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Children at a school in Aleppo, founded and
supervised by a group of young Syrian community
members, 17 March 2013. 
© 2013 REUTERS/Giath Taha



Introduction 
Attacks on education occur in conflict-affected environ-
ments worldwide. Students and teachers are killed,
injured, kidnapped, and threatened. Schools are
bombed, burned, and taken over by armed groups to be
used for military purposes. These attacks impede
learning and stunt social and economic development.
Protecting students, educators, and the buildings where
they learn and teach is, therefore, imperative for both
short and long term peace and stability. 

There is some evidence that involving local communities
in initiatives to protect education makes these efforts
more effective. Indeed, assessments of programs to
protect education indicate communities have a crucial
role to play.1 There are several reasons why engaging
communities may be beneficial. First, in many conflict-
affected countries, governments, though the ultimate
duty bearers for ensuring education, lack the resources
and capacity to fully protect education from targeted
attacks on students, teachers, schools, and
universities.2 In such situations, measures taken by non-
governmental organizations (NGOs) and communities
can usefully complement state actions, and also reduce
dependence on centralized resources. Second, in
settings where armed groups oppose the state,
community engagement in measures to protect
education from attack may help promote the
appearance of political neutrality and, therefore,
enhance security.3 This atmosphere of neutrality may
also lessen the risk, in some cases, of governments and
their allies themselves attacking schools, students, and
personnel.4 In general, communities are often well
placed to protect education. They may know and be able
to negotiate with the real or potential attackers more
effectively than external actors such as NGOs,
government, or donors.5 Furthermore, encouraging local
investment may boost ownership, making communities
more likely to ensure the protection of education facil-
ities at a later date.6
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Indeed, much of what has been written on community
engagement—often published by international
agencies—assumes that working with members of
local communities is inherently a good practice.
However, a community-based approach to education
protection programming may also present certain
challenges and risks that should be recognized and
addressed from the outset. Community mobilization
processes may take time and require long-term
commitments on behalf of NGOs and donors. They
depend on strong and trusting relationships between
agencies and local community members, as well as on
a deep understanding of the local context on the part
of external actors. Outside organizations must ensure
that the responses they implement locally are
compatible with human rights standards and do not
exacerbate discrimination or prejudices existing within
a community or endanger community members.
Furthermore, the short-term funding frameworks that
are available for rapid onset emergency response or
conflict-affected, fragile environments may not be
conducive to supporting actions that require long-term
investment.7 And, finally, the voluntary nature of
community involvement may lead to high turnover or
lack of willingness to participate in programming.8

Thorough assessment and participation of community
level stakeholders during the program planning stages
may mitigate some of the risks to various stakeholders
and individuals. 

The goal of this paper is to serve as a guide for
involving communities in protecting education in ways
that harness the benefits and minimize the risks. 

First, drawing on a global review of programming, it
suggests a series of steps that should be taken when
engaging communities in the protection of education.
Where information is available, case studies have
been included that demonstrate the challenges, and
identify solutions and lessons learned for the different
steps in the process. Subsequently, the paper looks at
cross-cutting approaches that should be taken at all
times when working with communities throughout the
various programing stages. Next, the paper summa-
rizes the results of research carried out in Côte d’Ivoire
in September and October 2013, highlighting some
advantages and challenges experienced at different
steps in the process of engaging communities. The
paper concludes with recommendations for different
stakeholders. 
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Afghan students appointed to provide security at a
school’s entrance check bags as pupils arrive
through its gate in Kabul, 25 August 2010.  
© 2010 YURI CORTEZ/AFP/Getty Images



Terminology: 
Attacks on education: Intentional threats or use of
violent or coercive force against students, teachers,
academics, and other education staff, education trade
union members, government officials, or aid workers,
and against schools, universities, and other educational
institutions. Attacks on education are carried out for
political, military, ideological, sectarian, ethnic, or
religious reasons.

Military use of schools: The use of educational institu-
tions by state military and security forces or by non-state
armed groups, including for: barracks or bases;
offensive or defensive positioning; storage of weapons
or ammunition; interrogation or detention; military
training or drilling of soldiers; military recruitment of
children contrary to international law; or as observation
posts or firing positions. The term does not include
instances in which forces are present in the vicinity of
schools and universities to provide for the school’s
protection, or as a security measure when schools are
being used as election polling stations or other non-
military purposes. 

Protecting education:9 For the purpose of this paper,
protection measures consist of actions to prevent,
mitigate, and respond to attacks on education and
military use of schools. 

• Prevention actions include strengthening
management of education, negotiation to prevent
attack, development of codes of conduct or desig-
nation of schools as zones of peace,
awareness-raising about education, national
legislation, advocacy, adaptation of education
delivery, physical strengthening of schools,
appointment of night guards, day guards or
security personnel, and popular protest. 

• Damage mitigation efforts include contingency
planning, safety and first aid training, and estab-
lishment of early warning systems. 

• Response involves monitoring and reporting of
attacks in order to prevent future attacks, negoti-
ation to end military use of schools or to release
kidnapped students or teachers, and recon-
struction of schools.  

Communities can be involved in all forms of protective
action. 

Community:10 In this paper, community denotes a group
that recognizes itself, or that outsiders recognize, as
sharing social, cultural, or religious characteristics,
background, and interests, which contribute to a
collective identity. 

This paper considers communities in relation to specific
sites of education. These communities may consist of: 

• Children’s clubs and groups 

• School-aged children (both in and out of school)

• Youth 

• Mothers’ or fathers’ groups 

• Parent Teacher Associations (PTAs) and/or School
Management Committees (SMCs)

• Teachers and school administrators (who may be
both community members as well as government
employees/representatives)  

• Teachers’ unions operating locally

• Religious, traditional, and community leaders

Community engagement: How communities play a role
in protecting education can be considered according to
the following typology (see Appendix 1):11

• Community-initiated: Community members
conceive of and set up program activities, based
on parameters they establish, and community
members manage, implement, and resource the
projects.

• Community-implemented: Groups external to the
community conceive of a project, but rely on
communities to manage, support, or resource the
activities.

• Community-inspired: Community members
conceive of and develop projects, but commu-
nities rely on some form of external support
(human resources, skills, knowledge, advocacy,
or funding) to fully implement them.

• Community-involved: External organizations,
donors, or governments use participatory
processes to solicit community perspectives on
program implementation. Communities may
provide voluntary human resourcing to support
initiatives on a one-off basis, but typically do not
provide long-term support. No further efforts are
made to include communities in decision-
making, monitoring, management, or resourcing
of the intervention.12
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In reality, the lines between these different types of
action are not always clearly established, nor are the
relationships between them linear. This paper focuses
primarily on how international organizations can
implement community-involved and community-
inspired action. 

Methodology 
This paper is based on a desk review of reports and evaluations from international and national
NGOs, United Nations (UN) agencies, advocacy organizations, inter-agency bodies, research insti-
tutes, universities, and media sources. Additionally, actors engaged in efforts to prevent or
respond to attacks on education in the countries where they occur were solicited for information
and in some cases interviewed. Lessons and recommendations were drawn from: Afghanistan,
Central African Republic, Colombia, Côte d’Ivoire, Democratic Republic of Congo (DRC), India,
Indonesia, Kenya, Lebanon, Liberia, Myanmar, Nepal, Nigeria, Pakistan, Palestine, the Philippines,
Sri Lanka, Syria, Uganda, and Zimbabwe. In addition to the desk review, a small case study was
carried out in Côte d’Ivoire. 

Concrete evidence of the effectiveness of community-based efforts to protect education from
attack tends to be scant and impressionistic, without baseline data, comparative analysis, or
representative or systematic sampling. This paper consolidates and adds to this existing
knowledge with research from Côte d’Ivoire. Although initial telephone interviews indicated that
local individuals and groups have been actively involved in preventing and responding to military
use of schools and threats to children throughout Côte d’Ivoire’s different crises, there has been
limited documentation of these efforts (please see Appendix 4 for a the methodology used to
conduct the case study).13 Those working to protect education, both in Côte d’Ivoire and elsewhere,
have valuable insights that indicate the advantages and challenges of employing different
approaches when working with communities. This paper cannot be considered scientifically
rigorous, but it synthesizes lessons from those implementing projects that protect education
specifically, as well as children and the affected population more generally. 
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Each setting is unique, and any intervention must be
adapted to the specific political, cultural, and environ-
mental context.14 However, understanding and
documenting how communities have been engaged in
different contexts reveals lessons learned that may
assist those designing programs to protect education
from attack. The following section breaks down, step-by-
step, the process of working with communities. It
synthesizes lessons learned about community partici-
pation in education protection activities. For each step
in the process, where information is available, this
section provides case study examples and identifies
lessons learned, successes, and challenges faced

during the activity implementation process. It concludes
with a summary of general program management
approaches that are essential to the success of
community-based programs to protect education from
attack. 

Mobilizing communities, step-by-step
This section outlines the main steps that may be taken to
collaborate with communities. In addition to education,
it draws on reports and studies from the sectors of
protection, child protection, and health.15 The steps
detailed are not chronological. Rather they may occur
simultaneously or iteratively. The steps outlined are: 

How to implement programs 
in collaboration with communities
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(1) Coordinating and collaborating

(2) Mapping and power analysis

(3) Creating social cohesion

(4) Identifying issues of concern to community-level stakeholders

(5) Creating wider ownership

(6) Developing a plan

(7) Monitoring, evaluating, and ensuring accountability

(8) Carrying out a risk analysis

(9) Allowing groups to organize themselves

(10) Capacity strengthening, awareness raising, and/or social behavioral change

(11) Resourcing and implementing the plan 

(12) Feeding back lessons learned to community groups



Step 1: Coordinating and collaborating
Effective prevention and response to attacks on
education involves collaboration among all education
actors, as well as those from other sectors, including
social welfare, health, and security. Mechanisms for
coordination between these disparate groups are
essential for reducing duplication of efforts, identifying
gaps, and engaging community members and groups.
Coordination methods should include inter-sectorial
and sectorial meetings, sharing of information, joint
assessment, and planning. 

