greatest decrease in enrollment
between 2020 and 2021. Based on surveys and interviews with children in and out of school,
teachers, principals, and school district leaders, they recognize that there are endogenous and
exogenous factors that affect access to education. Endogenous reasons are about the school, and
the exogenous reasons relate to issues beyond the school but that manifest in the education
system (e.g., domestic violence). They divide causes of school enrollment and abandonment into
three intertwined categories: individual, family-based, and school-related. At the individual level,
Moncada Godoy et al. (2022) find that access to preschool education and high academic
performance contribute to students remaining in school. At the family level, poverty, limited
parental involvement, domestic violence influence dropouts. The school factors include bullying
and limited semi face-to-face education during the pandemic.

The work of Moncada Godoy and coauthors (2022) is important to this study because it
highlights the manifold challenges that children in Honduras can face and concludes that these

issues affect access to schools. Although the country’s laws protect the right of all children
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(Honduran and non-Honduran) to education, the literature shows that not everyone in Honduras
enjoys this right. Social, economic, political, environmental, and cultural factors influence
people’s pursuit of education. The next section elaborates on the theoretical framework.

2.2 Theoretical Framework

The theory that supports the dissertation analysis is human capability theory, hereafter
referred to as the capabilities theory. Philosopher Martha Nussbaum (2000, 2003) proposes that a
capability represents what individuals can really be and do considering their circumstances. The
capabilities theory focuses on understanding what conditions enable people to live with dignity
and freedom. One can think of capabilities as functionings. Economist and philosopher Ingrid
Robeyns (2006) explains that capabilities are the “functionings that a person can attain . . . the
constitutive elements of living, that is, doing and being” (p. 78). A capability or functioning is
the actual opportunity individuals have to live freely. The recognition of human rights in national
legislation is incomplete if such liberties are not implemented. Freedom “requires being in a
material position to exercise those rights” (Nussbaum, 2000, p. 227). Legal protection of rights
falls short if people cannot enjoy or make use of them.

Through the capabilities theory, Economist Amartya Sen (1999/2001) challenges the
unidimensional approach to development in human capital theory. While human capital theory
conceives development as a linear outcome of economic growth, Sen argues that individuals
require other forms of freedoms to live with dignity. Economic growth is an important dimension
toward the achievement of development but it alone is insufficient. Other dimensions are
necessary. According to Sen (1999/2001), there are five dimensions of human freedom: political
freedom, which is about the right of choosing one’s government; economic freedom, which

refers to having the means to consume and produce; social opportunities, including having access
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to education and healthcare; transparency, which focuses on being able to trust others in society;

and protective securities, including state protections.

Nussbaum (2000) applies a feminist lens to capabilities theory. She centers on the

multiplicity of aspects that can enable women and girls to live with dignity and freedom.

Nussbaum recognizes that the five freedoms Sen (1999/2001) suggests are essential for dignified

and free life. However, she contends that Sen’s framework lacks specificity. Sen leaves room for

nations to define their own capabilities or functionings within a framework of five major

freedoms. Nussbaum (2000) proposes a list of 10 “central human functional capabilities” (p.

231). These are life; bodily health; bodily integrity; senses, imagination, and thought; emotions;

practical reason; affiliation; other species; play; and control over one’s environment. Table 3

outlines the definition of each of these capabilities.

Table 3: Nussbaum’s Central Functional Capabilities.

Capability What does the functional capability entail?

Life The right to be alive and to live a normal life expectancy.

Bodily health Being healthy, nourished, and having access to adequate living conditions.

Bodily integrity | Being safe and not threatened by violence, abuse, or exploitation. Being
able to make individual choices about one’s sexuality and reproduction.

Senses, Being able to create by having access to skill development in education

imagination, and | and also being able to freely choose and cultivate one’s own cultural,

thought spiritual, and political belief system.

Emotions Relate to other people in a mentally and physically healthy way.

Practical reason

Being able to think for oneself and develop critical reasoning.

Affiliation

The right to freely form affiliations and the right to freedom of assembly
and free speech.

Other species

Being able to relate to and care for nature.

Play

Being able to laugh, play, and enjoy recreational activities.

Control over
one’s
environment

Having political control—through active participation in society—and
material control—through property ownership and work.

Note. Items as defined in Nussbaum (2000, pp. 231-232).
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According to Nussbaum (2000), the capabilities articulated in Table 3 are fundamental
for women’s and girls’ freedom and dignity. For example, the top capability, life, considers the
right to be alive, and the second capability, bodily health, refers to being healthy, being
nourished, and having access to adequate living conditions. The third capability, bodily integrity,
is defined as being safe; not being threatened by violence, abuse, or exploitation; and making
individual choices about one’s sexuality and reproduction. The 10 capabilities are interdependent
and indivisible—they are equally important and interrelated.

The concept of capabilities is useful to the dissertation since it focuses on how abstract
ideas of human development and rights materialize in the daily reality of a person in a given
context. Legally, all children in Honduras have the right to education. Being holders of this right
does not automatically mean that they have the actual opportunity to pursue education. Legal
reform is an initial step in the protection of people’s rights, but it cannot be the only one.
Capabilities theory encourages scholars, practitioners, and the state to center on the question of
whether individuals’ conditions indeed enable them to be who they desire to be and to do what
they hope to do in society.

Education scholars apply capabilities theory as an analytical framework. Melanie Walker
and Elaine Unterhalter (2007) analyze the relevance of capabilities theory concerning
educational outcomes. They argue that education is an enabling capability that can lead to the
development and expansion of other capabilities (Walker & Unterhalter, 2007). Education is
both a capability and an enabler of other functionings. It can be an enabler to translate potential
(capability) into actual achievements—depending on the quality of the education received and
other factors that allow people to go to school in the first place. In application, people who are

internally dislocated as a result of a combination of climate disasters, socioeconomic loss, and
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violence may not be able to enroll in school even if the law protects their right to do so. Even if a
person only experiences a climate disaster, violence, or socioeconomic loss alone, such a
situation may limit the possibility of attending school.

Gender and education scholar Ramya Subrahmanian (2002) examined the
interconnections between gender inequality in education and Nussbaum’s (2000) approach to
capabilities theory. Subrahmanian (2002) concluded that “while rights identify desirable ends for
humans to aspire to and on which they can claim their entitlements, capabilities go one step
further by suggesting what we should be looking for” (p. 231). The right to education provides a
normative framework. The capabilities approach looks at how other capabilities influence
whether someone can exercise their right to education and at how the fulfillment of this right can
enable other human functionings. Climate disasters can pose severe economic challenges (e.g.,
household earnings may decline), driving adolescent girls to pull out of school to work (Kousky,
2016). Considering Nussbaum’s capability of play, a girl can struggle to be able to exercise such
a functioning if she works long hours to support her family in coping with the loss. The
capabilities approach is a foundational step to translate ideals—or rights, such as education—into
actions. The focus is on the potential and real options people have to be able to pursue education.

Murphy-Graham’s (2008) qualitative research on the north coast of Honduras on girls
and women empowerment is relevant to the capabilities vs. rights debate. Her study shows that
the years a woman spends enrolled in school do not guarantee gender equality, concluding that
“education can act as a catalyst of empowerment if it increases women’s knowledge and
understanding, self-confidence, and awareness of gender equity” (Murphy-Graham, 2008, p. 31).
From a feminist lens applied to capabilities theory, it is insufficient for girls and women to have

the right to education and to be capable of attending school if by exercising this capability there
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are no opportunities to develop additional ones—such as the political and material control over
one’s environment. In post-disaster contexts, protecting and fulfilling the right to education is
essential to ensure people’ full exercise of their functional capabilities but access to schooling is
insufficient. Quality education and disaster response training that supports individuals are also
necessary for effective disaster recovery and prevention.
2.2.1 Expanding Voices on Capabilities Theory

Expanding voices of Nussbaum’s (2000) approach to capabilities theory view her list of
10 central capabilities as prescriptive. Economist S. Charusheela (2009) argues that Nussbaum’s
list of capabilities outlines and imposes moral standards deemed as universal. The
universalization of rights and moral norms guided by Western thinking diminishes self-
determination. Charusheela (2009) challenges the list as it can fail to account for context-specific
nuances that may not align with a rigid set of capabilities. I align with Charusheela’s argument
on cultural relativism because each person, community, locality, and nation should be able to
define their own capabilities. From the perspective of gender, childhood, boyhood, and girlhood
are not and cannot be deemed as universal in education development, nor in any other sector,
because the world is diverse and because context plays a role in people’s experiences. Having
said this, I find Nussbaum’s proposition of moving beyond legal rights in human development
valuable and still relevant because implementation of law and policy remains a challenge for
nations in the Global North and the Global South.
2.2.2 Capabilities Theory in Application

The concept of capabilities provides a theoretical framework to analyze the multifaceted
effects that climate disasters and internal displacement can have on girls’ capability to access and

remain in school. Applied to the study of vulnerability to disasters and their consequences for the
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education sector, capabilities theory foregrounds whether people have the actual opportunity to
live a life with dignity and freedom in the aftermath. Because the dissertation centers on climate
shocks and girls’ access to education, the theories of disaster social vulnerability and post-
disaster reconstruction complement the use of capabilities theory in the analysis.

Disaster sociologists Elaine Enarson and Betty Morrow (1998) claim that gender is
essential to understand the ability of individuals to cope with environmental catastrophes.
Disaster social vulnerability theory posits that people’s backgrounds, identities, and positionality
in society define how vulnerable humans are to a shock because vulnerability is embedded in
“gender, class, race, culture, nationality, age, and other power relationships” (Enarson et al.,
2007, p. 131). Since the distribution of power in society is unequal, the capacity of individuals to
cope with climate emergencies vary. Vulnerability as “gendered” (Enarson, 2000, p. 4) implies
that gender norms and relations differentiate people’s power, roles, and behaviors. In addition to
the physical destruction disasters cause, the catastrophe is a gendered and social phenomenon
because it produces and reproduces gender inequality.

Building on Enarson’s work, anthropologist Marisa O. Ensor (2009) conceptualizes post-
disaster reconstruction as a gendered process because it can replicate preexisting inequality. “A
narrow view of the causes and consequences of disasters leads to a focus on the purely physical,
which ignores social realities and marginalizes gender concerns” (Ensor, 2009, p. 130). In the
book The Legacy of Hurricane Mitch: Lessons from Post-Disaster Reconstruction in Honduras,
she argues that the aftermath creates an opportunity both for infrastructural and social change.
The post-disaster terrain can be a space to transform the structures of power that underpin the
unequal distribution of power. Ensor asserts that “it is crucial to start considering women as

assets and not simply as victims” (p. 149). Recognizing and contextualizing what issues can
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make women vulnerable to disasters matters, but ensuring the participation of women in the
decision-making of post-disaster responses is equally relevant for a just reconstruction.
2.3 Conclusion of Chapter 2

This chapter focuses on research about climate disasters, gender, patriarchy, girls’
education, and school abandonment in Honduras. The literature review elaborates on the major
debates defining climate mobility, and what kind of human movements fall within this
category—paying particular attention to internal displacement associated with extreme
precipitation. Previous studies emphasize the relationship between infrastructural damage of
educational buildings and homes with school interruptions in post-disaster contexts. The
disruption of livelihoods—such as in households that rely on agriculture—and socioeconomic
hardship due to material loss can create barriers for children to access education. The literature
underscores that girls and women can face particular challenges in the aftermath of climate
disasters. These issues include gender-based violence, early unions or child marriage, adolescent
pregnancy, unequal distribution of domestic work, and period poverty.

The theoretical framework applies capabilities theory complemented by social
vulnerability and post-disaster reconstruction theories to analyze the relationship between
climate shocks, internal displacement, and adolescent girls’ access to education in the Sula
Valley. If Honduran law already grants the right to free education, what else diminishes the
fulfillment of this right? Capabilities theory recognizes that for people to actually make use of
their rights they should enjoy all the conditions that would allow them to do so. Social
vulnerability theory applied to disasters suggests that vulnerability is the product of a complex
interrelation of politics, geography, environment, history, social norms, and culture. Gendered

post-disaster reconstruction theory asserts that the aftermath can reproduce gender inequality. It
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also stresses the power that governments, civil society, communities, and people have to
conceive the post-disaster space as one of transformation toward justice. Paying attention to
adolescent girls’ experiences with education post-Hurricanes Eta and Iota is an important step to
advance a more just post-disaster reconstruction in the Sula Valley. The next chapter on the
research design and methodology articulates how the dissertation sheds light on people’s

experiences with the aftermath of climate shocks.
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Chapter 3: Research Design and Methodology

The dissertation employed a case study methodology. Education scholars Anne Dyson
and Celia Genishi (2005) discuss in On the Case the application of this methodology in
educational research. The purpose of a case study is to analyze the “local particulars™ of an
abstract phenomenon (Dyson & Genishi, 2005, p. 3). Concentrating on context-specific and
localized human experiences at the scale of a social unit—an individual, a family, a
community—can help researchers better understand how people make meaning of the complex
dynamics behind societal phenomena (Dyson & Genishi, 2005; Geertz, 1973).

The context of a bounded case around a social unit is made up of physical components—
for example, a school—and of abstract elements such as social relationships (Dyson & Genishi,
2005; Goodwin & Duranti, 1992). Culture, history, and the economy represent macro-level
factors that contribute to defining the physical and abstract features of a given context (Dyson &
Genishi, 2005, p. 8; Goodwin & Duranti, 1992). Anthropologist Lila Abu-Lughod’s (1991)
“ethnographies of the particular” emphasizes the importance of a focus on the individual (p.
149). She asserts that “the effects of extralocal and long-term processes are only manifested
locally and specifically, produced in the actions of individuals living their particular lives,
inscribed in their bodies and their words” (Abu-Lughod, 1991, p. 150). By understanding and
engaging with the particular, researchers can question and contradict generalized assumptions
and narratives about how people and their experiences are represented.

Through in-depth semistructured individual interviews and document analysis, the case
study sought to examine how a group of adolescent girls in and out of school made meaning of
their experiences with the phenomena of climate emergencies, displacement, and decisions about

leaving or remaining in school. To understand their context, time, and space at different scales,

58



adult family members; teachers; school administrators; as well as representatives of civil society,
international agencies, and government officials were also interviewed.

3.1 Data Collection
3.1.1 Research Sites

The municipalities of La Lima and Choloma are located in the Sula Valley, a
northwestern region within the Department of Cortés. It is the largest alluvial valley in Honduras,
with the Ultia and Chamalecon Rivers flowing through the territory (Secretaria de Agricultura y
Ganaderia [SAG] & Direccion de Ciencia y Tecnologia Agropecuaria [DICTA], 2002). When
Hurricanes Eta and Iota hit, these rivers overflowed. La Lima, Choloma, and many other areas in
the Sula Valley and in Honduras at large were inundated. I took a photo of the Chamalecon River
(see Figure 4) from a bridge close to the center of La Lima. Back in November 2020, this area

was completely flooded.

Figure 4: A 2023 Photo of the Chamalecon River as It Passes Through La Lima Municipality.

Although Hurricanes Eta and Iota impacted several departments and their municipalities
in Honduras (UN & IDB, 2021), the dissertation centered on La Lima and Choloma. Dyson and
Genishi (2005) underscore the importance of narrowing one’s scope as researchers to design a

feasible case study. The Sula Valley is the major industrial hub in Honduras, making large

59



contributions to the country’s GDP. Situated inside the Sula Valley is San Pedro Sula, the second
most populous city in Honduras after the nation’s capital, Tegucigalpa. La Lima and Choloma
are at the periphery of San Pedro Sula. La Lima’s main economic activity is agriculture,
including the production of bananas, plantains, citrus fruits, sugarcane, and grains. Choloma is
the center of the maquiladora industry in Honduras (Kennedy & Cardoza, 1995; Pine, 2008).
This municipality has the highest number of maquilas nationwide. Agricultural production and
commerce are also important.

The University Observatory of Territorial Planning (OUOT?°) of the Universidad
Nacional Autonoma de Honduras (UNAH) launched an interactive map of Honduras on
September 7, 2021, with consolidated data on Hurricanes Eta and Iota (OUOT, 2021a). I
translated the map’s legend into English and inserted an arrow to highlight the location of Cortés.
Figure 5 shows that this department was among those most affected by Hurricanes Eta and Iota.

Afectaciones ETA-IOTA

Legend
geonode_Consolidated_ETA_IOTA

O No Report

[ Less than 1,000 People Affected
[ 1,000 - 10,000 People Affected

[ 10,000 - 100,000 People Affected
[ 100,000 - 200,000 People Affected
W More than 200,000 People Affected

Figure 5: Impacts of Hurricanes Eta and Iota by Municipality.

Note. Adapted from Afectaciones ETA-IOTA (Impacts of Eta and Iota), by Observatorio

30 OUOT stands for Observatorio Universitario de Ordenamiento Territorial in Spanish.
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Universitario de Ordenamiento Territorial, 2021b

(https://geoportalouot.unah.edu.hn/maps/53#license-more-above). In the public domain.

The OUOT’s (2021b) consolidated data indicates that in Choloma, 414,565 people were
affected, out of which 155,653 were evacuated. In La Lima, 211,280 people were affected, out of
which 62,390 were evacuated (OUOT, 2021b). Based on the significant impacts Hurricanes Eta
and lota had on Choloma and La Lima, the scope of the dissertation was narrowed to these two
municipalities.

3.1.1.1 Schools

Four public schools participated in the study. They all offered classes through ninth grade
and were located in areas that flooded as a result of Hurricanes Eta and lota. Three schools were
in La Lima, and one school was in Choloma. To protect the participants’ identity, the schools’
real names were not included. Instead, they were labeled according to the municipality where the
schools were located: La Lima #1, La Lima #2, La Lima #3, and Choloma. The in-school
adolescent girls interviewed were all enrolled in ninth grade in one of these schools. Following
the TC IRB standards, all four principals signed a consent form translated into Spanish granting
me permission to enter their school, recruit participants, and conduct interviews on site.
Individual interviews with the adolescent girls who were in school were conducted at their
school site after their parents or guardians granted written consent and the girls granted written
assent.

3.1.2 Data Collection Timeline

The fieldwork was organized into three periods. This process helped to build trust over

time with potential schools and participants. Document analysis was ongoing across all three

periods. Figure 6 presents the study’s timeline and the type of data collected.
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In person: July 2023

Ongoing Virtual: September 2023 to In person: August to In person: February to
Pre and Post PhD Candidacy March 2024 September 2024 March 2025
Document : : :
- Fieldwork 1 Fieldwork 2 Fieldwork 3
Analysis
of academic literature, legal TC IRB #23-357 TC IRB #24-418 TC IRB #25-130 and
and policy documents, Interviews with: Interviews with: modifications to previous IRB
official reports, as well as - Parents or - Adolescent girls out protocols
reports from international guardians of school Interviews with:
and local organizations - Teachers - Adolescent girls in - Adolescent girls out
- School school of school
Secondary quantitative data administrators - Adolescent girls in
collection from SEDUC, - Government officials school
OUDENI, INE, COPECO, - Civil society - Parents or
IDMC, and World Bank Group representatives guardians
- Teachers
- School

administrators
- Government officials

Figure 6: Study Timeline.

3.1.3 Participants

The study is based on semistructured in-depth individual interviews with 58 participants:
adolescent girls in and out of school (n = 33), parents and guardians (n = 6), teachers and school
administrators (n = 5), representatives from civil society and international agencies (n = 12), and
government representatives (n = 2). Appendix A outlines the pseudonym and interview dates.”!
The perspectives of adolescent girls in and out of school were central to the study. However,
because multiple people and conditions in these girls’ lives could influence their opportunities to
participate in formal education, individuals who could provide different perspectives on girls’
challenges to schooling were interviewed. These participants included relatives; teachers; school
administrators; government stakeholders who developed education policies, were responsible for
public education, and implemented education laws; and representatives from civil society and

international agencies. Their work focused on education and disaster response.

311 conducted interviews with more than 58 people during the PhD program for this project. After the proposal
hearing, the scope of the interviews included for the dissertation was narrowed to La Lima and Choloma to
contextualize the analysis not just within the Sula Valley but to two municipalities at the periphery of San Pedro
Sula.
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3.1.3.1 Adolescent Girls Out of School

Inclusion Criteria. Potential out-of-school adolescent girls had to be between the ages of

12 and 17 years, and have dropped out of school for any length of time (and still be out of school

at the time of their interview). The out-of-school participants also had to have experienced at

least one climate disaster in the Sula Valley region that caused them to move out of their homes.

Finally, the potential participants had to be living in a neighborhood within La Lima or Choloma.

Sample (# = 14). Fourteen adolescent girls who were out of school and who met the

inclusion criteria were interviewed. Table 4 outlines the municipality, pseudonym, age, and

interview date for these participants.

Table 4: Municipality, Pseudonym, Age, and Interview Date of Out-of-School Participants.

Municipality | Pseudonym  Age Interview date Follow-up interview date
La Lima Constanza 17 September 3, 2024 I did not have consent from
(n=17) the parent or guardian.
Alia 12 March 11, 2025 I did not return to the
Mariela 14 March 11, 2025 research sites after 2025,
Rosmery 16 March 13, 2025 which means that I did not
Marcela 15 March 13, 2025 conduct follow-up
Guadalupe 15 March 13, 2025 interviews with these
Betsy 13 March 13, 2025 participants.
Choloma Emilia 13 August 27, 2024 March 5, 2025
(n=17) Alma 15 August 27, 2024 No follow-up interview
Abigail 15 August 27, 2024 March 5, 2025
Milagros 16 August 27, 2024 No follow-up interview
Amaia 15 August 27, 2024 No follow-up interview
Ximena 15 August 27, 2024 March 5, 2025
Aracely 14 August 27, 2024 March 5, 2025

For the out-of-school adolescent girls interviewed in 2024 in Choloma, follow-up

interviews with four of them were conducted in 2025. I only attempted to conduct follow-up

interviews with those out-of-school participants whose parents or guardians granted me

permission to follow up.
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Chapter 4 discusses the effects of Hurricanes Eta and Iota and other sudden onset climate
disasters in their lives and the related displacement they experienced. It also shows how
experiences with evacuations, internal displacement, dislocation, and return varied among the
interviewees. The 12-to-17-year age range was chosen to align with the Honduran Fundamental
Law of Education (2011). This law mandates that the “ages of reference” in basic education are
from 6 to 14 years of age. The “ages of reference” for middle education are 15 to 17 years of age,
and for seventh through ninth grade are 12 through 14.

3.1.3.2 Adolescent Girls in School

Inclusion Criteria. Adolescent girls who were still in school. These potential in-school
participants had to be between the ages of 12 and 17 years, and in ninth grade in one of the four
participating public schools in La Lima and Choloma. In addition, these in-school participants
had experienced at least one climate disaster in the Sula Valley region that caused them to move
out of their homes.

Sample (7 = 19). Nineteen adolescent girls in school participated based on the inclusion
criteria. Table 5 (next page) outlines the municipality, school, pseudonym, age, and interview
date. The age of the in-school participants ranged from 13 years to 15 years. There were no
follow-up interviews with the in-school participants because they would have been moving on to

different schools and tracks for middle education if they continued their schooling.
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Table 5: Municipality, Pseudonym, Age, and Interview Date for In-School Participants.

Municipality School Pseudonym Age Interview Date
La Lima La Lima #1 Mariana 14 August 15, 2024
(n=16) (n=9) Valentina 15 August 15, 2024

Camila 14 August 15, 2024
Natalia 14 August 15, 2024
Florencia 14 August 16, 2024
Luciana 14 August 15, 2024
Aitana 14 August 19, 2024
Elvira 14 August 21, 2024
Kiara 15 August 21, 2024
La Lima #2 Perla 14 August 28, 2024
(n=4) Roxana 14 August 28, 2024
Nayeli 15 August 28, 2024
Estela 14 September 3, 2024
La Lima #3 Catalina 15 September 3, 2024
(n=3) Aurora 14 September 3, 2024
Tina 14 September 3, 2024
Choloma Choloma Gina 14 March 14, 2025
(n=3) (n=3) Mirtha 15 March 14, 2025
Yelitza 13 March 14, 2025

3.1.3.3 Parents and Guardians

Sample (7 = 6). Six parents and guardians of the out-of-school adolescent girls were
interviewed. Four parents were mothers and two were guardians. Table 6 (next page) outlines the
municipality, pseudonym, out-of-school adolescent girl they were related to, whether they were
parents or guardians, and the interview date. Parents and guardians of the in-school adolescent
girls in the study did not participate because of scheduling limits with the girls’ schools. The
absence of firsthand accounts from these parents and guardians is a limitation of the study and an

area for further research.

65



Table 6: Parents and Guardians of Out-of-School Adolescent Girl Participants.

Municipality | Pseudonym  Adolescent Girl =~ Parent or Guardian Interview Date
La Lima Yamileh Alia Guardian March 11, 2025
(n=3) Graciela Mariela Guardian March 11, 2025
Ruby Rosmery Parent March 13, 2025

Choloma Zorimar Abigail Parent March 5, 2025
(n=3) Valeska Ximena Parent March 5, 2025
Mar Emilia Parent March 5, 2025

3.1.3.4 Teachers and School Administrators

Ninth grade teachers and school administrators for each of the four schools participated.
Hurricanes Eta and Iota had impacted the four participating schools and were located within
flood-prone areas of La Lima and Choloma.

Sample (n = 5). Three teachers and two school administrators were interviewed as
outlined in Table 7 (next page). One of the teachers, Clarisa, also served as the school’s
principal. Clarisa’s school was underfunded and facing a school personnel deficit. In her
interview, Clarisa explained that her school only had three teachers (including her). Clarisa did
not teach one specific grade but took shifts with other teachers to support all the other grades.
Clarisa was not the only school interviewee filling multiple positions. Joaquina, a teacher in La
Lima #1, was the maestra guia (advising or teacher) for Grade 9°? and the Spanish teacher for
Grades 7, 8, and 9. Tulio, a teacher in La Lima #2, taught science and math for Grades 7, 8, and

9. I did not interview a teacher nor a school administrator of La Lima #3.

32 In the interview with Joaquina on March 9, 2025, she explained that at La Lima #1: “Each section has an advising
or lead teacher, who is responsible for providing personalized attention to the students, communicating with their
parents, and handling everything related to the institution’s relationship with the student. This includes addressing
behavioral issues and contacting parents regarding any situation that arises at the school involving their child....
Uploading grades to SACE, making sure they are working on all subjects, and attending to all kinds of requests.”
The SACE is the Management System for Educational Centers that I referred to in Chapter 1.
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Table 7: Descriptive Information About Teacher and School Administrator Participants.

Municipality School Pseudonym Role Interview date

LaLima La Lima #1 Joaquina Teacher (Spanish for grades  March 9, 2025
7, 8, and 9) and maestra guia
(advising teacher) for grade 9

La Lima #1 Sofia Principal July 19, 2023
La Lima #2 Tulio Teacher (science and math March 6, 2025
for grades 7, 8, and 9)
La Lima #2 Rogelio Assistant principal March 6, 2025
Choloma Choloma Clarisa Teacher (various grades), March 5, 2025
Principal

Sofia, the principal of La Lima #1 in 2023 and 2025, was interviewed as well as Rogelio,
the assistant principal of La Lima #2. Rogelio agreed to be interviewed because the principal had
numerous school commitments. The principal kindly offered the option of me interviewing
Rogelio, and Rogelio generously consented to participate.
3.1.3.5 Civil Society Organizations and International Agencies

Education and disaster response-related representatives of civil society, international
agencies, and organizations participated in the study. At the time of their interviews, the
representatives had done work on education, displacement, girls’ and women’s rights, and/or
climate disaster response.

Sample (n = 12). Twelve representatives from this category of participants were
interviewed. Table 8 (next page) indicates the pseudonym, organization/agency type, and
interview date. Specific names of local organizations are not used to protect the participants’
identities and following the interviewees’ preferences. Four participants were from religious
Christian civil society organizations (Andrea, Daniela, Alicia, and Josefina), five from civil
society organizations, national or international with presence in Honduras (Julieta, Irene,
Martina, Maricarmen, and Hugo), and three from international UN agencies (Anastasia, Catia,
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and Jacinta). Catia and Jacinta worked for the United Nations High Commissioner for Refugees

(UNHCR). Anastasia preferred not to disclose the UN agency she represented.

Table 8: Descriptive Information for Civil Society and Government Official Participants.

Type of participant

Pseudonym

Organization

Interview date

Civil society and
international agencies
(n=12)

Government
representatives (n = 2)

Julieta

Andrea
Daniela
Alicia
Josefina
Irene

Martina

Maricarmen
Anastasia

Catia
Jacinta
Hugo

Director of Early
Warning Systems
Municipal
Director of
Education in La
Lima

International civil society

organization
Religious group
Religious group
Radio Progreso®”
Religious group

Trade union

Independent civil society
organization for children
with special needs

Independent civil society

organization

UN organization with a
presence in Honduras
UNHCR personnel
UNHCR personnel
International organization for

health
COPECO

SEDUC

July 21, 2023

July 15,2023
July 17,2023
July 22,2023
January 9, 2024
January 17,
2024
January 17,
2024

March 1, 2024
March 5, 2024
March 13, 2024
March 13, 2024
March 21, 2024

March 17, 2025

March 19, 2025

3.1.3.6 Government Officials

Sample (n = 2). As Table 8 shows, appointed government officials participated. One

33 Radio Progreso is part of the Equipo de Reflexion Investigacion y Comunicacion de la Compaiiia de Jesus (ERIC

SJ; Jesuit Reflection, Research and Communication Team).



worked in the Secretariat of Education (SEDUC) and the other one in the Secretariat for National
Risk and Contingency Management (COPECO), responsible for coordinating Honduras’ disaster
response nationally. From COPECO, the Director of Early Warning Systems was interviewed.>*
Before conducting this interview, I had already visited COPECO’s National Emergency
Operations Center in Tegucigalpa to learn more about Honduras’s early warning system (see
Figure 7). COPECO monitors all kinds of disasters in Honduras from this center, releasing
different alertas (alerts) based on the severity of the shock. The alerts are color coded:
mandatory evacuations (red), preventative voluntary evacuations (yellow), and staying alert to

how the disaster unfolds (green).

