E'S

S TUD

C

eugeE M- A T




World

Education

Forum 25 ins.
Education for All
2000 Assessment

THEMATIC S TUDIES

Education in Situations
of Emergency and Crisis:
Challenges for the New Century

Co-ordinated by the Swedish International Development Agency
and the United Nations Educational, Scientific and Cultural Organization

Kacem Bensalah, Margaret Sinclair, Fatma Hadj Nacer,
Angela Commisso and Saba Bokhari

o

it




Thematic Studies
Education in Situations of Emergency and Crisis:
Challenges for the New Century

Education in Situations of Emergency and Crisis:
Challenges for the New Century

This thematic study was originally published by UNESCO for the International
Consultative Forum on Education for All, as part of the Education for All 2000 Assessment
leading up to the World Education Forum held in Dakar (Senegal) in April 2000. The
present document is a re-issue of the original study with minor editorial modifications.

The designations employed and the presentation of the material in this report do not
imply the expression of any opinion whatsoever on the part of UNESCO concerning the
legal status of any country, territory, city or area or of its authorities, or concerning the
delimitation of its frontiers or boundaries. The authors are responsible for the choice and
the presentation of the facts contained in this study and for the opinions expressed
therein, which are not necessarily those of UNESCO and do not commit the Organization.

For further information, please contact:

UNESCO
7, place de Fontenoy
75352 Paris 07 SP
France
Telephone: +33 (0) 145 68 10 00
Fax: +33 (0) 1 45 68 56 29
E-mail: efa@unesco.org
Web site: www.unesco.org

First edition co-ordination » Warren L. MELLOR assisted by Olve HoLAAS
Second edition editor » Ulrika PEPPLER BARRY
Copy editing » Judith CREws-WATON
Graphic design » Sylvaine BAEYENS

Printed by » GRAPHOPRINT

All rights reserved.
Printed in France 2001
ED.2001/WS/22




Thematic Studies

Challenges for the New Century

Education in Situations of Emergency and Crisis:

Preface

This study is one of a series of thematic studies prepared as part
of the Education for All (EFA) Assessment for the Year 2000, co-
ordinated by the EFA Forum. It has been prepared on a co-
operative basis, with inputs from leading UN, donor and non-
governmental organizations active in the field of education in
emergency situations. It was first presented on 27 April 2000
within the Strategy Session at Dakar’s World Education Forum.

The reason for the study is clear. The year 1990 saw the call from
Jomtien towards Education for All, and the entry into force of
the Convention on the Rights of the Child, which required states
to protect children’s rights, including the right to education. Yet
the circumstances of the 1990s prevented many children and
adults from enjoying their basic rights. Many countries were torn
apart by conflict, and some suffered crippling natural disasters.
Millions were displaced across international borders, as refugees.
Millions were displaced within their own countries. And millions
were at risk in their own homes, due to chronic insecurity and
political instability, the destruction of social infrastructure, and
the poverty that follows from civil conflict.

Educational institutions have been a target in armed conflict,
although this is contrary to humanitarian law. In times of conflict
and emergency they have been used for shelter and purposes
other than education. Teachers have been called to fight for their
country or clan, and sometimes targeted for assassination in
times of internal conflict. In all too many countries and regions,
education systems have been destroyed or have collapsed.

During the 1990s, national governments and humanitarian
agencies, working to alleviate the effects of man-made and
natural disasters, have initiated emergency education pro-
grammes in refugee camps and settlements and in countries
affected by war and disaster. There have been major successes
but in many cases the response has been inadequate, often due
to difficulties of access to affected populations and to lack of
funds to provide the help that is needed.

In some locations, special programmes have been developed
for the disabled, for child soldiers and ex-combatants. The
need to raise awareness of the dangers of landmines, of
HIV/AIDS, drug abuse and other health hazards and of en-
vironmental degradation has led to innovative programmes.
There are encouraging new initiatives in the field of edu-
cation for peace, human rights and civil society. These ini-
tiatives have been scattered and exploratory, however,
because the field of education in emergency, crisis and tran-
sition is relatively new and has not yet received the attention
it deserves.

We believe that the EFA 2000 Assessment is the time when edu-
cators will become more conscious of education in emergency
and post-conflict situations as a contribution to national devel-
opment and to peaceful solution of national and international
problems. Education is the right of the child, and not only a
privilege; this means right in the early days of a disaster or after
becoming a refugee or being internally displaced. Even at this
early stage, however, education should be planned to build for
the long term, not just for the child but for his or her com-
munity and nation. At the stage of reconstruction, expert
assistance and international resources may be the key to helping
national educators bring about an educational transformation
that lays the foundations for peace and prosperity.

The conclusion is that man-made and natural disasters have
emerged as major barriers to the accomplishment of education
for all. We recommend measures to re-introduce education as
soon as possible in any emergency situation and as a principal
intervention to meet the psychosocial needs of children and
adolescents affected by trauma and displacement. Such inter-
ventions should be designed on the principle that education in
emergencies is at the same time education for sustainable
development, a crucial factor in bringing peace and stability
rather than a continuing cycle of conflict, revenge and instab-
ility, or continuing susceptibility to natural disasters. |
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Summary

The 1990 World Conference on Education for All (EFA) set
challenging targets for the 1990s, including swift progress
towards basic education for all. The Declaration and
Framework made only limited reference to education in
emergency situations, but war and natural disasters have
proved a major barrier to the achievement of EFA. Disasters
such as floods, hurricanes and earthquakes have taken a heavy
toll on human life and also on educational opportunity, when
they have struck densely populated areas. Wars and civil con-
flicts have left whole nations or regions in poverty and in-
security, and robbed many children and adolescents of the
chance to study. This Thematic Study examines some of the
new directions in education policy for emergency and post-
emergency situations.

The review of education in emergency situations, presented in
this Thematic Study, shows that displaced and emergency-
affected communities make every effort to restore the access of
children to schooling. In refugee situations, they are often suc-
cessful, since host country governments and humanitarian
agencies are conscious of their concerns and endeavour to pro-
vide the necessary resources. Most refugee camps and settle-
ments have schools, though in some locations they lack text-
books and teachers need additional training and supervision.
Internally displaced populations and populations not displaced
but suffering from chronic insecurity are less able to access
educational resources for their children. In such locations, a
generation of children may miss out on basic schooling. In
post-conflict situations, the reconstruction of education sys-
tems is often delayed. There is wide variability regarding access
to secondary and tertiary education, crucial sectors for devel-
oping the skilled workforce needed for post-crisis renewal and
the transition to national development.

Wider aspects of the Jomtien agenda, such as early childhood
development and basic education for adults, have received
attention from organizations working for conflict-affected
populations, notably NGOs. Pre-school initiatives, literacy
classes for youth and adults, notably women, and vocational
training have been initiated where humanitarian organiz-
ations had access and when funds were available. Likewise
there have been initiatives to promote the education and
training of children and adults disabled through war, injury by
landmines or other causes. There are innovative programmes
to promote the education and reintegration of child soldiers
and ex-combatants.

The 1989 Convention on the Rights of the Child has led to a
stronger emphasis on the child’s right to education. This has
coincided with the realization that rapid educational response
helps meet the psychosocial needs of displaced children and
communities, leading to the idea that emergency education

and recreational supplies should reach affected communities
within weeks or not later than three months after a community
is displaced. Special policies regarding curriculum may be
needed, when populations are displaced across national bor-
ders, and the concept of ‘education for repatriation’ has taken
hold, while there is ongoing exploration of ways to ensure the
recognition of studies undertaken by refugees while in exile.

In line with the Jomtien and Beijing emphases on the education
of girls and women, there have been efforts to sensitize edu-
cators and parents on the importance of girls education. In
some cases, incentives have been provided to help girls attend
school, with good results. A multi-faceted strategy adapted to
local concerns and culture is needed. While some aspects of
the strategy are cost-free, such as school timings, other aspects
of the strategy require additional funding, for example to pro-
vide sanitary materials and school clothing for older girls, or to
support pre-schools that free older girls to attend school rather
than look after their younger siblings.

The wide variation in the quality of emergency education
reflects uncertainty among supporting agencies about
standards for provision of educational materials, in-service
teacher training, non-formal education, etc. Appropriate
standards of resourcing should be defined, and then respected
by implementing agencies and donors, with clearer reporting
of unmet needs.

The use of new technologies can be a major step forward,
especially in situations of chronic instability or when education
systems are being rebuilt. Innovative radio programmes such as
New Home, New Life for Afghanistan represent a step forward in
this area. Education for crisis-affected and post-conflict regions
should be included in new international initiatives using elec-
tronic and satellite communication technologies.

Education programmes for populations affected by natural dis-
asters or war must be adapted to the special needs of these
populations. The Machel Report on the Impact of Armed Conflict
on Children has led to a greater emphasis on the psychosocial
needs of students, on education for mine awareness, and on
development of the skills for peace. The devastation caused by
AIDS has added a new dimension to the education agenda,
since the disease is almost certainly more prevalent in popula-
tions where rape may have been used as a tool of war.

Recommendations arising from the study begin with the need
to acknowledge the right to education even under conditions
of emergency. A systematic effort is needed to publicize the
fact that human rights instruments and humanitarian law
demand both the protection of children from abuse and
under-age recruitment, and also the protection of schools in
times of war and of the child’s right to education. It must be
acknowledged again, as in the Jomtien Framework of Action,
that resourcing for education in emergency and post-crisis sit-
uations ‘is an acknowledged international responsibility"
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A key recommendation is that education in emergencies be
seen, and planned from Day One, as part of the development
process and not solely as a ‘relief’ effort. Donors should avoid
compartmentalization of funding that can have the effect of
creating an uneducated and bitter, revenge-oriented gener-
ation, because education in emergency was seen as the last call
on inadequate ‘humanitarian’ budgets (or excluded from
them). Moreover, restoration of access to schooling in a post-
conflict situation should be seen as a funding priority. There
should be inter-agency co-ordination to ensure continuity
from the early emergency to the reconstruction phase. The
task of building a Culture of Peace to sustain future develop-
ment in nations and communities divided by ethnic and other
conflicts should begin at the emergency stage and continue
into the building of civil society in post-conflict situations. Cur-
rent initiatives in ‘Education for Peace’ in the humanitarian
context should be brought together on an inter-agency basis,
as a contribution to the forthcoming Decade for the Culture of
Peace and Non-Violence for the Children of the World.

Norms and standards should be developed for educational
response in natural and man-made catastrophes, with more in-
depth field studies by scholars working in the field of education
or regional studies. This includes review and evaluation of
modalities of rapid response, and of standards for education in
prolonged refugee or crisis situations and for post-conflict
reconstruction. There should be review and sharing of edu-
cational materials and manuals developed by organizations
working in humanitarian emergencies and identification of
other materials suited for use in such situations. Training
modules on education in emergency and post-conflict situ-
ations should be developed for use with staff of humanitarian
organizations and as part of standard courses in educational
planning.

Inter-agency co-operation and co-ordination in the field of
emergency education should be strengthened, and use should
be made of the new possibilities of electronic communication
to link field specialists into the inter-agency dialogue. |

Introduction

At the Jomtien Conference ten years ago, the participants
recalled that ‘education is a fundamental right for all people,
women and men, of all ages, throughout our world’ and noted
that education can help ensure a ‘safer, healthier, more pros-
perous and environmentally sound world’. For the first time,
policy-makers and representatives of the world of education
and civil society agreed on a world strategy to promote univer-
sal basic education for children, and to reduce massive illiteracy
rates among young people and adults especially women.

The tone was optimistic and there was little mention of edu-
cation in emergencies, just a reference in Article 3 of the Dec-
laration to removing educational disparities for underserved
groups including ‘refugees; those displaced by war; and
people under occupation’. The Jomtien Framework for Action
again devoted only three sentences to education for
emergency-affected populations. Under the heading of ‘Edu-
cation programmes for refugees, it emphasized the need for
‘more substantial and reliable long-term financial support for
this recognized international responsibility’ to organizations
such as UNHCR and UNRWA, and refugee-hosting countries.
The third sentence covered the broader scenario of persons
affected by conflict or other disasters: ‘The world community
will also endeavour to ensure that people under occupation
or displaced by war and other calamities continue to have
access to basic education programmes that preserve their
cultural identity.’

‘War and other calamities’ have unfortunately stalked the
world in the 1990s. The Gulf War, genocide in Rwanda, civil
strife in the former Yugoslavia, Afghanistan, Colombia, parts of
the former Soviet Union, Liberia, Sierra Leone, Somalia,
Burundi, Sudan, Angola and many other countries have led to
immense human suffering. Natural disasters have wreaked
havoc, as with the impact of Hurricane Mitch in Central Amer-
ica and earthquakes in Turkey. No review of Education for All
can now ignore the destruction of education systems, pro-
grammes and infrastructure that accompanies such disasters,
nor the traumatic effects of violence and displacement on
teachers, children and their families.

The Mid-Decade meeting on Education for All (Amman, 1996)
responded to the evolving situation with greater emphasis on
education in emergency situations. ‘Delivering basic education
in situations of crisis and transition’ was one of the topics for
discussion at that meeting. Recommendations included the
classification of schools as ‘safety zones’ to be preserved
untouched in times of conflict, better understanding of the
role that education plays in conflict management and crisis
prevention, and more information on innovative programmes
and ways to rebuild education systems to meet the needs of
traumatized and displaced groups.
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Meanwhile the General Assembly of the United Nations had
requested a study into the ways of improving the protection of
children affected by armed conflicts (Resolution 48/157,
December 1993). The 1996 Report of the Expert on the Impact of
Armed Conflict on Children (the Machel Report) set out in detail
the horrors being visited on children and steps that should be
taken to prevent their recurrence and to improve the protection
and care of children. Regarding education, the Report recom-
mends all possible measures to maintain education systems dur-
ing conflict, and urgent introduction of educational activities for
displaced and refugee children and adolescents, and in post-
conflict situations. ‘Support for the re-establishment and conti-
nuity of education must be a priority strategy for donors and
NGOs in conflict and post-conflict situations’ (para. 203e).
Schooling is seen as a vital tool for promoting psychosocial well-
being after trauma, and for conveying messages relating to
health, mine awareness, human rights, peace and tolerance.

Likewise, the Fourth World Conference on Women (Beijing,
1995) stressed the need to provide education and training for
girls, boys and women affected by displacement (as refugees or
internally displaced), or otherwise in need of international pro-
tection. Educational materials should be available even in
emergency situations, to minimize the disruption of schooling
among refugee and displaced children (Platform of Action, para.
147). Education for non-violent conflict resolution and toler-
ance is recommended for girls, boys and adult members of the
community, with a recognition of women’s key role in building
a culture of peace (para. 146).!

The right to education

Article 28 of the Convention of the Rights of the Child (United

Nations, 1989), states:

(a) Make primary education compulsory and available free to all;

(b) Encourage the development of different forms of secondary edu-
cation, make them available and accessible to every child, and take
appropriate measures such as the introduction of free education
and offering financial assistance in case of need;

(c) Make higher education available to all on the basis of capacity by
every appropriate means.

The right to education featured in the Universal Declaration of

Human Rights (1948). Its application to refugees was spelled

out in the Convention relating to the Status of Refugees (1951).

Populations affected by war, displacement and calamities have

the right to education, under the International Covenant on

Economic, Social and Cultural Rights (1967) and other human

rights instruments, notably the 1989 Convention on the Rights

of the Child, ratified by almost all nations. These instruments
make it clear that governments must promote the access to
education of all children on their territory, including refugee
and internally displaced children, without discrimination.?

Under international humanitarian law also, education is pro-

tected in times of conflict.?

Education in emergencies:
definitions and context

The subject of education in emergencies has gained in impor-
tance due to the numerous ‘complex emergencies’ of recent
years, but restoration of access to education is also important
in local emergencies such as earthquakes, floods and droughts.
UNICEF notes further that ‘Persistent poverty, the increasing
number of children living on streets, and the HIV/AIDS pan-
demic are silent, chronic emergencies’*

Different agencies use different language for the phases of an
emergency. The World Food Programme (WFP), for example,
distinguishes initial Emergency Operations and longer term
Protracted Relief and Recovery Operations. UNHCR typically
divides a complex emergency into a short emergency phase of
3 to 6 months, a care and maintenance phase, and a phase of
support for a durable solution such as repatriation and recon-
struction or local settlement.

For UNESCO, an educational emergency is a crisis situation
created by conflicts or natural disasters which have destab-
ilized, disorganized or even destroyed the education system,
and which requires an integrated process of crisis and post-
crisis response. In general, emergency education programmes
are a response to exceptional crisis conditions requiring excep-
tional means of response, linked to a process of planning for
future educational development.

The context of education in emergencies reflects the horrors of
contemporary civil conflicts, in which the proportion of vic-
tims who are civilians has risen to over 90%. UNICEF estimates
that the last decade has seen some two million child deaths
from armed conflict, together with six million children ser-
iously injured, one million orphaned or separated from their
families and twelve million left homeless.>

The Machel Report speaks of ‘the attack on children, some of
whom are forced into armies and militia, and in too many
cases, forced to kill, commit atrocities or serve as sexual slaves;
and comments that ‘more and more of the world is being
sucked into a desolate moral vacuum . . . devoid of the most
basic human values’ (para. 3). It cites the UNICEF survey in
Rwanda in 1995, which showed that 80% of the children sur-
veyed had lost immediate family members and that more than
one third of these had witnessed their murders. Children and
adults have been traumatized by the exceptional brutality of
recent conflicts, as well as by bereavement and often displace-
ment from their homes and communities.

The global refugee population rose to an all-time high in 1992,
at 18 million. UNHCR notes that the world refugee population
in 1998, estimated at 11.5 million, is the lowest figure for the
past ten years. The total ‘population of concern to UNHCR’ in
1998 is 22 million, including two million recently repatriated
refugees, five million internally displaced persons (IDPs) in sit-
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uations where UNHCR has special responsibilities, and recently
returned IDPs.®

The total number of IDPs in the world is difficult to estimate
and there are problems of definition, but it is widely believed
that some 50 million people in all are displaced from their
homes as IDPs or refugees: this figure approaches one per cent
of the world population. In addition there are other popula-
tions affected by ongoing or recent civil conflict, who were not
counted as displaced or who have returned to their places of
origin. A recent study listed 39 countries as having internally
displaced populations of 50,000 or over, with six countries —
Afghanistan, Angola, Colombia, Democratic Republic of the
Congo, Irag, Myanmar, Sri Lanka and the Sudan cited as having
internally displaced populations approaching or exceeding
one million.’

Natural and man-made disasters cause severe damage to edu-
cation systems. In the case of natural catastrophes the damage
is often to school buildings and educational materials. War and
violent conflict cause even greater damage, affecting the whole
organizational basis of education. There are often dramatic falls
in student numbers, due to ongoing fear of attacks, displace-
ment of teachers, destruction and looting of infrastructure and
materials, and collapse of local and sometimes national edu-
cational administration. In many recent conflicts, the majority
of schools have been destroyed or damaged, while others have
been used for residential purposes or barracks and need re-
habilitation. In Somalia, the war almost totally destroyed the
nation’s textbooks and curricula.®

Emergency education as a development
intervention

Emergencies can provide an opportunity for transforming education
along the lines envisaged at the Jomtien World Conference for All.
They allow for the possibility of reconstructing a social institution that
helps develop and form the human resources that determine the way
a society functions. The challenge to educators is to understand this,
plan for it under very stressful and difficult situations, and to assist
with putting facilitating mechanisms in place (UNICEF,1999b).

Education in emergencies has often been seen as a ‘relief’ effort,
a temporary measure. This implies that it is optional, in the
case of funding problems, and that it need not be designed in
a professional manner. As noted in UNICEF’s policy paper, ‘Any
emergency education programme must be a development
programme and not merely a stop-gap measure that will halt
when a particular situation is no longer experiencing intense
media coverage.? Indeed, since weaknesses in education struc-
tures and content may have contributed to civil conflict, an
emergency can provide an opportunity for positive change.

Among the many countries facing the problems of a gener-
ation inured to conflict or traumatized by participating in it, we
may cite Afghanistan, Angola, Burundi, Colombia, Congo-
Brazzaville, Democratic Republic of the Congo, Liberia,
Rwanda, Sierra Leone, Somalia, the Sudan, Uganda, much of
the former Yugoslavia, and parts of the former Soviet Union.

It is important to reflect on the fact that many of the poorest
countries in the world today are those recently affected by con-
flict. Investment in the education of the populations involved
in those conflicts can represent an investment not only in a
better future for those individuals, families and communities,
but for their country and indeed for neighbouring countries
too. Neglect of education can lead to a self-perpetuating cycle
of violence and poverty, whereby young people grow up learn-
ing only the skills of conflict and the attitudes of revenge.