• Coordination mechanisms as a first step in the
Philippines’ Learning Institutions as Zones of
Peace:16 In Mindanao, Philippines, the United

Nations Children’s Fund (UNICEF), in collabo-
ration with local NGOs, the Department of
Education, and conflict-affected communities, is
implementing the Learning Institutions as Zones
of Peace (LIZoP) project. The intervention engages
community leaders, parents, teachers, state
agencies and parties on opposite sides of the
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Students of a primary school in Colombia take shelter
under their desks, 25 July 2011. The school is located
near the heavily fortified local police station and has
600 students who have to take cover every time the
FARC guerrillas attack.    
© 2011 LUIS ROBAYO/AFP/Getty Images



conflict to enable children to access education in
a safer and more secure environment. The first
step that UNICEF took in implementing the project
was to establish a mechanism for coordinating
with other agencies to identify where they
worked. This was considered essential to avoid
duplication of work.   

• Ensuring the inclusion of all actors in Nepal: A
similar intervention, Schools as Zones of Peace
(SZoP), has been implemented in Nepal. In one
school community in which the project was imple-
mented, Maoists initially rejected the
intervention. However, Maoists staying in the
community became integrated into it through
ongoing collaboration and relationship building,
and they eventually acceded to the community’s
wishes to designate the school as a zone of
peace.17 The example indicates the importance of
ensuring that all parties to negotiation are equally
engaged. 

Coordination must also happen at local, regional, and
national levels. Relying solely on national level coordi-
nation may mean that some remote regions with unique
needs feel excluded from decision-making.18 Where
feasible and safe, community structures for coordination
should be identified and linked to national and regional
support systems to facilitate information sharing, such
as on lessons learned. Information should travel in both
directions. For example, national level legislation or
policies should filter down to the regional and local
levels so that they can be implemented. Conversely,
information on local trends on attacks on education can
inform national level analysis and shape policy devel-
opment and decision-making. 

• Ugandan model of decentralized coordination
and community integration:19 The UN Monitoring
and Reporting Mechanism (MRM) is implemented
nationally. However, engaging community
members ensures more comprehensive and
timely reporting of incidents and enables data
collection to be carried out in a more sensitive
manner.20 In Uganda, the MRM Taskforce21

engaged communities and others in MRM
reporting by mapping out the different stake-
holders who could help collect information.
These included UN agencies, inter-agency
humanitarian clusters, international non-govern-

mental organizations (INGOs), service providers,
and community-based groups.22 The Taskforce
subsequently developed mechanisms for coordi-
nating information sharing between it and each of
these actors. This facilitated reporting on grave
violations, including attacks on schools. These
mechanisms included meetings held on a
rotating basis in two locations: the nation’s
capital, Kampala, and the northern Gulu District.
The fact that not all meetings were held in the
capital enabled stronger relationships between
the Taskforce and local NGOs in the North, which
are more deeply rooted in the local communities
where violations occur. The efforts were deemed
successful and plans were made to expand this
model of coverage to other locations in the
country. 

Furthermore, the Taskforce coordinated with local
Child Protection Committees (CPCs), supported
by external agencies, on data collection.23 The
Taskforce carried out training for CPC members,
developed a form they could use for reporting,
and set up a hotline that allowed groups to report
directly to the Taskforce on all six ‘grave viola-
tions’ (recruitment or use of children; killing and
maiming; abduction; sexual violence; attacks on
schools and hospitals; and denial of humani-
tarian access to children).  

Step 2: Mapping and power analysis 
In initiating activities to mobilize communities in
protecting education, a full mapping of community
resources and a power analysis of local actors should
take place. 

Mapping: Mappings of community resources should
consider pre-existing assets, mechanisms, structures,
systems, leaders, and focal points. They should include
identification of individuals who may be “natural
helpers”—people from within the community whom
children approach for advice, help and assistance—and
groups that support children, such as PTAs, children’s
clubs, youth groups, or parent’s groups. The mapping
should consider what actions these actors are taking,
how they organize themselves, and how to build on pre-
existing activities to support children’s educational
needs. Through these activities, the effectiveness of
community structures may be amplified. However, it is
also important that these groups do not come to rely on
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outside support and longer-term sustainable solutions
are found.

• Improving children’s well-being and access to
education in Northern Lebanon:24 A Save the
Children project implemented to improve
children’s well-being and educational access
during fighting in refugee camps in Northern
Lebanon in 2007 included a mapping of organiza-

tions and institutions. This mapping enabled the
organization to establish links between actors
with diverse resources, formalizing a nascent pre-
existing network and facilitating new linkages to
support children and their education. The initial
goal of providing referral services to 70 children
was overwhelmingly successful, with more than
700 children reached by the end of the project.
There was also evidence that local communities
and organizations took full ownership of these
initiatives and used their own resources to fill
gaps in the limited services offered by the local
authorities.  

Power analysis: A power analysis is essential for identi-
fying social groups that have the ability to influence
others, or that are excluded from community decision-
making. 
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A teacher watches as Lebanese students take their entrance
exam next to tents installed in the playground of a school that
was damaged following Israeli forces' bombardment during the
34-day long Hezbollah-Israel conflict, in the south of Lebanon,
9 October 2006.   
© 2006 AP Photo/Mohammed Zaatari)



• Election of committee members in Nepal:25

Engagement of previously marginalized groups in
school management through the SZoP initiative
reduced threats to education, including lowering
frequencies of military and political use of
schools. A power analysis showed that previous
school management structures were often
dysfunctional, politicized, and prejudiced against
cultural and linguistic minorities and women. This
may have made schools more vulnerable to
attacks during the ten-year conflict. UNICEF, in
partnership with local administrators, parents,
and community leaders, addressed the problem
by supporting democratic election of representa-
tives to school management committees and
ensuring participation of excluded groups in the
negotiation and enforcement of codes of conduct. 

Step 3: Creating social cohesion 
The mapping and power analysis carried out in Step 2
may identify points of community tension and conflict.
The success of interventions implemented will rely on
addressing these issues from the outset. Activities to
create social cohesion may aid in this process and are
important to carry out prior to implementing the full
intervention. This may be particularly fundamental when
it comes to protecting education, since the discord may
reflect wider conflict dynamics. Building social cohesion
can help disparate groups agree on their priorities, as
outlined in Step 4, below. Additionally, members of
groups with strong social cohesion may be more likely to
participate and collaborate in educational interventions. 

• Community relationship building in West Timor:26

Save the Children invested resources in
mitigating tension between local communities
and displaced persons from Timor Leste. These
included holding festivals and other informal
activities to allow the different groups to talk, air
grievances, and get to know each other. This work
provided a strong foundation that allowed new or
improved schools to be established to meet the
needs of both communities.  

Step 4: Identifying issues of concern to 
community-level stakeholders
It is essential to work with community groups and
individuals to address their primary concerns for
children and education. It may be useful to include in

these discussions general protection concerns, rather
than just focusing on attacks on education. These may
include food, health, water, and/or shelter.
Incorporating broader concerns may make communities
more inclined to engage, particularly when resource
scarcity or inequality fuels conflict, and education is not
seen as the highest priority for children.27

• Shared priorities in Zimbabwe:28 The Progressive
Teachers’ Union of Zimbabwe (PTUZ) found that
involving parents, students, and teachers in
discussions about their needs allowed for the
development of mechanisms to protect teachers
in a state where educators are often accused of
political activism and repressed by the
government and government-supported groups.
PTUZ worked with School Development
Committees,29 which consisted of parents, and
groups of teachers. However, the two groups had
different priorities. The parents wanted the
schools open and operating, while the teachers
were more concerned with their personal safety.
Discussions between the groups minimized the
distrust that initially existed between them and
enabled the establishment of voluntary Teacher-
Student-Parent Defense Units. Through these,
parents warned teachers of impending danger30

and, at times, arranged evacuation by rapid
response teams. Parents also intervened as
mediators between would-be attackers and
teachers.31 However, PTUZ reported that once
their children had completed school, parents
would lose interest in the group’s activities,
making it difficult to continue to engage some of
the best negotiators and requiring on-going
recruitment and training of new group members.32

Children are a particular stakeholder group that should
be engaged, especially when identifying issues of
concern related to protecting education. Often children
experience events differently than adults. Soliciting
their views enables programs to address their needs
more accurately and should be done using techniques
that allow children of different ages, genders, and
abilities to discuss their concerns (e.g. focus group
discussions, theatre forums, role-playing, games, and
other participatory activities).

One method for eliciting community concerns, including
those of children, is through a needs assessment that
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identifies education needs, local capacities, and the
ways in which external actors, international and national
NGOs, donors and government, might collaborate with
communities to ensure children’s right to education is
protected. Needs assessments also help establish a
baseline according to which program effectiveness can
be monitored and evaluated. 