Figure 7: Visiting the National Emergency Operations Center in Tegucigalpa (2024).

To understand a localized government perspective from the SEDUC, I interviewed a

local government official: the Municipal Director of Education in La Lima.*®

34 Since the government official allowed me to disclose the position held, I used the title instead of a pseudonym to
refer to the interviewee. The title in Spanish was Director de Alerta Temprana.

35 As stated in footnote 25, because the government official allowed me to disclose the position held, I used the title
instead of a pseudonym to refer to this interviewee: Directora Municipal de Educacion en el Municipio de La Lima
(in Spanish).
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3.1.4 Recruitment

The study used snowball sampling and purposeful sampling to recruit participants.
Purposive sampling is ideal for research seeking particular cases to examine (Creswell & Poth,
2018). No participant was paid to participate in the study. There were no costs to the parents or
guardians, nor to the minors, to participate. However, if the accompanying adult of an out-of-
school girl was unable to cover the round-trip transportation costs to the mutually agreed
interview location, I covered this cost for the girl and accompanying adult.

The four participating schools were selected because they were public schools located in
La Lima or Choloma and had been damaged by Hurricanes Eta and lota. In-school girls were
recruited at school. Before recruiting students, I spoke in person with the principals and teachers
about the study and answered their concerns, which included what kind of questions would be
asked, the study’s purpose, how many girls were going to be recruited, and when the interviews
would be conducted. After coordinating with the principals and teachers on what would be the
best days to start the recruitment process, I went to each of the ninth grade classrooms and
briefly described the study to the students (boys and girls together). I read the script in Spanish
that the IRB had approved, stated that the study would only involve girls in ninth grade, and
answered any questions the students raised. Girls who were interested in participating or learning
more about the study were given a printed copy of the parental consent form that their parents or
guardians had to sign for the girls to be allowed to participate. When a girl returned her signed
parental consent form, an interview was scheduled at a convenient time for her at the school.

For the out-of-school girls, recruitment happened through word of mouth with the help of
school personnel, local civil society representatives, and international organization members and

their partners that had initiatives in the research areas. None of these individuals nor the schools
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or other organizations had or will have access to the interview data. To recruit the out-of-school
participants, [ was connected with community representatives who were involved in local
projects in partnership with international organizations and with local government
representatives. They knew of some households with girls who were not in school. I spoke
individually with the parents or guardians from these households to explain what the research
was about, the potential risks, and what the interview with the adolescent girl would entail. If the
parent or guardian was interested, they received a printed consent form in Spanish, read it with
me, and any questions or concerns were addressed. If allowed, I spoke with the adolescent girl;
explained the research in detail using the assent form; and if the girl agreed, the interview was
conducted.

To recruit the sample of parents and guardians, after conducting each interview with an
out-of-school adolescent girl, each girl was asked if they would allow me to interview their
parent or guardian. After receiving the girl’s verbal consent, the representative was asked for
consent to do a one-on-one interview.

With the support of a scholar in Honduras, I got connected with different principals of
schools that had been affected by Hurricanes Eta and Iota in the Sula Valley. Once the
participating schools in La Lima were identified, I recruited teachers by asking each principal if
they would allow me to approach a ninth grade teacher in their school for an interview. Then, the
study, participants’ rights, potential risks associated with participation, and the time commitment
was explained to them. For the school administrators, Sofia was recruited in 2023. I sent all the
information about the study to Sofia, who then expressed interest in meeting with me and doing
an interview. Sofia introduced me to the leadership of the other participating schools in La Lima.

Clarisa, a principal and a teacher at the school in Choloma, was recruited in 2025 after other
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community members connected us. Upon sharing all the details about the study, she gave me
signed consent to do research in her school, recruit Grade 9 girl students, and interview her.

Through snowball sampling, representatives of civil society and international agencies
were recruited. An email or letter outlining the details of the study and inviting them to
participate was sent. The communication was ongoing until the interview took place, and even
after, as some of them referred me to other potential participants.

Informal communications, exchanges of messages, and meetings in person and virtually
with different nongovernmental representatives took place throughout the three fieldwork
periods, which helped me identify relevant government officials for one-on-one interviews. After
sending emails and through ongoing communication, two interviews with government
representatives were held.

3.1.5 Primary Data Collection: Interviews

The semistructured in-depth interviews were conducted in Spanish and ranged from 20
minutes to 1 hour. Different interview protocols were used depending on the type of participant
(see Appendices C through F). To conduct interviews with adolescent girls, a consent form was
signed by a parent or guardian beforehand. In addition, an assent form was read with the minor.
If she signed the assent form, the interview began. This meant that even if a parent or guardian
agreed to the minor’s participation, the adolescent girls also had to agree or they were not
interviewed. For interviews with adults, only a verbal consent form was necessary. Both the
adolescent girls and the adults who participated were asked for permission to audio record their
interviews. If they agreed, participants were notified of when the audio recorder started and
stopped. If participants did not want their interview audio recorded, handwritten notes were

taken. Out of the 33 adolescent girl participants, 16 agreed to have all of their interviews
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recorded, 15 asked that none of their interviews be recorded, and two agreed to have only their
follow-up interview recorded. Out of the 28 interviews with adult participants, 25 were recorded
and two were based on handwritten notes.
3.1.6 Secondary Data

Data on climate disasters, internal displacement, and education in the Honduran Sula
Valley and in Honduras at large are limited, not always disaggregated, and scattered. This
situation highlights how such data are often incomplete or missing altogether and politicized.
Prior to, during, and after conducting the interviews, documents were compiled to further
understand the contexts of the study and contextualize the findings. 163 relevant documents
across different categories were reviewed: legal documents (national and international), policy
documents and other official reports, materials from NGOs and international agencies,
newspaper articles, and blog posts.>®

For official data, the dissertation relied on the INE and its monitoring branches, the
SEDUC and its data monitoring mechanisms, as well as observatories that had access to official
data, such as OUDENI and the ODH. For climate disaster and related displacement data, the
study relied on data from COPECO, the IDMC, and the OUOT at the UNAH. For data on
violence against women and girls (VAWG), data from the Encuesta Nacional Especializada
sobre la Violencia Contra las Mujeres y Ninias (National Specialized Survey on VAWG) was
used. Where these data are mentioned throughout the dissertation, details about their sources are
provided.
3.2 Interview Transcription

For the interviews that were recorded, I transcribed the recordings in Spanish using paid

36 Note that in this total number of documents, I did not include relevant peer-reviewed articles or any books.
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transcription software. The interview transcriptions were revised various times to address any
errors by listening to the audio recordings. All the transcription documents and audio recordings
were deleted from the software. To protect the participants’ identities, the audio recordings were
also deleted from my password-protected Google Drive once the interviews were transcribed and
checked several times for accuracy. If the participant only allowed me to take notes, these notes
were typed manually into a Word document and noted that unless quotation marks appeared in
the document, the transcription was not verbatim. The notes were destroyed once they were
transcribed.

3.3 Data Analysis

The interview files were analyzed in Spanish using NVivo software. The coding was
done in Spanish to ensure no meaning was lost in translation. Analytic coding was performed
following the data analysis recommendations in Dyson and Genishi’s (2005) On the Case. I drew
from the first and second coding cycles approach that Saldafia (2021) recommended for case
studies. Dyson and Genishi (2005) elaborate on how analyzing qualitative data in case studies is
a process to find “coherency” (p. 80). Through this process, researchers “identify and gain
analytic insight into the dimensions and dynamics of the phenomenon being studied . . . [and
they also] understand how the phenomenon matters from the perspectives of participants in the

299

‘case’” (Dyson & Genishi, 2005, p. 81). My interpretations were “grounded” in the interviews
and “reflexive,” since the theoretical framework, the literature review, as well as my own biases
informed the analytical process (Dyson & Genishi, 2005, p. 81; see also Strauss & Corbin,
1990).

In the first coding cycle, structural coding based on the interview protocols was applied.

Saldafia (2021) recommends the use of this coding approach for all qualitative research but
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specifically for projects “employing multiple participants [and] standardized or semi-structured
data-gathering protocols” (p. 130).” A round of in vivo coding was also applied. In vivo coding
allows researchers to identify codes based on the interviewees’ words. For example, the use of
the word pisto (“money”) arose from the in vivo coding. This stage was consistent with Dyson
and Genishi’s (2005) suggestion of identifying “recurrent terms” and “statements” in the data (p.
110). Then, values coding and emotional coding were used to identify patterns of feelings and
values in relation to exposure to disasters, displacement, community environment, and school
opportunities.

To prepare the coding scheme, the process Saldafia (2013) recommends of first including
a brief description of the code which is “the name of the code itself” (p. 25), was followed. Then,
“a 1-3 sentence description of the coded datum’s qualities or properties” (Saldafia, 2013, p. 25)
was included. Appendix B outlines the final coding scheme used to analyze the data. It shows the
original codes in Spanish, the translation, and a brief description. The coding scheme combines
the structural codes from the interview protocols and the literature review; the in vivo codes that
emerged from the interviews during the first coding cycle; and the codes related to values and
emotions. In the second coding cycle, pattern coding was used to identify common themes
throughout the interviews. In addition to coding in NVivo, I wrote an interview summary for
each case analyzed.
3.4 Ethical Considerations

Since the dissertation involved working with minors, all necessary steps to protect the

participants were taken. All forms were developed, distributed, read, and always explained in

371 also inserted the structural codes into an Excel document, processing the responses of adolescent girl
participants.
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Spanish in an age-appropriate manner. Participants were made aware of their rights and potential
risks associated with their participation in this study. They were informed that they did not have
to answer any questions or share anything they preferred not to discuss. They were told that they
could stop participating in the study at any time without penalty and that their information would
be kept confidential. Participants were referred to using a pseudonym. For minors, a consent
form was given to parents or guardians to sign. This form outlined all the details about audio
recording. Both the parents or guardians and the minor agreed to be audio recorded for it to
happen. If the parent agreed, but the minor did not, the minor was not audio recorded. The minor
signed the assent form as well. Based on the IRB for the study, only verbal consent was
necessary for interviews with parents or guardians, teachers, school administrators, civil society
and international agency representatives, and government representatives. The different types of
primary data collected were stored on a password-protected computer and Google Drive (a
Teachers College, Columbia University account).

This was a minimal risk study, which meant the harms or discomforts that the
participants may have experienced were not greater than what they would ordinarily encounter in
daily life while taking routine physical or psychological examinations or tests. The participants
could feel embarrassed, uncomfortable, or sad while discussing challenges related to climate
disasters, internal displacement, education, or other personal situations. In the event of distress,
the interview and recording (if any) was paused, allowing the participants to breathe, rest, and
decide whether they wanted to continue with the interview.

Two participants felt distressed during their interviews. Constanza (17 years old, out of
school) began talking about how her parents had abandoned her at birth but I noticed she was

struggling to speak. After checking how she was feeling, she began to cry. At that point, the
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interview was paused. We took long, slow breaths together. I then asked her what she wanted to
do, letting her know that the interview could end right away. She expressed that she preferred to
continue. In another interview, Betsy (13 years old, out of school) became visibly teary eyed at
one point. After pausing the interview, helping her relax, and confirming she wanted to continue,
we finished without incident. In the interview with Amaia (15 years old, out of school), she
asked to stop the interview after a question about her parents’ educational background. She did
not verbally express distress nor did I notice any in her body language. The interview ended right
away. I checked in with her to ensure that she was calm, fine, and in the same state as before we
started talking.

Participants could feel concerned that things said might get back to people close to them.
Precautions were taken to keep participants’ information confidential and prevent anyone from
discovering what they said or their identities. The interview transcription files did not have
identifiers. Any specific names mentioned during the interviews were eliminated. All potential
identifiers were removed by replacing any names of individuals mentioned during the interviews
with other names, except for the governmental and nongovernmental organizations that
permitted me to disclose the name of the institution.

Identifying the names of the neighborhoods is important to understanding the land, the
job opportunities available, and the politics of gang violence in the Sula Valley, as different
groups exercise control over these territories. However, for ethical considerations aimed at
protecting the identity of the in-school and out-of-school adolescent participants and their
families, the particular names of the neighborhoods where they were living when their interviews
took place were not disclosed. Aware that this can be a limitation in the analysis, I believe the

information that the dissertation offers is sufficient to address the research questions. While
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disclosing more specific data in the manuscript about location could possibly make the
arguments and observations more conclusive, the responsibility to protect the participants is
important.
3.4.1 TC IRB Protocols

As indicated earlier in the data collection timeline (Figure 4), I have held various IRB
protocols because predissertation and dissertation fieldwork were conducted for this project.
Once the proposal was approved, modifications were requested for TC IRB #23-357 (data
collected in person in July 2023 and then virtually from September 2023 to March 2024); and the
TC IRB #24-418 (data collected in person between August and September 2024). A new
dissertation IRB application (TC IRB #25-130, data collected in person between February and
March 2025) was submitted. TC IRB #25-130 outlined the integration of previous data from the
other two predissertation protocols and the addition of new participants. While developing the
dissertation proposal, following the readers’ feedback during the proposal hearing, and since
some of the girls had a partner, I decided to interview the partners in Fieldwork 3 if the girls
granted consent to do so. The TC IRB approved this new type of participants under TC IRB #25-
130. While I sought to recruit partners at this stage, no interviews with partners were conducted.
3.5 Limitations of the Study

Conducting this research was challenging. To gain access to communities affected by
Hurricanes Eta and Iota, I worked on developing a relationship of trust with the principals and
civil society representatives who supported me in purposefully identifying potential participants
and accessing different communities. To build trust, many conversations with people who had
conducted research in the Sula Valley took place, who then put me in contact with specialists

they knew. I reached out over email, exchanged messages, spoke on the phone, and had meetings
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with some of them both within Honduras and virtually. The Spanish Agency for International
Development Cooperation (AECID?®) also introduced me to representatives from civil society
and put me in contact with the SEDUC and COPECO. Professors at Teachers College, Columbia
University connected me with international organizations that had an office or ties to Honduras.
All of these individuals and organizations shared connections that helped me start my own
relationships with local actors that grew over time. Given that participants were recruited through
public schools and civil society, there may be social desirability bias in the qualitative data since
interviewees may have reported the most desired answer rather than their true feelings.

Because of the presence of gangs, my time in some of the neighborhoods was limited.
Spending too much time in any one location might have drawn unwanted attention. Gang
violence is a major cause of internal and cross-border displacement in Honduras (Frank-Vitale &
Amador Mazariegos, 2020). In June 2023, a gang-led massacre took place in Choloma (Paz,
2023). Within 24 hours, 21 people were murdered (Paul, 2023). As a result, the national
government implemented a toque de queda (curfew) in San Pedro Sula and Choloma (Paz,
2023), which coincided with part of my first fieldwork. This curfew was lifted by mid July 2023.
San Pedro Sula has one of the world’s highest crime rates (Statista, 2026). While the murder rate
in Honduras decreased between 2022 and 2024, Human Rights Watch (2026) still describes
Honduras as “one of the most violent countries in the world” (para. 15).

Aware of the situation, safety considerations were taken into account. For example, not
staying overnight within the neighborhoods where the participants lived or where the schools
were located. Instead, I stayed in a family-owned hostel in an upper-middle-class neighborhood

of San Pedro Sula in a gated area that had security guards at the entrances 24 hours a day.

38 AECID stands for Agencia Espafiola de Cooperacion Internacional para el Desarrollo.
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Although I went regularly to the schools, spent time during the day within the neighborhoods,
was welcomed at people’s houses and community centers, went to governmental and
nongovernmental offices in the Sula Valley as well as in Tegucigalpa, I did not stay overnight in
these locations.

With the funding available to conduct fieldwork, I had the privilege to move around the
Sula Valley in private taxis. Public transportation was limited, and the owners of the hostel in
San Pedro Sula expressed that they were worried about my safety traveling around on my first
day in Honduras. As a result, they helped me find taxi drivers they trusted and who were familiar
with the Sula Valley at large, as well as La Lima and Choloma. In addition, a school
administrator who lived in San Pedro Sula helped me tremendously, as she would drive me in
her car to one of the schools in La Lima (a distance of approximately 18 km from my hostel). It
is noteworthy to mention that there were times when even the local taxi driver refused to enter a
colonia because they felt it was unsafe. However, once in the colonias, 1 walked from place to
place.

The measures taken during fieldwork to make the experience as safe as possible for the
participants and myself posed limitations to the level of accessibility and independence within
the research sites. In addition, I studied the impacts of Hurricanes Eta and Iota retrospectively,
which meant that primary data was not collected as the flooding was taking place, but started
doing Fieldwork 3 years after the hurricanes. The interviews reflect the participants’ memories,
and the observations during my visits. For this reason, it was more difficult to always triangulate
what the participants said.

Multiple factors cause internal displacement in La Lima and Choloma. Climate shocks

are not the sole reason people are forced to move. The research sought to understand if there was

80



a relationship between disasters, internal displacement, and school abandonment. The findings
are not generalizable to a larger population of adolescent girls dislocated and affected by climate
disasters. My sampling strategy had limitations because the sample was not randomized. The
research locations where the participants were living at the time of their interviews were
purposefully selected, and the schools were identified based on them being impacted by
Hurricanes Eta and Iota. The rest of the participants came from there. Limitations were faced
with sampling variability because of the focus on two municipalities and four schools. The
school administrators and civil society representatives supporting the recruitment process likely
recommended individuals they were familiar with and who they thought could best address the
research questions.

A structured process to mitigate the research biases was followed throughout all the
stages of the research design. Two predissertation studies to assess the feasibility of the project
were conducted in 2023 and 2024, respectively. The resulting scope of the study was the product
of two years of planning, three visits to the Sula Valley at different occasions, ongoing
conversations with several stakeholders and experts in the field, and my research training. The

next two chapters articulate and discuss the dissertation’s findings and analysis.
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Chapter 4: Navigating Access to Schooling in Contexts of

Climate Disasters and Internal Displacement

Llenas, meaning full of water in Spanish, is a word that many people in the Honduran
Sula Valley use to refer to flooding. The geography and topography of the Sula Valley; the
increasing frequency and intensity of sudden onset hydrometeorological disasters such as
hurricanes; and the lack of resilient infrastructure to contain the rivers’ overflow, have made the
llenas a familiar and constant danger in many neighborhoods within the Sula Valley’s
municipalities. This chapter focuses on Research Question 1 examining how adolescent girls in
Honduras understand their opportunities to pursue formal education in contexts of climate
disasters, internal displacement, and social inequality.*

The chapter is structured into two parts. The first part articulates the findings in relation
to Research Question 1. All of the out-of-school and in-school girl participants (N = 33) had
lived through at least one climate disaster (e.g., a hurricane) in the Sula Valley and were still
based in flood-prone areas in La Lima or Choloma. The second part centers on Subquestion 1a,
discussing how the study of the challenges for girls to pursue formal education inform the
conceptualization of vulnerability in contexts affected by inequality, environmental shocks, and
displacement.

4.1 Understanding School Abandonment
This section dives into how the 14 girl participants who were out of school at the time of

their interviews understood their opportunities to pursue schooling, and what reasons they

thought explained why they were out of school. Their ages ranged from 12 to 17 years old.

39 Hereafter, instead of referring to the participants as adolescent girls, I use the term girl or girls for brevity.
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Seven were living in Choloma and seven were living in La Lima. Different aspects related to
school abandonment emerged within each interview, but there was also some overlap. The first
reason was the family’s socioeconomic hardship. I analyzed financial scarcity by looking at the
various ways in which it manifested in the girls’ lives. Socioeconomic hardship was related to
costs of climate disaster recovery; costs of schooling; household responsibilities; as well as less
income available in the family due to parental absence. The second aspect that some girl
participants mentioned that influenced school abandonment was early union and adolescent
pregnancy. This study viewed the household and the family as a unit of analysis in addition to
the individual because all the girl participants reiterated that they belonged to a household with at
least one relative that was actively present in their daily lives.
4.1.1 Family’s Socioeconomic Hardship

Climate disasters often trigger and worsen socioeconomic hardship (Chigwanda, 2016;
Kousky, 2016; Ronco et al., 2023). Families struggling to make ends meet may be forced to have
their school-age children leave school to earn money and help the family. Pisto is a colloquial
word used in Honduras referring to money. The lack of pisto was the most common challenge
influencing difficult school abandonment decisions—as the 14 girls out of school expressed
facing scarcity within their household. The interviews revealed that there were various reasons
explaining why the girls’ households had limited pisfo. This section articulates what these
reasons were.

All the out-of-school girl participants had experienced at least one climate disaster and at
least one form of internal displacement. This meant that the households the girls were part of had
allocated funds at least once in their lives toward disaster recovery. The family’s socioeconomic

hardship and the costs incurred to recover from the disasters eventually prevented girls from
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enrolling in school. Rosmery was 16 years old and lived in La Lima when we spoke on March
13, 2025. Rosmery completed ninth grade in 2024 but could not continue in Grade 10 due to the
lack of pisto. The public high school she could attend was far from her rural neighborhood, and
she would need to pay for a pasaje (a transport ticket) to go to the closest public high school
located in the municipality’s urban center. Rosmery wanted to graduate from high school
because she dreamed of studying art, being a graphic designer, and a pastry chef. Back in
November 2020 and amidst the COVID-19 pandemic, Rosmery and her family were forced to
temporarily move out of their house because of Eta and Iota. They had a relative in San Pedro
Sula that hosted them for 3 months. Rosmery’s house and her mother’s business—a pulperia (a
local grocery shop) that her mother had started at home selling tortillas and other products—were
fully flooded and destroyed by the hurricanes. By March 2025, Rosmery’s family had not
completely recovered from this damage.

On the same day that I spoke with Rosmery, I interviewed her mother, Ruby. I asked
Ruby what happened when Eta and Iota hit. She said: “Se pierde todo, todito, desde las camas,
sillas. Quedamos en la completa ruina, mi pulperita que yo tenia, porque siempre la tenia, quedo

2

nada” (“Everything was lost, absolutely everything, from the beds to the chairs. We were left
completely ruined. My little grocery shop that I had, was left with nothing”). Ruby added:
Antes de los huracanes yo tenia un negocio bastante grande de la pulperia. Y pues debido
a que lo poco que uno ha ido recogiendo es para comprar tal vez una cama . . . ropa, todo
lo que los huracanes destruyeron. Entonces ya uno ya no puede. Es bien dificil. Habia
quedado también con una deuda del [banco] y me toco pagar.

Before the hurricanes, I had a fairly large local grocery shop. And because the small

amount of money that one had been putting together had been used to purchase maybe a
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bed . . . clothes, everything the hurricanes destroyed. So, one cannot afford it anymore. It
is very difficult. I also had a bank debt, and I had to pay it off.
In the interview with Ruby, I learned more details about why Rosmery could not continue
in school. In 2015, Ruby ended the relationship with Rosmery’s father.
Queria andar en las cantinas bebiendo. Y a veces uno aguanta. . . . Estuve 23 afios de mi
vida con él. . . . Yo traté de hacer todo bien para que mis hijos crecieran en un hogar con
papd y mamd. Asi como crect yo, porque yo creci en un hogar bien bonito. . . . El queria
andar en las cantinas bebiendo, mujereando, haciendo de todo. . . . Pues yo le aguanté
hasta cierta parte, pero ya. En realidad, yo entendi que hay relaciones que no solo lo
afectan a uno, sino que uno afecta a los hijos también. Porque ellos van creciendo en ese
ambiente, mirando todas esas cosas . . .. Se acabo el pleito. Tal vez no hay nada en la
nevera, pero no hay pleito. Y ahi es feliz uno. Hay mas tranquilidad. Yo creo que ya me
hubiera muerto de la alta presion, porque a raiz de eso es que uno se enferma.
He wanted to be out in bars drinking. And sometimes you put up with it. . . . I was with
him for 23 years. I tried to do everything right so my children would grow up in a home
with a father and a mother. Just like I grew up because I grew up in a really nice home.
He wanted to be out in bars drinking, womanizing, doing all sorts of things. Well, I put
up with it up to a point, but that was it. I really understood that there are relationships that
not only affect you, but they affect your children too. Because they grow up in that
environment seeing all those things. All the fighting stopped [after I left Rosmery’s
father]. Maybe there is nothing in the fridge, but there is no fighting. And that is when
one is happy. There is more peace. I think I would have died from high blood pressure

because that is what makes you sick.
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Ruby had worked for many years in a maquila but since 2015, she carried the family’s
financial weight alone as she decided to get out of an abusive relationship. When Ruby was a
girl, she finished sixth grade and then dropped out because her family could not afford to send
her to school anymore. After several years in a maquila making clothes, the demands of the job
started making her sick:

Trabajabamos duro ahi [en la maquila]. Bastante duro, porque ahi les ponen unas metas

bien altas. . . . Dejé de trabajar porque me enfermé. Me enfermé exagerado. Me pego

alta la presion, me pego el colesterol, triglicéridos, una barbaridad de cosas. Entonces,
tuve que dejar el trabajo y puse un negocio de vender tortillas.

We worked hard there [in the maquila]. Really hard because they set very high goals. . . .

I stopped working because I got sick. Extremely sick. My blood pressure skyrocketed,

my cholesterol spiked, my triglycerides spiked, a whole bunch of things. So, I had to quit

my job and I started a tortilla business.

The local home-based tortilla and essential grocery shop that Ruby owned was destroyed
with the floods in 2020. Ruby had thought of going back to a maquila but explained that at her
age she would not be hired. After the hurricanes and amidst the COVID-19 pandemic, the
limited resources Ruby owned had been directed toward rebuilding her home and eventually
begin reopening her home business:

Empezar de cero, empezar de cero, no es nada facil. Es bien dificil porque después de los

huracanes también estuvimos con el desastre este de la pandemia, del COVID, y no fue

nada facil . . .. Yo tengo 50 anos, a esta edad ya no me dan trabajo en una maquila.
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Starting from nothing is not easy at all. It is very difficult because after the hurricanes, we
also had the COVID-19 pandemic, and it was not easy at all. . . . I am 50 years old, and at
this age, they do not give me work in a maquila.

Another reason that prevented Ruby from pursuing a full-time job outside of her home
was that she was taking care of her grandchildren. One of Rosmery’s sisters worked at a
restaurant in San Pedro Sula and had two little children. Ruby was aware that her earnings with
the shop and the income that her oldest daughter was making at the restaurant was insufficient to
afford to send Rosmery to tenth grade. Ruby wanted Rosmery to return to school though. This is
why Ruby wanted to expand her home business as it used to be before the hurricanes, “para
hacer las tortillas, para vender. Y asi yo poderme ayudar para darle el estudio a ella” (“to make
tortillas to sell. And that way I would pay for her education”). As her mother, Rosmery was
worried about their family’s lack of pisto. For this reason, Rosmery did not know if she would be
able to pursue tenth grade although she wanted to. The case of Rosmery and her family revealed
that the costs of climate disaster recovery worsened the household’s scarcity. Since 2015,
Rosmery had been living in a single-parent household. This condition reduced the family’s
income even further, eventually making Rosmery drop out.

Betsy was another out-of-school girl whom I interviewed in La Lima on March 13, 2025.
Betsy’s family was also struggling to recover from the costs of disaster recovery. She had left
school 2 months before completing sixth grade due to her family’s lack of pisto. Betsy’s father
had health problems, was fired from his job as a cleaner at the airport and had difficulties finding
a new job. Betsy desired to return to school because she hoped one day to own and operate a
beauty salon. However, because their house was fully flooded by both storms in 2020 in an

already precarious situation, Betsy’s family had to invest limited resources to repair their house
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after. The scarcity her family has endured since eventually prevented Betsy from pursuing public
school. This was consistent with the literature on the relationship between climate shocks, the
households’ economic loss, and children’s access to education (Kousky, 2016).

Public schooling in Honduras does not mean free education. Under Article 3 of the
Honduran Fundamental Law of Education, this law intends to “guarantee free education in
official establishments at all levels: preschool, basic, and middle” (Secretaria de Educacion,
2013, p. 6). The law also prohibits public schools from requesting economic or in-kind
contributions to students (Secretaria de Educacion, 2013). Yet some schools in Honduras still ask
families for a fee to cover additional expenses. These expenses include paying for a security
guard to keep an eye on who enters and leaves the school facilities due to insecurity, purchasing
additional basic bathroom and cleaning supplies, organizing extracurricular and recreational
events, and doing renovations. The official budget allocated is insufficient. In addition to this fee,
families incur expenses including uniforms, school supplies, and transportation. In the 14 cases
of out-of-school girls, the costs of attending public school emerged as an enrollment barrier. The
interviews with Emilia, Mariela, Marcela, and Guadalupe particularly revealed that on top of
scarcity, the girls were also aware that the schools which were most accessible to them had
various problems. The perception that the quality of education offered was low, compounded
with the socioeconomic struggles contributed to them leaving school.