Education in emergency is a humanitarian imperative which has
development-promoting outcomes. In this study, we seek to
assess recent achievements and the state of the art in respect
of education in emergencies, within the perspective of laying
the foundations for the development process.

Methodology of the study

The field of education in emergency and post-emergency sit-
uations is rather new and poorly documented. In order to
prepare the Thematic Study for this rapidly changing and
developing field, a group of agencies (7 United Nations organ-
izations and 11 NGOs) were invited to join an International
Task Force, which met formally at UNESCO in May and Sep-
tember 1999. Members of the Task Force were invited to send
questionnaires to their respective field offices. Twenty-four
responses were received, providing information on 52 specific
programmes from different parts of the world. This was sup-
plemented by case studies of another 12 programmes. Due to
time constraints, some Task Force members submitted docu-
mentation based on their existing records. Analysis of this
material provided insights on which the conclusions of this
Thematic Study are based. A summary of the survey data is
presented in the Annexes (see pp. 47-53). Policy papers, pro-
gramme overviews and case studies from UNHCR, UNICEF,
WEP, ILO, UNESCO and NGOs represented a vital input into
the analysis and conclusions of this study.

Based on this information, and a review of documentary
sources, a first draft of the Thematic Study was presented to
the Task Force in September 1999. Based on comments and
additional information received, a second draft was circulated
to the Task Force members in November 1999. In April 2000 it
was presented as a working document to the Special Strategy
Session (round table) within EFA Dakar Forum. |
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Achievements
and challenges

In the closing years of the twentieth century, children and ado-
lescents in many countries had the promise of Jomtien
snatched from them through war and catastrophe. They have
been displaced from their homes, or their national education
systems have collapsed. Yet it is these children who have even
greater need of education than others. Education has the
potential to restore a sense of normalcy to their lives, and to
help build a stable future for them as individuals, members of
their communities and citizens.

In this section, we review what has been achieved in the field of
emergency education, in terms of the various population
groups whose needs have been addressed. We look first at
schooling, which is usually the priority concern of communities
affected by displacement and conflict. Here we introduce the
distinction between communities displaced across inter-
national borders, becoming refugees; communities displaced
within their own countries or remaining in their home
locations but affected by the disruption of the education
system due to natural or man-made disasters; and commu-
nities attempting to rebuild their futures, notably in post-
conflict situations.

We subsequently examine other components of Jomtien’s
‘expanded vision’: emergency response to the needs of younger
children, in terms of promoting early childhood care and devel-
opment, and response to the needs of youth and adults, in
terms of education for literacy, life skills and livelihood (voca-
tional training). Finally we examine the situations of popu-
lation groups of special concern in emergency situations, such
as children and adults with disability (including injuries from
war and landmines), children separated from their families, and
child soldiers and older ex-combatants.

We would prefer to give an overview of the quantitative
dimension of needs and response, to indicate how many dis-
placed and war-affected children and adolescents are in school
or out of school, for example. It is difficult, however, to collect
accurate statistics in conflict and emergency situations, not
least because affected populations may be hiding in their
cellars, taking refuge in hillsides, or moving from place to place.
The most detailed information we received is for refugees, and
for these some quantitative analysis is presented. In general,
however, we conclude that more analysis is needed of the
quantitative and qualitative aspects of educational response in
emergency and post-emergency situations.

Restoring access to school

Concerning this point, we review some of the achievements in
provision of education for refugees, for emergency-affected pop-
ulations within their own countries, and in post-crisis situations.

Refugee children and adolescents

The focus here is on refugee schooling in countries which are in
the category of developing nations or nations in transition.
These are countries where the education of national popula-
tions is restricted by financial constraints, and where meeting
the education needs of refugee populations represents a bur-
den for which external assistance is required.

As noted earlier, governments of asylum countries are obliged
under international law to promote the access of refugee chil-
dren to education in the country of asylum. There have been
occasions when a host government has decided not to permit
refugee education. The most serious instance of such a political
constraint in the 1990s was the statement by the government
of (then) Zaire in 1994, repeated in 1996, that Rwandese
refugees should not have access to schooling. In several other
cases also, host governments have imposed limitations on
refugee schooling, or on education of children in the process of
seeking asylum, which contravene the Convention on the Rights
of the Child. Normally, however, countries of asylum permit
refugee education, and welcome humanitarian assistance in
this respect, if they are unable to meet the costs themselves. An
internal UNHCR evaluation emphasized that ‘basic education
must be provided no matter what the political context

Refugees face a special situation in respect of access to edu-
cation. They are resident in a country other than their own, and
are therefore to a greater or lesser extent disconnected from
their own country’s Education Ministry and institutions such as
examination boards. There have been instances of political,
legal or administrative obstacles to refugee education as well as
practical problems of access.

The total number of refugee students attending host country
schools, on their own initiative or with external funding, is not
known. United Nations agencies and NGOs assist financially
with the education of refugee students in national schools in
over 40 developing countries, at primary, secondary and ter-
tiary level. In some locations the assistance is provided through
individual scholarships. In others, assistance is given to the edu-
cation authorities. The largest such programme is a subsidy to
the education authorities in Iran, to help meet the costs of over
100,000 refugee students attending government schools
throughout the country.

Where large numbers of refugees arrive in a neighbouring
country, the displaced populations usually begin to improvise
schooling within a few weeks of displacement. This typically
leads to a situation whereby NGOs or the government of the
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asylum country quickly provide educational and shelter mate-
rials, and later take a leadership role in supporting the com-
munity-based schools or in operating an education system for
refugees. Except where small numbers of refugees live in iso-
lated areas, there is normally fairly adequate physical access to
schooling for refugee populations. Where rural refugees are
gathered in refugee camps, their children may actually be living
much nearer to schools than they did in their home country.
Many factors can limit effective access, however, including dif-
ficult home circumstances, cultural factors limiting enrolment
of girls, and the sometimes poor quality of schooling. In some
cases, secondary schools are established in refugee camps and
settlements, while in some cases refugees attend local sec-
ondary schools. Access at this level is less comprehensive.'®

The number of refugee students in developing countries has
probably remained on the order of half a million to a million
throughout the decade. At the time of Jomtien, UNHCR pro-
grammes supported some 330,000 students, including 125,000
in Pakistan, 75,000 in Malawi, 54,000 in Ethiopia, 12,000 in Zim-
babwe and 10,000 in the Sudan. In 1990, there were also large
numbers of Afghan refugee students attending government
schools in Iran and large numbers of Afghan refugee students
in Pakistan who were attending schools run by Afghan political
parties from their own funding sources. Adding in these stu-
dents and refugee students in other countries funded by other
agencies or enrolled independently, it is clear that the total
number of refugee students was over half a million."

There have been changes in the refugee profile during the 1990s.
A major repatriation of Afghan refugees took place in the sum-
mer of 1992, but slowed to a trickle when renewed fighting took
place in Afghanistan. Repatriation of Mozambican refugees
from Malawi and Zimbabwe was completed by the mid-1990s.
By the school year 1995/6, refugee education programmes with
over 50,000 beneficiaries included Céte d'lvoire, Guinea, Iran,
Pakistan, the United Republic of Tanzania and Uganda.

The latest estimates of refugee students assisted by UNHCR,
covering the school year 1997/8, gave a total of about 650,000,
including students in Iran (165,000), the United Republic of
Tanzania (79,000), Pakistan (78,000), Guinea (61,000), Uganda
(53,000), Céte d'lvoire (49,000), Kenya (38,000), and Nepal
(35,000). These totals include about 30,000 students in sec-
ondary education, notably in Céte d’lvoire, Guinea, Iran and
Uganda.

Enrolments of refugee girls are lower than those of boys,
especially in the upper primary and secondary years. Often this
reflects schooling patterns in their places of origin, although
the specifics of the refugee situation also influence patterns of
school attendance and drop out. Currently some 40% of
refugee students in developing countries are girls.

It should be emphasized again that the figures given above do
not represent the full numbers of refugee students in schooling.

Table 1. Estimated enrolments of refugee children
and adolescents in refugee and national schools,
1997/8, under UNHCR assistance programmes

Boys Girls Total % girls
Africa* 202 000 139000 341000 41
SWANAME** 158 000 97000 255000 38
Asia 23000 20000 3000 47
Other 5000 4600 9600 48
Overall 388000 261000 648000 40

* Excludes North Africa.
** South West Asia, North Africa, Middle East.

There is no co-ordinated system for collection of data on
refugee students receiving assistance from different sources.
There is also no record of the numbers of refugee students
attending host country schools on their own initiative, indeed
it may often be better that refugee students are not differen-
tiated from their classmates. For present purposes, we may
presume that the number of refugee students attending
school in developing countries and countries in transition is
just under a million.

Participation levels. It is obviously desirable to interpret refugee
education statistics in terms of the total numbers of refugee
children and adolescents in need of schooling. Where the
refugees come from a developing country, the question is often
whether the level of school enrolment is comparable with that
in the country of origin.

A first point is that many refugee populations in developing
countries originate from rural areas of their home country. The
levels of participation in these particular areas may have been
lower than those recorded for the country as a whole, and not
available for comparison. A second point is that population fig-
ures for refugees are often of limited accuracy, and that refugee
education statistics are often underestimates (see Table 1). Yet
another problem is that there is often a backlog of unmet need,
due to weaknesses in education provision in the years before
arrival as refugees, leading to anomalies in the calculation of
Gross Enrolment Ratios (GER).12

A calculation made for a post-Jomtien inter-agency meeting in
1990 gave an overall participation rate, or GER of 13% for
UNHCR-assisted refugee education at primary school level.
However, it seems likely that this was a substantial underesti-
mate. It is quite likely that in 1990, as now, most refugee com-
munities had primary schools in walking distance of refugee
children. Despite overcrowding, the assisted primary school
programme for Mozambican refugees in Malawi had a partici-
pation rate estimated at 42% in 1991/2, for example.’

Education levels have been rising in most countries during the
1990s, so one would expect a higher participation rate now
among refugees also. Comparison with 1990 would also be
affected by changes in the identity of refugee groups,
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however. Recent calculations give a figure around 54% (65%
for boys and 44% for girls) for refugee primary school
enrolments compared to an estimate of the corresponding
age group, and 34% (41% for boys and 27% for girls) for
primary and secondary school enrolments compared to the
age group 6 to 17. When these calculations are performed
separately for Africa (excluding North Africa), the primary
school GER is higher, at 73% (85% for boys, 60% for girls), and
the rate for primary and secondary school combined is 47%
(55% for boys, 38% for boys).

It should be re-emphasized that there are serious problems in
interpreting the GER in the refugee context. This may be illus-
trated by the education statistics for the Bhutanese refugee
population in Nepal (which had an assisted refugee population
of 94,200 in 1997). The enrolment in the refugee primary
schools was about 34,000. Age group data for this population
indicate that in 1997 there were about 16,890 girls and 16,760
boys aged 5 to 17 in this population, a total of 33,650. Thus it
could be concluded that all the refugee children and ado-
lescents over 5 and under 18 are in school, due to previously
unmet need. More realistically, however, there must be some
children from poor families not in school, and probably some
young people 18 years old and above who are enrolled in the
course (an 8 year course preceded by a year called ‘pre-
primary’). In fact a 'bulge’ of pent-up demand can be seen
moving through the Bhutanese refugee schools. The highest
enrolment in 1995 was in Class One, while the peak of
enrolment subsequently moved to Class 2 (1996), Class 3
(1997) and Class 4 (1998)."4

It is important that at each stage of the educational ladder
there be an opportunity for at least some students to proceed
to the next stage. Access to secondary education is an incentive
to study seriously and complete primary education, and access
to higher education provides an incentive and hope for stu-
dents at secondary level. A study of refugee access to secondary
and higher education is urgently needed.

The topic of higher education for refugees and other emer-
gency-affected populations is too vast to tackle here. Ob-
viously it bears on the question of capacity-building for recon-
struction, for which a pool of highly educated persons is essen-
tial. Despite the evident need, it may be that international
funding for refugee higher education has declined during the
decade.

On the positive side, however, the ‘Einstein’ or DAFI (Deutsche
Akademische Fluchtling Initiative) scholarship scheme, funded
by Germany, has provided university scholarships for some
1,100 refugee students studying in a developing country, nor-
mally their country of first asylum. This donation of 4 million
DM per year may represent the major source of funding for
refugee education at universities in developing countries. The
DAFI initiative is invaluable, both for its direct beneficiaries and
because it provides an incentive for refugee students to com-

plete their secondary education. DAFI scholarships alone can-
not meet the education needs of talented refugee students
world-wide, however, nor the manpower needs for durable
solutions in their communities. Other donors are needed, and
current initiatives in the use of distance education approaches
should be encouraged and extended.

The statistics presented above do not cover the education
of Palestinian refugees since this has been organized
through the United Nations Relief and Works Agency
(UNRWA), with the technical support of UNESCO, since as
early as 1950 (Box 1). This programme has provided Pales-
tinian refugee children and youth with general education,
vocational and technical education and teacher education.
Donor commitment has permitted tens of thousands of stu-
dents to become self-reliant by earning their living and sup-
porting their families, thus helping in the social and econ-
omic development of the region. Less obviously, but per-
haps equally important, this education has significantly con-
tributed to the preservation of the cultural identity of a dis-
placed and dispersed people.

B Box 1. Education of Palestinian refugees

In 1997/8, UNRWA elementary, preparatory and secondary schools
numbered 649, accommodating 447,268 pupils. Enrolments in the
elementary cycle comprised 11,464 in Gaza, 88,211 in Jordan, 25,932
in Lebanon, 43,206 in the Syrian Arab Republic, 36,159 in the West
Bank: a total of 308,372 including 153,973 girls (49.9%).

UNRWA operates eight training centres (three in the West Bank,
two in Jordan and one each in Gaza, Lebanon and the Syrian Arab
Republic), with a total of 4,650 training places in the training year
1997/8. In 1955, UNRWA began providing scholarships to excelling
Palestinian students to pursue to their higher education, from the
UNRWA General Fund and extra-budgetary resources. In 1997/8,
UNRWA awarded 1,055 scholarships, of which 488 were for women
(UNRWA Department of Education: Annual Report, 1997/8).

Displaced or crisis-affected children
and adolescents within their own countries

Children who are displaced but remain within their own countries
face perilous circumstances. They are often worse off than refugees,
since they may lack protection and assistance. There are an increasing
number of situations where families and communities are chronically
displaced due to localized, continued armed conflict. ... Another acute
problem for internally displaced children is access to health and edu-
cation services. In contravention of humanitarian law, the access of
internally displaced persons to humanitarian assistance is often
impeded. . . Even if schools exist, the children may not be able to enrol
because they lack proper documentation, are not considered resi-
dents of the area or are unable to pay school fees. Feelings of
exclusion, as well as the struggle for survival and protection, may lead
children to join parties to the conflict or to become street children. . ..
All possible measures must be taken to maintain education systems
during conflicts (Machel Report, paras. 81/2, 203).
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The information on education for populations within crisis-
affected countries is much less comprehensive than for
refugees. For refugees, international agencies have mandates to
provide assistance, including education. International funding
is used, and reporting is therefore needed. In contrast, in coun-
tries or regions undergoing conflict, or in post-conflict situa-
tions, the responsibility for education rests with national and
local education authorities that may be functioning under con-
ditions of great difficulty or not at all.

The situation of countries or regions in a state of chronic con-
flict is particularly troubling. Difficulties in collecting reliable
data should not hide the fact that access to education in
parts of Angola, the Democratic Republic of the Congo,
Somalia and southern Sudan elsewhere is minimal. An esti-
mate of the GER for Somalia, for example, suggests that only
9% of children (and only 6% of girls) are in school.’

In this situation, it is not practicable at present to give a quan-
titative overview — although we recommend that in future
there should be ongoing studies of education for populations
affected by emergencies within their own countries. It is possi-
ble, however, to illustrate some of the efforts made by govern-
ments and the international community to provide access to
schooling even under very difficult conditions.

It may be noted further that the number of 'beneficiaries’ is a
less meaningful concept when assistance is given to an under-
resourced education system in a country affected by conflict,
than when applied to the donation of resources to cover the
entire costs of a system of refugee schools, for example. Often,
the donation of stationery, textbooks etc. is critical to continu-
ation of educational programmes in a country, town or district
affected by natural disaster or other crisis; yet the major costs,
in terms of teaching time and infrastructure are borne by the
nation or community concerned.

One of the regions most affected by internal crisis is southern
Sudan. Educational activities are supported by various agen-
cies, under the leadership of UNICEF, under the programme
Operation Lifeline Sudan. In this case, there is intermittent con-
flict and internal displacement. Efforts have been made, how-
ever, to supply basic educational materials and to provide ele-
ments of teacher training; and teacher guides have been pre-
pared. Programmes of emergency outreach to displaced and
conflict-affected populations are likewise found in most emer-
gency situations world-wide, an example being the support to
education provided by UNESCO, UNICEF and other agencies in
Somalia since 1993, and recent programmes for children dis-
placed due to the Kosovo crisis.

In many countries of the Commonwealth of Independent
States (former Soviet Union), there have been major popu-
lation movements and localized conflicts. There are large num-
bers of internally displaced, as well as refugees and populations
affected by or at risk of conflicts. Many agencies provide assis-

B Box 2. Support to education in Angola, Burundi
and the Caucasus region

Angola. The Norwegian Refugee Council (NRC), in co-operation
with the Angolan Education Ministry and UNICEF, has adapted the
Teacher Emergency Package (TEP) developed by UNESCO, and has
introduced additional teacher training to compensate for low levels
of teacher education in rural areas. The NRC project provides a year-
long basic education programme in areas lacking a primary school.
Afternoon classes have extended the programme to higher grades.
Themes such as health, nutrition, environmental care, music and
human rights have been included in the programme. The aim has
been to provide access to education on an initially low-resource
basis, given the poverty and instability in the regions concerned,
providing the basis for improved education when the situation has
improved.

Burundi. UNICEF, UNESCO and other organizations provided
support to the education system in Burundi, through issue of
student kits and teachers guides, as well as support for non-formal
education including training of literacy teachers and production of
literacy materials, and support to women's peace committees.

Caucasus. International Rescue Committee (IRC), in consultation
with the national education authorities, has developed innovative
non-formal education programmes for IDPs and local populations
in Western Georgia and Azerbaijan, including remedial education,
health education, creation of libraries, recreational activities and
capacity-building for Parent Teacher Committees and local NGOs.

tance, but often funding is insufficient to ensure even basic
education supplies, or assistance to displaced families which
lack the means to provide warm clothing and shoes to enable
their children to attend school.

Humanitarian and development agencies must look to
strengthening educational support services as well as ensuring
that educational supplies reach conflict-affected populations.
In Azerbaijan, for example, an inter-agency education working
group has recently been established to help the government
cope with its large caseload of IDPs and refugees. The shortage
of resources such as textbooks, together with a district-based
system of distribution, has led to under-resourcing of IDP
schools (since IDP students and teachers are new to the district
and away from their own districts) and early school drop out.

The World Food Programme (WFP) has played an important
role in maintaining education systems in situations of
emergency. In Mozambique, for example, WFP’s school feeding
programme, mainly for boarding school students, ensured that
at least a minimum of education could be maintained during
the period of emergency and conflict. In the Sudan, WFP has
provided emergency food aid to communities, especially
women, to rehabilitate primary schools damaged by floods. In
Afghanistan, WFP has provided take-home rations in support
of teacher training and school reconstruction, as well as
assisting in meeting the food needs of boarding schools and
orphanages.
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Schooling as a vital component of post-conflict
reconstruction

For refugee or internally displaced families and children returning to
their home communities, reintegration may be very difficult. In coun-
tries disrupted by many years of conflict, there are often tensions
between returnees and residents. For children in particular, one of the
most important measures is to ensure education and the opportunity
to re-establish family life and productive livelihoods. . . . Support for
the re-establishment and continuity of education must be a priority
strategy for donors and NGOs in conflict and post-conflict situations
(Machel Report, paras 88, 203).

There is increasing recognition of the time lag that can occur
between the apparent resolution of a crisis situation, such as a
peace treaty and a repatriation process, and the restoration of
effective access to education programmes. In some cases, con-
tinuing insecurity makes the reconstruction process problem-
atic. Often, there is a need to rebuild and re-equip national and
local educational administration systems before community
initiatives can be reinforced with educational materials, teacher
training and supervision and eventually the reintroduction of
national examinations.

Ministry ill-equipped to co-ordinate them, and problems so
complex that solutions are hard to devise. A notable dilemma
is that in post-conflict situations, some national governments
are unable to fund even the operational costs of schooling.
Even if international donors agreed to provide this assistance
on a temporary basis, how would it be sustained after their
funding is discontinued?