• Syrian crisis:33 In January 2013, an interagency
humanitarian team, supported by the European
Community Humanitarian Office (ECHO), the UK

Department for International Development
(DFID), and the Office of US Foreign Disaster
Assistance (OFDA) carried out an intersectorial
needs assessment to determine the conse-
quences on education of the Syrian conflict
between government and rebel groups.34 The
assessment35 found that communities have
begun responding to the crisis by developing
local mechanisms for educating children. Local
civilian councils and activist groups have estab-
lished informal community schools in mosques
and private homes in areas where government
schools were destroyed or it is no longer safe to
attend school. Inadequate educational resources
have limited these efforts, but, because of the
needs assessment, external actors can ensure
that they complement rather than duplicate the
communities’ efforts. 
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Syrian children attend a small makeshift school, set up for
families who were scared to send their children far in the midst of
war, in a village in northern Syria, 9 February 2013. The lessons
are taught by a medical student whose own studies were cut short
because of fighting.   
© 2013 Lynsey Addario/VII



Step 5: Creating wider ownership
Simultaneous to Step 4 above, programmers should
cultivate a sense of common responsibility and
ownership among community members. By recognizing
and reiterating the contributions of different individuals
and groups within the community, this stage may also
reinforce a more inclusive approach to programming.
Indeed, it is hypothesized that schools managed by
committees comprised of community members from

different religious, ethnic, and linguistic groups tend to
garner greater support from the community as a whole
and be less vulnerable to attack. 

Step 6: Developing a plan 
External actors should work with the representative
community groups and individuals to develop a joint
plan that reflects community concerns, available
resources, possible risks, and constraints. Subsequent
intervention should follow these jointly agreed plans,
since veering from them may fuel distrust and tension
between external actors, school administration, and
community groups, threatening the success of any activ-
ities to prevent attacks against schools. Additionally, all
stakeholders should be made aware of the plans to
ensure there is trust between different parties and
accountability of all stakeholders. 
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A teacher holds an outdoor class under military guard on
the outskirts of Mihtarlam, Afghanistan, where decades
of war and conflict have destroyed hundreds of schools
and colleges, 19 December 2012.  
© 2012 Noorullah Shirzada/AFP/Getty Images



From the beginning, there should be a system for trans-
parently reviewing and revising plans in case the
situation and priorities change. This is particularly
important in conflict-affected contexts, where the
political environment is dynamic and can have a signif-
icant impact on the education system, with schools
closing, teachers being transferred, or curriculum
amended. These changes should be taken into account
when operationalizing plans. 

• Zimbabwe’s model of community-based
planning:36 SNV Netherlands Development
Organization implemented a school-community
planning process to contribute to school devel-
opment. Through this process, community
members and school staff identified and
analyzed school development challenges and
agreed on a plan through which the community
could help develop the school. First, school
heads, selected teachers, School Development
Committee representatives, traditional leaders,
councillors, and relevant district stakeholders
from education, social welfare and local
government departments were trained with
relevant skills. Next, this group developed five to
10 year school development plans to address the
main education challenges. They also developed
a plan for implementing specific activities in each
year. The plans helped the school communities
identify funding partners, including UN agencies
and NGOs. In addition, the planning process
contributed to building trusting relationships
between school staff and community members. 

• School improvement plans in Nepal:37 Save the
Children supported School Management
Committees (SMCs), PTAs, and students in
carrying out a participatory school self-
assessment that led to the development of
School Improvement Plans. The midterm project
evaluation found that all schools with the project
had an improvement plan, in comparison with
only three out of eight control schools. The
Nepalese government requires these plans in
order to access funding, so it is unlikely that only
three schools had one. However, the findings
could indicate a lack of community awareness,
involvement, and ownership over the school
improvement plans. 

Step 7: Monitoring, evaluating (M&E) and ensuring
accountability
Program plans should also include mechanisms for
continuous monitoring, evaluation, and accountability
to take place throughout the project. This should include
repeated assessment of the level of participation by
different community groups, including marginalized
ones, to ensure that it is appropriate for the project
design. Community members, including children should
participate in the M&E process; involving a wide range of
stakeholders at each stage of project implementation
has been associated with overall improved program
impact.38 Where possible and appropriate, community
members may lead aspects of the M&E process so that
their perspectives influence the design process more
fully. On-going monitoring, assessment, and evaluation
can enable early identification of tensions that might
create greater risks for education. 

• A flower of understanding in the Democratic
Republic of Congo (DRC): In the DRC, Save the
Children conducted an evaluation of the
challenges in their M&E and accountability
systems. The evaluation uncovered a need to
change the design of data collection tools. For
example, one challenge identified was that in
carrying out evaluation research, children and
their families did not want to give written consent.
In response, Save the Children staff were trained
on ways to teach communities about informed,
confidential, and voluntary consent. They
developed a “flower of understanding” tool to
accompany the discussion, in which thumbprints
of those consenting replaced the written consent
form. Without the evaluation, this problem would
not have been uncovered and addressed.

Accountability mechanisms, in particular, are essential
for ensuring that a program meets the needs of affected
beneficiaries, the priorities of different groups are
balanced, and staff do not engage in inappropriate
behaviour. Any project should include mechanisms for
community members to share relevant concerns so that
these issues can be addressed. A lack of accountability
mechanisms may fuel distrust between communities
and external actors, leading to program failure. This is
particularly the case with vulnerable populations,
including children who may be more susceptible to
abuse and exploitation.39 Establishing a system for
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children to report such incidents is vital since adult
community members may not be aware of all the abuses
faced by children. 

• Child friendly complaints and response
mechanism in Dadaab, Kenya:40 Save the
Children piloted a child friendly complaints
mechanism in Ifo refugee camp in Dadaab. The
mechanism involved consultation with children
to understand how comfortable they were giving
feedback, ‘feedback’ desks where children could
report complaints,41 beneficiary reference groups
42 established to proactively solicit and give
feedback to the community, group discussions
with boys and girls separately, children’s club
meetings, feedback boards, and drawing compe-
titions. An evaluation of the feedback mechanism
indicated four features that may make a
complaint mechanism more effective. It should:
(1) be informed by children’s ideas and needs, (2)
be located somewhere safe and confidential, as
well as be easily accessible and known to
children, (3) use child friendly language, and (4)
be managed by people trained to work with
children, including on child friendly ‘inter-
viewing,’ active listening, tolerance and patience. 

• Challenges in implementing complaints mecha-
nisms:43 An INGO in Pakistan set up a complaints
mechanism as one component of an emergency
child labor prevention program. This included
hotlines, regular field monitoring visits, focus
groups with children and adults, and separate
forms and systems for children to submit
feedback. However, a year and a half into the
program, it was found that no children had used
the separate systems for reporting. Had there
been regular review of the system, the lack of use
may have been identified sooner and solutions
may have been found. 

Step 8: Carrying out a risk assessment 
The process of preventing and responding to attacks
against education may be extremely risky, both for those
reporting cases and for those implementing protective
programming. Risks have been reported to be especially
high when engaging communities in the MRM,44

supporting communities involved in negotiations with
armed groups and forces (including for the development
of codes of conduct),45 and when individuals or groups

carry out advocacy or protests.46 A full assessment of
risks to staff, community members, and children must
take place prior to protection activities, and on-going
risk assessment should take place over the course of a
project. The risk assessment should identify possible
threats, their probability, and means to mitigate them.
Program plans should include activities to minimize
risks. 

• Negotiations in Nepal: In Nepal, the risks to
individuals involved in negotiations have been
mitigated by holding secret, ‘back-door’ or
informal negotiations. These allowed groups
comprised predominantly of women to negotiate
with Maoists in a more discrete and less exposed
manner.47

• The MRM in Nepal: Communities in Nepal have
also been involved in the MRM, where field level
respondents have reported that monitoring grave
violations under the MRM framework is particu-
larly risky because of the level of detail and
verification requirements. In Nepal, the MRM
Country Taskforce, co-chaired by UNICEF and the
Office of High Commissioner on Human Rights
(OHCHR), and consisting of other UN agencies,
INGOs, and local NGOs, was established in
November 2005 to systematically document and
report on grave violations against children. 48 The
Taskforce developed and put in place guidelines
and a code of conduct to ensure the safety of
monitors and victims. Monitors were regularly
trained on personal and data security. Contacts
with influential individuals in affected commu-
nities facilitated access and dialogue with victims
in families, which helped protect the monitors.
And in cases where monitoring was deemed risky
to the point of injury or death, monitors were
removed from the case. Monitors also always
made sure their respective district, regional, and
central offices were aware of threats received.49

Step 9: Allowing groups to organize themselves 
Although external actors may suggest the establishment
of management committees or structures, allowing
community groups to organize and arrange these in a
manner that suits them is important for encouraging
long-term momentum and sustainability. Community
groups should, themselves, decide who should partic-
ipate and lead activities, who should take on what roles
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and responsibilities, how often groups should meet, and
how work should be administered. External actors may
give guidance throughout the process, presenting
options such as elections for a selection process,
working group structures, or descriptions of roles like
treasurer, secretary, or president. They may also help
ensure that principles like equality and non-discrimi-
nation are maintained. It is important to find a balance
between allowing communities to organize themselves
and making certain that interventions are consistent
with human rights standards. For example, if the struc-
tures community members choose reinforce structural
biases and exclusions, external agencies may present
alternative options that address entrenched power
dynamics. This may allow community members to
recognize these concerns themselves and find solutions
suitable to their contexts. 

Depending on context, groups may organize themselves
in different ways. In some situations, excluded groups
may prefer parallel decision-making structures. These
may reassure those who are marginalized that their
voices are given equal weight and contribute to
decision-making. 