I interviewed Emilia on August 27, 2024. I had the opportunity to interview her again
around 6 months later on March 5, 2025. Emilia was 13 years old at the time of the first and
second interviews. She lived in Choloma and was out of school. Emilia and her family had
moved multiple times in the Sula Valley due to climate disasters. I also interviewed Emilia’s

mother, Mar, on March 5, 2025. The house where Emilia and her family were living in had been
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given to Mar as part of an official housing relocation program. Before moving to this house, they
were living in an informal settlement “on the side of the street . . . in the green area,” close to a
main street in Choloma. Mar had worked as a caregiver of children in other households, as a
washerwoman, and as a housewife. Emilia dropped out of school in 2023 when she was in sixth
grade. Mar explained that the reason Emilia left school was because she “could not enroll her
back because resources are very limited. And it is not enough for her too.” Mar had other
children attending public school. Her two other daughters were still in school, one in eighth
grade and the other in ninth grade. Mar did not have enough money to afford the additional fees
for Emilia. The public school year in Honduras ends in November and starts in February. When I
conducted the second interview with Emilia in March 2025, she was still out of school. Emilia
initially said that she “did not want to study.” The interview revealed that Emilia did not want to
study because she was aware of the several problems the school she used to attend faced: “en las
escuelas no hay muchos profes y por eso no hay nadie que estudie” (“there are not many teachers
in schools, and that is why nobody studies”).

Emilia was not taught how to write well in school because of teacher shortages. The
literature has documented the deficit of teachers as one of the main challenges that the Honduran
education system confronts (Varela, 2025). Various reasons can explain this deficit; first, the low
teacher salary; second, the delay in the disbursement of teachers’ salaries, which contributes to
job insecurity (i.e., Gluckman et al., 2024). Another challenge that educators confront is violence
against teachers (Comité Nacional de Docentes, 2024; Landa-Blanco, 2025; UNHCR, 2017). A
nationwide survey with 3,087 teacher participants found high levels of violence within and

around schools (Comité Nacional de Docentes, 2024). 46 percent of teachers reported having
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experienced at least one crime, such as robberies, threats, and extortions (Comité Nacional de
Docentes, 2024).

Despite the challenges faced in school, Emilia had the aspiration of studying medicine
and becoming a doctor. However, she did not want to return to school due to the problems that
the school had, and her family’s financial struggles. Because of the hurricanes, Emilia said that
their family spent 3 months elsewhere. Similar to the case of Rosmery, Emilia and her family
had a relative in San Pedro Sula who hosted them. Prior to going to San Pedro Sula, they were
evacuated before the house fully flooded and were taken to a school shelter. They eventually
returned to repair their house. Then in November 2024, Tropical Storm Sara hit communities in
the Sula Valley that were still recovering from the 2020 disasters. The storm left people’s homes,
schools, and businesses—many still damaged from Eta and lota—{flooded once again. Emilia and
her family had been affected by the 2024 storm, too. They were evacuated, went to a shelter and
then temporarily stayed at a relative’s house.

Mar was used to the floods: “al fin y al cabo uno se va a una escuela, a un albergue. Ahi
pasamos a veces meses en el albergue y . . . a espiar la casa a ver si bajaba el agua” (“in the
end, you end up going to a school, a shelter. Sometimes we spend months in the shelter and spy
on the house to see if the water has gone down”). In November 2024 when they returned home,
the roof was destroyed. Mar had to allocate resources to fix it. Although Mar was used to the
floods, she was aware that the repeated movement affected her children’s education. She wanted
to “no andar para arriba y para abajo porque a uno les toca sacarlos de la escuela para ir a
otro lado y todo eso” (“not be moving up and down because one has to take them out of school
to go somewhere else and all that”). I asked Emilia if something needed to change in her former

school for her to return, and she answered: “Ah, no, es que ahi en la escuela no hacian nada”
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(““Oh, no, it is just that they did not do anything at school there”). Emilia did not trust that the
school would do something for her to return. Out of school, Emilia was helping her mother at
home. She was also aware that the education that was most accessible to her was of low quality.
Even though Emilia was living in Choloma and Mariela in La Lima, they both reported
how dropping out of school was related to their family’s scarcity and they both voiced concerns
about the quality of formal education that they could have access to. I interviewed Mariela on
March 11, 2025. She was 14 years old. Mariela had been out of school since 2023 when she was
in eighth grade. She had been working cleaning houses since she was 12. Mariela left school
“porque mi mamd no tenia para mis gastos. Mucho dinero que pedian” (“because my mother did
not have enough money for my expenses. They were asking for too much money”’). Even though
Mariela told me that she had reached eighth grade, she also shared that she did not know how to
read: “siempre quise aprender a leer, pero como me sali nunca aprendi a leer, todo eso. Y ahi no
me volvi a meter” (“1 always wanted to learn to read, but since I dropped out, I never learned to
read, all that. And I never went back to school”). In addition, Mariela expressed that she was a
victim of bullying in school: “Siempre me molestaban, me pegaban, me tiraban piedras, me
rompieron la cabeza una vez” (“They were always bothering me, hitting me, throwing stones at
me, they even broke my head open once”). Mariela had faced difficult experiences related to
bullying and knew that she would struggle with learning how to read if she were to go back.
Mariela also worried that her stepfather—with whom she was living along with her mother—did
not like her. Her brother used to live with them, and their stepfather forced Mariela’s brother to

leave the house:
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Como mi hermano vivia ahi, él vendio la refri porque nos agarrabamos agua y todo eso,

la vendio. Y ahi corrio a mi hermano, entonces yo me senti mal porque corrio a mi

hermano. . . .Y él nunca me ha querido.

Since my brother lived there, he sold the refrigerator because we were consuming the

water and all that he sold it. And then he kicked my brother out, so I felt bad because he

kicked my brother out. And he has never liked me.

According to Mariela, her stepfather did not want them to drink the water he would buy
for the house, implying that the stepfather viewed Mariela’s brother as a burden. Mariela did not
make a link between her stepfather kicking her brother out of the house and the costs of recovery
from the climate disasters. However, Mariela’s household had been particularly affected by the
tropical storm in 2024.

Even though Mariela did not feel the support from her stepfather to be able to return to
school, Mariela dreamed of becoming a policewoman. She wanted to return to school: “porque
quiero aprender todos mis estudios. . . . Cumplir mis suerios, seguir adelante. Ser alguien en la
vida” (“because | want to complete all my studies. . . . Fulfill my dreams, keep moving forward.
Be someone in life”). In total, 11 out-of-school and in-school girls interviewed explicitly stated
that they wanted to be or were in school to ser alguien en la vida (to be someone in life). The
belief among participants that education enables opportunities to be someone in life was
consistent with existing literature. Previous studies across different Latin American countries
have documented how, for youth, schools can represent a chance to be someone (D'Aloisio,
2015; De la Cruz Flores, 2018; Novaro, 2025).

Mariela’s and Emilia’s reports about their experiences at the two different schools they

used to attend included examples of the struggles known to plague the public education system
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in La Lima and Choloma. The problem of bullying and school violence evident in Mariela’s case
also emerged in the interviews with Marcela and Guadalupe.

Marcela and Guadalupe were twins living in La Lima. Their cases highlighted how
bullying and school violence creates obstacles that hinder learning. I interviewed Marcela and
Guadalupe individually on March 13, 2025. They were 15 years old. When Eta and Iota hit, they
were temporarily displaced. They then returned to their colonia with their family to rebuild their
home from scratch. Marcela and Guadalupe lived with their mother, father, a little brother who
was attending school, and an older brother who was a bricklayer. They had another brother (the
eldest), who was a bricklayer too. Their mother was a housewife, and her father a farmer. He
worked picking and selling bananas from the plantations. They relied on an industry that was
particularly vulnerable to climate disasters. The banana industry is one that has been historically
impacted by flooding in La Lima and the Sula Valley at large (Euraque, 1996).

Marcela and Guadalupe relied on their father’s earnings to eat. Most of the 33 girl
participants reported in their interviews that they ate three meals a day. One did not answer and
four said between one and two. When I asked Guadalupe about when and how many times they
ate a day, she explained:

Cuando agarramos dinero. Ya ahorita no tenemos, comemos hasta la noche como a las

diez porque mi papa trae dinero. Porque cuando trae guineos, mi papa trae dinero para

que compremos pollo y solo comemos. Ahorita, cuando él venga, vamos a comprar
cuando él traiga el dinero.

When we get money. Right now we do not have any, we eat until about 10 o'clock at

night because my father brings money. Because when he brings bananas, my dad brings
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money so we can buy chicken and we eat. When he comes, we will go buy it when he

brings the money.

Food security and household income depended on an industry susceptible to climate
shocks. The house where Marcela and Guadalupe used to live was destroyed after Eta and Iota.
The family rebuilt it on the same land. Their house was made of bricks in some parts, bamboo,
cemented floor, and zinc roofing sheets. Because it was located in the same place where the
flooding had taken place, and the family was unable to build a house with elevation, their home
remained exposed to potential future floods.

Marcela and Guadalupe dropped out of school near the end of seventh grade in 2024. In
the interview with Marcela, she said, “mi mamad nos saco porque pedian mucho pisto” (“my
mother took us out of school because they were asking for too much money”). Guadalupe said
the same: “mama dijo que no tenia dinero para ponerme” (“mother said she did not have money
to put me in school”). In addition to their family’s lack of pisto, Guadalupe had issues with other
students when she was in school:

Una giiirra me queria pegar, y un giiirro me estaba pegando ya. Y por eso mamd me

saco y fue a hablar con los profes, y no los pusieron quietos. . . . Y mi papa me dijo que

me sacaran.

A girl wanted to hit me, and a boy was already hitting me. That is why my mother took

me out and went to talk to the teachers, but they would not stop them. . . . And then my

father said that I should be taken out.

Marcela and Guadalupe had aspirations, as all the other girls who participated in the
study did. Marcela and Guadalupe wanted to return to school and become hairdressers.

Guadalupe specified that she wanted to open a beauty salon. I asked Marcela and Guadalupe
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what they had been doing since leaving school. Guadalupe answered “no, not now” to the
question of whether she was working, implying that she had worked at some point. Marcela said
that she was working, cleaning a house near her home and washing clothes.

I learned that some of the out-of-school girls interviewed would occasionally work at
other people’s houses or from theirs to support their families. For example, Alia had recently
started selling pork rinds from her house. Alia and I spoke on March 11, 2025. She was in La
Lima. Alia had completed sixth grade and dropped out. Her father could not afford her
schooling. Since Eta and Iota hit, they had been struggling financially, as he relied on occasional
opportunities in the banana plantations.

Another manifestation of the family’s socioeconomic hardship that emerged in the
interviews was the need for someone within the household to care for the youngest children and
for the parents to be able to work. For example, Aracely dropped out of school to care for her
younger sisters: “my mother did not have someone to take care of my [younger] sisters.” Her
mother could not afford Aracely’s schooling either. Aracely was 14 years old when we first
spoke on August 27, 2024. She was in Choloma. Her 16-year-old sister was working and lived in
San Pedro Sula. Aracely took care of her younger sisters who were going to school. Her mother
worked in a maquila. Her father had abandoned them. “Cuando nacio mi hermana la de cinco
anos solo estuvo un tiempo con nosotras y después se fue” (““When my five-year-old sister was
born, he only stayed with us for a short time, and then he left”), said Aracely. Aracely dropped
out of school in sixth grade. She wanted to study engineering. However, similar to the case of
Mariela I referred to earlier, Aracely also said that no one in school had taught her how to read

properly. I interviewed Aracely again on March 3, 2025, and she was still out of school:
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Porque se me hace dificil porque no sé leer. Entonces mi mamad me pregunto que si

queria pero yo le dije que no. . .. Porque yo sé que no voy a pasar porque no sé leer. . . .

Cuando estaba en la escuela me dijeron que me iban a enseriar pero no paso nunca. . . .

Y me daban libros, pero a veces no salia al recreo porque me costaba.

Because it is difficult for me since I cannot read. So my mother asked me if I wanted to

return to school, but I said no. . . . Because I know I will not pass because I cannot read.

When I was in school, they told me they were going to teach me, but it never happened.

And they gave me books, but sometimes I did not go out to recess because I found

[reading] difficult.

Back in school, Aracely was staying in class to finish assignments instead of going to
recess because it took her longer as she had difficulty reading. Aracely did not have access to
proper assessments and support services in school because of the teacher shortages that I referred
to previously. Aracely also shared that her family had been affected by various //enas: Eta and
Iota in 2020, and Tropical Storm Sara in 2024. By the second interview in 2025, Aracely was
still taking care of her sisters and babysitting a neighbor’s 10-month old baby.

Two out of the 14 girls out of school grew up with a relative instead of their parents. The
relatives had responsibilities on their own. For example, the limited resources within the
household meant that eventually Constanza and Alma dropped out of school. Constanza was 17
years old at the time of her interview on September 3, 2024. Constanza lived with her cousin and
her cousin’s daughters in La Lima. Constanza shared that when she was born, her mother
abandoned her in the hospital. Thanks to her cousin and Constanza’s great grandmother,
Constanza had been able to pursue her education. However, in 2023 Constanza dropped out of

school because her cousin could no longer afford it. Her cousin’s “exmarido” (ex-husband)
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abandoned them. Constanza’s cousin did not have enough pisto to cover for everyone’s
expenses. To support her, Constanza worked at a clothing store. Similar to the earlier cases of
Marcela and Guadalupe, Constanza dreamed of owning a beauty salon in La Lima.

Eta and Iota struck Constanza and her family. Constanza remembered how they spent 10
days on top of a roof waiting for a boat to rescue them because it was flooded. Afterwards, they
temporarily stayed at a church, and after some time returned to their neighborhood. Her house—
which her cousin was renting when the hurricanes struck—fell apart. Constanza did not know if
she would be able to return to school, but she was hoping that God would give her the chance to
do so. She was worried about her family’s economic situation because her great grandmother
was old.

Another case in which the participant did not grow up with her parents was Alma’s. Her
grandmother took care of her. During the interview on August 27, 2024, Alma told me that her
mother left when she was a newborn. Alma’s father was not around much while she was growing
up. Along with her grandmother, Alma temporarily moved out of her house when Eta and lota
hit in 2020. Indeed, throughout her life, she had experienced three /lenas. Each time, her
grandmother allocated resources toward disaster recovery. It was not until Alma’s grandmother
died that she restarted a relationship with her father and moved to his place. Alma was 15 years
old when we spoke. She had recently moved with her father, stepmother, her older stepsister, and
a 4-year-old stepbrother. Alma dropped out of school when her grandmother got sick, as she had
to start helping at home. At her father’s house, Alma was still out of school. She was working
when we spoke, and gave her earnings to contribute toward buying food for the family. The
findings about the family’s socioeconomic hardship was consistent with the literature about how

after climate shocks, the material losses the families confront may lead to children within the
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household to drop out of school and work (Kousky, 2016). In addition to scarcity, there were two
other factors that influenced girls’ access to education: early unions and adolescent pregnancy.
4.1.2 Early Unions and Adolescent Pregnancy

Girls may leave school as a result of early unions. Child marriage in Honduras is illegal
but this has not prevented early unions from happening (Murphy-Graham et al., 2020; Murphy-
Graham & Leal, 2015). Three out-of-school girl participants were in an early union: Abigail,
Milagros, and Ximena. Abigail, Milagros, and Ximena were cohabitating with their respective
partner, who were all males and over the age of 18. To refer to their partner, Abigail, Milagros,
and Ximena used the word marido. The literal translation of marido to English is spouse or
husband. However, because Abigail, Milagros, and Ximena were underage, they were not legally
married. This is why the term early union is used instead of child marriage to make the
distinction between formal and informal marriages. However, these terms in academic and
nonacademic literature are used interchangeably. Amaia used to have a partner but he
disappeared from her life when their child was born. Three other girls (Aitana, Catalina, and
Gina) said that they had a boyfriend (not a marido). Aitana, Catalina, and Gina were not
cohabitating with their boyfriends and were in school.

I first interviewed Ximena on August 27, 2024, and then again on March 5, 2025.
Ximena was 15 years old in both interviews. I also interviewed Valeska, Ximena’s mother, on
March 5, 2025. Ximena’s mother, Valeska, was a housewife. She had worked in the maquilas for
many years. Various /lenas had hit Ximena and her family. When Eta and Iota hit, her house
flooded. Ximena and her family stayed in a shelter. They lost everything.

Ximena dropped out of school in 2023 due to socioeconomic economic hardship. Her

parents could not afford it. Ximena wanted to become a nurse and study criminology, but by
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March 2025, she was still out of school. Ximena said that she had been with her partner for 7
months. In August 2024, Ximena and her partner were living at her family’s house in Choloma.
By March 2025, they had moved out of the house to live together in a rented room. He was 28
years old and was working. They did not have children. I asked Ximena if I could interview her
partner, but she preferred not to. I did not ask why because I did not want her to feel pressured to
share something she did not want to or feel that she had to agree to let me interview him. I asked
Valeska why her daughter was out of school and she said: “Ya se casaron, ya no van [a la
escuela]” (“they got married, they no longer [go to school]”). Valeska added that her daughter
was with a partner that could give her better housing. Ximena had never had access to sexual and
reproductive health education.

Same as Ximena, Milagros said that she had a marido. Milagros and I spoke on August
27,2024. She was 16 years old and lived with her mother, father, 13-year-old sister, “mi marido”
(“my husband”), and her 3-month-old daughter. Her marido was 25 years old. Milagros had met
him in her colonia because he was living in the same neighborhood prior to moving to Milagros’
house.

Milagros finished sixth grade and dropped out of school because her parents could only
afford to send one to school. Milagros’ father was a bricklayer, and he had lost his job. Milagros
explained why she abandoned school:

Cuando hice hasta sexto. Yo iba al colegio, pero ahi ya mis papds ya no tenian para

ayudarme. Porque si me compraban a mi, no le compraban nada a mi hermana. No

podian con las dos. . . . Entonces la dejé que ella siguiera mejor. Y ahi después, [a los]

dos meses, conoci al giiirro, me junté.
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I finished sixth grade. [ was going to school, but by then, my parents did not have enough
money to help me. Because if they bought me things, they would not buy anything for my
sister. They could not help both of us. . . . That is why I decided that my sister should
continue studying. Then, after two months, I met the guy. We began dating.

Milagros wanted to find a job in a maquila. By the time we spoke, she spent her days
taking care of her daughter, breastfeeding her, and helping her mother out at home. Milagros’
partner was a bricklayer. When asked if she thought that she would be able to continue in school,
Milagros said no because “me da pena, ya tengo una hija” (“I would feel ashamed, I already
have a daughter”). Milagros had experienced four //enas, including during Eta and Iota. She was
hoping that she would be able to move elsewhere safer with her marido and daughter. Milagros
did not think that she would return to school.

Abigail also had a marido and a baby. Abigail was 14 years old when I interviewed her
on August 27, 2024. By the second time we spoke on March 3, 2025, she had turned 15. She had
recently become a mother. She had a 7-month-old daughter. Abigail was living in Choloma with
her daughter, her marido, her mother, stepfather, and two siblings who were in school. Abigail’s
marido was 20 years old. He worked at a factory near San Pedro Sula. Abigail dropped out of
school at the end of seventh grade. She had left school prior to becoming pregnant. She wanted
to go back to school and dreamed of one day becoming a lawyer. In her second interview,
Abigail added that she was also interested in “belleza” (“the beauty industry™).

Out of the four follow-up interviews I conducted with out-of-school girls, Abigail was the
only one who had been able to return to school by the time the second interview took place.
Abigail returned to school in eighth grade because “yo estaba desanimada y el papa de la niiia

me dijo que él me apoyaba y todo. Entonces, me animé y pues, segui”’ (‘I was feeling
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discouraged, and my daughter’s father told me he would support me and all. So, I cheered up and
continued”). Abigail was pursuing school because she wanted to give her daughter a future. Her
marido was supportive of Abigail attending school. In the follow-up interview, I asked Abigail if
she had ever had access to sexual and reproductive health education. She answered, “No.”

On March 3, 2025, I interviewed Abigail’s mother, Zorimar. Zorimar was from Santa
Bérbara, a department next to Cortés. She had moved to Choloma over a decade ago, when her
ex-husband left them and sold their house in Santa Barbara. Zorimar came to Choloma to work
in a maquila. Zorimar and her family used to live in a “casita de tablas” (“small wooden
house”), and then, through a housing relocation program, they received a new house. However,
the house was in a flood-prone area. Abigail was worried, though, about her family’s economic
situation because she did not know how long her partner’s employment would last.

The adolescent fertility rate in Honduras was over 80 out of 1,000 in 2022 (WBG &
LACGIL, 2025). Honduras had the second highest rate of adolescent pregnancy in Central
America, with Nicaragua having the highest rate at over 90 out of 1,000 (WBG & LACGIL,
2025). Three girl participants had a child: Abigail, Milagros, and Amaia. When I first
interviewed them, the three of them were out of school. After the follow-up interviews, only
Abigail had returned to school.

Amaia explicitly highlighted how becoming a mother and having her partner abandon her
and her baby negatively impacted her education. Amaia and I spoke in Choloma on August 27,
2024. She was 15 years old. She lived with her mother, two brothers, and her son. The father of
Amaia’s baby left her because his family did not believe that the baby was his. Amaia’s mother
helped her with the baby. Amaia had been affected by several floods, including during Eta and

Iota. She dropped out in ninth grade because of her pregnancy. Amaia could not continue in
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school after the baby was born because her mother worked, and Amaia did not have someone to
take care of the baby while she would be in school. Amaia was not working at the time of the
interview, but she used to work at a shop. Amaia dreamed of being a flight attendant and wanted
to return to school but only on weekends because she had to work outside the home to cover her
son's expenses. She would also have to pay for her schooling. The factors that influenced school
abandonment for out-of-school girls varied but scarcity was the common cause. In the next
section, I elaborate on the cases of in-school girls identifying what were the factors that kept
them from dropping out of school. What were the circumstances that enabled them to continue
pursuing public schooling? How did they cope with disasters and internal displacement?
4.2 Understanding School Continuity

Comparing and contrasting the experiences between girls who were out of school with
those who remained in school, this study observed that even though the macro-level context of
the in-school participants was similar to the out-of-school participants’, the conditions of the
household or the family unit played a fundamental role in school continuity. All of the 19 in-
school girl participants were in ninth grade and had been affected by at least one climate disaster
and had been displaced at least once outside of their homes. The factors influencing school
continuity that emerged from the interviews with these in-school girls were, first, the family’s
resources for disaster recovery. Some households had a combined income that allowed them to
recover faster from the post-disaster socioeconomic loss. Other households received support
(monetary, emotional, or both) from their relatives, and some in-school girls lived in houses with
an infrastructure that was more resilient to floods. The second aspect related to school continuity
was the opportunity to relocate to a safer area after being displaced, and third, working while

studying to cover school expenses and support the household.
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As the interviews with girls out of school showed, having access (e.g., living close) to a
public school was a necessary condition but in itself did not guarantee that these girls would be
able to exercise their right to education. However, when disasters force people to move, having
access to formal education in the relocation sites is an essential step to facilitate school
accessibility. Eta and Iota hit in November, almost at the end of the 2020 public school year.
Because of COVID-19, classes were already online. The start of the new school year in 2021 was
also remote. The existence of a physical school in the relocation site can make the process of
enrolling easier. For example, Florencia was studying ninth grade at the La Lima #1. When we
spoke on August 16, 2024, she was 14 years old and lived in La Lima.

Florencia explained that she had a big family; they all lived nearby. In her house, she
lived with her mother, her aunt, and two cousins. Her father lived with another family in Yoro,
another department near Cortés. I asked Florencia about how often she saw her father: “No muy
seguido. Digamos que dos meses por medio, porque tiene asuntos” (“Not very often. Let us say
every two months because he has other commitments”). Florencia’s father had multiple jobs: a
waiter, selling clothes, and fruits. Her mother worked at a factory dedicated to automotive wiring
harnesses. Eta and Iota hit Florencia and her family in 2020:

En 2020, por medio de las dos primeras semanas de noviembre, estuvimos ahi en la

calle, en una champa . . . . Entonces, una cosa que nos paso, que la llena vino y nosotros

estabamos dormidos. Ahi guindamos como pudimos las cosas. Entonces sacamos los
papeles y las bolsas las amarramos en bolsas de basura y de ahi ya estaba lloviendo muy
fuerte. Y en ese caso mi hermanito aun no habia nacido, estaba en la panza de mi mama.

Y casi me llevo a la corriente.
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In 2020, during the first two weeks of November, we were there on the street, in a
makeshift shelter. . . . We hung things up as best we could. Then we took out the papers
and bags, tied them up in garbage bags, and by then it was raining really hard. And at that
time, my little brother had not been born yet; he was still in my mom’s belly. And the
water current almost swept me away.

After the 2 weeks, Florencia and her family went to El Progreso, a municipality located
approximately 16 kilometers away from La Lima. She changed schools and attended one in El
Progreso for a year. Classes were remote. She used her phone to connect to virtual classes and
receive homework over WhatsApp. In El Progreso, she had access to the internet. When
Florencia returned to La Lima when it was safe to do so, she switched to La Lima #1. Florencia
was debating between becoming a flight attendant, a psychologist, or a lawyer. She was planning
on continuing school next year and counted on her parents to do so. The resources families such
as Florencia’s had enabled the capability of staying in school.

The human and material resources families had to recover from the climate disasters were
important to mitigate the potential effects on the education of girls in their households. This was
particularly salient in three interviews with students in a school in Choloma (Yelitza, Mirtha, and
Gina), and five interviews with students in schools in La Lima (Valentina, Mariana, Natalia, and
Camila from La Lima #1 and Catalina from La Lima #3).

Valentina was born in San Pedro Sula and had always lived in the Sula Valley. When I
interviewed her on August 15, 2024, she was 15 years old and living in La Lima. Her family was
made up of her mother, stepfather, younger sister (7 years old), and younger brother (11 years
old). Valentina’s father lived in another colonia, and she saw him on the weekends. Valentina

moved out from her house in La Lima to Tela, a municipality on the northern coast of Honduras,
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for most of the COVID-19 pandemic. However, when Eta and Iota hit in November 2020, they
were still in La Lima. They moved to Tela 3 years later because her mother became ill. The
parents of Valentina’s stepfather were in Tela. They returned to La Lima because of her studies.
Her mom was a housewife, her father was a metalworking technician, and her stepfather worked
in architecture. After finishing school, Valentina wanted to study business administration in a
university in San Pedro Sula, and to work at a beauty salon on Saturdays and Sundays.
Valentina and her family had gone through several floods. When Eta and Iota hit, her
house was not flooded because it was elevated off the ground and she was able to return.
Valentina told me that she and her family spent around 3 weeks living in a champa (tent) outside
her colonia. “Nos fuimos a la salida, aqui, a la salida de la colonia, y ahi hicieron una champa,
v ahi nos quedamos porque en la casa de nosotros no habia luz, no habia agua, no habia
comida” (“We went outside of the colonia, and they made a champa there, and we stayed there
because in our house there was no electricity, no water, no food”). Her family was able to
recover from the hurricanes relatively quickly. Valentina felt certain that she would pursue high
school after finishing ninth grade because her parents had told her that they would help her.
Mariana was also attending school at La Lima #1 when we spoke on August 15, 2024.
She was 14 years old and lived in La Lima with her mother, father, and three sisters. Her sisters
were 4, 6, and 11 years old. Mariana’s mother was a housewife, and her father worked at a
supermarket. Her mother finished sixth grade and did not continue in school. Her father
graduated from high school. Mariana aspired to become a lawyer because she liked the law and
wanted to work in San Pedro Sula. Mariana shared that she wanted to stop going to school this
year because she had a lot of homework and felt tired. She did not because her parents did not let

her. Mariana was able to afford the additional school fees, uniforms, and school supplies, even
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though her house fell apart during Eta and lota, and her parents had to invest money to rebuild it.
“Mi casa se cayo, entonces mientras mi papa construia otra, dormiamos en la calle, en carpas
de plastico, estuvimos asi por varios meses” (“My house collapsed, so while my father was
building another one, we slept on the street in plastic tents for several months”), said Mariana.
Relatives helped them during and after the hurricanes; and she was not worried about her
family’s economic situation.

Catalina was attending a school in La Lima; a different one than Mariana and Valentina,
though. Cataline was in La Lima #3. We spoke on September 3, 2024. She was 15 years old. She
lived in La Lima with her mother, her stepfather, a 9-year-old brother, and a 12-year-old brother.
Catalina’s brothers attended the same school as her. Her mother was a housewife, and her
stepfather worked at a fraternity. Catalina was debating between becoming a teacher and a cook.
She wanted to go to university and in her high school, she wanted to do computer science.
Catalina was sure she would be able to go to high school. “Cuando salgamos de noveno
queremos estudiar informdtica en el Patria” (“When we graduate from ninth grade, we want to
study computer science at the Patria high school”), said Catalina referring to her 16-year-old
boyfriend and classmate. They had been together for 2 years.