There is an especial need for effective co-ordination mech-
anisms when donors wish to support the return of refugees to
their homes and the re-establishment of basic services and
livelihoods in returnee-receiving areas. Agencies with a mandate
focused on refugees seek to dovetail their assistance with or-
ganizations able to provide support over the longer term. Such
transitions in donor support are easy to advocate but very diffi-
cult to arrange in practice. This is an area where greater inter-
agency co-ordination is of the utmost importance — as is a train-
ing of education managers in affected countries.'

B Box 4. Inter-agency co-ordination in Liberia

The damage done to educational systems by years of war can
mean that there is a lack of persons with sufficient education to
be teachers, as well as a lack of infrastructure. Donors may be
unwilling to fund reconstruction until there is clear evidence
that conflict will not be resumed.

In a good example of inter-agency collaboration, UNHCR, UNICEF,
UNESCO, International Rescue Committee (IRC), ADRA (Adventists
Development and Relief Association) and other organizations co-
operated with the Education Ministry of Liberia in 1998, in planning
speedy educational response in Liberian counties receiving large
numbers of returnees from Cote d'lvoire and Guinea. Plans included
distribution of textbooks and accelerated in-service training of new
teachers. IRC and ADRA were the NGOs implementing refugee edu-
cation in Guinea and Cote d'lvoire respectively, and seeking to assist

At the stage of post-conflict reconstruction, there is often a
confused situation with various international agencies offering
assistance in an uncoordinated manner, a national Education

H Box 3. Education Development Centres in Somalia

In Somalia, UNESCO through its Programme for Emergency Edu-
cation and Reconstruction (PEER) has developed a network of Edu-
cation Development Centres, as a technical basis for restoring
structures of education at regional level. These resource centres
provide for training of teachers, and local development and repro-
duction of education materials. UNESCO and UNICEF work hand in
hand providing centralized services such as curriculum develop-
ment, textbook provision, teacher training and promotion of sus-
tainability and community ownership of the school system through
support to Community Education Committees, District and
Regional Education Committees. The Somali Open Learning Unit
(SOMOLU) provides in-service training whereby teachers can set
their own pace and become qualified after 12-18 months. This
training can be centre-based or, as in Nugal, mobile tutors provide
training to groups of teachers in small towns and villages. Vacation
courses enable lower primary teachers to complete the 8th grade of
schooling. A Peace Education Package has been developed, based
on Somali culture, for use in Somali schools. In the absence of an
internationally recognized government, the Somalia Aid Co-
ordination Body promotes co-ordination of the education sector
through its Education Sectoral Committee, with UNESCO serving as
its chair and secretariat. These initiatives and activities present a
model that has lessons for educational reconstruction elsewhere.

rehabilitation of education in returnee areas of Liberia.

Lack of resources for educational reconstruction may even delay
repatriation, in certain circumstances. As noted in the discus-
sion below on curriculum (see p. 22), refugee schools normally
use a curriculum based on that of their country or area of ori-
gin, often with the objective that their students should be able
to re-enter the education system in their home area without dif-
ficulty. At the time of writing, however, there is a major debate
on the issue of whether education for Liberian refugees, residing
in Céte d'lvoire and Guinea, should be discontinued as an
incentive to repatriation. There have been difficulties in pro-
ceeding speedily with the reconstruction of schools in returnee
areas, partly due to the general deterioration of infrastructure
such as roads during the years of civil strife and to under-fund-
ing of the reconstruction programme generally. It is unclear in
this case to what extent slow repatriation reflects the practical-
ities of return and reconstruction and how far it is affected by
teachers’ concerns regarding conditions of employment in
returnee areas as contrasted to refugee schools.

As another example of the practical implications of resource
constraints, we may cite the 250 refugee students in Djibouti
who are willing to repatriate to north-west Somalia when sec-
ondary schooling becomes available there.




B Box 5. World Food Programme (WFP) support for
education in emergency and reconstruction

The World Food Programme plays a vital role both in emergency sit-
uations and post-crisis reconstruction. Its policies for education,
under the rubric of Protracted Relief and Recovery Operations
(PRRO) include support for basic education generally, including
primary education, literacy, skills training, life skills such as mine
awareness, etc. ‘Often this support will be in the form of school
feeding or provision of food rations to enable people to participate
and not be distracted due to hunger.’ Secondary schools serving the
poor, boarding facilities and centres for specially disadvantaged
children are sometimes assisted on a case-by-case basis. WFP
supports, through food-for-work, the construction and repair of key
educational infrastructure which has been destroyed or damaged
during the emergency. Regarding the situation where teachers
cannot be paid a salary, WFP may provide food basket assistance on
a short-term basis. ‘Where such support is being proposed, the
recovery strategy will need to demonstrate that all alternative
sources of funding have been explored and that the rationale for the
project is strong enough to justify providing support to teachers’
(WFP Guidelines for Protracted Relief and Recovery Operations).
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This problem of meeting recurrent costs on a sustainable basis
is not limited to education, of course, and is widely encoun-
tered in repatriation and post-conflict situations. In some
cases, teachers may receive external assistance in cash or as
food-for-work, but strategies for sustainability are needed.

The international community has realized the importance of
investing in the prevention of future natural disasters, as in the

H Box 6. Bangladesh: Preventive strategies against
natural disasters

UNESCO’s assistance in emergency situations is not merely limited
to the reconstruction of schools after the fact. Rather, it has given
considerable attention to the provision of information and guide-
lines to avert any potential damage in the event of natural disasters,
and particularly to school buildings. In cases where the damage has
already occurred, the response to assistance has been supplemented
by sub-regional training courses by leading experts. Countries with
similar climatic cycles have been encouraged to share and broaden
their experience, concerns, solutions and emergency strategies and
co-operate with one another.

Although regions affected by fierce windstorms have been identified
and recommendations for building designs/structures/preventive
measures suited to the respective areas highlighted, it is not always
possible for countries to upgrade their technology or design for a
variety of reasons. It is nevertheless a proven case in UNESCO's expe-
rience that the pooled resources of international and national agen-
cies which went towards improved satellite warning systems and the
provision of better buildings in Bangladesh helped mitigate the effect
of the devastating cyclone which hit the country in 1991. As Table 2
shows, the projected number of deaths in 1990 would have been
double that of 1970 in proportion to the growth in population. And
even though the loss of life in reality was enormous in the cyclone of
1991, it was much less in comparison to what it would have been had
precautionary measures of warning systems and improved building
structures not been taken. Other countries/ regions included for
safe-school structures are: Australia, Caribbean, China, Philippines,
Sri Lanka, Tonga and Viet Nam.

case of the cyclones and floods that recur in Bangladesh, for
example (see Table 2). There should be a willingness likewise to
invest in the less tangible concept of education for post-con-
flict renewal of hope for the coming generations.

Table 2. Floods, cyclones, sea surges in Bangladesh

Actual 1970 Estimate 1990 Actual 1991

60,000,000 Population 120,000,000 116,000,000

400,000 Deaths 800,000 140,000

0.7% Percentage of 0.7% 0.12%
population killed

Saved 660,000

Evacuated 15,000,000

Source: K. ). Mack, The ABC of Cyclone Rehabilitation, UNESCO, 1996.

In some cases, as after the repatriation of refugees to Kosovo in
1999, there is an international willingness to fund educational
reconstruction in a post-conflict situation. In the majority of
cases, in contrast, there is a scarcity of resources, and United
Nations Consolidated Appeals for reconstruction often fall far
short of their targets. The new awareness of the rights of chil-
dren and of prompt restoration of education as a tool for peace
building may help generate greater responsiveness to the fund-
ing needs of the education sector in the post-conflict and tran-
sition situations. We recommend greater involvement of schol-
ars in this area, as a reinforcement of the calls of field-oriented
agencies for greater and more timely donor support to edu-
cational reconstruction.

Early childhood development
and adult education

Jomtien set a broad agenda for basic education, including early
childhood development, the education of children, young peo-
ple and adults; including quality as well as coverage; including
skills for living and livelihood beyond simple literacy and
numeracy. Organizations working in emergency education
have seen the necessity for this broad agenda, and there have
been good initiatives under difficult conditions.

Early childhood care and development

Integrated programmes in early childhood care and development pro-
vide a sound foundation for lifelong learning . .. they are ‘pace-setters’
in education, often building on partnerships between government,
NGOs, communities and parents. Integrated Early Childhood Develop-
ment programmes, including parent education, interact with other
areas of children’s growth such as health, hygiene and nutrition, and
offer a child-centred pedagogy that encourages the ability to learn.
(Education for All: Achieving the Goal, Final Report of the Mid-Decade
Meeting of the International Consultative Forum on Education for All,
Amman, 1996, p. 24).
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The principle that learning begins at birth was highlighted as
part of the Jomtien vision. The 1990s have seen world-wide
attempts to act on this insight through the development of
programmes of parent education and of child-centred activity
programmes for the young child. Young children displaced by
natural and man-made disasters need especial support, to help
them cope with traumas which may have affected them
directly, whether injury or the loss of loved ones, or having to
flee from attack. They need support also because the adults in
some families may be unable to give them the care and atten-
tion that would normally have been their birthright.

Communities in crisis situations have responded to early child-
hood initiatives made by NGOs, as for example when Save the
Children Federation supported the establishment of community-
based pre-school programmes during the conflict in Bosnia.
Organizations such as Enfants Réfugiés du Monde, Jesuit Refugee
Services, Norwegian People’s Aid, Radda Barnen and many others
have worked to provide early childhood care and pre-primary
classes for refugees, and for children affected by emergencies
within their own countries, as well as parent education.

Crucial here is the concept of capacity-building and sustain-
ability. In circumstances where governments or donor agencies
have difficulty in meeting the costs of schooling, the model for
early childhood interventions needs to be community-based.
In some cases, an initiating organization was able to fund
salaries or incentives for carers and teachers at first, and then
found it difficult to sustain the necessary levels of funding.
Interventions should aim at providing training and start up
materials, that can enable parents and communities to organ-
ize early childhood programmes and to sustain them when
external assistance is withdrawn or reduced.

Early childhood programmes have pay-offs beyond their direct
effects. They permit outreach to young children for nutrition
and health programmes, and the education of parents and car-
ers on the needs of the child (health, nutrition, sanitation, clean
water, protection and stimulation to promote psychosocial
and cognitive development). Moreover, they play a critical role
in freeing older girls in the family from child care duties that
prevent them from attending school. Hence, they are a key ele-
ment in the Education for All agenda. This is the more impor-
tant where extended family structures have been disrupted by
war and displacement.

Early childhood programmes, whether called day care, kinder-
garten, pre-school or pre-primary, represent not only an oppor-
tunity to promote future mental and emotional development
but also the life skills for tolerance, gender sensitivity and co-
operation. It is especially touching to see the children from dif-
ferent refugee communities singing and playing together, and
learning that the conflicts that drove them from home are not
the only approach to human life on this planet. ‘We are one, we
are one), sing the children from ten different tribes and nation-
alities in the pre-schools of Kakuma refugee camp in Kenya.

B Box 7. How pre-school programmes support girls’
education

In Gambella refugee camp in western Ethiopia, the establishment by
Radda Barnen of a largely female committee to begin a pre-school,
the intensive training of pre-school teachers, and successful
operation of the programme changed attitudes: ‘Not only has the
community accepted now that women can obtain the necessary
qualifications to become teachers, but they have also observed that
girls can perform well in schools” The creation of Parent Teacher
Associations has assisted in this. Two pre-schools are moving
towards self-management by the community and the PTA. An
estimated 90% of all children aged 3 to 6 participate in the pre-
school programme. This frees older girls from child care duties, so
that they can attend school.

Non-formal education for youth and adults

Displaced communities and agencies supporting them with
humanitarian assistance normally give first priority to restora-
tion of schooling for their children. Subsequently, however,
there are often multiple initiatives to provide education and
training for youth and adults. Many organizations have sup-
ported literacy programmes, programmes providing knowl-
edge and skills regarding health and child care, and skills train-
ing to enhance family livelihoods or promote access to paid
employment or self-employment. Often, these various objec-
tives are combined, as when literacy courses include health
messages, or vocational training incorporates literacy and num-
eracy courses. The potential of such education and training for
the empowerment of women, and to help poor women (often
heads of household) to cope economically and socially, has led
to many literacy and skills training programmes specifically for
older girls and women.

Quantitative data is not available for the range of programmes
covered by this Thematic Study; nor is it in principle easy to
collect, since many literacy programmes are organized by com-
munity organizations or local NGOs on a voluntary basis. The
examples which follow are indicative of the many programmes
that cannot be mentioned here:

e In Cambodia, a group led by UNESCO and the Ministry of
Education, Youth and Sport have conducted non-formal
education programmes since 1994, benefiting returnee,
internally displaced and other populations through literacy
courses and skills training (over 20,000 beneficiaries, 80%
female). Reading houses/libraries have been constructed by
participants in the grounds of Buddhist temples, ancient
centres of learning. The literacy manuals include health,
hygiene and child care, agriculture, human rights and envi-
ronmental protection.

o In Baluchistan Province, Pakistan, Save the Children Federation
(SCF) introduced an innovative ‘Health and Literacy’ pro-
gramme for Afghan refugee women in remote locations. Using
participative methods, the women were encouraged to reflect
on issues affecting their daily lives as well as learning impor-
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tant health messages. In the North-west Frontier Province,
GTZ developed new literacy materials and conducted literacy
courses for men and women, as well as child care courses, in
many of the 250 refugee camps in the province.

In Meheba refugee camp, Jesuit Refugee Service has developed
Portuguese, French and English language courses for adults, as
well as children, including messages regarding health, hygiene,
problem solving skills, peace education, gender awareness
and sharing of traditional oral cultures and life testimonies.

In Karagwe, United Republic of Tanzania, Jesuit Refugee Ser-
vices established camp resource centres where Rwandan
youth could study languages, librarianship, and so on and
edit a newsletter.

In Gambella, Ethiopia, Radda Barnen has established a Youth
Centre providing activities such as basketball, volleyball,
football, table tennis, dominoes, etc, visited by some 500
young people. A course was given there on assembly of foot-
balls and volleyballs. Clubs involving some 400 young people
meet there. These clubs aim at grouping those interested in
the issues but also convey messages to the community. For
example, the Health Club passes messages through drama,
theatre etc. The disability awareness club has held work-
shops to lessen prejudice against the disabled and promote

prevention and rehabilitation.

H Box 8. Burundi: Adult literacy and Education for peace

After the 1993 ethnic conflict in Burundi, the NGO Action Aid
adopted the Reflect approach as one of the peace development ini-
tiatives in the country. Reflect is a structured participatory learning
process, which facilitates peoples’ critical analysis of their environ-
ment, placing empowerment at the heart of sustainable and equi-
table development. Through the creation of democratic spaces and
the construction and interpretation of locally-generated texts, peo-
ple build their own multidimensional analysis of local and global
reality, challenging dominant development paradigms and re-de-
fining power relationships in both public and private spheres.

Evaluation of the programme revealed that the participants and
supervisors interviewed had to some extent understood the Reflect
learning concept to mean ' . .. a new approach that enables people
to understand their village better by first analysing the problems
that affect them and then looking for possible solutions to those
problems.” This was a good sign. And even though men performed
better than women in literacy and numeracy skills (largely due to
the fact that men had more time at their disposal to learn and prac-
tice as opposed to women who are overburdened by household
chores), women seemed to have developed greater self-confidence
in terms of self-expression and had also attained better negotiation
skills. Having acknowledged that women had a heavier workload
than men, the participants did not necessarily attempt to change
the status quo. Women for their part were prepared to participate in
tasks formerly exclusively done by men.

The greatest caveat in using this approach is to ensure that trainers
and facilitators have themselves understood the concept in-depth
in order to train others with the same conviction of belief and
understanding of one’s environment and integrating need for inte-
grating preservation and development.

Vocational training

Even during an acute emergency there may be opportunities
for skills training. Later, technical and vocational education,
and employment creation, are important elements in recovery
from natural or man-made disasters and in building a durable
peace after conflict. These programmes have substantial
resource requirements and care must be taken that they are
well-designed in relation to local needs and the absorptive
capacity of the market. The programmes must likewise be
designed to ensure flexibility to respond to the often rapidly
changing circumstances of an emergency or post-conflict situ-
ation.

Almost all major international agencies and donors have sup-
ported vocational training programmes for emergency
affected populations, some focusing on youth, some on adults
of both sexes, some on women; some on refugees and some on
persons within their own countries.

The International Labour Organisation (ILO) has long experi-
ence in supporting vocational training, enterprise develop-
ment, micro-credit and co-operative schemes, training and
employment of the disabled. ILO has created programmes for
victims of conflict in countries such as Bosnia, Cambodia,
Croatia, Mozambique, Haiti, Rwanda and Somalia. Priority is
given to the training of women, of youth especially demobi-
lized soldiers, of the disabled, and victims of drug abuse.

In each case ILO has drawn upon and helped develop local
expertise for skills training and programme management. Sup-
port is given to post-conflict capacity-building, at national and
local levels, for planning, design, execution, monitoring and
evaluation of training and income generation programmes for
populations affected by war. ILO has created a database on
post-conflict training and employment programmes, and has
published an overview of experiences in this field."”

Regarding refugees, UNHCR has reviewed and documented the
experience of skills training programmes that it has funded for
refugees (see Sourcebook for Refugee Skills Training, 1996). Suc-
cessful programmes have included a major apprenticeship pro-
gramme for Afghan refugees, placed in refugee and local infor-
mal sector workshops in Pakistan, implemented by the NGO
Solidarité Afghanistan. This programme had a very high per-
centage of placement of its graduates in informal sector
employment, with monitoring reports showing that as many as
80% of those traced, or over 50% of all trainees, were using their
new skills as a source of income. The situation is much more dif-
ficult in closed camp situations, where earnings opportunities
are limited. A modified apprenticeship programme was never-
theless conducted in the Rwandan refugee camps in the United
Republic of Tanzania, using group attachment of adolescents to
skilled craftsmen working on production of relief goods and
school furniture. In many locations, graduates from skills train-
ing centres have gained valuable work experience through the
production of school uniforms, school furniture or buildings.
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Among the many NGOs active in this field, the Salesian Don
Bosco organization has provided vocational training for dis-
placed and otherwise emergency-affected students in coun-
tries such as Albania, Angola, Cambodia, Kenya, Liberia, Sierra
Leone and Sri Lanka.

Special concerns

Education inclusive of children, youth and adults
with disability

Millions of children are killed by armed conflict, but three times
as many are seriously injured or permanently disabled by it. . . . In
Afghanistan alone, some 100,000 children have war-related disabilities,
many of them caused by landmines. . .. The lack of rehabilitative care
is contrary to Article 23 of the Convention on the Rights of the Child,
which lays out clearly the responsibilities of States Parties for ensuring
effective access of disabled children to education, health and rehabili-
tation services (Machel Report, para. 145).

Many children suffer disabilities as a result of conflict and asso-
ciated destruction of health facilities. Emphasis is often given to
the effects of landmines but malnutrition and disease also
flourish during war, and can lead to disability. It is therefore
imperative to provide the needed care and prostheses, and also
the education that will help disabled persons to live as valued
members of their communities. Where possible, children with
disabilities should study alongside other children from their
community, in ‘inclusive’ schools. Teachers should be trained
accordingly. In some circumstances, special classes and teachers
may be needed. It is important also to take advantage of the
opportunity of outside expertise and resources, often present
during an emergency, to train teachers in special techniques
such as the use of Braille sign language.

Programmes for the education and training of refugees with
disabilities, whether from war, disease or other causes, have
indeed been developed in many locations, but the coverage is
not systematic and depends on both the interest and expertise
of the organizations implementing education programmes and
the availability of resources. Where possible, the principle of
integration in education and training programmes alongside
other students is preferred (and is more economic), but in
some instances specialized programmes are more appropriate.

o In the Dadaab refugee camps in Kenya, special classes are
held in selected schools, for deaf students and blind children
and adults. Two teachers per camp were trained for teaching
of mentally handicapped children and three teachers were
trained to integrate blind, deaf and physically handicapped
adults into the adult literacy programme.

e In Bhutanese refugee camps in Nepal, there are seven Special
Needs Resource Teachers (one per two schools). These

teachers receive a one-day training twice a month and an
orientation workshop of 3 days at the beginning of the
school year.

e In Pakistan, refugee social welfare committees organized
‘child groups’ for severely disabled children, who meet for
structured activities three times a week. Some of these chil-
dren have subsequently been able to enter normal schools or
vocational training programmes. Vocational training/
apprenticeship and income generation projects for refugees
receiving UNHCR funding were required to include a quota
of disabled, often ex-combatant, refugees among their bene-
ficiaries. Apprenticeships and mobile training programmes
in some skills such as tailoring were specifically limited to dis-
abled men and needy female heads of household.