Step 10: Capacity strengthening, awareness-raising,
and/or social behavioural change communication 
Once a community and its partners have developed a
plan, organizational structures, and focal points, it is
important to jointly determine learning or capacity
strengthening needs. Communities should help identify
these needs rather than external groups imposing
subjects and strategies for social or behavioural change
and learning. Some of this information may have been
gathered during needs assessment processes, or during
meetings with community groups and individuals.
Based on these needs, a capacity building, awareness-
raising, and behavioural change strategy should be
developed.

• Capacity building efforts in Gaza:50 Following
escalating violence in the Gaza Strip in December
2008 and January 2009 during Operation Cast
Lead, Save the Children implemented a project
that aimed to engage community mechanisms in
improving the protection of Palestinian children
affected by armed conflict. A component of this
project was training of members of organizations
running Child Friendly Centers and engaged in the
Child Protection Network. However, capacity

building was limited by the fact that many
individuals who attended initial trainings later
changed jobs. The evaluation indicated that
capacity building should have been more
carefully planned, integrating regular review and
risk mitigation strategies into the plans. 

• Bal Bandhus (child rights defenders) in India:51

India’s National Commission for Protection of
Child Rights launched a three-year pilot, the Bal
Bandhu Scheme for Protection of Child Rights in
Areas of Civil Unrest, 52 to address conflict experi-
enced in remote locations in parts of Andhra
Pradesh, Chhattisgarh, Assam, Maharashtra, and
Bihar, which has disrupted children’s education
and led to military use of schools. The success of
the program hinged on selecting resource
persons53 to help choose Bal Bandhus, or child
rights defenders. Chosen with community
support, the Bal Bandhus attended three-day
training sessions during which they visited
existing, successful community-driven initiatives
in order to learn techniques for garnering
community support. They then returned to their
communities, and between December 2010 and
March 2012 were successful in organizing
marches and rallies, writing community letters of
protest, and meeting with officials. These actions
may have been one factor that led to the vacating
of schools by police or armed forces and the
return of large numbers of children to school. 

In order to successfully participate in activities
protecting education, communities must be aware of the
content of the programs and of the expectations. 

• Awareness-raising in the Philippines:54 In
Mindanao, the public signing of the codes of
conduct agreed to at the school or community-
level ensured that all community members were
aware of the accords. This enabled a wider set of
people to be involved in holding parties to
conflict to account. 

Awareness-raising on the value of education may be
particularly important. In some social settings, what is
perceived as “Western style” education may be viewed
negatively. For example, the popular name of the
Nigerian group “Boko Haram,” literally translates to
“western education is sinful.” Media reports indicate
that the group may have some popular support in the
north of the country.55 In a context like this, communities
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A pupil at a bush school in Central African Republic.
In this area in the northwest, around 80% of
children had to abandon school completely to flee
fighting between the government and armed rebels
in 2008.     
© 2009 Simon Davis/Department for 
International Development



may be ideologically aligned with those who attack
education. Community support for and ownership of
education may, therefore, enable more effective
protection of education. While difficult to cultivate,
external actors may take several actions to build
community support for education, including
engaging in long term-intervention and relationship-
building, using role models to demonstrate the value
of education and encourage community support for
education, and collaborating with local NGOs.56

Step 11: Resourcing and implementing the plan
The resources to be provided and methods for imple-
menting protection projects should be jointly agreed
upon by all stakeholders, including community
representatives. Community members and groups
must be given the opportunity to identify and
propose the resource contributions they are able to
make. Community provided resources may include:
individual or group time, a meeting place, adminis-
tration or management activities, transport, or
materials. Mobilizing community level resources can
be vital in the humanitarian contexts in which
education is under-funded.57 Once resourcing
responsibilities are agreed upon, the plan, as
developed together in Step 6, may be implemented. 

• Community appointed guards in Liberia58 and
Afghanistan:59 In Liberia, several commu-
nities in the north of the country contributed
unarmed guards as a cost-effective and
sustainable protection mechanism, which
made teachers and students feel safe. In
Afghanistan, some communities later took
over the responsibility for resourcing
community guards to protect schools, and
community members sometimes supported
assigned guards with patrolling at night. 

•Bush schools in Central African Republic:60

Humanitarian organizations in the CAR have
implemented “bush schools” as an
emergency education response in conflict-
affected communities that lack open schools
or qualified teachers. These temporary school
structures have been set up in areas of
displacement and villages deemed secure.
UNICEF and partner NGOs have trained
parents to work with teachers (known in
French as maître-parents). They also have
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trained parents’ associations to manage payment
of school fees and maître-parents’ salaries and to
provide students with textbooks and other school
materials. Where communities have not had the
money, they have sometimes paid salaries “in-
kind” by farming land or providing agricultural
products from their harvest. 

Step 12: Feeding back lessons learned 
A mechanism for ensuring that any lessons learned,
decisions made, and outcomes achieved are shared
with all stakeholders throughout the project cycle will
help maintain engagement of community groups and
retain trust between different stakeholders. Frustration
and a lack of trust can prevent plans from progressing
and being properly implemented. 

• Volunteer frustration in Gaza: Volunteers engaged
in the Save the Children program to improve the
well-being of children in Gaza and Lebanon
expressed frustration that their international
partners did not provide any feedback on the
effect of their work.61

Cross cutting strategies and approaches
Certain strategies for engaging communities should be
considered throughout all project cycles in order to build
positive working relationships at the local level. The
following approaches are relevant to each of the 12 steps
discussed above. They include staffing, partnerships
and child participation, and the principle of do no harm.   

Staffing the program team 

Staff working to implement the education protection
project or program should have the language skills and
cultural understanding to work with the community in
question, and their religious, political, ethnic, and
linguistic make-up should be representative of the
populations they will be working with. Recruiting a paid
staff team entirely from one ethnic, religious or linguistic
group to work with a different ethnic, religious, or
linguistic group may exacerbate pre-existing tensions if
these are a cause of conflict. It may be preferable to
recruit from within the community or among individuals
with similar cultural background and languages for the
positions that work most closely with those commu-
nities. Doing so can ensure community ownership,
create stronger relationships, enable better adaptation
of programing to local conditions, empower the local

population, and enhance sustainability. However, it
must be done in a way that is not discriminatory and
maintains neutrality to the greatest degree possible so
that the project or school is not viewed as associated
with a particular party to conflict.62

Working with and through local NGO partners

Working with and through local NGO partners may be a
good method for engaging communities. In some
contexts, working with international actors may
endanger community groups. For example, in
Afghanistan, association with particular international
donors can increase risk.63 In other contexts, local NGOs
may have stronger knowledge of and more established
and longer-term relationships with communities. In
developing codes of conduct, for instance, UN agencies
and INGOs have had success in engaging communities
through local partners, whose staff speak local
languages and understand the context.64 Furthermore,
engaging NGO partners may enable on-going program
monitoring that could not be achieved by external
actors, without very high resource investment. For some
more detailed case examples of working through and
with local NGOs, see Appendix 2.

Child Participation 

As noted in several of the steps above, engaging the
perspective and input of children can ensure that their
priorities are addressed. Children’s views should be
sought throughout the intervention process, from identi-
fying needs and setting priorities to evaluation project
outcomes. Special systems should be put in place to
ensure children’s inclusion. These may include
recruiting and training staff with skills for working with
children, adapting communications materials and tools
to different age groups, and organizing activities in a
way that is engaging, welcoming, and appropriate for
children (e.g. holding events at times of day that are
accessible and safe for children). For some more
detailed examples of ensuring child participation in
programming, in particular, guidance on including
children’s input in the MRM system, see Appendix 3.

Adapting programming to context 

The project implementation process and each of its
components should be adapted to the individual
community in which an intervention is implemented.
Implementing activities in a way that contravenes
culture and traditions may breed distrust and tension,
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which is particularly problematic in situations of
conflict. Decisions about project materials, staffing, and
programming techniques should take into account
cultural, political, religious, ethnic, and linguistic differ-
ences between communities. Engaging communities
early in the planning process, as well as in on-going
monitoring and evaluation, can facilitate the adaptation
of program design.65

As discussed in these steps, working with communities
may make the work of external actors in protecting
education more effective. It may help reduce costs,

ensure actions are tailored to context, achieve sustain-
ability, and gain credibility with parties to a conflict. The
next section of this paper explores in depth how UN
agencies and INGOs in Côte d’Ivoire have engaged
communities to protect education, providing examples
of each step in the process where relevant. 
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A teacher plays ball with Syrian refugee kids in the
school grounds in Lebanon, September 5, 2013. This
educational program is sponsored by UNICEF and
executed by a Lebanese NGO.    
© 2013 Kaveh Kazemi/Getty Images
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A poll worker marks votes for former president
Henri Konan Bedie on a school blackboard
during vote counting at a polling station in
northern Côte d’Ivoire, 31 October 2010.   
© 2010 AP Photo/Rebecca Blackwell



Côte d’Ivoire: how
communities have
worked with UN
agencies and INGOs 
In recent years, Côte d’Ivoire has been plagued by
sporadic political and ethnic violence, which peaked
in 2002 and then again in 2010, following contested
elections.66 From 2007 until the 2010 elections, the
country was divided between the government, which
controlled the south, and the Forces Armées - Forces
Nouvelle (FAFN), which controlled the center, north,
and west of the country (referred to as CNO, Centre,
Nord, et Ouest). A buffer zone, the Zone de Confiance
(the Zone of Confidence), separated the country in
two.67 Since 2010, the government of President
Alassane Ouattara has administered the whole
country. 