The Instituto Patria where Catalina wanted to study with her boyfriend is a renowned
public high school in La Lima and the Sula Valley. It was established in the late 1950s
(Redaccion Diario La Prensa, 2010). The Tela Railroad Company was a subsidiary of the United
Fruit Company. The Tela Railroad Company had a major impact in Honduras, given its influence
in the formation of the banana republic. The Tela Railroad Company was responsible for the
trains that connected the port in Tela at the Honduran northern coast with the banana plantations

from 1914 until 1977. The United Fruit Company along with the Tela Railroad Company
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dominated La Lima for decades. The Instituto Patria was founded by those who worked at the
Tela Railroad Company to guarantee that their children had access to quality education in La
Lima, avoiding the commute to San Pedro Sula (Redaccion Diario La Prensa, 2010). One
challenge that the out-of-school girl participants who were living in La Lima faced was that their
homes were over an hour walk to a high school. They would need to pay for a transportation
ticket or have access to a car or a bike to get there. The girls’ safety while traveling to and from
school could not be guaranteed.

Catalina lived within walking distance of the Instituto Patria. This made it likely that she
would be able to study there. Eta and Iota flooded Catalina’s house. Her family moved in with
relatives in San Pedro Sula for 3 months. Although flooded, Catalina’s family home did not
collapse, and her parents were eventually able to clean it up. Her mother’s relatives in the United
States sent them money to help with the cleanup.

Natalia was attending a school in La Lima. She was 14 years old. Natalia lived with her
mother; father; her brother; and her sister, Camila, whom I also interviewed on August 15, 2024.
The three siblings were going to La Lima #1. They had an older sister who was 20 years old and
who lived in another house with her spouse, said Camila. This sister finished high school. I asked
Camila if this sister was at university. She responded: “No, se caso” (“No, she got married”) and
had a 4-year-old son.

Natalia and Camila’s mother was a housewife, and their father was a truck driver.
Because their father had access to a truck, they evacuated their house early on when the first
hurricane, Eta, arrived. They took their belongings, including their fridge and beds. Natalia and
Camila had always attended the same school (La Lima #1). When the 2021 school year began,

they continued online with the same school. Natalia wanted to be an industrial engineer and go to
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university in San Pedro Sula. Camila was in school to “learn more, to be someone in life.” To
Camila, being someone in life meant “to achieve the dreams one has in mind.” Camila wanted to
be an administrator, a manager, and a pastry chef in San Pedro Sula. Their parents had supported
them to go to school and the sisters believed they would continue to do so. Natalia and Camila
were not worried about their family’s economic situation.

The households’ socioeconomic opportunities influenced the possibility of girls attending
school in Choloma. I interviewed three in-school girls in Choloma: Yelitza, Mirtha, and Gina.
Yelitza was 13 years old when we spoke on March 14, 2025. Yelitza shared that after the
disasters, some people tried to get into her house to steal the things that were left. Her mother
sought refuge at a school, and Yelitza, her 9-year-old sister, and her father went to an uncle’s
house. The family reunited at a rented house. Every time her colonia is affected by flooding, they
go to an aunt’s house or to Yelitza’s older brother’s house because it does not get flooded as fast.
Yelitza’s mother owned a grocery shop near the house. Yelitza’s father was a computer and
camera technician. Yelitza’s mother finished sixth grade and did not continue in school. The
people who supported Yelitza in going to school were her mother and father. Yelitza was going
to continue in Grade 10, and in the future, wanted to learn more about the beauty industry and
about baking.

Yelitza was in the same school as Mirtha. Mirtha and I spoke on March 14, 2025; she
was 15 years old. Mirtha used to live in one of the neighborhoods in the Department of Cortés
with the highest cases of homicide, a colonia that Eta and Iota also hit. Mirtha had been
temporarily forced to move out every time there had been a flood in her community. In 2023,
Mirtha and her family moved to another colonia where she said they were safer. Her family was

part of a housing relocation program. At her new colonia, Mirtha was affected by the 2024
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floods due to Tropical Storm Sara. They temporarily went to her grandmother’s place at her
former colonia for 2 weeks but came back after. Mirtha’s father was a bricklayer and her mother
was a housewife. Mirtha wanted to finish her education and study psychology and something
related to the beauty industry. Her father had told her that he would pay for her beauty course.

Mirtha and Yelitza were classmates with Gina. Gina and I spoke on March 14, 2025. She
was 14 years old and lived with her mother and 11-year-old sister, who attended the same school
as Gina. Her mother worked at a welder’s workshop. Her father had been working abroad for 5
years and sent them pisfo. Gina and her family were forced to move out of their house because of
flooding. She used to live in Villanueva, another municipality outside of San Pedro Sula. They
went to a colonia in Choloma because they were part of a housing relocation program. Gina was
not worried about her family’s socioeconomic situation and thought that she would continue in
Grade 10 the following year. Gina wanted to be a lawyer or a migration specialist who processed
visas. The people who supported Gina in seeking education were her mother and father. She had
worked outside of school for a month in the past, taking care of little girls in her neighborhood,
but she stopped doing so because they did not behave well. At the time of the interview, her
boyfriend was 19 years old and was working, though Gina did not give more details. They did
not live together.

The cases of in-school girls that I elaborated on show that the household’s economic
resources were essential to cope with the consequences of climate disasters. Being able to count
on the support from relatives was also important. Elvira and Luciana were both studying in
schools in La Lima. Elvira and I spoke on August 21, 2024. She was attending La Lima #1 and
was 14 years old. Elvira came from a big family. She lived in a two-floor house with her mother,

father, brother, grandmother, aunt, cousin, the cousin’s wife, an uncle and his two sons. The
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grandmother owned the house. Elvira moved out of her previous house when Eta and Iota hit:
“Todo perdimos. . . . es que nosotros nos confiamos porque habia pasado una llena desde hace
cuatro anos . . . que ahi esa agua nos llego solo hasta un poquito mas arriba de la rodilla” (“We
lost everything. . . .We thought it would be the same as there had been a flood four years ago”).
Elvira told me that her mother used to sell Avon beauty products, but she stopped because she
had a motorbike accident; and this is how Elvira described her father’s job: “Mi papa viaja. Al
extranjero. . . . El viaja a Estados Unidos por un contrato de 9 meses. Mi papa trabaja de
constructor de techos” (“My father travels. Abroad. . . . He goes to the United States for a 9-
month contract. My father works as a roofer”). Elvira said that her parents had supported her
brother’s education and hers. Elvira wanted to study English in high school. She was sure that
she would continue in school because her parents were going to support her.

Luciana and I spoke on August 15, 2024. She was attending the same school as Elvira,
and was 14 years old. Luciana lived with her mother and grandmother. She had never met her
father. Her mother used to work washing clothes. However, she was having a health issue; she
could not walk and stopped working. When we spoke, it was her grandmother who financially
supported the household, selling “tamales, dulces, tamalitos™ (“tamales, sweets, small tamales™)
from the house. Sometimes Luciana helped her grandmother. Luciana and her family were
forced to move temporarily to San Pedro Sula when Eta and Iota hit. Her uncle had a house.
Luciana’s house was flooded but did not fall apart. They were able to bring some of their
belongings but not everything. Luciana was worried about her family’s economic situation but
she also shared that her household knew how to save money. Luciana wanted to be a doctor and

she trusted that they would continue to support her education.
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Having a secure place to go was important for households to cope more effectively with
the climate disasters’ aftermath. The case of Roxana exemplifies how housing infrastructure
mattered to having a secure place of return in areas prone to flooding. Roxana and I spoke on
August 28, 2024. She was attending La Lima #2. She was 14 years old, and lived in La Lima
with her grandmother; mother; and 11-year-old sister, who was in sixth grade attending La Lima
#2. Roxana’s mother was unemployed. Her grandmother worked in San Pedro Sula in the courts.
Her mother was applying for jobs in a maquila, and her father had emigrated. When Eta and Iota
hit, Roxana and her family stayed in their house’s terrace to protect from the floods: “Mi casa
tiene una terraza que es techada, entonces ahi ya. . . . Como la terraza esta techada, entonces
nosotros lo que hicimos fue subir las cosas y pues ahi nos quedamos” (“My house has a covered
terrace so that is where we stayed. . . . Since the terrace is covered, we just moved our things
upstairs and stayed there”). After waiting on the terrace, Roxana’s family went to a shelter in San
Pedro Sula, but then a friend of her grandmother picked them up from the shelter, and took them
to an apartment she owned in San Pedro Sula. They stayed in the apartment for a month and then
returned to their house in La Lima.

Roxana wanted to be a nurse. It was her grandmother who paid for Roxana’s school
supplies, uniforms, and fees. Roxana trusted that her grandmother and mother were going to
support her to continue in Grade 10 the following year. She was planning to go to the Instituto
Patria. Roxana was worried, however, about her family’s economic situation: “4 veces no
tenemos como quien dice qué comer, entonces ver a mi abuela y a mi mama frustradas de que no
tienen qué darnos de comer a mi y a mi hermana entonces me apachurra el corazon”
(“Sometimes we do not have, so to speak, anything to eat, so seeing my grandmother and my

mother frustrated that they do not have anything to feed my sister and me breaks my heart”).
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Even though Roxana and her family were in a precarious situation even before Eta and Iota,
accessing resilient housing infrastructure that contributed to making the place of return safe
helped Roxana and her family cope faster with the aftermath.

Having a safe place to go after being dislocated also helped Aurora, Kiara, and Estela
continue her education. The three of them had to change schools because of different
circumstances in their lives: Aurora because of a case of forced displacement related to gang
violence. Kiara and Estela due to shifts in their households’ livelihoods. Having access to
schools on the relocation sites facilitated these participants’ continuation of their education.

Aurora and I spoke on September 3, 2024. She was attending La Lima #3, and was 14
years old. She lived in La Lima with her mother; father; 9-year-old brother (attending the same
school); and 19-year-old sister who had a 2-year-old son. Her mother worked as a cleaner, and
her father was a bricklayer. Aurora felt safe in her neighborhood. However, Aurora used to study
at a different school in La Lima, but she had to change because one of her brothers was murdered
for getting involved with what Aurora called “bad people.” She was referring to a gang group.
Aurora’s family was forced to move as a result.

Aurora walked to school every day. She wanted to be a forensic doctor, but thought that
this degree was “very expensive.” Aurora mentioned that she was able to be in school thanks to
the support of her father and grandfather. She was not working when we talked but mentioned
that once in a while she would clean up houses. Aurora was somewhat worried about her
family’s economic situation, but her hope was to continue in Grade 10 at the Instituto Patria.

Eta and Iota hit Aurora and her family. They lost everything. To avoid getting trapped in
the flooding, they left for the Department of Yoro for 8 days. From there, they went to a church

where they lived for 2 to 3 months. At this shelter in San Pedro Sula, they slept on mattresses on
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the floor. Aurora was unable to finish fifth grade, but when she returned to school for sixth
grade, the new school gave her a fifth-grade refresher course and allowed her to continue with
sixth grade. Aurora did not recall having access to formal education during the months she spent
at the shelter.

Kiara and I spoke on August 21, 2024. She was attending La Lima #1 and was 15 years
old. She lived in La Lima. Kiara’s father had been murdered 5 years earlier. Her father had
worked distributing cold meat and was killed during a robbery. Her mother worked as a
kindergarten teacher and her grandfather as a bricklayer. Her uncles were also bricklayers. Her
father had finished high school, and her mother had attended university. Her mother had two
children with another partner, a 2-year-old girl and a 5-year-old boy. Her 5-year-old stepbrother
was attending kindergarten where Kiara’s mother worked. Kiara was living with her
grandparents and cousin. Her mother lived with Kiara’s stepsiblings in a different house. Kiara
and her family were exposed to Eta and Iota. They were trapped in their house because it was
difficult for her grandmother to evacuate. They waited on top of a roof. Kiara feared that she and
her family would drown in a flood in the future.

Kiara lived for some time in Mexico because her grandmother sought treatment for an
illness there. Kiara had cousins in Mexico, so they stayed with them for a year. Kiara explained
that while she was in Mexico, she was unable to attend school because Kiara and her
grandmother were unable to do the paperwork. Kiara liked Mexico very much. When she
returned to Honduras, she resumed schooling in seventh grade. I did not ask more questions to
Kiara about the 1-year move to Mexico to avoid asking her to disclose sensitive information. It
was sufficient for me to know that they went to Mexico for her grandmother to receive medical

treatment. Kiara worried about her family’s economic situation because when her grandmother
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was often sick, she had colon and lung surgery and experienced vertigo. Kiara shared that it was
much harder at home when her grandmother was sick. When she finished high school, Kiara
wanted to open her own beauty salon. Her mother and grandparents had supported her education.
Kiara thought that she would continue in school the following year. She wanted to learn more
about the beauty industry “porque es lo que mds me gusta” (‘“because it is what I like the most”).
Kiara added that pursuing this career “gastaria menos mi mamad y puede que aprenda mds
rapido” (“my mother would spend less, and I would maybe learn faster”).

Another case in which having access to education sites emerged as a school retention
factor was the case of Estela. Estela had to switch schools because her family’s income
decreased. Estela and I spoke on September 3, 2024. She was in La Lima #2. She was 14 years
old. Estela lived in La Lima with her mother, 9-year-old sister (attending the same school as her),
aunt, uncle, and cousins. Estela did not give many details, but due to issues between her parents,
Estela’s father was living in San Pedro Sula and working there in a garage. Estela said that her
father supported her sister because he was “responsible.” Her father left school after completing
seventh grade, and her mother completed high school but was unable to go to university.

Estela had lived in three different houses. She used to live with her aunt but then moved
to a different house, which flooded during Eta and Iota. Then, they went to another house.
During Eta and Iota, her father and other relatives helped. Her aunt had a two-floor house in
another colonia. They stayed there for 2 to 3 weeks. Afterwards, Estela and her family stayed in
San Pedro Sula for a month at the house of her father’s cousin. Estela was able to have online
classes when the school year started in 2021.

Estela had to change schools. First, she was in a private school until fourth grade. She left

because she was a victim of bullying. She changed to a public school and then to the school
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where she was enrolled at the time of our interview. Estela had never received professional
counseling to navigate her experience of bullying, but she explained that her family had helped
her. She also mentioned that she reported it to her former school, but she said they did not take it
seriously. Estela shared that sometimes she is afraid that it could happen again in her current
school. Estela wanted to go to university to study medicine and become a doctor. Estela was sure
that she would continue in school for Grade 10, as her family was going to support her. Estela
was worried about her family’s economic situation because sometimes her father was unable to
bring enough money home.

Nayeli was the only girl in school that I interviewed who worked regularly (part-time)
while attending school at the time of the interview. She was able to work and attend school at the
same time. Nayeli and I spoke on August 28, 2024. She was attending La Lima #2, was 15 years
old, and lived in La Lima. Nayeli was living with her 10-year-old brother and her grandmother.
Her brother was attending the same school as her. Nayeli was living with her grandmother
instead of her parents because her parents abandoned her when she was 5 years old. In addition,
she said her father was an alcoholic and her mother had mistreated her. Nayeli’s grandmother
was a teacher but was already retired. When Iota hit, Nayeli and her family had to leave their
house and went to stay with an aunt in Santa Cruz for 6 months.

Nayeli was working at a convenience store after school. Nayeli shared that she was going
to school and working at the same time to make a sacrifice for her future and for her brother. In
addition to her pay, Nayeli received meals when she was working. Nayeli explained that with the
money she made at the convenience store, she was able to pay her education expenses. Nayeli
had always studied in the same school. Nayeli wanted to work on a boat (e.g., a cruise ship). She

had a relative who worked on a boat, and Nayeli shared how this relative had traveled across 11
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countries. She used to want to study medicine and become a cardiologist, but she was now more
inclined toward hospitality and tourism. She believed she would continue in high school.

The benefits of accessing emotional support to cope with the psychological effects of
experiencing climate disasters explicitly emerged in two interviews: Perla’s and Tina’s. Perla
and I spoke on August 28, 2024. She was attending La Lima #2 and was 14 years old. She grew
up in La Lima. Perla lived with her mother; father; and 11-year-old sister, who went to the same
school as her. Perla explained that after Eta and Iota hit, her parents rented an apartment in San
Pedro Sula, and they lived there for 4 to 5 months. Their house in La Lima completely flooded,
but Perla said they were able to leave the house beforehand, so they were not trapped inside. The
Canal Maya burst at 1:00 a.m., and she and her family left at 12:30 p.m. the previous day and
were able to retrieve their belongings. The water was waist deep. It was the first time she had
experienced anything of this magnitude, and she was worried. Perla shared that the people who
supported them after Eta and Iota were an aunt and an uncle in the United States, who sent them
a box of clothes and shoes. Perla felt bad for her grandmother because she was left without a
home and lived in a tent for 5 months.

Perla was able to continue in school but online. Perla had access to the internet in the
apartment they moved to. From firstthrough fifth grade, Perla attended a private school, but she
told me that because her parents lost everything due to Eta and Iota, she had to switch to a public
school. Perla dealt with the awareness that another disaster could hit in the future. She explained
that “for now” she had only experienced Eta and Iota but that hurricanes normally hit between
November and December. She was not particularly afraid of the rain, but she felt “sad” every
time it did rain. She elaborated on how she had heard that the place where she was living at the

time of our interview could be affected by a disaster in the future, talking about how the Canal
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Maya is not well-maintained; “that is why it is prone to breakage,” Perla said. She also shared
that her family was hoping to find another house to move to in San Pedro Sula because the house
in La Lima was vulnerable to floods.

After Eta and Iota, Perla completed a mental health course that was offered by a
development agency. This course helped her be more prepared to help others. Perla also shared
that she remembered how, in one of the classes, another participating boy was visibly distressed.
Apart from the training that she participated in, Perla had not received training to respond to
climate disasters. Having access to mental health training after the hurricanes was important to
Perla. Perla was sure that she would continue in school the following year as her parents were
going to continue supporting her education.

Tina and I spoke on September 3, 2024. She was in La Lima #3 and was 14 years old.
She was born in Tegucigalpa. When she was 9 years old, she moved with her family to La Lima
due to her father’s work. She lived with her mother; father; and 11-year-old sister, who attended
the same school as Tina. Her mother was a housewife and her father was a car parts distributor.
Tina’s father was pursuing a university degree studying marketing. Her mother graduated from
college with a degree in psychology. The school Tina attended in La Lima, La Lima #3, was
being renovated as Eta and Iota had damaged it. After completing school, Tina wanted to go to
university to study administration or mechanical engineering.

Because of the second hurricane (Iota), Tina’s family was forced to go back to
Tegucigalpa where her grandparents lived. Tina was able to continue in school online once
classes resumed the following academic year after Eta and lota hit. Tina was planning to
continue in school at the Instituto Patria. She did not have a spot yet because enrollment had not

begun. Tina was sure that her parents would be able to support her with the additional costs of
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attending a public high school, such as for school supplies and uniforms. Tina mentioned that her
parents had also told her that they would help her go to university. She added “yo quiero trabajar
para que no sea una carga’ (“l want to work so that I am not a burden”). Tina was considering
pursuing university while having a part-time job at a shop.

I asked Tina about her experience with Eta and Iota, and she explained the following:

Uy, para mi si fue traumatico porque venia de Tegucigalpa, nunca me habia inundado,

entonces era la primera vez que lo hacia, entonces si, lloré bastante, y de hecho cuando

acabo eso le tuve bastante miedo a la lluvia, como por dos aiios.

Oh, for me it was traumatic because I came from Tegucigalpa. | had never experienced a

flood, so it was the first time. So yes, I cried a lot, and in fact, when it was over I was

quite afraid of the rain, for about two years.

Tina later shared during her interview that she was doing better in relation to her fear of
the rain: “ahora he cambiado de parecer, es como al final es algo natural que va a pasar,
entonces lo mejor es mantener la calma” (“Now I have changed my mind; it is like in the end it
is something natural that is going to happen, so the best thing is to stay calm”). But feeling better
about the rain took her some time. She added that “a partir de ahi es que empecé a comer mas
las uiias™ (“that is when I started biting my nails more”). Tina explained that her parents
supported her emotionally in this process to overcome her fear of the rain.

Another factor that emerged as a contributor to girls staying in school was the importance
of having access to alternative education programs. For Aitana, the only way that she would be
able to continue in school after completing ninth grade was to have access to an alternative
education program where she would be able to work during the day and study in the

evening. Aitana and I spoke on August 19, 2024. She was attending La Lima #1 and was 14
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years old. Before Eta and Iota, Aitana lived in a different colonia. After, Aitana and her family
moved closer to where she was studying. Aitana was living with her grandmother and her cousin,
and not with her parents and siblings because of a “family problem.” I noticed that she did not
feel comfortable speaking about it, so I did not ask more about it. Right after Eta, Aitana and her
family sought shelter in another house in their colonia. Later on, Iota hit, and they went to a
church shelter. At the time, Aitana was studying remotely. During the pandemic, Aitana said that
she had access to the internet because her parents paid for internet service. Aitana did not have
her own phone at the time and used her mother’s phone (sharing it with her siblings) to join
classes online. Aitana dreamed of being a veterinarian. She wanted to go to university, but she
did not know where in Honduras she could study veterinary medicine.

Aitana explained that her grandmother was ill and that she took care of her. Her uncles
were the ones paying for her treatment. Aitana was worried about her family’s economic
situation. Aitana had never had to work, but she was unsure whether she would be able to
continue in school in 2025 for Grade 10. Aitana explained:

Aitana: “Por las situaciones economicas, porque mi abuela no tiene como pagar mis

estudios.”

Sara: “;Y tus papds no lo pueden pagar?”

Aitana: “Pues no sé, como no vivo con ellos. ...’

Sara: “;Y qué harias en ese caso?”

Aitana: “Pues mi abuela me quiere poner a distancia para que trabaje de lunes a
viernes.”

Sara: “; Y hay escuelas a distancia?”

Aitana: “Si.”
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Sara: “;En las noches?”

Aitana: “Mariana, tarde y noche.”

Sara: “And your parents cannot afford it?”

Aitana: “Well, I do not know, since I do not live with them.”

Sara: “And what would you do in that case?”

Aitana: “Well, my grandmother wants to put me in a distance learning program so I

can work Monday through Friday.”

Sara: “And are there distance learning programs?”’

Aitana: “Yes.”

Sara: “At night?”

Aitana: “Morning, afternoon, and night.”

Having access to an alternative education program could enable Aitana to pursue high
school education and potentially work on the side.

Similar to the pattern identified through the interviews with girls out of school, some of
the in-school participants made an explicit link between the climate disasters, related
displacement, and their participation in school. Others did not. From the perspectives of the girls
in school, I saw that the households that had more resources (human and material) and had
parents or guardians with more stable jobs were able to recover economically faster than
households without. These households had more possibilities for mitigating their disaster-related
losses. Table 9 (next page) outlines the different aspects that emerged from the interviews as the
participants shared how they perceived their opportunities to pursue formal education in contexts

of climate disasters, internal displacement, and social inequality.
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Table 9: Perceptions of Aspects Related to School Abandonment and School Continuity Among
Girl Participants and Adult Family Members.

Aspects How did it manifest itself in the interviews?

Perceptions on aspects related to school abandonment

Family’s socioeconomic | The high costs of disaster recovery

hardship Lack of funds to cover additional costs of public schooling

Redistribution of household responsibilities due to this hardship

Less funds in the household in relation to parental absence

Early union Not legally married but cohabitating

Adolescent pregnancy Becoming pregnant and having a child during adolescence

Perceptions on aspects related to school continuity

Family’s availability of | The household income

resources for disaster Support from relatives

recovery More resilient housing infrastructure

Access to emotional support

Access to a school in the | To adapt to displacement forced by disasters

relocation sites To adapt to displacement forced by gang violence

To adapt to shifts in family income

Work and schooling Working while studying

Note. Designed by the author.

Girls out of school and in school both expressed their desire to be in school, had multiple
rationales as to why formal education was important to them, and had aspirations of their own.
The external conditions across different levels of influence (interpersonal, family or household,
school, community, colonia, municipality, department, and so on) were the ones influencing
their opportunity to pursue or continue their formal education.

Table 9 outlines multiple aspects that were related to the decision-making process of the
girls and the families to remain or leave school based on the participants’ perceptions expressed
in the interviews. People’s support mechanisms—human resources, networks, and
communities—were fundamental for survivors of extreme weather events to cope with the

aftermath. These human resources facilitated mental and emotional support, as well as material
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help. The majority of the girls interviewed answered that relatives and/or people in their
communities helped them and their families cope with the aftermath. In Governing Affect:
Neoliberalism and Disaster Reconstruction, anthropologist Roberto Barrios (2017) documents
post-disaster reconstruction across different contexts in Mexico, Honduras, and the United
States. His work about Honduras focuses on the aftermath of Hurricane Mitch and the effects of
recovery responses in the southern Department of Choluteca. Barrios (2017) underscores the
importance of paying attention to survivors’ emotional and social ties in post-disaster
reconstruction. Housing relocation programs for survivors should consider how the displacement
not only creates infrastructural loss, but it can also break relationships of trust as people may not
be able to live together as neighbors that know each other anymore. Relocation projects and post-
disaster reconstruction initiatives more broadly should not separate communities further but
rather foster integration.
4.3 Vulnerability and Climate Disaster Research

This section addresses Research Subquestion 1a. It discusses how the study of the
challenges for adolescent girls to pursue formal education inform the conceptualization of
vulnerability in contexts of climate disasters, internal displacement, and social inequality.
Theoretical discussions of the concept of vulnerability in the context of climate change and
climate hazards have evolved over time (Fiissel & Klein, 2006). Climate change scholars Hans-
Martin Fiissel and Richard Klein (2006) document how well-established schools of thought
about vulnerability through the lenses of, for instance, social inequality, disasters, ecology,
livelihoods, social geography, and food systems have influenced the development of climate

change vulnerability assessments. These perspectives can be organized into three schools of
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thought: the risk-hazard framework, the social-constructivist framework, and the integrated
framework (Fiissel & Klein, 2006).

The risk-hazard framework centers on “multiple outcomes of one biophysical event”
(Sugden et al., 2014, p. 6). The social-constructivist approach looks at the social, economic, and
political conditions individuals live in prior to an event (Fiissel & Klein, 2006; Sugden et al.,
2014). The integrated framework “includes an external dimension, which is represented here by
the ‘exposure’ of a system to climate variations, as well as an internal dimension, which
comprises its ‘sensitivity’ and its ‘adaptive capacity’ to these stressors” (Fiissel & Klein, 2006, p.
306). This framework emphasizes a priori conditions, stressors, and consequences of climate
hazards.

Another example of an integrated approach is the “hazards of place model” by
geographer Susan Cutter (1996, p. 536). This model combines the biophysical risks and the
social conditions as the elements that define vulnerability within a specific place. Place matters
because vulnerability is both about the “geographic space, where vulnerable people and places
are located,” and the “social space, who in those places are most vulnerable” (Cutter, 1996, p.
533). Because power is unequally distributed in society, vulnerability is embedded in a complex
intersection of gender, race, ethnicity, geographical location, age, among many other identity
markers. As Enarson (2000) claims, vulnerability to disasters is “gendered” (p. 4), because
climate emergencies can produce and reproduce gender inequality. Gender influences the social
space in the integrated framework. The findings in this chapter can inform the three vulnerability
frameworks, but I argue they are particularly insightful with regard to the integrated approach

and to the understanding of the social space as gendered.
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The integrated framework emphasizes the geographical and the social context. Later in
this chapter, I discuss how this study can contribute to advancing the integrated framework based
on the findings, but first, I explain this framework’s application to the dissertation. Combining
the risk-hazard lens, the social constructivist view, and the conceptualization of the aftermath of
disasters as gendered, it is possible to see how external events—for example, Eta and lota—
triggered a series of outcomes. The outcomes of an external event—for instance, a temporary
displacement—can create and reproduce conditions that could affect people’s adaptive capacity
to existing and future climate shocks. The United Nations Framework Convention on Climate
Change (UNFCCC) Adaptation Committee (2025) views adaptive capacity as “ the potential or
ability of a system, region, or community to adapt to the effects or impacts of climate change”
(para. 2). The Adaptation Committee (2025) adds that adaptive capacity “shapes the extent to
which actors and systems can manage current and future climate hazards. Yet, it remains an
under-assessed dimension due to its complex, context-specific, and multi-scalar nature” (para. 5).
Individuals’ and families’ preexisting conditions of inequality—related to gender, race,
socioeconomic status, etc.—influence their sensitivity to and adaptive capacity following the
outcomes of a climate emergency.

In contexts such as this study’s place where severe flooding had become common and
where there is high social inequality, people can be forced to constantly navigate external
stressors without having the time to recover from prior events and their outcomes. The
compounding effects of combined aftermaths can have consequences even on facets of people’s
lives that may not be directly related to the immediate outcomes of a climate disaster. A common
pattern observed in the interviews with girls out of school is that that economic hardship, the

costs of disaster reconstruction and of education (even public), early unions, adolescent
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pregnancy, the need for someone to take on household responsibilities, and the low quality of
education, among other factors, had an nonlinear relationship to school abandonment. Only one
of the out-of-school girls with whom I conducted a follow-up interview had been able to return
to school. These factors may have existed even without the climate disaster that the participants
experienced. But in the research sites where the study was conducted, economic hardship is,
among other challenges, tied to a complex interaction of climate disasters with other crises such
as the COVID-19 pandemic. Before Eta and lota, the quality of public schools that was most
accessible to the girls I interviewed was limited. The climate disasters made the situation worse
for these schools.