Separated children

In many crisis situations, children get separated from their par-
ents or primary caregivers. UNESCO, UNICEF, UNHCR, Save the
Children and other agencies have developed different new sys-
tems for identifying such children and tracing their close rel-
atives, on the basis that family reunion is normally in the best
interests of the child.

It is not normally desirable to set up special orphanages and
schools for such children. This can in fact lead to family separ-
ations, whereby parents deposit their children as ‘orphans’ so
that they can have a better future than the family can provide
in times of hunger and displacement. Best practice guidelines
encourage the fostering of children with responsible members
of the community, combined with monitoring of the care pro-
vided and support for the foster families in sending the chil-
dren to school.

Sometimes, displaced and separated children are forced to act
as servants or to work in mines or other places in return for
food. Others may become street-children, and earn their liveli-
hood through prostitution. It is important that humanitarian
agencies develop an awareness of these problems so that pro-
tection can be provided to children displaced and traumatized
by conflict. In this connection, UNHCR and the Save the Chil-
dren movement have developed a training programme enti-
tled ‘Action for the Rights of the Child, which is intended for
the training of United Nations and NGO staff working with
refugees and other conflict-affected populations.

Child soldiers and ex-combatants

The problem of child soldiers has become acute during the
1990s, with an estimated 300,000 child soldiers in the world
today. Far too many adolescent boys in the age under 18 have
been recruited as soldiers. As educators, we support the moves
to raise the minimum age of recruitment to 18. The problem of
child soldiers is wider than this, however. There has been wide-
spread use of children of age 10 and above, or indeed of any age
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that can serve the purposes of the militias that have engaged in
civil combat during the 1990s. Both boys and girls have been
recruited, often forcibly, to fight or to provide militias with ser-
vices, including carrying, cooking and sexual services. They are
often victims of physical abuse, malnutrition, drug abuse and
AIDS. Children and adolescents have been forced to commit
terrible atrocities, and worst of all, these atrocities have some-
times involved mutilating or killing their own family members.

Many young people who have been able to escape to refugee
camps, who have been demobilized under campaigns led by
international or national organizations, or who have otherwise
been able to begin a new life, have benefited from access to
emergency education and training programmes of the type
described above. Often, these young people have the resilience
to join with others of their age group in the shared life of
schools and training centres. In such cases, staff training to
cope with the special needs of ex-combatants is needed,
although this has often been neglected.

In other cases, the degree of traumatization, and sometimes
social exclusion, of ex-combatant children, has required the
establishment of special programmes combining education,
training, cultural and sports activities and intensive group and
individual counselling programmes. Don Bosco, Save the Chil-
dren Fund and other organizations have set up centres or
‘homes’ in Liberia, for example, to meet the needs of child sol-
diers, taught to kill and mutilate, many of them addicted to
drugs. In Sierra Leone, the NGO Children Against War provides
counselling, ‘special conversations’ and informal educational
activities to ex-child soldiers before helping them to re-enter
their communities of origin.

B Box 9. Mozambique: Reintegration of
ex-combatants in a post-conflict situation

At the signing of the Mozambique Peace accords in 1992, 75,000
regular soldiers and 11,000 other combatants, including many
young men and women, needed to be reintegrated into society. The
objective was to provide these young people with literacy and work
skills that would prevent them from regressing into a state of abject
poverty and perhaps undermining the peace.

A collaborative project under the auspices of UNESCO developed a
literacy programme linked to management and skills training, which
responded to labour and market needs. Project management was
gradually handed over to the young people who were quick to
reject participation of the more disruptive youth among them. The
esprit de corps was a driving force in reinforcing a sense of identity
and goals to succeed.

While statistics are not at hand, it is likely that many more
young people, both boys and girls, need such help than cur-
rently receive it. The international community and national
governments, as well as leaders of militias, must realize that the
future is imperilled wherever there is a generation of children
who cannot read or write and only know the respect that is
earned from the barrel of a gun.

The re-integration of adult ex-combatants into civil life is a
challenge after any conflict. For young people who have grown
up as soldiers or in militias, the coming of peace may leave
them with no skills and no prospects for the future. Agencies
such as ILO and UNESCO have supported national pro-
grammes for ex-combatants in countries such as Cambodia
and Mozambique. |
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Shared knowledge:
analysis of strategies
and practices

UNICEF is committed to education in emergencies. Basic edu-
cation must play a part in every education programme. Edu-
cational activities will be consistent with UNICEF overall policy
on basic education and tailored to the specifics of the particu-
lar emergency. UNICEF is committed to basic education. In line
with its own mandate, universal primary education through
both formal and non-formal means is a key goal. Early child-
hood care for growth and development, and adult education,
serve as complementary elements to good primary education,
and UNICEF places special and high priority on the girl-child
and the education of women.

The 1990s have seen multiple efforts to meet the educational
needs of populations affected by wars and disasters, as noted
above. Quantitatively, there are gaps in coverage and even in
our knowledge of needs and whether or not they are being
met. The mobilization of additional resources is recommended
to meet the gaps and commissioning of studies to extend our
awareness of unmet needs. In this section, we look at quali-
tative aspects of education in emergency. What is the state of
the art?

Here again there is a very weak knowledge base on which to
offer comments. There have been many initiatives to develop
innovative and effective approaches to emergency education,
but most of them remain in the grey literature of unpublished
agency reports and in the memories of the educators con-
cerned. These constraints, together with the need for brevity,
mean that we can offer little more than an overview of the
field, and not a systematic assessment or evaluation.

At this point, therefore, we touch on some of the current issues
regarding the content and methodology of education in emer-
gencies, including:

o rapid response to the needs of displaced or returnee children;

special policies for refugee education;

e gender sensitivity and girls’ education in emergencies;

e standards for the resourcing of humanitarian response;

use of new technologies; and

meeting psychosocial needs, and raising awareness of dan-
gers such as landmines, AIDS and drug abuse, and promot-
ing environmental awareness and a Culture of Peace.

Rapid response to the needs of displaced
or returnee children

There is now widespread agreement that it is desirable for
children and young people to participate in appropriate
structured activities such as simple recreation and education
programmes and volunteer service, as soon as possible after a
crisis situation, such as conflict, internal displacement or taking
refugee in another country. The first objective is to gather
children and young people together and provide constructive
social interaction, since this will help overcome the psycho-
social effects of trauma and displacement — and will do so in a
manner self-targeting on the participants’ own culture.

Early support to education and recreational activities for chil-
dren and adolescents brings the additional benefits of helping
identify those children and young people who are most
severely traumatized, or having other problems, such as being
exploited or abused by household members or employers.
Another benefit is that mothers and other family members feel
some element of normality in their lives (and have more time
for household tasks, etc.) when children are regularly attending
school or other organized activities. Rapid response is likewise
important when refugee families return from exile. There has
often been a gap between return and the revitalization of edu-
cational institutions.

Retarding factors. Various factors can retard education
response. In some situations, physical access has been difficult,
due to trucks getting bogged down in mud or inadequate air
access. Under such conditions, priority in the very short term
has to be given to food, health and shelter.

A serious factor retarding early provision of international sup-
port to refugee education can be the concern that education,
no matter how informal, would crystallize the situation and
prevent early repatriation. This concern has been expressed by
receiving governments, donor governments and United
Nations staff. While understandable in terms of days and
weeks, this state of mind or policy can be perpetuated for
months or even years. The trauma of displacement is thereby
enhanced for the refugees. Moreover the opportunity to orient
education towards humanitarian values is lost. For example, in
eastern Zaire in 1994/5, many schools were started on a self-
help basis by supporters of the previous Rwandan government.
Due to lack of assistance from humanitarian agencies, it was
not possible to orient the content of schooling to support a
more peaceful future, as would have been possible, to some
extent, if the teachers had been receiving incentives through
humanitarian NGOs.

Another retarding factor for refugee education can be when
the government of the asylum country feels obliged to develop
an entire education policy for refugees before permitting edu-
cational response. It should be recognized internationally that
humanitarian emergency response includes immediate sup-
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port to simple educational activities, and that formal discus-
sions are for a later stage. In some places, the concerned per-
sons are aware of the issues involved because they have assisted
refugee populations in the past, as has been the case in the
United Republic of Tanzania in the 1990s. But it would be
better to formalize the policy, for the benefit of others.

Establishing standards for the timing of response. A review of ser-
vices to refugee children, conducted jointly by UNHCR and
Save The Children, concluded that structured activities includ-
ing education should be initiated as soon as physically practi-
cable. The ‘education guidelines’ suggest the following mini-
mum standards:

e Simple recreational and educational activities for children
and adolescents should be in place not later than 3 months
after the beginning of an emergency,

e A unified system of basic schooling should be in place after
not more than 6 months.

Similar standards should be applied in the case of other crisis
or post-conflict situations, to the extent possible.

Preparedness: education standby arrangements. In large-scale
emergencies, there is always a need for education experts to
help design and co-ordinate rapid educational response. The
Norwegian Refugee Council (NRC) has made an important
contribution here, with standby education deployments to
UNICEF, UNHCR, UNESCO and other agencies.

In some cases a new emergency arises in a location in which
there are already refugee education programmes. This hap-
pened in 1988, for example, when a new wave of Sierra Leonean
refugees entered Guinea. The International Rescue Committee
was already conducting a major refugee education programme
for Liberian and Sierra Leonean refugees in Guinea, with
UNHCR support, and was able to make the necessary arrange-
ments to provide rapid educational response to the needs of
new arrivals.

Preparedness: education materials. Sometimes newly arrived
refugees or internally displaced populations are busy setting up
simple schools, and field staff seek to assist them with edu-
cational materials. If these materials are not available, what
should be done?

The inter-agency co-operation in the design, purchase and use
of ‘Teacher Emergency Packages’ (TEP) (writing materials and
limited educational materials) in response to the 1990s crises in
Somalia, Rwanda and elsewhere has led to extensive discus-
sions on possible pre-assembly and pre-positioning of edu-
cation kits or ‘schools-in-a-box;, for use in future emergencies
and repatriation programmes. Advantages include the real-
world likelihood that pre-assembled kits could be put on a
plane or lorry quickly, once the officer in charge at an emer-

gency site expresses agreement (and finds a budget from which
to replenish the stock that is used).

Disadvantages include the physical and organizational costs of
storage and shipment, and sometimes low shelf life of materi-
als; especially as the procurement of constituent items in a cen-
tral location might be at a higher cost than their purchase at
the site of ultimate use. There is also be a risk that a regional
storage site will be in the ‘wrong’ location, cost-wise, for the
next emergencies. There is nevertheless considerable interest in
having some kits pre-packaged, at least to meet the immediate
needs of small emergencies and as exemplars for what is
needed in larger ones.

The TEP programme has been used in several countries in
Africa. The prototype was launched in Somalia in 1993. It was
also used in Ethiopia, Eritrea, Djibouti and Yemen. A Kin-
yarwanda version was widely used in Rwanda, the United
Republic of Tanzania and the Democratic Republic of the
Congo. The Afar version was used in Region 2 of Ethiopia.
A Portuguese version was prepared jointly by UNESCO and the
Norwegian Refugee Council for use in Angola. English and
French versions are available for easy adaptation for any coun-
try context within 4 to 6 weeks.'®

B Box 10. Teacher Emergency Package (TEP)

UNESCO developed a Teacher Emergency Package (TEP) in Somalia,
in 1993, for use as a ready-to-use kit for functional literacy and
numeracy instruction for children, and it has since been used else-
where. It is designed to accommodate about eighty children in a
two-shift class almost anywhere.

The TEP or ‘school-in-a-box’ consists of a kit of materials and a
teaching methodology for basic literacy and numeracy in the learn-
ers’ mother tongue. The teachers’ bag contains:

e blackboard paint, brush and tape measure (to enable teachers to
create their own blackboard on a wall if necessary),

e white and coloured chalk,

e pens, pencils, pencil sharpeners and felt markers,

e ten 'scrabble sets’ (for language and number games),

e three cloth charts (alphabet, numbers and multiplication),

e attendance book and note book,

e ateachers’ guide which outlines the pedagogical methods by lesson.

In an accompanying box are student supplies for a total of eighty
students (two shifts) consisting of: slates, chalk, dusters, exercise
books and pencils.

UNICEF, UNHCR and other agencies have supported the use of
TEPs in some situations and have also developed other specifi-
cations for emergency supplies.”® In Albania in 1999, UNICEF
and other organizations further developed the concept of early
response to include the designation of integrated ‘safe spaces’
for children, in which temporary shelter is provided for mother
and child health, play areas, and primary school classes, with
supply of needed materials in kit form as necessary.
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Logistics may dictate which of the foregoing models makes
more sense in any given situation. Meanwhile there is a defi-
nite need to have teachers’ guides and educational materials
for all aspects of crisis situations available in the main inter-
national languages, so that they can either be made available
to the field immediately, if the languages and content are
appropriate; or can be quickly adapted/translated into local
languages and scripts.

Special policies for refugee education

The principles underlying refugee education include meeting
the psychosocial needs of the refugee children and adoles-
cents, and building knowledge, skills, attitudes and values con-
tributing towards a durable solution. Many issues, such as the
importance of rapid educational response, are common to
refugee and other crisis situations. Questions of curriculum,
certification and teacher training for refugee schools are dis-
cussed in this section, since they present problems specific to
the refugee situation.

Curriculum issues. Where possible, refugee children should
have the opportunity to study some version of the curriculum
of their place of origin: a policy often called ‘education for
repatriation’. Where schools are established specifically to
meet the needs of refugees, ‘education for repatriation’ should
be recognized as a right, by all concerned agencies and gov-
ernments. It has psychosocial advantages, that of familiarity of
content and having familiar, refugee-teachers. It is, moreover,
the hard-headed policy most supportive of repatriation —
which is often what donors and receiving governments are
seeking. Use of the curriculum of the place of origin means
that it is possible for returnee children to be reintegrated into
the education system of the country of origin as soon as
schooling can be re-instated there.

If a refugee programme seems likely to last for an extended
period, then it may be desirable to introduce a curriculum
that ‘faces both ways. An example here is the use of an
Afghan curriculum by Afghan refugees in Pakistan, but with
the addition of the language of Urdu (the national language
of Pakistan). This ensures basic language skills for the
country of asylum labour market and also for admission to
national education institutions at post-primary or post-
secondary level.

In some cases, there may be political reasons why refugees
prefer an earlier version of the curriculum than that currently
in force in their country of origin. Afghan Mujahidin preferred
a curriculum predating the Marxist era in Afghanistan. Many
refugees from southern Sudan prefer to follow an English-
speaking ‘East African’ curriculum, as their educational trad-
ition is English-speaking: refugees from southern Sudan
attending refugee schools in Uganda and Kenya thus follow

l Box 11. Certification of refugee schooling in Nepal

In Nepal, high levels of refugee participation in schooling have raised
the literacy rate of the camp population from 15% in 1993 to 65% in
1997. The high percentage of passes in the government’s Year 10
School Leaving Examination (SLE) has inspired the junior students
to study seriously and vigorously. The drop out rate is low. The SLE
certificates are awarded as ‘provisional’ certificates to non-citizens
of Nepal but are recognized for further studies by higher education
institutions in Nepal and India.

the Uganda or Kenyan curriculum. Indeed, when there is no
problem regarding language of instruction, it is often simpler
for refugees to follow the host country curriculum, since this
gives access to national examinations, local textbooks can be
used, etc.

Certification. Certification of studies is an especial problem in
refugee situations. It is highly desirable to develop a region-
alized approach to education whereby the Education Ministry
of the country of origin is willing to validate studies undertaken
by refugees. This was possible in the case of Mozambican
refugees in Malawi and Zimbabwe but is often not practicable.
Another approach is for the host country education
authorities to validate refugee education. This can be prob-
lematic for political reasons or because the refugees study in a
language different from that of the host country.?

Although there have been successes in this field, there remain
major problems, and UNESCO’s current initiative to examine
the scope of the problem in East Africa, is to be welcomed.

Use of refugee teachers. Education is a first priority of refugee
communities and educated refugees come forward to help
start refugee schools. This has advantages in providing children
with a feeling of security in the classroom, teachers from their
own community, as well as in providing educated refugees with

B Box 12. Guinea: Certification of education
and training received by refugees from Liberia
and Sierra Leone

The International Rescue Committee (IRC) refugee education pro-
gramme in Guinea developed a curriculum that meets the require-
ments of both Liberian and Sierra Leonean Ministries of Education,
since schools included refugees of both nationalities. The students
take secondary school leaving examinations set by the West African
Examinations Council, and their results are universally recognized.

Negotiations for recognition in Liberia of the high quality IRC in-ser-
vice teacher training are continuing at the time of writing. This
experience has shown the importance of recording all training
received by individual teachers and of recording the content of such
training. Such recognition can help trained refugee teachers obtain
employment as teachers in government schools after repatriation,
contributing to the quality of schooling in returnee situations.




Thematic Studies

Challenges for the New Century

Education in Situations of Emergency and Crisis:

an opportunity to do something constructive to help build
a better future. When a system of refugee schools has been
established, it is normal to provide an ‘incentive’ to refugee
teachers, so that they can concentrate on their work and
minimize the level of staff turnover.

Many refugee teachers are new to the profession and intensive
in-service training is needed as well as mobile teacher super-
visors and advisers. This is the more needed because teachers
themselves may have been traumatized, as well as their stu-
dents, and it is now considered vital to sensitize teachers to the
psychosocial aspects of their work.

The quality and extent of in-service training and school-based
guidance is one of the more variable aspects of refugee edu-
cation. Some projects have set up excellent systems of training
while others have lacked the expertise and/or the resources to
provide adequate support.

e In Djibouti, a subject co-ordinator for each of the core school
subjects visits the refugee teachers and provides in-school
teacher training.

e In Guinea: the IRC refugee education project includes a
teacher training section, which provides ‘new teacher work-
shops, in-service training during vacations, and in-school
supervision by regional training officers; and which organizes
in-school mentoring by senior staff.

o In Pakistan, several agencies have provided in-service training
of Afghan refugee teachers and head teachers. The major
programme is now undertaken by GTZ, which provides
vacation training in methodology and subject matter,
including the use of supplementary workbooks for language
and mathematics developed by the project. A cluster school
approach has been used, in which a senior teacher provides
mentoring for teachers in adjacent schools; and regional
teachers’ centres have been established.

o In Northern Uganda: Jesuit Refugee Service schools have pro-
vided in-service training during vacations, special subject
matter tuition, and in-school guidance, through mobile
advisers; and JRS has sponsored the participation of refugee
teachers in national teacher training programmes.

It is important to build a consensus that refugee children have
the right to be taught by refugee teachers, and that educated
refugees need the opportunity for constructive activity
afforded by a teaching role.2!

It should be stressed that in-service training of educated
refugees as teachers for refugee schools serves to create a cadre
of future teachers for returnee areas. It can happen that during
an emergency there is a permanent ‘brain drain’ of teachers
away from the region or away from the profession.

Gender sensitivity and girls’ education

The most urgent priority is to ensure access to, and improve the
quality of, education for girls and women, and to remove every
obstacle that hampers their active participation. . .. (Jomtien Decla-
ration, Article 3, para 3).

Gender sensitivity is not merely a facet of the education revolution
but is woven into its very fabric. Measures aimed at girls’ participa-
tion advance the cause of universal education on every front
(UNICEF 19995, p. 56).

Emergencies are times of catastrophe for women and girls. Some
70 to 80% of displaced populations are typically women and
their children. Women play a key role in helping communities
survive conflict and in conflict transformation. Stressed or
traumatized by fear, insecurity and loss of loved ones, women
and girls may also suffer trauma from the humiliating experience
of gender-based violence. Many endure in silence because of cul-
tural taboos. Girls who have been raped in front of their parents
or forced into sexual slavery with militias, for example, find rein-
tegration into society particularly difficult. During times of crisis,
girls may be pressured into prostitution to raise family income,
and sometimes face higher levels of malnutrition than boys,
when food is scarce.2? Sometimes food and other relief supplies
intended for women and children end up with male fighters.

B Box 13. Gender insensitivity: an example

Mary, an educated woman living in a refugee camp, had three
daughters. After her husband died, Mary was advised to marry her
brother-in-law. Her refusal was tolerated, but her husband’s relatives
started receiving potential suitors for two of her daughters. Mary
delayed matters temporarily by sending her daughters to a boarding
school outside the camp. But her opinions were not accepted,
despite her leadership position in the camp. In the end, Mary had to
apply for resettlement in a third country, where she moved with her

daughters (report of an international workshop, Kampala, 1998).