The CNO region in particular has continued to be
significantly poorer than the rest of the country with
its education system badly affected by conflict. The
2002-2003 crisis was most intense in the west of the
country, and huge numbers of people migrated from
the north to the south. The government called for
teachers to move to the government-controlled
south, and education budgets to the CNO remained
frozen for years, draining the north of education
provided by professionals.68 The quality of education
deteriorated, and the cost of education, where
schools remained open, fell upon parents.69

Furthermore, in the CNO and across Côte d’Ivoire,
schools have been damaged and looted, and armed
groups and state forces have used them for housing,
ammunitions and weapons storage, and as mass
graves.70 In total, during 2011, 477 schools were
affected, depriving an estimated 67,500 children of
education. 71 Across the country, school closures
lasted anywhere from a few days to five months,72

with the regions of Moyen-Cavally, Haut-Sassandra
in the west, and Lagunes in the south, worst-
affected.73 During the 2010-2011 crisis, there were
also reports of kidnappings and knife attacks
against school directors, teachers, and students.74 In
this context, communities have played a role in
protecting education by engaging in negotiations
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with non-state armed groups and state armed forces,
escorting children to school, setting up alternatives to
formal education, and participating in school recon-
struction. 

This section presents a case study of community
involvement in the protection of education in Côte
d’Ivoire. Information for the case study was collected
in-country, through interviews, focus group discus-
sions, and visits to three conflict-affected communities
(one urban, two rural). Respondents included
Ministère de l’Education Nationale et de
l’Enseignement Technique (MENET) officials, UN
agency staff,75 NGO staff,76 Direction Régionale de
l’Education Nationale et de l’Enseignement Technique
(DRENET) officials, members of local Comité de Gestion
des Etablissements Scolaires (COGES) or school
management committees, school principals, teachers,
community leaders, children, and parents (see
Appendix 4 for more details on the case study method-
ology).77

Key findings: Actions to protect 
education from attack 
Community visits, focus groups, and interviews
conducted for the case study demonstrated that
communities in Côte d’Ivoire are engaged in efforts to
prevent, mitigate, and respond to attacks on
education. The following are the main methods for
protecting education that communities have used. 

• Prevention

° Sending children to school in groups and/or
accompanied by parents: In the urban
community, students and parents reported
that pupils would initially travel to and from
school in groups as a safety precaution even
before the crisis. Some mothers said that
following the crisis, they accompanied the
groups of students as an additional safety
measure. Later, successful negotiations
between the school principal and
commanding officers in the area eliminated
the need for group travel and escorts for the
students. 

° Redeployment of teachers at risk: Following
the 2002-2003 crisis, the government
redeployed all civil servants, including
teachers to the CNO areas. Teachers received
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Children attend primary school in western Côte d’Ivoire,
May 2011. At that time, only a third of the teachers had
returned since the school had reopened. 
© UNICEF/NYHQ2011-0587/OLIVIER ASSELIN



financial incentives to return to their posts in
the CNO.78 Interviewees described this effort
as protective because the presence of
teachers allowed schools to remain open.
Participants reported that schools that
remained closed were more likely to be
attacked and/or used for military purposes.

• Mitigation

° Use of short message service (SMS) between
students to monitor well-being and send

warnings: Students and parents in urban
areas reported using mobile phone communi-
cation as part of informal early warning
systems during and after the 2011 crisis.
Students called friends and family to check on
their safety and find out about the situation,
and women used mobile phones to confirm
the safety and well-being of their
children.When fighting was bad and it was
difficult to obtain phone credit, some network
operators provided free airtime to their
customers.

• Response 

° Monitoring and reporting of attacks against
schools and advocacy: In Côte d’Ivoire, partici-
pants reported that data collected under the
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Damage to a school building located near the military camp of
Akouedo is seen following fire from U.N. and French military
aircraft aimed at troops loyal to Côte d’Ivoire’s incumbent
president in Abidjan, 10 April 2011.  
© 2011 REUTERS/Thierry Gouegnon



MRM has informed national and international
advocacy initiatives. MRM data from Côte
d’Ivoire has indicated that schools there were
more likely to be used for military purposes
when they were closed for long periods of
time. UN agencies, NGOs, and community
level actors have tried to reopen schools as
quickly as possible following crises in order to
prevent this type of use, and they have
engaged in advocacy to this end. 

° Negotiation with armed groups and forces
using schools: In several cases where schools
were used for military purposes, communities
reported negotiation between school
directors, COGES members and leaders, and
soldiers, zone commanders, or regional Sous
Prefet (Sub Prefect) for the removal of security
personnel from the schools. Preliminary
telephone interviews to COGES in affected
regions found that ten out of 20 communities
contacted had engaged in this type of negoti-
ation, with mixed outcomes. In one of the
three villages visited, there were community-
led negotiations to remove the armed forces
from school facilities that they were using for
military purposes. These negotiations were
partially effective. Violent incidents were
reduced and some troops left, but others
stayed in the school. (See below example for
Step 8: Carrying out a risk assessment for
more details on negotiations in this
community.)

° Temporary learning spaces (TLS) and alter-
native forms of education delivery: A range of
international actors have supported the
establishment of non-formal education
centers in Côte d’Ivoire as alternative mecha-
nisms for maintaining education for children.
Actors including, UNICEF, Save the Children,
the International Rescue Committee (IRC), and
the Norwegian Refugee Council (NRC) have
coordinated with communities to implement
TLS and accelerated learning programs in the
CNO regions of the country where children
were unable to access formal education in
areas under FAFN control. COGES and parents
in one rural community visited for this study
reported building apatams (temporary struc-

tures made from bamboo) so that damaged
schools could resume classes. These informal
education structures may be less likely to be
attacked than formal schools because they
are not associated with the government and
have less permanent infrastructure, and
because communities may feel greater
ownership over them.79 In addition, where
community dissatisfaction with the lack of
government service provision in CNO areas
breeds violence, these alternative education
forms may contribute to longer-term stability
by maintaining children’s access to
education. Among all of the protective
measures found in Côte d’Ivoire, Ivorian
communities were most active in supporting
alternative delivery of education. As reported
in all three sites, community members facili-
tated independent study during school
closures, or, as reported in two sites in each
location, they mobilized themselves to take
up the role of teachers (reported in both the
rural locations) or to help construct TLS.

° Rehabilitation of school buildings: Community
members have provided labor and materials
to rehabilitate school buildings damaged by
attack.  Communities also were involved in
fundraising for the rehabilitation of school
buildings in two locations visited. One rural
community reported that villagers contributed
financially to projects otherwise funded by the
World Bank. They provided five percent of the
construction budget for a teachers’ house and
another five percent to rehabilitate a three-
classroom building. Parents also donated
their time and labor to maintain the school—
for example, by cutting the grass. In another
rural community, female community members
contributed to a Solidarités project rehabili-
tating two classrooms by providing water and
carrying sand.

These examples highlight instances where Ivorian
communities were successful in protecting education,
but also illustrate several failures. Significantly, some of
the most significant ways in which communities act to
protect education (e.g. escorting students, using SMS
for warning, and negotiating with armed groups) have
been done independently of external involvement.
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A female facilitator draws with Ivorian
children, who had taken refuge in Liberia with
their family, at a Child Friendly Space (CFS)
run by Save the Children. 
© 2012 Canadian Press/AP Images



Indeed, communities reported a lack of trust in interna-
tional agencies and government actors, which
occasionally impeded cooperation. As the next section
shows, engaging communities according to the steps
discussed in this paper may help address communities’
concerns. 

Steps for engaging communities and 
lessons learned in Côte d’Ivoire 
Research in Côte d’Ivoire demonstrates the advantages
and challenges of many of the steps of community
collaboration. The illustrations below include examples
where steps were taken effectively, generating positive
outcomes, as well as instances where steps were
missed, with negative repercussions. For one of the
steps (6: Developing a plan), no example was found. 

• Step 1: Coordination: The researchers found
several cases where insufficient coordination
among international and local actors increased
communal tensions and decreased the effec-
tiveness of efforts to protect education. In one
community visited, NGOs failed to coordinate
their efforts, leading agencies to compete with
each other for community participation. The
NGOs gave varying stipends in exchange for
participation, making some more “popular”
among community members than others.
Increased coordination among these NGOs could
have mitigated these problems. 

In another example, insufficient coordination
among potential stakeholders resulted in inade-
quate monitoring of attacks on education.
Although the MRM mandates monitoring attacks
on school buildings as well as on individuals, no
systems for monitoring attacks against
individuals were found in Côte d’Ivoire. Closer
collaboration between education and child
protection actors could have facilitated reporting
on attacks against students, teachers, and other
education staff. For example, education actors
could work with CPCs, which already have mecha-
nisms for reporting and managing data collected
on individuals who experience violence and
abuse. Training the community-based CPCs on
grave violations relating to education would
enable them to identify and report on attacks
against education.
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• Step 2: Mapping and power analysis: Insufficient
mapping of efforts that Ivorian communities were
already engaged in to protect their children and
schools meant that external actors failed to
identify opportunities to enhance these efforts.
Indeed, initiatives such as parent escorts of
children to and from school or the use of mobile
phone technologies for early warning are innova-
tions that international organizations could build
on.  For example, in Côte d’Ivoire, the majority of
the population has access to a mobile phone,80

and its use for information dissemination has
strong potential. Students and parents reported
using SMS systems informally to warn each other
of attacks and to monitor others’ well-being. Had
international organizations carried out a
thorough mapping of the communities, they may
have recognized the actions that the commu-
nities were already taking to use mobile phones
to identify threats and have been able to create
programming that built on them by creating a
more structured warning system that formalized
communication trees at school-level. This could
be a feasible, low cost, and effective way to build
an early warning system against attacks.
Similarly, research in Côte d’Ivoire indicated that
study groups can be an effective way to maintain
education and keep teachers and students safe.
The government, UN agencies, and INGOs could
invest in developing modules and programs that
can be accessed remotely using technology,
including the Internet and mobile phones.  