The findings in this chapter shed light on the need to expand the integrated framework of
vulnerability to account for the indirect long-term effects of climate disasters on people’s
education and on their aspirations. The process of recovery from severe floods and the
displacement does not end when individuals return to their home. School abandonment can
become an indirect consequence of climate disasters in these contexts. Naming it as such can
unlock the design and implementation of climate disaster response strategies that place the
aspirations of survivors of disasters at the center. The primary and immediate goal of a sudden
onset climate disaster response is for people to survive by evacuating them to somewhere safer
and supporting those impacted with essential resources. Survivors—in the case of this study girls
who survived Eta and Iota—have an intrinsic right as human beings to pursue their aspirations,
and education is oftentimes the key to this pursuit.

If there is a recognition that people not only hope to survive a climate catastrophe but
they also hope to actually be able to recover their livelihoods, homes, traditions, routines,

schooling, lives, etc., then integrated vulnerability frameworks in relation to climate hazards
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would benefit from opening up space to the notion of the aftermath after the aftermath. I see the
aftermath after the aftermath as the indirect consequences of climate disaster outcomes. I would
consider school abandonment and retention one such indirect outcome. The theoretical idea of
the aftermath after the aftermath can have important implications for coordinated climate disaster
response because preventing these indirect outcomes can also be an underlying thread connecting
immediate, mid-, and long-term responses. Girls who are survivors of disasters have aspirations,
and their aspirations deserve immediate and sustained attention in climate disaster response.
After reviewing different disaster literature pertaining to children, sociologist Lori Peek
(2008) categorized the “types of vulnerability children experience in disaster” into three areas:
psychological, physical, and educational (p. 5). Although Peek’s framework dates back to 2008,
the three categories remain a productive approach to identify how the experience of climate
disasters can affect children. Under psychological vulnerability, Peek (2008) mentions,
“emotional distress” and post-traumatic stress disorder “PTSD” (p. 5). For physical vulnerability,
Peek (2008) includes, for instance, “death,” “illness and disease,” “injury,” and “physical and
sexual abuse” (p. 5). Under educational vulnerability, Peek (2008) recognizes “missed school,”
“poor academic performance,” “delayed progress,” and “failure to complete education” (p. 5).
The interviews showed how these forms of vulnerability can intersect in people’s lives in
different ways. Disaster research scholars such as Enarson, Fothergill, and Peek have called for
greater attention to this intersectionality, suggesting that “intersectional scholarship is essential to
resist the characterization of gender groups as unitary populations with shared experience”
(Enarson et al., 2018, p. 214). While the girls shared some similarities in their experiences, not

even when coming from the same neighborhood were their experiences unitary. This observation
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was consistent with the literature that claims that girls’ experiences should not be oversimplified
(Cupples, 2007; Ensor, 2009; Lama et al., 2021; Rao et al., 2019)
4.4 Conclusion of Chapter 4

Chapter 4 looked at how girls in La Lima and Choloma understood their opportunities to
pursue formal education in contexts of climate disasters, internal displacement, and social
inequality. The main condition related to climate disasters and internal displacement that
influenced school abandonment was the family’s socioeconomic hardship, which affected the 14
out-of-school girl participants. Simultaneously, the primary reason reported in the interviews that
influenced school continuity was the family’s availability of resources for these girls to pursue
formal education.

Applying the capabilities theory to the discussion about vulnerability to climate disasters
and their aftermath, one could conceive being able to recover from a disaster as a central
functional capability in contexts such as La Lima and Choloma where extreme weather events
are common. Being capable of recovering from a disaster depends on the opportunities to make
other capabilities a reality. For example, accounting for Nussbaum’s functional capability of
bodily integrity (2000)—which requires safety and being free of violent threats—then not being
able to enjoy bodily integrity would also affect the capability of recovering from a disaster given
the detrimental effects that violence can have on people’s wellbeing. Similar to Walker and
Unterhalter (2007)’s argument that education can be an enabler of other capabilities, this study
claims that the capability to recover from a climate disaster also enables other conditions that
would allow people to live with dignity and fulfill their aspirations.

The chapter discussed theories of vulnerability to climate hazard: the risk-hazard

framework, the social-constructivist framework, and the integrated framework. I claimed that the
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integrated framework—along with the view of the aftermath as gendered—was most appropriate
to understand vulnerability in the context of this study. This approach considers the biophysical
risks and the social conditions within a specific place that determine people’s vulnerability and
adaptive capacity to climate stressors. Applied to the effects of hazards on education, the
integrated framework could consider how vulnerability unfolds over time, and how gender
inequality relates to the ways in which vulnerability plays out in the lives of climate disaster
survivors. The outcomes of hazards can affect in nonlinear and complex ways the long-term
education opportunities of people who are affected by environmental catastrophes. The next
chapter discusses how teachers, school administrators, government officials, and

nongovernmental representatives perceived the impacts of climate disasters on girls’ schooling.
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Chapter 5: The Intersection of Climate Disasters, Internal

Displacement, and Education

The United Nations Committee on Economic, Social and Cultural Rights (1999)
understands the protection of the right to education at four levels: “availability, accessibility,
acceptability, and adaptability” (para. 6). Education should be available and accessible to all;
acceptable because it should follow the highest quality standards; and adaptable, to meet the
specific needs of different individuals and groups in society. Climate disasters and internal
displacement pose challenges to ensure that education is universally available, accessible,
acceptable, and adaptable. The intersection between climate events, human movements, and
education has been recognized in various multilateral initiatives such as the Comprehensive
School Safety Framework. This framework applies an evidence-based and child-centered

29 ¢¢

approach for duty-bearers of children’s rights to focus on “safer learning facilities,” “school
safety and education continuity management,” and “risk reduction and resilience education”
(Global Alliance for Disasters Risk Reduction and Resilience in the Education Sector, 2022, p.
4). The framework is relevant to this study because it draws from the bioecological model of
human development.

The bioecological model of human development recognizes that humans develop within
micro-, meso-, and macro-level systems (Bronfenbrenner & Morris, 2006, p. 796). These
systems are in constant interaction and evolution over time and space. In this model, human
development “is defined as the phenomenon of continuity and change in the biopsychological
characteristics of human beings” (Bronfenbrenner & Morris, 2006, p. 793). The framework

translates the micro-, meso-, and macro-levels to a “socio-ecological model” (Global Alliance for

Disasters Risk Reduction and Resilience in the Education Sector, 2022, p. 18). Households and
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families represent an individual’s microsystem; schools and teachers are at the mesosystem. The
microsystem and the mesosystem are nested in a macrosystem of laws, policies, social norms,
and cultural norms. The ongoing interactions between microsystems, mesosystems, and
macrosystems across time and space can define the contexts that a girl who is a climate disaster
survivor can navigate in La Lima and Choloma. Figure 8 represents the levels of analysis that
this study applied based on the socio-ecological model. Research in the field of comparative and
international education on school dropout decisions among girls and young women in rural areas
in Honduras took a similar approach to portray the interactions between individuals and
structures (Murphy-Graham et al., 2020). Drawing from Singh and Mukherjee’s (2018)
framework, Murphy-Graham et al. (2020) conceptualized girls or young women’s microsystems
as the closest social circles, the macrosystems as socioeconomic and political structures, and the

chronosystems as the time when the ongoing interactions between systems occur.

COMMUNITIES

SCHOOLS

FAMILIES

ADOLESCENT
GIRLS

Figure 8: The Multiple Levels of Analysis.
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To understand how girls in Honduras understood their opportunities to pursue formal
education in contexts of climate disasters, internal displacement, and social inequality, I first
looked at the individual and her microsystem—the household and the family (Chapter 4). In
Chapter 5, I examine how people at the mesosystem (teachers and school administrators) and the
macrosystem (governmental and nongovernmental representatives) viewed the impacts that
disasters and internal displacement can have on girls’ capability to pursue schooling. Chapter 5
analyzes the meso- and macro-level perspectives to explore how they frame the phenomenon
under study. Examining their views and how they think that these issues could be addressed—
integrating their opinions with the perspectives of girls—this chapter addresses Research
Question 2. It looks at mechanisms that schools, the government, and civil society can enact to
prevent school abandonment for girls in areas prone to climate disasters and displacement such
as La Lima and Choloma.

This chapter is structured into three parts. The first part focuses on the meso and macro
level perspectives, analyzing the views of teachers, school administrators, government officials,
and nongovernmental representatives. The second part centers on the recommendations that
participants suggested to address the problems identified. Both the factors influencing in
complex ways school abandonment or continuity and the participants’ recommendations have
important implications for research on the relationship between climate change, climate shocks,
and human movements. For this reason, the third part of Chapter 5 addresses Subquestion 2a,
discussing how the dissertation contributes to the literature on such relationships.

5.1 Meso and Macro Perspectives
As Chapter 4 examines, various conditions can influence decisions to remain in or leave

school among girls and households who lived through and continued to be exposed to climate
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shocks in La Lima and Choloma. This section articulates the perspectives of teachers, school
administrators, government officials, and nongovernmental representatives about the potential
challenges that can arise in the aftermath of disasters and how these issues may affect education.
5.1.1 Schools’ Perspectives

I interviewed three teachers and two public school administrators. At the school in
Choloma, Clarisa served as the principal and as a teacher because the school was understaffed.
There were only three teachers, including her, for Grades 6, 7, 8, and 9. From La Lima #1, Sofia,
the principal, was interviewed. For La Lima #2, Rogelio, the assistant principal, participated. |
spoke with teachers in these two schools. Joaquina, a teacher in La Lima #1, was the maestra
guia (advising teacher) for Grade 9 and the Spanish teacher for Grades 7, 8, and 9. I also
interviewed Tulio, a teacher in La Lima #2 who taught science and math for Grades 7, 8, and 9.

Following a disaster and the ensuing dislocation and income interruption that families
characteristically experience, children may lose immediate and even long-term access to
schooling (Lara-Arévalo et al., 2023; Pegram & Oakes, 2017; Venegas et al., 2024). To elaborate
on the relevance of this study in Chapter 1, I referred to the interview with Sofia, La Lima #1’s
principal. I bring back an excerpt from her interview since she attributed the decrease in
enrollments at her school to flooding: “Ahorita tenemos 287 alumnos. En el ario 2015 teniamos
750” (“Right now we have 287 students. In 2015 we had 750”). Sofia explained why:

Han sido varios los factores. Numero uno, las inundaciones. La gente pues al perder

todo, se va, dice, a empezar de cero a otro sitio donde esté mas protegido, la falta de

empleo. O sea, no es que no hay espacios en la escuela, sino que los nifios no vienen. La

gente se va. Los padres de familia emigran, emigran a buscar nuevas oportunidades, a

lugares mds seguros.
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Several factors. Number 1, flooding. People, after losing everything, leave to start from

nothing in another place where they will be more protected, the lack of employment. It is

not that there are no spaces in school but that the children do not come. People leave.

Sofia’s school—offering classes from first to ninth grade—was located in a low-income

colonia in La Lima. La Lima #1’s students lived in colonias that were fully flooded with Eta and
Iota. Sofia attributed her school’s decrease in enrollment to the fact that many local families were
survivors of the hurricanes and left their homes in search of safety and jobs. Sofia recognized
that this was a challenging situation because many of the households had already moved within
Honduras from rural areas to the periphery of San Pedro Sula city:

La mayoria, bueno, vienen a la ciudad, dejan sus pueblos, se vienen buscando mejores

oportunidades de trabajo, pero vienen acd y se tocan con esta situacion de tener que

emigrar de la colonia donde se ubican por los desastres naturales y si hay una

inestabilidad bien grande.

Most of them, well, they come to the city, they leave their towns, they come looking for

better job opportunities, but they arrive here and encounter this situation of having to

move from the neighborhood where they settled due to natural disasters, and there is

indeed a great deal of instability.

Sofia had been working in the public education system for 38 years as a teacher and since
2015, as a principal. In November 2020, classes were remote because of the COVID-19
pandemic. Sofia described how parents tried to mobilize to rescue whatever they could from the
school but it “impossible” to do so because survival came first:

Hay un muro de contencion en la colonia, nosotros nunca pensamos que el agua nos iba

a llegar hasta nuestro centro educativo, tratamos, tratamos de salvar lo que pudimos,
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pero fue imposible. Los lamentos de los nifios eran, dan panico. Los padres de familia
salieron corriendo, sacando lo que podian. Se vio lo mas lindo de la situacion, que
dentro de una situacion tan dificil, a los padres lo que les importaba era la vida humana,
pues, salvar a sus hijos. Y el sector de La Lima es un sector que la gente lo pierde todo,
pero no pierde el espiritu, no pierde el animo, no pierde la energia, no pierde el
optimismo y no pierde el deseo de seguir adelante, eso es bien importante.
There is a retaining wall in the neighborhood, but we never thought the water would
reach our school. We tried, we tried to save what we could, but it was impossible. The
children’s cries were terrifying. The parents ran out, grabbing whatever they could. The
most beautiful thing about the situation was that, even in such a difficult time, what
mattered most to the parents was human life, saving their children. And the La Lima area
is a place where people lose everything, but they do not lose their spirit, their courage,
their energy, their optimism, and their desire to keep going. That is very important.
Sofia emphasized that the 2020 hurricanes were not the first time that the colonia and her
school had been flooded:
También hubo una inundacion en el ario 2017, que fue también fuerte. La gente perdio
muchas cosas. Nosotros perdimos todo en el 2017. Documentacion, equipo, pupitres,
computadoras, todo, todo, todo. Nos volvimos a reconstruir nuestro centro educativo,
con actividades, con solicitudes a organizaciones gubernamentales, no gubernamentales.
Pero si logramos, logramos levantar el centro otra vez. Luego vienen Eta e lota.
There was also a flood in 2017, which was also severe. People lost many things. We [the
school] lost everything in 2017. Documents, equipment, desks, computers, absolutely

everything. We rebuilt our school through various activities and by applying for
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assistance from governmental and NGOs. But we succeeded; we managed to get the

center up and run again. Then Eta and lota arrived.

Joaquina, a teacher in La Lima #1 that I interviewed on March 9, 2025, was the advising
teacher for Grade 9. She had been working at La Lima #1 since 2016. Joaquina also described
the devastation from the 2017 flooding:

Se salio el agua de un crique, que le llamamos aca, e inundo toda esta zona, toda la zona

de donde esta la escuela y las colonias aledarias. Pues toda la comunidad estuvo ahi, a la

orilla de la carretera.

The water overflowed from a creek, as we call it here, and flooded this entire area, the

area where the school is located and the surrounding neighborhoods. The whole

community was there, by the side of the road.

Joaquina highlighted how when flooding hit the school “quedamos totalmente en cero, en
cero. Sin pupitres, sin materiales, las aulas dariadas, todas las infraestructuras del centro
educativo” (“we are left with absolutely nothing, completely empty handed. No desks, no
materials, the classrooms damaged, all the infrastructure of the school destroyed”). Joaquina
reiterated Sofia’s comments about the community’s struggles with recovering from flooding and
the effects on school enrollment after families were dislocated:

Recién nos habiamos recuperado del desastre del 2017 cuando nos cae el del 2020. Y,

pues nuevamente, en la misma situacion de que las familias tienen que salir de la

comunidad. . .. Y esto también genera que muchos alumnos se desplacen a otra zona. . . .

De hecho ha bajado, yo siento que ha bajado la poblacion, porque si ha habido familias

enteras que se han ido.

135



We had barely recovered from the 2017 disaster when the 2020 one hit us. And, once
again, we were in the same situation where families have to leave the community. . . .
And this also causes many students to move to another area. . . . In fact, the population
has decreased. I feel that the population has gone down because entire families have left.
By November 2020, the reparations following the 2017 flooding had already ended. This
was difficult for La Lima #1 because recovery resources were limited. Sofia shared how back in
2017 the teachers donated money to buy new furniture and cleaning supplies. To ensure that
students would be able to continue studying amidst the pandemic, Sofia emphasized that to teach
remotely and send homework over WhatsApp, teachers collaborated with some households
purchasing phone internet data for their students because they were too expensive. The teachers
knew their students’ socioeconomic limitations and were committed to supporting them, even
when some of the teachers were struggling financially with the disasters’ aftermath and the
pandemic. Joaquina and her family, for example, lost all their belongings when Hurricane Mitch
hit in 1998 and again when Eta and Iota struck in 2020:
Porque en el sector donde yo habito es un sector también inundable . . ., mi familia y yo
nos hemos visto afectados grandemente. . . . Cuando Eta e Iota . . . mi esposo estaba en
un tratamiento por el cancer, entonces él bastante enfermo, tampoco teniamos el apoyo
fisico de él, jverdad? Para sacar cosas. Mi hija y yo éramos las que estabamos en la
casa. . . . Entonces yo sé lo que es en carne viva, en carne propia, padecer una situacion
de inundacion. Y seguimos, seguimos ahi. . . . [Porque] comprar una casa en otro lugar,
las cuotas son altisimas, los salarios no nos dan, no nos permiten acceder a pagar otra

vivienda en un lugar donde no sea inundable.
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Because the area where I live is also prone to flooding . . . and my family and I have been
greatly affected. . . . When Eta and lota hit . . . my husband was undergoing cancer
treatment, so he was ill, and we did not have his physical support, right? To help move
things, my daughter and I were the only ones at home. . . . So I know firsthand, from
personal experience, what it is like to suffer through a flood. And we are still there. . . .
[Because] buying a house somewhere else, the mortgage payments are incredibly high,
our salaries are not enough, they do not allow us to afford another home in a place that is
not prone to flooding.

Teachers and school administrators at La Lima #1 were negatively impacted and
struggling after the 2020 hurricanes. Amidst their personal struggles, they helped to renovate the
school because La Lima #1 was the only one in the colonia. Students had to commute to other
neighborhoods to continue in high school because there was none in the colonia. Sofia explained
that she saw a tendency for students to drop out after they completed ninth grade:

Porque la situacion es tan critica, los recursos economicos son tan pocos en los hogares,

que el papa, la mama le dicen al joven de entre 15 y 18 anios, o entre 17 aiios, vaya a

trabajar, porque yo necesito.

Because the situation is so critical, and the households’ economic resources are so scarce

that the father, the mother tell their youth, between 15 and 18 years old, or around 17

years old, to go to work, because they need the money.

Sofia did not see a difference between how the disasters affected girls and boys. “It
affects both of them equally,” she said. Joaquina did not see a difference either:

De hecho, hay nifios que después de ese desastre tardan mucho tiempo en volver a la

escuela. . . . Vienen desde otra zona, porque dicen: “Nosotros no estamos en nuestra
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casa, profe. Nosotros estamos donde una tia que nos dio albergue, donde mi abuela.”
Todo ese tipo de situaciones se presentan, que ellos se van de la comunidad pero vienen
al centro educativo. Entonces ya ese es otro gasto que los padres tienen para poder
mandar a sus hijos a clases.
In fact, some children took a long time to return to school after that disaster. . . . They
come from another area because they say, “We are not at our own house, teacher. We are
staying with an aunt who gave us shelter or with our grandmother.” All sorts of situations
like that arise, where they leave their community. So that is another expense that the
parents have to be able to send their children to classes.
Joaquina reiterated how some of her students (both girls and boys) who were survivors of
Eta and Iota took longer to return to school because their families could not afford to cover the
travel costs to send the children back to their original school from where they were after the

storms. In addition to families’ scarcity, Joaquina identified gang violence perpetrated by

pandillas (neighborhood street gangs)* as a factor influencing school abandonment. Joaquina
elaborated:
Esta es una zona conflictiva donde tenemos pandilleros. . . . Entonces la gente se ha visto

en la necesidad de irse del sector. De repente nos hacen, como decimos aqui en
Honduras, noche sin mariana. Quedamos esperando a los alumnos y de repente alguien
nos llama y nos dice: “Ya no podemos continuar porque ya no vivimos en la zona. Nos
hemos ido para otro lugar porque tuvimos que irnos.” Nosotros cuando nos dicen

“tuvimos que irnos” ya sabemos a qué se refiere.

407 refer to the pandillas as “neighborhood street gangs,” aligning with the terminology of scholars who have
developed research dedicated to gang violence in Honduras (Frank-Vitale & Hoffnung-Garskof, 2025, p. 112).
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This is a conflict zone where we have gang members. . . . So people have felt the need to
leave the area. Suddenly, as we say here in Honduras, they disappear without a trace. We
are left waiting for the students, and then someone calls us and says, “We cannot
continue because we no longer live in the area. We have moved somewhere else because
we had to leave.” When they tell us, “we had to leave,” we know exactly what they mean.

This is why it is important for the students that are forced to leave their communities due
to the violence that the neighborhood street gangs perpetrate to have access to schools in the area
where they relocate to—as happened in the case of Aurora referred to in Chapter 4, whose
brother was murdered by a gang and the family was forced to move. The Mara Salvatrucha (MS-
13) is a mara operating in Honduras. There is also its rival, the Barrio 18. “Both gangs are made
up of cells—small, local groups of the gang—operating within neighborhoods, towns, and
villages across the country, as part of hierarchical, national organizations” (Frank-Vitale &
Hoffnung-Garskof, 2025, pp. 113-114). Although these violent groups can affect boys and girls,
the literature emphasizes how “young men and boys” are “prime targets” (Frank-Vitale &
Hoffnung-Garskof, 2025, p. 117; see also Gutiérrez Rivera, 2011). Gang violence influences
boys’ and men’s lives for different reasons, particularly due to conditions of poverty. Later in
this chapter, I elaborate on the literature about gang violence in Honduras.

Sofia and Joaquina were not the only school representatives that I interviewed from a
school in La Lima. Rogelio, the assistant principal of La Lima #2, and Tulio, a teacher of science
and math for Grades 7, 8, and 9, were interviewed. Rogelio and I spoke on March 6, 2025. He
had been working in the education system for 35 years, particularly in San Pedro Sula, La Lima,
and Choloma. In the morning shift, he served as assistant principal. In the afternoon, he taught

social science at another school. He started working at La Lima #2 in 2006. Many students,
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teachers, and administrators in the school were affected when Eta and Iota hit. According to
Rogelio, the school was also affected though not as much as La Lima #1 because the building of
La Lima #2 has two floors. What La Lima #2 lost were the desks on the first flood. They
struggled removing the mud to rehabilitate the building.

Few schools in flood-prone areas of La Lima and Choloma are built to be flood resistant.
La Lima #2’s building design prevented a complete material loss, even though some parts were
affected. Similar to Joaquina’s experience with Eta and Iota, Rogelio’s family was personally
impacted when these disasters hit. Therefore, Rogelio was working toward recovering his school
in a context of precarity while also supporting his family’s recovery: “Mi madre vive en el sector
de la Rivera Hernandez. Y en uno de los sectores mds bajos, entonces ahi tenia su casa. . . . todo
ese sector se inundo” (“My mother lives in the Rivera Hernandez neighborhood. And in one of
the lowest lying areas that is where her house was . . . that whole area was flooded”). Rivera
Hernéndez is one of the most violent and poorest neighborhoods in the Sula Valley.

Rogelio highlighted the decision to migrate as one of the reasons why some students did
not continue in school. Rogelio recognized that the disasters affected the opportunity to pursue
schooling for both girls and boys; but pointed out that girls taking on household roles was a
factor that prevented girl survivors of disasters from attending school:

Ya en los hogares las nifias de 11, de 12, de 13 aiios, por lo general son utilizadas en los

hogares para la preparacion de las comidas, para la limpieza de las casas, y muchas

veces el padre le dice “no, hoy no vas a ir porque. . . .” Al varon como no lo someten a

ese tipo de actividades de cocina, de limpieza de casas.

140



Once at home, girls aged 11, 12, and 13 are generally used for preparing meals and
cleaning the house, and often the father tells them, “No, you are not going today. . . .”

While boys are not subjected to these kinds of cooking and cleaning activities.

Rogelio emphasized that no student had reported a case of sexual abuse in the school.
However, he had heard in the media about reports of sexual abuse against girls in shelters that
were set up due to the hurricanes. On July 22, 2023, Alicia was interviewed. She was a civil
society representative of Radio Progreso, a radio communications initiative committed to
reporting human right violations and shedding light on social issues in Honduras. Alicia voiced
that there were cases of sexual abuse in some shelters. Rogelio expressed concern about this
problem, as it would severely affect girls’ lives and their education:

Se escuchaba que habian registros de nifias que eran violadas en los albergues, y esas

secuelas se vienen a reflejar aqui en la escuela, en el rendimiento académico, porque

recuerden que cuando se hacen esos desastres, los albergues se improvisan, no hay una
coordinacion previa al desastre, son improvisados en aulas escolares, en iglesias, no hay
servicios sanitarios adecuados, no hay separacion, y muchas ninias son violadas por
personas de mal corazon, de mentalidad perversa . . . por los medios se escucha, y que si
se dan fenomenos asi.

There were reports of girls being raped in the shelters, and those consequences can be

reflected in the school, in their academic performance, because remember that when these

disasters happen, the shelters are improvised; there is no prior coordination before the
disaster. They are improvised in school classrooms, in churches. There are no adequate

sanitary facilities, there is no separation, and many girls are raped by evil-hearted people
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with perverse mentalities . . . but you hear about them in the media, that these kinds of

things do happen.

Tulio was the teacher at La Lima #2 that I interviewed on March 6, 2025. He had been
working in the school since 2023. Unlike Rogelio, Tulio was not working at La Lima #2 when
Eta and Iota hit. Nonetheless, he was in the Sula Valley. Similar to Rogelio’s view, Tulio
expressed that the disasters impacted girls and boys alike. However, he emphasized that the
responsibility of caring for the siblings fell on girls, which could limit their time to attend school.

The domestic work that girls and women within their families undertook was a factor that
also emerged from the interview with Clarisa, the teacher and principal in Choloma that I
interviewed on March 5, 2025. Clarisa emphasized how the caring role manifested itself when
the disasters hit. Clarisa explained it this way:

Aqui cuando hay un desastre, usted normalmente ya va a ver primero a las mujeres.

Aunque no lleve nada, pero se lleva aquel monton de cipotillos que tiene. Es lo primero

que se da. . . . Es de las que andan mas enfocadas en eso. Pero no sé por qué el hombre a

veces por su machismo, jverdad?, no colabora. . . . Entonces, bueno, lo primero que

hace es agarrar a los nifios como sea y sacarlos a un lugar mas seguro. . . . Ya después el
hombre empieza a sacar colchones, pero normalmente nosotras eso es lo primero que
hacemos. . . . [Las nifias] son las que estan ahi con mama apoyando.

Here, when there is a disaster, you will usually see the women first. Even if they do not

have anything else, they will bring out the children they have with them. That is the first

thing they do. . . . They are the ones who are most focused on that. But I do not know
why men sometimes, because of their machismo, do not collaborate. . . . The first thing

[women] do is grab the children however they can and take them to a safer place. . . .
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Then men start taking out mattresses, but usually that is the first thing we women do. . . .

[The girls] are the ones who are there with their mothers helping out.

Clarisa’s reference to machismo was consistent with the literature on how gender norms
and patriarchy threaten and constrain people in Honduras in complex ways (McCleary, 2016).
Not only had Clarisa seen women and their daughters in the school’s colonia take on the
responsibility of saving their children when the water rose, but she knew from personal
experience what this meant. For many years, Clarisa carried sole responsibility for her household
because she was a single mother. She built her house on her own: “nos tocaba cargar mezcla,
nos tocaba cargar bloque. Todo lo que hacia un hombre nos toco” (“we had to carry concrete
mix; we had to carry concrete blocks. We had to do everything a man would do”). She took on
the construction role that the society she belonged to traditionally assigned to men to build a
house for her family. Her house was severely flooded when Eta and Iota hit. Clarisa had to
renovate her house after the disasters with limited economic resources. Clarisa explained what
happened:

Porque parte de la colonia estuvo, . . . 22 dias bajo el agua. Ya ha sido, bueno en mi caso

personal, ha sido duro. Porque cuando, bueno, uno es madre soltera, no tiene apoyo de

nadie. Y perder lo que a uno le ha costado en su casa, es dificil.

Because part of the neighborhood was underwater for 22 days. It has been, well, in my

personal case, it has been tough. Because when you are a single mother, you do not have

anyone to support you. And losing everything you have worked for in your home is

difficult.

While working on recovering her home, Clarisa was seeking support from local

government and NGOs to renovate the school.
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Similar to what the teachers and school administrators in La Lima said, Clarisa reported
dropout cases in her school both among girls and boys following Eta and Iota; but did not know
the exact figure. In summary, the main factor that school representatives identified as being
related to school abandonment were the families’ socioeconomic hardship. The other set of
barriers that they saw applicable to girls’ education was the girls taking on household
responsibilities and caring for their siblings. In the next section, I highlight the perspectives of
government officials regarding these barriers to schooling.

5.1.2 Governmental Perspectives

Two government officials participated in the study, one from the Secretariat of Education
and the other from the Secretariat for National Risk and Contingency Management—the ministry
responsible for coordinating the national disaster response in Honduras. On March 17, 2025, I
interviewed the Director of Early Warning Systems at the Secretariat for National Risk and
Contingency Management. He had been working there for 23 years, specializing in early
warning systems. The Honduran early warning system was aligned with the Central American
Policy on Comprehensive Disaster Risk Management. From the central office in Tegucigalpa, his
team monitored disasters nationwide on a daily basis:

El objetivo es diseiiar mecanismos de alertamiento hidrometeorologicos. Es decir, vamos

a revisar las condiciones meteorologicas para determinar si la cantidad de lluvia puede

generar un problema en algun sector y también instalamos herramientas y equipos de

tecnologia que permitan alertar cuando el nivel del rio sube o baja o se mantiene. Esto
para aplicar los planes de respuesta desde el punto de vista de evacuacion, pero mas que

todo es el objetivo de salvar vidas.