Many of the factors which limit girls’ and women’s partici-
pation in education in emergency situations are similar to those
which affected them in their home location. These include
home duties such as care of younger children, cooking and
washing clothes and dishes; collecting water, fuel wood and
sometimes food rations; poverty-related factors such as lack of
adequate clothing and cash for school fees or materials (avail-
able cash often goes towards boys’ education first). Parents are
often concerned that older girls may become pregnant and
withdraw them from school at puberty. Girls may withdraw
due to early marriage or pregnancy. And in some conservative
societies there may be a reluctance to allow girls to attend
school at all. In addition, there may be school-based factors
leading to non-enrolment of girls or their early drop out. These
may include lack of female teachers, lack of separate latrines for
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girls, male teachers with low expectations of girls’ achieve-
ments, and so on.

The Jomtien emphasis on education for girls and women has
led international organizations, governments and NGOs to
move forward on such gender issues, including revision of text-
books and educational materials, training teachers to be sensi-
tive to gender, sensitizing communities to the importance of
educating their daughters and so on. Many organizations
working with emergency-affected communities have likewise
developed strong policies in support of the education and
training of girls and women.

Emergencies can have the effect of empowering women and
girls, if they become the heads of household, and perhaps
responsible for food production and management of livestock
and property. It is important to build on this empowerment to
link women more strongly into the management of schools and
to ensure that empowerment in terms of sending daughters to
school and through women’s role in school management
remains effective in the post-conflict phase of reconstruction.

Gender strategies and staff sensitization. These issues need to be
thoroughly understood by the staff of agencies supporting
education in emergencies, and taken note of at field level,
through development of appropriate strategies and staff train-
ing. It is necessary to review the factors limiting refugee girls’
participation in schooling through consultations with educa-
tors, parents and girls themselves, and to recommend a strat-
egy for increased participation. Training materials were then
produced, and sensitization workshops held for education pro-
gramme staff, head-teachers and community representatives in
various locations. Posters stressing the benefits of education
for girls were widely displayed.

Physical access and timing Physical access to school in the vicinity
of the home is especially important for girls. Distance can be a
problem for adolescent girls for reasons of harassment or if they
have to get to or from school quickly because of home duties.

e ‘Home schools’ and ‘self-help schools’ have been started for
Afghan refugee girls in Pakistan who do not have access to
schooling near their homes.

e In Djibouti refugee camps, girls are given preferential access
to the afternoon shift of schooling, since they are expected
to undertake household chores in the morning.

e In a returnee area of Mozambique, action was taken against
teachers who asked girls for sex as a condition for promotion
to the next year of schooling.

Emphasizing the importance of starting young. There should be
no age discrimination in admission to schooling, which is a basic
right. However, when it is possible for children to start school
young this can help solve several problems such as cultural con-

straints on education of older girls (and possible harassment of
older girls); drop out of adolescents because hours of work con-
flict with schooling; reluctance of adolescents to attend school
without good clothing; etc. Pre-schools can be helpful in this
respect, especially if a snack is provided, since parents then send
both girls and boys who are too young to be helpful with
chores, and the habit of school attendance is formed.

Providing separate facilities for female students and teachers,
based on community norms. Where girls and boys study
together, care should be taken that school arrangements do
not discourage girls’ participation in schooling or the partici-
pation of women teachers. Some communities prefer to have
totally separate schools for girls of all ages, while others prefer
this for older girls. Separate latrines should be provided for girls
and women teachers.

e In Pakistan in the 1980s, separate schools were established
for girls in the larger Afghan refugee camps. Even so, atten-
dance was very limited, since the populations came from
rural areas where girls had not attended school. Refugees
arriving later from Kabul, where girls’ education was com-
mon, quickly established self-help schools with both male
and female students and teachers.

o In Kakuma refugee camp, Kenya, funding has been secured
to hold afternoon school classes for girls/'women who
dropped out of school to marry. Classes will start at years 1,
3 and 5 of the primary school curriculum. The community
will be asked to care for their children during class time.
Newly arrived adolescent Somali girls are receiving afternoon
classes in English and Swahili, so that they may enter the
school system (year 2) in the next academic year.

Recruitment and training of female teachers. Female teachers
serve as role models for female education as well as giving reas-
surance to families that it will be safe to send their daughters to
school. They can advise school-girls on personal matters that
the girls would not feel able to discuss with male teachers.

The current policy of attempting to increase the proportion of
female refugee teachers to at least 50% can be helpful in this
respect.> Women are rather more likely than men to repatriate
to the areas of origin and to live there (men may travel in search
of more highly paid work in the cities), which means that this
policy also serves a developmental function in the longer term.

Special measures to increase the numbers of girls and women
eligible for teaching posts are to be commended. In Kakuma
refugee camp in Kenya, for example, two women teachers have
been appointed in each refugee school, and, as needed, they
receive extra training in English (the language of instruction).
An education consultant has suggested a system of scholar-
ships to national girls’ schools so that talented refugee girls
could complete the 8 year primary education course and
become teachers in the camp. Jesuit Refugee Service (JRS),
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this kind. In 1998, the first two refugee girls (among 100 boys)
won JRS scholarships to Kenyan secondary schools.

Providing gender-sensitivity training and anti-harassment train-
ing Teachers and students should be made aware that gender
sensitivity is important both in the teaching process and out-
side the classroom. Harassment is not an acceptable practice.
Reproductive health education is likewise important.

churches and communities have awarded some scholarships of

M Box 14. Reproductive health education and peer
support for refugee girls in Guinea

In IRC refugee schools in Guinea, Young Women'’s Social Clubs aim
to increase the knowledge of reproductive health issues such as
anatomy, menstruation, contraception, AIDS/STDs, to increase
knowledge and develop strategies regarding sexual violence,
gender awareness and women’s rights, and to provide peer
support to young women. This is intended also to help motivate
girls to stay in school. Both sexes can benefit from IRC Health
Counsellors, Health Clubs, and trained peer educators who can
also explain the health risks.

Supply of hygienic materials. Lack of hygienic materials is a major
cause of drop out for girls reaching the age of puberty. Follow-
ing a survey on the causes of girls’ drop out from schools in
Kakuma refugee camp in Kenya, refugee girls were provided
with materials and were taught by their teachers how to make
underwear and sanitary protection items. They are also pro-
vided with soap as an incentive for school attendance. This
matter is often neglected, when women are not adequately
represented in programme management.

Use of incentives to promote participation of girls in schooling and
regular attendance. Poverty often leads to preferential invest-
ment in boys’ education rather than education of girls. This sit-
uation may be exacerbated in emergencies. Provision of incen-
tives to enable girls to attend school can help to overcome this
problem. Incentives can help overcome cultural constraints,
but should be used in a culturally sensitive manner.

For example, in Pakistan, WFP supplies a tin of edible oil to
Afghan refugee girls (and female teachers) who attend school
for 22 days in a month, after completing the first year of school-
ing. This measure has greatly increased the demand for school
places for girls and greatly reduced school drop outs. Likewise,
in Kenya, refugee girls who attend school regularly are given

income.

Minimum standards of resourcing

The problem of resourcing is perhaps most acute for internally
displaced and returnee groups in countries lacking well func-

tioning education administration systems — sometimes lacking
even an effective government, and with limited external sup-
port. There is no doubt that hundreds of thousands of children
and adolescents are deprived of meaningful access to edu-
cation through such circumstances. Donors are unwilling to
commit resources where they believe that there is a likelihood
of further conflict or where absorptive capacity is limited. This
can lead to a vicious circle whereby NGOs, for example, cannot
obtain funding to help re-establish schooling and hence
absorptive capacity remains low.

Even with refugee populations, where international access and
assistance is the norm, there are wide variations in standards of
resourcing and effectiveness. UNHCR’s internal evaluation of
refugee education, conducted in 1996/7, noted that refugee
education programmes, being scattered among many coun-
tries and locations and implemented through many different
agencies, varied greatly in their level of adequacy. There has
been under-funding in some programmes, such that even
teachers may not have a set of textbooks in hand, while in
other programmes school textbooks are issued to every pupil.
Some refugee schools are dusty or damp, made from mud
bricks, while others are housed in leaking school tents. Some
refugee schools, in contrast, have cement floors and corru-
gated iron roofs and some are permanent constructions. Some
schools have vastly overcrowded classes and study hours lim-
ited by a ‘shift system) while others have good buildings, full
hours of study and class sizes in the range 40 to 50 pupils. These
and other differences have arisen in part through different lev-
els of donor interest in particular refugee programmes.

Many international agencies have a decentralized country-
based programming and budgeting system which means that
education has to compete for priority with health, water,

used food sacks by WFP for their family to sell as a source of

B Box 15. Pakistan: Education for Afghan refugees

The government-implemented programme for Afghan refugees in
Pakistan attracted good financing in the 1980s. This led to the
construction of semi-permanent and permanent schools in some
locations, although some schools continue to be accommodated
in school tents. Textbooks were issued to all students. Each
student received one school uniform per annum. In-service
teacher training programmes were begun by various agencies, and
finally in the 1990s GTZ introduced a major teacher training pro-
gramme for the teachers in refugee schools, in the province
hosting the majority of refugees, together with supplementary
pupil workbooks for language and numeracy. This was an example
of good resourcing. Funding problems in the 1990s have led to dis-

funding for middle and secondary schools by funding for a
‘bridging year’, intended to permit entry to non-refugee schools.
Implementation arrangements were also changed, with teachers’

Afghan families in girls’ education, and the lack of access to middle
and secondary schools in many areas, constitute resourcing
problems for the future, however.

continuation of the issue of school uniforms, and replacement of

being paid on the basis of ‘incentives. The growing interest of
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H Box 16. Element of standards for refugee schools
in the ‘care and maintenance’ phase, recommended
in 1997 by UNHCR

o Minimum of 4 hours study/day (6 hours after class 4)

above in the section on girls” education. Resourcing standards
must take note of these issues, if the right to education in
emergencies is to be meaningful, especially in the case of dis-
placed populations who have often fled with only the clothes
they were wearing and who in some cases are forbidden or

o Class size of 35 to 40 pupils on average da ) . .
pup ge cay unable to engage in trade, agriculture or paid employment.

e Two core books per student (e.g. reading, mathematics)

o At least one 'set’ (50 copies) of all other prescribed textbooks, per

Hool It is often the children (especially girls, but also boys) from the
schoo

poorest families that do not enrol in school, or attend irregu-
larly and drop out early. In such situations, Education for All in
emergency situations will depend on the resources made avail-
able to help the poorer families. We may assume that under
emergency conditions, the concerned assistance programmes
will include basic items such as pencils, notebooks, etc. for stu-
dents and, it is to be hoped, sets of textbooks for schools. It is
not so obvious that an education programme should look into
items such as clothing, nutrition, etc. Yet where families have

e Other reading materials in resource centres/libraries/classroom
book-boxes

e Writing materials, according to year of studies

e Minimum 2 m? of blackboard space per classroom, repainted
regularly

e Laminated wall charts in each classroom (letters/numbers/
subject matter related to courses, small maps)

e Large world and relevant country maps, and globe (at least one

per school) . . . no means to buy clothes for their children, school attendance
e Other educational materials, as appropriate . . .

) ) may have to await a donation of second-hand clothing or cloth
® Sports equipment in each school to make uniforms. (This happened in 1997/8 in the refugee
e Chairand table for each teacher camps in the western United Republic of Tanzania.) In some areas
e In-service training courses for all refugee teachers, at last 10 days of Eastern Europe and the countries of the Commonwealth

per year and Independent States (CIS), school attendance of displaced
® In-school teacher training by project education advisers; and children is limited in winter by lack of warm coats, shoes, and
Tentormg ) ) ) fuel to heat school classrooms. Hunger can be another factor
o Simple clean seét{ng for pupils, l?ased on‘lc?c‘al practice preventing school attendance, and conversely, provision of
® Playground sufficient for recreational activities school meals can be a factor promoting attendance (although
e Latrines (separate for male/female pupils and teachers) it is difficult to organize under emergency conditions).
e Potable water
e Reading room/resource centre Over the longer term, the role of the community is critical in
e Lockable storage room maintaining standards and in addressing poverty issues (Box 17).
o Staff room
e Reproduction equipment
e Laminating machines (one per project office)
e Community support in site clearing and construction :reChnOIOgy and coml.nunications
e Gradual transition to more durable shelter, with good frame, roof In emergency education

and floor (cement) if justified by likely duration of stay

Many people across the globe face grave difficulties in gain-
ing access to information, which is essential in forming a
wider and more informed vision of the world and of their
interests. Numerous journalists have been killed or live under

sanitation, income generation and other services provided
within a country programme. It is for this reason that mini-
mum standards of resourcing for education are important, so

that needs-based budget proposals can be developed by

implementing organizations. B Box 17. The community role in sustainable

schooling

Standards and participation in schooling. One way to increase
participation in schooling is to increase education standards,
so that basic skills of literacy and numeracy can be acquired
effectively, enabling students to proceed successfully through
higher levels of schooling. Another method is to include ele-
ments relevant to the special concerns and interests of children

In Nugal, Somalia, UNESCO helps establish Community Education
Committees which collect fees and donor contributions, pay the
teachers and manage the school. A series of training programmes
have been held to equip communities with the necessary leadership
and management skills. Income generation activities with donor
and matching community contributions enhance the capacity of
the community to meet the costs of education. The programme

and adolescents including sports, cultural activities, etc. These
are essentially ‘in-school’ methods. Other aspects of pupil non-
enrolment or drop out arise from home and community fac-
tors, however, notably poverty and cultural traditions, as noted

operates on a time-bound sliding scale with gradually decreasing
donor contributions. From community contribution the schools
move towards community ownership.
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threat of persecution. It must be recognized that education
is a multi-channel process and is linked to mass communica-
tions and to access to information. The case of La Radio des
Mille Collines in Rwanda, during the genocide, has shown the
importance of the role of media: the discourse of hate and
the call for violence encouraged, fanned and sustained the
conflict.

The importance of using the media to disseminate objective
information and peace-promoting messages has thus become
clearer than ever. UNESCO, Reporters sans Frontiéres,
Amnesty International, JRS and other organizations have pro-
vided training workshops for journalists, exchange visits, and
support to the press, in conflict-affected countries, such as
Afghanistan, Bosnia and Herzegovina, and Rwanda. This work
should be expanded.

UNESCO has initiated radio programmes in several conflict
or post conflict situations, including ‘magazine’ and ‘soap
opera’ approaches. In 1998, four complete production
cycles for Somalia were completed (46 soap opera episodes
supplemented by 46 radio magazine broadcasts of 15
minutes each), working with the Kenya Broadcasting Cor-
poration, Radio Hargeisa and Radio Galkacyo. A printed
magazine accompanies the radio shows. This strategy built
on lessons learned from the BBC/UNESCO New Home, New
Life project developed for Afghanistan and Afghan refugees
in 1993 (Box 18).

It is interesting to note that the day after the radio-drama dealt
with the subject of vaccinations, mothers queued in large num-
bers to have their children vaccinated. This was a tremendous
boost to the vaccination programme, which had until then
received a very mild response.

H Box 18. Technology for distance education:
New Home, New Life

Afghanistan has been in a state of uninterrupted conflict due to
external and internal factors for over 20 years. In conjunction with
the BBC, international agencies and NGOs, UNESCO launched a
radio soap-opera entitled New Home, New Life which is the story of
returning refugees. The theme touched home, and found a wide
audience among Dari and Pashto speaking Afghans both in
Afghanistan and in refugee camps outside.

The audio transmission has been particularly beneficial to women
and girls who have no access to learning facilities outside the home.
The immediate success and popular response to the soap-opera
gave impetus to the publication of a monthly comic-strip magazine
of the same name to facilitate the reading skills of neo-literates, and
inspire others to learn. A special illustrated issue of New Home, New
Life is also published for children, to develop and enhance their
audio and reading skills. The magazine was originally distributed
free of cost but is now sold by subscription. It is expected to pro-
gressively become a self-supporting enterprise.

The new technologies that permit production, transmission
and reception of social, political, scientific and educational
information ‘without frontiers’ are thus of especial impor-
tance for populations affected by emergency, chronic con-
flict and slow recovery. Efforts to broaden access to edu-
cation and improve effectiveness and quality, and efforts to
build the capacities and mobilize the resources to do so, will
require the participation and co-operation of the various
actors and partners in education, and new technologies can
help in this, whether by radio broadcasts reaching remote vil-
lages or satellite technology linking programmes to donor
agencies far away.

Meetings in Benin and Zimbabwe 1998/9 have led to the
development of a strategy and programme of action at
national and regional levels that can have a major impact
on education in crisis and emergency. The Association for
Development of Education in Africa (ADEA) has joined
with the World Bank to develop a strategy 1999/2000 for a
joint ‘Communication for Education in Africa’ programme.
This will include close involvement of policy makers, cur-
riculum development, training, and the creation of net-
works. It is important that agencies and educators con-
cerned with emergency and crisis situations work closely
with this initiative.

B Box 19. El Salvador: Peace Programme for women
via radio diffusion to reconcile rival factions

At the end of a bitter 12-year civil war, under the 1992 Chapultepec
Peace Accords mediated by the United Nations, a broad and exten-
sive post-conflict peace-building programme was envisaged for
national reconciliation in El Salvador. UNESCO's contribution to the
latter was through a culture of peace programme with women as
the focal population for human rights, social and environmental
awareness.

The programme topics aimed at reaching and raising women'’s
awareness vis-a-vis their rights and creating a social and educational
environment conducive to the exercising of those rights. A total of
40 local, regional and national radio stations broadcast the pro-
grammes on a daily basis, and each station was monitored and eval-
uated through a questionnaire by community correspondents.

Although the success of this project as a potential peace-
builder cannot be entirely measured through standard mea-
surement tools, indications on the ground weigh heavily in
favour of an attitudinal change among the people, and the
power of the radio programmes in bringing feuding factions
together. Initially the rival groups were hesitant and reticent. In
an environment rife with mistrust, project objectives and out-
comes were made clear to rival factions so that questions such
as ‘Who will own the project or the equipment? were no
longer a major preoccupation of the participants. Suspicion
soon gave way to collaborative work once a common goal in
the interest of all beneficiaries was made clear.
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Special issues

Psychosocial needs and rehabilitation

out for special attention, it should be done with the full co-operation
of the community so as to ensure their long-term reintegration
(Machel Report, para. 183).

Itis of course important to provide food and medicines to con-
flict-affected populations, and to promote formal schooling,

engender new skills for coping for populations that have been

All phases of emergency and reconstruction assistance programmes
should take psychosocial considerations into account. ... Programmes
should aim to support healing processes and to establish a sense of
normalcy. This should include establishing daily routines of family and
community life, opportunity for expression and structured activities
such as school, play and sports . .. (and) mobilize the community care
network around children. Governments, donors and relief organiza-
tions should prevent the institutionalization of children. When groups
of children considered vulnerable, such as child soldiers, are singled

literacy and income generation activities. But this is not suffi-
cient. It is necessary also to promote new ways of thinking and

B Box 20. Guatemala: Psychosocial rehabilitation
of children and young people displaced by violence

Guatemala has been subject to civil discord since 1954. The
increasing severity of internal conflict in the 1980s drove a large part
of the indigenous rural population to the more remote moun-
tainous areas of the country for safety.

The high incidence of social violence and armed conflict in the region
has taken a toll on children. In addition to a high morbidity rate, the
number of malnourished children is also high. The tensions, fears and
anxiety passed down from the parents find no outlet when the children
are immersed in the environment of an adult world where their lives
revolve around baby-sitting, collecting water and firewood, grazing
animals, cooking, etc. Under these circumstances, school is neither an
option, nor play a pastime for children who haven't had a childhood.

In the absence of health facilities, an educational infrastructure,
teaching staff or learning materials, the NGO Enfants Réfugiés du
Monde (ERM) set up recreational centres for children between
ages 6 and 14 with the objective of helping children deal with the
psychosocial consequences of conflict.

A multidisciplinary team of locally trained teachers crew enables
children with little or no schooling to participate in the activities of
the community centre where they are helped collectively and as indi-
viduals to communicate via tasks and creative expression and activity.

Evaluation of the programmes shows increased self-esteem and con-
fidence among the participating children who are able to dis-
tinguish and appreciate the positive elements of their sociocultural
environment. For many, the centres serve as a refuge and source of
identity. In addition to developing their social skills, children are also
taught to respect and assume greater responsibility of self and work
as they grow up. Another success of the programme is observed
coming from the youngest children of the group who attend kinder-
garten. These children had better success at the primary school level
in comparison to those that did not attend kindergarten. They were

also more motivated to continue beyond primary school.

torn apart by conflict, and that live with memories of tragedy
and thoughts of guilt and revenge.