• Step 3: Creating social cohesion: Two examples
from Côte d’Ivoire illustrate the importance of
social cohesion and how it can facilitate access to
a protective and peaceful education
environment. One rural community in the west of
the country consists of several different religious
and ethnic groups, as well as various national-
ities—a consequence, in part, of waves of
internally displaced populations settling in or
near it. Because of this diversity and the pressure
of newcomers, the community was the site of
significant internal tensions following the 2003
and 2011 crises. 

Local and international NGOs (including
Solidarite, Handicap International, and IRC) with
the support of UNHCR, tried to address the

problem of social cohesion by implementing
community athletics days, trainings, workshops,
and cultural activities. A local NGO (AWECO) also
established a Peace Committee in the village. The
members of the Peace Committee received
training and support on conflict mediation and
subsequently implemented community
awareness raising workshops, helped repair
community relationships, and strengthen
community cohesion. These activities allowed
community members to come to agreements on
several issues of difference, including the
construction of a new school that opened in 2013. 

In addition, across Côte d’Ivoire, the government
has implemented peace and reconciliation initia-
tives at schools. Following the most recent crisis,
MENET held a workshop encouraging all teachers
and school administrators to ensure that their
school atmospheres were safe and politically
neutral after schools reopened. One school
principal reported building on what he had
learned at the workshop by holding meetings
with community and religious leaders on culti-
vating peaceful relationships within the
community that would enable children to resume
classes in a safe and peaceful environment.

• Step 4: Identifying issues of concern to
community-level stake holders (including
children): When they speak with all community-
level stakeholders, external actors in Côte d’Ivoire
are able to make sure that they are aware of the
priorities and concerns of all groups. For example,
some interviewees reported that by speaking with
groups of boys and girls separately, they were
able to find out that secondary school boys were
particularly concerned about recruitment into
armed forces and groups, while adolescent girls
were wary of sexual violence. Without having
spoken to these different groups of children, the
distinct issues they face would not have been
known.

• Step 5: Creating wider ownership: The research
carried out in Côte d’Ivoire underscored the
importance of cultivating community ownership
and positive attitudes that sustain education in
times of crisis. Interestingly, interviews indicated
greater parental participation and ownership of
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schools in rural than in urban areas—a finding
that might be attributable to the fact that there
are fewer educational options in rural commu-
nities. Parents in urban areas tended to have
greater awareness of their rights, demand more of
the state, and demonstrate less commitment to
support schools. As was demonstrated in these
communities, the greater a sense of ownership a
community has over its education, the more likely
its members are to invest in protecting the
education system by providing human resources
(e.g. volunteer teachers and unarmed volunteer
guards), construction materials, or space for
temporary schools, or to engage in negotiations
to protect their schools.

• Step 6: Developing a plan: No example of step six
was found in Côte d’Ivoire. 

• Step 7: M&E and ensuring accountability: A
couple of examples from Côte d’Ivoire show that
monitoring programs and holding stakeholders
accountable are essential activities—particularly
for building trusting relationships between
community members and external agencies that
enable effective programming. Trust was a
concern that arose commonly in focus group
discussions, with participants reporting that lack
of trust impeded collaboration between commu-
nities, school administration, NGOs, and UN
agencies. For example, one community reported
an example in which an international agency
transferred funds directly to a school principal,
bypassing the COGES and making it impossible
for parents to monitor the funds. The funds later
went missing, straining the relationship between
the community and the agency. On the other
hand, the World Food Program engaged parents
in monitoring and distributing food at one
community’s school, reportedly improving
relations between the school administration and
the community because parents appreciated
knowing how donations were used and
distributed. These examples show how important
it is for external agencies to increase parental
responsibility and engage parents in school
management processes.

• Step 8: Carrying out a risk assessment:
Negotiations that took place in several Ivorian

communities show that, although there are limits
to what a risk assessment may uncover, real risks
do exist. It is critical to consider these when
engaging in sensitive activities. Indeed, the
success of local negotiations varied greatly
depending on highly context-specific factors. In
one case, community members ended up fleeing
after being threatened by the soldiers they were
negotiating with over the use of the school. In
another case, negotiations resulted in unarmed
fighting between villagers and soldiers. However,
other cases were more successful. In one rural
village, an armed group led by Liberians and
Sierra Leoneans took over the teachers’ lodgings
and a military checkpoint was built close to the
school. The armed groups threatened and physi-
cally beat the principal and teachers. The village
chief, who had lived in Liberia for many years,
negotiated for them to vacate the premises,
offering a goat. While the armed group stayed,
they reduced the number of troops, and the
community reported a reduction in the number of
violent incidents. As these examples demon-
strate, negotiations may be highly risky. Without
assessing these risks, organizations interested in
facilitating negotiations could end up fuelling
tensions between community members and
armed groups; or, alternatively, they could end up
not being able to take advantage of factors that
could facilitate negotiations. 

• Step 9: Allowing groups to organize themselves:
Save the Children and UNICEF have engaged
marginalized groups like children and mothers by
supporting children’s and mothers’ clubs in
primary schools throughout Côte d’Ivoire.
However, their efforts demonstrate the
challenges in allowing groups to organize
themselves while at the same time ensuring that
all relevant stakeholders are empowered to
participate. Across Côte d’Ivoire, Save the
Children helped establish children’s clubs,
training a child-selected mentor and explaining to
other stakeholders, such as school directors,
SMC members, teachers, and parents, the objec-
tives of the clubs. However, it was found that
while the children’s clubs were effective in raising
awareness of rights and protection concerns, the
direct engagement of children in school
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management committees, as mandated by a
government decree, is tokenistic at best.
Although the children’s club presidents are
officially members of a school’s management
committee, in reality, they are not always invited
to meetings and are given few opportunities to
express their views.  

• Step 10: Capacity strengthening, awareness-
raising, and/or other social behavioural change
communication: An intervention carried out by
Save the Children in Côte d’Ivoire illustrates how
raising local community awareness about
education can help effectively protect students,
teachers, and schools. As part of its Rewrite the
Future program,81 Save the Children has
encouraged communities in Côte d’Ivoire to
implement security measures, with the goal of
increasing access to school and improving the
quality of education. Project planning involved
raising awareness among school directors,
teachers, children’s clubs, and parents. Initial
events were targeted at children and COGES, after
which children and teacher mentors developed
their own awareness-raising activities (on
education, child rights, and protection) targeted
at the whole community. Subsequently, Save the
Children, along with parents, children, teachers,
and COGES, identified the resources that the
community could contribute to school
protection.82 Communities helped provide
volunteer guards and improve school enclosures,
fencing, gates, and doors, and children helped
fundraise for school construction. 

• Step 11: Resourcing and implementing the plan:
In Côte d’Ivoire, community resources have been
vital for protecting education. For instance,
communities have supported the alternative
delivery of education, including managing the
sites (day-to-day supervision and budget
support), providing suitable spaces, and
constructing makeshift or temporary buildings. In
comparison to urban locations, the rural commu-
nities visited reported providing more resources
to support alternative learning spaces, including
in-kind payments, as well as provision of
materials for and participation in school
construction. 
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Soldiers from the 'Invisible Commandos' practice
ambush techniques at a middle school serving as a
base in the PK-18 area of the Abobo neighbourhood
in Abidjan, Côte d’Ivoire, 19 April 2011. 
© 2011 AP Photo/Rebecca Blackwell



Furthermore, one of the most important ways that
communities have contributed to alternative
learning is through the provision of volunteer
teachers. Volunteer teachers were pivotal after
the attempted coup of 2002, since, even after
government education personnel began to be
redeployed, staff shortages remained and trained
teachers were unwilling to work in areas
controlled by the FAFN. Teachers were often
parents or students who had completed their
high school certificates. Depending on their
location, they may have received training and
technical support from education ministry staff in
regional offices or NGOs. The government also
provided training modules for untrained teachers,
and while communities initially paid teachers
with either cash, in-kind, or field labor, the
government later began to integrate them into
their payroll. However, reliance on volunteer

teachers has tended to reduce the quality of
education that students in the CNO areas receive.
Even those students who have completed and
passed their baccalaureate still face discrimi-
nation if they try to further their education in
Abidjan because of the assumption that they are
not well trained. In response, existing non-formal
education programs in Côte d’Ivoire are being
harmonized, training is being given to educators
to ensure quality, and the government is recog-
nizing the value of these alternative forms of
education. In collaboration with the Ministry of
Education, the NRC is developing national guide-
lines to standardize implementation practices in
bridging programs helping children in little
served areas to access services. These efforts to
ensure more equitable access to education are
important given that lack of service provision,
such as of education, in the CNO areas has been
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How the step by step process works in practice: 
The IRC’s model of community involvement in school rehabilitation 
in Côte d’Ivoire
Research in Côte d’Ivoire uncovered a strong example of collaboration between communities and
an international NGO.83 The NGO initially contacted the village in January 2010 and held a
community meeting about implementing the project. According to IRC staff, “elders, youth,
women… everyone was there” (STEP 5 - Creating wider ownership). The community was asked to
prioritize a project (STEP 4 – Identifying issues of concern to community-level stakeholders) and
decided they wanted to refurbish their school, which had been damaged during the 2002 crisis
and subsequently deteriorated through general disrepair. 