144



The objective is to design hydrometeorological early warning systems. This means that
we review weather conditions to determine if a certain amount of rainfall could cause
problems in a particular area. We have installed technological tools and equipment that
provide alerts when the river level rises, falls, or remains constant. This is to implement
response plans, particularly evacuation plans, but above all, the goal is to save lives.

The Director of Early Warning Systems explained that ensuring survivors of disasters
were out of danger and had access to shelters had important implications in the education sector.
One area was education as a mechanism to foster disaster preparedness. The other area was the
disaster response’s overreliance on schools for shelters: “Uno de los principales problemas es los
albergues cuando los habilitamos en escuelas. Se tienen que suspender las clases para poder
atender a esas personas” (“‘One of the main problems is the shelters when we set them up in
schools. Classes have to be suspended in order to accommodate those people”). He envisioned a
disaster response system that would not create interruptions in education.

A fundamental problem that needed to be addressed to ensure children of school age
could continue in school was to stop using schools as shelters in the aftermath of disasters—as
the Director of Early Warning Systems suggested: “No utilizar las estructuras, llamese a
escuelas, colegios, centros de estudio cuando hay emergencias. Y si los vamos a utilizar, porque
no nos queda otra opcion, que sea el menor tiempo posible.” (“We should not use schools,
colleges, or other educational facilities as shelters during emergencies. And if we have no other
option but to use them, it should be for the shortest possible time.”). He recognized that the
aftermath of Eta and Iota and the challenges in disaster response created school interruptions. He
claimed that he did not see patterns of gender discrimination within the shelters that were set up

in schools. Similar to the teachers and school administrators, he acknowledged that there were
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cases of school abandonment after disasters among girls and boys. To him, the problem of school
dropout was rooted in the influence of other people in children’s lives. “Si abandonan la escuela
es porque se les dijo o porque alguien influyo” (“If they drop out of school, it is because they
were told to or because someone influenced them”). He explained how disasters impact
households’ livelithoods—particularly those that rely on agriculture. Children may be asked to
work in the fields and this can interfere with their schooling.

To understand the perspective of an education government official, the Municipal
Director of Education in La Lima was interviewed on March 19, 2025. She had been working for
the Secretariat of Education since 2002. In 2024, she took on the Municipal Director role. She
articulated that the primary impact of disasters on education was the destruction of educational
buildings, and the losses of desks, teaching materials, and blackboards. She was proud that since
2023, the government had invested to reconstruct and remodel 15 schools in La Lima. By the
time we spoke, she added that six out of 15 had already been remodeled. The hope was that by
June 2025, the renovations for the other nine schools would be completed. I asked if the
renovated schools would be prepared for future floods as they were in areas prone to flooding.
Not all of them were. She hoped with the development of a dam by the government (the Represa
El Tablon), the severity of flooding would be reduced. Yet, as of January 2026, this dam project
had not been completed (Redaccion Web, 2026).

Regarding school abandonment, the Municipal Director of Education in La Lima
recognized that many families who were displaced after Eta and Iota faced socioeconomic
challenges and that ensuring that all children affected returned to education “had been difficult.”
She reiterated their commitment to giving children “free tuition,” in addition to “school supplies,

uniforms, shoes, and good facilities so that when they go to school,” as well as “school meals.”
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She added that the system also offered alternative education programs for students over 15 years
old to go to school during the weekends. Anyone under 15 years old must attend in-person the
regular Monday to Friday schedule. The interviews with out-of-school girls revealed that these
alternative education programs were not accessible to everyone who needed them. The
interviews also showed that free tuition was not enough, and that not all schools distributed
school supplies or uniforms. In informal conversations at the schools, particularly in La Lima #1,
I witnessed how the rice, flour, oil, and beans distributed the school had received was insufficient
for the entire academic year.

Similarly to the Director of Early Warning Systems’ view, the Municipal Director of
Education in La Lima did not see gender differences in terms of how the disasters affected girls
and boys and their opportunities to remain in school. She added, however, that for households
relying on agricultural livelihoods, it was more likely that the boys would support farming:

[Quien] se desplaza no es la nifia, sino que el nifio. Mas que todo en los campos. . . .

Porque en los campos lo que hacen es que el varoncito se va a trabajar con el papa, a las

compariias, ya sea palma, ya sea cana, o sea el banano. Entonces, el que mas se desplaza

es el varon por la cuestion de trabajar en el campo.

It is not the girl who moves around, but the boy. Especially in rural areas. . . . Because in

the countryside, what happens is that the boy goes to work with his father, at the

plantations, whether it is palm, sugarcane, or bananas. So, the one who moves around the
most is the boy because of the work in the fields.

She emphasized that the Secretariat of Education was doing “what was really possible” to
ensure that children in these contexts had access to school. The findings in Chapter 4 as well as

with the teachers and school administrators proved otherwise. The Municipal Director of
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Education added that the heads of the households played a key role in school reintegration: “Si
no podemos cambiar la forma de pensar del padre de familia, dificilmente nosotros vamos a
poder traer a los alumnos de regreso” (“If we cannot change the way the father thinks, it will be
very difficult for us to bring the students back’). However, the findings from the interviews with
the parents discussed in Chapter 4 showed that they wanted their daughters to pursue schooling.
The socioeconomic conditions they faced influenced school abandonment decisions and not their
mindset. Emilia’s mother, Mar, could not pay for the extra costs of public schooling. I asked Mar
for recommendations, and she said: “Necesitamos el apoyo de ellos [del gobierno]. Y sobre todo,
pues, que nos ayuden con la educacion. Que es lo mds importante” (“We need their support [the
government’s]. And above all, we need their help with education. That is the most important
thing”). Mar’s view of education as “the most important thing” challenged the Municipal
Director’s argument on the parents’ mindset.
5.1.3 Nongovernmental Perspectives

While the figures differed across sources, there are at least 13,100 NGOs registered in
Honduras (Direccion de Regulacion Registro y Seguimiento de Asociaciones Civiles, 2020). The
presence of NGOs in Honduras is significant, and the Humanitarian Network of Honduras
estimated in 2024 that 1.6 million people needed humanitarian assistance across 118
municipalities (Naciones Unidas en Honduras, 2025a, para. 4). Honduras is organized into 298
municipalities, which means that 40% needed some form of humanitarian assistance because of
“climate events, the influx of people in mixed movements, and the humanitarian impacts of
violence” (Naciones Unidas en Honduras, 2025a, para. 4). The UN Refugee Agency (UNHCR,
2026) defines mixed movements as:

Flows of people travelling together, generally in an irregular manner, over the same

148



routes and using the same means of transport, but for different reasons. The men, women

and children travelling in this manner often have either been forced from their homes by

armed conflict or persecution, or are on the move in search of a better life (para. 1)

Given the UN estimates that 40% of the municipalities were in need of humanitarian aid
due to protracted crises related to climate shocks, human movements, and violence, it was
announced in early 2025 that 5 million USD from the Central Emergency Response Fund would
be directed toward humanitarian response in Honduras (Naciones Unidas en Honduras, 2025b).
Since disaster risk reduction normally combines efforts of governmental and NGOs, I sought to
understand how NGOs and UN agencies viewed the issue under study. Twelve education-related
and disaster response-related representatives were interviewed. Four participants were from
religious Christian civil society organizations, five from non-religious civil society organizations,
and three from UN agencies.

5.1.3.1 Civil Society

Andrea worked at a child development center funded by a Christian civil society
organization in a community in the Sula Valley that was severely affected by Eta and Iota. We
spoke on July 15, 2023. Andrea delivered after-school programs, food, counseling and emotional
support, as well as religious education for children who came from socially vulnerable
households affected by poverty, gang violence, and in some instances, disintegrated families.
The one-floor house where the child development center was located was fully flooded back in
November 2020. Andrea gave the example of a family she used to support in her center that lost
everything after Eta and Iota. Since the mother did not have the means to support her 11-year-old
daughter, she made the decision to send her to live with her grandmother in San Pedro Sula.

Between the end of 2020 and the beginning of 2023, the girl did not have access to formal
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education. “The mother did not have a job at the time, so it was until the start of 2023 that she
was able to enroll in a public school, but she had to repeat some grades,” said Andrea. The girl’s
mother nor the grandmother she was living with in San Pedro Sula had the means to send her to
school, even if it was public. Andrea learned that during the time she was out of school, the girl
helped her grandmother “cleaning houses.” The need to work for girls who are survivors of
disasters because their families cannot afford to sustain them also emerged in the interviews with
Daniela and Josefina, other representatives of an independent religious group, as well as with
Irene—who was an active representative of a trade union in the Sula Valley.

On January 9, 2024, Josefina was interviewed. Josefina explained that there were cases of
girls and boys who abandoned school when they were dislocated due to poverty. Josefina
explained it this way:

Cuando hay mucha necesidad en casa, las mamas tienden a ponerlas a vender. Digamos,

si la mama hace pastelitos, la nifia sale a vender pastelitos o sale a vender baleadas o

sale a vender lo que la mama hace. Y la nifia tiene que salir a vender o su hermanito o se

van los dos.

When there is a great need at home, mothers tend to send their daughters out to sell

things. For example, if the mother makes cupcakes, the girl goes out to sell cupcakes, or

she sells baleadas [a type of Honduran food], or whatever her mother makes. And the girl
has to go out and sell, or her little brother goes, or sometimes both of them go.

The relationship between socioeconomic hardship and school abandonment among
survivors of disasters and displacement also emerged in the interview with Irene on January 17,
2024. She represented a trade union and was very familiar with the labor challenges and

opportunities women in the region faced. Irene emphasized that single mothers confronted
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difficult situations in the aftermath of disasters; which could lead to taking their children out of
school:

Por la situacion economica en que queda la gente, porque la gente pierde todas las

cosas, . . . entonces eso lo limita también economicamente como para poder seguir tal

vez dando el estudio al hijo o a la hija, porque hay mujeres que tienen sus hijos en el
colegio. Entonces eso es bien dificil para la mujer y principalmente cuando una mujer es
madre soltera. Entonces a veces han tenido que sacar a los hijos del colegio.

Because of the economic situation people are left in, because people lose everything . . .

so that also limits them financially, making it difficult to continue their children’s

education because there are women who have their children in school. So that is very
difficult for women, especially when a woman is a single mother. So sometimes they
have had to take their children out of school.

Another situation related to school abandonment that emerged was gender-based
violence, consistent with the literature identifying violence against girls and women as a
potential challenge that climate disasters can exacerbate (Datzberger et al., 2023; Thurston et al.,
2021; Overseas Development Institute [ODI], 2019). Alicia from Radio Progreso, reported in her
interview that “justamente en un instituto en el Progreso, Yoro, que sirvio de albergue llegaron
casos de dos violaciones sexuales hacia ninias” (“precisely in a school in Progreso, Yoro, which
served as a shelter, there were cases of two sexual violations against girls”). Maricarmen, a
representative from an independent local organization dedicated to girls’ and women’s rights,
with whom I spoke on March 1, 2024, brought up sexual abuse as well:

Los desastres naturales inciden en el fortalecimiento de la violencia y para que la

violencia se haya exacerbado también tiene mucho que ver el trabajo que no hacen desde
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las fiscalias. Las personas responsables de la aplicacion de las leyes no estin
sensibilizadas hacia la violencia. . . . El muerto tiene la culpa, la mujer tiene la culpa, la
nifia que fue violada ella tuvo la culpa.

Natural disasters worsen violence. The fact that violence has been exacerbated also has to
do with the work that the prosecutor’s offices do not do. People responsible for applying
the law are not sensitized towards violence. . . . The dead one is to blame, the woman is
to blame, the girl who was raped is to blame.

In addition to gender-based violence, another challenge related to school abandonment

that emerged from Alicia’s interview—which was also observed in the interviews with teachers

and school administrators—was the need for girls to take on household responsibilities or

domestic work. Alicia claimed that the burden of cleaning the house after disasters may fall on

girls:

Cuando hay un desastre, son las nifias las que se quedan ayudando a las mamads. Porque
luego hay que limpiar la casa, hay que sacar el lodo de la casa, hay que quedarse
cocinando para las familias que estan. Entonces normalmente esos roles que la sociedad
nos asigna a las mujeres también se replican en esas ninias.

When a disaster strikes, it is the girls who stay behind to help their mothers. Because then
they have to clean the house, they have to remove the mud, and they have to stay and
cook for the families who are there. So, the roles that society typically assigns to women
are also replicated in these girls.

Josefina, from another religious organization, said something similar, but particularly in

relation to girls taking care of their siblings while the head of the household works: “La nifia es

la que ayuda en casa. Entonces la dejan ayudando en casa para que de repente los chiquitos
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puedan estudiar. Y a la mas grandecita le toca hacer la comida porque la mama trabaja” (“The
girl is the one who helps out at home. So they leave her at home to help out so that the younger
children can study. And the oldest girl has to cook because her mother works”). Irene, from the
trade union, also mentioned that girls were more likely to take on caring roles within the family
that could limit their time to continue their education.

The large presence of maquilas in Choloma shapes the labor opportunities that most
women in the municipality had access to (Fries, 2010). The empacadoras (balers), where final
products are packed, are also a source of income for women in Choloma and in the Sula Valley
at large. Given Irene’s knowledge and participation in a trade union, she was familiar with the
work and labor conditions for women in the maquilas and in the balers. Irene explained that
disasters could “worsen” a preexisting challenging situation for single mothers:

A veces dejamos a la nifia mads grandecita cuidando a los mds pequerios. . . . Entonces,

tal vez ese tipo de casos si se pueden dar en esos momentos de fenomenos naturales. . . .

Y tal vez puede agudizar un poco mas, porque como la mujer esta en una crisis, . . . en

una crisis de nivel economico y de nivel psicologico también, porque no es facil.

Sometimes we leave the older girl to take care of the younger ones. . . . So, perhaps those

kinds of situations can occur during natural disasters. . . . And perhaps it can be

exacerbated because the woman is in a crisis . . . an economic crisis and a psychological
one as well because it is not easy.

Irene’s observation that a girl under the circumstances she described may be unable to
continue in school because someone in the family has to take care of younger siblings while the
adults work outside the home also emerged in the interviews with girls as outlined in Chapter 4.

The link between domestic work, socioeconomic hardship, and education arose in the interviews
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with representatives of international agencies as well. Their perspectives are discussed next.
5.1.3.2 International Agencies

Socioeconomic hardship as a condition related to school abandonment decisions in
disaster and displacement contexts also emerged in the interviews with the three UN
representatives. The presence of UN agencies in Honduras is large. I interviewed three
participants who worked at a UN agency. Catia and Jacinta were personnel of UNHCR, the UN
Refugee Agency. Anastasia preferred not to disclose the UN agency she represented. The
interview with Catia, from UNHCR, took place on March 13, 2024. This is how she viewed the
phenomenon of school abandonment after Eta and Iota:

Primero en el impacto economico. Muchas de las zonas inundadas o impactadas por Eta

e lota son zonas que son comunidades de alto riesgo, entonces su valor adquisitivo es

muy bajo. . . . Muchas personas perdieron sus trabajos . . . y no contaban con una red de

apoyo para poder desplazarse hacia otro lugar, tomaron la decision de salir del pais.

First, the economic impact. Many of the areas flooded or impacted by Eta and lota are

high-risk communities, so their purchasing power is very low. . . . Many people lost their

jobs . .. and did not have a support network that would help them move elsewhere; they
decided to leave the country.

Catia highlighted how the negative economic impacts of the disasters pushed people to
migrate—both issues influenced school abandonment. Catia viewed the problem with coping
with Eta and Iota as “double investment” because the hurricanes happened one after the other.
The immediate resources that people living under poverty invested in recovering from Eta were
gone by the time lota hit within the same month of November 2020. While in my sample of

survivors of disasters, most of the participants who had been internally displaced were able to
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return to rebuild their homes from zero or to renovate them, in our interview in 2024, Catia

emphasized that there were families that were not able to return to their place at all:
Muchas familias no regresaron a sus casas porque habian hecho una doble inversion.
Primero cuando pasa el primer huracan [Eta], muchas familias retornaron . . . a su casa,
entonces ya habian limpiado, algunos ya habian comprado sus pinturas, habian hecho
algunas inversiones y una semana después también pasa el segundo huracan [ . . . que]
fue como mas abrasivo. . . . Entonces muchas familias decidieron no regresar a sus
hogares porque no contaban con los recursos. . . . Y esas familias que no regresaron,
nosotros las pudimos identificar que ya no estaban porque después de Eta e lota, como
en marzo, se hizo una entrega, . . . eran como cubetas que podian mantener agua porque
los servicios publicos en muchas comunidades, dificil establecerlos inmediatamente, . . .
se hizo un censo y en el censo pues pudimos identificar que muchas familias no
retornaron a sus casas por esa razon.
Many families did not return to their homes because they had made a double investment.
First, when the first hurricane [Eta] hit, many families returned . . . to their homes; they
had already cleaned, some had already bought paint, they had made some investments,
and a week later the second hurricane hit . . . which was more devastating. . . . So many
families decided not to return to their homes because they did not have the resources. . . .
And we were able to identify those families who did not return because after Eta and Iota,
around March, there was a distribution . . . they were buckets that could hold water
because public services in many communities were difficult to establish immediately . . .
a census was conducted, and in the census, we were able to identify that many families

did not return to their homes for that reason.
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When I interviewed the participants a couple of years later after the hurricanes had hit
(2023, 2024, and 2025), they were recalling their memories of their experiences. Catia’s notion
of the “double investment,” as Eta and lota struck within a short period of time, explains why in
most of the interviews with girls in and out of school, their relatives, as well as teachers and
school administrators who were survivors of disasters, they did not really separate the impacts of
Eta from those of lota. The two events and the immediate aftermath unfolded sequentially.

Catia highlighted gender-based violence as a form of violence that prevailed in the
aftermath of disasters. Experiences of gender violence can interrupt girls’ opportunities to
participate in school. Catia viewed gender violence as a particularly challenging problem to
address in the initiatives that UNHCR promotes “porque muchas veces no es permitido . . . lo
que es abordar el tema de violencia de género por el patriarcado que puede existir, por el
control que puede haber en las comunidades” (“because many times it is not allowed . . . to
address the issue of gender-based violence due to the patriarchy that may exist, due to the control
that may be present in communities).

Catia and Jacinta were also concerned about other forms of violence that affected
communities that Eta and Iota impacted. The interviews with seven civil society and UN agency
representatives showed that joining violent gangs was an issue that affected education. It is
important to elaborate on the relationship between gang violence and school abandonment even
though it is an issue that the participants identified as being particularly salient among boys.
Andrea, from the child development center, made a connection between the financial struggles
families endured after Eta and Iota and children joining gangs. Andrea shared the example of a
12-year-old boy she used to teach and how he was murdered. Because of poverty and to support

his single mother, the boy joined a “mara” (“gang”). Andrea described what happened:
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Al nifio le encargaron un trabajo de matar a otra persona y el nifio lo hizo. Pero como es

nifo, él dijo, andaba diciendo como que era algo grande lo que habia hecho y eso no se

divulga, eso no se tiene que divulgar, segun las reglas que ellos tienen y lo fueron a

matar a la casa.

He was tasked with killing another person. But since he was a child, he had been publicly

saying what he had done as something huge. This cannot be disclosed according to the

rules they have, and they shot him at his house.

Disasters and subsequent dislocation affect children in multiple ways. For this boy and
based on Andrea’s view, the poverty his family confronted contributed to him working for a
mara. The 12-year-old boy who left school, joined the mara to help his single mother as he
would receive compensation from the gang. He then was murdered. The case Andrea brought up
portrays some of the challenges that children affected by disasters in contexts of gang violence
can encounter. Dynamics of gang violence in Honduras and in many other countries are very
complex (see, for example, Frank-Vitale & Hoffnung-Garskof, 2025; Frank-Vitale & Martinez
d’Aubuisson, 2020; Gutiérrez Rivera, 2011). There is a direct relationship between the rise of
maras in Honduras and the devastating effects of the 1998 Hurricane Mitch (Frank-Vitale &
Hoffhung-Garskof, 2025). Given the high death toll, displacement, and material loss that Mitch
caused, “many young people turned to gangs for survival” (Frank-Vitale & Hoffnung-Garskof,
2025, p. 113). While the exact number of youths who joined a gang after being displaced by Eta
and Iota in 2020 is unclear, gang violence was related to school abandonment, I elaborated on
literature to contextualize the complexity of gang violence in Honduras next.

Maras in Honduras are linked to transnational criminal networks such as the Mara

Salvatrucha and the 18th Street Gang—which originated in Southern California (Cruz, 2010;
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Gutiérrez Rivera, 2011). Political scientist Jos¢ Miguel Cruz (2010) has studied the historical
roots of maras in Central America since the 1980s. Cruz looked at their evolution from local
gangs to transnational networks exerting control on the streets and in jails in El Salvador,
Guatemala, and Honduras, to the extent that thousands of people in these countries are forced to
pay protection taxes to maras (Cruz, 2010; Ruiz Soto et al., 2021). Climate disasters’ aftermath
impact both girls and boys. Boys are more likely to join gangs than girls. Joining the maras may
reduce the time available for these boys to attend school. The mara determines a child’s future,
and the State is complicit. Children live under an ongoing cycle of violence, deepened when
extreme weather events occur. Impunity prevails in the country, as “only 1 percent of homicides
in the largest cities result in a conviction” (Frank-Vitale & Amador Mazariegos, 2020, p. 10).
People have little incentive to report cases to the police.

Gang violence is a major cause of internal and crossborder displacement in Honduras
(Frank-Vitale & Amador Mazariegos, 2020; Nagle Alverio et al., 2024). Frank-Vitale and
Amador Mazariegos (2020) discuss deportation, circular migration, and violence in the Sula
Valley. Through stories of migration, the authors illustrate the challenges young men face as they
return to Honduras after deportation. In their neighborhoods of origin, they can be unwelcome.
Frank-Vitale and Amador Mazariegos (2020) articulate how “with rejection from other sectors,
what can we expect from him other than getting involved with the same people that led to his
decision to leave his country in the first place?” (p. 13). The ones willing to accept individuals
such as the one Frank-Vitale and Amador Mazariegos referred to in the article are the maras,
those who most likely perpetuated the violence that initially forced their migration out of

Honduras.
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State policies to address gang violence have proved unsuccessful. Political scientist Lirio
del Carmen Gutiérrez Rivera (2011) discusses how policies such as Cero Tolerancia (Zero
Tolerance), Mano Dura (Iron Fist), and the Ley Antimaras (Anti-Gang Law) were ineffective.
The mara “developed sophisticated territorial strategies which enabled them to defy state
authorities in the neighborhoods and prison” (Gutiérrez Rivera, 2009, as cited in Gutiérrez
Rivera, 2011, p. 143). In many poorer areas in Honduras, the colonias are separated by internal
borders demarcated by violent groups (Frank-Vitale, 2019). Inhabitants of these colonias must
remain loyal and obedient to their respective mara, which exerts control over their neighborhood
(Frank-Vitale, 2019). These groups perceive boys who are out of school and unemployed as
prime targets that they can recruit (Frank-Vitale & Martinez d’ Aubuisson, 2020). In the
interview with Jacinta, a UNHCR employee, she explained how these violent groups targeted
boys and why:

Uno de los perfiles mas vulnerables son los chicos desde los 8 arios hasta la juventud y la

adolescencia sobre todo cuando son jovenes proactivos que digamos van a la escuela

que tienen un rol en su comunidad entonces y ademds cuando por ejemplo sus hogares
son desintegrados o una madre soltera y la falta muchas veces de recursos son como un
blanco para este reclutamiento que ejercen las maras y pandillas que muchas veces
amistosamente llegan o por haber también seguridad, digamos, como con esta
proyeccion de seguridad a la familia entonces los jovenes se ven coaccionados.

One of the most vulnerable groups is boys from the age of 8 through adolescence and

young adulthood, especially those who are not proactive, attending school, and or have a

role in their community. When their homes are unstable or they come from single-parent

households and lack resources, they become easy targets for recruitment by gangs and
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criminal organizations. This recruitment often begins with seemingly friendly approaches

or by offering a false sense of security to the family, coercing the youth into joining.

Anthropologist Jon Horne Carter (2022) in a study of street gangs and statecraft in
Honduras explains how “gang recruiting strategies became panoptic and fearless, targeting
children as young as five and six to serve as local informants” (p. 15). Disasters in these contexts
can reshape organized borders of control among criminal groups. For example, Carter (2022)
elucidates how Hurricane Mitch in 1998 rearranged neighborhoods altering their institutional,
ecological, and social dynamics. We have yet to see how Eta and lota will transform the city’s
patterns of control among gangs. Proximity to gang violence becomes an intrinsic part of
people’s lives. For instance, historian Deborah Levenson (2013) discusses how for the maras,
“murder becomes the ‘natural death,’ the normal way to die” (p. 7). Those living under the
control of maras, including children, are also forced to normalize murder and other violence
(Levenson, 2013). Wolseth (2008) studies gang affiliation in Honduras, discussing how being
part of a mara may represent a form of social death, “[the] diminishing of opportunities for
advancement” (p. 314). Belonging to a mara narrows the future of boys, securing only the
outcome of an eventual physical violent death. At the same time, these groups exercise control
over specific colonias, offering certain security protections to members of these communities
against other groups and in exchange for extortions (Global Initiative Against Transnational
Organized Crime, 2019).

While gang violence in Honduras particularly affects boys, Jacinta from UNHCR
elaborated on how gangs can target girls too (none of the interviews with girls mentioned their

involvement in gangs):
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Las maras y pandillas imponen sus reglas, si hay una nifia o una adolescente o una joven
que les parece bonita por el tema que también es un pais con altos temas machistas,
Jverdad? Entonces también la identifican como . . . propiedad, por ejemplo, “yo quiero
que ella sea mi novia o mi mujer” o “yo quiero que sea para la mara.”

Gangs and criminal groups impose their rules; if there is a girl, a teenager, or a young

woman they find attractive, given that it is also a country with deeply ingrained misogyny

and machismo, right? So they also identify her as . . . property, for example, “I want her
to be my girlfriend or my wife,” or “I want her to belong to the gang.”

Apart from the risks and threats of joining a violent group, another problem that arose
with the disasters was that some of the shelters were located in communities that people were not
from and therefore were controlled by a different gang. Jacinta explained that some internally
displaced persons preferred to stay on the streets than at a shelter:

[Algunas familias] decidieron irse a la calle a poner como un toldo o algo de plastico

para estar ahi entonces la gente decia, “;pero por qué la gente prefiere estar en la calle

que en el albergue?” Donde tal vez tienes un techo un poco mds y era justamente por
esta dinamica de control social y territorial.

[Some families] decided to go out into the street and put up a tent or some kind of plastic

shelter to stay there. So people were saying, “But why do people prefer to be in the street

than in the shelter?” Where they would perhaps have a bit more of a roof over their
heads. And it was precisely because of this dynamic of social and territorial control.

Jacinta emphasized that there were “invisible borders” that determined where survivors
of disasters felt they were safer relocating. These “invisible borders” divided the territory,

making the aftermath and the process of recovery even more complex. Recognizing this
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complexity, the common factor that the civil society and UN agencies representatives identified
as linked to school abandonment in the aftermath of climate disasters and internal displacement
was the household’s socioeconomic hardship. Some challenges were viewed as gender specific.
For example, scarcity was an underlying problem that led girls to take on more household
responsibilities to support their working parents, including caring roles with their siblings. This
limited their chance of going to school. Boys from poorer households confronted more risks of
joining a gang. Apart from gang violence as a form of violence that survivors of disasters in
Honduras grappled with, another factor that the interviewees identified as a potential challenge
related to school abandonment was gender-based violence. This violence manifested itself, for
example, through sexual abuse within the shelters. These crimes can have detrimental
consequences not only for the survivors’ physical and mental wellbeing, but also in other facets
of their lives such as education. The next section sheds light on the recommendations that
participants suggested to address the issues under study.
5.2 Preventing School Abandonment in Contexts of Climate Disasters and Internal
Displacement

Honduras ranks third in terms of countries most affected by extreme weather events in
the last 30 years (Adil et al., 2025, p. 11). Despite the frequency and intensity of climate shocks
in Honduras, research on the intersection between climate disasters, internal displacement, and
girls’ education in the Sula Valley remains extremely limited. During the interviews,
recommendations about what to do to prevent school abandonment amidst climate disasters and

internal displacement arose. I elaborate on these recommendations in the next four subsections.
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5.2.1 Recommendations From Girl Participants
“Que ayudaran a los nifios que no pueden estudiar porque en realidad lo necesitan”
(“That they would help children who cannot study because they really need it”’), said Rosmery,
the 16-year old girl in La Lima who had to drop out of school because her mother could not
afford to send her to a high school outside of her colonia. Out of the 33 girl participants, 30
answered right away that they wanted to continue or return to school. Milagros was one of the
three participants who said they did not want to return to school because she would feel
“ashamed” as she “already had a daughter.” Similarly, Aracely felt ashamed because she did not
know how to read, and this kept her from wanting to return to school. The third participant who
did not want to return to school was Emilia. Initially, Emilia said she did not want to return
because the quality of the education was so poor; however, later on she changed her mind and
said she wanted to “go back to study” if she could get a good education. There was a common
desire to pursue schooling among the participants. What can be done to fulfill this desire to be in
school, which is a right that for some of them had already been taken away? Girls in and out of
school voiced different ideas. Yelitza emphasized that an essential part of what needed to happen
to ensure school continuity was for the schools to guarantee that teachers would stay for the
entire school year and to limit the number of interruptions. This is an issue that her school
principal and teacher, Clarisa, was also worried about. Yelitza described the situation this way:
Que los profesores tengan una estabilidad de que se van a quedar en esta escuela. Que
empecemos el ano y ya después no tengamos profesor. O que ya cuando empecemos el
ano ya los tengamos todos. . . . No estar perdiendo clases. . . . No tenemos casi todas las

clases.
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We need teachers to have job security and know that they would stay at this school. We
do not want to start the year and then not have any teachers. Or for us to have them all by
the time the school year starts. . . . We do not want to be missing classes. . . . We are
missing almost all of our classes.