UNICEF, Save the Children and many other organizations have
emphasized the importance of the psychosocial dimension for
children and young people affected by trauma and conflict,
and especially for those whose trauma is the greatest, such as
demobilized child soldiers who have been forced to commit
atrocities. Healing, in this case, requires working at the level of
the person — the release of emotions through sport, song and
dance, or sharing experiences and feelings in groups or individ-
ually. Some programmes of this type were noted above, in the
section on child soldiers and ex-combatants (p. 18).

In schools, it must be realized that students are not the same
after the trauma of conflict or displacement. Chalk and talk
alone cannot meet the needs of the day. Teachers must use a
range of approaches, from pedagogical strategies and the con-
tent of schooling, to group and even individual discussions,
from recreational activities to building self-esteem and respect
for one’s language and culture. Teachers should be trained to
identify as soon as possible those children who show signs of
grave psychological disturbance and to direct them to special-
ist assistance.

The tragedies of 1999, in Albania, Macedonia, Sierra Leone and
elsewhere saw efforts to enhance the psychosocial component
of rapid educational response.

M Box 21. Sierra Leone: Psychosocial support to
internally displaced children

In an emergency programme benefiting some 10,000 internally dis-
placed children in Sierra Leone in 1999, IRC established a com-
munity-based initiative to help children recover from trauma. IDP
leaders, teachers, youth recreational leaders and parents partic-
ipated in a cross-cultural workshop to identify methods of support
to children and adolescents at risk, through education, recreation
and healing. They received training in child development, psy-
chosocial development, communication skills, leadership, peace
and conflict resolution, and identifying children at risk, for referral
for special assistance. Youth leaders co-ordinated recreational
activities for children concurrently with education in order to reach
large numbers of beneficiaries. Parents were sensitized to encourage
their children to participate, in view of protection concerns when
the children had been spending their time in the streets.

The dangers of landmines

Today, children in at least 68 countries live amid the contamination
of more than 110 million landmines. Added to this number are mil-
lions of items of unexploded ordnance, bombs, shells and grenades
that failed to detonate on impact. ... Angola, with an estimated 10
million landmines, has an amputee population of 70,000, of whom
8,000 are children. . .. Landmines and unexploded ordnance pose a
particular danger for children, especially because children are natu-
rally curious and like to pick up strange objects that they come
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across. . . . States Parties, where relevant, should report on measures
being taken ... to promote children’s awareness of landmines and to
rehabilitate those who have been injured (Machel Report, paras.
112/3, 126).

Mine awareness is one of the first educational messages that
needs to be conveyed to children and adults returning to areas
affected by mines. Many agencies have developed expertise
and programmes in this area. A good overview is provided on
the University of Pittsburg’s internet website on international

B Box 23. Zambia: Orphans of AIDS

A UNICEF source reveals that 1.6 million Zambian children have lost
either a father or a mother to AIDS, and that ten per cent of them
have lost both parents. Those who are left alone often join gangs in
order to survive in big cities such as Lusaka. Some 90,000 live in the
streets, three times as many as in 1991. The loss of parents is mostly
accompanied by drop out from school and by the search for a job in
order to survive.

The association ‘Fountain of Hope’, created eight years ago, manages
about 150 community schools in the country. Out of 700 pupils,
nearly 400 are orphans. This is an alarming situation that requires an

education.? United Nations agencies, governments and NGOs
have developed innovative mine awareness programmes, in
countries such as Mozambique, Somalia, Cambodia and
Bosnia. It will be important to link an awareness of the dangers
of landmines and unexploded ordnance to peace education
programmes for populations who have recently experienced
conflict and have to live in or return to locations where mines
or ordnance present a hazard.

B Box 22. Mozambique: Prevention of danger from
landmines

After the signing of the General Peace Agreement in 1992, UNHCR
requested Handicap International to develop a programme on edu-
cation regarding the danger of landmines for the rural population of
Tete Province. The programme was later extended to other provinces
as it was indispensable for the security of returnee populations.

Technical support was provided to all partner agencies on the
ground interested in developing activities on preventive measures
against the danger of landmines. The preventive strategy included:
a) using the radio and theatre as a means to develop and publicize
awareness at the mass level, b) developing initiatives aimed at pro-
hibiting the production, sale and use of landmines in Mozambique,
¢) developing national capacity through co-ordinated support of
the National De-mining Commission.

The above mine-awareness building campaign led to significant
reduction in the number of landmine-related accidents. Prepar-
ations were being made to conduct the campaign in 18 languages
through low-cost means. It was further anticipated that the Por-
tuguese version of the programmes could be used in Angola.

Avoiding HIV/AIDS and drug abuse

AIDS and DRUG have become two social factors strongly linked
to the phenomenon of violence. The problem of AIDS has
reached crisis point. In Africa there are estimated to be some
8 million children orphaned by AIDS, while in other continents
the problem is growing. This means that their education is put
at risk — they often face hardship in terms of basic subsistence
and they or their relatives cannot meet the expenses of school-
ing. Children have to drop out of school to care for dying rela-
tives and because of the incidental costs of schooling. Children
with HIV/AIDS themselves cannot access treatment, and drop
out of school as their condition worsens. Teachers are sick with
and dying of AIDS and are hard to replace. In some countries it
is already impossible to do ‘business as usual’

urgent response (Le Monde, Paris, 30 September 1999).

Emergency education must be at the front line of the
AIDS/education interface, since AIDS is a crisis and since con-
flict and the military are major vectors of the disease. Rape has
been a commonplace of conflict in the 1990s, prostitutes are
infected and solutions are not in sight, except for persons with
regular access to good medical facilities and the funds to pay
for expensive drug therapy.

Young people are often unaware of their own status. It is of the
utmost importance to educate them from an early age regard-
ing the nature of sexual diseases and how they are transmitted,
and of the particular characteristics of HIV/AIDS. It is impor-
tant, further, to teach inter-personal skills for communication.
A set of materials for participatory AIDS awareness education
has been prepared jointly by the World Health Organization
and UNESCO. Many other such materials have been produced
by concerned organizations and governments worldwide. The
example of Uganda, where education through formal, non-
formal and informal means has begun to slow the incidence
of new cases of AIDS, is a confirmation of the importance of
this topic on the educational agenda for the next decade.

Given the disruption of civil society during emergency and
conflict situations, with high incidence of rape by highly mobile
soldiers and militias, AIDS awareness and skills for AIDS avoid-
ance must feature in emergency education programmes. The
example of the International Rescue Committee refugee edu-
cation programme in Guinea, with its Health Education section
and its ‘nurse-counsellors’ (one per ten schools), and its special
programmes for adolescents, must be seen as an example of
best practice in this respect. Programmes must, of course, be
culturally sensitive, but educators from crisis-affected popu-
lations can work to make the necessary adaptations, once the
concept and the urgency of the situation are clear to them.

The role of drugs in contemporary conflicts poses another ser-
ious challenge. Again, the problem is enhanced by the break-
down of governance. It can be aggravated where young people
are drugged before being forced to serve as child soldiers or
commit atrocities. There is no easy solution. A major public
health and educational effort is required, to counter the dan-
gers and temptations to which young people in emergencies
are exposed.
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o In Pakistan, drugs awareness campaigns feature in the pro-
grammes of refugee schools and in the community edu-
cation activities of the Social Welfare Cell of the Commis-
sioner for Afghan Refugees.

Some studies are essential for understanding the connection
between drugs and violence.

Skills development for a Culture for Peace

Major initiatives in education for peace, democracy/civil society
and human rights are being undertaken by agencies working in
complex humanitarian emergencies. These can contribute to
the international effort to develop a Culture of Peace. The
United Nations designated the pivotal year 2000 as the Year for
the Culture of Peace, with 2000-2010 as the decade for ‘Culture
of Peace and Non-Violence for the Children of the World". Peace
advocates fought hard for the United Nations to give such
recognition to the idea that education can be reoriented so give
more solid foundations for peace in the minds of the next gen-
eration. Agencies working with conflict-affected populations
must be among the first to take up these ideas and work with
them, as a contribution to preventing the recurrence of conflict.

The Culture of Peace initiative is a global effort and process to
develop an understanding of the principles of and respect for
freedom, justice, democracy, human rights, tolerance, equality
and solidarity among the peoples of the world. It implies a col-
lective rejection of violence, and engendering of ideas and
ideals to cultivate and promote peace as a way of life. The Cul-
ture of Peace concept is not restricted to post-conflict situ-
ations. It is a preventive strategy to avert internal or external
conflict in and by countries. Its mission hence extends beyond
war zones to schools and workplaces around the world, to par-
liaments and newsrooms, to households and playgrounds.

UNESCO has developed this concept during the 1990s, and has
projects for peace-building in many countries including Angola,
Burundi, Cote d'lvoire, El Salvador, Ethiopia, Haiti, Liberia, Mali,
Mozambique, the Philippines, Somalia, the Russian Federation
and the former Yugoslavia. The programme includes formal,
non-formal and informal dimensions of education:

e activities with parliamentarians and elected officials in the fun-
damentals of good governance, democracy and social justice

e empowering women to participate in their society

e training and social insertion of demobilized soldiers

o development and support of media which contribute to the
promotion of a culture of peace

e civic education programmes, conflict management and lead-
ership training, and promotion of democratic ideals

e the Associated Schools Project, active world-wide, including
in post-conflict situations such as Bosnia and El Salvador

e aset of peace education materials for Somalia

e the Linguapax programme to promote respect for cultural
diversity through the world’s linguistic heritage

Bl Box 24. UNESCO'’s Education Peace Pack

An Education Peace Pack was conceived and launched by the Edu-
cation for a Culture of Peace programme in support of the United
Nations General Assembly proclamation of the year 2000 as the
International Year for a Culture of Peace. The ‘Peace Pack’ is the out-
come of several sub-regional ‘Children’s Culture of Peace Festivals’
organized around the world in celebration of the fiftieth anniversary
of the United Nations in 1995. The challenge was to produce a
multi-functional pack of resource materials that could be used as a
teaching tool by teachers around the world. This was eventually
achieved through the collection of materials reflecting the festival
activities.

The pack contains a variety of elements such as a teacher’s hand-
book, activity cards, peace posters, tolerance posters, puppets and
mask, worksheets, and a sample of children’s ‘appeals’ The objective
of the peace education resource materials is to provide teachers
with a variety of ideas for activities so as to engender a spirit of
tolerance and understanding among children from an early age
through knowledge.

The project is in an experimental stage in 81 participating countries
at the pre-primary and primary school level. The initial feedback
from participants has been very positive. Through translation and
adaptation of the material to culturally diverse regions and coun-
tries, a distribution to all (5,600) Associated Schools of UNESCO was
envisaged over the period 2000-2001. In addition to the Associated
Schools, a large number of elementary schools worldwide will also
receive a sample of the Peace Pack. UNESCO offices in Doha, Harare,
Apia and Phnom Penh are currently producing versions relevant to
the regional cultures and languages.

UNICEF has likewise played a major role in recent initiatives to
develop education for peace, and expressed its anti-war per-
spective in its 71995 State of the World's Children (issued 50 years
after the Second World War). UNICEF has developed Peace
education programmes in Burundi, Croatia, Lebanon, Liberia,
Rwanda, Sri Lanka and elsewhere. It has developed a Training of
Trainers manual in Education for Conflict Resolution. It has
explored the relationship between the interpersonal ‘life skills’
or ‘coping skills" needed for adolescent health and the similar
skills at the core of programmes of education for peace. Edu-
cational methods developed during conflict are now inte-
grated into national education programmes in Lebanon and Sri
Lanka: children practise the skills of problem solving, and learn
the techniques of negotiation and communication as well as
respect for themselves and for others. They come thereby to
see that peace is their right. The objective is to help reconcile
divided communities and prevent future conflicts.?>

o In Lebanon, the UNICEF-supported Education for Peace pro-
ject grew out of the 16 years of civil war. Launched in 1989 in
collaboration with the Lebanese government and 240 NGOs,
the project has trained 10,000 young people who have, in
turn, organized educational activities reaching approxi-
mately 200,000 children. The aim is to promote peace and a
culture of reconstruction and reconciliation; emphasis is
placed on child rights and child development, conflict reso-
lution and environmental education.
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e In Sri Lanka, the Education for Conflict Resolution project is
interweaving the values of tolerance, compassion, under-
standing and peaceful living, appreciation of other cultures
and non-violent conflict resolution into school curricula.
Since the project began in 1992, it has reached more than a
million primary school children and trained more than
75,000 administrators and 30,000 student leaders. In 1999, it
will be introduced into secondary schools.

o In conflict-affected locations in Croatia, children in primary
schools have received 20 weeks training that aims to address
psychosocial stress, increase bias awareness, promote con-
flict resolution and teach ways of achieving peace. A collab-
oration between CARE, McMaster’s University, UNICEF and
the Croatian Ministry of Education, the project was begun
with fourth graders in 1996 to help children resolve everyday
problems, build self-esteem, and improve their communi-
cation skills. An evaluation showed reduced psychosocial
stress, improved classroom atmosphere and positive atti-
tudes towards school, parents and life in general. It is hoped
to extend the coverage to all eight grades of primary school
and to adolescents in youth associations.

UNHCR has long worked to build understanding between
refugees from different communities and countries, residing
together in refugee camps or settlements, through its Com-
munity Services staff and programmes. More recently it has
received earmarked funding for field-based development of
materials, methodologies and programmes of peace education
suited to refugees and other populations of concern to the
organization.?®

B Box 25. Development of Peace Education materials
and methods in refugee settings

In 1998, UNHCR initiated a pilot project for peace education in the
refugee camps in Kenya, following extensive consultations with the
refugees in Kakuma and Dadaab camps, where there are refugees
from about a dozen nationalities, mostly from the Horn of Africa
and the Great Lakes. Community organizations were supportive of
the idea of peace education in the camp schools, but most groups
stated that they should be the first beneficiaries of such education.
A course of education for conflict resolution was therefore devel-
oped, using participative methods of adult education, that draw on
the life experience of participants and make extensive use of partici-
pant-generated role plays. Over 5,000 refugee youth and adults have
already completed the 10-session course, of which one refugee
stated that it was the best thing that UNHCR had done for refugees
in the camp — since it was building skills for a peaceful future!

The programme has likewise been introduced for the 40,000 pupils in
the 40 primary schools in the camp, for classes 1 to 7. It has been
time-tabled for one period weekly. Adults and school classes are led
by refugee peace education facilitators and peace education teachers
respectively, who have received training and continuous on-the-job
supervision from the project staff. The programme is now being
extended to other countries, beginning with refugee community pro-
grammes in Uganda. A regional workshop was help in March 1999 to
share this programme with regional offices of UNICEF, UNESCO and
NGOs, and further inter-agency co-operation is planned.

B Box 26. Human rights education in the Southern
Caucasus

Since 1996, the Norwegian Refugee Council (NRC) has been
involved in a programme promoting human rights education in the
Southern Caucasus. The programme began in Armenia and
expanded into Georgia, including the breakaway republics of South
Ossetia and Abkasia, and Azerbaijan.

The aim of the programme is to promote human rights education
within the school system. In this process, different aspects had to be
addressed: curriculum planning, teacher training, methodology, and
classroom atmosphere. By introducing human rights education in
the schools, it was hoped that the programme could contribute to
a movement towards peace, reconciliation and tolerance between
different groups of people. All the areas included in the programme
suffer from the effects of war and conflict, and there are large
groups of refugees and internally displaced persons. One of NRC'’s
reasons for developing the programme was that it would eventually
improve the situation of refugees and the internally displaced, with
its focus on tolerance and respect for other people’s rights.

The activities included meetings and round table conferences with
national administrators and resource persons, and seminars for
teachers. Gradually there has been a shift from training of teachers
to training of trainers. Development of educational materials and a
methodology suitable for the Caucasian context have been parts of
the programme from the beginning.

Many organizations are now active in the field of human rights
and civics education, in crisis-affected countries. Since young
people and adults need to learn the basis on which a new soci-
ety should be constructed, this is especially useful in situations
of reconstruction, or for prevention. The new UNESCO man-
ual for schools on human rights education, All Human Beings,
represents an excellent resource for introducing human rights
and peace education programmes. It is important that young
people get to know the fundamental concepts of human rights
and responsibilities, and of democracy, as well as the constitu-
tion and legal system of their country. In some cases, young
people (and adults) have not been aware of the basis on which
peace treaties have been arrived at between conflicting fac-
tions within their society. Educators must find new ways of
demonstrating that building civil society and democracy is
everybody’s business and of supporting it.

Educators should not merely talk about human rights, but
should ensure that schools develop a climate of mutual respect,
tolerance, democratic principles, justice, solidarity, and peace.
Involvement of the community in the management of schools
through Community Education Committees and Parent Teacher
Associations, with representation of students, represents a
major opportunity to illustrate how civil society functions, and
the need for citizens to take responsibility for matters great and
small that affect their lives and those of their families. Parents
and students from even the poorest families can make a contri-
bution to the infrastructure, educational and extra-curricular
activities of the school; and it is evident that co-operation, toler-
ance and give-and-take can lead to benefits for all.?’
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Education for peace, human rights and for civil society/
democracy are areas where many organizations are developing
innovative programmes, often in isolation from one another. It
is important that these agencies are in touch with each others’
work and co-operate in the development of this field.

There is a close relationship between education for conflict reso-
lution skills and the life skills component of programmes of health
education, especially those emphasizing coping skills for adoles-
cents. As noted in the previous section, communication and
negotiation skills are very important in avoiding unwanted or
unprotected sex, which can be fatal in cultures where the level of
infection with HIV/AIDS is high. Life skills training currently being
introduced in teacher training and in the national school curricu-
lum in Uganda includes many of the ‘coping’ skills incorporated
into education for peace programmes, for example. There is a
need to build organizational bridges between education for
peace and health education programmes for adolescents.

Another area where bridges can be useful is environmental edu-
cation. Many conflicts that face refugees, internally displaced
and other citizens of poor countries at this time are due to
competition over scarce resources. For example, there is often
anger that displaced people are cutting down trees that belong
to or are used by local people, or conflict over grazing rights.
UNHCR and UNESCO have developed environmental edu-
cation booklets for refugee schools, which aim to enrich school
studies that bear on the environment, and which emphasize
co-operation in the attempt to solve and avoid conflict over
environmental matters.

Sports and other recreational and cultural activities have a major
role to play in building peace, allowing participants to work off
some of their feelings or stress. They can provide a real alter-
native to youth who might otherwise have no social anchor

except a militia. Recreational activities entail close interper-
sonal relationships and practising teamwork. The participants
and spectators likewise have to practise coping with feelings of
anger, disappointment and frustration when they lose a game.
Further, sporting or cultural activities which entail interaction
with groups to which one does not belong can help teach tol-
erance and rebuild peace.

o UNESCO has developed programmes to promote the devel-
opment of sports in Bosnia, Gaza, Guinea, Lebanon and
Rwanda and other areas emerging from conflict. The pro-
grammes include provision of sports equipment and spon-
soring of sporting events, including those between children
of different communities.

e A famous British footballer travelled to Burundi in 1998 to
initiate a ‘football cup, in support of cross-ethnic sport,
sponsored by Christian Aid.

There is need for further effort to ensure adequate resourcing
and arrangements for recreational activities including sports.
These take place in many refugee camps and settlements, but
are now receiving a higher profile with the post-Convention on
the Rights of the Child and post-Machel emphasis on the needs
of adolescents. They suffer from a lack of clear definition as a
priority activity, in times of budget constraints.

This brief overview of the activities shows some of the activities
developed during the 1990s, bearing directly on the task of
reducing the incidence of conflict and its associated human
misery, by teaching the skills for peace. These programmes are
usually very warmly welcomed by the displaced or otherwise
conflict-affected populations, and should be developed on a
systematic inter-agency basis as part of all emergency-related
education programmes. |
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Lessons for the future

On the basis of this brief review of the current situation of
emergency education, some conclusions may be drawn regard-
ing progress towards Education for All. What have been the
failures and shortcomings, and what have been the strong
points on which we can lean in the future?

The right to education and protection
of children in crisis situations

When it comes to emergency education, the findings are
clear: much has been achieved but much remains to be done.
Millions of children remain on the margins of the education
system. In some situations, such marginalization was present
before the emergency: education systems had not reached
the poorest sectors of society, and rural areas were under-
served. In other situations, including parts of Eastern Europe
and the former Soviet Union, conflict has disrupted the ongo-
ing education of a generation of young people. Education sys-
tems have been destabilized or even completely destroyed by
the disastrous effects of war (as in Somalia or Sierra Leone) or
natural disasters (the case of Central America affected by
Hurricane Mitch). The goals of Jomtien are thus far from
being reached.

The world wide Education for All movement will only have real
meaning if it confronts this challenge, and finds ways of ensur-
ing the right to education for the millions of children who are
marginalized by violence, natural disasters, social exclusion or
extreme poverty. This right must be ensured even under
extreme conditions. The phenomenon of large scale exclusion
is a direct violation of children’s right to education, as defined
by the national legislation of countries of origin or host coun-
tries as well as by international agreements.