When the community was notified the project would go ahead in February 2010, a community
rehabilitation committee was set up to support the project. The committee had to send out a
request for bids for the construction project, organize committee members’ participation in recon-
struction,84 and generate 5% of the funding themselves (STEP 9 - Allowing groups to organize
themselves and Step 11 - Resourcing and implementing the plan). The NGO trained the committee
on monitoring and evaluation, including reporting requirements (STEP 7 - M&E and STEP 10 -
Capacity strengthening). 

Construction finally began in October 2010, but was interrupted by the 2010-2011 crisis, during
which the school’s doors were broken, desks were stolen, and the teacher’s lodges used and
damaged by armed forces. The contractor fled for safety. To restart the project, the community had
to send out a second tender. They did this on their own initiative. 



one source of political tension, conflict, and
violence in Côte d’Ivoire.

• Step 12: Feeding back lessons learned:  Among
the violations that the UN-led MRM tracks are
attacks on schools, including on students and
teachers. Efforts to engage communities in
reporting these violations show how important it
is for external actors to provide feedback. In Côte
d’Ivoire, MRM data has primarily been collected
through informal networks made up of school
inspectors, regional education district officers,
UN agencies, and NGOs. Although community-
based Child Protection Committees (CPCs) were
intended to feed information from communities
into the MRM, in practice, this system for
reporting has not functioned well, with attacks
against teachers and pupils going largely undocu-
mented and only physical attacks against school
structures (including damage, looting, and use of
school buildings as barracks, weapons storage,
and mass graves) being recorded. This is in part
because CPCs in Côte d’Ivoire vary in whether or
not they function. Additionally, while CPCs, which
focus more on people, are trained to identify child
protection cases and employ basic case
management practices, they have not recorded
and reported systematically on attacks on
schools. Research in Ivorian communities
indicated that this failure to report is in part due
to a lack of understanding and awareness about
the MRM and its purposes. Only a handful of key
informants mentioned monthly data collection,
and even they did not know the purpose of the
information sharing process. The information gap
is compounded because it is often difficult to
determine whether individuals are injured
because of general conflict-related violence or
because they are directly targeted because of
their status as educators. More comprehensive
feedback to CPCs and local communities on the
purpose of the MRM and the types of information
that need to be collected could increase
motivation to report the relevant incidents. 

Conclusion
The case of Côte d’Ivoire illustrates a range of ways in
which communities might participate in the protection
of education: building and contributing to early warning
systems, providing human and material resources to
protect schools, negotiating with armed groups, and
feeding into monitoring and reporting systems.
Research from Côte d’Ivoire also demonstrates how
important it is to carefully plan and consider how to work
with local communities towards the protection of
education. It suggests that, in situations of conflict,
communities remain concerned with maintaining their
children’s education. 

Nevertheless, there is significant potential for missteps
when engaging local communities, and doing so can not
only damage program effectiveness but inflame existing
tensions, putting students, teachers, and their schools
at even greater risk. As the successes and errors
described in this case study show, external actors must
develop in-depth and detailed knowledge about the
communities, as well as strong relationships with
community members, in order to successfully
implement initiatives protecting education. Making
mistakes—either because of a lack of contextual
knowledge or for any other reason—can decrease trust
between communities and external actors and within
communities themselves. 

Among the challenges and potential pitfalls when
working with communities to protect education are the
following: 

• Variations in the composition of communities
means that one model of response does not fit all
contexts. The issue of addressing attacks against
education requires a highly sensitive and time
and labour intensive approach that accounts for
cultural differences and ensures that tensions are
not exacerbated. 

• Ethnic and cultural divisions between national
staff, education personnel and community level
groups, may reflect the divisions that are at the
heart of the conflict. This may lead to antagonism
between education structures and the commu-
nities in which they are based. 

• There may be language barriers between interna-
tional and national agency staff and the
community groups with which they work, particu-
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larly in remote locations. This can contribute to
misunderstandings between external actors and
communities. 

• Where literacy rates are low, relying on written
forms of communication, as INGOs and UN
agencies often do, may limit outreach and
feedback.85

• Communities may not be inclined to maintain
support, such as volunteerism and resource
donation, for a program over the long term. This
can increase dependence on limited government
or donor funding, and, in the worst case, lead to a
cessation of activities,86 contradicting the
assumption that community action is more
sustainable. 

• Donor funding in conflict settings tends to be
short term, seeking quick impact, often without
longer term planning. This is often incompatible
with effective local-level collaboration, since
developing contextual knowledge and building
strong and trusting relationships takes time. 

• Certain villages and communities may oppose
specific aspects of education. Where education
staff are viewed as aligned with a national or
foreign government, tensions between commu-
nities and school personnel may be high.

• If adequate and effective feedback mechanisms
are not put in place from the outset, it is difficult
to build trust, and communities may become
more and more reluctant to collaborate with
external actors in the future. 

Only by recognizing and addressing these challenges
can program actions implemented in collaboration with
communities be successful. Working with local commu-
nities has significant potential for protecting education.
Keeping in mind the twelve steps outlined in this paper
and ensuring the programs are comprehensively
monitored and remain adaptable can enable external
practitioners, planners, and policymakers to produc-
tively and effectively keep students, teachers, and their
schools safe. 

Conclusion and
recommendations
While the outcome or impact of engaging communities
in protective mechanisms is not rigorously documented
or evaluated, humanitarian principles and codes of
conduct87 assume that collaboration with local
individuals and groups is a ‘best practice.’ Practitioners
also report that working with communities improves
program design and implementation, relevance, and
sustainability, and lowers costs. This assumption that
community engagement is intrinsically positive can be
seen in guidance and reports on the protection of
education, which tend to promote collaboration with
communities as a protective measure.88

However, this paper indicates that there remains limited
understanding of how different forms of community
engagement and strategies for engaging communities
may impact program outcomes—either positively or
negatively. Furthermore, conflict-related dynamics, such
as the forms and motivations for attacks on education,
may inform how best to engage communities in
protecting their schools, students, and teachers. 

A review of documentation on community engagement
in protection and education generated primarily positive
and active examples of community engagement in
projects implemented by external actors. This may be
because this material is reviewed from a UN or NGO
perspective. However, research in Côte d’Ivoire contra-
dicted this perspective. There, communities visited
reported feeling frequently unsupported or engaged
only superficially. In the absence of strong and
sustained external support, communities have
occasionally taken it upon themselves to protect
education and increase access to it. A stronger under-
standing of these efforts, community perceptions on
working with external actors, and of the relative benefits
of working with communities is necessary for strength-
ening relationships between local, national, and
international partners. 

The following recommendations are made based on
these broad conclusions and the information gathered
and detailed above:  
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Further research:
• Conduct additional research on community

engagement: To inform programming and ensure
that it is effective, detailed and rigorous, research
is needed on:  

° The relative benefits and risks of community
engagement in protective action, including
prevention, mitigation, response actions, and
during different steps in the project devel-
opment, implementation, and monitoring
process.

° The forms of community engagement that
enhance different types of program effec-
tiveness, and under what conditions.

Donors: 
• Allocate longer-term funding for education

protection programs in conflict-affected states:
Funding should go beyond immediate emergency
response and support both recovery and conflict
preparedness in order to enable UN agencies and
INGOs to build strong and trusting relationships
with communities. 

• Invest in new technologies for early warning and
alternative education delivery: Case study
research in Côte d’Ivoire indicated that there is
great potential for technology to support early
warning systems and alternative education to
protect education in conflict settings. Donors
should invest money to explore and pilot how
these technologies can be applied.  

• Allocate sufficient allocation of funding in all
grants for research, monitoring and evaluation:
Additional funding for international agencies to
assess and research the impact and outcomes of
their efforts to protect education would enable
future application of lessons learned. 

UN agencies and INGOs:  
• Collaborate with secondary schools: Côte d’Ivoire

research indicated that certain forms of attack on
education, including sexual abuse of girls on
their way to and from school and boys being
recruiting into armed groups at school, are signif-
icant threats for children attending secondary
school. However, UN and INGO efforts are often
focused on primary education. Close collabo-

ration with protection teams and communities
could allow education teams to indirectly support
secondary education and secondary school-aged
children, even without funding to implement
secondary education programs. 

• Invest in building trust: Case study research
underscored the high importance of building
trusting relationships within communities and
between communities and NGOs and UN
agencies seeking to work in them. This is particu-
larly important in contexts of conflict, during
which political and ethnic tensions and mistrust
may be heightened and exaggerated.  

• Develop collaboration between education and
child protection actors in implementing the MRM,
setting up and supporting community groups,
and engaging in community mobilization and
awareness-raising:

° Child protection actors have pre-existing
mechanisms for reporting and managing data
collected on individuals who experience
violence, and abuse. Engaging these in MRM
reporting could help overcome challenges in
tracking incidents of attack against teachers,
school administration, and children. 

° Increased collaboration, including joint needs
assessment, planning, monitoring and evalu-
ation, between education and child protection
actors could help avoid duplication of efforts
where both set up community-level
committees to address issues facing children.
This is important to avoid competition for
volunteer time and community resources.
Additionally, because community
mobilization and awareness-raising is time
consuming, joint workshops, events, and
activities may help preserve human
resources. 