Yelitza identified a concern that has important implications for this study. Repairing
school infrastructure is one of the more visible targets following a climate disaster but ensuring
there are sufficient school personnel to run each school is equally important. A lack of teachers
challenged the participating schools’ ability to offer programas de nivelacion (remedial
programs) specialized for people such as Aracely, Guadalupe, Mariela, and Marcela, who wanted
to re-enroll but would need additional support to catch up to their peers’ reading skills.

Teacher shortages were not the only problem the public schools faced. Another challenge
was safety. Florencia, a student in La Lima #1, wanted the main wall at her school to be fixed
because the broken wall made it easier for people to trespass and rob the school. “A lot of
thieves break in. And the few equipment we have collected over the years . . . they stole,” she
said. The wall was severely damaged by the floods and had not been properly repaired when I
interviewed Florencia, which was over three years after the hurricanes struck the area. In
addition to addressing the numerous challenges the schools faced, another recommendation that
arose was the need for financial support. Rosmery’s mother, Ruby—who lost her home-based
grocery and tortilla business due to Eta and lota—emphasized that a donation to purchase a stove
would allow her to restart her fortilleria at home. Once she had regular income, Ruby said she
could afford to send Rosmery back to school. Having access to more work opportunities was a
need that all the interviewed family members of girls out of school expressed. The next section

articulates the recommendations teachers and school administrators shared.
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5.2.2 Teachers’ and School Administrators’ Recommendations

The literature recommends that disaster preparedness and response be taught in school to
better prepare citizens for such events and their aftermath (e.g., Torani et al., 2019). Tulio, the
teacher at La Lima #2 was concerned about the lack of disaster preparedness:

Hay una creencia popular de que cada 20 arios hay una inundacion, . . . la gente lo tiene

’

un poco asi como, “ah bueno, todavia no es el tiempo,” o “ya paso el tiempo,” . . . muy
poca gente tuvo la capacidad de prever, decir “vamos a salir, vamos a salvar cosas.”

There is a popular belief that there will be a flood every 20 years . . . people tend to think,

“Oh well, it is not time yet,” or “the time passed already. . . .” Very few people had the

capacity to foresee, to say, “Let’s get out, let’s save the things.”

Tulio’s colleague Rogelio wanted support from the Secretariat for National Risk and
Contingency Management (COPECO) to deliver disaster preparedness training in La Lima #2,
particularly for teachers and school leaders. These concerns about the lack of disaster
preparedness were consistent with the girls’ interview findings. 24 of the 33 girls had not
received training at school or in their community about how to prepare for and respond to
disasters such as widespread flooding. Four did not remember. Three answered yes, but did not
specify what kind of training, and two did not respond to this question. However, there was an
interest in learning more. For example, Tina, an in-school girl in La Lima, wanted to learn about
how to pack her own “emergency backpack” in case of flooding.

In addition to disaster preparedness training, Tulio emphasized the importance of
building and renovating schools to make them more resilient to flooding. Tulio’s school was a

two-floor building, a characteristic that helped during Eta and Iota because the second floor did

not flood. Yet Tulio reported that the school had not been renovated except for two classrooms
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where the roof was half replaced and the electricity was not installed. From a student in this
school, I had already learned that the bathrooms on the first floor were not working properly nor
did they have a lock. “I do not go to the bathroom because of that,” said Perla.

Considering adolescent pregnancy as a challenge that can influence school abandonment,
teachers and administrators were concerned about how limited sexual and reproductive health
education was offered. Clarisa, the principal and teacher in Choloma said that “there are teachers
who do nothing [about this topic].” Clarisa was trying to do it differently because she knew from
personal experience how difficult navigating adolescent pregnancy was. When Clarisa’s
daughter was an adolescent, she got pregnant:

Yo tengo una mia que ella me hizo abuela antes de los 15 arios. Yo ya pasé por eso. Y no

crean que es facil. . . . Actualmente tiene 22 arios. Y ella me dice, mami, “si yo le hubiera

hecho caso a usted,”. . . no estuviera asi. . . . Y ahi esta esa criatura que no tiene culpa.

I have a daughter who made me a grandmother before she turned 15. I have been through

it myself. And do not think it is easy. . . . She is 22 now. And she tells me, “Mom, if [ had

listened to you . . . I would not be like this. . . .” And that innocent child is now here.

Clarisa was hoping to get support from a professional who could come to the school to
speak more about sexual and reproductive health. Tulio, at La Lima #2, also believed that it was
important to offer this kind of education. He was concerned about how it was mostly up to the
teachers to dive deeper because this topic in the curriculum was not well covered.

In addition to the emphasis on delivering comprehensive sexual and reproductive health
education, Sofia, La Lima #1’s principal expressed that schools would benefit from having

professional emotional and psychological support to help students navigate traumatic

166



experiences, including experiences with climate disasters, violence, and displacement. The
teachers and school administrators were trying to play this role, and they were overloaded.

A governmental education mechanism in Honduras that Rogelio and Sofia celebrated as a
form of progress toward advancing access to schooling was the Protocol of Educational
Integration or Reintegration (Secretaria de Educacion, 2022). This protocol is for children and
youth who were in need of remedial programs to close learning gaps while out of school. This
protocol aims to facilitate school re-enrollment for returning residents. Rogelio described it this
way:

Hay una ley de reinsercion escolar. Un nifio podra haber tenido problemas en el

transcurso del afio para matricularse, pero el dia que venga . . . el centro educativo

estard abierto. . . . Las matriculas antes eran de los primeros dias de febrero a marzo,
por muy tarde . . . abril . . . ahora la matricula esta abierta en los centros educativos en
cualquier momento.

There is a law regarding school reintegration. A child may have had problems enrolling

during the year, but the day they come . . . the school will be open. . . . Enrollment used

to be from the first days of February to March, or at the latest . . . April. .. now
enrollment is open at schools at any time.

At Sofia’s school, they saved the records of those students who left. If they returned, this
would facilitate reintegration. The recommendations the school representatives shared include
ensuring an adequate reintegration process for returnees; offering sexual and reproductive health
education; psychological and emotional support; disaster preparedness training; and more
support to make schools more resilient to flooding. Building resilience was also the

recommendation that emerged in the interviews with government officials.
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5.2.3 Recommendations From Governmental and Nongovernmental Representatives
Renovating and building schools that could withstand climate disasters was presented as
a government priority. The Municipal Director of Education in La Lima described the progress
made so far:
Algunos si, otros no. Los que si, si estan preparados porque les estan haciendo modulos
a dos plantas. . . . Toda esa documentacion, pupitres y todo lo que se pueda danar van a
quedar en una segunda planta. Entonces, hasta cierto punto esta bien lo que se estd
haciendo.
Some are, others are not. Those that are prepared are because they are renovating them as
two-story buildings. . . . All the documentation, desks, and everything that could be
damaged would be on the second floor. So, to a certain extent, what is being done is fine.
In addition to investing in building more resilient schools, the Director of Early Warning
Systems recommended that teaching about local early warning systems in schools was essential
to develop resilience. I learned through informal and formal conversations that Sula Valley
residents had mixed feelings about the official alerts that were issued as Eta and Iota were
approaching. Some argued that the government was negligent and did not give people enough
time to prepare or pack their belongings, find a shelter, and evacuate. I asked the Director of
Early Warning Systems for his view:
Hay una mala percepcion con lo que paso con Eta e lota. La percepcion es que la gente
no se salio porque no se le aviso. . . . Pero técnicamente, nosotros podemos decir que con
suficiente tiempo se aviso. . . . las alertas fueron a tiempo. . . . ;Qué paso con el huracan
Fifi en el 74? 8.000 muertos. ;Qué paso con el huracan Mitch en el 98?7 10.000 muertos.

Entre desaparecidos y fallecidos. ;Qué paso con Eta e lota en el 2021 o 22?7 No recuerdo
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muy bien. 127 muertos. Hay que, con una persona que se nos muera, es una desgracia.

Pero hay que valorar qué fue lo que paso en el pasado y qué es lo que tuvimos en estas

condiciones de Eta e lota. Una disminucion significativa de personas fallecidas. Eso por

la preparacion de los comités de emergencia local, de los comités de emergencia
municipal, pero en gran medida a los sistemas de alerta temprana.

There is a misconception about what happened with Eta and Iota. The perception is that

people did not evacuate because they were not warned. . . . But technically, we can say

that they were warned with sufficient time . . . the alerts were issued on time. . . . What
happened with Hurricane Fifi in '74? 8,000 deaths. What happened with Hurricane Mitch
in '98? 10,000 deaths, including those missing and deceased. What happened with Eta

and Iota in 2021 or 2022? I do not remember exactly. 127 deaths. Even one death is a

tragedy. But we have to consider what happened in the past and what we experienced

with Eta and Iota. A significant reduction in the number of deaths. This is due to the
preparation of the local and municipal emergency committees, but largely to the early
warning systems.

He emphasized that in comparison to Hurricane Fifi and Hurricane Mitch, the death toll
when Eta and Iota hit was lowered by almost 100%. He recognized the tragedy of even one
person dying but saw the early warning system in Honduras as a strength. He argued his
government office had to find ways to identify alternative spaces for shelters instead of using
schools. The use of educational facilities to establish shelters can cause interruptions in education
because classes may be cancelled, or it can be more difficult to teach and learn when people who

are temporarily displaced stay in certain classrooms and other spaces within the school.
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Recommendations emerged from the interviews with nongovernmental representatives
too. Related to the need for psychological and emotional support that Sofia brought up, Andrea,
from the child development center, voiced a similar concern. She had been providing as much
emotional support as she could but knew that a professional psychologist was needed. The
funding her center had was limited, and she relied on occasional volunteers. It was difficult to
provide sustained and consistent psychological support for the children at her center. The need
for mental health counseling and support, particularly following a disaster, was mentioned in two
of the three interviews with UN agency personnel.

Catia and Anastasia from two different UN agencies emphasized the importance of
considering the needs of girls and women in the aftermath of climate disasters. As an example,
they highlighted how menstrual hygiene products were distributed along with other emergency
relief supplies and how shelters needed to offer toilets with a sink next to ensure menstrual
hygiene and privacy. Anastasia highlighted the relevance of water, sanitation, and hygiene
(WASH) initiatives because access to water is a primary service that climate disasters interrupt.

Research found that menstrual hygiene was commonly ignored in disaster response plans
and operations (e.g., Krishnan & Twigg, 2016). Disaster response policymakers and practitioners
unaware of this gendered issue may take no notice of it. If the voices of girls and women are
excluded from disaster response and prevention training and from positions of power, structural
limitations may exclude them from exercising their right to pursue education. The last subsection
looks at how the main disaster response laws and policies in Honduras already recognize how

not everyone in society experiences climate disasters and their aftermath equally.
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5.2.4 Main Legal and Policy Frameworks in Honduras

There are two main governmental mechanisms in Honduras to prevent and address
disasters: the Law for the National System of Risk Management and the Policy for
Comprehensive Risk Management. The law is executed through the Secretariat for National Risk
and Contingency Management (COPECO). One of its guiding principles under Article 4 is the
focus on “non-discrimination, gender approach and affirmative actions.” Article 4.10 recognizes
people’s vulnerability in relation to “age, religion, race or ethnicity, gender, sexual option,
health, economic condition, ideology, politics or the nationality of the people” (Law for the
National System of Risk Management, 2009, p. 13). Under this law, the following people should
be prioritized in disaster response: children, adolescents, pregnant women, mothers, elderly, and
people with disabilities, “ethnic groups and people belonging to groups with greater resource
constraints and imminent risk group” (p. 13). There is a legal recognition that individuals’
positionalities—defined by their background—can contribute to their vulnerability to a disaster.
Article 32 of the Law for the National System of Risk Management (2009) mandates that
“efforts will be made to obtain information on these situations and statistical data segregated by
sex and age, from the National Institute of Statistics ” (p. 31). To improve the collection of
gender-disaggregated data about the effects of disasters on access to education, the Honduran
government could strengthen collaboration between the Secretariat for National Risk and
Contingency Management and the National Institute of Statistics.

Recognizing the detrimental effects of climate change in Honduras, the State passed the
Law on Climate Change in 2013. According to Article 4.7 of this law, the principle of social
equity is essential to climate adaptation: “The competent authority, in all its initiatives, must

prioritize the socially most vulnerable groups in the implementation of adaptation policies.”
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Under Article 20, the law stipulates that “universities and private research centres . . . must
promote the study and research on climate change matters.” The Law on Climate Change also
focuses on infrastructure. According to Article 26.5, public infrastructure (which includes public
schools) “must adopt design and construction [standards] that consider variability and climate
change in accordance with the characteristics of the different regions of the country.” In theory,
then, public schools in flood-prone areas should be built to account for climate risks such as
flooding.

Children have the constitutional right to education in Honduras. Yet, as this study
revealed, not everyone has access. The exposure and risks to extreme weather events and internal
displacement intensifies challenges that can then limit girls’ opportunities to pursue formal
education. These barriers and the recommendations have important implications for growing
research and debates about the short-, mid-, and long-term consequences of climate change. This
dissertation discusses how the impacts of anthropogenic climate change relate in complex and
indirect ways with the educational opportunities of survivors of climate shocks in the Sula
Valley.

5.3 Contributions to Intersectional Literature

This study sheds light on the intersectional relationship between climate disasters,
internal displacement, and education. These discussions have taken place in academia and in
nonacademic spaces by, for example, UN agencies as well as development organizations. This
dissertation’s contributions are relevant for both academic and nonacademic work on the matter.
This research project looked at literature across different areas, including climate disasters,
climate mobility, women’s and girls’ studies, and comparative and international education. This

section discusses how the dissertation advances the literature in three areas. First, I focus on the
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literature on climate mobility and internal displacement. Second, I center on the global literature
about the effects of climate shocks on girls and women, and then, on the literature about school
abandonment in Honduras.

Chapter 2 articulated how climate mobility is a debated term because there is no formal
agreement in the literature on what human movements fall within the realm of mobility as a
result of climate shocks accelerated and worsened by climate change. Ingrid Boas, Professor of
the Environmental Policy Group at Wageningen University, specializes in the study of human
movements related to climate change. She leads different projects, including one on cross-border
migration and the Pacific, Bengal, and West African borderlands (Boas et al., 2026). In 2019,
Boas et al. published an article titled Climate Migration Myths. These myths refer to the
scholarly and policy-level discourses that climate shocks cause mass cross-border migration.
While climate hazards can indirectly contribute to eventual patterns of migration, Boas et al.
warn that oversimplifying this relationship and assuming that when a major climate catastrophe
hits suddenly millions of people would leave their countries “reinforces a false narrative” (Boas
etal., 2019, p. 902). Oversimplifications can lead to the “self-perpetuating myth of climate
change migration as a looming security crisis” (Boas et al., 2019, p. 902). These
oversimplifications can simultaneously influence border securitization policies.

Boas et al. (2019) argue that the term “climate mobilities” is more appropriate than
“climate migration” because the term “mobilities” captures the manifold movements that people
may engage in when they are faced with climate shocks (p. 902). The patterns of displacement
after climate disasters observed in La Lima and Choloma show that when the storms struck
causing widespread flooding, people’s experiences with internal displacement varied. According

to Boas et al., climate mobilities are not “unidirectional or monocausal” (p. 902). This
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dissertation shows that the process of recovering from the aftermath of climate disasters can have
detrimental implications in the long-term wellbeing of people, including their education. A
multiangle approach in which research can capture the causes of climate mobilities but also the
consequences is necessary. Identifying, contextualizing, and addressing the struggles that people
face to recover in the short-, mid-, and long-term aftermath can serve toward preventing these
effects in the future. Particularly in contexts where science already predicts the frequency of
widespread flooding and other climate shocks. The findings in the study can provide insights into
the myths that Boas et al. (2019) identified. The experiences with climate disasters and internal
displacement that the participants shared demonstrate that there are various ways in which
climate mobility can manifest because there is no single pathway of dislocation when people are
faced with climate shocks.

Peek (2008) categorized the kinds of vulnerability that children could experience after a
disaster into three areas: psychological, physical, and educational (p. 5). This study organized the
factors that could lead to school abandonment in climate disaster and internal displacement
contexts into three categories: infrastructural, social, and gendered. The infrastructural
challenges related to the use of schools as shelters interrupting education, as well as the
destruction of schools, housing, and roads. These challenges were consistent with previous
research on the infrastructural effects of climate shocks on education buildings (Chuang et al.,
2018; Kousky, 2016). This study of La Lima and Choloma shows that schools struggled to cope
and recover from the physical impact of the disasters.

International development organizations and agencies have recognized specific
vulnerabilities that girls can face during and following climate disasters (e.g., UNESCO, 2020;

UNICEF, 2023). Girls’ and women’s vulnerability to climate hazards has been advanced in
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academic literature as well (Cupples, 2007; Lama et al., 2021; Rao et al., 2019). However,
localized research that could drive relevant development agendas in the Sula Valley (and inform
the field broadly) was limited. Consistent with previous literature on the financial struggles that
households incurred to recover from the disasters’ aftermath (Chigwanda, 2016; Kousky, 2016;
Lara-Arévalo et al., 2023; Venegas et al., 2024), this study found that socioeconomic hardship
was an underlying social factor related to school abandonment among girl survivors of disasters.
Research on challenges that could particularly affect girls in other climate disaster
contexts outside of the Sula Valley highlight household and caring roles, early unions, gender-
based violence, adolescent pregnancy, and menstrual poverty as potential barriers for girls to
exercise their right to pursue formal education. Except for menstrual poverty and gender-based
violence, early unions, adolescent pregnancy, as well as taking on household and caring roles
emerged as factors that led girl participants to drop out of school. Menstrual poverty and gender-
based violence emerged in the interviews with school administrators, teachers, and
representatives of civil society and UN agencies. This study demonstrates that the relationship
between the gendered effects that climate disasters and internal displacement can have on the
lives of girls and their education is not linear. This finding is consistent with the work of Lama et
al. (2021). Understanding gender as a “process of social construction that (re)produces
subjectivities and inequalities” (Lama et al., 2021, p. 326), the experiences of climate disasters
and internal displacement can exacerbate preexisting the inequalities that girls face by being
girls. Considering the concept of intersectionality, if these girls are in households also
confronting poverty, then both being a girl, the experience of the disaster, and poverty combined

would hinder their capability to pursue formal education.
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5.4 Conclusion of Chapter 5

Research on challenges that can affect girls in other climate disaster contexts outside of
the Sula Valley highlight household and caring roles, early unions, gender-based violence,
adolescent pregnancy, and menstrual poverty as potential challenges that girls can face in the
aftermath of disasters. These issues can also influence in complex ways their capability to pursue
formal education in La Lima and Choloma. This study discusses how the relationship between
the gendered effects that climate disasters and internal displacement can have on the lives of girls
and their education is not linear. Climate disasters can exacerbate preexisting conditions of
economic scarcity, and lead to internal displacement. Gender-based violence perpetrated against
girls and women in the shelters can then affect the capability of girls who become survivors of
such violence to pursue education. Families struggling financially, in part because of the
disasters’ material loss, may not be able to afford the education of everyone in the household. In
the decision-making process about who would stay at home, for example, to take care of siblings,
the caring role associated with girls and women, may lead to a girl dropping out of school to
perform household responsibilities while the parent(s) are at work. These conditions can then
influence the capability of girls to pursue schooling. This is why implementing coordinated
disaster and education responses that would account for the inequalities rooted in people’s

positionalities is important.

176



Chapter 6: Conclusion and Agenda for Future Research

Mary Robinson, forceful advocate of climate justice and gender equality, is the former
United Nations Secretary General’s Special Envoy on Climate Change.*! In her book Climate
Justice: A Man-Made Problem with a Feminist Solution, Robinson (2019) shares her realization
that “the only way to convince people about the reality of climate change was to tell the stories
of those affected—their courage and their resilience” (p. 145). The reflections that the
participants in the study expressed about their experiences navigating climate emergencies show
their courageousness and resilience. Adapting to the aftermath of climate disasters is not easy. To
do so while also confronting preexisting conditions of socioeconomic scarcity makes coping
even more difficult.

Denying the detrimental effects of climate change—for example, the rising intensity and
frequency of extreme weather events—is neglecting that there are thousands of people who have
already been forced to face the consequences of global warming. The devastating impacts of
climate change are also felt in the education sector. The dissertation examined the relationship
between climate shocks, internal displacement, and girls’ access to schooling in the Honduran
municipalities of La Lima and Choloma. The research explored how girls in and out of school—
affected by social inequality, severe flooding, and displacement—understood their opportunities
to pursue formal education. This chapter articulates the main findings and contributions that the
study makes to the field of comparative and international education as well as to climate disaster

literature, and proposes questions for future research.

41 Robinson was also the first woman President of Treland (1990-1997) and the former UN High Commissioner for
Human Rights (1997-2002). Her work was fundamental toward the adoption of the Paris Agreement to the UN
Framework Convention on Climate Change. The Paris Agreement (2015) was an international milestone in which
the parties agreed to “holding the increase in the global average temperature to well below 2°C above pre-industrial
levels and pursuing efforts to limit the temperature increase to 1.5°C above pre-industrial levels” (Article 2a).
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6.1 Dissertation’s Arguments

Extreme weather events are part of the intergenerational collective memory of La Lima,
Choloma, the Sula Valley, and Honduras. In the middle of the COVID-19 pandemic, close to a
million new internal displacements because of floods and storms took place in Honduras because
of Hurricanes Eta and Iota. While some survivors have returned to their homes, others remain
internally dislocated, and another group has left the country. The impacts of climate shocks
continue as many households in Honduras undergo severe flooding every year. In La Lima and
Choloma, the /lenas, meaning full of water in Spanish, are common. Despite the frequency of
llenas in these contexts, the research on the relationship between climate disasters, internal
displacement, and girls’ education is limited. The dissertation sought to contribute toward
bridging this void in the literature.

Chapter 1 posed the research problem and questions. The literature discusses how
disasters can exacerbate gender-based violence, adolescent pregnancy, early unions, and
menstrual poverty. Honduras faces high levels of femicide and other forms of violence against
women and girls, as well as a high rate of adolescent pregnancy. School abandonment is also
significant. Official data following a nationwide cohort from Grades 1 to 12 over time show how
less than 16% of boys and 23% of girls finish high school. The research on school abandonment
in Honduras indicates that financial hardship and gang violence are two of the main reasons
children and youth leave school. Over 60% of the population live in poverty and 38% face
extreme poverty. Social inequality, gender-based violence, climate shocks, displacement, gang
violence, and school abandonment are all issues that prevail in the country. Gender, race,
ethnicity, socioeconomic status, age, location, citizenship, education background—among other

identity markers, shape how such issues can manifest among people in Honduras differently.
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The dissertation applied an intersectional gender perspective to the literature on climate
disasters and education. It addressed two research questions. First, the study asked how girls
understood their opportunities to pursue formal education in La Lima and Choloma—two
municipalities significantly affected by social inequality, climate disasters, and displacement.
Second, it explored what mechanisms schools, the government, and civil society can enact to
prevent school abandonment for girls in these contexts. After outlining the research problem,
questions, and underlying assumptions, Chapter 1 expanded the context further. The background
section elaborated on the infrastructural, environmental, social, and economic effects of
Hurricanes Eta and Iota; the structure of the Honduran education system; and the data on school
enrollment and dropout rates. The discussion of the context paved the way to discuss the study’s
relevance and why the research was developed in my positionality statement. Chapter 1 ended
with the dissertation outline, explaining the purpose and content of each chapter.

Chapter 2 centered on the literature review and the theoretical framework. Because the
dissertation drew from different fields of study, the literature was organized into five parts: the
major discussions on the concepts of climate mobility and internal displacement; the effects of
climate shocks on children’s education; the particular impacts of these hazards on girls and
women; the literature on gender and patriarchy in Honduras; and the context-specific research on
school abandonment and girls’ education. The review recognized the body of literature
documenting how patriarchy, machismo, and oppressive gender norms influence the unequal
social, political, and economic relations underpinning everyday life in Honduras. The literature
discussed showed the tensions between, first, recognizing that certain groups in society such as
children, girls, or women can be vulnerable to the aftermath of disasters due to preexisting

inequality, and second, how the category of the vulnerable can also diminish people’s agency.
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Agency is the ability of individuals to make choices and take action. Humans exercise
their agency based on the options available to them. Capabilities theory posits that a capability is
the real opportunity people have to live with dignity and freedom considering the rights and the
conditions that would allow humans to actually enjoy these rights and fulfill their aspirations.
The more capabilities individuals have, the more options available in the exercise of their
agency. The theoretical framework used in the dissertation analysis was capabilities theory
complemented by disaster social vulnerability and post-disaster reconstruction theories. Chapter
2 articulated the tenets of capability theory, referring to Sen’s (1999/2001) five dimensions of
human freedom to live a life with dignity, and Nussbaum’s (2000) expansion of these
dimensions into 10 central functional capabilities. The discussion recognized how Nussbaum’s
list of capabilities can be prescriptive and leave no scope for cultural relativism. It also showed
how the capabilities approach has been used in comparative and international education to
conceptualize education as a capability and as an enabler of other capabilities.

The study of vulnerability extends beyond education, gender, and climate emergencies.
This is why the theoretical framework centered on disaster social vulnerability theory applied
with a feminist lens. The work of Enarson (2000) conceives vulnerability as gendered because
the category of the vulnerable is not natural. It is the product of gender relations underpinning
the unequal distribution of power in society. A climate disaster is a social and gendered
phenomenon because it causes infrastructural and environmental damage but the human response
can exacerbate poverty, injustice, and gender inequality. For this reason, post-disaster
reconstruction theory was used in the analysis. Ensor’s (2009) writing about post-Hurricane
Mitch in Honduras informed the dissertation’s understanding of post-disaster reconstruction as a

gendered process. The perception of women as vulnerable and as victims prior and after

180



environmental catastrophes can exclude women and girls from decision-making about how the
aftermath is managed. Ensor’s emphasis on the gendered dimensions of post-disaster
reconstruction conceives the dissmpowerment of women in the aftermath as a dynamic that can
be challenged and transformed with more participation in decision-making. Because many
interventions toward reconstruction take place, these responses can create more harm, or on the
other hand, foster gender justice and equality.

A focus on individuals and their experiences navigating the post-disaster space—which
in La Lima and Choloma is boundaryless given the frequency of climate emergencies—can offer
important insights for the design of climate disaster and education responses. This is why
Chapter 3 articulates the rationale for designing a research project that would engage with
individual voices. It is in the particular, that is, a single being, where the world is uniquely
experienced. A case study based on interviews and document analysis enabled the dissertation to
pay close attention to people’s experiences.

Chapter 3 elaborated on the research sites and why they were chosen; the data collection
timeline as the project involved three stages of fieldwork in Honduras in 2023, 2024, and 2025;
the participants; the recruitment and sampling strategy; the semistructured in-depth interview
method; the secondary data for document analysis; the coding strategy for qualitative data
analysis; the ethical considerations; the limitations of the study; and my biases. All of the 14 out-
of-school girls and the 19 in-school girls who participated had experienced at least one climate
disaster that temporarily dislocated them. Adult family members (n = 6), public school teachers
and administrators (n = 5), government officials (n = 2), as well as representatives of civil

society and international agencies (n = 12) were also interviewed. The purpose of interviewing
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people at different scales was to engage with their perspectives about family-based and structural
opportunities and challenges for girls to pursue schooling.

Chapter 4 addressed Research Question 1, examining how the girl participants
understood their opportunities to access formal education in contexts of climate disasters,
internal displacement, and social inequality. The interviews with their relatives were also
analyzed. The main reason out-of-school girls left school was because of their family’s
socioeconomic conditions. This finding was consistent with previous research on school
abandonment in Honduras. The material loss that the families experienced after the disasters,
combined with the detrimental economic effects of the COVID-19 pandemic, and the lack of job
opportunities, prevented the girl participants from enrolling back into school even if the
educational center was free. Early unions and adolescent pregnancy also influenced school
abandonment decisions among girls in three cases. The primary reason the girl participants who
were in school were still enrolled was their household’s resources (e.g., income, more resilient
housing, family-based support mechanisms, and emotional support). The availability of such
resources in the context of disasters allowed these families to better manage their disaster
recovery.