This injustice is compounded by the problems of protecting
children in situations of crisis. Too often, children are not ade-
quately protected from instability and violence. They are the
first victims, and instead of being at school, they are often used
in armed conflicts. More than 300,000 children are actively
involved in armed conflicts throughout the world.?8 In armed
conflicts, schools often become shelters for the armed forces or
the target of deliberate destruction. Their status as places of
knowledge, dialogue and community mobilization, and the
principle of their inviolability even in the middle of chaos, are
no longer respected.

Numerous children are acutely affected by emergency situ-
ations related to social disasters. This is the case, for example,
of the thousands of child soldiers, the large numbers of
children who are orphaned by the spread of AIDS, children

who become drug addicts due to large scale violence, margin-
alized children in urban areas or those who have to leave
school as a result of extreme poverty. The poorest countries
are those recently affected by war. The beginning of the new
century begins with this alarming scenario. Emergency edu-
cation will have to develop in stature in order to tackle these
new challenges.

Gender inequality

Many traditional education systems are still characterized by
significant gender gaps. This problem can be even more serious
in emergency situations. Girls and women may have been sub-
ject to rape and subsequent social stigma and anguish. They
have often become heads of household, having to cope in a
situation where previous social and economic systems have
broken down, or living in refugee or internal displacement sit-
uations. Where a family has been affected by AIDS, girls are the
first to have to leave school, to help with household chores,
nurse the sick or work to support the family.

The education of girls and women remains a challenge, even
where international agencies are able to provide support.
Sometimes, discrimination against girls and women becomes
almost an official policy, despite their human rights under
international agreements (the case of Afghanistan at this time).
Often the situation of girls and women is more limited by social
constraints after families are displaced as refugees or IDPs. The
insecurity of living among strangers may lead to pressures for
girls and women to stay close to home.

There is wide variation between the levels of resourcing and the
extent of management efforts devoted to promoting the edu-
cation and training of girls and women, in different emergency
education programmes. Agencies can insist on the equal par-
ticipation of girls and women in the educational process.
Where support for schooling has been made conditional on at
least half the children being girls, there has been a positive
impact on girls’ education. It is vital to ensure in future that
there is full participation of girls and women in school man-
agement committees, parent-teacher associations, the teach-
ing force and student enrolments.

Emergency education and reconstruction
programmes

Education is at the centre of the interactive triangle ‘peace —
development — democracy’ It is both the starting point and
the goal of this interaction. Apart from its apparent humani-
tarian character, emergency education represents a formidable
springboard for reconstruction and sustainable development
in situations of crisis.
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Emergency programmes, by definition, respond to immediate
needs, whether at the humanitarian, pedagogical, organiz-
ational or infrastructure level. All projects analysed here
emphasize these pressing needs. However, any humanitarian
interventions which focus only on immediate needs will remain
insufficient and incomplete unless they look forward to the
reconstruction of education systems and, through this, the per-
spective of general rehabilitation.

As a basic social service, education is a model type of pro-
gramme for the transition between emergency humanitarian
action, the phase of rehabilitation and general, national recon-
struction. This long-term vision is vital for social stability and
the return to normalcy, since it should guarantee the logical
continuity of assistance programmes from the beginning of a
crisis to the phase of actual reconstruction. Any interruption of
education programmes constitutes a serious violation of
children’s rights. This new vision of a strong link between
humanitarian intervention and reconstruction is a clear result
of the experience gained in recent years. Governments as well
as international bodies need to integrate this vision in their
humanitarian and development programmes.

We should avoid the situation whereby several major donors
take the attitude that humanitarian assistance should
include only the necessities for staying physically alive until
the next day, week or year! When the ‘humanitarian’ crisis is
over and ‘development’ begins, how will children’s and ado-
lescents’ delayed education be affected by this experience of
an educational vacuum? Or will they have joined militias in
the hills by the time education services are resumed? We
should avoid the situation whereby education assistance
cannot be provided in countries such as Somalia, southern
Sudan or the Democratic Republic of the Congo because they
are ‘not yet ready’ or ‘too disturbed’ to receive ‘development
assistance’! (These are real examples of funding problems
from the recent past.)

Crisis situations have to be treated as an integral part of devel-
opment politics and planning. The countries in Central
America that were affected by Hurricane Mitch have shown for
the first time that this approach is feasible and realistic,
provided it is supported by political will and consultation. In
Kosovo, assistance was even more speedy and efficient. It was
also characterized by continuity, from the assistance to
refugees to their repatriation and the setting up of recon-
struction programmes. Not all populations affected by crisis
have been able to benefit from this continuity of assistance.

Strategic planning must include listening to the voices of
parents and students, identifying ways to build management
capacity at local, regional and national level, and dialogue with
organizations likely to intervene significantly at any stage in
the future. NGOs working with pre-school children, for
example, need to be part of the dialogue alongside multi-
lateral agencies and bilateral that may be involved in assistance

to educational reconstruction and development. The decision
taken by an influential NGO on Day One regarding the
modalities and resourcing of pre-school education, for
example, can reverberate down the years; likewise, decisions
regarding possible incentives for in-service teacher training
have lasting impact, and almost every other decision about
education does too.

The ‘Jubilee 2000’ proposals for debt cancellation and for a
focus on social sector expenditures should be seen as an
opportunity to move forward in the field of education in
emergency and reconstruction. Countries recovering from
crisis or implementing ‘structural adjustment’ programmes
have been faced with financial constraints that have con-
tributed to, or delayed recovery from, conflicts, with the edu-
cation sector being badly affected. The concept of investment
in education as ‘human capital’ needs to be re-interpreted in
the light of the crises of the 1990s as investment in ‘skills for
peace, democracy and strengthening of civil society’ and then
brought to the attention of global decision-makers at the
highest levels. We should ensure that education in emer-
gencies and in countries seeking to recover from chronic
conflict and insecurity is seen as an investment in global
security and prosperity.

Emergency education:
standards and innovations

One sometimes forgets that an education system that rein-
forces social fissures can represent a dangerous source of con-
flict, just as education can be a powerful factor for peace, sta-
bility and development if the system is well designed. The
experience of the last ten years shows many examples for either
case. In situations of conflict, emergency education has to be
geared towards laying the foundations for progress and mod-
ernization. The sooner this approach is implemented the
greater are its chances of success.

As dramatic as they may be, situations of emergency can also
provide a chance for a new beginning, by allowing large-scale
innovations in traditional systems marked by inertia and nar-
row-mindedness. Paradoxically, a crisis can provide the
unhoped-for opportunity to introduce change and new peda-
gogical methods in education. An analysis of the current situa-
tion shows that existing emergency programmes deal mostly
with basic education in the classical sense of traditional school-
ing. There are small and scattered innovative projects reflect-
ing, for example, concerns about functional literacy, com-
munity integration, education for youth, psychosocial rehabili-
tation or socio-economic integration. At the same time, the
situation calls for large-scale mobilization of expertise and
resources to build a better future, through education pro-
grammes which include new contents such as education for
human rights, education for peace, democracy and tolerance
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or environmental education as well as innovative pedagogical
methods, emphasizing participation and conflict resolution
techniques. Most organizations in the field of emergency edu-
cation programmes are now speaking about the importance of
these changes, but they need to come together to assert that
emergency education must systematically incorporate these
changes in the coming years.??

Community participation and capacity
building

Lack of consultation and communication between emergency
programmes in the field and beneficiary populations often
causes setbacks or even blockages. Humanitarian assistance
programmes must not be seen or experienced by local popu-
lations as encouraging passivity or restraining local initiatives,
nor should they upset and prevent development.

The preparation of development initiatives, especially when it
comes to redesigning and rebuilding destroyed education sys-
tems, needs to be based on the active participation of the con-
cerned population groups. Few completed or on-going emer-
gency programmes sufficiently emphasize active community
participation. This has a negative impact on the local owner-
ship of programmes and their success.

Generally speaking, the partial or total collapse of government
structures and the institutional chaos which follow a conflict or
serious natural disaster seriously reduce or even wipe out the
operational capacity of a country and pose significant prob-
lems for foreign aid programmes. Under these conditions, peo-
ple often resort to self help despite their lack of means,
whether in the case of refugee camps, of groupings of displaced
persons or make-shift camps. The sense of initiative, solidarity,
self-help and the search for innovative solutions often come to
the surface when communities are thrown into the face of
adversity. In order to be effective, external assistance needs to
build upon this large-scale motivation; otherwise, any irreg-
ularities in the provision of assistance will have dramatic con-
sequences. Community participation throughout an edu-
cational project is a precondition for its success.

One can never emphasize enough the role which aid agencies
have to play in emergency situations to build local operational
and human capacities at all levels in order to ensure the sus-
tainability of education programmes and their eventual inte-
gration in post-conflict reconstruction plans. This capacity-
building at local level brings a pay-off beyond the education
sector, in the foundations it lays for a better functioning civil
society and democratic governance.

The 1990s have shown that capacity-building at national and
local level is critical to designing appropriate and sustainable
interventions. Many assistance agencies now use the approach

of initiating activities in the field through supporting design
workshops of key actors, often under local leadership. Agencies
working in the field of emergency and post-conflict education
should commit themselves to co-ordinating their activities
through joint support for capacity-building programme design
and should avoid the confusion and waste of disparate and
uncoordinated initiatives.

Strategies for co-operation in emergency
education

The many and varied types of assistance provided to countries
in crisis often pose significant problems with regard to
planning, management, organization, logistics and distribution,
not to mention the possible risk of programmes not being
adapted to immediate local needs. Local authorities and
external organizations alike are often faced with a need for
improvisation, a lack of preparation and consultation, insuf-
ficient definition of priorities and a lack of co-ordination
between programmes. This often results in wastage, over-
lapping, bureaucratic delays, a slowing down of operations in
the field and, sometimes, the reduction of aid for the con-
cerned target populations.

An analysis of the situation in the field shows that much
progress has been made over the last ten years regarding inter-
sectoral and inter-agency co-ordination. Many education pro-
jects are jointly implemented by several organizations. Some-
times, several donors co-ordinate their assistance to finance
one project. However, much remains to be done to further
improve the efficiency of emergency assistance, both in con-
ceptual and operational terms. This problem needs to be tack-
led by donors and humanitarian and development organiz-
ations alike. Improvements in emergency education assistance
require action on several fronts:

e a better co-ordination of aid programmes, from their prep-
aration to implementation and evaluation;

e the setting up of institutional and financial inter-agency
arrangements to ensure continuity in emergency education
programmes, from the immediate humanitarian response to
the definition of achievable post-conflict reconstruction
programmes based on well defined priorities;

e stronger support to capacity-building for the planning, man-
agement and implementation of education reconstruction
programmes, at national and local levels;

e stronger research, monitoring, evaluation of emergency edu-
cation programmes, by those who implement them, those
who fund them, those with interests in applied and policy-
oriented research in education or the social sector in specific
regions;
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e a new architecture of inter-agency technical co-operation in
the field of education in emergencies, drawing on electronic
communications to link field, headquarters and technical
specialists on an inter-agency basis.

Education and conflict prevention

The causes of conflicts and of natural disasters are diverse.
Every country affected by an emergency is faced with a par-
ticular situation, requiring a specific response. Nevertheless,
some factors are common to several or most emergencies, and
the experience of one country can be useful to another. By def-
inition, humanitarian assistance arrives after a disaster has
already occurred, with the aim of limiting its effects on the
local population and their suffering. This assistance is necessar-
ily limited in time and scope and cannot always meet the over-
all need.

Conflict prevention remains the most suitable solution in areas
at risk. This requires the setting up of complex, participatory
structures to which everyone can contribute (government, civil
society, the international community, etc.), whether at national
or regional level, leading to the non-violent solutions of social
and economic problems. International assistance may be part
of the solution. However, the cost of peace is often less than
that of war. Education remains one of the best investments in
security, stability and prosperity, provided it is treated as a real
priority. |

Recommendations

Reinforcement of the protection and
of the right to education of the child

Renewal of vision

It is highly requested that the international community,
national governments, civil society and militias commit them-
selves more strongly to childhood and adolescence as a time
for education and not for involvement in armed conflict. It is
recommended that more systematic efforts be made to link
the themes of human rights and humanitarian law to pro-
tecting the rights of children and adolescents in emergency
situations, protection from recruitment and abuse in its
various forms, and positive entitlement to education. We
need a clear and integrated statement of the protection
which schools should enjoy in times of conflict, under
humanitarian law, and of the implications for the child’s
and adolescent’s right to education of the Convention on
the Rights of the Child, to which almost all governments
have committed their nations. This may be undertaken and
the results widely disseminated as a contribution to the
Decade for the Culture of Peace and Non-Violence for the
Children of the World.

Equal rights of girls and women

We recommend as standard procedure that needs assess-
ments for emergency education and training programmes
be structured to give the maximum information on possi-
ble constraints on female participation and on ways to
overcome these constraints. [t is necessary that a gender
strategy be developed for all emergency education pro-
grammes, and that specific resourcing be sought to permit the
implement this strategy. Agencies should make equal partici-
pation of girls and women in educational activities, through
culturally appropriate structures and arrangements, a precon-
dition for assistance.

Met and unmet needs

This assessment shows that the international community has
begun the work of education in emergencies, but that there is
a need for deeper professional analysis and evaluation of needs,
coverage, methodologies, and outcomes, to provide the basis
on the one hand for more effective programmes and on the
other for greater commitment of donor resources. The per-
sonal enthusiasms of individual educators and the seat-of-the-
pants allocation of resources by non-specialist programme offi-
cers based on media exposure of an emergency need to be
replaced by professionalism based on depth analysis of field sit-
uations and data.
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It is recommended that specialists in education as well as in
regional studies should take the subject of education in emer-
gency, reconstruction and transition areas in hand and bring it to
a level of professional adequacy during the coming decade.

Commitments

We recommend, based on the current analysis, that the initia-
tives described previously be continued and expanded, with a
more adequate and secure resource base, including;

e early childhood care and development programmes

e prompt access to basic schooling

e access to secondary, higher, vocational and appropriate non-
formal adult education

e enrichment of the emergency education programmes to
provide the knowledge, skills and values needed to move out
of the emergency situation (AIDS awareness, other health
messages, mine awareness, environmental awareness, edu-
cation for peace, tolerance, civil society and human rights)

e capacity-building at the national and local government level,
for school staff and school management committees

e resources to ensure that children in emergency situations can
attend school, even if their families are poor, and to ensure
the equal participation of girls

e education programmes to meet the needs of children and
adults with disability, of children rescued from serving in
armies and militias and of ex-combatant adults, of those
who are victims of AIDS or drug abuse

These programmes represent an investment for peace, and for
moving towards sustainable social, economic and cultural
development.3?

Linking humanitarian action to
reconstruction of education systems

Strategic planning from the beginning of
an emergency

Educational intervention in an emergency should not be
seen as a relief effort, similar to the distribution of cooking
pots and blankets. The actions taken in the early months
may have a lasting impact on educational structures and
processes. From the beginning, education should be seen as
a critically important dimension of national reconstruction.
Educational planners should be working towards innovative,
culturally appropriate, community-based, sustainable and
equitable post-crisis education systems. It is recommended
that inter-agency strategic planning workshops be convened at
the beginning of any new emergency (as well as regularly there-
after), including educational administrators of the country or
countries concerned and educators from the affected com-
munities as well as educators from assistance agencies and con-

cerned NGOs. The conclusions of these workshops should be
recorded for future reference. This is especially important in
emergency situations where there is often a high level of
turnover of personnel.

Transition from complex emergency
to development

Some agencies have mandates to assist refugees, the displaced
and victims of ‘emergencies’. Other agencies have mandates to
assist in the work of ‘development’. As shown in this Thematic
Study, things can go very wrong if there is not dovetailing of
external support as between organizations whose mandate is
for emergencies and those focused on development. There are
often different sections dealing with humanitarian response
and with development, within United Nations and multi-
lateral agencies, bilateral donors, NGOs and national gov-
ernments.

From the viewpoint of donors, we recommend that the dis-
tinction between ‘emergency’ and ‘development’ be disregarded
in the case of education, since education is a long-term
investment that brings forth its fruits way into the future. In
general, communities emerging from disaster can help them-
selves in terms of simple educational activities of a non-formal
nature, but reconstruction of a recognizable education system
requires resources for curricula, textbooks, education
materials, teacher training and supervision, and the adminis-
tration of examinations. It is recommended therefore that
leading donor agencies in particular, develop and announce a
policy and mechanisms to ensure that resources are available for
the education of refugees, internally displaced, returnees and
citizens of countries enduring chronic instability or entering the
phase of reconstruction, without gaps and discontinuities arising
from bureaucratic and mandate issues.

Linking peace-related projects to United
Nations initiatives

How can peace-related projects undertaken by humanitarian
agencies be linked to the United Nations Decade for the Cul-
ture of Peace, 2001-2010? Major initiatives in education for
peace, life skills, democracy/civil society and human rights are
being established by agencies working in complex humanitar-
ian emergencies. These activities are at an early stage, and there
is a need for sharing of experience, as well as for independent
research and evaluation of programme design and impact. We
recommend that:

e Humanitarian and developmental organizations should
work together to develop ways of promoting peace and civil
society through their formal and non-formal education pro-
grammes for refugee, crisis and transition situations, as part
of the United Nations Year (2000) for the Culture of Peace,
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and Decade (2001-2010) for the Culture of Peace and Non-
Violence for the Children of the World.3"

e A World Conference on Education for the Culture of Peace
in Humanitarian Emergencies, Post-Conflict and Transition
Situations should be scheduled for the year 2001 or 2002 as
a contribution to the Decade.

Norms and standards

As noted above, the field of education in complex emergencies
has suffered from a lack of systematic study and there is an
atmosphere of improvization which hampers effectiveness. It is
recommended that education in complex emergencies should
be given the intellectual attention it deserves, through applied
research and evaluation, and through the development of
training courses and modules on this topic.

Norms and standards should be developed, to create greater
coherence of programming and to strengthen donor confi-
dence. Inter-agency sharing of existing education materials and
guidelines for education in complex emergencies is likewise
needed as a first step towards more effective programmes and
to ensure the best use of scarce resources.

Early emergency response

There is growing recognition of the importance of early
response to the educational and psychosocial needs of children
and communities affected by complex emergencies. Systematic
review of experience and in-depth research is urgently needed.

We recommend that there should be a technical evaluation the
early phase of educational response in recent complex emer-
gencies; including use of the various educational/recreational
kits and other approaches to planning and resourcing early
emergency response and including deployment of specialist
personnel, training of teachers, etc. Psychosocial impact and
the role of early activities in laying the foundations for devel-
opment-oriented programmes should likewise be evaluated.*?

It is recommended that the standby roster approach, exempli-
fied by recent Norwegian Refugee Council education deploy-
ments, should be continued and further developed. In this
connection, all concerned organizations should maintain data-
bases on senior education specialists working in major emer-
gency education projects (and request them to stay in contact
for possible future deployment or as sources of information for
research in this field).

Prolonged crisis and post-crisis situations

The general principles of the right to education in complex
emergencies and the role of education in building towards sus-

tainable and peaceful development need to be translated into
specific norms and practices. This is essential if donors are to
provide the catalytic inputs that enable governments, NGOs
and, especially, affected populations to develop educational
programmes of meaningful quality and adapted to current
and future needs. Mechanisms for validation and certification
of studies need to be strengthened for the hundreds of thou-
sands of students in refugee, chronic conflict and post-conflict
situations for whom this is a problem. The recommendations
in this matter could be:

o Guidelines on minimum standards should be developed for
programmes of education in prolonged emergency situa-
tions, including such matters as hours of study, educational
materials and books, class size, in-service teacher training
and guidance, teacher resource centres, etc,, having regard to
the fact that these programmes often have to be established
from scratch and serve the needs of emergency-affected
populations.

e The current policies and attitudes of donors and NGOs on
the gender- and poverty-related aspects of Education for All
in emergencies should be surveyed, in order to establish cri-
teria for funding of measures to extend the right to edu-
cation to all girls and to economically marginal groups.

o Studies should be commissioned to estimate the present
education coverage, to review modalities and establish cri-
teria for inclusive education, for children with disability,
ex-combatants, separated children, children orphaned by
AIDS and other vulnerable groups, in complex emergency
situations.

e One or more studies of access to secondary, tertiary and
vocational education in complex emergencies should be
commissioned, including an estimation of met and unmet
needs for post-primary education and relevant cost data.
Access to secondary education, in particular, must be
ensured as it is crucial to capacity-building for long term
development, as well as to retention of students through the
process of primary schooling.

e Issues regarding certification of studies by refugees and other
emergency-affected populations should be reviewed and
certification structures should be put in place based on this
review,>3

e An organization with specialist knowledge of book procure-
ment and library development in developing countries
should be commissioned to develop guidelines for region-
ally-appropriate reading materials for use in schools and
adult education programmes for refugees, internally dis-
placed populations and in other crisis and post-crisis situa-
tions, including materials supportive of the Culture of Peace
Decade.
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Systematizing knowledge and institutionalizing
training for staff of governments, humanitarian
and development agencies

At present, much knowledge on education in emergency situ-
ations is scattered among the organizations and personnel cur-
rently or previously working in this field. It is descriptive rather
than based on evaluation. Research studies are needed, to
analyse the strengths and weaknesses of responses in a range of
situations selected to illustrate the type and stage of the crisis,
as well as regional differences.