• Learn more about pre-existing community
responses: As Côte d’Ivoire indicates, commu-
nities may develop their own methods for
protecting education. INGOs and UN agencies
should more systematically and thoroughly invest
in collecting information about these mecha-
nisms since they could help develop innovative
protection strategies. 
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Appendices
APPENDIx 1: 
Typology of Community Engagement

This four-level typology of community engagement has
been adapted from a typology of community partici-
pation used by child protection actors to classify ways of
engaging communities in activities to achieve children’s
well-being.89 The categories of engagement set out
below indicate interconnected and sometimes
overlapping ways that communities can be engaged by
external actors at the outset of the activity and take on
levels of responsibility. These include: community-
initiated, community-implemented,
community-inspired, and community involved. 

Community-initiated: These program activities are
conceived and set-up by community members, based on
parameters established by them. They are also
managed, implemented, and resourced by communities
themselves. Maintained action is reliant entirely on
community motivation. 

Community-implemented: Groups external to the
community conceive of and design program activities,
but rely on community members to manage, support,
and/or resource them. The assumption justifying this
model is that when an external actor’s funding ends
community volunteerism will sustain the intervention. 

Community-inspired: Community groups conceive of
and develop projects, but rely on some form of external
support (human resources, skills, knowledge, advocacy
or funding) to fully implement them. External actors may
play a significant role in management and rollout of
activities. 

Community-involved: External actors conceive of
program activities, but solicit community perspectives
on implementation through participatory processes.
Community members do not typically play a role in
decision-making or management. They may volunteer
occasionally to support the project, but do not serve as
long-term human resources. The intervention is only
likely to continue as long as the external funding stream
is available.

Each of the different measures to protect education may
involve different forms of community engagement.
Different forms of support may be more or less realistic

or effective depending on the contextual factors, such as
the nature of attacks or community values with regards
to education. Furthermore, activities may start out with
one form of engagement and then evolve into another.
For instance, an activity may originally be community-
initiated but then be emulated by external actors, such
as UN agencies, NGOs or the government, who bring that
intervention to communities in other locations. It thus
may become a community-involved activity. Within one
setting, community, or program, it is also possible that
several different actions will be carried out with different
forms of engagement. Program planners can use this
typology to consider different options for community
engagement at different stages of the project implemen-
tation process. Decisions should be made based on
analysis of how each option may help or hinder
achievement of the desired outcomes. Which approach
an NGO, UN agency, or government ministry decides to
take will shape their staffing, funding, and operations. 

Forms of Community Engagement: Case Examples 
COMMUNITY-INITIATED: Children and parents in Côte
d’Ivoire use SMS services on their mobile phones to
monitor the safety of children going to and from school.
Parents also accompany their children to and from
school during times of conflict. 

COMMUNITY-IMPLEMENTED: UN agencies, INGOs, and
the MoE in the DRC initiate school management
committees. Community guards to protect schools in
Afghanistan, initially supported by the government, are
now the responsibility of communities themselves. 

COMMUNITY-INSPIRED: Communities initiate alternative
forms of education, such as bush-schools in CAR and
community schools in Afghanistan. Governments, inter-
national NGOs, and UN agencies then adopt and scale
up these interventions.

COMMUNITY-INVOLVED: In rapid onset emergencies,
international agencies solicit input from communities on
the design, implementation, and evaluation of projects
to provide temporary learning spaces. During the post-
election violence in Côte d’Ivoire in 2011, NGOs set up
temporary learning spaces in camp settings, after
communities fled.90 Because TLS needed to be estab-
lished quickly, the degree to which the NGOs could
engage community participation was limited. However,
community perspectives were solicited to inform
program design and monitoring. 
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APPENDIx 2: 
Working with and through local NGOs 

The following are examples of INGOs cooperating with
local NGOs to engage local communities. 

• SZoP in Nepal:91 In Nepal, Save the Children
implemented a SZoP program through local
partner organizations, often working with Village
Child Protection Committees previously set up by
the INGO. Working through these local groups
and other local organizations, Save the Children
recruited members of the local community to
work as social mobilizers to support and facilitate
the development of local committees and child
clubs. Child clubs and SMCs were instrumental in
promoting and monitoring the intervention. They
enabled communities to be more involved in
project development and to play a central role in
agreeing on the terms of the Codes of Conduct for
teachers, students, and the community. 

• Implementing the MRM with local NGOs in
Nepal:92 Nepal’s Country Taskforce on the MRM
found that working with local NGOs meant that
children and communities were more
comfortable sharing information than they would
have been if they were reporting to external
agencies. They preferred to report incidents
verbally to the local organizations, rather than
using the complaints boxes set up by the INGOs. 

• Mindanao Peoples Caucus monitoring violations
in the Philippines: 93 The Mindanao Peoples
Caucus (MPC), formed in January 2003, trained
3,500 local volunteers, called the Bantay
Ceasefire group, to monitor and report violations
of the ceasefire agreement between the Moro
Islamic Liberation Front (MILF) and the
government. Although their mandate is not
specific to education, it includes monitoring
attacks on schools. It is believed that knowledge
of a civilian-led monitoring team watching and
reporting on violations made armed actors more
cautious.  
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APPENDIx 3: 
Child participation in practice 

The following are examples of regional and international
actors engaging children in protecting their own rights,
including the right to education. 

• The Children’s Network (Red de Niños) of
Colombia:94 This children’s movement in
Colombia has brought together children affected
by the conflict and violence. Children from
different regions select representatives to
advocate on specific issues that concern them.
They have been involved in: 

° Writing a letter to the churches in Colombia,
urging them to work on specific issues that
concern children 

° Presenting the concerns of children at the
United Nations General Assembly Special
Session on Children

° Campaigning for peace and for the release of
those kidnapped by paramilitary and guerrilla
forces at local level

• Children’s clubs in Nepal:95 As part of Save the
Children’s SZoP projects in Nepal, children’s
clubs and peer networks helped ensure that
learning continued in places where fighting was
too intense for schools to stay open. These clubs,
along with CPCs and SMCs, were believed to be
one of the most important factors determining the
successful implementation of SZoP. They
reportedly helped children gain awareness of and
confidence in defending their rights as children to
adults, including school authority figures and
political groups. 

Best practices in involving children in implementing
the Monitoring and Reporting Mechanism 96

To monitor abuses against children in conflict settings,
the MRM, established by the United Nations, is
managed by a country taskforce, which relies on reports
from children, communities, civil society groups, NGOs,
and UN agencies. Children should participate in this
process, both as survivors/victims of violations and as
agents of protection themselves. In some situations,
children, under adult supervision, have been involved in
reporting, advocacy, awareness, and alert activities

through their communities and in schools. Children may
directly report the details of incidents of grave viola-
tions, such as attacks on schools, sexual violence, or
recruitment. For example, in DRC, children’s clubs, along
with SMCs and PTAs, were trained and encouraged to
report violations of children’s rights through the MRM.97

In addition children’s clubs in targeted schools were
trained and encouraged to participate in the MRM.
Children have also undertaken local awareness activ-
ities in conflict-affected areas to inform parents and
other children about their rights and reporting systems. 

In involving children in this way, it is important that
special care and consideration is taken to ensure their
well-being and safety. Reporting should not increase the
risk of children or their communities to threat, attack, or
other violence. The best interests of the child, and the
humanitarian principles of humanity, neutrality, impar-
tiality, and do no or less harm, guide the implementation
of the MRM. 
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APPENDIx 4: 
Côte d’Ivoire Methodology 

Information was collected for the case study from
several sources. Thirty-five semi-structured interviews
with key informants were carried out at the national,
regional, and local levels, including with Ministère de
l’Education Nationale et de l’Enseignement Technique -
Ministry of National Education and Technical Training
(MENET) officials, UN agency staff, NGO staff, Direction
Régionale de l’Education Nationale et de l’Enseignement
Technique (DRENET) officials, members of local Comité
de Gestion des Etablissements Scolaires – COGES, and
school principals.

In addition, three communities were visited, selected
because: a) their schools experienced attacks during
2010-2011 post-electoral crisis; b) the community took
action in response to these attacks; and c) the school
communities had contact with an NGO or UN agency,
enabling the authors to gain access for research
purposes. Two school communities in rural locations in
the west and a high school community in the economic
capital in the south were visited. These are the regions
that were worst affected by fighting during the 2010-2011
crisis. During these visits, a total of 15 focus group
discussions took place, including 123 individuals.98

These included: 

• School going children (5 girls and 5 boys between
13 and 16 years old)

• Non-school going children (5 girls and 5 boys
between 13 and 16 years old)

• COGES executive committee members (10-13
members)

• Women from the community (10 women) 

• The village chief and council99

• Religious leaders100

In general, the interviews and focus group discussions
sought to understand community attitudes toward
education, community initiatives to protect education,
successes and challenges in the protection of
education, and the role of external actors in supporting
the protection of education. Focus group participants
were reimbursed for transportation but were not paid or
given any other incentives to provide information.

Interviewees were given no incentives to provide infor-
mation.

Finally, project and program documents were collected
from government, NGOs, and UN agencies, in addition to
news releases, situation reports, and government
communiqués. These provided background information
on the situation of education in Côte d’Ivoire and details
on specific program activities discussed.

Limitations: There were a number of limitations to the
case study research. Time constraints meant that only
three sites in two regions of the country were visited.
Given how widespread attacks on education in Côte
d’Ivoire are, according to the country’s Education
Cluster,101 data collected from these three sites cannot
be considered systematic or representative of the overall
response to protecting education from attack in Côte
d’Ivoire. Data collection on the 2002 crisis was impeded
by a high turnover rate of staff in government, NGOs and
UN agencies, low institutional memory, and the time
that has passed since the 2002 crisis. Additionally,
interview and focus group participants often merged
issues of attacks on education and access to education.
Therefore, it was difficult to disaggregate the two discus-
sions. 
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