After elaborating on each of the 33 cases of girls in and out of school, Chapter 4
concentrated on Subquestion la discussing how the study of the challenges for girls to pursue
formal education inform the conceptualization of vulnerability in contexts of disasters,
displacement, and inequality. The analysis shed light on the school of thoughts in vulnerability
theory applied to hazards: the risk-hazard framework, the social-constructivist framework, and
the integrated framework. The integrated framework emphasizes the a priori conditions,

stressors, and consequences of climate hazards in a specific context. It combines the focus on
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what causes the hazard and the outcomes of a biophysical event, with the social, economic, and
political preexisting conditions individuals face. Altogether, people’s positionality, the external
climate stressors, and the outcomes in a given place and time define vulnerability. The findings
elucidate the importance of applying a gendered dimension to the understanding of vulnerability
to climate hazards and the impacts on educational opportunities in La Lima and Choloma.

Chapter 5 addressed Research Question 2, exploring what mechanisms schools, the
government, and civil society can enact to prevent school abandonment for girls in areas prone to
climate disasters and internal displacement such as La Lima and Choloma. The analysis was
based on the perspectives of teachers, school administrators, government officials, and
representatives of civil society and international agencies about the impacts of climate disasters
and internal displacement on the education sector and girls’ schooling in particular.

To identify mechanisms to prevent girls living in flood-prone contexts from dropping out
of school, the chapter first aimed at understanding how these stakeholders perceived the
problems under study. The factors that these participants highlighted as potentially influencing
school interruptions and dropout varied. These included the negative impact of flooding on
livelihoods (such as in agriculture), poverty, the investments in disaster recovery (double in the
case of Eta and lota), the decision to migrate, the use of schools as shelters delaying
opportunities to resume classes, parents’ beliefs about school’s benefits, gang violence and
recruitment, sexual abuse in shelters, and girls taking on caring roles and other household
responsibilities. After analyzing these perspectives on barriers to education that teachers, school
administrators, government officials, and representatives of civil society and international
agencies brought up, their recommendations were discussed. The analysis integrated those ideas

with the recommendations that girls and their relatives made.
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Articulating the participants’ recommendations paved the way to address Subquestion 2a.
The analysis elaborated on how a localized understanding of the impacts of climate disasters and
internal displacement on girls’ education informs the literature on the relationship between
climate change, climate shocks, and human movements. The dissertation showed that the links
between climate shocks and girls’ access to education in the context under study are nonlinear
and complex. The next section about the contributions to the literature elaborates on the
nonlinearity and complexity of the relationship further.

6.2 Contributions to the Literature on Climate Disasters, Internal Displacement,
and Girls’ Education

The study of how hurricanes and internal displacement impacted access to education
among girls in La Lima and Choloma informs the literature on the intersection between climate
hazards and gender. Previous research had identified multiple challenges that the aftermath of
climate disasters and internal displacement can exacerbate for girls. These issues included
gender-based violence, early unions (also referred to as child marriage in the literature),
adolescent pregnancy, menstrual poverty, and greater household responsibilities. These
challenges and the physical and psychological effects can affect education.

Barriers to girls’ education in the literature also emerged in this study because the girls
who participated reported having experienced some of these challenges, or because teachers,
school administrators, government officials, or representatives of civil society and international
agencies identified these barriers as potential issues in the aftermath. The way these challenges
manifested in the lives of girls who were survivors of disasters showed that the effects of climate
shocks on girls’ school abandonment decisions are not linear. For example, families already

experiencing financial hardship or with little to no financial reserve who then face a climate
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disaster and related internal displacement are likely to experience an economic setback as they
deal with income disruptions and recovery costs. As a result, the fees associated with public
education (e.g., uniforms, supplies, transportation) may become too much for these families to
pay. This observation adds to the literature on the complexity of the Honduran political
economy. Neoliberal dispositions, trade dependency with the United States, the maquiladora
industry, an agricultural sector vulnerable to climate shocks, clientelism, aid dependency, and
fragile State institutions make the Honduran economy unstable. The economic instability at the
macro level is felt within the household, influencing families’ agency and decision-making about
school participation. Public schooling is not free. It involves paying for uniforms, textbooks,
transportation, and additional fees. If the resources within the household are allocated toward
disaster recovery, formal education may be deprioritized.

After elaborating on three frameworks on vulnerability to climate hazards (the risk-
hazard framework, the social-constructivist framework, and the integrated framework), the
findings in the study align with the propositions that the integrated approach makes. People’s
vulnerability stems from a combination of the physical exposure to climate shocks, the
preexisting conditions that define their positionality in society prior to the disaster, and the
outcomes of this shock—outcomes that are influenced by the preexisting conditions as well.
People’s vulnerability to a hazard varies according to the context and space. Both the geographic
space and the social space influence individuals’ vulnerability to shocks. Preexisting social
conditions, the physical impact, and the coping mechanisms available in the aftermath shape
vulnerability in unique ways. The capability to adapt and cope with the aftermath of a disaster
can also influence other capabilities such as being able to pursue education.

An important body of research in climate change and disasters is dedicated to
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vulnerability assessments, that is, to study how vulnerable people are to the damage.
Vulnerability assessments discuss the disproportional effects that some groups may face from
environmental shocks. The dissertation analysis problematized the binary notion of
proportionality and linearity in the assessment of vulnerability because it is not that girls are
more or less vulnerable than boys but rather that the effects can be different for girls and boys
based on context. Recognizing that because of patriarchy and gender norms individuals
experience the aftermath in unique ways can inform the design of policies and implementation
mechanisms that are gender-responsive. The other problem of vulnerability assessments is that
the category of the vulnerable is given by outsiders. People who are dislocated by climate
disasters may not refer to or see themselves as vulnerable. Identifying the particular detrimental
effects that environmental shocks can have on individuals is essential for short-, mid-, and long-
term reconstruction. But the label of the vulnerable should not presume that people dislocated
lack agency, resiliency, and adaptive capacity.

In addition to emphasizing the complexity of vulnerability through a gender and
educational lens, the dissertation contributes to the scholarly debates on climate mobility and
internal displacement. The findings showed that internal displacement as a consequence of
climate events—in combination with overlapping crises such as the COVID-19 pandemic—can
take many forms and lengths. Having agreement on a formal definition of climate mobility that
encompasses the multiplicity of these movements is important and can influence laws and
policies affording greater protections to individuals displaced by climate shocks. The study also
found that the aftermath of climate disasters does not end when the communities are no longer
flooded. The process of recovery often takes a long time, and the cascading effects have long-

term consequences across all dimensions of people’s lives including education.
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6.3 Agenda for Future Research

The world faces severe climate change challenges. A comprehensive report launched in
2018 on the effects of climate change worldwide projected that by 2050, 17 million people in
Latin America could be internally displaced, in part, due to climate change effects (Rigaud et al.,
2018). This projection is alarming. Ecosystems have already been altered, and thousands of
people—often facing poverty, violence, and discrimination—have already been displaced
temporarily or permanently. The dissertation provides context-specific contributions to the study
of climate disasters, internal displacement, and girls’ access to schooling in La Lima and
Choloma, but the analysis can inform future research within and outside of Honduras. This
section suggests some potential questions and areas of study.

Despite the frequency and intensity of climate disasters in the country, the Honduran
State has not developed a coordinated evaluation mechanism to monitor the implications of
climate disasters and internal displacement on education using gender-disaggregated data. There
is no risk evaluation tool by, with, or for people to have a say on how disasters and displacement
affect their education. An avenue for exploration in future research is to develop an assessment
tool to collect quantitative gender-disaggregated data to understand further how the aftermath of
disasters affects education. Are the challenges to pursuing schooling that the study identified
generalizable to a larger population? Future research can address this question by expanding the
sample of participants and including more gender-disaggregated data collection methods, such as
surveys and questionnaires. In addition, since the girls’ microsystems were important to
understand school abandonment and continuity decisions, future research can include the

opinions of more family members, including partners.
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While the study concentrated on girls, the interviews with teachers, school administrators,
government officials, and representatives of civil society and international agencies expressed
that climate disasters and internal displacement affected the education of girls and boys. Gang
violence prevails in Honduras. Gangs target boys, particularly in poorer communities and
households; which means that amidst precarity in these contexts, boys can view joining a gang as
an avenue to support their families financially and to protect them. Future research can look at
the relationship between gang violence and the aftermath of extreme weather events, and then
investigate how this relationship impacts boys and their education. Beyond gang violence,
further studies can look at how climate disasters and internal displacement affect school
abandonment among boys in the Sula Valley.

The dissertation focused on internal displacement. However, another area of research
would be to examine international migration and whether surviving a climate disaster and the
aftermath are related to decisions to migrate. Such research can investigate the challenges and
opportunities that climate migrants may face to pursue education in receiving countries. The
study identified that access to resilient housing helped the households that girls belonged to cope
more effectively with flooding. Schools with more resilient infrastructure lose less school
furniture and materials. Future research can look at what context-specific designs would be most
appropriate for schools in flood-prone areas in the Sula Valley.

The dissertation found that disaster preparedness education was limited among girl
participants. An agenda for future research can develop a longitudinal study in which children
and youth receive disaster preparedness training. Since there is literature on the mental health
effects of climate shocks, another important research endeavor is to identify how the experiences

of climate disasters affect mental health and how such effects impact education. Finally, another
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area for future inquiry is the gendered division of labor, looking at how the economic
opportunities available to girls and boys living in flood-prone areas in Honduras shape their
educational trajectories. As the study discussed, examining education vis-a-vis disasters provides
important contributions to understanding the aftermath of climate emergencies as long term,

complex, political, and social.
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Appendix A: Interviewees for the Dissertation

Participant

Site

Pseudonym

Interview date

Girls out of
school (n = 14)

Girls in School
(n=19)

Parents and
guardians of out-
of-school girls

La Lima (n=7)

Choloma (n =7)

La Lima #1
(n=9)

La Lima #2
(n=4)

La Lima #3
(n=3)

Choloma (n =3)

La Lima (n = 3)

Constanza
Alia
Mariela
Rosmery
Marcela
Guadalupe
Betsy
Emilia
Alma
Abigail
Milagros
Amaia
Ximena
Aracely
Mariana
Valentina
Camila
Natalia
Florencia
Luciana
Aitana
Elvira
Kiara
Perla
Roxana
Nayeli
Estela
Catalina
Aurora
Tina
Gina
Mirtha
Yelitza
Yamileh
Gracicla
Ruby

September 3, 2024
March 11, 2025
March 11, 2025
March 13, 2025
March 13, 2025
March 13, 2025
March 13, 2025
August 27, 2024
August 27, 2024
August 27, 2024
August 27, 2024
August 27, 2024
August 27, 2024
August 27, 2024
August 15, 2024
August 15, 2024
August 15, 2024
August 15, 2024
August 16, 2024
August 15, 2024
August 19, 2024
August 21, 2024
August 21, 2024
August 28, 2024
August 28, 2024
August 28, 2024

September 3, 2024

September 3, 2024

September 3, 2024

September 3, 2024
March 14, 2025
March 14, 2025
March 14, 2025
March 11, 2025
March 11, 2025
March 13, 2025



(n=06)

Choloma (n = 3)

Teachers in
grade 9
(n=3)

School
administrators
(n=2)

Representatives
of civil society
and UN agencies
(n=12)

Government
officials
(n=2)

La Lima #1
La Lima #2
Choloma

La Lima #1
La Lima #2

International civil society
organization
Religious group
Religious group
Radio Progreso
Religious group
Trade union
Independent civil society
organization for children with
special needs
Independent civil society
organization
UN organization with a
presence in Honduras
UNHCR personnel
UNHCR personnel
International organization for
health
Secretariat for National Risk
and Contingency Management
(COPECO)
Secretariat of Education
(SEDUC)

Zorimar
Valeska
Mar
Joaquina
Tulio
Clarisa, who
served as a teacher
and principal

Sofia
Rogelio

Julieta

Andrea
Daniela
Alicia
Josefina
Irene

Martina

Maricarmen
Anastasia

Catia
Jacinta
Hugo

Director of Early
Warning Systems

Municipal Director
of Education in La
Lima

March 5, 2025
March 5, 2025
March 5, 2025

March 9, 2025
March 6, 2025
March 5, 2025

July 19, 2023
March 6, 2025

July 21, 2023
July 15, 2023
July 17,2023
July 22,2023

January 9, 2024
January 17, 2024

January 17, 2024
March 1, 2024
March 5, 2024
March 13, 2024
March 13, 2024
March 21, 2024

March 17, 2025

March 19, 2025
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Appendix B: Coding Scheme

Appendix B includes the coding scheme. The table lists the code in Spanish because the
coding was done in the original language, and the translation in English. The third column
provides a brief description of the code. The codes were organized in large groups: climate
disasters and national emergencies; demographics; education; the future; gender; human
movements; living conditions; other personal views; school abandonment and continuity; as well

as support mechanisms and relationships.

Code in Spanish | Code in English Description
Climate disasters and national emergencies
Cambio climatico | Climate change Direct mention to cambio climatico (climate change).
Direct mention of the name of the government
COPECO COPECO institution COPECO.
COVID-19 COVID-19 References to th.e COVID-19 papdemic and its effects
on education, health, the job market, etc.
. Training to . . ..
Entrenamiento para & References to disaster response and prevention training
prepare for . . .
desastres . (or the lack of) in school, at home, in the community.
disasters
School References to how schooling took place (or not) during
Escuela durante N 1 .
desastres pa_rt1c1pat10n and after the disasters for studgnts, teachers, admin,
during disasters and community.
L References to having experienced a disaster or being at
Exposicion a Exposure to . . . . :
. risk of confronting an environmental shock (including
desastres disasters . }
details on how many, which ones, and when).
Lack of support References about the limitations and/or the lack of
Falta de apoyo a pp support within the school for students affected by
for people . . .
desplazadas/os internall disasters and/or internally dislocated, or from
internos . y government institutions and nongovernmental
displaced .. . . .
organizations for survivors of climate disasters.
Different than “impact of disasters on schools” (see
Impacto de Impact of next) because this code specifically focused on
desastres en disasters on teachers/school administrators’ references to cases of
educacion education school abandonment in their schools (e.g., how many,
the cases, were the students or families displaced).
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Impacto de Impact of o .
P p References to the social impact of disasters on the
desastres en disasters on .
schools in general.
escuelas schools
Impacto de Impact of . D .
P p References to physical and social impact of disasters
desastres en disasters on .. e
L o on the organizations and government institutions.
organizacion organizations

Comments about whether the participants had heard if

I t of . e
Impacto futuro de _mpact o they/their homes/communities/schools could be
disasters in the . s .
desastres affected by a disaster in the future, and if yes, how they
future
had heard so.
Llenas Floods Direct references of the word //enas (money).
Ly . Descriptive information about whether the participant
Preparacion ante Disaster .
felt prepared to respond to a disaster as well as
desastres preparedness . .
references to disaster preparedness in general.
Respuesta ante . References to disaster responses and post-disaster
Disaster response . .
desastres reconstruction at different levels.
Educational References to challenges in the education sector that

Retos educativos challenges during

government officials and nongovernmental
organizations perceived during the aftermath.

durante desastres .
disasters
Demographics
Edad Age Descriptive information about the participants’ age.
Description of the participants’ family (e.g., how many
Familia Family members, size, where relatives are, where the family is
from).
Descriptive information about when the interviewee
Start of job started working in the school/government

Inicio de trabajo

Lugar de origen

institution/organization.

Descriptive information about the participants’
background (country and place of birth, where the
participant has grown up).

Comments about the work, priorities, and goals of the

Place of origin

Mision Mission o AN
organization, agency, or government institution.
. Descriptive information about what grade the
. . Education .. :
Nivel académico backeround participant was in the school, or what the last grade
& that she attended school was.
Education
Actividad Extracurricular References to the interviewees participating in
extracurricular activities activities outside of school.
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Desventajas de
escuela

Docentes

Educacion sexual y

reproductiva

Formacion
profesional

Gastos escolares

Natacion

Nombre de escuela

Oportunidades
educativas

Participacion

educativa hijas/hijos

Participacion en
escuela

Participacion

escuela
hermanas/hermanos

Perfil académico de
madre-padre

Razon de estudio

the school

Teachers

Sexual and
reproductive
health education

Professional
background

School expenses

Swimming

Name of the
school of
attendance

Educational
opportunities

Participation in
school
(daughters-sons)

Participation in
school

Participation in
school among
sisters-brothers

Education
background of
mother-father

Reason to study

References to things that the participant did not like

Disadvantages of about her current or previous schools (if any) as well as

comments about specific problems that the participant
may have encountered in school.

The girls’ references and description of their current or
former teachers.

Direct reference to sexual and reproductive education
(having access, lacking access, or in relation to the
curriculum; and who delivered this information, if

applicable).

Descriptive information about the parents/guardians’
professional background.

References to expenses related to schooling (e.g.,
school supplies, textbooks, devices, uniforms,
transportation, fees, tuition).

References to knowing (or not) how to swim and
having received (or not) swimming training.
Descriptive information about the participant’s school
name (current or former), the school’s location, and if
applicable, the number of schools the participant had
attended to.

References to how educational opportunities
influenced parents/guardians’ decision-making about
their children, family, and themselves).

Descriptive information from the parents/guardians
about whether all their children were in school.

Descriptive information about whether the participant
had ever been to school (yes or no).

References to siblings’ (if any) participation in school
(were they in school; if not, why; any details given
about the siblings' school).

Any information about the educational background of
the parent(s)/guardian(s).

References to why the participants were enrolled in
school, how important (or not) pursuing schooling was
in their lives. If applicable, why did the participants
want to return to school.
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Secretaria

Ser alguien en la
vida

Ventajas de escuela

Direct mention of the name of the government
institution Secretaria de Educacion (SEDUC,
Secretariat of Education).

Secretariat

To be someone in  Direct references of the expression ser alguien en la
life vida (to be someone in life).

Advantages of the References to things that participants liked or thought

school were positive about current or previous schools.
The Future
o oy References to current and future plans, including
Aspiraciones Aspirations

Planes de mudanza

personal and professional dreams, hopes, and goals

References to plans of moving to other places in the

Plans to move in . .
future, or no plans nor intention to do so

a futuro the future (independently or as a family/household).
Gender
Diferencias de Gender References or comments about how girls and boys can
género differences be affected differently by disasters.
Embarazo Adolescent
Reference to adolescent or teenage pregnancy.
adolescente pregnancy
Human movements
References to movements from one place to another
Desplazamiento Forced (regardless of distance or type of movement); details
forzado displacement about these movements (i.e., when, how many, why,
was there any connection with the climate shocks).
Impact of the Comments about how the movements affected the
Impacto de mudanza . . .. )
movement family/household dynamics positively or negatively.
Specific references to moving out of the house
Mudanza Movement (double-coded with desplazamiento forzado/forced

Razon de mudanza

displacement if relevant).

References to the reasons why the family/household

ever moved (related or unrelated to the disasters) as

well as comments about where the family/household
was based before.

Reason to move

Living conditions

Agua

Alimentacion

References to having or lacking access to clean water

Water and sanitation for hydration and also for personal care
(e.g., hygiene, in relation to menstrual poverty, etc.).
Food/Nutrition References to how many meals the participant ate in a

day and general access to food.
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Cambio de trabajo

Pisto
Preocupacion

financiera

Seguridad

Trabajo

Trabajo de madre-
padre

Transporte

Transporte a
escuela

Vivienda

Vivienda pasada

References to changes in the job market

Job changes (employment/unemployment) related or unrelated to
disasters and/or displacement.
Money Direct references of the word pisto (money).

References to concerns, worries, struggles about the
family’s or household economic situation (present
and/or in the past).

Concerns about
money

Comments about security and safety (e.g., participant’s
safety at home/communities); and references to
criminal activity and different forms of violence.

Security/safety

References to participation in the labor force at some
point in their lives. If applicable, details about the work
(what, where, when, how many hours). Information
about current job (if any) and their particular role in
school (if applicable).

Job/work

References to the job background of the participants’
parents/guardians (details of current and/or former
jobs), as well as comments about the parents/guardians
having faced unemployment (if applicable) and why.

Job/work mother-
father

References about the types of transportation

Transportation participants used (e.g., walking, public, private).

School
transportation

Comments about the types of transportation that the
participants used to go to school (details and why).

Comments and references to where the participant
lived, descriptive information about the neighborhood,
the number of people living in the household,
description of the family (including if the participant
had any siblings and where the siblings lived).

Housing

Descriptive information about where the participant’s

Previous housing family was living prior to the flood(s).

Other personal views

Actitudes

Emociones

Crencias

Valores

References that reflected an attitude towards

Attitudes something; double-coded with other relevant codes.

Self-reported references to emotions and how
participants felt about various things (e.g., facing a
disaster, the family’s financial struggles, school);
double-coded with other relevant codes.

Emotions

References reflecting what participants believed about

Beliefs something, double-coded with other codes.

Values Comments representing values, double-coded.
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School abandonment or continuity

Abandono o
continuidad escolar

Abandono o
interrupcion escolar

Acceso educativo

Causas de abandono

Applied to answers to questions such as ever being out
of school, when and which grade the participant left
school, and whether she considered enrolling back. If

hool . ! ) .
Schoo the participant was in school, did she foresee having to
abandonment or o
confinuit leave school at some point in the future? Comments
Y from teachers/school administrators/governmental and
nongovernmental representatives on school
abandonment or continuity.
hool . .
Schoo References from the parents/guardians about their
abandonment or . . . .
children being out of school in the past or at the time of
school . s
. : the interview, and why.
Interruptions
. Ref h 1 ities th
Educational eferences aboutt e struggles and opportunities the
ACCESS parents/guardians faced to ensure their children pursue

education.

Causes of school  Self-reported reasons why the participant left school,

escolar abandonment or was considering not to continue in school.
References to the influence that the family/household
Influencia familiar | Family influence can play in the lives of students, their decision-making
about school continuity or abandonment.
Support mechanisms and relationships
Amistades Friendships References to friendships, classmates, and other peers.
Apoyo a
rt fo ) )
desplazadas y Siir‘[)gr(;lallor References on specific support mechanisms for
desplazados . y internally displaced persons.
. displaced persons
internos

Apoyo a nifias

Apoyo educativo

Aspectos positivos
organizativos

References about initiatives to support girls in school,

for girl : . !
Support for girls and girls affected by climate disasters.
References to support mechanisms in the participants’
Educational lives to access education or to ensure that members of
support the household can pursue schooling (e.g., people,
schools, organizations, government).
.. References from the government officials or
Positive . .
L nongovernmental representatives of what they believed
organizational . .
aspects the institutions represented were doing well to support

people affected by climate disasters.
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Ayudas/apoyo
durante desastres

Cambios necesarios

Comentarios o
recomendaciones

Pareja

Personas de
confianza

Support during
disasters

Changes needed

Comments or
recommendations

Partner

Trustworthy
people

Support mechanisms in the aftermath of disasters (e.g.,
people, schools, organizations, government) to recover,
adapt to the displacement, find shelter, return home,
etc.; as well as references to the work
organizations/institutions do to support the education
of disaster survivors.

References to changes that government officials and
representatives of nongovernmental organizations
thought needed to happen to respond better to climate
disasters and offer more effective protections to
Survivors.

Recommendations and/or comments that the
participant made regarding the issues discussed during
the interview.

References to having a partner. If applicable,
descriptive information about the partner.

Comments about the person or people that the
participants trusted the most in their lives.
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Appendices C to F include the interview protocols used with the various categories of
participants. Note that few minor grammatical errors in the translation from Spanish to English
were addressed from the IRB documents submitted and approved. The content did not change,

but the grammatical errors were corrected for the dissertation manuscript.
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Appendix C: Interview Protocol for Adolescent Girls

Demographics
1 will start this interview by asking some questions about you.
e Tell me about your background, where are you from, and where in Honduras have you
grown up?
e How old are you?
e Can you describe your family? How many members? Do you have any siblings? If yes,
how many?
e With whom do you live now?
o Where do you currently live? How is your neighborhood?
e Do you identify as a ‘girl’?
e Have you ever had to move out of your house?
e In addition to going to school, do you do any activities?
e Do you work? If yes, in what, where, and how many hours?
e [fapplicable, do both of your parents work?
Education
e Have you ever been to school?
e What schools have you attended?
e In what grade are you?
e What do you like about your school?
e [s there something you do not like about your current school?
e Why do you think you are in school?

e What do you want to do when you finish school?
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e How are your teachers?
Only for girls out of school

e When did you stop going to school?

e What was the last year that you attended school?

e What school were you attending then? How was it? Where?

e Are you considering going back to school? Why?

e Why did you leave school?

e Did you have any issues at your last school?

e Did someone ask you to leave school?

e What are your current and future career aspirations?
For both girls in and out of school

e What are your parents’ educational backgrounds?

e [fapplicable, are all your siblings in school?

e Who has supported you, if any, to get access to education?
Exposure to Disasters

e Have you ever been exposed to a disaster?

o  How many? Which ones? When?

e Did you move out of your home because of this event?

e Have you heard if where you live now could be affected by a disaster in the future?
Human Movements

e Have you or your family ever moved from one place to another? If yes, can you tell me

more about this?

o Why did you or your family move?
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e Have you ever considered moving to another place?
Resources and Living Conditions
e Do you have access to clean water at home?
e How often do you eat meals in a day? What do they look like?
e What form of transportation do you use to move around?
e Do you feel safe where you live?
Support Mechanisms and Relationships
e If applicable, who have been the people who have helped you or your family when you
have faced a disaster?
e Do you have any friends?
e Do you have any partners?
e Who are the people that you trust the most?
e Are you concerned about your family’s financial situation?
Future
e In case of a disaster, do you feel prepared to respond to it? For instance, if a hurricane
happens.
e Have you ever received such training in school or at home?
e Do you foresee having to leave school at some point this or next year? Why?

Any other questions or comments relevant to the discussion.

227



Appendix D: Interview Protocol for Adult Family Members

Demographics

1 will start this interview by asking some questions about you.

Tell me about your background, where are you from? Where in Honduras did you grow
up?

Can you describe your family? How many members? Do you have children? If yes, how
many?

What do you currently do?

Where are you currently living? Do you live with your family? Since when?

Migration

When did you come to San Pedro Sula?

Why did you come to San Pedro Sula? What happened where you were before?

Where were you before? How was the journey to San Pedro Sula? Did you do it with
your family?

Did you change your job as a result of this movement?

What family decisions have you had to make given the movement? How has it affected

your family and girls?

Education

What is your educational background?

Are all your children in school? If not, why?

Who has supported you, if any, to provide education for your children?
Are all the girls in your family attending school? Where?

Was it difficult to find a school for your children when you moved to San Pedro Sula?
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e Was there any period in which your children were out of school during or after you
moved here?
Support Mechanisms
e Who have been the people or what have been the organizations that have helped you in
transitioning your life to San Pedro Sula?
e Have any of these helped you in terms of providing education for your children,
especially for the girls in your family?
Future Plans
e Are you and your family thinking of staying in San Pedro Sula? If yes, why? Why not?
e Does your children’s education have any influence on your plans?

Any other questions or comments relevant to the discussion.
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Appendix E: Interview Protocol for Teachers and School

Administrators

Demographics
1 will start this interview by asking some questions about you.

e Tell me about your background, where are you from? Where in Honduras did you grow
up?

e What do you currently do? What is your role in this school?

e Since when have you been working in this school?

Impact on School

e Has this school been impacted by climate disasters?

e Have you been impacted by a climate disaster?

e Do you have any students in this school who have been affected by a climate disaster or
who came to San Pedro Sula after having been displaced by a disaster? If yes, can you
describe them?

Education

e How do you think girls and boys are impacted differently in school when a climate
disaster happens?

e Have you seen cases of children dropping out of school once they are displaced? Who
tends to drop out? Do you see a difference depending on gender?

e What is the family involvement in these cases? Does the family influence the decision of

these students to drop out?
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Support Mechanisms
e What support mechanisms do you have for students who come to this school after having
been displaced by a disaster?
e [fyou do not have any, why is this the case?
e Do you have specific resources to support girls who are displaced by these disasters?

Any other questions or comments relevant to the discussion.
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Appendix F: Interview Protocol for Government Officials and

Representatives of Civil Society and International Agencies

Demographics
1 will start this interview by asking some questions about you.
e Tell me about your background, where are you from? Where in Honduras did you grow
up?
e What do you currently do? What is your role in this organization?
e Since when have you been working here?
e What does this organization do?
Impact on Organization
e Has this organization been impacted by climate disasters?
e Does your work relate to responding to climate disasters?
e What do you do to support families displaced by these events? What about girls in
particular?
e What do you do to ensure that those displaced by climate change effects continue to
access education?
Education
e How do you think girls and boys are impacted differently in schools when a climate
disaster happens?
e Have you seen cases of children dropping out of school once they are displaced? Who
tends to drop out? Do you see a difference depending on gender?
e What is the family involvement in these cases? Does the family influence the decision of

these students to drop out?
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e What are the challenges to ensuring that girls who are displaced get access to education?
Support Mechanisms

e What support mechanisms do you have for students after having been displaced by a
disaster?

e [fyou do not have any, why is this the case?

e What do you think needs to be done differently to respond to these displacements in a
more effective way to protect girls?

e What do you think your organization is doing right?

Any other questions or comments relevant to the discussion.
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