To further deepen and stabilize the field of education in emer-
gencies and post-conflict reconstruction, it is important to
develop and institutionalize training in this field, suited to the
professionals working in assistance agencies and to national
officials in emergency-affected countries. So many countries
are now affected by natural or man-made disasters and con-
flicts, either directly, or through events in neighbouring coun-
tries, that education in emergencies and for prevention of con-
flict, should indeed feature in all courses of education planning
and management for the foreseeable future. This training
should draw on the accumulated experience of the various
United Nations agencies and NGOs, as well as the hoped-for
academic studies of particular situations.

We recommend that:

e Leading academic and research institutions in the field of
education should be encouraged to enter the field of edu-
cation in complex emergencies, through research, evalua-
tion, training and related activities, drawing on the experi-
ence of field practitioners. University departments or research
institutes with specialist knowledge of particular crisis-
affected areas of the world may be encouraged to include
the education dimension among their concerns.

e Post-conflict units in major international funding institu-
tions as well as academic bodies should study ways of recon-
structing education systems that can permit education to
contribute to durable solutions and peaceful and sustainable
development.

e Training modules in education planning and management
for emergency and post-conflict situations should be devel-
oped for inclusion in staff training for management and field
staff of agencies working in these situations.

e Training modules on education in complex emergencies
should be developed for inclusion in courses of education
planning and management generally, since so many coun-
tries are now affected directly or indirectly by natural and
man-made disasters and conflict.

o UNESCO’s International Institute of Education Planning may
set an example for such training and research.

Inter-agency co-operation and co-ordination

Shared inter-agency collection of educational
materials, manuals and guidelines

The United Nations and multilateral agencies, NGOs and oth-
ers have developed materials for use in complex emergencies
that could usefully be shared, including documents in use or in
pilot form for emergency teacher training, environmental edu-
cation, mine awareness, education for peace, conflict resolu-
tion and human rights, health education, etc. These materials
are scattered; resources are thus wasted ‘re-inventing the wheel’

It is recommended that an annotated inventory of relevant
education materials, manuals and guidelines should be pre-
pared, on an inter-agency basis, and key documents should be
made available as a resource pack to organizations working in
emergency and post-conflict education. This inventory should
indicate the languages in which materials are available and key
items should be translated into relevant internationally used
languages (including English and French). Resource Bases for
Emergency Education should be established at regional level.®

The GINIE (Global Information Networks in Education) inter-
net site on education in emergency and humanitarian situa-
tions should continue to developed as a database in this area.3®

Working Group on education in emergencies,
conflict and transition

There has been a long history of inter-agency consultations on
education in emergencies. Several attempts have been made to
systematize inter-agency co-operation, but with limited success,
due in part to the costs involved in communications between
organizations based in different continents and countries.
Another problem has been that contact between headquarters
personnel did not result in sharing of experience between the
respective field staff with their particular concerns.

It is to be hoped that in the future, the existence of electronic
communications will help overcome these problems. The
process has already begun. It should be possible routinely to
include interested persons in concerned organizations,
through e-mail networking, when these organizations have
identified appropriate internal mechanisms and focal points.

The range of topics is great, however, and some nodes or focal
points focusing on particular topics may be needed. There
should be a more structured architecture for inter-agency co-
operation to serve the needs of the coming decade, with a
strong field base. We recommend that:

e A Technical Working Group should be established to ensure
inter-agency co-operation in the field of emergency edu-
cation. This group should include concerned United Nations,
multilateral and bilateral agencies, NGOs and specialists
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in the field. A Steering Committee limited to about ten
members should be established, including the relevant head-
quarters units of UNICEF, UNHCR and UNESCO, representa-
tives of the NGO and academic community, of donors and of
affected countries.

The Technical Working Group should develop pro-active
methods of inter-agency consultation and networking, using
electronic and other means. Appropriate mechanisms
should be developed within member organizations to ensure
that field staff with responsibilities for education in emer-
gency and crisis situations are integrated in this network.

The Technical Working Group should support the develop-
ment of more specialized networks which independently,
using electronic communication as well as other means,
develop an overview of particular themes within emergency
education, or of the educational needs and responses in par-
ticular emergencies and regions.

A small group of donor staff with experience of education in
complex emergencies should be invited to participate in
planning the follow up to this report, especially as regards
the development of standards and guidelines, and the devel-
opment of research and training programmes.

At field level there should be inter-agency co-operation,
linked to capacity-building for governments and civil society.
This should include strengthening of national and local edu-
cation management. Strategic planning workshops for emer-
gency education, and subsequent co-ordination meetings,
should be supported on an inter-agency basis, preferably
under local leadership. ]

Conclusion

The participants at the Jomtien World Conference on Edu-
cation for All in 1990 could not have anticipated the events of
the 1990s.

e Conflicts and natural disasters have multiplied in number.

e Some regions have seen endemic conflict or recurrent natu-
ral disasters.

e Persistent poverty has undermined social cohesion and led
to ethnic tensions.

o Epidemics such as AIDS have created new types of emergency.

The widespread outbreaks of civil conflict above all have made
EFA a distant prospect for many populations, contrary to the
hopes of Jomtien. Educational infrastructure, both physical and
institutional, has been damaged or destroyed in many coun-
tries. Many girls and boys, women and men have been dis-
placed and traumatized, and also deprived of their education
or the opportunity to teach. In many places, conflicts and their
consequences have become the greatest barrier to EFA.

EFA policy for the next decade must therefore focus more
strongly on the prevention of conflict and on restoration of the
right to education to children affected by conflict and disaster.

EFA policy for the next decade must recognize that education
in emergency is education for development and conflict pre-
vention and can be the opportunity for educational trans-
formation.

EFA policy for the coming decade must include the develop-
ment of norms and standards for education in complex emer-
gencies and post-emergency situations.

EFA policy for the next decade requires inter-agency co-oper-
ation and co-ordination, at international and field level, to
restore access to education in emergency situations and to help
governments and communities to rebuild their education sys-
tems with a focus not merely on bricks and mortar but on cur-
riculum, textbooks, teacher education, community partici-
pation and the use of new technologies, to lay the foundations
for a Culture of Peace for the new millennium. [ |
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Notes

For a summary of ‘international milestones’ for education since 1948, including the
international conferences of the 1990s, see State of the World's Children, 1999, p. 12 (UNICEF,
1999a). The OECD Development Assistance Committee, meeting with heads of aid agencies
in 1996, synthesized the concerns expressed in these various conferences to create a set of
goals and indicators for development assistance, including the achievement of universal
primary education by 2015, and elimination of gender disparities in schooling by 2005.
(Shaping the 21st Century: The Contribution of Development Co-operation, OECD, Paris,1996).

The coverage of the 1951 Convention relating to the Status of Refugees was extended by the
1967 Protocol. Article 22 of the Convention, on ‘Public education, states that ‘the
Contracting States shall accord to refugees the same treatment as is accorded to nationals
with respect to elementary education’ and that for other types of education the States are
requested to ‘afford to refugees treatment as favourable as possible, and, in any event, not
less favourable than that accorded to aliens generally in the same circumstances, as regards
access to studies, the recognition of foreign school certificates, diplomas and degrees, the
remission of fees and charges and the award of scholarships’ The 23rd principle of the recent
United Nations Guiding Principles on Internal Displacement stipulates that ‘the authorities
concerned shall ensure that such persons, in particular displaced children, receive education
which shall be free and compulsory at the primary level. Education should respect their
cultural identity, language and religion. Special efforts should be made to ensure the full and
equal participation of women and girls in educational programmes. The Convention on the
Rights of the Child requires States Parties to accord rights under the Convention ‘to each

child within their jurisdiction without discrimination of any kind, irrespective of the child’s ...

national, ethnic or social origin . .. or other status’ States Parties are urged to ‘promote and
encourage international co-operation’ in support of these rights.

The 1949 Geneva Conventions and the 1977 Protocols relating to the victims of international
and non-international armed conflict emphasize the needs of children, and that parties to a
conflict should not destroy social infrastructure such as schools. Protocol 2 (non-
international armed conflict) specifies that ‘children shall receive an education . .. in keeping
with the wishes of their parents or those responsible for their care’

See Education in Emergencies and for Reconstruction: A Developmental Approach
(UNICEFE1999b). War and internal conflicts in the 1990s led the United Nations to develop
the concept of ‘complex emergencies’ (UN General Assembly Resolution 45/1822).

UNICEF, 19994, p.43.
Refugees and others of concern to UNHCR: 1998 Statistical overview.
See Internally Displaced People, Global IDP Survey, Norwegian Refugee Council/Earthscan.

UNESCO helped Somali educators to collect and reconstruct textbooks and other
educational materials.

UNICEF, 19996.

UNHCR'’s Education Guidelines (1995) emphasize that the trauma of exile should not be
aggravated by trauma of loss of educational opportunity, and that refugees should have
access to secondary education. UNHCR funds refugee secondary schools in several refugee
camps and settlements, and often provides financial support to refugee students attending
host country secondary schools. UNHCR’s policy is that basic education is a first priority in
time and coverage, but that in protracted situations, secondary education is an essential
complement. It is crucial that displaced secondary school students are helped, early in an
emergency, to maintain at least their basic study skills through non-formal education
appropriate to the local setting and that in prolonged refugee or internal displacement
situations, a scheme of support for secondary education is developed. Jomtien's emphasis on
‘sound basic education’ was not meant to exclude further studies, but rather to provide a
solid basis for those students proceeding to the higher levels of education.
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UNHCR-supported refugee students were estimated in 1990 to comprise about 320,000 at
primary level, 8,000 at secondary level and 2,000 at tertiary level. It should be noted, however,
that the boundary between primary and secondary education differs between countries,
with some countries treating education in some or all of years 6, 7 and 8 of schooling as
upper primary and others treating some or all of these years as lower secondary. UNHCR
funding to assist refugee education in Iran commenced in the early 1990s.

UNHCR policy is to permit refugee students to enrol in school, without discrimination
according to age, in view of possible disruption of their education in previous years, and the
disruption of community and family life. The concept of comparing enrolments to a
‘corresponding age group’ becomes less meaningful under these conditions. Another
complicating factor is that some young people may decide to resume their schooling after
becoming refugees, especially if there are limited opportunities for employment.

Snawfield, Refugee education in an international perspective: the education of Mozambican
refugees in Malawi, 1987-1993 in G. Retamal and R. Aedo-Richmond (eds.), Education as a
Humanitarian Response (1998).

Sample surveys in refugee camps and settlements in East Africa, conducted in 1997, showed
that in some countries most eligible refugee children and adolescents were in school. There
may be some element of over-reportage but nevertheless the results are encouraging.
Reported participation rates were highest in Uganda, where a random sample of 50 refugee
households reported that among the age group 6 to 12 years, 97% were in pre-school or
primary school and 3% were out of school. Of the age group 13-17, as many as 80% were in
primary school and 13% in secondary school. The high participation of adolescents in
primary school may be noted. Adolescents in the age group 13-17 accounted for 42% of
those reported as attending primary school in Uganda, 32% in the United Republic of
Tanzania and 27% in the Sudan. Regarding gender, the surveys indicated that for the age
group 6-17, only 6% of refugee girls were out of school in northern Uganda, 18% in the
United Republic of Tanzania and 21% in the Sudan. It should be noted also that access to
secondary education varies between countries and locations.

Survey data of this kind needs to be cross-checked with schools and community groups,
preferably simultaneously with involving them in promoting school attendance. The picture
given from these pilot surveys is encouraging. However, it is known that the quality of
schooling left much to be desired. Surveys in other regions will give different results. A 1997
survey of Afghan refugee households in Pakistan showed many girls out of school, the reason
given being the religious views of their fathers.

The distinction between conflict-affected and post-conflict situations is not always clear,
especially when there is chronic instability or governance structures are not in place
throughout the country.

UNHCR’s ‘Quick Impact Programmes’ in returnee districts have provided short term
employment for returnees, while helping reconstruct infrastructure including schools. More
recently, this approach has been linked to inter-agency professional co-operation in ensuring
that the needs for education materials, in-service teacher training, and revived district
educational administration are also met. UNDP plays a major role in post-conflict
reconstruction. Many of the examples given in this study have benefited from UNDP financial
support, or have formed part of a national development plan co-ordinated by UNDP.

See ILO’s Technical Assistance Projects in Conflict-affected Countries: A Sample, ILO, 1997.

For an account of the development of the TEP and other emergency education programmes,
see UNESCO-PEER (Nairobi).

UNICEF has a range of ‘edukits’ available from its Copenhagen warehouse as well as local
procurement. For a description of the ‘edukits’ approach, and a summary of lessons learned
regarding education supplies in emergency situations, see UNICEF's bulletin Education
Update, June 1998.

UNHCR has recently developed internal specifications for emergency education materials
needed per 1,000 total refugees (adults as well as children), which could be pre-assembled as
kits. The aim is to facilitate speedy response, since the information available is usually how
many thousand refugees have arrived, and expected trends for new arrivals or speedy
repatriation. A recreational-educational kit is envisaged, for early issue to responsible
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community members. This kit is intended to encourage early community-based activity for
children and young people. Likewise writing materials kits are envisaged for issue to individual
newly established or expanding informal schools. These writing materials kits are based on
the assumption of a ratio of two lower primary classes that use slates to one class of older
children and adolescents who work in exercise books. Contents can be adjusted for regions
or situations where this is not appropriate.

Logistics and security problems can be a major barrier to validation of studies. UNHCR,
UNICEF and the respective Ministries of Education in Burundi, the Democratic Republic of
the Congo and the United Republic of Tanzania have nevertheless been co-operating with
the objective of arranging a primary school leaving examination for refugees that would be
recognized by their own governments. In 1997, six Congolese students sat their national
examination while in the United Republic of Tanzania.

One reason that host countries have sometimes insisted on their own curriculum is to create
jobs for their own nationals as teachers. Present budget constraints mean, however, that only
‘incentives’ can be paid to teachers in refugee schools, rather than full professional salaries.
This can mean that nationals are not attracted to the work. In cases where national teachers
are not paid regularly, even ‘incentives’ can seem attractive, however.

‘Incentives’ are meant to compensate refugees working as teachers for the ‘opportunity cost’
of their work. Refugees are assumed to benefit from subsidized or free services and living
space, and often food rations; hence, the ‘incentive’ for refugee workers is meant to at least
compensate for what could be earned in addition to these benefits by undertaking labouring
work, petty trade, etc. If there is no incentive, there will be high levels of staff turnover,
meaning that efforts to raise standards through in-service teacher training will be unfruitful.
Setting the level of incentives is difficult, however. There is a high level of turnover of refugee
teachers in the schools in Kenya refugee camps, which might be obviated if funds were
available to pay more adequate incentives.

This is especially serious among minority and indigenous children in Africa, whose suffering is
tolerated as an unfortunate but inevitable result of war. Such children face particularly high
levels of malnutrition and starvation, due to the dispossession of their communities’ land and
assets, and the communities’ geographic inaccessibility. The dispossession of widows and
orphans from their family properties under some traditional legal systems has meant
impoverishment and drop out from education for many families affected by conflict or by
the epidemic of AIDS. Young girls may also be married off on behalf of dead relatives, or
asked to care for babies and younger siblings because of pressure on their mothers to make
up for those killed in conflict. Likewise boys may be encouraged to travel far from home to
attend schooling while girls are discouraged from taking up even meagre local education
possibilities.

See UNHCR's 1995 Guidelines for Educational Assistance to Refugees.

The website, at www.ginie.edu, is supported by USAID. See also guidelines and manuals on
mine awareness from UNESCO, UNICEF, Radda Barnen and other organizations.

See ‘Peace Education’ in UNICEF, 1999c.
See Progress Report on UNHCR Education for Peace Pilot Project, 1997-99.

JRS has developed a programme of civic education for refugees in Nepal, the Sudan and
Zambia, including education for peace, democracy and human rights.

Awareness is gradually being raised on the need for establishing norms in this area. A
coalition has been formed, led by Amnesty International, the Quaker United Nations Office,
Defence of Children International, Human Rights Watch, Radda Barnen, Jesuit Refugee Service
and Terre des Hommes, to advocate for an ‘optional protocol’ to raise the age of recruitment
to 18 years. This proposal was submitted in October 1998 to the Human Rights Commission.

In some cases there are community pressures, or logistical constraints, that lead to re-
establishment of the previous education system. In late 1999 in Kosovo, there was a
restoration of the education framework on a temporary basis, as the most practicable way of
getting children back into school. This policy has been informally described as ‘one step back,
two steps forward’
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An analysis may be commissioned to show how much funding for education has been
requested and allocated under the United Nations Consolidated Appeals Process for complex
emergencies; and likewise of public expenditure and Official Development Assistance for
education in countries experiencing crisis and/or chronic instability.

It is recommended that a study be commissioned as a matter of urgency to identify
organizations and materials that can support the role of emergency and post-conflict
education programmes in building a Culture of Peace, including issues relating to
psychosocial education, education for ex-combatants, life skills programmes for adolescents,
emergency environmental education and education for mine awareness. It will be useful
further to collect or sponsor the preparation of materials on conflict resolution, lives of peace
makers, human rights and civil society, oriented to the reading level of primary school
students and graduates in emergency situations, as well as in developing countries generally.

In this connection, we recommend that agencies should record data, from field monitoring,
on their achievements in the early phase of an emergency; and should conduct evaluations
that will facilitate a wider review.

In support of the above, United Nations agencies and NGOs should sensitize their staff on
the need to get better information on education programmes for refugees and internally
displaced populations, as well as for populations in crisis and post-crisis situations. Sample
pro formas for education statistics and surveys, suited to emergency situations, should be
prepared and developed through a process of field trials, with inter-agency co-operation to
avoid unnecessary differences in approach. Collection of sample household statistics on
children and adolescents not participating in education as well as those enrolled in schooling
should be included in the design of all emergency education projects funded by donors.

Funding for research and evaluation studies, independent of particular field projects, will
assist in generating a more objective knowledge of the field situations.

UNESCO-PEER and the JRS Resource Base for Refugee Education in Nairobi provide a useful
precedent.

It would be useful if the GINIE project could be better known to staff working in emergency
education, perhaps by developing formal linkages between GINIE and key organizations
active in this field, and preferably, representation on their Internet sites.
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This study is an exceptional contribution in the specific area of Education in Situations of
Emergency and Crisis. It is proposed as an excellent example of co-operation between leading
United Nations agencies and non-governmental organizations active in the field. The results were

presented at the Strategy Session of the Dakar World Education Forum (April 2000) and conclusions
were reaffirmed in the Final Framework for Action.

Education in Situations of Emergency and Crisis: Challenges for the New Century is one of the thematic
studies published by UNESCO for the International Consultative Forum on Education for All as part of the
Education for All 2000 Assessment. This worldwide evaluation was undertaken towards the end of the decade
following the World Conference on Education for All (Jomtien, Thailand, 1990) as preparation for the World
Education Forum on education for all held in Dakar (Senegal) in April 2000.

The complete list of titles in the series is given below.

Achieving Education for All: Demographic Challenges
Applying New Technologies and Cost-Effective Delivery Systems in Basic Education
I Community Partnerships in Education: Dimensions, Variations and Implications
Early Childhood Care and Development
Education for All and Children Who are Excluded
Education in Crisis: The Impact and Lessons of the East Asian Financial Shock 1997-99
Education in Situations of Emergency and Crisis: Challenges for the New Century
I runding Agency Contributions to Education for All
Girls' Education
I inclusion in Education: The Participation of Disabled Learners
Literacy and Adult Education
Reason for Hope: The Support of NGOs to Education for All
School Health and Nutrition
Textbooks and Learning Materials 1990-99

Each thematic study aims to provide theoretical vision and practical guidance to education planners and
decision-makers at national and international levels. In order to provide a global review, they draw upon and
synthesize submissions from partner institutions and agencies in each of the EFA regions. They attempt to

describe ‘best practices’ as well as successful and unsuccessful experiments in policy implementation.
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